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PREFACE 

The world of education changes daily, and there continues to be a demand for well-prepared 
educational leaders. The challenges are greater than ever in this twenty-first century. New 

models and styles of leadership are emerging at a record pace. The public expects more from 
schools than ever before, including greater accountability; improved performance on standard-
ized tests; guarantees of school safety; more input from parents; better school–community 
relations; and an acceptance and appreciation of diversity, with equal opportunities for all 
students. Concurrently, many political, educational, and religious leaders are looking for 
answers to education's challenges by pursuing alternative routes to excellence—privatization, 
homeschooling, vouchers, charter schools, and various other efforts at reform. 

In the midst of all the upheaval in public education, principals are expected to carry out 
their duties and fulfill multiple roles, both new and traditional—and do all of them well. 
They must excel as instructional leaders and at the same time serve as overall school manag-
ers, recruiting and retaining qualified personnel, providing direction to the staff, exercising 
oversight and responsibility for all that occurs within the school building and on the school 
grounds, applying good judgment in the problems and crises that occur with no little fre-
quency, and all the while maintaining good relations with parents and serving as a bridge 
between the school and the community. The need for an adequate supply of capable leaders 
willing to accept such challenges has never been greater. 

Such leaders must be developed. Yet administrator preparation programs have often been 
criticized as being too theoretical and insufficiently grounded in reality, and in-service pro- 
grams have frequently been criticized for the reverse. What is needed is professional training 
that helps educational leaders form a vision of what can be, knowledge of what is known and 
being discovered, and practical understanding of how to apply the knowledge and carry out 
the vision in a time of extraordinary change. In his book Managing the Dream, Warren Bennis 
has said that the most lasting advice he can give to leaders is to "stay nimble" and be prepared 
"for what has not yet been imagined." 

This ninth edition continues to reflect our own desire to "stay nimble," and to continue 
to be inclusive of all voices that are speaking, researching, and practicing in the educational 
leadership arena. In revising the book, we have taken into account the multiplicity of changes 
occurring in society in general and in education in particular. We have not made changes 
simply for the sake of change, and we want to assure instructors who have used previous edi-
tions that the strengths of these earlier editions have been retained. Of note, is the addition of 
a "Bullying" section to Chapter 5. 

The case studies, in-basket exercises, and simulations comprising Part II address the many 
forms of leadership (e.g., principal, teacher, collaborative) and how such leadership may be exer- 
cised in view of issues faced by schools today—issues such as diversity and social justice, under-
standing and influencing school culture and climate, and building school–community relations, 
to name only a few. In this edition, we have decided to seamlessly include the "social justice" 

'Wen Bennis, Managing the Dream: Reflections on Leadership and Change (Cambridge, MA: Perseus Publishing, 
2000), p.  xvi. 
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cases within the areas of "Beginning Challenges," "Student Problems," "Administrator–Staff 
Relationships," "School Community Relations," "Role and Organizational Problem Issues," and 
"Problems of Change." We have done this not to dismiss the importance of dealing with social 
justice issues but so that students begin to view these issues as a part of the larger social context 
of schooling. The school represents a microcosm of society and should play an active role in try-
ing to resolve or ameliorate its problems. Although the educational system has found it impossi-
ble to remain detached from the major controversies of the day, administrators and teachers have 
often been reluctant to assume leadership in seeking answers to societal problems. Our approach 
is intended to prepare students for the kinds of situations and problems they will encounter in 
administrative positions. This approach therefore incorporates key professional standards and 
competencies (such as the development of skills in communication, group leadership, conflict 
management, and the like) with action-based research methods and theoretical undergirding to 
assist in decision making. 

This ninth edition continues to embrace issues of social justice and educational leadership. 
Some leadership theories and concepts have been updated, and we continue to focus on the 
issue of change for future leaders. We have updated and added a few new case studies. The 
studies continue to involve students in deciding which action to take, and students are encour-
aged to make their decisions based on knowledge gained from the first half of the book. 

The text is primarily focused toward school leaders, but it has global application with its 
principles for those who may be in areas such as higher education administration, military 
educational training programs, agency management, and government services administration. 

We sincerely hope that this edition will not only help educational leaders "manage the 
dream" of improving their performance through improved training but also help them lead the 
dream—and bring many others along as well.2  
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and embracing, molding, and managing that dream for the future. See note 1 and the preface to Managing the Dream. 
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I N T R 0 D U C I I 0 N 

Today's expectations for standards and accountability affect all areas of education and the 
life outside of the discipline. The field of educational administration and leadership is no 
exception to that rule. In 1994 the Interstate School Leaders Licensure Consortium (ISLLC) 
was established under the guidance of the Council of Chief State School Officers (CCSSO). 
ISLLC was a consortium of 32 education agencies and 13 education administrative associa-
tions that worked cooperatively to establish an education policy framework for school leader-
ship. According to the CCSSO (1997), the consortium's vision of leadership was based on 
the premise that the criteria and standards for the professional practice of school leaders must 
be grounded in the knowledge and understanding of teaching and learning. The purpose of 
the consortium was to provide a means through which states could work together to develop 
and implement model standards, assessments, professional development, and licensing pro-
cedures for school leaders. Finally, the overarching goals of ISLLC were to raise the bar for 
school leaders to enter and remain in the profession and to reshape concepts of educational 
leadership. 

This edition contains the Educational Leadership Policy Standards: ISLLC 2008. Accord-
ing to the Council of Chief State School Officers these updated standards retain the structure 
of the six original ISLLC Standards, but they are written for new purposes and audiences. The 
updated standards reinforce the proposition in the original ISLLC Standards that leaders' pri-
mary responsibility is to improve teaching and learning for all children. However, the updated 
standards are explicitly policy oriented because the 1996 ISLLC Standards for School Lead-
ers have been so widely used as a model for state education leadership policies. 

Each chapter in Part I has corresponding ISLLC standards on which the instructors and 
students should focus during reading and discussion. In addition, case studies and simulations 
in Part II of the text are also aligned with standards for application during analysis, discus-
sion, and role-play. 
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STANDARD 1: An education leader promotes the success of every student by facilitating 
the development, articulation, implementation, and stewardship of a vision 
of learning that is shared and supported by all stakeholders. 

FUNCTIONS: A. Collaboratively develop and implement a shared vision and mission 
B. Collect and use data to identify goals, assess organizational 

effectiveness, and promote organizational learning 
C. Create and implement plans to achieve goals 
D. Promote continuous and sustainable improvement 
E. Monitor and evaluate progress and revise plans 

STANDARD 2: An education leader promotes the success of every student by advocating, 
nurturing, and sustaining a school culture and instructional program con- 
ducive to student learning and staff professional growth. 

FUNCTIONS: A. Nurture and sustain a culture of collaboration, trust, learning, and high 
expectations 

B. Create a comprehensive, rigorous, and coherent curricular program 
C. Create a personalized and motivating learning environment for students 
D. Supervise instruction 
E. Develop assessment and accountability systems to monitor student 

progress 
F. Develop the instructional and leadership capacity of staff 
G. Maximize time spent on quality instruction 
H. Promote the use of the most effective and appropriate technologies to 

support teaching and learning 
I. Monitor and evaluate the impact of the instructional program 

STANDARD 3: An education leader promotes the success of every student by ensuring 
management of the organization, operation, and resources for a safe, effi- 
cient, and effective learning environment. 

FUNCTIONS: A. Monitor and evaluate the management and operational systems 
B. Obtain, allocate, align, and efficiently utilize human, fiscal, and tech- 

nological resources 
C. Promote and protect the welfare and safety of students and staff 
D. Develop the capacity for distributed leadership 
E. Ensure teacher and organizational time is focused to support quality 

instruction and student learning 

3 



STANDARD 4: An education leader promotes the success of every student by collaborat-
ing with faculty and community members, responding to diverse commu-
nity interests and needs, and mobilizing community resources. 

FUNCTIONS: 

	

	A. Collect and analyze data and information pertinent to the educational 
environment 

B. Promote understanding, appreciation, and use of the community's 
diverse cultural, social, and intellectual resources 

C. Build and sustain positive relationships with families and caregivers 
D. Build and sustain productive relationships with community partners 

STANDARD 5: An education leader promotes the success of every student by acting with 
integrity, fairness, and in an ethical manner. 

FUNCTIONS: 	A. Ensure a system of accountability for every student's academic and 
social success 

B.  Model principles of self-awareness, reflective practice, transparency, 
and ethical behavior 

C.  Safeguard the values of democracy, equity, and diversity 
D.  Consider and evaluate the potential moral and legal consequences of 

decision making 
E.  Promote social justice and ensure that individual student needs inform 

all aspects of schooling 

STANDARD 6: An education leader promotes the success of every student by understand-
ing, responding to, and influencing the political, social, economic, legal, 
and cultural context. 

FUNCTIONS: 	A. Advocate for children, families, and caregivers 
B. Act to influence local, district, state, and national decisions affecting 

student learning 
C. Assess, analyze, and anticipate emerging trends and initiatives in order 

to adapt leadership strategies 

4 



CHAPTER 

H 
Leadership 

APPLICABLE ISLLC STANDARDS 

STANDARD 1: An education leader promotes the success of every student 
by facilitating the development, articulation, implementation, 
and stewardship of a vision of learning that is shared and 
supported by all stakeholders. 

FUNCTIONS: 	A. Collaboratively develop and implement a shared vision 
and mission 

B. Collect and use data to identify goals, assess 
organizational effectiveness, and promote organizational 
learning 

C. Create and implement plans to achieve goals 
D. Promote continuous and sustainable improvement 
E. Monitor and evaluate progress and revise plans 

STANDARD 2: An education leader promotes the success of every student 
by advocating, nurturing, and sustaining a school culture and 
instructional program conducive to student learning and staff 
professional growth. 

FUNCTIONS: 	A. Nurture and sustain a culture of collaboration, trust, 
learning, and high expectations 

B. Create a comprehensive, rigorous, and coherent 
curricular program 

C. Create a personalized and motivating learning 
environment for students 

D. Supervise instruction 
E. Develop assessment and accountability systems to 

monitor student progress 
F. Develop the instructional and leadership capacity of staff 

G. Maximize time spent on quality instruction 
H. Promote the use of the most effective and appropriate 

technologies to support teaching and learning 
I. Monitor and evaluate the impact of the instructional 

program 

61 
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STANDARD 3: An education leader promotes the success of every student 
by ensuring management of the organization, operation, 
and resources for a safe, efficient, and effective learning 
environment. 

FUNCTIONS: 	A. Monitor and evaluate the management and operational 
systems 

B. Obtain, allocate, align, and efficiently utilize human, 
fiscal, and technological resources 

C. Promote and protect the welfare and safety of students 
and staff 

D. Develop the capacity for distributed leadership 
E. Ensure teacher and organizational time is focused to 

support quality instruction and student learning 

It has been said, "The organization without effective leadership is in trouble." Most adminis-
trators recognize that providing leadership is a major expectation for their role. This expecta-
tion is emphasized both in educational literature and at various professional meetings. But 
what constitutes leadership? How does the administrator exercise leadership? In response to 
these questions, literally hundreds of studies have been conducted, and thousands of articles 
and many books have been written. Although these efforts have, in many instances, provided 
insights into the subject of leadership, the concept remains elusive. In large part, this may 
be because leadership involves the effective utilization of all the other concepts in this text, 
and it is difficult to analyze as a distinct concept. This chapter reviews some of the relevant 
and seminal research on literature in leadership as well as describes and analyzes particular 
concepts that possess major relevance for the school administrator who wants to be an educa-
tional leader, with particular emphasis on the notion of group leadership. 

DEFINITIONS AND NEED FOR LEADERSHIP 

Theorists, researchers, and practitioners have defined leadership in a variety of ways.' Prob-
ably the most commonsensical definition was stated by Cowley in the 1920s: "The leader is 
the one who succeeds in getting others to follow him [or her] .,,3  "Leadership is taking risks, 
making mistakes and learning from those mistakes. Leadership provides the very foundation 
for a sound educational program. When leadership is right, people are inspired to do their 
best." 

Individuals Can Lead; Groups Can lead 

As theorists and researchers began to analyze the term leadership, more elaborate and sophis-
ticated definitions evolved. Stogdill, a respected authority on the subject, defined leadership 
as those activities engaged in by an individual or members of a group that contribute signifi-
cantly to "development and maintenance of role structure and goal direction, necessary for 
effective group performance."5  Stogdill's definition emphasizes that leadership need not be 
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limited to one individual, such as the school administrator, and that the focus of leadership 
activities should be on increasing the performance effectiveness of the group. 

Referring to Thomas Carlyle's "Great Man" theory of history, Bennis suggests that per-
haps instead we should realize that to a great extent "our world has in fact been the product 
of 'Great Groups,' teams of creative persons who banded together to achieve remarkable suc-
cesses that would not have been possible through a traditional hierarchical approach."6  He 
emphasizes that a shared dream is at the heart of each "Great Group" and that individual egos 
are put aside in order to pursue the dream. Bennis writes that leadership is dispersed among 
Great Groups, not necessarily by formal rotation rules but by different group members assum-
ing different types of leadership roles at different times and in different situations according 
to their individual abilities. Thus the group itself can be a leader at the same time that vari-
ous members are leaders within the group. Certain traits characterize team or group leaders, 
according to Bennis: namely, providing direction and meaning, generating and sustaining 
trust, displaying an eagerness to take action, and spreading hope.7  

Empowerment 

The concept of empowerment has increasingly dominated the research on group leadership 
and group dynamics and has had an impact on the way leadership is defined. According to 
Taylor and Rosenbach, "Leadership involves assisting everyone working with the organiza-
tion to collectively gain control over resources for the common good."8  Conger and Kanungo 
define empowerment as "a process of enhancing feelings of self-efficacy among organiza-
tional members through identification of conditions that foster powerlessness and through 
their removal by both formal organizational practices and informal techniques of providing 
efficacy information."9  

Conger stresses four ways in which effective leaders empower subordinates. First, they 
structure tasks SQ that staff members have success and are rewarded. Second, they use verbal 
persuasion to convince followers that they are able to successfully complete difficult tasks. 
Third, effective leaders reduce tensions and build excitement and pride in the organization. 
Finally, good leaders model empowerment through their own behavior, showing that they, 
too, are empowered when interacting with their superiors and thereby demonstrating what 
self-confidence can accomplish. 10  

Lilly, on the same subject of empowerment, writes that "power is the ability to get things 
done, rather than the ability to get one's way against resistance."" He distinguishes between 
distributive power and collective power. The former is adversarial and controlling, whereas 
the latter results from empowering all individuals involved. The use of collective power 
increases the power of all people as they reach the goals together that may have eluded 
them independently. According to Lilly, the powerful administrator is not independent but 
rather interdependent. Evidence that a group is truly empowered may be seen in a situation 
in which (1) people feel significant because everyone is making a contribution, (2) leaders 
model behavior that values the learning and competence of people in the organization, and 
(3) the work is viewed as exciting. Finally, leaders who empower their employees pull them, 
rather than push them, to a goal by embodying the vision toward which the rest of the group 
strives. 12  Effective leaders are themselves empowered and seek to do the same for their staff. 
They are willing to take risks and encourage their subordinates to be risk takers. To quote 
Morris, "Risk taking leaders do not wait for the future to occur. They create the future by 

"13  actively engaging in it.  
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Administrators, Managers, and Leaders 

Another major contribution to the literature on leadership, one that the authors believe to 
hold significant implications for the educational administrator, was developed by Lipham. 14 

Lipham made an important distinction between the administrator and the leader He defined 
the administrator as "the individual who utilizes existing structures or procedures to achieve 
an organizational goal or objective." 5  He went on to say, "The administrator is concerned pri-
marily with maintaining, rather than changing established structures, procedures, or goals." 6  
Thus the administrator, according to Lipham, must be viewed as a stabilizing force. 

In contrast, the leader as defined by Lipham, "is concerned with initiating changes in estab-
lished structures, procedures or goals; he [or she] is a disrupter of the existing state of affairs." 
Leadership, to Lipham, is "the initiation of a new structure or procedure for accomplishing orga-
nizational goals and objectives." 7  Consequently, an administrator can be a leader by attempt-
ing to introduce change, but is not a leader simply because he or she happens to occupy what 
has been referred to as a "leadership position." It is not the position that determines whether 
someone is a leader; it is the nature of that individual's behavior while occupying that position. 

Kotter has written that "management is about coping with complexity," a necessary response 
to the complexity of modern organizations, whereas leadership "is about coping with change" 
and is more necessary than ever before because of the vast changes taking place today; but 
he stresses that both management and leadership are necessary and should be considered 
"complementary systems of action." Although Kotter's discussion focused on the business 
world, his point applies to education as well. 18  Similarly, Conger and Kanungo also make a 
distinction between leader and manager, contending that motivation is the "very essence" of 
true leadership, coupled with the ability of leaders to build an emotional attachment with their 
followers. Leaders also use intuition, which is "insight, judgment, and executive ESP." Smith 
writes that good followers can be easily identified by these qualities. For example, followers 
listen, read the administrator's memos, brag about their colleagues, are kind to others, do not 
get involved in petty staff disputes, think in terms of "we" not "me," adjust their personal and 
school schedules to benefit others, think of themselves as part of a team or group, ask what 
they can do to help, recognize that "imitation is the sincerest form of flattery," share every-
thing, and pitch in to help without being asked. 19  The leader's behavior, according to Conger 
and Kanungo's research, is characterized as charismatic and visionary. One important person-
ality trait is the leader's understanding of the need for power and the approach to its use. The 
leader must also have the organizational vision necessary to direct the organization into its 
future and the ability to articulate this vision. 20 

As Lipham acknowledged, however, the administrator who adopts the role of leader 
will be unable to spend time on leadership only. Adequate attention must also be devoted 
to administering the school. There is considerable doubt whether an organization can suc-
cessfully maintain itself if the administrator spends all or most of the time in initiating new 
procedures or goals. Nevertheless, it is equally clear that organizational improvement may 
suffer if the administrator spends all of his or her time maintaining the status quo. As Bennis 
aptly observes, "Managers are people who do things right; leaders are people who do the right 
things," and good managers successfully handle the routine daily jobs, but seldom question 
whether these jobs should be done in the first place.2' If the organization is to improve its 
effectiveness and reach new heights, the administrator must initiate change in procedures and 
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WINDOW ON DIVERSITY 

Leadership 

CULTURALLY PROFICIENT LEADERSHIP CONTINUUM 

1. Cultural destructiveness: See the difference, stomp it out—the elimination 
of other people's cultures. 

2. Cultural incapacity: See the difference, make it wrong—belief in the 
superiority of one's culture and behavior that disempowers another's culture. 

3. Cultural blindness: See the difference, act like you don't—acting as if the 
cultural differences you see do not matter, or not recognizing that there are 
differences among and between cultures. 

4. Cultural precompetence: See the difference, respond inadequately—
awareness of the limitations of one's skills or an organization's practices when 
interacting with other cultural groups. 

5. Cultural competence: See the difference, understand the difference that 
difference makes—interacting with other cultural groups using the five essential 
elements of cultural proficiency as the standard for individual behavior and school 
practices. 

6. Cultural proficiency: See the differences and respond positively and 
affirmingly—esteeming culture, knowing how to learn about individual and 
organizational culture, and interacting effectively in a variety of cultural 
environments. 

ESSENTIAL ELEMENTS 

These elements provide the standards for individual behavior and organizational 
practices: 

• Name the differences: Assess culture. 
• Claim the differences: Value diversity. 
• Reframe the differences: Manage the dynamics of difference. 
• Train about the differences: Adapt to diversity. 
• Change for differences: Institutionalize cultural knowledge. 

Source: Randall B. Lindsey, Kikanza Nuri Robins, and Raymond D. Terrell in Cultural Proficiency: 

A Manual for School Leaders (Thousand Oaks. CA: Corwin Press 2007). Copyright © 2007 by Corwin 
Press. Reprinted by permission of Corwin Press Inc. 

organizational goals—and if these changes achieve the desired ends, then the administrator 
has not only attempted to exercise leadership but also succeeded in exercising fftctive leader-
ship, which seems to he needed more than ever in education. 



10 	Part I Major Concepts in Administration and the Social Sciences 

Why Leadership Has Become So Important 

Although the professional literature on school administration has long emphasized that one of 
the major responsibilities of the school administrator is to provide leadership, this emphasis 
has taken on new urgency in recent years. Beginning in the 1970s with the "effective school" 
research 22  and continuing into the early years of the twenty-first century, with various national 
and state reports recommending major changes in education, 23  the school administrator has 
frequently been cited as a pivotal figure in bringing about needed school reform and improve-
ment. While some may doubt whether all, or, for that matter, many school administrators 
possess the necessary qualities for leadership,24  there is general agreement that administrative 
leadership is needed if the schools are to improve significantly. 25 

New developments in leadership theory, for example, have focused on such matters as 
values and beliefs frequently embedded in the mission of the school or school district;26  
vision or "aesthetic motivation"; 27  and the role of symbols, culture, and purpose. 28  Whether 
the focus is on defining a clear school purpose and mission, developing a definite set of 
staff expectations for improved student learning, providing an orderly school environment 
where serious learning can take place, or one of the other elements that school effectiveness 
research has identified,29  some type of leadership contribution by the school administrator 
seems necessary. 

Parks and Barrett stress that future administrators must be leaders of leaders by dem- 
onstrating the following abilities: recognizing, rewarding, and supporting the work of new 
leaders; coaching the leaders on values, missions, and goals of the school and school sys- 
tem; supplying necessary resources, such as release time, money, staff support, facilities, and 
equipment; providing tools for review and reflection of their work; promoting opportunities 
for leadership skill enhancement; giving credit to new leaders while maintaining responsibil-
ity; consulting often with and delegating freely to new leaders; and supporting these leaders' 
decisions.30  

In the following sections, several theories of leadership containing the most useful ideas 
for the school administrator will be presented, including an exploration of the administra-
tor's leadership role in working with groups. One major approach to leadership examines the 
behavior of effective leaders. Another approach emphasizes the situation in which the leader 
functions. 

SEMINAL STUDIES IN LEADERSHIP AND TYPES OF LEADERSHIP 

Trait Studies 

Some of the first theories regarding leadership revolved around the study of traits. These stud-
ies attempted to identify traits that could be used to differentiate between leaders and those 
who are not. A hierarchical organizational structure housed its leaders at or near the top with 
trait theories, and the focus was on developing habits, approaches, viewpoints, or traits to 
become successful. In 1948 Stogdill noted that even though leaders exhibited some general 
managerial advantages over those who were not leaders relative to some traits, there were 
no characteristics or traits exhibited by leaders that were clearly superior. Current literature 
focusing on leadership traits include Stephen Covey's Seven Habits of Highly Effective People 
and John Wareham's The Anatomy of a Great Executive. 31 
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Behavior Studies 

From the 1930s, 1940s, and 1950s come the well-known behavior studies conducted at major 
midwestern research universities. In 1938, Lewin, Lippitt, and White, researchers at Iowa, 
conducted a group of studies called the "Leadership and Group Life" (also known as "The 
Iowa Studies") on the productivity of subordinates using three styles: autocratic, democratic, 
and laissez-faire.32  The autocratic leader was very direct and had strong decision making 
skills, and power resided with this individual. The leader who was identified as laissez-faire 
gave complete decision-making power to the group. The researchers found a "democratic 
style" of leadership to be superior to the more autocratic or laissez-faire styles. The new 
democratic style was touted as more productive because this individual shared the decision 
making with the group. It was later generalized from this study to corporate settings.33  The 
effective school leader in the twenty-first century will also employ this democratic style of 
leader behavior to foster a collaborative community of learners. 

Another series of studies on leadership was done at The Ohio State University, beginning 
in the 1950s.34 Researchers found two critical characteristics either of which could be high 
or low and were independent of one another: Consideration is the degree to which a leader 
acts in a friendly and supportive manner toward his or her subordinates; initiating structure is 
the degree to which a leader defines and structures his or her role and the roles of the subor-
dinates toward achieving the goals of the group. The research was based on questionnaires to 
leaders and subordinates. These are known as the Leader Behavior Description Questionnaire 
(LBDQ) and the Supervisor Behavior Description Questionnaire (SBDQ). 

The 1950s also found researchers at the University of Michigan conducting research on 
leader behavior, wherein three critical characteristics of effective leadership were found: 
task-oriented behavior, relationship-oriented behavior, and participative leadership. With 
task-oriented behavior, effective managers did not do the same kind of work as their subor-
dinates. Their tasks were different, and included planning and scheduling work, coordinating 
activities, and providing necessary resources. They also spent time guiding subordinates in 
setting task goals that were both challenging and achievable. Those managers who displayed 
relationship-oriented behavior concentrated not only on the task but also on their relationship 
with their subordinates. They were more considerate, helpful, and supportive of subordinates, 
including helping them with their career and personal problems. They recognized effort with 
intrinsic as well as extrinsic reward, thanking people for effort. Overall, the effective manag-
ers preferred a general and hands-off form of supervision rather than close control. They set 
goals and provided guidelines, but then gave their subordinates plenty of leeway as to how 
the goals would be achieved. Finally, those who practiced participative leadership managed 
both at the group level and at the individual level, for example, using team meetings to share 
ideas and involve the team in group decisions and problem solving. By their actions, such 
leaders model good team-oriented behavior. The role of the manager is more facilitative than 
directive, guiding the conversation and helping to resolve differences. The manager, however, 
is responsible for results and is not absolved of responsibility. As such, the manager may 
make final decisions that take recommendations from the team into account. The effect of 
participative leadership is to build a cohesive team that works together rather than a set of 
individuals.35  

Parallel to the university studies, in research conducted by Halpin, the behavior of air-
craft commanders and school superintendents was studied, and two sets of behavior were 
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found to be associated with effective leadership: initiating structure and consideration. 16  The 
leader who assumes an initiating structure leadership role will attempt to define the behavior 
expected from each member of the organization and will emphasize the importance of "get-
ting the job done." In a sense, this behavior is similar to that of a nomothetic leader, first 
conceptualized by Getzels, in that work-related needs rather than the personal needs of the 
members of the group are emphasized.37  The importance of this type of behavior has been 
documented in studies of principals in effective schools. For example, one study observed, 
"[The principal] sets clear expectations for the teachers, and all staff as professionals are 
accountable for the results of their efforts."38  Another study reported, "These [effective] prin-
cipals set high academic standards."39  A related report on effective schools sees the principal 
framing and communicating goals, setting expectations, monitoring instructional progress, 
coordinating the curriculum, and supervising and evaluating the faculty.40  

The second leadership variable identified by Halpin was a factor termed consideration. 
Whereas the "initiating structure" aspects of leadership are task-centered, the "consideration" 
aspects are people-centered. The administrator who assumes the consideration leadership role 
will attempt to develop a positive and satisfying relationship between leader and followers 
and will try to promote a spirit of cooperation among the different members of the group 
being led. This type of leadership has also been characterized by Getzels and his colleagues as 
idiographic leadership, in that it stresses the personal and emotional needs of the members of 
the group.4' As emphasized by Finn, "Effective principals require the ability to work closely 
with others."42  

In sum, consideration behavior on the part of a leader represents an attempt to meet the 
maintenance needs of a group, whereas initiating structure can be regarded as behavior 
designed to help a group achieve its objectives. 

Some administrators may feel that they are leaders if they either initiate structure or pro-
vide consideration. Halpin emphasizes, however, that both types of behavior are important. 43 

That is, the leader must initiate action and get things done; but in most situations, in order to 
achieve these objectives successfully, the leader must meet the personal and emotional needs 
of people to secure their continuing cooperation and commitment. This style of leadership has 
been referred to by Getzels and colleagues as transactional leadership. 

For example, if an administrator emphasizes the initiation of structure in order to facilitate 
organizational achievement but neglects the needs of a group for consideration, cooperation in 
achieving the goals of the organization may not be attained. If, on the other hand, an admin-
istrator stresses the consideration dimension but pays insufficient attention to the initiation of 
structure needed to promote organizational achievement, the administrator may succeed in 
meeting a group's needs for maintenance but may fail to meet fully the organization's needs 
for achievement!" 

In the 1960s, Blake and Mouton introduced their Managerial Grid with two dimensions 
(axes) of leadership orientation: concern for production (task) and concern for people (rela-
tionship). Here five leadership styles were identified via the two axes of the grid: 

1. Authoritarian leader (high task, low relationship): People who get this rating are very 
much task-oriented and are hard on their workers (autocratic). There is little or no 
allowance for cooperation or collaboration. Heavily task-oriented people display these 
characteristics: They are very strong on schedules; they expect people to do what they 
are told without question or debate; when something goes wrong they tend to focus on 
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who is to blame rather than concentrate on exactly what is wrong and how to prevent 
it; and they are intolerant of what they see as dissent (it may just be someone's creativ-
ity), so it is difficult for their subordinates to contribute or develop. 

2. Team leader (high task, high relationship): These people lead by positive example and 
endeavor to foster a team environment in which all team members can reach their 
highest potential, both as team members and as people. They encourage the team to 
reach team goals as effectively as possible, while also working tirelessly to strengthen 
the bonds among the various members. They normally form and lead some of the 
most productive teams. 

3. Country club leader (low task, high relationship): These people use predominantly 
reward power to maintain discipline and to encourage the team to accomplish its 
goals. Conversely, they are almost incapable of employing the more punitive coercive 
and legitimate powers. This inability results from fear that using such powers could 
jeopardize relationships with the other team members. 

4. Impoverished leader (low task, low relationship): Leaders who use a "delegate and 
disappear" management style. Since they are not committed to either task accomplish-
ment or maintenance, they essentially allow their team to do whatever it wishes and 
prefer to detach themselves from the team process by allowing the team to suffer from 
a series of power struggles. 

5. Organization non manager: A leader who maintains the status quo. 

The team leader would be the most desirable place for a leader to be along the two axes and at 
most times would be with a 9 on task and a 9 on people.45  

Updated in 1991, the New Managerial Grid 46  identifies seven new styles, which Blake and 
McCanse found to be the most important differences among leaders: 

1. Control and dominate (dictatorial) 

2. Yield and support (accommodating) 

3. Balance and compromise (status quo) 

4. Evade and elude (indifferent) 

5. Prescribe and guide (paternalistic) 

6. Exploit and manipulate (opportunistic) 

7. Contribute and commit (sound) 

SITUATIONAL LEADERSHIP AND CONTINGENCY MODELS 

In addition to the emphasis on the characteristics of leadership and the behaviors of effective 
leaders, there is another major approach to leadership—an approach built less around the 
person and more around the situation in which the person functions. The nature of a particular 
situation is considered to be the most important variable determining how the leader operates. 
This school of thought rejects the premise that one approach to leadership is preferable to 
another. Instead, the proponents of situational leadership set forth two primary propositions 
that (I) the leadership approach employed by an individual should be relative to the situation 
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U FIGURE 1.1 

SITUATIONAL VARIABLES AND LEADERSHIP 

Nature of the 	 Characteristics of 
task or problem, 	 the people to be 
e g.. low academic 	 led. e.g teachers' 
achievement 	 / attitude 

Type of leadership 1 
needed in a situation 

Obstacles and 	/ 	 Characteristics of 
constraints. e.g 	 the organization, 
limited resources 	 e.g.. superiors 

expectations 

and (2) different situations demand different kinds of behavior from the leader.47  Figure 1.1 
presents several major situational factors that could influence the type of leadership needed in 
a school or school district. 48 

As a conference on effective schools sponsored by the National Institute of Education 
made clear: 

There are very important contextual factors such as composition of the teaching staff, the stu-
dent body, the community, the district situation, state mandates, and the principal's own past 
experience that seem to shape how the principals accomplish their role. 49 

Although the empirical evidence is not conclusive, 50  there is considerable observational 
experience to support the situational theory of leadership. For example, persons who are 
appointed or elected as leaders in one situation may not be chosen again when circumstances 
change. Individuals who are successful in leading a group in a given situation may not be suc-
cessful with a different group or at another time. 

The importance of situational leadership can easily be observed in educational administra-
tion. The individual for any specific administrative position is usually selected primarily by 
criteria of certain personal qualities and a style of leadership that meet the needs of the work 
situation. School boards, for instance, do not all look for the same type of leader to fill the 
position of superintendent. They want an individual who they feel will provide the type of 
leadership to meet the unique needs of the school district. In one situation, a school board 
may look for a superintendent who can successfully introduce basic changes in the schools, 
perhaps over the strong opposition of a number of people. At another time the board may want 
a superintendent who can play the role of harmonizer and who can ameliorate the conflicts 
between the school and its constituencies. On each occasion, the school board will seek some-
one who possesses the unique personal qualities and leadership style for a particular situation. 

Circumstances change, and herein lies one of the fundamental problems of administration. 
The administrator who has been appointed for one situation via certain leadership character-
istics may lack the necessary qualifications when a different set of circumstances arises. Per-
haps a principal is hired because of organizational ability and a background in curriculum. For 
several years the principal operates a very efficient school and introduces several curricular 
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innovations. Gradually, the principal gains recognition as an outstanding educational leader 
in the district. Things begin to change during the fifth year, however. Racial conflicts erupt; 
teachers become more militant and demand a colleague-like relationship with the administra-
tion; the community grows more critical of the school; and antagonism develops between 
teachers and parents. 

Obviously, new characteristics and problems have been added to the situations in which 
this principal functions. The reasons for these changes are not immediately evident, but it is 
clear that a different set of personal qualities and a different leadership style are now required 
of the principal. Whether or not the administrator in this situation can meet the new require-
ments is undetermined. Success as an appointed leader, however, will greatly depend on the 
extent to which a principal possesses or develops the attitudes, skills, and approaches neces-
sary to respond adequately to new circumstances. 

In 1977, Hersey and Blanchard's Situational Leadership, originally called the "life cycle 
theory of leadership," became popular. Their theoretical model posits that the developmental 
levels of a leader's subordinates play the greatest role in determining which leadership styles 
are most appropriate (leader behaviors). According to this conceptualization, leader behaviors 
fall along two continua: (1) directive behavior and (2) supportive behavior. These two conti-
nua involve the following styles: 

• Delegating style—allowing the group to take responsibility for task decisions; this is a 
low-task, low-relationship style. 

• Participating style—emphasizing shared ideas and participative decisions on task direc-
tions; this is a low-task, high-relationship style. 

• Selling style—explaining task directions in a supportive and persuasive way; this is a 
high-task, high-relationship style. 

• Telling style—giving specific task directions and closely supervising work; this is a 
high-task, low-relationship style. 

Hersey and Blanchard believed that leaders should be flexible and adjust their styles as fol-
lowers and situations change over time. 51 

The situational theory of leadership maintains that no particular style of leadership or per-
sonal qualities of a leader is appropriate for every situation. The theory places a high premium 
on the administrator's adaptability and flexibility. A major problem with this theory, however, 
is that many administrators are influenced in their choice of a leadership style and in the 
way they behave as a leader by their own personality and need disposition, which tend to be 
rather consistent and unchanging over time and in different situations. Therefore, although 
the nature of the demands for leadership in education frequently changes, an administrator's 
basic personality may not make it possible to adapt individual leadership style to a new situ-
ation. Badaracco and Ellsworth have addressed this problem. They stress that leaders have 
certain personality traits that make it difficult to change styles to match the situation. They 
suggest leaders use their own personal philosophies of management and leadership to solve 
situational dilemmas or problems. 52 

One way to ameliorate this problem is for organizations and groups to select those admin-
istrators who are, or who can become, flexible and adaptable in their leadership responses to 
changing leadership demands. Another possibility is to select leaders who possess the type of 
personality characteristics and leadership style for the leadership demands of the situation, 
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and then rotate these leaders to a new environment when the current situation changes. This 
approach is suggested by the contingency model, which attempts to incorporate the factors 
of personality, leadership style, and the nature of the situation by focusing on the interac-
tive dynamics of these three variables. 53  A leading theorist of this school of thought is Fred 
Fiedler, who has researched and written extensively on the topic. 54  The approach is termed the 
contingency model because it is based on the assumption that effective leadership is contin-
gent on a compatible relationship between the administrator's personal qualities and style and 
the demands of the situation. 

Path-Goal Theory 

The path-goal theory of leadership was developed to describe the way that leaders encourage 
and support their followers in achieving the goals they have been set by making the path that 
they should take clear and easy. In particular, leaders clarify the path so subordinates know 
which way to go, remove roadblocks that are preventing them from going there, and increase 
the rewards along the route. Leaders can take a strong or limited approach in these. In clari-
fying the path, they may be directive or give vague hints. In removing roadblocks, they may 
scour the path or help the follower move the bigger blocks. In increasing rewards, they may 
give occasional encouragement or pave the way with gold. 

This variation in approach will depend on the situation, including the follower's capability 
and motivation, as well as the difficulty of the job and other contextual factors. 55 

House and Mitchell (1974) describe four styles of leadership: 56 

• Supportive leadership: Considering the needs of the followers, showing concern for 
their welfare, and creating a friendly working environment. This includes increasing the 
followers' self-esteem and making the job more interesting. This approach is best when 
the work is stressful, boring, or hazardous. 

• Directive leadership: Telling followers what needs to be done and giving appropriate 
guidance along the way. This includes giving them schedules of specific work to be 
done at specific times. Rewards may also be increased as needed and role ambiguity 
decreased (by telling them what they should be doing). This may be used when the task 
is unstructured and complex and the follower is inexperienced. This increases the fol-
lower's sense of security and control and hence is appropriate to the situation. 

• Participative leadership: Consulting with followers and taking their ideas into account 
when making decisions and taking particular actions. This approach is best when the 
followers are expert and their advice is both needed and they expect to be able to give it. 

• Achievement-oriented leadership: Setting challenging goals, both in work and in self-
improvement (and often together). High standards are demonstrated and expected. The 
leader shows faith in the capabilities of the follower to succeed. This approach is best 
when the task is complex. 

Leaders who show the way and help followers along a path are effectively "leading." This 
approach assumes that there is one right way of achieving a goal and that the leader can see 
it and the follower cannot. This casts the leader as the knowing person and the follower as 
dependent. 57  It also assumes that the follower is completely rational and that the appropriate 
methods can be deterministically selected depending on the situation. 

-', 
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TODAY'S EFFECTIVE LEADERS 

In their studies of more than 20,000 people on four continents, Kouzes and Posner identified 
the top four qualities constituents expected in leaders. These researchers found that leaders 
perceived as effective are honest, forward-looking, inspirational, and competent.58  In addition, 
successful leaders keep their promises, align their actions to be consistent with the wishes of 
the people they lead, believe in the inherent self-worth of others, are capable of making a dif-
ference in the lives of others, admit their mistakes, arouse optimism about success, and create 
a climate for learning that is characterized by trust and openness. 

In further research, Kouzes and Posner examined case studies and questionnaire surveys to 
see what practices marked personal-best examples of leadership. They found five basic prac-
tices that marked such leadership: challenging the process, inspiring in others a shared vision, 
enlisting the support of others and enabling them to act, setting an example by their own 
behavior, and encouraging the hearts of others to keep persevering in living out the shared 
vision. 59  Kouzes and Posner define leadership as "the art of mobilizing others to want to 
struggle for shared aspirations."60  They consider the words "want to" essential to the defi-
nition. Ultimately the effective leader is one who employs what Randall Lindsey, Kikanza 
Nuri Robins, and Raymond Terrell have successfully introduced into the literature, culturally 
proficient leadership. Taking into consideration the leadership challenge, the culturally pro-
ficient leader is one who esteems culture, knows how to learn about individual and organiza-
tional culture, and interacts effectively in a variety of cultural environments (see "Window on 
Diversity-Leadership on p. 10).61 

Transformational leadership 

In 1978 Bernard Bass coined the term "transformational leadership." Known as the "Father 
of Transformational Leadership," Bass defined the phrase in terms of how the leader affects 
followers, who are intended to trust, admire, and respect the transformational leader. He iden-
tified three ways in which leaders transform followers: 

Increasing their awareness of task importance and value. 

Getting them to focus first on team or organizational goals, rather than their own interests. 

Activating their higher-order needs.62  

"Transformational leadership," as described by Leithwood, "is a form of consensual or facili-
tative power that is manifested through other people instead of over other people." It is com-
posed of the following three elements: (1) a collaborative, shared decision-making approach; 
(2) an emphasis on teacher professionalism and empowerment; and (3) an understanding of 
change, including how to encourage change in others. Important skills necessary for trans-
formational leaders are the abilities to see the complete picture, to concentrate on continuing 
school improvement, to foster a sense of ownership within the school community, and to create 
and work in teams.63  Hoerr reveals that implementing the team approach is not an easy task. 
It requires more time, a redefinition of roles, and a shift in accountability because everyone 
plays an active part in deciding solutions.M  Scholtes offers several guidelines for consideration 
in creating teams. The more complex an issue is, the more it will require several members or 
subgroups to divide it into workable components. Various disciplines and areas of expertise 
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can be represented by different individuals. In addition, a group can better sustain the changes 
produced by a task requiring prolonged effort.65  Poplin summarizes future effective leadership 
by writing, "While our new role of administrator/servant places leaders at both the top and 
bottom of the hierarchy, administrators of the future who can tolerate the ambiguity of the role 
will spark the change that can only happen inside institutions where everyone is growing."66  

A contemporary view of transformational leadership is found in the research on spiritually 
based leadership theories. Dantley notes that "spirituality is that component of our total selves 
and community through which we make meaning and understanding of our world. It is our 
foundation of values, principles, influences and ethics that we exhibit in our interactions with 
others. "67  Here is found the linking of spirituality, transformational leadership, and leaders as 
moral agents, which is explored via Cornel West's notions of deep-seated moralism, inescap-
able opportunism, and profound pessimism. For educational leadership, Dantley expresses 
these notions as principled leadership, pragmatic leadership, and purposive leadership:68  

1. Principled leadership: Based on idographic morality (leader's reflective journey 
regarding right and wrong) and nomothetic morality (using self-reflection for systemic 
transformation), principled leadership begins with a careful and critical reflection of 
one's position on issues of justice, democracy, and fairness. It is initiated when an indi-
vidual questions the democratic efficacy of administrative decisions and procedures 
he or she is demanded to implement. 

2. Pragmatic leadership: These leaders view their leadership role as one that not only pro-
motes the acquisition of skills necessary for successful academic achievement but also 
emphasizes using those skills to bring about social, educational, political, and economic 
change. They understand that "schools can either reproduce or challenge the construc-
tions that have been traditionally promulgated through educational institutions." 

3. Purposive leadership: Purposive leadership is focused on "transforming school dis-
tricts or implementing change in local school sites." This leadership becomes the 
impetus for innovative change. 

Aligned with the notion of spirituality and leadership is the literature on servant leadership. 
Robert K. Greenleaf coined the term servant leadership in his 1978 essay," The Servant as 
Leader. "In this essay, he defines servant leadership as a way to serve and lead as a method 
of expanding service to individuals and institutions.69  McClellan's critical servant leader-
ship is an expansion of servant leadership by combining it with critical spirituality. It is the 
by-product of the infusion of two radical perspectives, which are critical theory and Cornel 
West's notion of prophetic spirituality.70  Critical spirituality has three major components. The 
first component is a prophetic spirituality, which is a combative spirituality and frames the 
urgency for institutional and personal transformation. The second component is the impact 
of reflection on the leader(s). The third and final component is a spirit-filled resistance that 
proposes a project or praxis for self and institutional change.7' 

Distributed Leadership 

Distributed leadership centers around a different model within the school where the distinc-
tions between followers and leaders tend to blur. 72  It incorporates the activities and efforts of 
multiple groups in a school who work at guiding staff in the instructional change process.73 
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The distributed leadership model involves distributing responsibility on all administrative 
levels, working through teams, and engendering collective responsibility. 74  In the distrib-
uted leadership model, the principal shares authority and power; teachers take leading roles, 
assume responsibility, and act independently as individuals or groups. However, the distrib-
uted leadership model "does not necessarily imply that the entire faculty controls decisions 
related to the school. Rather, principals create leadership positions that allow capable and 
willing teachers to work in a more focused leadership capacity."75  According to James Spill-
ane, distributed leadership is first and foremost about leadership practice rather than lead-
ers or their roles, functions, routines, and structures. Furthermore, distributed leadership is 
a perspective—a conceptual or diagnostic tool for thinking about school leadership. It is not 
a blueprint for effective leadership nor a prescription for how school leadership should be 
practiced. It is leadership in a system of practice comprised of a collection of interacting com-
ponents: leaders, followers, and situation. These interacting components must be understood 
together because the system is more than the sum of the component parts or practices. 76 

In using a model of Distributed Leadership, the Massachusetts Department of Education makes 
the following assumptions: 

• The principal is the building administrator and the key leader in the building's leadership 
team, which may include assistant principals, department heads, guidance counselors, 
teacher leaders, and others. At the district level, the principal participates on the district-
wide administrative team as a representative for his/her building and a steward of the 
district's mission, vision, and strategic goals. 

• Leading is not the same as doing. The key assumption for effective distributed leadership 
is not which functions or tasks can be delegated completely to an individual or group of 
individuals, but what level of involvement in those functions or tasks is most appropriate 
and strategic (e.g., most connected to core mission, greatest result for effort) for the build-
ing administrator to fulfill. Distributed leadership requires large and small-scale role 
changes across the district. Some changes will be harder to make than others, and may 
require either negotiation or planning on a person-to-person level. Certainly, the imple-
mentation of distributed leadership strategies will look different at every school and dis-
trict. To be effective, any of the distributed leadership strategies must be integrated with 
existing systems and processes, rather than requiring new teams, additional meetings, etc. 
The focus of these systems and processes will necessarily reflect a deeper understanding 
and discussion of people, potential, and results. 

• Distributed leadership requires interdependence to work effectively. Those who lead, 
have primary responsibility for, or coordinate major functions (such as Curriculum and 
Instruction, or Operations) must connect their work with all important stakeholders, 
including those with subject matter or content expertise, to fulfill their objectives. These 
teams must collaborate and cooperate with full and shared knowledge of the goals, activi-
ties, and resources of other teams. 

• The Superintendent and Principal are responsible for establishing a high performance 
team culture in the district and the schools, respectively. As leaders, they need to remain 
involved in human resources development at the highest level (e.g., leading change, pro- 
moting effective work environments, coaching and mentoring staff, engaging in career 
development discussions, defining leadership development opportunities, hiring key posi- 
tions, etc.). However, the more routine aspects of human resources management (e.g., 
benefits, policy implementation, coordinating HR activities with Central Office) may be 
handled locally by a Business Manager and his/her administrative support staff. 
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Distributed leadership focuses on maximizing underutilized resources both within and 
outside the district. True change requires the combined efforts of administrators, teach-
ers, teacher-aides, support staff, parents, and even students to leverage all the available 
skills, experience, interest, and knowledge toward the enhancement of student achieve-
ment. This change must cascade from the district to the schools to the classroom to ensure 
equitable realignment of tasks system-wide. 

Finally, there is not one model or one strategy that is a prerequisite for success. Each dis-
trict and school must evaluate its own situation to develop a plan for distributed leadership 
that achieves the greatest return on investment. 77 

GROUP LEADERSHIP 

The Group Dynamics Approach 

To exercise leadership, an administrator will need to try to influence the various groups that are 
associated with the school or school district.78  In some of these situations, the administrator 
may be heading a group, such as the faculty; in other circumstances, the administrator may be 
acting as an adviser to a group, such as the PTA; and in still other contexts, the administra-
tor may be in an adversarial relationship with a group, as for example, a community pressure 
group. Regardless of the nature of the group or the relationship the administrator has to the 
group, to be an effective leader, the administrator must possess knowledge and skills in utiliz-
ing group dynamics concepts. In addition, ideas discussed in other concept chapters of this text 
must be well understood and properly applied. It is impossible to provide in this chapter a com-
prehensive treatment of a topic on which entire books have been written, but an attempt will be 
made to present important aspects of group dynamics that a school administrator should know. 

Recognizing Possible Group Problems 

When an administrator initially becomes the head of a group, individual or group problems 
are seldom considered. Usually there is a task or goal to be achieved, and although the admin-
istrator may be cognizant of certain problems, there is probably a lack of awareness of most 
difficulties that the group may encounter. Although not all groups experience problems, the 
administrator needs to realize that most groups encounter one or more of the following major 
types of difficulties: 79 

1. Lack of understanding by certain individuals as to why they are members of a group, 
and a consequent lack of commitment to the group. 

2. Lack of understanding and/or acceptance by members of the group of the goal or task 
the group is supposed to address. 

3. Difficulty in developing a constructive atmosphere that minimizes conflicting loyal-
ties, competition, and individualistic needs, and promotes positive attitudes and col-
laborative efforts among the members of the group. 

4. Difficulty in keeping people's attention and efforts focused on the task or goal to be 
achieved. 

5. Inadequate group leadership, organization, or communication. 
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6. Lack of knowledge, skill, or resources from members of the group. 

7. Inadequate follow-through on group decisions or assignments. 

Because of the involuntary nature of the membership of many groups the administrator 
heads, certain members of a group may lack both commitment and understanding of how or 
why they have become members. The administrator may also experience a lack of leadership 
acceptance by the members of the group. As a consequence of their lack of understanding, 
commitment, and acceptance, certain members may express apathy or hostility, or both. The 
administrator may also find it difficult to develop among members the feelings of cohesive-
ness and collaborative effort that facilitate productivity.80  

In most of these situations, because of bureaucratic restrictions, the administrator perhaps 
can do very little to avoid the problems described. The administrator can, however, be more 
aware of the involuntary nature of the membership of most of the group, the circumstances by 
which the administrator became the head of the group, and the possible implications of these 
two factors. More effort could also be devoted to developing an understanding on the part of 
the members regarding the reason or reasons they were included in the group and their poten-
tial contributions and roles. For example, the administrator can attempt to demonstrate the 
ability to lead and show an appreciation of the participation and contribution of each member. 
These steps may not eliminate all the problems a group could encounter, but they should be 
helpful in preventing many problems and ameliorating others. 

In the final analysis, whether a group is ultimately successful depends as much on what 
happens to the group after it has been in operation as it does on the initial formation of the 
group and the way the group's head was selected. 

Developing a Productive Group: The Importance of Cohesiveness and Trust An 

essential priority for an administrator in working with most groups, especially newly formed 
ones, is the development of cohesiveness and trust. Group cohesiveness is the degree to which 
the members of a group are attracted to the group, are willing to take personal responsibility 
for its tasks, and are willing to engage in cooperative actions to achieve its goals.81  Group 
trust is the extent to which the members of a group feel secure with each other and are open 
toward each other. 82  Both factors are important contributors to the effective functioning of a 
group. 

Group Members Must Feel Valued 

In order to develop a high degree of group cohesiveness, the administrator should consider 
several needs. First, the members of a group need to feel that their membership is valued and 
that they can make an important contribution to its effectiveness. 83  This is particularly impor-
tant for the members of an involuntary group, such as an appointed faculty committee, with 
the administrator as the head. The members of this type of group may not necessarily have 
wanted to join the group and may have mixed feelings about their identity and contribution. 
It is not unusual, however, for the members of other types of groups also to wonder about the 
extent to which they are valued. People generally possess needs for self-respect, affection, and 
recognition;84  group interaction can either meet these needs or leave them largely unfulfilled. 
The administrator should try, to the extent possible, to meet these needs by showing the mem-
bers of the group that their participation is necessary and valued and by encouraging group 
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members to recognize and reward each other's contributions. It also should be emphasized 
that this kind of recognition and encouragement by the administrator must be conveyed peri-
odically, rather than only occasionally, or its impact will be diminished over time. 

Group Members Must Share Goals 

A second major condition that will influence the cohesiveness of a group is the extent to which 
its members understand the goals of the group and the extent to which these goals are compat-
ible with members' personal goals. 85  For example, a group will have a difficult time develop-
ing a very high degree of cohesiveness if members do not understand the goals of the group 
and/or do not agree with those goals. Although the administrator who is heading a group may 
feel that a particular goal is essential and that group members should understand and accept 
it, the members, in fact, may neither understand nor accept the goal, and for that reason may 
become apathetic or hostile in response to efforts to involve them in working toward the goal. 
Until the administrator can develop a better understanding and acceptance of the goal on the 
part of the members of this group, cooperative action and progress may be limited. 

Group Members Must Have a Spirit of Cooperation and Teamwork 

A third major condition that can influence the degree of a group's cohesiveness is the extent 
to which the leader and members can work cooperatively between and among themselves. 86 

Cooperation, because it encourages acceptance and a feeling of esprit de corps, is necessary 
for the effective accomplishment of many tasks and goals. It does not result automatically 
with the forming of a group. The head of the group needs to help its members work coopera-
tively with each other. According to Johnson and Johnson, several understandings must occur 
in order for a group to develop cooperative interaction among its members.87  

1. Individual members must understand the total problem or task to be addressed. 

2. Individual members must see how each can contribute toward solving the problem or 
accomplishing the task. 

3. Individual members must be aware of the potential contributions of the other group 
members and the need for coordination. 

4. Individual members must understand and be sensitive to the other members' problems. 

5. Individual members must be aware of and accept the need for cooperation in order to 
achieve the group goal. 

The Need for Mutual Trust 

While these five elements are important, the key to developing cooperative interaction and 
cohesiveness in a group, according to Johnson and Johnson, is the development and main-
tenance of a high level of trust among the members. 88  If a group has a high level of trust, its 
members will more openly express their feelings, concerns, opinions, and thoughts. If the 
trust level is low, then group members are more likely to be evasive, competitive, devious, 
defensive, or uncertain in their interaction with the other members. Cooperation and a positive 
identification with and commitment to a group are unlikely with a low level of trust among 
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its members. For cooperative interaction and a high level of group cohesiveness to exist, there 
must be openness, sharing, and acceptance among the members of a group—all ingredients 
of a trusting relationship.89  

The administrator has an important role to play in developing a high level of trust among 
the members of a group. Above all, the administrator must be trusting and cooperative, mod-
eling such behavior if the members are to behave similarly. The administrator cannot expect 
them to behave in a trusting manner if the administrator does not demonstrate qualities of 
acceptance, openness, sharing, and nondefensiveness. The administrator will also need to 
emphasize the importance of openness and acceptance among the members of the group and 
reward these qualities when they surface. By developing a high level of trust among the mem-
bers, the administrator should find it possible to obtain cooperative action, and the group 
should function with a higher level of cohesiveness. Grazian and Bagin offer the following 
suggestions for building a climate of trust: 

1. Practice the two-way street of communication. Giving information is not the end; 
receiving feedback is. 

2. Utilize face-to-face communication as often as possible. Do not rely too heavily on 
memos and e-mail. 

3. Examine each instruction for clarity of understanding. Be as specific as possible. 

4. Learn to listen. Ask questions to demonstrate interest in and respect for others when 
they speak. 

5. Practice an open-door policy by getting out and talking with employees, agreeing to 
disagree, and listening to new ideas. 

6. Concentrate on building credibility with the staff; trust is based on believing in 
someone. 90 

Effects of Group Size 

Two additional conditions that can influence a group's cohesiveness are the size of the group 
and the similarity of background and interests of group members. In general, the larger the 
group, the less cohesive it is likely to be. As Tsouderos has observed, "With an increased 
membership there is a corresponding heterogeneity of the groups in terms of sentiments, 
interests, dedication to the 'cause,' etc., and a corresponding decline in a feeling of intimacy 
and frequency of interaction."91  Although the administrator may not always have much dis-
cretion in deciding on the size of the group, frequently such discretion is possible. Therefore, 
the administrator should consider the impact of size on group cohesiveness whenever forming 
a group, such as a committee or task force, to address a particular problem or task. 

Importance of Both Common and Diverse Backgrounds and Interests 

The administrator should also consider, to the extent possible, the similarity of background 
and interests of individuals who might be appointed to a group. For the most part, the more 
the members of a group have similar backgrounds and interests, the more probable it is that 
they will like each other and be willing to work cooperatively together. On the other hand, in 
forming a group, the administrator should keep in mind that it is not always to the advantage 
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of the group if everyone thinks the same way. Different backgrounds, experiences, and inter-
ests can generate ideas over and above those developed in situations in which all the members 
think the same way. 92  Therefore, while the administrator should select group members with 
a fairly high degree of similarity of background and interests in order to develop cohesive-
ness, the administrator should also provide sufficient diversity to stimulate new ideas. The 
administrator should not, however, provide for so much diversity in interests and thinking that 
it will be difficult for the members of the group to agree upon and become committed to the 
achievement of organizational goals. 

Leadership in Group Meetings 

Most groups are scheduled for periodic meetings of one kind or another. The role of the 
administrator in regard to these meetings will depend on whether or not the administrator is 
the head of the group. As the leader, responsibility for planning and conducting the meeting 
and for implementing the outcomes must be assured. This does not mean that the administra-
tor is the only one who should perform these functions. It is the administrator's responsibility, 
however, to see to it that these functions are carried out in such a way that the meetings are 
productive and satisfactory to a majority of the group's members. While most administrators 
may believe that their group meetings are productive and satisfactory to the members, the 
members themselves may be perceiving these meetings differently. For example, in a survey 
of the principals and teachers in 11 school systems, Gorton and Herman found that most 
principals felt their faculty meetings were productive and satisfactory to the faculty, whereas 
a majority of teachers indicated the opposite.93  In general, teachers expressed dissatisfaction 
with the planning of the meetings, the nature of problem solving during the meetings, and the 
lack of follow-up after the meetings. 

The world of business has been giving a great deal of attention to what the Web site www. 
effectivemeetings.com  calls "the meeting mania" sweeping across all types of organizations 
today. An emphasis on teamwork and shared leadership has resulted in efforts to make sure 
that everyone is informed and involved, and it is thought that meetings are the way to carry 
out this goal. However, some businesses are noticing a decline in productivity as the number 
of meetings increases. Meetings can eat up valuable time that could be spent on getting tasks 
done. On the other hand, meetings can be a valuable investment of time if they are conducted 
effectively. This is as true in the world of education as it is in business. 

Hoerr observes that too many principals fall into the trap of using faculty meetings to inef-
ficiently convey information. Rather than open up a dialogue or invite discussion of important 
topics, principals tend to read information to teachers. He suggests that information that doesn't 
require any discussion or learning—important as it may be—should be shared in writing. Read-
ing off a sheet of paper to teachers can be insulting, and simply announcing something doesn't 
guarantee that it will be heard. Similarly, holding a meeting for the sake of holding a meeting not 
only wastes everyone's time but also reinforces the notion that meetings aren't worthwhile. 94 

A group leader must have a well-planned, wisely executed faculty meeting so that it can 
be beneficial to all in attendance. He notes that school leaders can do several things to make 
meetings more rewarding and worthwhile: 

• Take time to break the ice—not just in August, but throughout the school year. Asking 
questions like "What teacher do you remember from your days as a student, and why?" 
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or "What book would you recommend to a friend?" helps create a friendly, comfortable 
atmosphere. We need to take time to know and appreciate one another, because conge-
niality is the foundation of collegiality. 

• Spread the air time. It's not a good sign when administrators do all the talking. Princi-
pals need to ensure that everyone gets a chance to contribute. 

• Vary the location of the meeting. If space allows, holding meetings in teachers' class-
rooms fosters a climate of sharing. Ask the "host" teacher to talk a bit about how he or 
she decorated or designed the room for learning. 

• Focus meetings on particular topics. Principals can set a tone of collaboration by 
announcing a meeting's topic beforehand and asking teachers to come with two or three 
suggestions. 

• Bring food! Regardless of when meetings are held, munching on fruits, pretzels, or pas-
tries makes them more pleasant. 95 

A FINAL NOTE 

In all, for effective leadership in twenty-first-
century schooling, school administrators must be 
attuned to the complexities of changing demo-
graphics as well as the needs of those persons who 
have been traditionally excluded from the core of 
educational reform. 96  School leadership in this 
new millennium must understand and embrace 
that cultural, racial, economic, linguistic, and 
other "borders" must be crossed to ensure that the 
ever-changing demographics of public schools are 
considered in efforts to create effective centers of 
learning that facilitate the academic success of all 
students. In order to have effective schools where 
all students achieve, we must find ways to man-
age our crossings for a successful existence in the 
"borderlands" between culture. 97  Strong leadership 

by today's school administrator is needed to under-
stand and address the educational structures in 
which prejudice and discrimination affect student 
learning, 98  that is, tracking, standardized testing, 
curriculum, pedagogy, physical structure of the 
school, disciplinary policies, and limited roles of 
students, teachers, and parents and families. 

Although many of the case studies, Suggested Learning 
Activities, and simulations presented in Part II of the text 
require the appropriate use of the ideas in this chapter 
on group leadership, the following exercises should pro-
vide the best opportunities for testing understanding and 
effective use of group leadership concepts: Cases 18, 22, 
30, 31, 42, 50, 52, 67, 69, and 70. 
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CHAPTER 

2 
Decision Making 

APPLICABLE ISLLC STANDARDS 

STANDARD 5: An education leader promotes the success of every student by 
acting with integrity, fairness, and in an ethical manner. 

FUNCTIONS: 	A. Ensure a system of accountability for every student's 
academic and social success 

B. Model principles of self-awareness, reflective practice, 
transparency, and ethical behavior 

C. Safeguard the values of democracy, equity, and diversity 

D. Consider and evaluate the potential moral and legal 
consequences of decision making 

E. Promote social justice and ensure that individual student 
needs inform all aspects of schooling 

STANDARD 6: An education leader promotes the success of every student by 
understanding, responding to, and influencing the political, 
social, economic, legal, and cultural context. 

FUNCTIONS: 	A. Advocate for children, families, and caregivers 
B. Act to influence local, district, state, and national 

decisions affecting student learning 
C. Assess, analyze, and anticipate emerging trends and 

initiatives in order to adapt leadership strategies 

The ability to make effective decisions is vital to the successful performance of a school 
administrator. Herbert Simon has called it the "heart of executive activity' and Duncan con-
siders it the one thing "generic" to the administrator's job.' In addition, reform proposals 
have called for numerous structural changes and strategic school governance revisions that 
further underscore the need to improve the process of decision making and develop success-
ful decision-making skills. The empowerment of teachers has also resulted in new decision-
making situations for administrators, as teachers are given more responsibilities in such 
matters as hiring, curriculum adoption, staff development and evaluation, and school policies, 
and have themselves become decision makers. 

31 
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Although intuition and experience can provide a useful basis for decision making, they 
are seldom sufficient. The effective decision maker must also employ an analytical thought 
process with greater focus on explaining and predicting the everyday realities that affect edu-
cational decision making. 

This chapter introduces an expansive view of decision making.2  A set of theoretical con-
structs that have emerged from the early 1900s to the present are provided. These constructs, 
if appropriately applied, can improve a school administrator's decision-making capability. 
Through careful study and application of the nature and process of decision making, the 
reader should be able to develop and improve the skills necessary for making better decisions 
in schools and school systems. 

THE NATURE OF DECISION MAKING 

Over more than a century, the various models and theories associated with the process of deci-
sion making have been reflected in the research literature on management and educational 
administration. The aim has been to improve performance by making decisions that are cumu-
latively and successively built on assumptions of choice. 

Rational Model 

In one model, generally referred to as rational or normative prescriptive, decision making is 
viewed as a process that begins with a problem or need that the administrator then logically 
addresses by engaging in a series of sequential steps, culminating in an effective solution or 
decision.3  

The rational or normative prescriptive decision-making approach is concerned with what 
should be done and with prescribing actions designed to produce the best solution. This the-
ory assumes that choices are made by administrators to maximize certain desirable values and 
objectives via rational analysis within a highly structured, bureaucratic system. 

It was this theory that provided a "scientific" base for the development of modern school 
systems in the late nineteenth and early twentieth centuries. The Industrial Revolution had 
posed new management questions for the world of business. The importance of efficiency in 
maximizing productivity began receiving much attention, and the growing influence of pow-
erful urban business communities affected schools as well. School decision makers endeav-
ored to apply levels of "scientific management" and Weber's ideal type bureaucracy.4  

This rational view assumes that administrators function in a closed system, a bureaucracy, 
characterized by task specification, rigid adherence to written rules and regulations, and for-
mal hierarchical control. Decision making in this structured context is seen through the lens of 
the decision maker, a supposedly rational administrator. The decision-making process empha-
sizes solutions to problems and an outcome that results from choice among alternatives in 
relation to clearly delineated objectives accomplished by following specific tasks and steps.5  

Obviously, the school administrator's world does not operate in such a logical, sequential, 
and rational manner as the advocates of the rigidly bureaucratic decision-making tradition sug-
gest. Various studies, both with school administrators and nonschool executives, have tended 
to confirm reservations about many aspects of this model of decision making. Such studies 
have revealed an organizational environment that is frequently more dynamic, complex, and 
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uncertain for decision makers than the rational bureaucratic or normative prescriptive theory 
of decision making has recognized.6  In addition, a number of these studies have raised severe 
doubts about how rational or sequential most administrators are in their thinking as they pro-
ceed to make a decision.7  Nevertheless, to protect the image of the educational enterprise 
and of the school administrator from external interference, the appearance of rationality is 
frequently applied to the process of decision making. This, however, is wrought with ambigui-
ties. Wise, for example, discusses the dangers of "hyperrationalization" in educational organi-
zations as a result of attempts to impose rational standards on nonrational processes.8  

Advantages and Disadvantages of the Rational Model Normative prescriptive theories 
have a number of advantages. They specify clearly what should be done in terms of goals, 
objectives, criteria, and outcomes. They provide the administrator with the challenge of decid-
ing among knowable alternatives by placing highest priority on what is most effective and 
desirable. And they help to reach agreement on future plans of action. Normative tools, such 
as management by objectives (MBO), management information systems (MIS), and associ-
ated models for decision analysis, provide a structure for decision making that can assist 
the administrator in day-to-day managerial tasks. The use of staff time, organizational mate-
rial, and financial resources can be efficiently and sensibly maximized by the decision maker 
using a rational decision-making process for budget development, personnel decisions, facil-
ity maintenance, scheduling, or plant management. Clearly, rational bureaucratic assumptions 
accurately reflect the context of many educational decisions. 

On the other hand, in studies that critique the rational normative theory of decision mak-
ing, researchers found that most administrators who participated in the studies did not spend 
much time seeking additional information about the nature of a problem to better understand 
its causes and consider possible alternative solutions. Instead, they ignored the need for a 
decision, apparently hoping the problem would go away, or they took quick action without 
carefully investigating the nature of the situation. In the latter instances, they typically con-
sidered only a narrow set of alternatives. In most cases, these alternatives were based primar-
ily on experience rather than reason or analysis and were not carefully evaluated as to their 
advantages or disadvantages. The picture that emerges from these studies is that most admin-
istrators tend to "muddle through" when faced with a decision, and end up with an action that 
may have little relationship to the original situation that called for a decision.9  

Shared Decision Making 

A second model, participatory, shared, or site-based decision making, also builds on the 
assumption of choice. But whereas the rational bureaucratic theory suggests choices are made 
by the administrator to maximize attainment of objectives, the participatory model assumes 
choices are made to satisfy constraints. The theory reflects the democratic and nonhierarchical 
administrative norms dating to the work of Mary Parker Follett in the 1920s and constitutes 
a reaction to the impersonality and rigidity of scientific management.'°  After the A Nation 
at Risk report in 1983, serious attention was given to the quality management philosophy of 
William Edwards Deming, which came to be known in the United States as total quality man-
agement (TQM). Deming's principles of management had been used primarily for business 
applications in Japan and were credited with the remarkable recovery of Japanese industry 
after the damage it had suffered during World War II. Deming suggested that TQM techniques 
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applied to any organization would make it more successful, and school leaders saw in these 
techniques a possible path to school improvement. Thornton and Mattocks have pointed out 
that Deming's famous 14 points, as applied to education, may be summarized under five gen-
eral statements: "Create a consistency of purpose, adopt a cooperative philosophy, provide 
training for all, improve constantly and forever, and implement effective leadership."1' 

Participatory theories seriously question the definition of decision making as rational 
choice made solely by an administrator at the apex of an educational hierarchy. Instead, the 
focus is on consensual decision making, rooted in the values and beliefs of the participants. 
Assumptions and organizational preconditions for shared decision making include shared 
goals or values, influence based on professional expertise, open communication, and equal 
status among participants. Because many of these assumptions (such as shared goals and 
professional expertise within an organizational structure) are similar to the assumptions gov-
erning the rational bureaucratic model, participatory decision making has been viewed as a 
subset of the bureaucratic approach. 

Descriptions of the way administrators make decisions versus how they should make deci-
sions have contributed to the development of participatory decision-making theory. Led by 
the pioneering work of Herbert Simon and James March and more recent critiques of the 
rational approach to decision making, these critics believe that the organizational context in 
which decisions need to be made reflects much more complexity and uncertainty than the 
rational theory of decision making seems to acknowledge. 12  These critics also tend to see 
the decision maker as possessing limited control over the educational enterprise and as being 
influenced by personality, values, and previous experience more than by reason or intellect. 
The participatory view of decision making has the administrator rely far less on management 
controls and more on bonding staff by developing norms that are derived from a shared vision 
of what is important. These administrators are more likely to view the problem of coordi-
nation as cultural rather than as managerial. 13  In the process of participatory and/or group 
decision making, a consideration of diversity is crucial. In his book The Difference: How the 
Power of Diversity Creates Better Groups, Firms, Schools, and Societies Scott Page argues 
that group decision making is best when the group reflects unique perspectives and ways of 
thinking. According to Page, the key lies in bringing together individuals with different back-
grounds and life experiences; the result will be a messy process, but one that out-performs 
groups of like-minded individuals chosen on the basis of extensive experience or high IQ. 14 

The benefits of using a participatory decision-making approach in terms of decision out-
comes are not conclusive in the research literature. It is not clear, for example, what the direct 
effect of different obstacles to teacher participation is on decision outcomes and in decision 
making. 15  According to research by Straus, however, student achievement in mathematics 
and teacher morale were significantly higher in the five schools in their study that were using 
TQM as compared with the five not using TQM.'6  Many educators concur with Linda Jean 
Holman's assessment of site-based decision making as being the educational initiative that 
has had "more potential for effecting enduring change in the structure and operation of our 
schools" than has been true of any other in recent years. 17 

Strategic Decision Making 

The third model, the strategic decision-making approach, views decision choices as taking 
place in an environment made up of multiple interest groups, conflict, negotiation, limited 
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WINDOW ON DIVERSITY 

Decision Making 

According to a study by Margaret Neale of the Stanford Business School with regard 
to diversity and decision making, people tend to think of diversity as simply demo-
graphic, a matter of color, gender, or age. However, groups can be disparate in many 
ways. Diversity is also based on informational differences, reflecting a person's edu-
cation and experience, as well as on values or goals that can influence what one per-
ceives to be the mission of something as small as a single meeting or as large as a 
whole company. Furthermore, diversity among employees can create better perfor-
mance when it comes to out-of-the-ordinary creative tasks such as product develop-
ment or cracking new markets, and managers have been trying to increase diversity 
to achieve the benefits of innovation and fresh ideas. In the context of schooling and 
decision making, school leaders must also consider issues of diversity and ways in 
which they should respond. R. Roosevelt Thomas suggests that there are eight ways 
for leaders to respond to diversity: 

1. Exclude: Aim to minimize diversity by keeping diverse elements out or by 
expelling them once they have been included. 

2. Deny: Enable individuals to ignore diversity dimensions. They look at a green 
jelly bean and see only a jelly bean. This is viable only if the object of denial 
permits the practices: entities that celebrate being different are reluctant to 
allow denial. 

3. Suppress: Encourage entities that are different to suppress their differences. 
For example, the treatment that "old timers" often give inquisitive newcomers 
who inquire, "Why do we do things this way?" A frequent response from the 
old timers is, "How long have you been here?" 

4. Segregate: Practices such as clustering members of racial or ethnic groups in 
certain departments, isolating or piloting a change in a corner of the corpora-
tion, and so on. 

5. Assimilate: Managers attempt to transform the element with differences into 
clones of the dominant group. 

6. Tolerate: Adoption of the attitude, "We don't bother them, they don't bother us." 
7. Build relationships: Assumption that a good relationship can overcome differ-

ences; happens when there are grounds for mutually beneficial relationships; 
focus on similarities. 

8. Foster mutual adaptation: The parties involved accept and understand differ-
ences and diversity, recognizing full well that those realities may call for adap-
tation on the part of all components of the whole. 

Source: M. Neale, "Diversity Can Improve Decision-Making," accessed online, http:llwww.retailgigs. 
com/articles/diversity-can-iinprove-decision-mak i ng-1 1 56-article.html, December 28, 2010; and 
R. Roosevelt Thomas Jr., in Beyond Race and Gender: Unleashing the Power of Your Total Work Force 
by Managing Diversity (New York: AMACOM Books, 1991). Copyright © 1991 R. Roosevelt Thomas 
Jr. All rights reserved. Reprinted by permission of the author. 
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• DECISION-MAKING ACTIVITY 
WHO SHOULD BE HIRED? 

Forrest Middle School is located in the Happy Valley School District (HVSD), and the 
total student enrollment is 1,500. Due to many years of ups and downs with regard to stu-
dent enrollment, changing demographics, test scores, finances, and so on, the district has 
undergone many reforms in the past 15 years. The district has decided to try some major 
administrative reform, and it has chosen to try a distributed leadership model—the Alston 
Multi-leadership Model. 

Taking on the role of the chief knowledge officer (CKO) in this school, and with school 
beginning in two weeks, you have the following situation: 

Seven teachers resigned two days ago and now you must hire seven replacements. Due 
to the many changes going on in HVSD, the chief operating officer (COO) and the 
chief financial officer (CFO) are unavailable to help you with this hiring, but they've 
agreed to sign off on your choices to fill the seven positions. Earlier in the year (between 
October and March—note: it is now August), the three of you conducted some inter-
views with 15 applicants. You only have the notes that all of you jotted down from those 
interviews along with applications and references to make your choice. Following is a 
summary of the information that you have about each applicant. Use this information to 
choose seven teachers to be hired on one-year contracts. 

CASE DESCRIPTIONS 

1. Martha Atler: 27, white, no religious affiliation. MS degree and four years of suc-
cessful teaching experience (two years in middle-class predominantly white commu-
nity and two years in a racially mixed community). She is reported to have ties to a 
military militia group. 

2. Robert Simpson: 51, white, Protestant, a professed segregationist with a BA degree 
and 27 years teaching experience. Does not want to teach minority children. Married 
and father of two adult sons. 

3. Nannette Freeman: 29, black, Muslim. Nannette has an MS degree with six years of 
fairly good experience. She is in good health and is an active member of several com-
munity activist organizations. 

4. Maxine Liberman: 21, white, Jewish. BA from Vassar. Maxine has traveled exten-
sively and is well versed in many areas. She has no prior teaching experience. 

5. James Crow: 35, Native American, tribal religion. James has a BA degree and has 
worked for 11 years. He taught on several Indian reservations and for the Peace Corps. 
He is bitter about the conditions of his people. 

6. Mary Weaver: 38, white, Pentecostal minister. Mary has a BA degree and has 15 
years of experience. She has taught in church schools and in public schools. She 
feels strongly that a child's education should include a focus on morals as well as 
academics. 

7. Marie Vitale: 32, Italian, Catholic. Marie has an MS degree and five years of teach-
ing experience. She is reported to have lesbian tendencies. 

8. Bernice Johnson: 22, black, Catholic. Bernice has a BA degree and one year of 
teaching experience in the middle-class community in which she was reared. She is a 
sports enthusiast. 
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9. Julio Rodriguez: 28, recently arrived from Mexico, Catholic. Received a chemical 
engineering degree from the University of Guadalajara. Originally certified through 
the alternative certification program. Speaks limited English but feels able to commu-
nicate effectively with children. 

10. Herbert Brown: 49, black, Baptist. He has an MS degree. Herbert was an active 
member of the Black Panthers of the 1980s and has taught for four years. His experi-
ence included Afrocentric freedom schools in the United States and Africa. 

11. Sister Robertann: 40, white, nun. Sister Robertann is a strict disciplinarian who has 
taught in church schools for 19 years. She has a provisional certificate and permission 
from her order to teach in a public school system. She has been a religionist since she 
was 19 years old. 

12. Nguyen Nguyen: 28, Vietnamese, Buddhist. BA degree with no teaching experience. 
Nguyen assisted in the literacy programs conducted in the factory where he was a 
part-time employee since age 16. 

13. Mary Jones: 25, black, Methodist. Mary has a BS degree and one year of successful 
teaching experience. Single with one child. She was involved in a drug raid during her 
freshman year in college. 

14. Maria Garcia: 39, Mexican American, Catholic. Maria is a former welfare recipient 
who received a BA degree by attending night school. She has worked for six years in a 
day care center. She is married and has 10 children, ranging in age from 9 to 21. 

15. Brian Nelson: 25, white, no religious affiliation. Brian has a BA degree and has been 
asked to leave two schools in the two years that he has worked. He considers himself a 
liberal and feels that this contributed to his problems with his former principals. 

Source: Adapted from Pamela M. Norwood and Deborah Carr Saldaña, "Who Should Be Hired?" in Teaching 
about Culture, Ethnicity, and Diversity, T. M. Singelis (Ed), pp.  73-79 (Thousand Oaks, CA: Sage Publications, 
1998). Copyright © 1998 Sage Publications. Reprinted by permission of Sage Publications Inc.,; and J. A. Aiston, 
Multi-leadership in Urban Schools: Shifting Paradigmsfor Administration and Supervision in the New Millen-
nium (Thousand Oaks, CA: Rowman & Littlefield, 2002). 

resources, position authority, and informal power. This model incorporates structural ele-
ments found in the bureaucratic rational model (such as adherence to schedules and policies) 
with aspects of the participatory model (such as seeking consensus via the involvement of 
many people in the organization). The assumption governing this particular model is that 
choices the administrator makes are based on comprehensive knowledge and analysis of the 
internal and external environment. 

For strategic decision making to be effective, constraints and obstacles, as well as oppor-
tunities and challenges that affect the decision choice, must be identified. Research studies 
dealing with strategic decision making go beyond the rational procedures prescribed in the 
bureaucratic model and the shared cooperative elements described in the participatory model. 
Instead, these studies view decision making in the context of multiple competing interests, 
problem situations, and influences of power and control.18  The complexity of decision mak-
ing is captured in this strategic decision model with many of the nonrational aspects of deci-
sion making reflected in the theoretical writings. 

The strategic decision-making approach is utilized by the administrator interested in car-
rying out an educational vision and developing a long-range, overall plan that is flexible and 
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subject to amendment. Decisions are governed by a shared philosophy and a shared purpose 
that ideally come from empathy and involvement with people committed to the same holistic 
purpose. The administrator may discover that, despite pure application of the strategic model, 
decision outcomes are influenced by unexpected events, behaviors, or value orientations. 
These realities of a world "thriving on chaos" or "organized anarchy" lead us to a description 
of the fourth model of decision making. 19  For lack of a more sophisticated term, we shall refer 
to this view as differentiated decision making. 

Differentiated or Situational Decision Making 

The differentiated model represents a shift from the traditional paradigm or way of thinking 
about decision making. This model takes into consideration various focal points or points 
of emphasis that require the administrator's attention and will affect the decision choice. 
The administrator can enter the decision-making process at different decision entry points, 
depending on the type of problem or situation. Hence, this model can also be referred to as 
"situational decision making." The process may begin with choosing among alternative solu-
tions presented by groups of individuals, or the process may require the administrator to take 
a risk and decide against conventional mores in order to maximize a long-range educational 
goal. Many different situational variables influence the decision choices an administrator 
makes. 

The new paradigm recognizes that some situations permit a linear, structured approach, 
and some may require group engagement or careful analysis of the external environment 
before the administrator takes that existential leap and decides. The decisions do not nec-
essarily have to be goal based, but decision making can focus on the process itself, with 
the resulting actions having only a tenuous connection to the organizational outcome or the 
administrator's intention. 20  Ethical considerations, values, organizational culture, and cli-
mate are additional elements that influence decision making. The new paradigm of decision 
making recognizes the contextual ambiguity and uncertainty within organizations. It builds 
on the "garbage can model" of decision-making theory of the early 1970s, which describes 
a systematic, structured process, operating in an environment consisting of situations that 
severely limit decision-making capability and decision choices, thus affecting decision out-
comes.21  The new paradigm views effective and efficient performance by an administrator as 
the desired outcome of decision making. 

There is limited research with practical implications for improved decision making in edu-
cational organizations faced with financial uncertainty, changing social patterns, technological 
advances, alternate delivery systems, and educational linkages. There are even fewer studies 
that provide empirical data and new theories with implications for practice on the symbolic 
nature of participatory decision making. This latter view of decision making is also incorpo-
rated in our new paradigm. The administrator intending to carry out a vision for the school 
must attempt not only to be performance conscious but also to determine the connectedness 
of individual and group participation, motivation, values, and goals to the decision choices. 
Even questions pertaining to the relationship between a particularly inspiring vision and the 
appropriate decision-making process must be considered in this paradigm for the twenty-first 
century. Empowering teachers, parents, or students, embarking on joint ventures with the 
community, and opening the educational system to change constantly demand reconceiving 
the paradigm of differentiated decision making. 
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Ethical Decision Making 

In their article "Thinking Ethically," Claire Andre and Manuel Velasquez note that making 
good ethical decisions requires a trained sensitivity to ethical issues and a practiced method 
for exploring the ethical aspects of a decision and weighing the considerations that should 
influence our choice of a course of action. Furthermore, having a method for ethical deci-
sion making is absolutely essential. Finally, when practiced regularly, the method becomes so 
familiar that we work through it automatically without consulting the specific steps. 22 

A FRAMEWORK FOR ETHICAL DECISION MAKING 

RECOGNIZE AN ETHICAL ISSUE 

1. Is there something wrong personally, interpersonally, or socially? Could the conflict, 
the situation, or the decision be damaging to people or to the community? 

2. Does the issue go beyond legal or institutional concerns? What does it do to people, 
who have dignity, rights, and hopes for a better life together? 

GET THE FACTS 

3. What are the relevant facts of the case? What facts are unknown? 
4. What individuals and groups have an important stake in the outcome? Do some have a 

greater stake because they have a special need or because we have special obligations 
to them? 

5. What are the options for acting? Have all the relevant persons and groups been consulted? 
If you showed your list of options to someone you respect, what would that person say? 

EVALUATE ALTERNATIVE ACTIONS FROM VARIOUS ETHICAL PERSPECTIVES 

6. Which option will produce the most good and do the least harm? 

UTILITARIAN APPROACH: The ethical action is the one that will produce the 
greatest balance of benefits over harms. 

7. Even if not everyone gets all they want, will everyone's rights and dignity still be 
respected? 

RIG H TS APPROACH: The ethical action is the one that most dutifully respects the 
rights of all affected. 

8. Which option is fair to all stakeholders? 

FAIRNESS OR JUSTICE APPROACH: The ethical action is the one that treats 
people equally, or if unequally, that treats people proportionately and fairly. 

9. Which option would help all participate more fully in the life we share as a family, 
community, society? 

COMMON GOOD APPROACH: The ethical action is the one that contributes 
most to the achievement of a quality common life together. 

10. Would you want to become the sort of person who acts this way (e.g., a person of cour-
age or compassion)? 
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VIRTUE APPROACH: The ethical action is the one that embodies the habits 
and values of humans at their best. 

MAKE A DECISION AND TEST IT 

11. Considering all these perspectives, which of the options is the right or best thing to do? 
12. If you told someone you respect why you chose this option, what would that person say? 

If you had to explain your decision on television, would you be comfortable doing so? 

ACT, THEN REFLECT ON THE DECISION LATER 

13. Implement your decision. How did it turn out for all concerned? If you had it to do 
over again, what would you do differently? 

Source: "A Framework for Thinking Ethically." Reprinted with permission of the Markula Center for Applied 
Ethics at Santa Clara University (www.scu.edu/ethics).  

THE PROCESS OF DECISION MAKING: IMPORTANT 
CONCEPTS AND STEPS 

Decision making has been defined as "a process influenced by information and values, 
whereby a perceived problem is explicitly defined, alternative solutions are posed and 
weighted, and a choice made that subsequently is implemented and evaluated. ,23  The process 
is usually viewed from the perspective of an individual administrator, but decision making 
also takes place in small committees and in large groups. 

Site-Based Management 

More recently, the philosophy of school-based management, designed to increase the auton-
omy of the local school staff, is gaining hold in school districts across the country. 24  Linda 
Jean Holman states, "If embraced in spirit as well as form, if genuinely supported by school 
boards, central office personnel, and campus-based administration, and if implemented at a 
pace neither too slow nor too abrupt, site-based decision making provides a vehicle whereby 
each school can adjust curriculum, scheduling, staffing, and budget to address its needs. Given 
time and sustained academic focus, the resulting empowerment and ownership should result 
in an improved instructional program and increased student achievement."25  This approach 
gives greater flexibility to staff, offers increased participation opportunities, and has the abil-
ity to provide more immediate services to meet specific needs of students. 

Some of the problems that arise in implementing school-based management are con-
fusion of roles and responsibilities, along with difficulties in adapting to new roles. There 
could ensue a power struggle among administrators, teachers, and parents—especially if the 
administrator is unwilling to share decision-making authority. Some authorities argue that the 
individual administrator should not be making many decisions. Griffiths, for example, has 
asserted, "If the executive is personally making decisions, this means there exists malfunction 
in the decision process. It is not the function of the chief executive to make decisions; it is his 
for her] function to monitor the decision-making process to make sure that it performs at the 

"26 optimum level  
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Dade County Public Schools in Miami successfully implemented a school-based man-
agement/shared decision-making (SBM/SDM) program that includes decentralizing decision 
making in order to enhance the leadership of school site administrators and to promote the 
empowerment of teachers at the work site. Evaluations of shared decision-making procedures 
are typically conducted by variously named groups of teachers, administrators, noninstruc-
tional personnel, parents, and students; supported by grade level or subject interest com-
mittees; and referred to a central decision-making body. Decisions are normally based on a 
majority vote with a great deal of opportunity for consultation and consensus resolution of 
issues, especially in cases where the principal has veto power. 27 

The Importance of Understanding Decision Making as a Process 

Regardless of whether the decision making occurs individually or in groups, or whether the 
administrator's role is that of monitor of the process; decision maker; or, more likely, both, an 
administrator must possess a good understanding of the decision-making process in order to 
be effective in any of these roles. Careful reading and reflection on the following concepts and 
guidelines should help accomplish that objective. 

Figure 2.1 identifies the major steps in decision making, and the sections that follow 
describe the concepts involved at each stage. Although the process recommended is based on 
the rational theory of decision making, every effort will be made in the discussion to present 
the complexities—as well as the less rational aspects—of decision making. It is, of course, 
impossible to have a purely rational process since the administrator cannot enjoy perfect 
knowledge. Hence, nonrationality becomes a necessity, with aspects of "muddling through." 
It is only when what at times may be a necessity becomes a virtue, replacing the search for 
knowledge and information in decision making, that effective performance suffers. 28 

Defining the Situation 

The first step an administrator should take when faced with a decision is to define the nature 
of the situation that seems to require a decision. The importance of this step is underscored 
by Barnard's observation: "The fine art of executive decision making consists of not decid-
ing questions that are not pertinent, in not deciding prematurely, in not making decisions that 
cannot be made effectively, and in not making decisions that others should make."29  If this 

FIGURE 2.1 
MAJOR STEPS IN DECISION MAKING 
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sage advice were followed more often, more effective administrative decision making would 
undoubtedly result. 

To make effective decisions, including the types of decisions referred to by Barnard, an 
administrator first needs to attempt to gain a better understanding of the question, problem, or 
set of circumstances that seems to require an administrative decision. 

Except for routine situations, an administrator will not be in the position of possessing 
sufficient information or understanding at the time the need for a decision surfaces. Unfortu-
nately, as research has shown, administrators often react too quickly on the basis of assump-
tion, inadequate information, and/or someone else's perception of a situation and immediately 
begin looking for solutions before the situation has been sufficiently defined.30  

Of course, in some situations the administrator will be forced to make an on-the-spot deci-
sion, and there will be circumstances when the press of time and a lack of available informa-
tion influence the decision choice. In such instances, it will be important for an administrator 
to be decisive when the situation requires it and to avoid procrastinating in the hope that the 
perfect solution will at some point surface or that the problem will resolve itself.31  

In most situations, however, particularly those involving important and long-range deci-
sions, an administrator should take sufficient time to investigate and analyze the conditions 
necessitating a decision in order to reduce the possibility of an ineffective administrative 
decision.32  This type of situational or problem analysis is most productively approached by 
the decision maker's seeking answers to questions such as the following: 

1. What is known and unknown about the situation? What other factors must be clarified 
before a decision can be made? 

2. Can anyone else provide additional information or a different perception of the situa-
tion? To what extent is the administrator's bias, or are the biases of others, influencing 
perception of the circumstances necessitating a decision? 

3. Who will be affected by a decision? 

4. How serious is the problem or question? How soon must a decision be made? 

Effective situational and problem analysis is necessary in order to avoid making an incor-
rect decision based on an inadequate understanding of a situation or problem. Asking relevant 
questions is the key to effective situational and problem analysis. While there will be time 
constraints and possibly temptation to seek only the most accessible and interesting informa-
tion about a situation,33  the administrator should be trying to obtain the most relevant, accu-
rate, and thorough information available on the situation or problem. A poorly understood 
problem or situation will almost guarantee an ineffective decision. 

Identifying the Alternatives 

Upon defining a problem or situation, the administrator will usually begin to perceive alter-
native courses of action. A typical mistake made by the inexperienced decision maker is to 
assume that only two alternatives exist. 34  For example, a principal faced with making a deci-
sion on a parents' proposal for greater involvement in school affairs may assume there are 
only two choices: to reject the parents' proposal or to accept their recommendation. But if 
the administrator examines the situation further, additional courses of action may appear. For 
instance, the administrator could decide to postpone a decision on the parents' proposal until 



Chapter 2: Decision Making 	43 

more facts became available or offer a counterproposal to the parents that would incorporate 
less involvement than they had requested but would improve their present circumstances. Or 
the administrator could decide not to respond at all to the parents' proposal, hoping that the 
parents would take no further action. 

What every administrator needs to avoid is the tendency to perceive alternatives in either-
or terms. In most cases, an administrator will benefit from continuing to examine the problem, 
probing for that third or fourth alternative. This process requires careful analysis, imagination, 
and creativity, but it will usually result in an improved decision, one that may combine two 
previously identified alternatives or take a totally new approach. 

Assessing the Alternatives 

Administrators who fail to assess adequately the feasibility of the various alternatives under 
consideration may later encounter unanticipated consequences in the process of implementing 
their decisions. 35  This results, in part, from the ambiguity of information and uncertainty in 
estimating the consequences of selecting one alternative over another that is characteristic of 
much decision making. 36  But unanticipated consequences can also occur when an administra-
tor makes certain assumptions about each of the alternatives that turn out to be unjustified. For 
example, a particular group may react differently than was anticipated, or a key individual may 
not possess the resources or competencies that are needed, or the extent of supplies required for 
implementation of the decision may exceed the original estimates. Usually the unanticipated 
consequences result from the administrator's failure to identify fully and to examine critically 
the assumptions inherent—although possibly unrecognized—in assessing the original alterna-
tives. As noted previously, it is impossible to reach decisions or to take action without making 
certain basic assumptions. The real danger for an administrator, however, lies in making deci-
sions without having examined the assumptions central to the feasibility of each alternative. 

In attempting to assess the various alternatives, the administrator needs to anticipate their 
possible consequences, despite the uncertainty of the results. Such a process may be repre-
sented by the following sequence of thought: "If I choose alternative A, then result 1 will 
probably occur and result 2 will probably not. On the other hand, if I choose alternative B, 
then result 2 is likely to occur and result 1 is unlikely. If I choose alternative C, however, 
results 2 and 3 may come about while result 1 is unlikely, "37 

As the administrator evaluates each alternative, two important factors should be taken into 
consideration. The first concern is an assessment of one's own capability and that of the other 
individuals or groups who will participate in implementing a particular course of action. The 
second involves an assessment of the type of reception the decision will receive from those 
who will be most affected, for example, teachers, students, parents, and the general public. 

The First Factor to Consider The initial question that an administrator must ask is, "To 
what extent do I possess the competency, resources, personal influence, or power necessary 
to implement this alternative?" For instance, an administrator may be interested in initiating 
a new program of individualized instruction. But before a decision is made to proceed with 
a plan, a personal inventory must be taken of the technical knowledge and skill for intro-
ducing the innovation, of the ability to obtain the necessary resources the new program will 
require, and of the extent to which personal influence or power is necessary for successfully 
implementing the decision. Although it may be difficult to evaluate one's own competency, 
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personal influence, or resources objectively, these are the kinds of judgments required for an 
accurate feasibility assessment of a particular course of action. 

A related question that the administrator should ask in assessing the feasibility of each 
alternative is, "To what extent do the other individuals or groups involved in implementing the 
decision possess the necessary competency or resources?" The effective implementation of 
most decisions depends on the capability or resources of people other than the administrator. 
Too frequently an administrator may assume that teachers, students, or other groups possess 
the skills, knowledge, or resources required for carrying out certain decisions. In the absence 
of these prerequisites, however, decisions are usually not implemented effectively, and the 
people involved may become quite frustrated. Therefore, it is essential that the administrator 
evaluate the degree to which coworkers possess the competency and resources necessary for 
successful implementation of a decision. 

The Second Factor to Consider A second major factor to be considered by the administra-
tor in assessing the feasibility of various alternatives is the type of reception the decision will 
be given by those most directly affected. Administrative decisions perceived as unsatisfactory 
may be resisted by those whose cooperation will be needed in the implementation stage. 

The administrator should therefore determine how the affected individuals or groups regard 
the various alternatives. For example, with regard to each alternative, who can be counted 
upon for support? How solid would that support be? What would be the likelihood that a par-
ticular individual or group would reject or actively resist the course of action implied in each 
alternative? Which individuals or groups could exert sufficient influence or power to overturn 
a particular decision? Would ii be possible for the administrator to change the attitudes of 
those who might reject or resist a decision? The answers to these questions should help the 
administrator ascertain the reception a particular decision will probably be given by those 
who will be most affected by it. 

In trying to understand how various individuals or groups will react to each alternative, 
the administrator will frequently need to make judgments based on limited experience with 
those concerned. Although in a few circumstances it may be easy to predict the reactions of 
certain individuals or groups, it may be necessary in other instances to "float a trial balloon" 
to discover how a group would react to a particular decision. 

Regardless of the specific circumstances, one cannot overemphasize the need for an admin-
istrator to assess objectively and thoroughly in advance the reactions that a particular decision 
may be given by others. In many situations these reactions may well determine the ultimate 
fate of any decision. Undoubtedly there will be circumstances when an administrator must or 
should make a particular kind of decision, regardless of the adverse reactions of those who 
will be affected by it. The administrator, however, should not ignore the attitudes and feelings 
of the people who will be affected by a decision. In most instances, such attitudes and feelings 
greatly influence the fate of any administrative decision and therefore need to be understood 
and considered carefully. 

While the factors discussed thus far should play the major role in determining the feasibil-
ity of an alternative, an administrator needs to realize that other variables may unconsciously 
enter into the decision-making process. Each individual's decision making is affected by prior 
attitudes about the situation, group, or persons in question. 38  If the administrator's attitude is 
biased in some way, the administrator may distort the reality of a situation by not consider-
ing relevant facts, perceptions, or alternatives. As a result, a decision could be made about an 
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individual or issue that might have been different had it been based on a more objective analy-
sis of the circumstances. It will probably be impossible for an administrator to be completely 
objective in any situation. It is important, however, to be aware of personal biases and to avoid 
letting them significantly affect the decision-making process. 

Selecting a Desirable Alternative 

If an administrator has followed the previously described guidelines, the best available alter-
native will usually become apparent. 39  If it does not, then the administrator's steps should be 
retraced and the assumptions reviewed, beginning with the question of whether the problem 
has been adequately defined. Of course, in most situations there is no ideal alternative, and in 
some circumstances it is a matter of selecting the least undesirable alternative. Through diag-
nosis, objective assessment of alternatives, and a little imagination—which never hurts—the 
best course of action will generally surface. 

Implementing the Decision 

Although some administrators seem to behave as though once they have made a decision, 
implementation will occur automatically and spontaneously, the process of implementation is 
more involved than has been frequently recognized.40  The initial and perhaps most important 
step in implementing a decision is, as previously discussed, to secure its acceptance from 
those who will be most affected. Whether the administrator can gain acceptance of the deci-
sion depends on many factors, one of which is the perceived legitimacy of the administrator's 
position within the organization as a decision maker for the issue, question, or problem under 
consideration. (We discuss additional factors that determine whether an administrator's deci-
sion is accepted in Chapter 3, "Authority, Power, and Influence.") If the individuals or groups 
who will be affected by a decision perceive the administrator as having the right to make that 
decision, based on the administrator's position in the organization, the likelihood of having 
that decision accepted is greatly enhanced. If, on the other hand, those individuals or groups 
who will be affected by the decision do not perceive the administrator as possessing any more 
right than anyone else to make the decision in the situation, the possibility of securing accep-
tance of the administrator's judgment may be severely jeopardized. 

The key factor in the acceptance of the principal's decisions is not self-perceived legiti-
macy but how others perceive the legitimacy of that administrator as a decision maker. If 
teachers, parents, students, and other reference groups do not believe the principal has the 
right to make certain decisions, his or her personal belief in that right is not enough to engen-
der agreement. 

However, even if those affected by the decision do not perceive the administrator as pos-
sessing a basic right to make a determination, they may accept the decision if they are per-
suaded that there is little or nothing they can do to change it or thwart its implementation. For 
example, although the faculty adviser to the student newspaper may feel that the principal has 
no right to censor the publication, the decision to screen the content of the newspaper before 
it is published may be reluctantly accepted if there is little that can be done to stop the princi-
pal. If the adviser thinks support can be obtained from the on-site representative of teachers' 
association, the city newspaper, or the civil liberties union, the adviser may resist the prin-
cipal's original decision—or at least try to modify its implementation. Also, proponents of 
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teacher and principal empowerment may argue that the administrator is resisting the teacher's 
expanded role as an inquiring, risk-taking, and contributing professional. The administrator 
could provide opportunities and the necessary assistance to maintain that teacher's self-esteem 
without taking ownership of the issue or task, listen with empathy and compassion, and pos-
sibly ask for help to solve this problem. Of course, if negative attitudes continue to persist, the 
administrator will need to take additional steps in resolving the problem. 41 

Encountering Resistance The administrator encountering negative reactions to a decision 
can either modify or abandon the original decision, try to enforce the decision against the will 
of others, or try to change their attitudes. If there is a need to change the attitudes of those who 
will be affected by the decision, the administrator should recognize that negative attitudes can 
result from some of the following phenomena: 

1. The individual's or group's feeling about the administrator as a person, or about the 
way in which the decision was made. 

2. An incorrect understanding of the way in which the decision will affect the individual 
or group. 

3. Inadequate skill or competency on the part of those who are to carry out the decision. 

4. A perception by the individual or group that the decision will cause more personal dis-
advantages than advantages. 

5. An honest disagreement about the merits of the decision, despite the fact that those 
involved may not feel they would be adversely affected. 

An administrator should realize that the reasons people resist a decision or react negatively 
are complex in nature and need to be analyzed fully. Therefore, when faced with resistance, 
the administrator should try to diagnose the source of the resistance by thoroughly investigat-
ing the various and sometimes subtle reasons an individual or a group is not accepting the 
decision. Unfortunately, an administrator is sometimes thrown off balance by a negative reac-
tion to the decision and responds directly to that reaction, rather than trying to explore and 
understand the reasons for it. The administrator is unlikely to be successful in counteracting 
resistance from others until the underlying causes of the resistance are dealt with. 

Rowe and Mason suggest that hidden factors such as the administrator's decision style 
and that of the staff may affect overall performance. They found that where style is aligned 
with the requirements of the job, performance is often successful, and where it is not aligned, 
performance does not meet the person's potential. The authors contend that decision style 
reflects one's mental predisposition regarding personal objectives, what situations one avoids, 
what kinds of jobs one enjoys, what things one dislikes, how one communicates, and how 
one approaches problems and makes decisions. Patterns among these predispositions can be 
uncovered through the use of a decision style inventory developed by these authors. 42  The 
administrator attempting to deal with the underlying causes of resistance to a particular deci-
sion needs to better understand people's mental predispositions, perceptions, and consequent 
actions, as well as the differences in the way people approach their jobs through the use of 
such a decision style inventory. 

Implementation Steps If the administrator can obtain acceptance of the decision from 
those who will be most affected, or if there is a need to proceed in spite of their adverse 
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reactions, the administrator should then attempt to secure the resources and personnel neces-
sary to initiate action. Depending on the nature of the decision, there may be the need only to 
instruct one individual about what must be done. On the other hand, there may be a need to 
design and carry out a complicated plan involving many resources, a large number of people, 
retraining programs, and variables of time and role redefinition. Although the steps that must 
be taken have been designated by the various terms and have been applied in contexts other 
than the implementation of a decision, the basic activities include the following: 

1. Planning: Working out in broad outline the things that need to be done and the meth-
ods for doing them to accomplish the purposes set for the enterprise. 

2. Organizing: Establishing the formal structure of authority through which work subdi-
visions are arranged, defined, and coordinated for the specific objective. 

3. Staffing: Selecting and training the staff and maintaining favorable conditions of 
work. 

4. Directing: Making decisions and embodying them in orders and instructions; serving 
as the leaders of the enterprise. 

5. Coordinating: Interrelating the various parts of the work. 

6. Reporting: Keeping those to whom the executive is responsible informed as to what 
is taking place; keeping the executive and the subordinates informed through records, 
research, and inspection. 

7. Budgeting: Fiscal planning, accounting, and control. 

8. Evaluating: Formative and summative.43  

CONSTRAINTS AND VALUES 

The process of decision making described in the previous section is a logical, rational process 
that, if followed, should result in improved decision making. Several situational constraints 
and personal variables exist, however, that can affect the success of the decision maker's 
efforts. In addition to the technical expertise required in decision-making and decision-
analysis procedures, personal values and ethical factors always will impact an administra-
tor's decision choice. Decisions that are ethically unsound will not have a long commitment 
from the people required to implement the decision in the work setting. Organizational ethics 
include the development of the administrator as a moral person, the influence of a moral orga-
nizational environment, and a policy that reflects ethical performance goals." 

None of the constraints or personal variables diminishes the need for the administrator to 
follow the decision-making guidelines previously stated. Nevertheless, these constraints and 
personal factors must be considered if the administrator is to minimize negative effects. Nutt 
draws attention to a particular kind of decision made in and for organizations, which he calls 
a "tough decision" in his comprehensive book entitled Making Tough Decisions. This type of 
decision is characterized by situational constraints and personal variables that must be taken 
into account, including such related dilemmas as ambiguity, conflict, and uncertainty. The 
author recommends that administrators investigate future conditions and use sound proce-
dures to gather and analyze information to inform the decision choice they ultimately make. 
Decision makers who simply focus on conflict management must make assumptions that 
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negate ambiguity and uncertainty, treating tough decisions as if they were easy, frequently 
resulting in ineffective decision choices. One particular situational constraint, future projec-
tion, or the ability of the administrator to anticipate future events and outcomes that may 
affect the final decision, requires the administrator to possess specific forecasting skills and 
techniques.45  

Many of the difficult decisions an administrator must make deal with future conditions—
whether to implement a new multicultural curriculum or install a preschool and after-school 
care program, for example. A strategic decision-making process requires the administrator to 
identify the obstacles or barriers as well as the opportunities or benefits associated with the 
decision. 46  In addition, thoughtful planning and technical expertise must be utilized by the 
administrator as a professional decision thinker. This implies expanding the strategic frame-
work to include in the decision choice a concern for the personal values of the staff and 
community and acknowledging a responsibility to outside constituent groups and the greater 
society at large. 

Situational Constraints 

All administrators, even in the best of situations, operate under certain situational constraints. 
Although the types of constraints may vary from one situation to another, the most typical 
situational constraints under which administrators operate in a decision-making context are 
the following: 47 

1. Amount of time available to make a decision. 

2. Availability of resources necessary to implement any particular alternative. 

3. Amount of information available to make a decision. 

4. Ambiguity of the situation, including the alternatives and potential consequences. 

5. Degrees of organizational autonomy given for decision making. 

6. Expectations of others regarding the nature of the decision-making process and the 
ultimate decision. 

7. Amount of tension in the situation. 

Each of the factors can act as an important situational constraint on the decision maker 
and can influence the effectiveness of the final decision on a matter or on its implementation. 
Whether or not the impact of these factors will be negative seems to depend as much on the 
type of person the administrator is as it does on the nature of the factors. For example, what 
is perceived as sufficient time, resources, information, and autonomy by one administrator in 
order to make a particular decision may not be deemed adequate by another administrator in 
the same situation. A situation characterized by one individual as possessing too much ambi-
guity, tension, and pressure by an external group for a quick decision may not bother or affect 
another administrator in the same set of circumstances. These differences reflect variations in 
personality and capabilities. 48 

Administrators can also differ in their perceptions of potential constraints. One administra-
tor may perceive strong expectations by a certain reference group to make a quick decision 
the same week, whereas another administrator in the same situation may not sense the same 
degree of pressure and may plan to take a month or more to make the decision. In reality, 
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both administrators may be misperceiving the expectations of the reference group, and the 
effectiveness of the decision may be impaired. Therefore, it is essential for an administrator to 
test initial perceptions about a potential constraint and to evaluate their validity to make sure 
they correspond reasonably with reality. 

It also needs to be emphasized in discussing the role of situational constraints in decision 
making that, assuming the administrator is perceiving them accurately, they need to be ana-
lyzed critically to ascertain their potential for modification. There will, of course, be circum-
stances in which the amount of time available to make a decision may be a real and significant 
constraint. If an administrator is frequently experiencing this problem, however, and it is seri-
ously affecting the decision making, then an analysis of overall time spent and an evaluation 
of the order of priorities need to be conducted. Effective decision making about matters that 
are out of the ordinary takes time, and although there will be situations in which the admin-
istrator must make a quick decision, the necessary time should be set aside for careful and 
thoughtful decisions on crucial matters. 

Realistically, an administrator will not be able to eliminate or even modify every type of 
constraint; but if an administrator is to be effective as a decision maker, an effort must be 
made to analyze the causes and nature of the constraints and attempt to decrease their impact 
on decision making. 

Personal Thoughts 	 Type of Attitude or Value 

1. "1 wonder about the risks involved in pursuing 
this particular alternative." 

2. "If Hank recommends it, I am sure that it would 
make a good decision." 

3. "I question whether adopting a 'far-out' innova-
tion like the open classroom is good education." 

4. "This is the type of decision that an educational 
leader should make." 

5. "It seems to me that if we choose that alternative, 
we can no longer 'call the shots' in that area." 

Risk orientation 

Attitude toward people 

Educational philosophy 

Concern about status 

Concern about authority and control 

Personal Variables 

In addition to situational constraints that can affect the decision-making process, numerous 
personal variables or value considerations can influence the decision maker and, ultimately, 
the final decision. These can perhaps be best illustrated by the thoughts expressed by several 
administrators, along with the attitude or value orientation each represents. 

These five examples, of course, are only illustrative of a wide range of possible values and 
attitudes any administrator might possess and that could play a major role in influencing the 
type of decision made. 

As Lipham and Hoeh have perceptively observed: 

Values serve as a perpetual screen for the decision maker, affecting both his [or her] awareness 
of the problematic state of a system and his [or her] screening of information relative to the 
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problem. Second, values condition the screening serve as a perceptual screen for the decision 
maker, affecting both his [or her] awareness of the possible alternatives. . . . Finally, values serve 
as the criteria against which higher order goals are assessed and projected.49  

Although an administrator probably cannot avoid the influence of values and attitudes 
in making decisions, the administrator should attempt to become more aware of the ethical 
nature of those values. In his study of chief school administrators, Dexheimer discovered 
that they were more inclined to engage in nonethical forms of accommodations in critical 
decision-making activities than in ethical forms. 50  Although it appears that the study has not 
been replicated with similar or other administrative positions, Dexheimer's discovery points 
up the need for every administrator to consider carefully whether the attitudes and values 
influencing a particular decision are morally and ethically defensible. This will be a chal-
lenging task for the decision maker because most individuals not only lack awareness of their 
values, attitudes, and how they are affected by them but also lack criteria and standards for 
evaluation. 

The emphasis on organizational ethics is found predominantly in writings on business eth-
ics and organizational culture. Studies and articles range in content, from business student 
attitudes before and after taking a course in ethical decision making, to identifying ethical 
business practices after students have completed a course on business ethics, to models for 
building ethical organizations. 5' The findings could have implications for an administrator in 
an educational setting who desires more information on value development and ethical con-
duct in general. 

A problem related to the influence of attitudes and values in decision making is the extent 
to which they can play a dominant role in compromising the objectivity of the decision maker 
and short-circuiting the decision-making process. For example, the administrator whose atti-
tude is, "If Hank recommends it, I am sure that it would make a good decision," reveals 
a strong, positive attitude or bias toward the person Hank. Because of the administrator's 
attitude in this situation, it will probably be difficult to be objective about evaluating Hank's 
recommendation or any competing alternative. As a result, the administrator may not engage 
thoroughly in the various steps of the decision-making process—steps that should include 
identifying and evaluating objectively all possible alternatives. 

Although the administrator's attitude in the previous example is a positive one, at least 
toward Hank, in another situation involving someone else it may be negative, with the same 
potential results of compromised objectivity and a superficial decision-making process. Of 
course, it is not axiomatic that such a decision will be a poor one, and it is recognized that the 
press of time on an administrator may require taking a shortcut through the decision-making 
process. Unfortunately it is because of the bias of the decision maker and such shortcuts that 
poor decision making frequently results. Therefore, an administrator should make every effort 
to become more aware of attitudes and values and their influence on the type of decision 
choices, attempting to reduce that influence when it could compromise objectivity or result in 
a less thorough and thoughtful decision-making process. 

Involving Others 

Involving people in the decision-making process—be they individuals, groups, or both—
who will be either affected by the decision or in some way responsible for implementing 
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a decision is not a new concept in the social science and school administration literature. 52 

Frequently referred to as participatory decision making (PDM), this approach has generated 
considerable research revealing that PDM can be effective under certain conditions but is a 
more complex process than typically has been recognized.53  The process of shared decision 
making is the cornerstone of site-based management (SBM), school-site budgeting (SSB), 
and total quality management (TQM), which have been implemented in many school sys-
tems. The following sections will identify appropriate and inappropriate conditions for par-
ticipatory decision making; the complexities associated with the process will be analyzed and 
discussed. 

The rationale for involving persons other than just the administrator in the decision-making 
process consists of the following elements: 

1. It increases the number of different viewpoints and ideas that might be relevant to the 
decision being made. 

2. It makes for better utilization of the available expertise and problem-solving skills that 
exist within the school community. 

3. It may improve school morale by showing the individuals involved that the adminis-
trator values their opinions, giving them greater feelings of professional pride and job 
satisfaction. 

4. It can aid acceptance and implementation of a decision because the people who are 
involved are more likely to understand the decision and be more committed to its 
success. 

5. It is consistent with a democratic principle of our society that holds that those who are 
affected by public institutions such as the school should have some voice in how they 
are run. 54 

Therefore, although frequently given the sole responsibility for making a particular deci-
sion, administrators may find it desirable to involve others in the process of arriving at the best 
determination. The old adage "two heads are better than one" can be applied to administrative 
decision making with appreciable advantage under certain conditions. 

An administrator should not involve others in the decision-making process, however, if the 
administrator has already decided the outcome. It is certainly appropriate for an administrator 
to have some tentative ideas about a decision before involving others, but unless those ideas 
are tentative and there is a willingness to be flexible and open-minded in considering the ideas 
of others, it would be better not to involve others in the decision-making process. It can be a 
very frustrating and disillusioning experience for people to be involved with an administrator 
whose mind is already made up 55  and who is involving other people only because of trying 
to project a "democratic" image or to be able to say at a later date, "Well, they were involved, 
weren't they?" As Lammers has observed, encouraging and allowing participation by others 
in decisions over which they have little control may be just as damaging, if not more so, than 
no participation at all.56  

Variables Influencing Extent of Involvement 

Whether an administrator should involve others in decision making seems to depend on a num-
ber of factors. Perhaps the most important initial factor is the administrator's attitude toward 
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the people who might be potentially involved in decision making. Unless the administrator's 
attitude toward other people is one of trust, confidence, and respect, it is unlikely that involve-
ment in administrative decision making will result. According to David, "Strong councils are 
usually led, though not always chaired, by strong principals (and sometimes teachers) who 
exercise leadership by mobilizing others. They encourage all parties to participate. And they 
model inquiry and reflection."57  

A second major factor that initially seems to influence the administrator regarding 
whether to involve others in the decision-making process is the degree of organizational 
autonomy the administrator has been given by superiors for making decisions. Palmer dis-
covered that the more autonomy administrators were given for making decisions, the more 
likely they were to consult and involve others in the decision-making process. 58  One impli-
cation of Palmer's study is that a certain degree of administrative autonomy and indepen-
dence from superiors may be a necessary prerequisite for involving others in administrative 
decision making. 

Involvement Considerations 

Assuming that an administrator has reasonable autonomy within the organization, is open-
minded, and believes that involving others may help in arriving at the best decision, three 
basic questions must be considered: (1) When should others be involved in decision making? 
(2) Who should be involved? (3) How should they be involved? 

When Others Should Be Involved With regard to the first question, Bridges has proposed 
that other individuals or groups should be involved in those administrative decisions that they 
feel will significantly affect their lives .59  He theorizes, based on earlier conceptual work by 
Barnard, that most people possess a zone of indifference. By implication, they also possess a 
"zone of concern." When a particular issue or problem falls within a group's zone of concern, 
the members will expect to be involved by the administrator in the decision-making process. 
If the members are permitted to be involved, they will be self-motivated in their participation 
because the final determination may affect them in some significant manner. If excluded from 
the decision-making process, they may feel deprived, and dissatisfaction with the administra-
tor or the decision is likely to result. 60 

Deciding Who Will Be Decision Makers David writes that determining who will make 
what decisions is critical. Sound decisions are made by those who are both informed and con-
cerned about the issue; in addition, an understanding of the circumstances in which the deci-
sion will be implemented is essential. Otherwise, there is no assurance that these decisions 
will be any better than those made by administrators many steps removed. School profes-
sionals are often the best group to make some decisions, whereas parents or students are the 
best to make others. In other situations, representatives of several constituencies or a formal 
schoolwide body would be the appropriate decision-making team. 61 

How Involvement Works Progress requires that a school faculty and staff redefine 
themselves as a community capable of setting and reaching its goals and managing its own 
resources. This redefinition requires establishing new working relationships among all par-
ticipants. The principal must not control, monitor, or direct, but must respect the team as 
a responsible community of adults. Initially, these people must together set in place the 
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framework within which collective action can occur. David cites three operating principles 
that form the foundation of involvement in decision making: 

1. Responsibility and authority go hand in hand. 

2. Children and adults learn best in trusting communities in which every person is both a 
learner and a resource for learning. 

3. All adult members of the school staff care for the institution and community as a 
whole as well as for their primary roles in it.62  

The goal for the administrator should be to involve people in the process of decision mak-
ing when their involvement could improve the quality, acceptance, or implementation of the 
decision, and when the involvement is based on people's desired level of involvement. Also, 
obviously, not everyone wants to be involved, and not all the decisions under the province of 
an administrator will be of concern to other individuals and groups. 63  On the other hand, it 
would be unwise for the administrator to assume that people want to have certain decisions 
made for them or that they are not concerned about particular issues or problems. Untested 
assumptions frequently result in unanticipated consequences. The administrator should not 
rely on assumptions but should actively seek feedback from appropriate others regarding the 
extent to which they are concerned about various issues and problems and the degree to which 
they feel their participation is desirable in making decisions. 

Involvement Prerequisites 

In many situations, the lack of feasibility will preclude participation in the decision-making 
process by everyone who may desire to do so. Consequently, the administrator will need to 
determine which individuals or groups should help make a decision in a particular area. 

Objectivity would appear to be an important consideration. Individuals who are interested 
in being involved but who show a particular bias or an ax to grind are not likely to be helpful. 
Effective decision making requires an open mind and an unbiased examination of the facts 
and alternatives. 

The most desirable criterion for selecting those who should be involved in decision mak-
ing seems to be the extent to which they possess the expertise for contributing to an improved 
decision. Numerous individuals or groups may be interested in participating in decision mak-
ing, but they may not all possess the expertise necessary to make a positive contribution. As 
Bridges has pointed out, the interested party should "not only [have] some stake in the out-
come but also the capability of contributing to the decision affecting the outcome."64  Interest 
and motivation are necessary but not always sufficient conditions for involvement in admin-
istrative decision making; the degree to which an individual or group possesses the relevant 
expertise should also be a consideration. Utilizing the latter criterion, the administrator should 
identify those students, teachers, parents, or other individuals or groups who can offer special 
insights, knowledge, or skills for improved decision making. They are the people who can be 
of considerable assistance to the administrator in arriving at effective decisions. 

Levels of Involvement 

Having determined that a certain group possesses the necessary motivation, objectivity, and 
expertise for participating in decision making, an administrator still faces the question of at 
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what level to involve the group. Five alternative levels of involvement, each with its under-
lying assumptions, are presented in Figure 2.2. As Figure 2.2 shows, the question of how 
an administrator might involve others in school decision making is a complex one. Several 
alternatives are usually available, each of which is based on certain assumptions. While there 

• FIGURE 2.2 

ALTERNATIVE LEVELS OF INVOLVEMENT 

Level 1. The administrator makes a tentative decision and utilizes the reactions of 
other individuals or groups to assess the soundness of her [or his] decision. 

The administrator reserves for herself [or himself], however, the final deter-
mination on whether or not to proceed with her [or his] original decision. 

Assumptions 

a. The administrator has probably already reached the best decision 

for the situation. 

b. It is unlikely that anyone else could offer a better alternative. 
c. There is a possibility that the administrator might yet improve her 

for his] decision by obtaining the reactions of others. 

d. The administrator must make the final determination herself [or 

himself]. 

Level 2. The administrator describes the problem situation to other individuals or 
groups and ask them to investigate the various alternatives and to make a 

recommendation to her [or his] on several possible courses of action, listing 
the advantages and disadvantages of each. The procedures to be used by 
the individuals or groups investigating the alternatives are specified by the 
administrator. She [or he] will utilize their recommendations to help her [or 
his] make up her [or his] mind on the best course of action to follow. 

Assumptions 

a. The administrator has already adequately defined the nature of 
the problem. 

b. Other people could provide help in identifying the available alternatives. 

c. Because of the other participants' inexperience or need for direc-
tion, the administrator should specify the procedures they should 
follow in arriving at their recommendations. 

d. The administrator must make the final decision herself [or himself]. 

Level 3. The administrator describes the problem situation to other individuals or 

groups and ask for help in better defining the nature of the problem, ques-

tion or issue, and that she be presented with a recommendation on the best 
course of action to follow. The administrator specifies the procedures which 
must be used in arriving at the recommendation and reserves the right to 
veto the recommended alternative if she [or he] doesn't believe it to be in 
the best interests of the school. 

Assumptions 

a. Other people could help the administrator to better define the 
nature of the situation for which a decision is required. 

b. Other people could provide help for the administrator in identi-
fying the best available alternative. 

c. Because of the other participants' inexperience or need for direc-
tion, the administrator should specify the procedures to be followed 
in arriving at their recommendation. 

d. The administrator must make the final decision herself [or himself]. 
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10 FIGURE 2.2 Concluded 

Level 4. The administrator describes the problem situation to other individuals or 
groups and ask for their help in better defining the nature of the problem, 
question, or issue, and requests their recommendation on the best course of 
action to follow. At this level of involvement the administrator specifies no 
particular procedures to be used in arriving at a recommendation. However, 
she [or he] still reserves the right to reject any recommended which she [or 
he] believes to be incompatible with the best interests of the school. 

Assumptions 

a. Other people could help the administrator to better define the 
nature of the problem and to arrive at a recommendation for the 
best course of action. 

b. The other participants possess sufficient experience and self-
direction to determine for themselves the procedures to be used in 
reaching a recommendation. 

c. The administrator must make the final decision herself [or himself]. 

Level 5. The administrator describes the problem situation to other individuals or 
groups and ask for their help in defining the nature of the problem, question, 
or issue, and requests them to determine the best alternative. At this level of 
involvement, the administrator delegates to the other participants the pre-
rogative of determining the procedures to be used in arriving at the best 
decision and she for he] indicates her [or his] willingness to accept whatever 
decision is finally made. 

Assumptions 

a. Other people could help the administrator to better define the 
nature of the problem and arrive at a decision on the best course 
of action. 

b. The other participants are as competent as the administrator to 
make the final decision. 

c. The administrator can be delegate the responsibility for making 
the final decision, and she [or he] can accept and support whatever 
decision is reached by the other participants. 

is no formula for easily determining the most appropriate level of involvement by others, the 
administrator should try to be certain that the assumptions made in reaching this decision are 
tenable. Although it will be impossible to avoid making assumptions, the administrator should 
refrain from making those that could restrict valuable input from other people or provide 
more involvement than others could constructively handle. The initial conceptual work in 
this area was developed by Robert Tannenbaum and Warren H. Schmidt.65  The authors have 
adapted and modified the original model for the purpose of administrative decision making 
and have added the basic assumptions that undergird each level of involvement. 

There is research suggesting that an administrator's choice of the level at which to involve 
other people is typically based on the individual's attitude toward encouraging the involve-
ment of others in school decision making, the perception of the administrator's immediate 
superior's attitude toward this question, and the perception of the expectations of others for 
a certain level of participation in school decision making. 66  The same research indicates that 
the administrator's own attitude about involving others and the perception of the immediate 
superior's attitude are the two most important factors influencing the administrator in decid-
ing how to involve others. 
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In view of the research presented earlier in this book, however, showing that a growing 
number of students, teachers, and parents are dissatisfied with their current level of involve-
ment in school decision making, it would seem important for every administrator to give 
greater consideration to these expectations for more meaningful participation. The challenge 
for the school administrator is to involve these groups in ways that will permit them to derive 
satisfaction from their participation and, at the same time, make a contribution to improved 
decision making in the schools. 

Types of Involvement 

The most typical approach is for an administrator to analyze a problem or situation calling for 
a decision with another person or persons in a conference or group setting. Such discussions 
can be helpful in clarifying the administrator's thinking and obtaining reactions from others. 

The Quality Circle One systematic example of this approach is the quality circle .67  A qual-
ity circle is a small group of employees such as teachers, secretaries, or any other group per-
forming a common task. They meet weekly or biweekly to analyze problems that impair the 
effectiveness of the group or reduce the desired quality of a product or outcome of the group 
or, perhaps, to offer fresh ideas to improve some aspect of their work .68  A group leader, per-
haps an administrator, facilitates group discussion and helps the group identify and analyze 
problems, identify and assess alternative solutions, select the most desirable and feasible solu-
tion, and develop a decision implementation plan. The decision-making process followed in a 
quality circle is very similar to the process outlined in Figure 2.1 •69 

Although research on the effectiveness of the quality circle is limited, the approach is uti-
lized in a number of schools apparently with some success .70  The assumption that group deci-
sions will be better than the decisions of the most knowledgeable group member is not always 
proved in the empirical research literature. It is traditionally believed that under most circum-
stances, the knowledge of the most competent group member represents the upper limit of 
what a group might reasonably be expected to achieve. However, findings from studies that 
focused more on contextually relevant and consequential problems to be solved by groups 
rather than on ad hoc groups using artificial problems and trivial rewards for solving problems 
demonstrated that groups outperformed their most proficient group member 97 percent of the 
time. This finding presents a strong argument for involving groups in problem-solving activi-
ties to improve the effectiveness of the decision choice. 71 

In addition, the keys to the success of the quality circle seem to be a strong commitment 
from the school board, the district administration, and members of the quality circle to this type 
of participatory decision making, as well as a committed group leader equipped with group 
leadership skills. 72  (These skills are discussed in Chapter 1.) Also, training in group interaction 
processes and problem-solving methods is essential for the members of the quality circle. 73 

Although the quality circle or other types of group interaction methods of decision making 
can, under the right conditions, improve the effectiveness of a decision, such conditions are 
not always present. For example, the people whom the administrator is trying to involve in a 
quality circle may not feel secure in responding to the administrator or to the other members of 
the group, and, when that occurs, such feelings and thoughts are frequently not revealed. Also, 
while it is true that in a quality circle or in other types of group decision-making situations 
the people involved may stimulate each other's thinking, it is also true that often in a group 
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discussion it is difficult to engage in the thorough, reflective thinking that is important for 
creative decision making. In addition, in group discussions certain individuals or personalities 
may dominate, and social relationships may become more important than solving a problem or 
making the best decision. 74  It should be noted that these problems are not inevitable with the 
quality circle or any other kind of group interaction approach, but their occurrence has led to 
the consideration of two alternative ways of involving people in the decision-making process. 75 

The Delphi Technique The first of these is known as the Delphi technique. It is basically 
a process for generating ideas, reactions, or judgments that could be helpful to the decision 
maker and includes the following major steps: (1) defining the problem, decision, or ques-
tion to which reactions of others are sought; (2) identifying those individuals and/or groups 
whose opinions, judgments, or expert knowledge would be valuable to obtain in the process 
of making a decision; (3) asking for their responses, usually through the completion of a ques-
tionnaire; and (4) summarizing the results of the questionnaire, distributing the results back 
to the people surveyed, and asking them to review the results and to indicate any changes in 
their initial responses. This last step is repeated until there is a reasonable consensus on the 
problem or decision. 

The advantage of the Delphi technique is that it is an excellent approach to involving a 
large number of people in the decision-making process. The step of writing responses to 
questions helps people think through the complexity of a problem and submit specific, high-
quality ideas. The anonymity and isolation of the respondents tend to minimize the influence 
of status factors and conformity pressures. 76  One disadvantage of the Delphi technique is that 
the lack of opportunity for interaction among people asked for their input into the decision-
making process can lead to a feeling of detachment and noninvolvement. Furthermore, the 
lack of opportunity for verbal clarification of responses can cause communication and inter-
pretation problems, and summarizing responses does not address the problem of conflicting 
or incompatible ideas. 

The Nominal Group Technique Another approach to involving people in the decision-
making process, the nominal group technique (NGT), has been developed to avoid or to mini-
mize the possible disadvantages of the Delphi technique. NGT is a good method to use to gain 
group consensus, for example, when various people (program staff, stakeholders, community 
residents, etc.) are involved in constructing a logic model and the list of outputs for a specific 
component is too long and therefore has to be prioritized.77  The nominal group technique, 
developed by Andre L. Delbert and Andrew H. Van de Ven in 1968, has been employed in a 
variety of settings. Its main steps include the following: (1) presenting to a group, verbally 
or in writing, a question, problem, or task to be addressed by the members of the group; 
(2) requesting each member in the group to take a period of time, for example, 10 minutes, to 
jot down individual ideas (without talking to anyone else in response to the question, problem, 
or task); (3) asking each member of the group at the end of the time period to present one 
of the ideas, recording these ideas on a blackboard or flip chart (at this stage it is important 
that there be no evaluation of the ideas by anyone); (4) continuing the presentation of ideas 
in round-robin fashion until all the ideas are recorded; (5) discussing briefly each idea, in the 
sequence in which it is recorded, as to clarity or rationale; and (6) voting privately in writing 
by rank-ordering or rating the ideas, and then mathematically pooling the outcome of the 
individual votes. 
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While the entire process may seem complicated, it is in fact fairly simple after one has 
acquired some experience with the various steps. Although NGT does have some disadvan-
tages in that it does not provide as much social interaction as some people may want and it 
requires the people involved to hold in abeyance their evaluation of the ideas being presented 
until later in the process, it nevertheless has tended to be very productive in producing higher-
quality ideas than either the group discussion or Delphi technique approaches. 78 

Administrators must also consider their roles in regard to the participation of others in the 
decision-making process. For example, the administrators could be confined to presenting the 
initial circumstances calling for a decision and later receiving a group's final recommenda-
tion, or could attempt to play the role of a resource person for those who are helping reach a 
decision. The administrator might, alternatively, attempt to influence the final recommenda-
tion of the group by playing a dominant role in the group's deliberations. The question of 
which role the administrator should play while involving others in school decision making is 
an important one, and the three examples provided are only illustrative of the many possibili-
ties. The administrator's final resolution of this question is sure to influence the nature of the 
participation by others in the decision-making process. 79 

RESOURCE 
DECISION-MAKING SELF-ASSESSMENT 

1. When I make difficult decisions in my role as a leader, I think about how the decision 
will affect my family or me. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

2. I believe that as a leader, I should hire people who will say positive things about me. 

E D C I 	B A 

Rarely 25% of the time 50% of the time 1 	75% of the time Usually 

3. When I make difficult decisions in my role as a leader, I gather as much objective data 
as necessary and make the decision based solidly on that input. 

A B C D E 

Rarely 25% of the time 50% of the time 75% of the time Usually 

4. When I make difficult decisions in my role as a leader, I am driven by a competitive 
spirit to win. 

E D C B A 

[Rarely 25% of the time 50% of the time 75% of the time Usually 

5. When I make difficult decisions in my role as a leader, I normally think of the com-
mon good instead of what is good for individuals. 

A B C I 	D E 

Rarely 25% of the time 50% of the time 1 	75% of the time Usually 
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6. I believe there might come a time when leading immorally is justified. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

7. When I make difficult decisions in my role as a leader, they negatively affect more 
than half the people affected by the decision. 	 - 

A B C D E 

Rarely 25% of the time 50% of the time 75% of the time Usually 

8. When I make difficult decisions in my role as a leader, I consider how the institution I 
lead will be affected by the decisions. 

A B C D E 

Rarely 25% of the time 50% of the time 75966  of the time Usually 

9. I believe that as a leader, test scores should drive decision making. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

10. 1 believe that change is inevitable in education, and it is my leadership duty to sell the 
importance of change to stakeholders of education. 

E D C B A 

Rarely 25% of the time 50% of the time 7596 of the time Usually 

11. As a leader. I view everyone in the institution that I lead as equally important. 

A B C D E 

Rarely 2596 of the time 50% of the time 75% of the time Usually 

12. I believe that if I sell a decision the right way, I can convince others that the decision is 
the proper one. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

13. I believe that it is not important to please my direct superior in my decision making. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

14. I believe that people are motivated by coercion or threats. 

E D C B A 

Rarely 25016 of the time 50% of the time 75016 of the time Usually 

15. When all things have been considered in the decision-making process and no decision 
is apparent, I use informed intuition to drive the decision one direction or another. 

A B C D E 

Rarely 25% of the time 5061  of the time 75% of the time Usually 
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16. I believe that any decision will work out for the best if I have faith in the decision. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

17. I believe that the end justifies the means when making decisions. 

D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

18. If I were to lead a school with a direct superior who oversees everything I do, I would 
make a concerted effort to understand my boss's larger viewpoint when making decisions. 

A B C D E 

Rarely 25% of the time 50016 of the time 75% of the time Usually 

19. I believe that emotions can provide valuable insight into proper decision making. 

E D C B A 

[iRarely 25016 of the time 506 of the time 75% of the time Usually 

20. I believe that a leader must have the resolve to make decisions decisively and in a 
timely manner, even if clear direction is lacking. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

21. I believe that students should serve as the core of all decision making in schools. 

E D C B A 

Rarely 25% of the time 50016 of the time 75% of the time Usually 

22. I believe that individual people are motivated primarily by their physiological and psy-
chological needs. 

A B C D E 

Rarely 25% of the time 5096 of the time 75% of the time Usually 

23. 1 believe that a leader must have the liberty to manipulate or massage data to support 
a tough decision so that those affected by the decision will be convinced of the deci-
sion's efficacy. 

D C B A 

[Rarely 25% of the time 50% of the time 75% of the time Usually 

24. I believe that most decisions come from my gut feelings and are based on experience. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

25. I believe that there are times when a leader may be forced to do something somewhat 
illegal to justify difficult decisions. 

F D C B A 

Rarely 25% of the time 50% of the time 7596 of the time Usually 



Chapter 2: Decision Making 	61 

26. I believe that leaders with unhealthy addictions, such as drugs or alcohol, can 
continue to lead without serious consequences to their decision making if care is 
taken. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

27. If my immediate superior overrules a decision I have made because he or she says the 
decision is bad for the institution, I accept his or her decision. 

A B C D E 

Rarely 25% of the time 50% of the time 75% of the time Usually 

28. I believe that it is natural for schools or school districts to use competition as a means 
for improvement. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

29. I believe that offering extrinsic incentives, such as money, for doing a good job best 
motivates people. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

30. 1 believe that there are powerful outside forces that will ultimately dictate the most 
important decisions needing to be made, thus making the leader a relatively unimport-
ant part of the decision-making process. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

31. 1 believe that I rarely make bad decisions because I am usually right about what direc-
tion the institution must take, given my innate and historical leadership ability. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

32. I believe that a leader should be driven to leave a legacy of leadership. 

L E D C B A 

[Rarely 25% of the time 50961  of the time 75% of the time Usually 

33. 1 believe that the institution's vision and mission serve as the core of decision making. 

A B C D E 

Rarely 25% of the time 50% of the time 75% of the time Usually 

34. I believe that people are the most important consideration when making decisions. 

E D C B A 

Rarely 25016 of the time 50% of the time 75916 of the time Usually 
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35. 1 believe that when decisions are made to improve education in our schools, competi-
tion is more effective than collaboration. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

36. I believe that a leader's professional dress will be a highly effective way to build 
respect for the leader. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

37. When I make tough decisions in my role as a leader that involve resources such as 
money, my primary focus is improved test scores. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

38. I believe that there are times a leader must consider acting unethically to ensure that 
the institution he or she serves is furthered. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

39. I believe that it is a primary role of individuals being led to please their leader. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

40. When difficult decisions have to be made, a large consideration must include how 
those affected will accept the decision. 

E D C B A 

Rarely 25% of the time 50% of the time 75% of the time Usually 

Scoring: Count the total number of each LETTER you marked for all 40 questions and then 
multiply that number by the factor listed below for each LETTER to tally a score for each 
LETTER. Add the tallied scores for each LETTER to get a total composite score. 

A= 1 

B=2 

C=3 

D=4 

E=5 

For example: 40 total questions might be broken down as follows 

4 statements were marked A 4X 1 = 4 
8 statements were marked B 8 X 2 = 16 
7 statements were marked C 7 X 3 = 21 
12 statements were marked D 12X4=  48 
9 statements were marked E 9 x 5 =45 

TOTAL COMPOSITE SCORE 	 134 
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SCORING EXPLANATION: 
Scores between 200 and 148 indicate that you are doing a good job of leading using a 
sound decision-making pedagogy. This book will confirm your leadership decision-making 
abilities. 

Scores between 144 and 92 indicate that you have not fully embraced an effective 
decision-making pedagogy, and this book will further your leadership decision-making abilities. 

Scores between 91 and 40 indicate that you have not embraced a sound decision-making 
pedagogy, and this book could transform your leadership decision-making abilities. 

Copyright © 2005 by Corwin Press. All rights reserved. Reprinted from Transformational Leadership & 
Decision Making in Schools, by Robert B. Brower and Bradley V. Balch. Thousand Oaks, CA: Corwin Press, 
www.corwinpress.com. Reproduction authorized only for the local school site or nonprofit organization that has 
purchased this book. 

PREREQUISITES FOR SUCCESS 

Assuming that the administrator has selected appropriate participants and methods of 
involvement, several other factors determine whether their involvement will result in the 
mutual satisfaction of both the administrator and participants and whether they will reach 
a better decision than if the administrator had decided unilaterally. The administrator must 
recognize that involving others in decision making increases the complexity and difficulty 
of making a decision. It increases the number of situational variables with which the admin-
istrator will be working and requires a greater degree of competency than if the administra-
tor alone made the decision. To be successful in involving others, an administrator must 
become competent in the group dynamics and interaction skills we discussed in more detail 
in Chapter 1. Strategic decision making is a popular approach that may be used for training 
administrators or top executives in business. Most of these training programs focus upon 
sensing opportunities and problems, diagnosing the situation and generating alternatives, 
and, of course, making that all-important choice. The popularity of various types of training 
programs at any given moment is reflected in the administration theory currently under dis-
cussion. Beginning with the decade of the 1990s and continuing to the present, the emphasis 
has been on training administrators in participatory and group decision making as a result 
of research on strategic decision making and teacher empowerment. The group process, col-
laboration, and teamwork produce better decisions if more people are helping to generate 
options. 80 

Furthermore, the administrator needs to be certain that the individuals or groups involved 
are given sufficient training for participation in decision making and adequate information to 
make a decision. Frequently administrators have attempted to involve students, parents, or 
teachers in decision making and have become discouraged and discontented because these 
individuals and groups did not participate fully or productively. When confronted by this type 
of behavior, the administrator should try to diagnose its cause or causes, which might include 
a lack of skills for participation or insufficient information about the problem. 

The administrator also needs to make sure that those involved understand the reason they 
are being involved and the purpose, authority, and scope of their participation. Involvement of 
others tends to run into difficulty when there has not been agreement on the purpose, scope, 
and authority of that involvement. 
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The administrator may wish to embark on a strategic planning approach that measures the 
impact of the decision choices on organizational purposes and performance. This technique 
of decision analysis is frequently used by administrators and planners to determine the lowest 
practical level to which a class of decisions should be delegated. Various classes or types of 
decisions and factors determining the strategic value of the decision category and the impact 
in measurable, weighted criteria are the major elements of this technique. 

Dougherty discusses some of the factors that may need to be considered when making a 
particular decision pertaining to a specific goal or method, such as involving others in deci-
sion making: (1) Futurity refers to the length of time after the decision is made before an 
evaluation of the decision outcome can be made; (2) reversibility is the ease with which a deci-
sion can be reversed; (3) scope means the extent of the organization affected by the decision; 
(4) human impact indicates the degree of the impact on the people affected by the decision; 
and (5) frequency refers to how often the decision would normally be made. The strategic 
value of each decision category is then numerically calculated. Decision analysis can also be 
utilized to determine the maximum level of involvement feasible. Any number of criteria can 
be used to make this determination, including "facts available," "competence," "advice avail-
able," and "present" or "proposed levels of decision making."81  

Finally, if the administrator is involving others on a committee whose decision will be only 
advisory to the administrator, then this needs to be made clear to the committee at the outset. 
The administrator also needs to provide rewards to those involved throughout the decision-
making process to keep their spirits up and to show appreciation for their efforts. The time, 
effort, and contributions of the participants in the decision-making process should not be 
taken for granted by the administrator if a high level of sustained performance is desired. 

ASSESSING DECISION-MAKING EFFECTIVENESS 

If school administrators are to improve as decision makers, they will need to devote time to 
assessing the effectiveness of the process they followed in making decisions and the quality 
of the outcomes of those decisions. Such assessment is a challenging task for a variety of 
reasons. Most school administrators are busy people, and unless a high priority is given to 
assessing the effectiveness of decision making, the assessment task is not likely to be accom-
plished. Also, it is difficult for most decision makers to remain objective about their decisions. 
After all, once an administrator makes a decision, there is naturally an inclination to have a 
vested interest in the appearance, if not the reality, of effectiveness. (Involving others in the 
assessment who do not have that vested interest could increase the objectivity of the evalua-
tion.) An assessment of the decision's effectiveness may threaten to reflect negatively on the 
administrator. Perhaps the most serious obstacle to the school administrator's self-assessment 
of decision-making effectiveness is the fact that, unless a decision results in significantly 
negative consequences, there is seldom any pressure from superiors or anyone else for the 
administrator to evaluate a decision's effectiveness. Nor are there incentives or rewards for 
evaluating whether a better decision could have been made. 

Despite these difficulties, it is important for the school administrator to assess periodically 
the effectiveness of decision making if improvement is to continue in this area. Experience 
in making decisions is not, in itself, a sufficient basis for improvement without reflection 
upon and assessment of that experience. The checklist presented in Figure 2.3 is proposed for 
assessing the effectiveness of the decision-making process. 82 
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We realize that administrators will not have the time or the need to assess the effectiveness 
of every choice. If they are to continue to improve decision-making skills, however, periodic 
assessment of the process and quality of their decisions will be essential and—in the case of 
decisions with negative consequences—imperative. 

* FIGURE 2.3 
CHECKLIST FOR ASSESSING DECISION-MAKING EFFECTIVENESS 

Check one response 
for each question 

Yes 	No 	Uncertain 

1. Did you sufficiently investigate the nature of 
the problem or situation (including causes) that 
required a decision? 

a. Did certain facts later surface that you 
should have ascertained at the outset? 

b. Could facts, if known earlier in the 
decision-making process, have improved 
the quality of the final decision? 

c. Are there additional questions you could 
have or should have asked when the situation 
first presented itself that could have provided 
information leading to a better decision? 

d. Do you have a good reason for not asking 
those questions? 

2. Did you try to identify more than one or two 
alternative courses of action to resolving a 
situation?  

a. Did you assume without much thought 
that only one or two alternatives existed and 
select the first one that "looked good"? 

b. Reflecting upon the decision process 
you followed and thinking about the 
consequences of the decision you made, can 
you see that there may have been another 
alternative course of action that might have 
better resolved the situation or problem? 

c. Do you know why the alternative 
course of action wasn't considered at the time?  

Co!7tiI-/(cI 
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FIGURE 2.3 Continued 

Check one response 
for each question 

Yes 	No 	Uncertain 

3. Did you adequately assess the advantages 
and disadvantages of the alternatives you 
considered before making a final decision? 

a. Did certain unanticipated consequences 
develop that adversely affected the 
consequences of the final decision?  

b. Were there problems that occurred that 
you did not adequately anticipate in choosing 
the course of action you did? 

c. Do you understand now why you didn't 
sufficiently identify or anticipate those 
problems? 

4. Did you involve to an appropriate extent 
those individuals and/or groups who could have 
contributed to an effective decision? 

a. Were there people whom you should 
have involved and whom you would involve if 
you had to do it over again? 

b. Were there people whom you did 
involve in the decision-making process whom 
you wouldn't involve if you had to do it over 
again? 

c. Have you analyzed how you would 
have changed the ways in which you involved 
other people in the decision-making process? 

5. Did the decision generate resistance? 

a. Could that resistance have been 
anticipated, and steps taken to prevent or reduce 
it? (Resistance does not automatically mean 
that the decision was a poor one, but it does 
have implications for the implementation of the 
decision, and it may mean that there was room 
for improvement in the process you followed.) 



Chapter 2: Decision Making 	67 

FIGURE 2.3 Concluded 

Check one response 
for each question 

Yes 	No 	Uncertain 

b. Has the decision been fully 
implemented by the people who were supposed 
to implement it? 

c. If the decision has not been fully 
implemented, do you understand why not? 

d. Are there certain steps you could have 
taken (or still could take) to improve 
implementation? 

6. Were the objectives that the decision was 
intended to achieve accomplished? 

A FINAL NOTE 

Effective decision making is a complex process 
requiring considerable analysis and thought by the 
administrator. It does not occur in a vacuum but is 
influenced by situational constraints and the personal 
values and expertise of the individual making the 
decision. The process and product of decision mak-
ing can frequently be improved by the involvement 
of others, although certain conditions must be met 
before that involvement will be helpful. Although 
decision making may be the most important admin-
istrative process, its effectiveness will depend to 
a large degree on the understanding and skill with 

which the administrator utilizes the other adminis-
trative practices presented in the following chapters. 

Most of the case studies, suggested learning activities, 
and simulations presented in Part II of the text require the 
appropriate application of the ideas formed in this chap-
ter on decision making. The following exercises, how-
ever, should provide the best opportunities for testing 
your understanding and effective use of decision-making 
concepts: Cases 19, 20, 21, 24, 34, 64, 66, 67, and the 
in-basket exercises. 
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13 
Authority, Power, and Influence 

APPLICABLE ISLLC STANDARDS 

STANDARD  2: An education leader promotes the success of every student 
by advocating, nurturing, and sustaining a school culture and 
instructional program conducive to student learning and staff 
professional growth. 

FUNCTIONS: 	A. Nurture and sustain a culture of collaboration, trust, 
learning, and high expectations 

B.  Create a comprehensive, rigorous, and coherent 
curricular program 

C.  Create a personalized and motivating learning 
environment for students 

D.  Supervise instruction 
E.  Develop assessment and accountability systems to 

monitor student progress 
F.  Develop the instructional and leadership capacity of staff 
G.  Maximize time spent on quality instruction 
H.  Promote the use of the most effective and appropriate 

technologies to support teaching and learning 
I.  Monitor and evaluate the impact of the instructional 

program 

STANDARD 3: An education leader promotes the success of every student 
by ensuring management of the organization, operation, 
and resources for a safe, efficient, and effective learning 
environment. 

FUNCTIONS: 	A. Monitor and evaluate the management and operational 
systems 

B. Obtain, allocate, align, and efficiently utilize human, 
fiscal, and technological resources 

C. Promote and protect the welfare and safety of students 
and staff 

D. Develop the capacity for distributed leadership 
E. Ensure teacher and organizational time is focused to 

support quality instruction and student learning 
73 
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STANDARD 4: An education leader promotes the success of every student 
by collaborating with faculty and community members, 
responding to diverse community interests and needs, and 
mobilizing community resources. 

FUNCTIONS: 	A. Collect and analyze data and information pertinent to the 
educational environment 

B. Promote understanding, appreciation, and use of the 
community's diverse cultural, social, and intellectual 
resources 

C. Build and sustain positive relationships with families and 
caregivers 

D. Build and sustain productive relationships with 
community partners 

Any administrator engaged in making decisions, mediating conflict, introducing change, 
supervising teachers, or any other administrative task or activity should have a reasonable 
basis for action rather than behaving idiosyncratically or capriciously. In a bureaucratic orga-
nization, such as a school district, that basis is typically called authority.' Authority can be 
defined as "a right granted to a manager to make decisions within limitations, to assign duties 
to subordinates, and to require subordinates' conformance to expected behavior."2  It is the 
authorization to get things done or accomplished.3  Authority is, therefore, power-conferred, 
allowing an administrator the right to "decide, direct, or control. "4  

WHAT LEGITIMATES AUTHORITY? 

There are several possible, reasonable bases for an administrator's authority in a particular 
situation.5  First, authority may come from "higher up." It may be derived from a governing 
board or a superior within the organization. This type of authority is generally referred to as 
legal authority. Second, authority may come from tradition. An administrator may possess 
authority in a particular situation simply because administrators have traditionally possessed 
authority in such situations. Thus people continue to recognize that tradition by accepting 
the administrator's attempts to exercise authority.6  According to data from one major study 
of education, "most teachers do what their principals ask of them because they feel that their 
principals have a legitimate right to make demands."7  Third, authority may be earned or per-
ceived as being deserved. In other words, an administrator may be able to exercise authority 
successfully because people respect the person or the position. Therefore, they are willing to 
allow their behavior to be directed by a particular person whom they hold in high esteem and 
consider worthy of their trust, irrespective of how they judge the merits of the directives.8  

However, because an administrator's authority is usually believed by school boards to be 
either inherent in the position or associated with the assigned responsibilities, some of the spe-
cific elements and scope of that authority may not always be defined.9  This lack of specificity 
can sometimes cause problems, especially if the administrator is not supported by superiors or 
if those under his or her authority resist. As long as superiors back the administrator, however, 
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and as long as the people who respond to the administrator's exercise of authority believe it is 
the administrator's right to exercise it, either because of the position in the organization or for 
some other reason, no serious problems may occur. This is true, despite the fact that the nature 
and limits of the authority may have never been fully defined. 

TWO COMPETING BASES OF AUTHORITY 

Cooper addresses the myths that currently operate in regard to the premises underlying 
assumptions about where authority for school reform resides. 10  He argues that in educational 
settings, there are two separate—even competing—bases of authority. 

Administrators base their authority on their status in their organizational hierarchy, be it 
as principals, central office supervisors, or district superintendents. Their expertise is derived 
from their position in the hierarchy and their specialized knowledge of school system opera-
tions and management. 

Teachers base their authority on their knowledge of the subject matter and on their exper-
tise in pedagogy as it relates to their students. Superintendents speak generally about curricu-
lum reform measures, whereas teachers can explain how a particular objective worked with a 
special group of students. Teachers believe that they have authority and control over children 
and classrooms, whereas administrators believe that all the authority and control emanates 
from them, that is, top-down control. Unfortunately, these assumptions or beliefs can con-
strain genuine calls for reform from parents and the community because teachers and school 
leaders each believe they have proper authority. These myths impair innovations initiated by 
top leadership because teachers are not part of the process. 

Ogawa and Bossert assert that the "medium" and the "currency" of leadership lie in the 
personal resources of people.' 1  This can be true of teachers as well as administrators. The 
more resources people have and the kinds of resources they possess or have access to can 
give them greater power. On the basis of their review of studies on power, Fuqua, Payne, and 
Cangemi conclude that "the currency of leadership, essential to influencing others, involves 
a wide variety of factors." Eight such factors are listed by these authors: support systems 
(participation in networking opportunities), information (knowing where to find information 
and obtain it quickly, which encourages the practice of good listening), credibility (attaining 
respect and trust through demonstrated abilities and trustworthiness), visibility (being noticed 
as one who takes on difficult tasks and works hard at them), legitimacy (being recognized 
and commended by respected persons in positions of power), persuasiveness (effectiveness 
in winning others over to one's viewpoints through one's confidence, personality, and appeals 
to reason and emotions), charisma (a combination of qualities that add up to a personal dyna-
mism or aura that draws others), and agenda setting (in the words of Fuqua et al., "knowing 
when meetings will be held and accessing the group leader to put items on the agenda at just 
the right time"2). 

Leadership shapes the systems that produce the patterns of interaction and the meanings 
that other participants attach to organizational events. As principals fulfill their roles, their 
ability to influence the organization without dictating their authority affects the productivity 
of the organization. Whereas authoritarian leaders, intent upon control, undermine the effi-
ciency of an organization, those leaders who work from an inclusion perspective find them-
selves supported by their personnel. This, consequently, enhances the entire organizational 
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structure. Fuqua and his associates refer to Kanter's studies of corporations and her findings 
that those leaders who relied more on their personal power than on their job title or credentials 
were the leaders most able to mobilize resources, instill confidence, motivate those under 
their authority, and encourage their creativity. 13 

A reorientation and a rethinking of the current paradigm of authority and of who controls 
what in our schools must occur before any meaningful reform measures can be jointly imple-
mented by teachers and administrators, as well as by the community. This reorientation issue 
means that an administrator, especially one new to a school or school district, should give 
high priority to the identification and understanding of sources that grant and limit authority. 

SOURCES THAT GRANT AND LIMIT AUTHORITY 

As the previous discussion makes clear, the administrator's authority may be derived from 
more than one source. An important step, then, for any administrator is to ascertain the spe-
cific nature and extent of the authority to carry out the responsibilities and to take action 
when needed. Figure 3.1 identifies a number of possible sources that may, formally or infor-
mally, grant an administrator the authority to act and that may also place formal or informal 
limitations on the administrator's prerogatives to exercise authority. In other words, each of 
the sources identified in Figure 3.1 can potentially serve a dual function, that is, to grant 
authority and to restrict authority. Authority once granted is not always permanent. Zirkel and 
Gluckman remind administrators that in a time of downsizing, middle managers' jobs are at 
risk. In school systems, the middle managers are the principals and assistant principals. Mem-
bers of both groups can quickly find themselves stripped of authority as they are moved from 
an administrative role to a teaching reassignment. 14 

A school administrator can usually determine, for the most part, the specific nature and 
extent of authority by examining the job description, the school board policies, and the 

V FIGURE 3.1 
POSSIBLE SOURCES THAT GRANT AND LIMIT ADMINISTRATOR 
AUTHORITY 

School 
Teacher Expectations 
Student Expectations 
Past Practice 
Administrator's Perceptions 

District 
School Board Policies 	 Community 
Superiors' Expectations 
Master Contract _______________ Administrator's _ _ ________ Parent Expectations 

Job Description 	
Authority 	 Local Government 

Principals' Norms ,, 	 Special Interest Groups 

Federal ederal  
Department of Education 	U.S. Laws 
State Law 	 Federal Rules and Regulations 
State Court Decisions 	 Federal Court Decisions 
Accrediting Agencies 	 National Reports 
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district's master contract. 15  The prerogatives to exercise authority may also be broadened or 
limited, however, by the superior's expectations,16  state law and regulations, federal court 
decisions, and a number of other elements that are identified in Figure 3.1. For example, the 
same superintendent who grants a certain type of authority can also take it away or restrict it 
in some manner. The same faculty members who, through their expectations, informally grant 
their principal the authority to take certain actions can change those expectations and remove 
their support. 17 

Although the number of potential sources of limitations presented in Figure 3.1 is large 
and may seem overwhelming to some readers, an administrator's initial response should be 
to investigate policies, regulations, expectations, and conditions in the principal's own school 
situation rather than assuming a certain pattern of limitations. (For further discussion of ref-
erence group expectations, see Gorton and Thierbach-Schneider.)18  Some of the potential 
sources of limitations identified in Figure 3.1 may not be actual constraints in a particular 
school district. 

For example, under "District" in Figure 3. 1, "Principals' Norms" are listed as a possible 
source of limitation to the exercise of authority. Although rarely discussed in the professional 
literature, a principal's peers in the school district can develop norms that may limit to some 
extent what a principal can do in school.19  These peer norms can be especially powerful in 
influencing the behavior of a new or "outer-directed" principal.20  It is not inevitable that a 
new principal will find the norms of peers limiting the exercise of authority in the school. In 
many school districts the norms of the principals are not well developed, nor is there much 
evidence that sanctions would be imposed by other principals unless the behavior in question 
was extreme. Some beginning principals have been assisted in gaining an understanding of 
peer norms, job expectations, and clarification of subtle signs and signals by implementation 
of a "buddy system" or mentoring program.2' The norms of the other principals in a school 
district do, however, constitute a potential source of limitation on a principal who wishes to 
exercise authority in school, and therefore the importance of these norms needs to be weighed. 

Another example of a potential source of limitation on a principal's exercise of authority 
is the principal's own perception of policies, expectations, and conditions. If an administrator 
perceives a condition as a limitation of authority, then it is a constraint, regardless of whether 
any other administrator in the same situation would perceive that condition to be restrictive.22  
For instance, some principals who assume a position at another school are reluctant to change 
any school procedures or practices that have been in existence for a long time because they 
believe that such changes might upset certain people. Although there is nothing necessarily 
wrong with proceeding cautiously in a new situation, other principals who face the same 
circumstances would not perceive the possible negative reactions of others to change as a 
constraint on their authority. If they were convinced of the need for change, these principals 
would take whatever steps were necessary to bring about the change. The latter group of prin-
cipals is not necessarily exercising authority effectively; it is simply that this group does not 
perceive the same conditions as a constraint to the exercise of authority as does the first group 
of principals in our example. 

A school administrator should not be intimidated or immobilized by the possibility of 
constraints on existing authority. The wise administrator, however, will make few assump-
tions about having authority to act, and will carefully and objectively examine the situation to 
determine the limits and the strengths of the various sources of authority. The administrator 
will also be constantly aware of a characteristic of formal authority that Blau and Scott have 
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perceptively observed, namely, that formal authority only "promotes compliance with direc-
tives and discipline, but does not encourage employees to exert effort, to accept responsibili-
ties, or to exercise initiative."23  

FACTORS TO CONSIDER IN EXERCISING AUTHORITY 

School administrators exercise authority in a variety of ways. For example, they make deci-
sions, promulgate rules and regulations, interpret policies, and issue directives. The purpose 
of exercising authority should be to bring about some desired response from others. The ideal 
outcome would be the acceptance of the administrator's right to exercise authority, along with 
willing cooperation in carrying out the administrator's expectations. Although this ideal is 
frequently recognized in school administration, it is not always achieved. 

Simon has suggested, based on earlier work by Barnard, that subordinates' characterization 
of the administrator's exercise of authority can range from "clearly unacceptable" to "unques-
tionably acceptable," with several degrees of variation in between. 24  (Wilkes and Blackbourn 
have devised a useful instrument for measuring the degree of acceptability of various kinds 
of administrative directives to teachers. 25)  Whether or not people will find the administrator's 
directives acceptable would appear to depend on a number of factors, including the personal-
ity of the administrator and the way the authority was exercised, as well as the personality and 
needs of the recipients of the directive. 26  For example, research found that teachers were more 
likely to accept the directives of the principal when the administrator was perceived as strong 
in the leadership dimensions of both consideration and initiating structure. 27 

Negative Reactions 

Most administrators at one time or another will encounter unavoidable negative reactions 
when they attempt to exercise authority. In order for administrators to address negative 
responses effectively, they must first recognize that such responses may take a variety of 
forms. In Peabody's study of an elementary school faculty, nine different types of negative 
responses were identified that could result when administrative authority is perceived as 
unreasonable. 28 

1. The teachers may consciously question the order, but accept it as binding. 

2. The teachers may inform the administrator of their views and seek to be converted to 
the administrator's point of view while complying with the order. 

3. The teachers may discuss the situation with the administrator and try to work for 
change while complying with the order. 

4. The teachers may attempt to gain support for their contrary views by appealing to 
coworkers. 

5. The teachers may go around their superior and try to gain the support of those above 
in the hierarchy or people from the outside. 

6. The teachers may discuss the order, but ignore, evade, or try to modify it while seem-
ing to comply. 

7. The teachers may ignore, evade, or try to modify the order without discussing it. 
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8. The teachers may openly reject the order. 

9. The teachers may transfer or resign. 

The type of negative reaction that teachers display toward the exercise of administrative 
authority would undoubtedly depend on many situational factors. In most circumstances, 
subordinates are unlikely to reject openly the exercise of administrative authority or resign 
because of it, unless the authority has been exercised in an extremely arbitrary or capricious 
manner. Staff members may react to what they perceive as the unreasonable exercise of 
authority by responding in one or more of the first seven ways identified in Peabody's study. 

Responding to Negative Reactions to Authority 

When encountering a negative reaction to the exercise of authority, an administrator should 
first attempt to diagnose the reasons why it is occurring. This approach may not be the initial 
predisposition of many administrators when they encounter a negative reaction to the exer-
cise of their authority. 29  Instead, they may become upset or defensive and try to impose their 
authority on those reacting negatively. An administrator who attempts the latter may believe 
the power exists to impose authority, but, as discussion in the next section will make clear, an 
administrator's power is limited and should always be verified before it is used. Although to 
some extent these emotions are normal and understandable, the thoughtful administrator will 
quickly gain control over such tendencies and will try to avoid doing anything that might exac-
erbate the situation. The administrator should also try to understand the reasons for a negative 
response to authority in order to be in a more knowledgeable position to take appropriate steps. 

Also, it needs to be emphasized that the questioning or challenging of authority is not 
necessarily bad and can be instructive if its causes are understood. Although organizations 
(especially large bureaucracies) seldom encourage dissent and frequently do not tolerate it, 
a negative reaction to the exercise of authority may signal the inappropriate use or under-
standing of that authority.30  Teachers, one of the groups that will be a recipient of the admin-
istrator's authority, frequently do not consider themselves to be subordinates or employees 
working for a superior, but professionals whose expertise and autonomy must be respected.3' 

Diagnosing the Problem through Discussion 

The key for an administrator who encounters a negative response to authority is to try to 
diagnose the causes of the reaction by first conferring with the parties involved. The initial 
inquiry should be along the line that "perhaps there has been a misunderstanding." An effort 
should be made to avoid putting the other party on the defensive, and an attempt should be 
made to understand the other person's frame of reference before explaining the administra-
tor's own position. In this kind of a situation, the use of concepts from "The Administrator as 
a Recipient of Communication" in Chapter 4, along with concepts from Chapter 5, "Conflict 
Management," will be very important. 

Examining How Authority Was Exercised 

If a negative reaction to the exercise of authority persists, the administrator will then need to 
make a judgment about whether the authority was appropriately exercised. Boucher offers 
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administrators the following suggestions for giving criticism in a way that motivates others 
to do a better job: (1) See yourself as helping someone improve—you are now a teacher or 
coach, (2) express sincere concern as you share ways for this individual to be more successful, 
(3) choose the right moment to offer criticism, (4) drop the word "should" from this conver-
sation ("shoulds" make you appear pedantic and rigid), (5) make a conscious effort to avoid 
appearing that you are more interested in achieving compliance than in helping the other per-
son improve, (6) discuss how the person will grow and benefit from following the suggestions 
you are making, (7) be specific—vagueness creates anxiety and doubt, which often makes the 
situation worse, and (8) be prepared to receive criticism yourself—you'll be perceived as a 
credible source. 32 

Dealing with Insubordination 

Before judging whether authority was aptly exercised, the administrator may want to consult 
with superiors, as well as examine school board policies, the master contract, and any other 
sources that are used as a basis for exercising authority. If the basis for the administrator's 
exercise of authority is sound and if the original objective sought is still desirable and attain-
able, the administrator should insist that the authority of the administrator be obeyed.33  No 
administrator should permit the reasonable exercise of legitimate authority to be ignored, 
evaded, or rejected. Such responses to the exercise of legitimate authority represent possible 
insubordination and, if permitted, could weaken the authority base of an administrator and 
could lead to more widespread noncompliance. 

The administrator should keep written, dated documentation of the initial negative reaction 
to the exercise of authority and of all subsequent meetings, contacts, correspondence, and 
reactions between the administrator and others involved in the situation. An excellent mono-
graph that provides further guidelines to preparing needed documentation has been published 
by the National Organization on Legal Problems of Education and is entitled A Documenta-
tion System for Teacher Improvement or Termination.34  

Insubordination and its variants under applicable state employment laws defy exactitude 
and uniformity. Nevertheless, the odds tend to favor school districts as long as administrators 
resist knee-jerk reactions and document repeated efforts to be clear, reasonable, and diligent 
in their directives and the teacher's intentional noncompliance. 35 

Gaining Compliance from Resisters 

The specific steps that an administrator should take to gain compliance from those who are 
resisting or evading the exercise of authority will undoubtedly vary according to the circum-
stances. When continued opposition is likely, given the results of an initial conference with 
the parties involved, the administrator will want to confer with superiors to obtain their ideas 
and support of certain courses of action. Also, the legality of proposed administrative actions 
and due process requirements need to be clearly understood and followed. 

In most cases, unless the negative response to authority is extreme, it will be better for 
the administrator to begin insisting on compliance with authority gradually by conferring 
again with the parties involved. At this second meeting, the administrator should make sure 
that whoever is resisting or evading the directive fully understands the possible implications 
of such actions. Before the meeting is over, if the continued reaction of the other party is 
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negative, then the administrator should explicitly state expectations. If the reaction continues 
to be negative, then the administrator should issue a written warning to the other party that 
disciplinary action will be taken if compliance is not forthcoming by a certain date. Before 
writing this letter, the administrator should consult with superiors and obtain legal guidance. 
At some point, stronger negative sanctions may need to be used, including recommended 
disciplinary measures or even dismissal of an employee if compliance cannot be obtained. 
While an administrator should want people to accept the administrator's legitimate author-
ity and carry out the directives cooperatively, in the final analysis, when people are reacting 
negatively, there must be compliance. 

Guidelines for Exercising Authority Successfully 

There are no doubt numerous specific reasons why people question, challenge, or resist 
authority, some of which were discussed in Chapter 2, "Decision Making." Chester Barnard 
indicated in his analysis of the authority problem in organizations that a person can and 
will accept authority when four conditions prevail: when the individual understands the 
order, when there is the belief that the order is consistent with the perception of the pur-
poses of the organization, when there is the belief that the order is in the individual's own 
personal interest, and when the individual is mentally and physically able to comply with 
the order. 36 

Based on Barnard's concept of the prerequisites for compliance with authority, it would 
appear that administrators should keep in mind the following guidelines in issuing directives 
or orders: 

1. In deciding on the need for a directive and in its formulation, presentation, and execu-
tion, administrators should consider how the order will affect the recipients person-
ally, recognizing that people are likely to question or resist directives that they feel are 
not in their best interest. 

2. Administrators should consider the strengths and limitations of those who will be 
expected to implement a directive. They should avoid issuing orders for which people 
lack the necessary motivation, skill, or training to carry out. 

3. They should explain thoroughly the rationale behind each directive and its relationship 
to the goals of the organization. They should not assume that people understand the 
reasons for an order orthat people will necessarily see the logic or value of an order. 

4. They should leave room for modifying the original order or its method of implementa-
tion. Flexibility and a willingness to compromise when appropriate are key factors in 
exercising administrative authority successfully. 

5. They should issue only those directives they are relatively sure either will be obeyed 
or can be enforced if resisted. Orders that cannot be enforced in one situation weaken 
the administrator's authority for successfully issuing orders in other circumstances. 

Although some administrators and supervisors may be reluctant to exercise authority, par-
ticularly in light of the human relations and empowerment emphasis in school administra-
tion and challenges by various groups to administrative authority, it should be clear that if 
the administrator is to perform assigned responsibilities effectively and work with others in 
the improvement of the organization and the achievement of its goals, it may be necessary to 
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utilize authority. The use of authority is an inescapable aspect of an administrator's job. The 
important question, then, is not whether authority should be exercised, but how and in what 
circumstances. The preceding and the following discussion should be helpful to an adminis-
trator in answering that question. 

ADMINISTRATIVE POWER 

Although many administrators and even some theorists use the terms authority and power 
interchangeably, these concepts differ in both function and implications. The successful use 
of administrative authority is based first on the willingness of subordinates to comply with 
an administrator's expectations and second on the fact that the authority being exercised has 
been granted by one or more of the sources in Figure 3.1. When these two conditions are 
adequately met, an administrator does not need power. Power represents the "capacity or 
potential for effecting desired results in one or more persons that would not have otherwise 
occurred ."37  According to this definition, administrators possess legitimate power if they can 
get people to do what the administrators want them to do, even when people resist or refuse to 
accept authority in a certain situation. 

Power as Securing Compliance versus Power as Empowerment 

The traditional compliance model of power has been replaced with concepts of personal 
and collective empowerment. In regard to the latter, power is viewed as the ability to pre-
dict the consequences of one's actions in complex situations as well as the ability to main-
tain individual control over one's feelings and behaviors. The administrator or supervisor 
serves primarily as the catalyst or charismatic leader who prompts individuals to trans-
form themselves at the same time they transform the social environment. Beaven suggests 
that more attention needs to be focused on those who actually change themselves; on their 
response to leader control; and on the phenomenon known as charismatic, transformational 
leadership.38  

Types of Power 

What types of power are available to an administrator? Several theorists have proposed some-
what useful paradigms to answer this question. For example, Etzioni advanced the propo-
sition that there are three general kinds of power: (1) coercive power (e.g., suspending an 
employee), (2) remunerative power (e.g., control over resources), and (3) normative power 
(e.g., control over prestige).39  Parsons has identified four types of power or influence, using 
the terms interchangeably: (1) persuasion, (2) inducement, (3) activation of commitment (e.g., 
use of negative sanctions to influence another person's intentions), and (4) deterrence (e.g., 
negative sanctions to control a situation).40  Furthermore, French and Raven, in what is prob-
ably the most elaborate proposed model of power, have suggested five types of social power, 
the strengths of which they believe will be determined by certain conditions.4' 

1. Reward power: Capacity to provide rewards, such as higher salary or better 
assignment. 
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Conditions 

a. The strength of the reward power of the administrator will increase with the magnitude 
of the rewards that the other person perceives can be obtained by the administrator. 

b. The strength of the reward power will depend on the actual rewards produced, not 
on what the administrator hopes or would like to produce. 

c. Unsuccessful attempts by the administrator to exert reward power will tend to 
decrease the perceived strengths of that power in the future. 

2. Coercive power: Capacity to provide punishment or negative consequences, such as 
teacher dismissal. 

Conditions 

a. The strength of the administrator's coercive power will increase with the magni-
tude of the punishments or costs that the other person perceives the administrator 
can exercise. 

b. The strength of the coercive power will depend on the actual sanctions or costs that 
the administrator can apply, not just on hopes or possibilities. 

c. Unsuccessful attempts to exert coercive power will tend to decrease the perceived 
strength of that power in the future. 

3. Legitimate power: Defined by French and Raven in a way very similar to the 
definition of legitimate authority, discussed earlier. 

Conditions 

a. The successful use of administrative power will depend on the willingness of 
subordinates to comply with the administrator's expectations. 

b. The power has been granted by one or more of the administrator's authority 
sources (school, district, state, federal, or community). 

4. Referent power: The tendency of other individuals to be attracted by and to identify 
closely with the administrator, for example, the identification of teachers with the 
administrator. 

Conditions 

a. The greater the perceived attractiveness of the administrator by another person or 
group, the more likely the identification with the administrator. 

b. The stronger the actual identification with the administrator by another person, 
the greater the likelihood that reference power can be successfully used by the 
administrator. 

5. Expert power: Special knowledge or skill, for example, supervision, scheduling, or 
group dynamics. 

Conditions 

a. The strength of the expert power of the administrator will vary with the actual 
knowledge and skill that the administrator possesses and with the perceived exper-
tise of the administrator. 

b. The stronger the perception by others that the administrator possesses expert power, 
the higher the group's satisfaction and evaluation of the administrator as a leader. 
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I TABIE 3.1 

Categories 	 Examples  

Reward power "I believe that you are interested in.. . . Perhaps we can work some- 
thing out, but before we do, you need to...... 

Coercive power "I find your behavior unacceptable, and if it doesn't change. 
I will have no choice except to suspend you." 

Legitimate power "Consistent with my responsibilities as principal, I am assigning 
you...... 

Referent power "You have believed in me in the past, and I am asking you to trust 
me now." 

Expert power "This is an area in which I have background and experience, and 
therefore...... 

Table 3.1 presents examples of the five types of social power identified by French and Raven. 
Paul Hersey and Walter Natemeyer have developed a Power Perception Profile instrument 

to assess why someone responds to another's attempts to exercise power. They expanded 
French and Raven's five power types into seven, adding connection power based on the per-
ception that the supervisor has relationships with influential people inside or outside the 
organization and information power based upon the leader's possession of or access to infor-
mation perceived as valuable to others. This latter power base is important to others because 
they need this information or want to be "in on things. "42 

Also, Buhler stresses the importance of recognizing that power is not unilateral but is 
generally shared and distributed. Teachers, for example, hold a great deal of potential power 
in the degree of compliance and in their willingness to comply. Buhier further believes that 
"most employees throughout the organization have the ability to make their boss look bad." 
This important political element can often be overlooked by the principal. There is also power 
in terms of whom teachers are aligned with and the great loyalty they have for these individu-
als. For example, in business, when a senior executive leaves the company, a whole group 
generally follows. In school systems, administrators and teachers may not have the flexibil-
ity to follow their superior immediately, but the information and communication network of 
loyal past employees is nevertheless powerful and influential. People tend to group together 
in order to achieve and sustain power.43  Particularly in educational settings, power should be 
used, when possible, as a shared resource. 

Power Sharing and Teacher Empowerment 

Power sharing encourages teachers, principals, department chairs, counselors, and other 
staff at all levels of the school to be involved in decision making without feeling coerced or 
manipulated. A study on empowering teachers at the elementary school level found personal 
power of the principal who incorporated referent, information, and expert subordinate percep-
tion bases highly valued by teachers. Teachers, however, resent principals who falsely see 
themselves as relying on personal power when, in fact, they use positional power bases such 
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RESEARCH SPOTLIGHT 

Power and Influence: Does Gender Matter? 

In 1976 Paula Johnson extended French and Raven's model and applied it to gender. 
She predicted that men should possess higher levels of coercive and reward power 
because men have more concrete resources with which to reward or punish others, 
greater expert power because men are generally considered more expert than women, 
and greater legitimate power because men command more authority than women. 
She also predicted that referent power would be appropriate for both men and women, 
although women may prefer using this type of power more than men because refer-
ent power involves maintaining good relationships, which is more congruent with 
gender-role expectations for women than for men. Thus referent power would be one 
source of power generally available to women. Referent, expert, and legitimate power 
have the most relevance for understanding the relation of gender to social influence. 
Although situational factors affect the amount of power that individuals possess, 
there is evidence that, in general, men possess higher amounts of expert and legiti-
mate power than women do, and women possess higher amounts of referent power 
than men do. As a result, different behaviors predict social influence for men than 
for women. 

Source: Linda L. Carli (1999), "Gender, Interpersonal Power, and Social Influence—Social influence 
and Social Power: Using Theory for Understanding Social Issues." Journal of Social Issues, 55(1), 
pp. 81-99. 

Sangeetha Rajan and Venkat R. Krishnan studied the impact of gender on frequency 
of use of influence strategies, amount of power, and authoritarianism, using a sample 
of 109 managers from two organizations in India. Seven downward influence strate-
gies (assertiveness, bargaining, coalition, friendliness, higher authority, reason, and 
sanctions) and five power bases (reward, referent, legitimate, expert, and coercive) 
were included in the study. They noted that historically successful managers have 
been perceived as being identified more with men than with women in terms of emo-
tional stability, aggressiveness, leadership ability, self-reliance, certainty, vigor, desir-
ing responsibility, seriousness, objectivity, knowledge, and straightforwardness. 

Analyzing the sources of power that authoritarian men and women tap and the 
influence strategies they use, the authors found that gender moderates the impact 
of authoritarianism on influence and power. Authoritarian men are more likely to 
tap legitimate power but not coercive power. Authoritarian men use assertiveness, 
bargaining, and friendliness strategies more frequently than authoritarian women. 
Overall, the findings suggest that gender and personality combine to affect power and 
influence. Thus ignoring gender and studying the effect of only personality on power 
and influence may not present an accurate picture. 

Source: S. R. Rajan and V. R. Krishnan (2002), "Impact of Gender on Influence, Power, and Authori-
tarianism." Women in Managerial Review, 17(5), pp. 197-206. 
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WINDOW ON DIVERSITY 

Authority, Power, and Influence 

Issues of authority, power, and influence are often affected by an individual's own 
personal experiences. Consider how the notion of "white and male privilege" may 
affect how these issues are wielded by a school leader. 

WHITE PRIVILEGE CHECKLIST 

Peggy McIntosh describes white privilege as "an invisible package of unearned assets, 
which I can count on cashing in each day, but about which I was meant to remain 
oblivious. White privilege is like an invisible weightless knapsack of special provi-
sions, maps, passports, code books, visas, clothes, tools, and blank checks." 

The following are examples of ways white individuals have privilege because they 
are white. Please read the list and place a check next to the privileges that apply to you 
or that you have encountered. At the end, try to list at least two more ways you have 
privilege based on your race. 

1. I can arrange to be in the company of people of my race most of the time. 
2. 1 can go shopping alone most of the time, pretty well assured that I will not 

be followed or harassed. 
3. I can turn on the television or open to the front page of the paper and see 

people of my race widely represented. 
4. When I am told about our national heritage or about civilization, I am 

shown that people of my color made it what it is. 
5. 1 can be sure that my children will be given curricular materials that testify 

to the existence of their race. 
6. I can go into a music shop and count on finding the music of my race rep-

resented, into a supermarket and find the food I grew up with, into a hair-dresser's 
shop and find someone who can deal with my hair. 

7. Whether I use checks, credit cards, or cash, I can count on my skin color not 
to work against the appearance of financial responsibility. 

as reward, coercion, connection, and legitimate authority. Connection power, in which the 
principal has a personal relationship with influential people inside or outside school, could be 
a source of personal power as well. Yet teachers in this same study tended to "devalue their 
principals' connections as being part of an old boy's network. They resented the fact that their 
principals with connections spent a good deal of time away from the schools."44  Accessibility 
is an important quality in effective leadership. 45 

"Giving teachers greater power is a major way to make them more professional and to 
improve their performance."46  Teachers should have an impact on policy decisions and should 
work in a collegial relationship, "sharing power" with administrators. Through this relation-
ship, principals become facilitators of school goals, empowering teachers and allowing them 
to generate their own ideas. This, in turn, gives more dignity to the profession of teaching. 
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8. 1 am not made acutely aware that my shape, bearing, or body odor will be 
taken as a reflection on my race. 

9. I can worry about racism without being seen as self-interested or self-seeking. 
10. I can take a job or enroll in a college with an affirmative action policy 

without having my coworkers or peers assume I got it because of my race. 
11. I can be late to a meeting without having the lateness reflect on my race. 
12. I can choose public accommodation without fearing that people of my race 

cannot get in or will be mistreated. 
13. 1 am never asked to speak for all of the people of my racial group. 
14. I can be pretty sure that if I ask to talk with the person in charge, I will be 

facing a person of my race. 
15. If a traffic cop pulls me over or if the IRS audits my tax return, I can be 

sure I haven't been singled out because of my race. 
16. I can easily buy posters, postcards, picture books, greeting cards, dolls, 

toys, and children's magazines featuring people of my race. 
17. I can choose blemish cover or bandages in flesh color and have them more 

or less match my skin. 
18. 1 can do well in a challenging situation without being called a credit to my 

race. 
19. I can walk into a classroom and know I will not be the only member of my 

race. 
20. 1 can enroll in a class at college and be sure that the majority of my 

professors will be of my race. 

Racial privilege is only one form of privilege. What are other examples of privi-
lege? Can you think of ways one might have privilege based on these factors (e.g., that 
you do not have to worry about being verbally or physically harassed because of your 
sexual orientation; or you can be sure that your religious holiday will be acknowl-
edged and represented in store displays, classroom discussions, etc.)? 

Source: Peggy McIntosh "White Privilege and Male Privilege: A Personal Account of Coming to See 
Correspondences through Work in Women's Studies" (Wellesley, MA: CRW, 1988), pp.  22-23. Copy-
right © 1989 Peggy McIntosh. Reprinted by permission of the author. 

As teachers become more empowered, they will have to accept the burden of responsibil-
ity. Whereas in the past teachers could "blame the administrators for problems," this blame 
should decline as teacher empowerment increases. In order to empower teachers and expect 
them to be successful in carrying out their responsibilities, they must be educated and trained 
in the skills necessary for appropriate decision making. 47 

Power and Influence 

In examining the various conceptualizations of power, a question could be raised about 
whether, in some cases, the concepts that the theorists are presenting should not more prop-
erly be characterized as sources or types of social influence rather than power. Types of 
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"power," such as control of prestige, persuasion, and referent and reward power, seem to rep-
resent sources of influence rather than sources of, or types of, power (more will be said later 
about influence). It is difficult to see how these types of power could be used to force some-
one to comply with authority if the person was determined to resist it. 

If a subordinate is determined to resist an administrator's authority, the only effective type 
of power may be coercive power, defined as "the capacity to force people to do something 
against their will."48  It needs to be emphasized, however, that most school administrators are 
quite limited in their possession of coercive power. 49  By and large, this kind of power is based 
on the backing of an administrator's superiors; it may also need to be validated by some out-
side agency—for example, the courts—if the legality of the use of power is challenged. To 
complicate matters, the basis for the use of coercive power is frequently vague and often not 
predictable or dependable. 50  For instance, seldom will an administrator find in school board 
policies or in a job description any discussion of the right to use coercive means to gain com-
pliance from employees. This type of power is rarely made explicit and is usually, at most, 
implied. 

On the other hand, an administrator may be able to achieve initial compliance from others 
or overcome resistance to the exercise of authority as a result of other people's perception of 
the administrator's coercive power. 5' Three perceptual conditions, however, must be present: 

1. Others must perceive the administrator as possessing a certain kind of coercive power. 

2. They must perceive this power as something that they definitely would like to avoid. 

3. They must perceive the administrator as ready to use coercive power if compliance is 
not forthcoming. 

If, for example, a teacher believed that a principal could and would use punishment in some 
way for the teacher's failure to monitor the corridor when students are passing between classes, 
and if the teacher wanted to avoid that punishment, then the teacher would probably comply 
with the administrator's expectations. In this case, the perception is more important than the 
reality. If a subordinate perceives that an administrator possesses coercive power, then the 
subordinate will act on that perception, irrespective of whether the administrator possesses 
that power. As Wheeless and his colleagues point out, "People act not on the basis of the situ-
ation but on the basis of their perceptions about the situation. . . . It makes no difference, for 
example, if the agent [administrator] making a threat has the ability to carry out that threat. If 
the [individual or group] being threatened perceive[s] such an ability, the agent has power."52  

Nevertheless, it is important for an administrator to understand that coercive power is most 
effective when it is not used, but when it is believed that it would be exercised and supported 
if compliance were not forthcoming. The more an administrator has to resort to the use of 
coercive power in order to gain compliance, the greater the possibility of exposing its limited 
or inadequate basis, thereby exacerbating a situation, or resulting in some other unanticipated 
consequence. 53  Although certain circumstances may warrant the use of coercive power, in 
most situations the administrator should utilize other means, such as dependence upon per-
sonal power, for gaining compliance and, especially, cooperation. 

The appropriate exercise of personal power is one of the means of obtaining higher levels 
of teacher satisfaction and cooperation. Empowerment through the use of personal power 
gives teachers a sense of ownership, raises their level of self-esteem, and increases participa-
tory decision making and communication. Ross and Webb determined in their study of an 
elementary school how shared decision making taught administrators and faculty members 
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how to share power and thus provide a better learning environment for their students. 14  Other 
means that administrators can use for gaining cooperation fall under the category of influence, 
to be discussed next. 

POWER AND INFLUENCE 

Most of the kinds of power identified above would seem to represent types of influence rather 
than power. Power, of course, can be and has been defined broadly by a number of theorists. 
Kotter aptly notes that inherent in every position in an organization is a certain degree of power, 
and individuals have the potential either to enhance or to decrease the power of their position 
by the behavior they display.55  When power is defined broadly, such a definition (and some-
times the mere use of the term) can inadvertently mislead an administrator into thinking there 
is more capacity to bring about change than the administrator possesses in certain situations. 

Unquestionably, power and influence are closely related on a theoretical basis;56  however, 
little research exists about the effects of a leader's influence-seeking behaviors on subor-
dinate perceptions of leader effectiveness in an organizational context. Specific descriptive 
theory and valid empirical research on possible linkages between perceived leader behavior 
and attributions of power have been virtually nonexistent.57  One exception in recent years is 
the research of Rice and her colleagues, in which the power and leadership practices of school 
superintendents were studied according to the perceptions of both leaders (principals) and fol-
lowers (teacher association representatives).58  

TYPES OF INFLUENCE 

Influence, when compared to power, seems to be a more positive concept and more in line with 
the realities of organizational life for most school administrators. Influence can be defined as 
"the ability of an [administrator] without recourse to force or legitimation, to affect anoth-
er's behavior."59  Influence is the shaping of decisions through "informal and nonauthoritative 
means ."60  It differs from authority in that (1) many people can influence a decision whereas 
only one person has final authority, (2) influence may be distributed unequally, whereas author-
ity is usually distributed equally, and (3) authority is top-down management, whereas influ-
ence is multidirectional.6' An example of multidirectional influence is described by Bredesen, 
who was able to use his influence to involve upper elementary and middle school students in 
a community service project that would have been reserved for high school students.62  As the 
principal of a school and a member of the board of directors for a historical society, he was in 
an ideal position to convince the school board that the habit of community service needed to 
be established in students before the pressures of their high school years. Working with teach-
ers and the local museum personnel, he was able to implement a successful summer service 
program for students that reinforced the classroom instruction of local history. 

An administrator has influence if other individuals or groups can be persuaded to com-
ply with the administrator's expectations, despite their ambivalence or objections. In light 
of the limitations of power and considering the periodic challenges to authority that most 
administrators will experience during their careers, it would appear that the concept of influ-
ence offers a positive and constructive alternative basis for many administrative actions. 
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If the administrator is to exert influence successfully, the administrator's actions must be 
based on some factor that will persuade people to act in accordance with the administrator's 
decisions or directives. Successful implementation of directives will, in large measure, be con-
tingent upon the perception of the individual receiving the directive from the administrator. 63 

Furthermore, utilizing with minor modification, French and Raven's concepts, it would 
appear that administrators may be able to exert influence based on other people's identifica-
tion with them (referent influence), their ability to obtain rewards (reward influence), or their 
perception of administrators' expertise as educational leaders (expert influence). 

Referent Influence 

The identification of other individuals or groups with the administrator as a person is the basis 
for the referent influence of an administrator. An administrator who possesses certain quali-
ties, such as an attractive personality, a strong character, or a charismatic leadership style, 
may be successful in securing the cooperation of other people as a result of their identification 
with these characteristics.M  Even if teachers, parents, or students question the decisions or 
policies set forth by an administrator, they may oblige, simply because they react positively to 
the personal qualities the administrator possesses. 

There is considerable observational evidence that people will respond favorably to an 
administrator's attempt to influence them as a result of their identification with the individual. 
Administrators in business and government, as well as in education, have found it possible to 
secure the cooperation of others, in spite of objections to a particular policy or action, because 
of their positive feelings about the administrator. There is little doubt that the identification by 
others with the administrator can be a powerful basis for influencing them if the administrator 
possesses the requisite personal characteristics. 

One problem with referent influence is that research has not conclusively established 
the kinds of personal characteristics with which people identify positively. It appears that 
not all people respond the same way to particular personal characteristics. Qualities that 
one group may find attractive or charismatic might be perceived by other individuals or 
groups as undesirable. For example, ingratiation, acting friendly toward another, or flattering 
another may be enjoyed by some employees but be seen as a sign of weakness by others. 65 

Consequently, there is no single pattern of personal attributes that can be recommended 
without qualification to the administrator for all situations. A study by Hoy and Kupersmith 
suggests, however, that administrator "authenticity" could be very important. 66  In addition, 
a study by Johnston and Venable suggests that an administrator's style in administering per-
sonnel rules may be significantly related to the degree of loyalty that teachers feel toward the 
administrator. 67 

Another important limitation of referent influence is the fact that its potential is largely 
determined by factors over which most administrators have little or no control. By the time a 
person becomes an administrator, personality and leadership style are usually already devel-
oped. Therefore, if the administrator does not currently possess the kinds of personal charac-
teristics with which people identify, the likelihood of developing them is not great. Although 
an administrator can often improve personal traits, the task is not an easy one, and change is 
frequently slow. Despite these obstacles, it would be in the best interest of any administrator 
to improve personal qualities and leadership style so that greater referent influence can be 
exercised (see Chapter 1, "Leadership"). 
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Reward Influence 

A second kind of influence an administrator may be able to utilize in persuading people to 
adhere to the administrator's wishes is reward influence. This type of influence is based on 
the administrator's actual or perceived possession of certain rewards that can be distributed to 
those who comply. Examples of these rewards range from a better work schedule to greater 
administrative receptivity and accommodation to the recommendations and special needs of 
certain individuals or groups. 

Reward Distribution Issues Unfortunately, it would appear that most administrators do 
not possess a great deal of influence based on rewards, since they frequently find themselves 
in a position where they cannot distribute to one individual or group any rewards that do not 
need to be distributed equally to other individuals or groups. Unlike executives in private 
enterprise, educational administrators can seldom selectively reward their employees accord-
ing to merit or increased productivity. They may occasionally be able to offer a reward to one 
individual or group without having to give similar recognition to other involved individuals or 
groups, but this possibility does not occur often. In education, preferential treatment seems to 
be regarded with suspicion, and students, teachers, and parents are alert to situations in which 
the administrator seems to be favoring one individual or group over another. 

Limited Resources There is also the problem that only a limited number of rewards are 
available to most administrators to utilize in influencing other people. School board policy, 
bureaucratic regulations, the nature of public control over resources, and teacher, student, and 
parent militancy are factors that tend to restrict the number and importance of rewards avail-
able to an administrator. 

Alternative Rewards This does not mean that the administrator possesses no reward influ-
ence or that it should not be utilized. There are some administrators who, over the years, have 
been able to develop a wide variety of rewards. For example, in discussing the behavior of 
one principal who attempted to use reward influence, Cusick pointed out that "because he 
administered the schedule, additional assignments, and unallocated resources, he controlled 
just those things that many teachers wanted in order to fill out their fields. The principal could 
award a department chairperson with a free period, a favorite class, a double lunch period, an 
honors section, or support for a new activity."68  Another practical alternative reward is "mod-
eling." Blase and Kirby found that teachers reported that modeling influences their behavior 
to be consistent with the principal's expectations. One teacher stated "many of the principals' 
requests might be viewed as beyond the call of duty, but because of the principal's modeling, 
they seem to be a part of the job." These teachers reported that this type of influence made 
them feel "comfortable," "proud," "aware," and "positive."69  Given this, Henry Griffith, an 
elementary school principal, demonstrates how a leader's power and influence can be used to 
enhance school improvement. 70  Under his guidance, the faculty wrote and received a grant for 
$25,000 a year for five years. The faculty was able to use the grant-writing experience to gain 
ownership of the ideas Griffith wanted to incorporate, while enjoying not only the benefits of 
the money but also an enhanced self-respect and collegiality among themselves. 

Positive Reinforcement as a Reward In addition to control over resources, a school 
administrator has available a simple but frequently overlooked source of rewards: positive 
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reinforcement. This can, for example, take the form of oral and/or written appreciation to a 
person who volunteers for an activity, praise for a job well done, a commendation for a sig-
nificant effort to improve, or some other type of reward. Although most school administrators 
may believe that they are already utilizing this potential source of influence sufficiently, there 
is evidence to the contrary. 71 

To be effective in influencing behavior, positive reinforcement must be directly linked to 
the specific effort or performance that warrants the reinforcement.72  For example, the school 
administrator who gives praise indiscriminately or who does not clearly relate the delivery of 
praise to the production of a certain type of behavior is not likely to be successful in influenc-
ing others with positive reinforcement .73  In addition, unless the kind of positive reinforce-
ment used by a school administrator is valued by its recipient, the latter's behavior is unlikely 
to be influenced. Consequently, to be effective in using positive reinforcement, the school 
administrator needs to become knowledgeable about the reward predisposition of the people 
to be influenced. Fuqua and colleagues refer to the importance of "rewarding people for their 
accomplishments, contributions, and ideas," inviting people to participate in decision making, 
and giving credit where credit is due. Leaders who empower, according to these authors, are 
leaders who "reward people who generate the greatest impact toward organizational goals, 
rewarding results rather than processes."74  

Hierarchical Influence as a Reward An administrator perceived as someone who has 
influence with superiors may also be able to exert reward influence with teachers. Such influ-
ence can be manifested in at least two important ways: by securing additional resources from 
the district that subordinates need and by being an effective advocate and supporter of sub-
ordinates in their interactions with the district office. This type of hierarchical influence has 
received some research support and represents a frequently overlooked source of rewards that 
an administrator may be able to generate for subordinates.75  For two interesting studies of 
the techniques that people use to try to exert upward influence, see Schmidt and Kipnis76  and 
Schilit and Locke.77  

Although it is important for an administrator to make maximal use of whatever resources 
or reward influence exists, it should be understood that, in many situations, the administrator's 
reward influence is not extensive, and there are significant constraints that may make it diffi-
cult to take advantage of this type of influence. Therefore, although an administrator should try 
to develop and use as many sources of rewards as possible, inasmuch as there are limitations to 
administrative influence based on rewards, other sources of influence will be needed as well. 
Glinow has written a provocative article on reward strategies that speaks to this issue. 78 

Expertise as a Basis of Influence 

Although the foregoing discussion of referent and reward influence has emphasized the per-
sonal and situational limitations of these bases for administrative action, there is one source of 
administrative influence that potentially would seem to offer the administrator a truly viable 
basis upon which to gain the cooperation of others. That source is expertise, that is, special-
ized knowledge or skill. 

Empirical support for the primacy of this source of administrative influence was furnished 
in a study by Horstein. He discovered, in an investigation of 325 teachers who worked in 14 
different schools in two school districts, that the most important factor associated with teacher 
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satisfaction and high evaluation of principal leadership was the principal's tendency to base 
attempts to influence teachers on possession of expertise, rather than on other sources of 
influence. 79  Administrative attempts to influence teachers based on the possession of certain 
rewards for compliance were not associated with high teacher satisfaction or high evaluation 
of the administrator's leadership. Referent identification as a source of influence was posi-
tively related to teacher satisfaction, but the relationship was not statistically significant. Hor-
stein's research also revealed that in those situations where the administrator based behavior 
on legitimate authority or coercive power, the faculty was not satisfied with this individual as 
a principal and did not give the principal a good evaluation as a leader. 

While the data from Horstein's investigation seem to suggest that an administrator can suc-
cessfully influence teachers if the actions are based on expertise as a source of influence, there 
is other evidence that, regrettably, many administrators seem to lack expertise or are perceived 
by others as lacking expertise. The ability of administrators to manage a school or school dis-
trict effectively and humanely has come under attack periodically through the years, and these 
criticisms have recently escalated with the emphasis on school accountability and on student, 
teacher, and parent demands for involvement in school decision making. For a further discus-
sion on this problem, see Gorton and Thierbach-Schneider.8°  

On the other hand, research on effective schools has demonstrated that principals with 
expertise can exert influence in their schools and that their leadership contributions are impor- 
tant to the success of these schools. 81  In the area of instructional supervision, for example, 
Guditus and Zirkel found that "the influence of principals depends to a considerable degree on 
their possession of special knowledge and skills which enable them to help teachers achieve 
their goals."82  For example, principals could increase their influence on teachers by learning 
more about teaching and by visiting classrooms. "Managing by walking around may give 
administrators an opportunity to influence faculty and staff."" 

The effectiveness of an administrator's influence would also seem to depend on the extent 
to which attempts to influence others fall within the teachers' zone of acceptance. See Clear 
and Seager,84  Kunz and Hoy,85  and Johnston and Mullins86  for further discussion of the rela-
tionship between the zone of acceptance and administrator influence. 

Therefore, it would appear that one of the keys for an administrator's successful exercise of 
influence is to assist teachers and relevant others to meet their goals and to help them relate those 
goals to the overall goals of the school and school district. This may require an administrator to 
develop greater expertise in instructional leadership, program development, student discipline, 
conflict resolution, working with groups, or some other type of special knowledge or skill that is 
needed. In many cases, an administrator may need to identify and deploy other people who pos-
sess special knowledge and skill that the administrator does not possess and would find difficult 
to develop. The important consideration is not who possesses the special knowledge or skill but 
that it be utilized to help the people associated with the school to become more effective. 

By empowering teachers, the potential for effecting desired results can be enhanced. 
Futrell believes that if teachers were empowered to design and create their own professional 
development, it would improve their performance. For an administrator, improved student, 
staff, and school performance is the goal, and empowering teachers is a means to that goal .87  

In Yukl's88  view of influence, he noted it as the effect, either intended or unintended, of one 
party (the agent) on another person's (the target's) attitudes, perceptions, behavior, or some 
combination of these outcomes. He suggests that 11 proactive tactics (Table 3.2) can be used 
for influence attempts with subordinates, peers, and superiors. 
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$ TABLE 3.2 
YUKL'S CLASSIFICATION OF PROACTIVE INFLUENCE TACTICS 

Rational persuasion The agent uses logical arguments and factual evidence to show that a 
proposal or request is feasible, that it is relevant for attaining important 
task objectives. 

Apprising The agent explains how carrying out a request or supporting a proposal 
will benefit the target personally or will help to advance the target per- 
son's career. 

Inspirational appeals The agent appeals to the target's values and ideals or seeks to arouse the 
target person's emotions to gain commitment for a request or proposal. 

Consultation The agent asks the target person to express concerns and suggest 
improvements for a proposed project, activity, or change for which the 
target person's support is desired. 

Collaboration The agent offers to provide relevant resources and assistance if the tar- 
get will carry out a request or approve a proposed change. 

Ingratiation The agent uses praise and flattery before or during an attempt to influ- 
ence the target person to carry out a request or support a proposal. 

Personal appeals The agent asks the target to carry out a request or support a proposal out of 
friendship or loyalty, or asks for a personal favor before saying what it is. 

Exchange The agent offers an incentive, suggests an exchange of favors, or indi- 
cates willingness to reciprocate at a later time if the target will do what 
the agent requests. 

Coalition tactics The agent seeks the aid of others to persuade the target to do something, or 
uses the support of others as a reason for the target to agree with a request. 

Legitimating tactics The agent seeks to establish the legitimacy of a request or to verify that 
he/she has the authority to make it by referring to rules and formal poli- 
cies or presenting supporting documents. 

Pressure The agent uses demands, threats, frequent checking, or persistent 
reminders to influence the target to do what he/she wants. 

Source: Gary A. Yukl, Leadership in Organizations, 7 ed. (Upper Saddle River, NJ: Prentice 
Hall, 2009). 

A FINAL NOTE 

By the very nature of their positions in an organiza-
tion, administrators will be assigned major respon-
sibilities. In order to carry out those responsibilities 
successfully, authority, influence, and perhaps, in 
some cases, power must be exercised effectively. 
Appropriate understanding and use of the concepts 
presented in this chapter should help the adminis-
trator achieve these objectives. 

Although most of the case studies, suggested learning 
activities, and simulations presented in Part II require the 
appropriate use of the ideas in this chapter on authority, 
power, and influence, the following exercises should pro-
vide the best opportunities for testing understanding and 
effective use of authority, power, and influence concepts: 
Cases 20, 27, 28, 30, 37, 38, 49, and 62, and the midyear 
and end-of-the-year in-basket exercises. Agnit venisl 
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C H A P T E R 

Communication 

APPLICABLE ISLLC STANDARDS 

STANDARD 1: An education leader promotes the success of every student 
by facilitating the development, articulation, implementation, 
and stewardship of a vision of learning that is shared and 
supported by all stakeholders. 

FUNCTIONS: 	A. Collaboratively develop and implement a shared vision 
and mission 

B. Collect and use data to identify goals, assess organizational 
effectiveness, and promote organizational learning 

C. Create and implement plans to achieve goals 
D. Promote continuous and sustainable improvement 
E. Monitor and evaluate progress and revise plans 

STANDARD 2: An education leader promotes the success of every student 
by advocating, nurturing, and sustaining a school culture and 
instructional program conducive to student learning and staff 
professional growth. 

FUNCTIONS: 	A. Nurture and sustain a culture of collaboration, trust, 
learning, and high expectations 

B. Create a comprehensive, rigorous, and coherent 
curricular program 

C. Create a personalized and motivating learning 
environment for students 

D. Supervise instruction 
E. Develop assessment and accountability systems to 

monitor student progress 
F. Develop the instructional and leadership capacity of staff 
G. Maximize time spent on quality instruction 
H. Promote the use of the most effective and appropriate 

technologies to support teaching and learning 
I. Monitor and evaluate the impact of the instructional 

program 

100 
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STANDARD 3: An education leader promotes the success of every student 
by ensuring management of the organization, operation, 
and resources for a safe, efficient, and effective learning 
environment. 

FUNCTIONS: 	A. Monitor and evaluate the management and operational 
systems 

B. Obtain, allocate, align, and efficiently utilize human, 
fiscal, and technological resources 

C. Promote and protect the welfare and safety of students 
and staff 

D. Develop the capacity for distributed leadership 
E. Ensure teacher and organizational time is focused to 

support quality instruction and student learning 

The importance of effective communication practices within an organization cannot be over-
emphasized. As Lysaught has observed, "More frequently than not, failures in communication 
lie at the heart of problems in organization, goal setting, productivity and evaluation." For this 
reason, according to St. John, "No one can manage a modern organization who is not knowl-
edgeable in communication principles and techniques and skilled in their use."2  Guarino con-
siders the ability to communicate the most essential talent in the area of leadership.3  

Without exception, all the major national school administrator associations in this country 
stress the importance of effective communication skills. The National Association of Elemen-
tary School Principals, for example, identifies communication as an indispensable leadership 
proficiency for elementary and middle school principals, noting that poor communication 
skills are a barrier to organization (team) success.4  When the American Association of School 
Administrators (AASA) prepared its platform for the beginning of the twenty-first century, 
effective communication with the public was considered to be crucial. The organization noted 
that the future of public education is dependent on effective communication and relationship 
building.5  Clearly, if any individual aspires to be successful as an administrator or leader, he 
or she must give high priority to developing effective skills in communication. 

COMMUNICATION: THE ADMINISTRATOR'S MULTIPLE ROLES 

Many school administrators, when they are asked about the importance of communication, 
tend to see themselves primarily in the role of communicator—a sender or transmitter of 
messages that others need to understand. For example, in a study by Morris and his col-
leagues, using ethnographic methods, principals were observed spending a great deal of time 
communicating with students, teachers, parents, superiors, and other individuals associated 
with the school.6  Although the principal initiated most of this communication, there was no 
clear indication that the principals in the study had thoughtfully planned their communica-
tion or were in control of how much time they spent communicating with various people. 
Instead, judging from the examples presented in a report of the study, much of the principals' 
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communication seemed unplanned and casual; little effort appeared to have been made by the 
principals to seek feedback from others or to evaluate what others were telling them.7  That 
this problem is not limited to school administrators but is also characteristic of other kinds of 
managers has been made clear in a study by Luthans and Larsen.8  Tannen writes that many 
daily miscommunications in the workplace result from the distinctly unique communication 
styles of the two genders.9  With the increasing number of women in managerial positions 
throughout the work environment, both male and female administrators have the responsibil-
ity to examine this aspect of communication and develop strategies to ensure that these differ-
ences are addressed. More about this topic will be discussed later in this chapter. 

Sending, Receiving, Monitoring, and Seeking 

Although not all communication can be planned, nor is it always possible for an administra-
tor to be in control of how much time is spent communicating with different individuals and 
groups, it would appear that many, if not most, administrators need to improve their commu-
nication practices and to adopt additional communication roles.'0  Although the administrator 
as communicator is an important role, it is only one of the many communication roles that are 
essential to the efficient and effective administration of an organization. School administrators 
also frequently find themselves in the role of recipient of messages from others. If the com-
munication to, from, and within an organization is to be efficient and effective, then a school 
administrator will need to become a monitor and seeker of communication. Vail observes that 
the need for added information and better communication makes technology a powerful ally." 
In the following sections the different facets of these four communication roles will be dis-
cussed, as well as the technology available to assist the administrator in managing these roles. 

THE ADMINISTRATOR AS A COMMUNICATOR 

The school administrator, whether a superintendent, a principal, or some other type of admin-
istrator, occupies a key position in the organizational hierarchy that necessitates communi-
cation with a wide variety of people about different situations, problems, and issues. As a 
communicator, an administrator needs to be aware of six basic aspects of communication: 12 

1. The purpose to be achieved by the message. 

2. The person or persons to whom the message is directed. 

3. The sender of the message. 

4. The content of the message. '1 

5. The alternative channels for communicating the message. 

6. The need for feedback or a response to the message. 

The Purpose of the Message 

The initial task for the administrator who wishes to communicate a message to a particular 
individual or group is to think carefully about the objectives that the communication is meant 
to achieve. Is the purpose of the message to inform, to raise questions, to change attitudes, 
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to stimulate action, to inhibit action, to reassure, to solidify support, to clarify, or to achieve 
some other goal? The administrator may possess a general idea of what the communication 
is to accomplish, but more time must be spent identifying the specific nature of the objectives 
the administrator hopes to achieve. As a result of sharpening the focus of the communication 
goals, the administrator will be in a better position to determine the content of a message and 
the communication channel to be utilized. 

After the specific objectives of the message have been identified and clarified, the admin-
istrator should evaluate whether those objectives are attainable. The essential question is 
whether the goals are reasonable, considering the circumstances. For example, the administra-
tor who has decided to reject a set of demands posed by a militant parent organization may 
wish to inform the parents about the decision and, at the same time, to dissuade them from 
taking further action. While the administrator would naturally like to accomplish both goals, is 
it reasonable to assume that any composed message will effectively do so? The first objective, 
that of informing the militant parents of the decision, may be achieved without difficulty, but 
the objective of convincing them that they should take no further action may not be attainable, 
considering the circumstances. This is not to say that an administrator should restrict com-
munication goals only to those that can be easily achieved. It is suggested, however, that every 
administrator examine the feasibility of the communication objectives rather than assuming 
that they will be achieved without difficulty. Such an examination should be conducted after 
the objectives have been identified—and again after the message has been formulated. 

Intended Audience—and Why Some Messages Go Unheard 

Every message from the administrator will be interpreted in light of the conditions in which 
it is received and the characteristics of those who receive it. Depending on the nature of both 
factors, a message may or may not be successfully communicated. Barriers to effective com-
munication with persons to whom the message is directed may stem from their lack of inter;  
est, their inability to understand certain elements of the message, their own personal biases, 
social barriers, and factors about the situation itself. 13 

Lack of Interest in the Message The administrator may believe that the message planned 
to be sent is extremely important and that the persons receiving the message should share that 
attitude. The recipients' interest in the contents of the message, however, will depend on their 
prior attitude toward the sender, the content, and the implications of the message. 

Inadequate Background Knowledge for Understanding Message Content All com-
munications contain particular words and ideas requiring a certain background or degree of 
knowledge. For example, will the parents who receive a message on "alternative program-
ming" fully and accurately understand what is meant by that term? In the absence of that 
necessary background or knowledge, the recipients may fail to grasp what the administrator 
is trying to communicate. 

The Bias of the Recipients The administrator needs to recognize that the content of the 
message will be filtered through the perceptual value screen of the recipients. Certain words in 
the message may be misinterpreted, or the purpose of the message may be distorted. Research 
has shown that people tend to seek messages consistent with their own attitudes and values 
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and that they try to avoid disconcerting messages. 14  Although avoidance or misinterpretation 
of a message cannot always be completely eliminated, the administrator should carefully con-
sider the characteristics of the recipients and the nature of the message to reduce the possibili-
ties of being misunderstood. 

Social Barriers That May Hinder the Message Differences in age, gender, position in the 
hierarchy, and subculture among the recipients or between them and the sender may pose a 
communication barrier. 15  For example, a message may be interpreted differently by physical 
education teachers and social studies teachers; women teachers and men teachers; and new 
teachers and more experienced ones. Particular attention must be paid to the differing ritu-
als that typify the conversational styles of men and women. "Conversational rituals common 
among men," Tannen states, "often involve using opposition such as banter, joking, teasing 
and playful put-downs, and expending effort to avoid the one-down position in the interaction. 
Conversational rituals common among women are often ways of maintaining an appearance 
of equality, taking into account the effect of the exchange on the other person, and expend-
ing effort to downplay the speaker's authority so they can get the job done without flexing 
their muscles in an obvious way. When everyone present is familiar with these conventions, 
they work well. But when ways of speaking are not recognized as conventions, they are inter-
preted literally, with negative results on both sides. ,16  Men may appear hostile or arrogant, 
and women less confident and competent. Any of these social differences may, in a given set 
of circumstances, pose a communication problem for the administrator. 

Sometimes the communication styles associated with women are interpreted as weakness 
because in business and other aspects of public life, the communication styles most familiar 
are those associated with men. DiResta suggests that women may sometimes make it harder 
for themselves to break through the "glass ceiling" due to certain communication traits they 
use, such as excessive head nodding (which women may use to indicate active listening and 
understanding, whereas men may see it as agreement). Other traits DiResta cites are such 
habits as raising the inflection of the voice at the end of a sentence (which makes that sentence 
seem tentative), using weak language, allowing oneself to be interrupted, being too soft spo-
ken, and not accepting opportunities to speak publicly. 17  On the other hand, as Robin Lakoff, 
one of the earliest researchers into gender-based linguistic differences, has pointed out, it is 
important to recognize the part played by female socialization in giving rise to such patterns. 
According to Lakoff, "If a little girl 'talks rough' like a boy, she will normally be ostracized, 
scolded or made fun of. . . . If the little girl learns her lesson well, . . . the acquisition of this 
special style of speech will later be an excuse others use to keep her in a demeaning position, 
to refuse to take her seriously as a human being. Because of the way she speaks, the little 
girl—now grown to womanhood—will be accused of being unable to speak precisely or to 
express herself forcefully." 8  

It must be recognized that differences in tone, inflection, degree of softness or loudness, 
use of pauses, and many other conversational strategies and habits also differ across cultures, 
socioeconomic class, and many other demographic variables. Sometimes what may be consid-
ered weakness may actually be an effort to be polite. 19  Women are socialized to be empathic 
and concerned about connecting with others, feeling responsible for their feelings, and desir-
ous of making them feel comfortable—traits that carry over into communication patterns. 
In that sense, women's conversational style might be said to be well suited in many respects 
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to an increasingly interdependent world where collaboration, inclusiveness, cooperation, 
and teamwork are viewed as more desirable than competition. At the 2000 Women's Ways 
of Leading conference sponsored by the American Association of School Administrators, 
successful educational leaders emphasized the importance of optimism, building alliances 
and partnerships, and spending much time talking with people—and especially listening to 
them. 20  At the same time, as Tannen points out, "One particular burden of this pattern for a 
woman in a position of authority is that she must deal with incursions on her time, as others 
make automatic assumptions that her time is more expendable, although she also may benefit 
from hearing more information because people find her 'approachable."2' 

There are differences in communication styles that exist in culturally diverse communities. 
Communication differences can have a detrimental effect on the school climate, making some 
students and their parents feel like unwelcome outsiders. Taylor suggests two major tactics 
that educational leaders can use to help break down barriers to cross-cultural communica-
tion: (1) Remove any expressions that serve to stereotype groups and reinforce bias and (2) 
become aware of variations in the cultural rules of conversation among different cultures. For 
example, recognize that cultures vary by degree of physical closeness or distance considered 
appropriate as people are standing together engaged in a conversation. Cultures also vary in 
what is considered proper for voice tone, in how pauses and silence are regarded, how softly 
or loudly a person should speak, or whether or not eye contact is permissible. Certain gestures 
or words that might seem humorous in one culture may be considered vulgar, sacrilegious, 
insulting, or taboo in another. 22  A failure to understand students and teachers who come from 
diverse cultural backgrounds can be a major bather to effective communication. 

The Situation Itself In addition to the factors already mentioned, bathers to communica-
tion are sometimes built into the situation itself, including the timing of the message. Distrac-
tions, insufficient time to read the message carefully, and overload of the communication 
channel through which the message is received are all factors that in a specific situation can 
pose bathers to effective communication. In many circumstances there is little that the admin-
istrator can do to overcome these barriers completely. An attempt should be made, however, to 
consider as much as possible the conditions in which the message will be received. To mini-
mize the effects of the barriers identified previously, the administrator needs to think about 
the characteristics of the recipients of the message and the nature of the situation in which 
it will be received. For example, the following questions may need to be asked: What kinds 
of individuals or groups will be receiving the communication? What is their background or 
knowledge in relation to the topic or idea being communicated? What is their present interest 
in and attitude toward the topic or the idea being expressed? What is their attitude toward me 
as a communicator of the idea? What characteristics of the situation in which the message is 
being received may prevent or reduce the possibility that the message will be correctly under-
stood and acted upon by the recipients? What characteristics of the individual or groups may 
cause the message to be misinterpreted or distorted? 

The Sender of the Message 

In no small measure, an administrator's success as a sender of messages also depends on the 
degree of trust that exists between him or her and the recipients of the messages. It also depends 
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on .the prestige of the administrator's position in the organization or community, and on the 
extent to which the individual is perceived as an expert by those who receive the message. 23 

Mutual Trust Trust goes both ways. There must be mutual trust between the communica-
tor and the recipients of the message if effective communication is to occur. According to 
McGregor, trust is the belief that one party will not take an unfair advantage of the other. 24 

If an administrator does not trust the recipients of the communication, then this could affect 
either how the message is framed or how it is delivered. If the recipients do not trust the 
administrator, they are unlikely to believe the message or to receive it in a positive man-
ner. Morse stresses that the building of trust can only occur over a period of time and that 
traditional communication manners often threaten its fragile nature unless open and honest 
communications are maintained.25  Mutual trust is a prerequisite to effective communication. 

Perception of the Sender's Status Also important to effective communication is the sta-
tus of the administrator in the organization or the community. 26  If the administrator is not 
perceived as being very influential in the organizational hierarchy or as possessing requisite 
competency in the area in which communication is attempted, it is probable that there will be 
difficulty in getting others to pay attention to the messages. Certainly, the likelihood that the 
recipients of a message will change their attitude or behavior on the basis of communication 
will depend greatly on their perception of the administrator's status in the organization and 
the recipients' evaluation of that person's expert knowledge in the area under consideration. 

Setting the Tone The administrator can set the tone for communication throughout the 
institution. Schools with high trust levels are more likely to be characterized by communica-
tion that is honest,27  and both communication and institutional effectiveness are better in a 
high-trust setting. Although institutions can be effective in low-trust settings, the environment 
is likely to have an influence on the process. 

Self-Understanding In addition to these factors, it is important that administrators know 
and understand themselves as communicators. The administrator might ask, "Am I better at 
communicating in a one-to-one relationship or in a group setting? Am I better at communi-
cating orally or in writing?" (Administrators who would like to improve their ability to give 
effective speeches and presentations will find helpful suggestions in Ehninger and in Mur-
ray28  and in Bateman and Sigband.29) The particular circumstances and the objectives an 
administrator wants to achieve will largely determine the choice of expression. For example, 
an administrator who wants to establish a secure, mentoring, nurturing climate in the school 
must know how to communicate successfully with the staff to reach that goal. Staff members 
use various communication indicators to judge the security of the school climate. Both the 
actions and the attitude the principal communicates in interacting with the staff will be inter-
preted as indicators of a secure or an insecure climate. 

Understanding Others Knowing preferred personal communication styles is helpful in 
getting out a message. Pilgrim says that just as people interact with the world by using their 
senses (visual, auditory, and kinesthetic or tactile), so they interact with each other by com-
municating in modes related to the senses. She suggests that the verbs people use, along with 
certain bodily movements and stated preferences, provide clues to the type of communication 
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mode they prefer. Visually oriented people think in mental pictures and use expressions such 
as "I see" or "Looks good." Pilgrim suggests communicating with them through pictures, 
charts, and other visual aids. Auditory-oriented people, on the other hand, like to listen. They 
tend to make statements such as, "I hear what you're saying." 

Pilgrim stresses that it is important to discuss and answer their questions when commu-
nicating with people who receive information best in the auditory mode. Pilgrim's third cat-
egory, people who operate in a kinesthetic or tactile mode, are often quite demonstrative and 
movement oriented. They prefer hands-on activities as a way of grasping new information. 
They enjoy touching, feeling, and walking through the steps of a new procedure. 30 

Some Pointers for Communicating Effectively Griffin offers the following communica-
tion pointers for getting across a message: 

The object is not to convince your audience/customer to buy something from you, but to avail 
himself [or herself] of your offer to share something good, great, exclusive, and/or beneficial. 
Sell yourself. Communicate confidence. This means that you should think about your body lan-
guage. Make frequent eye contact with your audience. This suggests honesty—that you have 
nothing to hide. In contrast, looking down or aside suggests shiftiness and evasion. Use open 
gestures. Avoid touching your face; this suggests that you have something to hide. Avoid cross-
ing your arms or putting your hands on your hips; such gestures communicate resistance and 
defiance. When you speak, open your mouth and take your time. Mumbling suggests evasive-
ness, and rapid speech is synonymous with the stereotype of the "fast-talking salesman." Both 
will evoke resistance in your audience/customer.3' 

When nonverbal messages are used without thought and purpose, opportunities to moti-
vate, encourage, and support desired actions may be lost. The resulting negative reaction from 
the staff may seriously impair the administrator from reaching mutual goals and prevent suc-
cessful teaching performance. 

Communication That Encourages Positive Response from Staff Knoll suggests that the 
following communicating behaviors foster a secure climate and subsequently encourage staff 
performance: 

1. Be honest by making open statements about your feelings, attitudes, and reactions to 
situations. 

2. Be tactful and sensitive to staff needs, feelings, and problems, and treat people in a 
nonthreatening manner. 

3. Accept people as they are by respecting individual staff differences, opinions, percep-
tions, and approaches. 

4. Have a positive approach when you greet people, smile at them, and inquire about 
their health, problems, and joys. 

5. Finally, be dependable, so that you will be trusted by the staff.32  

There is also the need to analyze and understand personal strengths and weaknesses as a 
communicator. In many situations, the administrator will have the opportunity to choose the 
medium for the message. That choice should be based at least in part on an assessment of the 
administrator's performance as an individual communicator as well as on an evaluation of 
the effectiveness of the school's communication system and programs. 33 
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WINDOW ON DIVERSITY 

Communication 

CROSS-CULTURAL COMMUNICATION 

Each person is an individual with his or her own ways of doing things, a style of 
speech, and a method of communicating. However, there are some common ways in 
which different cultures communicate. Depending on where you were raised, who 
taught you to communicate, and whether the language you are trying to use is your 
native language, your communication style develops in a unique way. From situation 
to situation, this style may work well, or it might not. 

Sometimes when communicating you may get frustrated with your co-communicator 
for differences in style. But before you get frustrated, remember that different is not 
necessarily a bad thing. It might take a little extra effort, but you can still be successful 
in communication, and, by making that extra effort, you might just learn and gain a lot 

Some Common Differences to Consider in Cross-Cultural Communication 

• Frequency of eye contact 
• Assertiveness 
• Use of hands while talking 
• Physical distance between communicators 
• Speed of speech 
• Use of first names versus titles 
• Volume of speech 
• Use of facial expressions 

Motivating through Effective Communication All administrators are asked to deal with 
issues or morale and culture in their schools. Often the issues revolve around poorly moti-
vated teachers or teachers who disrupt the climate of the school overall. In order for admin-
istrators to surpass these issues, they must learn to communicate on a variety of levels. They 
may find themselves in the role of motivator, trying to gain the support of those around them. 
Covey states that to be a successful leader, you must learn to listen within the frame of refer-
ence of others. 34  He states that mutual understanding is one of the seven habits required to 
become an effective leader. Cooper takes a slightly different approach to motivation, stating 
that recognition of others and their accomplishments is paramount in motivating others to 
follow your lead.35  Taking the time to acknowledge each person individually adds to his or 
her sense of contribution to the organization. This is one way to encourage faculty mem-
bers to explore new teaching methodologies and take the lead when changes are planned 
institutionally. 
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Always Remember! 

Culture is not the same as race, ethnicity, or country of origin. Although all these 
things contribute to culture, many other things do as well. You may have differences 
in communication style with someone who looks just like you, and you may have the 
same style as someone who looks much different. The bottom line is don't assume, 
and remember that everyone is an individual. 

When communicating with someone whose first language is different from your 
own, you may want to remember the following ideas. Speaking louder or elongating 
words is not usually helpful. Instead, speak a little slowly, and ask questions to clarify 
the meaning of what they are saying. If they are having difficulty understanding you, 
try to rephrase your point. Most importantly, be patient and don't be afraid to ask for 
their patience too. Neither of you is unintelligent, and by working together, you will 
be able to communicate with each other just fine. 

A Few Final Tips 

• Avoid using slang words. 
• Use "I" statemepts, not "You" statements. 
• Listen as much, if not more, than you speak. 
• Respect silence in a conversation. 
• Do not judge someone based on accent. 
• Do not interrupt or try to finish someone's ideas. 

Source: Office of Student Activities, Leadership, & Involvement—Leadership Development, 106 Stu-
dent Center, University of Kentucky. Reprinted with permission. Accessed online, http:llgetinvolved.uky. 
edu/Leadership/pdf/Cross%20Cultural%20Communication.pdf, December 27, 2010. 

The Content of the Message 

Ideally, all communications from the administrator should be framed and constructed care-
fully and thoughtfully, although it is recognized that much communication between an admin-
istrator and others is spontaneous and casual. 36  Nevertheless, in those situations in which the 
consequences of the oral or written communication could be significant, the administrator 
should choose and organize all words with special care. The administrator will want people to 
regard these messages seriously, for, in many instances, the words will be closely scrutinized 
and weighed. The administrator should consider the audience for whom words are intended, 
the specific objectives desired, and the nature of the particular communication channel (e.g., 
written, oral) to be utilized. 

Deal suggests that one memo can generate hours of discussion and set up informal net-
works at all levels of the organization. Discussion among workers often involves specula-
tion and inference. Administrators can use this informal networking to their advantage by 
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carefully wording all written documents and keeping all employees current regarding insti-
tutional choices.37  A participatory leadership model has been identified as the most effective 
because it emphasizes open and accurate communication. Goals are set and reached as part of 
the process of reaching organizational goals. 38 

What Administrators Need to Know in Advance The principal who is trying to per-
suade teachers of the desirability of introducing a particular innovation should select those 
ideas, facts, or questions that will be most persuasive to the teachers. In constructing the mes-
sage, the administrator will want to consider the teachers' current attitude toward the innova-
tion, their present knowledge and understanding of the proposed change, their attitude toward 
the principal as the communicator, and the extent to which the communication medium cho-
sen may limit or facilitate understanding the content of the message. 

To achieve maximum effectiveness in communicating, the administrator should also criti-
cally examine the assumptions made in selecting and organizing the content of the message. 
Some of the questions that may need to be asked when constructing the message include the 
following: Is the idea clear? Will the words chosen to express the idea achieve the desired 
goal? How will the receiver perceive the message? Which characteristics of the ideas or words 
used will be likely to have the intended effect upon the receiver? Which ideas or words could 
potentially affect the receiver in ways not intended? What assumptions am I making? (For 
some excellent guidelines on issuing directives and other kinds of messages to subordinates, 
see St. John, and Himstreet and Baty.39) 

Constructing the Content of the Message Research on communication would indicate 
that in constructing the content of the messages, particularly those intended to persuade 
another individual or group, the administrator should (1) concentrate on arousing desire and 
concern before suggesting appropriate action; (2) place highly desirable communication to the 
recipients first, followed by less desirable information; (3) acknowledge opposing arguments 
before presenting a different line of reasoning, unless the recipients are not aware of contrast-
ing arguments to the course of action being recommended (in which case the administrator 
can proceed with the position on the issue or problem without mentioning the other side); and 
(4) recognize that facts alone will not change the opinion or attitude of an individual or group 
whose emotional predisposition runs contrary to the information being presented.40  

Communication Channels 
In communicating a prepared message, in contrast to a spontaneous response, the admin-
istrator can give considerable attention to the communication channels that are available 
and decide which one would most effectively communicate the message. All too frequently, 
administrators appear to think of only one or two means for communicating their messages. 
This is unfortunate because studies such as McCleary's have identified a wide array of pos-
sibilities for communication .41  Figure 4.1 presents a number of these possibilities. 

As Figure 4.1 suggests, a wide variety of communication channels should be considered. 
Multimedia communication incorporates verbal, writing, visual, and electronic components, 
such as graphics, sound clips, artwork, and photography. After an administrator has deter-
mined which communication channels are available in each situation, the best possible means 
of communicating the message should be reflected. Although this step may appear obvious, 
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FIGURE 4.1 
COMMUNICATION CHANNELS 

Writing 

• Note 
• Letter 
• Memorandum 
• Community Newspaper 
• School Bulletin 
• Internet 
• Whiteboard 
• Computer 

Verbal Face-to-Face 

• Individual Conference 
• Small Group Meetings 
• Large Group Meetings 
• Social Functions 

Verbal/Electronic/Visual 

• Telephone 
• P.A. System 
• Overhead/Slide Projector 
• LCD Projector Panels 
• Radio 
• Television 
• Videotapes 
• Electronic Mailboxes 
• Internet (including e-mail, 

Facebook, Twitter, and 
YouTube) 

• CD-ROM 
• DVD 

administrators too often fail to analyze the strengths and weaknesses of the various communi-
cation media available to them. They habitually write a memo, speak over the public address 
system, or prepare a staff bulletin instead of carefully and realistically assessing the commu-
nication channels that might best serve the needs of each situation. Even in instances where 
administrators do decide to continue using a familiar communication such as a memo, they 
should not do so unthinkingly but be very conscious of what they are trying to accomplish. 
They might want to ask themselves questions such as these: How many people are likely to 
read this memo before it reaches the target audience? How does the verbiage used in memos 
from this office affect the climate and culture of the institution? How do staff members, such 
as administrative support staff, determine compliance with items mentioned in memos? Such 
questions help administrators become aware of various aspects of their approach to commu-
nication, how effective it is, and whether they should examine other communication channels. 

Computer-Based Communication An alternative approach might be the use of a 
computer-controlled voice message system that could ease communication difficulties 
between parents and schools, teachers, administrators, and staff. Using a computer, a princi-
pal can leave messages on the telephone for as many parents and staff as need to be contacted 
via this electronic mailbox. 42  Huntington discusses several basic Internet resources available 
to school administrators that can serve as two-way communication devices to other educa-
tors, the local community, or a community of peers around the world. These tools are Internet 
e-mail, newsgroups (discussion groups), electronic bulletin boards (message boards where 
specific information related to a topic is posted by various individuals), and listservs (elec-
tronic mail lists where an individual can send and receive e-mail messages, which go to the 
e-mail boxes of everyone in a select group simultaneously).43  A school Web page is another 
way many schools are using computer-based communication. It is also important to note the 
use of Facebook, Twitter, Linkedln, and other Social Networking sites as valuable forms of 
electronic communications. 
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Etiquette for the Electronic Age In using these tools, it is especially important to remem-
ber the etiquette of electronic communications. Without the ability to read a facial expression 
or body language, a recipient can easily misinterpret a message sent electronically. Numerous 
guidelines may be found on the Internet to aid in creating e-mail messages in a courteous, 
professional manner, and many institutions now have strict policies regarding the use and 
wording of such communications. E-mail users need to make every effort to prevent mis-
understandings. For example, it is important to avoid such practices as typing certain words 
or entire messages in all-capital letters (they are harder to read and also suggest shouting) or 
sending long attachments without the recipient's permission (attachments may be in a format 
that cannot be opened by the recipient). Where possible, it is often better to copy and paste 
material into the body of the e-mail rather than sending it as an attachment. Including a sub-
ject line identifying the content of the message shows consideration to time-pressed recipi-
ents, who can see at a glance what the message is about. When replying to a message, it is 
helpful to include the original e-mail message (if it is short) or small snippets of it so that the 
recipient, who may receive hundreds of e-mails, can know that this message is a response to 
a particular question or comment sent previously. It should be kept in mind that many people 
have e-mail programs that can only read plain text rather than the hypertext markup language 
(HTML) used on the World Wide Web. Thus it is better to make sure e-mail has been set up 
to go out as plain text, which works well with all e-mail programs—unless it is known that 
the recipient's e-mail program can accommodate HTML formatting (which permits colored 
fonts, italic, boldface, and so on). Additionally, proper etiquette is particularly important for 
short messages. Twitter, for example, functions more as a real-time communication. As Twit-
ter messages are limited to 140 characters, the following are offered as tips for making your 
tweets something valuable to followers: 

• Beat the 140 character limit by linking to a Web page with more information. 

• Don't diminish your effort with misspelled wordz. Typos stand out. 

• Add your Twitter address to your e-mail signature and school district letterhead. 

• When you issue news releases or parent letters, tweet with a link to your Web site. 

• When news media outlets print or air a positive story about your district, tweet it, with 
a link to the story. 

• Limit the personal stuff unless you know followers care where you go or who you meet. 

• Do it daily. People value online resources they care about and that are regularly 
updated. 

• Focus on what's ahead with tweets about upcoming events. 

• Check your followers occasionally. Some Twitter users follow hoping you will follow 
back. Block them so you can focus on those followers who really matter. 45 

Nonverbal Messages In becoming aware of different kinds of communication channels, 
administrators need to recognize that, in a sense, they also represent one type of communica-
tion channel. Whether they realize it or not, administrators communicate to people nonver-
bally through facial expressions, gestures, dress, tone of voice, and the physical environment 
in which they communicate. 46  Through these nonverbal means they can and do (often inad-
vertently) communicate surprise, fear, anger, disgust, disappointment, sadness, happiness, 
and other kinds of emotions and reactions. As long as the message communicated through 
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nonverbal means coincides with the message they are communicating in other ways, there 
is no problem, and, in fact, the nonverbal methods can be helpful. When the verbal and the 
nonverbal messages contradict each other, problems can definitely result. 47  For example, if an 
administrator speaking to a parent is asking for cooperation, while inadvertently conveying 
dislike through facial expression or tone of voice, then there exists a very real possibility of 
communicating contradictory messages. 

It is not always possible, of course, to be aware of how one is communicating nonverbally 
or to control one's nonverbal messages. An administrator should make an effort to develop a 
better understanding of this subtle channel of communication, however, and to be aware that 
an inconsistency between verbal and nonverbal messages could explain certain problems in 
communication. 

Communicating with the Public 

In communicating with the public, personal contact is probably the most effective method, but 
the best way to reach a large number of people in a short time is through the media. News-
paper, radio, or television coverage gives administrators an opportunity to communicate their 
story to a large group, although the form that story takes is beyond their control. The right of 
the press to cover news, and the public's right to know it, will frequently dictate the reporting 
of newsworthy events in schools—both good and bad. Consequently, the school administra-
tor must work with the media to ensure that the communications to the public are as fair 
and as accurate as possible. A collegial relationship between the reporter and the administra-
tor, based on trust and mutual respect and understanding, can be developed by providing the 
press with a steady flow of information and frequent communications, not just at budget time. 
Honesty, credibility, and respect for reporters' deadlines also contribute to a good working 
relationship. When inevitable mistakes do occur in coverage, the school administrator should 
make it a practice never to take negative reports or mistakes personally. 48 

Newquist has assembled various tips for administrators in using the media to the best advan-
tage. Drawing upon advice from various public relations specialists, she suggests being alert to 
possible story angles about various aspects of the school's mission, events, and people. Inviting 
reporters to special events, informing them about new programs, finding ways that local school 
news can tie in with a national education story, and spotlighting a special aspect of one of the 
teacher's or student's lives outside the school are some of Newquist's suggestions .49  Preparing 
press releases and even a press kit is a good idea. An excellent example is the National Aero-
nautics and Space Administration (NASA) guide to aid schools in preparing such materials. 50 

In crisis situations, it is critical that schools be proactive in their communication, includ-
ing having a plan in place before a disaster or controversial incident takes place.5' Newquist 
stresses the importance of a timely response. "No matter how awful or how minor, if an 
incident has captured the attention of the school, the community, or the world, be prepared to 
talk about it—publicly and immediately." She stresses that the communication must begin by 
informing the faculty and staff and, next, the parents. In dealing with the print or broadcast 
media (if the incident has drawn attention beyond the school), she suggests that one spokes-
person be designated to receive all media calls. 52  Newquist points out that not all crisis man-
agement is centered on some catastrophic event. It might be related to questions the public 
has about poor test results, programs that have been eliminated, a change in administration in 
midyear, or a new policy, to mention only a few. 53  What is important is to anticipate questions 
and be prepared to answer them in a calm, informative manner. 
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Public Speaking 

Every administrator must develop the skills needed to be an effective public speaker whether 
making presentations to the school board, addressing students at assemblies, speaking to 
parents at a PTA program, or training staff at workshops. Robert D. Ramsey, the author of 
Lead, Follow or Get Out of the Way, suggests the following tips for school leaders and public 
speaking: 

• Prepare with both the topic and listeners in mind. Tailor the subject matter and gear the 
vocabulary to each specific audience. 

• Believe in your message. Give your own speech. Use your own words. 

• Your goal should be to present a clear message using powerful word choices. 

• Always number your note cards. Don't even think about stapling them together. 

• When rehearsing, pay attention to timing. Resist the tendency to talk too fast. It's a mis-
take that many inexperienced speakers make. 

• Personally check out the location and setting of each speech in advance. 

• Make friends with your nervousness. Use the energy to become more animated in your 
presentation. 

• Plan what to do with your hands. If nothing else, keep them at your side or rest one on 
the podium. 

• Pay attention to posture. Maintain a professional demeanor. If you look like a leader, 
you're more likely to sound like one. 

• Do whatever it takes to get the audience's attention early in the presentation. 

• Stay clear of ethnic stories, risque humor, and jokes that belittle others. 

$ DECISION -MAKING ACTIVITY 
SPEAKER'S CHECKLIST 

Before giving your next speech or presentation, check out the following: 

Seating arrangement: Are there enough chairs? Can you get close to the audience? 

Acoustics: Can everyone hear? 

Sight lines: Can everyone see? 

Lighting: Is it adequate? Can it be adjusted? Where is the dimmer switch? 

Temperature: Is it comfortable? How is it regulated? Where are the controls? 

Podium: Is it the right height? Does the podium light work? Is there a fresh glass of water 
on the podium? 

Microphone: Does it work? Is there a backup? 

Audiovisual equipment: Is it set up? Does it work? Are there extra bulbs and fuses? Is a 
technician available in case of emergency? 

Source: Robert D. Ramsey, Lead, Follow or Get Out of the Way: How to Be a More Effective Leader in Today's 
Schools (Thousand Oaks, CA: Corwin Press, 2005), p. 151. 
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• Use visual aids, wherever they fit. (Remember that 80 percent of what people remember 
they pick up visually.) 

• Don't be afraid to pause to let your message sink in. An occasional lower and slower 
tone can also focus the audience's attention. 

Always try to end with a clincher. 54 

THE ADMINISTRATOR AS A RECIPIENT OF COMMUNICATION 

Thus far, the emphasis has been placed on the administrator's role as a communicator. In 
many cases, the administrator is also a recipient of communication. Because administrators 
occupy an important position in the school organization, they will receive various kinds of 
written and oral messages from students, teachers, parents, and other individuals with whom 
they come into contact. 55  These messages need to be evaluated by the administrator as to their 
relevance, substance, significance, and implications. The importance of evaluating communi-
cation from subordinates to superiors is underscored by findings from several research stud-
ies. For example, a laboratory experiment by Kelly found that low-status participants were 
typically uncritical in their communications to higher-status participants and frequently com-
municated more irrelevant messages than did the high-status participants. 56  Kelly's findings 
were supported by Hurwitz, who discovered in a study of communications between various 
professional participants that lower-status professionals talked less and were less often critical 
of higher-status professionals. 57  More recent studies confirm this type of communication. 58 

These studies suggest that, due to the administrator's status, subordinates will send few 
crucial messages. On the other hand, subordinates—particularly those who are aiming to 
advance their personal interests—will send a number of laudatory messages. The implication 
is that the administrator may find it difficult to obtain accurate information from subordi-
nates about proposed or executed actions. This poses a significant problem for administrators 
because they are always in need of valid information. There is probably no perfect solution 
to this difficulty, but the administrator interested in obtaining complete and honest feedback 
from subordinates will encourage them to "speak their minds," will avoid reacting negatively 
to those who do so (even if the message is critical in nature), and will recognize that even 
under the best circumstances the communication received from subordinates may be less than 
completely candid. 

Examining Messages 

As a recipient of communication, both verbal and oral, the administrator should examine all 
messages by mentally raising the following questions: 

1. Why is the message being sent? What is its purpose, either stated or implied? What 
does the sender hope to accomplish? 

2. What is the factual basis for the message? Which statements in the communication 
rest on fact, which are based on opinion, and which rely on assumption? 

3. What necessary information is not included in the message? What questions does the 
message fail to answer? What additional questions does it raise? 
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4. What does the message tell the administrator about the sender? What does it reveal 
about the sender's expectations for the role of the administrator? What does the com-
munication suggest about the sender's perception of or relationship with other people, 
inside or outside the organization? 

The messages that an administrator receives will contain facts, perceptions, opinions, and 
assumptions. In many, if not most instances, a message will contain few confirmed statements 
of fact, although it should be noted that the observations or opinions offered in a message 
may be perceived as factual by the sender. 59  While this perception needs to be considered in 
responding to a message, the initial task for the administrator is to analyze the communication 
received, with regard to which aspects of the message appear to be factual and which parts 
will need to be validated. 

In addition, the administrator will want to examine a message for its purpose and the extent 
to which it provides insight into the sender's personality and the expectations for the behavior 
of the administrator. All messages are sent for a purpose and are based on an expectation that 
the administrator will respond in a particular way. It needs to be recognized, however, that 
the purpose of a message or the sender's expectations and real feelings on a matter may not 
be stated explicitly.60  Therefore, the administrator needs to examine each message carefully, 
trying to "read between the lines" for clues that will offer better information about the true 
purpose behind the message and the actual behavior expected. 

Listening Effectively 

Perhaps one of the most important roles an administrator can play as a recipient of com-
munication is that of listener. In an early study Rankin found that the communication day of 
an administrator was divided into the following activities: writing, 9 percent; speaking, 16 
percent; reading, 30 percent; and listening, 45 percent. This study, which has often been rep-
licated, shows that listening is the most frequent communication activity, making up almost 
half of the efforts spent in communication. 61  Much of the communication that administrators 
receive is oral; therefore, empathetic, accurate listening is necessary for a valid understanding 
of what is being communicated. 

If an administrator is not a good listener, the very real possibility exists of not fully under-
standing what is being said. Or, even more seriously, people will avoid expressing themselves 
because of the administrator's reputation as a "poor listener" or someone who "doesn't care." 
A recent study found that most people value coworkers and employers who are skilled listen-
ers and who show their interest in others by their focused and genuine empathy. 62  Although 
most administrators would probably like to believe that they are good listeners, reports from 
teachers suggest just the opposite.63  Actually, most people are probably not good listeners and 
tend, all too frequently, rather than listening, to be waiting for the other party to finish talking 
so their own views can be expressed. One easy way to demonstrate this phenomenon is for a 
third party to ask the recipient of an oral communication to summarize the communicator's 
message to the latter's satisfaction. 

Effective listening is not a skill that is inherited or automatically acquired; it must be devel-
oped and cultivated. In part, it involves an attitude that indicates the administrator is interested 
in and cares about what the other party has to communicate.' It is an attitude that cannot 
be easily fabricated without self-betrayal, and, to be effective, it must be sincerely felt and 
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FIGURE 4.2 
LISTENING HABITS AND RECOMMENDED BEHAVIORS 

To Be Avoided 

Faking attention (pretending to listen) 
Listening for facts without considering 

the broader meaning 
Concentrating on physical appearance 

and delivery at the expense of verbal 
content 

Yielding to distractions 
Dismissing content as uninteresting 
Ceasing to listen because the content is 

difficult to comprehend 

Recommended Responses 

Showing Attention 

Seeking More Information 

Seeking Clarification 

Paraphrasing 

Reflecting Emotion 

Summarizing 

To Be Developed 

Screening out extraneous distractions 
Concentrating mentally and physically on 

what the other person is saying 
"Listening with a third ear"—being sen-

sitive to what the person seems to be 
saying . . . or not saying 

Asking questions to draw the other person 
out and to clarify ideas 

Responding to the other person nonjudg-
mentally 

Summarizing periodically what you think 
the other person has been saying, and 
obtaining his or her reaction to whether 
or not you accurately heard him or her 

Examples 

"Yes." "Ah, ah." "I understand." 
Periodic, slight nodding of the head. 

"That's interesting. Could you tell me 
more about that?" 

"I'm not sure I fully understand. Could 
you elaborate or give me an example?" 

"You seem to be saying . . . Is that 
correct?" 

"You seem upset with me. Is this the 
way you feel?" 

"Let me try to identify the main points 
you seem to have made, and you let 
me know if I have missed anything." 

communicated nonverbally as well as verbally. Newton recently wrote that people relate to 
us in large part because of our relative effectiveness in communication, and any person who 
desires to become a better listener must first have a change in attitude. A person must become 
more resolved to learn from others and to acknowledge that everyone has something to teach.65  

Effective listening also involves avoiding some bad habits and developing good ones, as 
indicated in Figure 4.2.66 

Listening is a skill that must be practiced and continually refined. The administrator who 
is interested in further developing this skill should examine writings on the subject, including 
Nostrand and Shelley's An Educational Leadership Listening Model.67  

THE ADMINISTRATOR AS A MONITOR OF COMMUNICATION 

It should be obvious that the school administrator is not the only one in the organization who 
is sending and receiving communications. For example, within a school, students, teachers, 
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support staff, secretaries, and custodians are all communicating to various people and with 
one another. Staff communications can set the tone and goals of a school. A positive or nega-
tive verbal environment is often reflected in the communication skills teachers and adminis-
trators choose to use, be they in the elementary, middle, or high school. 

Setting a Positive Tone 

A positive verbal environment can make children or youth feel good about themselves and see 
the school as a positive influence in their lives. Adults using words to show affection for chil-
dren and demonstrating a sincere concern for them by using children's interests as a basis for 
conversation convey a positive message. Teachers or administrators paying superficial atten-
tion to what children have to say, adults speaking discourteously, and staff members actively 
discouraging students from talking to them create a negative verbal communication environ-
ment. The administrator must provide a high level of strong leadership in monitoring the 
communication climate for learning.68  Most importantly, administrators need to be aware that 
those who focus on communicating their own "rightness" become isolated and ineffectual.69  

Communication Networks Outside the School 

In addition, within a school district, communications pass from the people in the district office 
to the individual schools, and vice versa. There is also the environment external to a school 
or school district, where special-interest groups, parents, community leaders, and others com-
municate about and to the school and receive messages from those associated with the school 
or school district. Complex? Indeed! But it is in the best interest of the school administrator 
to try to monitor (to the extent feasible) the communication networks, both formal and infor-
mal,70  that operate in the organization and community, and to ascertain message distortions of 
one kind or another. There are numerous examples of these message distortions that we will 
describe next. 

Monitoring communications means that a school administrator should attempt to stay 
informed about who is communicating with whom and about what in regard to the school 
or school district. It will, of course, be impossible for an administrator to always know all 
the different messages that are being sent to, from, and within the school organization. By 
identifying and then establishing open lines of communication with certain key individuals 
and groups designated as key communicators, however, an administrator should be able to 
monitor the most important messages emanating from and being sent to the school. The key 
communicator concept has typically been applied to the school's community setting, 7' but in 
discussing the administrator's role as a monitor of communication, its application is expanded 
to communication that occurs within the school organization as well. 

School Secretaries as Communicators 

One of the key communicator groups consists of the school secretaries, especially those who 
are in a position either to implement a school administrator's directives or to send messages 
to and receive them from others in the school organization and community. For example, a 
principal may have informed the faculty of an "open-door" policy that includes the principal 
being always receptive to hearing about teachers' problems and concerns. Despite all good 



Chapter 4: Communication 	119 

intentions, if the principal's secretary is sending a different message to the teachers, either 
through nonverbal mannerisms or by overzealous behavior—for example, "The principal 
can't see you now; The principal is too busy!"—then the objectives of the principal's open-
door policy are unlikely to be achieved. 

School secretaries are also key communicators regarding the messages they send to and 
transmit from parents and the general public. School secretaries, however, can cause problems 
through telephone messages transcribed inaccurately or passed along improperly and through 
any inappropriate demeanor in answering school telephones or greeting people who visit the 
school. 

Training for Secretaries and Other Support Staff An initial question for the school 
administrator to answer is, Are the school secretaries sending and transmitting accurate and 
helpful messages to the people within the school and to those persons who contact the school? 
This will be a difficult question to answer. Nevertheless, by getting out of the office fre-
quently, maintaining a high degree of visibility and accessibility, and actively seeking the per-
ceptions of people who have had contact with the school secretaries, an administrator should 
be able to monitor the communication behavior of these key communicators. If problems are 
discovered, the school administrator can either attempt to assist the particular individuals who 
need improvement or, if the problem is widespread, provide in-service education for all of the 
secretaries. 

The U.S. Department of Labor notes that the numbers of employers utilizing nontradi-
tional workforce members are increasing, as is the amount of technology employers expect 
those employees to utilize. 72  The most efficient way to create a staff that meets the specific 
needs of an institution is to train them in-house. How employees are trained will directly 
reflect the organization they are representing. One of the most important aspects of employee 
training is communication technique. This includes what is said to employees and how they 
relay information to others with whom they come in contact. Training must now include many 
interaction formats—spoken, written, telephone, and electronic. 

Research by Kouzes and Posner showed that continual and adequate training significantly 
reduced employee grievances, absenteeism, and disciplinary problems. 73  They also note that 
although it may be tempting to reduce the funding required for these in-service training ses-
sions, without employee renewal in place the institution risks falling behind the competition. 
Part of employee renewal is revision of the team. People become used to communicating 
with each other and often need to be refreshed in order to ensure they bring the most to the 
organization as well as get the most satisfaction from their job. They also remind us that work 
should be fun, and humor can be an effective method of communication when introducing 
new skills or tasks into the work setting. 74 

	 - 

Department Chairs and Unit leaders as Communicators 

Department chairpersons or unit leaders in a school represent another key group of com-
municators. These individuals play what Likert refers to as a "linchpin" role in the school's 
organizational structure, in that one of the responsibilities of their positions is to transmit 
messages from the school principal to the teachers in a department or unit, and vice versa. 75  In 
their roles as transmitters, the department chairpersons or unit leaders may be communicating 
accurately and completely the intent and content of messages from the principal to teachers in 
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their department or unit. Some of them, however, may be misinterpreting, garbling, or omit-
ting essential details, or may be failing to pass on certain or many aspects of the principal's 
messages. Of course, the same kinds of problems could be occurring in regard to messages 
that teachers try to send to the principal through the department chairperson or unit leader. 
This type of miscommunication may or may not be intentional, but if it occurs, it can nega-
tively influence the operational efficiency and goal achievement of an organization. 

To determine whether communication problems are occurring within this group of key 
communicators, the school administrator should formally and informally survey the teach-
ers in the school to ascertain whether the principal's messages are reaching the teachers as 
intended, and whether the teachers' messages for the principal are solicited by the department 
heads and are properly forwarded. Obviously, surveys need to be conducted carefully to avoid 
upsetting the department chairpersons or unit leaders. The administrator should recognize that 
one cannot just assume that those communicators are doing their jobs; some type of periodic 
assessment will be needed.76  

Community Leaders as Communicators 

A third group of key communicators is formed by those individuals in the community who 
are leaders of organizations, such as the PTA, or leaders of special-interest groups, such 
as the Junior Chamber of Commerce. According to Kindred and his associates, key com-
municators need not always be leaders of an organization but can be "barbers, beauticians, 
bartenders, owners of restaurants, gas station operators, doctors, dentists, letter carriers, or 
people to whom citizens turn and ask, 'What do you think about that? "77  The latter group 
would certainly include individuals who engage in informal discussions at the supermarket 
or local coffee shop, as well as reporters, who are definitely key communicators in a more 
formal sense. 

The first task for a school administrator who wishes to monitor the communications of the 
key communicators in the community served by the school or school district is to ascertain 
their identities. The kinds of persons who might be key communicators in one locality may 
not be influential in a different community. The leaders of organizations whose primary pur-
pose is to improve education, however, such as the PTA or organizations that have subcom-
mittees devoted to education, are likely to be key communicators in any school community. 
(For more information on this aspect, see Gorton and Thierbach-Schneider. 78  ) These are the 
individuals with whom the administrator should establish open lines of communication. Fre-
quent and informed contact must be maintained, particularly about whether these key com-
municators are receiving and sending accurate information about the school or school district. 
The other types of key communicators referred to by Kindred—for instance, beauticians and 
barbers—will be more difficult to identify because their communication status and the rel-
evance of their communications about the school may not be obvious. If an administrator 
lives in the community, over time some insight into who these key communicators are can 
be developed. In addition, an administrator can try to tap the knowledge of those faculty and 
staff members who live in the school locality as to the identity of key communicators. Once 
these key communicators have been identified, it is important for the school administrator to 
develop and maintain open lines of communication with them. It is typically these kinds of 
key communicators who tend to hear the rumors and gossip about the school. They can be 
useful in alerting an administrator to this type of communication. 
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Monitoring the communication occurring within, to, and from an organization will require 
an alert, energetic, perceptive administrator. It will also require an administrator who is an 
active seeker of communication, a topic to be addressed in the next section. 

THE ADMINISTRATOR AS A SEEKER OF COMMUNICATION 

No administrator can afford to limit communication behavior to merely sending, monitoring, 
and receiving messages. An administrator must also actively seek facts, perceptions, and ideas 
from other people. Administrators who assume that they will be supplied with all the informa-
tion needed in order to make a decision, or that all the communications transmitted will be 
accurate, valid, and complete, are not thinking realistically. Important information may some-
times be withheld because it is thought by others to be of little interest to the administrator or 
because of fear that the nature of the message might adversely affect their rapport. To over-
come these barriers to communication, an administrator must make continuous and persistent 
efforts to learn the attitudes and opinions of coworkers. 

For example, after the administrator has initiated messages to others, an attempt must 
be made to obtain accurate and complete feedback from them on their perceptions of what 
the intent of the communication to them was. It is not enough merely to express decisions, 
wishes, feelings, instructions, evaluations, or directives for action. The administrator must 
also ascertain whether the messages have been correctly understood. 

In addition, the administrator needs to inquire whether the communications have produced 
the desired effects. As an illustration, the teachers in a particular situation may have under-
stood what the administrator was saying over the public address system, in a memo, or during 
the faculty meeting, but the crucial question is, Did the message produce the desired results? 
If the answer is negative, the administrator has not necessarily failed to express the message 
clearly, but obviously the message was not completely successful. As a seeker of communica-
tion, the administrator needs to obtain feedback on two dimensions of any message: (1) Was 
it correctly understood? and (2) Did it produce the desired effect? 

Encouraging Communication at Every Level 

The administrator also needs to encourage accurate and full communication throughout the 
school organization. There is evidence that, in many organizations, communication, partic-
ularly formal communication, flows from superior to subordinate; there is frequently little 
upward or lateral communication. 79  The task for the administrator is to convey to all indi-
viduals and groups the need for upward and lateral communication and to develop feasible 
methods for transmitting this kind of communication. Schmuck and Runkel present several 
examples of such methods. 80 

In addition, the administrator will need to create a feeling and atmosphere of trust and 
respect on the part of the people in order to encourage them to communicate more. Unless 
people feel secure in communicating certain information and feel that what they are com-
municating will be taken seriously, they are not likely to increase their communication. 81 

A principal may need to check out the employees' perceptions of the communication cli-
mate within the school and to determine staff perceptions of the communication relationship 
between the principal and staff, as well as how these are related to the overall communications 
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climate in the school. A communication audit survey designed to measure perceptions about 
communication sources, messages, channels, and receivers could be administered to obtain 
quantitative information. Focus group sessions with all staff could provide extremely use-
ful qualitative information on communication patterns, outcomes, relationships, and content 
within the school. Results may indicate that a school might improve its communications cli-
mate by increasing the amount and frequency of internal communication at all levels or that 
the communication relationship most in need of attention involves the principal. To enhance 
organizational effectiveness, the principal may discover from such a survey that a need exists 
to develop strategies to build personal and organizational trust and that all department heads 
should meet collectively and individually to develop strategies and techniques to improve the 
school's climate. 82 

EXPANDING INFORMATION SOURCES 

If an administrator is to secure the desired kind of feedback to perform all aspects of the 
job effectively, all sources of information will have to be expanded. Many administrators' 
sources of information are limited, either because of their position in the organizational hier-
archy or because of other people's perception of their availability or receptivity to commu-
nication. Although administrators often proclaim an open-door policy, these administrators 
should realize that the door may not be perceived by everyone as truly open, especially not by 
people with disturbing or disagreeable messages. Consequently, an administrator's contacts 
may be restricted to only certain kinds of individuals bearing information that is regarded as 
nonthreatening. 

Administrators, therefore, must be careful to avoid the situation of receiving their informa-
tion, recommendations, evaluations, and reactions from a select group of people who tend to 
see things in a similar way, either because they share values or because they do not want to 
impair their relationship. Since administrators need diversity rather than similarity of opinion, 
additional sources of information providing perceptions of a problem or situation must be 
developed. Administrators especially need to identify and secure ideas and opinions from 
those students, teachers, parents, and other professional or community people who may hold 
contrasting sets of values or objectives. In all respects, in order to serve everyone's best inter-
ests, administrators must become active seekers of communication from a wide variety of 
people, utilizing a wide array of communication resources. 

SHARING EXPERIENCES AND NETWORKING 

Ackerman offers an innovative technique, the case story, to help break down the isolation 
of the administrator. It is a combination of the conventional case study and the artistry and 
imagination of storytelling. Writing and sharing their stories with other educators allows 
administrators to better understand their own theories of practice and dilemmas, as well as to 
explore new possibilities with each other. The results are that participants begin to think more 
critically and less self-centeredly, to assist each other in gaining insight and perspective, and 
to grow professionally. 83 
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In addition, communication with others can be greatly expanded and enhanced by linking 
computers and developing administrative networks. Through a network, teachers and admin-
istrators can communicate about faculty meetings, student progress, and parent conferences. 
Administrative networks can connect every classroom in the school to the principal's office so 
as to make regular reporting easy, and can also connect the principal to the superintendent's 
office or the district's administrative computing system. The computer network streamlines 
financial management, inventory control, transportation scheduling, word processing, and 
attendance information for immediate communication to a wide audience. A network commu-
nication system also enables principals to communicate with one another, with research orga-
nizations, with state departments of education, and with professionals throughout the world, 
exchanging valuable information on education issues and challenges. Networking is no longer 
a futuristic concept. Comprehensive networking strategies provide an integrated solution for 
communicating and sharing information, be it via fiber-optic video delivery or by connecting 
personal computers, iPods, iPads, and other smartphones.84  

Most of the case studies, suggested learning activi- best opportunities for testing understanding and effec-
ties, and simulations presented in Part II of the text tive use of communication concepts: Cases 1, 10, 
require appropriate use of the ideas in this chapter. 	13, 14, 16, 33, 39, 54, 56, and 60 and the in-basket 
The following exercises, however, should provide the exercises. 
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CHAPTER 

5 
Conflict Management 

APPLICABLE ISLLC STANDARDS 

STANDARD 3: An education leader promotes the success of every student 
by ensuring management of the organization, operation, 
and resources for a safe, efficient, and effective learning 
environment. 

FUNCTIONS: 	A. Monitor and evaluate the management and operational 
systems 

B. Obtain, allocate, align, and efficiently utilize human, 
fiscal, and technological resources 

C. Promote and protect the welfare and safety of students 
and staff 

D. Develop the capacity for distributed leadership 
E. Ensure teacher and organizational time is focused to 

support quality instruction and student learning 

11 STANDARD 5: An education leader promotes the success of every student by 
acting with integrity, fairness, and in an ethical manner. 

FUNCTIONS: 	A. Ensure a system of accountability for every student's 
academic and social success 

B.  Model principles of self-awareness, reflective practice, 
transparency, and ethical behavior 

C.  Safeguard the values of democracy, equity, and diversity 
D.  Consider and evaluate the potential moral and legal 

consequences of decision making 
E.  Promote social justice and ensure that individual student 

needs inform all aspects of schooling 

STANDARD 6: An education leader promotes the success of every student by 
understanding, responding to, and influencing the political, 
social, economic, legal, and cultural context. 

FUNCTIONS: 	A. Advocate for children, families, and caregivers 
B. Act to influence local, district, state, and national 

decisions affecting student learning 
C. Assess, analyze, and anticipate emerging trends and 

initiatives in order to adapt leadership strategies 
128 
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It is understandable that an administrator should wish to avoid conflict, especially if a par-
ticular conflict could be disruptive. By trying to avoid all conflict, however, an administra-
tor could be ignoring or suppressing significant problems or issues that need to be aired if 
they are to be ameliorated or resolved. Moreover, as Wexley and Yukl have emphasized, 
"Interpersonal and intergroup conflict occur to some extent in all organizations and are a 
natural part of social relationships." The challenge, according to Wynn, "is not to elimi-
nate conflict but to minimize its destructive impact and make it a positive force in the 
organization."2  

To meet this challenge, the administrator will need to engage in conflict management. 
In this chapter, conflict management will be broadly defined to address two aspects of the 
topic. On one hand, conflict management refers to efforts designed to prevent, ameliorate, 
or resolve disagreements between and among individuals and groups. On the other hand, 
conflict management may also include efforts by the administrator to initiate conflict—not 
for its own sake but because of a need to take an unpopular stand or introduce changes that 
some will oppose. Although many readers may perceive the concept of initiating conflict as 
radical, the social science literature supports the proposition that in some cases an adminis-
trator may need to take action resulting in possible conflict for an individual or group whose 
performance has become complacent or stagnant.3  

Since many of the conflicts arising in an organization are role conflicts, a discussion 
of the basic concepts of role theory will be presented first, as an introduction to conflict 
management. 

ROLE CONCEPTS 

Every administrative position in an effectively managed organization has job descriptions 
or policy statements, written and emanating from a governing board, that embody the for-
mal expectations of the organization. In addition, every organization usually has implicit, 
frequently unexpressed expectations for an administrator's behavior that originate with the 
various individuals or groups with whom the administrator comes into contact. Together, 
both sets of expectations constitute a behavioral definition of the role different individuals or 
groups—both formal and informal—believe the administrator should perform in a particular 
situation. As Getzels has observed, "The expectations define for the actor [administrator] 
what he [or she] should or should not do" while the actor "is the incumbent of the particular 
role. "4  The expectations, according to Gross and his colleagues, also serve as "evaluative stan-
dards applied to an incumbent in a position,"5  and therefore can represent a powerful source 
of potential influence on any administrator's behavior. 

The behavior of an administrator is also affected by personal needs, however, regarding the 
role the administrator should play. These needs become the administrator's self-expectations 
and may be more important than the expectations of others in determining the role to be 
taken in a given set of circumstances. For example, if an administrator would rather play 
the role of manager than instructional leader, most energies will be focused on administer-
ing an efficiently run school, despite the expectations other individuals and groups have for 
the administrator to perform the role of instructional leader. Figure 5. 1, based on the Getzels 
model, illustrates major factors that can influence an individual's role behavior.6  It shows that 
both the institution and the individual, that is, the administrator, are influenced by the larger 
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culture in the development of their expectations and need dispositions. The model implies that 
one source of the administrator's self-expectations is underlying personal needs. It further 
indicates that the administrator's behavior is affected not only by personal needs but also 
by the role expectations held by other relevant individuals and groups. Finally, the model 
suggests that the administrator's behavior is a result of interaction between personal need 
dispositions and the role expectations held by others associated with the institution. Based on 
the Getzels model, it would appear that, as long as the administrator's need dispositions are 
compatible with the expectations of others, conflict will be minimal. When need dispositions 
and expectations clash, role conflict is likely. 

ROLE EXPECTATIONS OF INDIVIDUALS AND GROUPS 

The preceding discussion indicates the importance for an administrator of knowing the role 
expectations of others. No inference should be drawn that an administrator must conform to 
these expectations. As Campbell has noted, "Only by an understanding of these expectations 
can the administrator anticipate the reception of specific behavior on his part. Such anticipa-
tion seems necessary if the area of acceptance is to be extended and the area of disagreement 
minimized. Moreover, such understandings are necessary if a program of modifying expecta-
tions is to be started."7  

Figure 5.2 identifies the various individuals and groups whose expectations may generate 
conflict for the administrator.8 
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The need for the administrator to identify and understand the role expectations of others 
cannot be overemphasized. Frequently the administrator's problem is deciding which indi-
vidual or group expectations are the most important to ascertain. It is not inconceivable that 
all the individuals and groups identified in Figure 5.2 would have an opinion about the way 
an administrator should behave with respect to a certain issue. It is neither reasonable nor 
practical, however, for the administrator to attempt to discover and understand the expecta-
tions of everyone in the school organization and community. The administrator must, there-
fore, concentrate on developing an awareness and understanding of the expectations of those 
individuals or groups who may influence the administrator's effectiveness in some important 
regard. If expectations, as previously defined, constitute the "evaluative standards applied 
to an incumbent of a position,"9  the administrator needs to learn the expectations of those 
individuals or groups whose evaluation may impair or enhance the administrator's effective-
ness. According to Gross, role expectations can vary in three basic ways: direction, clarity, 
and intensity. 0  

Direction 

The direction of the expectations for the administrator's role may range along a continuum, 
from complete agreement to absolute opposition. The primary factor that seems to determine 
the direction of an individual's or group's expectations is the nature of the situation that has 
created the expectations. 

For instance, a decision by an administrator not to involve teachers in considering a sched-
ule change may completely agree with the teachers' expectations that it is not necessary for 
the principal to secure faculty participation on any decision to change the school's schedule. 
In another situation, concerning a curricular change, however, a decision by the administrator 
not to involve teachers in discussing the change may directly conflict with the expectations 
of the faculty about the role of the administrator because in the area of curriculum, faculty 
expects to be involved on all matters. The critical variable, then, that will typically determine 
the direction of an individual's or group's expectations is the nature of the situation giving rise 
to the expectations. 
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WINDOW ON DIVERSITY 

Conflict Management 

BORDER CROSSING FOR EFFECTIVE SCHOOLING IN THE TWENTY-FIRST 

CENTURY 

For effective schooling in the twenty-first century, school administrators must be 
attuned to the complexities of the changing demographics as well as to the needs 
of those persons who have been traditionally excluded from the core of educational 
reform (Capper, 1993). Given the increasing demands of meeting the needs of cul-
turally and linguistically diverse students and the communities they live in, it is 
imperative that we now effectively "cross borders." These borders include but are not 
limited to ethnic, cultural, religious, racial, linguistic, ability, and socioeconomic fac-
tors. While homogeneity is good for milk (Paley, 1979), it is no longer an appropriate 
criterion to determine what is effective for teaching or administrative leadership in 
today's diverse schools. As Ladson-Billings (2001) noted, there is an incredible range 
of diversity in today's schools. This is further emphatically supported by Hanson and 
Avery (2000) as they noted the following: 

Making student diversity central to all aspects of the school experience compels adults—
administrators, teachers, parents, non-certified staff, and members of the community—
to be constantly mindful of the consequences of their actions and decisions especially 
on categorical groupings of students for historical, political, and social reasons. (p.  119) 

Organizations must now become more efficacious to better prepare for cultural 
diversity. Exemplars from business can be found in the marketability of particular 
products as demographics (racial and economic) create new customer markets. In this 
climate opportunities continue to arise for niche marketing to ethnic, economic, and 
other groups (National Multicultural Institute, 1997). This niche marketing is focused, 
targeted, monitored, and adaptable. Educational organizations should now be prepar-
ing their "market" strategies to better serve these growing diverse populations in an 
effort to create focused culturally relevant teaching, target and equitable distribution 
of resources, and adaptability to the ever-increasing school diversity. This diversity is 
not just relegated to the incoming population of school-age children, but also to those 
who will teach them and work with them on a daily basis. To that end, educational 
leaders will be challenged to secure qualified individuals to provide more innova-
tive approaches, solving both culturally induced organizational problems and meeting 
the workplace learning needs of minority individuals and groups (Saldana, Norwood, 
and Alston, 2003; Martin and Ross-Gordon, 11990). Conversely, diverse students will 
be inadequately served by teachers and staff trained in outmoded techniques, led by 
administrators with mimetic approaches. From this standpoint, it will be imperative 
for current administrative training to be reformed with cultural and linguistic diver-
sity as indispensable core components, not just as an "add-on" but also as a part of the 
nucleus for effective schooling training in this new century. 
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Because we all experience the world through our own eyes, experiences, and per-
ceptions, we, as educators (teachers, counselors, administrators, etc.), must understand 
that those children who come to our public schools each day also view the world from 
their unparalleled lived experiences. It is imperative for educators to have some under-
standing about the larger issues related to diversity—that is, racism, classism, sexism, 
and other oppressions (Pohan, 1996)—and how families from marginalized groups 
view education (Weiner, 1993). Expanding on this notion, Sarason (1990) stated: 

First, you must understand and digest the fact that children—all children—come to 
school motivated to enlarge their worlds. You start with their worlds. You do not look 
at them, certainly not initially, as organisms to be modified and regulated. You look at 
them to determine how what they are, seek to know, and have experienced can be used 
as the fuel to fire the process for enlargement of interest, knowledge, and skills. You do 
not look at them in terms of deficits. . .. You enter their world in order to aid them and 
you try to build bridges between two worlds, not walls. (p.  164) 

In studying the multiple worlds of students and the transitions ("border crossing") 
that they make daily as they attempt to participate in the American public schooling 
experience, Phelan, Davidson, and Yu (1991) found four patterns for cultural border 
crossing: 

Type 1 	 Type II 	 Type Ill 	 Type IV 

Congruent worlds 	Different worlds 	Different worlds 	Different worlds 
Smooth transitions Border crossings Border crossings Borders impenetrable 

managed 	difficult 

• Type I: Students' worlds in school and out of school are parallel. While circum-
stances may change daily, students perceive the boundaries to be manageable. 
Thus movement from one setting to another is uncomplicated. Here, students' 
worlds are "merged by their common socio-cultural components rather than 
bounded by conspicuous differences." This is seen, for example, in the experi-
ences of students in a suburban high school where the majority of the students 
are all upper middle class and the school's values are the same. 

• Type H. Students' worlds in school and out of school are complete opposites. 
However, the borders between the two worlds do not prevent students from 
crossing or adapting to different ways. This is not easy for students; often the 
result of border crossing in this block is "personal and/or psychological." For 
example, Lisandra is 15 years old and Latina. She is one of six children living 
with her extended family whose history of economically fragile subsistence is 
intergenerational. Lisandra's community is very close knit. Many of the residents 

Continued 
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in her housing complex and neighborhood attend the same church, shop at the 
same stores, and attend the same schools. Early in her educational trajectory, 
Lisandra was identified as gifted and soon matriculated to high school. Her 
neighborhood secondary school does not offer the advanced placement or hon-
ors courses, so she is bused to a high school that does. This high school is geo-
graphically and culturally different from Lisandra's neighborhood and family. 
The new high school's demographics are representative of many suburbs, located 
outside major urban centers, predominately white. The per capita income levels, 
using census data, would place the family incomes at what we have come to 
know as upper and middle economic status. Lisandra, however, makes the tran-
sition. She maintains a 3.9 grade point average in her honors and AP courses. 
While this transition was difficult, Lisandra focused on academics and extra-
curricular activities while maintaining a sense of self. It is as if she has created a 
bridge that allows passage from her family and home community to school and 
back. She realized that her success was also the success of her family and com-
munity. She is determined to use this opportunity to earn an academic scholar-
ship, be accepted into a well-ranked college program, matriculate successfully 
to graduation, and begin a successful career. In this way she can help her family 
economically and make the community proud of her accomplishments. 
Type III: Like Type II, students' worlds in school and out of school are com-
plete opposites; however, students in this block find it difficult to cross the 
borders. Here crossing the borders involves "friction and discomfort" (p.  74). 
An example of this type is Carl, an 11th-grade African American male who 
attends a magnet school, whose focus is math, science, and technology. Carl 
is one of five ethnically diverse students (two African American and three 
Asian) in a student body of 250 White students. His daily commute consists of 
approximately 3 hours-80 minutes each way. Carl's neighborhood school's 
enrollment is 10 percent over capacity and lacks the resources to provide 
adequate allocation of classroom space or materials such as books. Carl's 
parents recognized his interest in science and, after placing his name in a lot-
tery and his subsequent selection, agreed to enroll him in this special-focus 
high school. Although this young man is very bright and excels in his classes, 
the border crossing for him is difficult. He feels outside of the school culture. 
Often he does not participate in extracurricular school activities (after-school 
clubs, sports, field trips that require monetary support) that have contributed 
to the building of school community because of his long commute and lack of 
extra financial resources. Carl seldom has time to spend with his neighborhood 
peer group, many of whom are not supportive of his choice to attend a school 
"for smart kids." In the school administration and teachers' efforts work to 
create a school climate that is welcoming for all, they often highlight things in 
the community directly related to cultural understandings and socioeconomic 
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status, and are inattentive to the borders that Carl must cross for understand-
ing. His feelings of isolation at school are interpreted by his teachers as a lack 
of effort, motivation, and ability. For this young African American male, there 
is a disconnect between the two worlds—the world of school and academic 
achievement and the world of peers, family, and community. There is no pro-
verbial bridge for Carl; he feels stuck in the dichotomy and tailspins emotion-
ally into depression. After an extended absence from school, he is no longer 
a part of the magnet program and returns to his former school. Soon, because 
of the lack of parallel academic challenges, he loses interest and drops out of 
school—a very capable student unable to successfully cross the border from 
school to home and back again. 
Type 1½ "For some students, the values, beliefs, and expectations are so 
discordant across worlds that border crossing is resisted or impossible. . . it 
is frequently so painful that, over time, these students develop reasons and 
rationales to protect themselves against any further distress." Here students 
will actively or passively resist border crossing. For example, Arzu, a 16-year-
old, 10th-grade student, is Islamic. She attends her neighborhood school and 
walks to school with her peers each day. Arzu wears a hijab (head covering) 
each day as a part of her Islamic faith, and while students at times have teased 
her, she rarely feels uncomfortable with her peer group, classmates, or teach-
ers. However, during her regular physical education class, she participated 
in timed 30-yard sprints, and her clocked time was outstanding. Her physi-
cal education teacher soon researched and realized that Arzu was very close 
to breaking the shortest time recorded by anyone in the state competitions. 
Her teacher quickly invited her to join the track team. She did. She trained 
with the team for weeks, and her time improved rapidly. The students, teach-
ers, and administration of the school were all excited about the possibility of 
state championships. Arzu basked in her newfound fame and popularity at 
school while also enjoying the team and the sport. As Arzu prepared for the 
first event, her coach asked her if she had to wear the "scarf." To which she 
replied yes. The coach told her she could not wear it during a track meet due 
to existing rules and would have to decide if she would comply with the rule 
and lead her school to a championship or not. Arzu was distressed; her family 
and religious community were already not in full support of her participa-
tion, especially the attention she received. A young Islamic woman was to be 
modest while preparing herself to be a good wife and mother. The request to 
remove her hijab now placed another burden. Would she remove it to run and 
cross the bridge leaving behind the core of her religious and spiritual belief 
system? How would she deal with the pressure from the team and the coach to 
support her team and school? What would her family say when presented with 

Continued 
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this information? What ostracism would her family suffer in the community if 
she made this choice not to compromise? Arzu's response to such overwhelm-
ing pressure was to ask her parents to allow her to move to another state to 
live with a relative and attend another school. She told her parents that it was 
impossible for her to stay at the school due to harassment of her religious 
beliefs. They wanted to investigate and explore another alternative, but Arzu 
begged them with many tears not to. They complied; she moved to live with 
relatives, attending a new school and keeping a very low profile. Arzu felt the 
pressure of a school pride, the pressure of peers, the pressure of a cultural and 
religious value system, and the pressure of her own ability to excel. The pain of 
trying to negotiate the borders of school and family and core values led her to 
resist crossing borders at all. Instead Arzu surrendered with retreat. 

Students cross borders daily as they synthesize home, community, and the world of 
school. As a part of this border crossing, educators play an integral role with regard 
to academic and social achievement. Students' engagement with schools and learn-
ing is predicated upon the interrelationships of their family, peer, and school worlds 
(Phelan, Davidson, and Yu, 1991). Through public education, children may have the 
opportunities to navigate borders related to social, political, personally constructed 
contexts as "borderlands" (Martinez, 1998). However, far too often, children are found 
impeded in transcending borders, trapped to be in Types III and IV, particularly now in 
the twenty-first century when societal technological advancement is incongruent with 
traditional, "old school" pedagogy. In many cases, students and parents view the school 
as a foreign land, alienated or at best moving toward assimilation with the organization. 

Oftentimes students from economically fragile backgrounds and students of color 
experience a lower-quality school than their peers in the middle and upper middle 
class (Marshall, 2002). Thus, a growing need for a cadre of educators to help stu-
dents cross borders as Type I "borderlanders" with congruence and smooth transitions 
and to work in and on the behalf of communities of color is emerging in education 
(Jennings, 1994). Furthermore, leadership preparation programs in colleges and uni-
versities across this country are failing to realistically prepare school leaders for a 
culturally diverse America (Capper, 1993; Maxcy, 1998), thus failing to prepare for 
truly effective schools. Educational leaders in this new time must address the needs of 
those traditionally excluded and marginalized voices. Therefore, using multiple theo-
retical foundations coupled with epistemological specificity in educational research 
(Tyson, 1998) and practice, educational leadership preparation programs can be 

Clarity 

Another aspect of role expectations that the administrator needs to consider is clarity. Since 
expectations are frequently unwritten and sometimes unspoken, the administrator may 
occasionally be unaware that a particular group holds any role expectations. For example, 
a principal may delegate to one assistant the responsibility for working with various student 
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inclusive of these voices and appropriately train the new school leaders to be sensi-
tive and committed to the academic success of new populations. This endeavor will 
require a vision of effective school leadership and successful border crossing with 
new techniques and recommendations for twenty-first-century effective schooling. 
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organizations in the school. In this situation the students of a particular group may expect 
the principal, rather than the assistant, to help them. Nevertheless, the circumstances may be 
such that the students are reluctant to express their feelings about the role of the principal. As 
a result, the principal's behavior may fail inadvertently to meet their expectations, and prob-
lems of dissatisfaction may be created. 
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Intensity 
The third dimension of role expectations identified by Gross is intensity.11  In a given situation, a 
group may expect that the administrator absolutely must act in a certain way or perhaps should 
act in a certain way. It is clearly in the best interest of the administrator to assess accurately 
the intensity of an individual's or a group's expectations. An expectation that it is absolutely 
essential for the administrator to play a particular role carries markedly different implications 
for behavior than one based on the feeling that perhaps action on an issue should be taken. 

For example, in regard to an administrator's role in initiating a program to improve student 
behavior, the expectation by parents that the principal should perhaps initiate a program dif-
fers in intensity and carries different behavioral implications than an expectation that such a 
program is essential and therefore must be initiated. In the first instance, the administrator 
will probably feel very little pressure from the parents and may be able to act appropriately, 
with no repercussions. If the administrator ignores the expectations of parents when they 
believe that a program should be started to improve student behavior, however, parents may 
complain, and the principal's status in the community may suffer. If the principal attempts to 
ignore parental expectations when parents feel that a program is essential, these parents may 
attempt to impose whatever negative sanctions or pressures they can command in order to 
make the principal comply. 

The problem faced by most administrators in this kind of a situation is that it is usually 
more difficult to determine the intensity of a group's expectations than the direction of those 
expectations, since the former characteristic may not be explicit or public. This obstacle points 
to the need for all administrators to engage in continuous efforts to ascertain the intensity of 
the expectations of individuals and groups with whom they work. 

FOUR SOURCES OF SOCIAL CONFLICT IN SCHOOLS 

In another study on managing conflict, Lindelow and Scott outline the types and sources 
of social conflicts, a prevalent occurrence in schools. They view social conflict as conflict 
between individuals and conflict between groups common to the school environment. The 
authors identify four primary sources of social conflict within the school: communication 
problems, organizational structure, human factors such as personality, and limited resources. 

Poor communication is a major cause of conflicts. For example, teachers who do not 
receive regular feedback about performance may have poor morale and negative attitudes, 
resulting in an unwillingness to respond to administrative directives. 

The type of organizational structure also has a direct effect on conflicts. Schools in which 
the administration encourages empowerment will have more frequent conflicts, although 
minor. With more people involved in making decisions, more opinions, interests, wants, and 
needs are likely to be voiced. Major disruptive conflicts lessen, however, as empowerment 
increases, because the more the staff participates in decision making, the greater the opportu-
nities to express minor conflicts. Such an airing of grievances in the early stages of disagree-
ment can, in turn, prevent minor problems from snowballing into major incidents. 

Human factors, specifically personality incompatibilities and different values and goals, 
are Lindelow and Scott's third category of sources of social conflict; and these cannot be 
eliminated by an administrator. They must be properly managed, however. 
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Competition over limited resources is the fourth source of conflict, according to Lindelow 
and Scott. For example, conflict results when teachers fail to get raises they think they deserve 
or when the science department fails to get desired equipment. The administrator's job is to 
assure all groups that they have been treated fairly in resource distribution, thus preventing 
unnecessary conflict of this kind. 12 

CONFLICT INITIATION 

No doubt most administrators would like to prevent conflict from occurring. However, in some 
situations an administrator may not only be unable to prevent conflict but also actually find it 
necessary to initiate action that results in conflict with another individual or group. Usually 
these circumstances come about because a particular individual or group is not performing 
as well as expected and does not want to change. The theoretical and research literature on 
initiating conflict is limited. The ideas in this section are based primarily on an analysis by 
Robbins and on insights developed from the authors' experiences as administrators. 13 

For example, a principal has observed a teacher who is ineffective in motivating students. 
In a follow-up conference, the teacher does not perceive a problem and believes a good job of 
teaching is occurring. To further complicate the matter, suppose that the teacher is tenured, a 
leader in the union, and an individual with a very strong personality. At this point, the princi-
pal could retreat and refrain from discussing the problem that was observed in the teacher's 
classroom. If the principal is to fulfill the responsibilities of an educational leader, the prob-
lem may need to be directly presented, which could create a conflict with the teacher. (It 
should be emphasized that in this context, conflict is not inevitable; much will depend on the 
principal's approach in working with the teacher.) Nevertheless, the scenario presented thus 
far suggests that total avoidance of any type of conflict between the principal and teacher may 
not be easy, and initiating conflict may be necessary to reduce the complacency of the teacher 
and, ultimately, to bring about improvement. 

Administrators must, of course, carefully consider all the possible ramifications before initi-
ating conflict. The administrator will want to be reasonably sure that the problem needing to be 
addressed is sufficiently serious to warrant intervention and that approaches to solve the prob-
lem without arousing conflict are tried first (see Chapter 3, "Authority, Power, and Influence"). 
Also, it will be important for an administrator to delay initiating conflict with an individual or 
group, if possible, when the administrator is already involved in other kinds of conflicts that 
may drain emotions and energies. Too much conflict will impair the administrator's effective-
ness. Assuming that the latter is not the case, and that an individual or group does not respond 
to other approaches the administrator has tried, then conflict may need to be introduced. 

In initiating conflict the administrator should begin with the lowest possible profile. Antic-
ipating and preparing for possible negative reactions will be essential. Generally, when indi-
viduals or groups are informed of a problem they do not want to address, they will become 
defensive. When this happens, the administrator should discuss the problem as calmly as 
possible. This may not be easy, because an individual or group that becomes defensive could 
grow antagonistic and hostile, thereby stirring the administrator's own emotions. It is a chal-
lenging test of self-control to remain calm and rational in the face of a defensive reaction; the 
administrator should make every effort to do so, and to persist in focusing individual or group 
attention on the problem and its possible solution. 
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AN APPROACH TO CONFLICT RESOLUTION 

Although research and theory are limited regarding how best to ameliorate or resolve a con-
flict, Gross has theorized that when an individual is faced with a role conflict, there are four 
pathways to resolution: 

1. The individual conforms to the expectations of Group A. 

2. The individual conforms to the expectations of Group B. 

3. The individual performs some compromise behavior that represents an attempt to con-
form, in part, to both sets of expectations. 

4. The individual attempts to avoid conforming to either set of expectations. 4  

A fifth alternative identified in a replication of the Gross study is the possibility of the 
administrator resolving conflict by actively trying to change the direction or intensity of one 
or both sets of expectations. 15 

If these, then, are the options available to an administrator who is faced with role conflict, 
which alternative should be chosen? Based on an investigation into the ways superintendents 
resolve their role conflicts, Gross has theorized that three conditions determine how a role 
conflict will be resolved: 

1. The administrator's feeling about the legitimacy of each of the role expectations that 
is in disagreement. (Legitimacy in this context is defined as the perceived right of an 
individual or group to expect the administrator to play a certain role.) 

2. The administrator's perception of the negative sanctions that the administrator may 
suffer for nonconformity to one set of expectations, as compared to another. 

3. The administrator's primary orientation to either legitimacy or sanctions as ajustifi-
able basis for resolving a role conflict. 16 

Illustrative of the application of Gross's theory of role conflict is the principal who, when 
faced with a conflict of expectations between teachers and students with regard to the princi-
pal's role in student discipline, decides to conform to the teachers' expectations because of a 
greater concern for their reactions. In this set of circumstances, the administrator resolves this 
role conflict based on the perception of the sanctions that might result from failure to conform 
to the expectations of the teachers. The legitimacy of the students' expectations is not a con-
sideration for this principal. 

The reader may feel that a principal should try to base resolution of role conflict on the 
legitimacy of each group's expectations. Conditions can develop, however, that will not allow 
the sanctions of a group to be ignored. For example, an administrator may feel the members 
of a group have no "right" to expect the administrator's behavior to conform to their expecta-
tions. Yet if the group's power is such that it can disrupt or create problems within the school 
system, the principal may agree to adhere to its expectations to prevent serious difficulties 
from arising. While the legitimacy of each group's expectations should be given primary con-
sideration by an administrator in resolving a role conflict, the sanctions a group can bring to 
bear for failure to fulfill expectations cannot be overlooked. An accurate understanding on the 
part of the administrator of both the legitimacy of the role expectations and the potency of the 
sanctions associated with noncompliance is essential for the successful resolution of any role 
conflict. 
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OTHER APPROACHES TO CONFLICT MANAGEMENT 

Gross's model of role conflict resolution identifies some of the basic factors that may influ-
ence an administrator in attempting to resolve a role conflict. This model does not, nor was 
it intended to, indicate the best way to resolve a role conflict. 17  Neither does it address itself 
to the problem of how an administrator can best resolve conflict arising between two or more 
individuals or groups who are associated with the school, for example, students versus teach-
ers, teachers versus parents, and students versus parents. Since role and school conflicts seem 
to be associated with the job of the administrator, it would appear desirable to suggest addi-
tional possible techniques that an administrator may consider for managing role or group 
conflict. 

Four Ways of Dealing with Conflict 

Barker, Tjosvold, and Andrews, for example, describe four approaches to conflict manage-
ment: cooperative, confirming, competitive, and avoiding. The cooperative approach empha-
sizes mutual group goals, understanding others' views, and compromising to create a mutually 
useful solution. The confirming approach stresses the importance of communicating mutual 
respect for group members' competence, whereas the competitive approach sees conflict as a 
win-lose battle in which others must be persuaded or coerced into submission. Finally, avoid-
ance occurs when people withdraw from discussing problems or smooth over differences 
quickly without really resolving them. 

Administrative Effectiveness Using the Different Approaches Results of research done 
by Barker and his colleagues confirm that administrators who use a combination of coop-
erative and confirming approaches are much more successful in conflict management than 
are those using a competitive-avoidance approach. Administrators who use a cooperative 
approach also use a confirming approach. (Neither approach was used exclusively; the two 
were used always in conjunction with one another.) The authors suggest that perhaps this is 
because confirmation of competence brings a feeling of security, promoting a cooperative 
conflict mode by allowing team members to take risks. On the other hand, administrators 
who use a combination of competitive and avoidance approaches to conflict management are 
seen as extremely ineffective. "Presumably these managers went back and forth between the 
two approaches, competing when they thought they could win and avoiding when they were 
uncertain." The authors recommend that in cases where leaders do not possess the necessary 
interpersonal skills to use a cooperative and confirming approach, a member of the group 
who has these skills should be designated to act as a "communication facilitator and group 
maintenance leader." 8  

How Conflict Management Techniques Are Selected While the theoretical literature 
on conflict management strongly recommends a contingency approach—that is, the selec-
tion of the most appropriate techniques for managing a conflict should depend on the nature 
of the situationn19—some evidence suggests administrators may be more influenced by their 
own personalities in selecting a technique for conflict management than by any other factor. 20 

For example, the authoritarian person would appear more likely to select a unilateral, power-
based technique for managing a conflict, whereas the cooperative, people-oriented individual 
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would seem more likely to select a joint problem-solving technique. (It should be emphasized 
that research on the relationship between personality and conflict management is limited, and 
the findings are only tentative.) 

Although an administrator needs to consider individual personal needs in selecting a con-
flict management technique, the main factor that should determine selection is the nature 
of the conflict situation itself. As Schmuck and Runkel have emphasized, the method an 
administrator should select for managing a conflict ought to "depend on the type of conflict, 
the intensity of the disagreement, the persons participating in the conflict, the seriousness of 
the issues for them, and the authority, resources and knowledge they possess. "21  While this 
approach, referred to as the contingency method, takes into consideration an administrator's 
personality, it also considers other characteristics and factors in the conflict situation. For 
example, Utley, Richardson, and Pilkington found in their research that when administrators 
attempted to resolve interpersonal conflict, personality factors played less of a role than did 
situational or conflict target factors such as a professor, parent, or friend.22  Since the kinds of 
conflict situations that an administrator may encounter are likely to differ, a number of alter-
nate techniques for managing conflict will be presented. 

Power Struggle Bargaining 

If the administrator is in a situation where conflict is inevitable, agreement or compromise 
between parties in conflict is impossible, and the achievement of the administrator's objec-
tives in the conflict are extremely important, then the administrator is likely to engage in what 
is referred to by Blake and his colleagues as power struggle bargaining. 23  In other words, 
the administrator will do everything possible to resolve the conflict in the administrator's 
favor. This includes refusing to concede the legitimacy of any aspect of the other party's posi-
tion and downgrading that position. It also involves refusing to compromise any aspect of 
the administrator's position and rationalizing any shortcomings in that position. This type of 
conflict resolution is seen all too frequently during the collective bargaining process in public 
education. 

The disadvantages of power struggle bargaining as a method of resolving conflict are that 
the process used can be destructive to the personal and professional relationships of those 
involved, and the conflict is often only temporarily and superficially resolved. Conflicts that 
appear to be resolved by power struggle bargaining frequently resurface later, perhaps in a 
different form, but based on the same old antagonisms that were exacerbated during the previ-
ous bargaining sessions. 

The main advantage to the administrator of this type of conflict resolution is the possibility 
of it resulting totally in the administrator's favor. Whether this occurs or not largely depends 
on the accuracy of the administrator's assessment of possessing more authority, power, or 
influence than the other party to the conflict so that the conflict can be resolved favorably. 
At best, this is a tricky assessment for anyone to make, and miscalculations can be disas-
trous. Power struggle bargaining may be necessary in certain situations, but the administrator 
should carefully examine the validity of the assumptions about the extent of authority, power, 
and influence relative to the other party to the conflict, as well as the likelihood of compro-
mise and the long-range effects that power struggle bargaining may exert on interpersonal 
relationships. 
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Conflict Avoidance Methods 

At the opposite pole from power struggle bargaining is a set of techniques for resolving a con-
flict that can be characterized as "conflict avoidance" methods. Blake and his colleagues have 
identified four such methods: (1) withdrawal, (2) indifference, (3) isolation, and (4) "smooth-
ing over."24  An example of the use of withdrawal is the administrator who, in a meeting with 
a superior, gets involved in an argument over a directive for the school that is felt to be not in 
the best interest of either students or teachers. Rather than pursuing the matter, however, the 
administrator withdraws from the conflict and accepts the directive. In the same situation, an 
administrator employing the use of indifference as a method of conflict resolution would not 
have argued about the matter in the first place but would have acted as though the issue did 
not really matter. The administrator who utilizes isolation as a technique would have tried to 
avoid any circumstances of conflict with a superior. And, in the case of smoothing over, the 
administrator would have accepted the directive from the superior while emphasizing the ele-
ments of agreement on the issue, rather than disagreement, and, in general, would have tried 
to minimize any discord between the two. 

Consensus Seeking consensus, writes Lucas, is another way to minimize fragmentation. 
With this technique, people have the opportunity to discuss their views and attempt to per-
suade others. The skills of listening and paraphrasing what was heard promote understand-
ing. Consensus is reached when one viewpoint is preferred over the others by the group as a 
whole. The essential points are trust that the group is choosing its position for the good of the 
organization and an understanding that all members' views are listened to and respected. The 
advantages are enhanced group cohesiveness and increased commitment to decisions made. 
The largest disadvantage is that this process can be considerably time-consuming. Therefore, 
leaders must be selective about when to utilize this process.25  

Avoidance Techniques Evaluated Avoidance techniques do not resolve conflict but rather 
circumvent it. They may be necessary in situations if the other party clearly possesses the 
authority, power, or influence to force an opponent's will and/or if negative consequences 
would result from a more active or aggressive approach. Avoidance methods are typically 
employed when an individual or group feels somewhat powerless, apathetic, or disillusioned 
about the likelihood of bringing about change in the other party. 

PROBLEM-SOLVING APPROACH 

Another method of conflict resolution is the problem-solving approach .26  It is the approach that 
seems to be the most effective means of resolving many conflicts. 27  It is based on the assump-
tions that the parties to the conflict are people of worthy motives and goodwill, that agreement 
is possible, that each party has something valuable to contribute to the process of resolving the 
conflict, and that final resolution need not ignore basic interests of all sides. 28  Glickman sug-
gests the following problem-solving procedures for resolving conflicts within groups: 

1. Request that group members state their conflicting positions. 

2. Ask that group members state their opponents' position. 
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3. Clarify with group members if conflict still exists. 

4. Request that group members state why their viewpoints continue to be valid. 

5. Ask that group members present an additional position that synthesizes, compromises, 
or transcends the conflict. If none is presented, restate members' viewpoints and con-
firm that no resolution can be achieved. 

Although theorists may differ somewhat on the elements that should be included in a problem-
solving approach to conflict resolution, the following sections outline the most important 
steps. 29 

Early Identification 

Tjosvold contends that "all organizations try to avoid social conflict,"30  and there is observa-
tional evidence to support his contention. In general, conflict is not viewed as a desirable state 
of affairs, and consequently people tend to avoid it as long as they can. Although a potential 
or minor conflict may become worse and eventually develop into a major crisis, the attitude of 
many administrators seems to be, "Why kick sleeping dogs?" 

While it is true that too much attention to a minor conflict may cause it to loom larger 
in everyone's eyes than it deserves, and a lack of attention may end a problem, the opposite 
consequences can also occur, and when they do, they are likely to be more significant. By 
failing to identify and take appropriate action at an early stage of a potential or minor conflict, 
an administrator risks the very real possibility that the conflict may become worse. By the 
time the administrator is forced to take action, the conflict may be very difficult to resolve. As 
Wynn has observed, "The most tragic instances of school conflict are usually those in which 
the conflict reaches the advanced stages before administrators respond to it."31  Clearly an 
important first step in conflict resolution is to identify potential or minor problems at an early 
stage before they further deteriorate and become unmanageable. 

Additional conflict can be prevented by addressing it in its early stages. Kirtman and 
Minkoff propose following a seven-step systems approach to analyzing and acting upon con-
flicts that arise from implementing new initiatives. 

STEP 1 Examine how the organizational vision is affected by the conflict, and list the 
steps needed for realignment. 

STEP 2 Identify the formal and informal leaders of the initiative, and show how the con-
flict is affecting them. 

STEP 3 Examine the situation and identify the key participants and their roles. 

STEP 4 Develop strategies that will modify the affected processes and procedures of the 
organization into greater alignment with its vision. 

STEP 5 Determine how the organization's culture and history influence the initiative and 
their effect on the conflict. 

STEP 6 Factor the results of steps 1-5 into an implementation plan. 

STEP 7 Establish a monitoring and evaluation process. 

The authors caution that any stage of this process contains the possibility for conflict or the 
breakdown of trust.32 
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Diagnosis and the Importance of Trust 

Once an administrator has identified a conflict, the causes need to be diagnosed.33  In other 
words, the reason or reasons for the disagreement or dispute must be investigated, for, accord-
ing to Chanin and Schneer, a conflict may be caused by "incompatible goals, ideas, values, 
behaviors, or emotions."34  

Exercising Caution in Diagnosing the Conflict In diagnosing which factors are causing 
a conflict, it will be important, if the conflict involves the administrator, to try to avoid the 
natural inclination to assume the other party is wrong. Rather, the administrator's attitude 
and actions should be based on the assumption that there may be merit in the expectations or 
positions held by others, and the administrator should try to understand the reasons for these 
feelings. 

Acting as a Mediator Understanding the basis for a conflict is also important for the admin-
istrator who hopes to resolve a dispute between two or more other individuals or groups. In 
this kind of situation, the administrator's role is that of mediator. Before an administrator 
can effectively mediate between two or more parties, there must be accurate and complete 
understanding of the way in which each side perceives the other and the way each side per-
ceives the main issue that has created the conflict. Without accurate and complete information 
on these two variables, the administrator may inadvertently exacerbate a conflict rather than 
ameliorate it. As Wynn points out, "Perhaps 90% of all human conflict could be satisfactorily 
resolved if the major parties would take the time to talk and listen."35  

Building Trust In this early stage of working with the parties to a conflict, it is extremely 
important for the administrator to develop and maintain an attitude of acceptance and trust on 
the part of all concerned.36  If an administrator is to act as a mediator (or in some related role 
in resolving the conflict), then the participants in the conflict need to accept that role, and to 
trust that the administrator will act fairly and constructively. It needs to be emphasized that 
this trust and acceptance will not be easy to earn if the administrator is perceived as favor-
ing one side over another or as possessing a particular vested interest. Objectivity, impartial-
ity, and good human relations skills are essential qualities for anyone attempting to gain the 
acceptance or trust of others. 

Helping Conflicting Parties Respect One Another It is also important that the admin-
istrator begin working on developing mutually positive attitudes on the part of the partici-
pants in a conflict. This obviously will be challenging. There is evidence that disputants tend 
to view each other in nonobjective, hostile, and emotional terms.37  In many situations the 
mentality of the participants is expressed in the "them versus us" form, and the other side is 
viewed as the "enemy." The difficulty of changing the attitude of the participants to a conflict 
in no way negates its importance, however, for until the various parties to a dispute can begin 
to view each other in a more positive light, compromise and eventual resolution of the conflict 
will probably not be possible. 

Meeting Each Party Separately Because the parties to a conflict are likely to have a nega-
tive attitude toward each other, it is recommended that the administrator acting as a mediator 
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attempt, in the early stages of trying to resolve the conflict, to meet with each side separately 
to the extent possible. If the administrator brings together the various parties to a conflict 
before working with them separately, they may only continue to engage in conflict-provoking 
behavior that could worsen the situation. The mere presence of conflicting parties together 
at a meeting may intensify an already emotionally charged situation. By meeting with them 
separately in the initial stages, the administrator will have a better opportunity to begin per-
suading each side to think and behave more rationally and to view each other more positively. 
Crouch and Yetton write that administrators with good conflict management skills should 
bring subordinates together to solve conflicts. Those with poor conflict management skills, 
however, should not try to resolve conflict by bringing subordinates together since this will 
only create reduced employee performance. Further, Crouch and Yetton recommend conflict 
management training for both managers and subordinates. 38 

Turning Down the Heat In attempting to resolve a conflict, the administrator would 
do well to ignore the extreme rhetoric used by those involved in a dispute. People who are 
embroiled in a conflict are usually frustrated and are likely to become angry and immoderate 
in their speech or writing. Recommendations may be expressed as demands, epithets may be 
hurled, and ultimatums may be presented. Such extreme behavior may either be a part of a 
strategy to intimidate others or, as suggested earlier, simply be a result of frustration. Regard-
less of the reasons for the extreme rhetoric, the administrator should attempt to maintain an 
objective and professional attitude toward the disputants. This may be a difficult task, par-
ticularly if the administrator is the focus of such rhetoric. Administrator reactions that may 
escalate the conflict are to be avoided. 

Fact-Finding 

After the administrator has ascertained how the parties to a dispute view each other and the 
issue in question, the facts need to be validated in the situation. While it is true that the per-
ceptions people hold represent "the facts" from their point of view, those "facts" need to be 
verified. There is evidence suggesting that people in conflict tend to present their side in a 
totally favorable light and the other side in a totally negative light.39  They may not be doing 
this intentionally, and they may be very sincere in their representations. All too frequently, 
however, their emotions have distorted their perceptions and memory. Therefore, it is essen-
tial that the administrator attempt to validate the information from the various parties to a 
conflict rather than accepting the information at face value. For example, which statements by 
the conflicting parties rest on assumptions and which are based on evidence solidly grounded 
in reality? What are the additional facts that, thus far, the parties to the dispute have been 
unaware of or have failed to take into account? 

At this stage the administrator needs to recognize that although people in conflict may 
ultimately agree on the facts in a situation, they may, nevertheless, fail to reach accord in their 
interpretations of the facts. For instance, agreement may eventually be reached by a group of 
parents and the superintendent that the attitude of the school board members, rather than that 
of the superintendent, is currently the main barrier to initiating a proposed program of com-
munity involvement. The parents and the superintendent, however, may continue to disagree 
about their interpretations of the problem. The parents may conclude the administrator should 
play a more active role in trying to change the school board's attitude toward community 
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involvement, while the superintendent, as the school board's representative, may believe the 
school board to be the one that should try to change the attitude of the parent group. At one 
level, the parents and the administrator all agree that the school board is the main barrier to 
achieving community involvement, but they continue to disagree about what should be done 
in light of this obstacle. 

The goal of the administrator in fact-finding should be to clarify and broaden the areas 
of agreement and to narrow the issues of disagreement. If the administrator is not one of the 
parties to the dispute, it will be easier to play the role of mediator in reaching this goal. If 
the administrator is personally involved in the disagreement, an outside resource person may 
need to be called in for assistance in mediating the conflict. 

Developing an Integrative Solution 

Long-lasting conflict resolution seldorn occurs when one party to a dispute makes all of 
the gain while the needs of the other party have not been accommodated in some way. The 
administrator needs to recognize that a conflict between individuals or groups will seldom 
be permanently resolved if some parties feel they were the only losers in the resolution of 
the conflict. The administrator should, therefore, try to develop a conflict resolution in which 
there are no clear-cut winners or losers. 

To achieve this result may require compromise on the part of everyone involved in the 
conflict. Before the administrator attempts to persuade the disputants to compromise, a reso-
lution to the conflict that would meet the needs of all sides should be explored. This type of 
conflict resolution is referred to in the social science literature as an "integrative solution."40  
It involves ascertaining the needs and objectives of all parties to the conflict and trying to 
develop a solution in which all the parties could meet their needs and objectives in a way that 
would not require the others to sacrifice their needs and objectives. 

The integrative solution in most conflict situations will not be easy to achieve because 
it requires considerable creativity and persistence on the part of the conflict mediator, and 
open-mindedness and flexibility on the part of all those involved iii the conflict. It is the ideal 
solution, however, and the one most likely to result in a permanent resolution of the conflict. 

Developing a Basis for Compromise 

In many situations the integrative solution will not be possible, and compromise on the part of 
one or more parties to the conflict will be necessary. 

Compromise Is Not Weakness A major obstacle to developing a compromise resolution 
is that the participants may feel that to compromise is to appear weak and ineffective and that 
compromising may reduce the chances of achieving their goals.'" In our society, winning 
a victory is a more attractive result than compromise. The very term "compromise" has a 
mixed, or even a negative, connotation to many people. For these reasons, the administra-
tor may encounter resistance to attempts to help both sides see the need for compromise. 
The approach of the administrator should be to show the participants that without compro-
mise, their conflict is unlikely to be resolved. This won't be easy, but an attempt must be 
made because the alternatives of a stalemate or heightening of the conflict are likely and 
undesirable. 
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True Compromise Is Not One-Sided Assuming the various parties to a dispute can be 
made to see that compromise is needed to resolve the conflict, an understanding also needs 
to be reached that it will probably be necessary for both sides to compromise. Typically, indi-
viduals or groups who are in conflict do not think about the need to modify their own position 
but assume that the other party is the one who should or must change. It is unlikely that either 
side to a dispute will change without the assurance that the other side will also agree to com-
promise. Since in many circumstances each side is convinced it is right and the other side is 
wrong, the administrator may have difficulty in persuading those who are involved that there 
must be give and take on both sides before progress can be made in resolving the conflict. 
Nevertheless, the mediator must attempt to develop this understanding on the part of both 
sides if resolution of the conflict is to be accomplished. 

Implications Must Be Recognized Another important prerequisite to an acceptable solu-
tion to a disagreement is an understanding by both sides of the full implications of their own 
point of view, as well as the full implications of the other side's position. While both parties 
may clearly understand their own position, they often fail to recognize the full ramifications 
of their demands or their stand on a particular issue in relation to the other disputants. Fre-
quently, by showing how one group's demands will affect the other party, the mediator can 
clarify to all concerned why certain actions are unacceptable or not possible. 

Opposing Points of View Must Be Understood Undoubtedly, a major deterrent to the 
successful resolution of a conflict is a lack of understanding of the opposite point of view on 
the part of one or more sides to a dispute. Usually the parties in conflict concentrate most of 
their energies and attention on presenting and arguing the merits of their own position and 
consequently do not spend sufficient time trying to understand the way the other side looks at 
the issue. A useful technique that can be employed to reveal this problem is to ask all parties 
to state the supporting rationale and main components of the opposition's arguments. 4' This 
step frequently identifies the areas of inadequate understanding and, if periodically employed 
with appropriate follow-up discussion, can also build the foundation of understanding needed 
for compromise and ultimate solution of the conflict. If compromise is required to resolve 
conflict, then certainly a better understanding of the positions and points of view of both par-
ties is needed before that compromise can occur. 

The Counterproposal 

Conflicts are usually resolved by modifying the original positions taken by one or more par-
ties to a dispute. As stated before, unless there is movement away from the original stand on 
an issue toward the opposing point of view, there is little likelihood of resolving the conflict. 
Someone must change, but usually neither party is willing to be the first to modify its posi-
tion. The perspective that the mediator needs to develop in parties to a conflict is the idea that 
the alternatives are not restricted to either total rejection or complete capitulation. Instead, 
each side should be encouraged to offer a counterproposal43  that at least recognizes the merits 
of some of the opposing arguments and suggests a compromise representing a better situation 
possibly for those concerned than would be true if the previous position of the other side were 
accepted in total. 
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The development of a counterproposal is a complex task. The proposal must advance suf-
ficiently toward incorporating the main points raised by each party so that it will command 
attention and study, rather than immediate rejection, and it cannot sacrifice the basic integrity 
of either point of view. Its presentation must be timed for just the right moment, unless it be 
rejected because the other side is not yet ready to consider a possible modification of its origi-
nal position or because the other side is past the point of being willing to consider a change. 
The key to acceptance of a counterproposal is a recognition on the part of all involved that 
each side must acknowledge, to some extent, the validity of the other side's arguments if the 
conflict is to be resolved. 

Arbitration 

The administrator should recognize that some conflicts cannot always be resolved through 
the process of mediation and that arbitration may become necessary. 44  Arbitration means that 
the conflict is submitted to a third party, and both sides to the dispute agree to accept the arbi-
trator's judgment. The arbitrator may be a superior in the organization or may be an outside 
party, depending on the nature of the conflict and the surrounding circumstances. When both 
sides to a dispute agree to submit the issue to an arbitrator, they commit themselves to accept-
ing and implementing the arbitrator's resolution of the conflict. 

Arbitration by an outside party is a relatively new phenomenon in education, although the 
process of internal arbitration by a superior in the organization has existed for many years. 
The more frequent use of outside arbitration reflects a growing polarization of points of view 
on the part of many groups in education and a lack of success in utilizing more traditional 
means of resolving conflict. While arbitration is not acceptable to many because of the free-
dom that is relinquished in submitting to the judgment of an arbitrator and because it does not 
guarantee that the conflict will not erupt again, we can probably anticipate its continued use 
when other methods of resolving conflict fail. 

EVALUATION OF CONFLICT MANAGEMENT EFFORTS 

Regardless of which conflict management approach is used, the administrator, as well as the 
other participants, should keep in mind that conflict cannot always be totally resolved, due to 
its difficult and intractable nature. Figure 5.3 illustrates the variation in possible outcomes of 
efforts to resolve conflict. 

If an administrator cannot achieve a total resolution of a conflict, this does not mean that the 
administrator has failed. Conflict amelioration represents a worthwhile achievement in many 
situations and may be the only attainable objective under difficult circumstances. Evaluating 
whether or not the conflict was totally resolved, however, is not the only aspect of conflict 
management that should be assessed. In order for an administrator to determine whether the 
efforts to resolve a conflict have been successful, the following questions should be addressed: 

1. To what extent do all parties to the conflict feel that the administrator has actedfairly? 
Evidence? 

2. To what degree was the initial problem that produced the conflict ameliorated or 
resolved? Evidence? 
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* FIGURE 5.3 

CONFLICT RESOLUTION CONTINUUM 

No 	 Minor 	 Substantial 	Major 	 Total 

Resolution 	Resolution 	Resolution 	Resolution 	Resolution 

3. How much time, energy, and frustration were spent during efforts to resolve the con-
flict? Evidence? 

4. To what degree do the participants now have a more positive attitude toward each 
other? Evidence? 

5. To what extent have the participants in the conflict developed new skills or approaches 
to preventing similar conflicts in the future or resolving them more effectively if they 
were to occur? Evidence? 

Obviously, these questions will not be easy for an administrator to answer, nor should there 
be an attempt to address them without the involvement of the other parties to the conflict. By 
trying to answer these questions, the administrator will be likely not only to draw accurate 
conclusions about the success of conflict management efforts but also to learn something dur-
ing the process of evaluation that could improve future effectiveness. 

FURTHER OBSERVATIONS ON CONFLICT RESOLUTION 

Although conflict has been studied by many scholars, there still appears to be no single proven 
method or formula for preventing or resolving discord. Based on experience and the writing 
of those who have examined the problem, however, the following observations are offered in 
conclusion: 

1. Conflict is often inevitable in an educational organization, and, to some extent, it may 
indicate that important changes are being proposed, considered, or implemented. A 
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complete absence of conflict over a long period of time may suggest a stagnant organi-
zation or educational program. 

2. Disruptive, continuous, or pervasive conflict is a sign that all is not well within the 
organization. This type of conflict is deleterious to the emotional health of those who 
are associated with the organization and can impede the achievement of organiza-
tional objectives if it is not successfully ameliorated or resolved. The administrator 
must take the initiative in identifying, diagnosing, and mediating this type of conflict. 

3. Emotions are as important to consider in dealing with a conflict as are facts. Facts 
may change emotions, but unless there is a sufficient understanding of the way people 
feel about the issues and about the other parties involved, the conflict will probably 
not be resolved. 

4. The "win or lose" philosophy that characterizes so much of what occurs in our soci-
ety has no place in conflict resolution. All references to, or impressions of, "winners 
and losers" or "the good guys and the bad guys" should be avoided. To the greatest 
extent possible, the final resolution of a conflict should advance the interests of all the 
parties. 

5. The process of conflict resolution should not end at the time of final resolution. Hurt 
feelings may still exist, and scars incurred during early stages of the conflict may still 
require the administrator's attention if future problems are to be prevented. 

6. A sense of humor, perspective, and a belief in the innate good intentions of most 
people are important to the resolution of conflict. Disputes are irritating and their 
resolution can be a frustrating experience. The successful resolution of a conflict may 
depend in many situations more on the personal characteristics of the participants than 
on any other factor. 

Administrators must be prepared to resolve conflicts. They can gain conflict management 
skills through internships, case studies, sensitivity training, and simulations, in addition to 
studying theory and research. For example, Ivarie's article entitled "Strategies for Managing 
Conflict in the Collaborative Process" contains useful strategies such as "withdrawing, forc-
ing, smoothing, compromising, and confronting."45  

WHEN CONFLICT TURNS VIOLENT 

Increasingly, administrators must solve conflicts of a physical nature that cannot be resolved 
by consensus or conflict resolution exercises. Schools can no longer be assumed to be the 
safe havens they were once considered. In recent years, tragic acts of violence have alerted 
educators, students, parents, and communities that there is no room for complacency. To help 
prevent violence, schools are employing such various strategies as using metal detectors, con-
trolling access to school property, and having law officers present at schools. 

Bullying 

Today's headlines are rife with stories of teen suicide due to bullying and, unfortunately, too 
many stories of teachers and administrators not addressing the situations. According to the 
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National Center for Education Statistics, nearly one-third of all students ages 12-18 reported 
having been bullied at school.46  The 2009 Indicators of School Crime and Safety collected 
statistics from a variety of studies, which showed that: 

• One-third of teens reported being bullied while at school. 

• About 20 percent of teens had been made fun of by a bully; 18 percent of teens had 
rumors or gossip spread about them; 11 percent were physically bullied, such as 
being shoved, tripped, or spit on; 6 percent were threatened; 5 percent were excluded 
from activities they wanted to participate in; 4 percent were coerced into something 
they did not want to do; and 4 percent had their personal belongings destroyed by 
bullies. 

• Of teens in this study, 4 percent reported being the victims of cyber bullying. 

• Most bullying occurred inside the school, with smaller numbers of bullying inci-
dents occurring outside on the school grounds, on the school bus, or on the way to 

school. 

• Only about one-third of bully victims reported the bullying to someone at school. 

• About 2 of every 3 bully victims were bullied once or twice during the school year, 1 
in 5 were bullied once or twice a month, and about 1 in 10 were bullied daily or several 
times a week. 

• In this study, females and White students reported the most incidents of being the vic-
tims of bullying. 

• Of middle schools 44 percent reported bullying problems compared to just over 20 per-
cent of both elementary and high schools. 47 

Additional incidents that can be related to bullying include these: 

• Rates of sexual harassment and racial or ethnic tensions were somewhat higher for 
middle school children than for other age groups. 

• Violent crimes are more likely to occur among middle school students and younger 
teens than among older teens. 

• Of middle and high school students, 10 percent have had hate terms used against them, 
and over one-third have seen hateful graffiti messages. 

• Females are more likely to be called be gender-based hate words while males are more 
likely to be called by hate words relating to their race or ethnicity. 

• Violent deaths, including suicides, are rare at school, although recent events have shown 
that bullying at school may be related to violent actions, including suicides, outside of 
school. 

• Although violent crimes among young people have decreased in recent years, there has 
been a small upswing in the amount of violence taking place at school. 

• Of the 8 percent of students who were injured or hurt with a weapon at school, males 
were more likely than females to be victims. 

• About 7 percent of students have avoided school or certain places at school because 
they were afraid of being harmed in some way.48 
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The 2009 National Youth Risk Behavior Survey found that about one in five teens had 
been bullied at school in the last year. The government's Find Youth Info Web site also reports 
some recent bullying statistics: 

• Bullying is most common among middle school children where almost half of students 
may be bully victims. 

• Between 15 and 25 percent of students overall are frequent victims of bullying, and 15 
to 20 percent of students bully others often. 

• About 20 percent of students experience physical bullying at some point in their lives, 
while almost one-third experience some type of bullying. 

• About 8 percent of students have been the victims of a cyber bully. 

• Studies have indicated that females may be the victims of bullying more often than 
males; males are more likely to experience physical or verbal bullying, while females 
are more likely to experience social or psychological bullying. 

• Students with disabilities are more likely to be the victims of bullying. 

• Homosexual and bisexual teens are more likely to report bullying than heterosexual teens.49  

Bullying is a very serious issue that must be addressed. "Being bullied is not just an unpleas-
ant rite of passage through childhood," said Duane Alexander, M.D., director of the National 
Institute of Child Health & Development (NICHD). "It's a public health problem that merits 
attention. People who were bullied as children are more likely to suffer from depression and 
low self-esteem, well into adulthood, and the bullies themselves are more likely to engage in 
criminal behavior later in life."50  School administrators must be attuned and prepared to deal 
with any incidents of bullying. The U.S. Department of Health and Human Services, Health 
Resources and Services Administration (HRSA) suggests that school administrators assess 
bullying at your school and your staff's commitment to address bullying and learn about good 
bullying prevention programs. 51 

Zero Tolerance 

Many schools and school districts have taken the precaution of establishing zero-tolerance 
policies. Such policies establish in advance what the consequences of particular offenses will 
be and impress upon students that certain actions absolutely will not be tolerated. Zero means 
zero. The National Center for Education Statistics (NCES) reports that most schools have 
such policies for at least some types of behavior. The center's researchers found that more 
than 9 out of 10 schools reported zero tolerance for weapons of any kind. Similarly, nearly 9 
out of 10 schools reported policies of zero tolerance for drugs (88 percent) and alcohol (87 
percent). Zero tolerance was also found to apply to tobacco products and to physical fighting 
or other types of violence on school property.52  

At the same time, such policies have their critics. "Critics say these policies lead to overreac-
tion, pointing to such cases as suspending a child for bringing a toy gun to school," writes Rasicot, 
"but many school officials stand by the policies. "53  In her overview of attitudes toward such poli-
cies, Rasicot cites the worries of some civil rights advocates who fear that "students' rights might 
be trampled by efforts to ensure a sale school." She also mentions the concerns of mental health 
authorities who would prefer that a student's motives be explored before penalties are meted out 
and that penalties be meted out on a case-by-case basis suited to the particular offender. 
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In an article entitled, "Does Zero Mean Zero?" Martin points out the frustration school 
administrators often feel over the enforcement of zero-tolerance policies because there is a 
constant weighing of two sets of students' rights—the rights of the individual student accused 
of violating a zero-tolerance policy and the rights of the entire student body to learn in a safe 
environment. No matter how the administrator handles a given situation, including turning 
the matter over to the school board if that is district policy, there are still circumstances, 
Martin says, when "parents of the disciplined student—and sometimes, other interested par-
ties—might question the judgment used by school administrators and disagree with their 
decisions."54  

Martin urges school boards, superintendents, and building-level administrators to 
acknowledge the apprehension of parents and the community and thus to make every effort to 
publicize the weapons policy of the school or district. Such publicizing would include "high-
lighting the consequences for noncompliance and defining the weapons that are considered 
deadly and dangerous, for which possession would result in mandatory expulsion." He goes 
on to say that "the district also should acknowledge that only special circumstances may be 
taken into account when determining the appropriate consequence." Examples of such cir-
cumstance might include the offender's age, ability to understand the policy's requirements, 
intent, past disciplinary record, and how the presence of the weapon (or item defined as a 
weapon) affected others. Martin has put together a list of suggestions designed to help princi-
pals avoid "communication pitfalls" in carrying out zero tolerance. He concludes: 

Trying to balance strict policy enforcement with practical procedural implementation is the 
greatest public relations challenge facing today's school administrators. But remember: Any 
school would rather gain a reputation for zealously enforcing a strict weapons policy than receive 
notoriety for a shooting incident. And communities will support their schools' effort to increase 
safety and decrease violence—as long as schools don't lose sight of common sense. 55 

Other Strategies for Preventing School Violence 

Many schools are attempting to find additional ways to address the issue of potential vio-
lence. "Security measures such as metal detectors can stop students from bringing weapons 
to school but do little to address the anger, meanness, and fistfights that are the much larger, 
although less newsworthy, part of the problem," Shapiro observes. He expresses concern 
over the way anger, fear, and fighting harm students both academically and emotionally, 
and distract them from the learning experience. "When arguments and threats escalate into 
violence," he writes, "the result is disruption of school activities, agitation of other students, 
disciplinary incidents, and sometimes, suspensions and expulsions which cause further loss 
of learning."56  

School Violence Prevention Programs Shapiro's suggested remedy is the institution 
of school violence prevention programs such as the Peacemakers Program for grades 4 to 
8. He points out that the program helps students develop specific skills for handling con-
flict. These skills are essentially built around three basic strategies: "proactively avoiding 
conflicts, responding effectively to conflicts once they have begun, and removing oneself 
from conflict situations in which the other person's maladaptive behavior makes resolu-
tion impossible." Particularly important, Shapiro stresses, is the need to recognize that 
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some young people look upon violence as "the most honorable and admirable response to 
conflict." Such students are not motivated to learn skills for dealing with conflict by nonvio-
lent means. Therefore, special attention must be given to addressing the proviolence values 
such students hold.57  

Mediation Mediation, including peer mediation, is another way that schools are working to 
deal with dispute resolution and violence prevention. Trevaskis points out benefits that both 
disputants and mediators gain through such programs and describes the important life skills 
both parties learn when the mediation approach is applied. In his ERIC Digest summary of 
mediation practices in schools, Trevaskis has included a "checklist for mediation," outlining 
how the mediation process works. 58  As Beyer points out in a discussion of the legal rights of 
students with regard to school safety, "Certainly, violence prevention training, as opposed to 
criminal enforcement techniques, is the course most consistent with a recognition of chil-
dren's human rights." 9  

Resources to Help in Violence Prevention 

The Internet provides many resources that may help school leaders deal with the problem of 
school violence and concerns about school safety. Figure 5.4 provides an overview of some of 
the best material from reliable sources that is available from the World Wide Web. 

N FIGURE 5.4 
ONLINE RESOURCES TO AID EDUCATIONAL LEADERS IN KEEPING SCHOOLS SAFE 

Description 
	

Web Page URL 

Safe from Harm: An Online Anthology on School Security. This http://www.asbj.com/TopicsArchivel  

collection of articles on school safety, security, and violence prevention has Safe From Harm.aspx 

been compiled from articles in various publications of the National School 

Boards Association (NSBA). 

NEA Safe Schools Now. The National Education Association's effort http://www.nea.org/tools/I6364.htm  

to "fortify families, communities, and schools with information and tools to 

promote school safety and keep children from harm." Includes links to many 

useful resources. 

Safe and Drug-Free Schools Program. "The Federal government's http://www2.ed.gov/about/offices/list/osdfs/  

primary vehicle for reducing drug, alcohol and tobacco use, and violence, index.html 

through education and prevention activities in our nation's schools." 

Protecting Students from Harassment and Hate Crime: A http://www2.ed.gov/offices/0CR/archives/  

Guide for Schools. The U.S. Department of Education Office for Civil Harassment/index.html 

Rights (OCR) and the National Association for Attorneys General Bias 

Crime Task Force Education Subcommittee have issued this guide "to help 

school officials deal more effectively with instances of harassment and vio- 

lence in elementary and secondary schools." 

A Dozen Things Principals Can Do to Stop School Violence. A 	http://www.ncpc.org/cms/cms-uptoad/ncpc/  

succinct summary provided by the National Crime Prevention Council. 	files/principals 12.pdf 

Indicators of School Crime and Safety, 2010. A report from the 	http://nces.cd.gov/programs/crimeindicators/  

National Center for Education Statistics and the Bureau of Justice Statistics. 	crimeindicators2010/ 
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Early Warning, Timely Response: A Guide to Safe Schools. http://www2.ed.gov/about/offices/list/osers/  

This detailed guide was published by the U.S. Department of Education in osep/gtss.html 

response to a presidential directive after a tragic school shooting in 1998. It 

is filled with practical help to enable "adults to reach out to troubled chil- 

dren quickly and effectively." 

Help Fight Hate! Teachers and students discussion site on school violence. http://www.cyberlearning-world.com/nhhs/  

news/casspg.htm 

Consortium for Appropriate Dispute Resolution in Special Educa- http://www.directionservice.org/cadre/index.  

tion. CADRE, the National Center on Dispute Resolution, encourages the use cfm 

of mediation and other collaborative strategies to resolve disagreements about 

special education and early intervention programs. 

ACLU Youth & Schools. The Youth & Schools program strives to make http://www.aclu.org/lgbt/youth/index.html  

public schools safe and bias-free, defending free expression in public schools 

and working to help students establish gay—straight alliance clubs. 

The Safe Schools Coalition. Resources for GLBT youth of color 	 http://www.safeschoolscoalition.org/RG- 

glbt_youth_of_color.html 

Creating Safe Schools for Lesbian and Gay Students: A Resource 	http://twood.tripod.com/guide.html  

Guide for School Staff. Booklet of resources. 

National Youth Violence Prevention Resource Center. Information on www.safeyouth.org  

youth violence, youth at risk, youth suicide, gangs, and firearm violence. Good 

source for statistics. 

Stop the Hate. Dedicated to helping students, educators, police and the 	www.stopthchate.org  

community to stop hate crimes and violence. Also a good connection to 

other communities about activities in these areas, 

Bullying.org. An excellent resource to see, read, and hear the impact that 	www.bullying.org  

bullying has had on people's lives. Read personal testimonials, hear songs, 

watch videos, or read poems. 

ERIC (Educational Resource Information Center). Information for 	www.eric.ed.gov  

parents and teachers about many educational issues. 

Take Action Against Bullying. Information about bullying from recent 	www.bullybeware.com  

articles. www.bullybeware.com  

Stop Bullying Now. Does not believe that bullying is a part of growing up. 	www.stopbullyingnow.com  

View letters from students. 

I Bully Online. Information for parents and teachers about child and 	www.successunlimited.co.uk/bullycide/child.  
school bullying. Includes link to legal cases with child bullying emphasis. 	htm 

Teasing Victims. Provides an online "Revolutionary Manual for Handling 	www.Bullies2Buddies.com  

Kids' Aggression" and "Columbine Made Simple." Includes areas for parents 

and teachers. 

Kidscape. Gives information about what bullying is, signs of bullying, and what 	www.kidscape.org.uk/kidscapeI  

an adult can do to help a child. Gives insight for parents, teachers, and kids. 

Gay, Lesbian and Straight Education Network (GLSEN). Antibul- http://www.glsen.org/cgi-bin/iowa/alI/  

lying resources and support for schools to implement effective and age- antibullying/index.html 
appropriate antibullying programs to improve school climate for all students. 

GLSEN 2009 National School Climate Survey, Gay, Lesbian and http://www.glsen.org/cgi-bin/iowa/all/news/  
Straight Education Network (GLSEN). Nearly 9 of 10 LGBT Students Expe- record/2624.html 

rience Harassment in School. 

Health Resources and Services Administration (HRSA). Stop bullying 	http://www.stopbuIlyingnow.hrsa.gov/HHS- 
now. Steps to address bullying at your school: Tips for school administrators. 	PSA/pdfs/SBN_Tip_15.pdf 
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The U.S. Department of Education has in recent years placed great emphasis on under-
standing what leads to school violence and what is most effective in preventing it. Its 1998 
publication, Early Warning, Timely Response, was written as a guide for school leaders and all 
others interested in school safety. Summing up research on violence prevention and interven-
tion, the publication includes early warning signs (but with a caveat about not misinterpreting 
or misusing them), principles for helping troubled children, information on how to develop 
a prevention and response plan, and how to respond to crisis in the event that a tragic act of 
violence does occur.60  

A companion publication for principals, teachers, mental health professionals, and fami-
lies was issued by the Department of Education in 2000 after the positive reception of its 
Early Warning, Timely Response guide resulted in requests for a follow-up resource. Safe-
guarding Our Children: An Action Guide was developed to help schools utilize a three-stage 
comprehensive school safety model built around "schoolwide prevention, early intervention, 
and intensive services for students with significant emotional or behavioral needs, including 
those with disruptive, destructive, or violent behaviors."6' 

Effective leadership requires a knowledge of conflict management that is applicable to a 
wide variety of situations, including situations that could escalate into violence. Materials 
that can assist in gaining this knowledge are readily available, and research is showing which 
strategies are most effective. 

Although most of the case studies, suggested learning testing understanding and effective use of these con-
activities, and simulations presented in Part II of the text cepts: Cases 13, 20, 24, 25, 28, 31, 32, 33, 41, 56, and 60; 

require the appropriate use of this chapter's material on the midyear in-basket exercises; and the end-of-the-year 
managing and resolving conflict, the following exercises in-basket exercises. 
should provide the best opportunities for specifically 
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C H A P T E R 

Organizational Culture 

APPLICABLE ISLLC STANDARDS 

STANDARD 2: An education leader promotes the success of every student 
by advocating, nurturing, and sustaining a school culture and 
instructional program conducive to student learning and staff 
professional growth. 

FUNCTIONS: 	A. Nurture and sustain a culture of collaboration, trust, 
learning, and high expectations 

B.  Create a comprehensive, rigorous, and coherent 
curricular program 

C.  Create a personalized and motivating learning 
environment for students 

D.  Supervise instruction 
E.  Develop assessment and accountability systems to 

monitor student progress 
F.  Develop the instructional and leadership capacity of staff 
G.  Maximize time spent on quality instruction 
H.  Promote the use of the most effective and appropriate 

technologies to support teaching and learning 
I.  Monitor and evaluate the impact of the instructional 

program 

STANDARD 3: An education leader promotes the success of every student 
by ensuring management of the organization, operation, 
and resources for a safe, efficient, and effective learning 
environment. 

FUNCTIONS: 	A. Monitor and evaluate the management and operational 
systems 

B. Obtain, allocate, align, and efficiently utilize human, 
fiscal, and technological resources 

C. Promote and protect the welfare and safety of students 
and staff 

D. Develop the capacity for distributed leadership 
E. Ensure teacher and organizational time is focused to 
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support quality instruction and student learning 
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tt STANDARD 4: An education leader promotes the success of every student 
by collaborating with faculty and community members, 
responding to diverse community interests and needs, and 
mobilizing community resources. 

FUNCTIONS: 	A. Collect and analyze data and information pertinent to the 
educational environment 

B. Promote understanding, appreciation, and use of the 
community's diverse cultural, social, and intellectual 
resources 

C. Build and sustain positive relationships with families and 
caregivers 

D. Build and sustain productive relationships with 
community partners 

Scholars have long been interested in the social factors that seem to influence individual or 
group behavior in an organization.' A classic example of this focus was the Western Electric 
studies in the 1930s that found employees develop a set of implicit group norms that influence, 
and in some cases restrict, the levels of performance for an individual in a group.2  Another 
example is provided in Anderson and Poe's more recent description of the entrepreneurial soci-
ety created in certain companies in which employees work together with nothing less than a 
zeal to perform.3  Since the 1930s, there have been several studies of the types of social and 
professional norms that develop in a schooL4  and research on effective schools has identified the 
culture of a school as an important effectiveness variable.5  The Education Commission of the 
States has found that quality learning experiences start with an organizational culture that values 
high expectations and respects diversity of talents and learning styles.6  Therefore, if school lead-
ers desire to improve the morale and productivity of those they lead, it is imperative that they 
strive to understand and enhance the organizational culture of their school or school district. 

In the following sections the theory of organizational culture will be examined, especially 
as it relates to effective schools. 

MAJOR ELEMENTS OF ORGANIZATIONAL CULTURE 

What is the organizational culture of a school, and how would an administrator recognize 
it? Any organization operates according to a set of values, goals, principles, procedures, and 
practices that help define what it is all about. Another word for these combined operating 
characteristics is "culture." According to Smircich, who synthesized a number of ideas from 
other theorists, "Culture is usually defined as social or normative glue that holds an organiza-
tion together. It expresses the values or social ideas and beliefs that organization members 
come to share."7  Brighton and Sayeed describe culture as "the social energy that drives (or 
fails to drive) organizations" and that enables organizations "to survive the external environ-
ment and manage the internal environment. "8  For Peterson and Deal, "Culture is the under-
ground stream of norms, values, beliefs, traditions, and rituals that has built up over time as 
people work together, solve problems, and confront challenges." They emphasize that "this 
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set of informal expectations and values shapes how people think, feel, and act in schools" and 
serves as a "highly enduring web of influence [that] binds the school together and makes it 
special."9  Cunningham writes that effective school cultures are characterized by people "who 
have learned to trust and to share as well as to accept other's needs to trust and share. "° 

Halpin's research has shown that schools differ in their cultures and that those cultures 
have an impact on students. To illustrate, he writes: 

In one school the teachers and the principal are zestful and exude confidence in what they are 
doing. They find pleasure in working with each other; this pleasure is transmitted to students. 
In a second school the brooding discontentment of teachers is palpable; the principal tries to hide 
his incompetence and lack of direction behind a cloak of authority. . . . And the psychological 
sickness of such a faculty spills over on the students who, in their own frustration, feed back to 
teachers a mood of despair. A third school is marked by neither joy nor despair, but by hollow 
ritual.... In a strange way the show doesn't seem "for real." 

Whether or not schools differ in their organizational cultures, conceptually every organiza-
tional culture seems to be composed of several elements, depicted in Figure 6.1 •12 

Values and Ideals 

As Figure 6.1 indicates, an administrator's analysis of a school's organizational culture should 
begin with developing a good understanding of the values and ideals that the school repre-
sents.13  The basic question to be asked is, "What kinds of behavior are valued in this school, 
and what does the school aspire to become?" (It will be important for an administrator to 
distinguish between those values and ideals given only lip service by the people who are asso-
ciated with the school and those on which their behavior is based.) 

Norms 

The values and ideals of a school may be difficult to ascertain, but they usually will be 
reflected in its norms. Norms, according to Josefowitz, are "the unwritten rules stating what 

I FIGURE 6.1 
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people should and should not do." 4  They serve the purpose of regulating and controlling 
behavior. An example of a desirable faculty norm would be, "Teachers should share ideas 
about how to improve instruction." 

Norms, it should be emphasized, are not values that an administrator can impose on a 
group. For example, faculty and staff come to school with personal value systems. Orga-
nizational values are then communicated to the individual through rules and processes. 
Shockley-Zalabak and Morley's research demonstrates that when organizational rules and 
personal values are congruent, an individual is more satisfied with the job and projects 
high estimations of organizational quality and success.15  Consequently, as Miller points 
out, "Any lasting change of a school will occu? only because the staff itself changes 
norms of expectations, appropriate role definitions, standards of accountability, and patterns 
of behavior." 6  

Expectations 

The expectations of an organizational culture are the norms applied to a specific situation. 17 ' 
For example, "Bob Elliott, an experienced sixth-grade teacher, should be willing to share his 
expertise with Julie Adams, a new sixth-grade teacher" is a specific expression of the faculty 
norm presented previously. In another situation, "Dr. Brown, the principal, should support 
Mr. Armstrong's attempts to discipline a student" represents an expectation based on a fac-
ulty norm that maintains, "The principal should always support the teachers, right or wrong." 
Although it is important for an administrator to become aware of the expectations of others as 
part of understanding the culture of the school, an administrator must also evaluate the merits 
of those expectations before deciding to meet them. For example, for a school to become 
more effective, it may require that teachers expend effort and time beyond the normal work-
day, and improvement may require a focus on teaching reasoning and analytical skills, with a 
reduced emphasis on skills that are easier to teach. 18  

Sanctions 

Expectations, if they are to be effective in shaping the behavior of the people associated with 
the school, must carry sanctions. These sanctions represent the means by which an organiza-
tion or group tries to-bring about compliance with its expectations. 19  The sanctions may be 
negative or positive, and they may be exercised formally or informally. They can range from 
a punitive action to personal recognition and reward. The extent to which an organization or 
group possesses significant sanctions will determine the degree to which it can maintain con-
formity of behavior on the part of its members. 

For example, an administrator may decide to instruct teachers to hold conferences before 
the end of the grading period with any students who receive a D or an F. In this situation the 
administrator is counting on the cooperation of the staff to carry out the directive. A majority 
of the faculty may feel that holding these conferences will take too much time, however, so 
they decide to ignore the administrator's directive. Unless the administrator possesses ade-
quate monitoring procedures for detecting a lack of follow-through on the part of the faculty, 
the principal may never discover that the policy on teacher—student conferences is not being 
carried out. If the failure to comply with the instruction is discovered, the principal may not 
be able to do anything about it unless the administrator can persuade the teachers of the 
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desirability of these conferences or possesses adequate sanctions to force them to adhere to 
the directive, despite their lack of voluntary cooperation. 

The noncompliance of an individual or group ordinarily does not take the form of a direct 
challenge to the administrator. Instead, resistance is usually expressed by underachievement 
or lack of implementation in response to the administrator's expectations. As Harry Truman 
observed in recalling the problems of the presidency, the executive may say, "Do this! Do 
that!" and yet find, to his chagrin, that "nothing will happen."20  Often the reason for the lack 
of follow-through is that the subordinates in the hierarchy have concluded that the action 
desired by the administrator is either not in their best interest or not in the best interest of the 
institution—so they have ignored the instructions. As a result, the implementation of adminis-
trative policy is completely delayed or thwarted. 

Communication through Symbolism 

The expectations and sanctions of a school or a group associated with a school may be com-
municated directly, or they may be expressed indirectly through symbolic activity. As Morgan 
and his colleagues note, "Many organizations consciously attempt to create complex symbol 
systems which are intended to signify the desirability of engaging in rigorous patterns of 
rational, instrumental, and pragmatic action. Symbols [reinforce] the pursuit of excellence, 
achievement, aggressiveness, competitiveness, and intense commitment to organizational 
ends."2 ' An organization's symbolic activity, according to Smircich, may take different forms, 
including storytelling about important events, such as how an organization faced up to a par-
ticular challenge; group rituals, such as the annual banquet at which awards of recognition are 
presented; or organizational slogans,22  such as "excellence is our goal." 

Symbolic Activity through Behavioral Example 

Symbolic activity can also be found in the behavior of an administrator. For example, the 
principal who would like to show support of a "reading break" program and encourage 
teachers to support the program can certainly communicate these feelings and expectations 
at a faculty meeting. If the administrator does so, and yet is never seen reading a book during 
the reading break and does not use negative sanctions against teachers who fail to partici-
pate in the program, this constitutes a stronger message to the faculty about the principal's 
attitude than any comments made at a faculty meeting. On the other hand, if the principal is 
regularly observed reading a book in classrooms, this nonverbal behavior is likely to send 
a symbolic message to teachers that will be more effective than anything that might be said 
at the meeting. The main impact of symbolic activity is not so much what is said as what 
can be inferred from the behavior of the people who are formal and informal leaders in ah 
organization. 

CULTURAL ELEMENTS OF AN EFFECTIVE SCHOOL 

"Organizational culture and the symbols which are a part of this culture are not politically 
neutral but represent levels of power and control," write Reilly and DiAngelo.23  Blanch 
studied culture as a control mechanism. Her research indicates that four core values define 
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school culture: (1) cooperative community—parent relationships, (2) cooperative teacher 
relationships, (3) student needs, and (4) principals as cultural transmitters. Her research fur-
ther demonstrates that strong congruence of "group sensemaking" with school values indi-
cates culture is a strong control mechanism. She suggests that schools should attempt to foster 
consensus and that principals should act as consensus builders in the early stages of culture 
development dominated by indirect strategies. Direct strategies are diluted to minimize divi-
siveness, and "principal/teacher sensemaking acts as a gauge of cultural controls," accord-
ing to the author. Her research implies that strong cultural control impedes change. neglects 
instruction, and ultimately affects achievement.24  

A Positive Organizational Culture 

Earlier studies tended to focus on the negative influence that the culture of an organization 
could exert on the achievement and behavior of the individuals or groups associated with the 
organization. Researchers have recently emphasized the importance of developing and main-
taining a positive organizational culture, however, if a school is to be effective. For example, 
Purkey and Smith have concluded that "an academically effective school is distinguished by 
its culture: a structure, process, and climate of values and norms that channel staff and stu-
dents in the direction of successful teaching and learning."25  

But what kind of an organizational culture best promotes successful teaching and learning? 
While scholars continue to pursue this question, research has produced some tentative find-
ings that suggest a number of major elements of the culture of an effective school, as shown 
in Figure 6.2.26  Snyder and Snyder indicate that changing organizational culture through a 
systems thinking approach is based on "organizational planning, developing staff, developing 
a program, and assessing school productivity."27  With this model, schools will more easily 
effect change and improve the instructional environment. 

Emphasis on Academic Effort and Achievement 

An examination of Figure 6.2 shows that the organizational culture of an academically effec-
tive school includes a set of schoolwide norms stressing academic effort and accomplishment. 
Although other kinds of effort and achievement, such as developing ethical behavior, may 

• FIGURE 6.2 
MAJOR ELEMENTS OF THE CULTURE OF AN EFFECTIVE SCHOOL 

1. A clear set of schoolwide norms that emphasize the values of aca-
demic effort and achievement. 

2. A consistently applied set of expectations that stress the importance 
of staff members striving for excellence and students performing up 
to their potential. 

3. A system of symbolic activity and sanctions that encourages and 
rewards effort, improvement, and accomplishment, while discourag- 
ing disorder and complacency. 	 LP( 
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also be important to parents and students, the research on effective schools stresses that the 
norms of an academically effective school will give the highest priority to academic effort and 
achievement. 28  These norms may be reflected in an organization's mission statement, educa-
tional goals, or other documents. 29  Regardless of how the norms manifest themselves, Saphier 
and King underscore the point that norms should represent "a clear, articulated vision of what 
the school stands for, a vision that embodies core values and purposes."30  

Since organizational norms are usually expressed in the form of expectations for the 
members of the organizations, what are the expectations for those associated with effective 
schools? In general, these expectations emphasize academic effort, improvement, and accom-
plishment. For example, "striving for excellence" would be one important expectation in an 
effective school. Saphier and King illustrate this emphasis by quoting a staff member, "In this 
school the teachers and administrators are held accountable for high performance. . . . While 
we [teachers and administrators] often feel under pressure to excel, we thrive on being part of 
a dynamic organization."31  

Belief That All Students Can Achieve 

A second important expectation for teachers in an effective school is adopting the attitude that 
all students are capable of achieving, and therefore that teachers should behave accordingly. 
In a study of effective inner-city elementary schools, Larkin found that "staff members ver-
bally and behaviorally expressed the belief that all of their students could achieve, regardless 
of socioeconomic status or past academic performance."32  

Ongoing Faculty Development and Innovation 

A third expectation characteristic of an effective school culture is that the faculty members 
should strive to improve themselves, in part by helping each other and in part through experi-
menting with different approaches. An example of this expectation, presented by Saphier and 
King, is, "In this school the professional staff help each other. . . . Around here we are encour-
aged by administrators and colleagues to experiment with new ideas and techniques because 
that is how teachers and schools improve. . . . We are always looking for more effective ways 
of teaching."33  

A Safe and Orderly Learning Environment 

A fourth major expectation associated with the culture of an effective school is that students 
and teachers will behave in ways contributing to a safe and orderly school environment. 34  As 
Purkey and Smith point out, "Common sense alone suggests that students cannot learn in an 
environment that is noisy, distracting, or unsafe."35  Edmonds found that in effective schools, 
a safe and orderly environment was established when "all teachers take responsibility for all 
students, all the time, everywhere in the school."36  Moreover, in a study of several hundred 
schools, Wayson and Lasley discovered the following: 

Schools with well-disciplined students have developed a sense of community, marked by mutu- 
ally agreed upon behavioral norms; these norms surround students with examples of subtle 

37  rewards and sanctions that encourage students to behave appropriately.  
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How an Effective School Culture Benefits Students 

Yale's Child Study Center, through its Corner School Development Program, found that stu-
dents improve in many areas, such as "self-efficacy, relationships with peers and adults, gen-
eral mental health, achievement on standardized tests, and classroom grades." Squires and 
Kranyik attribute this success to two reasons: The program supports change in the culture of 
the school and focuses on the child's total development—social, moral, physical, and psycho-
logical. The Corner School program involves three teams—a parents' program, the mental 
health team, and the school planning and management team—all working to bring key stake-
holders together to coordinate school activities. All three teams are committed to the primary 
principles of no-fault problem solving, consensus decision making, and collaboration. 38 

Although there may be other expectations associated with the culture of an effective 
school, it would appear that the ones described are the most important. Of course, these 
expectations will need to be communicated and reinforced, activities that usually occur in an 
effective school as a result of symbolic actions and sanctions. 39  Such symbolic activity may, 
for example, take the form of a school slogan on the importance of learning, a school policy 
that students who fail a subject will not be allowed to participate in extracurricular activities, 
or a procedure requiring all students to make up their work, irrespective of the reason for their 
absence. In these examples a certain symbolic message is being communicated: "Academics 
are important!" 

Both positive and negative sanctions will also be necessary to encourage the achievement 
of school expectations. Some administrators may be reluctant to use negative sanctions, such 
as those discussed in Chapter 3, "Authority, Power, and Influence' but individuals or groups 
whose behavior conflicts with the ideals and values the administrator is trying to promote 
should not be ignored. Of course, use of positive sanctions is preferable in encouraging adher-
ence to organizational expectations. Several researchers have found that schools recognizing 
student accomplishment tend to have higher levels of achievement. 40  In addition, the recogni-
tion and support of teachers are also characteristic of the culture of an effective school. For 
example, in another illustration presented by Saphier and King, it was observed, "Good teach-
ing is honored in this school and community," and, "Despite financial constraints, we have 
sabbaticals, summer curriculum workshops, and funds to attend professional conferences."4' 

THE ADMINISTRATOR'S ROLE IN SCHOOL CULTURE 

"The only thing of real importance that leaders do is to create and manage culture," asserts 
Schein. 42  The administrator's role in regard to the organizational culture of a school is mul-
tifaceted. First, the administrator needs to develop and maintain an adequate understanding 
of the various elements of the school culture. Few new administrators are likely to assume 
they know the organizational culture of the school, but many experienced administrators may 
falsely assume that they already know their school culture because they have held a position 
in the school for several years. An organization's culture is not a static entity, however, but 
is constantly changing and evolving. 43  Figure 6.3 shows a number of major factors that can 
affect the nature of the organizational culture existing in a school.' 

By analyzing the factors identified in Figure 6.3, an administrator can take an important 
step toward better understanding how the present organizational culture has developed into 
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what it is today and how it may be changing. To help achieve this understanding, the admin-
istrator should consider using one or more of the instruments that have been designed for 
assessing the organizational culture of a school. Although most of these instruments have 
been developed for the purpose of measuring the climate of a school (a broader concept), 
the data from such an assessment would also be valuable in understanding the organizational 
culture. Instruments that would be useful for this objective include the Organizational Cli-
mate Description Questionnaire, 45  the Elementary School Environment Survey, 46  the Qual-
ity of School Life Questionnaire, 47  and the Effective Schools Battery Survey. 48  In addition, 
the National Association of Secondary School Principals has developed the Comprehensive 
Assessment and School Improvement, a climate instrument that appears to hold promise.49  
These standardized instruments measure factors common to schools and typically have a high 
degree of validity and reliability. These instruments may not address the specific areas of 
interest of a particular administration, however. Rojewiski and his colleagues outline steps 
that may be used to develop an individualized school-climate survey. 50 

Enhancing School Culture 

Once an administrator has attained a good understanding of the organizational culture of the 
school, the administrator will then, and only then, be in a position to try to enhance that 
culture if changes are needed. While most, if not all, administrators would probably like to 
develop an organizational culture that is characteristic of effective schools, trying to change 
an organizational culture, especially a school culture, will not be easy. Krajewski offers the 
following principles for modeling creative teaching and leadership behaviors that enhance 
school culture: (1) Envision a future direction of collaboration, (2) clearly establish the con-
nection between mission and practice by being an enthusiastic facilitator, meeting the needs 
of teachers and students, understanding the motivations of each employee, and promoting 
growth in all school personnel, (3) view problems as opportunities and focus on solutions, 
(4) be creative in stimulating good teaching practices, (5) think of others, (6) foster staff 
development, (7) create networks that decrease teacher isolation and promote professional 
sharing, and (8) stay focused on the most important outcome, student performance.5' 
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One problem is that schools, particularly secondary schools, are often referred to as 
"loosely coupled" organizations 52; that is, the authority and other bureaucratic linkages 
between the principal and the staff are often indirect. For example, an administrator may want 
teachers to emphasize more time on tasks in their classrooms and may, in fact, direct them 
to do so. But once the classroom doors are closed, a school administrator frequently has no 
adequate mechanism to enforce these wishes. 

Subcultures and Countercultures 

Moreover, although the discussion in this chapter, for the purpose of simplification, has 
referred to the organizational culture of a school as though it were a homogeneous entity, 
it is, in reality, more complicated than that. As Smircich has observed, "Much of the lit-
erature refers to an organizational culture, appearing to lose sight of the great likelihood 
that there are multiple organization subcultures, or even countercultures, competing to 
define the nature of situations within organizational boundaries."53  This type of condi-
tion is particularly characteristic of secondary schools with their different departments, 
orientations, and needs. It is conceivable that in a secondary school, each of the depart-
ments may have its own subculture, and, more important, many of the subcultures may 
not be compatible—and may be in conflict—with what the administrator would like to see 
as the overall organizational culture. Considering that students may also have their own 
subculture (or several of them),54  which may be in conflict with the other subcultures of 
the school, then the complexity and the difficulty of trying to change the organizational 
culture of the school become apparent. 55  As Conway points out, "We are asking schools 
to restructure themselves and their culture, to go through an organizational learning of the 
most difficult type."56  

Promoting Values, Respecting Diversity 

Rothstein states that issues involving class, culture, and race have influenced students for 
centuries and are gaining in importance with the increasing diversity of today's society.57  
Darling-Hammond cautions that more than ever before, the ability of America to survive as 
a democracy is dependent on public education preparing citizens to think independently and 
forge out common ground among many diverse experiences and ideas. 58  Dietrich and Bailey 
note that facilitating students in discussion and expression of their points of view, as well 
as working in cooperative groups, is important to their social development and enforces a 
sense of community by fostering a cohesive environment in which to learn.59  Boyer believes 
that schools have the obligation not only to guide students into becoming literate and well 
informed but also to "help them develop the capacity to live responsibly and to judge wisely 
in matters of life and conduct." He sees the crucial problem as deciding which values should 
be taught within the diversity of today's society. He concludes that the following core of 
virtues might be agreed upon: honesty, respect, responsibility, compassion, self-discipline, 
perseverance, and giving. 60 

"A school's greatest impact occurs not in the formal lessons taught, but in creating a cli-
mate in which virtues are learned by example," according to Boyer. For example, the char-
acter education program in Boston is centered around books that have been chosen for their 
treatment of specific character traits and values. In grades K-5 the values emphasized are 
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trust, self-love, self-esteem, compassion, self-awareness, and justice. The skills taught are 
expressing one's point of view, expressing and managing feelings, and resolving conflicts. 
In grade 6, the values emphasized are sharing, hope, and courage, and the skills taught are 
expressing someone else's point of view, empathy, and compromise. 61 

Kohn, on the other hand, voices concern about current character education programs and 
advocates that teachers facilitate student thinking about the way the students want themselves 
and others to be: "Students and teachers should decide together what they want their com-
munities to be like, so students will understand values 'from the inside out."62  The topic of 
character development in schools is a controversial issue that future administrators will need 
to address. 

Challenges in Shaping School Culture 

In spite of these complexities and difficulties, an administrator may be able, to a limited 
extent, to shape the organizational culture of the school or school district. Principals should 
remember, however, that combining "professional management with inspirational leadership 
and a collectivist culture" may lead to role conflicts and confusion.63  Based on an analysis of 
the social science and educational literature on organizational cultures, 64  the following sug-
gestions are offered. 

Clarity about Values and Ideals First, an administrator needs to be clear about which 
values and ideals the school should be promoting. An administrator who has no notion of 
what an ideal school would look like will not be able to create policies for moving in a posi-
tive direction.65  Research by Hallinger indicates, "Principals can influence student learning 
by developing a clear mission that provides an instructional focus for teachers throughout the 
school."66  Unfortunately, many administrators become bogged down in the everyday duties 
of managing a school and have not thought through what it is that their school should aspire 
toward. A basic question that needs to be answered is, "What should be the primary mission 
and goals of this school?"67  Obviously, the administrator should not be the only one who 
attempts to answer this question; teachers, students, and parents, among others, also need to 
be involved in order to gain deeper insights and commitment. The principal appears to play 
the major role, however, beyond that of parent, in developing a school climate of high expec-
tations.68  If an administrator is not clear about what the school should stand for and should 
be aspiring toward, the administrator will be in a poor position to shape the organizational 
culture in a different direction. As Firestone and Wilson have emphasized, "The principal's 
task and challenge is to develop a clear vision of the purposes of the school that give primacy 
to instruction and to carry it through consistently during those countless interactions with 
[important others]."69  

Shaping the Culture through Choice of Staff Once an administrator has developed a 
clear vision of the "purpose" of the school, particular attention must be paid to the kinds of 
individuals recommended as future members of the faculty and to the people appointed to 
important leadership positions within the school. For example, every time an administrator 
has an opportunity to replace a member of the faculty, the potential exists for shaping the 
culture. 70  Since the principal's greatest influence may well be in the power "to recruit, select, 
promote, and demote staff members," it may take years of this process for a principal to 
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reshape the school's culture. Hiring and retaining teachers who especially value experimenta-
tion, for example, will certainly make innovation or change easier to facilitate for principals. 71 

It is true that, in the instance of a single vacancy, there is little chance of hiring someone 
whose values and ideals are exactly what the administrator wants the organizational culture 
to reflect. The cumulative effect of selective hiring over a number of years, however, could 
potentially change the culture of a school in important ways.72  In the final analysis, the people 
associated with an organization are the major contributors to its culture. Their values and 
ideals are the building blocks of the group norms that greatly influence individual and group 
behavior. By emphasizing certain values and ideals in the hiring process, an administrator can 
shape the culture of an organization over a period of time. 

Shaping the Culture through Formal Leadership Appointments An administrator will 
also have an opportunity to shape the culture of the organization when making appointments of 
people to leadership positions within the organization. 73  Periodically, an administrator will need 
to appoint a chairperson of a committee or select someone for an important position, for exam-
ple, department head. In these situations an administrator should take care to select or appoint 
people who will best represent the organizational values and ideals that the administrator is 
trying to promote. By selecting such individuals, the administrator will not only obtain people 
who share a commitment to certain organizational priorities but, perhaps more important, be 
communicating symbolically to others in the school those values and ideals the administrator 
thinks are important for people to possess. The administrative act of selection or appointment 
can potentially carry great symbolic influence, especially if the administrator emphasizes pub-
licly the reasons for these selections. According to Hallinger, however, these appointments also 
lessen the opportunity for the administrator to personally communicate key values and place 
greater reliance on instructional leaders to aid in fostering a positive school climate.74  

Working with the Informal Leaders In addition to selecting with care those individuals 
who will occupy important leadership positions in the school, an administrator who wishes to 
shape the organizational culture will need to identify and develop an appropriate relationship 
with the informal leaders of the school.75  This is particularly true for a new principal because 
the formal and informal leaders who are already in place form a large portion of the school's 
power structure. Developing a commitment from the school leaders will be crucial to the 
achievement of the principal's goals. 76 

An informal leader generally operates in every group. The informal leader may be the 
same person as the formal leader; however, whether or not that is true depends on the for-
mal leader's personal influence with other members of the group rather than on any for-
mal appointment by the principal. An informal leader can best be identified by examining 
a group's interaction patterns: the individual with whom there is the greatest interaction and 
communication within the group and whose opinion and judgment are most respected by the 
other members is the informal leader. 

Obviously, in most situations it would be best for an administrator if the informal leader 
and the formal leader were the same person. That may not be the case, especially if an admin-
istrator has not exercised good judgment in selecting the formal leaders within the organiza-
tion, or if there has been very limited opportunity to appoint new formal leaders, or if the 
informal leader's values are not consistent with those that the administrator would like to see 
adopted by the organization. 
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Handling Conflict between Formal and Informal Leaders When the informal leader 

of a group is a different person from the formal leader, a potential for conflict may exist. 
For example, the administrator and a department chairperson may be trying to promote a 
certain work ethic on the part of members of a particular department. If the informal leader 
of that department is opposed to the new work ethic, then the other members of the depart-
ment may develop a group norm that will influence the members to resist the proposed 
work ethic. This type of conflict can be detrimental to developing a cohesive organizational 
culture. 

Unfortunately, there are no easy answers to resolving this type of conflict between formal 
and informal leaders, although the concepts that are presented in Chapters 3 and 5 should be 
helpful. The administrator could, of course, attempt to influence the informal leader by using 
persuasion to convey the desirability of what the organization is trying to accomplish. In addi-
tion, the administrator could attempt to develop a rival informal leader within the group who 
could possibly lead the group in a direction that would be more compatible with the overall 
purposes of the organization. The social science literature provides few clues as to how the 
administrator might accomplish this, but it would appear that the key to a solution lies in 
identifying and nurturing some individual in the group whose personal qualities are liked and 
respected by colleagues but whose values and ideals are more congruent with the administra-
tor's. By encouraging the administrator-approved informal leader to exert leadership within 
the group and then rewarding such efforts, an administrator may be able to change the group 
norms of a subculture to make them more consistent with the overall purposes of the organi-
zational culture. 

Keeping the School's Mission in the Public Eye 

In attempting to shape the culture of an organization, it will be important for the administra-
tor to articulate at every opportunity those values and ideas being promoted.77  This needs to 
be done in such documents as student and teacher handbooks and at meetings with faculty, 
students, and parents. For example, Brookover and his colleagues suggest that in an effective 
school the administrator and faculty should develop a statement of purpose and beliefs that 
would include the following: 78 

1. The purpose of the school is to educate all students to high levels of academic 
performance. 

2. To fulfill this purpose, the members of this school staff believe that 

a. All students should have a challenging academic program. 

b. All students should master their grade level objectives. 

c. Teachers are obligated to prepare all students to perform at mastery level on the 
objectives for the course. 

Whether a school administrator and faculty should adopt this particular statement of purpose 
and beliefs, or some other, is not the issue. The important concept is that if the administrator is 
to shape the organizational culture of the school, a clear statement of purpose and beliefs must 
be formulated and communicated. 
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WINDOW ON DIVERSITY 

Organizational Culture 

For issues of diversity in relation to organizational culture, consider the following: 

• "Making student diversity central to all aspects of the school experience com-
pels adults—administrators, teachers, parents, non-certified staff, and mem-
bers of the community—to be constantly mindful of the consequences of their 
actions and decisions especially on categorical groupings of students for his-
torical, political, and social reasons are denied the opportunities and benefits 
of this society." (p.  119) 

• "Schools are open systems, permeable institutions: beliefs about race and 
gender, about class and language, about intelligence, ability, and achievement 
emerge in the classroom" (M. Rose, Possible Lives: The Promise of Public 
Education in America [Boston: Houghton Mifflin Company, 1995]). (p. 120) 

• "Valuing diversity is a way in which individuals and groups within education 
and beyond could stand in solidarity with one another, challenge one another 
and empower themselves in ways that did not diminish others." (p.  121) 

• "Individuals are both immersed in and impacted by culture, but individuals 
also impact and change the larger culture. . . . This idea of a living, changing 
culture is important to understanding how critical schools are to changing our 
stereotypes, biases, and negative paradigms." (p. 121) 

Source: K. Hanson and M. P. Avery, "Valuing Diversity in Schools: Transforming Education through 
Humanistic Policy, Pedagogy, and Practice." In M. Leicester, C. Modgil, and S. Modgil (Eds.), institu-
tional Issues: Pupils, Schools and Teacher Education (London: Falmer Press, 2000), pp. 119-127. 

Communication: A Tool for Shaping Culture 

Formal communication will be essential, but an administrator needs to use informal and sym-
bolic communication as well to shape the future of the organization. Some researchers have 
discovered that informal and symbolic communication, which takes the form of stories, ritu-
als, and slogans, can influence the culture of an organization .79  For example, the slogan, "Aca-
demic excellence—no sweat, no gain," communicates symbolically the value that a school 
places on hard work. Anecdotes retold to new personnel about how students and teachers 
have invested extra efforts to improve themselves and to help achieve certain organizational 
goals symbolically emphasize the types of values and ideals that a school promotes. What a 
principal talks about, pays attention to, and reinforces while walking around the building or 
conducting school activities will greatly influence teachers' behavior, and thus the organiza-
tion's culture, according to Peterson.80  

In addition, rituals or ceremonies that an administrator initiates and supports provide an 
opportunity to stress the values and ideals the administrator is trying to emphasize while 
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providing an occasion for rewarding behavior exemplifying these values and ideals. For 
example, one high school that is attempting to promote academic excellence has established 
a comprehensive program of rituals and rewards for students and teachers.8' Examples of this 
program include the following: 

I. Academic superstar recognition: Each week the school honors a student for outstand-
ing performance in a particular academic area by displaying on the office bulletin 
board a picture of the student at work. 

2. Homework recognition: The school honors students who have completed all their 
homework assignments in all their classes with a grade of B or better, providing them 
with special certificates and rewards—for example, tickets to a movie. 

3. Average-raisers recognition: The school honors students who raise their grade point 
averages from the previous term by 0.5 on a 4.0 scale by presenting them with special 
certificates and rewards. 

4. Teacher of the month recognition: One teacher is selected monthly by a PTA com-
mittee to receive a special certificate and a night's dinner and entertainment for the 
teacher and a guest. 

Although the total program of this school is much more comprehensive than is revealed in 
the examples, the four illustrations are intended to give a sense of communicating symboli-
cally the values and ideals that are important to an organization. As lannaccone and Jamgo-
chian point out, "When symbol and ceremony fit student perception that teachers care about 
their achievement and the perception of teachers that administrators place improved student 
performance foremost in their orientation in their jobs, then a strong and consistent school 
cultural consensus [will emerge]. ,82 

"School leaders from every level are key to shaping school culture," write Peterson and 
Deal, summing up their point in the following description of the part leaders play: 

Their words, their nonverbal messages, their actions, and their accomplishments all shape cul-
ture. They are models, potters, poets, actors, and healers. They are historians and anthropolo-
gists. They are visionaries and dreamers. Without the attention of leaders, school cultures can 
become toxic and unproductive. By paying fervent attention to the symbolic side of their schools, 
leaders can help develop the foundation for change and success. 83 

SCHOOL CLIMATE 

When asked to distinguish between school culture and school climate, Christine Emmons, 
coordinator of program evaluation at the Corner School Development Program, replied that 
climate may be viewed as a "subset of culture." Whereas school culture consists of "the 
belief systems that undergird the patterns of activities that characterize the functioning of the 
school," school climate relates to human interactions. "School climate," explained Emmons, 
"is the quality and frequency of interactions between staff members in the school and stu-
dents, among the students, among the staff members themselves, and between staff at the 
school and parents and the community." Whether a school climate is positive or negative can 
be ascertained by the atmosphere set up through such interactions.84 
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Haynes, another author concerned about school climate, suggests that "school climate is 
the sum total of, and dynamic interactions among, the psychosocial, academic, and physical 
dimensions of the school's environment." The academic and psychosocial dimensions cannot 
be separated, according to Haynes. "They must be addressed together consistently."85  

Measuring School Climate 

The question arises, "How can school climate be effectively measured?" Perceptions provide 
an important gauge. "Perceptions held by stakeholder groups (e.g., students, parents, teach-
ers) about the physical, social, and learning environments of a school may influence both 
the processes and outcomes that occur," say researchers at Western Michigan University's 
Evaluation Center. Because of the impact of perceptions on processes and outcomes, it is 
important for educational leaders to know what those perceptions are. One way of finding out - 
is to conduct a survey asking people not how they personally feel about a school, but their 
opinions about what "most people" perceive to be true about the school in its various aspects. 
For this purpose the National Association of Secondary School Principals (NASSP) School 
Climate Survey was developed. The survey questionnaire is designed to find out what each 
stakeholder group perceives most people to believe about 10 areas: teacher—student relation-
ships, security and maintenance, the effectiveness of the administration, student academic 
orientation, student behavioral values, academic and career guidance and counseling services, 
student—peer relationships, relationships between the school and parents/community, instruc-
tional management, and student activities. 86  The value of these data is summed up by the 
Western Michigan evaluators: 

The shared perceptions of climate represent what most people believe, not the individual's per-
sonal reaction to the environment. These shared perceptions tend to be persistent over time. Just 
as meteorological climate is largely unaffected by daily shifts in temperature. the climate of the 
school is a relatively stable phenomenon. 87 

They go on to point out that by comparing the perceptions of the various stakeholder groups, 
school leaders can become aware of areas that need appropriate interventions to improve the 
school's environment. 

One educator who has devoted much attention to school climate is H. Jerome Freiberg. He points 
out many different ways that school climate can be raised, such as student concerns surveys, 
entrance and exit interviews, and even "ambient noise checklists" that pinpoint areas where 
excessive noise levels cause stress and distraction and where changes need to be made. "School 
climate can be a positive influence on the health of the learning environment or a significant 
barrier to learning." writes Freiberg. 88 

Figure 6.4 shows another example of climate measurement questions that are part of a 
larger questionnaire for entry-level educational leaders and human resources staff. It was 
designed to ascertain work- -experiences within their school or district and perceived career 
and promotional opportunities. The portion of the questionnaire reprinted in Figure 6.4 was 
designed specifically to serve as a "culture/climate audit" of diversity attitudes and practices 
within the school or school district. It provides a means of obtaining information on respon-
dents' observations of the organizational culture and climate. Diversity, as used here, means 
recognizing, accepting, and appreciating human differences (or demographic variables). Basic 
tenets in this definition are these: (1) Respect is to be shown to all persons without regard to 
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M FIGURE 6.4 
CULTURE OR CLIMATE AUDIT: DIVERSITY QUESTIONNAIRE FOR ENTRY-LEVEL 
EDUCATIONAL LEADERS AND HUMAN RESOURCES STAFF 

I. Opportunities for Women 
I. Do you think that the female population is well represented in administrative positions in your school or 

district? 

Please explain your answer. 

2. Do you feel that women who are otherwise qualified for administrative positions are leaving your school/ 

school district? 

Yes 	No  

(If you answered yes, go to question 3. If you answered no, go to question 4.) 

3. If you believe your school or district is not retaining qualified women, why do you think these women are 

leaving? 

4. Is the school/school district successful in promoting career advancement for women beyond entry level 

administrative positions? 

5. How far up the administrative ladder do you think women can go in your school or district? 

Please explain your answer. 

6. Is there within your school/school district a shortage or surplus of qualified women candidates for admin-

istrative positions? (Please check the answer you believe best applies.) 

a. shortage 

b. surplus 

c. There is neither a shortage nor a surplus. 

7. What do you see as your school/school district's commitment to women in administrative positions? 

8. What opportunities does your school/school district provide for women in administrative positions? 

9. What factors facilitate the advancement of women in your school/school district? 

10. What factors hinder the advancement of women in your school/school district? 

II. What is your perception of your school/school district's commitment to equal opportunities for women 

as compared to that of other organizations? 

II. Opportunities for Minorities 

[)o you th:nk your school or district exercises equal opportunity in: 

a. the recruitment of minorities? 

b. the selection of minorities? 

c. the hiring of minorities? 

d. the retention of minorities? 

Please explain your answers. 

2. Do your think persons from minority populations are well represented in administrative positions in your 

school or district? Please explain your answer. 

3. Do you feel that members of minority populations who are otherwise qualified for administrative posi-

tions are leaving your school/school district? Yes _______ No  

(If you answered yes, go to question 4. If you answered no, go to question 5.) 

4. If you believe your school or district is not retaining qualified members of minority populations, why do 

you think these persons are leaving? 

5. Is the school/school district successful in promoting career advancement for minorities beyond entry 

level administrative positions? 

6. How far up the administrative ladder do you think minorities can go in your school/school district? 

Please explain your answer. 

7. Is there within your school district a shortage or surplus of qualified minority candidates for administra-

tive positions? (Please check the answer you believe best applies.) -. 

a. shortage 

b. surplus 

c. There is neither a shortage nor a surplus. 

8. What do you see as your school district's commitment to minorities in administrative positions? 
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I F I G U R E 6 . 4 Continued 

9. What opportunities does your school/school district provide for minorities in administrative positions? 

0. What factors facilitate the advancement of minorities at your school/school district? 

II. What factors hinder the advancement of minorities at your school/school district? 

2. What is your perception of your school district's commitment to equal opportunities for minorities as 

compared to that of other organizations? 

Ill. Diversity 

I. How would you describe your school's commitment, if any, to diversity? 

2. Do you believe a diverse cultural climate is beneficial to a school or district? Please explain your answer. 

3. What do you see as your role in building a climate that fosters diversity? 

4. What do you need to be a more effective manager of a diverse workforce? 

S. Are there any unique aspects in working with a diverse workforce? 

With women? 

With racial minorities? 

With ethnic minorities? 

With persons with disabilities? 

With persons who are considerably younger or older? 

With persons who are gay or lesbian? 

With persons of a different religion? 

6. What advice would you give entry level persons from the above categories who are interested in attain-

ing promotion to an administrative position in your school/school district? 

7. What advice would you give entry-level persons in general who are interested in attaining a promotion 

to an administrative position at your school/school district? 

Source: Adapted from a longer form developed by Petra E. Snowden. © 1998. 2001 by Petra E. Snowden 

Permission to reprint required. 

such differences as national origin, race, color, ethnicity, religion, gender, age, sexual ori-
entation, or ability/disability and (2) members of any one of these categories are not to be 
regarded as superior to members of any other category or group. 

The information gained through this questionnaire can aid in (1) identifying any prob-
lems, (2) ascertaining needs for changes and improvements in the organizational climate, and 
(3) formulatihg action plans to ensure a recognition of the contributions of each person. The 
findings can then be used to generate programs and policies that will provide each person with 
equal opportunities for developing his or her potential to the full. This culture audit is intended 
as a first step toward eliminating artificially imposed barriers (based on such characteristics as 
gender, race, color, ethnicity, national origin, religion, age, ability/disability, or sexual orienta-
tion) that sometimes hinder recruitment, hiring, selection, retention, and advancement. 

Why Climate Is Important 

In the physical world, climate can determine whether plants thrive or fail to grow. The cli-
mate of a school can similarly have a major influence on morale, learning, and productivity. 
A welcoming, safe, and supportive environment can help students believe in their potential 
and provide motivation for success—particularly if they feel they are respected in all their 
diversity, including differing types of talents and learning styles. Establishing such a climate 
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also requires dealing with school safety issues, as discussed in Chapter 5, including protect-

ing students from intimidating tactics such as bullying and harassment. Banks has written 
that many students frequently stay home because of bullying. "Victims often fear school and 
consider school to be an unsafe and unhappy place, "89  Such an assessment of the school envi-
ronment is completely opposite the positive climate that fosters academic achievement and 
social development. 

A FINAL NOTE 

An organizational culture is a complex entity, one 
that is constantly evolving. Unless there is a posi-
tive organizational climate and culture, it is unlikely 
that the necessary technical improvements that 
benefit students in teaching and curriculum will be 
implemented.90  For example, the rapidly increas-
ing cultural diversity of students in our schools can 
create serious misunderstandings among students, 
teachers, parents, and administrators and further 
diminish or erode a positive climate. Principals 
and staff must be able to recognize and resolve cul-
turally based school and community problems.9' 
A guide from the U.S. Department of Education 
Office for Civil Rights and the Bias Crimes Task 
Force of the National Association of Attorneys 
General urges educational leaders to examine the 
school environment regularly for any evidence of 
harassment: 

Regular, focused observation of school activities 
and environments, especially less structured settings 
like school hallways and school buses, will identify 
harassment that staff may neglect to report. It is pos-
sible that, in some instances, harassment may be so 
widespread that no one actually reports it. Periodi-
cally examine the school site and furniture for racially 
and sexually derogatory graffiti. Monitor possible 
trouble spots in the school for incidents of hostility 
and harassment. For example, ensure that students of 
racial and national origin minority groups and both 
sexes who drop Out of courses and activities in which 
they are under-represented have not been subjected to 
harassment.92  

Sellers and Hall have explored the role that 
school counselors can have in assisting admin-
istrators and teachers "in creating a school cul-
ture that empowers all individuals to succeed and  

reach their fullest potential." Counselors can help 
(1) provide training in multicultural competencies, 
(2) encourage sensitivity to individual differences 
and understanding of oneself and others, and (3) pro-
vide knowledge and skills necessary to work with 
special populations. These authors go on to say that 
school counselors can "respond proactively to pre-
judicial attitudes and values that influence assess-
ment and treatment with multicultural students, "93 

An administrator should not be intimidated 
by the challenges of creating an effective school 
culture and climate. Instead, the focus should be 
on maintaining an accurate understanding of the 
school's culture and direction and on those factors 
influencing its development. Educators are advised 
to place less attention on reform initiatives and 
more on creating a clear vision and mission to pro-
vide direction for the school. The administrator can 
then try, with the assistance of others, to shape the 
culture toward desirable ends. 94  Fullan recognizes 
that the keys to effective change involve reshap-
ing the school culture and also providing time for 
teachers to develop professionally. 95  In the process 
of pursuing positive results, the administrator will 
be involved in school change, the subject of the 
next chapter. 

Although many of the case studies, suggested learning 
activities, and simulations presented in Part II of the text 
require the appropriate use of the ideas in this chapter 
on organizational culture, the following exercises should 
provide the best opportunities for testing understanding 
and effective use of the concepts about organizational 
culture: Cases 22, 26, 29, 45, 52, 56, 57, and 65; and the 
midyear and end-of-the-year in-basket exercises. 
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CHAPTER 

Change 

APPLICABLE ISLLC STANDARDS 

STANDARD 1: An education leader promotes the success of every student 
by facilitating the development, articulation, implementation, 
and stewardship of a vision of learning that is shared and 
supported by all stakeholders. 

FUNCTIONS: 	A. Collaboratively develop and implement a shared vision 
and mission 

B. Collect and use data to identify goals, assess 
organizational effectiveness, and promote organizational 
learning 

C. Create and implement plans to achieve goals 
D. Promote continuous and sustainable improvement 
B. Monitor and evaluate progress and revise plans 

STANDARD 2: An education leader promotes the success of every student 
by advocating, nurturing, and sustaining a school culture and 
instructional program conducive to student learning and staff 
professional growth. 

FUNCTIONS: 	A. Nurture and sustain a culture of collaboration, trust, 
learning, and high expectations 

B. Create a comprehensive, rigorous, and coherent 
curricular program 

C. Create a personalized and motivating learning 
environment for students 

D. Supervise instruction 
E. Develop assessment and accountability systems to 

monitor student progress 
F. Develop the instructional and leadership capacity of staff 
G. Maximize time spent on quality instruction 
H. Promote the use of the most effective and appropriate 

technologies to support teaching and learning 
I. Monitor and evaluate the impact of the instructional 

program 

187 



188 	Part I Major Concepts in Administration and the Social Sciences 

1 STANDARD 4: An education leader promotes the success of every student 

by collaborating with faculty and community members, 
responding to diverse community interests and needs, and 

mobilizing community resources. 
FUNCTIONS: 	A. Collect and analyze data and information pertinent to the 

educational environment 
B. Promote understanding, appreciation, and use of the 

community's diverse cultural, social, and intellectual 

resources 

C. Build and sustain positive relationships with families and 

caregivers 

D. Build and sustain productive relationships with 

community partners 

STANDARD 5: An education leader promotes the success of every student by 
acting with integrity, fairness, and in an ethical manner. 

FUNCTIONS: 	A. Ensure a system of accountability for every student's 
academic and social success 

B. Model principles of self-awareness, reflective practice, 
transparency, and ethical behavior 

C. Safeguard the values of democracy, equity, and diversity 
D. Consider and evaluate the potential moral and legal 

consequences of decision-making 
E. Promote social justice and ensure that individual student 

needs inform all aspects of schooling 

STANDARD 6: An education leader promotes the success of every student by 
understanding, responding to, and influencing the political, 
social, economic, legal, and cultural context. 

FUNCTIONS: 	A. Advocate for children, families, and caregivers 
B. Act to influence local, district, state, and national 

decisions affecting student learning 
C. Assess, analyze, and anticipate emerging trends and 

initiatives in order to adapt leadership strategies 

Change is the one persistent phenomenon in education. For school leaders, implementing and man-
aging change and improvement in school leadership is a difficult and daunting task. As Michael 
Fullan and others note, school leaders need to understand the change process in order to lead and 
manage change and improvement efforts effectively. Furthermore, they must learn to overcome 
barriers and cope with the chaos that naturally exists during the complex process of change. 

In 2000 the Phi Delta Kappa/Gallup Poll showed that "the notion that the public is dissatisfied 
with its public schools is based on myth instead of fact." According to the survey findings, the 
majority of Americans believed that the best way to improve education was to reform the exist-
ing system. Strengthening the public schools was viewed as preferable to alternative approaches. 

Much is expected of schools today, and political leaders have made improvement in public 
education a major rallying cry in recent years. Words such as accountability, standards-based 
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education, high-stakes testing, and effectiveness have become buzzwords in the U.S. Con-
gress, state legislatures, gatherings of business leaders, and other circles beyond the walls of 
higher education and local schools.2  

Key findings from the 2008 Phi Delta Kappa/Gallup Poll revealed: 

• Americans support an increased use of federal funds to maintain local public schools. 

• Fewer than 2 of 10 Americans believe the No Child Left Behind (NCLB) legislation 
should be continued without significant change. 

• Lack of funding for schools tops the list of "biggest problems facing schools" for the 
sixth year in a row. 

• Americans' impressions of public schools in Europe and Asia are very positive with 
almost 50 percent assigning grades of A's and B's, as compared with lower grades 
assigned to our nation's schools. 

• Americans are supportive of high school students taking college-level courses and earn-
ing college-level credits while still in high school. 

• Even though college costs have increased significantly, 7 of 10 American parents 
believe they will be able to pay for college for their oldest child, a finding consistent 
with the response 13 years ago when it was last asked. 

• In a change from nine years ago, Americans believe written observations by teachers, 
as opposed to scores on standardized tests, are a superior way to document student aca-
demic progress. 

• Almost three of four Americans believe teachers should be paid higher salaries as an 
incentive to teach in schools identified as "in need of improvement". 

In just the last seven years, the number of Americans who believe there is too much 
emphasis on testing in their local schools has jumped by 12 percent. Also, 8 in 10 Americans 
prefer that school effectiveness be measured by improvement in student achievement rather 
than the current method that calculates adequate yearly progress (AYP).3  Americans are also 
concerned about the narrowing of the curriculum. One of every 2 Americans believes that 
NCLB's focus on reading and mathematics has reduced instructional time in other subjects. 
Nearly 6 in 10 Americans think students need to spend more time learning about other nations 
and cultures. Finally, 9 in 10 Americans believe that all children should become proficient in 
a second language in addition to English; 7 in 10 believe that foreign language instruction 
should begin in elementary school.4  

Schools are dynamic, reflecting the constantly changing world around us. However, 
schools are also expected to conserve our values while meeting higher achievement standards. 
Schools cannot afford to stand still; they must develop processes and techniques to facilitate 
effective change.5  

PREMISES GUIDING THE CHANGE RATIONALE 

The rationale for change in education seems to be based on the following premises: (1) Even 
if the status quo is not necessarily bad, there is usually room for improvement; (2) while all 
change does not necessarily lead to improvement, improvement is not likely to occur with-
out change; (3) unless we attempt change, we are not likely to know whether a proposed 
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innovation is better than the status quo; and (4) participation in the change process can result 
in greater understanding and appreciation of the desirable features of the status quo and can 
lead to a better understanding and appreciation of, and skill in, the change process itself. 
Although it is clear that proposed change holds the potential for improvement in education, 
an administrator would be well advised to be skeptical of those who say, "This is new and 
therefore good," or conversely, "This is old and therefore better." Periodic assessment of 
traditional practices and careful evaluation of proposed innovations are essential first steps in 
validating the need for improvement in education. 

PRESSURES FOR CHANGE 

In recent years schools have been bombarded with proposals, research findings, and man-
dates for change. For example, schools have been told that they need to increase student time 
on tasks, provide career ladders for teachers, introduce computer study into the curriculum, 
enhance their organizational culture, improve students' basic skills, increase parental involve-
ment, improve personnel evaluation, tighten curriculum standards, develop partnerships with 
business, and so on. Many of these pressures for change emanate from various national reports 
and pressure to implement national standards at the state and local levels, as well as pressure 
to change principal preparation programs. 

Why Change Efforts Fail and What Can Be Done 

Although national reports and research findings can be helpful in identifying possible areas in 
need of change in the schools, evaluations of change efforts that were made during the 1960s 
through the 1980s raise grave doubts as to whether national prescriptions, state mandates, and 
school district directives can be successful in bringing about significant and lasting school 
improvements.6  Sergiovanni has said that educational change itself must be changed.7  In gen-
eral, studies show that past attempts to impose certain changes on the schools have not been 
successful, for the most part. State regulations frequently usurped the authority of teachers, 
principals, parents, and local communities. The regulations sought to make the curriculum 
"teacher-proof" when, in fact, they served to make schools "learning-proof."8  Many of the 
proposed changes either were not implemented at all or were modified in such a way to fit 
local needs that the value of the change was questionable.9  

Schwahn and Spady have highlighted "five interdependent reasons why productive change 
doesn't happen," and from these reasons, they have extrapolated five change "rules" or principles: 
(1) "People don't change unless they share a compelling reason to change," (2) "People don't 
change unless they have ownership in the change' (3) "People don't change unless their leaders 
model that they are serious about the change," (4) "People are unlikely to change unless they have 
a concrete picture of what the change will look like for them personally," and (5) "People can't 
make a change—or make it last—unless they receive organizational support for the change."°  

Federal and State Mandates Are Not Enough 

Although the federal and state governments can make an important contribution to school 
reform by publicizing the need for improvement and by providing financial and technical 
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assistance to schools that would like to change, the history in this country of attempts to 
change the schools suggests that significant and lasting school improvement can seldom be 
prescribed, mandated, or directed by agencies or individuals outside of the school. Part of the 
difficulty is that, as mentioned in Chapter 6, schools are "loosely coupled organizations" 11; 

that is, there are seldom explicit and direct connections or linkages between the external 
agents pressuring the schools to change and the people (in most cases, teachers) who will have 
to implement the changes. This makes it hard to direct and monitor adequately what is going 
on in the schools. Another difficulty is that many teachers and building administrators have 
become accustomed to pressures for change—after all, there has been a lot of change over 
the years—and educators realize that much proposed change is faddish in nature and that the 
pressure for change will likely diminish when the change agent leaves or funds are cut back .'2  

A basic implication of research on change efforts over several decades is that the primary 
leadership for bringing about school improvement must come from the organizational level of 
education where the change is to take effect. In most situations, that will be at the school site 
level, even though important contributions can be made at all levels. 

NEEDED LEADERSHIP FOR CHANGE 

There is little doubt that the involvement and cooperation of many people will be neces-
sary for the successful implementation of school improvement. An administrator cannot 
and should not attempt to introduce and implement a proposed change single-handedly. As 
Joyce and his colleagues have pointed out. "Charismatic superintendents and principals can 
change schools, sometimes quite rapidly, by developing ad hoc executive structures; but the 
institutionalization of change is very difficult."3  In order for change to occur, one "highly-
motivated, goal-oriented individual must serve as the initial change agent. However, lasting 
change requires more than the efforts of a single individual."4  Consequently, introducing 
lasting change will require the cooperation and support of a variety of people. 15  The admin-
istrator should recognize that the leadership for introducing school improvement can come 
from many sources and thus should try to encourage ideas and support for change throughout 
the school or school system. 

School Improvement Committees 

One specific way in which an administrator can attempt to facilitate school change is to estab-
lish a school improvement committee. 16 Such a committee should be established at the district 
level to provide overall direction and coordination of school improvement efforts, and each 
school should also establish a school improvement committee to focus on improvement at 
the school site level. At the latter level, the committee should be headed by the principal and 
should comprise representative assistant administrators, teachers, parents, and students who 
are interested in school improvement and possess skills and/or insights that would be helpful 
in bringing about needed and successful change. For an excellent example of how students 
can be involved in the change process, the reader is referred to Furtwengler.17 The school 
improvement committee should be charged with the responsibility for assessing the need for 
change, encouraging efforts to improve the school, coordinating and providing assistance to 
those efforts, and monitoring and evaluating progress and achievements. 
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Importance of a Collaborative Approach In order for this type of committee to be suc-
cessful, its membership should be voluntary rather than required, and each member should 
have something useful to offer. Once established, the committee will need adequate resources, 
assistance, and periodic recognition from the administrator. In some cases, in-service training 
for committee members may even be needed. It will also be important for the committee to be 
supported by the rest of the school. Every effort needs to be made to avoid a perception that 
the committee is a behind-the-scenes, elitist group. Open meetings and frequent communica-
tions will help eliminate or reduce this possible problem. 

Principals and Implementation of Innovation 

While the establishment of a school improvement committee represents an important orga-
nizational step toward successfully bringing about school improvement, it also needs to be 
recognized that the administrator, particularly the principal (if the proposed change is to be 
introduced at the building level), is a key figure in the implementation of an innovation. Sel-
dom can a proposed change be successfully implemented without the understanding, support, 
and, frequently, the leadership of the building administrator. As Demeter observed in his study 
of innovation in local schools, "Building principals are key figures in the innovation process. 
Where they are both aware of and sympathetic to an innovation, it tends to prosper. Where 
they are ignorant of its existence, or apathetic, if not hostile, it tends to remain outside the 
bloodstream of the school." 18 

Reinforcing the importance of the principal to the successful implementation of any pro-
posed change, Sarason emphasized, "The principal is the crucial implementor of change. That 
is to say, any proposal for change that intends to alter the quality of life in the school depends 
primarily on the principal."9  Nickols has said that managing change requires numerous skills—
especially political skills, analytical skills, people skills, system skills, and business skills. 20 

According to Nickols, four basic questions can help direct change. Each is built around a partic-
ular concept as expressed in the verbs "achieve, preserve, avoid," and "eliminate." The questions 
are (I) "What do you want that you don't have?" (achievement goals), (2) "What do you want 
that you already have?" (preservation goals), (3) "What don't you have that you don't want?" 
(avoidance goals), and (4) "What do you have now that you don't want?" (elimination goals).2' 

Characteristics of Principals Who Implement Change The nature of the situation should 
determine the specific role an administrator should play in regard to introducing and imple-
menting a particular change. 22  One study of principals who had successfully implemented 
new programs in their schools found that: 

[The principal] was a believe,; feeling a genuine commitment to the project; an advocate who 
promoted and defended the project before a variety of audiences; a linker who connected the 
project with other parts of the system; a resource acquirer who obtained and allocated tangible 
and intangible resources for the project; an employer who hired project staff or assigned teachers 
to it; a leader who supplied initiative, energy, and direction; a manager who provided problem-
solving assistance and support; a delegator who "moved backstage" when teachers assumed 
leadership; a supporter who provided words of encouragement and acts of assistance; and an 
injbrmation source who gave feedback to teachers and project staff.23  

Another study finds six common characteristics of principals who were successful when 
implementing educational change: being visionary, believing that schools are for learning, valuing 
human resources, communicating and listening effectively, being proactive, and taking risks. 24 
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Leadership Styles of Principals Hall found that the principal's leadership style deter-
mines the successful implementation of change. Principals in his study had three main styles: 
(1) the initiator, (2) the manager, and (3) the responder. The initiator's style was most success-
ful, followed by the manager's; the responder's style was least successful. The specific styles 
are described as follows: 

1. Initiators: Have clear goals that include implementation of innovation. They place 
high expectations upon the students, their staff, and themselves. 

2. Managers: Fall between initiators and responders. They may initiate action in sup-
port of change but also demonstrate responsive behavior. 

3. Responders: Rely on teachers and others to act as change agents while they proceed 
with administrative tasks. 25 

Hitt identifies the following 10 characteristics of managers who are effective change agents: 

1. They view change as a friend—see it as a challenge and an opportunity. 

2. They have "power tools" and know how to use them. These "power tools" include 
the following: 

a. Information (knowledge and expertise). 

b. Resources (people, funds, materials, space, and time). 

c. Support (from influential people at many levels). 

3. They are able to deal with both the logical planning aspect of change and the psycho-
logical aspect, that is, the ability to handle the people problems associated with change. 

4. They establish a climate for change through exemplary, day-to-day actions. 

5. They start the change process within themselves rather than within others. 

6. They do not force change but facilitate it. 

7. They create their own enthusiasm. 

8. They are able to let go of an old idea and experiment with alternative concepts. They 
are open-minded. 

9. They seek out and accept criticism of their ideas. 

10. They are able to get others to buy into their ideas for change. 26 

The multifaceted role of these principals may seem a little overwhelming to many readers, 
especially prospective administrators. The Institute for Educational Leadership identified 
perhaps the most important qualities needed in school improvement efforts when it con-
cluded, "There is no magic. All it takes is the commitment, the time, and the guts to stay 
with it."" 

THE PROCESS OF CHANGE 

Although it seems clear that the administrator is a pivotal figure in the change process 
and, in many cases, may need to be the primary change agent in introducing and imple-
menting a proposed innovation, the administrator's effectiveness and the innovation's suc-
cess are not automatic or inevitable. Although many factors can influence the likelihood of 
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successful school improvement, it is not likely to occur in a school or school district without 
the administrator and the school improvement committee developing an understanding of, 
and skill in, the process of introducing and implementing change. Kilmann identifies the 
following four critical stages in planning a "completely integrated program for improving 
organizations": 

1. Ascertaining whether the organization is ready for a successful improvement. 

2. Diagnosing problems—using a questionnaire. 

a. Designating the barriers (problems). 

b. Designating the channels for success (opportunities). 

3. Scheduling planning tracks. 

a. Culture. 

b. Management skills. 

c. Team building. 

d. Strategy structure. 

e. Reward system. 

4. Implementing planning tracks. 

a. Encouraging flexibility as change is implemented in each track. 

b. Making sure employees take responsibility for the change. 28 

Although theorists on change may differ somewhat in their terminology and emphasis, most 
social scientists and innovators would agree that the process of introducing change should 
include the stages and steps listed in Figure 7.1 •29  The administrator and school improve-
ment committee who adopt the process outlined in Figure 7.1 should greatly increase the 
likelihood of successfully introducing and institutionalizing a proposed change in a school 
and school district. The process recommended is a rational one, although it is recognized 
that what actually occurs does not always follow rational lines. It begins with the identifica-
tion of the need for change and ends with the integration of the proposed innovation into 
the routine of the school. Throughout the process, there is an emphasis on decision mak-
ing, planning, organizing, diagnosing, and evaluating—the very skills that are central to 
administration. 

In the remaining sections of this chapter, each stage in the change process found in 
Figure 7.1 will be further analyzed and discussed. 

Initial Considerations 

Assessing the Need for Change The first stage in the process of change may well be the 
most important one. If the administrator, with the cooperation of relevant others, does not 
periodically evaluate the current program, activities, and practices in the school and school 
district, the administrator is unlikely to be aware of, or be sensitive to, the need for change. 
Worse yet, the administrator may react defensively to external pressures for change and 
attempt to defend a status quo that has not been examined carefully. Therefore, an effective 
administrator will have in operation a needs assessment plan providing objective information 
about the strengths and weaknesses of the various educational programs and activities. Such 
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FIGURE 7.1 
IMPORTANT STAGES AND STEPS IN THE CHANGE PROCESS 

Stage I 

Conduct a Needs Assessment 

A. Identify the need for change. Examine the present system to ascertain which aspects need to 

be improved. 

B. Develop or evaluate and select a new approach or system that will replace the former method. 

Stage II 

Orient the Target Group to the Proposed Change 

A. Create an awareness of and interest in the proposed innovation on the part of the target group, 

e.g.. teachers. 

B. Institute with the target group an examination of the strengths and weaknesses of the pro-

posed change. Pilot-test and refine the new system prior to its introduction. 

C. Identify, with the help of the target group, the commitments that will need to be made in 

terms of additional resources, in-service training programs, and/or building modifications. 

Stage Ill 

Decide Whether to Introduce the Proposed Change 

A. Identify those who should participate in the decision. 

B. Decide on the process by which the decision will be made. 

C. Decide whether to proceed with the implementation of the proposed change. 

Stage IV 

Plan a Program of Implementation 

A. Plan and carry out a program of in-service education for those involved in the proposed 

change. 

B. Provide the resources and facilities necessary for successfully introducing the change. 

C. Anticipate and attempt to resolve in advance the operational problems that may be encoun- 

tered in implementing the proposed innovation. 

Stage V 

Implement the Proposed Innovation 

Stage VI 

Conduct In-Process Evaluation 

A. Design and institute a system that will provide feedback on the extent to which the proposed 

change is accomplishing its objectives. 

B. Diagnose those aspects of the program or its implementation that need improvement. 

Stage VII 

Refine and Institutionalize the Innovation 

A. Modify the innovation and, if necessary. provide additional orientation, training, resources, 

facilities, etc. 

B. Gain the acceptance of the innovation (if it is successful) as a regular and permanent part of 

the total educational program in the school or school district. 

an assessment plan will he essential For identifying and validating the need for change, and it 
will also be helpful to others in developing an understanding of the need for change. An excel-
lent description of how to develop such a plan is presented by Kaufman and Stone. 

Determining the New Direction Once the need For change has been established, the admin-
istrator. in cooperation with relevant others, should attempt to develop, or evaluate and select 
from various alternatives, a new approach or system to replace or modify the current program or 
practice. This will he a challenging task. Administrators are faced with what must seem at times 
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to be a virtual barrage of proposals for changing the school program. The challenge for the 
school practitioner is to select those innovations that show potential for significantly improving 
education in the school. Unfortunately, this is easier said than done. The main problem is finding 
an innovation that has been systematically developed on the basis of theory and research, with 
subsequent experimental testing and refinement before dissemination to the schools. Research 
and development centers and regional laboratories are a source for information on innovations. 
Also, the local school district may need to establish contact with its state department of public 
instruction to ascertain its participation in the U.S. Office of Education's National Diffusion 
Network. Since many of the innovations to be considered are not "proven" products in any 
sense of the term, the administrator will need to evaluate carefully the strengths and limitations 
of each proposed change before seeking its adoption in the school or school district. 

Evaluating a Proposed Innovation In conducting an evaluation of a proposed innovation, 
the administrator and the school improvement committee should attempt to seek answers to 
the following basic questions: 

1. What are the objectives of the proposed change or innovation? What is it supposed to 
accomplish? 

2. Are the objectives of the proposed innovation sufficiently relevant to the particular 
need for improvement in the local school or school district? How do we know this? 

3. How will the proposed innovation accomplish its objectives? What is the evidence 
that the proposed innovation will accomplish its objectives, and how adequate is that 
evidence? 

4. How difficult will it be for people to understand and accept the proposed innovation? 

5. To what extent do people have the skills to implement the proposed innovation? If 
skills are lacking, how easily can these skills be acquired? 

6. What are the financial costs of implementing the proposed innovation? Are there suf-
ficient resources for implementing the proposed change? 

7. How will we know, if we implement the proposed innovation, that it has accomplished 
its objectives? 

8. In general, what are the advantages and disadvantages of implementing the proposed 
change? 

As mentioned earlier, evaluating a proposed innovation is seldom an easy task. It is an essen-
tial activity, however, for the administrator who wishes to avoid introducing an innovation 
that may not only be inappropriate for the needs of the school or school district but, if not suc-
cessful, also result in disillusionment and cynicism about future efforts to innovate. 

Important Reference Groups 

For most proposed changes, it will be important for the change agent to develop understand-
ing, commitment, and possibly new skills on the part of those individuals or groups who 
will be affected by a school innovation. Generally, the groups who will be most affected will 
include the faculty, the students, the parents, the school board, the administrator's superiors, 
and the state department of public instruction. 
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Gaining Support, Reducing Resistance In most circumstances, the six groups just men-
tioned represent the greatest sources of potential support for—or resistance to—a proposed 
change.30  The administrator who wishes to play the role of the change agent needs to recog-
nize that the acceptance and effectiveness of the proposed innovation may also be enhanced 
or impeded by the attitudes and actions of other individuals and groups associated with the 
school district: the personnel of other schools in the district; social and civic organizations 
within the community; visitors to the school; and the news media.3 ' Because each group is 
part of the informal communication network within a school district or community, the change 
agent must identify the potential of these groups for support or resistance and must consider 
these factors in introducing an innovation. As Baldridge and Deal have perceptively noted in 
regard to the external environment of the school (which includes not only local community 
but also the state and national scenes), "The environment is a major impetus for change, 
for new environmental demands are an initial source of new ideas, new procedures and new 
activities. Not only is change promoted by the environment, but changes made internally must 
also be supported by environmental connections."32  

Involving the Faculty Perhaps the most important group to consider in establishing the 
need for change, and in selecting and introducing a proposed innovation, is the faculty. If 
the faculty of a school or school district does not understand a proposed innovation, or lacks 
the skill for participating effectively in its implementation, the likelihood of the innovation's 
successful implementation is slight. This is particularly true of an innovation that is to be 
implemented in the classroom. Therefore, the administrator should make every effort to be 
sure that the faculty or its representatives are involved in each step of the change process, that 
they understand thoroughly the different facets of the proposed innovation, and that they are 
provided with adequate opportunity to acquire the skills necessary to implement the change. 

Adoption of the Innovation 

According to Havelock and his colleagues, an individual (or group) in the process of adopting 
an innovation goes through the following six stages: 

1. Awareness stage: The individual is exposed to an innovation and becomes aware of 
it, although not necessarily knowledgeable about it or possessing a strong interest in 
finding out more about it. 

2. Interest stage: The individual is developing an interest in finding out more about the 
innovation and is beginning to develop some possible negative and positive attitudes 
toward it. 

3. Mental stage: The individual is now actively evaluating the innovation as to how 
it might be implemented and is also seeking the assessment of the innovation from 
respected people. 

4. Trial stage: The individual actually attempts to implement the innovation on a pilot 
basis to see if it will work. 

5. Adoption stage: The individual adopts the innovation and implements it fully. 

6. Integration stage: The individual internalizes the innovation in such a way that it 
becomes a routine part of the person's behavior or situation.33 
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The Complexity of Instituting Change An individual or group will not always, of course, 
go through all six stages. Possibly at the end of the mental or trial stage the proposed innova-
tion will be rejected. Clearly, Havelock's concept of stages indicates that adoption is a more 
complicated process than perhaps is realized. For example, the implementation of an innova-
tion from a leadership perspective occurs in four different stages, according to Sergiovanni. 
In the first stage, initiation, the leader and the follower have independent, but organizationally 
related, objectives. Sergiovanni refers to this stage in leadership as "bartering." Stage two, 

uncertainty, is a time to muddle through. The leadership is "building." In the third stage, 

transformation, there is a breakthrough as the goals of leaders and followers are shared. The 
leaders and followers are bonded together in a moral commitment. In the fourth stage, routini-

zation, improvements are turned into routines so that they become second nature. Leadership 
is "banking."34  

Hal! and Hord have divided change facilitator behaviors into several clusters: (1) a "con-
cern for people" cluster that is composed of social/informal and formal/meaningful interac-
tions, (2) an "organizational efficiency" cluster in which the focus is on the degree of trust 
in others to carry out responsibilities and the establishment of procedures that keep the sys-
tem running smoothly and permit teachers to do their jobs better, and (3) a "strategic sense" 
cluster that focuses on the dimensions of day-to-day activities in the context of a long-range 
vision and the planning that accompanies it.35  

What Teachers Worry About Adequate orientation to the innovation is a key factor to 
successfully proceeding through Havelock's first three stages of adoption. In attempting to 
orient the faculty to the proposed innovation, the administrator needs to be aware of the typi-
cal concerns teachers have about innovations. According to a model developed at the Research 
and Development (R&D) Center at the University of Texas, teachers go through several stages 
of concern.36  Initially, their concerns seem to focus on how the proposed innovation, if it is 
implemented, will affect them personally. If these self-concerns can be ameliorated or elimi-
nated, then the teachers' questions are likely to reflect concern about how to perform the tasks 
associated with the innovation. Finally, if the task-related concerns can be resolved, then the 
teachers' concerns will center on how the innovation will affect students. 

Research at the R&D Center at the University of Texas subsequently supported the valid-
ity of the concept of stages of concern.37  This research found that it was possible, using an 
instrument based on the concept of stages of concern, to predict with better than 90 percent 
accuracy those teachers who eventually used an innovation and those who did not. Although 
the concept and instrument have not been validated with other groups that might also have 
concerns about an innovation, for example, students and parents, it does appear logical that 
the administrator consider adapting the instrument for use with these groups as well. 

Creating an Atmosphere of Trust "Trust is a key to system change that appears to be in 
short supply," write Hall and Hord. "Currently it seems as if everyone at each point across the 
system not only does not trust and respect persons at other points along the continuum, but 
also is cynical about the intents of those other people."38  During the process of addressing 
concerns, the administrator's role should not be one of "selling" or "advocating" an innova-
tion. Such an approach will impair the administrator's objectivity and sensitivity to people's 
concerns. Instead, the administrator should be trying to develop an understanding of the inno-
vation and people's concerns about it. To accomplish these objectives, the administrator needs 
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to create a climate or atmosphere conducive to objectivity, trust, and confidence. Research by 
a number of individuals and groups suggests that to create this type of atmosphere, the change 
agent will need to be perceived by the teachers as someone who: 

1. Is not trying to "foist" a change on them or manipulate them into making a change. 

2. Is a good communicator who not only understands a particular innovation but also 
knows how to explain it clearly. 

3. Respects teachers and encourages them to voice their concerns. 

4. Listens carefully when concerns or objections surface and takes action to try to 
ameliorate those concerns and objectives. 

5. Practices the perspective that successful change requires the cooperation and contribu-
tion of everyone. 

6. Has skills for helping to facilitate the proposed change.39  

RESISTANCE TO CHANGE 

Resistance to change exists in all organizations, be they public or private. Bowsher classified 
seven types of resisters to change in the following manner: 

1. "Positive" resister: The person who agrees with all the new programs but never does 
anything about them. 

2. "Unique" resister. Although the changes may be good for other areas of the organiza-
tion, they are never right for this individual's department. 

3. "Let me be last" resister: Will not say change is wrong, but uses the strategy of try-
ing to be last to implement change, hoping all new ideas will die out before his or her 
department must institute a new program. 

4. "We need more time to study" resister.  

5. "States rights" resister: Resists any new program from headquarters, stressing that 
only local programs will be effective. 

6. "Cost jusrfier" resister: Prior to any changes, everything must be cost-justified. 

7. "Incremental change" resister: The most difficult to win over to a new system. New 
approaches are tried only if they have everything the old system had.4°  

Two Kinds of Forces: Facilitating and Restraining 

In every situation involving change, there will operate certain restraining, as well as facili-
tating, forces .4 ' The facilitating forces—those conditions that make it easier to introduce a 
particular innovation—will probably be obvious to the administrator. They include such fac-
tors as outside pressures for change and the administrator's own convictions about the need 
for change. On the other hand, the restraining forces—those conditions that will make it dif-
ficult to introduce the innovation—may not be so obvious. Their symptoms are usually mani-
fested, however, in people's concerns or expressions of resistance to a proposed change. One 
should assume that change will often be resisted; experience and research both indicate that 
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resistance to change is not unusual.42  Sample verbal reactions to proposed change that suggest 

resistance include the following. 

"Everything is going all right, so why change?" 

"People aren't ready for change." 

"Has anyone else tried this?" 

"It won't work in this school." 

"We've never done it before." 

"We're not ready for that." 

"We're doing all right without it." 

"It's too radical a change." 

"We don't have enough time to do it." 

"It's too complicated." 

Factors behind Resistance 

These comments suggest concern as well as possible resistance to proposed change and should 
not be dismissed lightly. The worst thing the administrator can do is to dismiss resistance 
without examining its merits or to react defensively when opposition to change is expressed. 
Instead, the administrator should view the expression of resistance or concern as a warning 
sign that needs to be taken seriously, and should attempt to better understand and diagnose 
the motivation and reasoning behind such expressions. In so doing, the administrator needs to 
be aware that resistance to change may be based on one or more of the following restraining 
factors: 

Habit. Habit is the tendency of people to behave in the same way that they have always 
behaved, and the familiar becomes a form of security. Proposed change challenges this secu-
rity, and the challenge is frequently met with resistance.43  

The Bureaucratic Structure of the School District. The school district as a bureaucratic 
institution emphasizes the maintenance of order, rationality, and continuity. Uniformity of 
educational programs and procedures among the schools of the district seems to be valued, 
whereas diversity does not. Attempts by individual schools to introduce new programs or pro-
cedures are sometimes viewed with suspicion. Because of these attitudes and the hierarchical 
structure of the district, proposed change may be diluted before it is finally approved, or it 
may be rejected because it threatens the stability of the institution. 44  Recent research sug-
gests, however, that the bureaucratic structure of a school district can, depending on its nature 
and on how it is used, facilitate the process of change rather than restrict it.45  

The Lack of Incentive. Change can be a difficult and frustrating experience for the indi-
viduals or groups involved. Although the administrator may be personally convinced of the 
benefits that will accrue if a proposed change is adopted, the administrator can seldom guar-
antee those benefits or offer incentives (monetary or otherwise) to persuade others to adopt 
the innovation. 46 

 As a result, the administrator is dependent upon the ability to influence 
others to adopt a proposed change that may have high personal costs in terms of time and 
frustration and no immediate gain. 
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The Nature of the Proposed Change. Innovations can vary according to complexity, 
financial cost, compatibility with the other phases of the school's operation, ease of com-
municability, and time and energy needed to make the change. 47  Some innovations, because 
of these factors, are more difficult to introduce into a school system than are other proposed 
changes. As Baldridge and Deal note, "Many plans fail because they simply are not viable in 
terms of what the organization can afford.'48  Therefore, the characteristics of the innovation 
itself may constitute a major obstacle or problem in securing its adoption. 

Teacher and Community Norms. Teacher and community norms can act as significant 
barriers to innovating in the schools. For example, there is evidence that teacher norms 
support autonomy and do not encourage interaction and exchange of new ideas among col-
leagues .49  As a result, efforts by the administrator to bring about change in a teacher's role 
or methods may be viewed as a challenge to that teacher's professional autonomy. Research 
has further revealed that community groups may feel threatened by change because of its 
implications for upsetting the stability of the power relations within the community. °  Both 
sets of norms—teacher and community—can act as powerful sources of resistance to the 
administrator who is trying to introduce a particular innovation. 

Lack of Understanding. People may resist a proposed change because they don't possess 
an adequate or accurate understanding of it. Their deficiency may be caused by a failure to 
pay close attention when the proposed change was explained, or, on the other hand, informa-
tion about the change may have been poorly or inaccurately communicated. In any respect, a 
lack of understanding of a proposed change can act as a significant deterrent in its successful 
implementation. 51 

A Difference of Opinion. A proposed change may be resisted because of an honest 
difference of opinion about whether it is needed or whether it will accomplish all that 
its proponents claim. The difference in opinion may be based on conflicting philosophies 
and values of education in regard to teaching and learning, or it may result from variant 
assessments of how much improvement would actually occur if the proposed change were 
implemented. 

A Lack of Skill. A proposed change may be resisted by an individual or group who will be 
required to perform new skills and roles. The change from traditional roles and skills to new 
ones is viewed as an unsettling experience by many people. Therefore, any innovation requir-
ing new skills or roles from the participants should be accompanied by an in-service program 
enabling these people to develop the new skills or roles. 52 

Resistance to change is a complex phenomenon, and the administrator should spend a 
considerable amount of time in diagnosing its source or sources before drawing any conclu-
sions about how it might best be reduced. Many situations manifest more than one reason 
for resistance to change, and the administrator should assess the validity of each of the pos-
sible factors identified previously. By accurately diagnosing the reasons for resistance, the 
administrator will be in a better position to ameliorate it and smooth the way for successful 
implementation of a proposed improvement. A useful approach to diagnosing whether or not 
a school is ready for change has been developed by McCaIley.53  

One recommended means for dealing with the possibility of resistance to change is to 
introduce an innovation in such a manner as to avoid or minimize the likelihood of resis-
tance. The following generalizations, which Goodwin Watson developed from a review of 
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the research and theoretical literature on resistance to change, may be useful to the school 

administrator.54  Resistance will be: 

1. Less if administrators and other participants feel that the project is their own—not 
one devised and operated by outsiders. 

2. Less if the project innovation clearly has wholehearted support from top officials of 
the system. 

3. Less if the participants see the change as reducing, rather than increasing, their pres-

ent burdens. 

4. Less if the project is in accord with values already acknowledged by participants. 

5. Less if the program offers the kind of new experience that interests participants. 

6. Less if participants feel their autonomy and security are not threatened. 

7. Less if participants have joined in diagnostic efforts leading them to agree on what 
the basic problem is and its importance. 

8. Less if the project is adopted by consensual group decision. 

9. Reduced if proponents are able to empathize with opponents, to recognize valid 
objections, and to take steps to relieve unnecessary fears. 

10. Reduced if it is recognized that innovations are likely to be misunderstood and mis-
interpreted, and if provision is made for feedback of perceptions of the project and 
for further clarification of need. 

11. Reduced if participants experience acceptance, support, trust, and confidence in 
their relations with one another. 

12. Reduced if the project is kept open to revision and reconsideration—if experience 
indicates that changes will be desirable. 

Although it may be difficult, if not impossible, to meet all these conditions in every situation, 
the administrator and the school improvement committee should consider Watson's guide-
lines in planning a school improvement. 

FACILITATING THE INTRODUCTION OF CHANGE 

Although many administrators have felt that the crucial, if not the sole, problem in success-
fully introducing an innovation was to overcome the initial resistance of the individuals and/ 
or groups whose behavior and attitude were going to be affected by a change, this belief 
has now been challenged. Gross and his associates, for example, found that despite an ini-
tially favorable predisposition by those who were going to be especially affected by a certain 
change in a school, the proposed innovation ultimately met with failure.55  

Reasons for Unsuccessful Innovations 

Based on teacher interviews, questionnaires, and daily field observations, Gross and his col-
leagues identified four factors that seemed to account for the innovation's lack of success, all 
possessing implications for the educator who is concerned about the successful implementa-
tion of a proposed change. 
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1. Although the faculty had received orientation about the innovation prior to its intro-
duction, six months after the innovation had finally been initiated, most teachers still did not 
seem to understand what was involved in their new role. 

Implication. The administrator should not assume that one or two explanations of an inno-
vation will be adequate. Rather, the administrator must continuously secure feedback and 
provide clarification to those who will be affected by the change. 

2. The teachers seemed to lack the knowledge and skills necessary for performing their 
new role. When they encountered problems as a result of these inadequacies, teacher resis-
tance to the innovation developed. 

Implication. Behavioral and attitudinal change is complex and difficult to achieve. The job 
of the administrator is to identify clearly and precisely those skills and understandings needed 
by the people affected by the innovation and to provide the training necessary to acquire them. 
Teachers, for example, need continual assistance in adopting a new role. 

3. The teachers' role in the new program was designed on the assumption that much of 
the student learning would result from contact among the students, who were using highly 
motivating, self-instructional materials. Unfortunately, the materials were in short supply 
and apparently not sufficiently motivating and self-instructing. 

Implication. If the success of an innovation depends on materials possessing special char-
acteristics, (for example, highly motivating, self-instructing), the administrator must see that 
such materials are available in sufficient quantity. 

4. Other aspects of the school program, such as grading and developing the school 
schedule, were not changed to facilitate the adoption of the new teacher role. 

Implication. A change in one aspect of the school program may affect and be affected by 
other aspects of the program and may necessitate further change. 

The research conducted by Gross would appear to suggest two conclusions about proposed 
change: (I) that it will not always be initially resisted and (2) that an innovation may ulti-
mately fail, despite its preliminary acceptance, if the people involved have not been provided 
with adequate role orientation, training, materials, and other prerequisites. 56 

More Reasons for Failure in Attempts at Innovation 

In a related review of the literature on the implementation of change, Kritek found that, in 
addition to the factors identified by Gross, attempts to innovate failed because of goals that 
were too vague and ambitious, minimal planning to operationalize the innovation and to inte-
grate it into the school, resources that were too limited, and failure to anticipate adequately and 
address constructively the developments that occurred after the innovation was implemented.-57 

What Administrators Can Learn from Failed Attempts at Change 

Several implications are suggested by Kritek's review. The administrator who is thinking about 
introducing change must define the objectives of the innovation clearly and realistically. Full 
and accurate communication to those who could be affected by the proposed change is essential. 

Pilot Projects to Introduce Change To avoid the problem of excessively ambitious goals, 
it may be necessary to consider introducing the innovation on a pilot project basis rather than 
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to the entire school or school district.58  A pilot project represents a scaled-down version of 
the originally proposed change. The proposed innovation might be reduced in terms of size, 
length of operation, or number of participants involved. For example, rather than introduc-
ing a new, schoolwide language arts curriculum, the change could be implemented on a pilot 
basis at only one grade level; or perhaps rather than implementing a curricular change at one 
grade level, several units of the curriculum could be introduced by all the teachers in the 
school during the first semester of the school year; and, of course, other variations of the pilot 
project approach are also possible. 

The pilot project approach to introducing change has several distinct advantages. It can be 
conducted with a smaller number of participants and can involve those who would be more 
willing to try out new ideas. If the pilot project is successful, its results may favorably influ-
ence other people who initially resisted the proposed change. It can also be useful in identify-
ing and addressing defects or weaknesses in the originally proposed innovation that may not 
have been obvious before implementation. Finally, a pilot project may prove useful in demon-
strating that a proposed change will not work, either because of a defect in the concept of the 
proposed change or because local conditions make it impossible to implement fully. 

The pilot project is no panacea for introducing change, but it may avoid the problem of 
overly ambitious objectives for an innovation and, for that reason alone, should be considered 
by the administrator. 

Making Sure a Realistic Plan Is in Place After planning for the introduction of an inno-
vation, the administrator should attempt to ascertain whether or not it was planned carefully 
enough and in sufficient detail. Many innovations seem to fail because there was not a well-
conceived plan for implementing the innovation. Planning is concerned primarily with the 
question of how an objective is to be achieved or a decision implemented.59  In a situation 
involving the planned implementation of an innovation, the following types of questions need 
to be answered: 

1. What kinds of activities or actions must occur in order to introduce the innovation? 

2. What kinds of resources—personnel, facilities, supplies—must be obtained to intro-
duce the innovation? 

3. What kinds of problems and possible consequences might the introduction of the inno-
vation generate? How should these problems and consequences be addressed? 

4. How should activities be sequenced to the best advantage and resources most effi-
ciently coordinated in order to introduce the innovation? 

5. What kind of time schedule should be followed in implementing the plan of action? 

In an oversimplified sense, the administrator who engages in the planning process is attempt-
ing to answer the question, "Who does what, with whom, and over what period of time in 
order to implement the innovation'?" 

Another important question that faces administrators in a time of budget constraints is 
the availability of funding. Many schools have turned to grant writing to obtain the needed 
dollars to implement change. To write successful grants requires additional expertise that 
administrators and leaders may acquire by following Orlich's three suggested steps: (1) begin 
with a good idea, (2) search out a source that has funded similar ideas, and (3) craft a well-
written proposal. Novice grant writers should realize that the basic elements of any grant, 
no matter what the dollar amount, are similar. These are (I) a carefully worded introduction, 
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(2) an identification of the problem to be solved or the need to be addressed, (3) a list of goals 
and objectives, (4) a work plan or procedures, (5) the evaluation plan to measure the pro-
gram's success, and (6) an expenditure plan with budget justifications. 60 

In summary, a well-conceived plan for implementing an innovation will go far toward 
avoiding the problems referred to by Gross and Kritek and will increase the possibility that 
the innovation will he successfully implemented. 

POSTIMPIEMENTATION PROBLEMS 

Although somewhat mixed, considerable evidence indicates that many implemented innova-
tions are later abandoned or drastically modified. There are many possible reasons for the failure 
of an innovation, most of which have been discussed in the previous two sections of this chapter. 
Certainly any innovation attempt in which the objectives and operational activities are not well 
understood, the implementation is not well planned, and implementation is attempted despite 
the opposition of significant members of relevant reference groups carries with it the seeds of 
self-destruction. Even if these negative factors can be avoided, however, some innovations still 
encounter problems after they are implemented, problems that can lead to their dcmise. 61 

Burnout 

One of these problems is that the individuals who are responsible for implementing the inno-
vation may eventually become "burned out." Implementing change frequently requires a 
high level of energy expenditure. There may be new roles to be learned and long hours to be 
invested; furthermore, anxiety and frustration often are associated with the implementation of 
an innovation. Introducing change is usually hard work, and, typically, there are few external 
rewards for the participants. The morale in a school implementing an innovation frequently 
vacillates from high to low, without much stability. 

If not ameliorated, over a period of time these conditions will negatively influence the atti-
tude of the participants toward the innovation and will impair their effectiveness. The admin-
istrator who is sensitive to conditions in the school will provide timely assistance and rewards 
to those individuals who need them, and the problem of the participants becoming burned out 
can be prevented or reduced. 

Coping with problems is very important for successful change. According to Miles and 
Louis, "Good problem coping (dealing with problems, actively and with some depth) is the 
single biggest determinant of program success." The authors suggest that problems should be 
solved structurally. For example, if teachers complain about being overloaded, a proper solu-
tion would be to allow shared planning or to give added technical assistance rather than just 
asking teachers to persevere or to be more dedicated. Problems should be located and seen 
as "natural, even helpful occurrences, without blaming anyone, arousing defensiveness, or 
implying a predetermined solution."62  

Negative Media Coverage 

Two frequently unanticipated problems that can occur after an innovation has been imple-
mented are a "bad press" and the reduction of resources and support by the district adminis-
tration or external agency funding the innovation. Negative newspaper or television reports 
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on an innovation can immeasurably damage the image of the innovation and can significantly 
affect the spirit of the participants and the attitudes of those who are judging the merits of the 
innovation. It matters little whether the press or television reports are accurate or not—media 
coverage usually has the appearance of validity. 

A major problem with press coverage is that generally the press will want to report on 
the innovation soon after it has been implemented, even though at that stage the school is 
still discovering and trying to iron out the "bugs." Consequently, the media spotlight is on 
the innovation early and tends to focus on the problems it is encountering, resulting in a "bad 
press." There is no easy answer to this problem, given the nature of the press and the process 
of introducing change. The media are generally more interested in problems because they are 
newsworthy, and the period just after the innovation has been implemented is frequently the 
time when many problems arise. The administrator can, however, attempt to develop a posi-
tive relationship with the news reporters in the community and try to develop an understand-
ing on their part (befbre the innovation is introduced) about types of problems likely to occur 
because of the innovation's novelty as well as the school's contingency plans for addressing 
those problems. 

Funding Reduction or Loss of Other Resources 

Another possible post implementation problem is the gradual reduction in resources and moral 
support provided by the central office of the district or an outside funding agency. A school 
attempting to innovate will frequently need a higher level of resources and support than one 
that is not. Over a period of time, the central office may encounter budgeting pressures, as 
well as criticism from the other schools in the district about the better treatment of the innova-
tive school; or, if the innovative school is funded by an external agency, that source of funding 
may be gradually reduced or terminated and the school district may not make up the differ-
ence. If the innovative school has received any bad press and/or has encountered some prob-
lems after the innovation has been implemented, the principal may find that the moral support 
of the central administration may be lacking when it is most needed. 

Coping with Problems 

Fortunately, most of the circumstances described in this section can be avoided, or at least 
reduced, if the administrator anticipates them and takes corrective action before the problems 
become major. The difficulties essentially are a result of events going less smoothly after the 
innovation has been implemented than had been anticipated. In these situations some of the 
famous Murphy's laws are operating: "Most things are more complicated than they initially 
appear to be," and "Most things take longer than originally anticipated." 

Problems are a normal occurrence because the planning process—even under the best of 
conditions—always involves assumptions, some of which may turn out to be untenable. Prob-
lems need not significantly influence the fate of an innovation, however, if the administrator 
becomes aware of them at an early stage before they develop into a crisis and if the adminis-
trator takes quick action to remedy the situation. Catching problems early requires the initia-
tion of a formative evaluation system that will alert the administrator to incipient problems, 
and good leadership skills on the part of the administrator are necessary for quick action in a 
crisis. 
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WINDOW ON DIVERSITY 

Diversity and Organizational Change: A Working 
Framework 

Diversity—refers to the unique and identifiable characteristics that distinguish us 
as individuals, and identify us as belonging to a group or groups. Diversity there-
fore includes class, race, religion, ethnicity, gender, sexual orientation and abilities! 
disabilities. Diversity offers strength and richness to the whole. Diversity may also 
include ancestry, age, colour, political belief, marital status, and family status. Diver-
sity is an inclusive approach to all people that recognizes the diversity we may have in 
any given time, even among groups that appear to be homogeneous. 

ORGANIZATIONAL CHANGE—IS A PROCESS 

Organizational change is usually built around the activities of change agents or 
change teams, who seek to bring about changes in human resources, organizational 
systems, and the programs, products, and services of an institution or organization. 

Administrators and managers are responsible for serving as change agents, as 
well as union representatives and other members of the organization. Change agents 
and change committees have a special concern for resolving any gaps and discrep-
ancies between the desired state, and the actual state of affairs. Organizational 
change is the process by which the goal of an inclusive, multicultural, anti-racist, 
anti-discriminatory organization may be achieved (Lower Mainland Multicultural 
Education Consortium, 1997). 

1. Social justice is a perspective that is fundamental to our work in diversity and 
organizational change. This includes the view that injustice must be corrected, 
as well as addressing and dealing with discrimination and oppression actively. 
It is not enough to say that we value diversity or cultural pluralism. Analysis of 
group experiences and addressing issues of power, privilege and equity shapes 
this work. This means recognizing and critically assessing the systems which 
exclude and exploit people. 

Social justice is about transformation. We are attempting to change the way 
that systems are structured, organized and managed. This means moving from 
improving the existing system to radically changing it. 

Radical change requires a moving away from the continued dominance and 
control of the current power elite. It means challenging situations and becom-
ing informed about the myriad of ways the system maintains itself (the sta-
tus quo—those in power retain control) in economic, social, educational and 
political contexts. 

To address issues of power is to identify the imbalances and the nature of 
oppression. Naming oppression and power through a process of dialogue brings 

Continued 
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Continued 

WINDOW ON DIVERSITY 

about an awareness of how these factors affect our lives. This awareness results 
in a shift in how we relate to the system and our place in it. It is in this shift that 
we need to create actions that lead to change. 

Our work towards change cannot be segmented or isolated from the way in 
which society is organized. Ultimately we must deal with the issues of social 
justice in an integrated way both within organizations and society as a whole. 

2. Diversity is inclusive of race, gender, class, sexual orientation, dis/ability, 
religion, ethnicity, age and any other aspects in which an individual or groups 
may be subject to marginalization, discrimination and oppression. Diversity 
takes into account that we are not one identity at any one time. The intersec-
tions of identities is acknowledged as complex and has a relationship to power 
and experiences of oppression, hierarchy and patriarchy. 

3. Diversity and organizational change has a personal, social and political con-
text. These contexts influence and affect individual and group responses to the 
issues. These contexts are recognized as key influences in how any work on 
change can be achieved. Everyday activities and events can become socialized 
and politicized. 

4. Our position as workers, consultants, organizers, teachers and researchers 
is something that we acknowledge and work with. Our position affects our 
stance with the groups and organizations we are in relationship with. We can-
not assume that people come from similar positions or places, and this is also 
linked to our own personal, social and political context. 

5. People's stories shape their lives and their responses. Our stories shape our 
motivation and intention in doing this work. We come in contact with people 
who will tell us their stories and this informs us about their place in the orga-
nization and gives us a greater understanding of that organization. 

6. Addressing organizational culture(s) is a key element to the change process. 
Critical assessment and reflection on the culture of the organization is essential. 
Power is socially and culturally constructed in the organization. Organizational 
culture includes norms, beliefs, values, symbols and patterns of behaviour. 

7. Entry into an organization does not guarantee influence or change. Our position 
as "insiders" or "outsiders" is assessed in terms of how we can influence the 
process. If small changes are achieved they are seen within a view to the macro 
goal of inclusive, welcoming, non-discriminatory, non-oppressive organizations. 

We cannot pre-design the end result. We need to build action upon action to bring 
about the shifts and changes. So if the vision is social justice, the path is one that we 
create together. 

Source: © Copyright Adrienne Chan and Sandy Berman, 1998 Vancouver, BC, Canada. Developed for 
the Training of Trainers. http://www.getdiversity.com/articles_publicatjons/framework.a&51995.html.  
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FORMATIVE AND SUMMATIVE EVALUATION 

Formative Evaluation 

If the administrator is to be aware of problems associated with the implementation of an innova-
tion before these problems become major crises, arrangements need to be made for the initiation 
of some type of formative evaluation. Aforinative evaluation represents an assessment of both 
an innovation's strengths and its areas in need of improvement before a conclusion or decision 
is reached on its success.63  Formative evaluation is diagnostic in nature because it is searching 
for aspects of the innovation, or the implementation plan, that are in need of improvement. 

This type of evaluation is very important in the early stages of implementing an innovation 
because it is during this period that unanticipated problems are likely to arise and immediate 
corrective action may be needed to avoid exacerbating the problems. For ease of understand-
ing, an example of a relatively simple formative evaluation survey used by one school is 
presented in Figure 7.2. 

A formative evaluation can range from simple to complex in the nature of its data gather-
ing format and analysis, but the important consideration is that it provides the administrator 
with useful information on the progress and problems of the innovation and/or the plan for 
implementation. This type of evaluation should not, however, be used by the administrator, 
or anyone else for that matter, for making decisions about whether or not the innovation is a 
success and should be continued or discontinued. After the innovation has been given a rea-
sonable amount of time to prove itself, then a decision should be considered with regard to 
continuing or discontinuing the innovation, and, at that point, the administrator will need to 
make arrangements for the initiation of what is referred to as summative evaluation. 

• FIGURE 7.2 

FORMATIVE EVALUATION SURVEY 

Feedback on the Implementation of the Computer 

Literacy Program 

Instructions: Please make an X below to indicate whether you are a teacher 

or a student, add your grade level, and then give your reactions on the remainder 

of the form. You need not sign your name on this form unless you so desire. 

Teacher 	 Grade Level 

Student 	 Grade Level  

I. What do you see as the main problems that need immediate action? Please 

be as specific as possible, and if you have ideas about resolving these prob-

lems, so indicate. 

Main problems  

Possible solutions  

2. What do you see as the main advantage or advantages of the computer 

literacy program so far? 

3. Is there any special help or assistance that you need?  

Signature (optional) 
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Summative Evaluation 

Summative evaluation, as applied to the assessment of an innovation, represents an attempt 
to ascertain whether or not the innovation is adequately meeting school or school district 
objectives and whether or not the advantages of the innovation sufficiently outweigh the dis-
advantages.TM  Summative evaluation usually necessitates the collection of data, but it also 
frequently involves subjective judgments on what the data mean. Examples of some different 
kinds of summative evaluations include the following:65  

1. Comparison of student behavior before and after the innovation has been 
implemented. 

2. Comparison of student achievement before and after the innovation has been 
implemented. 

3. Comparison of student attitudes before and after the innovation has been 
implemented. 

4. Comparison of teacher attitudes toward the innovation before and after the change. 

5. Comparison of parent attitudes toward the innovation before and after the change. 

6. Effectiveness of the plan for introducing the innovation. 

7. Extent of disruption of other activities because of the change. 

8. Amount of additional costs as a result of implementing and operating the innovation. 

Methods of Summative Evaluation The methods one uses to conduct summative evalu-
ation should depend on three factors: (1) what is to be evaluated, (2) what information is 
needed, and (3) what method is most appropriate and most accessible to provide the desired 
information. Possible evaluation methods range from questionnaires and interviews to con-
tent analysis and standardized tests.66  There is no perfect method! All too frequently admin-
istrators reject or criticize an evaluation method without offering a better alternative; as a 
result, no evaluation is ever performed. Instead, administrators should select the best possible 
alternative from the evaluation methods that are available and appropriate for assessing the 
innovation. 

Ultimately, administrators cannot avoid evaluating an innovation. If arrangements are not 
made to see that a sound assessment is carried out, then other people, including parents and mem-
bers of the community, will make their own evaluation, using their own criteria and methods. 

A FINAL NOTE 

In most situations, change is inevitable.67  An 
administrator can watch it occur, can resist it, or 
can help guide and direct it. By utilizing the con-
cepts presented in this chapter, the administrator 
should be able to make an effective contribution by 
responding constructively to the need for improve-
ment in education. 

Although many of the case studies, suggested learning 
activities, and simulations presented in Part II require 
the appropriate use of the ideas in this chapter on school 
improvement, Cases 62-71 in Chapter 15 should provide 
the best opportunities for testing understanding and effec-
tive use of the concepts concerning the change process. 
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CHAPTER 

Introduction to Clinical Materials 
and Learning Experiences 

Part II of the book presents a large number of representative case studies, suggested learning 
activities, and in-basket exercises designed to help the reader become more skilled in using 
the various concepts discussed in Part I. Because many readers may not be familiar with case 
study analysis, in-basket experiences, role-playing, or other kinds of clinical experiences, the 
following sections will discuss these approaches, identifying possible problems and offering 
strategies for preventing and resolving problems that may develop. 

THE NATURE OF CASE STUDIES 

Case studies and simulations have been used in training programs for a long time and in 
many fields of endeavor, including the military, medicine, social work, business management, 
and education. These approaches have shown wide variation in their content and formats.1  
Although it is hoped that the case studies in this text will provide interesting reading, their 
primary purpose is to stimulate individual and group involvement in "real-life" situations 
requiring the application of the concepts in Part I. 

The majority of the cases emphasize critical problems in educational administration and 
supervision. They are organized around particular themes: problems encountered by new 
administrators; student problems; administrator—staff relationships; school—community rela-
tions; administrative role and organizational problems; and problem solving as applied to cur-
rent issues, such as drugs, violence, disability, ethics, racial and ethnic diversity, and problems 
related to change.2  Although most of the problems focus on the principalship, certain cases 
are devoted to problems associated with other administrative and instructional leadership 
positions, as in higher education administration, military, and agency training units. 

In most of the cases, the characters depicted are either creating problems through their 
own actions or being confronted with problems resulting from the behavior of others. This 
emphasis on school problems reflects the primary orientation of the text. The reader should 
not conclude that administrators and others associated with the schools are always creating 
or facing problems. Nor should the reader assume that the individuals described in the cases 
are typical of all administrators, supervisors, teachers, parents, or students. Although it should 
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be obvious, it perhaps needs to be pointed out that not all teachers cause problems, not all 
students are troublesome, and not all administrators behave the way the administrators act in 
these cases. It is the problem dimension of human behavior in school administration, however, 
rather than the routine duties, that should be studied; and it is this aspect toward which prepa-
ration and in-service training programs need to direct most of their attention if prospective 
and experienced administrators and supervisors are to be equipped with the skills required for 
the twenty-first century. 

Professional licensure societies and state departments of education are increasingly recom-
mending demonstration of professional standards via case study problem solving, vignettes, 
or decision-making scenarios to either supplement or replace internship experiences in princi-
pal preparation programs as part of a licensure test. The Interstate School Leaders Licensure 
Consortium (ISLLC) identifies six administrative standards upon which student solutions to 
problems must be based.3  The licensure test is designed to determine the extent to which, for 
example, a student in a principal preparation program possesses occupation-related knowl-
edge and skills at the time of entry into the principalship. This book can serve as an ideal 
practice vehicle for an assessment test like ISLLC or any other assessment activity requiring 
hands-on problem solving because the case studies, simulations, and in-basket exercises in 
Part II are complemented with the requisite theoretical knowledge base presented in Part I. 
The theoretical knowledge base enables students to appropriate skill applications in solving 
the many problems and issues confronted in the licensure exam and in the actual administra-
tive positions to which they aspire. 

An examination of the cases will reveal that most of them have limited contextual informa-
tion. For example, the nature of the community and school district, as well as other details that 
the reader might desire for the resolution of a problem, may be missing. This approach of lim-
iting the available information has been taken for two reasons: (1) It allows for a much larger 
number of cases to be presented in the text and (2) it provides the instructor or group leader 
with an excellent opportunity to tailor a case to specific local circumstances by supplementing 
the case with pertinent situational or demographic details, such as urban versus suburban set-
ting or elementary student body versus secondary. 

It should also be noted that the cases in the text are open-ended. While the attempted 
resolution of subsidiary problems is sometimes described and the application of theoretical 
concepts from Part I encouraged, the administrator in each case is generally left with the need 
to resolve a major conflict or dilemma. Some individuals may have mixed feelings about 
case studies of this type, and there is little doubt that an unresolved problem or conflict will 
demand more thought and effort from the student and the instructor. However, the cases were 
constructed on the premise that students would derive greater benefit from cases requiring a 
resolution to the problems identified than from cases presenting readymade solutions. 

ANTICIPATED PROBLEMS IN CASE STUDIES 

The case study approach requires a great deal of hard work and effort, and it may at times 
prove to be frustrating. The purpose of the remainder of this section is to present possible 
problems that students may experience in responding to a case and to offer suggestions for 
ameliorating these problems or, at least, placing them in proper perspective. 
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"There Isn't Enough Information.' After perusing a case, the student may complain that 
insufficient information has been provided about the situation or problem. 

Since no case can ever provide more than a partial representation of reality, a certain 
amount of ambiguity is inevitable and frequently is intentional. Each case has been con-
structed loosely enough to be adapted to different learning environments. 

Because real-life problems are seldom clearly defined or neatly packaged, the student of 
administration should recognize that in an actual crisis or conflict, rarely will there be read-
ily available all facts and information that could possibly shed light on a matter and facilitate 
decision making. In the class situation, the individual who is bothered by insufficient informa-
tion for analysis and resolution can choose either to work with the facts provided or to request 
the instructor "complete" the case by introducing additional facts and information as new 
variables. 

"This Couldn't Ever Happen to Me." More experienced students sometimes take the posi-
tion that a problem, issue, or conflict described in a case would never have arisen in their 
school or school system because things are done differently there. It is entirely possible that the 
particular circumstances presented in the cases would be unlikely to take place in some schools 
or districts. It is easier, of course, to reach this conclusion when one is evaluating a situation 
that has already taken place and has resulted from someone else's error. Almost all adminis-
trators make errors in judgment that in retrospect may seem very obvious. Nevertheless, they 
are faced with the unhappy consequences of that judgment and must proceed to deal with the 
problem at hand. Perceptive administrators also recognize that problems occasionally develop 
as a result of action that at the time seemed rather innocuous. It is unlikely that students of 
administration will improve their problem-solving skills by saying, "This couldn't ever happen 
to me," so it is incumbent upon these students to assume that such a situation could, indeed, 
have occurred and to continue the task of solving the resultant problem described in the case. 

"I'm Not Sure That I Like This Type of Learning." Case analysis and subsequent role-
playing activities place weighty and frequently unfamiliar responsibilities on the shoulders 
of the learner. Many students are accustomed to attending classes or meetings and doing 
little more than listening or taking notes on someone else's ideas. Because they are not often 
required to participate actively in the process of learning, students may initially react with 
ambivalence or apprehension to requests for their active participation. Consequently, they 
may withdraw and fail to take part in group discussion or to volunteer for the role-playing 
activities because they would prefer that the instructor or group leader assume the primary 
responsibility for what transpires. 

If students are to progress in the development of their problem-solving skills, however, 
it is essential that they become involved in the suggested activities. Their participation in 
case analysis, group discussion, and role-playing is fundamental to improving their problem-
solving abilities and receiving the most benefit from this book. The information in this chap-
ter can assist in the development of sample criteria for assessing these skills. 

"I Am Reluctant to Question or Challenge Others." Group discussion of a case requires 
relatively free interaction among all members of the group. Unfortunately, a few barriers must 
be surmounted before this goal can be achieved. 

Occasionally a group may encounter an initial barrier represented by a dominating instruc-
tor or group leader who restricts group discussions to the degree that most of the interaction 
is between the instructor and one or two students. When the case study approach is utilized, 
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the main obstacle is more typically the reluctance of the participants in the group to challenge 
each other's points of view. For example, when one member of a group presents an idea, the 
other members may react in only a limited way, or not at all. This occurs either because they 
are concentrating on what they are going to say next to the group leader or because they are 
reluctant to react to the comments expressed previously. 

The lack of response from the other members of the discussion group to an individual's 
contribution is obviously a major barrier to the group's reaching the best possible solution to 
the problem or conflict under consideration. It is only through interaction among the members 
of the group that such a goal can be accomplished. Students who simply sit quietly without 
reacting are not contributing to their own growth or to that of the group as a whole. There-
fore, each student needs to respond to the other members of the group by raising questions or 
reacting to ideas or proposals that have been expressed. A free exchange of ideas and thoughts 
among all members of a group is required in order for each individual and the total group to 
progress and to determine the best solution to a problem. 

"What Did He (or She) Say?" Too frequently the participants in a discussion pay insuffi-
cient attention to what others have said and then inadvertently repeat or ignore preceding com-
ments or observations. Sometimes they aren't listening to the speaker at all because they are 
concentrating on what they are going to say next, or they are thinking about something else. 

Paying attention involves listening carefully to what the speaker has to say. Furthermore, it 
requires thinking about what has been said. It is entirely possible for a person to hear what has 
been said without the message registering. Parents accuse their children of letting conversa-
tion "go in one ear and out the other," but often adults may be inattentive. 

The person who is really paying attention must not only listen to what the speaker is say-
ing but also evaluate the content and implications of the comments. Such a process involves 
mentally asking, "What is the speaker really saying? Is it true? What assumptions have been 
made? Does the speaker have all the facts? Does it make sense? What implications should be 
considered if what was said is true?" 

"What about This Solution?" Students will occasionally attempt to ignore or distort the 
nature of the information presented in the case or will fabricate additional "facts" that will 
allow the problem to be resolved more easily. Most thoughtful administrators recognize that 
problem solving is seldom an easy task. Therefore, the person who wants to gain experience 
and further develop skill in dealing with problems will avoid the easy way out and will con-
centrate on working with the realities presented in the case. 

"There Doesn't Seem to Be Any Solution to This One!" Individuals and groups whose 
experience with the case study approach and with problem solving in general is rather limited 
may initially feel, after reading a case, that the problem described is irresolvable. It is true 
that most of the cases in this book represent difficult and complex problems calling for skills 
and attitudes that are not immediately or easily acquired. At the same time, however, it should 
be stated that many of the problems described are no more involved or frustrating than those 
that today's school administrators face on a regular basis. 

Although easier problems could have been selected, it is questionable whether the student 
of administration would profit greatly from being spoon-fed more simplistic problems or situ-
ations. It should also be recognized that few problems in real life have a single, easy, or per-
fect solution. Fortunately, most issues or problems can be eventually resolved if the student is 
willing to exert sufficient initiative, imagination, perseverance, and hard thinking. 
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THE NATURE OF IN-BASKET EXERCISES AND PRIORITY SETTING 

Each of the case studies, as discussed previously, provides an opportunity for the reader to 
focus on a particular situation. Usually only one problem is initially apparent, although com-
plications may be discerned by further analysis. 

How In-Basket Exercises Differ from Case Studies 

The in-basket exercises provide a different kind of learning opportunity in which the reader can 
analyze problem situations in school administration and supervision, applying the concepts 
presented in Chapters 1-7. Rather than offering only one task to accomplish or one problem 
to address, as in the case studies, the in-basket exercises present a large number of representa-
tive problems and situations.4  Although the typical administrator or supervisor may not often 
be confronted with a large number of problems within a short time frame, such circumstances 
do arise in actuality, so prospective administrators and supervisors need to gain experience in 
responding effectively to myriad problems of varying complexity in a time-critical setting. 

The scope of the problems presented and the limited time frame within which to address 
them stress the importance of setting priorities. Few administrators have the luxury of dealing 
with a single problem at a time or taking as much time as they would like to resolve a situ-
ation. Problems and assigned tasks frequently arrive in bunches, and an administrator must 
decide what should be addressed first, second, and so forth. Therefore, it is essential for a 
prospective administrator to develop skills in establishing priorities. 

At this point the reader may be asking, "But how do I establish priorities?" Although there is 
probably no best way to establish priorities that will be effective for every situation, the follow-
ing guidelines extracted from a review of the literature and interviews with successful adminis-
trators have been designed to help the readers of this text to improve their priority-setting skills. 

Guidelines for Priority Setting 

For effective priority setting, the reader needs to examine a number of factors that may influ-
ence the level of a priority to be assigned to any particular problem or task (within a larger set of 
problems or tasks to be addressed or accomplished). Those factors are identified in Figure 8. 1, 
which presents an overview of the process of priority designation. 

How Many Problems or Tasks Require a Response? The first factor to consider in prior-
ity setting is the number of problems and tasks for which priorities must be established. In 
other words, how many problems and/or assigned tasks require an administrative response? 
If only two or three problems or assigned tasks must be addressed, then priority setting may 
not be as important, and the administrator may be able to take more time in the process than 
if many problems and tasks call for a response. 

In general, a fairly useful guideline is this: The more problems and/or assigned tasks that 
call for an administrative response, the more decisive the administrator needs to be in evalu-
ating the other factors identified in Figure 8.1 and in deciding the priority of each problem 
and assigned task. Effective participation in the in-basket exercises presented in this book will 
require the reader's decisiveness because of the large number of problems and assigned tasks 
represented. 
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FIGURE 8.1 
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How Important Is Each Problem or Task? Considering the number of problems and 
assigned tasks to be prioritized is not the only factor in effective priority setting. The reader 
also needs to consider the importance of each problem or assigned task. But the reader may 
wonder, "How does one determine importance?" Although some people may equate impor-
tance with urgency—another factor, to be discussed in the next section—the authors offer a 
different perspective on importance. We evaluate the importance of a problem or assigned 
task in terms of the possible consequences of an incorrect or ineffective decision on a particu-
lar problem or assigned task. 

Those problems or assigned tasks that are most likely to result in significant negative con-
sequences if an incorrect decision is made regarding their solution or implementation should 
be assigned a higher priority than those problems or tasks that are most likely to result in few, 
if any, negative consequences for the administrator (in the event that an incorrect decision is 
made in trying to address them). The more serious the potential consequences of an incorrect 
administrative action on a problem or assigned task, the higher the priority that should be 
given to that problem or task. Giving a problem or task a higher priority generally means that 
it will receive more attention sooner than a lower-priority problem or task. Obviously, those 
problems or tasks with the greatest potentially negative consequences in the aftermath of an 
incorrect decision demand more immediate and more extensive attention than other kinds of 
problems and tasks that carry fewer potentially damaging consequences. 

How Urgent Is a Response to Each Problem or Task? The urgency of each problem and 
assigned task is, perhaps, the factor with which most readers are more familiar in priority 
setting. Urgency is defined in this discussion as the explicit or implicit deadline by which a 
problem or assigned task must be addressed. 
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Many assigned tasks or problems are presented with specific deadlines. For example, the 
superintendent may request a particular report from all principals by a certain date. A parent's 
letter about a certain problem that a son is experiencing with a teacher may request a response 
from the principal by a particular date. A telephone message from a newspaper reporter may 
request that the principal respond to the call within the hour. 

Other problems or assigned tasks may not carry explicit deadlines, but a deadline may be 
implicit in the message to the administrator. For example, a teacher may request some action 
by the principal "as soon as possible." Or the principal may receive a bomb threat message 
that does not mention the time the bomb is set to go off. Each of these examples of messages 
about problems or assigned tasks communicates an explicit or implicit deadline. The more 
explicit the deadline, the easier the administrator's task of evaluating its urgency. But in some 
cases, such as the bomb threat, the nature of the problem will influence the evaluation of its 
urgency, even if the deadline for action is unstated. The difficulty many administrators experi-
ence with considering the urgency of a problem or assigned task is failing to recognize that 
the deadline communicated represents someone else's expectation. Whether that expectation 
should be met will depend on the administrator's consideration of other factors associated 
with the task or problem, such as its importance or ambiguity. 

For instance, suppose the administrator receives a message at 8:55 A.M. that requests a 
return telephone call to a tennis partner by 9 A.M. The message seems urgent, given the dead-
line for returning the call. The administrator may know that it is not an important deadline, 
however, based on the personality of the tennis partner and the history of their association. 
Suppose, further, the administrator has been given other messages that have later or less 
explicit deadlines but that are potentially more important, such as a bomb threat. Clearly, the 
urgency of a message needs to be compared with the pressing needs of other messages to be 
addressed; furthermore, urgency should not be the sole factor considered in determining the 
priority of a particular problem or assigned task. 

How Clear or Ambiguous Is the Problem or Task Requiring a Response? The ambiguity 
of a problem or task is another factor that a prospective administrator should learn to consider 
in establishing priorities. Two types of ambiguities may characterize a problem: (1) the con-
tent of a message and (2) the nature of a problem or task to be addressed. 

Some messages will be more ambiguous than others. The individual communicating the 
message may deliberately have chosen to be cryptic in expressing a problem, or the commu-
nication may be unintentionally vague or lacking in the detail needed to evaluate its priority. 
On the other hand, even if the description of a problem or assigned task is clear, the charac-
teristics of the problem or assigned task may be highly complex, making it difficult for an 
administrator to determine how best to proceed. 

As an example, the superintendent may want each principal to prepare a report on how the 
school could raise its student test scores by 10 percent. The message seems clear enough, and if 
the superintendent stated that she wanted the report in a month, then the urgency of the matter 
could also be evaluated. Certainly the fact that the request is coming from the superintendent 
suggests the importance of addressing the request successfully. A major question remaining is, 
What would be involved in the preparation of such a report that would meet the superintendent's 
expectation and goal? In this case, the nature and scope of the superintendent's requests are 
ambiguous because the extent and time commitment of the activity are not readily discernible. 

Administrators frequently must deal with problems and tasks that differ in their ambigu-
ity. In general, the more ambiguous a problem or assigned task, the higher the priority that 
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should be assigned. As with any other factor, ambiguity should never be the only consider-
ation. All the factors in Figure 8.1 should be evaluated for every problem and assigned task 
before determining each one's priority. Obviously, the judgment that will be reached during 
this process will weigh certain factors more heavily than others. The reader should avoid any 
tendency to focus on only one, or even two factors, however, while ignoring the others. 

How Knowledgeable or Trustworthy Is the Information Source? The last factor shown 
in Figure 8.1 on the lower right is one rarely, if ever, mentioned in the professional literature. 
Nevertheless, in priority setting it is important to ascertain the potential "information value" of 
the person communicating a message about a certain problem or task. Is that individual likely 
to be as knowledgeable as an information source concerning that issue? A certain messenger 
may be familiar with various aspects about only one particular problem or task but know 
little or nothing about other pertinent factors that must be weighed. On the other hand, if the 
messenger is also likely to be aware of some other problem facing the administrator, or about 
some of the individuals involved in other problem situations, then the problem or task that 
this messenger has presented should be given a higher priority than would otherwise be true. 
By giving that problem a higher priority, the administrator will likely contact this particular 
message sender before giving attention to the concerns of other messengers. By so doing, he 
or she will not only be working toward a resolution of that particular problem but may also be 
gaining potentially valuable information about some other significant problems or individuals. 

Key information sources in the school are likely to be such people as assistant principals, 
secretaries, department chairs, and custodians, as well as informal leaders (see Chapter 6). 
Therefore, even when these information sources present problems that do not intrinsically 
warrant a high priority, the administrator may increase the priority ranking because of the 
messenger's potential for offering additional information that could contribute to a better 
understanding of other problems. 

Although it may seem to the reader that setting priorities is a very complex and time-
consuming process, additional experience with the process will increase proficiency and 
reveal shortcuts. Learning the skill of priority setting is hardly different from learning any 
other skill, such as learning how to drive. Given an effective procedure for developing the 
skill, all that remains are practice and experience, and before long, the application of the skill 
becomes automatic, and the time required is reduced significantly. One of the purposes of the 
in-basket exercises in this book is to give prospective administrators an opportunity to prac-
tice and gain experience with setting priorities. 

Keeping Track of Priorities with a Priority Worksheet As readers prioritize the various 
problems and tasks included in each in-basket exercise, they are advised to assign each of 
these problems or tasks one of three levels of priority: high, moderate, or low. The sample 
worksheet in Table 8.1 has been designed to facilitate the assignment of priorities. To provide 
the reader with a better idea of how the form is to be used, the form has been completed, based 
on a hypothetical set of problems and tasks. 

In examining an in-basket exercise, the reader will note that each of the items has been 
numbered to make it easier in a class situation to direct attention to a particular problem. The 
assigned numbers also facilitate the use of a priority worksheet, obviating any need to write 
out a description or title for each in-basket item. 

It should also be emphasized that the number of items that should be assigned high, mod-
erate, or low priority in any given in-basket exercise will depend on many factors, including 
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* TABLE 8.1 
PRIORITY WORKSHEET 

High-Priority Items 	Moderate-Priority Items 	Low-Priority Items 

I 	 5 2 

3 	 7 6 

4 	 8 10 

9 	 11 13 

IS 	 12 15 

14 	 16 20 

17 

19 

the time of year and the kind of school being administered. The profile in Table 8.1 is, there-
fore, only a hypothetical one, and it is not intended to be illustrative of any typical set of 
circumstances. 

In-Basket Problem Solving 

The problems presented in these exercises differ from the case studies not so much in their 
nature or severity as in the amount of information provided. The paucity of information 
available in the messages underscores the importance of the first step in decision making—
namely, attempting to define more precisely the nature of the problem or situation. (It should 
be emphasized that the reader will also need to utilize other relevant concepts presented in 
Chapters 1-7 in solving the problems described in the in-basket material, but the nature of the 
in-basket items makes essential the reader's attention to problem definition, the all-important 
first step in any decision making.) 

The crucial questions that the reader needs to be asking while first addressing an in-basket 
problem are, What do I know and what don't I know about this situation? and How, or from whom, 
could I obtain more information in order to define more accurately the nature of this problem? 
Figure 8.2 illustrates the process involved in defining more precisely the nature of a problem and 
shows how this process leads to the next step of problem solving: the generation of alternatives. 

Once the reader becomes proficient in applying the concepts in Part I, it will not usually 
be necessary to write out the analysis and describe the steps to be taken. In fact, in a crisis 
situation (such as a student's threatening a teacher with a knife) the administrator obviously 
wouldn't be able to take time to write it up even though it might be desirable. In those circum-
stances that do not involve an immediate crisis, but do possess potentially long-range, serious 
consequences, the administrator should attempt to write out the analysis of the problem and a 
proposed plan of action, time permitting. Frequently the act of putting ideas on paper helps to 
clarify them and to assess considerations that may have initially only appeared to be sound in 
the conceptual process. (Further consideration of one's own written thoughts often may reveal 
gaps in logic or errors or lead to additional insights.) 

Although the overall discussion of ways to respond effectively to the in-basket exercises 
has been designed to be helpful to the readers, the authors recognize that, initially at least, 
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* FIGURE 8.2 

PROBLEM DEFINITION PROCESS 

Problem Definiton 
Initial Phase 

What information is 	 What information 	 What information is 
factually based? 	is based on assumptions? 	only asserted? 

47 
Problem Definition 

Phase II 

Who could shed 	 tdocuments or data 	Which of my own 
more light on this 	 would help clarify 	experiences would be 

problem? 	 this problem? 	 helpful in clarifying 

47 	

this situation? 

Other Stages 

Identification of 	 Evaluation of each 	 Selection of best 
alternatives 	 alternative 	 alternative 

47 

Implementation and Follow-Up Stages 

the process and analysis of problem solving may be somewhat overwhelming and may even 
temporarily complicate matters. Pilot testing of the guidelines on priority setting and the sug-
gestions on problem solving, however, has shown that after readers gain some practical expe-
rience in applying them, these recommendations prove to be very helpful. The key for the 
reader is to be persistent and patient in applying the process. As in developing most other 
skills, the initial stages may he difficult, but with continued practice, things get easier. 

A FINAL NOTE 

In the following chapters a large number of case 
studies, suggested learning activities, and in-basket 
exercises are presented. Although there are more 
materials and activities than any reader or group is 
likely to complete, the variety represented should 
provide a sufficient opportunity to gain experience 
in applying the concepts presented in Part I and, 
more specifically, this chapter. The cases, simu-
lations, and in-basket activities offer additional 
insight into the reality of school administration and 
supervision and the essential role of school leaders 

and effective leadership based on knowledge and 

skills—in other words, standards—to promote stu-

dent success. 
Readers should note that at the end of each 

concept chapter in Part I of this text, specific case 
studies and in-basket exercises are identified that 
can be used to the best advantage for applying 
the ideas in that chapter. Additionally, a matrix of 
cases is presented on pages 226-229 for professors 
wishing to focus on specific leadership skills or 
concepts. 
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NOTES 

1. For additional sources of clinical materials and 
learning experiences, see Carl R. Asbaugh and 
Katherine L. Kasten, Educational Leadership: 
Case Studies for Reflective Practice (New York: 
Longman, 1991), and Simulations and Games, 
an ERIC bibliography, Ed. 288877; Sanford 
F. Borins, "Simulation: The Case Method and 
Case Studies: Their Role in Public Manage-
ment Teaching and Research," Canadian Public 
Administration (Summer 1990), PP.  214-228; 
George Thornton and Jeannette N. Cleveland, 
"Developing Management Talent through Simu-
lation," American Psychologist (February 1990), 
pp. 51-58; and Gwendoline Williams, The Case 
Method: An Approach to Teaching and Learning 
in Educational Administration, an ERIC report, 
Ed. 270136. See also Edwin M. Bridges and 
Philip 1-lallinger, Problem-Based Learning in 
Leadership Development, an ERIC book, 1995; 
Reginald L. Green, Practicing the Art of Leader-
ship: A Problem-Based Approach to Implement-
ing the ISLLC Standards (Upper Saddle River, 
NJ: Prentice Hall. 2001); and Williman Sharp, 
James K. Walter, and Helen M. Sharp, Case 

Studies for School Leaders: Implementing the 
ISLLC Standards (Lanham, MD: Scarecrow/ 
Technomic, 1998). 

2. Periodic surveys, interviews, and observations of 
beginning and experienced administrators and 
supervisors by Richard A. Gorton provide strong 
support for the kinds of cases presented in Part II 
of the text. 

3. Educational Leadership Policy Standards, ISLLC 
2008. The standards are accessible in their 
entirety online at http:llwww.wallacefoundation. 
org/KnowledgeCenter/KnowledgeTopics/Current 
A reasofFocu s/EducationLeadership/Pages/ 
educational-leadership-policy-standards.aspx. 

4. For an early use of the in-basket approach in 
assessing school administrators' performance, 
see John K. Hemphill et al., Administrative Per-
formance and Personality (New York: Columbia 
University, Bureau of Publication, 1962). Later 
uses of in-basket exercises by NASSP Assess-
ment Centers throughout the United States and 
ETS School Leaders' Licensure Assessment are 
well documented. 



CHAPTER 

Beginning Challenges 

Beginning a new job can be a challenging experience. Whether you are a neophyte starting 
your first year as an administrator or an experienced administrator who has obtained a differ-
ent position in another school or school district, there are certain adjustments to be made and 
problems to be faced that may be caused or complicated by your unfamiliarity with the new 
circumstances. 

The case studies and related exercises presented in this chapter represent the kinds of prob-
lems and issues that can surface when you seek, and then assume, an administrative position 
in a new situation. The first case presents some of the challenges involved in seeking and pre-
paring for a first job interview in school administration. The next case describes some of the 
frustrations and considerations involved in obtaining an entry position in school administra-
tion, moving to a different city, planning for the beginning of a new school year, and starting 
to develop relationships with other people at the school. Following this case are two in-basket 
exercises, one involving a new principal, the other a new assistant principal. Both in-basket 
exercises place the reader in a new administrator's position at the beginning of the school 
year and include a large number of representative problems and issues that could confront 
any school administrator who takes a new position in different circumstances. (Chapter 13 
presents two additional in-basket exercises involving the same new principal, with midyear 
problems and end-of-the-year problems.) 

After the in-basket exercises, the reader will find a case involving a teacher promoted to 
assistant principal. This case presents possible effects on relationships with former peers. The 
following two case studies focus on female administrators, including an assistant principal. For 
most individuals who obtain an entry position in school administration, that position will be 
an assistant principalship, especially if it is in a secondary school. In addition, in recent years, 
the number of women entering the field of school administration has increased significantly—
although the number of female administrators is still not proportional to the number of women 
in the field of education. Perceptions and practices of administrators and their colleagues are 
often affected by societal attitudes toward gender. Therefore, a major emphasis on both the 
assistant principalship and on female administrators seems appropriate in a chapter entitled 
"Beginning Challenges." (It should be noted, however, that the problems experienced in these 
two case studies could, for the most part, be faced by any beginning administrator.) 

The final case study describes a common problem for many administrators, experienced 
as well as novice: time management. By analyzing the behavior of the administrator in this 
case study, discussing the larger issues, addressing the problems identified in "Be a Problem 
Solver' testing the solutions that are reached, and further investigating related matters, the 
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reader should gain insights on how to become a more perceptive and more competent man-
ager of time. 

It should be emphasized that most, if not all, of the problems and issues presented in the 
case studies and in-basket exercises require considerable analysis, discussion, and problem 
solving. Therefore, appropriate utilization of the ideas contained in Part I (and in Chapter 8) 
and participation in the suggested learning activities at the end of each case study will be 
important. 

PREPARING FOR THE JOB SEARCH 

It was now February, and Wes Johnson was in the final semester of his administrator prepara-
tion program. He wouldn't be certified as an administrator until after the present semester, but 
he wanted to get started with his plans for seeking employment. 

It had been seven years since Wes had last sought a new job, so he was a little fuzzy about 
all the elements in the process. He knew that he probably needed to begin a new placement 
file, and should get some recommendations for it. He didn't know whether he should also 
prepare a résumé, but he decided that he probably should. 

Other ideas he had been exploring in his own mind were whether to direct that his place-
ment file be sent only to those school districts where the university placement office informed 
him that vacancies existed or whether to send a copy of his résumé to other school districts 
where he wanted to work, but where there were no current vacancies. (That way, he thought, 
he would be in on the ground floor with the latter group of school districts if an administrative 
vacancy did occur.) 

Tomorrow, Wes decided, he would begin his work on the résumé and then initiate steps to 
develop his placement file. 

Sarah Santee was disappointed with the way her job search for an administrator vacancy 
was progressing. It was already June and, thus far, she had not obtained any job interviews. 
She couldn't figure out why no one had contacted her. 

Sarah had been a teacher for six years, had completed her administrator preparation pro-
gram last December with excellent grades, and had also received very good recommendations 
for her placement file regarding her potential as a future administrator. (She had established 
an open file with the placement office, so she knew the content of the recommendations.) 

What was going on, she wondered? She had been tempted to call or write some of the school 
districts that had sent her letters of rejection to ask them why she hadn't even been given an 
interview. (Typically, the rejection letters were very general and not especially instructive.) But 
she decided not to follow up, for fear that the school districts might think she was being too 
aggressive. 

On Tuesday of the next week, however, Sarah received a letter from the people in one of 
the school districts where she had recently applied, inviting her to contact them to schedule a 
job interview. Sarah was elated, although the school district was located in another part of the 
state with which she was not too familiar. 

Sarah called the school district immediately and set up an interview for the following week. 
She had about 10 days to get ready for the interview. The question now was what she should 
be doing during those 10 days to prepare herself. 
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Suggested Learning Activities 

Analyze the Case 

1. What is your evaluation of Wes Johnson's decision making and planning? What 
assumptions does he seem to be making? 

2. What might be some possible reasons Sarah Santee has not been getting any job inter-
views until now? Is there anything she may be doing or not doing that has hampered 
her in securing interviews? 

3. What are the advantages and disadvantages of Sarah Santee's attitude toward seek-
ing more informative responses from school districts regarding the reasons for her 
rejection? 

Discuss the Larger Issues 

1. To what extent does a university department or college have the responsibility for 
helping the students prepare a placement file and prepare for job interviews? 

2. What should be the role of an individual university adviser in helping the advisees to 
find a job? 

3. What are the advantages and disadvantages of open file recommendations? 

4. What is the responsibility of school districts to help applicants to better understand 
why they were not selected for interviews and/or the job itself? 

5. To what degree are there ethical considerations that should be observed in the prepara-
tion of placement files? A résumé? Conducting a job interview? 

Be a Problem Solver Assume that you are, first, Wes Johnson and, second, Sarah Santee. 
What decisions need to be made and steps taken in order for you to be successful? (For Wes, 
the initial objective is to obtain job interviews; for Sarah, it is getting the job.) Utilize relevant 
concepts from Part I of the text. 

Test Your Solution To test your thinking about the problems just presented, you and the 
class should create and role-play one of the following situations: 

1. Prepare a résumé, and have the class and/or instructor critique it. 

2. Discuss the kinds of people you should contact to ask for recommendations, and have 
the class and/or instructor critique your choices. 

3. Simulate a job interview. Videotape it, and have the class and the instructor cri-
tique it. 

Investigate Further 

1. Investigate the extent of services offered by your university placement office regard-
ing the preparation of a placement file and résumé and approaches to interviewing. 

2. Consult with your university adviser about possible steps you need to take to secure 
an administrative position in education. 
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3. Interview your administrative superior or superiors in your present school dis-
trict to ascertain what advice they might offer you in seeking an administrative 
vacancy. 

4. Ascertain what books your library might have available on preparing résumés and job 
interviewing. 

2 
FROM TEACHER TO ADMINISTRATOR 

This was his first job as a principal. He had been a teacher for several years and had obtained 
his master's degree in educational administration the preceding summer. Last spring he had 
looked around for a position in administration, but nothing seemed to be available for some-
one with no previous administrative experience. 

During the summer he had gradually accepted the idea of another year of teaching, but 
in mid-August he had received a call from the superintendent of a small school district 
that was looking for a building principal. The former principal had just resigned to take a 
job in a larger school system, and since classes were scheduled to begin in two weeks, the 
superintendent was anxious to hire someone to fill the vacancy. Within a few days, after 
several telephone conversations and a personal interview, the superintendent had offered 
him the job. 

Although the offer had been rather flattering, he had experienced mixed emotions about 
accepting it. It had bothered him a little to think about requesting a release from his own 
school district so late in the year, although he had been fairly sure that there would be no 
problem in obtaining it. He had also had reservations about working in such a small school 
system and community. Still, he had realized that a person had to start somewhere, and this 
job would at least provide him with experience. So with that thought in mind, he had accepted 
the position. 

His decision had precipitated the need for numerous other decisions within the next week 
and a half. Such matters as putting his home up for sale and locating suitable housing for his 
family in the new community had to be taken care of, and before he knew it, the time that he 
had hoped to spend learning about the educational program of the district and planning for the 
opening of school had almost dwindled away. 

Now, with only two days left before the faculty was to return for its annual fall work-
shop, the principal began to panic a little. He still hadn't come to a decision about which 
items should be covered during the two-day teacher workshop, and he was beginning to 
become concerned about how the teachers would react to him as their new principal. Sev-
eral of them had stopped by the previous day, but it was difficult to tell how they felt about 
him. He suspected that he was younger than many of the faculty members, and he had mis-
givings about how the older and more experienced teachers might perceive him. He had also 
started to experience some uncertainty about how well the students and their parents were 
going to accept him. Although he had always gotten along all right with both groups while 
he was a teacher, he wasn't sure that they would respond to him the same way now that he 
was a principal. 



Chapter 9: Beginning Challenges 	235 

He wondered whether he was ready for all the responsibilities that a principal had to han-
dle. He recalled that in the past he had never been especially awed by the principal's duties, 
but, from this new perspective, things seemed to look a lot different. 

Suggested Learning Activities 

Analyze the Case 

1. What additional questions or reservations might the new principal have raised 
about resigning from his teaching position in mid-August? What is your evaluation 
of the thought process that the principal went through prior to accepting the new 
position? 

2. If the principal had taken sufficient time, what specific aspects of the educational pro-
gram of the district should he have investigated, and what plans should he have made 
for the teacher workshop and the opening of school? 

3. Assess the validity of the concerns expressed by the principal with respect to gaining 
the acceptance of the faculty, the students, and the parents. 

Discuss the Larger Issues 

1. What are the ethical considerations with regard to requesting a release from a present 
contract to accept a better position somewhere else? 

2. How important is it for an administrator to be accepted by the faculty, student body, 
and the parents? What are the advantages and disadvantages of such acceptance? 

Be a Problem Solver The principal of the school has no administrative experience and 
is concerned about the fast-approaching teachers' in-service workshop and about establish-
ing good relationships with teachers, students, and parents. If you were the principal, what 
would you do? What assumptions would you make? Utilize ISLLC standards and adminis-
trative and social science concepts from Part I of the text in planning and implementing your 
approach. 

Test Your Solution To test your proposed plan of action, you and the class should create 
and role-play one or more of the following situations: 

1. The principal as he begins the first day of the two-day workshop. 

2. The principal in his first formal meeting with the student body. 

3. The principal at the first Parent Teacher Association (PTA) meeting. 

Investigate Further 

1. What does research suggest are the expectations that teachers hold for the behavior of 
the principal? 

2. What do new principals believe to be the most difficult aspects of the first year as an 
administrator? 
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3 
THE NEW PRINCIPAL (IN-BASKET ACTIVITIES) 

Background 

You are Dr. Brown. You were approved by the school board on August 11 to succeed 
Mr. Sanders as principal of Kennedy School. Due to a death in your family, however, you were 
unable to report to Kennedy School until the weekend of August 22-23. You have arrived at 
the school on Saturday morning to look at your mail and start organizing things. 

Specific information about the context of this situation, including a description of the 
school, the district, and the community, has not been provided in order that these details 
might be varied, depending on the composition of the class or group and the objectives of the 
instructor. Information of this nature may be provided by the instructor, to the extent needed 
and at an appropriate time. 

Instructions 

1. You will be given 90 minutes to read and take action on all the in-basket items pre-
sented following the instructions. You are not expected merely to describe what you 
would do, but to do it. For example, if you decide to write a letter, then compose the 
letter. If you decide to telephone a person or see someone for a conference, then out-
line your objectives, as well as the main points or questions that you would present. 
(Utilize relevant concepts from Part I of the text in your responses.) 

2. Each in-basket item requires a separate action that you should present on another 
sheet of paper, adding the identification number in the upper-left-hand corner of the 
in-basket item. Although the in-basket items are numbered, you may deal with them 
in whatever sequence you prefer; however, you should indicate on your response sheet 
the priority number that you have assigned to each item: 1 for high priority, 2 for mod-
erate priority, and 3 for low priority. 

3. Proceed to address the in-basket items. 

IN-BASKET ITEM #1 

August 19 
Dear Dr. Brown: 

I am writing you to request a meeting to establish a Parent Council for the school. I was a 
member of the PTA that folded a couple of years ago because of a lack of leadership from 
the principal. What we need now is a new parent group with more responsibility and more 
enlightened leadership from the principal than we have received in the past. As someone with 
an advanced degree, I am sure you support parent involvement in education. 

I look forward to working with you. 

Sincerely, 
Peggy Kim 
Parent 
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IN-BASKET ITEM #2 

Telephone Message 

FOR: 	Dr. Brown 
FROM: Tom Roberts (State Journal) 
TIME: August 14 9:30 A.M. 

Please call back. The newspaper would like to do a feature on you as the new principal, and I 
need to set up a time for interviewing you and some of the teachers and students. 

IN-BASKET ITEM #3 

Dr. Brown, 

I hope that things are going to be better this year on the first day of school than they were last 
year. Last year I had to begin classes without enough textbooks, and some important supplies, 
like chalk, didn't arrive until Friday of the first week. I know you are new and you have a lot 
on your mind, but teachers think it is important that classes run smoothly on the first day of 
school. With your help, I hope we can get off to a better beginning. 

Pattie Quinn 

IN-BASKET ITEM #4 

Dear Dr. Brown: 

First of all, welcome to Kennedy School. From all I have heard, you should bring some much 
needed leadership to the school. 

The reason I am writing you (I tried to get in to see you but your secretary said you weren't 
seeing anyone for a while) is that I would like you to emphasize at the first meeting with the 
teachers the importance of consistently enforcing the discipline rules, especially the rules on 
students being on time to class with appropriate materials to work with (you know, like pen-
cils and paper—that kind of stuff) and the gum-chewing rule. The last two years things have 
been deteriorating, and last spring was a mess—too much teacher inconsistency. I don't like 
to complain about my colleagues, but something has got to be done before the kids take over 
the school. What this school needs is a real crackdown. I have heard that you're the type that 
is prepared to "bite the bullet," and in my judgment that time has definitely arrived. 

Sincerely, 
Bill Stone 

IN-BASKET ITEM #5  

August 17 
Dear Dr. Brown: 

The purpose of this letter is to request your approval to conduct a study on the impact of 
new leadership at the school site level. The study would employ ethnographic methods- 
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essentially, shadowing and interviews—of your first six months on the job. I am trying 
to ascertain the kind of impact a new principal can have on a school. Having a doctorate 
yourself, you value research, I am sure, and can appreciate the need for someone like 
myself—a doctoral student—to complete my dissertation. 

Thank you in advance for your interest and cooperation. I look forward to hearing from you. 

Sincerely, 
Bob Turtle 
Doctoral Student 

IN-BASKET ITEM #6  

July 17 
MEMO 

TO: 	Principals 
FROM: Assistant Superintendent 

All principals should remind teachers at the first faculty meeting before school begins this 
year that all teachers will be evaluated, using the new Teacher Accountability Evaluation form 
that the school board approved last year. Also, principals should emphasize at this first meet-
ing that teachers need to be more careful in using their sick leave days, as there were apparent 
abuses last year. 

IN-BASKET ITEM #7 

Dear Dr. Brown: 

I would like to have a confidential conference with you to discuss an urgent matter in regard 
to another staff member. I have been reluctant to say anything until now, but I feel this is 
something you would want to know. I must, however, have your written commitment that you 
will keep all of this strictly confidential, including the fact that I would be telling you this. 
I really don't want to be involved or implicated in any way. 

Hazel Smith 

IN-BASKET ITEM #8 

August 20 
Dear Dr. Brown: 

You don't know me, but I have been a substitute teacher in this school from time to time for 
the last several years. I don't like to complain because I am really not that kind of person, and, 
besides, I really like the school. But I feel there are a few things that you should know about, 
and maybe some improvements will result. They didn't with Mr. Sanders, but I have heard 
that you are a real "take-charge" person, and certainly there are some things about this school 
that need to be improved. I don't think this is the time and place to go into all of the various 
problems, but there is one thing that I would hope could be changed immediately, and that is 
the lack of lesson plans that substitute teachers encounter when they come to school. Rarely 
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have I found (and I am not alone in this regard) an up-to-date lesson plan from a teacher who 
is absent for that day. And frequently I can't find any lesson plan at all. A substitute teacher's 
job is tough enough, but without a decent lesson plan, it is terrible. 

As a parent with children in this district, I certainly have to wonder about the quality of 
planning by teachers, and since Mr. Sanders didn't take any action, one also wonders whether 
administrators really care or are willing to take a tough stand with teachers. I hope that with 
new leadership at the school something can be done about this deplorable situation. 

Sincerely, 
(Mrs.) Ruth White 

IN-BASKET ITEM #9 

Dr. Brown— 

We may have to shut off the water for a short time during the first week of school to repair the 
main boiler. I know this is a bad time to be shutting off the water, and we hope it won't he neces-
sary. Sam and I are trying to get the thing fixed ourselves, but we have to call upstate to see if we 
can get it done. They can't get here until the week after the Labor Day weekend and even that 
is uncertain. I am trying to get them to come at night. I'll get back to you if anything changes. 

Al 
Head Custodian 

IN-BASKET ITEM #10 

Dear Dr. Brown: 

I hope this year is going to be different. At least with a new principal there is hope. I live near 
the school, and for several years now, I have had trouble with students vandalizing my flowers. 
I have complained to the principal before, but Mr. Sanders only said he "would look into it," 
but nothing was ever done. I hope this year SOMETHING will be done. Maybe you could say 
something to the students at the first assembly program or maybe over the PA system. I know 
something has got to be done this year, or I am going to the school board. It's not right. I am a 
taxpayer who pays for these schools, and I don't even have any kids. I want something done! 

Alice Snap 

IN-BASKET ITEM #11 

August 1 
MEMO 

TO: 	All Principals 
FROM: The Superintendent 

Please clear your calendars for Monday afternoon of the second week of school for a meeting 
in my conference room to discuss how we can improve student achievement test scores for 
each of your schools. Bring your ideas! 



240 	Part II Case Studies and Simulations 

IN-BASKET ITEM #12 

July 20 
Dear Mr. Sanders: 

I am president of the Council on Children's Problems, and we would like to present an 
assembly program to your students this fall on child abuse. As you know, child abuse is a 
very pervasive problem, and all of us must do everything that we can to prevent this kind of 
problem from happening to any child, regardless of age and regardless of who the abuser is. 
Our assembly program is very stimulating with many activities and experiences available. 

I look forward to hearing from you as to when it would be possible to present our program. 

Sincerely, 
Ted Allen, President 
Council on Children's Problems 

IN-BASKET ITEM #13 

Dr. Brown— 

You might want to give some thought to what you are going to do with the teachers during the 
preschool in-service day. Mr. Sanders sort of "played it by ear," but maybe you have some-
thing specific in mind. I know the faculty will be interested in hearing your views at the first 
meeting. (Also, do you want to send any message to parents?) 

Peg Albright 
[principal's secretary] 

IN-BASKET ITEM #14 

Mr. Sanders: 

I will need to leave school a little early each Monday this fall (10 minutes after dismissal) to get to 
my university class. I know you will understand since you are working on your advanced degree 
too. Plus, I always stay late on other nights anyway, and other teachers have left early in the past. 

Mary Eager 
Teacher 

IN-BASKET ITEM #15 

August 17 
Dear Dr. Brown, 

We tried to get an appointment to see you, but your secretary said you were going to be too 
busy to see people until you got your feet on the ground. 

Anyway, we would like to use this letter to formally recommend that you eliminate hall 
passes for this coming school year. Hall passes are demeaning to students and reflect a lack of 
trust on the part of the faculty and administration toward students. 
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We recognize that there are a few students who can't be trusted, and they probably do need 
hail passes. But why should the rest of us be penalized for the few? 

We have been told that you graduated with a doctor's degree from one of the leading uni-
versities. We would hope that you would bring a more enlightened view of students to this 
school. Let's all start out fresh this year by trusting one another. Are you willing to take the 
first step? We have! 

Sincerely, 
Jack Staker 
Camilla Black 
Bill Elliot 
Student Council Representatives 

IN-BASKET ITEM #16 

Dr. Brown, 

I hope that you can do something this coming year about the litter in the hallways and in the 
cafeteria during lunch. Maybe you could say something to the teachers during your first meet-
ing with them. The last few years, things have really gotten out of hand. We need to crack 
down and take responsibility for ourselves. 

Sam Clean 
Custodian 

IN-BASKET ITEM 17 

July 15 

Dear Mr. Sanders: 

Jim and Alice won't be in school for the opening day because our family will not be returning 
to town from our cottage until September 5. I am sure you will understand. 

Sincerely, 
(Mrs.) Patricia Rosehips 

IN-BASKET ITEM gUi 

August 18 
Dear Dr. Brown: 

I am writing this letter to request permission for my children to be absent from school 
next March 15 to April 15 in order to be with me while I am attending an international law 
conference in Durban, South Africa. 

I am sure you recognize the cultural and educational benefits of such a trip. In addition, 
since I am a single parent and there is no one with whom I could leave my children, there is 



242 	Part II Case Studies and Simulations 

a practical aspect of my request. Furthermore, the trip will provide a nice change of pace for 
them, since they tend to get easily bored around that time of the year. 

Sincerely, 
Thomas Steele 
Attorney at Law 

IN-BASKET ITEM #19 

August 12 

MEMO 

TO: 	Dr. Brown 
FROM: Tim Parker, Assistant Principal 

Just a short note to congratulate you on being chosen as new principal of our school. As you 
can probably imagine, I would have been happier if the school board had chosen me, but I 
guess those are the breaks. After twelve years as assistant principal, they must figure that's all 
I'm good for. Anyway, good luck. 

4 
THE NEW ASSISTANT PRINCIPAL (IN-BASKET ACTIVITIES) 

Background 

You are Dr. Chris Allen. You were previously a teacher for a number of years, and during 
that time you obtained a doctorate in curriculum and instruction. You intended to be a central 
office supervisor. But when Mr. Reeves, assistant principal in another school in the district, 
suddenly resigned in the third week of school, you were asked to take over and you agreed 
to take the assistant principalship post. After only four days on the job, you had to be away 
from school on Friday, October 1, because of illness in your family. It is now Saturday 
morning, October 2, and you have returned to school to check on your mail and telephone 
messages. 

Instructions 

1. You will be given 90 minutes to read and take action on all of the items presented 
following the instructions. You are not expected merely to describe what you would 
do, but to do it. For example, if you decide to telephone a person or see someone for 
a conference, then outline your objectives, as well as the main points or questions 
that you would present. (Utilize relevant concepts from Part I of the text in your 
responses.) 

2. You may respond to the in-basket items in whatever sequence you prefer. You should, 
however, first read all of them, quickly. As you do so, indicate on a separate piece 
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of paper in one of three columns whether a particular in-basket item represents 
(1) a high-priority, (2) a moderate-priority, or (3) a low-priority situation. 

3. Each in-basket item requires a separate action, which you should present on another 
sheet of paper, adding the identification number in the upper-left-hand corner of the 
in-basket item. If you understand all the instructions up to this point, you may begin 
now or when your instructor so indicates. 

IN-BASKET ITEM #1 

September 26 
Dear Dr. Allen: 

I know this is short notice but your predecessor, Mr. Reeves, had promised to give a talk 
to the PTA at its meeting on October 12, and I am hoping that you are willing to take his 
place. The topic is "The Parent's Role in Helping Students to Build Self-Discipline," but if 
you don't feel comfortable with that, maybe some related topic could be selected. I know 
the parents will all be eager to meet you and hear your ideas. Please let me know as soon as 
possible. 

Mrs. Trudy Spellman 
PTA President 

IN-BASKET ITEM #2 

Dr. Allen, 

I don't normally complain about anything, but I am getting sick and tired of putting up with 
the noise and fooling around that goes on in Janet Webster's class. As you know, her class-
room is next door to mine, and she had discipline problems last year. But because she was 
new, I didn't say anything to her or to anyone else. This year—even with different students—
it is all starting in again, and I have concluded that she just doesn't know how to handle kids. 
I have mentioned the noise to her a couple of times already this year, but it doesn't seem to 
have any lasting effect. I request that you stop in and get this situation squared away before 
something major erupts. It has already had a negative effect on my own class. 

Rocky Bell 

IN-BASKET ITEM =3 

September 29 
MEMO 

TO: 	All Assistant and Vice Principals 
FROM: Assistant Superintendent 

Since you are the ones who administratively deal most directly with dropouts and children at 
risk, I am inviting you to a meeting at the Central Office, Room 1131, on October 5, to discuss 
this problem. Please bring ideas about how we might deal more effectively with the students. 
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IN-BASKET ITEM 4 

Telephone Message 

FROM: Mr. Yaeger 
TIME: Friday, 9:00 A.M. 

Yesterday after school two students kicked a soccer ball into his yard and smashed right 
through his roses getting the ball. Please return his call as soon as possible. 

IN-BASKET ITEM =5 

MEMO 

TO: 	Chris Allen 
FROM: Dave 

Late last spring the superintendent directed all of us principals to come up with criteria and a 
process br evaluating their assistant/vice principals. I got really busy with a number of things 
at school during this last summer and didn't get to this task. Now the superintendent wants 
us to submit something by October 5. Chris, I know this is short notice, but could you give 
me your ideas on possible criteria and the process by October 3?! would like to involve you 
in this since it will be your evaluation, and I will definitely appreciate your ideas about the 
evaluation criteria and process. One of my ideas is that we would provide for some teacher 
participation in the process, but I would like your own ideas. 

IN-BASKET ITEM #6 

Dr. Allen: 

Friday was a relatively quiet day, fortunately. But we did get some referrals from a few teach- 
ers, and they will need some action on Monday. I've stapled them to this memo. 

Nan Wing 
Secretary 

Eastside School Referral Form 

Date: Oct. 1 
Student 's Name: Stanley Bauer 
Teacher: Maria Gomez 
Probie,n: Stanley was wearing a button on his shirt that said "Question Authority." I told him 
to take it off, but he refused, so I'm sending him to your office to be disciplined. 

Eastside School Referral Form 

Date: Oct. 1 
Student's Name: John Chang and Kevin Dortch 
Teacher: Brad Lee 
Problem: John and Kevin got into a fight during the noon hour. John got his nose broken 
(at least I think it was broken) and had to be sent to the doctor. I told them both that you would 
be wanting to speak to them first thing Monday morning. 
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Eastside School Referral Form 

Date: Oct. 1 
Student's Name: Betty Burmeister 
Teacher: Kay Seritoma 
Problem: Betty was fooling around in the classroom and refused to settle down. I didn't know 
what to do with her, and she was disrupting the class. So I thought maybe you could perform 
some kind of miracle with her. (This kid is a loser.) 

Eastside School Referral Form 

Date: Oct. 1 
Student's Name: George Edgar 
Teacher's Name: Mary Wynn, Librarian 
Problem: Last May George Edgar was supposed to pay his library fine of $35.00 before 
taking his final exams. (He ruined an art book.) He said that he would take care of it but never 
did, and the teachers felt sorry for him and let him take his exams anyway. This year I have 
excluded him from the library, but he still hasn't paid me. I think he should be suspended until 
he pays what he owes. 

IN-BASKET ITEM #7 

Dear Dr. Allen: 

This Thursday my teacher Mr. Bell made me stand for 45 minutes in class because I didn't get 
my homework done on time and because he said I talked back to him. I thought about talking to 
you Thursday after school, but my foot hurt so much (I have flat feet and have trouble with my 
feet) that I had to go see the doctor. Then I told my mother Thursday night, and she said I should 
tell you, but when I went to your office on Friday, they said you were gone. Anyway, I don't think 
what Mr. Bell did was right, and besides making my foot worse, it embarrassed me in front of 
all the other people in the class. I don't know what you can do, but something ought to be done. 

Marilyn Pick 

IN-BASKET ITEM z8 

Telephone Message 

TO: 	Dr. Allen 
FROM: Detective Stevens 

He says the police heard a rumor that a group of your students is planning a big party on 
Saturday, when the parents of one of the students are gone. Please call him as soon as pos-
sible at 392-9782. 

IN-BASKET ITEM t9 

Dear Mr. Reeves: 

This is probably none of my business since I don't have any kids at school anymore, but I 
thought you ought to know that one of your students is being sexually abused by her step-
father. Don't ask me how I know because I won't tell you, since I really don't want to get 
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involved. The only thing I will tell you is that the student lives in my neighborhood, and 
I think the situation has gotten pretty bad. Somebody has to help this girl, but I can't. 

Mrs. Rachel Sprechter 

IN-BASKET ITEM #10 

Telephone Message 

FOR: 	Chris Allen 
FROM: Scoop Jackson, Herald Express 
TIME: 	Friday, 3 P.M. 

Please call him as soon as possible. He has been assigned a feature on the drug problem in our 
schools, and he'd like to interview you on Monday. 

IN-BASKET ITEM =11 

Telephone Message 

TO: 	Dr. Allen 
FROM: Mrs. Stuart 
TIME: 	Friday, 9:14 A.M. 

Mrs. Stuart's son was kept after school for detention on Thursday by his math teacher, Mary 
Colbert, causing him to miss his ophthalmologist appointment. Please call her Monday morn-
ing as early as possible at 354-2298. She says it takes nearly four weeks to get in to see this 
doctor, and she may have to pay for the missed appointment. 

IN-BASKET ITEM =12 

Dear Dr. Allen: 

I don't know whether I should be telling you this or not—probably not—but I can't handle 
it by myself anymore. One of my friends (1 wish I could tell you her name, but she made me 
promise not to breathe a word of any of this to anyone!) is being sexually harassed by her 
teacher, Mr. Wiley. She was too ashamed to give me many details, but she is very upset, and I 
am afraid that she will commit suicide or something. Please talk to him but don't use my name! 

Betsy Meadows 

IN-BASKET ITEM #13 

Dear Dr. Allen: 

Congratulations on your new appointment. By way of introducing myself and several of my 
staff, I would like to invite you and your spouse to a small gathering at my home on October 5 
for hors d'oeuvres, and so on, followed by a special event treat I am sure all will enjoy and 
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remember forever. Please rest assured that no business conversations will be permitted, and 
the emphasis will be on getting acquainted and enjoying ourselves. Directions to my home 
can be secured when you RSVP at 377-4040. 

Nick Strokely, 
Representative 
Banner Yearbooks 

P.S. I wonder if you've had an opportunity to meet my daughter, Joy, who is a student at your 
school. 

IN-BASKET ITEM #14 

Dr. Allen, 

I wanted to let you know that when I substituted for Ken Clark on Friday, he didn't leave any 
lesson plans. Also, he didn't answer his phone when I tried to reach him. Needless to say, this 
made teaching his class very difficult. An inexperienced sub would have faced an impossible 
situation! It would be unfortunate if this would occur again. 

Toni Wolff 

IN-BASKET ITEM #15 

Dear Mr. Reeves: 

I hope you can help my son. He is being harassed by some other boys on the school bus when 
he rides to and from school. Apparently, they don't like the fact that he is reading his Bible, 
and they make remarks about him and about our religion. 

I have already tried contacting the boys' parents. While only one of them was completely 
uncooperative (she told me my son shouldn't even be reading the Bible on a school bus), the 
other parents don't seem to have much control over their children. 

My son doesn't bother anyone, and I would like you to intervene and get this harassing to 
stop. We're supposed to have freedom of religion in this country. 

Mrs. Marilyn Smith 

IN-BASKET ITEM #16 

Dr. Allen: 

It looks like we got a problem already this year with drugs. I found some drug paraphernalia 
on the floor in the boys locker room which somebody dropped by mistake. I haven't told any-
body else about this, except my wife, which may have been a mistake. I don't know how you 
want to handle it. I don't have any idea about who may have had the stuff. 

Lew Armstrong, Custodian 
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IN-BASKET ITEM #17 

Telephone Message 

FOR: 	Dr. Allen 
FROM: Mrs. Alice Pick 
TIME: Friday, 11:30 A.M. 

Please call her early Monday morning. 

IN-BASKET ITEM 418 

Dr. Allen, 

I don't think you know me (no reason you should know all students), but I and several of 
my friends want to establish a club called Christians for New World Order, and we want 
to meet every Wednesday after school. I don't know whether we need a sponsor or not, but 
Mrs. Webster, our English teacher, said she would do it. We would like to meet this coming 
Wednesday, so if there is no problem, would you please assign us a room. You are welcome 
(in fact encouraged) to attend our meetings. 

Sue Clemens 

5 
RESENTMENT OVER APPOINTMENT 

Shasha New has recently been appointed assistant principal of a middle school. After teaching 
in the system for 15 years, she feels that she has earned her way to the position and that her 
hard work and advanced degrees in leadership and supervision have made this opportunity 
possible. Knowing that her thorough training, her staff development activities, and her facili-
tation of school improvement plans have prepared her for her new challenges, she is eager 
to advance education within the district even further. At her first districtwide Parent Teacher 
Association orientation meeting as an assistant principal, Ms. New quickly scans the audi-
ence. There, sitting together, are board members and prominent local politicians. They are not 
smiling. Ms. New has heard rumors that many of them are not pleased with her appointment, 
and she now begins to worry about the facial expressions and rigid posture being displayed by 
these influential citizens. Could the rumors be true? 

Ms. New and the principal proceed with the meeting as planned. Following the meeting, 
she volunteers to lock the building so that the principal can get home in time to attend his 
daughter's dance recital. After turning off all the lights and securing the building, Ms. New 
exits the building and walks toward the parking lot. There she notices several prominent com-
munity members clustered together talking. One member of the group, whose car is parked 
near Ms. New's car, approaches and begins talking to her. He makes it clear that the group is 
not pleased with her having been chosen assistant principal. The political leaders had intended 
that Ms. Jones, who had worked as a campaign assistant and who currently teaches in the 
building, would be appointed to the position instead. Uncertain how to react, Ms. New smiles 
politely and assures the politician that she will do the best job possible. 
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As the school year begins, Ms. New eagerly greets the challenges awaiting her. One of the 
assignments that her principal had delegated to her upon her appointment as assistant princi-
pal was the task of scheduling students and classes. She has carefully scheduled the workday 
for faculty members and places students in each of the appropriate classes. However, Ms. New 
changes one aspect of scheduling from the way it had been done in the building previously. 
Having knowledge of current research on the topic, she elects to distribute advanced math 
classes evenly among all math teachers at each grade level. One hour after class assignments 
are announced and class rolls are disseminated, Ms. Jones, the campaign assistant favored by 
the politicians, approaches Ms. New sternly. She immediately voices her complaints about the 
schedule. Having expected to have been appointed to the assistant principal position herself, 
she does not appreciate Ms. New's decision. Arguing that she has taught every advanced math 
class on her grade level for the past five years, Ms. Jones says her colleagues have never com-
plained and she sees no reason for change. Ms. Jones has been powerful in the school com-
munity over the years and has used her informal power to convince the other math teachers 
that she should be the one to instruct the advanced classes, citing her experience, accumulated 
teaching resources, and university course work in gifted education. 

Ms. New is aware that Ms. Jones possesses these qualities, but many other math faculty 
members also possess these attributes. As the conversation continues, Ms. Jones informs 
Ms. New that the grade-level math teachers have had a meeting since the assignments were 
announced and that they agree that one teacher should instruct all the advanced classes. 
Ms. Jones then reminds the new assistant principal that she is the most experienced candidate 
and the one logical choice for the staffing of that position. She also reemphasizes her creden-
tials and reminds Ms. New of her political pull within the school and the community. 

Her voice becomes louder as she announces, "You just wait until the superintendent hears 
about this!" She hurries out of the room, slamming the door behind her, giving Ms. New no 
chance to reply. Stunned and shaken by the angry exchange, Ms. New Sits down and wonders, 
What just happened? 

Suggested Learning Activities 

Analyze the Case 

1. Should Ms. New have offered any further explanation to the group in the parking lot? 
Should she inform anyone of the parking lot confrontation? 

2. What aspects of class scheduling might Ms. New have neglected to consider? Should 
the scheduling be changed this close to school opening? 

3. Should Ms. New attempt to earn Ms. Jones's respect? If not, why not and what reper-
cussions might Ms. New experience by having Ms. Jones oppose her? If yes, why and 
how could Ms. New accomplish this task? 

Discuss the Larger Issues 

I. How should advanced and remedial classes be scheduled and staffed within a school 
building? 

2. What effects might political power, or lack thereof, have upon a candidate's ability to 
obtain and succeed in an administrative role? 
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3. When should a principal support the decisions of the assistant principals, and when 
should decisions be reversed in order to maintain a favorable staff climate? 

Be a Problem Solver Ms. New told the principal about the disagreement with Ms. Jones 
regarding the scheduling of mathematics classes. He suggests that he meet with Ms. Jones and 
Ms. New in his office that afternoon. What background information, if any, might Ms. New 
want to accumulate before the meeting? Should she discuss the matter with other math 
teachers? Utilize appropriate social science and administrative concepts from Part I in your 
approach to the problem or problems. 

Test Your Solution To test your proposed approach to the problems described in this case 
study, your group should role-play the following aspects of the afternoon meeting: 

1. The principal, as he begins the meeting with Ms. New and Ms. Jones. What tone does 
he want to set with each of the participants and how will he set it? 

2. Ms. New and Ms. Jones, when asked to justify their positions on the scheduling of 
advanced math classes. 

3. The principal, as he makes a final scheduling decision, imparts the decision, and 
closes the meeting. What effects will his decision have on school climate, power struc-
ture, student achievement, and community relations? 

Investigate Further 

1. Interview middle school principals to learn and compare their approaches to 
scheduling. 

2. Investigate the advantages of automated versus manual scheduling. 

6 

DO I NEED TO ACT LIKE A MAN TO BE A LEADER? 

She was beginning the second semester of her first year in the principalship at Doolittle 
School. Her predecessor had apparently been a strong disciplinarian and was well respected 
by the faculty. He had left for a job as assistant superintendent in a different state. She had 
been hired, according to the superintendent, because the school board wanted someone at 
Doolittle School who was the change agent type with excellent interpersonal skills, and her 
recommendations indicated that she would fit the bill. She had a specialist's degree in school 
administration and supervision from a major university. She had developed a strong concen-
tration in curriculum and instruction within her degree program and had achieved high grades. 
She was a small person, but possessed a lot of drive and energy. She was considered to have a 
warm and accepting personality and to believe in the basic goodness of people. 

Although she had approached the beginning of the school year with great enthusiasm, 
things had not gone particularly well during the first semester. The faculty was an older group 
who, for the most part, placed a high priority on strict student discipline and the absolute 
backing of the principal. She wasn't opposed to student discipline, but she felt that the school 
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needed to develop some alternatives to simply punishing students. She also felt that the teach-
ers needed to spend more time with those students who were misbehaving in class to try to 
diagnose why the students were acting out, instead of simply referring the students to the 
assistant principal. Most teachers, however, had resisted this approach, and she had heard 
rumors that they felt she wasn't "tough enough." 

Al Kicker ("Big Al," as he was called by the teachers), the assistant principal, was another 
problem. He had applied for the principal's vacancy at Doolittle School and had been passed 
over. She knew he was unhappy about that, although he had never talked to her about his 
disappointment; but the main problem was that he just couldn't seem to accept her as the prin-
cipal of the school. True, he was polite and respectful of her, with his "Yes, ma'am" and "No, 
ma'am" and "If that's what you really want, ma'am," but he never opened up with her. He 
treated her more like a woman on a pedestal than a capable professional who was his superior. 
Also, he was himself a very strict disciplinarian who encouraged teachers to send misbehav-
ing students to him ("to get straightened out") rather than trying to get the teachers to first 
work with problem students on their own. She sensed that the teachers liked Al better than her 
and that they looked to him for leadership more than to her. 

Although she wasn't sure what to do about her assistant principal, she was most troubled 
by her lack of acceptance by the other principals in the school district. The male principals 
were older, much more experienced, and, apparently with only one exception, quite conserva-
tive in their philosophy of education and their attitudes toward teachers and students. They 
had sort of a "them versus us" mentality, and they espoused a strict, rigid approach toward 
student discipline. As a group, they seemed aloof and appeared to her to have a "you still need 
to prove yourself to us" attitude toward her. 

She had initially thought that her lack of acceptance by the male principals was due to the 
fact that she was a woman (and she continued to believe that many of them, if not most, were 
sexist). But since the other female principals seemed to get along with the male principals all 
right, she had concluded that her lack of acceptance was because she was new and really did 
need to prove herself. She wasn't sure how to do this or even whether she should need to prove 
herself to the male principals. Thus far, she hadn't figured out how to handle this problem. 

Complicating the matter was the fact that the other female principals seemed to be acting 
differently toward her. Initially they had appeared friendly to her, but during the first semester 
they had gradually become more reserved. As she reflected more about this development, 
it seemed to her that the other female principals were more like the male principals in their 
attitudes and behavior than they were like her. Whereas she was a warm, open, trusting kind 
of person, the other women seemed to be more abrasive and circumspect. It was almost as 
though the other female principals felt that they had to be tough and to "out-macho" the male 
principals. She wondered whether that was the kind of personality and approach they had had 
when they joined the school district, or whether they had changed in response to conditions 
and expectations that existed within the district. 

She wasn't sure what she was going to do about her numerous problems, but she felt her-
self being pulled in various directions. Maybe she would have to become tougher in order to 
survive. But if that was required, would she be willing to pay the price? She still believed that 
it should be possible for a woman who is warm, open, and trusting, and who holds progres-
sive ideas, to succeed, but she certainly hadn't figured out what her strategy should be for the 
second semester. One thing she did know was that she still believed in herself. She wouldn't 
give up easily. 
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Suggested Learning Activities 

Analyze the Case 

I. Should the new principal have taken steps during and after the hiring process to 
become better informed about some of the conditions she experienced later? If so, 
what might those steps have been? 

2. If you were the new principal in the case study, what additional information would 
you want to know before attempting to solve the problems identified, and how would 
you go about obtaining that information? Explain why the additional information you 
seek is necessary in order to ameliorate the problems. 

3. To what degree do you think the new principal has brought on some of her own prob-
lems, and to what extent do you think she is overreacting to some of the problems? 

Discuss the Larger Issues 

I. Is there a certain kind of personality or set of attributes that a school administrator is 
expected to possess in order to be successful? 

2. Are women administrators expected to meet an essentially masculine set of expectations, 
that is, "Be strong, be tough"? To what extent are expectations for female or, for that mat-
ter, male administrators related to research on administrator or leadership effectiveness? 

3. To what extent should an individual administrator attempt to resist, modify, or even 
reject expectations of others when they are not compatible with the administrator's 
own administrative style or educational vision? 

Be a Problem Solver Assume that you are the new principal at Doolittle School. Outline 
the steps you would try to take to resolve each of the problems identified in the case study. 
Utilize administrative and social science concepts from Part I of the text in planning and 
implementing your problem-solving approach. 

Test Your Solution To test your proposed plan of action for dealing with the circumstances 
described in the case study, you and your colleagues should create and role-play one or more 
of the following situations: 

1. A faculty meeting to discuss philosophy and procedures for handling student discipline. 

2. A conference between the new principal and the assistant principal. 

3. A meeting or conference between the new principal and one or more of the male or 
female principals. 

Investigate Further 

1. Investigate the literature on problems that administrators face in becoming socialized 
into a new situation. 

2. Interview one or more female administrators to determine the extent to which they 
encountered an acceptance problem because of their gender. 

3. Investigate the extent to which there exists within your school or district any support 
groups to help new administrators with initial problems adjusting to a new job setting. 
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7 

DRAGGING AND SAGGING: IS IT FASHION, EXPRESSION, 
OR A VIOLATION? 

Shirley Nolan had been appointed vice principal only a week before classes were to begin in 
the fall. She had been certified as a school administrator for the last two years, but had been 
unable to find a job, so she had continued teaching. 

Her opportunity to become a vice principal had occurred when the previous vice principal 
had left education at the last moment to become a salesman for an insurance company. The 
school district hadn't had much time to fill the vacancy, so they had called Shirley, inter-
viewed her, and then informed her that she had the job if she wanted it—all on the same day. 
She wasn't prepared for events to move that fast, but despite some misgivings about facing the 
challenge of becoming a new administrator (in addition to relocating to a different school), 
she had accepted the district's offer. She felt that she had a certain advantage in her new posi-
tion, inasmuch as she would still be working for the same school district. 

Her first two days on the job consisted of attending the various district and building meet-
ings that occur just before fall classes begin. She had, of course, spent some time with the 
principal, who seemed nice but whose philosophy of discipline was much different from her 
own. She had first recognized this during the job interview but had decided to "tell them what 
they wanted" in order to get the job. The principal believed in strict discipline and strong 
punitive consequences for misbehavior, while her own approach was more one of trying to 
understand what was causing the misbehavior and attempting to counsel the student in order 
to improve the behavior. She had been successful with this approach as a classroom teacher, 
and she knew of no reason why it wouldn't work in her new role as vice principal. Still, she 
didn't argue with the principal about their differences when they had met, in the hope that 
maybe over time he would "soften up" a little and, if she were effective with her approach, 
might gradually change his mind. 

Unfortunately, most of the faculty members she met also seemed to be from the old 
school of student discipline and appeared to subscribe fully to the principal's views. Shir-
ley was pleased that some of the younger teachers were more attuned to her approach to 
student discipline, but one of her problems was that the school had the following very rigid 
set of discipline rules. Additionally, this is the first year of the new dress code, which now 
included uniforms for these high school students. There has been a trend in recent years 
to institute school dress code policies or the requirement of wearing uniforms in order 
to achieve a variety of goals including better classroom management and overall student 
improvement: 

FOLSUM SCHOOL'S STUDENT DISCIPLINE CODE 

Introduction 
Everyone needs discipline: Athletes need discipline, executives need discipline, soldiers need 
discipline. 

Rules are developed and promulgated in order to facilitate and promote discipline. Without 
rules, there would be no discipline. 

The following rules have been developed in order to achieve the discipline necessary for the 
orderly environment that is required for effective teaching and learning. By following these rules, 
you will become a good school citizen, develop better self-discipline, and become a more effec-
tive learner. You will also help us create a positive atmosphere needed for a quality educational 
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program. Although the rules may seem to you to be a little strict, they are really for your own 
good and for the best welfare of the greatest number of students in the school. 

Obey the rules. Be a good citizen. Be a positive example for others. 

Behavioral Guidelines 

1. All students will come to school prepared for class, appropriately dressed, and with nec-
essary materials and equipment. 

2. Students will be on time for school and for class. Punctuality is very important at Folsum 
School. 

3. Student fighting or fooling around will not be tolerated anywhere in the school, on the 
school grounds, or coming to or going from school. 

4. Smoking or use of drugs will not be tolerated and will result in immediate suspension or 
recommendation for expulsion, depending on the nature of the offense. 

5. Acts of vandalism will be punished by suspension or expulsion, depending on the seri-
ousness of the offense. 

6. Students are not allowed to chew gum in class or to eat candy or other food in or out of 
class, except during the lunch period in the cafeteria. 

7. The use of profanity will not be tolerated in this school and may subject a student to 
suspension or other appropriate action. 

8. Disrespect for teachers will not be permitted, and appropriate action will be taken if it 
occurs. 

9. Students are not allowed to run or fool around in the hallways. 

10. Any student action that interferes with teaching, learning, the rights of others, or the 
smooth operation of the school will receive disciplinary punishment. 

Specific Uniform Code 

Shirts: Shirts will be Black, Red, or White Polo style or buttoned dress shirt, long or short 
sleeve. Shirts shall be tucked into the waistband of the pants or skirt. Exceptions will be 
allowed in individual cases based upon the discretion of the principal or designee. 

Pants and Skirts: Pants and Skirts will be Black or Tan. Pants with belt loops shall be worn 
with a belt that is properly fastened. Pants shall be worn so that the waistband is worn at the 
waist and not below the waist. The hem of girls' skirts or dresses shall be no shorter than mid-
thigh as determined by the principal or designee in the exercise of his or her judgment. 

Appropriate Sizes: Students shall wear clothing of appropriate size as determined by the 
principal or designee exercising his or her judgment. The size of shirts and pants shall be 
appropriate to the student's body size and shall not be unduly oversized or undersized. 

Students are not allowed to wear clothing, jewelry (including body piercing jewelry and 
"grills"), buttons, haircuts, tattoos, or other attire or markings which are offensive, suggestive, 
disruptive, or indecent such as: 

Clothing associated with gangs, 

Clothing encouraging the use of tobacco, drugs, alcohol, or violence, 

Clothing associated with discrimination on the basis of age, color, handicap, national 
origin, sexual orientation, marital status, race, religion, or sex. 
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• Clothing exposing the torso or upper thighs such as see-through garments, mini-skirts 
or mini-dresses, halters, backless dresses, tube tops or tank tops without over shirts, 
spaghetti strap garments without over shirts, bare midriff outfits, or shirts tied at the 
midriff. 

• Clothing not properly fastened or with tears. 

• Clothing or outer garments traditionally designed as undergarments such as boxer 
shorts, bloomers, tights, hosiery, sleepwear. 

• Clothing or footwear that is construed by the principal or designee as hazardous or dan-
gerous to the health of the student or others. 

• Hats, headgear, or any head covering, except when approved by the Principal. 

After looking over the student discipline and dress codes again, Shirley considered what, 
if anything, she could or should do to try and change the rules. She had been told by one of 
the older teachers that the present code had been in existence for about seven years and, as far 
as that teacher was concerned, had worked very well. For Shirley, however, the code was at 
odds with her philosophy and approach to student discipline. The question was, What could or 
should she do in light of all the various circumstances in this school? 

Suggested Learning Activities 

Analyze the Case 

1. Given the circumstances that the new vice principal had faced at the time she was 
offered the job at Folsum, should she have taken it? Why or why not? 

2. If you had been Shirley Nolan, would you have acted any differently in your meetings 
with the principal? 

3. Analyze and evaluate the Folsum School student discipline code, using concepts from 
communication theory and recommendations from authorities on school discipline. 

Discuss the Larger Issues 

1. To what extent should a person seeking a position "tell them what they want" in order 
to get a job? What ethical problems might be involved? Is this approach to getting a 
job ever justified and, if so, under what sort of circumstances? 

2. What is the ultimate objective of a student discipline/uniform code, and what type of a 
code is likely to achieve that objective? 

3. What should be the role of punishment in disciplining students? What does research 
say about its effectiveness? 

4. To what degree should students and parents be involved in the development or revision 
of a student discipline/uniform code? 

Be a Problem Solver Assume that you are the vice principal in this case study. Outline 
objectives and plans for responding to the various circumstances that the vice principal faces. 
Utilize appropriate administrative or social science concepts from Part I of the text in plan-
fling and implementing your approach. 
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Test Your Solution To test your proposed plans for dealing with the circumstances 
described in the case study, you and the class should create and role-play one or more of the 
following interactions: 

I. A follow-up conference between you and the principal to discuss the student discipline/ 
uniform code. 

2. A teacher referral to the vice principal about a student who persists in sucking on 
lozenges in class. 

3. The first meeting of a special committee composed of representative students, teach-
ers, parents, and the vice principal, whose charge is to make recommendations on 
what changes, if any, are needed in the student discipline/uniform code. 

Investigate Further 

1. Determine what criteria and methods are used to evaluate your school's student 
discipline/uniform code and how often evaluation occurs. 

2. Ascertain the extent to which your school's discipline code is understood and accepted 
by teachers, parents, and students. 

3. Evaluate the student discipline code in your own school, using concepts from commu-
nication theory and recommendations from authorities on student discipline. 

8 
IS BEING BUSY NECESSARILY PRODUCTIVE? 

Driving to school, Steve Fuller slowed reluctantly for a traffic light. As he waited for the sig-
nal to change, the new principal of Franklin School speculated idly about what the day might 
bring. It seemed that he was always busy, regardless of how a day started out. 

Today, for example, he didn't have any conferences or meetings scheduled until later in the 
afternoon, to the best of his memory. He was certain, however, that something would come 
along to dominate the morning. He had hoped to get into some classrooms and do some super-
vision, but he hadn't mentioned anything to the teachers yet in case something were to come 
up to prevent him from accomplishing that task. 

Finally, the green light appeared, and Steve accelerated the car to compensate for lost 
moments. By 7:55 he pulled into the school parking lot at his usual time, parked the car, and 
entered the school. His secretary had arrived some time earlier, and after five minutes of chit-
chat with her, the principal was interrupted by a teacher who wanted to talk about the faculty 
party that was to occur in about two weeks. The conversation lasted until 8:25, at which time 
the teacher had to leave for a class that began at 8:30. 

At 8:40 Steve Fuller was sitting in his office thinking about what he should do next, when 
he remembered that he had hoped to do some classroom supervision that morning. As he 
started to leave, his secretary intercepted him, asking whether they could talk now about 
revising some of the office procedures. Since there was a lull in her work schedule, it seemed 
to her like a good time to discuss the matter. The principal momentarily experienced some 
mixed feelings, but he didn't reveal them to his secretary. Instead, he smiled and said that he 
would be happy to discuss those matters with her. 
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At 9:20 the principal and his secretary were still talking (although they had been interrupted 
by two telephone calls to the principal), when the secretary brought to the attention of the princi-
pal his scheduled conference with a parent, Mrs. Channing, at 9:30. The principal was mildly sur-
prised, as he had anticipated that the parent conference was to beheld in the afternoon. He thought 
to himself that the classroom observation would have to wait until after the parent conference. 

At 9:45 Mrs. Channing finally appeared for her conference with the principal. Mr. Fuller 
was a little frustrated because he had expected her to arrive at 9:30, and he hadn't been able 
to get much done except to talk with a student who had dropped by the office. He concealed 
his frustration and tried to be as friendly and helpful to Mrs. Channing as possible. The parent 
wanted to talk with him about her son's discipline difficulties in school, but it quickly became 
clear that she should have talked to the assistant principal or the counselor instead, each of 
whom could have been more helpful to her. Unfortunately, when he asked his secretary to 
contact one of them, neither was free at that time. 

As the conference with the parent dragged on and on, the principal became more and 
more frustrated. Finally, at 10:40, the parent concluded her conference with the principal and 
thanked him for his help. The principal thought to himself that he really hadn't been very 
helpful, but he was happy that he was finally rid of the parent. 

Since it was now 10:45, the principal decided that he needed a coffee break, and he left his 
office to go down to the faculty room. After he had poured his coffee, he decided to sit in the 
back of the faculty room where he hoped to be somewhat alone, and perhaps clear his head 
from the parent conference. Almost immediately, however, a couple of teachers came over 
and initiated a discussion about last Sunday's pro football game. The principal had hoped for 
some privacy, but he was reluctant to turn away the two teachers and besides, he really liked 
football. So the conversation continued, and before he knew it, it was 11:15. 

Excusing himself, the principal left the faculty room and returned to his office. While he 
was sorting through some papers on his desk, a teacher stopped by and asked if he was busy. 
The principal thought to himself that he really wasn't busy yet, but there were some things 
that he knew should be done. On the other hand, at this point, he hadn't started anything spe-
cific, and since he had told his faculty that he had an open-door policy and they could see him 
anytime he wasn't busy, he indicated to the teacher that he would be happy to see her. 

The principal's conference with the teacher was about the possibility of the school's or 
the district's purchase of a television set for her classroom so that she could begin to teach 
students to become more critical consumers of television. The conference lasted until 11:45, 
when the principal had to excuse himself to go to lunch with the PTA president. 

After returning from lunch, Mr. Fuller answered several telephone messages on his desk, 
and attempted to open and process his mail. This took about 40 minutes, until nearly 1:45 P.M. 
At that point, his secretary came in to remind him of the meeting that he had to attend at the 
district office at 2:30. The principal had forgotten about the meeting, although he knew that 
there was some type of meeting that he was supposed to attend later in the afternoon. He 
thanked his secretary for reminding him and decided that he'd better prepare to leave, as it 
would take about 30 minutes to drive downtown to the district office. 

At 4:00 the district office meeting concluded. Mr. Fuller decided against returning to the 
school and instead proceeded home. It had been a boring meeting and, in general, a frustrat-
ing day. He felt he had been busy all day but wondered what he had really accomplished. He 
knew there was something important that he meant to do that he hadn't accomplished, but he 
couldn't remember anymore what it had been. He thought to himself that he needed to relax, 
and that perhaps tomorrow would bring a more satisfying and productive day. 
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Suggested Learning Activities 
Analyze the Case 

1. What planning steps might the principal have taken before he arrived at work that 
would have improved his productivity? 

2. Analyze the different activities in which the principal engaged during the day, and 
suggest how he might have handled things more efficiently. 

Discuss the Larger Issues 

1. To what extent should an administrator be concerned about how efficiently he uses his 
time? 

2. What costs are there to not being well organized or efficient? 

3. What costs are there to being too organized and efficient? 

4. Why are some administrators more productive than others? Do they have more time, 
or is it due to other factors? 

Be a Problem Solver Assume that you are the supervisor of the principal in this case. How 
would you approach the principal to help him use his time more productively? Utilize admin-
istrative and social science concepts from Part I of the text in planning and implementing your 
approach. 

Test Your Solution To test your proposed approach to dealing with the circumstances pre-
sented in this case, you and your colleagues should create and role-play one or more of the 
following situations: 

1. A conference between the principal and his supervisor. 

2. The development of a plan for implementing the supervisor's suggestions. 

Investigate Further 

1. To what extent are the problems experienced by the principal in the case similar to the 
problems experienced by the administrators in your district? What seems to be caus-
ing the problems? 

2. What kinds of assistance are being given to the administrators in your district to deal 
with these problems? 

9 

CHANGING DEMOGRAPHICS AND TEACHER ATTITUDES 

Dr. Riccardo Mendozza was in his first year in Capital City and his first position as a principal. 
The former principal had left to complete work on his doctorate, but during the last two years of 
his administration, the school's student body demographics had changed and the student body 
was currently composed of about 25 percent White and 75 percent non-White. At one time the 
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faculty had been predominantly White, but several "minority" teachers had been hired. Several 
White teachers had transferred or moved to other districts because they felt that the changes 
were lowering the standards in the school, a culture that has pervaded the school. 

Dr. Mendozza has been very busy during the first few weeks of the school year. He had 
been learning the schedule; becoming acquainted with students, teachers, and other people in 
the district; familiarizing himself with the program of studies; and dealing with the day-to-day 
routine and minor crises that are a part of the job of the building principal. 

Although he was reasonably well satisfied with his new situation, two aspects troubled 
him. In spite of the fact that the school, including the faculty, had been integrated, there was 
very little social interaction between White and non-White teachers. As a rule, they did not 
mingle in the faculty room, and they sat together at faculty meetings or during the noon hour. 
Although Dr. Mendozza had not detected any actual antagonism or hostility, it was apparent 
that the two groups of teachers were not associating with each other. 

He had talked to his assistant principal about the matter, but his assistant didn't believe 
that any significant problem existed and took the position that even if it did, there wasn't 
much that could be done about it; people couldn't be forced to associate with each other. 
Dr. Mendozza wasn't ready to accept his assistant principal's assessment of the situation, but 
at the moment he didn't have any ideas on how to improve relations between the White and 
non-White teachers. Besides, there was another problem that was possibly even more funda-
mental to quality education in an integrated school. 

Dr. Mendozza had noticed, in the process of becoming familiar with the program of studies 
in the school, that the curriculum seemed to give inadequate attention and emphasis to non-
White history and culture. Although the former principal had apparently tried to stimulate 
some interest in offering a course focusing on the culture and history of minority groups in 
the United States, no one on the faculty had been willing to develop an outline of study. As a 
result, the present social studies program was still very traditional. 

The same type of situation existed in the language arts curriculum, which devoted little 
attention to non-White literature. Although the principal was in favor of students learning 
about recognized White U.S. and European writers, he believed that there should be a better 
balance in the curriculum and that there was a great deal of worthwhile non-White literature 
to which all students should be exposed. Certainly the minority students needed this type of 
relevant education to develop a better self-identity and a deeper understanding of their culture 
and history. Perhaps even more important, the White students needed a multiracial education 
if they were ever going to learn to appreciate the non-White culture and develop a more posi-
tive attitude toward relating and interacting with non-White people. 

Dr. Mendozza realized that there would be problems in trying to achieve a truly integrated 
faculty and multicultural curriculum. There would no doubt be resistance from teachers of 
both backgrounds who did not want to associate with each other and who questioned the need 
for a multicultural curriculum or doubted the school district's commitment to this approach. 
There was also likely to be the feeling on the part of many White parents that minority group 
studies were either not necessary or not desirable. Dr. Mendozza was deeply committed to the 
ideal of an integrated society, however, and believed that it was the school's responsibility to 
play a major role in contributing to that end. It was true that he was new and a little uncertain 
about how to proceed, but he had been taught that the principalship was a leadership position, 
and he intended to face up to the challenges in his school. 
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Suggested Learning Activities 

Analyze the Case 

1. What might be some of the more subtle reasons the White and non-White teachers 
were not associating with each other? How could you ascertain the actual reasons for 
their lack of interaction? 

2. What is your evaluation of the assistant principal's assessment of the racial situation in 
the school? What might be some of the reasons he doesn't view things the same way 
the principal does? 

3. From what sources is there likely to be opposition to the goals of the principal in the 
case? What might be some of the possibly less obvious reasons people may oppose the 
principal? 

Discuss the Larger Issues 

1. What should be the school's objective in regard to the nature of interracial relations 
within the faculty? What role should the principal play in attempting to achieve that 
objective? What role should the superintendent or other central office personnel 
play? 

2. What type of a curriculum should a school offer or develop for an integrated stu-
dent body? A desegregated student body? Should there be any differences, and if 
so, why? 

Be a Problem Solver If you were the principal in the situation described in this case, what 
would you do? What are the alternatives? Utilize appropriate administrative and social sci- 
ence concepts from Part I of the text in planning and implementing your approach. 

Test Your Solution To test your proposed plan of action for dealing with the problems 
presented at the end of this case, create and role-play one or more of the following situations 
in class: 

1. A meeting between the principal and the faculty. 

2. A meeting between the principal and the non-White or the White teachers. 

Investigate Further 

I. Regardless of the racial composition of your student body, to what extent does the 
curriculum in your school promote a positive attitude toward the different racial and 
ethnic groups in our country? 

2. What is the attitude of your superintendent, principal, department heads, and faculty 
toward investigating ways in which the curriculum in your school and school district 
can do an even better job of fostering and promoting a positive attitude among the dif-
ferent races and ethnic groups? 

3. What barriers and obstacles would have to be overcome in your district before a more 
multiracial faculty and curriculum could be achieved? 
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10 
MATTER OF WHAT? 

Sheila Mason, the new first year principal, was supervising the last lunch shift at Mariner 
North Middle School when a student came running up to her. It had been a quiet day, so she 
was taken by surprise when Vicki started yelling, "Ms. Mason, Ms. Mason, there's a fight 
up the hail!" By now students were pouring out of the cafeteria in response to the commo-
tion. It was several minutes before Ms. Mason could push through the crowd. By then the 
fight had stopped, and several students were being escorted up the hail. At that point several 
students began shouting at Mr. McGowan, one of the teachers. He was standing in a daze, 
just staring down the hail. Ms. Mason took charge of the situation and ordered the students 
back to class. Several students kept shouting, "Did you see Mr. McGowan!? Did you hear 
what he said!?" 

Ms. Mason directed Mr. McGowan into his classroom and closed the door. He was one of 
the new teachers, a young White man from the suburbs. This was his first experience in an 
inner-city middle school where the student population was predominately African American 
and Hispanic. So far, he had done a good job. The students appeared to like him, and he had 
established a rapport with many of the more difficult students. 

"What happened?" 
"I was just coming back to my room when Robert, you know Robert Hedges, started a 

fight with James, ah, James Simmons. I was right there when it started, so I stepped in right 
away. I thought they were going to stop when James hit Robert; I tried to stop James from hit- 
ting him again. That's when Mr. Sommes stepped in and pulled Robert up the hail. I guess, I 
guess I sort of lost my temper because I grabbed James and was shaking him around. I mean, 
he had stopped at that point, but I was angry that he hit Robert. Then James told me to let go 
of him. I guess I threatened him or something, and he pushed me. That's when I punched him. 
I, I wasn't thinking. Then we just started to fight and I guess I must have called him a couple 
of strong names; I don't know. Then Ms. Davis stepped in and pulled James up the hail. ljust, 
I just have a real headache today, and I didn't feel like dealing with it." 

Ms. Mason's first reaction was one of sympathy and then anger. Mr. McGowan had put her 
in a very difficult situation. Not only had the only White teacher been involved in the fight but 
also Robert was one of the few White kids in the school. The racist overtones were hard to 
ignore, although in her heart Ms. Mason was positive Dan McGowan was not racist. "I'll have 
to see you in my office. We'll need to go up and work this thing out." 

As they walked up the hail, several students made comments regarding Mr. McGowan and 
the fight. It was a tense situation. Ms. Mason was glad when they reached her office, but her 
relief was short lived. "You racist pig!" James shouted as they entered the office. Ms. Mason 
had James taken to an inner office. Then Mr. Sommes and Ms. Davis both confirmed the situ-
ation as described, including the racial overtones of the fight. Both were concerned that Dan 
McGowan had reacted against James because Robert was White. Ms. Mason was the first 
African American principal at the high school. This was the first situation involving a teacher 
fighting a student. She liked Dan, and she knew that neither James nor Robert was a real dis-
cipline problem. She also knew that the entire school was polarized as a result of this fight. 
She tried to think through the problem. She wanted to consider every avenue before she called 
Bob Willis, the assistant superintendent, at the central office. 
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Suggested Learning Activities 

Analyze the Case 

1. Evaluate Sheila Mason's handling of the fight. What could she have done differently, 
if anything? Why? 

2. Analyze the position of each major player in this incident. What are some possible 
outcomes? How would you, as principal, handle the situation? 

3. What part, if any, should race play in the principal's solution? Where should she seek 
advice? What values will play a part in her final decision? 

4. How would you discipline the following: 

a. Mr. McGowan? 

b. James Simmons? 

c. Robert Hedges? 

5. In disciplining each person listed in question 4, explain what you would hope to 
accomplish and why you would hope to accomplish it. 

Discuss the Larger Issues 

1. To what extent are the school and its program responsible for student discipline 
problems? 

2. What should be the role of the following individuals and groups in regard to prevent-
ing and dealing constructively with student discipline problems? 

a. The vice principal 

b. The principal 

c. The teachers 

d. The student body 

e. The parents 

3. To what degree are current practices for preventing and dealing with student discipline 
problems effective? How could improvement be best achieved? 

Be a Problem Solver The principal is facing an incident that, if not handled correctly, 
could create a serious problem with the climate of the school. Review Chapter 3 and, consid-
ering the concepts discussed there, decide how you would handle this situation. Remember, 
you have two students waiting to be seen. One is openly hostile. You also have a teacher in 
your office who faces possible suspension. Test your solution. Create your own role-play for 
this case. 

Investigate Further 

1. What innovative approaches to preventing and dealing constructively with student dis-
cipline problems have been developed during the last several years? 

2. What is the school board policy in your district for preventing and dealing construc-
tively with student discipline problems? 
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3. What is the role of the following individuals or groups in your school or school district 
with regard to student discipline problems? 

a. The assistant principal 

b. The principal 

c. The teachers 

d. The student body 

e. The parents 
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CHAPTER 

Student Problems 

Many student problems are as old as formal schooling itself. Student truancy, vandalism, 
cheating, smoking, profanity, talking back to teachers, and other similar kinds of problems 
have confronted most administrators at one time or another over the years. Although stu-
dent strikes, assaults on teachers, and other more extreme behavior may seem to be of recent 
origin, one historical record reported that in 1837 over 300 schools in Massachusetts alone 
were broken up by rebellious students. Still, the limited data available suggest that student 
misbehavior has become a more serious problem in recent years. Increasingly, administrators 
are confronted with issues concerning school safety, weapons, and sexual assault. Student 
discipline has become a topic of growing concern to the public. 

Disruptive student behavior certainly merits the attention of administrators and the general 
public, but other kinds of student problems that may not be so obvious to the school and the 
public because they cause little, if any, immediate difficulty are nevertheless worthy of con-
sideration. Examples would be the student who is apathetic, underachieving, or overachiev-
ing, or who is not meeting personal or academic goals. These kinds of students may have 
problems that, if not addressed by someone at the school, could result in extreme behavior, 
such as suicide or drug abuse. There are also those students who don't react in such a life-
threatening manner but simply drop out of school. The point is that administrators should not 
limit their attention to only the more obvious student misbehavior; early diagnosis of more 
subtle symptoms of student problems is also necessary. 

Why students experience problems or cause the school difficulty is, of course, a complex 
question that must be approached on an individual basis, as well as at a class or school level. 
Certainly, there are a number of theories, and these may be pursued in the list of readings 
provided at the end of this chapter. Also, the reader will need to examine and utilize the 
administrative and social science concepts presented in Part I of the text. There are no easy, 
ready-made answers to student problems, but an accurate understanding and an appropriate 
utilization of these concepts are prerequisite to effective action. 

Finally, it needs to be emphasized that not all students experience problems or cause the 
school difficulty, and what may be a problem for one student or school may not be a problem 
for another student or school. Administrators must not underestimate the advantages of recog-
nizing the positive behaviors of the many well-behaved students and the effects of that recog-
nition on the few students who exhibit poor behaviors. It seems clear that dealing with student 
problems will continue to be a major aspect of the school administrator's responsibilities. For 
that reason, representative case studies are presented in this chapter for study and analysis. 
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11 
SCHOOL YARD DANGERS 

The dark skies were just beginning to lighten as the principal drove into the school's parking 
lot. He had decided to arrive at work early so he could catch up on some paperwork that had 
piled up on his desk, and he was looking forward to a quiet time of concentration without 
teacher or student interruptions. Approaching the back door of the school, he was surprised to 
see seven or eight students standing around. Having made a special effort to arrive early him-
self, he wondered briefly how early these students must have left home that morning, and why. 

He greeted the students and unlocked the door, aware that they were watching him, hope-
ful that he might allow them into the building. "Sorry' he said, with a regretful smile. "No 
students are allowed inside until the bell rings at 8:15." As an afterthought, he asked, "What 
are you kids doing here so early in the morning, anyway?" 

There was little response from the students. One of the girls gave him a half-smile, and 
others turned away. Not wanting to put them on the defensive, he didn't persist, but com-
mented, "You really shouldn't get here so early. Get a little more sleep tomorrow morning, 
and try not to show up until 8:15." 

The door closed behind him, locking automatically, and he groped his way down the dark 
corridor to flip the light switch on the wall and headed toward his office. Inside, he checked 
the answering machine and then settled himself at his desk to sort through the paperwork. 

An hour later he heard his office door open, and his secretary's voice called out, "Are you 
here already, Mr. Lasky?" She poked her head around the corner and gave him a smile. "What 
an early bird today! Trying to catch up after yesterday's busy schedule?" 

He made an affirmative noise, finishing one of the forms he was completing for the state, 
and turned to her. "Martha, I noticed there were a number of students out behind the school 
when I arrived. Is today a special day or something that they couldn't wait to get here?" 

Martha snorted. "Special? Hardly! Those are just kids whose parents drop them off on the 
way to work in the morning, and they hang around the doors, waiting to get into the school. 
I don't know what time you arrived, but there are usually 20 or more by the time I get here 
at 7:45. By the time we unlock the doors at 8:15, 40 or 50 kids will come streaming in. And 
every year the number seems to grow. I guess it's because there are a lot of families in which 
both parents work, and the parents don't like to leave the kids at home alone. They must think 
it's safer at school." 

Phil Lasky was a little uncomfortable at the thought. "But it was just getting light when I 
drove in this morning. Those kids must have been dropped off pretty early." 

"I expect so," Martha agreed, hanging up her coat and turning on the computers. 
Off and on during the day Phil Lasky would be reminded of the little group of students 

who had been outside the school that morning, and he marveled at how things had changed 
since he went to school. He remembered sleeping as late as possible until his mother called 
him. Then he'd smell the aroma of eggs and bacon, and sleepily stumble down the stairs, 
plunking himself in front of the table to be served. At the time it had seemed like the natural 
order of things, but obviously times had changed. 

In the interoffice mail that arrived in the afternoon, he pulled out an envelope from the 
superintendent, to give it immediate attention. As he read the memo, the timeliness of the 
message hit home. 
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TO: 	 All Principals 
FROM: 	Harvey Richards, Superintendent 

It has been brought to my attention that we need to take purposeful steps to deal with a 
problem of student safety. Many students are arriving at school in the early morning while 
it is still dark, dropped off by parents on their way to work. While we can appreciate the 
motivation and reasoning behind this practice, it is not in students' best interest to be left 
unattended at a deserted school an hour or more before adults arrive. Parents apparently 
have the mistaken idea that their students will be supervised, no matter how early they arrive 
at school. 

Obviously, the school is incurring undesirable liability in this situation. We need to develop 
a policy that addresses not only the school's liability for students before and after the formal 
school day, but preferably a program to deal with the need for student supervision, which is 
evident at almost all schools. 

Within the next week I would like you to (1) assess the situation at your own school, 
documenting the time at which students first arrive, and a general time-graph of the numbers 
involved and (2) develop some ideas to deal with the problem. It goes without saying that 
the alternatives you identify cannot further strain our already tight budget, nor do I think it 
realistic to look at parents as a source of volunteers, inasmuch as the ones who are employed 
will not be available, and the ones who aren't will want to stay home to supervise their own 
children. Also, remember anything involving teacher supervision would have to go to the 
bargaining table. 

This is a sticky issue, but we need to address it as expeditiously as possible. 

That evening at the dinner table Phil mentioned the problem to his wife. "I was really 
appalled to see those kids at school this morning while it was still dark," he commented. Then 
he noticed a strained expression on her face. "What's wrong? Is there something I should 
know?" 

She rose from the table, and he watched questioningly as she went to the kitchen counter 
and returned with the newspaper. "Apparently, you haven't seen the evening headlines yet," 
she said, thrusting the paper into his hands. 

A headline read, "Middle School Student Sexually Assaulted," and the story related how 
a girl had been accosted in the early morning as she approached the playground of a city 
school. 

Phil's first thought was that the incident described could easily have occurred at his 
school. His next thought was that he was living on borrowed time. Things were going to heat 
up—fast. 

Suggested learning Activities 

Analyze the Case 

1. Which concepts from Part I of this text would have been helpful in preventing or ame-
liorating the problem of student safety before and after regular school hours? 

2. Why was Phil Lasky caught off guard by this problem? 
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3. How might Phil Lasky best assess the extent of need for supervisory activities and/or 

personnel before and after school? 

4. How do you think Phil Lasky would have responded to learning about students arriv-
ing early in the morning if he had not received the letter from the superintendent? 

Discuss the Larger Issues 

1. The problem of unsupervised children appears to be one consequence of changing 
demographic and economic patterns in this country. What should be the role of the 
school, if any, in responding to this problem? What should be the role of the community? 

2. Evaluate the role of the news media in identifying areas for improvement in education. 
Is the influence basically positive or negative? 

3. To what extent should funding for extended hours of student supervision at school 
come from parent fees or from local taxes? Should state funds be provided? 

Be a Problem Solver Assume that you are Phil Lasky. In light of potential danger to unat-
tended children at school in the early morning hours, how would you: 

I. Address the immediate problem at your school? 

2. Respond to the superintendent's request for recommendations for a long-term resolu-
tion of the problem? 

Test Your Solution To test your proposed plan of action for dealing with the problem pre-
sented in the case, you and the class should create and role-play one or more of the following 
interactions: 

1. A telephone call from a local television reporter who plans to do some videotaping 
at your school one day this week, early in the morning, and wants to interview you 
briefly regarding student safety before and after the school day. 

2. A telephone call from the Parent Teacher Association (PTA) president, communicat-
i no,  concerns expressed to her by neighbors and friends after seeing the newspaper 
article on the student's assault. 

3. A meeting of the district administrative team with the superintendent to review rec-
om mendations and select a course of action for ensuring student safety before and 
after normal school hours. 

Investigate Further 

1. How does your school ensure student safety for students who may arrive early in the 
morning? 

2. What is your district's written policy regarding students who come to school early or 
who are not picked up by parents until 5 or 6 P.M.? 

3. Does your district sponsor an after-school program for students who have no home 
supervision? 

4. What is the school's legal liability for students who arrive on the premises before 
school hours and/or stay late in the afternoon? 
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12 

WHAT SHOULD BE THE ROLE OF THE STUDENT NEWSPAPER? 

It had been two weeks since the school year's first issue of the Riverside student newspaper, 
The Sword, had been published. Although the tempers in the guidance department had now 
cooled, the principal sensed that the emotional vibrations generated by the paper's attack on 
the counselors had still not completely subsided. 

The principal himself had been rather upset about the article—a strong indictment of the 
guidance department for its alleged lack of interest and concern with the non-college-bound stu-
dents. The principal felt the facts and observations made in the news story were essentially true, 
so he didn't think he should censor or criticize the student editors—in spite of strong pressure 
from the counselors that he do so. When they came to him complaining about the newspaper 
article, he conceded that the students should have used more tact and diplomacy, but the coun-
selors were not easily mollified, and it was clear they were going to be unhappy for some time. 

Although the school newspaper had become more and more outspoken in recent times, it 
had never before attacked any department or made editorial comments about educational or 
professional matters. In the past, The Sword had primarily confined itself to reporting on social 
activities, athletics, student personalities, clubs, or specific subjects in the curriculum. It had 
occasionally included articles on abortion, militarism in America, and other social issues, but 
in general, the principal had been pleased with the content. He felt fortunate that The Sword 
was not like some of those school papers—particularly of the underground variety—that spent 
all their time on either social issues or attacks on the school itself. In fact, the principal could 
recall only one other article that might have been considered critical, and in that instance, the 
criticism had been directed toward the school prom. At the time he hadn't been very happy 
about it, but he had overlooked the article, hoping that there would not be a recurrence. 

This year, it appeared that the principal might face a troublesome situation if the first issue 
of the student newspaper was any harbinger of things to come. The editorial board was now 
composed of students who were bright and very independent, and they would not be easy 
to deal with. The principal had already decided—contrary to the recommendations of his 
assistant principal and the guidance department—that he would ignore the tenor of the first 
edition. He preferred to avoid a conflict with the student editors and the journalism adviser, all 
of whom had strong feelings about adult interference. He also hoped that things would settle 
down and the paper would become more occupied with student-oriented activities. Now, as he 
thought about that decision, the principal hoped fervently that it had been the right one. 

On Friday the second issue of The Sword was distributed in classes during the last five 
minutes of the school day. Normally the teachers looked over the paper before passing it 
out to the students, but this Friday there was no such opportunity because the paper arrived 
late. Immediately after the papers were handed out, the dismissal bell rang and the students 
flocked out of the classrooms, reading and chattering on the way to their lockers. With few 
exceptions, the teachers headed down to the faculty room for their after-school cup of coffee. 

As several of the teachers in the faculty room began to read The Sword, one of them swore 
and directed the attention of the others in the room to the student editorial on the paper's 
second page. 

As the teacher finished reading the editorial aloud, there was considerable muttering 
and complaining from the other people in the room. Everyone was upset about the paper's 
criticism, although a few teachers silently conceded to themselves that its main thrust was 
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accurate. Someone suggested that the administration should immediately take disciplin-
ary action against the student editor and the newspaper staff, and most of those in the room 
seemed to agree that such a step would be the least that should be done. A counselor proposed 
that in the future all editorials and newspaper articles should be screened by a faculty commit-
tee prior to publication. The counselor's suggestion was viewed by a few faculty members as 
representing censorship and an extra burden on the faculty, but many of the teachers felt that 
the administration, or someone else with authority, should pass judgment on the contents of 
the newspaper before it was approved for publication. Obviously no one had carefully exam-
ined the current issue in advance. 

Finally the guidance director volunteered to go see the principal and apprise him of how 
most of the faculty felt about the student newspaper. No one could predict how the principal 
would respond to the editorial, but the teachers were hopeful that he would be as concerned 
as they were. As one of them put it, "First the guidance department and now the teachers. The 
next attack could easily be on the administration!" 

Suggested Learning Activities 

Analyze the Case 

1. What is your assessment of the concept held by the principal about the role of the stu-
dent newspaper in this school? 

2. If you had been the principal in this situation, how would you have responded dif-
ferently, if at all, from the way the principal in this case did to the counselor's 
complaint about the article in the student newspaper criticizing the guidance 
department? 

3. At what point would you have taken action either to change the role of the student 
newspaper or to prepare the other members of the school community for a more criti-
cal paper? What is the specific nature of the action that you think should have been 
taken? 

4. Assume that the editorial on page 2 of the second issue of The Sword contained 
charges that were accurate. 

a. Do you think the student paper has a right to print this kind of editorial? 

b. What action, if any, do you think the principal should take in regard to the condi-
tions described in the editorial? 

Discuss the Larger Issues 

1. What should be the role of the student newspaper in the school? Should it be permit-
ted to criticize and expose groups and/or individuals associated with the school? What 
might be the ramifications of such criticism? Where should the line be drawn on what 
may be printed in the student newspaper? 

2. Who should determine what is published in the student newspaper? What role, if any, 
should the administration play? The faculty adviser to the newspaper? The faculty as a 
group? The students? 

3. What is the best way to ensure that the policies and procedures established for the 
operation of the newspaper, whatever they may be, are followed by all concerned? 
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Be a Problem Solver In this case the criticism of the student newspaper has offended the 
faculty. They have decided to send a representative to the principal to inform him of their 
feelings and persuade him to take action to prevent future articles of this nature from being 
printed. If you were the principal, how would you handle this situation? 

Test Your Solution To assess the strengths or weaknesses of your proposed solution, create 
and role-play one or more of the following situations in class: 

1. A conference between the guidance director and the principal. 

2. A conference between the principal and the newspaper adviser. 

3. A meeting between the principal and the student editorial board. 

4. Any other situation that would provide feedback on the strengths or weaknesses of 
your proposed solution. 

Investigate Further 

1. What are the legal rights and obligations of the student newspaper in your school? 

2. What is the school board and administration policy in your district on what the student 
newspaper can or cannot print? 

3. If the editorial presented in this case appeared in the student newspaper at your 
school, and the observations of the student editor or editors were true, how would the 
following groups react? 

a. Teachers 

b. Administrators 

c. Central office 

d. Parents 

13 

A COMPLEX DISCIPLINE PROBLEM 

After the assistant principal concluded his telephone conversation with Mrs. Richardson about 
her daughter Cindy's attendance problems, he started to leave his office to go down to the 
faculty room for coffee. As he went out the door, he felt a surge of irritation as he confronted 
Mike Cunningham, no stranger to the assistant principal's premises. The boy explained that 
Mrs. Blackman had kicked him out of class. Should he wait in the outer office? 

The assistant principal had really been looking forward to a few moments of relaxation in 
the faculty lounge and didn't feel in the mood for talking with Mike Cunningham, but as he 
weighed the alternatives, he decided that he might as well take care of the boy now. 

Frowning, the assistant principal directed Mike toward the inner office and sighed as he 
remembered his earlier contacts with the student. Mike had been sent to the assistant princi-
pal's office a number of times in the past and on at least two other occasions this semester, 
usually for attendance and disciplinary reasons. The boy was frequently absent or tardy, and 
he had been sent to the office previously by Mrs. Blackman for talking back to her. 

Mike did poorly in school, and his grades were usually low. His family had limited edu-
cation and both of his parents worked. They had been called to the school for conferences 
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several times, and although they seemed interested in their son's welfare, they were appar-

ently unable to exercise any control over him. 
The assistant principal knew that he hadn't been very successful in working with Mike in 

the past, and he wondered what kind of luck he would have this time. Obviously, it wasn't 
going to be easy to square this kid away. 

In response to the assistant principal's questioning, Mike explained with a shrug that 
Mrs. Blackman had always "had it in" for him. Today, when he was trying to find out an 
assignment from someone, she had chewed him out for fooling around in class. He had tried 
to establish his innocence, but the teacher became angry, accused him of back talk, and told 
him to get out. 

The assistant principal listened carefully to the student's explanation and tried to pin down 
or expose inconsistencies, but Mike stuck to his story. Recognizing that it would be necessary 
to talk with Mrs. Blackman, the assistant principal told Mike to wait in the outer office for a 
few minutes while he went to see the teacher. 

When the assistant principal knocked on the door to Mrs. Blackman's classroom, she 
responded as though she had been expecting him. They discussed the incident in the hallway, 
and Mrs. Blackman related that Mike had been persistently inattentive and was distracting 
other students. When she had directed him to quit bothering the people sitting around him and 
to start paying attention to what was going on in class, he started to argue with her, claiming 
that he hadn't done anything wrong and that she was always picking on him. She had told 
Mike that she would be glad to discuss it with him later, but he had continued to argue, so she 
finally just sent him to the office. 

The assistant principal was momentarily stymied. The two stories were obviously in conflict. 
He decided not to mention the discrepancies to the teacher, but told her that he would talk to 
Mike. 

Walking back down the corridor to the office, he tried to evaluate what he had heard. 
Although he leaned toward accepting Mrs. Blackman's version of what had happened, he 
couldn't be sure. The assistant principal had occasionally heard parents complain that 
Mrs. Blackman was too strict and rigid in her expectations for student behavior. It was pos-
sible that Mike, annoying as he might be, was simply unfortunate in drawing the teacher's ire 
without actually being responsible for disrupting the class. In light of the student's previous 
record, however, the assistant principal was hesitant to reject the teacher's explanation of what 
had happened in the classroom. 

Even if the teacher were right, the assistant principal knew that he would have trouble 
improving Mike's behavior. The assistant principal had not experienced much success in the 
past in working with Mike, and he certainly didn't have any ideas now about how to proceed 
with the boy. 

Suggested Learning Activities 

Analyze the Case 

1. What personal and situational factors may be responsible for Mike's performance in 
school? 

2. In what way, if any, would you have handled the conference with Mike Cunningham 
differently? 
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3. What aspects of the assistant principal's attitude toward the student and toward the 
teacher may unconsciously influence his resolution of the discrepancies between the 
two stories and his final action in regard to either the student or the teacher? 

Discuss the Larger Issues 

I. To what extent are the school and its program responsible for student discipline 
problems? 

2. What should be the roles of the following individuals and groups in preventing and 
dealing constructively with student discipline problems? 

a. The assistant principal 

b. The principal 

c. The teachers 

d. The student body 

e. Parents 

3. To what degree are current practices for preventing and dealing with student discipline 
problems effective? How could improvement be best achieved? 

Be a Problem Solver The assistant principal is faced with the fact that the story the student 
related to him and the story that the teacher told him are in conflict. He also still has Mike 
Cunningham in his office. If you were the assistant principal in this situation, what would you 
do? What assumptions are you making? Utilize appropriate administrative and social science 
concepts from Part I of the text in planning and implementing your approach. 

Test Your Solution To test your proposed plan of action for dealing with the problem pre-
sented at the end of the case, create and role-play one or more of the following interactions 
in class: 

1. A conference between the assistant principal and Mike Cunningham. 

2. A conference between the assistant principal, Mike Cunningham, and Mrs. Blackman. 

Investigate Further 

1. What innovative approaches to preventing and dealing constructively with student dis-

cipline problems have been developed during the last several years? 

2. What is the school board policy in your district for preventing and dealing construc-
tively with student discipline problems? 

3. What are the roles of the following individuals or groups in your school or school dis-
trict with regard to student discipline problems? 

a. The assistant principal 

b. The principal 

c. The teachers 

d. The student body 

e. Parents 
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14 
THE DROPOUT PROBLEM (SIMULATION EXERCISE) 

Background and Instructions 

The coordinator of research in your district has completed a study showing that the school 
district has a significant student dropout problem. The school board has directed the building 
administrators and supervisors (of which you are one) to address the problem. To accomplish 
this objective, you (and the rest of the class) need to: 

1. Ask those questions of the coordinator of research (the instructor or group leader will 
play this role) that will elicit information on the nature of the problem. 

2. Develop a set of recommendations for ameliorating the dropout problem. 

3. Present those recommendations in a simulation in which several class members play 
the role of the superintendent's cabinet receiving your report. 

Note to instructor or group leader: One of the main purposes of this exercise is to provide 
students with practice in asking relevant, incisive questions, so no information is provided 
in the text about this district's dropout problem, other than that it is a significant one. The 
instructor may assume whatever characteristics of the problem he or she believes would be 
likely, given the background of students in the class. 

15 
STUDENT CAN'T TAKE PRESSURE ANY LONGER 

Miss Edwards looked up from the paper she was correcting, scanning the room for what 
seemed like the umpteenth time, carefully looking for any unusual behavior as her students 
worked on their test. She supposed that she was being unnecessarily vigilant, but she knew 
that this test was very important to the students, and she felt that with so much riding on it, 
there might be efforts by some students to cheat. 

The examination the students were laboring over was an end-of-the-year competency test 
to ascertain whether they had mastered certain skills deemed appropriate for that grade level. 
The school district had moved to competency testing recently because of a belief shared by 
most administrators and teachers, as well as a large segment of the community, that students 
were not achieving as well as they should and that there needed to be a tightening of stan-
dards. The district policy now required that students who did not achieve a certain level on the 
end-of-the-year competency test be retained in the same grade for another year, unless they 
could pass the exam during summer school. 

Most students had little reaction to the testing program, perhaps resigned to its inevitabil-
ity, but a small group of students had vigorously protested the policy of keeping students back 
for a year. Their protests, however, were to no avail. The school board and administration had 
decided that something had to be done to improve academic standards. 

As Miss Edwards tried to concentrate again on correcting her papers, she remembered how 
quiet the classroom had grown on the day she had announced the date of the examination and 
the subject matter that the test would cover. She had asked whether anyone had any questions 
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about the examination, but no one had said anything. At the time, she was puzzled by their 
lack of responsiveness, but she knew today from the students' expressions that they were 
nervous about the test. She supposed that she would be worried too, if she were in a similar 
situation, and thanked her lucky stars that she wasn't. 

Miss Edwards looked up from her papers and again scanned the room, checking on her 
students. As she looked around, she suddenly noticed that Tim Brown appeared to be looking 
at the answer sheet of the student to his left. She couldn't be certain, but it seemed as though 
Tim Brown was cheating. She knew that if she got up from her desk and walked around, her 
students would be alerted that she was looking for something unusual, so she remained at her 
desk and pretended to continue correcting papers. As she worked on her papers, she continued 
to view Tim. There seemed to be little question that the boy was cheating. 

At the end of the examination period Miss Edwards asked Tim Brown to remain in the 
room, and she proceeded to compare his answers with those of the boy seated to his left. 
There could be no doubt: with only two exceptions, the answer sheets were identical. Obvi-
ously, Tim had copied most of his answers. When she confronted him with the evidence, he 
refused to admit his guilt. 

Sensing that she would not be able to extract a confession, Miss Edwards told Tim that he 
would have to see the principal. 

A short time later, Miss Edwards and Tim entered the principal's office, where Miss 
Edwards proceeded to explain to Mr. Matthews what had transpired. When Tim maintained 
only silence in response to the teacher's report, Mr. Matthews decided to interrogate the boy. 

"Well, Tim, it appears as though you were caught in the act, weren't you?" 
"No, I didn't do it." 
"Then why were your answers almost exactly the same as the ones on the other answer 

sheet?" 
"I don't know." 
"You realize that if you don't tell us the truth, something very serious will happen to you. 

We already know that you cheated. You were observed copying someone else's answers, and 
we have evidence that you were cheating. If you lie to me, then you're committing another 
serious offense. Perhaps we need to give your parents a call about this matter." 

Tim didn't say anything for a few moments, but then a tear escaped from one of his down- 
cast eyes. In a shaky voice he finally conceded that he may have cheated, but only because a 
number of the other students in the class were also cheating. Several students had managed to 
obtain copies of the answer key and had been using it during the test. He also mentioned that 
there were discussions on a Facebook private group page where the answer key was shared 
as well. 

The principal had heard a rumor just that morning that a teacher's answer key had been 
stolen, but the rumor had seemed far-fetched, and no one on the staff had reported such a loss. 
Now he tried to press Tim Brown for more information. 

"Who are these other students?" 
Silence. 
"You'd better tell me, because you know I'm going to find out sooner or later." 
Silence. 
Since Tim did not appear inclined to be cooperative, and it was nearly the end of the day, 

the principal told the boy that over the weekend he had better decide to come up with the 
names of the other students who had been cheating. Tim was also instructed to bring his 



276 	Part II Case Studies and Simulations 

parents to the principal's office when he returned to school on Monday. Mr. Matthews con-
cluded the conference by saying that, as things stood now, Tim would probably be given a 
failing grade on the end-of-the-year competency test, although that decision might be changed 
if Tim would agree to identify the students who had the answer key. 

Tim's expression was strained as he left the principal's office, and Miss Edwards could 
tell that he was shaken. She felt sorry for him because she knew from a previous conference 
with his parents that he would be in deep trouble when they found out about the matter. They 
were achievement-oriented people who set high standards for Tim. He generally worked very 
hard to meet those expectations, but because his ability was only average, his efforts fre-
quently disappointed his parents. Tim's latest behavior would surely contribute further to their 
frustration. 

After Tim had left, the principal questioned Miss Edwards a little about her perception 
of the other students who were taking the examination, but she couldn't give much help. 
Mr. Matthews instructed her to meet with him the first thing on Monday morning so they 
could map out a strategy for resolving the problem. Perhaps, before then, Tim would reveal 
the names of other students who had been cheating. 

Miss Edwards left the principal's office and went to the faculty room for a cup of coffee. 
There she discussed with a colleague, Mrs. Bailey, what had happened. Mrs. Bailey was not 
particularly surprised by the behavior of Tim or the other students and even contended that it 
was perfectly understandable, given the importance placed on passing the competency test. 
She felt that students were subjected to too much pressure by the testing program and by 
the policy of retaining students in the grade if they did not do well on the end-of-the-year 
examination. 

"Besides," she observed, "a lot of people in our society cheat. I'm not condoning what 
Tim did, but look at the people who cheat on their income tax, pad their expense accounts, 
exceed posted speed limits, or cheat in other ways. For that matter, think about how many 
teachers 'cheat' on their daily school arrival and departure times, or take 'sick days' when 
they're just tired of coming to school. I wonder what kind of models we adults are providing 
for kids like Tim." 

Miss Edwards disagreed with Mrs. Bailey, told her so, and then walked out of the fac-
ulty room feeling distressed. She was not looking forward to the weekend or the following 
Monday morning. 

On Sunday the following brief item was in the city newspaper. 

Tim Brown, son of Dr. and Mrs. Lester Brown, 8415 Newcastle Road, was found unconscious 
in the basement of his home on Saturday. Nearby was found an empty bottle of amphetamines. 
He was rushed to City Hospital where his stomach was pumped, and he is now in satisfactory 
condition. A handwritten note found in the basement suggested a possible suicide attempt. 

Suggested [earning Activities 

Analyze the Case 

1. What, if anything, should the teacher have done differently when she observed Tim 
Brown cheating? 

2. Evaluate the principal's approach to Tim Brown. What administrative and/or social 
science concepts does he appear to be employing? Not employing? 

3. What is your assessment of the arguments advanced by Mrs. Bailey? 
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Discuss the Larger Issues 

1. Why do some students cheat and other students not cheat? 

2. What can the school do about preventing student cheating? What should it do when it 
apprehends student cheaters? 

3. What kinds of factors contribute to student suicides? What can the school do about 
these factors? 

4. What is the impact of social networking such as Facebook and Twitter on cheating? 
What can administrators do? 

Be a Problem Solver Assume that you are the principal in this case and you have just fin-
ished read  rig the newspaper article about Tim Brown. What would be your approach to dealing 
with this situation and the other problems mentioned in the case study? Utilize administrative 
and social science concepts from Part I of the text in planning and implementing your approach. 

Test Your Solution To test your proposed plan for dealing with the problems presented in this 
case, you and your colleagues should create and role-play one or more of the following situations: 

1. A meeting between the principal and Tim Brown's parents. 

2. A conference between the principal and Miss Edwards. 

3. A conference between the principal, Miss Edwards, and Tim Brown. 

Investigate Further 

I. What is the attitude of students, teachers, administrators, and parents at your school 
toward student cheating? 

2. How widespread is student cheating at your school? How reliable and valid are the 
data about the extent of cheating? 

3. Ascertain your school's or district's policy toward student cheating. 

4. How significant a problem is student suicide in your school? How reliable and valid 
are the data about this problem? What, if anything, is the school doing about the pos-
sibility of student suicides? 

16 

"ZERO TOLERANCE" FOR WEAPONS IN SCHOOLS 

Green banks is a suburban middle school located in a state that has a law forbidding students 
to carry any item that resembles a weapon on school property. The penalty for noncompliance 
is a minimum of one-year suspension from school for the student and a year in jail or a $3,500 
fine for the parents. The local school division enforces this law, which was designed to under-
cut a serious problem of violence on school grounds. The school principal can deviate very 
little from the code. When a student is recommended for a long-term suspension, a hearing is 
held with a police officer who may accept the recommendation, reduce the time, or refer the 
student to an alternative school environment. The weapons policy is in the Student Code of 
Conduct, the guidebook students receive each year and that parents must sign and return to 
confirm that they understand the policies. 
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Edward Hangly is a 13-year-old honor roll student with no disciplinary record during his 
seven years of schooling. Recently, Edward was helping clean out his dad's car, a vehicle 
used in the family's body-shop business. He picked up several items, including a Swiss army 
knife, which he placed in his backpack and carried into the house. Edward failed to empty his 
backpack the next day before he left for school. Another student spotted the knife in Edward's 
backpack. Bound by the school's honor code, the student reported Edward to the gym teacher 
who took the knife from Edward, asked no questions, refused to hear Edward's explanation, 
and delivered the knife to the assistant principal. The assistant principal had the secretary 
fax a letter to Edward's parents, asking them to pick Edward up at school immediately and 
informing them that he would be recommended for a one-year suspension. 

In less than one hour Mr. and Mrs. Hangly arrived at school with an attorney to explain the 
situation resulting in Edward's having a closed Swiss army knife in his backpack and asking 
for a more tolerant approach. The assistant principal read the school policy and dismissed the 
parents and the attorney, who informed the assistant principal they would see him in court. 

A local television channel showed a happy Hangly family on the evening news with mom's 
arm around Edward and dad's hand on his shoulder as they spoke. The parents' message indi-
cated they would continue their efforts to fight the suspension. 

Suggested Learning Activities 

Analyze the Case 

1. Is a closed Swiss army knife with a 2-inch blade a weapon? 

2. What, if anything, could the gym teacher have done differently when she received the 
student's report concerning the knife? 

3. Evaluate the manner in which the assistant principal handled the situation. What 
administrative concepts does he appear to apply? What other concepts could he have 
used'? 

4. What is your assessment of the arrival of the parents with an attorney? 

5. If the item collected from the father's car had been a plastic toy knife, would it have 
been handled the same way? 

Discuss the Larger Issues 

Evaluate the procedure used to teach students school policies. 

2. When is there a need to search for alternative disciplinary approaches and when 
should a principal recommend maximum punishment? 

3. What public relations effect could this issue create? 

4. Could this become a major political issue and result in legislative action to alter the 
state law? If so, how? 

Be a Problem Solver Assume you are the assistant principal and have just viewed the 
evening news to learn this issue is on the way to court. How would you prepare for the court 
hearing? Consider administrative and public relations concepts in planning and implementing 
your approach. 
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Test Your Solution To test your proposed action plan for this case, you could do the following: 

1. Research other similar cases. 

2. Role-play a court hearing. 

Investigate Further 

1. What is the attitude of students, teachers, administrators, and parents at your school 
toward zero-tolerance punishment? 

2. How significant a problem are items that could be considered weapons in schools? 

3. Does the political climate demand zero tolerance for student cellular phones on school 
property? 

17 

STUDENT DRUG PROBLEM AT WASHINGTON SCHOOL 

The faculty members congregating in the teachers' lounge before school were upset about 
last night's newspaper article on the outbreak of another drug problem at Washington School. 
Rumors had previously been circulating for some time about drugs sold in the school rest-
rooms and cafeteria, but until now no one seemed to have any actual evidence that this was 
indeed taking place—although one couldn't be sure from the newspaper story. 

DRUG PROBLEM AT WASHINGTON SCHOOL 

Rumors continue to fly at Washington School about a recurring drug problem. While facts are 
difficult to ascertain, the problem seems to have started again on a very limited basis last spring 
and has grown, until now drug use is said to be rampant among students at the school. It has 
been alleged that a variety of drugs, including crack, marijuana, and amphetamines, is being 
sold in the cafeteria during the noon hour. They are also reportedly being sold and used in school 
restrooms. 

Although some differences of opinion have been expressed by students, faculty, and parents 
on the extent of the problem, the general feeling is that steps must be taken immediately to curb 
this dangerous situation. 

The administration of the school has voiced concern and has the matter under surveillance 
but has indicated that there is "no evidence that a serious problem does, in fact, exist." 

As school started that morning, classes buzzed with conversation about the newspaper 
article, and teachers experienced difficulty in beginning the day's lesson. When several of 
them finally decided to allow discussion about the issue, students spent an entire class period 
talking about the article and the purported problem. 

In the meantime, the principal and his assistants were meeting to discuss the situation, as 
they had done on numerous other occasions. When rumors of drug use on school premises 
had first started to circulate again last spring, the administration had tried to track down each 
story, but to no avail. No one would volunteer any information about the actual sale or use of 
drugs, and the administration had not been successful in catching anyone in the act. 

After school had opened in the fall, the administration had tried to increase the surveil-
lance of restrooms and the cafeteria but encountered certain difficulties. Girls' restrooms, in 
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particular, had always constituted a problem, even in trying to catch cigarette smokers. The 
custodial matron had been told to check the restrooms periodically as she moved from area to 
area in her work, but this had not proved to be very effective. Either the matron did not check 
often enough or she wasn't sharp enough to outwit the girls. There was also some indication 
that she didn't relish this additional task. 

The major hindrance in surveillance, of course, was the practical impossibility for the 
administration to be everywhere; there were too many restrooms and too many other admin-
istrative responsibilities to carry out. Still, it was obvious that something had to be done. The 
central office had indicated concern, and several members of the school board had expressed 
displeasure about the unfavorable publicity. There had been some mention of assigning fac-
ulty members to cafeteria and restroom patrol duty, but the principal had rejected this idea 
because of the continuing lack of clear-cut evidence that drugs were indeed being sold. He 
was also aware that the faculty might resist or reject such an assignment. But what should be 
done? None of the alternatives seemed very desirable. 

The following week the local newspaper printed an editorial aimed at the drug problem. 
It was somewhat critical of the school administration because of its unsuccessful efforts to 
identify and cope with the situation, and it highlighted the growing concern of parents in the 
community. 

Not unexpectedly, the principal received a telephone call the next morning from his imme-
diate superior conveying the central office staff's feeling that the situation was getting out 
of hand and that corrective measures must be taken. No concrete suggestions were offered, 
however, other than assigning teachers to patrol the halls and restrooms. 

At 10:00 A.M. the principal called another meeting with his assistants. There was unani-
mous recognition that the situation demanded action but few ideas on how to proceed. An 
assistant principal finally suggested that students might be able to help with the problem. 
Perhaps representatives from the student government or some other student group could help 
in the cafeteria during the noon hour and could check restrooms during their free periods. 

Was it a good idea? The principal wasn't sure. Perhaps students would be willing to help, 
but in an actual situation, would they inform on their peers? More important, was this a proper 
use of students? What if someone was hurt? 

After weighing the potential advantages and disadvantages, the use of students was rejected 
and the possibility of assigning teachers was again brought up for discussion. The principal 
was still concerned about assigning the faculty to patrol duty, yet he was conscious of the fact 
that his present program of surveillance was being criticized by the community because no one 
had been caught selling or using drugs at the school. The principal had an uneasy feeling about 
whether patrol duty represented an appropriate use of professional personnel and whether it 
would be accepted by the faculty. Unfortunately, no other alternatives were presented, so the 
principal reluctantly decided to utilize faculty assistance to cope with the problem. 

At 2:00 P.M. that day a memo was placed in the faculty mailboxes announcing a meeting 
after school, and at 4:00 P.M. the teachers filed into the room. The principal began immediately 
to explain the situation thoroughly and, after 20 minutes, concluded by pointing out the limited 
alternatives available to the administration. Then he distributed the faculty assignments to caf- 
eteria and restroom patrol duty, which were set up on a rotating basis so that everyone would be 
participating for the same length of time, not more than twice a week or a total of 60 minutes. 

Although no one said anything directly or asked any questions during the principal's pre-
sentation, there were many side glances and low murmurs between faculty members. When 
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he invited the teachers to ask questions after they had received their assignments, there was 
a dead silence. Uncertain about the meaning of the faculty's reaction, the principal tried to 
elaborate on his earlier remarks about the need to deal with the drug problem but found him-
self only repeating much of what he had already said. He therefore concluded the meeting by 
offering to meet later in his office with anyone who wished to ask questions or to discuss the 
matter further. No one ever showed up. 

There was considerable discussion in teachers' offices, in the faculty room, and on the way 
home from school that day. Some teachers perceived the duty with distaste but felt that the admin-
istration had no choice other than assigning the faculty to help out with the problem. Others felt 
that the problem was strictly administrative in nature and that teachers should not be involved. 

The discussion continued the next morning in the faculty room and elsewhere in the school 
over the merits of assigning teachers to cafeteria and restroom duty. Although there were 
some who felt that this extra duty might violate a provision of their contract dealing with the 
assignment of teachers, particularly during the noon hour, the assignments thus far had been 
made in such a way that no one lost out on a lunch period. 

The major issue finally seemed to boil down to whether this was something that a profes-
sional teacher should do (although there were a few faculty members who simply didn't want 
to be bothered with an extra responsibility). Should a teacher be required to participate in, or 
become involved with, this type of activity? Wasn't surveillance an area that the administra-
tion should handle or, perhaps, even the police? 

Counselors, who also had been placed on the duty roster, were particularly concerned. 
What would this do to their rapport with the students? How could they expect students who 
might be bothered about drugs or even be users of drugs to come to counselors to discuss their 
problems if counselors were viewed as arms of the administration? Wouldn't their effective-
ness be impaired? 

The following Monday the schedule of faculty patrols began. After a week and a half, the 
administration began to hear via the grapevine that some teachers and counselors were less 
than thorough in "making the rounds," and that others were not carrying out their duties at all. 
It was not known how widespread this was, but if it was at all prevalent, some action would be 
called for by the administration or the situation would soon deteriorate. 

The principal was in a quandary. Since the faculty patrol had been initiated, parental and 
community complaints had died down, and the central office and school board seemed generally 
pleased with the improvement. Still, no one had been caught selling or using drugs, and now it 
appeared that an incipient faculty—administration confrontation might be brewing. What should 
he do? What could he do? Sometimes he wondered why he had gone into administration. 

Suggested learning Activities 

Analyze the Case 

1. What is your reaction to the newspaper story? To what extent do you believe that it is a 
good article? What would you do if you disagreed with the article or with an editorial 
that followed later in the case? 

2. From the information presented in this case, do you feel that there is a drug problem 
at Washington School? What is the basis for your opinion? Would you take no further 
action if you believed that drugs were not being used or sold at the school itself? 
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3. What alternatives for coping with the alleged drug problem were available to the 
administration? What pressures and constraints were operating in the situation that 
made decision making difficult for the principal? Do you think that the administration 
should have tried the idea of using students to help with solving the drug problem? 
What assumptions are you making? 

4. What are your feelings about the way the faculty meeting was handled? How would 
you have conducted this meeting differently? 

Discuss the Larger Issues 

1. Should a teacher take class time to discuss something like the school's alleged drug 
problem, even though the topic may be controversial and the discussion could be 
embarrassing to the administration? If so, under what set of circumstances would such 
action be clearly inappropriate? What kind of a school policy should be developed to 
cover this type of situation? 

2. To what extent is coping with a drug problem the responsibility of everyone in 
the school or only the administration? What is the professional responsibility of 
a teacher or counselor in regard to coping with a possible drug problem in the 
school? 

Be a Problem Solver At the end of this case, the principal is faced with an incipient faculty 
revolt and the possibility that the drug problem still has not been solved. If you were the prin-
cipal, how would you handle the situation? What factors may limit your flexibility in arriving 
at a solution? 

Test Your Solution To test your proposed plan of action for dealing with the problems 
presented in this case, create and role-play one or more of the following situations in 
class: 

I. A conference between the principal and those faculty members who are not carrying 
out their patrol duties. 

2. A meeting between the principal and the faculty. 

3. A telephone call to the principal from the superintendent. 

4. A meeting with the student council, which is protesting the faculty's patrolling of the 
restrooms. 

5. A telephone call to the principal from the newspaper. 

Investigate Further 

1. What is the possibility that drugs are being sold or used in your school? How would 
you ascertain that a problem exists? 

2. What is your school board's policy on drugs in the school? To what extent are there 
problems in enforcing the policy? 

3. What program does your school have for detecting student use or selling of drugs on 
school premises? 
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18 
WHAT TO DO ABOUT THE "MORNING AFTER"? 

School had been in session for approximately two months, and it appeared that Madison 
School was off to a good beginning. It was true that for the last several years there had been a 
drug problem at the school, but that was now almost under control. During that period of time, 
however, the school had undergone considerable turmoil. Parents had been upset, the adminis-
tration had had difficulty in coping with the situation, and the school had received a great deal 
of unfavorable publicity. Therefore, everyone was relieved that the drug problem had been 
successfully dealt with and pleased that no other issues had yet developed this school year. 

At the weekly meeting of the school counselors, a problem was discussed that appeared 
to possess grave implications. Steve Williams, one of the counselors, reported that a rather 
popular student had come to see him about a personal problem that upset her greatly. She said 
that she had been going steady for some time, and her boyfriend had begun to make sexual 
advances. She had rejected his advances thus far, on moral grounds and from a fear of pos-
sible pregnancy, but now she was weakening. She further confided that her boyfriend had 
offered to provide her with the new "morning-after" pill, which he said he could secure from 
a source in the school. But she wanted the counselor's advice. Should she take the pill? Was it 
wrong for her to have sexual relations with someone she loved? 

The questions posed by the girl had created several dilemmas for the counselor. At the time 
he had wondered what his position should be on the matter. Does a counselor have the right to 
influence a student about what the counselor believes is morally wrong? 

Unable to resolve this inner conflict, the counselor had encouraged the girl to talk about 
her problem. When she had asked him point-blank what she should do, however, he had tried 
to hedge and finally had suggested that perhaps she should discuss the problem with her min-
ister or her parents. At that point, the girl had walked out. 

Now as Steve related the incident to his colleagues, he expressed concern about his own 
behavior. Had he acted appropriately during the conference? Should he have informed the 
principal of the possibility that someone was selling the pill in the school? 

The discussion at the meeting quickly warmed up as the counselors argued about Steve's 
actions and whether the administration should be informed about the possibility that the pill 
was being sold on school premises. Most of those at the meeting seemed to agree that it was not 
really the role of the counselor to respond to the moral question presented by the girl, but others 
felt that a position of neutrality offered her no assistance at a time when a word from a trusted 
adult might have guided her in the right direction. On the issue of whether the administration 
should be advised that the pill was being sold in the school, the counselors were almost equally 
divided, although the guidance director felt very strongly that the principal should be alerted. 

After the meeting, the counselor, Steve Williams, took time to sort out his feelings. In some 
respects he was sorry that he had brought the problem to the attention of his colleagues. He 
had received no real help or ideas from them on how he might have better handled the situ-
ation, and he didn't know what he would do if the problem arose again. He was glad of one 
thing, though, and that was that he had not revealed to the other counselors the name of the 
girl or any other names she had mentioned in connection with the pill. He had now decided 
not to inform the administration about what the girl had confided in him. 

Two days later, Steve Williams was called into the principal's office. The principal had 
been informed by the guidance director of the possibility that the morning-after pill was being 
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sold in school and that Steve might have some information that could shed light on the situa-
tion. Rumors were circulating in the school that this pill was being peddled, and the principal 
had received several calls from concerned parents. What did Steve know about the circum-

stances surrounding the problem? 
This was a difficult situation for both the counselor and the principal. Steve respected the 

principal and enjoyed working at the school but felt a loyalty to the girl who had placed her 
trust in him. He was not going to tell the principal what she had related to him. 

The principal, on the other hand, wanted to "nip this thing in the bud" before the situation 
grew out of hand. He liked Steve and was aware of the confidentiality issue but felt that the 
general welfare of the school transcended that issue. He was determined to get to the bottom 

of things! 

Suggested learning Activities 

Analyze the Case 

1. What do you think the counselor should have done in the conference with the student 
who was seeking advice? What assumptions are you making? 

2. What are the advantages and disadvantages of the counselor trying to obtain help from 
the guidance department? To whom would you have gone for assistance if you had 
been the counselor? 

3. What are some of the social and personal factors that are influencing the principal and 
the counselor as they face each other in the situation at the end of the case? 

Discuss the larger Issues 

1. Should a school counselor discuss with a student personal problems like the one iden-
tified in this case? Why or why not? 

2. To what extent should a counselor working in a school setting have the right to classify 
information obtained from a client as confidential? Are there limits to this right? If so, 
what are they? 

Be a Problem Solver In the situation described at the end of the case, both the principal 
and the counselor have stated their views. If you were either the counselor or the principal, 
what would be your next step? What would be your course of action if the other person didn't 
change his position? 

Test Your Solution To test your proposed plan of action for dealing with the problem pre-
sented at the end of the case, create and role-play one or more of the following situations in 
class: 

1. The conference between the principal and the counselor. 

2. A meeting between the principal, the counselor, and the teachers' association 
representative. 

3. A meeting between the principal and the guidance department. 

4. A call to the principal, inquiring about a rumor of the morning-after pill being sold at 
the school. 
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Investigate Further 

1. How do the counselors in your school feel about the situation described in this case? 
What might be the reactions of the principal? 

2. What is the school board policy in your district on what the school counselor should 
do if students tell him or her that they (or others) are using or selling drugs in school? 

3. What is the law in your state on the confidentiality issue in this case? 

19 
WORKING WITH STUDENTS WITH DISABILITIES AND IDEA 

Arthur Lowe, the principal of Midtown High School, was sorting paperwork when two fac-
ulty members entered his office. Although he already had an idea of why they were there, 
he invited them to tell him what was on their minds. Judy League was a special education 
teacher who had taught students with emotional disturbance at Midtown High for 10 years. 
She chaired the Child Study Team and was extremely dedicated to student progress. Sarah 
Bird, the other teacher, taught ninth-grade English. She was also a highly respected teacher 
and had been nominated for the Teacher of the Year award last year. Mr. Lowe knew that if 
these two teachers had a concern, it was one he needed to know about. 

Throughout this school year, the two teachers had spent a great deal of time focusing on 
student Billy Bass. Mr. Lowe was aware of many of the interventions the two had made in 
Billy's educational program. Billy and his behaviors were well known throughout the high 
school. As an incoming ninth-grader, he had quickly made an impact throughout the building. 

A note in the teacher records indicates that Billy's mother, a single parent with two jobs, 
has been unavailable for conferences and in a phone conversation said that she is baffled by 
Billy's behaviors. She said she is often unable to supervise Billy at home and has had little 
time to focus on changing his actions. Billy was mainstreamed from Ms. League's classroom 
for students with emotional disturbances to Ms. Bird's English class. The teachers had been 
coordinating efforts to assist Billy to be successful. For example, they had made efforts to 
modify his instructional and environmental triggers, provided opportunities for positive social 
exchanges and emotional support, offered praise and appropriate academic pacing, avoided 
power struggles, and completed a behavioral improvement plan and daily performance con-
tracts. Billy also had weekly meetings with the school guidance counselor. 

The teachers' efforts had resulted in some improvements lately, and Billy had begun to trust 
their intentions. Incidences of behavioral difficulties at school and at home had decreased over the 
past two months. Ms. League, Ms. Bird, and Mr. Lowe were extremely pleased with the success. 

However, Mr. Lowe could tell by the looks on the teachers' faces that something was 
wrong today. Their concern was clearly evident. Ms. Bird had witnessed a heated discussion 
between Billy and another child in the hallway after her class, and Ms. League confirmed that 
Billy was extremely agitated when he entered her second-bell class. 

While the teachers were voicing their concerns to the principal, Billy was in third-period 
physical education class. As they discussed the hallway altercation, Ms. Pennington, the 
school secretary, burst into the office nearly out of breath. "Mr. Lowe, you need to get to the 
gym right away!" she said. "Please hurry!" She had already sent for the school nurse. 

When Mr. Lowe arrived in the gymnasium, three physical education teachers were mov-
ing students from the gym to the locker room. One teacher was restraining Billy by the gym 
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wall as the nurse hovered over another student, Jason Miller, on the floor. The school security 
guard had removed a third child, Tom Thompson, from the scene already. Jason was bleeding 
and had just regained consciousness. The nurse sent Ms. Pennington to summon an ambu-
lance and call Jason's parents. 

By the time Mr. Lowe removed Billy from the gym, watched the paramedics place Jason 
in the ambulance, sent the other third-bell physical education students to the auditorium to 
wait for fourth bell, and ensured the safe cleanup of bodily fluids from the gym floor, Jason's 
father was waiting in his office. Mr. Miller was irate. "How can you let this happen in a public 
school? I thought this was a 'safe school'!"  

Mr. Miller's voice quivered as he demanded answers. "What are you going to do to those 
children who beat my son?" The principal was shaken. Mr. Lowe had not had time to gather 
all the facts leading up to the incident. How could he offer any answers? He was, however, 
aware that Billy had previously been identified as a student with emotional disturbances, and 
he knew that under new Individuals with Disabilities Education Act (IDEA) mandates, Billy's 
consequences might be limited. 

The principal was not familiar with the other child involved, Tom Thompson, although he 
had heard one of the physical education teachers speaking derogatorily about his previous 
behaviors. All that Mr. Lowe could tell Mr. Miller was that he needed more time to investigate 
what had happened. He promised to call Mr. Miller with any new information as it unfolded 
and suggested that he join his wife and Jason at the hospital while the investigation proceeded. 

Mr. Miller was dissatisfied with this response. What was there to investigate? His child 
was in the hospital—and these two boys had put him there. 

Suggested Learning Activities 

Analyze the Case 

I. Is there anything else that Ms. League or Ms. Bird could have done to prevent this 
incident? 

2. How should Mr. Lowe investigate the event? Offer sequential steps and a rationale for 
each step. 

3. How might this incident and its consequences be expected to affect Billy's behavioral 
improvement? 

4. How might resolution of this incident affect expectations for student behavior in the 
rest of the school? 

Discuss the Larger Issues 

1. What role should the school or school system play in preparing teachers and adminis-
trators for serious incidents of violence in school? 

2. Investigate the discipline regulations of the Individuals with Disabilities Education 
Act and the effects they have on administrative decisions. 

3. At what point do the parents' right to information concerning their child intersect with 
another student's right to confidentiality? 

Be a Problem Solver Mr. Lowe has completed his investigation of the matter and found that 
Jason had called Billy "stupid" in the hallway after first period because Billy had provided an 
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incorrect response to a question asked in English class. Billy was extremely upset by this and 
enlisted the help of his friend Tom to "jump" Jason during gym class. All accounts by teachers 
and students indicate that Billy and Tom beat up Jason without any resistance from Jason or 
any other classmates. Billy's mother, a single parent insisted that the event had been a manifes-
tation of his emotional disabilities and that his consequences must be minimal. Tom's mother 
requested testing for her son. She stated that she believes her child also has emotional disabili-
ties and that he should receive minimal consequences. Mr. Miller has called the school, central 
office, and school board daily to check on the progress of the investigation. He is adamant that 
the students be expelled in order to maintain a safe public school environment. If you were 
Mr. Lowe, how would you handle the situation? Utilize social science and administrative con-
cepts from Part I in your approach to the problem. 

Test Your Solution Develop a plan of action for dealing with incidents of violence at Mid-
town High School. Then test your proposed plan by role-playing one or more of the following 
situations: 

1. A conference in which Mr. Lowe explained the results of the investigation to Mr. Miller. 

2. The screening process for determining Tom's eligibility for special education services 
and thus possibly limited consequences for the violent act. 

3. Mr. Lowe as he addresses the issue at the next PTA meeting. 

Investigate Further 

1. What percentage of the students at your school have emotional disturbances? Does 
each of them have a written individual education plan (IEP) and behavioral interven-
tion plan (BIP)? 

2. Are the teachers in your building aware of their mainstreamed students' lEPs and 
BIPs? Do they adhere to them in their daily classroom practices? 

3. What percentage of the acts of violence in your school are committed by students in 
special education programs? 

4. What interim alternative educational settings (IAES) are utilized by your school dis-
trict? How do they provide for the general curriculum requirements? 

20 
STUDENT-FORMED GAY—STRAIGHT ALLIANCE 

The principal of Equalville High School was walking down the hail of this 780-student high 
school. She routinely checked the bulletin boards that were in the entrance to the cafeteria 
for improper notices, either those that reached their expiration date or those not having prior 
permission. She stopped as her eye caught a bright neon pink flyer: 

COME ON OUT! GLBTQ STUDENT CLUB TUESDAY AFTER SCHOOL IN THE LIBRARY! 
FOR MORE INFORMATION E-MAIL TINA (tina_is_out@loa.com) OR MATT (Iuvaqueen@ 
Ioa.com). 

The flyer did not have the proper stamp of approval for posting, so she removed it. On her 
way back to her office, she noticed several other flyers posted in various places and removed 
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each one. A teacher approached her and stated he was glad that someone was going to do some-
thing to stop that nonsense. The principal replied that she had removed the flyers only because 
they were in violation of school policy: They lacked the "stamp of approval" for posting. 

The principal used her two-way radio to call her assistant principal. She told the assistant 
that he was to find out who these students were and get them to her office as soon as possible. 
The assistant principal e-mailed both addresses to find out who had posted the flyers. He 
wrote: "Dear Students, 

The principal and I would like to meet with you to find out more about your student club. 
If we could meet before school tomorrow, please e-mail me. We will meet in principal's office 
at 7:30 A.M. 

Sincerely, Assistant Principal" 
Later that evening, the assistant principal received an e-mail answer from both students. 

Tina was a junior honors student and Matt was a sophomore. They both were excited to hear 
from the administration of the school and were looking forward to telling them more about 
the new student organization. 

The next morning Tina and Matt arrived early for the meeting. The assistant principal 
greeted them. He knew Tina well—she was the vice president of student council. Matt was a 
new transfer student. 

The principal commended Tina and Matt for their initiative to create a new student organi-
zation to meet the needs of a segment of the school community. She handed them all the flyers 
from around the school and stated that they were not permitted to post any bill around the 
school without going through the proper channels. Tina and Matt apologized for bypassing 
the proper channels and agreed to adhere to the proper procedures immediately. 

Because Tina and Matt didn't know the procedure for starting a new student club, the prin-
cipal gave them the packet of information. A week later, Tina and Matt were back in the 
principal's office. They had a teacher who had agreed to be the academic adviser, and all 
the forms had been completed. The principal looked over the information and sent the students 
to the guidance counselor for the "stamp of approval" for the leaflets. The guidance counselor 
looked over the information and told Tina and Matt that this was a noncurricular club and 
would need further investigation. She promised to get back to them after she had a conversa-
tion with the principal. The guidance counselor met with the principal and expressed concern 
that to support a gay–straight school club would be impossible given the climate in the com-
munity. She suggested they not support this as a school-sanctioned club to avoid community 
backlash. The principal agreed. 

Later that day Tina and Matt went to the guidance counselor's office for the flyers so that 
they could post them right away. Both of their requests were met with a resounding no: The 
club would not be approved, and the flyers could not be posted. Both students were stunned 
and asked whether the forms were not correct or whether they needed to petition for the club's 
approval. The guidance counselor told the students to take the matter up with the principal if 
they had further questions. After a week of trying to schedule an appointment with no suc-
cess, Tina and Matt told their parents. Tina's mother and father called for an appointment. It 
was quickly granted. The principal told them that the club could not be allowed because of 
the potential for school and community discord. Tina's father disagreed and stated that the 
students should be allowed to meet. After a long unproductive meeting, Tina's father told the 
principal that he would contact the superintendent and the school board. 

The next morning the principal called for an emergency meeting of all faculty and staff to 
present the matter. She shared the request of Tina and Matt for a new student organization and 
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the denial in the process due to concern about student and community uproar. This was an 
information-only meeting and therefore was not open for questions or comments. 

Later that day the superintendent called the principal to discuss the issue. He agreed that 
this was a good move on the part of the principal, and troubleshooting before trouble started 
was the best way to go. Tina's father had tried with no success to meet with the superinten- 
dent. After two weeks of attempting a meeting, Tina's and Matt's parents signed up to speak 
during the public comments and concerns section during the bimonthly school board meeting. 
Each person was given 3 minutes to speak, and the school might or might not respond. It was 
an opportunity for community members to have a voice. Both parents contended that the gay, 
lesbian, bisexual, questioning/straight student club was the same as any other noncurricular 
club and should be give the rights and privileges per district policy as all other school system–
sponsored student organizations. Matt's mother stated that the group would provide a place to 
feel safe and get support, and give students, teachers, and administrators a place to figure out 
a way to change the school environment—to stop harassment before it began. 

The school board president responded that a subcommittee, with the superintendent as chair, 
would be formed to examine and make recommendations about the application of that policy 
governing the formation of student groups. At the next public forum, over 50 parents, religious 
leaders, teachers, and students signed up to speak: some in support, others pledging to stop this 
"immorality" in our public schools. Three weeks later, the school board subcommittee recom- 
mended dropping all clubs in the school district. The subcommittee further suggested that all 
extracurricular clubs be replaced with a system of clubs sponsored and led by local adults. Local 
and national news outlets profiled the story. In the wake of all the negative publicity and the 
violation of its own district policy, the school board agreed to allow the students to start the club. 

The principal, however, eliminated all noncurricular clubs at Equalville High School. At 
the time, the superintendent said the policy change had been in the works for months. "Clubs 
have not lived up to what they are supposed to be doing, and the legislature is requiring that 
we submit additional paperwork and things of that sort. In addition, we want to focus on aca-
demics this coming school year." 

Prompted by the Equalville High drama club, parent groups pushed the state board of edu-
cation to back a proposal that would require students to get permission from their parents to 
join high school clubs. The proposal, which was defeated in a 10-3 vote, would have required 
students to get a signed notice from their parents to join any of the 100 or more clubs that 
some schools offered. 

Suggested Learning Activities 

Analyze the Case 

1. What should be the principal's first plan of action? 

2. What alternative measure could she have chosen to deal with the issue? 

Discuss the Larger Issues 

1. How can principals enforce district policies that support students in the face of contro-
versial community issues? 

2. In what ways were the students' and parents' right to due process violated? How can 
principals ensure that underage students and their parents are given the opportunity to 
exercise their right to appeal school-level decisions? 
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Be a Problem Solver If you were the principal in this high school, what would you do? 

Utilize appropriate administrative and social science concepts from Part I of this text in plan-

ning and implementing your approach. 

Test Your Solution Test your proposed plan for dealing with the circumstances in this case. 

You and your colleagues should create and role-play one or both of the following situations: 

1. A meeting between the principal and students. 

2. A press conference that is televised on the evening news. 

Investigate Further Research your school district policies related to the formation and sup-
port of noncurricular student organizations. Review cases that have received local, state, and 
national attention. Be sure to research nonmainstream media outlets for multiple perspectives. 
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CHAPTER 

Administrator—Staff Relationships 

Although the overall relationship between school administrators and their staffs has historically 
passed through periods of tranquility and crisis, the advent of collective bargaining and teacher 
militancy in the 1960s complicated that relationship and made it increasingly difficult. Prior 
to collective bargaining, the relationship between many school administrators and their staffs 
was often paternalistic. In most situations the administrator had a choice of whether or not to 
consider teachers' grievances, consult with them about work assignments, or involve them in 
school decision making, and all too often—at least, according to teachers' perceptions—the 
administrator chose not to do so. 

The advent of collective bargaining and teacher militancy markedly changed the nature of 
the relationship between the administrator and the staff. The introduction of collective bar-
gaining and the resultant master contract have meant that in most situations, an administrator 
must consider teacher grievances and must consult with teachers regarding working condi-
tions and other matters affecting their welfare. 

It should be emphasized that collective bargaining and the master contract have neither eliminated 
the authority of the administrator nor removed the person in that position as head of the school or 
school district. Administrators need to recognize, however, that they can no longer act unilaterally 
on decisions that may affect teachers' welfare without encountering difficulty; they will now, in 
most situations, need to administer the school with the assistance of faculty input and consultation. 
It should be noted that recent research shows that multiple input into decision making is beneficial 
to progress. In most cases, while those on the "front lines" know better what is needed than admin-
istrators in the office, the administrative staff has the power to obtain needed resources. 

Although in recent years most school administrators have adapted to the new realities of 
working with a professional staff, even those administrators with good intentions and a col-
laborative leadership style may occasionally run into difficulty with a teacher or staff member 
who, for whatever the reason, sees things differently from the administrator. 

The cases presented on the following pages do not represent typical teachers, faculties, 
or administrators. The vast majority of school personnel are friendly, dedicated, hardwork-
ing, and competent people. Such individuals are not the ones likely to cause problems; they 
don't provide the kind of case study material that gives the reader the best opportunity to use 
the concepts in Part I of the text and become an effective problem solver. Consequently, the 
case studies presented in this chapter are problem-oriented. Although the problems may not 
be "typical," they do represent realistic situations that could confront any administrator. With 
regard to the first case on teacher selection, most administrators will need to carry out this 
task at one time or another in their careers. 

293 
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21 
TEACHER SELECTION 

It was late spring, and the principal was reviewing with a central office supervisor the applications 
received for a teaching position to be available at Silver Spring School in the fall. The position 
had opened after Brent Thomas, a teacher who had been at the school for three years, had decided 
to move out of the state and had returned unsigned the contract that had been offered to him for 
the following year. 

Silver Spring School served a rather heterogeneous student clientele, characterized by a 
wide range of student backgrounds, interests, and ability and achievement levels. The school 
was experimenting with team teaching, and since Mr. Thomas was a member of one of the 
teams, the principal was particularly sorry to see him leave. He felt that it was very important 
that a good replacement be secured. 

After looking over a number of applicants' placement papers, the principal and the 
central office supervisor had narrowed their choice to two candidates: Mr. James Timm 
and Ms. Sylvia Goldstein. Each candidate's folder contained an application form providing 
general background information and a set of recommendations. 

After the principal of Silver Spring School and the central office supervisor had reexam-
ined all the data on Mr. Timm and Ms. Goldstein, a number of issues about each candidate 
still needed to be clarified. Before that could be accomplished, the two candidates would 
need to be interviewed. The immediate question was, "Which of the two should be inter-
viewed first?" Once that was decided, the administrators would have to give some thought 
to the areas that were most important to explore further with each candidate, as well as 
some thought to the interview techniques and questions that should be employed to secure 
the kinds of information necessary for reaching a final decision with respect to filling the 
vacancy. 

With those points in mind, the principal and the central office supervisor continued their 
discussion and scrutiny of the candidates' papers. 

Background Information on Mr. Timm 

Mr. James Timm was 28 years old, married, and the father of two children. He had attended 
a state university and had graduated with a BA. He had completed six hours of course work 
beyond his bachelor's degree. There was no transcript, but his grade point average was listed at 
3.0. His application form stated that his hobbies were hunting, fishing, golfing, and his family. 
He had taught for five years in another school district. Two rating forms were in Mr. Timm's 
folder, one completed by his principal and the other one by a colleague. 

Background Information on Ms. Goldstein 

Ms. Sylvia Goldstein's application stated that she was 25 years old and single. She had 
attended a private college and had graduated with a BA. She had taught for two years and had 
nearly completed all the requirements for a master's degree in her subject field. Her under-
graduate grade point average had been 3.7, and her graduate grade point average was 3.6. 
Reading was the only hobby that she had listed. 
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Two rating forms were also in Ms. Goldstein's folder, one completed by her principal and 
the other by an assistant superintendent. 

Suggested Learning Activities 

The nature of the vacancy in this case is intentionally left for the reader to specify, for example, 
grade level and subject. 

Analyze the Case 

1. On the basis of the information provided in the case, what do you see as the main 
strengths and limitations of each candidate? 

2. Why might the principal and the central office supervisor disagree in their evaluations 
of the candidates or on the criteria that should be applied in the selection of a teacher 
to fill the vacancy? 

3. What are the areas that you think should be explored further with Mr. Timm and 
Ms. Goldstein in an interview? 

Discuss the Larger Issues 

1. What are the strengths and limitations of the kinds of information (e.g., rating scales 
and application forms) that are typically included in the papers of applicants for a 
vacancy? 

2. What are the main elements of the criteria that an administrator should use in select-
ing a teacher? What should these criteria be based on? Which aspects of the criteria 
should receive top priority? 

3. Why is it difficult to be completely objective in the process of selecting a teacher? 
What factors may interfere with the objectivity of the process? 

4. Who should be involved in the recruitment, selection, and assignment of teachers, and 
what role should each individual or group play? 

Be a Problem Solver A vacancy exists at Silver Spring School, and the field of applicants 
has been narrowed to two candidates. If you were the principal or the central office supervisor, 
which candidate would you invite for the first interview and which interview techniques and 
questions would you employ with each candidate to secure the kinds of information needed to 
make a good decision with regard to selecting one of the applicants? 

Test Your Solution To test your proposed plan of action for dealing with the problem 
described previously, create and role-play one or more of the following situations in class: 

1. Continue the discussion between the principal and the central office supervisor, focus-
ing on the identification of interview techniques and questions that will be used in the 
interviews with both candidates. 

2. Carry out interviews between the principal, the central office supervisor, and each 
candidate. 
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Investigate Further 

I. What are the procedures utilized by your school district in the recruitment, selection, 
and assignment of teachers? 

2. What criteria are used by your district in the selection of teachers? What are the crite-
ria based on? 

3. How does your district ascertain whether its current program of teacher recruitment, 
selection, and assignment is effective? 

22 
PROBLEMS OF A BEGINNING TEACHER 

As he walked from the parking lot to the school building, the principal of Mitchell School 
noticed Mrs. Carter, the nurse, who was heading in the same direction. She smiled and waited 
for him, and they discussed the weather as they entered the building. As the principal started to 
enter his office, Mrs. Carter followed him, asking whether he might have time after school to 
talk with her about a problem. He nodded and suggested that they could take a few minutes 
to talk before school started, but Mrs. Carter declined, saying that she would rather wait until 
after school when there would be more time. 

After the nurse left the principal's office, he wondered what the nature of her problem 
might be. She had been serving as school nurse at Mitchell School for six or seven years, 
and usually spent two or three days each week in the building, checking on absences, screen-
ing the students for visual and hearing defects, and so forth. Whatever her difficulty was, he 
hoped that it wasn't too serious. 

At 3:30 that afternoon, Mrs. Carter entered the principal's office. He greeted her and 
tried to put her at ease, but when he asked how he could help her, she hesitated. Finally, she 
explained that she would like to talk with him in confidence about Miss Hiller, the new math 
teacher who had just graduated last spring from college and had begun teaching at Mitchell 
School this fall. 

From a recent conversation with Miss Hiller, Mrs. Carter had learned that the new teacher 
was becoming very discouraged and disillusioned. For example, she had admitted that she 
didn't seem to know how to motivate her students, and said that they didn't appear to be very 
interested in what she was teaching. They were often inattentive, and Miss Hiller was worried 
not only about their failure to learn what she was presenting but also about her own inability 
to develop a good, positive relationship with them. She was rather shy and quiet by nature, but 
it bothered her that the students didn't seem to like her. 

Mrs. Carter went on to say that Miss Hiller had confided that she was also experiencing 
problems with discipline. The students didn't seem to respond to her attempts to keep order in 
the classroom. The noise level was usually high, and there were two boys, in particular, who 
were about ready to drive her "up the wall." 

Finally, and perhaps most shattering to the new teacher's morale, was Miss Hiller's feel-
ing that the other teachers on the staff did not accept her. Most of the teachers had taught at 
the school in previous years and had already established relationships with one another. The 
faculty was divided into cliques, and Mrs. Carter knew for a fact that it was difficult for any 
newcomer to gain acceptance. She had personally experienced trouble along that line, but she 
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was older and more self-possessed, so she hadn't let their reactions bother her. Besides, she 
was only at Mitchell School part-time anyway. She could see how the situation would be dif-
ficult for a shy, sensitive girl like Miss Hiller, who didn't have much self-confidence. 

The principal was troubled to hear about the new teacher's problems and inwardly 
blamed himself for not being more perceptive about her difficulties. Still, she had always 
seemed rather aloof to him, and he had assumed that she was quite self-sufficient. He asked 
Mrs. Carter whether Miss Hiller had asked anyone for help. Why hadn't the teacher herself 
come to him with her problems? 

Mrs. Carter believed that Miss Hiller's reluctance to seek help could be attributed to her 
shyness and to the fact that the teacher probably didn't want to admit that she was having dif-
ficulties. It was only by chance that Mrs. Carter had found out anything. She had gone into 
Miss Hiller's classroom to discuss a student's health problem and had discovered the teacher 
sitting at her desk, crying. The nurse had encouraged her to talk about her problems; other-
wise the teacher would never have opened up to her. In fact, Mrs. Carter was sure that Miss 
Hiller would be horrified to know that the principal had even been told about the situation. 

The only reason Mrs. Carter had finally decided to relate the incident to the principal was 
her conviction that Miss Hiller desperately needed help. Since Mrs. Carter was just a nurse 
and not really a member of the faculty, she didn't feel adequate to provide advice or assis-
tance. But surely there must be something that the principal could do before that poor young 
girl completely lost hope in her future as a teacher! 

Suggested learning Activities 

Analyze the Case 

1. What circumstances and psychological factors will make it particularly difficult for 
the principal to discuss Miss Hiller's problems with her? 

2. What situational barriers will need to be overcome before Miss Hiller can feel more 
accepted in the school? 

3. Why will the nurse's friendship with Miss Hiller probably be of little help in integrat-
ing the teacher into the social structure of the school? 

4. How can the principal best ascertain to a greater extent the teacher's classroom prob-
lems without upsetting her? 

Discuss the Larger Issues 

1. What should be the role of the principal in helping the beginning teacher to become 
accepted in the school and in the community? 

2. What type of in-service procedures should be designed to help the inexperienced 
teacher resolve classroom problems successfully? 

Be a Problem Solver The school nurse has just related to the principal, in confidence, the 
difficulties being experienced by a new, inexperienced teacher. Recognizing that Miss Hiller 
is an extremely shy, sensitive person, what would you do, if you were principal, to help 
resolve her problem? Utilize appropriate administrative and social science concepts in plan-
ning and implementing your approach. 
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Test Your Solution To test your proposed plan of action for dealing with the problem presented 
at the end of the case, create and role-play one or more of the following situations in class: 

1. A continuation of the conference between the principal and the nurse. 

2. A conference between the principal and Miss Hiller. 

3. A faculty meeting. 

Investigate Further 

1. What procedures, formal or informal, does your school have that facilitate the accep-
tance of new teachers by students and other teachers? 

2. What do the new teachers in your school believe to be the most difficult aspects of 
being in a first-year teaching situation? 

23 
FACULTY TEAMWORK 

Cohesive Middle School is a school most people would like to attend—or have their children 
attend. In the eight years since Kathryn Goode has been principal, real estate values in the 
attendance zone area have increased dramatically, as well as increased property taxes. 

The school's strength and desirability lie in its teaming. Ms. Goode is a firm believer in 
the philosophy of teamwork for middle schools and has staffed, budgeted, managed, and led 
her building accordingly. All students and staff are placed on teams at the beginning of the 
school year, and each team acts as a minischool within its grade level. She ensures that each 
teacher is granted one period per day for personal planning and one period to plan team activi-
ties and interventions. Cohesive Middle School's reputation has gone beyond its local area. 
The school has even been recognized at the National Middle School Conference as being 
extremely effective. 

Team Wonder is an eighth-grade team and is staffed with science, social studies, math, 
and language teachers. The teachers, with the exception of the language teacher, have worked 
together for five years. The team dynamics have been spectacular. Team Wonder, like many of 
the other teams in the building, has established its own practices and traditions that enhance the 
education, pride, and sense of belonging experienced by students. 

This year, a change in the makeup of Team Wonder has introduced some serious prob-
lems, and its smooth-working, cooperative spirit is being tested. The problem stems from 
differences in philosophy that could affect one of Team Wonder's most cherished traditions—
Frontier Day. Each fall on Frontier Day the students rotate among various outdoor activities. 
A storyteller from the local library dressed in traditional western attire tells the dramatic story 
of a band of gypsies forging through the frontier. A farrier demonstrates making horseshoes 
and proper horseback riding technique. A local artist demonstrates candle making and allows 
the students to make their own candles. The science teacher has students panning for gold-
painted rocks in a kiddy pool and measuring the mass of their treasures. The math teacher 
helps students to calculate the value of their findings as though they were living at different 
times throughout history and then graph the inflation trends. Parents assist in the preparation 
of many crock-pots of beanie weenies for lunch on the frontier. 
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Each year Frontier Day has been an overwhelming success and has served as a rite of pas-
sage for those eighth graders fortunate enough to be placed on Team Wonder. This year, there 
is a rift as the planning gets under way. 

Ms. Prior, the language teacher, is new to Team Wonder. She has worked on another 
eighth-grade team at Cohesive for three years. Her previous team also had traditions, and she 
is unwilling to give them up. "I have lots of experience with this," she insists. "I know how to 
work on a team and what we need to do!" She would like Team Wonder to replace Frontier 
Day with the more traditional, classroom-based Westward Ho activity that her team did last 
year. Ms. Prior believes that the best learning takes place in a structured classroom setting. 
She guards her classroom instructional time carefully. She even expressed distaste for the stu-
dent orientation assembly presented to the grade level earlier in the year. "Such things waste 
valuable instructional time," she argued. 

The other teachers on Team Wonder are concerned. Every new suggestion they make is 
blocked by Ms. Prior's objections. The other teachers have worked together so well for so long, 
and they find the resistance frustrating. They have pooled their ideas, and all of them feel that the 
structured approach that Ms. Prior wants will block student creativity and dampen student enthu-
siasm. The team members have talked about their differences of opinion, but they cannot come to 
an agreement about what to do—although they all agree that an activity of some sort is needed. 

As the daily debates about the unit on the American West become more and more heated, 
Ms. Goode is invited to the team meeting to offer advice. She does not relish her role as the 
arbiter because she strongly believes in letting the team come to a consensus on the plans for 
Frontier Day. 

Suggested Learning Activities 

Analyze the Case 

1. How could Ms. Goode have prevented this problem from occurring? Considering her 
support for the team concept, why do you think she did not take this course of action? 

2. How can the principal defuse the emotions of the teachers as she enters the team 
meeting? 

3. What can Ms. Goode do to ensure that the team does not have further decision-
making difficulties of this magnitude? 

Discuss the Larger Issues 

1. Is team teaching the most effective organization for increasing student achievement? 
At what grade levels? 

2. Does the most effective instruction occur in a seated, classroom situation or in a proj-
ect such as Frontier Day? 

3. As an administrator, how and to what extent do teacher personality and instructional 
style affect your staffing decisions? 

Be a Problem Solver If you were the principal in this kind of situation, how would you 
plan your meeting with the team? What role would you play during the meeting? Utilize the 
social science and administrative concepts from Part I in approaching this situation. 
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Test Your Solution To test your proposed solution to this staff agreement problem, you and 
your group should role-play one or more of the following situations: 

I. The team meeting with all Team Wonder teachers and Ms. Goode as each expresses 
opinions about Frontier Day. 

2. Ms. Goode as she offers her solution to the problem and the teachers as they respond. 

3. Ms. Goode and her associates at the staffing meeting where teaming decisions for the 
following year are being discussed. 

Investigate Further 

1. How is the staff organized (departmentally, by grade level, in teams) at each building 
level in your district? What do administrators view as pros and cons of this type of 
organization? 

2. Interview administrators in your district to determine how staff confrontations are 
minimized through optimal staffing and staff placement. 

3. How does your principal cope with staff disagreements such as the one presented in 
this case study? When should the principal stay out of the conflict and at what point 
should there be intervention? Offer one example of a situation that should not involve 
the principal and one that necessitates administrative intervention. 

24 

WHO NEEDS LESSON PLANS? 

The principal had just finished his third and final observation of the day. He was rather 
pleased. All three observations had proved productive. The classes were well behaved and on 
task, and were obviously well organized. He returned to his office and finalized his written 
reviews before attending to other duties. 

The following day he met with all three teachers. The last two were night and day. Ms. Green 
was a veteran teacher with 14 years of experience. She had established a routine that varied only 
to adjust to the needs in each class. In the principal's mind, Ms. Green was the ideal teacher. 
She had perfect control and inspired her students to learn. She rarely if ever had a discipline 
problem. As the principal completed his meeting with Ms. Green, he did note that he failed 
to see her lesson plans for the week, or even for the day. Ms. Green informed him that she 
kept her daily plans in an old logbook and very rarely consulted the book since she had her 
plans securely ingrained in her head. The principal noted this and gave Ms. Green an excellent 
review and a letter of commendation. His last meeting was with Ms. Louis. She was a second-
year teacher. For the most part, her classes were well-behaved and stayed on task. As the prin-
cipal reviewed his notes, however, he expressed concern that Ms. Louis's class was not quite as 
organized as he would like to see. He noticed that she had a sketchy set of lesson plans that did 
not follow the prescribed method set forth in the teacher handbook. He finished by suggesting 
Ms. Louis write up next week's lesson plans in the correct method and submit them in advance 
for review. He noted this on the evaluation and gave her an average review. 

Later in the day, Ms. Louis returned to the principal's office. She was visibly upset. The 
principal had noticed that she was somewhat of a perfectionist and sensed that she was 
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less than happy with her evaluation. Ms. Louis presented him with copies of both her and 
Ms. Green's evaluations. Her argument was that the principal had obviously not been totally 
objective in his review. She knew for a fact that Ms. Green did not keep lesson plans or consult 
them and hadn't for several years. Furthermore, Ms. Green, who was her mentor, had actually 
told her that the lesson plans were only necessary for first-year teachers. Ms. Green had also 
said that the principal rarely, if ever, considered them important. The principal was perplexed. 
First, how did Ms. Louis get a copy of Ms. Green's evaluation? Second, why would Ms. Green 
make such obviously incorrect statements? Finally, was she right? He hesitated to reply. 

Suggested Learning Activities 

Analyze the Case 

1. What is your opinion of the steps taken by the principal to evaluate Ms. Green and 
Ms. Louis? How would you have acted differently? 

2. What is your assessment of Ms. Louis's objections to her evaluation? What factors may 
be influencing the principal's objectivity in assessing Ms. Green's and Ms. Louis's 
evaluations? 

3. What is your evaluation of the arguments Ms. Green sets forth for lesson planning? 
What is your opinion of Ms. Louis's objections to her evaluation? 

Discuss the Larger Issues 

1. Should written lesson plans be required? Should they be daily, weekly, monthly? 

2. How should lesson plans be used? 

3. What responsibilities do administrators and supervisors have for improving the effec-
tiveness and value of teacher-prepared lesson plans? 

Be a Problem Solver The principal has scheduled a meeting with Ms. Green after school to 
discuss her conversation with Ms. Louis regarding lesson planning and the recent evaluations. 
How would you—if you were the principal—handle the teachers? 

Test Your Solution To test your proposed plan of action for dealing with the problem 
presented at the end of the case, create and role-play one or more of the following situations 
in class: 

1. A conference between the principal and Ms. Green. 

2. A faculty meeting requested by the teachers to discuss lesson planning and evaluation 
procedures. 

3. Any other situation that might provide feedback on strengths and weaknesses of your 
proposed situation. 

Investigate Further 

1. What is the lesson plan format and policy in your district? 

2. What use is made of lesson plans in your district? 
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3. How do the following groups in your district feel about required lesson plans? 

a. Building principals 

b. Department heads 

c. Teachers 

d. Central office administration 

25 
TEACHER RIGHTS: PUBLIC VS. PRIVATE CITIZENSHIP 

As the telephone rang at 6 A.M., interrupting his sleep, the superintendent groped for the 
receiver, longing for the luxury of an unlisted number. Still half-asleep, he answered the 
phone, only to be startled by a barrage of questions from a reporter calling for a local televi-
sion station. What did the superintendent think about the disturbance over the welfare budget 
cuts that had broken up the county supervisors' meeting last night at the courthouse? Was he 
personally opposed to the action that had been taken by the supervisors? 

Rather irritably, the superintendent pointed out that the welfare department did not fall 
within the jurisdiction of the superintendent of schools and suggested that the reporter direct 
his questions to the head of the welfare department. The reporter persisted. Didn't the super-
intendent have anything to say about Sara Conklin, the teacher at Lincoln School who had 
participated in the demonstration and had to be forcibly removed from the meeting? 

"Not at this time," the superintendent replied curtly, hanging up the phone. A teacher 
involved in a violent demonstration? Well, he could expect a lot of telephone calls this morn-
ing at the office. 

By the time he arrived at his office an hour later, the morning newspaper had been delivered. 
As he read the lengthy front-page account of the disturbance, he wondered how long it would 
take before he would begin to hear from the conservative element of the community, demanding 
that Ms. Conklin be fired. He decided that he'd better call her principal. 

The principal at Lincoln School had already heard the news on the radio about the court-
house disruption involving Sara Conklin, and he agreed with the superintendent that it would 
be a good idea to relieve her of all teaching responsibilities until further notice. If Ms. Conklin 
returned to her classroom that morning and her classes proceeded smoothly, the school might 
have a more difficult time taking further action, should it prove necessary to do so because of 
community complaints about her out-of-school activities. The superintendent also suggested 
that the principal talk with Ms. Conklin if she came to school and, on the basis of that discus-
sion, prepare a recommendation that could be considered by the superintendent and several of 
the school board members when they conferred informally the next day. 

When Ms. Conklin arrived at Lincoln School shortly before classes began that morning, 
the principal immediately called her into his office. He informed her that she had been iden-
tified on several radio and television news reports as one of the protestors who had partici-
pated in the disturbance at the courthouse the preceding evening. He further mentioned that 
she had been described as a teacher at Lincoln School, which would cause many parents to 
wonder about the example she was setting for her students. He indicated that he seriously 
questioned whether participation in a demonstration or protest—particularly one in which the 
participants had to be forcibly removed from the meeting—was an appropriate activity for a 



Chapter ii: Administrator—Staff Relationships 	303 

professional teacher. Was there any rational explanation that she could offer for her behavior 
last night? 

The teacher appeared tired, but sparks blazed in her eyes as she exclaimed, "Why in the 
world should I have to give you any explanation about my personal out-of-school activities? 
As long as I carry out my responsibilities here at school, you have absolutely no basis for 
criticizing me! Whatever I do during the rest of my time is my business and nobody else's." 

The principal started to reply, but Ms. Conklin plunged on in a sudden torrent of emotion. 
"You talk about setting an example for kids. Well, I happen to believe that a teacher has the 
responsibility to set an example in ways other than showing the traditional virtues of promptness 
and neatness. I happen to think that it's important to try to teach more than just what's written 
between the covers of a book. I want to show these kids that there are certain things in life that 
are important enough to go all out for, to lay your job on the line for. Or maybe even your career! 
But it seems to me that all you can think about is how this minor episode might reflect unfavor-
ably on the school or on you, personally. Are you afraid that people might think you don't have 
your teachers completely under control? If I had my way, more teachers in this school would 
be taking a hard look at the significant issues facing society and doing something about them. 
Didn't you ever hear that all that is needed for evil to flourish is for good men to do nothing!" 

The principal waited until the teacher paused to take a breath, and then he countered with 
his own views. "I'm not questioning your motivation, Sara, but there are certainly more 
proper channels for changing society: legal action, persuasion, political power. Other teachers 
in this district have equally strong convictions about improving conditions for the poor, but 
they don't go around getting themselves forcibly ejected from meetings! Instead, they write 
letters to their representatives and to the communications media, trying to peacefully influ-
ence public opinion. They participate in voluntary programs to try to clean up the city and to 
help kids read. Surely, you can't believe that protests and demonstrations are the only means 
of ameliorating society's problems"' 

The principal concluded by saying that he did not believe teachers should engage in any 
activity that might reflect adversely on the school where they taught or on their image as 
professional educators. Further, he told Ms. Conklin that, although he had not yet determined 
what his final recommendation to the superintendent would be, he had decided she was to be 
relieved temporarily of her teaching responsibilities until further notice. 

Ms. Conklin was obviously trying to control herself, but when she spoke, her voice quiv-
ered with anger as she expressed her total disagreement with the principal's position. It 
seemed to her that teachers still had certain rights as private citizens, including the right to 
engage in public demonstrations. She wasn't going to spend the rest of her life writing letters 
to public employees while people lived in poverty! 

Finally, beginning to cry from frustration, the teacher started for the door but turned back 
to say, "This isn't the last you've heard from me on this issue! I haven't broken any laws, 
and no charges have been filed against me. The only thing I may be guilty of is being thrown 
out of a public meeting." Before the principal could respond, Sara Conklin hurried out of his 
office, slamming the door angrily behind her. 

After she left, the principal found that he was experiencing difficulty regaining his emo-
tional stability. He had been upset by the teacher's reaction, but now he had to think carefully. 
What should he recommend to the superintendent? If she were disciplined, there would prob-
ably be an outcry from many of the students or their parents and from some of the faculty 
members who approved her motives and identified with what they perceived as her courage. 
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Ms. Conklin was not yet tenured, but the teaching association might back her in her stand, and 
it was possible that the local civil liberties union would defend her also. 

On the other hand, if she were to resume her teaching responsibilities without any further 
action taken by the administration, there would surely be complaints from several important 
sectors of the community. It was hard to know what to do about Sara Conklin. 

Suggested Learning Activities 

Analyze the Case 

1. If you had been the superintendent, how might you have responded differently to the 
reporter calling from a local television station? Why do you suppose the superinten-
dent did not want to talk to the reporter at that time about the teacher who had partici-
pated in the demonstration? 

2. What factors appear to be significant in influencing the decision by the administra-
tion to relieve Ms. Conklin of her teaching responsibilities? What options, other than 
relieving her of her teaching duties, should have been explored? 

3. What is your assessment of the position taken by Sara Conklin during her conference 
with the principal? What is your evaluation of the position taken by the principal dur-
ing the conference? 

4. In what way, if any, would you have proceeded differently during the conference if 
you were the principal? 

Discuss the Larger Issues 

1. In relation to the issue presented in this case, what rights should a teacher be able to 
exercise as a private citizen? Are there any rights that teachers should voluntarily relin-
quish, in view of their status in the community and their relationship with young people? 

2. At what point would a teacher's out-of-school activities impair effectiveness as a 
teacher? What criteria should be used in making this judgment? What evidence should 
be used in determining whether the criteria have been met? Who should be involved 
in making such a decision? 

3. What procedures of due process should be followed by the administration regarding 
problems similar to the one presented in this case? 

Be a Problem Solver The superintendent has requested that the principal submit a recom-
mendation on the disposition of the problem involving Sara Conklin. Ms. Conklin told the 
principal, "This isn't the last you've heard from me on this issue!" If you were the principal 
in this set of circumstances, what would you do? 

Test Your Solution To test your proposed action for dealing with the problem presented at 
the end of the case, create and role-play one or more of the following situations in class: 

1. A meeting between the principal and the superintendent to go over the principal's 
recommendation. 

2. A telephone call from the president of a local group of conservatives. 
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3. A telephone call from the president of the civil liberties union, who indicates that 
he is representing Ms. Conklin in her protest against being relieved of her teaching 
duties. 

Investigate Further 

1. What is the policy (written or unwritten) in your school district regarding the out-
of-school activities of teachers? 

2. What laws or court decisions in your state would have a bearing on the main issues in 
this case? 

3. What would be the attitude of the following groups in your district toward the out-of-
school activities of the teacher and the response of the administration? 

a. The school board 

b. The teacher association 

c. The executive committee of the parent organization 

d. The administrators 

26 
FACULTY DISSATISFACTION AND 10W MORALE 

Entering the faculty workroom, Mary Beth Williams crossed the room to a table where Alice 
Spencer was correcting papers, spread Out before her in organized confusion. 

"At it again, I see:" Mary Beth greeted the other teacher. 
"It never ends, does it?" Alice responded. "And I have a meeting right after school, besides. 

I hope I can finish these, because there's another stack on my desk that I have to take home 
tonight." 

"You're on that lesson plan committee, aren't you?" Mary Beth said, sitting down across 
the table. "How's that going?" 

"About as well as you might expect. I mean, what good is this committee going to do any-
way? It's the principal's committee—he's the one who thinks there needs to be a change in the 
lesson plan format. As far as I can make out, none of the teachers see any need to change it at 
all, except maybe Bill Challenge, who wants to eliminate lesson plans altogether. You should 
have seen the principal's face when Bill brought up that idea! Mr. Hizway has previously been 
making this big statement about how the teachers on this committee need to participate more 
and get involved, and how receptive he was to hearing our ideas on the subject when Bill 
Challenge brings up this suggestion to eliminate lesson plans completely—although I don't 
think he meant to eliminate planning. I thought Mr. Hizway was going to have a stroke. He 
got very red in the face and then quickly said that Bill's ideas weren't worth discussing and 
immediately changed the subject." 

"You mean," Mary Beth asked incredulously, "he just cut Bill off and didn't even permit 
discussion of the idea?" 

"Exactly. Cut him off cold," Alice replied, sorting through the papers to find her grade-
book. 

"How did Bill react?" 



306 	Part II Case Studies and Simulations 

"He wasn't happy about it, but when the principal cuts you off that way, it doesn't do much 
good to object." 

"I bet that didn't help his problems any" Mary Beth observed. 
"What problems?" 
"Well, I don't know if I should say anything, Alice..... 
Alice turned back to her gradebook, entering the scores from the papers. "It's okay. 

I understand." 
"I don't think it's really confidential. . . . Bill's wife and I are pretty good friends, and 

I know she's worried about him. Apparently he's been under a lot of pressure this year. He has 
that different teaching assignment that he was given, and it's always hard to do one new prep- 
aration, let alone your whole teaching load. And then he has more problem students assigned 
to him this year. Bill has never had discipline problems before, but he really does this year, 
and it bothers him a lot. His wife is concerned that he may also be going through a midlife 
crisis, both personally and professionally. She didn't elaborate on the personal bit, but she has 
said that he's expressed uncertainty as to whether he is even the same teacher he once was and 
whether he has the same capabilities he once possessed." 

"Bill Challenge? Mary Beth, you can't be serious. He's always seemed to me to be an 
excellent teacher, always so confident." 

"I guess he's not feeling so confident these days." 
"Really!" Alice sat back, reflecting on Mary Beth's disclosures. "You'd never know it from 

his behavior on the lesson plan committee. He's very outspoken at the meetings." 
"That may just be the pressure building up and then exploding," Mary Beth speculated. 

"Lord knows, there's enough going on in this school to upset anybody! And Bill has always 
been such a perfectionist." 

"I suppose that's true. Serving on this committee for lesson plan revision has to be as 
frustrating for him as it is for me. I mean, this committee is going nowhere. I've been here 
eight years, and this is just like so many committees that I've served on at the district level: 
the administrator already has his mind made up when he establishes the committee, so all he 
really wants—at least this is how it seems—is for us to endorse his thinking, and then he can 
say that he provided teacher involvement and input. Sometimes I feel like saying, 'Just tell us 
what you want, and we'll say it, and then everybody can go home.' What difference does it 
make, anyway, what the teachers do on this lesson plan committee? The principal never even 
does anything with the lesson plans. I can't tell that substitute teachers use them very much, 
and I don't follow them all that strictly myself—not that I'm against planning, of course." 

"I know what you mean," Mary Beth agreed. "Even if a committee comes up with some 
good ideas, the administrator rejects them on the spot if they don't agree with what he wants 
to do. Or else we don't ever hear any more about them. Doesn't it seem sort of dumb for 
Mr. Hizway to always be asking us for our ideas if his mind is already made up? Or if he's 
going to ignore our recommendations?" 

Alice nodded. "Definitely. A lot of these committees and meetings, particularly faculty 
meetings, are a waste of time. They hardly ever deal with teachers' needs." 

"That's for sure. You want more coffee, Alice?" 
She shook her head, now engrossed with their discussion. "Mary Beth, I don't know how you 

feel about this, but I think a lot of teachers are getting fed up with their situation at this school. 
Here we are, getting larger classes, being assigned to more committees, and always being asked 
to do more with less. And yet, what appreciation do we get? Look at our salaries! Compared 
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with my expenses, I tell you, I'm going backward! And I don't think most parents really care 
any more about their kids or about teachers. I don't see much appreciation from the administra-
tion for the job we're doing. It seems to me that, at best, we're taken for granted and, at worst, 
we're being exploited!" 

"Absolutely. The administration is more concerned with public relations and raising stu-
dents' achievement test scores. I think a lot of teachers are just plain burned out. I know I am." 

"Well, Mary Beth, burned out or not, I've got to get back to my room and put some things 
on the board before next period begins. I've been working on these papers like mad, and I still 
haven't finished recording all the grades." 

"I've got to get back to my room too. I have a student coming in for some extra help before 
class begins." 

Later that month the lesson plan committee presented its report to the faculty at an after-
school meeting. The principal explained the report, which proposed a more elaborate les-
son plan format, requiring more details of teacher planning. When he asked for reactions to 
the proposed plan, no one responded. Waiting a moment or two for comments, the principal 
finally indicated that the changes would go into effect the next fall. 

During the summer, the principal of the school left for an administrative position in another 
district. The new principal who was hired for the school had not previously worked in the dis-
trict, so she didn't know too much about the students and faculty. She felt optimistic about 
her new assignment and looked forward to the challenges and opportunities for leadership 
in the school. She would be starting the next day, and she was to begin the morning with a 
meeting with two of her teachers who had requested to see her: Mary Beth Williams and Alice 
Spencer. With only three weeks before classes began, the principal was delighted to have an 
opportunity to meet with some of her faculty. 

Suggested Learning Activities 

Analyze the Case 

1. Analyze the conversation between Mary Beth Williams and Alice Spencer, using con-
cepts from Chapter 4, "Communication." 

2. Analyze the conversation between Mary Beth Williams and Alice Spencer in regard 
to its implications for faculty morale. 

3. What is your assessment of the possible reasons for the lack of faculty reactions to the 
proposed lesson plan format changes? If you had been the principal, what would you 
have done at this point in the meeting? 

Discuss the Larger Issues 

1. What responsibility, if any, does an administrator have for becoming aware of the personal 
problems that members of the faculty are experiencing? If he or she has such responsibil-
ity, what would be the best approach to becoming more aware of personal problems? 

2. If an administrator becomes aware of certain personal problems that a member of the 
faculty is experiencing, what steps, if any, should be taken? 

3. Why are teachers frequently frustrated by committee work? What can an administra-
tor do to prevent or ameliorate that frustration? 
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Be a Problem Solver Assume that you are the new principal of this school and that Mary 
Beth Williams and Alice Spencer have filled you in on the status of faculty morale in the 
school. How will you approach this situation? What assumptions are you making? Utilize 
social science and administrative concepts from Part I of the text in planning and implement-
ing your approach. 

Test Your Solution To test your proposed approach to the problems described in this case 
study, you and the class or group should create and role-play one or more of the following 
situations: 

I. A conference between the new principal, Mary Beth Williams, and Alice Spencer. 
Assume that they are initially a little reluctant to talk about the problems of the school 
and that you will need to draw them out. 

2. Preparation of a response to a memorandum from the superintendent asking all princi-
pals to make a strong statement to their teachers about the importance of not abusing 
sick leave and about the importance of volunteering for district committees. 

3. A faculty meeting. 

4. A conference between the new principal and Bill Challenge. 

Investigate Further 

1. What is your school district's policy and practice with regard to developing high fac-
ulty morale and satisfaction? 

2. What does the educational literature suggest about programs and/or approaches for 
developing and sustaining high faculty morale? 

27 

TEACHER FILES A GRIEVANCE 

Eileen Turner was looking forward to taking some guidance courses during the coming sum-
mer. She felt that the courses would help her in her teaching and would prepare her for the day 
when she might decide to get out of teaching and become a school counselor. 

She had decided that she was going to make a determined effort that morning to see the 
principal. The school's master contract stipulated that a teacher must submit a form the 
principal was to use to indicate to the teacher his approval of courses that could be applied 
toward meeting the district's professional development requirement and the salary schedule. 
Eileen had submitted the appropriate form a month earlier, but she had as yet received no 
response from the principal. She had already tried several times last week to see him, but 
his secretary always said that he was busy. Today Eileen was going to see him—one way or 
another. 

Later in the morning, as Eileen was on her way to the principal's office, she encountered 
him in the hallway. She asked if she could see him for just a few minutes in his office. 

The principal responded that he wouldn't be able to return to his office, because he was 
on his way to see the assistant principal. Unfortunately, he wouldn't have time to see her in 
the afternoon, either, because he had to leave the building to attend some meetings. He would 
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take a moment to talk with her in the hallway, however, if it was something that could be taken 
care of easily. 

Feeling that she had better capitalize on whatever opportunity was available, the teacher 
proceeded to explain that she wanted to take some guidance courses during the summer and 
had requested earlier that he approve them for professional development and salary schedule 
purposes. When the principal seemed puzzled and hesitant, the teacher reviewed for him her 
reasons for wanting to take the courses, namely, that they would help her improve as a teacher 
and would also prepare her for a counseling job, should a vacancy ever develop at the school. 

As the principal listened to the teacher explain the reasons for her request, he suddenly 
remembered having come across the form that she had submitted and recalled his ambiva-
lence about the matter. He didn't really like the idea of discussing the situation in the hallway, 
and he was already late for his conference with the assistant principal. In fact, he would be 
busy all afternoon. He supposed that he could tell Mrs. Turner that he would see her tomorrow 
to discuss the matter, but he wasn't sure he wanted to see her then. He had reservations about 
whether the guidance courses would help the teacher that much, and, even if they would, he 
wasn't certain that he wanted her as a counselor on the staff. Still, he didn't know whether he 
felt strongly enough to reject her request, and at this moment he hadn't figured out what to tell 
the teacher. Also, he remembered that he had approved related courses for other teachers in 
the past. He needed more time to think. 

The principal told Mrs. Turner that he needed more time to consider her request before he 
could approve it. She pressed the principal further, however, for some kind of an indication 
of his feelings about the request. "Can you tell me whether you have any particular or strong 
objections to my taking these courses?" 

"Well, I... I guess that. . . I don't. . . have any ah ah ah...... 
"Is it all right to take these courses, then, this summer?" 
"Well, I suppose that. . . that it. . . might not hurt. . . but.. . but I would really like to talk 

to you again about this matter. I just don't have the time right now. I'm late for my meeting 
with the assistant principal." Already edging away from Mrs. Turner as he was speaking, the 
principal turned and hurried down the corridor. 

As the teacher watched the principal walk away, she felt rather pleased with what she had 
accomplished. True, the principal had not been enthusiastic about her request, but he seemed 
to have given it his tentative approval. 

By the end of the week, Eileen Turner still had not heard from the principal. Since she 
needed to send in her summer school registration by the Tuesday of the following week, she 
decided to write the principal a brief reminder. 

Dear Mr. Peters: 

As I am sure you remember, we discussed my request to take some guidance courses this sum-
mer in order to meet the district's professional development and salary schedule requirements. 
Tuesday of next week is the last day that I can send in my registration for summer school. 
Unless I hear from you by then to the contrary, I will assume that—on the basis of our earlier 
conversation—it is all right to send in my registration materials for the guidance courses. 

Sincerely, 
Eileen Turner 
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The following Tuesday passed without any response from the principal, so the teacher 
sent in her summer school registration materials to the university. Nothing was mentioned by 
either the principal or the teacher about the matter during the rest of the school year. 

In the summer the teacher attended classes at the university and took nine credit hours of 
guidance courses. 

In September, Eileen Turner attempted to apply the summer school credits toward meeting 
the district's professional development requirement and the salary schedule. Her application 
was rejected by the district office because she had not obtained prior approval of her summer 
school plans by the principal of the school. When she went to her principal to secure help in 
appealing the rejection, he refused to help her and took the position that he had never given 
her his approval. 

Later in the day, the teacher filed a grievance against the principal. Her position was that 
although the principal had not formally approved her request, he had never formally rejected 
it either, despite the fact that he had had an opportunity to do so for over a month. In addi-
tion, the teacher felt that since the principal had given her request oral approval in the hall-
way and had never responded to her follow-up letter, she was more than justified in believing 
that she had his approval, particularly since he had approved such courses for other teachers 
in the past. 

The following day a grievance conference was scheduled for the principal, the teacher, and 
the union representative to take place on Friday at 3:30 P.M. 

Suggested Learning Activities 

Analyze the Case 

I. What alternatives should the principal have considered in deciding whether or not to 
talk with Eileen Turner in the corridor? How feasible are those alternatives? 

2. Evaluate the conversation held between the principal and Mrs. Turner, utilizing con-
cepts of communication and school administration, in your judgment, did the princi-
pal agree to the teacher's request during the conversation? 

3. What should the principal have done upon receiving the letter from the teacher? Why 
did he appear to take no action? 

Discuss the Larger Issues 

1. What sorts of conditions or circumstances can lead to teacher grievances? 

2. How can an administrator's behavior sometimes contribute to a teacher grievance? 

3. What can and should an administrator do to prevent the conditions that lead to teacher 
grievances? 

Be a Problem Solver Assume that you are the principal of the school. How will you handle 
the grievance conference? Or assume that you are the principal's central office supervisor, and 
the principal's attempted resolution of the grievance is being appealed by the teacher. How 
will you handle the appeal? Utilize administrative and social science concepts from Part I of 
the text in planning and implementing your problem-solving approach for these situations. 
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Test Your Solution To test your proposed approach to dealing with the circumstances 
described in the case, you and your colleagues should create and role-play one or more of the 
following situations: 

I. A grievance conference between the principal, the teacher, and the building represen-
tative for the teachers' union. 

2. A conference between the principal, the principal's superior, the teacher, and a repre-
sentative for the teachers' union. 

Investigate Further 

1. What circumstances might call for a grievance in your district? 

2. What are the grievance procedures in your school district? 

3. What is the attitude of teachers in your school toward the principal's handling of 
teacher grievances? 

28 
TEACHER REACTS NEGATIVELY TO PERSONNEL EVALUATION 

The deadline for submitting teacher evaluations was nearing, and the principal had stayed after 
school to write up the results of class visitations made that day. He was pleased that he had 
hired a fairly good group of teachers. There was one notable exception, however: Mrs. Stevens. 
He had visited her classroom several times, and it was evident that she was having difficulty. 
The students didn't appear to be sufficiently involved in learning, most seemed disinterested in 
the classroom proceedings, and many of them hardly bothered going through the motions of 
responding when the teacher called on them. There was no doubt that Mrs. Stevens was intel-
ligent and had an excellent background in her subject matter, but she didn't seem to know how 
to motivate her students. Perhaps as a result, she was also experiencing difficulty with pupil 
control. 

The principal had noticed each time before entering the teacher's classroom that there was 
an unusual amount of noise coming from inside. Students were apparently talking at will, and 
there seemed to be considerable movement. Of course, as soon as he entered the room, things 
would settle down; but even then the principal observed that the students showed little respect 
for their teacher. Not that they openly defied her—it was just that she seemed to exert little 
influence on them. 

On Thursday of that week he held a postvisitation conference with Mrs. Stevens. He found 
her to be irritable, hostile to suggestions, and difficult to communicate with. When he tried to 
subtly suggest that she might try to involve her students more, as there seemed to be a prob-
lem in motivating her students, the teacher reacted very defensively. 

She countered that she did try to motivate the students by involving them in informal dis-
cussion and said it wasn't her fault if the students clammed up every time the principal came 
into the room! Besides, she retorted, there was no conclusive research that would prove class-
room achievement depended on student involvement. The principal was discouraged by the 
teacher's intractability and finally brought the meeting to an end with no progress having 
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been made in eliciting from Mrs. Stevens any admission of inadequacy in her teaching. As 
he later reflected on the conference, he wondered whether it would really be worth the effort 
to continue working with her. Finally he decided he had better visit her classroom once more 
before submitting his evaluation to his superior and the recommendation about whether she 
should be rehired. 

The following Monday he again visited Mrs. Stevens's class. There was little noticeable 
improvement in the class situation, and Mrs. Stevens seemed to be encountering her usual 
problems in carrying on class discussion. There was too much teacher lecturing, and student 
participation was limited to rote recitation. 

The principal knew he ought to say something to the teacher at the end of the period, but 
since he couldn't think of anything positive, he left without comment. He had decided that 
he would recommend Mrs. Stevens's contract not be renewed for the following year. There 
would, no doubt, be some unpleasantness in informing her of this decision, but a favorable 
recommendation from him at this time would grant tenure to the teacher. Once that happened, 
the principal would be stuck with her, and he was determined to avoid that kind of catastrophe. 

TEACHER EVALUATION FORM 

Below Average 	Average 	Above Average 

Personality 

Relationship with Others 
Students 
Parents 
Fellow Teachers 
Administrators 

Professional Interest 
and Attitudes 
Teaching Ability 

X 

X (not responsive 
to supervision) 
X (great difficulty 
in motivating students) 

X 
X 
X 
X 

Discipline 	 X (some problems 
in class 
management) 

The teacher's contract for next year is to be 	renewed 

X not renewed 

That afternoon he painstakingly completed the teacher evaluation form, noting Mrs. Stevens's 
inadequacies and concluding with a recommendation that her contract not be renewed. Then 
he put a note in the teacher's mailbox indicating that he would like to see her after school 
the following day to review his evaluation of her before forwarding it to the superintendent's 
office. 

At the scheduled time the following afternoon, the teacher and the principal met for the 
conference. She pointedly ignored his attempts to put her at ease, so he handed her the rating 
form and asked her to look it over. 
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The teacher looked at the rating form briefly and threw it back on the principal's desk, 
denouncing the evaluation as inaccurate and unfair. She exclaimed that she did not deserve the 
low ratings and that she was a much better teacher than the principal had indicated. Perhaps 
she had not done her best when he was in her classroom, but this was as much his fault as 
hers. The presence of anyone in the back of the room always upset her and also affected the 
behavior of her students. 

"Besides," the teacher went on, "what basis do you have for telling me what's wrong with 
my teaching! You've never taught my classes. You say that I need to motivate my students by 
involving them to a greater degree, but they are already involved as much as they can be. It's 
easy to say 'involve them more,' but you haven't ever offered any practical ideas on how to 
do it and neither has my supervisor. As far as I'm concerned, the supervision I've received has 
not been helpful. How can you say that I haven't been responsive to supervision? I haven't 
received any real supervision yet!" 

At that point the teacher stood up and walked to the door. "What you decide to do with this 
form is up to you. But I want you to know that I don't intend to take this kind of rating without 
a fight. It's not a fair evaluation, and if I do have problems, I certainly haven't received any 
help from you. It's the supervision in this school that has failed, not me. I'll take that issue to 
court, if necessary!" 

Suggested Learning Activities 

Analyze the Case 

1. What factors may be influencing the behavior of Mrs. Stevens and her class while the 
principal is conducting his classroom observations? 

2. What factors seem to be influencing the conclusions drawn by the principal, based on 
his classroom observations of Mrs. Stevens? What other kinds of conclusions could be 
drawn? 

3. Why did the principal's first conference with Mrs. Stevens seem to go poorly? How 
would you have handled the situation differently? What assumptions are you making? 

4. What are the strengths and weaknesses of the particular teacher evaluation form used 
in this case? 

5. What is your evaluation of the principal's rationale for not recommending renewal of 
Mrs. Stevens's contract? Considering the circumstances, what would you have done? 

6. In what way would you have approached the second conference with Mrs. Stevens 
differently? 

Discuss the Larger Issues 

1. What do you think is the likelihood that a teacher will be unaffected by a supervisor's 
presence in the classroom and that the supervisor will observe her as she typically 
behaves? 

2. What, if anything, can be done by a supervisor to obtain an accurate impression of 
how a teacher usually acts in a classroom situation? 
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3. What teacher characteristics and behaviors, if any, are known to be associated with 
teacher effectiveness and should be observable to a supervisor during class observation? 

4. What are the responsibilities of a principal for helping a teacher to become more 
effective? 

Be a Problem Solver The teacher has accused the principal in this case of failing to provide 
her with adequate supervision, and she has threatened to take the issue to court if the district 
fails to rehire her. As the principal in the situation, what would be your response to the accusa-
tion and the threat? 

Test Your Solution To test your proposed plan of action for dealing with the problem pre-
sented at the end of the case, create and role-play one or more of the following situations in 
class: 

1. Continue the conference between the principal and the teacher. 

2. Conduct a meeting between the building representative for the teachers and the 
principal. 

3. Have the teacher's attorney call the principal on the telephone. 

4. Have the superintendent call the principal. 

5. Role-play any other situation that would provide feedback on the strengths and weak-
nesses of your proposed solution. 

Investigate Further 

1. What are the characteristics and format of the teacher evaluation form used in your 
district? 

2. What is the school board and administrative policy in your district in regard to class-
room visitation and to teacher supervision and evaluation? 

3. Determine whether there are state laws or court decisions that would have a bearing 
on whether the teacher in this case could be legally dismissed in your district. 

29 

FACULTY SLOWDOWN 

CITY COUNCIL CUTS SCHOOL DISTRICT'S BUDGET 

Class Sizes Will Have to Go Up, Says Superintendent 

The headlines in the local paper highlighted the problem for Skyline School District. The 
superintendent and the school board had tried valiantly to keep the budget down this year, 
recognizing that the city was determined to hold the line against any tax increase. The attempt 
to economize had failed to overcome the costs of inflation, building modifications, and higher 
salaries negotiated by teachers earlier in the year. 

Ultimately there had been no alternative for the school district except to submit an 
increased school budget, but, in the face of a threatened taxpayers' revolt, the city council 
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had felt that it had no choice except to cut the budget. After the council meeting, the super-
intendent was quoted in the newspaper as saying that because of the budget cuts, the district 
would probably have to lay off teachers and, as a result, class sizes would be larger in the fall. 

The following Monday, acting on the recommendation of the superintendent, the school 
board voted to eliminate several major items in the budget, including salaries for several 
teachers who were to be notified that they were no longer needed. 

Several days later the newspaper printed an open letter from the local teachers' association 
to the superintendent of schools: 

We, the teachers, are appalled by the recent action taken by the city council and share your con-
cern about its effects on the educational program of our school district. We deplore your recom-
mendation and the school board's action to cut the budget and to lay off teachers. 

As you have publicly admitted, the result will be increased class sizes. We recognize that 
the city, in effect, forced you into this untenable position. But the teachers of this district want 
to make it perfectly clear that we may have no alternative other than to cut back on profes-
sional services. We feel that the teacher-pupil ratio is already too high, and, if it is increased, 
teachers will find it impossible to carry out many of the activities that contribute to quality 
education. 

The teachers of this district should not and cannot be expected to provide the same level of 
professional services in the future that would be possible if class sizes were lower. It is impos-
sible to say at this time exactly which services may be affected, but unwieldy class sizes will 

inevitably curtail the teachers' ability to conduct courses as they would like. 

Surprisingly, the public's reaction to the teachers' letter was minimal. 
During the next month the superintendent made several attempts to ascertain the precise 

nature of the implications in the letter. The representatives of the teachers' association refused 
to elaborate, indicating only that several possibilities were being considered. 

The following September, school opened smoothly, in spite of the increased number of 
students. Classes were larger and teacher complaints were heard, but there was no evidence 
of a cutback in teacher services. By the end of the second week, classes were proceeding as 
usual, and the central administration and school board began to relax, unaware that a problem 
was starting to develop at Jefferson School. 

On Tuesday a parent called the principal to report that her son's teacher was not correct-
ing all the written work that the students had been assigned. The parent had previously com-
plained to the teacher but had received no satisfaction. The teacher had said that, as a result 
of the heavier workload created by larger classes, it would be impossible to correct all the 
written work, and that less would be assigned during the year. The parent had not wanted to 
become involved in an argument with the teacher, but now wanted to know what the school 
was going to do about the problem. The principal replied that he would talk to the teacher and 
"try to straighten things out." After school he met with the teacher, Mr. Sullivan, and related 
the parent's complaint to him. When the principal asked whether the allegation was true, the 
teacher admitted it at once. He took the position that his heavier workload had made it impos-
sible for him to do the job that he wanted to, and added that he was not alone in this regard. 
All the teachers had decided that their larger classes prevented them from maintaining their 
usual professional standards. The administration should understand that this was not a con-
dition for which the teachers were responsible, and they deplored its effects. But correcting 
homework was a tremendously time-consuming task, and, with the additional students, there 
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was really no other choice than to assign less written work and to spot-check the completed 
assignments. 

The principal thought to himself that at one time he would have been flabbergasted by 
such an attitude. Now he merely wondered wearily whatever had happened to the dedicated 
teacher who placed the education of his or her students and their needs before his or her own. 
The principal recognized the additional burden that larger classes placed on a teacher's work-
load, but what could a principal—or, for that matter, the superintendent—do about that now? 
The city council had already established the amount to be spent by the schools, and everyone 
would simply have to work a little harder. It was unfortunate, but the problem wouldn't be 
solved by people refusing to meet the challenge! 

The principal decided that in his present frame of mind, it would be better not to say 
anything at the moment to the teacher. Moreover, he wasn't sure about the extent of his own 
authority in the event that Mr. Sullivan should adamantly refuse to correct any additional 
papers. So he told the teacher that he was disappointed with his attitude and that the issue 
would have to be referred to the central office. 

After Mr. Sullivan left, the principal called the superintendent and informed him of the 
recent developments. The superintendent seemed upset and was quite critical of the teachers. 
He pointed out that if they had not been so insistent on higher salaries this year, the district 
probably could have afforded to hire more teachers, and class size would not have become a 
problem. He was not sure what the principal should do—particularly if the teachers should 
refuse to carry out aspects of their normal teaching assignment. He would have to return a call 
to the principal later. 

By the end of the week the principal had not heard from the superintendent. In Friday's 
afternoon mail, however, a letter arrived from the superintendent. 

I am sorry to be so long in responding, but the problem at your school has caused us a great 
deal of concern. Your situation has been discussed informally with members of the school 
board, and we at the central office have concluded that the teachers in your school are engaged 
in an unprofessional and unethical slowdown that can in no way be justified by the current 
class sizes. 

To be quite frank, we are uncertain about the legal remedies available to the school district 
if your teachers do not desist from their present course of action. Nevertheless, we would 
encourage you to exercise whatever influence and leadership you can exert on these teachers 
to make them "see the light." It should be emphasized that your efforts in this regard are par-
ticularly important. We have heard that if the teachers at your school are successful, the prac-
tice of cutting back on assigning and correcting student work may spread to other schools. All 
of us must do everything we can to prevent that from happening. 

In closing, may I suggest that you exercise great care not to stir up the teachers. They are 
very unhappy about the higher class sizes as well as some of the other effects of necessary 
budget cuts. If the situation becomes greatly exacerbated, they could stage a walkout. Obvi-
ously, we don't want that to happen! 

Do the best you can and keep us posted on developments. 

Sincerely, 
Malcom Lewis 
Superintendent of Schools 
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Suggested Learning Activities 

Analyze the Case 

1. What action, if any, should have been taken by the school administration when the 
local teachers' association publicly criticized the administration and the school 
board? 

2. What is your evaluation of the position taken by Mr. Sullivan in his conference with 
the principal? In what way would you have acted differently, if you had been the prin-
cipal, during the conference with Mr. Sullivan? What assumptions are you making? 

3. What might be some of the reasons the superintendent responded in the way he did to 
the principal's request for assistance? 

Discuss the Larger Issues 

1. Should a teachers' association—or an individual teacher, counselor, or administrator—
take a public stand that may be critical of certain actions by the administration and the 
school board? 

2. Under what set of circumstances, if any, is a work slowdown a legitimate tactic by an 
individual school employee or a teachers' organization? 

3. Administratively, who should have the primary responsibility for solving the main 
problem described in this case? Why? 

Be a Problem Solver The superintendent has encouraged the principal to exercise his 
influence on the teachers to make them "see the light" but not to "stir them up." If you were 
the principal, how would you handle this situation? Outline the steps you would take and 
the people you would involve. Utilize appropriate administrative and social science concepts 
from Part I of the text in planning and implementing your approach. 

Test Your Solution To test your proposed plan of action for dealing with the problem pre-
sented at the end of this case, create and role-play one or more of the following interactions 
in class: 

1. A telephone call between the principal and the parent who had previously called. 

2. Another meeting between the principal and Mr. Sullivan. 

3. A telephone call to the principal from a newspaper reporter. 

Investigate Further 

1. What is the school board policy in your district in regard to how much written work a 
teacher must assign and correct? 

2. What is the policy of your local teachers' association and that of the state and national 
teachers' associations on how much written work a teacher must assign and correct? 

3. What written statements and documents could you produce that could be used in court 
to support the position of the teachers or that of the administration on the issue of 
homework practices? 
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30 
DO WOMEN HAVE POWER? 

Mrs. Gazzlois is in her fourth year as assistant principal of instruction at Baytown High 
School. Three males act as assistants to the male principal. Their duties are discipline and 
school management. Prior to arriving at Baytown, Mrs. Gazzlois served as director for 
employee training with a regional utility company. Her business experience provided an 
abundance of opportunities to implement changes that improved human resources for a more 
efficient management style. 

Baytown High School is restructuring its management plan to empower teachers to partici- 
pate in shared decision making. The superintendent recognized Mrs. Gazzlois's abilities and 
desire to contribute to a quality school. Her business experience plus her interpersonal skills 
had made Mrs. Gazzlois the most desirable individual for transformational change at Baytown. 

During her employment at Baytown, Mrs. Gazzlois had maintained a positive attitude 
through difficult change implementations. She had diplomatically implemented business 
management procedures while instructing teachers in strategies to shift their paradigms 
toward connecting the classroom and workplace. Additionally, much of her attention was 
directed toward creating a cooperative administrative team with a twenty-first-century vision 
for educating students. This effort met with resistance as each of the male administrators prac-
ticed authoritative management. Mrs. Gazzlois was increasingly isolated from administrative 
decisions, causing numerous difficulties for her as the teachers began to exhibit a lack of trust 
and respect for her authority. 

The other administrators placed heavy emphasis on athletics and would very often pass 
many of their duties to Mrs. Gazzlois, claiming urgent needs elsewhere. Her attempts to 
confront those administrators concerning the situation were only ignored. She believed this 
situation to be one in which female administrators were looked upon by male colleagues as 
"no-power-allowed" employees. 

A recent incident occurred when the Baytown soccer team participated in the state tourna-
ment held two hours away. According to school board policy, the coach, players, and bus driver 
must return home following any defeat. Coach Waterman's team lost the semifinal game. After 
boarding the bus, the coach was adamant about seeing the final game, which would require 
an overnight stay. Coach Waterman's statement shocked the bus driver, Mr. Patrick, and the 
coach's assistant, who reminded Mr. Waterman of the school policy. 

After the final match, the team enjoyed dinner in a nearby restaurant. When all were 
boarded to depart, the bus would not start. Student cheers filled the air with shouts "overnight, 
overnight!" 

Mrs. Gazzlois, principal on duty at Baytown that night, received Mr. Patrick's call regard-
ing bus motor difficulty. She instructed him to have a mechanic check the bus, repair it, and 
return as soon as possible while she phoned the superintendent, principal, and parents. She 
requested that Mr. Patrick phone again with their expected time of arrival. 

The mechanical bus check revealed sugar in the gas tank. Again the team cheered "over-
night, overnight!" Mr. Patrick was assured the repair could be completed and the team would 
be on the road in a couple of hours. 

Coach Waterman phoned for a rental van for the evening, made overnight lodging arrange-
ments, and took his players to the final tournament game. 
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The next day Mrs. Gazzlois requested an administrative team meeting to discuss the inci-
dent. No meeting was held. A principal memorandum was placed in her mailbox stating the 
matter had been effectively managed and closed. 

Suggested Learning Activities 

Analyze the Case 

1. What was the principal's role in building an effective team to utilize Mrs. Gazzlois's 
strengths? 

2. Could the faculty have been involved in an effort to improve the situation of adminis-
trative division? 

Discuss the larger Issues 

1. Were there legal factors involved in Coach Waterman's decision? 

2. How could parents influence a coach's decision in future situations? 

3. How should the principal have acted in this situation? 

Be a Problem Solver Assuming you were the bus driver, what would you have done? What 
is sour position as to the legality involved in the situation? 

Test Your Solution To test your action plan, do the following: 

1. Role-play with your classmates the entire series of events. Develop a consensus for 
action. 

2. Conduct a meeting with the principals and superintendent. 

Investigate Further 

1. Review educational and business literature on team building. 

2. Determine rationale for decision making in these circumstances. 

31 
COLLABORATION WOES 

Longsworth Elementary School was widely recognized for its successful collaborative leader-
ship program. The School Leadership Team (SLT) was selected as a model for other schools 
in the district, encouraging them to develop improved communication, time management, and 
shared decision making. "High test scores are just one of the many positive outcomes schools 
can expect to see by using this approach," said the principal, Dr. Jewel Botts, whose collabora-
tive leadership style was well known and highly praised. She explained that the role of the rep-
resentative SLT committee was to provide consistent information and innovative ideas while 
ensuring that the entire staff was involved in making academic and financial decisions. In 
addition, staff needs and staff feedback were regularly brought to the committee's meetings. 
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Serving on the School Leadership Team was understandably a time-consuming task. 
Teachers were divided into grade level teams, and each team had an SLT representative. 
Wednesdays, at 7:50 A.M., the committee met in the principal's conference room. It was the 
team's job to follow up on previous ideas and plans while considering all new issues care-
fully and thoroughly. The tool of choice in seeking effective answers to school and academic 
issues was brainstorming. After extensive problem-solving discussion in the weekly meet-
ing, each team member was to share the information with the group he or she represented. 

These grade level groups were to meet every Thursday at 7:50 A.M. When there were deci-
sions to be made concerning the school and programming, each staff member had a vote and 
was encouraged to bring up other ideas and concerns. The members of SLT brought back to 
the committee all information, votes, problems, requests, and new issues. Exact note taking 
and follow-through were critical for the success of this collaborative approach. Additionally, 
the SLT members were to report all problems that had occurred within the group they rep-
resented. Most of the time, when the problems were small (like tardiness), the SLT leader 
handled it privately with that particular teacher. 

Because of this collaborative leadership style, faculty meetings were rare. Even some of 
the in-services were provided only to the SLT and then spiraled down to the grade level teams 
of teachers. Also, any teacher could request to attend an SLT meeting and present needs, 
requests, and information, which could assist the leaders and other staff members in reach-
ing a popular and beneficial decision. All budget decisions were handled through SLT, along 
with implementing instructional and motivational plans. Material distribution and discipline 
policy, clubs, enrichment activities, remediation programs, and academic unit planning all fell 
to these designated team leaders. 

Sometimes attendance at the SLT meetings was not at 100 percent, so every team had a 
substitute representative who could step in as the communicator. The only compensation for 
the vast amount of work required was a sense of pride, responsibility, and school leadership. 
If the member's attendance was consistent and prompt and if she or he contributed insightful 
feedback and ideas, this leadership role was stated positively in the end-of-year evaluation. 

The principal had no idea of the dissatisfaction, frustration, and negative attitudes that 
were brewing among the SLT members until the day that Shirley Rodgers, one of the teachers, 
came to her office to tell her how the SLT members were feeling. The complaints documented 
by Mrs. Rodgers included the following: 

Some teams left voting entirely up to the representative. 

• Several teams rarely met because the representative's notes were passed around. 

• The SLT leaders felt that more tasks were delegated to them as time passed. 

• A few representatives, including Principal Botts, dominated the decision-making process. 

• Many teachers considered the leaders to be pawns of the principal because the leaders 
were rarely switched year after year. 

• The SLT members were handpicked by the principal rather than selected by each team. 

• Teachers requesting admittance to the Wednesday meetings felt hesitant and intimidated. 

• Those teachers who were more adamant and convincing often received more money out 
of the school budget for supplies and programs. 

Dr. Botts was flabbergasted as she listened to the complaints. As principal, she had always 
envisioned her role during the team meetings to be that of a facilitator, cheerleader, or mediator. 
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She also knew that her responsibility was to make the team aware of the school and district poli-
cies and to make sure that the team stayed within those guidelines. 

Dr. Botts pondered the situation. She had never expected to hear these complaints. She 
found herself wondering whether Mrs. Rodgers was really in her office as a spokesperson for 
leaders and teachers or she simply wanted to be relieved of her own extra work, even though 
the collaborative leadership might be working well for most of the staff. In either case, it 
was clear that some genuine concerns needed to be addressed. It was time to evaluate and 
modify the widely recognized collaborative leadership model at Longsworth Elementary. 

Suggested Learning Activities 

Analyze the Case 

1. Prioritize the list of complaints given to the principal. 

2. What should be the role of each team leader? How can this role be consistent for every 
team? 

3. What concepts should Principal Botts use in resolving the negative feelings and mak-
ing the situation fair to all staff members? 

4. What steps can an administrator take to ward off collaboration problems? 

5. What are alternatives for improving the function of SLT? 

Discuss the Larger issues 

1. What steps should be taken to evaluate the effectiveness of a collaborative leader-
ship program? Who should be included in conducting the evaluation? How should the 
results be distributed? 

2. What are the positive and negative points in using a committee to communicate and 
make decisions? 

3. When leadership is shared, what role does the principal take in making sure the 
choices are effective and inspirational to both teachers and students? 

Be a Problem Solver Step into the shoes of Dr. Botts and write a description of how you 
would introduce to the staff the need for an evaluation of the School Leadership Team. Assum-
ing that the complaints in this case study turn out to be true, make plans for effective changes 
in utilizing the collaborative leadership team. You may wish to consider each complaint sepa-
rately or restructure the entire leadership system. Utilize social science and administrative 
concepts from Part Tin designing your approach to the problem. 

Test Your Solution To test some of your ideas for modification of the School Leadership 
Team, role-play one or more of the following situations in class: 

1. A meeting between the SLT members and Dr. Botts to discuss the needed changes, 
along with the fairest way to vote on the modifications and implement them. 

2. A conference between Dr. Botts and Mrs. Rodgers to clarify the documented complaints. 

3. A meeting between the superintendent and Dr. Botts concerning future improvements 
of Longsworth Elementary's collaborative leadership model program. 
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Investigate Further 

1. Describe an example of a collaborative leadership program utilized in your school district. 

2. How are shared leadership responsibilities evaluated in your district? How can staff dissatisfaction 

and complaints be monitored? 

3. Determine the criteria and process used to evaluate collaborative leadership in your school 

district. 
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CHAPTER 

12 
School—Community Relations 

The primary purpose of education in most societies is twofold: It perpetuates the culture 
and prepares students for productive adult roles. In the United States, the control over these 
aspects of acculturation has historically been vested by the state in local boards of education 
that are usually elected by their respective communities. 

Although the dominant orientation of many communities seems to be toward maintaining 
the status quo, some educators have introduced new ideas, materials, and approaches to learn-
ing that they feel will make the school more relevant to the needs of students and the larger 
society. These educators—teachers and administrators—believe that the primary purpose of 
the school is to stimulate students to become more independent, to think for themselves, and 
to assess their own values as well as those of the community. In the process of introducing 
change, they have, in many instances, challenged the norms of the local community or groups 
within the community, and conflict between the community and the school has frequently 
resulted. 

Although professional challenges to community norms represent one major source of 
potential school–community conflict, community challenges to professional norms have also 
tended to lead to friction between the school and its constituencies. In recent years many 
parents and community groups have grown increasingly dissatisfied with the effectiveness 
of school programs, achievements, and personnel. These individuals and groups reject the 
concept that the school board should have sole responsibility for the development of school 
policy and that other professionals in the school should be accountable only to each other 
and to the board of education. Such parents and community groups desire more meaningful 
involvement in the establishment and modification of school policies and in the evaluation 
of the extent to which the school and its personnel are meeting their responsibilities. These 
expectations represent a direct challenge to the professional norms of many educators and 
constitute a major source of school–community conflict. 

It should be noted that, paradoxically, in spite of the emphasis in the educational lit-
erature on the desire of citizens to become more involved in school affairs, administrators 
may encounter considerable apathy as well as interest when they try to increase commu-
nity involvement in the schools. An inescapable conclusion is that the task of maintaining 
and improving school–community relations is challenging and sometimes frustrating. Edu-
cators must be careful not to underestimate the importance of community relations in pub-
licly funded institutions. Newspapers, videos, local and national television, the Internet, and 
other information technologies create new opportunities for instant response to coverage of 
cataclysmic—and even embarrassing—events. Most of the cases presented in this chapter 
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illustrate the two main factors responsible for school-community conflict: professional chal-
lenges to the norms of the community and community challenges to the professional norms 
of the school. In addition, cases are included that focus on parental apathy, school public rela-
tions, and the recurring financial crisis in the schools. All the cases represent serious problems 
that, if not constructively addressed, could result in the deterioration of school-community 
relations. 

32 
CURRICULUM UNIT UPSETS PARENTS 

Placards and shouts greeted visitors to the city council meeting: "Clean up Morgan River!" 
"Vote funds for antipollution and beautification!" For the past two hours, students had been 
picketing near the entrance to City Hall, and now they moved inside the building as the meet-
ing of the city council began. 

The students, about two dozen of them, were from Morgan Falls School. They had come to 
protest the council's recent deletion of funds from the budget, funds that had earlier been ten-
tatively allotted for a cleanup and beautification project for the river that flowed near the city. 

The young people had carried on a local campaign for several months, stressing the poten-
tial of the river for recreation and scenic enjoyment. The local newspaper had supported their 
idea and had even printed pictures, which were found in the files, showing families swimming 
and boating in Morgan River 40 years ago. 

Although the students had managed to raise $975, the cost of the project to clean up the 
river far exceeded that sum. When they took the idea to the city council, the aldermen had 
initially responded favorably to their plans and included a large allocation in the proposed 
budget. Recently, however, a tight financial situation had developed, and at their last meeting 
the members of the city council had eliminated the item. 

As the mayor called for order, the student chants grew louder. Furious with what he felt 
was a deliberate disruption of the meeting, the mayor directed the guards to clear the building 
of all students. In the next moments bedlam broke out. Placards were thrown, there was much 
screaming and yelling, and finally several of the students had to be literally dragged from the 
building. 

That night the late television news carried a filmed report of the disruption at City Hall, 
followed by an editorial that was quite critical of the students' tactics. 

The next morning the school buzzed about the incident. Were the students justified in their 
use of such tactics? Should the school punish those who had actually been involved? There 
was considerable difference of opinion on these issues, and tempers flared more than once 
during the many informal discussions that took place in various parts of the building. 

At 1:00 P.M. the principal received a call from someone identifying herself as Mrs. Thompson. 
Was the principal aware that her son's teacher was actually instructing students in approaches 
to overthrowing the government and that most of the students involved in the previous night's 
disruption were in that teacher's class? 

The principal assured Mrs. Thompson that he was quite certain no one at his school was 
advocating that students overthrow anything. Yes, it was possible that some of the students at 
last night's meeting were from the same class, but he doubted whether that teacher could be 
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held responsible for the students' actions. Well, he would check into the matter and call her 
back if there appeared to be a problem. 

After school that day, the principal called to his office the teacher whom Mrs. Thompson 
had identified. The principal informed the teacher that a call had been received from a par-
ent who complained that her son and others were being taught radical methods of changing 
society. Was this true? 

The teacher responded by explaining that the whole question of how to achieve social 
change was a major issue with young people because there were many pressing problems 
needing solutions. It seemed to the teacher that the topic of how to deal with those problems 
and how to overcome resistance to change was important for students to learn about, so this 
year he had introduced a special unit on strategies for bringing about change. Obviously, 
many methods had been discussed with students, including tactics of confrontation and dis-
ruption. At no time had violent or extreme approaches been recommended as superior to 
peaceful means. Students had been told, though, that in some situations when everything else 
had failed, radical methods might represent their only viable recourse. Nevertheless, he had 
tried to emphasize to his class that his personal philosophy was that the critical point in a situ-
ation was a question of judgment and the individual's conscience. Each person would have to 
make that determination for him- or herself and live with the consequences. 

After the teacher finished his explanation, the principal didn't comment for a few moments. 
Then he said that he would have to talk with the teacher's subject matter supervisor before he 
could make a decision on what should be done about the situation. 

The following morning the principal didn't have a chance to see the district supervisor, 
but he continued to receive telephone calls from parents complaining about the students. Evi- 
dently, the news was out that a unit including the study of both violent and nonviolent means 
of bringing about change was being presented at Morgan Falls School, and that some of the 
young people who had been involved in the disruption at City Hall were from the class where 
the unit was being taught. The parents were very upset, and the principal was a little at a loss 
as to what to say to them. 

At 10:15 A.M. the superintendent also called to inquire about the situation, and although 
he appeared concerned about the lack of a decision from the principal on the problem, he 
refrained from giving any directive that the unit be abandoned. He did say his wife had men-
tioned that the whole matter was a primary topic of conversation where she worked. People 
generally seemed to be attributing the incident at the city council meeting to the school's unit 
on bringing about change. It appeared that a major controversy might be shaping up. 

The superintendent concluded the conversation by saying that he could appreciate the stu-
dents' and teacher's convictions about the role of the school, but they might have to reconsider 
their position on the issue if the community strongly objected. Until that time, the superinten-
dent wanted the principal to know that he would support the school 100 percent. 

After the principal put down the phone, he thought about what the superintendent had 
told him. It was clear that at least a certain segment of the public (how large, he couldn't be 
sure) was quite disturbed. In addition, there was now a measure of doubt in his own mind 
about whether the superintendent would support him and the teacher if the community outcry 
should reach the school board in the form of an organized protest against the school's curricu-
lum. There was little question that it was imperative to get together with the department head. 

Just then the phone rang again. It was the president of the school's parent group, who had 
been deluged with calls all day from parents wanting a special meeting to air their complaints 
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about the school's unit on change processes. The president suspected it might be a rather 
heated meeting, and there was a good possibility the press would attend, and perhaps several 
school board members. Should he go ahead and schedule the meeting? 

The principal didn't say anything immediately. He was thinking. The opposition had orga-
nized itself more rapidly than he had anticipated, and a strategy for dealing with the problem 
was badly needed. 

He informed the president of the parents' group that he would call him back in an hour. 
As the principal put down the phone, he thought to himself that regardless of what he did, 

he was going to make somebody very unhappy. 

Suggested Learning Activities 

Analyze the Case 

1. What, if anything, should or could the principal have done to prevent the student dem-
onstration from ever taking place? 

2. What action do you feel the principal should have taken in regard to the particular stu-
dents who had disrupted the city council meeting? 

3. What assumptions is the principal making in his response to the comments of: 

a. Mrs. Thompson? 

b. The teacher? 

How tenable are those assumptions? 

4. What is your evaluation of the superintendent's comments? What are their 
implications? 

Discuss the Larger Issues 

I. What is the responsibility of the school for preparing students to adjust to and/or 
change society and its institutions? 

2. What should be the attitude of the school toward students who go into society to carry 
out techniques of change they have learned in school? 

3. Do teachers have a right to discuss issues in class that may violate the customs or 
mores of the community? Or does the community have the right to determine the con-
tent of their children's education? 

Be a Problem Solver A large number of people are urging that an open meeting be held 
to discuss a recent community disturbance and its relationship to what has been taught by a 
social studies teacher. How should the situation be handled? 

Test Your Solution To test your proposed plan of action for dealing with the problem pre-
sented at the end of this case, create and role-play one or more of the following situations in 
class: 

1. A conference between the principal and the department head. 

2. A conference between the social studies teacher, his supervisor, and the principal. 
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3. The telephone call between the principal and the president of the school's parents' 
group. 

4. A general meeting among the principal, the supervisor, and the parents. 

5. Another phone call to the principal from the superintendent. 

Investigate Further 

1. What is the extent to which a teacher is legally liable for acts carried out by students in 
his or her class, that they have previously discussed in that teacher's class? What is the 
principal's or department head's liability for what their teachers teach? 

2. What is the policy in your district in regard to teaching controversial issues? 

3. May a teacher in your state be legally dismissed for teaching content that is strongly 
opposed by the community? 

33 
COMMUNICATION AND CONSTRUCTED REALITY 

Greenvalley is a high school with an enrollment of 2,700 students and a faculty of 250. 
Located in an exclusive suburb of a high-tech urban area, Greenvalley is capable of providing 
a variety of specialty courses to its students. The area is rich in cultural activities, with heavy 
emphasis on communications and media productions. Funding from the entertainment indus-
try is extremely generous, thereby providing numerous opportunities for students to obtain 
school-to-work learning and training. 

Mr. Avery is an accomplished instructor of film production at Greenvalley. He has been 
on staff for seven years, during which time he has established rapport within the school and 
community as well as having entrenched himself in the film production industry. Many of 
his former students as well as present ones are employed in the film production industry in 
the area. 

Mr. Avery assigns his students the task of photographing and producing a video each semes-
ter. Topics are assigned, but students are encouraged to be creative in their work. Recently, 
two students, Sam and Mary, opted to produce a video cooperatively. Their video, Preparing 
for a Day at School, presented footage of Mary brushing her teeth clad only in a bra and pant-
ies of matching black lace. Immediately Mr. Avery stopped the presentation and addressed the 
issue of appropriate footage. The students' reactions were mixed, with many stating it was 
creative while others stated it was risque and should not be aired. 

The class was dismissed with Mr. Avery retaining the video. The conversations were lively 
as the students departed for other classes and to assigned duties as assistants to the nurse and 
guidance counselors. Mr. Avery assumed that the issue was closed, but when he later checked 
his office in-basket for messages, he found a note from Mr. Blake, the department chairperson, 
stating he would like to view the video with him. During planning time, the two viewed 
the video when Mrs. Ellis, a retired English teacher, entered the viewing studio and recog-
nized the students on the film. Immediately she reported to the principal that Mr. Avery and 
Mr. Blake were viewing pornographic films they had made of their students. Mrs. Leers, the 
young principal, was scheduled to board a flight in less than one hour. Mrs. Ellis was assured 
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by Mrs. Leers that this matter would be addressed when she returned in three days; and given 
the reputation of Mr. Avery and Mr. Blake, she was confident that there would be a satisfac-
tory explanation for the film. 

As school closed, a local news reporter was in the student parking lot interviewing students 
concerning the video and Mr. Avery's type of assignments. Many students, some of whom 
did not study film production, reported that Mr. Avery often encouraged them to use sexu-
ally stimulating material in their photos. The reporter talked with Mr. Avery, who assured the 
news reporter that he did not promote child pornography and that the students were clearly 
instructed concerning the type of work he deemed appropriate. The next day's edition of 
the local newspaper featured this headline: "Greenvalley High Teacher Assigns Pornography 
Filming to Students." 

Immediately the chairman of the school board called for Mr. Avery's release from duty and 
the superintendent placed him on leave without pay. Three days later Mr. Avery's body was 
discovered in a local motel with the cause of death determined as suicide. His suicide note 
declared his innocence with an apology to his students and peers. 

Suggested Learning Activities 

Analyze the Case 

1. What details could Mr. Avery have addressed in making the students' filming 
assignment? 

2. As principal, how would you have handled the video of the girl brushing her teeth? 

3. Should the principal have managed Mrs. Ellis's message differently? If so, how? 

Discuss the larger Issues 

1. How much freedom should the media have in talking directly with students on school 
property concerning teacher evaluation of student materials? 

2. What role should other colleagues assume in such incidences as described in this case? 

Be a Problem Solver If you were principal in this situation, what would you do? What role 
could the guidance counselor and/or nurse have carried out assuming the student assistants 
had shared the video incident with them? Utilize appropriate administrative and social science 
strategies to implement your approach. 

Test Your Solution To test your proposed plan of action dealing with Mr. Avery, interview 
practicing administrators for their strategy to manage this incident and develop a consensus 
for an action plan. 

Investigate Further 

1. What is the board policy in your school division for dealing with sexually oriented 
(either intentional or unintentional) assignments given by a teacher? 

2. What is the crisis-management approach for teacher suicide offered by your system? 

3. What are the legal responsibilities for a job-related suicide? 
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34 

PARENTAL APATHY 

Mrs. Rose was a new assistant principal at John F. Kennedy School. She had just finished her 
final course work during the summer and had been looking forward to her new job. Now, four 
months after being on the job, she wasn't sure about some aspects of the situation. 

In summer school she had taken a course on school—community relations and had come 
away from the course convinced of the need for a comprehensive program of school—community 
relations, and with some ideas and considerable enthusiasm for getting something started. 
Certainly, it appeared, after only two months on the job, that her own school had a very lim-
ited program of contact or involvement with the parents and the larger community. For exam-
ple, there was no Parent Teacher Association (PTA) or parents' organization, and there was 
no parent newsletter sent home on a regular basis. There were also no advisory committees 
operating, although apparently there had been some parents' groups at one time or another. 

She had talked to her principal about her concerns and ideas, but she hadn't received much 
encouragement from him. The principal had taken the position that everything was going fine 
at the school and that the parents were better off left alone. He had informed her that he had 
felt differently when he first started in administration, but he had encountered a lot of parental 
apathy. Not many parents showed up for meetings, and when he had tried to solicit parent 
volunteers to work in the cafeteria, he had received a very poor response. The principal wasn't 
sure that parents really wanted to get involved, and if the school tried too hard to get them 
involved, that effort might just get them stirred up about something and they might be harder 
to handle. 

The principal had also asserted that he was in direct contact with the community and 
he felt, on the basis of the telephone calls he received and the parents he saw who came 
in for conferences, that he could sense the pulse of the community. His sense of the com-
munity was that people didn't want to be involved and they expected the educators to do 
the work. 

Mrs. Rose had been dismayed by the principal's comments, but while she didn't agree with 
his assessment of the situation, she had decided at that moment not to say anything. 

Later in another conference with the principal, she had again brought up the need for 
some type of parent involvement. To her surprise, the principal agreed, although with some 
ambivalence, to schedule a meeting to find out whether parents would even be interested 
in getting involved. He had made it clear, however, that he wasn't going to approve of any 
type of PTA. He might go along with the idea of a parents' advisory group, but nothing 
more. 

On Friday, an announcement was distributed to the students in their classrooms at the end 
of the day, and they were asked to give the following announcement to their parents: 

AN INVITATION TO PARENTS 

There will be a special meeting at the school a week from this coming Monday at 7:30 P.M., On 
parent involvement. If you are interested and can attend, please come to the auditorium by 7:30. 

The night of the meeting, eight parents showed up. In the back of the auditorium the prin-
cipal and Mrs. Rose were discussing whether to go ahead with the meeting, in light of the 
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low attendance. The principal was not in favor of proceeding with the meeting, given the poor 
turnout and the probable nonrepresentativeness of those who were present. 

Suggested Learning Activities 

Analyze the Case 

1. What is your assessment of the attitude initially expressed by the principal about 
school-community relations? How typical is that attitude? 

2. What, if anything, would you have done differently in the first conference with the 
principal if you had been the vice principal? How might the amount of your experi-
ence in the position and your gender influence the response you received? 

3. Evaluate the parents' invitation presented at the end of the case utilizing concepts of 
communication and school-community relations. Hypothesize as to why only eight 
parents attended the meeting. 

Discuss the Larger Issues 

1. What should be the main objective of school-community relations? What should be 
the role of the school, and what should be the role of the community? 

2. What are the implications of a limited program of parental involvement? 

3. What factors contribute to parents' apathy? What factors contribute to parental and 
community involvement, confidence, trust, and support of the school? 

Be a Problem Solver Assume that you are the vice principal of this school. Considering 
the circumstances described in this case, how do you propose to handle the situation? Utilize 
appropriate administrative and social science concepts from Part I of the text in planning and 
implementing your approach. 

Test Your Solution To test your proposed plan for dealing with the problems described in 
the case, create and role-play one or more of the following situations in class: 

1. The meeting on parental involvement attended by the eight parents, the principal, and 
vice principal. 

2. A conference between the principal and the vice principal. 

3. A new communication from the school to the parents. 

Investigate Further 

1. Ascertain the nature and scope of your school's community relations program. 

2. What is the evidence of the effectiveness of your school's community relations program? 
What are the attitudes of faculty, parents, and administrators toward the program? 

3. What are the roles of the administration, faculty, and parents in your school or district 
in developing and maintaining good school-community relations? 
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35 
WANTED: A PLAN FOR IMPROVING PARENTAL 
AND COMMUNITY INVOLVEMENT 

Tim Faust was leaving the central office where he had been meeting with Fred Thomas, the 
assistant superintendent. He was anxious to get back to his office and get some paperwork 
done before tonight's big game. As the principal of Tech High, one of his greatest accomplish-
ments had been to expand the sports program. The baseball team was playing in the division 
title game tonight, and he couldn't wait to see it. Suddenly, Mrs. Emma Sterret, superinten-
dent, called to him from her office doorway. "Timothy, come in here a minute, I have some-
thing I want you to see." 

Oh no, thought Tim, the superintendent was always thinking up new schemes to get herself 
in the paper or just to get recognized. She really seemed to be Out of touch with the schools, 
in her own world. Most everyone knew that Fred Thomas ran the show. The board just wanted 
Emma because her late husband, Bill, had worked for the state department of education. It 
seemed that Emma was always trying to outdo her husband's memory. 

Tim shuffled into Emma's office. 
"Oh, do sit down, Tim. I've got a real winner here!" 
"What's that Mrs. Sterret?" 
"Well, you know how the board has been pushing for more partnerships between the school 

and community, ever since that article in last month's paper about how Tech High parents 
want more say in the curriculum. Well, I've got the perfect plan. I just developed it yesterday. 
It's called CSP, community school partnerships. The idea is to partner teachers and staff with 
families within the community and arrange activities in which they can share. Of course, it 
would be mandatory for the teachers to. . ." 

"Wait, wait just a minute. Mrs. Sterret, that article you are referring to was an editorial by 
Jean Garvey. She is a past president of the PTA and was concerned that the present PTA has 
been spending too much time in its meetings on fund-raisers and not more important issues 
like this one. Plus, Mrs. Sterret, don't you think the recent successes of our athletic teams at 
Tech have brought the community and school closer? I mean the turnout for games has tripled 
and recognition has been statewide." 

"Yes, Tim, but you know how the board is. Education first! They want something on paper, 
Tim. Something that can be published and shared. We're not just a jock school, Tim. You have 
to remember that we need the association of all sorts of people, not just the parents who attend 
those games. We're trying to appeal to the right people." 

"But Mrs. Sterret, what does that mean, 'right people'? Parents have never been more 
involved or prouder of their school than they were last semester when our football team won 
the regional title. Remember the old-timers who chartered a bus just to go see the team? You 
know as well as I do that people balk at almost everything else we try when it comes to getting 
parents or anyone involved in school activities." 

"Now, Tim, that's not true. My last program, CPWS, community partnerships with schools, 
would have worked had you and Frederick gotten behind it." 

"Mrs. Sterret, we really tried.. 
"Tim, I mean to have this program implemented. So I suggest you look it over and suggest 

any modifications you feel will be of benefit." 
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Tim picked up the packet and stormed out of Emma's office. He had to see Fred right 
away. 

After a brief consultation with Fred, Tim decided to bite the bullet. He poured over the 
program while the game was playing. He watered it down as best he could and decided to hold 
it for a week, at least. Maybe by that time Emma Sterret would have forgotten or changed her 
mind about it. 

Suggested Learning Activities 

Analyze the Case 

1. Assess the relationship between the superintendent and the principal using the con-
cepts from Chapter 3, "Authority, Power, and Influence." 

2. Evaluate the arguments of both individuals using the concepts from Chapter 5, 
"Conflict Management." 

3. What do you think took place during the consultation between the principal and the 
assistant superintendent after the meeting with the superintendent? 

Discuss the Larger Issues 

1. Should the principal continue to patronize the superintendent? What other possibilities 
should be sought? 

2. What criteria and methods should be used to ascertain whether there is a need 
to improve school-community relations? What criteria and methods should be 
employed to evaluate the adequacy of a proposed improvement plan and its eventual 
implementation? 

3. What role should teachers, parents, and other members of the community play in 
developing and implementing a plan for improving school-community relations? 

Be a Problem Solver Assume that you are the principal and a week has gone by since your 
initial conference with the superintendent. She contacts you and instructs you to be in her 
office that afternoon with your suggestions. Review the program overview presented in the 
case and, utilizing the concepts in Chapter 7, "Change," modify her plan to reflect what you 
feel would be a successful program to increase parental involvement at your school. 

Test Your Solution To test your proposed plan for improving school-community relations 
for your school, create and role-play one or more of the following situations in class: 

1. An initial meeting between the principal and a committee appointed by the principal 
to help develop the plan. 

2. A meeting at which the principal and the planning committee decide on the adequacy 
of a plan that a subcommittee has developed. 

3. A meeting of the superintendent's cabinet at which you, as principal, present your 
school's plan. 
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Investigate Further 

1. Examine the educational literature on school—community relations to identify ele-
ments that should be included in a comprehensive, effective program of school—
community relations. What is the role of the principal and the superintendent in 
developing these elements? 

2. Ascertain what criteria and methods are used in your school and school district to 
monitor the effectiveness of school and district programs of school—community 
relations. 

3. Determine which schools in your district have effective programs of school—community 
relations. What factors contribute to their effectiveness? 

36 
THE SCHOOL-COMMUNITY WEB 

Ms. Cromwell, the principal of Progressive Middle School, was fortunate in her administra-
tive placement. For the last 10 years, Progressive had been characterized by extremely active 
parents and a vast array of community support. The school had effectively utilized over 100 
volunteers each year. Many local businesses offered support through guest speakers, facili-
ties, resources, and finances. Two local businesses participated at the "adopt-a-school" level. 
They provided academic assemblies, receptions, and monthly student birthday parties. School 
improvement surveys indicated that staff and parents were pleased with the level of open two-
way communication between the school and the community. 

The school district was also aware of the educational benefits of strong school—community 
relations and had prioritized this in the strategic plan adopted in September, listing enhanced 
school—community relations as one of the system's seven strategic goals. Principals were 
asked to submit plans to the central office by November, explaining how their schools intended 
to strive toward each of the seven goals. 

The community relations goal presented a challenge for Ms. Cromwell and the faculty of 
Progressive Middle School. There were already so many positive practices in place that it 
was hard to develop new ideas for improvement in that area. They analyzed aspects of their 
current practices: written and verbal communication, community meetings, PTA activities, 
invitations to school activities, participation in school events and programs, community out-
reach to the school, school outreach to the community, and student and staff participation in 
community events. Each of these efforts appeared optimal. Yet a plan for improvement still 
had to be submitted. 

Ms. Cromwell announced an open meeting of the advisory council, made up of parents, 
staff, administrators, and community leaders. She wanted to hear their suggestions. After 
much discussion the group came up with an idea that had not previously been explored. Per-
haps a school Web site, accessible by the community 24 hours a day, would enhance the 
already strong school—community relations. Furthermore, if the Web site offered an oppor-
tunity for visitor comments, more people could communicate with the school on their own 
schedule without having to leave their homes or call during work hours. The school secretary 



Chapter 12: School—Community Relations 	335 

could read the comments and suggestions daily and respond to those that requested response. 
In some cases, the secretary might need to consult a staff member, but the council felt the 
idea feasible and desirable. The committee was quite pleased with their suggestion. They 
saw it as a way to enhance school—community relations as outlined in the strategic plan while 
also addressing an additional area of concern: the implementation of technology in school 
programs. 

When the idea was presented by the committee chair at the following faculty meeting, the 
staff and administration agreed that this was a good plan for increased communication and 
awareness of school events. Some staff members immediately expressed enthusiasm over the 
opportunity it would provide for publicizing classroom activities. 

The Web site was developed and online within one month, and it provided an additional 
benefit that the committee did not foresee. The students enjoyed visiting the site and were 
excited to check it each week to see whether their class was mentioned. It became so popular 
that the computer resource teacher suggested that selected students begin to take part in modi-
fying the site each month. This relieved the workload of the technology faculty, encouraged 
computer exploration relative to the workforce, and excited students. Soon after this sugges-
tion a Web site team was formed. Membership was contingent upon teacher recommendation, 
and a number limit was set. The team collected information from throughout the building all 
week and worked after school each Wednesday to update the Web site. Parents, staff, and com-
munity members appreciated the creativity, knowledge, and ability of the students. When the 
students provided the Web site content, it covered more activities more effectively. No longer 
did the information have to come from teachers who might forget to submit activities. In addi-
tion, the Web site now focused on activities that the students, not the teachers, found beneficial. 

Ms. Cromwell had received various positive comments about the Web site and about pub-
licized events taking place at Progressive Middle. She was quite pleased with the reception. 
One particular Monday morning she received four telephone messages referencing the Web 
site. This was more response than typical for one morning. She guessed that there was an 
impressive display this week and completed her scheduled teacher observations before read-
ing the messages. Upon returning to her desk before lunch, she found three additional mes-
sages. This mandated a look at the site. At the site, Ms. Cromwell found photos of sexually 
inappropriate acts; worse yet, the faces of the participants had been digitally altered to depict 
faculty members. 

Suggested Learning Activities 

Analyze the Case 

1. Was the principal's decision to hold an open advisory meeting an appropriate measure 
for developing a plan to comply with the division strategic plan? 

2. Was the Web site suggestion an appropriate tool for accomplishing the objective of 
enhanced school—community relations? What are some other solutions that the com-
mittee (or principal) might have considered? 

3. To what extent should the principal have been more careful in monitoring the content 
of the Web site? 
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Discuss the Larger Issues 

I. To what extent should students be involved in the creation of publications concerning 
the school and school system? What role should students play in selecting the content 
of these publications? What role should faculty play in selecting the content of these 
publications? What role should the administration play? 

2. Should a school system be allowed to mandate areas for improvement in its individual 
schools? Should each school's centrally mandated goals be standard or individual? Is 
it professionally or morally satisfactory to have different standards in different atten-
dance zones? 

3. Does parent—community communication via the computer disregard important socio-
economic factors such as families who cannot afford or choose not to purchase a 
home computer? Should this be of concern? If so, how might the issue be remedied? 
What limitations are placed on this type of information when dissemnated in this 
manner? 

Be a Problem Solver After discovering the contents of the Web site, Ms. Cromwell is dis-
traught. She must notify central office, return the telephone calls of the seven parents, and 
change the contents of the Web page. Ms. Cromwell knows her community well enough to real-
ize that she will have to address the issue at an open meeting and create a plan for finding out 
who uploaded the inappropriate content and issuing consequences. In addition, Ms. Cromwell 
is concerned that her faculty members may be disgusted enough at some of the photos contain-
ing their faces that there could be legal issues to resolve. How can she accomplish these tasks 
in such a way that damage to the positive relationship between the school and community will 
be minimal? Please use social science and administrative concepts from Part I in your approach 
to these problems. 

Test Your Solution To test your proposed plan of action for this case study, role-play one or 
more of the following situations in class: 

1. The phone call to the central office explaining the situation. Include the response from 
the central office. 

2. A phone call to one of the seven community members who called about the Web site. 

3. The open community meeting in which the principal discusses the problem and her 
proposed solution. 

4. A meeting with pupil personnel staff who will recommend the consequences for the 
student or students who uploaded the material. 

5. The design meeting for the next Web site. Who is present? In what capacities? 

Investigate Further 

I. Does your school district mandate strategic objectives? If so, what are they? 

2. Does your school or district have a Web site? How often is it updated? Who updates it? 
What type of information does it provide? 
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3. Do parents in your community have access to computer communication with your 
building? If not, are any other means in place for after-hours communication? 

4. What efforts does your school put forth in the realm of parent-community relations? 
Is this out of educational need or mandate? Do parents and staff feel that these means 
are sufficient? 

5. What are your school district's policies on screening student publications? 

37 
DEVELOPING STUDENT TALENT 

Like most school districts, the Midtown School District serves students with varying abilities. 
Its goal of meeting the needs of all the students is known throughout the community and has 
been internalized by administration, staff, and parents. However, it is expensive to individual-
ize instruction and add programs as a response to addressing individual needs. Midtown's tax 
base is sufficient to continue current programs into the near future, but the limits of that tax 
base will be reached at some point. 

The school system is a fiscally dependent district, with the budget having to be approved 
by the school board and the city council. As the time for planning the school district's bud-
get draws closer, parents and community leaders convene to discuss what items should be 
included. A central office staff member is present at each of the formal meetings to inform the 
community of policies, practices, or legislation relevant to the discussions. 

The parents begin with a speech on how to discover and enhance various talents in the 
youth of Midtown. Some of the parents were aware of recent literature that pointed out the 
difference in traditional "gifted" programs and those that identify and encourage talents. They 
felt that the current gifted program offered limited domains for enrichment. The community 
leaders likewise expressed concern about the current level of service the schools were pro-
viding in areas beyond academics. Employers had found that many recent graduates dem-
onstrated academic knowledge but were lacking in other abilities and skills necessary in the 
workforce, especially creativity and problem solving. The parents felt that opening new areas 
of talent enhancement was the only way to provide "free and appropriate" education to stu-
dents who possessed the motivation, interest, ability, and commitment to discover their talents 
and develop their potential. It was the school's responsibility, these parents argued, to provide 
the identification, teaching, and enrichment experiences needed. The parents promised to do 
their part by providing a supportive home environment. 

Impressed by the level of research and preparation the core parent group had demonstrated, 
the central office staff member agreed with their thinking and acknowledged the need for such 
programs in the district. But his job was to insert financial reality into their thinking. Exactly 
what types of programs were they talking about? Were the facilities adequate to provide these 
services? How would these programs be staffed? Where was the line between public neces-
sity and educational luxury? How could the district finance these programs when so much 
money was earmarked for government-mandated individualized education programs for other 
students with special needs? He assured the parent-citizen group that he would share their 
ideas with the superintendent's staff and arrive at their next meeting with comments and data. 
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When the superintendent's staff heard about the citizen group's idea of further enhancing 
student lives and talents, they conceded the idea's merit. In fact, they found it exciting. Unfor-
tunately, the staff members did not foresee having the money or facilities to accomplish such 
a task. The school district had run into these budgetary concerns before. 

The superintendent recalled her last battle, which was to seek funding to hire more teach-
ers and reduce class size. She had presented her proposal and expected positive outcomes. But 
as soon as she had finished stating her proposal, a request for increased funding came from 
another source. The refuse collection department proposed an additional garbage collection 
each week. Representatives of the sanitation department had come well prepared to present 
their arguments, and they backed them up with photographs showing trash piling up in the 
streets. The proposed additional trash pickup carried the same price tag as reducing class sizes 
throughout the city, but the benefits would be immediately noticeable. 

"Needless to say," the superintendent reminded the staff, "our schools were cleaner, yet 
more crowded, the following year." She was aware that developing multiple talents would 
require multiple programs with specially trained staff. She had no hope of receiving the fund-
ing needed for such an extremely expensive proposal. The staff member from budgeting 
would have to share these constraints with the community group. 

At the next community meeting, the members of the parent—citizen group were clearly 
aware that their idea, however worthy, was being disregarded by the central office. Conse- 
quently, they decided to organize further. At the next school board meeting, the parents and 
community members arrived en masse with proposals for year-round after-school, weekend, 
and summer programs to help students develop their talents to the full. They urged that the 
services they deemed necessary be provided. Community members are willing to make con-
cessions, such as restructuring scheduling, in order to realize their goal, but they will not be 
pushed aside with a simple, "We can't afford it." 

Suggested Learning Activities 

Analyze the Case 

I. What should or could the central office staff member have done at the initial meeting 
to guide the discussion? 

2. If the superintendent backs the beliefs and assumptions of the proposal to develop pro-
grams for students with varying talents, how might she acquire funding? 

3. At what point are the needs of the students and the curriculum secondary to budgetary 
concerns? What are the principal's, superintendent's, and community members' roles 
in establishing budgetary limits? 

Discuss the Larger Issues 

1. What is the responsibility of the schools in providing enrichment instruction and 
activities in areas beyond the academic domain? For which students, if any, should 
these activities be offered? 

2. Are gifted and/or talented students entitled to the same additional funding for indi-
vidual instruction as students with academic disabilities? 
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3. What avenues should be explored for providing and/or funding additional programs in 
a school system? 

4. What problems does the school district face in getting its budget approved by the city 
council? 

Be a Problem Solver After the presentations and various editorials in the local paper, the 
school board realizes that the community is adamant about the need for talent enrichment 
programs throughout the division. In view of the community members' determination to have 
such programs, their willingness to cooperate with schedule changes to make such programs 
work, and their strong feelings about not being "pushed aside" because of budget consid-
erations, how could the situation be resolved? Utilize the social science and administrative 
concepts from Part I in approaching the problem. 

Test Your Solution To test your proposed plan of action for this program and funding issue, 
you and your colleagues should role-play the following situations: 

1. The superintendent as she writes a response to the parent editorials in the local 
newspaper. 

2. The school board and superintendent in their meeting on how to resolve the issue. 

3. The parents as they present their public proposal to the superintendent and school 
board. 

4. The city council and the superintendent presenting the proposal for programs to 
develop student talent. 

Investigate Further 

I. What funding sources are utilized in your school district? What percentage of the 
funding is acquired from each source? 

2. What percentage of your district's budget is used to fund special education programs, 
resources, and staff? How much of this is spent on gifted and talented programs? 

3. What resources and programs are available in your district for students with special 
talents? Are they available at the elementary and secondary level? How are students 
identified for these programs? 

38 

A NEW ROLE FOR THE PARENTS' ORGANIZATION 

The principal was concerned about the newly formed parents' organization. He had expe-
rienced mixed feelings about the group ever since last spring when the group members had 
decided to discontinue their affiliation with the national PTA and to function as an indepen-
dent organization. He personally felt that the PTA had been a positive force in education, and 
he had always known he could count on its support. He wasn't sure about the new organiza-
tion. When the newly formed parents' group had elected officers the previous spring, there 
had been considerable discussion about "parent participation" and "community involvement?' 
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The principal had had difficulty in assessing the rhetoric he had heard at the meeting because 
there didn't seem to be anything specific that parents were unhappy about other than their 
own alleged lack of involvement. Their attitude had puzzled him since he had always tried 
diligently to give his PTA an important role in the school program. For example, under his 
administration, the PTA had taken a greater part in the planning of the annual parents—staff 
picnic, had initiated parent—teacher conferences, and had helped in promoting a bond referen-
dum for an addition to the building. 

Although the principal didn't feel that the PTA should actually be involved in school deci-
sion making or the development of instructional or curricular policies, he did believe that they 
had an important role to play in supporting the school program: He only hoped that he could 
get the new group to accept this role. 

On Thursday the principal met in his office with the representatives of the new parents' 
organization. He had scheduled the meeting to discuss the annual back-to-school night pro-
gram that he had planned. 

After the usual exchange of amenities, the principal proceeded to review the way in which 
the back-to-school night had been presented in the past and finally concluded by asking for 
the parents' reactions. He didn't have to wait long. 

The president of the parents' group, a young attorney, responded that the officers, having 
already discussed the traditional program, had decided that a change was needed. Back-to-
school nights in the past had done little more than familiarize parents with their children's 
schedules and, in many instances, had confused parents rather than helped them to understand 
the educational process. 

This year, he said, the parents wanted to find out what was really going on in the classrooms. 
Specifically, they wanted the school to sponsor a series of back-to-school meetings focusing 
on one or two subjects each evening of the week and also teacher—parent conferences during 
American Education Week. Parents would be free to participate in any or all of the meetings, 
and the teachers would be responsible for making individual presentations on their respective 
evenings, as well as being available on the remaining evenings for parent—teacher conferences. 

At that point the principal attempted to raise a question, but the president ignored him and 
continued speaking. Beyond a new back-to-school night program, he stressed, the parents' 
organization wanted to become more involved in the decision- and policymaking processes 
of the school. Parents had an important stake in the quality of education offered to the stu-
dents and felt that they had something to contribute. In fact, parents believed that they should 
become equal partners with the school in deciding what was best for the children. He and the 
other parents recognized that the school board set the broad policies for the district, but they 
were convinced that the local parents' organization needed to play a greater role in developing 
and deciding on policies affecting their particular school. 

The president went on to explain that the officers had met the preceding week and had estab-
lished parents' committees on discipline, teacher performance, curriculum, and total school eval-
uation, which would meet regularly during the school year. The committees planned to observe 
conditions in the school; collect data from students, parents, and teachers; and issue policy state-
ments on the need for change. All the parents were hopeful that they could work cooperatively 
with the administration of the school and that they could count on the principal's support. 

The parents' proposal for greater involvement took the principal by surprise. He won-
dered why he hadn't been informed about the meeting the parents had held to establish those 
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committees. Wouldn't the new committees end up interfering with the normal operations of 
the school? Surely the parents must recognize that he was in favor of appropriate parental 
involvement and participation in school affairs. As principal, however, he was the one who 
would be held accountable if anything went wrong, and therefore, he must be the one to 
decide policy. Why couldn't these parents understand that and be satisfied with the role they 
had played in the past? 

Regardless of his personal feelings about the situation, the principal recognized he needed 
to respond to the parents in a way that would meet their concerns. The problem was how to 
accomplish this without upsetting the educational program of the school. 

Suggested [earning Activities 

Analyze the Case 

1. Why do you suppose that the principal in this case feels the way he does about what 
the role of a parent organization should be? 

2. How do you evaluate the leadership of the parents' organization? 

3. What questions do you feel the parents' recommendations raise? What are the merits 
of their recommendations? What personal and situational factors may be influencing 
your evaluation of the proposal? 

4. What barriers would have to be overcome before the parents' recommendations could 
be implemented by the school? 

Discuss the larger Issues 

I. What do you feel should be the role of the PTA or other parent groups in helping to 
improve education in the school? 

2. What might be the reason or reasons PTAs or other parent organizations are unwilling 
to play the limited role proposed by some administrators? 

3. What should be the role of the principal in regard to the PTA or parent organization? 
What should be the role of the faculty in relation to the PTA or parent organization? 

Be a Problem Solver The officers of a new parent organization have presented to the 
principal a rather extensive proposal for a different back-to-school night and for increased 
involvement in school affairs. As the principal in that situation, what would you do? What are 
the available alternatives? Utilize appropriate administrative and social science concepts in 
planning and implementing your approach. 

Test Your Solution To test your plan of action for dealing with the problem presented at the 
end of the case, create and role-play one or more of the following situations in class: 

1. Continuation of the meeting between the officers and the principal. 

2. A faculty meeting during which the principal explains the parents' proposals. 

3. A conference between the principal and the building representative for the teachers. 
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Investigate Further 

1. What is the role of the PTA or parent organization at your school? 

2. How do the principal, teachers, and parents at your school feel about the current role 

of the PTA? 

3. To what extent would certain school board policies restrict increased involvement by 

parents (or a parent organization) in your district? 

4. Are there any legal constraints on the role that can be played by a PTA or parent orga-

nization in your state? 

39 
HOW MUCH SHOULD PARENTS BE TOW? 

There was no longer any doubt. This was going to be a sticky issue! For some time, the super-
intendent had heard rumors that the South Side Parent Advisory Council was organizing a 
protest against the district's policy of denying public access to IQ and achievement test results. 
This morning he had received a letter from the group that revealed the nature of their concern. 
The communication was addressed "An Open Letter to the Superintendent of Schools and 
Members of the Board of Education from the South Side Parent Council." He read the letter 
again, slowly: 

We believe that the purpose of the school system should be to educate our children. At the pres-
ent time we have no satisfactory  way of knowing whether that goal is being effectively accom-
plished. Our contacts with the school and with other parents raise grave doubts about whether 
the needs of our children are being met. 

At present we lack the kind of information that would either confirm or alleviate our concern. 
We have asked our principal to provide us with the school's IQ and achievement test scores, but 
he has rejected our request because of "Board Policy." We therefore seek to have that policy 
changed so that our parent council can be provided with student IQ and achievement test scores 
that show: 

I. How our school compares with the other schools in the district, in terms of potential for 
learning (IQ) and actual accomplishment (achievement test scores). 

2. How teachers in the same subject area and grade level in our school compare with one 
another in terms of capitalizing on the potential learning ability of our children. 

There is much talk in education today about accountability. We believe that the school, in 
general, and each teacher, in particular, should be held accountable to the parents for making the 
most effective utilization of every child's potential for learning and growth. In order to evalu-
ate and ascertain whether that objective is being met, the Parent Council, which represents the 
South Side community, needs student IQ and achievement test results for every class and for the 
total school. 

In conclusion, we would like to point Out that the information we seek is in the public domain. 
The schools are public institutions and, therefore, have no right to maintain secret records. We do 
not ask for the identification of individual student names but rather the individual and class scores 
and averages for each teacher and for the total school, with data on how these scores compare 
with results in other situations. No teacher or administrator who is doing a good job need fear 
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public disclosure of this information. It is time for everyone in our community—including the 
policymakers—to become more concerned about whether the children of our school and of this 
school district are receiving the kind of quality education that they need and deserve. 

The superintendent sighed and put the letter down on his desk. It had been less than two 
years since he had urged the school board to establish parent advisory councils as a means of 
promoting greater community participation and involvement in the schools, particularly at the 
building level. The councils were designed to play strictly an advisory role to the principal and 
staff. But several of the groups had not been satisfied with limiting their role to that function, 
and many of the principals had mixed feelings about the whole idea of parent involvement in 
the school. It was interesting to note that the South Side parents' group had changed its title, 
removing the word "advisory" altogether; the parents now referred to themselves as the "Par-
ent Council." Judging from their letter, they planned to do more than just render advice! 

The superintendent decided that this was an issue that needed to be dealt with carefully. He 
knew that the president of the school board would probably be calling him later in the day for 
his tentative reactions to the letter. The superintendent wanted to be prepared. Whatever was 
decided in regard to the South Side group's request would not only carry implications for the 
other schools' treatment of test results but also might set a precedent for the future exercise 
of power by other parents' advisory councils. This would be an important decision, one that 
should be thoroughly discussed by all concerned. 

He called his secretary into the office and asked her to arrange a meeting at 1:30 that after-
noon with his administrative council and all the building principals. She was not to inform 
them of the nature of the meeting. 

At 1:30 P.M. the superintendent began the meeting promptly by reading the letter from the 
South Side Parent Council. Then he asked for reactions to the group's request for test infor-
mation, indicating that he wanted to hear the other administrators' ideas before he made any 
comments of his own. No one said anything at first, but finally the assistant superintendent 
spoke up. It seemed to him that the South Side parents had overstepped their bounds. They 
were not a school board, but only an advisory group, and were not authorized to receive test 
information. Beyond that, the school district had a long-standing policy of denying public 
access to test results. 

At that point the superintendent emphasized that the South Side Parent Council was recom-
mending a change in board policy and that its request for test information could not be turned 
down simply because it violated current policy. The issue was, what should the policy be? 

For the next two hours the different aspects of the issue were discussed, and tempers grew 
short as the arguments became heated. Most of the principals opposed the release of test infor-
mation that would permit comparison among schools. They felt the test scores could be misin-
terpreted, were not always reliable or valid, and could not possibly reflect the many intangible 
outcomes of education the school promoted and fostered. Several principals took the position 
that the tests, while not perfect, were perhaps the best available method for evaluating the 
schools' performance. If a particular test was not reliable or valid for a school, then another 
test should be secured. Although it was true that the achievement tests did not measure all 
the schools' outcome, that limitation should not be used as an argument against allowing the 
public to evaluate the measurable aspects of the program. 

"How about the parents' request that test information be released about classes of the indi-
vidual teachers?" the assistant superintendent asked. 
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On this point there was general agreement. Almost no one felt that it would be a good idea 
to release either IQ or achievement test scores for individual teachers' classes, particularly if 
that procedure would allow parents to make comparisons among teachers. The consensus was 
that parents would use this information to try to evaluate their children's teachers, and this 
could stir up trouble. Besides, parents were not qualified to evaluate teachers. This was the 
responsibility of the school system. 

"Then how can parents assure themselves that an individual teacher is doing a good job?" 
the guidance director inquired. 

"They can ask us!" one of the principals immediately responded, and the rest nodded in 
agreement. "The principal is accountable for what goes on in the building, and if a teacher 
isn't doing a good job, then it's the responsibility of the building administrator to take 
action. Of course, this can't be done on the basis of some emotional complaint or personal 
animosity—there has to be evidence that the teacher is not doing a good job. The teacher 
associations and the courts can make it tough to get rid of teachers these days, particularly 
if they're on tenure." 

It was growing late and the superintendent thought it was time to end the meeting. He 
indicated it was his impression that, with perhaps a few exceptions, the administrators were 
opposed to any change of board policy in regard to disclosing test results. He personally 
agreed with that opinion and felt the school board was the only group that represented the 
public and that should have access to IQ and achievement test information. Test scores could 
easily be misinterpreted if they fell into the wrong hands, and they should not be used for 
comparing individual schools anyway—certainly not for evaluating the teachers within a 
school! In essence then, this would be his recommendation to the school board. 

That evening Mr. Wilcox, the president of the school board, called the superintendent. 
Mr. Wilcox was concerned about the letter from the South Side parent group and wanted to 
know how the superintendent felt about the request. 

The superintendent described his meeting with the administrative cabinet and the building 
principals, and said that the administration's recommendation would be to leave the board 
policy unchanged. A full report detailing the reasons for this position, as well as a proposal for 
a more structured role for the parental advisory councils, would be sent to all board members 
before the next meeting. 

Mr. Wilcox sounded relieved and agreed that this was probably the best way to handle the 
situation. He was not, however, looking forward to the next board meeting. 

The remainder of that week passed without incident. First-semester grades had been dis-
tributed, and the schools were closed for the semester break. The city paper carried a brief 
news item on the parents' request for a change in board policy, but the letter to the superin-
tendent and board members was not printed, nor did the paper take an editorial stand on the 
issue. 

The following Monday evening the school board held its regular meeting. It was custom-
ary for the board to allocate the first 15 minutes for receiving communications and ques-
tions from the floor. The superintendent had anticipated that a representative from the South 
Side Parent Council might be present and had advised Mr. Wilcox to expect some type of a 
statement. 

As the meeting was opened for questions and comments, a man jumped to his feet and 
requested recognition. He said he knew the school board had received a letter from the South 
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Side Parent Council and that the board would be interested in some additional information 
that had recently come to light. Would the board permit him to read a brief statement? 

Mr. Wilcox looked at the superintendent, but receiving no clear sign as to how to proceed, 
he indicated that the man should go ahead with his statement. 

The gentleman in the audience cleared his throat and then began to read from a rather 
crumpled piece of paper. "Last week the South Side Parent Council sent a letter to the superin-
tendent and the school board requesting a change in board policy in releasing IQ and achieve-
ment test results to the public. This weekend the council surveyed the South Side parents to 
ascertain the distribution of grades given by teachers for the first semester. Two facts were 
revealed as a result of our investigation: First, a large number of the students at South Side 
School, over 40 percent, received Ds or Fs; second, two teachers in particular failed about 
one-third of their students. These facts have dramatized the need for and have strengthened 
our determination to secure IQ and achievement test results for each teacher's classes and for 
the total school. What is needed is an accounting of who is failing—our kids or the school. We 
will not be satisfied with anything less!" 

As the speaker sat down, the superintendent looked over at the president of the school 
board and then out into the audience where the executive secretary of the teacher association 
sat. The secretary's face was livid; the school board president seemed worried. There was a 
murmur of voices from the audience. 

All eyes were now looking expectantly at the superintendent. 

Suggested Learning Activities 

Analyze the Case 

1. What action, if any, do you think the superintendent should have taken when he first 
began to hear "rumblings" about and from the South Side Parent Council? What 
should he have done after receiving the letter from the parents? 

2. What is your assessment of the different arguments advanced for and against the par-
ents' proposal during the superintendent's meeting with the administrators? What are 
some of the less obvious factors that may (even unconsciously) be affecting the think-
ing of the administrators about this proposal? 

3. In what ways would you have behaved differently than the superintendent did during 
the administrators' meeting or during the week prior to the school board meeting? 

Discuss the Larger Issues 

1. What do you think should be the role of parent advisory groups—for example, the 
Parent Council or the PTA—in the school system? Under what set of circumstances 
can parent advisory groups become quite powerful? How much power should they 
have? What aspects of the school's program should legitimately come under their 
review? 

2. Should each school or "cluster" of schools have its own school board, in addition to 
the city school board? What are the advantages and disadvantages of decentralized 
school boards? 
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3. Should the results from standardized tests be used to evaluate a school's program? An 
individual teacher? Can or should test results remain confidential within the school 
system? What are the advantages and disadvantages? 

4. How can parents and the larger community be assured that the school is doing a 
good job? Why are some people unwilling to accept the district's or the principal's 
word that the school is meeting the needs of their children? How can this situation be 
corrected? 

Be a Problem Solver It would appear at the end of this case that everyone is waiting for the 
superintendent to make the next move. If you were the superintendent, what would you do to 
solve the immediate problem? The long-range problem? 

Test Your Solution To test your plan of action for dealing with the problem presented at the 
end of the case, create and role-play one or more of the following situations in class: 

1. The continuation of the school board meeting. 

2. A meeting between the superintendent, the principal, and the South Side Parent 
Council. 

3. Any other situation that would provide feedback on the strengths and weaknesses of 
your proposed solution. 

Investigate Further 

1. Are there any legal constructs in your state that would restrict the public disclosure of 
IQ and achievement test information? 

2. What is your school board's policy on public disclosure of IQ and achievement test 
results? 

3. What would be the opinion of your superintendent, school principal, parents, and 
teachers on public disclosure of IQ and achievement test results? 

40 

ADMINISTRATOR—PRESS RELATIONS 

Bill Image, principal of Roseview School, was feeling frustrated. He had been trying to get 
in touch with a reporter, Miss Hardin, at the local newspaper, but after several weeks had 
not been successful. He had first written the reporter a letter inviting her and a photographer 
to attend and write a story on next month's school assembly program honoring the students 
who had achieved perfect attendance during the first semester, 10 percent of the student body. 
Since the reporter had not responded, he telephoned her several times, but she always seemed 
to be out of the office on assignment and never returned his phone messages. 

The principal was initially surprised by Miss Hardin's lack of responsiveness and later 
became annoyed by it. He could perhaps understand her behavior if he were frequently call-
ing her to cover school news and had worn out his welcome. But in the two years he had been 
principal of Roseview School, he had phoned her only once before, on some minor matter, 
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and even then she hadn't called back. In fact, he had never actually met the woman, although 
he had seen her a number of times at school board meetings he had attended. He had thought 
at the time that Miss Hardin seemed young, rather aggressive, and brash. Pretty, he conceded, 
but in a hard sort of way. Still, the reporter appeared to be bright, and the thought had occurred 
to him that he would need to be on his toes in dealing with her, or she might draw something 
out of him that would be better kept out of the newspapers. He felt that the papers tended to 
exaggerate and sensationalize things. Why couldn't they concentrate on reporting more of the 
good things happening in the schools, like this upcoming assembly program? 

The principal decided to try one more time to reach the reporter, and to his amazement, 
after only one ring of the phone, she was on the line. 

"Hello, Sylvia Hardin speaking. What can I do for you?" 
The principal cleared his throat. "Uh, this is Bill Image, Miss Hardin. As you probably 

know, I'm the principal at Roseview School, and—" 
"Who?" 
"It's Mr. Image," he repeated, "Principal at Roseview School." 
"Oh, yes. And what is it that I can help you with?" 
"Well, as you probably remember, I wrote to you two weeks ago and invited you to an 

assembly program we're holding to honor 10 percent of the students with perfect attendance 
for the first semester of the year." 

Hearing no response at the other end, he moved on quickly. "I know you've been busy, 
since you didn't answer my letter or phone calls, but could you find the time to cover this 
assembly program?" 

"Yes, I have been very busy, but I apologize for not returning your calls," the reporter 
acknowledged. "I guess I've been avoiding the need to respond to your invitation, but now 
that we're talking about the matter, I must tell you, quite honestly, that I don't think your 
assembly program is very newsworthy." 

The principal was taken aback. "Why not?" 
"Because it just isn't that unusual," Miss Hardin explained. "Oh, I know that it's nice 

to recognize the kids who have had perfect attendance. In fact, if you would send me their 
names, I'd try to get them mentioned in a future issue of the paper. However. . 

The principal interrupted. "But here is an opportunity for the press to show the community 
some of the good things that are happening in the schools, and I personally feel that there 
are a lot of good things happening at Roseview School that deserve publicity and that would 
improve people's perceptions of the school." 

Miss Hardin sighed audibly. "Really, Mr. Image, I don't care much about 'people's percep-
tions' of the school, but for the sake of discussion, what are these so-called good things?" 

Put on the spot, the principal hesitated, trying to think of some activities that this reporter 
would be impressed with. "Well, just recently we had our first semester's honor roll, and. 
and. . . well, there's some fantastic stuff being done in our art classes. This teacher has so 
much enthusiasm, she just keeps all the kids going. And.. . and. . ." 

The reporter interrupted. "That all sounds very worthwhile, but I'm not sure that it's news-
worthy. I am sorry, but I have an appointment I need to keep. Perhaps we could talk more 
later, if you would like. But for now, I must be on my way. It's been nice talking with you." 

After the reporter had hung up the phone, the principal slammed down his receiver, frus-
trated and somewhat angered by his conversation with the reporter. Why hadn't she answered 
his call when he initially telephoned her? And what did she mean, expressing skepticism 



348 	Part 11 Case Studies and Simulations 

about whether the school's assembly program and the art program were newsworthy. If per-
fect attendance for these kids wasn't newsworthy, then what was? He decided that it was 
futile to continue to get Miss Hardin to cover next month's assembly program. In fact, it was 
probably useless to talk with her anymore, since they obviously had such different points of 
view on what was newsworthy. His only hope was that maybe she would get transferred, or 
married, or something. 

For the next eight weeks Bill Image was busy with various aspects of developing the next 
year's class schedule and proposed budget, as well as a variety of tasks and problems that 
occupy a principal's time during the late winter–early spring months. In March the students 
took their competency tests, and by mid-May the results for Roseview School were returned 
to the principal. 

As Bill Image sat in his office, looking at the competency test results, he was initially 
surprised and then worried about the large number of students who had not passed the exami-
nation. At least it seemed to the principal that a larger number of students had failed than in 
previous years. It looked as if there was going to be a sizable number of students who would 
have to attend summer school this year, and if they still couldn't pass the competency test, 
they would have to be retained in the same grade for another year. 

The principal decided that he would present the overall results to the faculty before giving 
the bad news to individual students and parents so that the teachers could help cushion the 
blow for the failing students. Next Monday's regularly scheduled faculty meeting seemed to 
the principal like a good time to present the test results to the teachers. 

On the Tuesday following Monday's faculty meeting, the principal came back to his office 
after going out for lunch. On his desk he discovered a phone message from Miss Hardin, the 
local reporter. He asked his secretary whether she knew the nature of the call, but she indi-
cated that the reporter had declined to comment, saying only that it was urgent. 

The principal thought to himself that he wasn't aware of anything that was urgent—at 
least from his vantage point—and he had some other activities that he needed to pursue that 
afternoon. Besides, he wasn't sure that he wanted to talk with Miss Hardin, considering his 
last experience with her. He acknowledged to himself that he would probably have to talk 
with her sooner or later, but it would have to be later, when he might feel more like talking to 
a reporter. 

Pushing the phone message into his coat pocket, the principal informed his secretary 
that he was going to be working on the final details of next year's class schedule in a small 
unused room in a different part of the building, and he didn't want to be disturbed for any 
reason. 

The rest of the afternoon the principal worked on the next year's class schedule. When 
he returned to his office, he found several additional phone messages from Miss Hardin (all 
marked "urgent") and one telephone message from a gym equipment salesman who was 
responding to a letter from the principal. He knew that he should call Miss Hardin, but instead 
he added her recent phone messages to the one already in his pocket and then telephoned the 
gym equipment salesman instead. After a very pleasant conversation, which lasted longer 
than the principal had anticipated and resulted in a scheduled conference at the school with 
the salesman on Friday, the principal went home. 

That night, about seven o'clock, the principal answered his phone. It was the reporter. 
"Hello, this is Sylvia Hardin. Why haven't you answered my phone messages? I told your 

secretary that it was urgent that I talk with you." 
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The principal immediately felt a surge of irritation, which turned to apprehension after 
hearing the reporter speak. "Well, I... uh... well, 1. . . uh.. . was really busy this afternoon 
and uh... I, ah, planned to call you right away when I got to school tomorrow." 

"I can't wait until tomorrow" the reporter responded angrily. "I need some information 
now. I have heard from a reliable source that a large number of students at Roseview School 
flunked their competency tests. Is that true?" 

The principal hesitated. "Well, I, ah, I wouldn't necessarily say it was real large.. . but... 
anyway, I can't really discuss those test results because the test results of those students are, 
ah, confidential information." 

"What is confidential about them?" persisted the reporter. 
"They are confidential:" the principal explained, "because . . . that is . . . ah . . . ah 

personal information about a student that would be violating his or her privacy to discuss." 
"But I'm not asking you to tell me the test scores of individual students," the reporter 

shouted in an exasperated voice, "but only how many of them failed." 
The principal thought for a moment and then replied, "Well, ah, I don't see where that 

information will do anybody any good." His voice became stronger and more authoritative. 
"Besides, these test scores are a very complex matter, and I believe that unless someone has a 
really good understanding of all the complexities involved, he or she wouldn't know how to 
put them to proper use." 

"What complexities?" queried the reporter. 
"Well, ah . . ." the principal's voice began to falter, "ah, that's something that is a little 

hard to talk about on the phone. Ah, I really don't appreciate:' the principal's voice picked up 
strength again, "receiving a call like this at my home. Please call me tomorrow at school if 
you really need to talk to me further." The principal hung up the phone. 

The rest of the evening the principal fretted as he wondered whether he had handled the 
call from the reporter in the right way, and he worried about what he would do if she called 
him the next morning. What was he going to do? 

Early Wednesday morning the local newspaper was distributed to the community. In the 
second section was an article by Sylvia Hardin about the competency testing program. The 
article followed a heading that announced, "Principal Refuses to Answer Questions about Test 
Scores; Doesn't Think Information Would 'Do Anybody Any Good." 

When Mr. Image arrived at school, his secretary gave him two telephone messages about 
calls that had already come in. One was from the superintendent of schools; the other came from 
a reporter for a local television station who wanted to visit the school that morning to interview 
the principal. Both callers had asked that the principal return their calls as soon as possible. 

Suggested Learning Activities 

Analyze the Case 

1. Are there any steps that the principal should have taken to become acquainted with 
the reporter before calling her about school news? 

2. Evaluate the telephone dialogue between the principal and the reporter when he 
first talks with her. How would you have handled this conversation if you had been 
the principal? What should have been your goal or goals during this telephone 
conversation? 
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3. Assess the principal's decision-making behavior in regard to the way he handled the 
competency test results and the phone messages he received on Tuesday, following the 
faculty meeting on Monday. 

4. Evaluate the Tuesday evening telephone dialogue between the principal and the 
reporter. How would you have handled this conversation if you had been the principal? 
What should have been your goal or goals during the conversation? 

Discuss the Larger Issues 

1. What type of relationship should an administrator (principal or superintendent) try to 
develop with the press? How should an administrator go about developing that rela-
tionship? Be specific. 

2. What should be the role of teachers and other adults working at the school in school—
press relations? 

3. What should be a school's or a district's policy on disseminating and releasing infor-
mation to the press? On providing access by the press to the school building and its 
occupants? 

4. What are the responsibilities of a school district and of a news organization to provide 
in-service education to their personnel on how to function more effectively with each 
other? 

Be a Problem Solver Assume that you are the principal of this school (it is recognized that 
you probably would not have gotten into this much trouble). How would you respond to the cir-
cumstances that have developed, especially those at the end of the case study? Utilize appropriate 
administrative and social science concepts from Part I of the text in planning and implementing 
your approach. 

Test Your Solution To test your proposed plan for resolving the problems described in the 
case study, create and role-play one or more of the following situations in class: 

1. You as a principal make a telephone call to a reporter for the purpose of asking the 
latter to cover some aspect of the school program. 

2. You as a principal receive a call from a reporter who wants to ask you some ques-
tions about your school's competency test results. Set up another simulation in which 
a reporter leaves a telephone message at the school that he wants to talk to you about a 
"possible teacher drug problem" at the school. 

3. Handle a television reporter's request to come to the school during the noon hour to 
interview students on what they think about the competency testing program. 

Investigate Further 

1. Examine the educational literature to identify elements that should be included in apolicy 
on school—press relations and on the role of the administrator in dealing with the press. 

2. Ascertain and evaluate the nature of your school district's or school's policy on 
school—press relations. 
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3. Identify the role of the principal in your school district in regard to press relations. 

4. Determine what in-service education is provided to administrators in your school dis-
trict to help them with their role in school–press relations. Evaluate the adequacy of 
that in-service education and propose improvements. 

41 
PUBLIC RELATIONS: WHAT'S REALLY IMPORTANT? 

As the principal had anticipated, the first month of school had been hectic. In October he 
decided to send a letter home to parents and offer his impressions of the beginning weeks of 
the school year. 

He believed that school communication to the home was an essential public relations tech-
nique, and it was important for community support that parents be kept informed of all the 
good things happening. He further felt the news media tended to be too critical of education 
and that he had a responsibility to see that the parents received the true story about what was 
happening at school. 

For the next 20 minutes he thought about and wrote the letter that he wanted to send home 
to the parents. The message read as follows: 

Dear Parents: 

As you know, we are now in the second month of the school year and we are off to a tre-
mendously fine beginning. Although there were a few minor problems the first day—which, 
of course, could be expected—everything has been proceeding smoothly, and we expect a 
truly excellent year. We have an outstanding staff and, we believe, a truly exciting curriculum 
representing a wide diversity of enriching experiences for students with varying interests and 
aspirations. This year we have initiated several new educational thrusts that should offer a 
more multifaceted, individualized program for your children. I hope to have more to report to 
you later on these new educational ventures. I know that this coming year will be filled with 
countless new challenges for your children, and we are gratified to offer them so many learn-
ing opportunities. We have had your continuing support and trust in the past, and we hope that 
we can continue to receive it in the future. 

In closing, I would like to emphasize that my door is always open to you if you have a 
question or concern. I believe that this is a school about which you can truly be proud, and I 
would welcome the opportunity to talk with you at any time. 

Sincerely, 
Dr. William Kendall 

The letter to the parents looked fine to the principal. He instructed his secretary to have it 
typed and to make sufficient copies for distribution to the students at the end of the school day 
so that they could take it home. 
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During the time the principal had been working on his letter to the parents, a visitor had 
come to the school. The visitor, who supervised student teachers from the university, had not 
been to the school previously and mistakenly entered through the back of the building. Since 
he was early for his appointment with the student teacher, he decided to wait in the principal's 
office. Because it was not immediately clear how to get to the principal's office, he asked a 
couple of students, who merely giggled and shrugged their shoulders. Fortunately, the very 
next person he asked was a teacher who directed him to the principal's office on the other side 
of the building. 

As he proceeded toward the office, the supervisor couldn't help noticing how littered and 
messy the corridors appeared. He also noticed that the people in the halls—both students and 
teachers—didn't seem to pay much attention to him. They weren't exactly unfriendly, but 
they just seemed to ignore him. 

When the supervisor reached the principal's office, he took a seat in what appeared to be a 
general administrative office and reception area. He was going to tell anyone who asked that 
he was just waiting for his appointment with the student teacher, but no one asked. 

As the supervisor sat in the reception area, he observed the school secretaries at work. One 
of them answered the phone: "Lakeview School. What is it you want? No, he isn't here now. I 
don't know where he is. He probably will be back before very long." The supervisor watched 
the same secretary take another telephone call: "Lakeview School. What is it you want? No, 
he is in conference right now. I'm not sure when he will be done; can I have him call you? You 
will call some other time? All right." 

During the last telephone conversation, the supervisor noticed that a student had approached 
the counter and was waiting for someone to acknowledge him. At the end of the telephone 
conversation, the vice principal walked into the reception area and stood beside the student 
at the counter. When the secretary greeted the vice principal and asked if she could help him, 
the vice principal responded that the student had been there first. But before the student could 
say anything, the secretary said sharply, "Administrators always come first—students can be 
taken care of later:' and she proceeded to wait on the vice principal, who apparently agreed. 
The supervisor looked at the student for some reaction but the student seemed resigned to the 
matter. 

For the next 10 minutes, the supervisor continued to observe the secretaries at work and 
was struck by their casual, almost indifferent attitude toward the people who came into the 
reception area, particularly students. The supervisor wondered whether or not he should say 
anything to the principal, but decided not to pursue the matter. He remembered from talk-
ing previously to the student teacher at the university that she had felt the principal was very 
ego-involved with his school and seemed to have the attitude that everything was perfect at 
Lakeview. It didn't appear that it would do any good to talk to the principal. Still, it seemed 
that something should be done. 

Shortly after the first of the year, the principal, Dr. Kendall, suffered a heart attack and 
had to take a medical leave for the remainder of the school year. The vice principal of the 
school was appointed by the school district to be acting principal, and one of the teachers 
who had completed a master's degree in school administration was appointed acting assistant 
principal. 

In the latter part of January, the university supervisor who had visited the school earlier in 
the year was meeting for a conference with one of his student teachers at Lakeview. As long 
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as he was at the school, he decided that he might as well drop in on the acting principal and 
share some of his observations about the school. Perhaps the acting principal would be more 
interested in improving conditions. 

Suggested Learning Activities 

Analyze the Case 

1. What is your assessment of the principal's conception of public relations? 

2. Evaluate the principal's letter to the parents, utilizing concepts and principles of com-
munication and public relations. 

3. What factors may be negatively affecting the public relations of this school? How 
likely is it that the principal is aware of the factors? Why or why not? 

Discuss the Larger Issues 

1. What should be the main purpose and emphasis in a school's public relations 
program? 

2. How can the administration, faculty, students, and parents best contribute to these 
purposes? 

3. When does public relations become public manipulation? And by what criteria and 
methods should the public relations program of a school or district be evaluated? 

Be a Problem Solver Assume that you became the principal of this school in the middle of 
the year, and circumstances described in the case came to your attention. What would he your 
approach to dealing with this matter? Utilize appropriate administrative and social science 
concepts from Part I of the text in planning and implementing your approach. 

Test Your Solution To test your proposed plan for dealing with the problems described in 
the case, you and your colleagues should create and role-play one or more of the following 
situations. 

1. A faculty meeting 

2. A meeting with the secretaries 

3. A letter to parents 

Investigate Further 

1. What concept of public relations and its purpose do the administration, teachers, 
students, and parents in your school or school district hold? 

2. Describe the public relations program, including the role of the administrator and fac-
ulty, in your school or school district. How is this program evaluated? 

3. How effective is the public relations program in your school or school district? How 
reliable and valid are the data upon which judgments of effectiveness are made? 
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42 
CENSORSHIP OR PARENTS' RIGHTS? 

Something was obviously wrong with Barb Smith, a student in the fifth-period class at 
Whitecliff School. The teacher had noticed that the usually talkative girl was very quiet this 
week and had hardly participated in group discussion. The class had been studying Stephen 

Chbosky's The Perks of Being a Wallflower, and the teacher wondered momentarily whether 
Barb's reticence might be related to the book they were reading. He dismissed the possibil-
ity as he remembered the girl's initial enthusiasm when the class had chosen the book from 
several alternatives presented. Nevertheless, he decided that he should schedule a conference 
to see what was bothering her. 

After school he discovered that his first premonition had been correct. Barb informed him 
that she personally liked the book and agreed with what the teacher had said about the need to 
better understand adolescence. But when her father examined the novel, he had exploded and 
had refused to let her finish it. He had further forbidden her to participate in any class discus-
sions or to complete any assignments. Her father planned to get in touch with the school, but 
meanwhile he wanted her to be assigned another book. 

The teacher tried to explore with Barb her father's objections, but the girl seemed too 
embarrassed to discuss the matter further. She would say only that her father felt it was a 
"dirty book" and not something a girl should be allowed to read. The teacher wanted to ques-
tion Barb further, but he could see that she was becoming upset. So he told her not to worry 
about the situation and indicated he would try to work something out. 

Early the next morning the teacher met with the principal and presented the problem. The 
principal's initial reaction was one of concern, but he admitted he was unfamiliar with the 
book and could not recall why it had been originally selected. 

The teacher explained that this particular novel was being used because it depicted prob-
lems of adolescent children everywhere. The teacher had requested and received approval 
from Mr. Collins, his department head, to teach on an experimental basis a book on being on 
the brink of adulthood to one section of students. The teacher hoped that through class discus-
sion and study of The Perks of Being a Wallflower students would develop better coping skills 
for some of the problems of growing up. 

At that point the principal brought up the main objection by Barb's father. Was it a dirty 
book? The teacher vehemently rejected such a characterization and went on to strongly defend 
Brown's work as being exceptionally worthwhile. 

Finally the principal broke in on the teacher's somewhat lengthy and emotional defense of 
the book, pointing out that no one was questioning its literary merits. The issue was whether 
a school should—or even could—force a student to read a book that her parents strongly 
opposed. Besides, the principal went on to say, there was no reason another book couldn't be 
provided since only one student was involved. 

The teacher could hardly believe what he had heard and inwardly felt that the principal was 
taking the father's side, but, not wishing to antagonize his superior, he reluctantly agreed to 
provide the student with an alternate assignment. 

That evening the principal received two calls from parents who wanted him to know that 
an undesirable book had been made required reading for their children. Both callers were 



Chapter 12: School-Community Relations 	355 

very outspoken in demanding different assignments for their children and were critical of the 
principal for approving The Perks of Being a Wallflower for school use. They warned him that 
many other parents were also upset. The principal tried to discover the basis for their concern, 
but only one of the parents would comment, and she alluded to the presence of several sexual 
scenes in the book. She indicated that a number of parents were calling each other and that the 
matter had become an important issue in the community, even among parents whose children 
were not in that class. 

The principal felt very uncomfortable during both telephone conversations because he still 
had not read the book. Although quite reluctant to permit different student assignments with-
out first talking to the teacher, he finally conceded that the school would provide alternatives 
to the selection currently being studied. After finishing the telephone conversations, he made 
a mental note to talk to the teacher in the morning and to definitely get his hands on that book! 
Could it be as bad as those parents were suggesting? 

First thing the next day, the principal secured a copy of the book. As he read the novel, he 
did not feel that it was a dirty book, but he could see why some parents might be bothered. He 
decided he'd better send a note to the teacher describing the complaints he had received last 
night and the decision he had made to provide alternate assignments for two more students. 
He would be sure to emphasize that although future consideration might result in withdrawing 
the book from class study, its use for present class purposes was still approved. 

The teacher received the principal's message that afternoon and read it with mixed feel-
ings. He, too, had received calls from parents outraged about the book who had demanded its 
elimination from the curriculum, but he had responded negatively to their demands and was 
irritated that the principal had approved alternate assignments without first consulting him. 
He was concerned about what the principal might do if the objections grew or if a formal 
protest was made to the school board. He doubted whether the principal could stand up under 
that kind of pressure. 

On the other hand, the teacher was glad that the book would not be immediately withdrawn 
from his course. It was entirely possible that if the school held its ground, the book would 
ultimately gain greater acceptance. Just this morning several students had mentioned in class 
that their parents approved the book as a relevant and timely choice for student discussion. 
One boy said his father felt that it was about time the school began to deal with the vital issues 
facing the nation. 

In the meantime, though, the teacher was faced with the problem of making different class 
assignments for two additional students. What should he do about them? He decided that he 
would seek the advice of Mr. Collins, his department head. 

At that moment the principal was reading a copy of a letter that had been delivered to his 
office, although it was addressed to the superintendent and the school board. Apparently a 
copy had also been sent to the newspaper. The letter, signed by 33 individuals, read as follows: 

We, the undersigned, take extreme exception to the teaching of Stephen Chbosky's The Perks of 
Being a Wallflower at Whitecliff School. The book presents some of the worst aspects of grow-
ing up and does nothing to show students the more positive choices. 

It is clear from only a cursory reading of the novel that its author is a troublemaker who is 
trying to promote feelings of anxiety and guilt on the part of the white people about the blacks' 
problems. 
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In addition, we strongly object to the school's approval of a book that uses such foul lan-
guage and that depicts sexual activities in detail. We demand that this book be immediately 
eliminated from the school curriculum and from the required reading of any student at the 
school. It is time for someone in a position of authority to take a strong stand in support of 
those parents who want the school to become more responsible to the moral climate of our 
community. 

The principal slammed the letter on top of his desk. It was obvious that the problem was 
getting out of hand. No book was worth this much conflict or unfavorable publicity. He 
would simply withdraw the book. After all, the class had been studying it on an experimental 
basis, and clearly the experiment had failed; the community was not ready for this type of 
material. He decided to inform Mr. Collins, the department head, about his decision, and 
together they would explain to the teacher why it was not possible at this time to continue the 
study of the book. 

Just then the principal's secretary said that Mr. Collins wanted to talk with him for a few 
minutes. After Mr. Collins came into the office, the principal began to fill him in on the sit- 
uation. While the principal was speaking, the department head waited quietly with a very 
serious and determined expression on his face. When the principal finished explaining his 
position, Mr. Collins indicated that he had previously spoken with the teacher, and they had 
both decided against providing alternatives for the three students whose parents had objected 
to the original selection. 

The department head further informed the principal that the entire department believed 
that the school, and particularly the administration, should take a very strong stand in support 
of the study of The Perks of Being a Wallflower The department felt that the school should 
not allow a minority of parents to dictate to the teachers the books that could or could not be 
read in class. It seemed inevitable that once the minority had succeeded in imposing their will 
on the school, no teacher would be immune from their attacks. To withdraw the book now 
would be tantamount to surrendering to the minority, and his department had no intention of 
capitulating. "The real question," Mr. Collins said, "is, Who is running the school?" With that 
parting shot, the department head walked out. 

The principal sat down slowly. It looked as if he had a real school—community conflict on 
his hands. 

Suggested Learning Activities 

Analyze the Case 

1. What might account for the fact that the principal had not previously read the book in 
question and could not recall why it had been originally selected? 

2. What is your reaction to the reasons given by the teacher for studying The Perks of 
Being a Wallflower? 

3. What is your evaluation of the principal's actions in the following situations? 

a. His conference with the teacher. 

b. His telephone conversations with the two parents. 



Chapter 12: School—Community Relations 	357 

c. His memo to the teacher. 

d. His decision to withdraw the book. 

4. What is your assessment of the position taken by the English Department on the issue 
of using The Perks of Being a Wallflower? 

5. What are some of the factors that add to the complexity and difficulty of resolving the 
problems in this case? 

Discuss the Larger Issues 

1. To what extent should a teacher be influenced in the selection of class materials 
by the fact that they may conceivably disturb a number of parents? Under what 
set of circumstances (if any) should a school concede to parent or community 
objections? 

2. What role should parents and the larger community play in book selection or 
approval? What role should the faculty play? The principal? The central office? What 
criteria should determine the nature and extent of the responsibilities of each of 
these groups or individuals in book selection or approval? Who should have the final 
responsibility for approving a book for classroom or library use if there is objection to 
the selection? 

3. What should be included in a school policy statement covering the circumstances 
described in this case? Who should be involved in developing the statement? What 
difficulties might be encountered in applying such a policy to problems of the nature 
described in this case? 

Be a Problem Solver Assume that you are the principal and you are facing a situation 
entailing apparently growing parental objection to a book and potential faculty—community 
and faculty—administration conflict. What should be done to resolve these problems? What 
alternatives are available to you, and what factors will you need to take into consideration in 
solving the problems? Utilize appropriate administrative and social science concepts from 
Part I of the text in planning and implementing your approach. 

Test Your Solution To test your proposed plan of action for dealing with the problems 
presented at the end of the case, create and role-play one or more of the following situations 
in class: 

1. A telephone call to the principal from the superintendent, who reports that board 
members have received complaints about the book and would like to know what the 
principal is going to do about it. 

2. Another meeting between the principal and the teacher involved. 

3. A telephone call from a reporter for a national press dispatch who has gotten wind of 
the controversy and wants to know the details. 

4. A telephone call from an officer of the state civil liberties union who has been con-
tacted by a parent who fears that censorship may take place. 
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Investigate Further 

I What is your school's or district's written policy on teaching controversial literature? 

2. What legal precedents have been set in cases in which a parent has sought to remove a 
book from the curriculum or the library? 

3. How do administrators and teachers in your district feel about the right of parents to 
decide whether or not their children should be taught controversial material? 

43 
FINANCIAL CRISIS! 

The superintendent shuddered as he looked again at the sheets of figures spread across his 
desk. This was going to be a tough year financially for the school district. The mayor and sev- 
eral city council members had already publicly made a stand to hold the line on taxes. Flying 
in the face of that commitment were the cold facts: Proposed building operating costs were 
up, reflecting previously delayed expenditures, and the state legislature had reduced state aid. 

He thought back to previous years. The costs of education had been rising for some time, 
but in the past the PTA and other community groups had always campaigned for the budget 
while putting pressure on city hail for more money toward education. Now everyone seemed 
concerned about rising taxes, and there was not much outward support for the school. 

It seemed to the superintendent that people these days were more critical and demanding 
of education yet were unwilling to provide the necessary funds. He realized that part of the 
problem was the way in which education was financed, but what could he do about that? 

During the development of the budget the superintendent had instructed his staff and all 
the principals to cut proposed expenditures wherever possible and to recommend only items 
that a school absolutely needed. He had told them that the goal was to achieve a bare-bones 
budget. He knew that anything not absolutely essential for next year would eventually be cut 
by either the school board or the city council. 

The superintendent remembered that the principals had complained about his instructions. 
He could understand their feelings, since there was only so much that a principal could cut 
from the teachers' requests. He had been disappointed to hear through the grapevine that they 
felt he was sacrificing quality in education for economy. Well, maybe they were right. But 
what do you do when you face a fiscal crisis and an adamant city council? Do you fight? Do 
you compromise? Do you work for fiscal independence? Although the latter was a potentially 
viable alternative, it would certainly not solve the immediate problem. It was easy for the 
principals to talk—they didn't have the responsibility. Still, the superintendent knew that the 
principals had their troubles too, and they had to contend with their faculties when budget 
items were cut. There didn't seem to be any easy way out. He only hoped that next week's 
board meeting wouldn't go too badly. 

The following Monday the school board met to consider the budget. Represented at the 
special meeting were several taxpayers' groups and others who opposed raising the mill 
rate. There didn't seem to be anyone in the audience who in the past had been a "friend of 
the schools." 

As the meeting began, the questions started to flow. Why were teachers' salaries so high? 
Why not increase class sizes in order to save money? Why was so much money spent on 
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athletics? Why should items for teachers' professional improvement be paid by the public? 
Why couldn't a citizens' committee be established to examine more closely the rationale 
behind each budget item? 

These were difficult questions for the superintendent and his staff to answer. For exam-
ple, they were unable to prove that increasing class sizes would impair teacher effectiveness, 
although a logical case could be presented in that regard. But this year people simply were 
not satisfied with "explanations"—they wanted evidence. It wasn't so much that they were 
against education. Rather, they were determined to hold the line against any tax increase; a 
reduced school budget was necessary to achieve that end. Although the superintendent and the 
school board were sympathetic, they felt that to cut the budget further would result in signifi-
cant damage to the overall school program. 

As the last speaker finally finished at 11:30 P.M., the president of the board asked for a formal 
motion on the budget. It had been a long evening, full of heated and sometimes hostile discus-
sion. The superintendent was hopeful, however, that the school board would pass the budget as 
proposed. He had involved the members of the board in the budget process from the beginning, 
and they had considered every item. 

The board approved the budget, five to two, and the superintendent felt a momentary relief 
until he remembered the city council meeting scheduled to be held in two weeks. The budget 
would have to be sent to the council immediately for their consideration. 

During the next week the newspaper and the radio carried several editorials criticizing the 
school budget, particularly class sizes and the number of classes teachers taught. Letters to the 
editor also reflected concern about the tax money spent on athletics and other extracurricular 
activities. The major problem seemed to be that people were tired of raising taxes; they were 
not going to stand for another hike. Taxes were already at an all-time high, and the proposed 
school budget would raise the rate by 2.34 mills. 

Worried by the widespread community opposition to the budget, the superintendent arranged 
to speak to various PTAs and civic organizations. In these talks he repeatedly emphasized that 
the proposed budget represented essential items for the education of the children in the com-
munity and that further cuts would mean a curtailment in services. Although the audiences 
seemed to understand the rationale behind the budget, they continued to return to the point that 
property owners could not afford higher taxes. 

By the time the city council met on Monday, it was clear that a confrontation was inevi-
table. Long-suffering taxpayers, eager to express themselves, filled the council chambers. 
Speaker after speaker elaborated on the tax squeeze and denounced the "frills" of education. 
Throughout the evening, there were only sparsely sprinkled statements from citizens who 
favored meeting the schools' needs. 

Finally at 10:30 P.M. a formal motion was introduced to cut the school budget by 10 percent. 
After an hour of discussion, the president of the council called for a vote on the motion. The 
superintendent held his breath as the results were announced: The motion carried, nine to five; 
the school budget was cut 10 percent. The school board was to determine where the specific 
cuts would be made. 

Afterward, completely disheartened by the action of the city council, the superintendent 
and his staff met for a brief time with the members of the school board. There would be a 
number of difficult decisions to be made. Educational priorities would have to be reexamined, 
and undoubtedly some services would have to be curtailed. Where should the cuts take place? 
What was essential to keep in the budget? The future of education in the district was at stake. 
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Suggested Learning Activities 

Analyze the Case 

1. Why do the superintendent and the building principals look at the budget in different 
ways? How can this difference in perception be narrowed? 

2. How would you assess the superintendent's preparation for the school board meeting 
on the budget? Were the questions asked at the meeting inquiries for which the super-
intendent should have possessed definitive answers? Why or why not? 

3. What additional steps could the superintendent have taken before the city council 
meeting to cope with the growing resistance of the community to the budget? 

Discuss the larger Issues 

I. In what ways is the school at least partially responsible for the deterioration or reduc-
tion of support by groups that have traditionally supported it? What can schools do to 
maintain the support of important community groups in the face of rising school costs? 

2. What do you feel is the "answer" to the financial problems faced by the schools? What 
problems or barriers would have to be overcome before any solution to the schools' 
financial problems could be successfully implemented? 

3. What can administrators, teachers, and parents do individually or collectively to bring 
about change in the way education is presently financed? 

Be a Problem Solver Assume that you are the superintendent and you must decide with your 
board how to cut the school budget by 10 percent. You have already eliminated every possible item 
that was not basic to the students' education. Now something essential will have to be curtailed 
or eliminated. How do you propose to solve this problem? Utilize appropriate administrative and 
social science concepts from Part I of the text in planning and implementing your approach. 

Test Your Solution To test your proposed plan of action for dealing with the problem pre-
sented at the end of the case, create and role-play one or more of the following situations in class: 

1. A call to the superintendent from a local reporter. 

2. A call from the representative of the local teachers' organization. 

3. A call from a parent who has heard that you may eliminate a program in which her 
daughter is enrolled for the following year. 

4. A meeting between the superintendent and the principals to cut the budget further. 

Investigate Further 

1. What types of public relations procedures have proved effective in averting commu-
nity resistance to greater school expenditures? 

2. What steps would be necessary in your state for a school board to obtain fiscal auton-
omy? What would be the advantages and disadvantages of such a move? From what 
individuals or groups would you be likely to obtain support? Resistance? 

3. What legal changes can be made to reduce the burden of school taxes on local prop-
erty owners? 
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44 
INTEGRATION: A NEW PROBLEM 

The state legislature, finally acting in response to the resegregation of the state's city schools, 
had enacted a law requiring metropolitan integration between large city school districts and 
the adjacent suburban school districts. The statute required busing some of the minority stu-
dents to the suburbs for their education and busing some of the White students to the large 
city school systems. The exact number of students to be bused and the procedure for selec-
tion were defined in a rather complicated formula that had a number of factors. The statute's 
main purpose was to integrate suburban schools to a much greater extent and to increase the 
number of White students attending city schools. The integration program, mandated by the 
legislature in February, was to begin in September, now only two months away. 

Bob Edwards, assistant principal at Pleasant View School in a suburban district, felt ambiva-
lent about the metropolitan integration. He really didn't think that busing was the answer to 
racial problems, and he wasn't looking forward to dealing with some of the discipline problems 
from the city school system. On the other hand, he felt that the White students in his school prob-
ably needed more exposure to minority students, and since metropolitan integration was now the 
law, he thought that it was important to do as good ajob with the integration program as possible. 

Edwards was concerned about his school's lack of planning and in-service preparation for 
the minority students. With the beginning of classes only two months away, nothing much had 
been done yet to get ready for the minority students, but he had tried to discuss his concerns 
with the principal who had minimized them. The principal's philosophy was that "students 
were students," and to make any special provisions for the minority transfer students would 
serve only to single them out and put the spotlight on them. The principal believed that it was 
better not to make any big deal about the transfer students, and then they would be more likely 
to fit in, just like any other students. 

The assistant principal was still concerned because of the negative attitudes of a number 
of students, teachers, and parents at Pleasant View and because of the very real adjustment 
problems that the minority transfer students were likely to encounter due to differences in the 
cultural background and lifestyle; but in light of the principal's stated philosophy, Edwards 
felt that his hands were tied. 

Suggested [earning Activities 

Analyze the Case 

1. What is your assessment of the assistant principal's thoughts regarding metropolitan 
integration? Are there any factors that may be important that he is not considering? 

2. Assume for the moment that the assistant principal's perception of the principal's posi-
tion on the minority transfer students is accurate. What is your assessment of the prin-
cipal's position? What assumptions is he making? 

Discuss the larger Issues 

1. What are the pros and cons of metropolitan integration? 

2. To what extent should educators attempt to promote metropolitan integration as a remedy 
to racial problems as contrasted with waiting for a court or a state legislature to require it? 
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3. What is the role of the school and, in particular, the school administration in planning 
for and implementing a program of metropolitan integration? What specific activities 
should be carried out? 

Be a Problem Solver Assume that you are the assistant principal in the case. How could 
you respond constructively to the problems presented? Utilize administrative and social sci-
ence concepts and principles in planning and implementing your problem-solving approach. 

Test Your Solution To test your proposed plan of action for dealing with the circumstances 
described in the case, create and role-play one or more of the following situations in class: 

I. A second conference between Mr. Edwards and his principal regarding the minority 
transfer students. 

2. A faculty meeting at which the principal has asked you to plan and present an 
ikn-service for the faculty in reference to the new minority transfer students. 

Investigate Further 

1. Is there any metropolitan integration in your area? If so, what is its extent? 

2. What is the attitude of administrators, teachers, parents, and students toward metro-
politan integration? 

3. Where metropolitan integration exists, what problems appear to be associated with it, 
and what approaches seem to be effective in dealing with these problems? 

45 

PARENTS CHALLENGE RACIAL DISPARITY 

Waterview is a metropolitan area with a population of over 200,000. The tourist industry is 
sizable, thereby stimulating the local government to market the city's tourist industry glob-
ally. Military installations and population heavily influence the area. The city's educational 
system is recognized nationally and often featured as a model. The local funding for schools 
is sizable because education is a high priority. The school population is made up of 15 percent 
African Americans, 5 percent other multicultural groups, and 80 percent Caucasians. 

A group of African American parents have formed the Forward Action Committee to chal-
lenge what they believe to be a disparity in the acknowledgment of African American students 
in the school district. Several of these parents filed complaints with the U.S. Department 
of Education's Office for Civil Rights. Committee members want the local school board to 
address their concerns. These parents express strong concern regarding the quality of educa-
tion their children receive; many believe that the educators do not embrace diversity and very 
often view African American children as monolithic. 

The committee would like the school district to address some of the following issues 
related to African American students: (1) the number suspended, (2) the number attending 
at-risk programs, (3) available opportunities for them at the magnet school, (4) the need for 
staff development on ethnic groups, and (5) the need to increase the multicultural popula-
tion in administration and education. Furthermore, the committee believes that much of the 
information required to address these issues is not computerized or recorded in a manner eas-
ily attainable. Hence the database is less than valid. 
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Although parents from several schools are members of the Forward Action Committee, a 
large majority has students in Viewside Middle School. One parent, Mrs. Timmes, became 
involved as a result of the manner in which her seventh-grade son was perceived. Sam 
Timmes was transferred to Viewside Middle School in November, at which time his grades 
began to decline. Mrs. Timmes stated that she had requested meetings with staff members in 
January because of her concerns that Sam was not doing well academically. She had realized 
that the more she interacted with the school staff, the more resistance she encountered. One 
teacher worked with her, but others contacted her for disciplinary reasons only. Finally, an 
administrator had questioned whether Sam was respectful at home; Mrs. Timmes thought that 
the administrator had seen this as a way Viewside School could refer Sam to an alternative 
program for students with behavioral problems. Mrs. Timmes had told the administrator that 
she believes Sam is only an immature 12-year-old and that African American parents are ste-
reotyped as not being interested in their children. This motivated her to join the action group. 

Sally L. Thompson, the young African American female principal at Viewside, says the 
problems at the school involve a very small number of parents among the large majority 
of African Americans enrolled at this particular middle school. She acknowledges the many 
activities at the school, which include an African American culture club, after-school tutoring, 
and multicultural field studies, show its commitment to diversity. She has met with the For-
ward Action Committee and expressed her feeling that "these students have been treated fairly 
and to make a federal case out of it goes beyond the bounds of reason." 

The school district is told that more parents plan to file complaints with the Office of Civil 
Rights and that they plan to hand out information pamphlets at several predominantly African 
American churches over the weekend. The local newspapers and television channels have 
covered the committee's work several times. 

Suggested [earning Activities 

Analyze the Case 

1. What do you think could be an appropriate strategy to handle the parents' initial 
complaints? 

2. Is there a data collection method that would enable you, as principal, to readily access 
the needed information to determine racial disparity of the type discussed in this case? 

3. Will the reactions of the Viewside Middle School principal establish positive negotiat-
ing strategies? If so, explain. 

4. Given the lengthy investigation process of complaints filed with the U.S. Department 
of Education Civil Rights Office, do you recognize methods that may be used to settle 
racial disparity on the local level? Describe. 

5. How could the principal and staff assist the superintendent and school board in the 
investigation of this case? 

Discuss the larger Issues 

1. Is this a matter to be taken to the church population? 

2. Should this issue be viewed as an impact on the city's global image? What might be 
some of the perceptions by other states and countries? Describe them. 

3. What positive impact could this issue have on the local school district? 
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Be a Problem Solver Evidently, this issue is going to be presented to the local school board 
and is already on the national agenda. As the principal, what steps would you take to prepare 

for the expected developments? 

Test Your Solution To test your action plan for addressing this issue, create and role-play 

one or more of the following situations in class: 

1. A meeting with the superintendent and all the principals in the district to determine a 

plan of action. 

2. A work session with the faculty to develop consensus on the issue of racial disparity in 

the school. 

Investigate Further 

How can faculty address this parental concern over racial disparity? 

2. How can local organizations such as the Chamber of Commerce and Tourist 
Bureau assist the schools in demonstrating the recognition of diverse cultures in the 
community? 
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CHAPTER 

Role and Organizational Problems 

Whether a school district is large or small, role and organizational problems arise. In some 
cases, the problems are due to personality or individual behavior. In other cases, the problems 
stem from lack of clarity in defining roles and responsibilities. Regardless of the root of a 
problem, administrators are almost certain to be involved. 

This chapter begins with in-basket exercises entitled "Principal's Midyear Problems and 
Priorities" and "Principal's End-of-the-Year Problems and Priorities." In these exercises the 
reader is asked to play the role of principal and assume the same characteristics of the school, 
school district, and community that were assumed for "The New Principal" in-basket exercise 
from Chapter 9. This second set of in-basket items arises during the middle of the year and the 
last month of the school year, and the principal is presented with a wide variety of problems and 
issues in the form of memos, telephone messages, notes, and so forth. Addressing these problems 
and issues effectively will require the appropriate use of many of the concepts presented in the 
first eight chapters of the book. 

Also included in this chapter are a number of case studies that focus on problems of role and 
organizational conflict. Because there are, of course, many different problems associated with 
role and organizational conflict, only a sampling of such problems is possible in this chapter. The 
case studies that are presented, however, should give the reader exposure to a number of represen-
tative problem situations that could develop during the career of an administrator or supervisor. 
By responding to the situations described in the case studies on the basis of careful analysis and 
appropriate utilization of the concepts in Part I of the book, the reader should develop increased 
effectiveness in preventing, dealing with, and resolving problems of this nature. 

46 
PRINCIPAUS MIDYEAR PROBLEMS AND PRIORITIES (IN-BASKET 
ACTIVITIES) 

Background 

You are Dr. Brown and are in your first year as principal of Kennedy School. 
It is the first week in December, and you have gone to the school on Saturday morning to 

check your mail and telephone messages, having been out of town since Wednesday evening 
participating in an accreditation evaluation of another school. 

You are to assume the same characteristics of the social context of this situation, includ-
ing the nature of the school, the district, and the community, as assumed in responding to 

366 
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the in-basket items in Chapter 9. Any other additional information will be provided by the 
instructor or group leader, as appropriate. 

Instructions 

1. You will be given 90 minutes to read and take action on all the items presented fol-
lowing the instructions. You are not expected merely to describe what you would do 
but to do it. For example, if you decide to telephone a person or see someone for a con-
ference, then outline your objectives as well as the main points or questions that you 
would present. (Utilize relevant concepts from Part I of the text in your responses.) 

2. You may respond to the in-basket items in whatever sequence you prefer. You should 
first read all of them quickly. As you do so, indicate on a separate piece of paper in 
one of three columns whether a particular in-basket item represents (1) a high-priority, 
(2) a moderate-priority, or (3) a low-priority situation. 

3. Each in-basket item requires a separate action, which you should present on another 
sheet of paper, adding the identification number in the upper-left-hand corner of the 
in-basket item. If you understand all the instructions up to this point, you may begin 
now or when your instructor so indicates. 

IN-BASKET ITEM #1 

Confidential Note 

Dr. Brown: 

You were busy, and I have tried unsuccessfully several times to get in to see you, so I am 
writing you this note. As you know, I'm a conscientious member of this faculty, and I believe in 
change and innovation and all that "good stuff." I'm getting tired, however, of Bob Love's kids 
coming into my classroom all excited, some of them holding hands and others hugging each 
other. It takes me an extra 5-10 minutes just to get them settled down again whenever he has 
those kids doing certain exercises. I know Bob has introduced this unit on human relations and 
nonverbal communication, and I suppose it is a good unit, but he gets the kids all worked up. 

Is there anything you can do about this problem? Please don't use my name because I don't 
want to get in trouble with Bob. Also, as you know, he is very popular with the students and 
most of the faculty. 

Kay Stern 

IN-BASKET ITEM 72 

MEMO 

TO: 	Dr. Brown 
FROM: Tim Parker, Assistant Principal 

I have been thinking for some time about this idea and finally decided that I would propose it 
to you. As you know, we are presently developing an individualized education program (IEP) 
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for students with disabilities of one kind or another. What I would like to propose is that the 
teachers develop an IEP for each nondisabled student who is a chronic or serious discipline 
problem. 

These students are just as much in need of an IEP as the students with disabilities, and it 
would probably do more to improve their discipline behavior than anything that I could do out 
of my office. I know this would require the cooperation of the teachers, but I believe that with 
your leadership the idea can be sold to the faculty. Let me know what you think. 

IN-BASKET ITEM 4+3 

November 29 
Dear Dr. Brown: 

My purpose in writing this letter is to register a formal complaint about the fact that I am 
being left out of my daughter Valerie's education. As you may or may not know, I am divorced 
from Valerie's mother who, in a travesty of justice, was given custody of our daughter. At the 
present time the decision about custodianship is being appealed. In the meantime, I am also 
challenging the visitation access to my daughter provided by her mother. 

All of the preceding is by way of background. My specific complaints with the school are 
that I am not being informed by the school of my daughter's grades, nor am I being invited to 
parent-teacher conferences when they are held. Dr. Brown, I want you to know that I love my 
daughter dearly, and I know she loves me. I continue to be very interested in her education, 
and I would like you to rectify the present situation regarding communication about Valerie's 
grades and providing for participation in parent-teacher conferences. 

I look forward to your positive action at the earliest possible date. 

Sincerely, 
Anthony Springfield 

IN-BASKET ITEM #4 

MEMO 

TO: 	Dr. Brown 
FROM: Pat Concern, Counselor 

Dr. Brown, I have been giving a lot of thought to this, and I feel we need some sort of afaculty in-
service on AIDS and other sexually transmitted diseases, and ways of preventing them. I know in 
the health classes we try to address these problems for students, but we have never done anything 
for faculty. I don't know for sure that there is any specific need, but I have heard rumors, which 
of course I would never repeat. Anyway, I think we should do something in this area, and I know 
someone who would do a good job in presenting the in-service. May I contact him? 

IN-BASKET ITEM #5 

Dr. Brown, 

While you were gone, something happened that I thought you should know about. On Friday 
Mary Eager wore a button on her dress that says, "Sexism is a social disease." I didn't say 
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anything to her but I did overhear some students talking about it. What do you think we ought 
to do? 

Tim Parker, Assistant Principal 

IN-BASKET ITEM #6 

MEMO 

TO: 	Dr. Brown 
FROM: Cathy Collins 

As president of the Teachers' Association, I tend to be in close contact with the various con-
cerns expressed by the faculty, not only in our building but also in the district at large. The 
latest issue to surface is administrator evaluation. What many (if not most) of the teachers seem 
to want is the opportunity to evaluate or offer feedback to the administrators on their perfor-
mance. At this stage I don't believe there is any consensus on what form the evaluation of 
administrators would take, but it seems there is agreement that something should be done. 

Therefore, I have been asked to request that you add to the agenda for the next faculty 
meeting the topic of faculty evaluation of the administrators. 

IN-BASKET ITEM #7  

Telephone Message 

For: Dr. Brown 
From: Al Wood, Channel 12 
Time: Friday, 12:15 P.M. 

Please call as soon as possible, at 332-8562. I want to do a feature on at-risk students, and 
I have already obtained their parents' permission. 

IN-BASKET ITEM #8 

November 28 
Dear Dr. Brown: 

This is not an easy note to send you, and I wish I didn't have to, but I think you should know 
that one of your teachers, Mr. King, has AIDS. The reason I know this is that I have dated 
Mr. King and I recently was tested and found to have been infected with AIDS. I have con-
fronted Mr. King about this situation, but he doesn't want to talk about it. I am concerned that 
he may infect someone else at the school. I am writing this anonymously because I don't want 
any trouble. But I thought you should know about Mr. King. 

A Concerned Parent 

IN-BASKET ITEM 9 

Dr. Brown, I am afraid that we are going to have a problem on Monday. While you were gone, 
the clocks and the bell system got screwed up. The clocks aren't all on the same time, and the 
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bells aren't ringing at the right time. This all happened Friday afternoon, and Sam and I tried 
to get it fixed but nothing seemed to work. So I called the company late Friday to ask them to 
come in and fix it, but they said they couldn't send anyone until sometime Monday. I guess we 
will have to make the best of it until then. 

Al, Head Custodian 

IN-BASKET ITEM 10 

Dr. Brown— 
You may or may not know of me, but I teach a course on the principalship at the University. 
I have heard many positive things about you and your school, and I would like you to talk to 
my class next semester sometime on the topic of Instructional Leadership. 

Please let me know as soon as possible which week might be most convenient for you. My 
class meets on Wednesday evenings from 6:30 to 9:30 P.M. 

Sincerely, 
Thomas Sloan, Ph.D. 
Professor, Educational Leadership 

IN-BASKET ITEM #11 

Dr. Brown, something happened on Friday that I thought you should know about. Candy 
Williams fainted in the faculty lounge, and Mr. Parker gave her mouth-to-mouth resuscitation 
to revive her. I don't know much about it because I wasn't there. But I heard via the grapevine 
that Candy was embarrassed by the incident and that Wendy Stack tried to pull Mr. Parker 
away from Candy before he had finished reviving her. This is all probably very innocent. 
I thought you ought to know about the situation, just in case. 

Peg Albright 
Secretary 

IN-BASKET ITEM t12 

TO: 	All Principals 
FROM: Superintendent Ramirez 

I have just come from a conference with a group of parents who are concerned about improv-
ing school–home communications. One of their recommendations, which I strongly endorse 
and am directing you to implement beginning with a faculty meeting, is that teachers take 
the initiative to schedule a conference with any parents whose child is in danger of failing a 
course during any particular marking period. 

The conference should be held in sufficient time before grades are given so that the student 
would have a reasonable amount of time to improve the grade. I believe this procedure will 
greatly alleviate the concern of a number of parents who presently don't find out if their chil-
dren are failing until grades are sent home. 
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IN-BASKET ITEM #13 

Dr. Brown, while you were away on Friday, three kids showed up (two boys and a girl, who 
said they weren't related) who wanted to enroll here. I questioned them a bit because they 
looked really pathetic, with ratty-looking clothes and were generally unkempt. I found out 
that they are homeless, although they all apparently live in two old cars that are located within 
our school boundaries. I didn't know what to do, so I told them to come back before school 
begins on Monday, and you would meet with them. 

Peg Albright 

IN-BASKET ITEM #14 

Dr. Brown: 

I don't know whether I should tell you this or not, and Al wasn't sure either. But I talked to my 
wife, and she says that I should, before something gets very messy. Anyway, late Wednesday 
after the students and faculty had long left the building, I found a used condom in the faculty 
lounge. I didn't know what to do with it for sure, but I saved it in case you wanted it for evi-
dence or something. Al thinks it's two faculty members, but he really doesn't know anything. 
Please let me know as soon as possible what to do because I would like to get rid of it. 

Sam Clean, Custodian 

IN-BASKET ITEM #15 

November 30 
MEMO 

TO: 	Principals 
FROM: Assistant Superintendent Fong 

In the last meeting of the superintendent's cabinet, it was decided that this year the guidance 
counselors should be evaluated more formally and consistently. Because the district does not 
currently utilize a standard counselor evaluation instrument, we need to develop something 
defensible and useful. Please submit your ideas within two weeks on what should be included 
in such an evaluation instrument, the steps that should be followed in the evaluation process, 
who should be involved in the process, and so on. Once I have all your ideas, I will try to put 
together a model evaluation instrument and process for counselors and get your reactions to it 
before formal adoption by the district. 

IN-BASKET ITEM #16 

November 26 
Dear Dr. Brown: 

As you know, there is considerable discussion these days about abortion and use of contracep-
tives. Students are exposed almost daily to these ideas, and I know in the district's own health 
classes these topics are explored. 
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What my group would like to do is to present the pro-life point of view. Specifically, we 
would like to present a program at a future PTA meeting and at a future student assembly 
this year. Parents and students alike need to receive positive information about the wonderful 
miracle that God has bestowed upon us all. 

Dr. Brown, our group is offering some excellent films that can be shown, and we have an 
array of outstanding speakers for this purpose. We would like to schedule something in January. 
Please let me know as soon as possible what specific dates might be available. 

Alice Darling, President 
Council for the Beauty of Life 

IN-BASKET ITEM 4!17  

Dear Dr. Brown: 

The Student Council members have been discussing informally two ideas that we would like 
you to react to. First, although we are sure that the cafeteria staff works hard, the food is 
terrible. Therefore, we would like you to see if McDonald's couldn't be used as either a 
substitute or as some additional choice we could have for our lunch. 

Second, we would like to be able to listen to some of our own music during the noon hour 
while we are eating. We did a little poll, and almost everyone likes rap music. And because 
you really have to listen to the words to get the most out of it, the cafeteria would be a lot 
quieter. Please let us know what you think of our ideas. 

Sincerely, 
Jack Staker 
Sandy Elliot 
Student Council Reps 

IN-BASKET ITEM #18 

Telephone Message 

From: Betty Spokes 
Time: Friday, 3 P.M. 

Betty Spokes called about her daughter Valerie. Her ex-husband has been picking up Valerie 
after school, and she wants Valerie to take the bus instead. 

IN-BASKET ITEM t19 

November 26 
Dear Mr. Brown: 

I would like to know what is going on in Mr. Love's classroom. My son comes home from 
school and complains because in Mr. Love's class the students are supposed to hug each 
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other and to do other things with their faces. My son says that this is some sort of a human 
relations unit, but he doesn't like it, and from what I have heard about it. I don't like it 
either. 

It seems to me that the school has enough to do with just teaching the basics without 
getting into all of this other stuff. Mr. Clark and I feel that we do just fine in teaching our son 
all the human relations he needs, and we definitely don't like the idea of the school requiring 
him to hug someone from a different background if he doesn't want to. 

I expect some sort of action on this matter and look forward to a response from you—
soon. 

Bea Clark 

47 
PRINCIPAL'S END-OF-THE-YEAR PROBLEMS AND PRIORITIES 
(IN-BASKET ACTIVITIES) 

Background 

You are Dr. Brown, and it is your first year as principal of Kennedy School. 
It is May 10, and you have gone to the school on a Saturday morning to check over your 

mail and telephone messages, having been out of town since Wednesday evening, attending a 
conference on instructional leadership. 

You are to assume the same characteristics of the social context of this situation, includ-
ing the nature of the school, the district, and the community, as were assumed in responding 
to the in-basket items in Chapter 9. Any other additional information will be provided by the 
instructor or group leader, as appropriate. 

Instructions 

1. You will be given 90 minutes to read and take action on all the in-basket items 
presented following the instructions. You are not expected merely to describe 
what you would do, but to do it. For example, if you decide to write a letter, then 
compose the letter. If you decide to telephone a person or see someone for a 
conference, then outline your objectives, as well as the main points or questions 
that you would present. (Utilize relevant concepts from Part I of the text in your 
responses.) 

2. Each of the in-basket items requires a separate action, which you should present on 
another sheet of paper, adding the identification number in the upper-left-hand corner 
of the in-basket item. You may deal with the in-basket items in whatever sequence you 
prefer; however, you should indicate on your response sheet the priority: 1 for high, 
2 for moderate, and 3 for low priority. 

3. Proceed to the in-basket items. 
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IN-BASKET ITEM #1 

May 9 

MEMO 

TO: 	Dr. Brown 
FROM: Mary Eager 
Dr. Brown, I have applied for summer school curriculum work, and although I haven't been 
turned down yet, I feel that the district is dragging its feet. 

As you know, my proposal is to work on developing a peace studies component in our 
curriculum. I would appreciate it if you would write a letter or do something to get them 
moving in the district office. I don't know what their problem is! 

IN-BASKET ITEM #2  

May 6 
MEMO 

TO: 	All Principals and Supervisors 
FROM: Superintendent 

The school board has expressed interest again in the concepts of career ladders and merit pay. 
What I would like each of you to do is to develop some recommendations for establishing an 
effective and feasible merit pay program and a career ladders program for teachers. I know 
these ideas are controversial, but put your ideas in memorandum form and send them to me as 
soon as possible. Consult with whomever you would like. The school board would like to get 
some initial input on this before the end of the school year. 

IN-BASKET ITEM #3 

Telephone Message 

For: Dr. Brown 
From: Tom Roberts (State Journal) 
Time: Thursday, 12:05 P.M. 

Please call him back today. He wants to set up an "in-depth interview" with you about your 
experiences during this first year. 

IN-BASKET ITEM t4 

May 5 
Dear Dr. Brown: 

As you may know, my son Randy has not been achieving up to his potential this year. We 
think we know now that the reason is he has an unusual reading problem. We are considering 
having someone at the school work with him this summer, or sending him to a private learning 
center that has recently opened in the community. What do you think? Do you have anyone 
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on your staff that you could recommend? What do you think of this private learning center? 
I think it is called Horizons Unlimited. 

Sincerely, 
Mrs. Eddie Grover 

IN-BASKET ITEM #5 

Dr. Brown, you may not be aware of this, but Mr. Sanders, the previous principal, always put 
out a memo toward the end of the year, identifying for teachers the various things they needed 
to do before they left school on the final day. Also, he usually made a little speech at the last 
faculty meeting of the year, commenting about the type of year it was and projecting some 
goals for the school for the following year. I don't know whether you want to continue these 
practices, but I thought you should be aware of them. 

Peg Albright 
Secretary 

IN-BASKET ITEM #6 

May 4 
Dear Dr. Brown: 

I tried to call you several times last week, but your secretary always said you were busy. 
Therefore, I decided to write you. I'm a single, working parent with a child in your school. It 
has seemed to me that the faculty in this school need to be made more sensitive to the fact that 
there are a lot of us, and that because of our circumstances, it is not as easy for us to become 
involved in school as when there are two parents and one of the parents is not working. I'm 
not sure what the answer is to this, but I would like your help in setting up a single-parent 
school organization or support group. I also think the school needs to set up some type of a 
program for "latchkey" students, of which my son is one. Would you be willing to help me? I 
know there are a lot of people like me out here. 

Sincerely, 
Nancy Drive 

IN-BASKET ITEM :7 
May 9 

Dr. Brown, I just received a call from my husband, and he is being transferred to another loca-
tion out of state. He will have to leave in two weeks, and, of course, he wants me to go with 
him. I really hate to leave my job, and I would like to stay at least until the end of the school 
year, but when I mentioned this to him, he didn't seem too receptive. I don't know what to do. 
Do you have any advice? 

Peg Albright 
Secretary 
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IN-BASKET ITEM #8  

Dr. Brown, I don't know what you want to do about it, but a student told me that Mary Eager 
is distributing the enclosed leaflet. I would think that a union rep would know better than this. 
I thought you would want to handle this. 

Tim Parker 
Assistant Principal 

A MESSAGE TO THE CHILDREN AND YOUNG PEOPLE OF THE WORLD 

All of you know the name Hiroshima, and you remember what it means. . . nuclear holocaust. 
Today we are drawing ever closer to an even greater holocaust because of the actions or inactions 
of political "leaders." If the world is to be saved, then young people need to show leadership. Join 
the Crusade to Stop Nuclear Warfare. Send your ideas and contributions to Young People for a 
Peaceful America, Colgate Building, Suite 317, Washington, DC 20036. 

IN-BASKET ITEM 49 

Dr. Brown, do you have any problem with my taking my classes outside if the weather is nice? 
The kids begin to get restless this time of the year. 

Hazel Smith 
Language Arts Teacher 

IN-BASKET ITEM #10 

May 9 
MEMO 

TO: 	Dr. Brown 
FROM: Wendy Stack, Teacher 

The purpose of this memorandum is to register a formal complaint against Mr. Parker, our 
assistant principal. This man has sexually harassed me on various occasions, and I want it to 
stop. He has made remarks about my bust, and he has placed his hands on my buttocks numer-
ous times. He has also propositioned me, twice. I know I am a new teacher, but I don't think 
I should have to take this kind of abuse! I have also heard that he has done similar things with 
some of the other young female teachers. Please help me. 

IN-BASKET ITEM 4"4'11 

Dr. Brown, it's probably none of my business but I think faculty morale is pretty low right 
now. I don't know why exactly, but many of the teachers seem to lack spirit. I'm not sure what 
can be done about the situation, but I thought you ought to know about it. 

Pat 
Concerned Counselor 
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IN-BASKET ITEM 12 

Dr. Brown, 

I know you are busy, but I think we have a problem on our hands. Some of these kids are start-
ing to use smokeless tobacco in school, and it is staining the floors and some of the fixtures 
where they spit. I heard that even Bill Stone is using the stuff. I mean if teachers can use it, 
what can we expect of the kids? Anyway I think something's got to be done about it before it 
spreads. 

Sam Clean 

IN-BASKET ITEM 913 

May 5 

Dear Dr. Brown: 

Our organization, The Pro-Nuclear Energy Group, would like to make a presentation at 
one of your assembly programs. Our organization is made up of power companies in the 
area that attempt to provide safe and economically efficient energy for the people. We feel 
that, as a result of various television programs and newspaper reports, the young people 
are receiving an inaccurate impression about nuclear energy and its advantages. What is 
needed is a more balanced report, and we would intend to do that in our presentation at your 
school. 

Please consider our request, since we are taxpayers too, and we want to work cooperatively 
with the school. 

We look forward to hearing from you at your earliest convenience. 

Sincerely, 
(Signed) Bud Strong 
President 

IN-BASKET ITEM #14 

Dr. Brown— 

I am not sure what I should do about this referral. As you probably know, Bill Morris (the 
student) is the son of one of the school board members. I have never gotten along with the old 
man too well (we were on rival teams when we were in high school) so I would appreciate it 
if you would handle this one. 

Tim Parker 
Kennedy School 

Student Discipline Referral Form 

Date: Thursday 

Student's Name: Bill Morris 

Teacher: Jack Armstrong 
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Problem: Kid keeps fooling around and is disrespectful to me. I am sick and tired of this kid 
and I don't want him back in class until he shapes up. 

IN-BASKET ITEM #15 

May 6 

Dear Dr. Brown: 
For some time now, I have been wanting to bring something to your attention, but my daughter 
has not wanted me to contact you about the matter. I feel now that I must say something, 
whether my daughter wants me to or not. 

You are probably not aware of this, but one of your teachers, a Miss Spencer, is dating 
a high school student, and from what I hear, things have progressed pretty far if you know 
what I mean. I think this situation sets a poor example for students, and it makes it difficult 
for those of us parents who are trying to set a moral tone in our own families. I know you will 
want to take a strong stand on this. The talk around town is that this boy already has Miss 
Spencer in trouble if you know what I mean and that she is considering an abortion. 

Obviously, Miss Spencer should not be allowed to continue in her position. 

Sincerely, 
(Mrs.) Roberta Little 

IN-BASKET ITEM #16 

Telephone Message 

For: Dr. Brown 
From: Mr. Morris 
Time: Friday, 9:00 A.M. 

Please call as soon as possible. 
332-9698 

IN-BASKET ITEM #17 

May 5 
Dear Dr. Brown, 

I would like to register formally my objection to the way my daughter has been abused in 
physical education classes. Because she was supposedly "fooling around in class" (whatever 
that means), she has been required several times by Mr. Jack Armstrong to do push-ups. Now, 
my daughter tells me she wasn't fooling around, and even if she was, it seems to me that there 
must be a more educationally sound way of dealing with this matter than requiring students 
to do push-ups! 

My daughter is not a physically strong person, and when she can't do the push-ups, 
everyone in the class—including the teacher—laughs at her. This causes her to cry, and it 
embarrasses her in front of the entire class. 
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I want something done about this matter immediately, or I am going to pursue it with the 
proper authorities. 

Sincerely, 
Priscilla Block 

cc: President of the School Board 
Superintendent of Schools 

48 
PRINCIPAL'S DILEMMA 

Scowling, the supervisor turned the pages of the report on her desk. It was her first opportunity 
this week to examine the departmental summary of teacher grades for the quarter, and she was 
appalled by the large number of Ds and Fs that had been assigned. She had tried to persuade the 
teachers before school opened in the fall that grading standards would have to become more flex-
ible due to the different nature of the student body, now composed of a large proportion of minor-
ity and economically disadvantaged students. Apparently she had convinced very few of them. 

It seemed unlikely that additional attempts to persuade the teachers would prove to be any 
more productive, but it was obvious to the supervisor that she could not sit by and allow the 
current grading practices to continue. 

After lengthy consideration, she decided that the solution to the grading problem might 
lie in a new program of increased teacher—student conferences. If each teacher in the depart-
ment were required to hold at least one conference during the first six weeks of every quarter 
with each potential D or F student, it seemed probable that grading practices would improve. 
Teachers would develop a better understanding of the special learning problems of their stu-
dents, and the students would receive remedial assistance that should enable them to improve 
their classroom performance. The supervisor was confident that a program of teacher—student 
conferences would improve the grading situation in the department immensely. 

The following Monday she met after school with the members of her department and dis-
tributed a statement to them. It read as follows: 

NEW DEPARTMENT POLICY ON TEACHER—STUDENT CONFERENCES 

1. Beginning with this nine-week session and continuing thereafter, each teacher will confer 
some time during the first six weeks of the quarter with every student who might conceiv-
ably receive a D or F grade at the end of the quarter. 

2. The teacher should schedule at least one conference with potential D students and at least 
two conferences with potential F students. 

3. The teacher should encourage D and F students to schedule the conferences themselves. If a 
particular student has not scheduled a conference by the beginning of the fifth week, how-
ever, it is the responsibility of the teacher to take the initiative in scheduling the conference. 
If the student refuses to come to the scheduled conferences, the teacher is not required to 
schedule additional meetings but should continue to be receptive to helping the student. 

4. Teachers are encouraged to go beyond the minimum number of conferences indicated 
above. Also, it is assumed that teachers will continue to hold conferences after the first six 
weeks of each quarter, and that conferences with A, B, and C students will be scheduled 
whenever appropriate throughout the quarter. 
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After distributing the policy statement to the teachers, the supervisor explained her belief 
that students should not be assigned a D or F until after the teacher had attempted to work with 
them individually to improve their performance. The supervisor went on to say that she real-
ized individual conferences would be time-consuming and probably would have to take place 
during the teachers' free periods, or before or after school. If the student failed to respond to 
the teacher's efforts, then the student would be held accountable. The initial responsibility, 
however, would be the teacher's. 

After the supervisor finished, she invited teacher reactions. One of them asked whether the 
conferences were recommended or required. The supervisor responded that teacher—student con-
ferences were in the teachers' best interest as well as the students'. She added that she hoped the 
teachers would agree, and that it would not be necessary to formally require the conferences. 

Although the supervisor continued to encourage the teachers to express their feelings, no 
other questions or comments came forth. Recognizing that it was useless to persist, she ter-
minated the meeting, emphasizing her expectations that the new program of student—teacher 
conferences would begin that week. 

The next morning, before school began, a delegation of teachers from the department 
appeared at the principal's office. They were disturbed about the new policy on teacher— 
student conferences, and it was obvious to the principal that they had met previously as a 
group to discuss the situation at length. Now they wanted the principal to tell them whether 
their supervisor could actually require them to hold student conferences and, if so, where they 
were going to get the time. 

They informed the principal that the entire department opposed the new policy and did not 
plan to carry it out. They indicated that they did not object to the teacher—student conferences, 
but they felt that it was the students' business, not the teachers' responsibility, to schedule con- 
ferences. If the individual teacher found time to schedule conferences and there were not too 
many of them, fine. But the matter should be left to the professional judgment of each teacher. 

The principal was faced with a dilemma. He believed that, in theory, it was the teachers' 
responsibility to confer with the D and F students on an individual basis before assigning 
nine-week grades. He wasn't sure, however, that teachers should be required to hold such 
conferences. He didn't want to undermine the position of the supervisor, and he realized that if 
the conferences were not required, some teachers would fail to hold them. He tried to quickly 
weigh the consequences of a decision either way, realizing that the teachers were waiting for 
his response. 

Suggested [earning Activities 

Analyze the Case 

1. What alternatives, in addition to the program of teacher—student conferences, should 
have been considered by the supervisor in response to the apparent grading problems 
in the department? 

2. What is your assessment of the supervisor's strategy for introducing change? How 
would you have proceeded differently? What assumptions are you making? 

3. What is your evaluation of the teachers' position on the issue of teacher—student 
conferences? 
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Discuss the Larger Issues 

1. What steps do you think a school should take in order to adapt its total educational 
program to the type of student population described in the case? 

2. What is the role of the principal in bringing about the changes identified in response 
to question 1? The role of the supervisor? What are the roles of other individuals or 
groups within or outside the school? 

3. What should be the nature and scope of a supervisor's authority over the teachers in 
the department? 

4. What position should the principal take in a conflict between a supervisor and the teach-
ers in the department? What should be the role of the principal in resolving the conflict? 

Be a Problem Solver As principal, you have been approached by a delegation of teachers 
who are asking, essentially, that you overrule the decision of their supervisor. What should 
you do? What preliminary steps might be necessary? 

Test Your Solution To test your proposed plan of action for dealing with the problem pre-
sented at the end of the case, create and role-play one or more of the following situations in class: 

1. A conference between the supervisor and the principal. 

2. A meeting of the entire department that you have been asked to attend by the supervisor. 

3. A telephone call from the representative of a delegation of parents who wants to 
schedule a meeting with you, the principal, to discuss the consistently low grades that 
their sons and daughters received at the end of the last quarter. 

Investigate Further 

1. How does your district define the role of supervisor in terms of actual authority? Your 
school? How specifically is the policy spelled out? 

2. How would the majority of teachers in your department react to the idea of requiring 
teachers to hold conferences with students who may receive low grades? 

49 
PRINCIPAl'S PERSONAL CONDUCT RESULTS IN POSSIBLE SUSPENSION 

Superintendent Yolanda Mims had been in her office for only a few minutes when she was 
buzzed by her secretary. Shelly Foeman, Principal Yusef Blilecki's personal secretary, wished 
to see her immediately. The matter seemed urgent, so Yolanda told her to come in. She greeted 
her warmly at the door, but Shelly was visibly nervous and upset. It took Shelly a few minutes 
to collect her thoughts and open up to Yolanda once they were seated in her office. "I really 
like Mr. Blilecki, but this has gone on too long' Shelly stammered. Then she proceeded to 
accuse, in detail, Mr. Blilecki of sexual harassment. Most of what Shelly related was some-
what offensive, but Yolanda was not sure whether it constituted harassment or not. Yolanda 
knew Yusef fairly well. He was a very strict man in his midforties. This kind of behavior was 
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not at all characteristic of him. What's more, he had a wife and four children to whom he 
was closely attached. He always talked about his family. This was Dr. Mims's first year as 
superintendent, and the first time she had been confronted with such an issue. She knew that 
Shelly, a 20-year-old who had a somewhat troubled past, really needed this job, so she could 
not imagine her making up accusations like this. She decided to see Yusef right away. 

When Yolanda arrived at the high school, she went directly to Yusef's office where she 
found him working on the master schedule. She closed the door and confronted him with 
the accusations made by Shelly. Yusef was very quiet for a few minutes. Then he opened up. 
"Listen, I could deny that anything happened at all, but this has to end. It is true I have taken 
Shelly to lunch, and some of our conversations may have been, well, colorful. But this was not 
at school or on school time. It was totally harmless. Besides, she is the one who opens up and 
is so frank. I just responded." 

"But Yusef, she says that you approached her in this office only yesterday." 
There was a brief silence. "I cannot deny it. She came in, and I guess a little harmless jok-

ing got carried away. But, ah, this doesn't have to go any further than this office, does it?" 
"Yusef, I am shocked by your behavior. You are 20 years this girl's senior, and you have jeop-

ardized your career. I have no other choice but to act upon the information I have received. Your 
secretary is claiming sexual harassment and you have not denied it. Yusef, how could you?" 

As Yolanda left Yusef 's office, she tried to determine the next step she should take. 

Suggested Learning Activities 

Analyze the Case 

1. Did the superintendent handle the conference with Shelly in the correct manner? Was 
her reaction appropriate? If not, what would you have done differently? 

2. Is the superintendent's reaction to the principal's response justified? What about the 
principal's suggestion to forget the whole matter? Would you? 

3. What additional steps should the superintendent take before she determines what to 
do about the principal? What about the secretary? Should she be disciplined for her 
part? 

Discuss the Larger Issues 

1. What guidelines should personnel working together follow when spending time 
together away from the job? What should the employer's concerns be? 

2. What rights does the accused have in situations like the one in this case, and what 
should be the role of the employer in protecting those rights? 

3. To what degree should the attitude of students and parents toward an administrator's 
alleged or real misdeeds be considered by an employer in deciding what to do about 
the administrator? 

4. What action should an employer take if it has been validated that an administrator has 
committed an indiscreet act or has broken the law? 

Be a Problem Solver Assume that you are the superintendent in this case. What would be 
your approach to dealing with the circumstances that have developed? Utilize administrative 
and social science concepts in planning and implementing your approach. 
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Test Your Solution To test your proposed plan of action, you and your colleagues should 
create and role-play one or more of the following situations: 

1. A conference between the superintendent and several board members. 

2. A telephone call from a parent, who has heard rumors, to the superintendent. 

3. A telephone call from a local newspaper reporter who has talked to Shelly. 

Investigate Further 

1. Ascertain whether or not your district has a policy on procedures to be followed when 
an administrator breaks certain ethical codes of conduct. 

2. Has a situation similar to the one described in the case ever happened in your school 
or school district? If so, how was it handled? 

50 
SUPERVISOR—PRINCIPAL RELATIONSHIP 

The central office supervisor was supposed to visit Hillcrest School in the afternoon in 
response to a teacher's request for assistance with a classroom problem. Sitting in his office an 
hour before he was scheduled to arrive at the school, he was torn between the knowledge that 
a definite appointment had been established and his feelings of ambivalence about the school. 

With respect to the faculty at Hillcrest, he felt that he had developed rather good rapport 
with the teachers he supervised, and they had called on him frequently for assistance with 
their instructional plans or difficulties. The problem was that Mr. Sawyer, the principal of the 
school, seemed to regard him with suspicion. Last fall the supervisor had visited Hillcrest, 
and Mr. Sawyer had stopped him in the hall and had asked him to check in at the principal's 
office in the future so that the principal would know when the supervisor was in the building. 
Reluctantly, the supervisor had complied with the principal's request. 

Several months later, during one of the supervisor's subsequent visits to the school, 
Mr. Sawyer had implied that it would he a good idea for the supervisor to make a full report 
on whom he had seen each time he was in the building, what he had accomplished, and so 
on. Since the principal had not specifically required such a report, the supervisor had chosen 
to ignore the suggestion—not because he minded writing the report, although he didn't relish 
additional bureaucratic requirements, but because he was afraid that the teachers would no 
longer feel free to seek his assistance if they knew that he was relating to the administration 
the substance of their conferences with him. 

The supervisor was aware that he had considerably reduced the number of visits he typically 
made to Hillcrest, primarily because he wanted to avoid any conflict with the principal. This 
compromise was unpleasant to the supervisor because he felt that he was letting the teachers 
down by being available less frequently; but certain kinds of instructional assistance neces-
sitated a classroom visitation, and that was the reason he had agreed to visit the school today. 

The supervisor knew that the principal regarded himself as the instructional leader of the 
school and that he probably felt threatened by the strong relationship the supervisor had been 
able to build with the teachers at Hillcrest. Although the principal's attitude was perhaps 
understandable, his defensiveness had made it very difficult for the supervisor to work openly 
and freely with the teachers. The supervisor was troubled by the principal's reaction to him, 
but at this stage he was at a loss about how matters could be improved. 
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Suggested Learning Activities 

Analyze the Case 

1. Assess the appropriateness of the principal's requests or suggestions to the supervisor 
and the supervisor's attitude toward and response to the principal. 

2. What might be some of the less obvious reasons for the behavior of the principal and 
the central office supervisor? 

Discuss the Larger Issues 

1. What should be the responsibility of a principal and central office supervisors with 
respect to working with teachers and improving instruction? What should be the rela-
tionship between the two levels of supervision? 

2. Whose responsibility is it to specify the appropriate relationship between central 
office supervision and the principal? Whose responsibility is it to resolve conflicts 
between the two levels of supervision? 

Be a Problem Solver The supervisor in the case is concerned about his strained relationship with 
the principal of Hillcrest School. He does not want to alienate the principal, but he does not believe 
that the request to report his activities in the school is in the best interest of his own relationships 
with the teachers. If you were the supervisor, what would you do? Utilize appropriate administra-
tive and social science concepts from Part I of the text in planning and implementing your approach. 

Test Your Solution To test your proposed plan of action, you and the class should create 
and role-play one or more of the following situations: 

1. A confrontation between the supervisor and the principal. 

2. A conference between the principal, the supervisor, and the superintendent. 

Investigate Further 

1. What is the school board policy in your school district regarding the working relation-
ship between the principal and the central office supervisors? 

2. What administrative policy or guidelines have been formulated in your district to pre-
vent or to handle the kind of problem presented in this case? 

3. What is the attitude of your building principal and the majority of the supervisors in 
the central office about the current relationship that exists in your district between 
principals and central office supervisors? 

51 
THE SUPERINTENDENT AND THE NEW SCHOOE. BOARD MEMBERS 

It was late in the spring, and as the superintendent thought about the recent school board 
election, he felt uneasy. The two incumbents had been unseated, and the composition of the 
school board would be changed significantly. The superintendent had given little thought to 
the school board election prior to the day that the voters had cast their ballots. He had assumed 
that since both incumbents had been excellent board members, they would be reelected with 
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little or no difficulty. It had been quite a shock when he had learned that neither of them had 
won, but had been replaced by candidates with little background or contact with the schools. 

One of the newly elected board members was a man named George Thompson, an accoun-
tant, whose election flyers had described him as "a taxpayer determined to hold the line on 
school spending." The superintendent had heard Thompson present his views at a pre-election 
candidates' forum and had not been very favorably impressed by the man's abrasive manner 
and suspicious attitude toward the schools. Apparently it was going to be difficult to develop 
good rapport with Mr. Thompson. 

Complicating the matter was Mr. Thompson's relationship with one of the building princi-
pals in the district. During the recent candidates' forum, Mr. Thompson had made comments 
and had drawn conclusions about an alleged surplus in the school budget, citing a building 
principal as the source for his information. In response to Mr. Thompson's statements, the 
superintendent had been forced to concede that, in a sense, there was a surplus in the budget 
but that it had already been earmarked for other purposes, so a surplus no longer existed. 

It bothered the superintendent that Mr. Thompson and the building principal, who were 
next-door neighbors, had apparently been discussing school business with regard to a matter 
that the superintendent felt should have remained within the school "family." The superinten-
dent was concerned about the behavior of the principal, as well as Mr. Thompson, and could 
foresee major problems if they continued to carry on the same relationship after Mr. Thompson 
assumed his new role as a board member. At the moment, the superintendent wasn't sure how 
to proceed with either of the two men. 

The second newly elected member of the school board was Harvey Sutton, who managed 
a gas station. Mr. Sutton hadn't said much during the campaign, but his few public statements 
suggested that the new board member didn't know very much about schools. He seemed 
friendly enough, but the superintendent was doubtful whether Mr. Sutton was going to make 
a very strong contribution to the school board without considerable orientation. The problem 
was how best to orient him to his role as a school board member and to education in general. 

The superintendent was deeply concerned about the possible implications of the election 
of the two new school board members in terms of the board's continued support of his plans 
for the school district. He had already initiated a number of changes in the educational pro-
gram of the school district during the past two years, and thus far the board had always sup-
ported him, although some of the votes had been rather close. He had plans for instituting a 
new sex education program and for remodeling some of the older buildings in the district. He 
hoped that steps could be taken to gain the cooperation of the two new members of the board 
as he attempted to move ahead with his plans. 

Suggested Learning Activities 

Analyze the Case 

1. Based on the information presented in the case, what can you infer about the superin-
tendent's values? What aspects of the superintendent's personality may make it diffi-
cult for him to develop a good relationship with each of the new board members? 

2. How would you evaluate the superintendent's attitude toward Mr. Thompson, particu-
larly with regard to the latter's relationship with the building principal? 

3. What factors may the superintendent be failing to consider in his assessment of 
Mr. Thompson and Mr. Sutton? 
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Discuss the Larger Issues 

1. What role, if any, should a superintendent take with reference to the election of school 
board candidates? 

2. What methods and prerequisites should be established for the election of school board 
members? 

3. What should be the position of any administrator or teacher in the school system with 
respect to discussing school affairs with school board members or candidates? 

Be a Problem Solver The superintendent is bothered about the relationship between one 
of his newly elected board members and one of his building principals. He is also concerned 
about his own future relationship with the new board members and about orienting them 
to their role on the board and to education in general. If you were the superintendent, what 
would you do in this situation? Utilize appropriate administrative and social science concepts 
from Part I of the text in planning and implementing your approach. 

Test Your Solution To test your proposed plan of action for dealing with the problems presented 
at the end of the case, create and role-play one or more of the following interactions in class: 

1. A conference between the superintendent and the principal identified in the case. 

2. A conference between the superintendent and either of the new board members or both. 

Investigate Further 

1. What guidelines or established procedures exist in your school district for the cam-
paigning and election of school board members? 

2. What problems do the following individuals or groups in your school district see in 
the election of school board members? 

a. The superintendent 

b. The teachers 

c. Your building principal 

d. A sample of parents 

52 

ADMINISTRATOR EVALUATION 

Francine Gorday was halfway through her first year at the high school. This was her first expe-
rience as principal. She had taught at the middle school for 17 years and was well respected 
there. When the principal left the high school for another job, Francine had applied only after 
Mike Carlton, the assistant superintendent, had called and encouraged her to apply. He felt 
that, even though she had no experience in an administrative position, she was more than 
qualified for the job. She reluctantly applied, figuring someone more qualified would impress 
the superintendent and the board. She was shocked when she was offered the position. 

Once at the high school, Francine began a thorough review of the programs and policies. 
She spent all summer reworking the master schedule and planning for her first year. The 
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first semester started off smoothly, but several weeks into it, Francine noticed that some 
teachers were beginning to appear frustrated under her leadership. She was tough, that's 
true, but she knew what teachers could be like, and she was determined to bring out the best 
in her staff. 

When spring came, Mike Carlton visited the school. He seemed somewhat pleased. He 
stopped to see Francine for a few minutes. Their conversation was rather general. The fol-
lowing day Francine received a note from Mike. It was attached to a formal review form. The 
note told Francine to fill out the form according to how she felt she rated herself in each area. 
Mike Canton had already signed the bottom. Francine felt very uneasy about this, so she put 
the form aside. The following week, Mike called her at her office. 

"Francine, I need that evaluation form ASAP." 
"Oh, OK. But are you sure this will be OK? I mean aren't you supposed to fill this out?" 
"Well Francine, I trust your judgment. Besides, I already have an idea in my mind as to 

how I will rate you in each category. I determine that by talking with the faculty and observing 
the school. I'd just like to match what I feel with what you have on paper." 

"Well, could I get a copy of your sheet? I mean, I would really like to know how you rate 
me on these things." 

"I'll give you a copy later. But I'll need yours first. OK?" 
Francine reluctantly filled out the sheet and sent it to central office. Another week passed 

and no formal evaluation came. Mike continued to put Francine off. She began to worry a 
little about the entire issue. Finally she called the superintendent's office to invite the superin-
tendent to the school. After a tour of the school, Francine asked the superintendent to evaluate 
her. Francine handed her a blank form. The superintendent talked with Francine at length 
about the school and her expectations for Francine; however, she did not fill out the form. She 
referred Francine to Mike, whose job it was to do the formal evaluations. In fact, the super-
intendent was a little concerned because Mike had not yet submitted a formal evaluation on 
Francine. She promised to look into it. 

The next day Francine received a call from Mike Carlton in her office. 
"Francine, what's the idea? The superintendent was all over me yesterday. I thought we 

had an understanding. Why did you have her get down there? Well, let me tell you, I just 
finished filling out your evaluation, and I'm afraid you're going to be disappointed. I've been 
getting a lot of complaints from teachers down there that you are just too hard on them. Now I 
see what they mean. I'm sending copies of my evaluation to you, the superintendent, and one 
is going in your file. If you have any complaints or comments, call my office and we can set 
up an appointment." 

He hung up abruptly. Francine was at a loss for words. She had not really been sure about 
taking this job at first, but she had worked hard to make this a good school and she felt her 
efforts had made a difference. She wanted this job, liked the new challenges, but felt she had 
jeopardized her position. She felt she didn't deserve a negative evaluation, particularly one 
done out of spite. All she wanted was a real evaluation that would help her improve. 

Suggested Learning Activities 

Analyze the Case 

1. Evaluate the relationship between the new principal and the assistant superintendent. 
What potential problems existed before Francine started her new job? 
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2. What are some things the new principal might have considered doing differently in 
planning for the new year? How could she have involved her faculty? 

3. What is your assessment of Mike Canton's evaluation procedures? How can Francine 
get a valid evaluation at this time? Discuss her options. 

Discuss the Larger Issues 

1. Should administrators, especially new ones, be provided a formal evaluation of their 
performance each year? 

2. What criteria and procedures should be utilized in the administrators' evaluations? 

3. To what extent should the individuals being evaluated be involved in the development 
of criteria and procedures to be used in evaluating their performance? 

Be a Problem Solver Assume that you are the principal in this case. What should you do 
to respond to the circumstances confronting you? Utilize administrative and social science 
concepts from Part I of the text in planning and implementing your approach. 

Test Your Solution To test your proposed plan for dealing with the circumstances described 
in the case, you and your colleagues should create and role-play one or more of the following 
situations: 

I. A conference between Francine and Mike Carlton. 

2. A conference involving Francine, Mike Canton, and the superintendent. 

3. A conference between Francine and the superintendent. 

Investigate Further 

I. What evaluation criteria and procedures for evaluating administrators does your dis-
trict employ? 

2. To what extent do the administrators being evaluated in your district have a role in the 
development of the evaluation criteria and procedures? 

3. What is the attitude of the individuals being evaluated toward the fairness and useful-
ness of the evaluation criteria and procedures? 
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CHAPTER 

Problems of Change 

In recent years, educators have been bombarded with various proposals for improving education, 
most of which would require major changes in the schools. Although the topic of introducing 
change has generally been written about in glowing terms focused on the end results, it needs 
to be recognized that various problems and issues are frequently associated with the process. 
A proposed change, however positive the results might be, challenges the status quo and tends 
to be threatening to a number of people. An attempt to implement a certain change can also be 
disruptive to school routine and debilitating to the people adversely affected by it. The extent to 
which each or all of these negative consequences occur will depend in large part on the effec-
tiveness of the administrator in assessing the need for change, facilitating effective proposals to 
satisfy that need, and then planning for and implementing a particular innovation. Therefore, 
readers are encouraged to examine carefully the ideas in Part I of this book before addressing 
any of the cases in this chapter. 

By focusing on various problems and issues that an educator may encounter in trying to 
bring about change, the case studies provide an opportunity to apply the concepts learned in 
Chapters 1-8. Although most of the cases center on difficulties that can occur in the process 
of introducing a change, attention is also given to problems of institutionalizing a change. The 
innovations described could be proposed at either the elementary or secondary level, and an 
attempt has been made to identify different levels and types of administrators and supervisors 
in the role of change agent. 

53 

TEACHER TRIES TO INDIVIDUALIZE INSTRUCTION 

The teacher was excited about trying some of the new techniques for individualizing instruc-
tion that he had learned during the summer. He had waited until things had settled down in the 
fall, but it was now the third week of school, and he was ready to begin experimenting with 
his classes. 

Basically, he wanted to redesign and reschedule his classes so that he could spend more 
time working with individual students and small groups. He also hoped to release students 
from class to work on independent study projects of their own choosing. He had given consid-
erable thought to the means by which all this might be accomplished and, with the help of his 
summer school professor, had come up with a plan of action. 

391 
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He would separate each of his classes into two groups and would send half the students to 
the library where they would be free to work on independent study projects while he met with 
the remaining students for small-group discussion or individual conferences. The following 
day he would reverse the procedure, so the students who had previously been engaged in class 
discussion would go to the library for independent study while those who had previously been 
in the library would meet with him. 

On the third day in the cycle, he would bring the two small groups of students together for a 
regular class meeting that would be designed to discuss and synthesize what had been learned 
independently. By varying the sizes of the groups and the nature of the teaching and learning 
activities, he hoped to individualize his own program to a much greater extent and, perhaps, 
set an example that might stimulate other teachers to diversify their methods of instruction. 

The following morning he initiated the new program by explaining its rationale to the 
students and discussing with them their responsibilities, in and out of class. An out-of-class 
permit was written for the group going to the library, explaining for the benefit of anyone who 
might stop them in the hallway or in the library that the students had been excused from the 
teacher's class in order to work on independent study projects. The teacher had not felt it neces-
sary to contact the librarian in advance since there were usually few students in the library, and 
the students' out-of-class permit made it clear that their activity had the approval of their teacher. 

After half the students left for the library, the teacher rearranged the chairs in the room 
with the help of the remaining students and introduced the discussion topic. Almost immedi-
ately he sensed that the creation of a small group had brought about a change in atmosphere. 
Student discussion became livelier and more spontaneous, and there was greater participation 
from those students who, in the past, had seemed reluctant to take part in class activities. The 
teacher was delighted. 

Suddenly, the classroom door opened and in walked the students who were supposed to be 
studying in the library. They claimed that the librarian had refused them admittance because 
her approval for the project had not been secured in advance. She had also informed them that 
the library was not a place for students who did not know specifically what they wanted to do 
and that, before coming to the library again, each student should identify in advance the area 
he or she wanted to investigate and obtain the teacher's approval. 

The students reported that the librarian seemed annoyed by the prospect of other groups 
from the teacher's classroom coming to the library during that day—and on succeeding days. 

The teacher tried to calm the students, many of whom seemed irritated and upset. He told 
them that he would attempt to straighten out matters with the librarian, but in the meantime 
the entire class would have to proceed as they had in the past. 

At the end of the afternoon, he sought out the assistant principal for advice. It was only the 
second year at the school for the teacher, and he certainly didn't want to get into a conflict 
with the librarian. All he wanted was to try something different in an effort to improve his 
classroom instruction. 

Unfortunately, his conference with the assistant principal was not very reassuring. The 
assistant principal did not think that the librarian would ever be very cooperative or receptive 
to the idea of students using the library on a regular basis during class time—occasionally, per- 
haps, but not regularly. He doubted whether it would do much good to talk to the librarian, but 
he encouraged the teacher to continue experimenting with new approaches to teaching, when-
ever possible, and not to give up hope. It was apparent to the teacher that the assistant principal 
had little inclination to become involved in helping to bring about the desired changes. 
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Nevertheless, the teacher was determined not to give up. He wasn't sure at the moment 
what his next step should be, but he certainly wasn't going to scuttle the idea of individualizing 
instruction in his classroom. Perhaps he should see the principal for assistance. 

At that moment, the principal was in his office talking on the telephone to a parent who had 
called to ask how the school expected his son to get a good education if one of the boy's teachers 
was going to allow him to spend half his time out of class, working on whatever he chose. 

It was the second time that day that the teacher's name had been mentioned to the principal. 
Earlier, several members of the faculty had complained about the noise in the halls caused by 
students going to and from the teacher's classroom after passing time. The principal decided 
he would have to find out what was causing all the trouble. 

Suggested Learning Activities 

Analyze the Case 

1. Why did the teacher run into difficulty in this school in trying to introduce new tech-
niques for individualizing instruction? What might be some of the reasons the teacher 
incorrectly made certain assumptions and, in other instances, did not pursue other 
sources of help in trying to implement his new approach? 

2. What is your evaluation of the role played by the librarian? By the assistant principal? 
What might be some of the reasons each of them responded the way he or she did? What 
implications do their responses have for how the principal would handle the overall 
problem in the case? 

3. Considering the type of innovation the teacher wanted to initiate, how might he have 
proceeded differently? What assumptions are you making? 

Discuss the Larger Issues 

1. What should be the role of the teacher in initiating change? 

2. What institutional conditions act as a deterrent to teacher-initiated change? 

3. Should there be a school policy on teacher innovations? If so, what should constitute 
the main elements of the policy? 

4. What should be the role of the principal or other administrators in regard to teacher-
initiated innovation? 

Be a Problem Solver Several teachers and one parent have complained to the principal 
about the teacher and his innovations. If you were the principal in that situation, what would 
be your reactions? What action, if any, would you take to deal with the situation? 

Test Your Solution To test your proposed plan of action for dealing with the problem 
presented at the end of the case, create and role-play one or more of the following situations in class: 

1. A conference between the principal and the teacher. 

2. A conference among the principal, the teacher, the librarian, and the assistant principal. 

3. A telephone call to the principal from another parent complaining about the teacher 
and his innovation. 
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Investigate Further 

1. What is the written policy in your school on teacher-initiated innovations? What is the 
feeling of your principal, your central office supervisor, and your assistant principal 
about teacher-initiated innovations? 

2. To what extent are funds available in your district and school for implementing 
teacher-initiated innovations? 

3. In your district and school, what barriers or obstacles would a teacher or principal 
have to overcome in order to initiate any program of individualized instruction? 

54 
EFFECTIVE SCHOOLS: HOW DO WE GET THERE FROM HERE? 
(A GROUP ACTIVITY) 

Background 

A new superintendent, Maria Rodriguez, has been selected by Ambition School District. A 
recent PhD graduate from a major research university in a different state, she is a nationally 
recognized educational leader. The school board has informed her that her most important 
assignment is to bring about significant educational reform by creating effective schools for 
all students, not only for the academically oriented ones. 

Dr. Rodriguez believes that if she is to be successful in meeting the school board's expecta-
tions, she first needs to ascertain the leadership capabilities of the school principals. To make 
that determination, she asks each principal in the district to propose, in a three- to five-page 
report, a plan outlining how the principal would develop an effective school. The superinten-
dent indicates in her request that although it will be impossible for the school district to fund 
all the plans the first year, she wants each principal to develop a proposal, and those plans that 
cannot be funded initially will receive consideration in the future. To help the superintendent 
select the most deserving proposals, she will ask a committee of principals to review them and 
recommend to the central office the top three in rank order. 

Instructions 

1. Members of the class are to assume that they are the principal of the school in which 
they are currently employed, and that their school is a part of Ambition School District. 

2. Each member of the class should prepare the proposal requested by the superintendent, 
identifying the name of the school and his or her own name at the beginning and 
conclusion of the proposal, respectively. The proposal should utilize the concepts 
in Chapters 6 and 7. Anyone who is not already knowledgeable about the research 
on effective schools should review this research because the superintendent is 
knowledgeable and expects her principals to be so. 

3. Copies of each proposal should be supplied for each member of the class and distrib-
uted when requested. 
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4. Each class member should assume appointment by the superintendent to the committee 
that has responsibility for reviewing the various proposals and selecting the top three. 
Once the copies of the proposals have been disseminated and read, the members of the 
committee should attempt in group discussion to persuade the others of the merits of 
their own proposal for creating an effective school. The final goal of the group, how-
ever, should be to reach consensus regarding the three best proposals. The decisions of 
the committee should be prepared in writing, with reasons for the final selections. 

5. The role of the instructor during the group activity should be that of a resource person 
and observer during the initial stages and should be that of an evaluator during the cri-
tique of the activity. The time allocated for the activity may range from 45 to 90 minutes, 
depending on the size of the group and the objectives of the instructor. Evaluation of 
student performance during group discussion should be based on the use of concepts in 
Chapters 4, 6, and 7. 

55 
PLANNING FOR IMPROVEMENT 

Sameway School District has a long-standing reputation for maintaining the status quo and 
upholding tradition. For the last 20 years, schools in Sameway have generally used unchang-
ing teaching techniques and managerial strategies with the exception of a concession to the 
limited use of computer technology. The community takes comfort in knowing that its chil-
dren will have virtually the same educational experiences that the parents had. Most of the 
graduates of the Sameway district remain in the area as adults, and the community is pleased 
with the education provided to its citizens. 

Sameway's superintendent has been in office for 15 years. He grew up in Sameway and 
understands the community's comfort with the status quo. At the same time, his studies in 
educational leadership and his awareness of what is happening in education throughout the 
country have made him aware of the skills students will need if they are to be prepared for an 
increasingly global society. He does not want Sameway to be left behind, yet he does not want 
to shake up community norms more than necessary. He realizes that no plan will succeed if it 
is not accepted by the faculty and the community. 

For the past five years, in keeping with educational trends in the rest of the state, he has 
mandated the creation and submission of test improvement plans and school safety plans for 
each building. By allowing for a very gradual implementation of these mandates, and because 
of his own familiarity with the community, the superintendent was able to secure the commu-
nity's acceptance of these few changes. The superintendent did, however, notice that the bulk 
of these plans were recommending only slight revisions of what was already being done in 
the school. He was pleased, nonetheless, to see gradual increases in programs and academic 
improvement efforts, knowing that progress comes in small increments. 

When the superintendent's wife became terminally ill, he decided to retire and devote his 
time to the care of his family. A new superintendent was hired from a neighboring state. 
Although the members of the community understood the superintendent's need to leave 
office, they were wary of the "outsider" who was going to take over. 
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The new superintendent was extremely experienced in the field of strategic planning. He 
had worked in three school systems during the last 10 years. In each system, he had created 
and implemented a districtwide strategic plan and facilitated the development of site plans 
that complemented the district goals. He immediately began outlining a similar strategy for 
the Sameway School District. He spent the first two months in office getting to know the com-
munity and assessing current practices and readiness for change. The community appears to 
respect the fact that he is taking the time to get to know them. During his third month in office, 
he plans to introduce his idea of creating and implementing a districtwide strategic plan. 

Suggested Learning Activities 

Analyze the Case 

I. Do you agree with the original superintendent's reluctance to create change? Why or 
why not? What would you have done differently? 

2. If the community, the school board, local employers, parents, and students are satis-
fied with the current instruction and curriculum, is there a need for change? Support 
your answer. 

3. What is your assessment of likelihood of the new superintendent's success in the 
Sameway district? What measures might he take to increase his chances? 

Discuss the Larger Issues 

1. In determining the need for change within a school district, what role should be played 
by each of the following: The superintendent'? Principals? Faculty? Community? 
Parents'? Students? 

2. Is pencil-and-paper planning the most effective way to implement change? 

3. Who is responsible for determining the direction of progress in a district? 

Be a Problem Solver The new superintendent has taken over the Sameway School District. 
He has devoted the first two months to becoming acquainted with the community and assess-
ing its readiness for change. Now he is prepared for the next step in which he will introduce 
his ideas about a districtwide strategic plan. What is the best way for him to begin the process? 
Utilize social science and administrative concepts from Part I in approaching this situation. 

Test Your Solution To determine the feasibility of your plan for creating and implementing 
strategic planning in Sameway School District, role-play the following situations with your 
group: 

1. The superintendent's announcement to the community of his intention to create and 
implement a strategic plan. Include the community's reaction. 

2. The creation of the committee that will develop the plan. Who will be involved? To 
what extent? 

3. The superintendent as he divulges to the principals the contents of the plan and dis-
tributes the forms for documenting the implementation. How will he ensure a positive 
reception'? What advice or direction should he give the principals to assist in inducing 
the cooperation of the faculty? Is it the principal's responsibility to enforce the plan? 
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Investigate Further 

1. Does your district have a strategic plan? How was it created? How is implementation 
ensured? 

2. Does each site in your district have a site improvement plan? Are the plans congruent 
with the district plan? 

3. How many "plans" is your principal responsible for implementing? (Examples are a 
school improvement plan, accreditation plan, test improvement plan, student achieve-
ment plan, school safety plan, grounds maintenance plan, and the like.) Are these 
efforts coordinated? Are they mandated by the federal, state, or local governments, by 
the school district, or are they voluntarily created? 

56 
SCHOOL-BASED MANAGEMENT 

Elmtree School District had been experimenting with school-based management for several 
years. Most of the schools in the district had implemented school-based management in vary-
ing degrees, and overall the evidence seemed to indicate that this was an innovation worth 
continuing. 

On Friday, May 10, the following memorandum reached Steve Works, principal of 64th 
Street School: 

MEMO 

TO: 	Steve Works 
FROM: 	Adrian Han, Superintendent 
SUBJECT: School-Based Management 

Steve, I know that this has not been an easy year for you as a new principal with a faculty 
that has not been especially receptive to change. However, because 64th Street School is one 
of the few schools that hasn't volunteered to participate in school-based management (this is 
certainly not a criticism of you, as you are new to the school), I would like to see your school 
move forward in that direction next year. 

Therefore, please attempt to develop a school-based management plan that your school 
could implement next fall, and submit your plan to me in three weeks so that we will have 
time to discuss it and get it approved by the end of this school year. 

Steve read the superintendent's memo a second time, placed it on his desk, and stared out 
the window of his office for a few moments. His first thought was that this would not be an 
easy assignment. He had talked informally with most of his faculty during the year to assess 
their attitudes toward school-based management, and they seemed to be divided among three 
different viewpoints. About a third of them were adamantly opposed to the idea on the basis 
that it sounded like more work than they could handle, another third seemed interested in the 
prospect, and the remainder were apathetic. 
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As Steve thought more about his situation, he grew a little depressed. Finally, he decided 
that, like it or not, he was obviously going to need to develop some plan of action. The initial 
questions were how he should get started and whom he should involve. 

In another school in Elmtree School District, Shirley Verano, principal of Advanced School, 
was reading a memorandum she had received from the superintendent of schools. 

MEMO 

TO: 	Shirley Verano 
FROM: 	Adrian Han, Superintendent 
SUBJECT: The Next Stage in School-Based Management 

Shirley, I have been pleased with your school's efforts in experimenting with school-based 
management during the past several years. So far, your school's efforts to involve teachers, 
parents, and even students, on some occasions, in decision making about budget questions, 
school discipline policy, and scheduling problems have paid dividends, from all indications. 

In my judgment your school should be ready to move into some new areas using school-
based management. Specifically, what I would like you to do is to prepare a plan for expanding 
school-based management at Advanced School to include the following additional areas: staff 
and administrator evaluation and curriculum planning. Of course, I recognize that these are 
potentially controversial matters, but I would like to see at least one school in our district tackle 
these problems, and I have assessed Advanced School as most likely to succeed in this endeavor. 
Please submit your plan to me in three weeks. 

Suggested Learning Activities 

Analyze the Case 

I. Evaluate each of the memoranda using concepts from Chapter 4, especially regarding 
the administrator as a recipient of communication. 

2. What concepts from Chapter 7 should each of the principals choose in preparing a 
response? How should these concepts be utilized? 

3. How do the assignments from the superintendent and the situation of each principal 
differ as to expectations and possible problems? 

Discuss the Larger Issues 

1. What are the advantages and disadvantages of school-based management? 

2. What individuals and/or groups are likely to be affected by the introduction or expan-
sion of school-based management? Which individuals and/or groups are likely to 
oppose school-based management, and why? 

3. What criteria and methods should be used to evaluate the effectiveness of school-based 
management? 

Be a Problem Solver Assume first that you are in Steve Works's situation; later, assume 
that you are in Shirley Verano's circumstances. Prepare an outline of a proposed school-based 
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management plan, including a description of how you would go about introducing, instituting, 
and evaluating the change. Utilize appropriate concepts from Part I of the text in preparing 
your responses. 

Test Your Solution To test the adequacy of your response to the superintendent, create and 
role-play one or more of the following situations in class: 

1. A faculty meeting during which you, as principal, present your ideas and plans for 
change. (Other members of the class should simulate different reactions to the princi-
pal's presentation.) 

2. A meeting between you, as principal, and the superintendent's cabinet, during which 
you present your ideas and plans for change. (Other members of the class should simu-
late various reactions to the principal's presentation.) 

Investigate Further 

1. Examine the educational literature on school-based management. 

2. Ascertain what plans, if any, your school district is considering for the introduction or 
expansion of school-based management. 

3. Talk with people associated with schools that have experimented with school-based 
management. Visit these schools, if possible. 

57 
RESTRUCTURING STAFF EVALUATION AND SUPERVISION 

For the first time in several years the superintendent was looking forward to teacher negotia-
tions. The teachers in the district generally seemed content with their welfare, and there cur-
rently appeared to be no major problem or crisis for their association to use as a bargaining 
lever. Of course, there were always a few who would never be completely satisfied, and the 
superintendent anticipated that there would continue to be demands for higher salaries and 
other fringe benefits, but the superintendent felt on top of things for a change and was confi-
dent that he and the board could handle whatever the teachers would come up with. 

The following Monday he and the negotiating team that represented the school board met 
with the bargaining team from the teacher association. After the initial exchange of pleasant-
ries, the teachers presented their demands for the coming year. As the superintendent listened 
to the list of items being read, he was pleased with the accuracy of his predictions—until the 
chairman of the teachers' negotiating team started reading the last demand: 

"Teachers will no longer be observed, supervised, or evaluated by administrators. All super-
vision, including classroom visitation and working with teachers to improve their instruction 
and the curriculum, will be carried out at the secondary level by the department heads and 
at the elementary level by master teachers released for that purpose. All teacher evaluation 
will be conducted by a special committee of teachers elected by and from the faculty in each 
building. This committee will evaluate only those nontenured teachers about whom there is 
some question in regard to whether their contracts should be renewed for the following year 
or whether they should receive tenure. No other teachers will be formally evaluated. 
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"The administration and the school board may decide to review and reverse a decision by 
the Teacher Evaluation Committee that a teacher's contract not be renewed. In such a situ-
ation, the administration and the school board will assume full responsibility for the future 
actions of the teacher. Under no circumstances, however, may the administration dismiss a 
teacher whom the Teacher Evaluation Committee has determined to be professionally compe-
tent. Such a dismissal would constitute a violation of the master teacher contract and would be 
subject to further action by the association." 

The superintendent barely managed to retain his composure. He had never encountered 
such a blatant demand before. What were the teachers thinking? Could they be serious? 

He decided not to make any comment until he had an opportunity to talk privately with 
the chairman of the teachers' bargaining committee. Instead, he presented a number of other 
items about which the administration and the school board were concerned. There was no 
immediate reaction from the teachers, so he suggested that both groups take some time to 
study each other's proposals and meet again in two weeks. That recommendation seemed 
agreeable to everyone, so a date was set for the next meeting. 

As the various participants moved out of the room, the superintendent asked the head of 
the teachers' committee to stay a few minutes longer to talk informally about one of the teach-
ers' demands. The superintendent explained that he was puzzled by the association's proposal 
that all administrators be removed from teacher supervision and evaluation. What was the 
basis for this recommendation? Were the teachers serious about pushing it? 

The teacher representative responded that the association was indeed serious about the 
supervision proposal. The teachers did not believe that most administrators were competent 
to supervise or to evaluate them. Perhaps in the past, when teachers were not as well trained 
and when teaching methods and curriculum were rather standard, administrators could effec-
tively supervise and evaluate teachers, but now teaching methods and curriculum were becom-
ing diverse and very specialized. Today's teachers were better educated in their subject fields 
and simply did not think that administrators had the background or the training to help them to 
improve. In fact, teachers found administrators' suggestions to be neither relevant nor helpful. 
Furthermore, the teachers think that they should not be evaluated by people who were no longer 
involved with the act of teaching as their primary function in the school. 

The representative went on to say that the teachers believe personnel evaluation to be a 
professional task. In the other professions, evaluation was conducted by one's peers. For 
example, in medicine, the hospital administrator didn't evaluate doctors—they were evaluated 
by each other. In education, teachers' own colleagues were the people most qualified to super-
vise and evaluate them (not nonteaching administrators), and the association was prepared to 
battle all the way for that principle. 

The superintendent didn't know what to think about the position that the association had 
taken, but it was clear that the teachers were dead serious about their newest demand. He told 
the teacher representative that he appreciated knowing more about the teachers' feelings but 
that he couldn't comment at the present time on the merits of their proposal. He assured the 
representative that all the teachers' recommendations would receive careful study and con-
sideration, and that the board's negotiating team would be ready with some reactions of their 
own at the next meeting. 

After the teacher representative left, the superintendent sat in his office and reflected on the 
situation. He had mixed feelings about the association's proposal on supervision and evalu-
ation. In a way he agreed with many of the points that the teacher representative had made. 
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Perhaps there did need to be a change toward giving teachers more responsibility in this area. 
He wondered how the other administrators and the school board would react to this rather 
extreme proposal. It was certain that many of the principals would reject the idea, and he 
doubted whether the school board would be in favor of acceding to the demand. 

The superintendent had two weeks before the next meeting with the teachers. What posi-
tion should he take on the matter? What strategy should he employ with the teachers' negotia-
tion team? With the other administrators in the district? The school board? He had his work 
cut out for him, but the first task was to come to a decision in his own mind about what was 
best for education in the district. 

Suggested learning Activities 

Analyze the Case 

1. What factors prevented the superintendent from anticipating the nature of the new 
teacher demands? 

2. What is your assessment of the strengths and weaknesses of the proposal on teacher 
supervision and evaluation? 

3. What assumptions is the teacher representative making in his explanation of why the 
teachers want a new system of supervision and evaluation? 

4. What is your evaluation of the superintendent's reaction and follow-up actions to the 
proposal advanced by the chairman of the teachers' negotiating team? If you were the 
superintendent in that situation, how would you have behaved differently? 

Discuss the larger Issues 

1. What are some of the reasons teachers may be dissatisfied with the present system of 
teacher supervision and evaluation? 

2. How can the current system of teacher supervision and evaluation be improved so that 
it will be perceived more positively by teachers? 

3. What should be the role of the following individuals or groups in the process of 
teacher supervision and evaluation? 

a. Central office supervisors 

b. The principal 

c. Department heads or special learning coordinators 

d. The faculty 

e. Students 

f. Parents 

Be a Problem Solver The superintendent agrees with many of the points that the teacher 
representative has made but doubts whether the other administrators and the school board 
would be in favor of the teachers' position. He will be meeting with the teachers again in two 
weeks. If you were the superintendent, how would you proceed and with whom would you 
talk during the weeks before the next meeting with the teachers? 
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Test Your Solution To test your proposed plan of action for dealing with the problem 
presented at the end of this case, create and role-play one or more of the following situations 
in class: 

1. A meeting between the superintendent and the building principals. 

2. An informal closed-door session between the superintendent and the school board. 

3. The next meeting between the teacher bargaining committee and the school board 
bargaining committee. 

4. Any other situation that might provide feedback on the strengths and weaknesses of 
your proposed plan of action. 

Investigate Further 

1. What is the school board and administrative policy in your district on who is respon-
sible for supervision and how the supervision will be conducted? 

2. To what extent are teachers dissatisfied with their supervision and evaluation? 

3. How would the following groups react to the teacher association demands as presented 
in this case if the same demands were made in your district? 

a. School principals 

b. Central office supervisors 

c. Department heads 

d. Superintendent 

e. Elementary teachers, junior high teachers, high school teachers 

f. School board 

g. Parents 

58 

CHANGING THE ROLE OF THE BUILDING PRINCIPAL 

The assistant superintendent was convinced of the need for administrative reorganization at 
the building level. He had concluded, based on his previous experience as a principal, recent 
professional reading, and a review of the current status of the instructional and curricular 
program in the schools, that the role of the building principal should be changed. 

In the opinion of the assistant superintendent, the building principal was no longer the 
instructional and curricular leader of his or her school—if such had ever been the case. These 
days teachers were better trained and were specialists in their subject fields. The principal, on 
the other hand, was a generalist with intensive preparation on the undergraduate college level 
in only one subject field. In graduate school, principals had specialized in administration but, 
as a rule, had taken only one course in supervision and curriculum. Consequently, they were 
not really knowledgeable about the content and methodologies of the various disciplines, nor 
did they have the time to keep up with the many changes that were taking place. As a result, 
many teachers, particularly experienced ones, did not recognize or accept the principal's 
judgments in matters of instruction and curriculum, and most principals seemed reluctant to 
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approach experienced teachers with suggestions for improvement. Therefore, there was a 
decided lack of instructional and curricular leadership in the schools, and the assistant super-
intendent believed that it was his job to correct the situation. 

That afternoon he met with the superintendent and proposed that the emphasis in the role of 
the principal be changed from instructional leader to professional manager, formally recogniz-
ing the role that most principals were performing anyway. Although their job descriptions still 
assumed that they were educational leaders in their schools, in reality the principals were gen-
erally more concerned and occupied with maintaining the ongoing program in their buildings. 

What was needed, the assistant superintendent suggested, was a realization on the part of 
the principals that they could no longer function effectively as instructional leaders and that it 
was necessary for them to concentrate on improving their managerial skills. Principals should 
recognize that they were middle management. In many ways, their position was similar to that 
of hospital administrators who worked with professionals, for example, doctors, who were 
more specialized in their knowledge and skills than the administrator. 

At that point the superintendent indicated that he agreed, but he wanted to know who 
would provide the instructional and curricular leadership in the schools if the principal's role 
was changed. 

The assistant superintendent had anticipated that such a question would be raised and 
showed the superintendent a proposal he had worked out. 

RECOMMENDED ADMINISTRATIVE REORGANIZATION 

1. The role of the principal would become that of professional manager; instructional and 
curricular supervision and leadership would be delegated to other individuals within the 
school. In-service programs would be planned and instituted to assist the principals in 
becoming better acquainted with and more skilled in the use of techniques and proce-
dures of middle management, for example, PERT and PPBS. 

2. At the secondary level the department heads would provide the instructional and curricu-
lar leadership for the teachers within their departments, coordinated by the assistant prin-
cipal for instructional services. Each department head would be granted two additional 
periods of released time to carry out his or her responsibilities. 

3. At the elementary level each school would be staffed with grade-level coordinators who 
would teach part-time and work with teachers the remainder of the time to improve 
instruction and curriculum. 

4. Central office supervisors would offer additional supervisory service to both levels. 

The superintendent liked the proposal, and he said so. He was particularly impressed with 
the idea of capitalizing to a greater extent on the expertise that already existed within the 
teaching ranks. He knew that the program would be more costly and that he might find it 
difficult to persuade the school board to buy the plan, but he also recognized that significant 
steps had to be taken to improve the present situation. Of course, the proposed changes would 
first have to be sold to the principals, which would not be easy, and the actual implementation 
of the reorganization would have to wait until the next budget year. But he gave the assistant 
superintendent the green light to begin laying groundwork with the building principals. 

The assistant superintendent was delighted by his superior's response, and immediately 
after the conference, he told his secretary to set up a meeting on Friday with all the building 
principals. At that time he would present his plan for administrative reorganization and try to 
persuade the principals that a change in their role would be in their own best interests. 
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On Friday morning he distributed to the assembled group of principals a copy of his 
proposal, which had since been amplified with supporting rationale, although not changed in 
basic concept. For the next 15 minutes he discussed his observations on the present role of the 
principal and the need for change. Then he paused and asked the principals for their reactions. 
He didn't have to wait long. 

One principal after another objected to the proposed plan of administrative reorganization. 
No one spoke in favor of the idea. In fact, they were unanimously opposed to relinquishing 
the role of the principal as instructional and curricular leader of the school. They protested 
that this was the role they had been trained for and that this was the role their professional 
associations expected them to assume. Perhaps it was true that they were not subject matter 
experts, but, they argued, it was not absolutely necessary to be an expert in order to work with 
teachers in the improvement of instruction and curriculum. They felt the main problem was 
that principals were too bogged down with administrative detail and didn't have the time to 
function the way they would like to—as educational leaders. They were not managers, they 
were educators, and they rejected the analogy offered by the assistant superintendent comparing 
them with hospital administrators. 

It was obvious to the assistant superintendent that he had stirred up trouble. As the princi-
pals waited for his reaction to their opposition, he debated his next move. 

Suggested Learning Activities 

Analyze the Case 

1. What are your analysis and evaluation of the observations made by the assistant super-
intendent in regard to the role of the building principal? 

2. What do you see as the strengths and limitations of the assistant superintendent's plan 
for administrative reorganization? 

3. What is your assessment of the assistant superintendent's strategy for introducing 
change? What are some of the reasons he encountered resistance? 

4. What assumptions or errors in logic might the principals be making in their defense of 
the role of the principal as an instructional leader? 

Discuss the Larger Issues 

1. Specifically, what do you feel should be the role of the principal with respect to 
improving instruction and curriculum in the school? 

2. What barriers or handicaps must a principal overcome in order to make a real contri-
bution as an instructional or curricular leader? 

3. How can the principal best utilize the other sources of expertise within the school, the 
school district, or the community for the improvement of instruction and curriculum? 

Be a Problem Solver The initial reactions of the principals to the assistant superintendent's 
proposal to change their role were negative. If you were the assistant superintendent in that 
situation, what would be your next step? What would be your long-range objective and strat-
egy? Utilize appropriate administrative and social science concepts from Part I of the text in 
planning and implementing your approach. 
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Test Your Solution To test your proposed plan of action for dealing with the problem 
presented at the end of this case, create and role-play one or more of the following situations 
in class: 

1. A continuation of the meeting between the assistant superintendent and the principals. 

2. A conference between the assistant superintendent and the superintendent. 

Investigate Further 

1. How does your district define the role of the principal? What are the principal's respon-
sibilities for instructional leadership? What system of evaluation exists for ascertaining 
whether the principal is, in fact, effectively carrying out leadership responsibilities? 

2. How would the principals in your district feel about a change in their roles similar to 
that proposed in this case? How would the teachers react? The department heads? 

59 
IN-SERVICE OR DISSERVICE EDUCATION? PART I 

The principal had been staring at the wall in his office for the past five minutes. He was trying 
to think about topics and guest speakers for the two days of in-service education the faculty 
was supposed to receive this year. One in-service day was to occur on Friday, the second week 
in November, and the other day to be set aside for in-service education was also a Friday, dur-
ing the third week in April. 

The problem was that it was now the latter part of October, and he had just begun to 
think about the need to plan something for the first in-service day. He knew that he probably 
should have initiated his planning early in the fall, but he had been busy with a number of 
other activities and the time had slipped by. Still, he figured that he had plenty of time to plan 
something worthwhile as long as he could line up a certain professor he knew who often gave 
talks about lesson planning. 

The principal felt that lesson planning was a major deficiency on the part of many of his 
teachers, as evidenced by the lesson plans they submitted to his office, and that the morning of 
the first in-service should focus on this topic. The afternoon could be devoted to opportunities 
for teachers to practice the development of model lesson plans, and, later in the day, several of 
the better lesson plans might be presented to the entire faculty. 

Having completed his planning for the first in-service day, the principal decided that he 
needed a break before planning the second one, so he left his office to go to the faculty room 
for a cup of coffee. 

Suggested learning Activities 

Analyze the Case 

1. What is your evaluation of the reason the principal gave for not planning earlier in the 
year for in-service education? 

2. What is your assessment of the principal's planning for the first in-service day? What 
assumptions is he making? What unanticipated consequences might he encounter? 
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Discuss the Larger Issues 

1. To what extent is there a need for teacher in-service education today? Why does the 
need exist? 

2. Who should be involved in planning an in-service program? Why should these people 
be involved? What are the advantages and disadvantages of involving others? 

3. What criteria and processes should be utilized in planning for and evaluating in-
service programs? 

Be a Problem Solver Assume that the principal in this case study proceeds with the first 
in-service day. Based on your answer to the second question under "Analyze the Case," how 
would you, as the principal in this situation, address the problems that you anticipate will 
occur during and after the in-service program? 

Test Your Solution To test the approach you developed to deal with the problems you 
anticipate will arise during and after the first in-service program, you and your colleagues 
should create and role-play one or more of the following situations: 

I. A faculty meeting in which the principal announces his plans for the November 
in-service meeting for teachers and asks whether there are any questions or reactions. 

2. Reluctance or refusal by those members of the faculty whom the principal approaches 
in the afternoon of the in-service program with a request to present to the rest of the 
faculty the lesson plans that were developed. 

Investigate Further 

1. How does your school or school district develop plans for in-service education? 

2. To what extent are in-service programs evaluated in your school or school district? 
What criteria and procedures are employed? 

3. What is the attitude of administrators and teachers toward in-service education in your 
school or school district? 

60 
IN-SERVICE OR DISSERVICE EDUCATION? PART II 

It was the last day in February, and the principal had Set aside a block of time in the afternoon 
to plan an in-service day in April. He felt that as a result of his teachers' negative reactions 
to and poor participation during the November in-service program, he had learned his lesson 
about the importance of adequate planning and teacher involvement. It was essential that he 
allow himself more advance time to plan the next in-service program and that he conduct 
some sort of needs assessment of the teachers so the program would be relevant for them. 

After instructing his secretary that he did not want to be interrupted for any reason during 
the next two hours, he entered his office after lunch to work on plans for the April in-service 
program. As the principal reflected on the planning that needed to take place, it seemed to him 
that the first priority was to construct some type of instrument to assess the perceived needs of 
his teachers. If he could find out what they were interested in or needed, then he could design 
a program tailored to those interests or needs. 
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For the next hour and a half the principal worked at his desk, attempting to develop a needs 
assessment instrument for his teachers. His basic approach was to jot down a number of needs 
that he believed his teachers felt—or, at least, should feel—and he added to that list a number 
of topics about which he thought teachers might be interested. He then organized the list into 
a survey format and added instructions for the teachers to follow in responding. Before giving 
the survey to his secretary to be typed and distributed to the faculty, he decided that he should 
look it over one more time. 

In-Service Needs Survey 

February 28 
Dear Teacher: 

To plan in-service programs that more closely meet your needs and that have a greater chance 
for practical application, it is necessary for me to know your interests and needs. 

Listed are nearly 30 possible in-service activities. These have been categorized (rather 
roughly in some cases) into four major groupings. Please consider the items in each category 
and put a mark (X) opposite those in which you have a definite interest or need. Please check 
no more than the number allotted for each category. 

It is very important that these be completed and returned to me no later than March 4. 
Please put your name on the form. 

Sincerely. 
Ed Bain, Principal 

In-Service Interest Assessment 

Name: 
	

Date: 

Category 1—You as a Person 

Check Only 2: 
Stress management 
Time management 
Career alternatives for teachers 
Physical fitness and wellness 
Personal investments for educators 
Other (describe):  

Category 2—For Professional Background 

Check Only 3: 
Identifying creativity 
Learning styles 
Use of student records 
Writing meaningful comments 
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Structuring a parent conference 
Evaluating teaching resources 
Human growth and development 
Increasing school/home cooperation 
Other (describe): 

Category 3—Improving Your Classroom Skills 

Check Only 4: 
Teaching gifted/talented students 
Classroom motivation strategies 
Classroom discipline strategies 
Making interesting lessons 
Interpreting tests 
Time on task 
Creative bulletin boards and posters 
Computer-assisted instruction 
Computerized gradebooks 
Constructing good tests 
Using drama to teach 
Other (describe): 

Category 4—Child Development and Adjustment 

Check Only 2: 
Improving students' self-images 
Conferencing 
Brain growth in children 
Sensible approaches to individualization 
Support services for you and your students (special education/guidance) 
Alternative family styles (single parent, etc.) 
Other (describe): 

Satisfied that the instructions were clear and the topics important, the principal gave the needs 
assessment questionnaire to his secretary to be typed and distributed, and then returned to his 
office to plan some of the other aspects of the in-service program. He didn't feel that he could 
begin selecting speakers for the program because he didn't know yet how the results of the 
needs assessment. One piece of planning that he could work on immediately, however, was the 
development of an evaluation for assessing the effectiveness of the in-service program. After 
the last in-service meeting, he had neglected to conduct a formal evaluation, and although he 
was able to conclude from the lack of participation during that day and the subsequent nega-
tive comments he had heard about the program through the grapevine that the program had 
not been a total success, he wanted to conduct a more systematic and more formal evaluation 
next time. He worked for the next half hour on a draft of a possible evaluation form. When it 
was finished, he looked over the form to see whether he had overlooked any aspect. 
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Evaluation of In-Service Program 

Instructions 

Teachers need not identify themselves in completing the fbrm. Its primary purpose is to give 
me some feedback on what you saw as the strengths and weaknesses of the activities scheduled 
for the November in-service day. Please provide information that is as complete as possible, 
and then return the form to my secretary. 

1. What did you think of the speakers? 
Morning session Afternoon session 

Superior Superior 
Adequate Adequate 
Unsatisfactory Unsatisfactory 

2. How useful did you feel the handouts were? 
Morning session Afternoon session 

Very useful Very useful 
Useful Useful 

- - 	Not useful Not useful 

3. To what extent were you satisfied with your involvement during the in-service 
program? 
Morning session Afternoon session 

Very satisfied Very satisfied 
Satisfied Satisfied 
Not satisfied Not satisfied 

4. Was the time allocated to each session adequate? 
Morning session Afternoon session 

Very adequate Very adequate 
Adequate Adequate 
Not adequate Not adequate 

5. Do you feel you learned very much from the in-service program? 
Morning session Afternoon session 

A great deal A great deal 
To some extent To some extent 
Not at all Not at all 

Thank you! 

The principal felt satisfied with the evaluation form he had designed, and he believed that it 
should provide him with useful feedback for making the in-service program in April effective. 
One addition, however, needed to be made. He needed to specify in the instructions a deadline 
for returning the completed form. He thought a couple of days ought to give the teachers suf-
ficient time to think through their answers to the questions. If he allowed more time, some of 
the teachers would only misplace, lose, or forget about the form. 
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As the principal left his office to take the evaluation form to his secretary for typing, he felt 
pleased with himself. It had indeed been a productive two hours of planning with the devel-
opment of a needs assessment form and an evaluation form. He recognized that there were 
some other aspects of planning for the in-service day that remained to be accomplished—such 
as lining up the speakers—but he still had plenty of time to work on that after collecting the 

needs assessment. Now seemed like a good time to take a well-deserved coffee break. 

Suggested Learning Activities 

Analyze the Case 

I. Analyze the principal's planning and decision-making process in develop-

ing a needs assessment instrument for his teachers. What would you have done 

differently? 

2. Evaluate the in-service needs survey that the principal developed. What are its 
strengths and weaknesses? What modifications would you recommend? 

3. Analyze the principal's planning and decision-making process in developing an evalu-
ation procedure and form for assessing the effectiveness of the in-service program. 
What would you have done differently? 

4. What do you see as strengths and weaknesses of the in-service evaluation pro-
cedure and form that the principal has designed? What modifications would you 
recommend? 

Discuss the Larger Issues 

Are teachers' interests the same thing as teachers' needs? Who decides, and by what 
criteria? 

2. To what extent should an in-service program for teachers focus on teachers' needs as 
compared to organizational needs? 

3. To what degree should the evaluation of an in-service program focus on whether the 
participants actually acquired whatever knowledge or skill the program was designed 
to deliver? How would this type of evaluation be carried out? 

Be a Problem Solver Assume that you are an administrator or a supervisor who has the 
responsibility for planning and evaluating two days of in-service education during the year. 
How would you proceed? Utilize administrative and social science concepts from Part I of the 
text in developing your approaches. 

Test Your Solutions To test the approach you developed in response to "Be a Problem 
Solver," create and, if appropriate, role-play one or more of the following situations in 
class: 

1. Write a report to the superintendent, describing your plans for the two days of in-service 
programs, including the method you used for developing those plans. 

2. Present your plans to the faculty, including an evaluation procedure or form. 
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Investigate Further 

1. Examine the educational literature for recommendations regarding how you should 
plan for and evaluate an in-service program. 

2. Interview appropriate personnel in the state department of education and/or universi-
ties for their recommendations for planning and evaluating an in-service program. 

61 
SCHOOL CHOICE 

In March the state legislature passed a law that would allow parents to send their school-aged 
children to any school of their choice in the fall, either within or outside the school district 
where the family resided. Included in the legislation was authorization for a transportation 
and tuition voucher, based on a rather complicated formula that considered the distance trav-
eled and the financial well-being of the family. 

There had been considerable opposition to the school choice bill while it worked its way 
through the legislative process. Nevertheless, once it was approved, most educators accepted 
the need to plan for its impact. One of the problems was that few people—even the so-called 
experts—were very certain or specific on what the precise nature or extent of the impact 
would be. One implication that almost everyone agreed on was that the schools would need to 
compete for students on a much greater scale than had been true in the past. 

Katie Hernandez, principal of Cesar Chavez School, had been sitting in her office for the 
last hour on a Saturday morning in the first week of May, trying without much success to jot 
down some ideas about getting her school ready for the implementation of school choice. 
This was a new task for her, and she wasn't sure about everything that needed to be done. One 
thing she did know was that she had to put together some plan and implement it, or she might 
wind up with the school less than half full in September. 

Suggested Learning Activities 

Analyze the Case 

1. What kind of plan is needed under these circumstances? What elements should be 
included in the plan? 

2. Whom, if anyone, should the principal consult or involve in the development of her 
plan? Is there a particular planning process that should be followed? 

3. Identify the concepts in Part I of the text that would be helpful to consider while 
developing and implementing the plan. 

Discuss the Larger Issues 

1. What variations might the school choice approach take? Identify the advantages and 
disadvantages of those variations. 

2. Which individuals and groups are likely to favor a school choice approach, and which 
are likely to oppose it? To what extent is support or opposition based on the merits of 
school choice as opposed to other factors? 
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3. What are the short- and long-range implications of school choice? What should be the 
response by those educators who do not favor it? 

4. What criteria and methods should be used to evaluate the effectiveness of school choice? 

Be a Problem Solver Assume that you are the principal of this school. Agree on any addi-
tional details you will need in order to address the implementation of the school choice leg-
islation in the school administered by Katie Hernandez. Prepare a plan for dealing with the 
school choice situation. 

Test Your Solution To test your plan of action, you and the class should create and role-
play one or more of the following situations: 

1. A call from a local reporter who would like to learn the details of your proposed plan. 

2. A presentation to the faculty of a rough draft of your plan. (Simulate different reac-
tions to the plan being presented.) 

3. A presentation to the PTA of your plan. 

Investigate Further 

1. Examine the educational literature on various school choice approaches. 

2. Ascertain the type of school choice legislation, actual or proposed, in your state. 

3. Determine what plans, if any, have been made in your school district to respond to 
school choice possibilities. 

4. Investigate school choice plans and/or approaches by other school districts and states. 

62 
SCHOOL DISTRICT CHIPS AWAY AT STUDENT TECHNOLOGY 
LITERACY PROBLEMS 

The superintendent had just finished reading her copy of School Tech News. The latest issue 
raised questions about how schools were incorporating the study of computers and technol-
ogy literacy into the curriculum. These questions reflected concerns that the superintendent had 
developed recently about the use of computers in her own district. She hadn't expressed her con-
cerns to anyone yet because she wasn't sure she was right. But after reading School Tech News, 
she decided to call a meeting of the district's principals and supervisors to address the issue. 

The following Friday, the meeting was held at the district office. The superintendent had 
decided to begin the meeting by giving some background, expressing concern, and then asking 
the principals and supervisors to think about the problem and send her their recommendations. 

The superintendent began the meeting by stating her views. "In recent years the school 
district has introduced computers into elementary school curriculum, and at the high school 
level several courses are offered in computer programming. In addition, our schools are using 
data processing more in the area of attendance and are using the computers to help with stu-
dent scheduling. Still, I am not sure that we are making maximum, or even in some instances 
appropriate, use of the computer. 
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"For example, we study keyboarding, LOGO, and the history of the computer at the 
elementary schools." Is this the best way to introduce computers to children? I should also 
mention that I have heard that a number of elementary teachers still don't feel competent in 
teaching the use of computers and don't like taking time away from the other subjects. 

"At the high school," I see computers and computer programming being utilized primarily by 
math and business education teachers, but what about the rest of the teachers and curriculum? 
And should we be placing such emphasis on teaching high school students how to program? 

"I don't have answers to these questions," but I believe strongly that the school district 
needs answers. Therefore, I would like each of you to think about how computer education 
and utilization could best be improved in your building or subject area, and then forward your 
recommendations to me by the end of next week. 

"Are there any questions?" 
To the superintendent's surprise, no one responded with a question. So she proceeded to 

the next item on the agenda. 

Suggested Learning Activities 

Analyze the Case 

1. What is your assessment of the process used by the superintendent to identify the need 
for change? What would you have done if you had been the superintendent in similar 
circumstances? 

2. Assuming the superintendent is correct in her assumption about the need for change, 
what alternatives other than calling a meeting could she have pursued? 

3. Assuming that calling a meeting was the best way to proceed in this case, how would 
you have planned and conducted the meeting differently? 

Discuss the Larger Issues 

1. How important is it for schools to incorporate computer education into their 
programs? 

2. What is the most appropriate way for schools to introduce computer education? 

3. What criteria and process should schools use to determine the extent to which their 
use of computers is effective? 

4. To what degree should all teachers and administrators become literate and competent 
in the use of computers? 

Be a Problem Solver The superintendent of schools in the case study has expressed her 
concerns about computer education and the use of computers in the schools. As a principal or 
supervisor in this district, how would you respond to the superintendent's concerns? 

Test Your Solution To test your plan of action for dealing with the problems presented at 
the end of the case, create and role-play one or more of the following situations in class: 

1. Continuation of the meeting at the point when the superintendent asks, "Are there any 
questions?" 
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2. A faculty meeting in which you present the superintendent's concerns and then discuss 

the matter. 

3. A meeting of the superintendent's cabinet in which you present your recommendation 
on how to improve the use of computers in the school. 

Investigate Further 

1. Examine the educational literature for recommendations on the best use of computers; 

try to identify a description of exemplary programs. 

2. Ascertain how computers are being used in your own school and district. How is their 

use being evaluated? By what criteria? 

3. Review any concept chapter presented earlier in the book that would help you improve 
your skills for addressing the problems in this case, for example, Chapter 7. 

63 
WHEN NCLB MEETS YOU AT YOUR SCHOOL DOOR 

Feeling overwhelmed, Principal Cynthia Foster returned to W.E.B. Dubois High School after 
attending a districtwide principals meeting with the superintendent. During this meeting, she 
was given more information about No Child Lft Behind (NCLB) and the new initiatives to 
be instituted at the building level for accountability. She knew she had to meet with her "core 
content" department chairs but did not look forward to sharing the mountain of paperwork 
that would become part of their jobs. As she sat at her desk preparing the agenda for the meet-
ing, she thought it best to create a script for at least the first part of the meeting. She wrote: 

Thank you all for attending this additional meeting, given the short notice. I want to express 
my appreciation for all the extra work that each of you does to help us make this a collabora-
tive learning community and a place where academic achievement and high expectations yield 
results. 

She thought this was maybe a little over the top, but she realized that she did not express 
her thanks and appreciation enough. She made herself a note to put something special in the 
school newspaper about the state science fair. The science department did good work with the 
students, she thought. 

I am sure you are wondering why I called this meeting. As you know, I have been out of the 
building two days this week at districtwide principals meetings. These meetings were called to 
discuss the district initiatives to meet the revisions to No Child Left Behind. Before I get into 
specifics. let me share some information with you that was new to me. Some of you may already 
know this, so chime in if you have some additional information. 

The Elementary Secondary Education Act (ESEA) was legislation introduced in 1965 by 
President Johnson to address the needs of students living in poverty. In 1994 President Clinton 
signed into law the Improving America's Schools Act (IASA). This statute amended the ESEA 
and included the reauthorization of Chapter I as the new Title I. The new law loosened some 
of the statutory and regulatory program requirements, discouraged pull-out programs, and 
demanded that all children, including the poor and educationally disadvantaged, develop the 
same knowledge, skills, and level of achievement once expected from only the top students. 
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President Bush in 2002 signed into law the No Child Left Behind (NCLB) Act of 2001. This 
new law represents the most sweeping changes to the Elementary and Secondary Education Act 
since it was enacted in 1965. It changed the federal government's role in kindergarten through 
grade 12 education by asking America's schools to describe their success in terms of what each 
student accomplishes. 

NCLB has specific provisions that will directly affect our district in general and our school 
in particular: plans for new programs, personnel, spending, staff development, intervention 
strategies, and parental involvement. 

Our spending priorities and operating procedures drastically changed with new requirements 
for accountability, highly qualified staff, parental choice, student support, and staff develop-
ment. it is the most demanding and comprehensive legislation enacted to this date. 

Okay, she thought, now to let the other shoe drop: 

I have here a notebook for each of you. A big thank you to my clerical staff for getting these done 
so quickly. In these books you will find all the changed NCLB items that deal with content; these 
changes will be described as "core content." Let me say that I know that this is asking you to add 
another layer of paper—no, it is a mountain of paper—onto the already many forms that you must 
complete. I will assist in any way that I can and will provide the clerical support that you request. 

Cynthia looked at the notebooks stacked on the table on the other side of her office. She 
decided not to take the notebooks to the meeting but ask each teacher to stop by her office to 
pick up the notebooks. That way she could talk to them individually when they came by, mak-
ing it easier to deal with their reactions to so much paper work. 

There is one change to an NCLB item that we will need to address especially and that is Title X, 
repeals, redefinitions, and amendment to other status, Part C, homeless education. As you know 
in our school demographics, we have about 200 or so students who are classified as homeless. 
We are already under the Education for Homeless Children and Youth program and receive 
funds to support those efforts. In fact the grant money that was available to us from Title I 
funds increased as the subgrants awarded to our district increased. This helped us facilitate the 
additional clerical support for enrollment, attendance, and the overall academic support for our 
homeless students. 

We will need to work on making sure school records and guardianship issues are addressed, 
especially since a student who has reached the age of 16 and petitions the courts can become 
an emancipated minor. Overall we are doing an excellent job making sure these students are 
not "left behind" and have access to educational and other social services they need to meet the 
highest academic achievement. 

Cynthia wondered if her staff could handle another round of accountability. She knew that NCLB 
requires that as principal she attest in writing to meeting the standards. However, just how much 
of this should she delegate to the teachers? The school operated in a context of shared gover-
nance, but she wondered at what point she may be asking for too much. She continued writing: 

As a school community, we have done what "highly qualified teachers" do. You are giving all 
of our student population 110%, and our students who are homeless benefit from the many 
academic supports you have in place. We are already in compliance with one of the NCLB 
requirements with our H.Y.L.P., Homeless Youth Liaison Program. 

We will, however, need to address changes in NCLB that have new implications for us: trans-
portation. According to the changes, at the request of the parent or guardian, we must provide or 
arrange for transportation to a homeless student's school of origin. This will require, according to 
the district, a new method for sharing transportation responsibility and costs from our general fund. 
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In addition, the only place we have flexibility in the general fund to date is in the "core 
content" allocations for supplies. This is not a final decision by any means. I would like us to sit 
with your line items in the general fund budget and see where we may be able to shift money. 
The district is firm on this item. As a school, if a student who is attending our school is moved or 
moves to a shelter across town, we must share cost with the district for his or her transportation. 
A decision does not have to be made today, but a decision on where this money is going to come 
from must be made by close of business Friday. 

Cynthia stopped and could hear ringing in her ear, "Why not take it from athletics?" She 
wished it were that easy. The superintendent had stopped her on the way out of the meeting to 
congratulate her again on the basketball team winning the state championship. She cannot cut 
the generative part of the school budget. She continued to write: 

There will be subgrants on the state and federal level that will be awarded competitively and 
based on need. This will require a team to write the grants. 

Cynthia thought, Great, a request for more teacher time. She felt overwhelmed. She didn't 
sign on for this. She loved being a high school principal, but the joy faded with each new 
policy and form as well as district, state, and federal report. There was a knock on the door. 
She opened the door. Two students from the school newspaper greeted her. She had forgotten 
she agreed to be interviewed for the new career choice column, "Why I Became 

As she stood there in the doorway, she thought maybe she should reschedule. 

Suggested [.earning Activities 

Analyze the Case 

1. Do you agree with principal's first plan of action? Why or why not? 

2. What alternative measures could she have chosen to deal with the issue? 

Looking at the Larger Issue 

1. In what ways can principals ensure that faculty and staff do not feel overburdened 
with the local, state, and federal processes for accountability? 

2. What leadership criteria should a principal use to determine when work should be 
delegated to faculty and staff? 

Be a Problem Solver If you were the principal in this high school, what would you do? 
Utilize appropriate administrative and social science concepts from Part I of this text in 
planning and implementing your approach. 

Test Your Solution To test your proposed plan for dealing with the circumstances in 
this case, create an agenda and a script for a meeting with the faculty to discuss the issues 
presented in this case. 

Investigate Further Investigate your school and district initiatives related to meeting NCLB 
and the 2004 revisions. Review the history of the initiatives from creation, implementation, 
and budget implications. 



Chapter 14: Problems of Change 	417 

64 
DO EXTREME TIMES CALL FOR RADICAL ACTION? 
BE THE CHANGE! (A LEADERLESS GROUP ACTIVITY) 

Background 

According to the National Institute on Drug Abuse, approximately one-half of all high school 
seniors in the United States admit to having used alcohol or an illegal drug. Substance abuse 
among teens thus increases the risk of involvement in crime, high-risk sexual behavior, acci-
dents, and injuries. In November the superintendent of schools sent the following memorandum 
to all administrators and supervisors: 

As you know, the drug problem in our schools has worsened (the rise of illegal prescription drug 
use, meth, GHB, and many others), and the school board and community are very concerned. In 
the last few weeks several ideas have been projected, and the school board and I would like your 
reaction to them. I acknowledge that these items are controversial, but extreme times may call for 
radical action. In any case, I would like you to consider the following proposals and give me your 
most thoughtful analyses and recommendations. Also, I would like your own ideas on what we 
should do to address the problem if you judge any of the following ideas to be undesirable or not 
feasible. 

1. Students would periodically be randomly searched for drugs prior to entering the school 
corridors. 

2. In those schools with the most serious drug problem, trained dogs would be used to sniff 
lockers and, when needed, classrooms to detect drugs. 

3. All students participating in athletics would be subject to random drug testing. 

4. Any student who is suspected of using drugs would be required to undergo drug testing. 
5. Any student caught using any kind of illegal drugs on the school grounds or at a school 

activity would be expelled. Present policy expels only drug sellers and chronic users. 
6. Any student found to have known about (but failed to inform the proper authorities about) 

another student's engaging in the sale of drugs at the school would be suspended. 

Although there would be financial considerations to many of these proposals, at this point I 
want you to consider them solely on their merit without regard to expense. Just give me your best 
thinking on the proposals themselves. 

Instructions 

1. Either the instructor will distribute additional information about the nature and extent 
of the drug problem in the school district or the members of the group will discuss 
these aspects and reach agreement on them prior to preparing a response to the super-
intendent's memo. As another alternative, it may be desirable to assume different 
scenarios regarding the nature and extent of the drug problem to see whether and how 
this would affect the response given to the superintendent. 

2. Once the instructor and/or the group has further defined the drug problem, one or 
more of the following activities should be pursued: 

a. The group should attempt to reach consensus on a response to the superintendent's 
request. 
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b. Each individual should prepare a written response. 

c. Members of the group should prepare for an oral presentation to the superinten-
dent's cabinet. Each person who is not involved in making the presentation should 
assume the role of a member of the superintendent's cabinet. 

65 
TEACHER DIFFICULTY IN A MULTICULTURAL CLIMATE 

Mr. Adkins is a first-year teacher of social studies at Westside Middle School, located in 
a large metropolitan area with diverse cultures represented in the enrollment. Westside is a 
magnet school for gifted and talented youngsters. Asian and Pacific Islander (A-PI) children 
are disproportionately represented and have parents, the majority of whom are involved in 
international careers. Eleven different languages are represented at Westside, and English as 
a second language (ESL) is taught extensively. Parents of the A-PI children place heavy pres-
sure on them to excel at all times in all areas. The school curriculum is accelerated in addition 
to providing global connection by means of technology. 

Mr. Adkins is a Caucasian from the Midwest with a degree from a small private men's 
college in the East. His achievements as a graduate student employed as a research analyst at 
the U.S. Department of Education paved the way for his employment by Westside. 

Orientation provided to new staff members focuses on scheduling and other routine pro-
cedures. There is no staff development on multicultural interpersonal relations or instruction 
in ESL for teachers. Several new teachers of varying professional backgrounds join Westside 
faculty each year. The school is strictly managed with English as the oral and written lan-
guage. All communication and visual materials are in English. No provisions are made for 
different cultural activities. 

Mr. Adkins teaches a class in world history to a group of 12 students representing Thai-
land, Korea, Indonesia, the Netherlands, Bosnia, and the United States. His teaching style is 
95 percent lecture, textbook-developed tests, and a minimum of discussion. Recently dur-
ing a lecture concerning the history of events between 1945 and 1965, the students began to 
ask questions relative to the placement of U.S. troops in Korea. The discussion led to details 
of the Korean conflict, philosophical differences among those nations involved, impact on 
U.S. armed forces, and economic shift in South Korean lifestyle. Mr. Adkins shared his 
personal opinion about the conflict, most of which revealed strong negative feelings toward 
Koreans and Japanese. He elaborated on the economic war in the marketplace between 
Japan and the United States and emphasized the decline of U.S. jobs because of Japanese 
imports. 

Most of the students expressed their thoughts, which were often contrary to Mr. Adkins's 
explanations. Realizing this was a high-interest topic to his students, Mr. Adkins decided to 
have them discuss these issues with their parents prior to writing a 250-word essay entitled 
"Factors Contributing to the U.S. Market Deficit Because of Far East Imports." The essays 
would be due in five days. Mr. Adkins sensed his students' stress and, therefore, assigned an 
essay as an opportunity for the students to objectively view historical happenings through 
oral history research. He realized his instructional comfort level declined as he moved away 

Th 
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from lecturing, which caused discussion to escalate. "Just another show of opinionated 
youth behavior," he thought when class ended. During the next few days, students asked spe-
cific questions among themselves and occasionally a student would solicit comments from 
Mr. Adkins in preparation for the essay. 

During the five-day assignment period, parents phoned the department's lead teacher 
to discuss Mr. Adkins's limited perspective on multicultural topics. Some parents sensed a 
strong feeling of bias and prejudice. Two parents requested a conference with Mr. Adkins, his 
lead teacher, and the principal to determine the effect his comments had had on the students. 
A conference was scheduled to be held one day following the assigned essay due date. 

Each student completed the assignment on time, demonstrating extensive use of technol-
ogy networking plus oral history. When Mr. Adkins assessed each paper, he discovered that 
most students had written opposing views to those he had presented. Most students expressed 
resentment toward his attitude by writing positive comments about other cultures. Addition-
ally, the essays expressed an overtone of disfavor with Mr. Adkins's teaching style. The major-
ity felt they were being stereotyped in addition to being deprived of an opportunity to interact 
with classmates. These students preferred to learn about other cultures through idea exchange 
with their classmates. Mr. Adkins became uncomfortably anxious about his students' writing. 
He did not dwell on the issues because he believe he would meet with the two parents and 
reassure them that he was a highly effective teacher and not in the least prejudiced. 

On the following day, Mr. Kim, a Korean, and Mrs. Miskoski, from Bosnia, met with 
Mrs. Gusto, the principal, Mr. White, the lead teacher, and Mr. Adkins. Both parents presented 
journals their children had written daily over the seven months in Mr. Adkins's class. These 
journals highlighted approximately 200 comments that could be evaluated as prejudiced, ste-
reotypical, or negative. Mrs. Miskoski shared with the group the fact that all the students 
realized that parental expectations demanded top scores with no leeway. Mr. Kim reinforced 
this by revealing a consensus among the students that their scores were too important to make 
waves with Mr. Adkins. As each student had gathered oral history data, however, it became 
apparent they should speak up to ensure free expression of thought. Both parents were ada-
mant that the scores given to students on their essay work should not be affected by expression 
of philosophies or thoughts contrary to those of Mr. Adkins. Second, the parents requested 
that Mrs. Gusto and Mr. White monitor the world history class and prepare a report for each 
parent. Mr. Kim elaborated on the necessity for each student to achieve high marks on all 
tests. These scores determined the students' placement for transfer to the next school. This 
was critical because many of these students would transfer several times. He also requested an 
opportunity to visit Mr. Adkins's room at his convenience. Both parents mentioned that they 
had contacted other parents who were outraged about such instruction. 

Mrs. Gusto struggled to mediate such a conference while sensing that a grave problem had 
surfaced, one for which she had no tolerance. She turned to Mr. Adkins, requesting his com-
ments, only to hear: "I'm not overly concerned with this issue. It is more a display of rebel-
lious youth plus a lack of a knowledge base." 

Mrs. Gusto diplomatically shifted the focus and began to address both parents' requests 
by assuring them of her compliance. She asked Mr. White to cooperatively plan and teach 
with Mr. Adkins daily. She thanked them for their strong school support, and the conference 
ended. 
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Suggested Learning Activities 

Analyze the Case 

1. What orientation information and training could be provided to better prepare new 
teachers to work in a multicultural school environment? 

2. Consider cooperative teaching strategies that a teacher could use to maximize cultural 
information the students may contribute to classes. 

3. What proactive measures could be implemented to ensure positive communication 
with ethnic parents? 

Discuss the Larger Issues 

1. Relate contributing factors that had caused students to be intimidated by such instruc-
tion as described in this case. 

2. What other options could students choose to diminish instructional overtones of prejudice? 

Be a Problem Solver Assume that you are the principal in this situation. How would you 
handle Mr. Adkins's behavior? Consider professional development strategies. 

Test Your Solution 

1. Act as a facilitator with the teachers to move those culturally diverse negative emo-
tions toward more positive ones. 

2. Convince teachers at a faculty meeting to incorporate cultural diversity content in all 
of the classes. 

Investigate Further 

1. Investigate through interviews and school visits how administrators act as a catalyst to 
nurture teachers struggling with issues relative to cultural diversity. 

2. Prepare a log of community events that represents various cultures to be available for 
teachers to use as resources. 

BACKGROUND READING 

The reader who would like to develop further back-
ground and understanding of the problems and issues 
associated with introducing and implementing change in 
the schools should see Chapter 7 in this book and pursue 
the following readings. 

AlT School Leadership Institute: Voices of Challenge 
and Change (Bloomington, IN: Agency for Instruc-
tional Technology, 1996). 

Alston, Judy A., "The Many Faces of American 
Schooling: Effective Schools Research and Border 

Crossing in the 21st Century," American Secondary 
Education (vol. 32, no. 9, 2004), pp.  79-93. 

, "Tempered Radicals & Servant Leaders: Black 
Females Persevering in the Superintendency," Edu-
cational Administration Quarterly (vol. 41, no. 4, 
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