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Abstract

The purpose of this investigation is to explore through a historical case study the ways
in which one principal mentored and built capacity with a school-based cohort of
teachers who became school leaders themselves in a variety of capacities. Findings
reveal a generative female leader who embraced strong philosophical and theoretical
foundations enacted in an enriching, innovative culture. This case study illustrates the
nested activity of leadership in the development of a learning organization focused on
strong relationships, continuous adult learning, and practical leading capacities that
contributed to leadership dispersion, strong community identity, and personal
transformative experiences for teachers who chose to become leaders as well. Findings
also suggest ways that principals in contemporary schools can mentor and develop

teachers to become teacher leaders and learning-centered administrators.
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Chapter One

Introduction

Contemporary Schooling in a Reform Policy Environment

Contemporary schools are situated in multi-ethnic, economic, and political
dimensions of an at-large society, and the issues facing people who live in the United
States are mirrored in the issues facing school districts and individual schools (Reyes,
Wagstaff, & Fusarelli, 1999; Sergiovanni, 1990). Increased accountability of states,
school districts, and schools to meet annual performance targets in reading and
mathematics continue to illuminate the student achievement discrepancies in schools
that educate our poorest students (Barton, 2003; Bryk, Sebring, Allensworth, Luppescu,
& Easton, 2010; Killion, 2002; Lee & Bowen, 2006). School reform efforts have been
successful in many school districts and individual schools are demonstrating
improvement in student achievement in reading and mathematics while schools with
more diverse students have struggled to meet accountability targets and have
implemented improvement plans with limited results (Corallo & McDonald, 2001;
Jesse, Davis, & Pokomy, 2004; National Center for Education Evaluation and Regional
Assistance (US) & Herman, 2008; Smith, Lee, & Newmann, 2001).

The need for principals to develop exemplary teacher leaders has never been
greater. Developing leadership capacity at every organizational level with all
individuals engaged in the work of teaching and learning is identified by Fullan (2003c)
as the “primary strategy for large-scale, sustainable reform” (p. 5). Lambert (2002)
suggests that “instructional leadership must be a shared, community undertaking...[it] is

the professional work of everyone in the school” (p. 37). Leithwood and Duke (1999)



identify a need to study the “relationships between leadership practices, capacities, and
motives, and selected elements of the environment in which schools are located” (p.
67). Chapman, Sackney, and Aspin (1999) suggest that research is needed to study
“human interaction and meaning in context, which for students of educational

administration is the administrative milieu” (p. 91).

Strong principals are to a school what an effective teacher is to a classroom. A
U.S. Senate Committee Report (1970) states that “in many ways the school principal is
the most important and influential individual in any school” (p. 56) while more recent
empirical findings suggest that principals directly influence school and classroom
conditions and indirectly influence student learning (Hallinger & Heck, 1998;
Wahlstrom, Louis, Leithwood, & Anderson, 2010). There is evidence that an individual
teacher can have a significant effect on student achievement, even if the school as an
organizational unit does not (Brophy & Good, 1986; Sanders & Horn, 1994). Wright,
Horn, and Sanders (1997) analyzed achievement scores of more than 100,000 students
across hundreds of schools and found that the teacher is the single most important factor
affecting student learning in the classroom. Effective principals in every school and
highly-qualified teachers in every classroom optimize quality learning experiences for
all students.

Twenty-first century school districts are experiencing extreme difficulties in
staffing schools with effective principals and highly-qualified teachers, especially in
urban districts with pockets of concentrated poverty and isolated rural communities
(Bryk et al., 2010; Killion, 2002; Newmann, King, & Youngs, 2000; Smith et al., 2001).

Contemporary principals face increasing demands and expectations for all students to



be successful academically and to become prepared to contribute to the broader
community, both locally and globally. Houston (1998) states that qualified candidates
may not choose to pursue a principalship because they are unclear of job expectations
and that more principals are choosing to resign because of the stress and complexity of
the job. Moreover, Ingersoll (2001) reports that previous studies identify shortages due
to retirements and increased student enrollments, but his study identifies job
dissatisfaction (e.g. low salaries, inadequate support from school administrations,
student discipline problems, and limited faculty input into school decision-making) as
well as teachers pursuing other jobs as significant factors for teachers to either leave the
profession or to move to another school.

Schools in which principals and teachers collaboratively share leadership, build
individual and collective capacity, and lead and learn together create a generative
learning environment for both adults and students, irrespective of setting, social
surround, or particularistic context (Klimck, Ritzenhein, & Sullivan, 2008). In these
schools, student achievement is a priority, and teachers are supported in developing the
knowledge and skills needed for all students to be successful (Blasé & Blasé, 1999;
Darling-Hammond, 1994; Senge, 1990; Sergiovanni, 2001; Smylie & Hart, 1999). In
these schools, teachers are mentored by principals and peer-colleagues and they develop
the knowledge and skills needed to become skillful practitioners (Day, Stobart,
Sammons, Kingston, Gu, Smees, & Mujtaba, 2007; Drago-Severson, 2004;
Katzenmeyer & Katzenmeyer, 2005). When teachers build capacity in their ability to

work with students, they become more confident and more willing to continue working



toward school improvement efforts. This has the potential to mitigate the high rate of
teacher attrition and the diminishing pool of teachers who choose to become principals.
Statement of the Problem

Increased expectations for excellence in organizational performance and
annually increasing student achievement targets challenge principals and teachers to
focus on best practices and collective responsibility for excellence in teaching and in
student learning. As these demands and expectations are placed on schools in a
diminishing resources context, successful principals have a deep and extensive toolbox
from which to draw; they have the knowledge and expertise to lead a teaching/learning
organization; and they understand how to build a culture that positively impacts
students, teachers, and families. When principals mentor and how principals develop
teachers to become leaders are identified gaps in the literature (Lieberman & Miller,
1984). More recent research suggests that teachers’ continuous learning and their active
engagement in learning organizations are important in order to provide exemplary
learning opportunities for the students they serve (Darling-Hammond, Ancess, & Falk,
1995; Hord, 1997; Klimek et al., 2008; Lambert, 1998; Mullen, 2012; Newmann &
Wabhlage, 1995; Senge, 1990). Spillane, Halverson, and Diamond (1999) argue that
understanding the what of leadership is essential, but that without a rich understanding
of how leaders go about their work, and why leaders do and think what they do, it is
difficult to help other school leaders think about and revise their practices. This
historical case study addresses this gap in the literature by providing a rich, in-depth
investigation of the enacted leadership in the case and the mentoring and capacity-

building experiences and processes delivered through one principal that led to the



leadership development and consequent leadership enactments of a group of teachers
originally associated with that principal.
Purpose of the Study

My study adds to the scholarship by investigating a case of a cohort of
elementary teachers mentored and developed by the same principal over a 19-year
period. The case study sample will include the case principal, 14 teachers who later
became administrators, one teacher who later became a college professor, and the
superintendent of the district when the principal opened the school in 1973. Of the
teacher cohort, six teachers have earned Ph.D.s. The central figure and leader developer
in the case opened the school in 1973 as its first principal. She earned her Ph.D. in
1977 and served in a variety of leadership capacities in the school district and in the
community in which the case is located. She was recognized by four state-wide
organizations for excellence in administration during the bounded time period of the
case. There is a large number of teachers who developed leadership capacities and
chose to progress in their own leadership roles and positions while being mentored and
developed by the same principal, which has the potential to illuminate the factors and
experiences that contribute to building teachers’ leadership capacities and how such
capacities are then dispersed beyond the school and district sites. Findings from this
study may illuminate leadership development theory and proffer ways that
contemporary principals could mentor teachers to become teacher leaders and learning-
centered administrators, thereby positively impacting teacher and principal attrition.

Prior to identification of the research question, it is important to explicitly

acknowledge my positionality. |1 am one of the teachers mentored by the case principal



who became a building principal in the same community in which the case is located.
My own experience provided an important perspective, coupled with existing
scholarship, to identify the research question to be investigated.
Research Question
In order to investigate how one principal mentored and built capacity with a
cohort of teachers who became teacher leaders and eventually administrators and
educational leaders in other settings, the following research question is identified:

1. What do former teachers within the case cite as critical experiences that
contributed to their decisions to become teacher leaders and eventual
administrators and leaders in other capacities?

a. In what ways did the principal, school culture, and peer-colleagues
contribute to their decisions to lead, both informally and officially?

b. How does the leadership development experienced by teachers
in this case inform the phenomenon of leadership dispersion beyond the
school and district sites?

A sub-question emerged during the data collection phase of the study:

c. How was being a part of Eastside a personally transformative
experience?
Significance of the Study
Previous studies identify when principals lead school communities in which
teacher leadership is developed and collective focus is on learning for all opportunities
for students’ success and achievement are maximized (Hallinger & Heck, 1998;

Wahlstrom et al., 2010). School cultures that value collaboration and shared decision



making optimize learning opportunities for students and staff and contributes to overall
school effectiveness (Detert, Schroeder, & Mauriel, 2000; Hallinger & Heck, 1998;
Schon, 1983). Schools that are involved in individual and collective reflective practice
and inquiry build capacity for improved teaching and student learning (Copland, 2003;
Reitzug, West, & Angel, 2008).

Several research studies suggest transformational leader behaviors inspire and
optimize the performance of people within an organization (Bass, 1985; Podsakoff,
MacKenzie, Moorman, & Fetter, 1990). These include developing a vision,
encouraging group goals, establishing high standards, providing for intellectual
stimulation, being a role model, and building and sustaining relationships. Marzano,
Waters, and McNulty’s (2005) meta-analysis of the educational leadership literature
confirm that effective leadership behaviors, some of which are clearly transformational
in nature, impact student achievement at the school and classroom levels.

Principals in democratic schools embrace collaborative processes involving all
community members in making decisions and in solving problems (Beane & Apple,
1995; Sergiovanni, 2001; Wood, 1992). Individual and collective reflective practice
and inquiry support generative possibilities in constructivist learning practices in
classrooms and school-wide (Klimck et al., 2008; Wood, 1992; Lambert, Walker,
Zimmerman, Cooper, Lambert, Gardner, & Slack, 1995). Poplin (1992) suggests that
when staff and students inside the school and parents and community members outside
the school engage in governance decisions and procedures together a strong sense of
community emerges. Equity for all students becomes paramount when making

decisions and implementing practices to ensure that inequalities that exist with students



outside the school are not perpetuated inside the school (Poplin, 1992; Reyes et al.,
1999; Smith et al., 2001).

Building teaching and leadership capacity in schools is the commitment that
individuals and groups make in a learning organization to grow as professionals who
are focused on school improvement and on continuous self renewal (Hord, 1997;
Sergiovanni, 2001). Principals and teachers know the critical impact they have on
students’ learning and understand the importance of on-going, job-embedded, focused
professional development on their level of expertise. They also understand that
empirical evidence supports a positive relationship between staff development and
student achievement (AERA Research Points, 2005; Desimore, 2009; Killion, 2002;
Wallace, 2009). When principals and teachers collaboratively engage in reflective
practice, are committed to personal and collective growth in all aspects of teaching, and
understand the positive impact on student learning, opportunities for transformative
learning are optimized (Leithwood & Duke, 1999; York-Barr & Duke, 2004).

My study adds to developing teacher leadership scholarship by investigating a
cohort of teachers mentored by the same principal who became teacher leaders and then
administrators themselves in both PK-12 and higher education settings. A large number
of teachers who developed leadership capacities and chose to become administrators (N
= 14) and a college professor (N = 1) while being mentored by the same principal has
the potential to illuminate the factors and experiences that contribute to building
teachers’ leadership capacities and how such capacities are then dispersed beyond the
school and district site. Findings from this study may illuminate leadership

development theory and proffer ways that contemporary learning-centered principals



could mentor teachers to become leaders themselves as well as positively impact
teacher and principal attrition.

Definition of Terms
Clinical Supervision — A process, often involving a teacher observation, in which
principals work with teachers to improve teaching and learning through the acquisition
of a deeper understanding of the teaching-learning process (Nolan & Francis, 1992).
Mentoring — A personal, long-term professional relationship that actively promotes
learning, socialization, identity transformation, and coaching within a work
environment that deepens over time (Clutterbuck, 1991; Mullen, 2012).
Democratic Learning Communities — Schools where democratic principles and
practices are embraced and where students learn about democracy and the democratic
way of life (Beane & Apple, 1995; Glickman, Gordon, Ross-Gordon, 2009; Wood,
1992).
Instructional Leadership — Principal leadership behaviors focused on improving
teaching and learning at the classroom and school-wide levels (Blasé & Blasé, 1999;
Hallinger & Heck, 1998; Lambert, 2002; Sergiovanni, 2001); also referred to as
learning-centered leadership, leadership for learning, and a range of related terms.
Leadership Development — Principal leadership behaviors focused on expanding the
capacities of teachers to engage effectively in leadership roles and processes, either
organizational, instructional, or both (Day, 2001; McCauley & Douglas, 1998).
Leadership Dispersion — School leadership development that results in leadership
distribution outside the original school in which the leadership development took place

(Fink & Resnick, 2001; Fullan, 2003a; Fullan, 2005).



School Culture — A complex pattern of values, beliefs, norms, and attitudes, some
explicit and some not, which support the mission and purpose of the school and are
reflected in behaviors and decisions made by the school community (Barth, 2002;
Brown, 2004; Deal & Peterson, 1999; Schein, 1990).

Learning Organization — Schools in which adults as well as students are actively
engaged in learning and continuous growth (Senge, 1990; Senge, Cambron-McCabe,
Lucas, Smith, Dutton, & Kleiner, 2000).

Sustainable Leadership — Principals building leadership capacities with teachers
through shared leadership that produces continuity of leadership over time and is not
disrupted when a change in leadership occurs (Fullan, 2005).

Systems Thinking — The study of formal schooling as nested systems (i.e. SEA, district,
school, classroom) which focus on “developing awareness of complexity,
interdependencies, change, and leverage” (Senge et al., 2000) to support congruence of
organizational vision and purpose with decision making and problem solving structures
and processes (Fullan, 2003a; Fullan, 2005).

Transactional Leadership — Leadership initiated by the formal leader in an organization
and involves the exchange of valued goods (i.e. economic, political, or psychological)
(Burns, 1978; Leithwood, Jantzi, & Steinback, 1999; Prater, 2004).

Transformational Leadership — Leaders who focus on change and relationships,
elevating both the leader and followers to higher levels of morale, motivation, and

morality (Bass, 1999; Leithwood et al., 1999).
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Transformational Learning — Personal meaning attributed to experiences and validated

through human interaction resulting in perspectives which are personally examined,

questioned, and revised (Mezirow, 1991; Taylor, Cranton, and Associates, 2012).
Assumptions of the Study and Researcher Positionality

1. Constructivist and developmental learning principles are foundational elements
of the school culture in which leadership capacities are built.

2. Participants’ interview responses accurately illuminate their lived experience as
teachers who became administrators and leaders in other settings.

3. This study is carried out by one of the former teachers who was mentored by the
central figure and leader developer in the case and who subsequently assumed
an administrative position within the district.

4. Shared leadership, collaborative structures and processes, and strong collegial
relationships support leadership development of teachers who become
administrators and leaders in other settings.

5. A democratic learning community enriched by the arts is a foundational
component of the leadership development of teachers who become
administrators and leaders in other settings.

6. Individual and collective inquiry and reflective practice are critical to the
leadership capacity building of teachers who become administrators and leaders
in other settings.

7. Leadership sustainability is made possible by transformational generative
leaders building leadership capacity with teachers who become administrators

and leaders in other settings.

11



Limitations of the Study

1. The focus of the study is a 19-year period between 1973 and 1992, and
participants are being asked to recall historical details and experiences related to
their teaching and work with the principal. All of the participants have changed
in multiple ways and capturing the significant memories from this time period
may impact the accuracy and veridical nature of self-report data from
participants.

2. Generalizing limitations are acknowledged as the study is of one case and of 17
participants situated in a unique historic context and geographic location.

3. Much has changed related to schooling in the 23 years since the principal in the
case mentored the teachers who became administrators and leaders in other
settings.

4. The amount of data generated from three participant narratives, participant
interviews, document analysis, and artifact analysis is quite large and analysis
and interpretation by the researcher requires decisions to include and omit some
data. Although member checking is included in the data analysis and
interpretation phases of the study to maximize credibility, some data may have

been omitted that could have informed study findings.
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Chapter Two

Literature Review

Chapter Introduction

Schools have been involved in continuous reform initiatives since 1983 when
the National Commission on Excellence in Education published A Nation at Risk
(Gardner, 1983) when our country became concerned about maintaining our superiority
in fighting the Cold War (Lambert et al., 1995). America 2000 (U.S. Department of
Education, 1991) morphed into Goals 2000 (Congress, U. S., 1994) calling for reform
to maintain our global economic dominance. More recently, No Child Left Behind
(reauthorization of the Elementary and Secondary Education Act of 1965 [Pub. L. 89-
10, 79 Stat. 27, 20 U.S.C. ch. 79]) (Bush, 2001) provided a framework to hold all
schools accountable for students’ achievement in reading and mathematics by
establishing performance targets in grade-level groups as well as disaggregated scores
by ethnicity, socioeconomic level, English Language Learners (ELL), and special
education.

Reform efforts have illuminated the importance of improving school leadership.
Hallinger and Heck (1998) reviewed the research from 1980-1995 exploring the
relationship between principal leadership and student achievement and found that
principals exercise a measurable, though indirect, effect on school effectiveness and
student achievement. This indirect effect is statistically significant and supports the
belief that principals contribute to school effectiveness and improvement. Wahlstrom et

al. (2010) conducted a large-scale, mixed methods study of 43 school districts in nine
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states, sampling 180 schools. Using surveys, interviews, classroom observations, and
student achievement data, study findings suggest:
School leadership directly influences school and classroom conditions, as well
as teachers themselves, and indirectly influences student learning...leadership is

central in addressing and facilitating the work of teaching and learning, as well
as managing the influences related to work outside of the school (p. 5).

Wahlstrom et al. (2010) argue that leadership is second only to classroom
instruction among all school-related factors that contribute to what students learn at
school. Sergiovanni (2005) posits that every variable that affects student achievement
in schools is likely to be affected by leadership. These research findings clearly
demonstrate the importance of strong and effective principal leadership in leading
school reform and school improvement efforts.

Instructional Leadership

The importance of principals being instructional leaders is supported in the
effective schools’ literature (Brewer, 1993; Cheng, 1994; Edmonds, 1979; Hallinger &
Murphy, 1985; Hoy, Tarter, & Witkoskie, 1992). Heck and Hallinger (1999) found that
instructional leaders focus on establishing school goals, aligning curriculum, developing
a safe school environment, and supervising classroom instruction. Sergiovanni (2001)
identifies eight principles of leadership, with a primary focus on instructional
excellence. Instructional leaders focus on “teachers’ lesson plans, measurement of
student learning, analysis of the results to evaluate instructional efforts, and
development of appropriate improvement initiatives” (p. 130) to support achievement
for all students. Sergiovanni (2001) suggests that “school leaders must direct efforts
toward the core purpose of increasing the ability of all children and preparing students

for the future” (p. 128).
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Instructional leadership behaviors of principals have been identified by Marzano
et al. (2005) as knowledge and involvement in curriculum, instruction, assessment, and
monitoring and evaluating the effectiveness and impact of the school’s practices on
student achievement. Instructional leaders focus on curriculum and instruction (Cuban,
1984; Elmore, 2000; Heck & Hallinger, 1999; Murphy & Hallinger, 1988). They spend
time “observing in classrooms, participating in staff development, and providing
resources for teachers [that] influences both teacher and student growth as well as
overall school improvement” (Walker & Lambert, 1995, p. 7). Barth (1986) identifies
supervision of classroom instruction, coordination of the school’s curriculum, and
monitoring student progress as a focus of instructional leadership.

Principals play a key role in supporting teacher learning (Drago-Severson,
2004). Evidence suggests that an individual teacher can have a significant effect on
student achievement (Brophy & Good, 1986; Sanders & Horn, 1994). Darling-
Hammond’s (2000) research found that teacher quality variables appear to be more
strongly related to student achievement than class sizes, overall spending levels, and
teacher salaries. Wright et al. (1997) analyzed achievement scores of more than
100,000 students across hundreds of schools and found that the teacher is the single
most important factor affecting student learning in the classroom. Darling-Hammond
(1997) posits that “the sine qua non of education is whether teachers know how to make
complex subjects accessible to diverse learners and can work in partnership with parents
and other educators to support children’s development” (p. 294). Blasé and Blasé
(1999) conducted a qualitative study of 809 teachers investigating their perceptions of

principals’ instructional leadership and how their principals influenced them. Findings
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reveal that talking with teachers to promote reflection and promoting professional
growth make up the Reflection-Growth (RG) Model of Instructional Leadership.
O’Donnell and White (2005) conducted a quantitative study of 325 middle school
educators, comprised of 75 principals and 250 teachers, to investigate instructional
leadership behaviors that positively impacted student achievement. Findings were
significant in two areas: promoting the school learning climate and defining the school
mission. Principals promote the school learning climate when they protect instructional
time, maintain high visibility, provide incentives to teachers, promote professional
development, and provide incentives for learning. Principals promote defining the
school mission when they both frame and communicate school goals.

Empirical research investigating how principals influence student achievement
was conducted by Heck, Larsen, and Marcoulides (1990) in which they tested a
theoretical causal model. Their sample included 168 teachers and 30 principals who
completed the Instructional Activity Questionnaire (Larsen, 1987) measuring the
frequency of implementation of 34 instructional leadership behaviors of the principal.
Findings reveal that instructional leadership has direct effects on achievement for
instructional organization and school climate and has indirect effects for governance
through its positive influence on both instructional organization and school climate.

A phenomenological, grounded theory investigation conducted by Reitzug et al.
(2008) focused on how principals viewed their practice and how they perceived
themselves to have an impact on teaching and learning in the school. Data were
collected via in-depth interviews from 20 K-12 principals. Four dominant conceptions

of instructional leadership emerged from the data: relational, linear, organic, and
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prophetic. Relational instructional leadership is “an indirect theory of instructional
leadership” (p. 697). Increased learning and improvement in instruction are
accomplished by relationship building versus working directly with the instructional
program. Linear instructional leadership focuses on cause and effect structures and
processes. Leadership behaviors that focus on standards, curriculum alignment,
criterion-referenced tests, and data-driven instruction are characteristic of this form of
leadership. Standards-based reform and high-stakes testing accountability drive this
instructional leadership focus. Organic instructional leadership is consistent with the
constructivist notions of instructional leadership (Darling-Hammond, 1997; Lambert,
2002; Lambert et al., 1995) and developing a supportive environment in which
teaching, learning, and their relationship to other practices can be studied and discussed.
Prophetic instructional leadership is synonymous with moral leadership and is
philosophically rooted in beliefs and purposes that are concerned with educating
students to make the world a better place.

Principals as instructional leaders are focused on the core elements of teaching
and building teaching and leading capacities of teachers that impact students’ learning
in all classrooms. Empirical evidence supports the idea that instructional leaders
develop a culture in which excellence in teaching is expected and supported and in
which everyone understands the importance of their individual and collective
contributions to students’ achievement. Empirical studies identify the importance of
principals modeling reflective practice with teachers and promoting professional
development as practices that strongly support a school’s learning climate and that build

teaching capacities.
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Transformational Leadership

Instructional leadership dominated the educational research agenda during the
1980s and continues to do so (Brazer & Bauer, 2013; Knapp, Copland, & Talbert,
2003). Heck and Hallinger (1999) identify the 1990s as the decade of the emergence of
transformational leadership as schools began to deal with restructuring.
Transformational school leaders develop conditions that support school improvement
(i.e. staff development, building collaborative cultures) rather than direct intervention in
curriculum and instruction (Heck & Hallinger, 1999; Leithwood & Jantzi, 1990;
Leithwood, Jantzi, Silins, & Dart, 1993). Transformational leadership emerged as the
model needed by principals to lead schools through reform (Marks & Printy, 2003).

Transformational leadership theory is focused on change and relationships,
elevating both the leader and the followers to higher levels of morale, motivation, and
morality (Bass, 1999). James Burns (1978) is generally considered to be the founder of
modern leadership theory (Marzano et al., 2005). He identified two types of leadership:
transactional and transformational. Prater (2004) suggests transactional leadership is
initiated by the formal leader in an organization and involves the exchange of valued
goods (i.e. economic, political, or psychological).

The transformational model of school leadership was developed by Kenneth
Leithwood in 1994 (Marzano et al., 2005). Leithwood (1994) identifies four
components of transformational leadership: individual consideration, attention to the
needs of individual staff members; intellectual stimulation, thinking of old problems in
new ways; inspirational motivation, communicating high expectations for teachers and

students; and idealized influence, a principal’s personal accomplishments and character
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model behavior for teachers. Jantzi and Leithwood (1996) identified six dimensions of
transformational leadership: identifying and articulating a vision, fostering the
acceptance of group goals, providing individualized support, intellectual stimulation,
providing an appropriate model, and high performance expectations.

Transformational leadership focuses on problem solving and collaboration with
others supporting improved organizational performance (Hallinger, 1992; Leithwood &
Poplin, 1992). Innovation and shaping organizational culture are central to the
principal’s role in the school (Conley & Goldman, 1994; Leithwood, 1994), and they
motivate and inspire others to embrace organizational goals (Marks & Printy, 2003).
Hallinger (1992) suggests that transformational school leaders focus on individual and
collective understandings, skills, and commitments of teachers.

Leithwood et al. (1999) distinguish nine functions of transformational leadership
clustering in three areas:

Mission centered (developing a widely shared vision for the school, building

consensus about school goals and priorities), performance centered (holding

high performance expectations, providing individualized support, supplying
intellectual stimulation), and culture centered (modeling organizational values,

strengthening productive school culture, building collaborative culture and
creating structures for participation in school decisions) (p. 375).

Leithwood and Jantzi (2000) conducted a large-scale descriptive survey study
seeking to inquire about the effects of transformational leadership practices on
organizational conditions and student engagement with school. Convenience samples
of 1,762 elementary and junior high teachers and 8,805 students participated in the
study. Overall results indicate that transformational leadership has strong, significant
direct effects on organizational conditions and weak, but significant, indirect effects on

student participation and identification. Effects on student engagement of
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transformational leadership practices were substantially weaker than those of family
educational culture.

A mixed methods investigation of transformational and instructional leadership
collected data from a survey, school visits, interviews, classroom observations of
mathematics and social studies instruction, and student assessments in mathematics and
social studies (Marks & Printy, 2003). A national search for public schools
demonstrating success in reform efforts led to the identification of 24 elementary,
middle, and high schools, eight at each level, to participate in the School Restructuring
Study (SRS). Most of the schools are urban with high percentages of minority and
economically disadvantaged students. Findings reveal that when transformational and
shared instructional leadership coexist in an integrated form of leadership, the influence
on school performance, measured by the quality of its pedagogy and student
achievement, is substantial.

Podsakoff et al. (1990) conducted a large-scale investigation of the impact of
transformational leader behaviors on organizational citizenship behaviors and the
potential mediating role played by subordinates’ trust and satisfaction. The sample
included 988 employees of a large petrochemical company who completed a
questionnaire to measure six transformational leader behaviors, one transactional leader
behavior, trust in their leader, and follower satisfaction. Supervisors completed a
questionnaire measuring five organizational citizenship behaviors (i.e. altruism,
conscientiousness, sportsmanship, courtesy, civic virtue) (Organ, 1988). Results
indicate that transformational leadership influences organizational citizenship behaviors

through followers’ trust in their leader. Articulating a vision, providing an appropriate
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model, fostering acceptance of group goals, and individualized support had positive
effects on trust and satisfaction.

Transformational leaders focus on building trusting relationships and
collaborative learning cultures, inspiring and motivating excellence in others, and
modeling excellence in leadership. Empirical studies suggest that principals who are
transformational leaders articulate a vision, collaboratively develop goals supported by
the community, and provide individual support for teachers. Studies also suggest a
clear focus on adult learning and the importance of intellectual stimulation in the
growth and development of principals and teachers in order to provide an optimal
learning environment for students.

Distributed Leadership

The 1990s also provided a context for educational researchers to investigate
elements of leadership in school settings that had not been previously studied.
Hallinger and Heck (1998) identify a focus in the literature on documenting if principals
make a difference which reinforced the assumptions that school leadership is
synonymous with the principal, ignoring other sources of leadership in schools (Spillane
etal., 1999). Teacher leaders often assume leadership roles from a perspective that is
distinct from that of positional leaders, and the character and structure of these
interactions are vital to understanding leadership practice (Leithwood et al., 1999;
Urbanski & Nickoulaou, 1997). Distributed leadership embraces collaborative
opportunities for all teachers to be engaged in leadership (Lambert, 1998).

Spillane et al. (1999) introduced the theory of distributed leadership which

identifies elements of enacted leadership in schools involving “activities engaged in by
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leaders, in interaction with others, in particular contexts around specific tasks” (p. 6).
They argue that understanding the what of leadership is essential, but that without a rich
understanding of how leaders go about their work, and why leaders do and think what
they do, it is difficult to help other school leaders think about and revise their practices.
The distributed perspective posits that the thinking and practice of leadership is
“stretched over school leaders and the material and symbolic artifacts in the
environment” (Spillane et al., 1999, p. 2). Gagliardi (1990) identifies material and
symbolic artifacts as language, notational systems, tools of various sorts, and buildings.
Timperley’s (2005) mixed methods study of seven elementary schools in New Zealand
involved in a school improvement initiative supports Spillane et al.’s (1999) finding that
leadership is distributed across multiple people and situations. Her research focus is to
identify how leadership is enacted when it is distributed and the conditions under which
this makes a difference to instructional practice. Although her initial sample included
seven schools, valid and reliable data were only available for two schools. Findings
reveal congruence between vision and instructional practices, the criticality of actively
engaging in professional development, shared leadership among all staff members, the
changeability of power relations and boundary spanning between principals and
teachers, and the significance of artifacts that promote student achievement. This study
identified literacy leaders who acted as boundary spanners between the principal and the
teachers and the ways in which the activities they were involved in impacted beliefs and
activities within the school.

Four central elements of distributed leadership have been identified by Spillane

et al. (1999): leadership tasks and functions, task enactment, social distribution of task
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enactment, and situational distribution of task enactment. They posit that the distributed
leadership perspective can help leaders identify dimensions of their practice, articulate
relations among these dimensions, and think about changing their practice. They also
suggest that if expertise is distributed then the school rather than an individual leader
may be the most appropriate unit for thinking about the development of leadership
expertise! My study investigates the enactment of leadership at the school by the
principal and teachers and how this influenced the development of leadership capacities
in teachers who chose to become leaders in PK-12 and higher education settings.
Distributed leadership as enacted in multiple types of organizations is a focus of
Gronn’s (2002) research to better understand the phenomenon. His analysis of 21
qualitative studies was conducted from a wide variety of organizations: business, U.S.
and international; government, U.S. and international; medical, U.S. and international,
schools, U.S. private and public, international, and universities; religion; arts; and
science. Findings reveal two broad meanings of distributed leadership: numerical or
additive leadership which is “dispersed rather than concentrated” (p. 3) and leadership
as concertive action which is defined as “the demonstrated or presumed structuring
influence attributable to organizational members acting in concert” (p. 28). Concertive
action is composed of three elements: spontaneous collaboration concerning tasks
evident in the interaction and relationships of those engaged in the task, the shared role
which emerges when two or more people are involved in close joint work “within an
implicit framework of understanding and emergent intuitive understandings” (p. 6), and

institutionalizations of structures of working together (i.e. team or committee). These
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interpretive conclusions are indicative of Lambert et al. (1995) and the focus on
reciprocal interdependency as a basis for constructivist leadership in schools.

Gronn (2002) explores distributed leadership utilizing activity theory
(Engestrom, 1999) which emphasizes:

Jointly performed activity, the centrality of the division of labor, fluidity of

relationships, the degrees of freedom open to social actors, and the internal

dynamic of the system that enables change as small shifts from the present to

one of a number of possibilities (Bennett, Wise, Woods, & Harveny, 2003, p.

16).

Organizations that “capitalize on a range of strengths [support] individuals to strengthen
their skills and attributes and aid bonding” (Gronn, 2002, p. 37) as well as build
organizational capacity. Distributed leadership is being embraced by organizational
leaders because it provides a more effective way of coping with a complex,
information-rich society (Bennett et al., 2003).

The focus on comprehensive school reform in contemporary schools is the
context in which Camburn, Rowan, and Taylor (2003) investigate distributed leadership
in a sample of elementary schools that adopted one of three comprehensive school
reform (CSR) models: the Accelerated Schools Project (ASP), America’s Choice (AC),
and Success for All (SFA). Surveys were sent to 503 school leaders and principals in
114 schools (i.e. 28 ASP schools, 31 AC schools, 29 SFA schools, and 26 comparison
sites) with an 81% response rate. Findings reveal that schools serving more
disadvantaged students generally have larger administrative staffs as well as more
program and subject area coordinators and master/mentor teachers. Researchers found
that when CSR model schools are compared to non-CSR schools there are differences

in leadership configurations with CSR model schools having larger numbers of leaders

focused on developing instructional capacity. Strong associations were found between
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leaders’ professional learning experiences and their engagement in particular leadership
practices. The amount of professional development received by leaders was associated
with higher levels of instructional leadership and boundary spanning (i.e. acquisition of
resources and the establishment or maintenance of relationships with external
constituents). Leaders whose professional learning experiences provided opportunities
to reflect on their practice were more likely to provide instructional leadership than
other leaders. Spillane et al. (1999) posit that learning leadership conceptualized as
distributed practice is enacted by many professionals in a school and is focused on
school improvement and building capacities for everyone in the school.

Distributed leadership supports principals and teachers sharing leadership in all
areas that impact teaching and learning in a school. Shared leadership provides critical
experiences for teachers to build leadership capacities and be actively engaged in
collaborative decision-making and problem-solving. Constructivist leaders share
leadership and support development of reciprocal interdependency which created
synchronicity in school improvement efforts that support the vision and mission of the
school.

Democratic Learning Communities

Schools are in the learning business (Killion, 2002), and when schools are
organized as learning communities, they focus on “the common good, provide students
with a safe harbor in a stormy sea, build relationships, enhance responsibility, and
support learning” (Sergiovanni, 2001, p. xi). Teachers in schools who are members of
learning communities understand that the best learning opportunities for students are

provided by an exemplary teacher in every classroom (Wright et al., 1997). This
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requires constant and continuous learning by all staff and a focus on shared vision and
goals (Sergiovanni, 2005). The leader becomes an active partner in learning with all
staff, provides resources and opportunities for staff to learn together, and creates
disequilibration when necessary to move collective learning forward (Camburn et al.,
2003; Cate, Vaughn, & O’Hair, 2006; Lambert et al., 1995; Marks & Printy, 2003). All
members are researchers who engage in formal, recurring cycles of instruction,
assessment, and adjustment of instruction (Joyce & Showers, 2002; Webb & McCarthy,
1998).

When learning communities embrace democratic principles and practices,
schools are where students learn about democracy and where they “[are] empower[ed]
to become members of the public, to participate, and [to] play articulate roles in the
public space” (Greene, 1985, p. 4). Many believe that schools have a “moral obligation
to introduce [students] to the democratic way of life” (Beane & Apple, 1995, p. 6). For
students to contribute productively as adults in the communities where they live,
formative learning experiences are required in school.

John Dewey, Ella Flagg Young, and colleagues created learning experiences at
the Lab School that built on the scientific method and on children’s natural instincts and
tendencies (Mayhew & Edwards, 2008; Webb & McCarthy, 1998). The school was
viewed as a bridge between home and the community with school experiences designed
to be an extension of what is learned in the home and skills learned to be contributions
in the community (Dworkin, 1959; Mayhew & Edwards, 2008; Webb & McCarthy,
1998). The concept of community is central to how the school was organized and

students learned occupations and ways of working with others in socially cooperative
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ways (Dworkin, 1959; Mayhew & Edwards, 2008). Mayhew and Edwards (2008)
suggest that coeducation of teachers, children, and parents is the result of this type of
generative learning environment.

Children’s natural springs for action or native impulses are identified by Dewey
as expression, communication, construction, investigation, and educative growth
depends upon their use and exercise (Mayhew & Edwards, 2008). Satisfying these
natural curiosities require opportunities to “mess around” (Dworkin, 1959, p. 55)
through observation and investigation of the world that surrounds them in socially
directed contexts. Teachers at the Lab School understood that stimulating their
students’ natural curiosities would result in the continuing development of human
beings in knowledge, understanding, and character (Mayhew & Edwards, 2008).

The arts were an integral component of children’s experiences at the Lab School
(Eisner, 2002). They provide unique avenues of expressing what it means to be human
and to experience life with intense feelings and deep emotions (Eisner, 2002). The arts
nurture and support development of imaginative, creative, and perceptive potentials.
They provide a ground for questioning that launches sense-making and the
understanding of what it is to exist in a world (Greene, 1978). In the Lab School,
opportunities to explore the arts provided an aesthetic context to explore voice and
vantage point and to create a school where the child lives (Dworkin, 1959).

Beane and Apple (1995) identify seven central concerns of democratic schools:
the open flow of ideas; faith in the individual and collective capacity of people to create
possibilities for solving problems; use of critical reflection and analysis to evaluate

ideas, problems, and policies; concern for the welfare of others and the common good,;
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concern for the dignity and rights of all people; an understanding that democracy
includes a set of values that we must live by and that must guide others; and the
organization of social institutions to promote and extend the democratic way of life. In
schools where democratic structures and processes are in place, students and teachers
are engaged in shared decision making, collaborative problem-solving, reflective
inquiry, and value diverse opinions and ideas (Cate et al., 2006; Parker, 2006). The
value of individual and collective voice is critical to the open sharing of ideas and
contributing to the good of the school and to everyone in it. Students become active
participants with adults in the schooling experience (Beane & Apple, 1995).

Central Park East Secondary School, an alternative high school in New York
City started in 1985, embraces democratic principles and practices (Meier & Schwarz,
1995). A fundamental aim at Central Park is to teach students to “use their minds well
[and to] prepare them for a well-lived life that is productive, socially useful, and
personally satisfying” (Meier & Schwarz, 1995, p. 26). Central tenets of the school are
academic rigor and focus on a limited number of centrally important subjects by an
approach that “emphasizes learning how to learn, how to reason, and how to investigate
complex issues that require collaboration and personal responsibility” (Meier &
Schwarz, 1995, p. 27). The school embraces four principles from the Coalition of
Essential Schools (CES), a national organization founded by Ted Sizer: less is more,
personalization, goal setting, and student as worker. Teachers and students work
collaboratively to generate engaging authentic topics for students to work on for long
periods of time, and individual and collective inquiry is modeled and valued. Students

participate in multi-age groups where students who are considered experts demonstrate
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what they know and understand while less experienced students watch and then proceed
at their own pace (Meier & Schwarz, 1995).

Community service is a foundational element of students’ experiences at Central
Park (Meier & Schwarz, 1995). Students are involved in community service
placements for three hours per week and work with community agencies in order to
learn the importance of positively contributing to the larger community. When students
are performing community service, the faculty meets in collaborative groups for
planning, professional development, reflective inquiry, or other processes identified in
their continuous improvement efforts. Seniors complete graduation portfolios which
are evaluated by a graduation committee composed of two faculty members, an adult
chosen by the student, and another student. Successful graduation requires that
students’ portfolios pass the evaluation of the graduation committee.

Decision-making and problem-solving are collaborative processes that include
school staff, parents, students, and other community members. Meetings are open to
everyone and all ideas are considered. Shared governance provides all community
members with opportunities to actively participate in democratic processes both inside
and outside the school (Beane & Apple, 1995; Cate et al., 2006; Webb & McCarthy,
1998).

Democratic learning communities provide experiential opportunities for both
adults and students to become actively engaged in the tenets of democracy and the
democratic way of life. Principals and teachers are engaged in shared decision-making,
collaborative problem-solving, reflective inquiry, and valuing diverse opinions and

ideas. Individual and collective voice is critical to the open sharing of ideas and
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contributing to the good of the school and to everyone in the school. All members of
the school community are actively engaged in the schooling enterprise, which creates a
strong bond that supports the growth and development of everyone.

School Culture

The culture of an organization is evident in what Deal and Kennedy (1982)
identify as “the way we do business around here” (p. 4). Deal and Peterson (1999) posit
that culture permeates everything: “the way people act, how they dress, what they talk
about or avoid talking about, whether they seek out colleagues for help or don’t, and
how teachers feel about their work and their students” (p. 2). What happens day to day
in an organization may reflect the underlying foundations of beliefs, values, purpose,
norms, and assumptions of the organization as a whole and the individuals within it.
Often, it does not. Congruence of the underlying foundations and day-to-day operations
or a lack of congruence presents opportunities for realignment efforts to close the gap
between the two (Barth, 2002).

Deal and Peterson (1999) indicate that rituals, traditions, and ceremonies of
schools symbolize what is important, what is valued, and what is significant. They also
identify historical elements as important to understanding a school’s culture: leadership;
crises and controversies; people, personalities, and relationships; birth, death, and
renewal; changes, modifications, and adjustments; and how schools face their history.
A school’s historical narrative “stands the test of time” (p. 53) and can provide “comic
relief [and] poignant testimony to core values and deep beliefs” (p. 53).

Schools that have collaboratively identified ways to support developing

students’ intellectual, social, cultural, and civic needs provide a culture of teaching and
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learning that is generative and empowering (Sergiovanni, 2001). Intellectual capital is
developed in schools where “there is a strong and clear commitment to student
achievement as evidenced by rigorous academic work, teachers’ personal concern for
student success, and the expectations that students will work hard” (p. 78). Social
capital is developed through the “norms, obligations, and trusts that are generated by
caring relationships among people in a school” (p. 78), and students have the support
that they need for learning. Cultural capital is developed when students learn about,
experience, and come to appreciate aspects of the cultural group with which they
identify and aspects of other groups representative of the culture in which they live
(Lareau, 1987). Developing civic capital requires that students have opportunities to
learn about their school and local, state, and national communities and to learn ways to
contribute to them in socially responsible ways (Epstein, Coates, Salinas, Sanders, &
Simon, 1997).

Positive school cultures build and support teacher leadership development by
involving teachers and principals in collaborative problem-solving, decision-making,
and reflective practice and inquiry (Deal & Peterson, 1999). Relationships between and
among all stakeholders are valued, appreciated, and developed, and individual and
collective voices are embraced in all aspects of school operations. A school’s vision
and mission have been collaboratively developed, and explicit short and long-term goals
are written to operationalize organizational direction (Brown, 2004). Teamwork is
encouraged and expected, with stakeholders’ strengths and contributions being
celebrated. Drago-Severson (2004) also provides evidence that positive school cultures

help to manage change and to foster diversity.
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Twelve norms of school culture that support school improvement are identified
by Saphier and King (1985): collegiality; experimentation; high expectations; trust and
confidence; tangible support; reaching out to the knowledge bases; appreciation and
recognition; caring, celebration, and humor; involvement in decision making; protection
of what’s important; traditions; and honest, open communication. If these pro-social
norms are strong, supported by principals and teachers, and observable in what happens
in a school, improvement efforts are likely to have a lasting impact. If these norms are
weak and not able to be observed in what happens in a school, or if the culture is toxic,
faculty support is often limited which results in diminished school improvement results.

A positive, collaborative culture where relationships between all staff members
are valued and appreciated inside the school optimizes conditions for building strong
partnerships with students, parents, and community members (Epstein et al., 1997).
When school staff members are welcoming to people outside the school, when they
treat them with respect, and when interactions among school staff are positive, people
feel valued and often choose to become involved in projects and activities inside the
school. When school staffs are unwelcoming and disrespectful and when people
outside the school have negative experiences, they most likely will choose to be absent
and not participate inside the school (Pushor & Ruitenberg, 2005).

Schein (1985) uncovers three levels of organizational culture that contribute to
what is visible by others. At the surface, artifacts are visible structures and processes
that are observed in the way business is conducted. What a person sees, hears, and feels
when people within the organization are interacting with each other comprises the

surface level of organizational culture. The middle level, referred to as espoused
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values, includes what is explicitly stated as values, goals, and philosophies of the
organization. School vision and mission statements are included in this level of
organizational culture. These values would also be stated by organizational members as
the rationale for decision-making and problem-solving. The core level, referred to as
basic underlying assumptions, is taken-for-granted beliefs, thoughts, and feelings that
guide behavior and support how group members perceive, think, and feel about the
daily functioning of the organization.

The congruence of all three levels of organizational culture results in basic
assumptions being reflected in espoused values and in observable artifacts. Problems
often arise when situations come up that challenge the basic assumptions understood by
those inside the organization who are not inclined to reexamine these basic foundational
elements of their culture (Schein, 1985). This lack of congruence inside the three
organizational levels is not conducive to building positive and empowering
relationships with parents and community members outside the organization.

Considerable evidence suggests that school culture explains a large amount of
variation in school effectiveness (Barth, 2002; Fullan, 2003b). Hoy and Hannum
(1997) conducted a quantitative study investigating the relationship between aspects of
school culture and student achievement in middle schools. Teachers from 86 middle
schools completed a 45-item survey on six dimensions of organizational health (e.g.
academic emphasis, teacher affiliation, collegial leadership, resource support, principal
influence, and institutional integrity). Findings reveal that teacher affiliation, resource
support, academic emphasis and institutional integrity all make significant contributions

to aspects of student achievement independent of students’ SES. Denison and Mishra
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(1995) developed a model of organizational culture and effectiveness from a mixed
methods study of five different types of businesses. Case studies of the five businesses
identified involvement, consistency, adaptability, and mission as organizational traits
that are linked to effectiveness. In a follow-up quantitative study, CEOs from 764
organizations were surveyed about their perceptions of these four traits and their
respective relation to effectiveness. Findings reveal that two traits, involvement and
adaptability, are indicators of flexibility, openness, and responsiveness and that they
strongly predict growth. Consistency and mission are indicators of integration,
direction, and vision and are better predictors of profitability. Each of the four traits is a
significant predictor of quality, employee satisfaction, and overall performance.
Improvement initiatives in schools characterized by weak and isolated cultures
have not been effective, whereas, schools characterized by strong, collaborative cultures
have been much more successful in implementing school reforms. Barth (2002)
identifies “the most important — and the most difficult — job of an instructional leader is
to change the prevailing culture of a school” (p. 6) because of the power it has to shape
professional learning of staff and to improve student achievement. Fullan (2003b)
wholeheartedly supports the significant impact of culture on teaching and student
learning and has been investigating since 1990 “how we get high-quality cultures in
schools on a large scale” (p. 56). Deal and Peterson (1999) posit that “restructuring or
setting new standards will not achieve the level of success that reformers hope for
without reculturing schools and classrooms” (p. 30). Reculturing schools and
classrooms by “creat[ing] a sense of community where each student [realizes] his or her

potential, where each student has promise, [and] where each student [can become] a
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greater American” (p. 30) will more likely result in school improvement efforts being
successful.

School culture permeates everything that happens in a school (Deal & Peterson,
1999) and reflects foundational beliefs, values, purposes, norms, and assumptions of the
organization. Cultures that support developing students’ intellectual, social, cultural,
and civic capacities provide teaching and learning opportunities that are generative and
empowering (Sergiovanni, 2001). Positive collaborative cultures where relationships
between all staff members are valued and appreciated inside the school optimizes
conditions for building strong partnerships with students, parents, and community
members (Epstein et al., 1997). Empirical evidence suggests that positive school
cultures significantly impact achievement of school improvement initiatives and school
reform efforts.

Building Capacity

Schools are in the learning business (Killion, 2002) when a school-wide focus is
on both student and adult learning (Lambert, 1998). York-Barr and Duke (2004)
identify school culture, roles and relationships, and structures as conditions that
influence teacher leadership. School cultures that value collaboration and shared
decision-making optimize learning opportunities for students and staff and contribute to
the overall effectiveness of a school (Detert et al., 2002; Hallinger & Heck, 1998;
Katzenmeyer & Moller, 2009; Schén, 1983). Schools that are involved in individual
and collective reflective practice and inquiry build capacity for improved teaching and
student learning (Copland, 2003; Katzenmeyer & Moller, 2009; Reitzug et al., 2008).

Constructivist perspectives structure learning opportunities school-wide, which is a
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critical foundation to building individual and collective capacity with students and
teachers (Klimek et al., 2008; Lambert et al., 1995).

Bureaucratic structures and procedures that reinforce top-down, hierarchical
authority and power are replaced by enabling structures which require participation and
collaboration and by enabling procedures which “invite dialogue, view problems as
opportunities, foster trust, value differences, capitalize on and learn from mistakes, and
delight in the unexpected” (Hoy & Sweetland, 2001, p. 298). Creating a school culture
and conditions where students and teachers experience full participation in leading and
learning require that both enabling structures and enabling processes to be in place.
This also provides the vehicle for authority and power to be shared across multiple
organizational levels (Leithwood et al., 1999; York-Barr & Duke, 2004). Part of formal
leadership’s role within such a context is to effectively buffer the bureaucratic, top-
down pressures from district, state, and federal policy directives and mandates so that
communal and constructivist processes at the school site can develop and prosper
(Elmore, 2000; Fink & Resnick, 2001; Lampert, Boerts, & Graziani, 2011).

Principals build individual and collective capacities with teachers through
mentoring and coaching. Mullen (2012) suggests that mentoring is a “personal, long-
term professional relationship that deepens over time” (p. 7). Mentors “foster critically
supportive, nurturing relationships that actively promote learning, socialization, and
identify transformation within their work environments” (p. 7). In contrast, coaching is
“a structured one-to-one learning relationship between coach and coachee aimed at
developing competence and improving performance in the coachee” (Wisker, Exley,

Antoniou, & Ridley, 2008, p. 21). The National Framework for Mentoring and
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Coaching (CUREE, 2005) posits that mentoring supports induction and career transition
while coaching supports knowledge creation. Mentoring is a learning relationship
which includes coaching but also includes broader support in the form of counseling,
career development, and access to wider learning opportunities (Clutterbuck, 1991; Fink
& Resnick, 2001).

Building capacities of teachers requires a culture in which principals and
teachers are engaged in transformational learning. Drago-Severson (2004) posits that
transformational learning constitutes a “qualitative shift in how a person organizes,
understands, and actively makes sense of his or her experience” (p. 17).
Transformational learning is based on Kegan’s (2000) constructive-developmental
theory made up of two key components: people construct or actively make sense of the
reality in which they live and people can change over time with developmentally
appropriate supports and challenges. Drago-Severson (2004) identifies three different
ways of knowing that are most common for adults: instrumental, socializing, and self-
authoring. Instrumental ways of knowing are focused on rules and the notion that there
are right and wrong ways of doing things. They are not able to embrace others’
perspectives or ways of thinking in their decision-making, problem solving, and
communication. Socializing ways of knowing embrace group identity and the
importance of the group working together in cooperative and collaborative ways. They
embrace others’ perspectives and take responsibility for others’ feelings and
acknowledge others’ ways of thinking in their decision making, problem solving, and
communication. Self-authoring ways of knowing embrace cooperative and

collaborative opportunities to work with others to achieve common goals and recognize
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that there are multiple ways to achieve them. Individual voices are a critical element of
all organizational decisions, and differences are celebrated. Others’ perspectives are
embraced as essential to cooperative and collaborative organizational relationships.
Leithwood’s (1992) stage model of adult development supports Drago-Severson’s
(2004) ways of knowing with similar recommendations for principals in mentoring and
coaching teachers.

Additionally, Drago-Severson (2004) posits four pillars of practice that support
adult learning in schools: mentoring and coaching teachers differently based on where
they are in developing leadership skills and instructional expertise, establishing teams,
providing leadership roles for teachers, and promoting collegial inquiry. Empirical
support for Kegan’s (2000) constructive-developmental theory and Drago-Severson’s
(2004) pillars of practice is found in a four-year study conducted by a team of
researchers at the University of Nottingham investigating factors contributing to
variations in teachers’ development at different phases in their careers. The Variations
in Teachers” Work, Lives and Effectiveness (VITAE) Project (Day et al., 2007)
involved 300 teachers in 100 primary and secondary schools (i.e. 54% urban, 15%
suburban, 31% rural) in seven local authorities. Quantitative data were collected using
a survey, and qualitative data were collected by interviews with teachers and school
leaders. Factor analysis of quantitative data produced statistically-based clustering of
item responses into concepts/themes, and thematic analysis of qualitative data produced
discrete conceptual categories for comparison. Professional life phases, identity, and
commitment were themes that emerged from the data. Study findings reveal that there

are significant variations in both teachers’ perceived and relative effectiveness across
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six professional life phases (0-3 years, 4-7 years, 8-15 years, 16-23 years, 24-30 years,
31+ years), and teachers’ capacities to sustain their effectiveness in different phases of
their professional lives are affected positively and negatively by their sense of
professional identity. Teachers’ sense of identity is @ major contributing factor in
teachers’ commitment and resilience and is affected positively or negatively by
different degrees of tension experienced between their own educational ideals and
aspirations, personal life experiences, the leadership and cultures in their schools,
pupils’ behavior and relationships, and the impact of external policies on their work.
Findings also reveal that the quality of leadership at school and department levels,
relationships with colleagues, and personal support are key influencing factors on a
teacher’s motivation, commitment, quality retention, and developing leadership
capacity.

Principals who successfully build capacity with teachers must focus their efforts
in a variety of areas. Katzenmeyer and Katzenmeyer (2005) identify seven dimensions
of teacher leadership which are critical when principals mentor and coach teachers:
developmental focus, collegiality, participation, open communication, autonomy,
recognition, and positive environment. Lambert’s (1998) Leadership Capacity Matrix
suggests five critical features of developing high leadership capacity in a school: broad-
based, skillful participation in the work of leadership; inquiry-based use of information
to inform shared decisions and practice; roles and responsibilities that reflect broad
involvement and collaboration; reflective practice and innovation as the norm; and high

student achievement.
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Katzenmeyer and Katzenmeyer (2005), Drago-Severson (2004), and Lambert
(1998) illuminate perspectives and experiences that are critical to mentor and coach
teachers successfully. A developmental focus and collegiality are identified by both
Katzenmeyer and Katzenmeyer (2005) and Drago-Severson (2004), and collaborative
processes and shared leadership are identified by both Drago-Severson (2004) and
Lambert (1998). Strong cultural norms (Saphier & King, 1985) are important to
creating a learning environment in which adults are supported in building capacities
(Katzenmeyer & Katzenmeyer, 2005), and Lambert (1998) identifies reflective practice
as critical in developing a strong foundation in teaching and learning. All elements
identified by these researchers support a comprehensive context in which principals and
teachers are engaged in building leadership capacities through coaching and mentoring.

Building individual and collective capacity of teachers in order to provide the
best possible learning environment in every classroom requires constant and continuous
learning by staff (Hord, 1997). Learning opportunities for teachers and principals often
include professional development, which is essential to improvement in classroom
teaching and school effectiveness. Teachers identify that they are attracted to
professional development because of their “belief that it will expand their knowledge
and skills, contribute to their growth, and enhance their effectiveness with students”
(Guskey, 2002, p. 382). Garet, Porter, Desimone, Birman, and Yoon (2001) conducted
a study of teachers’ perceptions of professional development activities. A national
probability sample of 1,027 mathematics and science teachers reported that professional
development activities that focus on content knowledge, provide opportunities for

active learning, and support coherence with other learning activities have positive
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effects on teachers’ knowledge and skills and changes in classroom practice. Structural
features that impacted teachers’ learning were the form of the activity (e.g. workshop or
study group); collective participation of teachers from the same school, grade, or
subject; and the duration of the activity.

Unfortunately, the current system of professional development often delivered in
“drive-by staff development” (Joyner, 2000, p. 385) is inadequate to change teachers’
classroom practice. Mack (2000) identifies that schools often hold professional
development days where several topics are presented on the same day with no time for
teachers to process what they are learning with their colleagues. Relevance, connecting
new learning experientially to what is already known, and “being honored as adult
learners” (Mack, 2000, p. 383) are critical elements of effective professional
development.

Research findings reported by Newmann and Wahlage (1995) conducted by the
Center on Organization and Restructuring of Schools (CORS) from 1990-1995 found
that staff development can enhance teachers learning to practice more authentic
pedagogy to promote high intellectual quality learning for students. Birman, Desimone,
Porter, and Garet (2000) found that effective staff development should focus on
“deepening teachers’ content knowledge and knowledge of how students learn particular
content, on providing opportunities for active learning and on encouraging coherence in
teachers’ professional development experiences” (p. 32). Newmann et al. (2000) posit
that professional development should address five aspects of school capacity: teachers’
knowledge, skills, and dispositions; professional community; program coherence;

technical resources; and principal leadership. Comprehensive professional development
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was most strongly related to the school’s initial level of capacity and principal
leadership, less related to per teacher funding, and least related to external assistance
and district/state policy. The intentional and morally-imbued nature of the
aforementioned practices is evident in formal leadership’s commitment to a continuous
learning ethic (Frick, Polizzi, & Frick, 2009). These studies illuminate the importance
of principals and teachers intentionality and commitment to continuous learning and to
the development of teachers’ capacities optimizing successful learning opportunities for
all students.

Schools that experience success by embedding professional development in
school improvement areas know the critical impact that they have on students’ learning
and understand the importance of on-going, focused professional development on their
level of expertise, and share a commitment to their vision (Hord, 1997; Lieberman &
Miller, 2001). They understand that the “relationship between staff development and
student achievement is correlational, not causal” (Killion, 2002, p. 22), and they have
experienced the empowering effect of working as a professional learning community to
achieve learning gains for their students (Smylie & Hart, 1999).

Professional development of teachers is a critical link to students’ success and
Shulman (1987) suggests that teachers need three critical areas of knowledge: content
knowledge, a deep understanding of their discipline; pedagogical knowledge, how to
teach; and pedagogical-content knowledge, specific content teaching strategies.
Effective professional development must be coherent and sustained over time and must
be focused on student learning, student engagement, higher-order thinking, and learning

community building (Wenglinski, 2000).
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Leaders in high achieving schools participate in, support, and encourage
teachers’ new learning by allocating time, resources, and expertise (Copland, 2003;
Corcoran, 1995). Principals and teachers constantly and continually reflect on the
impact of their learning on students’ performance and are willing to make adjustments
in resources when student data indicates that a change is needed. When new learning is
needed to address an emerging goal area, teachers collaboratively identify research-
based professional development to meet the new need, and they are provided with time
and resources (Guskey, 2002).

Constructivist perspectives support building individual and collective capacities
with principals and teachers in a culture where they are engaged in transformational
learning. Empirical studies identify developmental focus, collegiality, collaborative
processes, shared leadership, strong cultural norms, and reflective practice as important
elements of a comprehensive context in which principals and teachers are engaged in
building leadership capacities through coaching and mentoring. Empirical findings also
support the importance of continuous learning, often through professional development,
which is essential to improvement in teaching and school effectiveness.

Learning Organizations

A dynamic global economy has created the need to study organizational
effectiveness from a systems perspective. Scientific research began to require that
scientists examine phenomena in different ways than established empirical protocols
which results in focusing on systems and the “relationships that exist among seemingly
discrete parts” (Wheatley, 1994, p. 9). New understandings have emerged from

quantum and chaos theories that are requiring organizational theorists to conduct their
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empirical investigations by utilizing new tools while also generating new interpretations
(Wheatley, 1994).
Learning organizations are defined by Senge (1990) as:
Organizations where people continually expand their capacity to create the
results they truly desire, where new and expansive patterns of thinking are

nurtured, where collective aspiration is set free, and where people are
continually learning how to learn together (p. 3).

Schools identified as learning organizations require “involving everyone in the system
in expressing their aspirations, building their awareness, and developing their capacities
together” (Senge et al., 2000, p. 5). They “continually expand capacity to create the
future (Senge, 1990, p. 14). A systems perspective requires the understanding that
schools are composed of three nested systems: the classroom, the school, and the
community; changes must take place at all three levels for the changes to make a
difference (Senge et al., 2000).

Senge’s (1990) framework of a learning organization consists of five disciplines:
personal mastery, mental models, shared vision, team learning, and systems thinking.
Personal mastery is the process of constantly and continuously focusing on what you
want and is considered to be your personal vision. This involves holding creative
tension between your personal vision and current reality which brings out the capacity
for perseverance and patience. “Developing a more systemic worldview, learning how
to reflect on tacit assumptions, expressing one’s vision and listening to others’ visions,
and joint inquiry into different people’s views of current reality” (Senge, 1990, p. 162)
support development of personal mastery as well as organizational capacity for

learning.
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Mental models are “deeply held images of how the world works” (Senge, 1990,
p. 163) embodied in personal images, assumptions, and stories. Mental models are
formed by our past experiences and reflect our existing knowledge. They are typically
very simplistic representations of much more complex phenomena and events (Klimek
et al., 2008). Mental models shape how a person acts and are congruent with her or his
theories-in-use versus her or his espoused theories (Argyris & Schon, 1974).
Developing capacity with mental models requires reflective inquiry and a willingness to
engage in critical analysis of personal images, assumptions, and stories with colleagues.
It also requires a willingness to analyze generalizations and advocacy positions.

Shared vision involves all organizational members who understand and are
engaged in supporting the values, beliefs, and purposes of the organization (Senge,
1990). Members are willing to do whatever it takes to achieve the organization’s
vision. Shared vision creates energy and passion and fosters risk taking and
experimentation. The hallmark of a learning organization is a relentless willingness to
examine what is currently happening in light of shared vision.

Team learning is the process of aligning and developing the capacity of a team
to create the results its members truly desire (Senge, 1990). Team learning has three
critical dimensions: insightful thinking about complex issues; innovative, coordinated
action; and embedding practices and skills of team learning throughout the organization.
Collaborative structures of dialogue, discussion, and deep listening are utilized at a high
level within and across teams.

Systems thinking is identified as “the ability to understand (and sometimes to

predict) interactions and relationships in complex, dynamic systems” (Senge et al.,
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2000, p. 239). Systems thinking is supported by structures and processes that focus on
continuous incremental improvement, organization learning, and feedback loops. It
requires organizational members to see the whole school as a complex organization
with many interdependent components. Systems thinking supports continuous
improvement and change initiatives.

Leadership in today’s schools must focus on relationships and interdependencies
within an organization and work from a mental model of organizations as systems
(Klimek et al., 2008). Generative leaders recognize and tap the collective intelligence
and energy within an organization to generate productive growth and effective
solutions. Emphasis is placed on continuous experimentation, systematic thinking, and
a willingness to creatively explore the limits of an issue and to think creatively outside
of these limits.

Open systems theorists posit change and continuity, nonlinear and linear
relationships, chaos and order, and systems breakdown and transformation as
characteristics of the evolution of organizations (Farazmand, 2003). Wheatley (1994)
identifies these types of organizations as self-organizing and states that they are
characterized by the ability to

Generate capacity to organize and govern themselves, and by doing so produce

inner forces of change that generate energy and other forms of structures and

entities capable of self-organization. Self-organization also means self-
governance, self-control, and self-regulation (Farazmand, 2003, p. 354).

They must learn to adapt, to be creative, and to co-exist with the environment. When
schools become learning organizations, they embrace the essential elements of self-
organization and have developed the capacity to adapt in creative ways to the

environment in which they co-exist. Schein (1985) posits:
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In a world of turbulent change, organizations have to learn faster, which calls for
a learning culture that functions as a perpetual learning system...organizational
leadership plays a key strategic role in creating, sustaining, and managing such
[a] culture of learning...which feeds back to shape the leader’s own assumptions
(p. 372).

Embedded constructivist and democratic practices in learning organizations are the
foundation upon which these organizations thrive and grow and support sustainability,
adapting successfully to the changing environment which surrounds them.

A qualitative exploratory phenomenological study of six leaders in organizations
during periods of change and turmoil was conducted using interviews and observations
(Gonzales, 2011). Findings reveal that leaders who embrace change, collaborate,
communicate effectively, think globally, develop others, manage courageously, and
engage in reflection were more successful in leading their organizations. Additional
findings suggest that, during periods of change, leaders who engage in strategies and
activities that support transparency, dialogue, accountability, and inclusivity and who
appreciate the value of networking, willpower, flexibility, and creative chaos are able to
lead their organizations successfully during these periods.

Contemporary schools that identify themselves as communities of practice
(Wenger, 1998), communities of responsibilities (Sergiovanni, 2001), and professional
learning communities (DuFour, DuFour, Eaker, & Karhanek, 2004) most likely
embrace the essential elements of learning organizations. Communities of practice
embrace constructivist learning where all members of a community engage and
contribute to the practices of their communities. The focus of the community is on
refining practice and building capabilities that support mutual engagement and sense-
making. Wenger (1998) identified communities of practice as “shared histories of

learning” (p. 86) where learning is the lived experience of negotiated meaning between
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and among community members. An organization’s ability to deepen and renew its
learning depends on fostering “the formation, development, and transformation of
communities of practice” (Wenger, 1998, p. 253).

Communities of responsibilities (Sergiovanni, 2001) also embrace constructivist
learning principles but add a moral dimension to the enactment of learning in schools.
Similar to communities of practice where all community members share ideas, values,
beliefs, and strong relationships, communities of responsibilities share a moral
commitment to care for and to nurture community members. Students in schools that
embrace a moral commitment experience “high levels of caring, civility, and
cooperative learning” (Sergiovanni, 2001, p. 66). Teachers and principals engaged in
the schooling enterprise in communities of responsibilities work to achieve high levels
of “pedagogical thoughtfulness, developing relationships characterized by caring and
civility, and achieving increases in the quality of student performance” (Sergiovanni,
2001, p. 78).

Professional learning communities (PLCs) embrace many of the tenets of both
communities of practice and communities of responsibilities. DuFour et al. (2004)
identify six essential elements of PLCs: shared mission, vision, values, and goals;
collaborative teams; collective inquiry; action orientation and experimentation;
continuous improvement; and results orientation. Hord (1997) also identifies shared
leadership, physical conditions, and human capacities as essential elements of PLCs.
DuFour and Eaker (1998) assert that “the most promising strategy for sustained,
substantive school improvement is building the capacity of school personnel to function

as a professional learning community” (p. xi).
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A synthesis of school restructuring research conducted by the Center on
Organization and Restructuring of Schools (CORS) from 1990 t01995 published by
Newmann and Wahlage (1995) identifies strengthening professional community as one
of three kinds of support that positively impact student learning. Student learning is
also positively impacted by teachers practicing authentic pedagogy and support from
external agencies and parents. Additionally, six conditions within the school can
enhance the professional community needed to promote learning of high intellectual
quality: shared governance, independent work structures, staff development,
deregulation, small school size, and parent involvement.

A mixed methods investigation of professional community in restructuring
schools conducted by Louis, Marks, and Kruse (1996) also used data from research
conducted by CORS from 1990 to 1995. In their two-stage research design, surveys
were administered to teachers in 24 schools (i.e. eight elementary schools, eight middle
schools, and eight high schools) selected from a national search of schools that had
made substantial progress in restructuring. Surveys were received from 910 teachers
and were analyzed using hierarchical linear modeling (HLM). Findings reveal that
structural conditions (e.g. lower staffing complexity, scheduled common planning time,
and empowerment of teachers) proved important supports to professional community in
schools. Human and social resources (e.g. administrative support, respect from
colleagues and community, openness to innovation among staff, and focused
professional development) were also facilitative. Professional community contributed
strongly to responsibility for student learning. Phase two involved case studies of the

24 schools collecting data in the fall and spring of one school year for the purpose of
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observing instruction in mathematics and social studies classrooms; interviewing 25-35
teachers, administrators, and other stakeholders; observations in faculty, governance
council, and other group meetings; and collecting artifacts. Both phases of the study
support the finding that school-wide professional community exists and varies
considerably between schools. Findings also suggest that developing school-wide
professional community in comprehensive high schools may be more difficult than in
elementary and middle schools. Additionally, teachers’ working conditions (i.e.
individual job satisfaction and school level of professional community) are a primary
factor associated with responsibility for student learning.

Learning organizations embrace systems thinking as critical to understanding
the dynamic, multifaceted context in which teaching and learning are enacted in a
school. Leaders must focus on relationships and interdependencies within an
organization to create a synergistic culture in which individual and collective expertise
and energy generate growth and development. Theoretical and empirical literatures
have contributed significantly to building common understandings of a systems
perspective and make a strong case for the importance of this perspective being
embraced in leading contemporary schools.

Leadership Dispersion

Developing sustainable leadership for large-scale dispersion requires building
leadership capacities at the classroom, school, district, and system levels in order to
successfully scale up the standards-based reform and school improvement efforts that
are in various stages of implementation across the United States. Fullan (2005) defines

sustainability as “the capacity of a system to engage in the complexities of continuous
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improvement consistent with deep values of human purpose” (p. ix). Elmore (2000)
identifies standards-based reform as a “fundamental shift in the relationship between
policy and institutional practice” (p. 4), and schools and school leaders are being asked
to do something “they don’t know how to do and have had no occasion to learn in the
course of their careers” (p. 2). Sarason (1982) posits that being a classroom teacher is
not very good preparation for becoming an effective principal because of the limited
scope of their experiences in, most often, very few schools. Moreover, there is strong
theoretical and empirical evidence to suggest that principal preparation programs are
not preparing principals for the complex and demanding jobs they face (Farkas,
Johnson, & Duffett, 2003; Hess & Kelly, 2007; Murphy, 2002). Lashway (2003)
suggests that leaders need a “seamless continuum of professional training through
[their] careers” (p. 3) in order to build continuous capacity focused on improvement of
instruction and school improvement.

Large scale improvement of instruction is identified by EImore (2000) as the
answer to meet the demands of standards-based reform. This will require dramatic
changes in the ways schools educate children and the ways school leaders lead schools.
The environment in which these dramatic changes can be accomplished is one where
schools are redesigned so that both children and adults learn (Elmore, 2000).

Building leadership capacity with all teachers in a school requires that school
leaders “[have] capacity to build capacity” (Fullan, 20034, p. 7). Spillane, Diamond,
and Jita (2003) posit that leadership must be “stretched over” (p. 535) everyone in a
school for the purpose of “identification, acquisition, allocation, coordination, and use

of social, material, and cultural resources necessary to establish the conditions for the
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possibility of innovation in teaching and learning” (p. 535). When schools are
organized as learning communities, everyone is involved in “expressing their
aspirations, building their awareness, and developing their capacities together” (Senge
et al., 2000, p. 5). Teachers in learning communities also understand that the best
learning opportunities for students are provided by an exemplary teacher in every class
(Wright et al., 1997) which requires constant and continuous learning by staff focused
on shared vision and goals (Sergiovanni, 2005).

School culture, roles and relationships, and structures are identified by York-
Barr and Duke (2004) as conditions that influence teacher leadership. School cultures
that value collaboration and shared decision-making optimize learning opportunities for
students and staff and contribute to overall school effectiveness (Hallinger & Heck,
1998; Katzenmeyer & Moller, 2009). Schools that are involved in individual and
collective reflective practice and inquiry build capacity for improved teaching and
student learning (Copland, 2003; Katzenmeyer & Moller, 2009). Constructivist
perspectives structure learning opportunities school-wide, which is a critical foundation
to building individual and collective capacity with students and teachers (Lambert et al.,
1995; Prawat & Peterson, 1999). This perspective also embraces the theory that
knowledge is socially constructed, where children and adults work with others to create
new meanings and understandings (Lambert et al., 1995; Prawat & Peterson, 1999;
Vygotsky, 1962).

When teachers feel valued and when trusting and respectful relationships are
nurtured with everyone inside the school, the culture is described as positive and

supports building individual and collective capacities for improving teaching and
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student learning (Silva, Gimbert, & Nolan, 2000). Burns (1978) posits “the most
powerful influences consist of deeply human relationships in which two or more
persons engage with one another” (p. 11). Poplin (1992) found in her qualitative study
of stakeholders inside and outside four public schools that the most important factor
inside schools is relationships.

Large-scale school improvement can be accomplished when a more critical
focus is enacted on building capacity at a school and within a school district and when
there is active involvement by everyone in the district on positively impacting teaching
and student learning (Elmore, 2000). The focus needs to be on the “technical core” of
teaching: “the skills and knowledge that matter are those that can be connected to, or
lead directly to, the improvement of instruction and student performance” (p. 14).
Wright et al. (1997) found that the teacher is the single most important factor affecting
student learning in the classroom. Building and developing instructional capabilities of
every teacher in every school to an exemplary level will accomplish system
transformation resulting in large-scale school improvement (Elmore, 2000).

System transformation is at the heart of what Fullan (2003a) identifies as the
moral imperative of school leadership and requires that all professionals in individual
schools and entire districts “build capacity and share commitment across schools” (p.
47), accepting responsibility to contribute to school improvement efforts in multiple
locations. He identifies four levels of the moral imperative of school leadership, each
nested in the next level: “individual, school, regional, and societal” (p. 49). Individual
professionals make a commitment and accept responsibility to support school

improvement efforts in their classrooms and individual schools situated in a school
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district and regional districts. They understand that this commitment and responsibility
supports school improvement efforts in schools in the larger society.

School leadership is the key not only to school improvement but also to system
improvement which demands that the role of the principal is more like a “chief
operating officer of a larger enterprise” (Fullan, 2003a, p. 48). Revamping the school
principalship is crucial to greater performance on a large scale. This requires redefining
in the larger policy environment (i.e. legislation, federal and state regulations) the role
of the principal and providing greater authority as well as more resources and discretion
over expenditures. This also requires that disadvantaged schools receiving additional
resources provide the necessary support services for the students they serve.

The moral imperative of school leadership requires that school districts create
cultures that support developing leadership capacity at all organizational levels. All
stakeholders are involved in collaborative problem-solving, decision-making, and
reflective practice and inquiry (Deal & Peterson, 1999). Relationships between and
among all stakeholders are valued, appreciated, and developed, and individual and
collective voices are embraced in all aspects of school and district operations. Vision
and mission have been collaboratively developed, and explicit short and long-term goals
are written to operationalize organizational direction (Brown, 2004). Fullan (2003a)
suggests that “leaders learning in context and fostering leaders at many levels is the core
strategy of this decade” (p. 79) and supports a moral imperative of school leadership
which results in system transformation.

Superintendents and principals acknowledge responsibility for improving

instruction and student achievement but describe multiple challenges in trying to
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accomplish this in their schools. Farkas et al. (2003) published survey findings from a
national random sample of public school superintendents (N = 1,006) and K-12
principals (N = 925). Fifty-six percent of superintendents and 74% of principals report
that daily emergencies rob them of time that would be better spent in the classroom or
on teaching issues. An enormous increase in responsibilities and mandates without the
necessary resources is an issue for over 85% of both groups. Over 75% of both groups
report working more on the substance of teaching (e.g. curriculum, teaching techniques,
mentoring, and professional development), but over 70% state that they wish they could
do a lot more. Both groups express frustration and concerns related to firing ineffective
teachers who are tenured. Sixteen percent of superintendents report that it is virtually
impossible to fire ineffective tenured teachers and 30% of principals concur. A larger
percentage of superintendents, 80%, and principals, 67%, report it is difficult but doable
to fire ineffective tenured teachers. A small percentage of superintendents, 4%, and
principals, 3%, report that it is relatively easy to fire ineffective tenured teachers.
Successful school improvement has been documented from an 11-year project of
the Community School District #2 in New York City. Fink and Resnick (2001)
investigated Community School District #2 with a student enrollment of 22,000
students in 45 schools situated in an urban area in which a strong record of successful
school improvement had been documented at the time. Test scores improved and a
strong collegial spirit had been nurtured among teachers, principals, and central office
personnel. Instructional leadership was found to be the work of everyone in the district

(Fink & Resnick, 2001).

55



Continuous learning by principals as well as teachers is required for principals to
lead instructional improvement efforts in their schools, and the superintendent reports
that her “main job as deputy [is] to teach principals how to be instructional leaders . . . |
see myself as the leader of the principals, in just the same way as they are the leaders of
their teachers” (Fink & Resnick, 2001, p. 599). An expectation of principals is to
establish a culture of learning in which “questions of teaching and learning pervade the
social life and interpersonal relations of those working in the school” (Fink & Resnick,
2001, p. 600). The district recognizes that principals need identified capabilities for
leadership: to recruit and hire exemplary teachers, to know teachers well enough to
recommend specific improvements, to have strong content knowledge, and to create a
culture of deep knowledge of teaching and learning. This requires the district to
provide targeted professional development opportunities for principals to develop
leadership capabilities at high levels (Fink & Resnick, 2001).

District principals have multiple opportunities to build capacity and
relationships with other principals and site colleagues. Fink and Resnick (2001) report
that school-based study and support groups as well as coaching and supervision provide
resources that are site-specific and site-generated. District requirements that uphold
building system-wide improvement capabilities are supported in monthly day-long
principals’ conferences and a one-day to two-day summer retreat. These serve as
models for conferences that principals have with teachers in their buildings. The district
also expects principals to attend a number of specialized institutes with their teachers in

targeted development areas.
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Support groups for new principals are held each month and focus on the issues
that the principals bring to discuss with the deputy superintendent. Fink and Resnick
(2001) identify the need for principals of Title | schools to meet with the superintendent
to focus on problems and successes focused on the large number of at-risk students in
their schools. Peer mentoring opportunities are provided for individual principals by
setting up visitations between schools and by identifying a buddy principal in teams of
two or three to work on problems of practice. Coaching for individual principals is also
provided if the principals are experiencing difficulty in establishing rigorous goals and
objectives or in developing site budgets.

The superintendent and deputies conduct a Supervisory WalkThrough of every
classroom in every school at least once per year (Fink & Resnick, 2001). A meeting is
held with the principal prior to classroom visits in which the school’s goals and
objectives for the year and principal expectations are reviewed. Student achievement
data are also reviewed with particular emphasis on individual at-risk students,
classroom by classroom. The WalkThroughs are then completed with the district team
meeting in the principal’s office for an evaluation and planning session. An overall
evaluation of effectiveness of classroom instruction and of the quality of student work is
discussed. Improvement goals, resources, and supports are identified with a
collaboratively agreed upon timeline for implementation and for the next review.
Follow-up documentation sent to the principal summarizes the results and decisions
made, and it establishes a weekly support conversation by phone or in person. These
practices are indicative of what are presently known as instructional rounds (EImore,

2007; City, EImore, Fiarman, & Teitel, 2009; Roberts, 2012).
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This comprehensive level of district support for mentoring principals and
teachers is a strong example of district-level engagement and building capacity to
ensure exemplary teaching and student learning in every classroom in a district. This
level of district support focused on the “knowledge and skill related to instructional
leadership” (Elmore, 2000, p. 7) supports developing exemplary teaching practices at
the classroom level. Sustainable large-scale school improvement is a possibility when
structures, processes, and support are in place and are embedded in the daily teaching
and learning experiences of both students and adults (Lieberman & Miller, 2001).

Leadership dispersion requires that leadership is shared and developed in school
communities where the culture supports strong relationships, continuous learning,
commitment and responsibility for students’ learning success, collaborative decision-
making processes, and reflective inquiry. Empirical evidence suggests that districts that
comprehensively support mentoring principals and teachers district-wide are committed
to exemplary teaching and student learning in every classroom in the district.
Systematic and dramatic changes in leadership preparation programs, the ways in which
leadership is developed in schools and in districts, and efforts to improve instruction at
the classroom, school, and district levels will all be required to support leadership for
large-scale dispersion.

Synthetic Review and Conclusion

Research findings clearly demonstrate the importance of strong and effective
principals in leading school reform and school improvement efforts. Having an
exemplary teacher in every classroom requires principals to be instructional leaders and

to support teacher learning, growth, and improvement through coaching, mentoring, and
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supervision utilizing developmental constructivist structures and processes. School
cultures that embrace transformational and distributed leadership create conditions that
support building leadership capacities at all organizational levels, which optimizes the
likelihood of leadership dispersion beyond the school and district sites. School cultures
that are generative and empowering also support development of community members’
intellectual, social, cultural, and civic capitals.

School communities which embrace democratic principles and practices provide
opportunities for students to learn about democracy, and all community members have
opportunities to become active participants in the schooling experience. School
communities identified as learning organizations build organizational capacity
individually and collectively and embrace a systems perspective as well as systems
thinking in both the day-to-day and the long-range operations of the school. In
conclusion, schools in which principals and teachers collaboratively share leadership,
build individual and collective capacities, and lead and learn together create a

generative learning environment for both adults and students.
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Chapter Three

Methodology

Chapter Introduction

The purpose of my study is to investigate the individual and collective
generalized influence and mentoring experiences and processes delivered through one
principal that led to the leadership development and consequent dispersed leadership
enactments of a group of teachers originally associated with that principal. An
instrumental, historically-bound strategic case study is selected as the most congruent
methodology to study the phenomenon under investigation (Stake, 1995). This chapter
will highlight the rationale for selecting the methodology, identify the case and the
reasons why it was selected, population and sample, data collection, data analysis, role
of the researcher, and trustworthiness of the data. Chapter Four presents the selected
case, including the school’s history, and the rationale for selection of the case.
Research findings are reported in Chapters Five and Six.

Qualitative Research and Case Study

Qualitative research is conducted when “discovery, insight, and understanding
from the perspectives of those being studied offers the greatest promise of making
significant contributions to the knowledge base and practice of education” (Merriam,
1998, p. 1). Merriam (1998) also identifies this research paradigm as the most
appropriate when researchers want to understand the meaning people have constructed
of their lived experience. My research question is seeking to understand what
experiences and processes contributed to teachers’ decisions to become school

administrators and leaders in other settings who were mentored and developed by the
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same principal. Stake (1995) suggests “qualitative research uses narratives to optimize
the opportunity of the reader to gain an experiential understanding of the case” (p. 40)
and narratives of participants’ lived experiences through stories and open-ended
interviews, as well as documents and artifacts, are the data that were collected in order
to answer the guiding question of this research.

Interpretation is one of the most distinctive characteristics of qualitative inquiry
(Stake, 1995). Qualitative researchers aim “to thoroughly understand” (p. 9) the
phenomenon being investigated which requires objective recording of data while
“simultaneously examining its meaning and [redirecting] observation to refine or
substantiate those meanings” (p. 9). The work of the researcher’s interpretations
accurately reflecting the participant’s lived experience requires “preserving multiple
realities” (p. 12).

Case study focuses on a case, a bounded system, which is of particular interest
in illuminating the phenomenon being investigated. Merriam (1998) describes three
characteristics embedded in case studies: particularistic, studying the case in particular
context; descriptive, providing rich, thick descriptions of multiple variables and
interactions; and heuristic, bringing new meaning and understanding to what is already
known. Merriam’s (1998) support of this method as an “especially good design for
practical problems — for questions, situations, or puzzling occurrences arising from
everyday practice” (p. 29) and is particularly pertinent to the identified research
question. Rich, thick descriptions of people in context, their relationships and
experiences, interpreted by the researcher through narrative accounts is hoped to add

significant understanding to the development of leadership in schools. Stake (1995)
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suggests that this type of description contributes to the reader experiencing empathetic
understanding of the case and its participants. Additionally, Merriam (1998) posits that
this type of description adds to the reader’s understanding of the nature of the setting in
which the case is located.

Geertz (1995) explains:

When we can construct, if we keep notes and survive, hindsight accounts of the
connectedness of things that seem to have happened: pieced-together
patternings, after the fact...it calls for showing how particular events and unique
occasions, an encounter here, a development there, can be woven together with a
variety of facts and a battery of interpretations to produce a sense of how things

go, have been going, and are likely to go (p. 2-3).

Merriam (1998) suggests case study “is conducted so that specific issues and
problems of practice can be identified and explained” (p. 34). My study is identified as
an instrumental case study because, according to Baxter and Jack (2008), it “provides
insight into an issue or helps to refine a theory...the case is of secondary interest; it
plays a supportive role, facilitating our understanding of something else” (p. 549).
Findings identify ways in which the principal and teachers built leadership and teaching
capacities that contributed to teachers’ decisions to become school administrators and
leaders in other settings and has the potential to add to educational leadership and
teacher leadership scholarship.

A historical case study provides an opportunity for a phenomenon to be
investigated over time often utilizing primary documents to support research findings.
Merriam (1998) explains:

Historical case studies have tended to be descriptions of institutions, programs,

and practices as they have evolved over time. Historical case studies may

involve more than a chronological history of an event, however. To understand
an event and apply that knowledge to present practice means knowing the

context of the event, the assumptions behind it, and perhaps the event’s impact
on the institution or participants (p. 35).
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The event in my study is the leadership development of a cohort of teachers
mentored by one principal and explicitly reports findings of the context, assumptions,
and the impact on participants of their development as leaders. My goal is to “bring
about understanding that . . . can affect and perhaps even improve practice” (Merriam,
1998, p. 41) for contemporary principals developing teacher leaders.

As the researcher, my challenge was to gather the stories of lived experiences of
the participants over a 19-year period and recreate, through interpretation, what
contributed significantly to the development of leadership in the case. Participants were
asked to share their lived experiences through stories embedded in open-ended
interviews. Stories are a “representation [of reality] from one particular point of view”
(Bailey & Tiley, 2002) and provide ways of understanding experience from the
perspective of those who lived it (Schwandt, 1994). Merriam (1998) suggests the emic,
or insider’s perspective, versus the etic, or outsider’s perspective, is the key to
understanding the phenomenon under investigation. Czarniawska (1998) suggests a
narrative explains relationships and meaning, and Pink (2005) posits “stories are
important cognitive events, for they encapsulate, into one compact package,
information, knowledge, context, and emotion” (p. 103). Stories add social relevance to
data that allows for a more complete picture of an event or study (Czarniawska, 1998).
It is hoped that participants’ stories shared in interviews will illuminate participants’
lived experiences through personal and meaningful retellings of the ways in which the
case principal, school culture, and peer-colleagues contributed to their decisions to
become teacher leaders and eventual administrators or leaders in other capacities. An

instrumental, historically-bound strategic case study grounded in participant narrative
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accounts and relevant inquiry processes is identified as the most congruent
methodology to answer the research questions and to add to the scholarship in the area
of individual and collective generalized influence and the mentoring process on
developing teacher leadership and its consequent generative dispersement.
Case Selection

The first criterion of case selection should be to “maximize what we can learn”
(Stake, 1995, p. 4) about the phenomenon being investigated. | chose this case because
of the large number of teacher leaders mentored by the same principal who became
educational leaders in other settings over a 19-year period. | also suggest that this may
be what Stake (1995) describes as “an unusual case [that] helps illustrate matters we
overlook in typical cases” (p. 4). Additionally, Abramson (1992) supports studying
atypical cases because “they are essential for understanding the range or variety of
human experience, which is essential for understanding and appreciating the human
condition” (p. 190). Patton (1990) posits selecting “information-rich cases” (p. 61)
because they offer the opportunity to “learn a great deal about issues of central
importance to the purpose of the research” (p. 61). Merton (1987) refers to strategic
cases as ones that have the greatest potential to contribute to existing scholarship. 1
chose this case because | suggest it is an atypical, information-rich, and strategic case
that offers the greatest possibilities of studying enacted teacher leadership development
mentored by one principal over a 19-year period and the contributions this may make to
what we currently know and understand about teacher leadership development.

| also chose this case because empirical evidence suggests that strong leadership

was developed in the case and that the principal served as an important mentor to
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teachers. Huffman (1994) conducted a case study of Eastside Elementary (pseudonym)
examining the relationship between staff development activities and programs and the
achievement of site goals in the school improvement process during the years 1990-
1993. The case principal in my study was Eastside’s principal for the first two years of
the study. Findings reveal “the development of teacher leaders was [an] important part
of the school . . . the principal fostered individualization and for people to be leaders”
(p. 87). Additionally, Huffman described the case in the following manner.
An exemplary school in student achievement and in arts and education. There
were many teachers who had received honors, awards, and who had made local,
state, and national presentations. The faculty in general seemed to have the
reputation as a very professional staff who valued students and tried to
consistently provide the best education possible for those students. The
leadership for the school has been extremely strong with the same principal for
19 years. This principal was revered by the staff, and many of them called her

their mentor. The principal was known for a strong site-based managed
philosophy and the excellence the school produced was outstanding (p. 55).

The principal in the case opened the school in 1973 and served as principal until
1992. It was an open-concept elementary school situated in a suburban school district
in the southwestern United States and served kindergarten through fifth grade with an
average enrollment of 500 students. Most children were White with a small percentage
of Black, Native American, and Hispanic students. During her 19 years as principal,
she mentored 14 teachers who became administrators and one teacher who became a
college professor. | propose that my study may illuminate ways that contemporary
principals can mentor and build capacity with teachers as many of the participants have
been involved in standards-based reform and accountability mandates in their

administrative work in schools and school districts.
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Sampling Procedures

A purposeful sample is selected as the most congruent sampling strategy to
answer the identified research question. Merriam (1998) identifies a purposeful sample
as individuals who meet specific criteria and are chosen as participants because they
offer the greatest possibility of illuminating the phenomenon under investigation. The
first criteria for selection: individuals who began teaching at Eastside between 1973
and 1992. This is a critical attribute of selection because my research studied the
leadership development of Eastside teachers who were mentored by Janey Barker
(pseudonym) during the bounded years of the study. The second criteria for selection:
teachers who became educational leaders in other settings. This is an additional critical
attribute of selection because Eastside teachers mentored by Janey who became leaders
themselves in other settings provide perspectives and lived experiences that offer the
greatest possibility of answering the research question under investigation. The third
criteria for selection: the case principal because she enacted leadership in the case and
her perspectives and lived experiences also offer the greatest possibility of answering
the research question under investigation. The fourth criteria for selection: the district
superintendent who served in this capacity when Eastside was opened in 1973. His
perspectives and lived experiences provide important contextual data to the enactment
of leadership and subsequent leadership dispersion of the case.

Fourteen teachers who became administrators in public schools and one teacher
who became a college professor meet both criteria for selection of teacher participants.
Many teachers who taught at Eastside during the bounded years of the study were also

mentored by Janey but were not chosen as participants because they did not become
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educational leaders in other settings. One teacher was identified as a potential
participant but did not respond to two recruitment letters and was dropped from the
sample. Sample includes: one principal (the central figure and leader developer) who
mentored and advanced teacher leaders from 1973 to 1992 in the case, 14 teachers who
were classroom teachers when they began teaching in the case and became
administrators when they left the classroom in the case, one teacher who became a
college professor when she left the classroom in the case, and the superintendent of the
district when the principal was chosen in 1973 (N=17). See Table 1.

Table 1: List of Participants
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Puosition DistrictEastside | Cender Yearsin Current
Tenure Profession Endeavor
Superintendent Dngtmict: 125 M i Fetired
125
Principal: 63
Higher Ed_,
Instructor: 4
Central Office
1
Career: 26
Prncipal Dhstmict: 11 F Prncipal: 19 | President,
Eastside: 19 Central Office; | Consultmg
g Company
Higher Ed.,
Spec. Instructor:
1
| _ _ . Career. 45
Classroom Teacher' | Eastsade: 19 F Prncipal: 8 Asgoc,
Gifted Teacher Lesdership. Prof | Executive
(Orpanization: § | Dhrector,
Career: 36 Professional
Classroom Teacher | Eastside: 3 M Principal: 16 Feored
Career: 215
Clazsronm Bapaade: 345 | F Adwimisrrator, | Darector of
TeacherBeading Technology Edncational
SpecialistCified Center: 10 Services,
Teacher Reading Technalogy
Specialist 4 Center
| _ N Carcer: 185 -
Claserooen Teacher | Exstside: 1 M Principal: Elementary
L _ - Career. 40 Frncipal
Classroom Eastaude: 16 F Prncipal: 165 | Retued
Teacher'Counselor Caresr: 33
Classroom Teacher | Eastside: 3 F Prmcipal: 13 Anthor and Lafe
Leadership, Prof | Coach Business
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11
Career: 19
Classroom Teacher | Eastide: & F Cenmral Offize: | Retred
4
Leadershup, Arts
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12
Primcipal: 18
Career: 43
Classroom Eastside: 2 M Principal: 14 Umiversity
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Teacher Superintendent: | Research
10 Associate
Central Office:
3
Higher Ed: 3
Char, Chald
Care Center: 2
Career: 43
Classroom Teacher | Eastside: 5 Proncipal: 11 Fetired
Leadersin
Foundation for
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Leadership.
Education
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Development
Center: 8
Career: 36
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16 Coordinator of
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Education
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Teacher 135
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Data Collection

Congruence in all phases of a research study is critical for findings and
implications to contribute significantly to scholarship. An instrumental, historically-
bound strategic case study design is identified as the most congruent methodology to
answer the identified research question:

1. What do former teachers within the case report as critical experiences that

contributed to their decision to become a teacher

leader and eventual administrator/or a leader in other capacities (college

professor)?

a. In what ways did the principal, school culture, and peer-colleagues
contribute to their decisions to lead, both informally and officially?

b. How does the leadership development experienced by teachers
in this case inform the phenomenon of leadership dispersion beyond the
school and district site?

c. How was being a part of Eastside a personally transformative
experience?

IRB approved my study on June 11, 2013 (Appendix A). Individual participants
were contacted by phone, email, or letter to obtain permission to participate in the
study. All participants eagerly agreed to participate, and individual interviews were
scheduled. Informed consent forms were signed prior to the beginning of each
individual interview and questions answered related to informed consent and the

interview process posed by participants.
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Narratives

My original data collection plan involved collecting data from narratives and
one-on-one interviews from all participants. | scheduled my first interview with the
superintendent and recorded his narrative and interview in the same session. |
subsequently scheduled and conducted three individual interviews and received two
narratives. When | mentioned narratives to other participants, they appeared confused
and questioned the writing prompt topic. Reflecting on their response and the narratives
shared in the interviews which had already been conducted, | dropped this request from
subsequent participants. | realized that the one-on-one interviews contained individual
narratives and the request for an additional one was problematic for participants. The
three narratives were thematically analyzed, and codes and themes were generated and
analyzed.

Interviews

Merriam (1998) suggests “interviewing is necessary when we cannot observe
behavior, feelings, or how people interpret the world around them . . . it is also
necessary to interview when we are interested in past events that are impossible to
replicate” (p. 72). Stake (1995) identifies “the interview is the main road to multiple
realities” (p. 64), and Clandinin and Connelly (2000) suggest that interviews “engage
participants in autobiographical reflective discussions” (p. 97) and create “texts [that]
are contextual reconstructions of events” (p. 118) and experiences.

Prior to recording a one-on-one, in-depth interview with each participant at the
location of their choice, an informed consent form was signed and discussed. The

superintendent participant invited me to his home to be interviewed as did the principal
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participant, both of whom live in the state in which the case is located. Nine teacher
participants, who live in the state in which the case is located, chose to invite me to their
homes to conduct the interviews. Three other teacher participants, who live in the
northwestern and Four Corners regions of the United States, invited me to their homes
to conduct their interviews. | conducted three out-of-state interviews between May and
August 2014. One teacher participant, who lives in the Great Lakes region of the U.S.,
chose to conduct the interview during a University Council for Educational
Administration (UCEA) conference, which we both attended in November 2013. Four
teacher participants, who live in the state in which the case is located, chose to conduct
the interviews at their workplaces, at the public library, or at a local restaurant.
Interviews were conducted over an 18-month period, beginning in June 2013 and
ending in December 2014,

The interview protocols (Appendix B) were followed in each interview with
probes being asked (Merriam, 1998) when | felt elaboration and explanation were
needed to further explore the meaning and interpretation of the topic being discussed.
All interviews were completed in one setting with the exception of the principal. 1 felt a
second interview was needed as a follow-up for more in-depth examination of topics
discussed in her first interview. Her first interview was conducted in October 2013, and
her second interview was conducted November 2014. Most interviews lasted between
one and a half to two hours while one interview lasted four hours. Interviews were
audio recorded and transcribed as soon as possible upon completion. Researcher

memos were written after each interview; these memos included reactions to
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experiences shared during the interview, things that stood out, an overall synthesis of
what was heard, and my reactions to what was heard.
Documents and artifacts

After each completed interview, | inquired about case documents and artifacts
(i.e. school and district awards; documentation of site plans and school goals;
documentation of individual and site leadership; documentation of school traditions;
personal mementos; photographs; newspaper articles). Yin (2009) posits “documents
corroborate and augment evidence from other sources” (p. 103). Five participants, the
principal and four teachers, provided a combination of primary case documents and
artifacts, both public and personal. Riley (1963) suggests documents are crucial to an
investigation when events can no longer be observed or participants can no longer
remember them.

It was quite a disappointment when I discovered that many of the case’s
historical documents and artifacts were not available from the state Department of
Education or the school district because they had not been archived. The lack of
historical documents and artifacts will be explicitly discussed in Chapter Four.

Field notes include copies and/or notes of available documents and artifacts.
Acquisition and review of documents and artifacts were ongoing throughout the data
collection and remaining phases of the study. When reviewing documents and artifacts,
Yin (2009) suggests that the researcher keep in mind that they “were written for some
specific purpose and some audience other than those of the case study” (p. 105). This

perspective was important to consider during the data analysis phase of the study.

73



A list of case documents and artifacts reviewed for the study are included in
Appendix C. The ones chosen to include in the appendices (Appendix F-S and U) are
the strongest representation of the data from the documents and artifacts reviewed.

Thematic analysis of the narratives, interviews, documents, and artifacts was
completed in the order in which they were received. An iterative data analysis process
was followed with each narrative contributing in unique ways to illuminating the
phenomenon being investigated. The same procedure was followed with interview
transcripts, documents, and artifacts. Findings and implications were developed and
written. Annual IRB Progress Reports were completed and the most recent
Collaborative IRB Training Initiative (CITI) renewal training was completed in May
2015.

IRB requires data security during all phases of the study. Interview transcripts
were stored on a jump drive used only for this purpose and stored in a locked file
cabinet along with hard copies of transcripts. Researcher memos and field notes were
also stored in file folders in the same locked file cabinet. All data was de-identified.

Data Analysis

Data analysis of all data sources requires “systematic procedures followed in
order to identify essential features and relationships” (Wolcott, 1994, p. 12). Creswell
(2007) identifies three stages in data analysis in qualitative studies: “preparing and
organizing the data for analysis, reducing the data into themes through a process of
coding and condensing the codes, and finally representing the data” (p. 148). The large

amount of data collected was organized by type of data and stored separately. Principal,
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superintendent, and teacher interviews were separated as were documents and artifacts.
Interviews were organized by date with the most recent interview stored on top.

| analyzed data manually using thematic analysis. Boyatzis (1998) identifies
thematic analysis as a “way of seeing” (p. 1) and as a process for encoding qualitative
information in which a theme signifies “a pattern found in the information that at a
minimum describes and organizes the possible observations and at a maximum
interprets aspects of the phenomenon” (p. 4). Critically important to my research was to
stay as close to the data as possible (Wolcott, 1994), which required utilizing In Vivo
Coding as the primary strategy for first-cycle coding of both narratives and interviews.
In Vivo Coding refers “to a word or phrase from the actual language . . . used by
[participants’] themselves” (Strauss, 1987, p. 33). Boyatzis (1998) posits “raw data of a
person’s own words or actions . . . often results in more ‘sensitive’ data” (p. Xii), which
was very important to me in being able to represent the stories shared with me. This
perspective was held as an essential component in the recursive cycles of beginning
analysis and remained a strong reference point throughout all phases of data analysis.

Saldafa (2013) recommends utilizing Attribute Coding to identify
characteristics of participants and descriptive case data. Characteristics of participants
are included in Table 1 in the Sampling Procedures Section reported previously in this
chapter. Descriptive case data is included in Chapter Four.

Initial interview coding involved “find[ing] repetitive patterns of action and
consistencies in human action as documented in the data” (Saldafia, 2013, p. 5) and
identifying things “that [struck me]” (Saldafia, 2013, p. 19) by making notes in the

margins of the interview transcripts, highlighting and underlining words or phrases, and
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marking quotes that stood out. This process is identified by Bernard (2011) as splitting
where “[the researcher] splits the data into smaller codable moments™ (p. 379).
Repeated readings provided multiple opportunities for more in-depth examination and
more nuanced analysis of the data as | dug more deeply into each interview and
narrative. Themes emerged inductively from the data, deductively from theory, or both
(Boyatzis, 1998).

| completed thematic analysis for each interview before moving to another
interview. Each interview was coded and themed individually before | initiated a
constant comparative process (Glaser & Strauss, 1967) which involved identifying like
themes across interviews. | created a running record of preliminary codes and themes
for the principal and teachers’ interviews (Appendix D).

Rereading interviews again and again and studying preliminary codes and
themes provided a finer lens through which more inclusive themes were generated.
During this stage of analysis, | experienced what Wolcott (1994) describes as
“analytical moments during brief bursts of insight or pattern recognition . . . exploring
relationships among categories or discerning critical elements” (p. 24). When this
happened, | was energized and excited to keep going deeper into the data.

Miles and Huberman (1984) identify this process as clustering themes in order
to come to higher levels of abstraction. Codes and themes were compressed as more in-
depth interpretations of the data were identified. A constant tension existed between a
focus on descriptions and generalizations and between analysis and interpretation. |
created a running record of final codes and themes for the principal and teachers’

interviews. Findings are reported for the principal, based on the final identified themes
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of interviews, documents, and artifacts, in Chapter Five. Findings are reported for the
teachers, based on the final identified themes of interviews, documents, and artifacts, in
Chapter Six. Implications for contemporary principals in their development of teacher
leaders are reported in Chapter Seven. Chapter Eight includes a discussion of combined
findings and implications for adding to the scholarship on principals developing teacher
leadership.

An important step in the data analysis phase of a study is to visually represent
study findings to support clarity and understanding (Miles & Huberman, 1994). | chose
to create a concept map of connections between combined themes supported by artifacts
and documents (Appendix E). Chapters Five and Six contain discussion of the themes
identified in this concept map.

Role of the Researcher

The researcher must always be cognizant of positionality in relation to the
research study being conducted and in all aspects of the project from beginning to
completion. Schwandt (2007) identifies this as reflexivity and defines it as “the process
of critical self-reflection on one’s biases, theoretical predispositions, and preferences”
(p. 260). Creswell (2007) posits reflexivity means that the “writer is conscious of the
biases, values, and experiences that he or she brings to a qualitative research study” (p.
243). Salzman (2002) identifies reflexivity as “the constant awareness, assessment, and
reassessment by the researcher of the researcher’s own contribution/influence/shaping
of intersubjective research and the consequent research findings” (p. 806).

| am one of the teachers mentored by the case principal who became a building

principal in the same community in which the case is located. | am a professional
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colleague with all of the study participants and am familiar with documents and artifacts
examined during the data collection and analysis phases of the study. | served as a
classroom teacher at the secondary, middle, and elementary levels for a total of 15 years
and as an elementary principal for nine years. | retired after serving 26 years as a
professional educator.

My personal experience being mentored by the case principal is my lived
encountering of the bounded phenomena. The purpose of my study is to investigate the
mentoring experiences and processes delivered through one principal that led to the
leadership development and consequent leadership enactments of a group of teachers
originally associated with that principal. The narratives of all participants who
subsequently became formal leaders in various capacities are the story that is told in my
study.

Reflexivity of the researcher is indeed important in the conduct of any empirical
investigation as is a clear understanding of the role of the researcher. The philosophical
approaches that guided the inquiry are important to identify, and Schwandt (2001)
describes four approaches that support qualitative studies: antinaturalism, critical social
science, naturalism, and pluralism. These also describe the ontological,
epistemological, and axiological viewpoints of the researcher that planned, designed,
and carried out the study.

The role of the researcher when conducting a case study is to tell the story of the
case, coming to know what Stake (1995) describes as the “particularity of the case” (p.
39), “emphasiz[ing], describ[ing], . . . evok[ing] images, and creat[ing] . . . the sense of

having been there” (Guba & Lincoln, 1981, p. 149). This requires the researcher to
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engage the reader by “writ[ing] persuasively so that the reader experiences ‘being
there’ (Creswell, 2007, p. 46).

Wolcott (1994) posits that qualitative researchers need to be storytellers and
provide ways of understanding experience from the perspective of those who live it
(Schwandt, 1994). Preserving multiple realities of the participants’ stories and ways
they experienced the phenomenon under investigation is critical to the story of the case
and to the accuracy of it being told by the researcher. Josselson (1993) presents a
challenge to the researcher to be able to “transform story material from the journalistic
or literary to the academic and theoretically enriching” (p. xi).

The role of the researcher is multifaceted and requires fidelity in all aspects and
phases of the research project from beginning to completion. It is my goal to tell the
Eastside story so that readers are able to “be there” and observe, through narrative, the
richness and diversity of participants’ lived experiences that contributed to their
leadership development and enactment as leaders in other settings.

Trustworthiness

Research must be conducted in a manner which ensures that all components of
the research process will be undertaken in an ethical manner. Guba and Lincoln (1989)
equate credibility with internal validity, transferability with external validity,
dependability with reliability, and confirmability with objectivity. To support
credibility of the study, participants and other researchers served as member checkers
and reviewed categorical and thematic analysis of narratives, interviews, and document
and artifact analysis. | completed and reviewed researcher memos throughout the

research study. To support transferability, the number of interviews and other
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researchers’ review of findings and implications were completed to satisfy what Stake
(1995) refers to as triangulation of both data sources and multiple investigators.
Dependability was accomplished by maintaining an audit trail documenting steps in the
research process (see Appendices F-S and U). Confirmability was accomplished by
documenting an extensive “chain of evidence” (Mertens, 2010, p. 260) to support study
findings.

My positionality requires particular attention to all facets of trustworthiness in
all stages of the research process. As the researcher, | am required to bracket my
personal and professional relationships and experiences shared with participants in the
data collection and data analysis phases of the study and when writing research findings
and implications. Objectivity in conducting interviews and conversations with
participants was required. Researcher memos were written privately and were used as a
separate data source and identified as personal. | informed other researchers of my
positionality and requested that they critically review my work in all phases of the
research project.

Study Limitations

It is important to identify several study limitations. Implicit in the methodology
chosen to conduct this empirical investigation of a principal developing teacher leaders
is the lack of generalizability to other schools and populations. Yin (2009) posits “case
studies . . . are generalizable to theoretical propositions and not to populations or
universes . . . [the] goal [is] to expand and generalize theories” (p. 15).

Findings tell the story of Eastside teachers who became teacher leaders who

developed into educational leaders in other settings mentored by the same principal
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during a bounded time period. Eastside is located in a conservative community,
religiously and politically, in the southwestern United States. Schools are made up of
unique individuals with individual and collective strengths and weaknesses in unique
cultures. Each school is nested in a community and region of the country which reflects
unique combinations of liberal and conservative perspectives which support a diversity
of ideals in and around mass schooling.

Another limitation of my study is the nature and scope of the study. The nature
of the research is an empirical investigation that hopes to contribute to the knowledge
and theory in the field of educational leadership, specifically for principals developing
teacher leaders. The scope of the study is limited to one elementary school. Both
aspects of this limitation fit within the parameters of qualitative inquiry conducted
through a case study.

It is possible that my positionality is a limitation of the study because of my
relationships with participants and the need to conduct the investigation as the
researcher through all phases of the study. When I initially contacted participants, each
was willing and excited about participating and stated they were glad that | had chosen
to study Eastside and the development of teacher leadership when Janey was principal.
When conducting interviews, | asked participants to elaborate and to expand their
responses to illicit as much description and detail as possible. There were times when
the interviews resembled what Merriam (1998) describes as “interactive [and]
collaborative” (p. 213) when participants experienced difficulty remembering
experiences from years ago. For example, the name of the president of the PTA,

colleagues who were teaching at Eastside during the bounded years of the study, names

81



of school committees, names of events and activities were topics | describe as
“collective remembrances” during interviews.

Another limitation is the historical nature of the study and the need to inquire
about participants’ lived experiences at Eastside. Two teacher participants left Eastside
in 1975 requiring them to recall events and experiences from forty years ago. Three
teacher participants continued teaching at Eastside when Janey moved to the district
central office in 1992 which required them to remember events and experiences from 23
years ago. The remaining participants fell somewhere in between 23 and forty years
ago. “Collective remembrances” helped in several instances to recall experiences, but
many times participants could not remember because it was so many years ago.

Chapter Summary

An instrumental, historically-bound strategic case study grounded in participant
narrative accounts and relevant inquiry processes was identified as the most congruent
methodology to answer the research question. This study hopes to add to the
scholarship in the area of individual and collective generalized influence and the
mentoring process on developing teacher leadership and its consequent generative
dispersement.

Eastside Elementary was selected as the case because | suggest it is an atypical,
information-rich, and strategic case that offers the greatest possibilities of studying
enacted teacher leadership development mentored by one principal over a 19-year
period. A purposeful sample of participants was selected based on two criteria:
individuals who began teaching at Eastside between 1973-1992 and became educational

leaders in other settings. Two additional criteria: the principal who enacted leadership
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in the case and the district superintendent whose perspectives and lived experiences
provide important contextual data for the case were also included in the sample.

Data collected included three narratives, one-on-one interviews with all
participants, and public and private documents and artifacts. Data was analyzed
manually using thematic analysis through multiple recursive iterations identifying
emergent themes with associated codes. Saturation was reached when data analysis
produced no new themes and codes.

The role of the researcher is to tell the story of the case and to provide readers a
sense of “being there” through participants’ lived experiences that contributed to their
leadership development and enactment as leaders in other settings. This also requires
the researcher to conduct the research in a manner which ensures that all components of
the research process are undertaken in an ethical manner. The ways in which

trustiworthiness is achieved in all phases of the project is explicitly described.
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Chapter Four

The Case

Chapter Introduction

This chapter provides details about the selected case of Eastside Elementary
(pseudonym) and rationale supporting its selection. A history of the school is included
along with national, state, and district influences on the enactment of schooling at
Eastside. An overview of foundational programs, processes, and significant events
prior to and during the 19-year span of the study is also included to support
understanding of the selection of this particular case.

Selected Case

Eastside Elementary was selected because it is a school where the principal
mentored and built leadership capacity with 15 teachers over a 19-year period who
became administrators and educational leader in other settings. Stake (1995) suggests
that selecting a case that affords an opportunity to “maximize what we can learn” (p. 4)
is critical to illuminate the phenomenon being investigated. The case study method was
selected to expose the lived experiences of participants and identify ways in which the
principal, school culture, and peer-colleagues contributed to decisions to become
teacher leaders and eventual administrators or leaders in other capacities. The historical
context of schooling during the 19-year period is important to review because of the
influence of a variety of factors that contributed to the unique positionality of Eastside.
Educational research, initiatives, and laws that were enacted, as well as state-wide

influences, and district directions were reviewed.
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The school was the second open-space elementary school built in the Adams
school district (pseudonym). The first open-space elementary school, Southgate
(pseudonym), opened in 1968, and was the first open-space school built in the state.
Three open-space middle schools also opened the same year as Eastside which provided
the Adams district the ability to reconfigure elementary schools from K-6 to K-5, junior
high schools from 7-8 to middle schools 6-8. A newspaper article from the community
in which the case is located also states that the district “goes unchallenged as a leader in
contemporary education” (Kaighn, 1973).

Kohl (1969) identifies the strengths of open education and Frazier (1972)
provides a historical background for the coming of age of open-space schools and the
adoption of this type of architecture in American schools in the early 1970s.

Proponents strongly supported flexibility in learning space, ease of grouping students to
meet individual learning needs, collaborative planning, and team teaching. Adams
district leaders strongly supported this type of architecture which facilitated the
implementation of the tenets of progressive education.

As the district was planning to open Southgate, the case principal, Janey Barker,
shared that the district superintendent, Richard Lancaster (pseudonym), wanted a
different type of school. He told her, “[I] don’t want it to be just like the others.” She
described him as “visionary”, and a district planning committee comprised of the
superintendent, teachers who had expressed an interest in being a part of the school, and
board members met on Saturdays to develop collaborative ideas about what they wanted

the school to be like. Premises identified by the individuals involved in this process to

85



be implemented in the new school included: “teaming, shared leadership, individualized
education, every student learning, innovation, and professional growth.”

In the early 1970s, a Central Committee made up of the superintendent, central
office leadership, and emerging teacher leaders from across the district, including Janey,
collaboratively worked to develop a district mission statement. They worked to include
the recommendations of the Educational Policies Commission’s The Central Purpose of
American Education (National Education Association, 1961). The foundations of this
document identified the central purpose of schooling as development of the rational
powers of the mind. Rational powers include “recalling and imaging, classifying and
generalizing, comparing and evaluating, analyzing and synthesizing, and deducing and
inferring” (p. 5). For students to become productive citizens in a democratic society,
they must be able to think and problem solve as individuals.

Other researchers that influenced the Committee’s work and thinking were
Vygotsky (1962), Bruner (1966), and Piaget (1970). Janey shared the district mission
statement published at the culmination of the Committee’s work: “Inquiry is the
process, curriculum is the vehicle, and self-actualization is the goal.” Janey stated that
“she supported it and took it seriously” and this became an essential foundational
element in the philosophical underpinnings of Eastside School.

National Schooling Context

National events and initiatives impacted schooling before Eastside was opened
and during the 19-year period in which the case is being investigated. Sputnik’s launch
in 1957 spread fear in the U.S. that the Soviet Union had surpassed collective expertise

in science and mathematics (Sass, 2015). This spurred interest and passage of the
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National Defense Education Act (NDEA) in 1958 which increased funding for science,
mathematics, and foreign language. Another event raised concerns across the country —
the publication of A Nation at Risk in 1983 by the National Commission on Excellence
in Education. This report identified concerns about the quality of schooling throughout
the country and called for sweeping reforms in public education and teacher training
(Sass, 2015).

Another issue that significantly impacted schools and successfully educating all
students was the increasing number of students who come from families living in
poverty. In the 1950s and 1960s, states were struggling to provide needed programs
and services but with limited results. In 1965, President Lyndon Johnson signed into
law the Elementary and Secondary Education Act (ESEA) which provided federal funds
(Title I) to support low-income students. Schools with a large enrollment of low-
income students received a larger amount of Title I monies than schools with a small
enrollment of low-income students (Sass, 2015).

The 1960s and 1970s brought an increasing number of students with special
learning needs enrolling in the nation’s public schools. Parents of students who felt
their children were not being served increased demands on districts and schools to
provide an appropriate individual education and some chose to settle their differences in
court. In 1975, The Education of All Handicapped Children Act (PL 94-142) became
federal law and required a “free, appropriate public education, suited to the student’s
individual needs, and offered in the least restrictive setting be provided for all
‘handicapped’ children.” In 1990, PL 94-142 was renamed and amended and became

the Individuals with Disabilities Education Act (IDEA) which changed the terminology
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from handicap to disability and added autism and traumatic brain injury to the eligibility
list (Sass, 2015).
State Schooling Context

Prior to the publication of A Nation at Risk in 1983, some school reform
initiatives and legislation were enacted in the state in which Eastside is located. Passed
in 1980, the Teacher Reform Act (HB1706) increased teachers’ salaries and
standardized teacher education programs (i.e. higher admission standards, and pre-entry
and certification assessment requirements). This legislation also created an entry-year
internship for beginning teachers, the first state in the country to do so. Staff
development hours were required of all teachers (State Policy Institute, 2013).

Between 1965 and 1985, school funding changed dramatically with increasing
support from state appropriations versus local property taxes. In 1965, 52% of school
funding came from local property taxes. By 1985, this had decreased to 22% of school
revenues with 66% coming from state appropriations. Interest in funding equity to local
schools increased and, in 1981, weights were added to the school funding formula to
adjust for differences in educating children in schools across the state (State Policy
Institute, 2013).

The 1980s brought a downturn in state revenues of appropriations to all state
agencies, including schools. Fueled by the Penn Square Bank collapse in 1982 and the
impact on the state’s oil and gas corporations, the state economy was negatively
impacted throughout the remainder of the decade (Zweig, 1985). School districts were
required to institute budget reductions in all operational areas until state appropriations

came back to more normal levels.
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The legislature passed HB 1816 in 1982 requiring the State Department of
Education (SDE) to develop core curriculum for all schools. In 1985, Learner
Outcomes were published. Coinciding with required curriculum, a state School Testing
Program (STP) was created in this same year and required norm-referenced tests to be
given in grades 3, 7, and 10. These assessments did not test the Learner Outcomes and
subsequently the SDE began working on developing criterion-referenced assessments
that were based on the curriculum being taught in the schools. In 1989, legislation was
passed that required students in grades 3, 5, 7, 9, and 11 to test annually (State Policy
Institute, 2013).

A landmark piece of educational legislation, HB 1017, was passed in 1990 and it
added $230 million in revenues for implementation of educational reforms included in
the bill. These revenues were generated from income, sales, and use taxes. Educational
reforms included a state minimum teacher salary schedule, a new cost accounting
system (CAS), and development of new curriculum standards. An alternative
certification process was established and the Education Oversight Board was created
and charged with publishing annual performance reports at three levels (state, school
district, school site). HB 1017 also brought substantial state appropriations increases
into the early 1990s. New curriculum standards were adopted and implemented in
1992. School districts were required to develop district improvement plans and review
them on a regular basis (State Policy Institute, 2013).

There have been significant changes in the state and federal imprint on schools
since 1992, particularly with the No Child Left Behind (NCLB) legislation passed in

2001. With increased accountability and assessments required, demands on schools
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have increased exponentially. However, as this historical case study focuses on the
period between 1973 and 1992, | have concluded this review with the year 1992.
District Influences

Individual schools are nested in school districts and communities. Itis
important to review the district context prior to and during the bounded years of the
study to illuminate the surroundings in which Eastside built a school community. The
district, known as “a leader in contemporary education” (Kaighn, 1973), provided an
innovative and dynamic context in which schooling was enacted at Eastside.

The district superintendent, Richard Lancaster, was hired in 1964 and continued
in that capacity until 1976. He involved principals and emerging teacher leaders in
collaborative processes that demonstrated a commitment to learning and building
leadership capacities at all organizational levels. The district mission statement was
developed through these processes, and individual schools became involved in
articulating, initially in informal ways and later in more formal ways, how the district
mission was implemented in the school.

After Richard left the superintendency, two superintendents were hired during
the time period of the study: Dr. Arthur Base (pseudonym), 1976-1985, and Gary Jones
(pseudonym), 1985-1998. Each brought a variety of beliefs and experiences about
leadership and enacted them in idiosyncratic ways.

During Richard’s tenure as district superintendent, dynamic leadership emerged
at all organizational levels. A teacher participant remembered an emerging cohort of
“super strong, smart women” including the case principal became influential in

implementing the district mission at both the district and site levels. These “super
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strong, smart women” continued to build and develop leadership throughout the
remainder of the bounded period of the study.

The district became a trailblazer in initiating projects, both in the district and
state-wide, that positively impacted district staff as well as school personnel in
surrounding districts. In the late 1970s, a university partnership with the district
provided teacher workshops focused on constructivist, inquiry-based science that
developed into a program at the district level and disseminated throughout the state
(Cate, 2004). In 1979, the district opened a teacher center which was funded by a
federal grant that lasted two years. With the passage of The Teacher Reform Act (HB
1706) in 1980, the state needed a network to coordinate the mandates identified in the
bill. The district applied for and received funding to open a Professional Development
Center in 1981 (Cate, 2004). This center became a hub for professional development in
building expertise and leadership in effective teaching and school improvement.
Hunter’s (1982) lesson design and effective schools’ research (Edmonds, 1979;
Goodlad, 1984) were focus areas for professional development throughout the 1980s.

As district leaders continued to study the change and school improvement
literature, they worked together to conceptualize a framework that supported school
improvement efforts throughout the district. Developed in 1984, the district model,
Decisions for Excellence (see Figure 1), provided a school improvement model based
on effective change processes, collaborative decision making, continuity of curriculum,
and effective teaching and learning (Cate, 2004). Principals trained in the model were
subsequently expected to develop site school improvement plans utilizing the model. In

1989, Decisions for Excellence received the National Showcase of Excellence Award
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from the National Council of States for Inservice Education. It also was shared across
the state through the SDE and university located in the same community as the district
(Cate, 2004).

Figure 1
District-level Decisions for Excellence Graphic
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Table 2
State and City Population and Ethnicity, 1970-1990

State

Population % Increase Ethnicity

(by group)

Population

1970 2,559,229 W 89.1%
B 6.7%
Al 3.8%
L Not Reported

O .32%

52,117

1980 3,025,290 +18.2% W 85.0%
B 6.8%
Al 5.6%
L 1.9%

O 1.8%

68,020

1990 3,145,585 +4.0% W 81.0%
B 7.4%
Al 8.0%
L 2.7%

O 2.4%

80,071

City

% Increase

+30.5%

+17.7%

Ethnicity
by group)

W 96.4%
B 9.3%
Al 1.9%
L Not Reported
O 72%

W 91.4%
B 2.4%
Al 3.4%
L .88%
O 1.8%

W 87.8%
B 3.5%
Al 4.8%
L 1.5%
O 3.9%

Note. W=White; B=Black; Al=American Indian; L:Latino; O=Other

Source: http://origins.ou.edu, Bureau of the Census, U.S. Government Documents

The demographic changes between 1970 and 1990 in the state and city in which

the case is located are also important to better understand the context of schooling (See

Table 2). The overall population increased in both the state and city, with a larger

percentage of increase happening in the city over the 20-year period. The White

population was the largest racial subgroup in both the state and city over the 20-year

period but decreased in percentages in both over the same period. All of the other

subgroups increased in percentages over the 20-year period.
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Table 3
U.S,, State, and City Median Income and Poverty Rates, 1970-1990

Us. State City
Median Income Median Income Median Income
1970 $ 8,386 $ 7,725 $ 8,940
1980 $16,841 $17,668 $20,662
1990 $30,056 $28,554 $35,332
Below Poverty Levels Below Poverty Levels Below Poverty Levels
1970 11.0% 18.8% 9.9%
1980 13.0% 13.4% 6.7%
1990 13.5% 16.7% 8.2%
Note. Source: U.S. Department of Commerce, Social and Economic Statistics Administration,
Bureau of the Census

With an increasing number of families living in poverty in the U.S. and across
the country, comparative data for the same 20-year period are important to understand
the impact the increasing numbers of students living in poverty had on the schools they
were attending (See Table 3). State median income levels were lower than the U.S. in
both 1970 and 1990, with 1980 being a little higher. City median income levels were
higher than the state and the U.S. from 1970-1990. The percentage of families living
below the poverty level who resided in the city was less than the state and the U.S. for
the same time period. This percentage of families living below the poverty level in the
state was higher for the entire 20-year period but only slightly in 1980.

As the student population became more racially and socio-economically diverse

over this 20-year period, schools at every level were challenged in a myriad of ways.
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These data support the impact of increasing diversity and poverty that began to emerge
during this time period. Available Eastside data will be included in the next section.
History of Eastside

Janey remembered that Richard Lancaster, the superintendent, identified her “as
an emerging leader throughout the visioning processes” focused on opening Southgate
Elementary and the development of the district mission statement. She served as a
teacher and intermediate team leader (Grades 4-6) for three years at Southgate and
Richard observed her leadership in that position. His confidence in her abilities and
their common philosophy about what schools should be like confirmed for him that she
was ready to become a principal. She also shared that “he asked me several times to
take a principalship and | finally agreed when the Eastside position became open.” The
year before Eastside opened, she served as a district curriculum consultant while
working on the details involved with opening a new school.

As word that a new school would be opening traveled throughout the district,
several teachers from Southgate expressed an interest in moving to the new school.
Some were identified by Richard and others heard by word of mouth. After multiple
interviews with Janey, 20 teachers were recommended and hired by summer 1973. This
group spent time collaboratively processing beliefs identified as important in opening
the new school. Participants who worked together at Southgate brought forward things
they had experienced for special consideration: “Individualized instruction with follow-
up time that matched assignments with individual students’ needs, students
experiencing democratic practices, and teachers being involved in studying the

‘integrity of the disciplines.”” Janey felt strongly that teachers had to understand “the
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wholeness of [the discipline] to be able to teach it deeply where kids can really
understand it.” Things they discussed and decided not to carry forward to the new
school included: “Having team leaders because these positions created a strong
hierarchy which did not enable shared leadership, autocratic administrative leadership,
and treating teachers unprofessionally.”

A district-sponsored retreat planned and facilitated by a district administrator
was held for the new faculty at an off-site location. A participant shared:

The focus of the time together was relationship building, teambuilding,

collaborative group processing, and effective communication . . . [and]

consensus building in and around the research of John Dewey and Jean

Piaget . . . [Their work helped us build] a common foundation of beliefs and

understandings about democratic schools and inquiry and ways to enact them at

the new school.

Eastside Elementary opened in August 1973, the eleventh elementary school in
the Adams district. An open-space, concrete shell construction with a flat roof had
several enclosed areas that measured 48,000 square feet (Thomas Concrete Products,
1974). A K-5 configuration, the enrollment for the 1973-74 school year was 426 (The
Norman Transcript, 1973). Janey and founding faculty shared “the building wasn’t
completely finished but [we] collaboratively decided to begin the school year in the
portion of the building that was finished. In the spring of 1974, the building was
finished and the final move-in complete.” In the interim, thick visqueen sheets hung
from the ceiling separating the workers from the rest of the school and a rhythmic
cacophony of jackhammers and construction equipment served as a background for
teaching and learning in the finished part of the building.

Participants who were members of the founding faculty shared reflections of the

things that stood out for them from the beginning:
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Eastside’s philosophical and pedagogical practices implemented Piagetian and
Deweyian perspectives. Common understandings of inquiry teaching, with a
particular focus in science, were built with the help of a university science
educator who met with teams weekly. Sharing innovative and research-based
instructional strategies with colleagues was important and provided multiple
opportunities for reflective discourse focused on analysis of lessons taught and
ways to improve outcomes for students. The open-space environment provided
many opportunities for students to choose various locations to work on
classroom activities: student desks grouped together, reading under a table or
desk, and working on the floor with manipulatives easily accessible to group
members. ..collaborative decision-making processes provided a foundation upon
which teams made decisions related to things that affected students, and the
entire faculty worked at building consensus in areas related to the entire school.
Teaching teams, along with the principal, interviewed prospective teachers.
Faculty meeting agenda items often included discussions related to planning
special events and shar[ing] responsibilities. If a new program was being
considered, time was taken for everyone’s opinion to be shared and a decision
reached on how this would enhance and fit with what was already happening at
the school.

Grade levels were combined to form K/1, 2/3, and 4/5 teams. The open space
environment facilitated multi-age grouping for classroom instruction, teachers teaching
multiple content areas, and teachers’ desks grouped together for planned and
spontaneous opportunities for collaborative conversations about teaching and learning
which happened, in many cases, multiple times a day. One special education class was
a part of the school community for the first four years Eastside was open. It was
important that the students in the one 4/5 special education class be included in
everything that regular students did. One participant recalled, “[PL] 94-142 hadn’t
happened yet, and [the teacher] was mainstreaming her students . . . there was an effort
to make sure that kids were included.”

Multiple participants shared that faculty worked very hard to create a learning
environment where all students could be successful. As hard as everyone worked, it

was also important to the faculty to build relationships on a personal level. Several
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participants shared “we played as hard as we worked!” After-school happy hours on
Friday at a local pub, teasing among friends, faculty parties, an end-of-the year skit
planned and performed by a “secret committee” that shared funny things that happened
to different people throughout the year, became traditions. Humor, laughter, and fun
were celebrated within the community at every turn and Janey shared “the flip side of
humor and teasing was genuine caring for each other.”

Building a community that invited the students and parents to become partners
in learning meant developing venues to come together and celebrate. A morning
assembly, Good Morning Eastside (GME), was held at the beginning of every day in an
open area. Lasting 15-20 minutes, those in attendance said the Pledge of Allegiance,
sang to anyone celebrating a birthday, joined in several songs selected by the music
teacher, listened to daily announcements, and recapped sports scores of school sports
teams.

Students performed at a grade-level music program once a year. The music
teacher and teaching teams collaboratively planned the program and stage design.
Many parents volunteered to help with all facets of program preparation. Printed
programs handed out the night of the performance acknowledged students, staff, and
parents who contributed to the project.

Students’ involvement in making decisions was a critical component of
experiencing the democratic ideals on which the school was built. Janey recalled:

A Student Council was established during the first year the school was open.

Homeroom representatives elected monthly were given jobs at GME and served

in a variety of capacities during the month each served. Each semester, fourth

and fifth grade representatives ran for President and Vice-President, conducted a

campaign with a campaign manager and delivered campaign speeches on
election day. A school-wide vote was conducted in each homeroom, and the
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two students with the most votes were elected for the remainder of the semester.

These officers represented the student body and met with the principal and

teachers when student input was needed in making decisions and solving

problems.
Community Challenge

At the beginning of the second school year, the faculty became aware of many
parents’ support for Eastside’s innovative and progressive philosophy and programs but
a few families were not supportive. Some participants remembered that “several
families chose to request a district transfer to a more ‘traditional school.”” As parents
became aware of others transferring their children and the reasons behind it, more
questions arose.

A mother from one of the unhappy families met with Janey and she remembered
her saying “[we are] going to get [you] fired!” After this meeting, the challenge played
out in the local paper with both supportive and non-supportive parents writing Letters to
the Editor (Appendix E). Janey remembered that “there were more letters written to the
paper than had been written since the time of the prohibition debate.” An analysis of
the Letters to the Editors reveal parent concerns crystallized in the following areas:
school-wide discipline, combined grade levels, noise in the open-space building,
communications between school and home, and methods of teaching reading and
mathematics.

As the campaign played out in the newspaper, proponents of Eastside
Elementary described this as an “attack on the school and each of us personally!”
Parents who volunteered and were active in the school knew what was going on and

were very supportive. Supporters felt those who were complaining “had not spent any

time in the school talking to us or questioning us about concerns they had.”
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Janey knew that “[she had] the support of the superintendent and the Board of
Education” as it became clear that a board meeting would be held to allow parents to air
their differences. As Letters to the Editor were published in the newspaper a week prior
to the meeting, Janey remembered:

A board member would bring a copy of the paper to school each afternoon and,

after school, the board member and | would meet with the teachers and read

each letter. We would scream and cry here, but when we left [school], people
would see and hear only quiet professionalism. Except for a few instances, this
strategy worked.
Janey also shared events that happened before the meeting with her family and principal
colleagues.

My responsibility to my family was of utmost importance to me. | asked my

husband and father-in-law to sit at the kitchen table with me as | described what

| thought would be made very public. Each gave me their assurance that this
would not be an ‘eyesore’ for the family...as the days continued it became clear
that there would be a board meeting to ‘air out’ the debate. I felt the obligation
to make certain people were aware of the situation. | remember vividly the
principals’ meeting in which I told them of the issue and that | needed and
expected to get their support. 1 also remember vividly the reaction. Every head
in the room was down.

The meeting held on April 7, 1975 was attended by 250 district patrons, many
parents and staff from Eastside, and other interested individuals. It lasted two hours and
15 minutes with Janey answering questions from those in attendance. Petitions to the
Board, signed by 61 people, were presented by non-supportive parents asking for a
Board investigation of their concerns, and supportive parents endorsing the school’s
faculty and programs was signed by 129 people (Hargrove, 1975). Following the
question and answer segment of the meeting, the Board expressed approval of the

program provided at Eastside but also requested Mr. Lancaster to investigate the

concerns and report back at the next board meeting.
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Janey recalled “It was actually over. | heard nothing from the parents again and
heard nothing from the superintendent or the Board!” The next board meeting, held on
May 6, the Superintendent reported to the Board that he and board members had spent
time in the school since the April meeting studying the program and administration.
They endorsed the faculty, school-wide procedures, and the instructional program
(Bradshaw, 1975). District transfers continued to be available to any interested parents.

Those who personally experienced the “big meeting” shared the events along
with the emotions that retelling brought to the surface. Interestingly, four of the seven
teachers in my study who were teaching at Eastside recalled strong and vivid memories
of the event while three of the seven had very vague memories and did not attend the
meeting. One of the four teachers who remembered vividly became teary eyed and very
emotional recalling what she described as an “attack from a few parents. | loved that
school . . . we believed in us . . .[we] had only the students’ best interest!” After the
meeting was over, there seemed to be a mutual agreement reached between the Eastside
faculty and the concerned parents. One participant recalled “That’s what you think, this
is what we think and we agree to disagree.” The seven teachers who experienced the
board meeting remember that after it was over “there was a bond created that was
stronger than before.”

After the meeting, Janey recalled:

Once the event was behind us, I could take stock. | was very proud of the way

we handled the situation. We were professional in every way. We could stand

tall because we began the school based on a set of standards and could speak to
them and speak to them we did. We were stronger for the incident. | also now
could read the articles and allow my emotions to flow, but only to myself. Itis
the loneliness of a leader. He/she must not share negative and fright with ones

in the organization...as the years pass I could see how fortunate we were to have
a board and superintendent that believed in us and were strong enough to stand
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for our work. 1 do not suppose | will ever get over the feeling of public

humiliation. Even today when | read the articles my stomach turns and my face

is flushed. Tears are close. Itis said that we all grow from challenges. | know
we did as a faculty. We were bonded in a new way. | suppose | am stronger
too; yet, 1 would just as soon [have] gone without these weeks in my life. | feel
the tenseness each time | talk about the occasion.

Surviving the challenge and moving past it created a time to heal and grow for
the whole community. A school tradition since the opening of Eastside was caroling
for special people in the community at Christmas. The December after the April board
meeting Janey felt it important to carol the two families that were the most vocal to
“create a bridge to a new relationship with them. They were shocked and surprised! It
helped the community get past the challenge and just go on.”

The Years After the Challenge

After the community challenge in April 1975, Eastside settled into a new normal
with the beginning of the third school year in August 1975. Student enrollment was 440
but historical records are not available to include ethnicity data for this school year.
Student grade levels were combined in K/1, 2/3, and 4/5 through the third year but
beginning with the 1976-77 school year, separate grade levels were established.

Student enrollment and ethnicity data are available from ten of the remaining 17
years from school scrapbooks. Historical records from the State Department of
Education (SDE) and Adams’ district are not available for Eastside during the bounded
time frame of my study which prevents me from reporting free and reduced lunch data
along with student achievement assessment data.

As shown in Table 4, enrollment grew and became more diverse from 1976-77

to 1991-92.
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Table 4
Eastside Elementary School Enrollment and Racial Identity

School Year Enrollment Racial Identity*
1976-77 466 W: 96.4%; B: 2.8%; O: 1.07%
1977-78 404 W: 94.8%:; B: 3.2%; O: 1.9%
1978-79 452 W: 94.7%; B: 2.2%; O: 2.6%
1979-80 467 W: 92.3%; B: 3.6%; O: 4.1%
1980-81, 1981-82 Not Available

1982-83 469 W: 92.8%:; B: 4.9%; O: 2.1%
1983-84, 1984-85 Not Available

1985-86 523 W: 92.5%:; B: 4.2%; O: 3.0%
1986-87 587 W: 91.5%; B: 4.4%; O: 3.7%
1987-88 605 W: 88.0%; B: 6.4%; O: 5.1%
1988-89 Not Available

1989-90 725 W: 91.4%; B: 4.7%; O: 2.9%
1990-91 Not Available

1991-92 521 W: 89.8%; B: 6.9%; O: 3.1%

Note. W = White; B = Black; O = Other (American Indian, Latino, Asian, etc.)
Source: Eastside scrapbooks

School ethnicity percentages are in close proximity to the community ethnicity
percentages reported in the District Influences section of this chapter. The numbers of
White students declined slightly over this period while the Black and Other percentages
increased slightly. It is important to highlight the large enrollment for 1989-90, 725.
The following school year, 1990-91, the district opened a new school and adjusted the
attendance boundaries so that by 1991-92 student attendance was more in line with
previous years.

1975-1980

The latter half of the 1970s saw Eastside emphasize the arts, becoming one of
six arts-in-education demonstration schools in the state in 1976. Janey and faculty
representatives attended an informational meeting sponsored by the SDE to discuss a
proposed arts-in-education network being developed in the state and were recruiting
schools to become involved as demonstration schools. When this information was
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shared with the entire faculty, Janey recalled “Everybody took to it! And that taught me
about the power of the arts!” Several participants remembered:

A site Arts-in-Education Committee was created to coordinate network
[activities] supporting integration of the arts in curriculum areas and infusion
into school-wide programming. Monies were used to hire artists for residencies
to work with grade levels and to give school-wide performances. State-wide
workshops were presented to help classroom teachers who did not have a
background in the arts develop expertise in integrating the arts in all curriculum
areas. Teachers, students, and parents were encouraged to share their artist
talents in GME which many did. University and local musicians and performing
groups were invited to perform.

Eastside discovered the arts, and it became an essential component of the school’s
culture from that point forward.

Another pivotal event during this time period was Janey and other district staff
learning about the Gesell Developmental Readiness Program and the opportunity to
provide a learning environment that met young children’s needs based on their
readiness to learn. District principals and counselors witnessed some younger students
struggle in school and began to research programs that would help these students be
more successful in their early years of schooling. Janey and other participants involved
in this initiative remembered:

The Gesell Institute of Child Development offered just such a program, and the
district agreed to provide training for elementary principals and counselors to
learn how to administer screenings and make placement recommendations. This
happened during the summer of 1978. In the fall, an informal meeting was held
for parents and interested community members to discuss the program and a
proposed implementation timeline (Transcript, 1978). During the spring of
1979, screenings were given to all kindergarten students in the district, and
placement recommendations were made. Beginning in the fall of 1979, many
schools offered a Transitional First (T/1) grade placement for children who were
developmentally young, and parents had the option for their child to go to T/1 or
first grade.

T/1 classes became an integral part of the grade configuration at Eastside, and most

years there were two classes. Some years there were three. Surveys completed at the
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end of each school year confirmed strong support from parents and school staff.
Students’ self-confidence grew as they became more successful academically and
socially and were ready and confident to move to first grade the next school year.

At the beginning of the 1979-80 school year, parents were welcomed back to
school with a letter identifying recognition of school accomplishments for the first six
years since the school opened (Appendix G). Several other “marquee” events dotted
this time period. Harry Chapin performed during GME in the spring of 1978, and the
cast of “Annie” including Moose, the dog, dropped by for a visit in November 1979
(Appendix H). One of the first-grade teachers was named district Teacher of the Year.

1981-1989

District influences impacted Eastside as well as other school sites during the
1980s. The PDC provided multiple learning opportunities for district as well as
Eastside staff. The district school improvement model, Decisions for Excellence
(Figure 1), provided an opportunity for schools to engage in improvement efforts and
develop site plans. Site committees began using the model when writing site
improvement plans beginning in 1985. Eastside site goals for the 1991-92 school year
is included (Huffman, 1994) (Appendix I).

In January 1986, a school gymnasium, built on the east side of the school was
dedicated. Current and past members of the Board of Education, the district central
office, previous superintendents, family members of the person the addition was
dedicated to, the architect, and the school attorney were all present and seated on the
stage. An Assistant Professor of Music at the local university brought a chamber bass

group which performed three pieces and the processional and recessional. Students,
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faculty, and parents in attendance sang four songs selected especially for this event
(Appendix J). The gym became the space in which physical education was taught as
well as the location of GME and school-wide performances, including grade-level
programs.

In May 1986, Eastside was selected as one of eight finalists in the Elementary
School Recognition Program sponsored by the U.S. Department of Education. Each
finalist received a site visit prior to the selection of the winner the following month.
Although Eastside was not selected as the winner, the recognition was an important
highlight of the year (Appendix K).

The arts continued to thrive with annual artists-in-residence and visiting artists
as well as school-wide performances from neighboring schools, community groups, and
university ensembles. Students, parents, and faculty also contributed artistically in
GME. Grade-level programs were a highlight each month as were fourth and fifth-
grade honor choir performances in December and the spring of each year. (Appendix L)

District impact of the Gesell initiative and the ways Eastside supported early
implementation of it were remembered by Janey in the following way:

District expansion of the T/1 Program grew into all elementary schools with at

least one class in every school. New early childhood teachers at our school were

trained each year, so all could give the screenings. Our staff was very involved

in sharing program information and what we were doing outside the district and
invited others to come observe teachers and classrooms.

At Eastside, a Special Events Committee was organized to plan and implement
an annual school-wide celebration of learning. Every other year a science fair was held
with fourth and fifth graders required to develop projects and display them in a location
where the entire school community could rotate through their displays and ask questions

of the young scientists. Additionally, in conjunction with the winter Olympic Games
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held in Calgary, Canada in 1988, an Olympic Day was held at Eastside. Each
homeroom selected a different country and developed exhibits of important information
about their country. On Olympic Day, opening ceremonies were held followed by
students carrying passports rotating to each country for 15-20 minutes and receiving a
stamp in their passport. At the end of the day, closing ceremonies were held. (Appendix
M)

Another school wide event that brought families and staff together early in the
school year was a back-to-school picnic. Janey and several participants recalled:

A back-to-school picnic was held a few weeks after school started. Hot dogs

and cold drinks were provided by the school and a large number of families
attended every year. This became an annual event after the first year.

Beginning in the 1980s, special education classes were held in cottages
adjacent to the main building because the closed-in areas that these students needed to
be successful were not available in the main building. Teachers identified a need for
assistance getting the students back and forth to the main building for GME, P.E. and
Music, and school-wide events so fourth and fifth grade students volunteered to be
Special Helpers for the “cottage kids”. They developed a special relationship and the
“cottage kids” looked forward to the times when they were together. Special Helpers
were recognized for their community service at the end of each semester.

1990-1992
Highlights of these three years were the production of two original operas by
fifth-grade students performed in May 1990 and May 1992. Janey and several teachers
interested in the project attended training at the Metropolitan Opera Guild National
Teacher Workshop Series funded by the National Endowment for the Arts. When they

returned to Eastside, they shared what they had learned with the other fifth-grade
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teachers and a music teacher. A collaborative decision was made that the following
year fifth graders would produce an original opera. Beginning in January 1990,
students were selected to write the script, compose music, create sets, build lighting,
create costumes, do makeup, and create publicity. Actors and musicians were selected.
A production manager, stage manager, and assistant stage manager were chosen to
oversee the entire process (Appendix N). “Where’s My Invitation?”” was performed in
May 1990. The same process was followed two years later when a different fifth-grade
group performed “There’s No Such Thing as ‘Happily Ever After’” in May 1992.
Chapter Summary

This case study is being conducted to investigate the phenomenon of principals
building leadership capacities with teachers and to better understand the factors and
experiences that support teachers becoming leaders in PK-12 and higher education
settings. Critical to this investigation is selection of a case that will “maximize what we
can learn” (Stake, 1995, p. 4) to illuminate the phenomenon under investigation. This
investigation is being conducted to address an identified gap in the literature in hopes of
adding to the leadership scholarship and provide a better understanding of principals’
development of teachers who became leaders.

Eastside Elementary was nested in a dynamic and innovative school district with
a visionary superintendent. The principal was chosen to lead Eastside because of her
demonstrated leadership. A detailed history of the events that happened prior to the
opening of the school and during the bounded years of the study, 1973-1992, is
described. Pivotal in the school’s history is the community challenge that happened in

the spring of 1975 and the ways in which the school community came together to deal
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with it and move on. Also pivotal in the school’s history is the embrace of the arts in
1976 and the ways it impacted teaching and learning at the school. National, state, and
district influences are also described to better understand the context in which
leadership was enacted and teacher leaders developed at Eastside.

Eastside’s principal and faculty embraced Deweyian and Piagetian perspectives,
collaborative leadership, and innovative pedagogy and collectively built a learning
community focused on exemplary teaching and learning for all students. The
importance of students and parents participating as equal partners was critical to the
schooling enterprise enacted at Eastside. Collaborative decision-making and problem-
solving processes provided opportunities for teachers to experience and to develop
expertise in these processes, and strong personal and professional relationships were
developed throughout the school community.

This chapter provides a rich description of the case in which one principal built
leadership capacities with teachers who chose to become leaders in PreK-12 and higher
education settings. Chapter Five reports findings of the ways in which the principal
enacted leadership that developed teachers into leaders in other settings. Chapter Six
reports findings of the teachers who became leaders and the factors and experiences that

supported their development to become leaders in other settings.
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Chapter Five
Principal Findings
Chapter Introduction
In order to better understand the factors and experiences supporting teachers
moving to administrative and higher-education roles, a focus on the principal and her
leadership at the school is critical. The identified research question of the ways in
which the principal, school culture, and peer-colleagues contributed to teacher decisions
to lead both informally and officially will be reported based on the principal’s
interviews and reflective memos, as well as case documents and artifacts. Chapter Five
reports findings illuminating what the principal did to support leadership development
with teachers. Themes generated from the data include strong philosophical and
theoretical foundations, female generative leadership, enriching innovative culture,
building teaching and leading capacities, and learning organizations.
Strong Philosophical and Theoretical Foundations
In Chapter Four, | described an overview of the foundations upon which the
school was built and Janey Barker’s leadership enacting these beliefs and values were
described. The current chapter presents a more in-depth examination of these
foundational premises, her leadership, and the ways in which she supported
development of leadership capacities. This chapter also presents important learning and
leadership opportunities Janey experienced prior to and after becoming Eastside’s

principal which were influential in her leadership at the school.
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Learning and leadership prior to becoming principal

During her undergraduate and graduate work, Janey studied Dewey and Piaget
extensively and, during her first year of teaching, focused on incorporating thinking
skills in her instruction. The following summer, she participated in a Science
Curriculum Improvement Study (SCIS) seminar and remembered that “[it] caused lots
of thinking [and] had a big impression on my understanding [of] what schools should be
like.” She “listened and questioned, listened and questioned . . .and knew the people
that she studied, Jean Piaget and John Dewey . . . university classes had a big impact on
me.”

When Janey served as intermediate team leader at Southgate, the team
conducted an in-depth investigation of the elementary core elements of the disciplines
they were teaching. She shared, “You have to understand the wholeness of it to be able
to teach it deeply where kids can really understand it.” One of her teammates and a
participant described this process when they investigated the social sciences. First,
teachers brainstormed the disciplines of the social sciences and, as a team, developed
outlines of essential elements of each (Appendix O). These outlines became the source
of lesson plans and classroom activities for the faculty teaching social science. A
participant remembered teachers worked collaboratively to develop a list of “what kids
needed to be taught in developmentally-appropriate ways incorporating rational
thinking skills through inquiry.”

Another participant remembered:

The principal at Southgate was a very hands-off principal who let Janey run the

team...like a principal. We made decisions together, we talked about kids, we

really tried to figure out why a student wasn’t learning or what was going on.
We were student-centered, and we all enjoyed each other!
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Strong foundations in Deweyian and Piagetian perspectives and shared
leadership were well established in Janey’s thinking when transitioning from Southgate
to Eastside. Faculty that shared these common understandings and new teachers who
were open to learning about them and integrating them into their teaching were critical
to her successfully bringing these perspectives forward to Eastside. Many applicants
had just finished coursework and received their credentials and learned about Dewey
and Piaget in coursework. As new teachers, they had not implemented them in a
classroom. Each assured Janey they were willing to embrace these perspectives if they
were hired.

Learning and leadership after becoming principal

Several participants who were members of the founding faculty remembered the
first faculty retreat, which was held at a state park for several days prior to the school
year beginning. A participant recalled a district administrator facilitated the retreat,
which focused on “philosophical kinds of conversations” and effective communication
skills based on Thomas Gordon’s work. The group learned about ‘I statements’ and
‘flops’ and how these positively impact group discourse and relationships.
Teambuilding activities with the whole faculty provided a fun way to support building
relationships and establishing a strong sense of group identity.

Participants remembered collaborative discourse about democratic schools, and
the ways in which students, parents, and faculty would experience it revealed strong
commitments:

Respect for every citizen, providing experiences for children in which they learn

how to become good citizens, a sense of fairness in the way schooling was

enacted, and all children could learn...shared leadership among the faculty and
creating a Student Council for students to share leadership.
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One participant described what happened at the first retreat in this manner: “We were
communicating about an Eastsideness before Eastside opened.”

One participant explained Eastside’s vision in her dissertation in the following
manner: “Dewey framed our school’s authentic, democratic setting and ignited our
passion to co-create learning, understanding, and meaning with our students” (Heath,
2009, p. 18). The mission of the faculty was “to achieve the goal of developing rational
thinking skills by using inquiry as the process, and content as the vehicle, while helping
learners to become self-actualized participants in our country’s democracy” (Heath,
2009, p. 19). Creating everyday school experiences in which students “could learn
about, experience, and observe the democratic process as the norm” (Heath, 2009, p.
70) was critical for them experiencing democracy in line with Dewey’s construct of a
lived experience.

Upholding commitments to Deweyian and Piagetian perspectives required
constant vigilance and reflection from Janey and all faculty members as the years
progressed. When the district brought the Gesell Developmental Readiness Program
forward in 1978, Janey and several faculty realized the potential for supporting early
learners during their first years in school. This quickly became a third pillar in the
philosophical and theoretical foundations of Eastside.

Janey’s formative leadership experiences clearly established Deweyian and
Piagetian perspectives, shared leadership, collaborative processes, and a learning
environment where all children could be successful. Creating a vision for the school,
building capacities in effective communication skills, and building strong personal and

professional relationships were critical to the work of the new faculty. A community
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committed to enacting a lived experience where adults and children shared learning,
leading, and life together was born.
Female Generative Leadership

This section of Chapter Five focuses on the leadership enacted at Eastside by the
principal. The remaining sections of the chapter will focus on enriching innovative
culture, building teaching and leadership capacities, and learning organization.
Findings reveal the principal to be a generative leader who enacted characteristics of
female leadership and embraced democratic and participative styles of leadership. She
focused on building relationships, communication, consensus building, power as
influence, and working together for a common purpose (Eagly & Carli, 2003; Eagly &
Johannesen-Schmidt, 2001; Eagly & Johnson, 1990; Northouse, 2013; Trinidad &
Normore, 2005). Other researchers have identified communal attribute characteristics
of female leadership, including creating a sense of community, empowering
subordinates, communicating and listening effectively, concern for compassionate and
fair treatment of others (Deaux & Kite, 1993; Eagly, Wood, & Diekman, 2000; Fondas,
1997; Gibson, 1995). Her leadership supported creation of an empowering culture that
built leadership capacities within a learning organization. The section summary
synthesizes the ways in which she modeled and demonstrated female generative
leadership.

Janey’s leadership experiences prior to becoming principal at Eastside provided
multiple opportunities for her to develop capacities in shared leadership, consensus
building, and collaborative processes. Her understandings of how a school should

operate were in alignment with and strongly supported by the district superintendent. A
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member of the founding faculty remembered that Janey hired “all those primo teachers”
which enhanced the possibility of building a learning community that bridged theory to
practice in meaningful ways.
Modeling leadership and building relationships

As Janey reflected on the impact of the faculty on students and parents, she
shared:

We seemed to know what to do in a comprehensive way that now research has

defined is what creates a quality school. 1 had an ability to learn from others and

apply it...I could see how this stuff was going to apply in a practical sense. So,
that’s what we did.

How does a leader ignite the passion and channel the energy of a group of
predominately new teachers who envision the potential and possibilities they discussed
in their first retreat? Model leadership in everything you do, build strong relationships
with all stakeholders, and ensure actions match what you say are your vision and
beliefs. Janey understood from a systems perspective that “as a leader everything you
do has a byproduct.” Her vision of creating a consensus school required that she model
leadership that was congruent with the school’s vision and beliefs and include teachers
in shared leadership and decision making. It also required:

Putting the appropriate people together, design[ing] constructive methods,

provid[ing] good information...[which allowed] people [to] create authentic

visions and strategies...Leadership was generated throughout the building rather
than focused and static leadership positions.

Janey had strong personal and professional relationships with the teachers with
whom she had previously worked with at Southgate. It was important to her, with new
faculty, to develop these same relationships.

| spent intentional time with individual teachers by taking walks at lunch [and]

share[d] my support of what they wanted to do or encourage them to think
through [things]...urging them to take leadership responsibilities throughout the
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district...My expectation was that everyone would be highly involved in
something and ...it really doesn’t matter to me what it is but [ want you to be
passionate in pursuing something.

It was also important that strong relationships were created within teams and the
faculty as a whole. Janey shared, “I expected [teachers] to work together as
professionals, not love each other.” Communication protocols and processes learned at
the first retreat were modeled in team and faculty meetings to support everyone’s voice
being heard. A participant shared that “we held each other accountable to talk together
in ways that validated everyone’s ideas and opinions.” Knowing that everyone had a
voice at the table and that diverse opinions were valued contributed significantly to the
development of trust and respect as professional colleagues.

Also important to Janey was a clear understanding of the relationship between a
principal and faculty.

There’s just this equal conversation that always goes on. There’s no debate

about who’s in charge and who’s right...there are times when I’ll have to make
a decision and you just have to abide by it...personnel issues for sure.

Critical to enactment of democratic practices at Eastside was when a new
teacher was hired and joined the faculty. Janey recalled that the new teacher was
invited to become a “member of the family.” Prior to starting school, each new teacher
received a letter written by the faculty welcoming them, sharing beliefs, and sharing
expectations (Appendix P). The equality of all faculty members meant that a new
teacher had equal status with the rest of the faculty. Janey shared, “I had to hold to
equality of all faculty members . . .there was no seniority.”

An expectation of excellence was woven into the fabric of the school by Janey

and the faculty. Janey described it in this manner:
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There just wasn’t anything less than excellence that was ever expected. From
me, from everybody. If anyone slipped a little, they were quickly reminded.
Sometimes nicely, sometimes not so nicely...I made a promise to myself when I
became a principal...if I saw someone who could not do their job, then I shifted
to removal and I told [them]. It might sound something like this, ‘[I] just [have]
to tell you that if I were to have the opportunity to hire you today, | would not.
And so we need to do something about that.’

Support and encouragement of individual teachers, teams, and the faculty were
modeled by Janey multiple times each day. Handwritten notes to teachers and students
on chalkboards showing appreciation for a job well done, compliments at faculty
meetings, verbal praise for an excellent lesson, or kudos for trying something new were
frequently experienced by the faculty. Janey shared poems with the faculty which were
often written to show appreciation, celebration of an accomplishment, being thankful
for collegial relationships, or a leader’s prayer (Appendix Q). Her willingness to share
her writing in such a personal way modeled for others the importance of communicating
personally and expressing oneself through an art form.

Personal care and concern for everyone and people taking care of each other
formed a strong bond between Janey and the staff. Participants remembered
community support when “someone was getting a divorce, a child became sick in the
night, parents were dealing with illness, or there was a need to leave early because of a
doctor’s appointment.” Likewise, if there were positive things happening in one’s life
and family, the staff celebrated.

Integrity of the disciplines

Upholding the integrity of the disciplines was critical for Janey to know that
teachers understood the curriculum they were teaching and that students were learning
and understanding the content taught. “We were diligent in defining the curriculum to

be taught... They were beginning to define state standards, but before they ever did that,
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we looked to the standards of curriculum[s].” She shared a story related to her
concerns in the area of social studies.

I remember when...I had the principal at the high school...come talk to our

faculty in regard to social studies because that was his area. At that point |

didn’t think that...teachers understood social studies. They were teaching the
book, but they were teaching social studies things [and] | thought they needed
more background in social studies. So, content and curriculum was a clear
focus.

New textbooks were adopted annually in the district, rotating content areas each
year. Janey chose to teach a group of students using one of the resources being
considered for selection to let her “know that [resource] and also more thoroughly
understand whatever that [content area] was.” Subsequently, she was able to discuss
her teaching experiences with teachers and engage in collaborative conversations during
the selection and voting process.

Reflective practice and discourse

Reflective practice was modeled by Janey and practiced by teachers. Daily
discourse among the teaching teams focused on reflective feedback about how lessons
went and future adjustments that needed to be made. Participants remembered that
responses would often be “you might want to think about this or have you tried this?”
During her clinical supervision of individual teachers, Janey would always ask “how do
you think the lesson went?”” Reflective discourse among teams and the faculty were a
part of analyzing success and developing grade-level goals, grade-level programs,
special events, and team projects.

It was important to Janey that she always knew how teachers were thinking

about their teaching and a variety of school-wide topics. When the faculty grew to 50
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teachers, Janey felt she needed to create a protocol as a way for teachers to
communicate with her about these things.
I can’t keep up with how you think because I’'m not in contact with you enough
to know that so we’ll do a Topic of the Week...On your lesson plans I’ll put
[the] topic. You write to me about the topic. Write one sentence, one word,

write a whole page, whatever, but | will read them and it will let me know where
you are in your thinking about that.

An analysis of several years’ topics included in case documents focused on input
to school-wide problem-solving and decision-making, culture, students’ success,
feedback to school-wide departments, building relationships with adults and children,
ways to support adults and children as learners in classrooms, parent conferences,
school-wide activities, arts integration, curriculum, vision, data-driven decisions, and
social justice. (Appendix R) Janey shared that they were “typed by the school secretary
and were posted in the lounge for everyone to have an opportunity to read and know
about colleagues’ thinking and perspectives.”

Janey personally reflected on how things were going in the school twice a year.
In January, she did a State of the School. Looking over the first semester, “It was a
reflection of what | saw us doing and where we needed to go.” She shared that one year
she felt the faculty was not taking her seriously as a leader. She said to the faculty
“there [are] some things we’re not doing that we need to do...I’ve given this great
thought. And | want to be really clear about my leadership.” She rewrote “The School
as a Model of Society” by Grannis and Wiseman (Appendix S) and orally read it in a
faculty meeting. The ending paragraph was strong and direct:

Our school has taken time in the past to be more than routine. I’'m hoping we

will continue to do this. The above is what | expect. What will | accept? Each
of you personally. It is special for you just to be you.
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Several participants remembered that “Janey often answered their question with
a question” which created a space for deep thought and reflection about the topic under
discussion. It also modeled the power of questioning as a way to promote thinking and
understanding between the people engaged in conversation. Passionate engagement in
teaching and learning for adults and children was a top priority for everyone at Eastside.

Contributions to scholarship, the profession, and recognition

Janey modeled the importance of contributing to scholarship as a single author
or coauthor of several articles. As principal, she was a single author of a “Principal’s
Page” in the December 1974 issue of Instructor focused on her work with a multi-age
group of students in a three-week mini-course titled Know Your State. Another single-
author piece, “Staff Development: Continued Learning,” was published in A New Wind
Blowing, Arts in Education in (name of state) Schools in 1982. A book chapter titled
“Your Principal, Your Ally” was published in Public Relations for School Library
Media Centers in 1990. When teaching, she co-authored with four colleagues “Piaget is
Practical” which appeared in Science and Children in October 1971. Three additional
publications are listed on her résumé (Appendix T).

Janey’s expectation that teachers would be highly involved_and passionate in
something was one she held for herself. Her résumé reflects leadership within the
profession, presenting at many state-wide and national conferences focused on a wide
variety of research-based topics. She also served in leadership capacities of various
community organizations.

Her exemplary leadership was recognized by multiple state and national

organizations throughout her career. Her alma mater recognized her as an outstanding
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alumnus three times and two state-wide professional organizations acknowledged her
exemplary service to the profession. She earned national recognition for her leadership
in the arts.

Janey’s intellectual capital, her understanding of putting groups of people
together in productive ways, and her knowledge of the importance of an enriching
culture supported by female generative leadership are described. She understood from a
systems perspective the impact of democratic leadership and the importance of building
strong personal and professional relationships. Creating a consensus school required
leadership to be shared and developed with the faculty and the entire school community.

Enriching Innovative Culture

Eastside’s culture was enriching and innovative and provided a generative
context for learning and leadership that allowed adults and children to thrive. Janey
embraced the opportunities for building a learning community this culture provided and,
with the faculty, co-created an environment where learning for all was a top priority.
This section describes in detail what contributed to the generative nature of the culture.

Community building

The pillars of constructivism and democratic practices were observable from the
very beginning. Janey and several participants recalled:

An open school, pedagogical quality was observable by [everyone] in the

building...ways adults talked with children, ways children worked with

instructional materials, and places where children worked were on constant
display and within earshot...Feedback from classroom and school-wide

observations provided opportunities for continuous discourse focused on
alignment of practices with foundations.

Establishing traditions from the beginning was an important benchmark of the

new school. GME was held the first day of school, which provided an opportunity for
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the whole school to come together and share a sense of a community. Grade-level
programs were established for students to have the opportunity to experience a musical
performance in front of an authentic audience. A Student Council, where students had
the opportunity to participate in leadership supporting GME and contributing to school-
wide decision-making, was in place during the first year.

Strong personal and professional relationships inside and outside the school
continued to provide support and encouragement for faculty individually and
collectively to grow as educators. Strong positive relationships with students and
families were also critical to building a community of people that had trust and respect
for each other and showed care and concern for one another. This played out daily in
student interactions in classrooms with peers and adults and on the playground. Janey
shared:

It was important for parents to be listened to and faculty meetings focused on

professional development...It helped build capacities in communicating
effectively with parents and building relationships built on trust and respect.

Another way parents being listened to and having a voice played out was when
two mothers came to Janey and wanted to do a school carnival. Janey recalled:

I said ‘T don’t know about school carnivals.” The parents said “well, we do.
We’ll do it, we’ll organize it.” So, we had our first school carnival and, in every
area, each room was responsible for having some kind of booth. 1 just
remember the Saturday morning going out there to help [them] clean up and the
three of us saying next year ‘we’re going to have a cleanup committee!” But
everybody had a great time, and those school carnivals continued every year.
We made lots of money at a dime a piece but more importantly we built
relationships with our families that [were] very strong.

Deal and Peterson (1999) identify historical elements as important to
understanding a school’s culture. A participant shared the community challenge during

the second year and “the strength of bonding when you go through a crisis . . . brought
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us closer together.” Beginning the third year, having survived the challenge, “we
[stood] stronger about what we believed” and confirmed a commitment to the vision
and beliefs upon which Eastside was founded.

After becoming an arts demonstration school, Janey shared “The arts took over!
It caught everybody and so then this art piece permeated our school and I think made a
huge difference in everything we did.” A commitment to learning new things and
sharing with colleagues was already a well-established tenet of the culture, and the arts
created a whole new context for teaching and learning at Eastside. Participants
remembered that “[we] quickly experienced a need to know how to incorporate the arts
into classroom instruction . . . [we] attended professional development sessions in arts
integration and immediately shared what [we] learned with other teachers.” Trying new
instructional strategies in classroom instruction provided energy and enthusiasm for the
reflective discourse happening in teams and in the faculty as a whole. The music
teacher became a resource for helping teachers embed music in classroom instruction,
and enabled teachers to begin asking questions about incorporating the music that the
students were learning in class into classroom instruction. One participant remembered,
“[Eastside] believed in nourishing and nurturing us to believe and do with the arts.”

Several participants recalled being on the “cutting edge of education in (name of
city) was an attribute that [we were] proud of and worked hard to maintain in the district
and community.” With the embrace of the arts and the transformative learning that
could occur in this context, all participants confirmed that this was a pivotal event in the

school’s history and changed the trajectory of the school in significant ways. Janey
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recalled “We were open... We were open to people...we were open to ideas and willing
to go beyond where we were.”

Actively seeking to grow personally and professionally was an individual and
collective commitment by the faculty from the very beginning of the school. Faculty
meetings were important to develop common understandings of the essential elements
of the topic being studied and to be able to model them with fidelity in classrooms with
students. Reflective discourse among colleagues provided support and encouragement
for teachers to continuously grow as educators.

Twelve norms of a strong culture

In the mid 1980s, the district brought Saphier and King’s (1985) norms of a
strong culture to Janey and other principals.

Like all things that came to us | applied them, but I also taught the faculty what

they were. So...we had these common understandings throughout the faculty.

Once we understood it...we had it together. So the norms of a strong culture

[were] a framework that the whole faculty understood. As soon as you said the

12 norms, people knew...we consistently went back to check on our progress
and [helped to] define us.

Saphier and King (1985) identified 12 norms of a strong culture including collegiality;
experimentation; high expectations; trust and confidence; tangible support; reaching to
the knowledge bases; appreciation and recognition; caring, celebration, and humor;
involvement in decision making; protection of what’s important; traditions; and honest,
open communication. Identifying the ways in which Eastside made these norms visible
is important to understanding how the culture was enriching, innovative, and generative.
Collegiality developed as Janey and the teachers worked collaboratively in pairs,
in teams, in committees, and as an entire faculty and learned from each other. Learning

was number one for adults and children at Eastside, and new teachers learning alongside
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experienced teachers created a generative context to build intellectual capital and deep
personal relationships. Janey shared that I can’t think of anything that was done in
isolation.” It was Janey’s expectation “that we will work together, not that we have to
love each other . . . there was a lot of that but it was the work together.”
Experimentation was supported by teachers’ willingness to try new things and
the commitment to continuous personal and professional learning by everyone. Janey
shared, “Those arts experiences [press] you into experimentation.” Staying on the
“cutting edge” required embracing change and new learning and understanding that
disequilibration and refining initial understandings were a part of developing
intellectual capital. Learning to effectively deal with change was critical for the school
to move forward. Janey shared:
If we saw something that needed changing, we went about it. But I’ll also say
this. When we started to try something different, we did hold to it long enough
to know. It wasn’t try it and then oh, [we’ll] see. Something went wrong, so

this doesn’t work. It was to stay in it long enough to really know whether it was
a good path or not.

Janey taught the faculty the Concerns Based Adoption Model (CBAM), which
was brought to her in a presentation by Shirley Hord soon after Eastside opened. Using
the six stages of concern to help the faculty develop understandings of change and how
to effectively deal with it, collaborative discourse was facilitated by use of this common
vocabulary. Helping teachers understand change and how it fit with what was already
in place supported smooth transitions when change initiatives were being implemented.

There were high expectations of everyone, every day. This norm permeated
everything that happened at the school. Janey’s “expectation was that everyone would
be highly involved in something and . . . it really doesn’t matter to [her] what it is but

[she] want[ed] you to be passionate in pursuing something.” Participants shared they
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held high expectations of each other. Learning was number one for adults and children,
and this required faculty to be committed to growing personally and professionally and
to demonstrate passionate engagement in teaching and learning. Supporting the
integrity of the disciplines and arts-integration in classroom instruction was also
expected.

Trust and confidence developed through what Janey described as “people
holding confidences” in each other and the “straightforwardness and the fact that it was
an open school and you could see people doing their job well added to that.” When new
faculty were invited to become members of the Eastside family, it was with the
understanding that these new members would bring the best of themselves and, with
support, would be successful in making the school better. As the years progressed, trust
and confidence in Janey and the faculty’s ability to provide an exemplary experience for
students and families as Eastside grew and evolved.

Eastside had the trust and confidence of the superintendent and the Board of
Education and Janey said “therefore it was easy for [her] to transfer it forward.” How
was this norm observable when dealing with student discipline?

The discipline in the building was one of thinking through things with kids and

trusting they could weigh it out and change their behavior. So, what did that

look like? Well, it looked like somebody got in trouble. Usually it was
somebody else. They were both in there. We were talking it through. What
could you have done differently? And then always the question, “OK, so this is
the first time, now that we’ve talked about it, is that something you can take care

of or do I need to call your family?’” And, of course, they could always take care
of it. Now, the second time they came in, it was a different conversation.

The strength of this norm also contributed to the faculty knowing that when
anyone said they would take care of a responsibility it would be done well. Janey and

several participants remembered that “whether it was a request from Janey, a team, or
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the faculty, it was important to follow through and keep commitments . . . when this
didn’t happen, people would hear about it.”
Tangible support was observable in the everyday experiences of people at
Eastside. Janey shared the following story that exemplified this norm in a strong way.
| think the open school made a big difference because you could see what was
happening to support people all of the time and, if that didn’t occur, for instance,
if a librarian seemed to be more of a directive than a service person then there
were discussions about that. Or anybody else. We were there to support each

other not to direct each other...I guess it also showed up clearly in regard to
parents and the supportive parents we had.

All grade-level teacher participants shared how much the support they received
from their teammates meant to them. Classroom management, instructional strategies,
curriculum, ideas to try, or advice about ways to deal with conflict were topics
discussed on a daily basis. The school-wide specialist participant did not have a
departmental teammate, and she sought support from Janey on a regular basis.
Colleagues’ support was critical in building intellectual capital and confidence in
teaching expertise.

Reaching to the knowledge bases involved learning the research and applying it
in classroom instruction. This was understood by Janey and the faculty to be critical in
achieving excellence. Learning was number one for students and adults, and this
requires reading research. Janey recalled:

We were in a university town, and we had those college professors at our

fingertips. We lived in a district that at that time was highly creative and sought

to know more. Our Central Office did that. We did it. Faculty meetings...one-

third should be bringing information, one-third should be professional
development, and one-third should be joint decision-making.

Appreciation and recognition were also a part of the everyday experiences at

Eastside. Janey remembered:
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It played itself out daily...our morning assembly highlighted kids and teachers
continually. Notes, written notes to teachers, written notes to kids, written notes
to classrooms on the chalkboard, honors and awards throughout the faculty from
outside our group as well as in.

The importance of this norm to Janey was demonstrated by the frequency that it
happened with students, teachers, and parents, in classrooms, and throughout the entire
school. This constant modeling provided a powerful example and gave permission for
others to do the same. Janey shared that ““it was important to recognize excellence and
the people in the school that contributed to it which happened on a daily basis.”
Caring, celebration, and humor were to Eastside as oxygen is to breathing. This
norm permeated the way adults and children treated each other and communicated with
one other. It also contributed to the showing of care and concern upon which strong
personal relationships were built. Janey and several participants recalled that “many
students at Eastside came from needy families and trying to make those families’ lives
better was as important as the support for learning success in the classroom.”
Janey remembered the end-of-the-year faculty skit as an important example of
this norm:
And so this faculty skit took a life of its own, and it could have almost been put
on stage in Hollywood. There were costumes, there was a script, there were
lights, there was music, and the vignettes in the skit came from things that
happened during the year. But nothing was sacred. There were some things
touched on that probably would have been better unsaid, but they were said but

always with humor...and when you do that, then the flip side of that, of course,
is the genuine caring that comes about.

Teachers’ birthdays were included on the Monday Memo (Appendix U),
distributed to the staff weekly, and provided an opportunity for a team or other faculty
to acknowledge them in some special way. Faculty parties twice a year and team

parties throughout the year were celebrations of friendships and collegiality. Friday
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afternoon happy hours were open to anyone who wanted to celebrate on a weekly basis.
Janey shared that “having a sense of humor was a requirement to be hired,” and
humorous events and conversations were intertwined with everything that happened at
the school.

Involvement in decision making was a visible enactment of democratic practices
upon which Eastside was founded. Janey asked teams to make decisions about a wide
variety of things that affected teachers and students on that team. She specifically
remembered processes teams went through when making a difficult decision:

Grade-level teams, because they met once a week and because they were small
enough and there was the expectation that everybody would be involved
modulated to common understandings meaning this, somebody might say ‘we
ought to do X’, and the rest of the team would say ‘no.” The conversation would
continue until there would be...a third alternative...I want to make [this] point.
It is that...when you come in and you share your ideas and you get to
compromise it’s not that. It’s that you continue on until you truly build a whole
new thing that’s a third alternative. And so that’s what I’m talking about. This
modulation that would occur and so then the team would have its own products
that they had created.

Additionally, she asked the faculty to help make decisions on things that affected the
entire school. She remembered a specific example of the faculty being involved in a
school-wide decision:
Public buildings were beginning to be smokeless, and we had some faculty
members that still smoked. We had a really strong conversation in faculty
meeting about how that was going to be and it took us two or three really to sort
it out, and it ended up with a non-smoking building...I guess my point is it
didn’t come by just saying ‘OK, nobody is going to smoke anymore.” We faced
it as a faculty and talked it through.
Students and parents were also involved in making decisions. Student Council
provided a means for students to help make decisions that impacted students and the
parent-teacher association (PTA) represented the parent community in making decisions

focused on parent involvement and support. In line with Janey’s goal of creating a
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consensus school, it was critical that all voices be valued and heard in order to build
relationships based on trust and respect.

Protection of what’s important focused on student learning and students were
the number one priority. Janey shared a story about a situation with a student that
demonstrated this norm:

We had a child...in a class of children whose IQs were less than 50...[who] had
hygiene problems, and it was terrible. And the family had no skills and 1Qs
were probably less than 60, not much more. And one time this child had again,
again, and again used the bathroom in his pants and the aide in that room
decided they weren’t going to change him and they brought him to the office to
sit until his parents would come. His parents weren’t going to come. [ was
home with the flu, and the secretary called me and [told me] the aide refused to
clean him up and put him into clean clothes. So, I got up out of bed, came to
school, I changed that child and took him back to the classroom. | wrote an
admonishment of the teacher and the aide and they were very good employees
but it was not protection of what’s important...one example of the focus on kids.

Protecting students’ learning time was always a focus for individual teachers,
teams, and the whole faculty with regular questioning about whether an activity being
considered would enhance learning or not. Participants remembered:

When parents or community groups would bring things to be considered, we

talked about it and made a decision. If the answer was no, the reason for not
supporting the request was communicated in as nice a way as possible.

Several other examples demonstrate Janey’s leadership in supporting this norm.
Janey thought that it was also important to protect teachers’ learning time when they
attended professional development. She would bring a briefcase to workshops which
contained “things for us to do because I didn’t want us to waste our time.” Another
example is when a teacher shared with Janey that her team had decided they were not
going to continue to teach science. She responded “Oh, no! We’re not going to do that

',’

because it’s the thinking piece!” Through this response, Janey communicated to the
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team and ultimately the whole faculty the importance of science being a part of all

students’ learning at Eastside.
Traditions created at Eastside supported the vision and goals of the school in a

visible way. Janey shared:
There were many, and they upheld or personified the rest of the norms. A back-
to-school family picnic held early in the school year brought families and faculty
members together to support building strong relationships...Another family
event that became an annual tradition was a kite fly organized by the librarian.
Kids were all to bring a kite and...at 2:00 in the afternoon...the kids and their
families...were going to go out[side] and fly these kites. I just could not believe
what could happen. Anyway, all that did happen...Student Council supported
students’ development as leaders...Grade-level programs were annual
performance opportunities for all students in front of an authentic
audience...Faculty traditions were many including weekly faculty meetings, the
end-of-the-year skit, caroling community members before Christmas, and an
annual lake trip to my lake house beginning in the 1980s where a weekend of
summer fun was enjoyed by everyone who came, and work was never
discussed!

Honest, open communication involved adults learning to listen to each other in
ways that validated everyone’s involvement in the conversation. Communication
protocols and processes provided effective structures for teachers to collaboratively
make decisions and solve problems. Janey shared she had an “open-door policy [which
involved] a lot of listening to each other.” New teachers came into the faculty as equal
partners, and “when you do truly do that, people know they can talk to you.”
Participants shared that “Janey was approachable and easy to talk to and open to
whatever topic [we] brought to her.”

Eastside’s enriching innovative culture created a generative context for learning
and leadership for adults and children to thrive and build strong personal and

professional relationships. Democratic practices in shared decision-making and

problem-solving included all community members’ ideas and voices in sharing

131



leadership and in building an inclusive culture in which schooling was enacted. A
commitment to maintaining a reputation of being on the cutting edge of education
required continuous engagement in growing professionally, pursuing professional
development, and sharing new learning in the community. Embracing the arts brought
enthusiastic engagement from the entire school community. The ways in which the 12
norms were enacted also contributed to the generative culture at Eastside.
Building Leadership Capacities

Janey built leadership with teachers through mentoring and coaching, modeling,
shared leadership, and embedded professional development. An in-depth description of
the ways in which she developed leaders at Eastside is of particular importance to this
project. Chapter Six will include a detailed examination of the impact of her leadership
development as experienced by the teachers themselves.

Mentoring and coaching

Mentoring and coaching opportunities with colleagues, Janey, and the culture
itself were woven into everyday experiences. In an open school with teachers’ desks
together, constant support from colleagues was available for reflective discourse related
to classroom instruction, classroom management, and a host of other topics. Janey’s
“open-door policy” and frequency of classroom walkthroughs provided multiple
opportunities for discussions focused on teaching and learning. Janey shared “the
culture itself, focused on learning and growing personally and professionally, provided
an environment in which risk taking was encouraged and supported.”

Janey provided mentoring and coaching with all teachers individually when she

spent intentional time with them building relationships and supporting them in whatever
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learning goals they had for themselves and their students. Classroom visits, notes on
chalkboards or left at their desks, impromptu conversations sometime during the day, a
scheduled meeting to discuss something of concern to a teacher, and recognition for a
job well done demonstrated support and encouragement. Janey remembered, “I really
took action to encourage teachers to become more than what they were doing right
there.”

Once a year, a formal classroom observation process utilizing the clinical model
provided a one-on-one mentoring and coaching opportunity. Janey recalled the clinical
model process:

The administrator would make an agreement in a conference with a teacher what

they were going to look for [in the observation], take data during the

observation, come back and have [a] conference with the teacher [and share]
what they saw...After discussing the lesson, sharing observations and signing
documents, | ended each conference with two questions: ‘What do you want to
do? How can I help you?’

Teachers were mentored through the induction process which lasted their entire
first year. Janey remembered:

Beginning with the initial interview, teachers were asked questions that reflected

our values and beliefs and what they knew about Dewey and Piaget. We also

asked questions about beliefs about kids and their strengths and why they should

be hired.

Prior to school starting, Janey recalled:

[Meeting] with each new teacher, personally welcoming them to the staff and
sharing with them that I, team members, and the faculty were there to support
and encourage them. | wanted them to understand their responsibilities, the
importance of teams and being a member of one, respect of students and the
ways this was demonstrated, and there was no seniority between faculty
members. New teachers were equal to all other faculty members.
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New teachers were also expected to perform at GME during their first year.
Janey recalled “teachers were ‘assigned’ a presentation during the first year. It could be
anything. It always amazed us and built respect for the presenter.”

Modeling leadership

Building leadership capacities with teachers also emerged from Janey’s
modeling. She remembered:

It was always my thinking...when you are principal it’s just like your classroom.

Your teachers are your students and...because I believe in inquiry learning, I

always designed whatever we did with that in mind rather than direct
instruction.

She shared an experience related to the faculty building a deep understanding of
censorship which arose from several situations the previous school year. A teacher
wanted to remove a particular magazine from South Africa because of the things that
were going on there and a parent questioned a book in the library. Janey “wanted us to
understand censorship more . . . [she] didn’t want [to] just dictate it.” She shared at the
beginning of the next school year:
| had some books, ten of them, in my office and | told [teachers] they were there
and told them to read two of them during the semester and at the first [part] of
second semester we were going to have a conversation about censorship. 1 said
those books all related to censorship in some way, but ’'m not going to tell you
what it is. We’ll talk about it second semester...Everybody did read two books,

and then | think we had two or three faculty meetings discussing why they
thought that book was in that category...It was a tremendous experience.

She shared, “We pushed people to think in different ways . . . [and] all of us became
much more creative in our thinking.”

A school goal, explicitly communicated by Janey and the staff and supported by
everyone, was that learning was number one for students and faculty. Intentional focus

was placed on reading the research, attending professional development, sharing what
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was learned with colleagues, and trying new things. Participants shared that “it didn’t
matter if what we tried didn’t work as we’d planned...we’d reflect, talk with
teammates, and teach it better the second time.” In this vein, Janey enthusiastically
supported teachers learning new skills, and substitutes were readily available to allow
teachers to attend professional development.

When the district brought new learning to principals and Janey was planning on
introducing it to the faculty, she created a bridge for the faculty to help them understand
how it fit with what was already in place.

| always did take whatever topic that was and demonstrate how it fit in

pedagogy. So there was always that connection and how it fit with what we had

done before. So, [here’s] an example. One year we did question types...and the
next year we did reinforcements...I just remember having a chalkboard and
drawing out how, ‘see where this is going...this is where we’ve been.” And
because we were doing that, it lessened the questions that teachers seemed to
ask: ‘so, why are we doing this?’

Building a consensus school required Janey to model and teach teachers
communication processes that supported collaborative problem-solving and decision-
making. She recalled:

We understood two people can talk together fine but [if] you have a third person

you need to use these group ways of talking [and] you get two things to happen:

you get equal participation, and you’ll get thorough thought. So we were
systematic in doing that.
Janey recalled that “communication processes taught to the faculty were pair and share,
stand for your position, forcefield analysis, and small group compiling.”

Another example of Janey modeling leadership with her faculty was working
through a process related to homogeneous grouping of students.

It was quite a debate in our faculty...The teachers believed that they could teach

better if kids were homogeneously grouped. And all the research says that’s not

true and, as a matter of fact, it’s very damaging to kids. And I worked to push
them. Didn’t ever say, “No, we’re not going to do this.” But just kept pushing
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them to look...kept giving them data. But I wasn’t getting anywhere. And then
Clay [my son] was born. And one day I said...’OK, go ahead and do this, but
I’m guaranteeing you when Clay gets here, we will not be doing this! That will
not happen to my child!” I just remember it vividly. And so it was strong
enough that it swayed [the faculty] to not do it. So the next year we didn’t have
[homogenous groups]...as a leader everything you do has a byproduct. And I
wasn’t willing to say I didn’t believe in this. I know it’s wrong, and therefore
you will do this because I wanted to create a consensus school...and I knew
what the byproducts of [the] autocratic piece was.

Participants remembered “learning the 12 norms and we talked about them in
our teams and in faculty meetings. We identified the ones that were strong and the ones
that weren’t.” This reflective process happened throughout the remaining years of
Janey’s principalship and became a resource when writing site goals.

Janey indicated that there were certain strategies that she utilized during the
years she was principal that were identified by Heath and Heath (2010) years later: find
the bright spot, script the critical moves, find the feeling, grow your people, tweak the
environment, and keep the switch going. In relation to these strategies, Janey offered
the following insights in how she utilized each one:

« Find the bright spot. We were always talking about well, this is happening
but look at the bright side of it.

« Script the critical moves. | literally did that...if the district asked us to take
something on...when they asked us to embed cooperative learning. OK, so I
would sit down and say to myself, ‘What do we need to do to get this done?
When is this going to happen? What’s going to happen in faculty meeting?
What’s going to happen in teams? What’s the literature we need?” So I would
script the critical moves.

* Find the feeling. I think that’s a strategy that I didn’t highlight much but
because of the things that we were doing, we were so invested in things, the
emotional part grabbed us and then we had some faculty members that helped us
find the feeling...more than others.

« Grow your people. That was continual, all the time.
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» Tweak the environment. With faculty meeting...we went to other people’s
rooms. That environment was continually changing. If something didn’t work,
we tried different locations to make [things] better.

« Keep the switch going. You’re always doing something different. It keeps the
whole thing invigorated.

An expectation of all faculty at Eastside was modeling respect for children and
families. Janey remembered a story involving a parent of an incoming third-grade
student:

[The mom] came to interview me...she said ‘Emily is going to be a third grader

and she [was] not reading.” But [the mom] want[ed] me to leave her alone.

‘She will read. She’s smart and she will read. Can you leave her alone?” And I

said, ‘Yeah.’. . .Here’s how it turned out. She was reading at eighth-grade level

at the end of third grade...Many principals today would not have done this...I
just knew that when you’re trying to force this stuff it’s just got to be this way, it
doesn’t.

Janey also modeled conflict resolution within teams when the situation required
a facilitator. One participant remembered:

We went in one of those little conference rooms...and Janey helped facilitate [a

conversation] and we worked through it...it got it all out on the table and it

never went away...We were able to be civil and work collaboratively

together...[but] we didn’t change feelings.
Upholding the vision and purpose of the school and maintaining a positive culture were
critical to maintaining respect for faculty and continuing to work together as
professional colleagues.

Shared leadership

Shared leadership was another philosophical tenet at Eastside that built
leadership capacities. Teachers worked in grade-level teams and served on school-wide
committees. Janey remembered:

We had two sets of committees that worked in the school all the time. One was

the grade level group, and the other was by topic like an Arts-in-Ed Committee,
School Environment Committee...So there was a rotation of time for these
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committees to meet and faculty to meet. Teachers were in charge of those
committees. They rotated. They couldn’t be in charge of a committee more
than two years. The third year the chair had to change and they couldn’t be on a
particular committee more than two years. They got a broad overview of topics
and leading and following. I didn’t know at the time. I believed in shared
leadership but I didn’t know...that it would flourish, [that] people would
flourish so strongly.

Another example of shared leadership that Janey recalled:
Shared leadership was so strong. It happened because a leader of a team or a
leader of a committee might come talk to me about ‘This isn’t going really well

or I’m really excited’...There were these conversations and then throughout our
school, either myself or anybody else that was a leader, modeled the way.

Shared leadership provided teachers experiences in both leading and following
as members of grade-level teams and site committees. They observed Janey modeling
collaborative leadership and built capacities in which they flourished as teacher leaders.
Leadership rotation provided opportunities for teachers to develop broad-based, skillful
participation in the work of leadership and varied roles and responsibilities reflecting
broad involvement and collaboration which are critical elements of Lambert’s (1998)
Leadership Capacity Matrix.

Embedded professional development

Embedded professional development was an essential element to building
leadership capacities with teachers. Janey shared:

Embedded staff development, that’s exactly what we had...We had it and our

district reinforced it. So, early on from the district, you had one to two days a

year that were for professional development, and [the district] dictated the topics

we were to study. They didn’t dictate how, and so what we would do...[often]
the teachers presented the concepts and that allowed two things to happen. One,
more buy in from the other teachers, and two, the creativity that was in that

building. So we hardly ever had...a [professional development] presentation
that didn’t have costumes and laughter and a lot of learning.
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Designing and presenting professional development provided collaborative
opportunities for teachers to develop expertise and skills in presenting and in building
confidence in doing so in front of peers.

Janey felt strongly that successful professional development did not involve
telling teachers about whatever topic was the focus. It was creating an experience
through inquiry to build common understandings. She remembered a faculty meeting
where she and the counselor designed an experience focused on successful parent-
teacher conferences.

We were in the lounge, and the counselor and | created an environment in which

we role played how to set up [a parent conference], how to talk about a child’s

strengths and weaknesses, how to respond when a parent was difficult with
humor, costumes, and props...we got great feedback from the teachers.

Janey remembered:
Designing experiences also happened at the beginning of each school year when
professional development hours were available. If | facilitated the session, |

designed them around goals for the upcoming school year or a topic | identified
from learning data that needed attention.

In summary, the ways in which Janey built leadership capacities with teachers
through mentoring and coaching, modeling, shared leadership, and embedded
professional development were described. Individually, Janey spent intentional time
with each teacher both in informal and formal processes offering support and
encouragement and developing pedagogical knowledge and skills. Collectively, she
designed experiences for the faculty through inquiry learning to help them develop deep
understandings of a variety of topics. New faculty experienced a comprehensive and
intense induction process during their first year.

Building common understandings with the faculty supported developing

leadership capacities in working together in productive ways. Faculty experienced
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communication processes that supported building common understandings related to
change, environments that optimized excellence in teaching and learning, and
collaborative processes. She facilitated conflict resolution between teachers and
supported individual teachers when dealing with parent conflicts. The culture itself,
focused on learning and growing, provided a context in which risk taking was
encouraged and supported.

School leadership was shared by Janey and teachers through grade-level teams
and site committees which provided opportunities for teachers to both lead and follow.
Important to this process of shared leadership was a two-year rotation of teachers
serving as chairs and committee members on a particular committee. Embedded
professional development provided opportunities for Janey to model exemplary
teaching and teachers to participate in presenting in front of peers. Building leadership
capacities with everyone at Eastside supported the vision that learning was critical for
the adults in the school and provided opportunities for Janey and the teachers to
interchange roles of teachers and learners.

Learning Organizations

This section of Chapter Five focuses on Eastside as a learning organization and
the ways in which strong philosophical and theoretical foundations, female generative
leadership, enriching innovative culture, and building leadership capacities supported it.
Senge’s (1990) five disciplines and others identified by the Society for Organizational
Learning (SOL) are described as they were implemented at Eastside. Other research-
based frameworks (e.g. Covey’s Sustained Superior Performance, Learning Forward,

Nine Essential Elements of Effective Schools, and Six Elements of an Organization)
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also contribute to our understanding of the enactment of a learning organization at the
school.
Learning organization framework (senge)

Senge (1990) identified the following five disciplines as essential elements in a
learning organization: team learning, shared vision, mental models, personal mastery,
and systems thinking. Learning is number one for adults and children was an
expectation of Janey and the faculty and was enthusiastically supported by everyone.
Adults learned in teams, on committees, and as members of the whole faculty. Team
meetings often involved sharing and discussing research articles that individual team
members thought important to share with colleagues and inform their work. Janey
shared, “Learning was continuous, built common understandings among the faculty
focused on excellence in teaching and learning, and fit the philosophical and theoretical
foundations of the school.”

A shared vision for Eastside was generated with Janey and the original faculty
through collaborative discourse at the retreat held prior to the school opening in 1973.
Janey and several founding faculty members described it as follows:

A lived experience embracing democratic practices that would prepare young

people to become productive citizens, constructivist practices to develop

intellectual capital, a strong sense of community where everyone’s voice is

valued, and shared leadership where community members contribute to leading
the school forward.

A strong commitment to the shared vision provided the backdrop for the culture in
which teaching, learning, and leading were enacted. Janey described the ways in which
the vision was made visible:

Faculty meetings [and] morning assemblies allowed me to make visible the
vision as did the individual conversations...as well as those public settings. And
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then articulating what we did...[the] letter to all new faculty members which
shared the vision for the school (Appendix O).

Senge (1990) defines mental models as “deeply held internal images of how the
world works...[and] shape how we act” (p. 163-164). Janey described this core
discipline of a learning organization in the following manner:

Premises, what people believe...The team interview questions were designed

around our premises and that induction letter shared things we believed and

because our work was so dependent, we were interdependent on each other, so
the premises fit. People were not afraid to highlight for our group that we
should think about things...what we want to be known for is this mental models

piece and through actions and voice, it was very clear what we stood for as a
faculty...At the top of that list would be learning for kids.

Janey made clear her expectation for “all staff to be highly involved and
passionate in something” which is the personal mastery discipline in Senge (1990)
Learning Organization framework. After Eastside became an Arts-in-Education
demonstration school in 1976, an artist-in-residence completed a 4-6 week residency
focused on an art form working with students, faculty, and parents. After completed
residencies, many faculty chose to continue learning about the art form they had
experienced. Janey remembered that “several faculty taking a six-week photography
course after a photography residency.” Several participants remembered, “Arts-in-
Education (AIE) trips organized by faculty where we went to well-known museums to
attend art exhibitions on a Saturday. Everyone was invited.” After the first AIE trip, it
became one of the school’s traditions which happened periodically throughout Janey’s
principalship.

Janey and several participants remembered:

Many faculty pursued professional development and leadership in professional

organizations (i.e. National Council of Teachers of English (NCTE), National
Council of Teachers of Mathematics (NCTM), National Council for the Social
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Studies (NCSS), State Music Education Association (SMEA) with some making
presentations at state and national conferences.

When faculty had new learning experiences, they could share them in team and faculty
meetings. Other teachers were subsequently recruited to become members and attend
future professional development opportunities.

Janey shared “I feel your project is an example of faculty members who chose to
develop personal mastery in leadership.” Learning more about leadership as a member
of the faculty before leaving the school to become a leader in another school or setting
built leadership capacities that were enacted in another learning community. This
construct will be explored further in Chapter Eight.

Another discipline of a learning organization is systems thinking. Senge (1990)
describes systems thinking as a “discipline for seeing wholes . . . seeing
interrelationships rather than things, for seeing patterns of change rather than static
‘snapshots’’ (p. 68). Janey shared the ways in which systems thinking was enacted at
Eastside:

We always designed things we wanted to do with systems around them...We

thought in systems. When we did interventions because a child was not being

successful, we brought the teachers and school-wide specialists around the table

to talk about the whole child, not just academics but social, emotional...we tried
to create a system of success around the child.

Society for organizational learning (Sol) framework
SOL was initially established as MIT’s Center for Organizational Learning by
Peter Senge in 1991. By 1997, with 19 major corporate partners, a desire to create a
global presence required establishing the organization outside a university setting. The
Center became the Society for Organizational Learning, North America (SOL) with

Peter Senge named founding chair. Six additional emerging disciplines were identified
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by SOL as essential for a learning organization: corporate culture, corporate social
responsibility, dialogue, leadership, sustainability, and work-life balance
(www.solonline.org, 2015). Three of the six disciplines (e.g. corporate culture,
dialogue, and leadership) have been discussed in previous sections of Chapter Five.
Corporate social responsibility, sustainability, and work-life balance will be discussed
here.

SOL identifies corporate social responsibility as the ways in which an
organization contributes to the larger community in which it is nested
(www.solonline.org, 2015). Janey described this in the following manner:

One of our weaker areas...We were focused on a quality school...We did focus

on supporting the United Way campaign and various local organizations that

contributed to the community in different ways...Our main concern was our
students, many of them needy, and our families.

Sustainability is defined by SOL as “being good stewards of the natural
resources on which an organization depends” (www.solonline.org, 2015). This
discipline is often discussed when referring to the sustainability of an organization and
keeping it moving forward. Janey remembered that “individual staff members brought
things to the faculty that supported sustainability of the earth.” One tradition started
years earlier was a balloon race. Participants recalled the balloon race and how it was
implemented:

Teachers designed this project for students to become more familiar with U.S.

geography. Each student completed a self-addressed postcard which asked the

person finding it to record where it was found and mail it back to the school.

These were placed inside balloons and the balloons were then inflated. There

was a school-wide release. . .when postcards were returned, they were placed on

a wall-sized map indicating where they had been found. The race ended when

postcards were no longer being sent back to the school, and the student whose
postcard traveled the longest distance was considered the winner.
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Janey recalled “A faculty member who was very passionate about the environment
brought concerns related to balloons popping out in a field somewhere and animals
might choke on them. We stopped the balloon race.”
Work/life balance is defined by SOL as the discipline of keeping work in
balance with other life priorities (www.solonline.org, 2015). Janey shared:
We did not honor this. We worked. People were there very early, six in the
morning. People stayed later depending on their internal clock. We worked on
weekends. Sunday afternoon we would find that building almost full. But there
was never an expectation that you would do that except the culture itself
developed it...if you see it as work/life balance not work/family balance your
life as an individual within that school...included fun, laughter, friends. It was a

lot of life that went on among the people that were there...you would be living
life as much as getting work done.

SOL’s six disciplines of a learning organization were visible at Eastside.
Corporate culture, dialogue, and leadership were discussed in previous sections of
Chapter Five. The ways in which corporate social responsibility, sustainability, and
work/life balance were implemented at the school were discussed in this section and
contribute to understanding the comprehensive manner in which the school embraced
the tenets of a learning organization.

Learning forward framework

The Learning Forward framework (Appendix V) identifies seven essential
standards for professional learning developed by Learning Forward. The following are
the seven standards identified by this organization: learning communities, leadership,
resources, data-driven decisions, learning designs/knowledge of work processes,
implementation, and outcomes and results. Learning communities, leadership, and
learning designs have been discussed in previous sections of Chapter Five. Resources,

data-driven decisions, implementation, and outcomes and results will be discussed here.
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Janey shared various practices that she created to demonstrate equitable
distribution of monetary resources. They are as follows:

So every team, when we got the money, | took some money off the top for
supplies for the whole school and then I divided the rest of the money up to the
teams for them to decide what they were going to buy.

Annual textbook adoption provided an opportunity for teachers to review textbooks and
recommend to Janey the one they were most interested in purchasing. Janey
remembered, “I just don’t really remember a time when lack of resources was an issue
to us.” After becoming an AIE demonstration school, the district provided funds along
with site monies to support yearly artist residencies and art supplies. Janey also
recalled:

| was really careful to look at the comprehensive program so that science was
attended to as well as social studies as well as math as well as reading, that
resources were equitable...Equity was a big piece of who we were.

Data-driven decisions were based on a wide variety of sources which included
students’ learning data, faculty surveys, and parent surveys. Janey shared the following
regarding student learning data that was used to monitor and adjust teaching and
learning at Eastside:

We monitored [kids’ learning] through achievement tests during the year but,
more than that, we had a program that was from Fountain Valley, California
called Zweig, and it was down to very small pieces of knowing...kids took 15-
minute [reading assessments], it was on tape. They’d listen on tape, and they’d
mark, and then you’d pull off the top, and it was graded for you...And so
teachers would teach to those objectives, kids would take their tests, [we would]
know whether we needed to reteach or not right there. In math, I did a facts test
with the whole school...once a month where the kids had to show with speed
and accuracy they knew their math facts...[We always] kept an eye on whether
they were learning or not, [which] kept us going back to how do you respond if
they don’t know it.

Another strategy developed to support all students learning was a time during
the day that the staff called follow up. Janey recalled, “We called it individualized
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instruction and . . . [students] were in their classes and then they had a time that we
called follow up where they had individual assignments that matched what they
needed.”

Surveys of faculty and parents provided feedback related to perceptions of what
directions the school needed to go. Janey shared, “On January 1, a survey would go to
parents. It was an easy survey. Give us three things you like that we are doing well
[and] what’s one you think we ought to change.”

Learning Forward identifies implementation as ways in which professional
learning applies research on change and sustains support for implementation of
professional learning for long-term change (www.learningforward.org, 2015). Janey
shared the ways in which implementation was enacted at the school:

We were masters at [implementation]. Whatever the piece was, we broke

down...the parts of it, what it looked like in action. We began it, and we knew

that it would take time because we had knowledge in regard to...the CBAM
Model.

Learning Forward describes outcomes and results as professional learning that
aligns outcomes with educator performance and curriculum standards
(www.learningforward.org, 2015). Outcomes and results were always used as feedback
to assess students’ learning progress and achievement of school goals. Janey recalled:

I can’t think of a thing that we started that we didn’t know what we wanted it to

look like. Things grew beyond...let’s take our classroom programs. We knew

we wanted those experiences for the kids, and we wanted the shared leadership
across but...I don’t think we understood the extent of what those productions
would become and the impact they would have on the parents. Our outcomes
often grew beyond what we envisioned, and we always had the end in mind.

Learning Forward’s seven essential standards for professional learning were
visible at Eastside. Learning communities, leadership, and learning designs were

discussed in previous sections of Chapter Five. The ways in which resources, data-
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driven decisions, implementation, and outcomes and results were implemented at the
school were discussed in this section and contribute to the comprehensive manner in
which professional learning standards were enacted by Janey and the faculty at the
school.
Nine essential elements of effective schools framework

The Nine Essential Elements of Effective Schools framework (Appendix V)
developed by the Academic Development Institute and adopted by the SDE as a tool to
support school improvement in at-risk schools also contributes essential elements of
learning organizations (www.ok.gov/sde, 2015). The nine elements are: curriculum;
classroom evaluation and assessment; instruction; school culture; student, family, and
community support; professional growth, development, evaluation; effective leaders;
organizational structure and resources; and comprehensive and effective planning.
Eight of the elements have been discussed in previous sections of Chapters Four and
Five. Comprehensive and effective planning will be discussed here.
Janey described the strategy she used as follows:

Each year at the end of the year...I would look back to see what we had done,

and then I would look forward to what I now see are these frameworks. I didn’t

know...but I just [went] through categories in my mind. What are we doing in

this? What do we need to be doing?...and lay out the following year. And that

truly was just me. | say that but my thinking was definitely shaped by the teams,

by faculty meetings, what people were saying to me. So while I didn’t sit down

with a committee to say ‘What are we going to do next year?’ that had come into

the conversation. And then, of course, our data with what kids were learning or
not learning.

The Nine Essential Elements of Effective Schools were clearly evident in the
leadership and enactment of schooling at Eastside. This section discussed the ways in
which one of the elements, comprehensive and effective planning, was implemented.

Eight of the elements were discussed in previous sections of Chapter Five. Janey and
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the faculty were committed to creating a school focused on excellence in teaching and
learning for both adults and students and embraced effective schools’ research from the
inception of the school.

Sustained superior performance and six elements of an organization frameworks

Janey also discussed two additional frameworks that impacted Eastside:
Covey’s (2004) Sustained Superior Performance and Six Elements of an Organization
(Watkins, 2003) (Appendix V). Covey’s (2004) Sustained Superior Performance
identifies four essential elements: Achieving results contributes to execution of key
priorities and building capacity contributes to leadership and management development
and growth in individual effectiveness. Six Elements of an Organization (Watkins,
2003) identifies six essential elements: Structures, systems/processes, skills and
understandings, strategies, premises, and culture. All ten of these elements have been
previously discussed in Chapters Four and Five.

Eaker, DuFour, and DuFour (2002) posit seven school-wide essential elements
of a learning organization: Shared values, goals, collaborative culture, parent
partnerships, action research, continuous improvement, and focus on results. Janey
shared, “If one went through that, you would see clearly all of the things were in place.”

| felt it important to visually represent the frameworks discussed in the
principal’s interview (Table 5) and organize them according to elements in each
framework and where they fit in the themes identified in this chapter (Table 6).

This section identifies the ways in which Eastside was a learning organization.
The essential elements of Senge’s (1990) framework and four additional frameworks

identify ways in which Eastside enacted the tenets of a learning organization. Learning
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was number one for adults and children and teachers learned in teams, on committees,
and a member of the whole faculty. A shared vision of creating a lived experience
embracing democratic practices that would prepare young people to become productive
citizens, constructivist practices to develop intellectual capital, a strong sense of
community where everyone’s voice was valued, and shared leadership where
community members contributed to leading the school forward. The shared vision
represented the premises on which the school was founded and was enacted to
illuminate these premises.

Individual teachers’ commitments to developing personal mastery in something
they were highly involved in and passionate about provided important individual
growth and learning. Collectively, teaching and learning for students and adults were
optimized at Eastside because Janey and the faculty understood systems thinking and
the ways in which systems interact to create an exemplary school. Additional research-
based frameworks discussed in Chapter Five provided a detailed description of the
essential elements of learning organizations and the ways in which these were enacted

at Eastside.
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Table 5

Research-Based Frameworks Discussed in Chapter Five

Norms of a Strong Culture

Learning Organization

Saphier & King

Collegiality

Experimentation

High Expectations

Trust and Confidence

Tangible Support

Reaching out to the
knowledge base

Appreciation and
recognition

Caring, celebration, and
humor

Involvement in decision
making

Protection of what’s
important

Traditions

Honest, open communication

Nine Essential Elements

Academic Development
Institute

Curriculum

Classroom evaluation and
assessment

Instruction

School culture

Student, family, and community
support

Professional growth, development,
evaluation

Effective leaders

Organizational structure and
resources

Comprehensive and effective
planning

Senge

Team learning
Shared vision
Mental models
Personal mastery
Systems thinking

SOL

Corporate culture
Corporate social
responsibility
Dialogue
Leadership
Sustainability
Work-life balance

Sustained Superior
Performance Covey

Achieving results

Execution of priorities

Build capacity (leadership
and management
development)

Growth in individual
effectiveness
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Learning Forward
Learning Forward

Learning communities
Leadership
Resources
Data-driven decisions
Learning designs/
knowledge of work
processes
Implementation
Outcomes and results

Six Elements of an
Organization Watkins

Structures

Systems/processes

Skills and
understandings

Strategies

Premises

Culture



Table 6

Research-Based Framework Elements Organized by Themes

Enriching Innovative
Culture

Collegiality

Experimentation

High Expectations

Trust and Confidence

Tangible Support

Reaching out to the knowledge base
Appreciation and recognition
Caring, celebration, and humor
Involvement in decision making
Protection of what’s important
Traditions

Honest, open communication
Corporate culture

School culture

Student, family, and community support
Premises

Culture

Building Leadership
Capacities

Learning designs/knowledge of
work processes

Professional growth, development,
evaluation

Build capacity (leadership and
management development)

Growth in individual effectiveness

Learning Organizations

Team learning

Shared vision

Mental models

Personal mastery

Systems thinking

Corporate social responsibility
Dialogue

Sustainability

Work-life balance

Learning communities

Resources

Data-driven decisions
Implementation

Outcomes and results

Curriculum

Classroom evaluation and assessment
Instruction

Organizational structure and resources
Comprehensive and effective planning
Achieving results

Execution of priorities

Skills and understandings

Structures

Strategies

Systems/processes

Female Generative Leadership

Leadership
Leadership
Effective leaders
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Chapter Summary

This chapter clearly describes the ways in which leadership was enacted at
Eastside from the principal’s perspective. Clearly represented are her understandings of
philosophical and theoretical foundations of effective schools, leadership, school
culture, building teaching and leading capacities, and learning organizations as well as
the actions she took to create a school in which these were implemented and developed.
Many of her stories illuminate her thinking and rationale of foundational premises
which were made visible in her school leadership. Her intentionality of growing people
in the school by building leadership capacities individually and collectively is
described. Creating a learning organization in which learning was number one for both
children and adults and the ways in which this developed and grew is explained. A
preliminary answer to the research question can be generated from the findings in
Chapter Five. Generative leadership that embraced strong philosophical and theoretical
foundations and female perspectives enacted in an enriching, innovative culture nested
in a learning organization can develop teacher leadership capacities in those teachers

who choose to become leaders in PK-12 and higher education settings.
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Chapter Six
Teacher Findings

Chapter Introduction

Chapter Six reports findings based on the lived experiences of teachers at
Eastside who became leaders in PK-12 education and higher education settings. The
identified research question of the ways in which the principal, school culture, and peer-
colleagues contributed to teachers’ decision to lead both informally and officially are
reported based on teachers’ interviews, reflective memos, and case documents and
artifacts. Themes generated from the data include strong philosophical and theoretical
foundations, relationships, female generative leadership, enriched innovative culture,
building teaching and leadership capacities, learning organizations, leadership
dispersion, strong community identity, and personal transformational experiences. Five
of the nine themes that emerged from the principal’s data also emerged from the
teachers’ perspectives. Four of the nine are themes identified by the teachers that
significantly impacted their leadership decisions.

Strong Philosophical and Theoretical Foundations

Deweyian and Piagetian perspectives were foundational elements of the school
identified by three teachers who moved with Janey from Southgate. These teachers
embraced the district mission statement, “inquiry is the process, curriculum is the
vehicle, and self-actualization is the goal,” and enthusiastically supported it. Janey’s
vision became clear in interviews with three prospective teachers when she shared her

plans for the school. A participant remembered that “[she] laid out this plan, this
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amazing school, what was going to happen . .. John Dewey’s principles, learning by
doing . . .[teaching] rational powers [through] inquiry . . . [and teaching] SCIS.”

The retreat held several weeks before the beginning of the school year brought
the founding faculty and Janey together to start building relationships and common
understandings focused on the vision and philosophy of the school. A teacher
remembered:

We built camaraderie right away...our superintendent was invited...and we had

to partner up during activities...a lot of brainstorming about our mission, goals,

what we wanted to achieve, how we were going to go about it...we [discussed]
topics, [and] I could disagree and feel comfortable in doing so...I understood the
philosophy...students were number one, and [the] teachers loved teaching and
they love[d] students [and] loved one another...lots of fun, lots of laughter...it
was a time of learning. Janey was able to see the importance of the camaraderie

and us building relationships first and...she wanted us to trust one another and
trust her because from there, we could work through many, many things.

Several teachers remembered participating in teambuilding activities, learning about
communication processes and protocols that valued everyone’s voice and validated
diverse opinions, and Janey inviting the faculty to share leadership and make decisions.

Faculty collaborative decisions established grade-level teams (e.g. K-1, 2-3, 4-5)
without a teacher being named as team leader. All teachers were expected to be leaders
and contribute to the collective. One participant remembered, “[Janey] taught us how to
make decisions as a team. She left a lot of stuff up to us to decide what was best for us
and the students.” Being empowered to make decisions with the trust and support of the
principal provided multiple opportunities for individual teachers and teams to figure out
daily schedules, teaching responsibilities, and classroom area locations.

Protected time was important to enacting the mission and vision of the school.
Faculty met on a weekly basis and shared collaborative conversations focused on

teaching, learning, and making decisions. One participant remembered that “all the
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meetings...[we] were always studying some issue and it was very democratic.” Faculty
decisions implemented early in the first school year became traditions: beginning each
day with GME, teams collaboratively planning a program with the music teacher, and
establishing a Student Council where students representing each homeroom helped with
GME. Student Council officers from fourth and fifth grades provided student
leadership when student input was important in making school-wide decisions.

Protected time for teams was equally important. Teams met on a weekly basis,
and Janey expected teachers to group their desks together so that collaborative
conversations between them would happen on a daily basis, which they did. One
participant remembered, “We met every morning and every afternoon...[we had] an
interest to have conversations about what we were doing...we were so tuned into
research and constructivism across the board.” Several participants mentioned that the
open environment allowed them to watch other teachers working with their students and
ask questions about what they observed. One teacher said that “we all learned from one
another and openly shared ideas...ways a lot of different people disciplined kids, ideas
of how to do something better, questions about what they were doing.”

Community Challenge

Several parents who did not support the enactment of the theoretical and
philosophical foundations on which the school was built orchestrated a community
challenge at Eastside. | asked teachers who experienced this to share their stories, and
four out of seven recalled events, associated emotions, and outcomes on themselves as

individuals or the community as a whole. Three of the seven either did not attend the
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board meeting where school patrons shared concerns and support or had only slight
recollections of the events that transpired.
One participant emotionally recalled:
| believed in what we did, and we were amazing! A great, sharp group of
individuals that had only the students’ best interest...That anyone would attack
what we were doing...I was so shocked and I remember reading the newspaper
articles and just the emotion I felt...how could anyone say these things when

this was such an amazing school?

Another participant described her thoughts about why parents had concerns:
We as a staff were bound to this openness and sharing and the meeting of the
minds and brainpower. It was more about collective brains, collective thoughts,
collective ideas to make a better integrated teaching environment. And |

thought that’s what the meeting was an attack on. Parents were afraid of
change. They wanted things to be lock step just the way they always were.

Three teachers remembered that parents objected to students being allowed to “learn
with their shoes off”” or work under a table and not required to work at desks. “It was
busy, it was active, kids were talking to each other, social transmission.”
Yet, another teacher remembered the strong parent support from many parents:
We had great parent support. And those parents had seen their children’s lives
touched by the teachers and by Eastside and by the philosophy, and the fun and

the enrichment were so supportive. We had a great deal of support from our
parents.

Participants felt the parents who had been actively involved in the school were very
supportive of what was happening at the school. The non-supportive parents were those
who had concerns and had not spent time at the school. They also had not engaged in
conversations with staff to build understanding of the philosophy and pedagogy
supporting students’ learning success that was being implemented in the school. One

participant remembered a conversation she had with a parent who was observing in the
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school. She asked the parent, “Would you like me to tell you a little bit about what’s

going on? And their response, ‘You mean, like anybody knows?’”

She continued by saying the following:
Without understanding that what looked like total chaos was organized to the
hilt...the kids had to know what their boundaries were. They had to know what
to do with materials. They had to know what they were doing. They had to
know how loud they could speak. They had to know how they could move...all
of that had to be in place, or you couldn’t have that many varied things going on
all at once in a building with 400 people. | mean it would have been total chaos!

But, I guess to some of them it did look like that because they were used to
everybody sitting at their desks in a row with the teach[er] in front.

All four teachers knew that the Superintendent and the Board supported Eastside
and the program being provided for students at the school. Their physical presence at
the school and many conversations since the school opened demonstrated their
understanding of the enacted philosophy and the various ways in which research-based
theories and practices were being implemented. One teacher remembered “meeting on
a Sunday...and Janey allowed us to get out our emotions and our feelings and all of us
talked together” prior to the night of the board meeting.

On the night of the meeting, teachers felt prepared. One teacher expressed it in
the following manner: “We knew educationally what we were doing was very sound.”
Another teacher expressed it as follows:

[We knew] what we [were] doing and why [we were] doing it. And if you can

explain that, if you can be clear in your own head on that, then you have the

courage to let people have different opinions . . . we were well organized. We
knew what we were going to say and we had a strong conviction in what we
were doing.

The plan for the meeting involved Janey and the Superintendent fielding

questions from the audience and the teachers “[taking] it all in and let[ting] the parents
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say what they wanted to say, let them talk about what they wanted to talk about.” One
of the teachers, an African-American female, shared:
That’s not my style! After the parents had their say, I decided I’d get
up...because one of my parents’ main complaints was that I allowed the students
to read with their shoes off [while] lying on the floor. And, I did get up at that
meeting. I don’t know what I said, but I just thought it was real[ly] important

that students learned no matter what position they’re lying in, no matter if they
have their shoes off or on.

The Superintendent remembered that this teacher was “the first African American lady
that we hired and how courageous she was in a room full of people, and she was the
only black there.” The teacher shared that “at the time I was hired and for many years
after, I was the only African American face to be seen in [the community]...and | saw it
as fighting for what’s right for our students!”

After the board meeting, teachers remembered that “the meeting brought us
together, closer as a staff...we built this inner cohesion as a result of an outside
threat...it made us stand stronger about what we believed...it helped us to focus on
what was best for kids.” The teachers who experienced the challenge felt the
questioning and concerns from some parents did not dissipate immediately. However,
teachers hired the next school year did not remember hearing about the meeting or its
aftermath.

Strong philosophical and theoretical foundations supported envisioning a school
where Janey and the faculty embraced these tenets and co-created an environment
where inquiry and constructivist learning could be experienced by both adults and
children. A retreat held before school started brought Janey and the founding faculty

together to begin building relationships and common understandings focused on the

vision and philosophy of the school. The enactment of progressive practices concerned
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some parents, resulting in a community challenge two years after the school opened.
However, strong endorsement by the district supported the school community and
helped them move forward while also creating a strong bond with the people who
shared the experience.
It’s All About Relationships

People who care, trust, and support each other are at the heart of a strong and
dynamic organization. In a school, this requires that strong personal and professional
relationships be built in order to enact the schooling enterprise. This section reports
findings of teachers’ perspectives of the ways in which the principal and faculty built
relationships with each other and the school community. This section also includes how
these relationships built a strong community identity and several examples of teachers’
narratives describing practices by which the faculty demonstrated care and concern
while teaching at Eastside.

Principal modeling

Building strong relationships with all stakeholders was very important to Janey,
and many of the ways she did this are reported in Chapter Five. All participants
remembered when they first met Janey. She made them feel comfortable and at ease by
the manner in which she talked and interacted with them. Her active listening and the
relevant questions she asked made everyone feel that she wanted to get to know them
personally. One participant remembered her interview vividly:

Janey and a group of teachers were sitting on the floor...I remember [Janey]

having a bandana on her head, very casual...I knew from the beginning just the

personal touch and sitting down, and I didn’t really feel like I was in an

interview. | was visiting with teachers sharing and talking about their school. |

felt very relaxed and very comfortable and...thought, wow, this would be a great
place.
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All participants remembered interviews, some only with Janey and others with the
teams with which they would be working if hired. The interviews were conversational
in nature and more informal than others they had experienced and all remembered
questions about Jean Piaget. All questions focused on assessing prospective applicants’
openness and willingness to embrace the theoretical and philosophical foundations of
the school and the practices and processes already in place.

Founding faculty members all shared their memories of the retreat at the
beginning of the school year and the focus on effective communication skills. One
participant remembered, “We worked so much on people skills and how to really listen
to people and try to understand and use ‘I messages.”” Communicating effectively with
each other and with students and parents were foundational in building relationships and
working together to create an exemplary learning environment for everyone.

A teacher described Janey as a “relationship person,” and all remembered that
she built strong personal relationships with them. One participant shared, “She knew
me, cared about me, supported me, trusted me, and believed in me.” Several said, “She
accepted and encouraged [us].” Many remembered that “we became personal friends
which continues to this day.” Many teachers made references to being a family, and the
annual lake trip held every summer at Janey’s lake house resembled a family reunion.
The number of years as a member of the faculty did not seem to make a difference in
developing a strong connection to the group. One teacher taught only two years at the
school while another teacher taught 24.5 years; still, others taught for lengths in
between that range. The participant who taught two years shared the following thought:

“Once a member, always a member.”
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Several teachers shared that Janey also had a strong relationship with the
faculty. Care, support, and trust were extended to the group as a whole which
contributed to a “strong bond that supported us having a close relationship.” One
participant remembered, “[Janey understood] the importance of relationships with
people you work with.” Strong personal relationships with individual teachers
“supported professional relationships,” which created a foundation upon which the
shared vision of the school was created and enacted.

Relationships with colleagues

Teachers experienced the importance of personal relationships through Janey’s
modeling and other faculty members’ interactions with them. Participants remembered
that, “[ They] helped each other, supported each other, and took care of each other.”
One participant recalled being a new teacher and how she felt: “Because of the attitude
of everybody around you, you felt so supported and never [felt] isolated...[it] made you
feel important even though | was beginning and didn’t know what I was doing.”
Another participant recalled:

It was just the esprit de corps of working together and taking everyone’s ideas

and the feeling you’re not in it alone...I’ve got support, I’ve got help, I can talk

this over...we shared everything...we had a good time and enjoyed what we
were doing.

Respect and trust developed from working together so closely. Many teachers
shared that they worked alongside “unbelievable teachers” and novice teachers
remembered feeling like they were important contributors to the work of the team and
developed confidence as professional teachers. One teacher remembered, “We were all
equal...a first-year teacher has the same vote, rights, everything as the most tenured

teacher in the building. Once you’re hired, you’re on equal footing.”
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Many participants remembered, “We worked hard and played hard.” These
memories brought smiles and stories through narratives that have important meanings in
the lived experiences of the storytellers. Celebratory traditions (e.g. birthday
celebrations, Friday afternoon happy hours, faculty parties) supported the strong
personal and professional relationships that developed within the Eastside faculty.

Two participants shared meaningful personal stories about events that happened
while they were teaching at Eastside. The music teacher remembered:

My first year at [Eastside], somebody...arranged a surprise birthday party for

me. It was at a restaurant, and | just remember a bunch of staff members were

there and I just remember thinking, ‘Am I a lucky son of a gun or what?’ Just to

have these people who would take their personal time to come out and celebrate
my birthday with me.

She also remembered a story about a gift second-grade teachers gave her in appreciation
for her hard work directing their annual music program:
Before the program we went to an early dinner, and they brought out [a] big box
and I opened it. And they said, “‘Now you can keep this forever and every time
you look at it you’re going to think of this very first program.’ It was my very
first program ever, and | just remember that.
The teachers gave her a ceramic pitcher with “Patty’s Punch” written in calligraphy on
it. During our interview, she showed it to me in her kitchen and shared, “I’ve kept this
through all of my moves, and it means a great deal to me.”
Another teacher experienced divorce and moved into a house with very limited
furnishings and household items. He emotionally remembered:
One thing I loved about our staff was after my divorce...[they] threw me a
housewarming party and brought me all things I needed for the house since |
didn’t have anything. It was such a great experience! 1 just felt so overwhelmed

that everybody would do that. It certainly was a high point in my life among
some lowest points in my life.
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Relationships with students and parents

Building strong relationships with students and parents were critical to creating
a learning community where all stakeholders were valued and encouraged to become
partners in accomplishing the vision and mission of Eastside. Building collaborative
partnerships was critical to create a welcoming and inviting environment where students
were nurtured and cared for and parents embraced as important contributors to
children’s success in school. Many participants remembered the importance of
developing strong relationships with students and parents. One participant recalled,
“Parents need to feel a sense of welcoming, [a] sense of community.” Another
participant shared, “[We wanted] to model things that we wanted kids and parents to see
we are all a community.” Another participant recalled, “We learned to be empathetic,
value, and celebrate differences among ourselves, the students, and the parents.”

Coming to know each child and parent personally was foundational to create
caring and nurturing relationships that formed a strong bond throughout the community.
One teacher recalled that “[teachers wanted] to know their students. Know from where
they came. Know how they [were] encouraged at home. Know that if they’re not
encouraged at home and why aren’t they being encouraged at home.” Another teacher
remembered, “[We wanted] to know individual kids, be present, be human, [be] good
listeners.” Another teacher remembered, “We were expected to know our children.”
Another teacher recalled that “every child belonged to you.”

As a result of the intentionality of focus on strong relationships with all
community members, many participants remembered strong parent support and active

involvement in the school. One participant shared, “We had parents that were so
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supportive. They were up there all the time.” Another participant shared that “[parents
had] a lot of faith and trust that the people who worked there were there to contribute to
the lives of the kids and to contribute to the mission of the school...students first.”
Another participant recalled, “We had professors’ kids because they knew that the
Eastside experience was a different experience.”

One teacher remembered that “teachers had a heart for kids first and then subject
matter came second.” He described teachers’ perspectives as follows:

You can’t be taught until [you] are caught. And we tried to connect with every

one of those kids in some way so that kids knew they were special to us. Just

because they were a student there, they didn’t have to be rich, they didn’t have

to do this or do that, they were special just because they were in your class.
They thought they were great...kids could be stars!

The music teacher vividly remembered her observations of the ways students interacted
with teachers during her interview:
Smiling kids coming up and hugging whoever I was walking with...the
interaction of adults and kids...[it was] obvious that there was just a lot, a lot of

affection, true human interactive affection...it seemed like a very welcoming
structure, inside and out.

Effective communication processes were important to model with all
stakeholders. One teacher recalled how this played out with students: “To show
[students] they have a voice and they’re listened to...if they [had] a problem that they’re
listened to. And when they are, that builds confidence and their strength as an
individual.”

A participant remembered that “parents [were] on board” and actively supported
the school as volunteers. Another participant recalled that this morphed into parents
becoming substitutes because they were in the building so much.

They came into the ranks because they were trained, they knew the school, they
knew the kids, they knew what was going on, they knew when this was
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happening [then] this was what was supposed to happen. We started using them
as subs because they were much better subs than getting somebody that didn’t
know what was going on.

If parents subbed on Fridays when the staff often went to happy hour, the parents were
invited to join them. Parents socially interacting with faculty continued throughout the
years after school carnivals and various PTA events held at the school.

Several parents became staff after serving as volunteers. One teacher
remembered, “Pat (pseudonym) was a mom who worked as a volunteer and then ended
up being our secretary.” Other parents, after serving as volunteers, chose to apply for
support positions and were hired. Personal relationships were in place, and the
familiarity and support of the enactment of schooling at Eastside provided the
foundation upon which they were invited to become colleagues and the opportunity to
help support their families with earned income and employment experience. It was a
win-win for both the school community and the individuals involved.

Clearly, relationship building was at the heart of the schooling enterprise at
Eastside. Caring and nurturing relationships built throughout the school community
resulted in trust, support, and encouragement between the principal, faculty, students,
and parents and were foundational to the enactment of teaching and learning at the
school. These relationships also strongly supported building a learning community
where students came first and where students and parents became active partners with
faculty in accomplishing the vision and mission of the school.

Female Generative Leadership

This section will include the ways in which teachers experienced the principal’s

leadership and the impact it had upon them. This theme also emerged in Chapter Five

from Janey’s perspective and reported ways in which Janey modeled leadership and
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built relationships. Building relationships is an essential element of female leadership
and this theme emerged so strongly from all teachers’ interviews that it was reported
separately in the previous section. Janey modeled strong leadership specifically in
developing teaching and leadership capacities, a topic which will be reported in a
subsequent section in this chapter.
Principal leadership

All participants talked about the influence of Janey’s modeling and how it
impacted them both personally and professionally. One participant shared, “[Janey]
modeled leadership for us in communication, collaboration, what we do, and how we do
things.” Another participant remembered that “[Janey] built relationships first, built
trust in one another, and the importance of camaraderie ...she ‘knew people well.””
The strength of personal relationships between Janey and faculty members, described in
the previous section, provided a foundation on which trust and respect supported their
commitment to each other, their collective work, and the community as a whole.

Teachers shared the ways in which Janey supported them individually. One
teacher shared, “[She] believed in me and made me think I can do anything...[she]
believed I could do it before I thought I could...l developed confidence in my abilities
because of her belief in me.” Another teacher remembered, “She built people up to be
the best they can be,” and another teacher recalled, “She took care of me.” Reflecting
on support she received from Janey, another teacher shared:

Support came in the form of aid when it was needed...she told me ‘I’m with you

on it. You have my blessings but you also have me!’...that was the trust factor

that was built. You can have all the ideas, but sometimes you need the money
and materials to back it up.
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Another teacher remembered a story related to her daughter’s illness early in the school
year during her first year teaching at Eastside. She received a great deal of support
from Janey and told the following story:

My very first year there, three weeks into teaching, my daughter ended up in the
hospital. She had asthma, and she was in there four to five days. 1 just felt
horrible because here | am a brand new teacher. Janey came to the hospital, she
told me not to worry about anything. It will all be taken care of. | will never
forget how powerful that was for me because | was so pulled about being a
mother but also my new responsibilities...when I got back [to school], she took
me for a walk at lunch break, and we walked the neighborhood just to get to
know me, me get to know her.

Democratic practices were foundational to the vision and mission of the school,
and one participant remembered, “Janey modeled collaborative processes in
everything...there wasn’t any top-down administration.” As teams and faculty,
collaborative processes involved shared decision-making and problem-solving. One
participant recalled that “Janey asked teachers, “What do you think about this?’”
Another participant said that when the faculty studied an issue and made a decision,
“Janey [allowed] group decisions [to] stand.” One teacher remembered:

Her expertise as a principal was getting people to work together and problem

solve...she was never threatened by people who had different ideas of the ways

things should be done...we continued to evolve and grow even though we didn’t

always agree with each other...[and] we all grew watching how she solved
problems.

Another teacher recalled:
We learned how to accept and listen to those with differing views without
feeling threatened as a teacher, fellow co-worker, or building leader. We
learned to be empathetic [and] value and celebrate differences among ourselves,
the students, and the parents.

Janey’s vision of building a consensus school required all voices to be represented at the

table when community decisions were made.
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Teachers also discussed the methods by which Janey dealt with conflicts and
how they were resolved. One teacher remembered:

Problems were not ignored...Janey never pushed things under the rug...[there
were] mechanisms in place to work through difficulties and issues...Janey
worked with teams to resolve issues [with the] goal to have respect for each
other and work together as professionals.

Teachers who were personally involved in conflicts within teams talked about the
procedures Janey used to handle these situations. One teacher recalled:

| was teaching on a team, there were four of us, and there was one person who
pulled the other way, really hard. Janey brought in a counselor to work with us
to help us work through it...being divisive was not going to work. You had to
figure out a way to collaborate.

Another teacher involved in a team conflict remembered how it was resolved:

There was a time when I had a member on the team...that wasn’t supporting
[me]...I was feeling like I could do nothing right. But the other teammate could
never seem to do anything wrong, and | remember Janey pulling our team in
several times to try to work through those issues. It’s kind of like you agree to
disagree. You don’t have to be best friends, but you do have to respect each
other and you have to work together.

Multiple participants shared personal attributes and skills that Janey modeled
along with six roles she played as principal of the school (Appendix W). Participants
identified the following six roles: forward thinker, buffer, maverick, driving force,
guide, and visionary. As a forward thinker, Janey’s focus was looking ahead and to
help guide the direction in which the school was moving. One teacher shared:

We had a principal that always seemed to be in the know and ahead of the curve

because...she did such a great job of knowing what was coming down the pike

so we weren’t reacting to things. We were always proactive in getting

professional development and the skills that we needed to be able to handle the
next big thing or the next initiative that might be implemented by the district.
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Another teacher remembered, “We were learning about attachment disorder before
anybody else knew about attachment disorder. She had a handle on where things were
going.”

Two teachers shared ways they felt Janey modeled the role of a buffer.

Janey was a buffer between anguish and us...if there was something going on
with parents or somebody was upset, I don’t remember knowing about that kind
of stuff...and I remember when I had stuff going on with a parent [when | was
principal] and it was horrible, I asked her ‘Why didn’t I know about stuff like
this?” She said, “You didn’t need to know. You needed to focus on teaching.’

Another teacher described her experiences with Janey serving as a buffer after Richard
Lancaster retired and Dr. Arthur Base became the new superintendent. Leading with a
more directive, autocratic style, Janey returned from a district administrators’ meeting
and shared with the faculty, “I’m going to try and take a lot of pressure off of you
guys...this is not what [ want to do, this isn’t what I think we would do, but we’re going
to do it. This is what we have to do.”

One participant discussed the ways she felt Janey modeled being a maverick.

Janey was willing to go out of bounds to do what was best for kids...I think the
whole ideas about the open school. She felt like that whole environment, the
culture, the arts in education, and [progressive] teaching...And then my own
personal experience when Janey and | changed positions. She was now the
district elementary person and | was an elementary principal, and | wanted to
change the way we did report cards more to performance assessment. And
Janey was willing to work with me to be able to create that and get that
approved as a pilot through the district. She was willing for those maverick
kinds of ideas to be there.

Another participant described Janey as a driving force. This participant stated:

I was just really impressed with how much planning she did and how much
organization that she [did]...she seemed to study everything. I mean very little
just seemed to happen...she was the first person that [ saw being a principal that
looked like what I thought it should look like.

Another participant remembered Janey as a driving force in the following way:
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I never saw Janey struggle...she never exhibited any fear or lack of confidence
in the areas where we felt we were going to work in the school...she always
seemed to know what to do...she had a presence and brought such wonderful
energy in.

One participant recalled Janey serving as a guide when change initiatives were
being implemented. The participant said that “even though some of us didn’t really
know how to do what she wanted us to do, she guided us in that.” Another participant
remembered Janey guiding the faculty when working on building consensus when
making decisions or solving problems. “She always was able to [support] the way the
group decided, [and] that’s the way we’d go.”

Two participants remembered Janey’s modeling as a visionary. One teacher
stated, “[Janey provided] such strong modeling and she was so insightful and so
articulate . . . such a visionary.” Another teacher remembered: “The most tremendous
thing that | saw modeled at Eastside was propelling others forward...providing a
vision...stepping aside and watching and listening, supporting others mov[ing]
forward.”

Janey’s leadership modeled the importance of building caring, nurturing
relationships with all members of the community and provided the foundation upon
which trust and respect among community members evolved and thrived. Teachers
learned powerful leadership lessons by observing her in action with teachers, faculty,
students, parents, and community members. Her support and encouragement of
individual teachers and the whole faculty was an empowering influence and contributed
to the generative nature of the schooling enterprise at Eastside. Her embrace of

demaocratic practices through collaborative processes provided multiple opportunities
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for collective engagement in building an authentic commitment to the shared vision and
mission of the school and ownership in leading the direction of the school.
Enriched Innovative Culture

This section uses teachers’ perspectives to discuss findings related to school
culture and how Eastside had an enriched, innovative culture. Deal and Kennedy
(1982) remind us that a school’s culture is the way we do business, and in this section |
describe Eastside’s environment and how schooling was enacted there. 1 also describe
the ways in which the school culture impacted teachers personally and professionally.
Topics include sensory representation, 12 norms of a strong culture, the arts, and
innovative practices and programs.

Sensory representation

Several participants shared lived experiences represented through the senses.
They also shared remembrances of Eastside’s culture and how the school looked,
observations of interactions between students and teachers, and overall impressions of
how they felt being at Eastside.

On visiting the school for the first time, the music teacher recalled:

There was a healthiness. | just remember the lights and the colors and the

warmness...you’d come to that beautiful caboose, and you’d see all those

pillows...this is just Disneyland! It’s eye candy for whoever walks through

these doors. There’s not a messiness to it. There is a celebratory feeling and

that wasn’t in décor, it was cultural...the feeling tone in the building was off the
charts!

Another participant shared, “You walk into that school, and you just felt...the greatest
energy and...excitement...everybody had a good attitude.” Another teacher recalled

that “it was an open school...they had a train in there and they had a gazebo and they
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had growing plants and...it didn’t look like school...I’d never been in a school like that.
The counselor shared:

I love[d] the school, | saw how good the school was, | saw how hard everybody

worked, I saw how enthusiastic everybody was, I saw a positive climate...that

was the original poster [child] for positive climate! People wanted to be there,
people wanted to be teaching there, people wanted to learn and improve...it was

a young, energetic, enthusiastic group of people.

Teachers experienced the school’s culture as positive, inviting, and welcoming,
and community members demonstrated caring relationships toward each other. Energy
and excitement were palpable and permeated the environment at Eastside. The culture
supported and encouraged learning by faculty and by students, which was celebrated
and nurtured in the school.

Twelve norms of a strong culture

Janey and the faculty studied Saphier and King’s (1985) 12 norms of a strong
culture and identified strengths and weaknesses, setting goals in weak areas. These
goals became targets for school improvement, and site committees developed action
plans with annual reviews of progress. These norms will serve here as the framework to
report findings of the school culture from the teachers’ perspectives.

Collegiality is developed through working collaboratively in a trusting and
supportive environment in teams and as faculty members. Learning was key for adults
and for children, and intentionality and focus were placed as highly important aspects of
continuous learning for all. The open-space environment allowed teachers to observe
colleagues working with students, which provided multiple opportunities for reflective
conversations focused on teaching and learning. Many teachers talked about how their

teams worked together and discussed the support and encouragement they experienced

from each other. One teacher expressed this in the following manner: “There was a
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really nice camaraderie among the staff.” Another teacher remembered, “I felt the team
was extremely supportive and always very open and willing to help out in whatever way
they could.” Another teacher shared the following:
Culture...is developed by the people you work alongside. To be able to trust
and work collaboratively with them. Think differently because that’s what
makes the system grow...it has to be one of trustworthiness, it has to be one of
collegiality, cooperation, embracing different schools of thought, and being able

to grow with people [who] trust you to grow to be you...they accepted me for
who I was and what I could bring to the team...I loved my team for trusting me!

Another teacher recalled that:
The principal wanted the teachers’ desks together, so all teachers had their desks
together...and that was for that camaraderie and so when you’re together, you’re
talking about school, you’re interacting about students. So, I have an issue or

problem, and I might turn to someone sitting next to me...to share...I learned so
much from them.

Janey modeled experimentation, and it was wholeheartedly embraced by
individual teachers, teams, and the faculty as an opportunity to grow as educators.
Faculty were encouraged and supported to try new things, which meant sometimes
things didn’t always work, but the value of the learning that took place was critical to
growing as a teacher. One participant remembered, “If somebody did make a mistake,
you talked about it and then you went on and did better the next time.” Another
participant shared, “We could always take risks, but we did some amazing projects and
activities where there was phenomenal student learning.” Another participant recalled,
“We were all encouraged to try to blossom on our own. We branched out ourselves
trying new things.”

Janey started an April Fool’s Day tradition which required the faculty to teach
lessons during the day using feathers one year and marshmallows another year. A

teacher remembered this experience when she taught with marshmallows:
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Janey would say ‘OK, here [are] your marshmallows’...We would go back and
use our brains, creative brains, to come up with, ‘How can I use these
marshmallows in my next lesson?’ and then write a lesson plan, putitin a
[notebook], and it [became] the property of everybody. Everybody gets a lesson
plan using marshmallows at different levels...did the children remember that
day that we threw marshmallows into a whatever and counted them and
multiplied them?...Yes, they did!

High expectations permeated everything that happened at Eastside. Janey and

the teachers expected everyone to bring their best to work with students each day and,

in turn, teachers expected students to do the same. One teacher shared, “We were a

group...our expectations of ourselves and of our teammates were really high. Nobody

could slack without other people knowing it...because we knew what we were supposed

to be doing. A shared vision. That’s what it is.” Another teacher remembered the

following:

The culture is just one that you have these high expectations of what we’re
going to do and you just believe that everybody’s valued. And everybody is
worth going the extra [mile] to make sure they get what they need. We did it in
creative ways and we were supportive...we were provided the resources that we
needed, the encouragement. And so it’s just a culture where pulling together,
collaboration, [and] love [were] just so inspiring [and] positive.

Trust and confidence developed through strong personal and professional

relationships between Janey and the faculty collaboratively engaged in the schooling

enterprise at Eastside. Participants shared that Janey modeled this norm with individual

teachers, teams, and the whole faculty and the teachers did also. One teacher recalled:

There’s always the expectation that we could all do the job and we could do it
well...it was just a culture that obviously Janey created that showed that
appreciation for people’s abilities and trust and willingness to let them step out
and take a leadership role.

Another teacher remembered her experience in building confidence to become a

presenter. She stated:
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First was the confidence to get up in front of my peers who | adored because
they all seemed so smart to me...We were only smart because we encouraged
each other. That was the first step to be able to get up in front of my peers.
Then, to go and work as a leader, as a presenter, for the community of Adams
Public Schools.

New teachers joined the faculty as equal partners and were embraced with trust and
confidence to bring their best to their work in the school. One teacher recalled how she
felt as a beginning teacher. She said:

We [had] all those opportunities to work with each other. And the different staff

allowed you to voice input and [I] didn’t feel like I was a new teacher. You

didn’t have much to offer...so everybody was very encouraging...I’m one of
those people that [is really] willing to learn, and | wanted to take it all in. | was
such a sponge to the environment, Janey’s communication skills, her personal
skills, her organizational skills, her innovation, totally committed to students.

And the teams did the same thing.

Tangible support includes how teachers are supported and encouraged to grow
and develop as educators. Previous sections and chapters identified the ways in which
support was experienced in the school community and these ways will be further
explored in the upcoming section, building teaching and leadership capacities.

Reaching out to the knowledge bases requires teachers and administrators to be
active learners, to be engaged in professional development, and to be reading research.
Learning was crucial at Eastside, and this required everyone to build collective
understandings of exemplary pedagogical practices and to bridge theory to classroom
practice. One participant shared:

Because of the things we were doing at Eastside there was always an interest in

reading about what was current...we had the books...I can still remember

holding Piaget’s book and talking about the stages of conservation and how that

applied to our kids. So there was really theory to practice in a way that I think is
not typical.

Another teacher remembered a conversation she had with Janey when asked to become

a member of the K-1 team. Janey told her:
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I need somebody who knows...the preoperational and the concrete operational
levels of Piaget development...we don’t have anybody that’s grounded in that
child development for the K-1 team and | need that grounding in the team.

She remembered piloting SCIS lessons “handwritten on yellow legal tablets” and
meeting with a professor from the research university located in the same community as
the case at weekly team meetings to provide feedback. She shared, “I was grounded
developmentally through theory but not through practice.”

Expectations of faculty embracing a strong commitment to inquiry and
constructivist perspectives were shared with new teachers in the letter sent to them prior
to a school year starting (Appendix O).

We believe that education provides an opportunity for children to build

intellectual structures. These structures for elementary students are built by

concrete experiences presented in a learning cycle which allows the child to add

to existing structures in a way that the acquired knowledge is understood and
usable. Each individual teacher strives to provide such learning experiences.

For teachers to build common understandings of constructivist perspectives required
continuous collaborative discourse focused on teaching and learning. One teacher
remembered “we had to know this stuff...we had to understand it...and Janey modeled
it for us.” Additional ways in which Janey and the faculty built collective
understandings of pedagogical practices and bridged theory to practice are reported in
the innovative practices and building teaching capacities sections in this chapter.

Janey modeled appreciation and recognition, and it was embraced by the faculty
in building strong personal and professional relationships and in supporting individual
and collective work at the school. Janey’s modeling of this norm, described in Chapter
Five, provided a strong example for teachers to emulate and to then model with
colleagues. One participant remembered that “modeling by Janey and the other

teachers was probably the greatest influence. Just made you realize that you could do
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that too, and people trusted your abilities to do that and appreciated it and encouraged
you.”

Faculty meetings were a venue where teams, departments, and faculty members
were recognized for contributions made in the school, in the district, and in the
community at large. Faculty and students were recognized at the daily assembly (GME)
for significant contributions to the school community and for excellence in leadership
and achievement in a wide variety of areas (e.g. academics, attendance, athletics, arts,
community organizations). Newsletters and other forms of parent communication
recognized parent contributions to the school and acknowledged appreciation for their
work and support.

Caring, celebration, and humor were woven into the fabric of everything that
happened at the school. An ethic of care (Noddings, 1993; Noddings, 2013) was the
foundation on which relationships were built. There was intentionality and there was
focus on exemplary practice and the impact it had on students’ potentials. All this
nurtured a culture that provided generative and empowering experiences for students
and adults and supported the school community.

Celebrations of learning and good citizenship happened daily in classrooms with
teachers identifying students who worked hard and who made progress toward learning
goals. Students with perfect attendance were celebrated in GME on a quarterly basis.
Students initiated announcements of scores in athletic games and accomplishments in
organizations (e.g. Boy Scouts, Girl Scouts). Students who excelled in arts activities

were recognized, and many performed musical and vocal selections at GME.
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Celebrations were important to the faculty also. Birthdays, Friday happy hours,
Christmas, end-of-year parties, the end-of-year skit, and lake trips were times when
faculty celebrated friendships. One teacher shared, “We had parties...we had fun.”
Faculty meetings and GME were all venues where professional and school
accomplishments were shared. A generative, empowering culture focused on learning
required celebrations of learning and achievements of goals to be shared with the
collective which provided a springboard for future growth and development.

During initial interviews, Janey often shared with prospective teachers that a
sense of humor was required to teach at Eastside. This played out constantly in the
ways that teachers interacted with students, with parents, and with each other. Many
participants remembered how much fun they had working together at the school. One
teacher recalled:

We worked hard. We had fun too. We had a lot of fun! It was still focused on

kids. It was really focused on letting the Kids be a part of something positive

and learning from that and what their strengths were...they could take it in about
any direction.

Involvement in decision making was an important element of democratic
practices that were enacted at the school. Janey trusted teams and the faculty to make
decisions that were in the best interest of students, and she provided many opportunities
for them to make decisions which she supported. The collaborative processes involved
in making team and faculty decisions have been discussed in previous sections of this
chapter.

Protection of what’s important means an intentional focus on protecting

students’ learning time. All decisions revolved around this as a top priority and what
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was in the best interest of students. Janey and the faculty were guided by core values
and beliefs, acting in congruence with the school’s foundations.

The core values and beliefs held by the school community were visible through
traditions. GME, grade-level programs, Student Council, weekly faculty and team
meetings, and faculty celebrations began during the first year and continued throughout
Janey’s principalship. An annual family picnic and school carnival began during the
early years and also continued. A faculty Special Events Committee planned school-
wide celebrations of learning which began with a Science Fair one year followed by the
Olympics the following year. The Olympics then occurred every four years after that.
End-of-the-year discussions involved a review of traditions in place and making
decisions about changes that needed to be made to make traditions better or drop them
all together. Traditions that were chosen to be carried forward were then placed on next
year’s calendar. This reflective process happened each year in planning the next school
year.

Janey’s expectation from the very beginning was honest, open communication
among everyone involved in the school. This required teachers to build common
understandings of communication protocols that supported active listening and
validation of diverse points of view. This included holding each other accountable to
model these protocols and to allow all voices to engage in problem-solving and
decision-making and to be accepted as valuable and as a contributor to the collective.
All in all, honest, open communication provided an important foundation for the

community to grow and to evolve.
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The faculty understood the 12 norms and worked tirelessly to embed them in the
everyday enactment of schooling at Eastside. Understanding the fact that people thrive
in a strong culture, intentionality and focus were placed on creating an exemplary
learning environment for both students and teachers. These norms grew and evolved
throughout Janey’s principalship and provided an enriched context for teaching and
learning at the school.

The arts

When Eastside became one of six arts-in-education (AIE) demonstration schools
in the state in 1976, Janey remembered the “arts took over.” The teachers who
personally experienced this initiative discussed the impact of the arts and elements of
the initiative that were significant in the learning experiences of both teachers and
students. GME, Looking at Art, grade-level programs, and Artists in Residence (AIR)
were traditions that displayed the value of the arts and the importance of them to the
community.

One teacher shared the significance of GME to the school’s culture:

| think a big part of that school culture revolved around GME...it was my

favorite part of the day because of everything that it represented. . .it mirrored

everything that was special...we came together every morning as a school, as a

faculty, with our kids, parents could be there...information that we need[ed] to

know [was] shared...special events...birthdays...and then the music piece just
mirrored and emphasized what we were trying to do in our classrooms and
school...we’re singing those lyrics, and we’re internalizing a lot of what we

sang about...it was a perfect forum for those celebrations and significant life
experiences that happened to us.

She also remembered “this was protected time...it was so valued.” Another teacher
recalled, “We had GME from the first day which [brought] everybody together and it
was such a wonderful way to begin the school day.” This teacher also remembered that

“there was an interest in teachers performing at GME, and one day | sang!”
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Student Council representatives had a variety of responsibilities at GME (e.g.
reading announcements, technical support, holding signs for grade-level dismissal).
One teacher shared, “GME expanded through the efforts of our music teacher to be a
student-led and student-created enrichment opportunity, appreciated by everyone.”

Looking at Art, a program developed by a site AIE committee, provided an
opportunity to learn about and to develop appreciation for great works of art done by
masters. Spearheaded by a participant who took her young son to Washington, D.C. on
family vacations and visited museums located there, she recalled:

We’d go to the art museums. The paintings were just so beautiful and you’d

hear about Picasso or Renoir or Matisse, and you were right there looking at it.

And I thought.. kids need to experience this. They need to know about
art...they need to do art...they need to experience it.

Looking at Art, a ten-minute presentation in GME done by a member of the AIE
Committee, highlighted works of an particular artist using color transparencies shown
using an overhead projector. Different works by the same artist would be shown for
two presentations a week for five to six weeks. A retrospective was presented as a
culmination of the focus of a particular artist before selecting a different artist. Many
teachers chose to teach art lessons to their students focusing on art elements they
learned about through this program. Once this program began, it became a traditional
part of GME.

Grade-level programs were a collaborative project planned by the music teacher
and by grade-level teams and performed by students once a year. The music teacher
recalled several details about the planning process, sharing the following:

We knew that [if] a program would be in February, the dialogue started in

October...I loved the collaboration...I learned a lot about timing. | learned a lot

about listening. I learned a lot about strategizing rehearsal time over a long
period of time and not carrying the weight of the program on my shoulders.
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She also shared fond memories of a particular kindergarten program. She recalled:

| think my favorite and most memorable was a kindergarten program because
they were so little and they were so young. I just kept thinking, ‘How are we
going to herd them? How do you even take 60 five-year-olds and get them to do
one thing at the same time?” And I just remember the kindergarten teachers
saying ‘Well, you really don’t! This is about them celebrating all that is good
about being five.” That’s kind of where we went. We looked at all the things
great about being five. And that was the theme.

Another participant shared the following:
[Grade-level programs] brought teams together...the programs we had in
transition where we partnered with an older grade level and we had that cross
grade level connection, | thought those were some of our best programs and
provided some of the most powerful learning experiences for the kids...they

were just as important of a learning experience as the actual curriculum that we
might be trying to teach in the classroom.

The AIR program provided opportunities for artists to work with students during
contracted residencies ranging from two to six weeks in length. The AIE Committee
planned the residency with the artist, set up the area where classes were held, and
developed a class schedule. One teacher recalled, “I think I was the first person to
schedule around the teachers’ planning periods...and that seemed to work well and be
much appreciated by the teachers” because teachers attended classes with their students.
Another feature of each residency was a faculty workshop presented by the artist.
Teachers learned alongside artists, creating capacities that supported teachers’ arts and
arts integration instruction in classrooms. Another teacher remembered an important
goal of the AIE Committee in long-range planning of residencies:

We looked for all the five [art] forms that we were really trying to

incorporate...so by the time the kids got out of there, K-5, they had great

exposure to all kinds of those five art forms in many different ways because it
carried over [in the classroom] what the AIR was doing.

Like art, music was a critical component of the learning experiences at the
school. One teacher remembered, “We’re here to educate the whole child...that’s why
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music was so important there because it helped kids be well rounded.” The music

teacher recalled:
| remember being introduced as the arts specialist in an arts education school
and that carried with it certain responsibilities...in an AIE school, the position of
music teacher was deemed more important than somebody who was covering
planning time.
One teacher remembered that
It was an arts-in-education school...and it was really neat but also kind of
intimidating in some ways as we were growing through the arts. 1 could always
feel it and be part of it as far as with the kids because | totally am into what art

opens up for a child and what the opportunities give [to] the children. It also
shows ways [in which] children are gifted.

Another teacher recalled the impact of the arts on students’ learning. This teacher
stated, “You have children that learned important concepts because they were taught in
a different way by using the arts.” Another teacher shared the personal impact the
school and the arts had on him. He said that:
It was so uniquely different...the open school concept but also the interaction
between the kids and teachers, the kids and the kids, the music, the arts...all [of]

that was such an enriching experience for myself! | think I learned more those
few years than I ever had, maybe life itself!

The lived experiences of adults and children at Eastside were significantly
impacted by the arts-in-education initiative embraced at the school. An aesthetic
context highlighted the importance of exploring creative potentials and developing
imaginations and possibilities. Sharing collective engagement in this enriching context
provided multi-dimensional opportunities for learning and growth to take place.

Innovative practices

The norms of experimentation and reaching out to the knowledge bases were
well established at Eastside and encouraged and supported the faculty when
implementing innovative practices and programs. Young and energetic educators with
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a shared commitment to bring their best to work with their students created a synergistic
enthusiasm for risk taking and trying new ideas. The arts initiative contributed
significantly to understandings of the ways in which creativity and imagination
influenced teachers’ thinking and their classroom practices. Teachers were challenged
to learn how to integrate the arts in all content areas and how to provide
multidisciplinary lessons that upheld the integrity of both the content area and the arts.
They rose to the challenge.

The school’s focus on learning required Janey and the teachers to read research
and bring articles and books to share with colleagues. One teacher shared that “because
of the things we were doing at Eastside there was always an interest in reading what
was current.” The impact of professional development experienced inside and outside
of the school continued to provide a dynamic flow of ideas for energetic exchange and
consideration. Several participants remembered the impact on them personally from the
constant new learning experienced at the school. One remembered the learning focus
at the school in the following way: “Always realizing how far ahead. We were always
light years ahead!” Another shared, “I knew things that many other people did not
know.” Another recalled, “[I remember] how much ahead | was in terms of skills...just
effectiveness in the classroom.”

One participant remembered the faculty were “known as being innovators,
progressive.” Another participant recalled, “[We were] kind of on the cutting edge of
education.” Another participant shared, “[There was] always this willingness to try new
things, adventures to look forward to, try materials, [and] try experiences...[we] were

receptive to thinking differently.”
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Founding faculty members recalled that the grade-level configurations (e.g. K-1,
2-3. 4-5) were different from any other school in the district. A reading program
implemented during the first year was called The Fountain Valley Teacher Support
System in Reading (Zweig Associates, 1972), and several participants remembered
using it with their students. One teacher remembered, “You assess...every little skill
that they don’t have and then you...teach that particular skill...individually or [in] small
groups.” Two other examples of innovative literacy programs are reported in the
Building Teaching Capacities section.

Two participants recalled working with students who were ability grouped in
reading and mathematics. One 4-5 teacher remembered working with a group of
students in mathematics who had not mastered subtraction facts. His team clearly
communicated that the students would work with him “until they can master 80
percent...[when they] made 80-85 percent on two assessments in a row, [they moved]
to multiplication.” He questioned his team about this practice and they responded,
“You just focus on those kids and we’ll work all this other stuff and make it work.” He
had tremendous success with students learning their subtraction facts and moving into a
group working on multiplication facts.

He also recalled working with his language arts students. “We did whole
language before there was whole language...we had journals before people knew about
journals...the whole school was set up...to educate the whole child.” Another teacher,
who taught 2-3, remembered working with a lower group of students and said, “I
learned how to work with kids who did struggle academically and | was learning how to

teach and work with kids at that age level.”
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In the early years, Janey remembered the intense discussions she and the faculty
had related to ability grouping students and research not supporting this practice. In the
Modeling Leadership section in Chapter Five, a description of the process that took
place moving from homogeneous to heterogeneous grouping is described. This change
was implemented in the fall of the 1978-79 school year.

A program, Afternoon Adventures, was created to provide enriched learning
opportunities for both teachers and students. Teachers selected an interest area,
presented it to the students who ranked their choices, and groups were developed based
on students’ choices. Groups met for six to eight weeks, once a week. Several
participants remembered, “[We did] yoga, played the guitar, built a buddy burner and
held a sleepover at school, [and] clowned around.” One teacher recalled:

I remember all of us looking for a talent. That was quite fun so...when you are

so young and you don’t realize those huge lifelong values that has for these kids

at an early age...teachers modeling that to explore their own [interest] in a safe
non-threatening [environment]...just to see that learning is fun.

One teacher remembered attending the sleepovers at school and the children cooking
breakfast on the buddy burners. Another teacher remembered that it was always
important to the faculty that “learning and fun blurred” and that the faculty worked hard
to create experiences in which this happened.

Another program, Special Friends, paired a K-1 class with a 4-5 class, once a
week, and provided a planning period for the K-1 team. The 4-5 teachers planned
activities that built relationships and learning support between older and younger
students. Often, older students read stories to the younger students in pairs or served as

a scribe for stories the younger students dictated.
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Deal and Kennedy’s (1982) research reminds us that a school’s culture is the
way we do business. This section describes the ways in which Eastside developed an
enriching and innovative culture in which schooling was enacted. Several participants
shared the ways in which the culture impacted them personally and professionally. One
teacher recalled that “it surrounded, it nurtured, it enhanced, it gave me...a safety net.”

Clearly, the culture at Eastside was enriched and innovative. It was also
generative because of how deeply embedded the 12 norms were and how the arts
impacted learning and the lived experiences of everyone in the community. The
confluence of beliefs and a creative and empowering environment provided a culture
that a participant described in the following way: “everybody’s involved, everybody’s
learning, everybody’s growing, and everybody’s sharing.”

Building Teaching and Leadership Capacities

A school’s focus on learning for all requires that students as well as adults are
constantly growing and developing. This requires teachers to continuously build
pedagogical capacities and deeper understandings of the bridge between theory and
instructional practices. Eastside’s belief in democratic practices provided multiple
opportunities for teachers to share leadership with Janey. This section focuses on the
methods by which teachers developed teaching and leadership capacities through
mentoring and coaching by the principal, colleagues, and others outside the school.
This section also focuses on additional ways teachers built teaching and leadership

capacities and the impact of professional development on their growth as educators.
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Mentoring and coaching with the principal

All participants shared ways in which they were mentored and coached by
Janey. The ways Janey modeled building strong relationships with others, teaching
with students and teachers, visibility in the school and classrooms, and resolving
conflicts provided powerful examples for teachers. All participants shared that Janey’s
modeling was one of the most important contributors to their development of teaching
and leadership capacities. Conversations with individual teachers focused on personal
issues, classroom instruction, school-wide responsibilities, and career trajectory, and
they provided encouragement and support for growth and development.

Many participants shared stories of how Janey mentored and coached them
individually. One teacher described Janey’s coaching with him:

She coached us really well just by talking to us or...if we stumbled, she’d walk

us through and help us...when she engaged in conversation with you, you

clearly knew you were the only person in the world...and the questions...her

questions were never limiting, they were always expanding. They seemed to
push buttons in a constructive way.

Another teacher remembered the questions Janey asked him during his post observation
conference. He stated the following:

Janey would always ask a question that I didn’t expect...they were legitimate
questions, but it was just kind of ‘Oh, I never thought of that!” It really stretched
me in thinking about my teaching and being reflective about my teaching...she
always knew how to question you to where you would do some reflective
thinking about what was going on in the classroom, what the lesson was about,
why you did this or why you did that.

The music teacher shared her experiences with Janey questioning things she wanted to
do. She said:
She always supported me unless | had some lame brain idea, and then she would

say, ‘You know, I think you better rethink that’...she was an excellent
barometer without shooting down my ideas. She would say, ‘Now hold on.
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What’s this for? What’s going to happen?...What’s going to be the benefit?’
She had me think deeper, which | appreciated.

Another participant recalled questions Janey asked her related to something she had
observed in her class when she was a first-year teacher. This teacher shared the

following:

I would sometimes do some stupid things as a first-year teacher...but I was
constantly trying new things because everybody else was. And Janey would
come around, and I remember one time she said, ‘Now, tell me why you’re
doing that.” She never said, ‘Don’t do this,” and she never said, ‘That’s a bad
decision.” Just, ‘Can you explain more to me about this?” Obviously, you know
to think about it twice and really decide if it is the right thing to do, but [I was]
never reprimanded for anything | ever did. That was out of the question. It was
all part of a growing and learning experience. So, failure was seen as a way of
learning.

One teacher recalled how Janey encouraged and supported her individually. This

teacher shared:

Janey is one of those people [that is] not in it for themselves. [She was] in it to
grow you. How can I help you grow? How can | make you feel successful?
What can we do that will help people see what you can do?

Another participant shared the support she received from Janey in her development as
an educator. She recalled that

| think that once | knew that | knew I was encouraged to pursue whatever ideals
I might have...Planning has always been a real important part of preparing for
our students. | learned to plan. | learned to use research in my planning. |
learned to use the materials that were available...My principal encouraged me to
research [my] ideas, [my] thoughts...you have to have the research behind an
idea and I think that’s why I hold my principal in such high esteem because she
just didn’t go by the strengths of her beliefs, it was the strengths of her beliefs
backed up by research and data...just to be encouraged that what | was doing,
that I was on the right path based on research and data and what was right for
the kids. I think that’s the most important thing because it helped build my
confidence.

One of the participants, a beginning music teacher, did not have a teaching team

and her stories of beginning her first year of teaching are unique compared to other
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teachers. She was the only music teacher in the school, and she described setting up
her music program in an elementary school as follows:

I had done my student teaching in a secondary setting and didn’t know what a
quality elementary music program even looked like. I’d never been in an
elementary music classroom. 1 did not have a vision at all of what my classroom
could, should, and would be...everything I felt that I did was out of pure
desperation.

Without a team, she relied on Janey for support, encouragement, problem-solving, and
ideas to deal with the situations that presented themselves throughout her first year of

teaching. She also remembered the struggles during her first year and the ways Janey

encouraged and supported her.

| felt like I wasn’t good in terms of managing the classroom. I was bewildered.
| did not have a firm grip on what | was supposed to teach and how | was
supposed to deliver it...When I met with Janey and told her, ‘I’m not teaching
well. I don’t have control over my students,” she would say “Now, that’s not
entirely true. Here’s what I’'m seeing. I’m seeing kids who are happy to go to
music class...they like you because you like them!...You have a lot of
enthusiasm and a lot of excitement about music, and that’s contagious. You’re
just a little bit willy nilly in how you’re choosing to...teach it, but there’s no
lacking that you bring a lot of enthusiasm to it.’

This teacher remembered multiple conversations similar to the above scenario during
her first year with Janey. When asked about the ways in which Janey’s support and
encouragement impacted her, she responded:

She gave me a vision that I did not have. She provided me a glimpse of the kind

of teacher | wanted to be. Not because she wanted me to be someone different,
but because she wanted to help me realize who | was and she provided that.

Another teacher remembered how Janey supported her when she was dealing with a
discipline issue in her classroom. The student became unruly during class, and in the
process of dealing with the situation, the student accused her of hurting him. He was
taken to the office, and the teacher remembered the meeting she had with Janey
regarding the issue:
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I’m going to be in trouble! This looks bad but I’ve done nothing...I remember
Janey laughing and just [saying], ‘Of course you didn’t hurt him!” She was

always behind you, always! She knew us, and she just was always supportive.
From that day on, | knew the value of showing teachers that you support them.

Several participants recalled that Janey encouraged them to think about becoming
principals. One remembered a conversation they had during a post observation
conference:
She said to me, ‘[Have you] ever thought about being a principal?’ And I said,
‘Not really.” And she said, ‘Well, I think you need to think about that.” And
that was the beginning of planting that seed in me personally that maybe that
was something that | needed to start thinking about and start looking at.
Another participant recalled, “Janey knew people well and she would push you in the
direction that she felt like was the right one for you.” This played out with the
participant personally when she was being interviewed for the Danforth Program. After
her interview, Janey came to see her and said, ‘OK, you really impressed everybody and
you need to really work hard for this next part.” And I said, ‘Oh, goodness, I hope I
want this.” And she looked at me and said, ‘You do and you will do this!””
Another teacher felt that Janey pushed him in some ways too.
Janey pushed me...just being supportive, encouraging teachers to step out of
that comfort zone and take on a task they might not have thought themselves
capable of or maybe even willing to do...she asked me to do things that were
way out of my comfort zone. I didn’t think I could handle [them], and I'm sure
some [of them] didn’t do that well...but I felt like it was a great growth
experience for me because it wasn’t something I would have normally
challenged myself to do.
Another teacher remembered a conversation that she had with Janey that she described
as the most important thing Janey did to support her development as an educator. The
teacher recalled:
I had bad classroom management...the whole control thing was my most
difficult thing, and Janey knew that and she could see that...the most truthful

thing she ever did for me was to ask me...’ I just want to know why are you
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yelling at the kids?’ Because it made me realize I didn’t need to be there
anymore. It was OK...I knew it, but I couldn’t bring myself to say I couldn’t do
this anymore...for me, it was the truthfulness whether it was good, bad, or ugly.

This teacher left Eastside and taught one more year in a rural elementary school in the
same state, and after completing that year, realized that she needed to make a career
change and left teaching with 17 years of classroom experience.

After leaving the state in which the case is located, she earned two Masters’
degrees, one in Special Education and one in Educational Administration. She worked
as an aide, diagnostician, and Special Education Director in three small rural districts in
two Southwestern states. She retired with an additional 17.5 years of special education
experience.

Janey modeled the importance of belonging to professional organizations and
shared her expectation that teachers also become members of professional
organizations. She attended conferences, both locally and nationally, and she
encouraged teachers to look for these same opportunities. One teacher recalled, “Janey
encouraged us to join Phi Delta Kappa.” Several teachers remembered joining
professional organizations that supported content areas they were teaching. Teachers
remembered attending Confratute, an institute focused on school-wide enrichment often
attended by gifted teachers. They also remembered attending National Council of
Teachers of Mathematics (NCTM) conferences. The music teacher remembered a
conversation Janey had with her sometime during her first year. She shared:

Janey came to me...and said, ‘Now, have you connected with the Music

Education Association?’ [I said], ‘No.” ‘OK, well now here’s how you do this.

Have you connected with the Music Educators National Conference?’ [I said],

‘No.” “Alright, here’s how you do this. And there’s a conference in Miami
Beach, and we’re going to it.” And we went. Janey went with me.
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Two participants remembered how Janey supported them in situations involving the
Adams district. When the music teacher made arrangements to have the cast of
“Annie” visit the school, she talked directly with the arts editor of the regional
newspaper. When the Central Office of the Adams district found out that she had not
contacted them prior to contacting the paper, someone from the Central Office called
her and “reamed her out.” She shared, “Janey stood right behind me and just shook her
head and said ‘you did the right thing! You have our full support, 100 percent!””
Another teacher remembered a situation when she had taken a few years off to have a
baby and wanted to come back to teach at Eastside. She recalled:

I left twice. And when | wanted to come back the second time, the Assistant

Superintendent in charge of hiring told Janey [that] | was not a loyal employee

and I shouldn’t be rehired because I left twice. Janey defended me and rehired
me.

Janey served as an important mentor and coach for all participants, and they felt
her impact on them was one of the most important contributions to their development of
teaching and leadership capacities and to their career trajectories. Her modeling of
reflective questioning, her personal support, and her encouragement helped teachers
build confidence and capacities which helped them grow as educators. As teachers
began considering career moves, her guidance and endorsement propelled them forward
to leadership opportunities in other settings.

Mentoring and coaching with colleagues

Teachers at Eastside developed strong personal and professional relationships
working together in an open school in an enriched and innovative culture. The 12
norms flourished in this environment, and many of the ways in which the teachers

mentored and coached each other are described in the previous section. Additional
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ways that mentoring and coaching with colleagues happened at the school are reported
in this section and in subsequent sections.

There was continuous support and encouragement among teachers, and this was
the currency for mentoring and coaching to take place at the school. There were daily
opportunities for teachers, with desks together, to ask questions, to give feedback, or to
process situations that came up. “We were sitting together talking about school,
interacting about students.” The open school provided daily opportunities for teachers
to watch teammates teach and planning periods, four days a week, were often used to
have conversations with each other focused on discipline, curriculum, and instruction.
Team members who taught the same content area would often use this time to meet and
discuss topics specific to their content area. Once a week team meetings were focused
on topics identified by the group or Janey and provided opportunities to collaborate on
problems or decisions brought forward by individuals, the team, or the faculty.

One participant remembered “We met every morning and every afternoon” to
learn from each other and to be able to contribute to the work of the group. Janey
shared, “We worked on weekends. Sunday afternoons we would find that building
almost full. But there was never an expectation that you would do that except the
culture itself developed it.” Teachers embraced the beliefs, values, and norms of the
school and were actively engaged in building individual capacities to contribute to the
collective work of the faculty.

One participant remembered teachers were “sparring academically” and engaged
in discourse to create deeper understandings of teaching and learning and how to apply

these understandings at an exemplary level. One teacher recalled peer coaching with
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several colleagues as well as meaningful reflective discourse that ensued following
classroom observations.

Team meetings and faculty meetings provided venues for community members
to come together to support teaching and learning. One teacher remembered that team
meetings were a mixture of “collaborative sharing of teaching methods, different ways
of reaching kids, new ways of trying things, [and] inquiry science.” Two other
participants shared stories about their remembrances of faculty meetings. One teacher
shared, “Time was made for us to get down to talking about what really mattered and
that was every Wednesday at Faculty Meeting, and everybody had an equal voice.”
Another teacher remembered, “We met all the time as a staff. | could hardly wait for
those meetings.”

Two teachers shared their mentoring stories. One involved a time when she was
encouraged by the current counselor to think about going into counseling. “[She] knew
my Master’s [Degree] was in Guidance and Counseling...and Linda (pseudonym) really
kind of encouraged me to use my certification...when she left, I was hired for that
position as counselor.” Another story involved a time when a new faculty member was
hired, and a current faculty member was asked to mentor him. “So Janey said, ‘Now
look, you learned a lot in your first year. This is his first year. You take him under
your wing so that at the end of the year he’s like you.””

Colleagues provided strong mentoring and coaching support for each other as
they collaboratively built teaching and leadership capacities. Close proximity in the
open environment, with desks together, provided daily opportunities for academic

sparring and reflective discourse to support the development of exemplary skills and

196



practices. Case evidence and analysis identify all participants shared a commitment to
excellence and a willingness to learn from others to be the best they could be.
Mentoring and coaching with others

Before participants took on new roles in PK-12 and higher education settings,
several remembered other people who served as mentors and coaches in their career
trajectories. Several teachers recalled teachers they student-taught with who were very
influential in their development as educators. One recalled how the school secretary
helped him his first year teaching at Eastside. He stated: “She was so nice to me. She
would say ‘Now, Dan (pseudonym), you better...” and [I responded], ‘OK, thank you. I
appreciate you telling me.” She took care of me!”

Another teacher remembered district leaders who were influential in her life and
in the lives of many others. She recalled the following:

There were many women in the district that [sic] were so strong. | mean we had

Nan (pseudonym), we had Janey, we had Emma (pseudonym), we had Ann

(pseudonym), we had Tricia (pseudonym), we had Joan (pseudonym)...people

that continued to learn and continued to grow...an incredible number of super
strong, smart women!

Teachers also recalled mentors and coaches that supported and encouraged them
after they left Eastside. Many former teachers were chosen as assistant principals and
several participants described their experiences. One remembered, “I had Lisa
(pseudonym). Awesome. She let me do everything. Great fun team.” The counselor at
Eastside spent several years as a district Special Education administrator before
becoming an elementary principal. She shared, “I had fabulous experience[s]...l was so
lucky.”

After leaving Eastside, several teachers pursued advanced degrees and

mentioned specific professors as well as many diverse experiences that supported their
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growth and development. Several teachers left the district and taught in other districts
or worked in leadership positions in a variety of organizations. Mentors and coaches in
these districts and in these organizations provided support and encouragement for each
of them to successfully navigate their career trajectory toward PK-12 administration and
higher education.

Thus, cooperating teachers provided formative mentoring and coaching for
participants before becoming Eastside faculty members. Eastside’s secretary was
remembered by one teacher as an important mentor to him when he was teaching at the
school. District leaders were mentioned by several participants as being important role
models and providing opportunities for leadership development in the Adams district.
Teachers mentioned college professors supporting them in their leadership development
in their principal preparation programs. Janey and many faculty members became
active in leadership roles in both the Adams district and community at large and were
important role models for others. One participant shared, “The more you lead, the more
confident you feel.” As a result, teachers’ confidence grew, which provided a
springboard to future leadership opportunities in PK-12 and higher education settings.
Additional ways that participants were supported in their leadership development are
reported in the building leadership capacities section in this chapter.

Building teaching capacities

The school’s foundations of Piagetian and Deweyian practices, which were
enacted in an engaging and innovative culture, focused on students’ learning and
experiencing exemplary teaching in every classroom. Faculty shared this commitment,

and they actively engaged in building knowledge and understanding of best practices.
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This section reports findings of the ways in which teachers at the school built these
capacities.
All participants remembered learning from colleagues. One teacher shared,
When you came into that school, it was a school made up of...very
accomplished master teachers...there was the capacity to learn from your

colleagues because you were surrounded by excellence...which was one of the
school’s strengths supported by Janey, and they hired well.

Another teacher remembered:
It was the first open school | ever experienced. | thought it was wonderful! |
could look over, and I could see the other teachers and what they were doing and
how they interacted with kids. To me that was as much education as anything.
Just watching all those great experienced teachers and learning from them.
Another teacher recalled:
| always had an opportunity at Eastside because of the way the building was
built and the philosophy and the culture of the school was that we all learned
from one another and openly shared ideas...ways different people disciplined
kids, how to do something better, question what they were doing and look at it

and say, ‘Is this working this year?’...we always looked at where we were and
what we needed to do differently and how we could get there.

Another teacher shared, “In an open school...people could see when you were
struggling and...you always felt so supported.”

Participants also remembered the diverse ways in which teams decided to teach
content areas. Science teachers knew that they would teach using inquiry. Participants
who taught literacy remembered that they planned “individualized instruction with
follow up time that matched assignments with individualized students’ needs.” One
participant who taught on the K-1 team remembered vividly how her team planned their
initial daily schedule. She chose to teach science, art, and literature with half of the
students (i.e. 40) in an enclosed area the size of two classrooms for an hour and a half

each day. At that time, the university professor who was a supportive professional
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colleague solicited science teachers’ help in piloting Science Curriculum Improvement
Study (SCIS) lessons and provide feedback to him. She taught the elements of art using
Caldecott books. The remaining three members of the K-1 team taught literacy to the
other half of the students. They would then exchange students. All teachers taught
mathematics using Math Their Way.

Another participant who taught K-1 literacy remembered:

I called my area Communications...I had conferences...twice a week with every

child, and they would read to me and go over the 220 list (i.e. Dolch sight

words) and a variety of other skills that | would have them do...I was setting up
stations...built a dollhouse that had an open back in it and every day there were
four new worksheets in it that were aligned with skills that reinforced the skills
that I worked with them in their conferences...we did sentence strips...and I had

a crumby chair, and kids would read on it.

Another participant, who taught literacy on the 4-5 team, remembered how she
planned her curriculum. She stated that

I had 38 students...because we level[ed] the students. We felt like those

students who were struggling needed the smaller classes and | had the students

[for whom] reading came much easier...my students weren’t [necessarily using]

the basil readers, and I had them reading independently...my job was for them

to love literature and...so they read real books. We had conferences over real
books and we did projects, and it was very involved but | was very dedicated.

[1] didn’t mind the long hours that it took because I thought it was so important

to do it that way.

Another teacher shared things that she learned while teaching at the school. She
said, “We learned about individualization, how to write units, how to look at
curriculum, how to self-pace, how to pace the kids, how to team teach...how to address
the needs of the gifted.” Several individual teachers were mentioned by multiple
participants as having helped them learn how to teach specific content areas. For

instance, one teacher stated, “I learned to teach science from Vera (pseudonym). |

learned to teach reading from Sara (pseudonym).”
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Several teachers talked about their team, the importance of the collegiality
among team members, and the collaborative nature of their work together. One teacher
shared:

| learned what it is to work together as a team and have a good time and enjoy

what you’re doing but keep it focused on students...we shared all kinds of

things and we’d talk about kids...we really tried to figure out why a student
wasn’t learning or what was going on.

Team meetings and faculty meetings provided multiple opportunities for
teachers to learn and practice communication skills, collaborative processes, and
democratic practices with colleagues. One participant recalled, “We learned about
democracy and decision-making, how to talk to people, communication skills, people
skills, “I messages,” and how to really listen to people and try to understand.” Another
participant remembered the faculty also learned “team planning, cohesiveness, and
[how to] rise to a very high level of expectations and expertise.”

Janey modeled the importance of research supporting practices at the school.
This required everyone to read research and share with colleagues. One teacher
recalled, “T had been able to read a lot of research because I had been encouraged to do
that.” Teachers shared research articles with team members and discussed them at team
meetings. Janey often brought articles to faculty meetings with groups engaging in
collaborative conversations to develop common understandings of the topic being
discussed and possible teaching implications to consider.

Eastside teachers worked hard to create exemplary learning environments in
every classroom in the school. Building deep and common understandings of theory
and pedagogy required investigating research and collaboratively designing curriculum

and instruction to replicate research findings with fidelity in practice. It was important
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to teaching teams to embrace individual teacher’s strengths to bring the best learning
opportunities to students. It was also important to individual teachers that they develop
their teaching responsibilities autonomously with trust, support, and encouragement
from their colleagues. Building teaching capacities individually and collectively were
shared commitments among the faculty.
Building leadership capacities

Democratic practices at Eastside embraced shared leadership, and all teachers
understood that actively participating in leadership opportunities was a community
expectation. New teachers joined other faculty in stepping up to leadership roles both
inside the school (e.g. teams and faculty) and outside the school (e.g. district,
community). This section will report findings of how teachers shared leadership at the
school.

One teacher recalled the experiences that most helped her build leadership. She
stated:

We were all expected to be leaders...we were expected to be leaders in our

classroom...those leadership skills that you can exhibit in a classroom are

probably not very different than you exhibit in any area. You take that

responsibility. You have that vision. You know expectations for students. You

know the background, you research that, and so | think the analogy of being a

good teacher and a good leader...not all leaders are administrators but they can
be teacher leaders.

She also remembered thinking about leadership at the school after leaving to become an
administrator at a technology center. She said the following about this experience:
I think I was one of many people and they really were all leaders, but I didn’t
realize it because...the environment [ was in [had] such strong individuals that

were all leaders...until I went somewhere else to see that’s not always the case.
| had opportunities at my own school to lead but also to lead within the district.
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Leadership opportunities within grade-level teams were also mentioned by
several teachers. One participant described the way her team worked together as
follows:

It was a very collaborative team...the second-grade team that | taught on for the

longest time [was] the most beautiful example of how a team can build on

strengths of each team member...I planned the field trips. I was the organizer.

Kara (pseudonym) would bring in new instructional ideas. Linda (pseudonym)
did the arts...learning how to do field trips helped me as | became a principal.

Another participant remembered that her team shared responsibilities in very flexible
ways. She said, “You could [run] the show or lead a discussion or say, ‘Just tell me
what you want me to do and I’ll do it” or take minutes of [team meetings]...we passed
those roles around...you found where your leadership skills were.” Grade-level
programs also provided opportunities for teachers to share leadership. This same
participant recalled, “When we were working on programs, everybody found their job
that they loved to do and fortunately all jobs were taken because two people didn’t like
to do the same job.”

Faculty shared responsibilities serving on the arts planning team, school
improvement committees, and district committees. The arts planning team, a standing
committee beginning in 1976, spearheaded the planning and implementation of the arts
programs each year. School improvement committees began in 1985 in alignment with
the district’s Decisions for Excellence Model. Yearly committees were established to
focus on identified improvement goals (e.g. reading, math, special events, gifted).
Representatives from each school in the district volunteered to serve on content area
committees (e.g. language arts, math, science, social studies). Three of the participants
were not teaching at the school when these leadership opportunities were

operationalized. The other 12 participants remembered the committees they served on
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both as chairs and as members. One teacher remembered that she was chair of the
Library Media Committee when a flexible schedule initiative was being implemented in
the district. “Eastside always had a flexible schedule,” and the committee’s work
focused on documentation of the way it had been implemented. Another teacher
remembered working on implementation of a new district initiative in gifted education.
Some teachers recalled working on the AIE and special events (e.g. Science Fair and
Olympics) committees. Experiencing collaborative processes, developing relationships
with colleagues, school improvement efforts, and networking provided valuable
learning and leadership opportunities for the participating teachers.

Active involvement in the community was modeled by Janey and embraced by
many faculty members. Several teachers remembered being involved in Junior League,
a community philanthropic organization; Chamber of Commerce; and various city
organizations. The leadership skills learned by serving on school and district
committees continued to be developed as teachers reached out to the community. After
becoming administrators, community service in many organizations continued and
grew.

Janey supported teacher-initiated projects, and one teacher remembered two
projects that she personally spearheaded based on needs she saw at Eastside. She
remembered conceptualizing the idea of News Anchors and pitching it to Janey. She
stated:

| remember being very concerned that our children at the school many times did

not know about current events...[there were] Weekly Readers but by the time

they came they weren’t very current events. But approaching Janey...I said, ‘I

have an idea. What about if we have a News Anchor Program in Good Morning

Eastside? And the students run it and we just have them tell what’s happening,
locally, state[wide], and nationally?’ Janey listened, and she like the idea. She
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said, “What if you just did one?’ I said, ‘No, I thought I wanted to [do]
something else.” She said, ‘Fine.’...I started the News Anchor Program and that
was exciting to see, and some of those students went into broadcasting later
on...but just the confidence of getting up in front of their peers...also my point
was that they had to learn about research.

She also spearheaded the Chess Club project because of concerns she had about

students’ available choices during winter recesses. With regard to Chess Club, she said:
It must have happened one winter. We had lots of inside days...being the gifted
teacher...we all know that what’s good for the gifted child is really good for any
child and the thinking skills...why would you just do thinking skill activities or
creative problem-solving with students who have been identified as a high
1Q?...1 got [funding] through our PTA...there was a young college student who,
for free, would come and teach the chess lessons and he was quite [a] fanatic
about chess, but the students love[d] it and they learned and then...later on I
would hear from parents that said, ‘Oh my gosh, they’re driving us crazy, they
want to play chess all the time!” And then we started working with the public
library where they had chess tournaments...I do take ownership that other

schools started Chess Clubs and then the libraries would have the chess
competitions, and | think some of that is still going on in Adams schools.

When this teacher remembered the many leadership experiences she had at the school,
she shared that “the more you lead, the more confident you feel.” Many participants
stated that their experiences at Eastside helped to develop confidence in their leadership
abilities. These experiences also helped to create a willingness to do more to continue
making a difference in the quality of schooling at Eastside and in the Adams district.

Eastside teachers were expected to be leaders in their classrooms, in the school,
in the district, and the community. Shared leadership at the school provided multiple
opportunities for teachers to observe exemplary leadership and model it for others.
Teachers enthusiastically volunteered to serve in leadership positions both in the district
and in the community because they observed many colleagues stepping up and leading
in these same venues. Teacher-initiated projects were valued, appreciated, and

supported by Janey and offered important learning opportunities for students.
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Professional development

Previous sections have identified ways in which Janey and the faculty were
actively engaged in building teaching and leadership capacities and in growing
professionally. It is important to this investigation to identify how professional
development also contributed to Janey and the faculty being able to build teaching and
leadership capacities and to support change initiatives at the school. Growing
professionally required building common understandings of research topics identified as
important by the faculty and inviting experts into the school to present or to meet with
said experts outside the school. This also involved Janey and the teachers presenting to
the faculty, to district groups, and to entities outside the district on a variety of topics.

Several teachers remembered Janey’s leadership in planning professional
development for the faculty. One teacher shared, “Janey [brought] people in to talk to
us, and we had so much professional development.” Another teacher remembered,
“Janey had several in-service things...for our benefit...trying to help our morale...I
messages...things like that.” Another teacher recalled Janey presenting in faculty
meetings. “If Janey was teaching us something new...she integrated it into poetry...she
taught us appropriate for our developmental level, [and] she modeled her teaching.”

The AIE initiative provided multiple professional development opportunities for
teachers both inside and outside the school. One teacher remembered:

We were an AIE school...we had lot[s] of training which was lots of fun, and

we were a leader in the state...and got to go to workshops...we would go to

other schools or workshops. That’s when you suddenly realized, ‘Wow, what

we do is different’...so, maybe leadership started developing from that because

you could share with others what your school was doing, some ways this could

be done or ideas and then people look to you [to] tell [them] about, share with

[them], and viewed you as a leader because you had valuable guidance or vision
on how some things could be done.
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Another teacher remembered that when artists were in residency at the school a
workshop would be held during faculty meetings. Teachers also attended residency
classes with their students to deepen understandings of a specific art form and to be able
to develop subsequent arts-integration lessons.

Many participants remembered the importance of the Professional Development
Center located in the district and the impact it had on learning opportunities for district
educators. One participant remembered, “We were so fortunate because we latched on
to the idea of staff development and professional training early on and I think some of
us had more opportunities to take advantage of that than others.” One participant who
left the district to pursue an administrative opportunity in a different district shared the
reason she came back to the district as an elementary principal: “[It was because of] all
the professional development opportunities that were offered to us as a staff.” The
counselor remembered attending many workshops and thinking about the impact of the
district’s professional development. “Oh, we’re already doing all this stuff...and you
would talk to other people in the state and...they couldn’t believe the kinds of things
that we were doing and that we knew about.”

Participants recalled the support and accessibility of professional development
opportunities outside the school. The music teacher shared her memory of Janey’s
support for her attending weekend workshops and beginning classes to work on her
Master’s degree. She said, “[Janey] understood the long, long lasting benefits of being
professionally active and engaged outside of Eastside right from the get go. She knew
that the payoff would be there.” Other teachers remembered the multiple opportunities

they had to attend state and national conferences. They also remembered the associated
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responsibility of sharing with others what they learned after returning to school. One
teacher shared “being part of a team that went to math conferences and then came back
and shared what we learned and we shared not only with our school but with other
teachers.”

Janey encouraged teachers to become presenters, which many of them did. One
teacher remembered, “Janey encouraged us to get out there and talk about the Eastside
experience.” He made a presentation at the State Education Association (SEA) of “the
kinds of things we were doing in literacy.” He also remembered presenting to
education classes at the university located in the same town as the school. A teacher
and counselor remembered being very involved in implementation of the Gesell
initiative and presented to many groups and trained teachers to be screeners. The
counselor also remembered that she and a colleague co-developed a district parent
training program and co-led many groups. Another teacher remembered, “We were
given opportunities to do professional development with Janey. Go to other
communities and teach things whether it was Zweig...or the arts.”

Faculty members, both individually and in small groups, were often presenters
at faculty meetings or on district professional development days. Site committees often
set goals that involved presenting workshops to the faculty. The AIE Committee was
instrumental in providing arts-integration workshops which supported building
capacities for implementation in classroom instruction. On district professional
development days, a topic was often identified as the focus for learning, but the schools

were given the flexibility on the best way to present the content. This often involved
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Janey and a group of teachers designing and presenting workshops in creative ways that
modeled exemplary teaching.

Professional development constantly infused new learning into the school
community, both individually and collectively. Teachers were encouraged to become
presenters inside the school, in the district, and state-wide and to share their expertise
and best practices with others. The AIE initiative provided multiple opportunities for
teachers to attend workshops with artists and knowledgeable professionals in arts
integration. The district PDC supported extensive professional development
opportunities for district educators focused on topics highlighted in the current school
improvement literature. Teachers enthusiastically embraced many professional
development opportunities to continuously learn and grow as educators.

Through strong mentoring and coaching, Janey, colleagues, and others
supported building teaching and leadership capacities with teachers. Teaching
capacities were built by learning from each other, by openly sharing ideas, and by being
willing to try new strategies. Leadership capacities were modeled and built by
demonstrating leadership in classrooms, in the school, in the district, and in the
community at large. Professional development provided important new learning for
faculty to bring exemplary practice to classroom instruction. An intentional focus on
learning required that adults actively engage as learners themselves to support
excellence in teaching and in optimizing students’ learning success.

Learning Organizations
Senge (1990) identifies a learning organization as an organization “that is

continually expanding its capacity to create the future” (p. 14). Findings reveal that
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Eastside was a learning organization and previous sections in Chapter Six identify how
Janey and the teachers enacted tenets of an organization focused on learning for both
students and adults. A learning organization focuses on building capacities for all
stakeholders to ensure growth and sustainability. This section reports findings of the
following: Senge’s five disciplines (e.g. personal mastery, mental models, shared
vision, team learning, systems thinking), strong community identity, dealing with
change, and nested context of schooling.
Senge’s five disciplines

Senge (1990) identified five disciplines as essential elements in a learning
organization: personal mastery, mental models, shared vision, team learning, and
systems thinking. Personal mastery refers to an individual commitment to learning and
building capacities to deepen understandings of teaching and learning. In a school, this
requires teachers individually to commit themselves to continuous learning and growth
as educators. Collectively, all the adults in a school make a commitment to become
exemplary practitioners with intentionality and focus on bringing the best of themselves
and their expertise to work with their students each day. Janey and the faculty clearly
communicated and modeled expectations of excellence with accompanying support and
encouragement to continuously learn and grow as teachers. One participant shared,
“There was an understanding that we all had high levels of competency, and we were
trusted to do things that were in the best interest of kids and the best interest of the
school.” Collective energy and focus communicated the notion, “We work hard” to
provide the best learning opportunities for students, and teachers were expected to

model this in their interactions with colleagues and students every day.
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Mental models are the beliefs held by the collective upon which schooling is
enacted at a school. Deweyian and Piagetian perspectives and inquiry were
foundational to teaching and learning at the school. The idea that learning is number
one and doing what’s best for students focused the energies and expertise of the adults
at the school. Caring about others and building a community of people who shared
strong relationships provided a nurturing context in which learning took place.
Excellence was expected from everyone. All faculty had an equal voice and contributed
significantly to the leadership, decision-making, and problem-solving at the school.

Shared vision is created by members in an organization and describes the
purpose of the organization and what is to be created or accomplished. Shared vision
has significant meaning for all members of the organization and provides a point of
focus and creates energy for the hard work needed to accomplish it. Founding faculty
remembered the collaborative conversations that took place during the initial retreat
envisioning what they wanted the school to be like and foundations upon which the
school would be built. One participant shared, “Janey [had] an overarching vision
of...what a school should be like, and I think [she] always continue[d] moving towards
that.” Another participant remembered, “I think there was a clear vision, and that was
articulated.” Another participant recalled, “We didn’t always agree with each other but
we continued to grow and evolve because of that kind of vision that Janey had of where
she wanted the school [and] the faculty to be.”

Team learning refers to the ways in which teams learn together. The ways in
which Janey and the faculty built teaching and leadership capacities through teams and

the entire faculty are described in earlier sections of Chapter Six. Individual and
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collective commitments to learning enacted in a generative culture provided significant
learning opportunities for students and adults at the school.

Systems thinking is identified by Senge et al. (2000) as “the ability to understand
interactions and relationships in complex, dynamic systems: the kinds of systems we are
surrounded by and embedded in” (p. 239). In a learning organization, systems thinking
integrates the other four disciplines and provides coherence for continuous
improvement efforts and for dealing with change. Research investigating effective
organizations through complexity and chaos theory lenses has illuminated
understandings of how systems are made up of subsystems interacting in ways
identified in investigations of organic systems (Gleick, 1987; Wheatley, 1994).

Systems thinking suggests looking at an organization holistically and identifying
patterns of interaction of the subsystems for leaders to make decisions that will support
growth and sustainability in the future. Feedback loops provide critical data for
decision-making as initiatives move forward.

Findings in Chapter Five report that Janey led the school understanding systems
thinking and that initiatives at the school were designed with systems around them.

One participant, who became familiar with Senge’s work after leaving Eastside and
taking a systems course at the University of Chicago, shared that he thought Janey
“was...creating a system. I think she’s a systemic. I think she sees the world
systemically.” Janey’s modeling of systems thinking provided a powerful example for
teachers to build understandings and leadership capacities in co-creating change

initiatives and school improvement efforts.
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Strong community identity

Findings emerged that reveal a strong sense of community identity developed
through personal and professional relationships and through shared experiences at the
school. Wenger (1998) identifies communities of practice as learning organizations
where community members develop a strong “identity in practice” (p. 151) through
lived experiences and social engagement in the community. He posits a social theory of
learning as a theoretical underpinning of his research which integrates “components
necessary characteriz[ing] social participation as a process of learning and knowing,...
meaning, practice, community, and identity” (p. 4-5).

A strong sense of community identity emerged as a finding in my study.
All participants developed multiple identities prior to being hired at Eastside and many
narratives previously included in both Chapters Five and Six describe negotiation of
becoming an Eastside community member and the multidimensionality of being
accepted into the group. Wenger (1998) suggests “learning is the vehicle for the
evolution of practices and the inclusion of newcomers [and] also the vehicle for the
development and transformation of identities” (p. 13). Participants developed a strong
sense of community through personal and professional relationships, mentoring and
coaching by Janey and colleagues, shared practice, commitment to shared beliefs and
values, building teaching and leadership capacities, and collective engagement in the
schooling enterprise. Participants’ narratives of the ways in which they experienced

personal transformation are reported in a subsequent section of this chapter.
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Dealing with change

Dealing effectively with change is critical for organizations and for the people
working in them for organizations to thrive and grow. Several participants shared their
memories about how change was dealt with at Eastside. One teacher described it as
follows: “Change was something none of us were afraid of.” Another teacher
remembered that “change was the norm.”

The Concerns-Based Adoption Model (CBAM) was published in the 1970s and,
soon after Janey learned about it, she taught it to the faculty. Presented through inquiry,
teachers spent time in several faculty meetings coming to a deeper understanding of the
model. Janey also shared how the faculty would use the model in the future. This
process was identical to her presentation of Saphier and King’s (1985) culture norms a
decade later.

Several participants remembered learning CBAM and the ways it was used to
deal with change initiatives. One participant remembered, “We were doing CBAM
stuff when I don’t think anyone else was thinking about it.” When a change initiative
was introduced to the faculty, Janey reviewed CBAM and identified the stage of change
where she saw the school. She also shared suggested implementation steps to move the
initiative forward. Another participant shared remembrances related to change at the
school. This participant said, “[We were] encouraged to see the bigger picture...I think
Janey...would pull back the curtain on purpose so [that] we would understand.” Deeply
embedded use of CBAM provided a research-based model for Janey and for the faculty

to successfully deal with change initiatives and their implementation in the school.
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Nested context of schooling

Senge et al. (2000) posits that a systems perspective requires understanding
schools are composed of three nested systems: the classroom, the school, and the
community. At Eastside, the open space significantly contributed to individual
classrooms becoming one large classroom in which teaching and learning took place.
Collective commitments to Senge’s (1990) four disciplines with systems thinking
modeled by Janey created synergy enacting a strong learning organization focused on
learning for both students and adults.

The Adams district administrators and board of education members supported
Eastside and the progressive schooling experience created by Janey and the founding
faculty from the beginning and throughout Janey’s principalship. Particularly
noteworthy was the support and endorsement given to the school during the community
challenge. After the PDC was established, tangible support was provided for
professional development opportunities for all teachers and administrators in the
district. Participants also remembered district support for implementation of the Gesell
initiative including establishing a transitional-first grade level between kindergarten and
first grade for developmentally young students. Participants also recalled district
leadership developing Decisions for Excellence (Figure 1) with accompanying
professional development for school sites in implementing school improvement plans.

One participant remembered strong district support as she dealt with issues as a
principal in several schools. She remembered:

The school was annexed...[it was a] dependent school [and they] have so much

trouble just in funding...and all the new rules about Special Ed and staff

development...they couldn’t keep up with the changing curriculum. They
couldn’t keep up with staff development...they didn’t have a librarian...and it
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was a terrible facility. Barracks building. No library. The library was just
shelves...one of the things that was so powerful to me was how important it was
to have a whole district behind you helping you. I had a lot of support from the
district to get that school turned around.

Two other buildings were in desperate need of facilities’ improvements, and the district
passed bond issues and completed projects at both schools which made a significant
difference in the quality of the learning environment at the schools.

Eastside was a learning organization and invested in building teaching and
leadership capacities of Janey and the faculty ensuring growth and sustainability
throughout Janey’s principalship. Systems thinking was modeled by Janey and
supported the teachers in learning how to think in this way and to make decisions with
an understanding of the impact on the entire system. Senge’s disciplines were strongly
in place and supported the school’s successful navigation of school improvement and
change initiatives. The Adams district provided strong support for Eastside and other
district schools to achieve excellence as learning organizations.

Leadership Dispersion

Fullan (2003a) suggests that school leaders learning in context and developing
leaders at many levels supports a moral imperative of school leadership which results in
system transformation. Principals who develop teacher leaders to become school or
district leaders supports sustainability by transforming the system internally. Districts
that develop teacher leaders to become school or district leaders expands the impact of
individual schools to support sustainability and transforming the system from the inside
out.

Previous chapter sections report findings of the impact of philosophical and

theoretical foundations, relationships, leadership, culture, building teaching and
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leadership capacities, and learning organizations on the development of teacher leaders
in this case. This section reports findings of the reasons that teacher leaders became
principals, administrators, and other roles in PK-12 and higher education. This section
also reports findings of the ways in which they replicated their experiences at Eastside
in their principal, administrative, and college professor positions.

Choosing to become leaders in PK-12 and higher education

An important element of leadership dispersion is to understand the reasons why
teacher leaders chose to move into leadership positions in PK-12 and higher education.
Formative experiences that contributed to leadership development are reported in
previous sections of this chapter. Janey and colleagues planted the initial seeds of
participants’ thinking about becoming leaders in other settings, and each individual also
experienced a growing sense of self-awareness. Three participants remembered Janey
asking them if they had thought about becoming principals. Five participants recalled
that colleagues inside and outside Eastside encouraged them to become administrators.
A growing self-awareness of seeing themselves as leaders outside Eastside developed
with seven of these participants.

The number of years of teaching prior to becoming leaders is important to
understanding the trajectory from the classroom to leadership in another school or
district. The range of years of experience of the 15 participants is five to 24 years as
classroom teachers or as school-wide specialists. Also important to understanding the
context of leadership dispersion in the case is to understand where participants were
chosen to serve as leaders. Seven teachers became principals in the Adams district.

One teacher became a technology center administrator in the same county as the Adams
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district. Three teachers became principals and administrators in different districts in the
same state as the location of the case. Two teachers became a principal and college
professor in two different Northwestern states. One teacher became a central office
administrator in a Southwestern state. One teacher became both a principal and
superintendent in a Midwestern state.

Participants experienced diverse leadership opportunities on their career paths to
becoming administrators. Four teachers went straight from the classroom into principal
positions, district leadership, or technology leadership. Five teachers served as
administrative interns or as assistant principals before being chosen to serve as
principals. One teacher participated in the Danforth Project before moving into a
principalship. Three teachers moved into district central offices prior to becoming
principals and superintendents. One teacher took a position as a statewide arts
administrator and served in that capacity for several years before serving as an assistant
principal. One teacher, upon finishing her Ph.D., joined the music education faculty at
a university in the Northwest. Clearly, a majority of the participants had opportunities
to build learning and leadership capacities and be mentored by other leaders before
becoming leaders in other roles in PK-12 and higher education.

Seven participants shared that they wanted to become principals because of their
experiences at Eastside. One teacher shared:

Janey taught us what we needed to know...[she] filled up our toolboxes with

lots of options...becoming a principal gave me an opportunity to try to create a
whole different environment in a school based on the skills I had been given.

Another teacher remembered:

It was a matter of putting in place the lessons I learned...everything was
deliberate. Everything was set up to engage...staff certainly with each
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other...how can I bring people together to work together to come to a common
end?

Thinking about why she became a principal, one teacher shared, “I realized I could
make a contribution as a principal that not everyone could because of my experiences
working with Janey.” Another teacher remembered:

I saw some peers going into administration and I knew that...I could do that if
they could do that...the modeling from Janey, it made me want to be able to do
that with other groups and I really couldn’t wait to be that...administrator to
help impact those students’ lives indirectly through the teacher.

Upon reflecting on why she went into administration, one participant shared:

| felt like I could make a difference in the lives of children and teachers. | felt
like I had a lot of the skills that | thought were necessary to be an accomplished
principal, and I credit that [primarily] to my years...at Eastside.

Thinking about the move to a principalship, another teacher remembered:

I became a principal because I thought what I received...what I could give to
others...I received such profound encouragement. I wanted to invest in our
kids’ future, and I thought what better way to do that [than] to invest in my
teachers. | wanted to give teachers an avenue...to get these kids to want to
learn, to want to be the lifelong learners that | hope I am. | wanted to encourage
teachers to reach beyond what they thought they could do...and pass it on to the
kids. I wanted to have happy beings. People who wanted to come to work...I
became a principal because of my principal!

Two participants recalled the importance of serving as interns before becoming
principals. One recalled:

[1t] help[ed] me form my abilities and confidence to be an

administrator...encouraging me to step out and take on roles that I might not

normally have [taken on] and to be reflective...after an experience and [think
about] what I learned from it.

Another teacher shared that her principal “let me do everything.” She added, “That’s
when I decided I wanted to be a principal.”
The teacher who became a special services administrator remembered thinking

the following: “I could do some good things as a director different[ly] than [what] was
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currently being done, carry on some of the things that were currently being done, and
make everybody feel like they wanted to come to work.”

One of the female teachers who became a superintendent served as an Assistant
Superintendent of Curriculum for three years. During this time, she served with two
male superintendents who got in trouble with the board, and she thought “Why am |
doing this for these men?...I’m not going through this again!...So | decided that | would
apply.”

One of the teachers knew she wanted to be a principal when she was an
elementary special education teacher. She became a counselor and began interviewing
for principal positions and remembered, “I got all my other jobs in the school system by
interviewing for principal.” She served in a variety of central office positions in the
Adams district before becoming an elementary principal.

The teacher who became a college professor was encouraged by colleagues to
apply for a position in higher education after finishing her Ph.D. She applied because “I
just thought it was a cool thing to do truly! And that’s about it!”

Eastside practices enacted in other educational settings

This section reports findings of ways in which teachers’ lived experiences at
Eastside were replicated in schools, in districts, and in higher education. Participants’
years of administrative experience range from eight to 29 years (e.g. < 10 yrs. (N=2);
10-15 yrs. (N=4); 15-20 yrs. (N=5); > 20 yrs. (N=3)). The college professor is currently
completing her 14™ year as a member of the music faculty at a Northwestern university.

Principals remembered how they built relationships with school communities,

built capacities in their schools, worked with teachers in clinical supervision, and shared
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leadership. Initiatives implemented, dealing with change, reducing barriers, and
foundations of school leadership are also reported.
Building strong relationships and building strong community in a school
emerged as important findings. One teacher shared:
The culture at your school should be very populist...this is a place for
everybody to come and everybody to learn and we will do whatever we can to
make a successful experience for you. We will do that while we love you and

take care of you and keep you safe...your job was to make your school kind of a
big family that was a nurturing place that got kids ready to take on the world.

When one teacher became a technology center administrator, she knew the importance
of building and developing trusting relationships with supervisors and peers to create a
positive and optimal learning environment for everyone. She credited her experiences
at Eastside for providing her with this knowledge and insight.

Another principal remembered the importance of developing skills and
processes with teachers that supported “cohesiveness, how to treat one another, how to
interface with one another...trusting people, [and] seeing their best.” She also found it
very important working with her faculty to “find positive things about almost anything
and everything. I never [said] something I didn’t mean.” Recalling his years in a
principalship, another participant shared “[1 had] wonderful opportunities to develop
professionally in conjunction with other teachers and principals...friendships [were]
create[d], relationships continue[d] for years.”

Several participants remembered dealing with parent issues and how they
learned to navigate these situations. One shared the following:

I’ve always thought parents need to say something, let them...get if off their

chest. Parents have the right to be wrong...they send you what they think is the

greatest thing in the world...Everybody’s an expert on school because
everybody’s been to school...everybody’s had good experiences and they’ve
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had some good teachers and they’ve had some teachers who should have been in
another career.

A principal’s support when a teacher is dealing with parent concerns is critical. One
principal offered:
If you [are] in a meeting with a parent and you think [the teacher has] done
something that’s questionable, you don’t air it in front of the parent. You take
care of it. You say we’ll look into this...you don’t lie to a parent ever, but you
don’t dress [the teacher] down in front of their colleagues and parents. You

have to support [them] and if you need them to change, you can talk about that
later.

Principals’ support for building capacities with everyone is essential for schools
to grow as learning communities. One teacher shared that “[this involves]
communication skills, collaboration, team planning, ris[ing] to a very high level of
expectations and expertise.” Another teacher shared, “[This involves]
trustworthiness,...collegiality, cooperation, embracing different schools of thought, and
being able to grow with people [who] trust you to grow to be you.” Another participant
stated, “Teaching teachers how to be more effective...is about the principal being in the
rooms knowing what’s going on.” Another principal remembered the importance of
continuous learning after she became a principal. She said, “I was just happy to have
the experiences | ha[d] and be in a place [where] I [was] constantly fed [new
knowledge] and I was around other people that helped improve me and made me
better.” One administrator mentioned the importance of supporting teachers in building
capacities in areas identified for improvement. The participant said, “Giving them the
resources, letting them know that you’re going to help them succeed...l think most all
teachers want to be good teachers...they often don’t know how and so a good leader

recognizes...strengths and weaknesses.”
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The most important goal of the college professor in her work was building
capacities with music education majors through mentoring and coaching during their
internships and coursework. She involved them in collaborative processes after she
taught a lesson with students. She described this in the following way:

| had my students watching every move | made and questioning everything | did

and looking at the evidence of learning. How do we know that these students

understood this? What did you see? What did you hear?...How do you know? |

would allow my students to teach, and we would still ask each other those
questions.

She remembered “getting a lot of student teachers...who were really terrific teachers
but they just needed someone to give them all these little pockets of wisdom to be, not
just good, but [to] have the potential to be great teachers.”

Clinical supervision with teachers provided a collaborative reflective process for
building capacity for both teachers and principals. One principal remembered working
with her teachers using Costa’s (1992) Cognitive Coaching and collaboratively
developed questions in the pre-observation process to be discussed in the post-
observation conference. Scripting during the observation, she asked open-ended
reflective questions to support the teacher’s development of deeper understandings of
teaching and learning. Another principal who remembered working in this clinical
supervision process with his teachers used videos. During his observation, he
videotaped the teacher’s lesson and left it with the teacher to review before he watched
it. During the post-observation conference, he shared:

I just asked them to give me their reflections on the video tape and then I’d share

mine with them...I don’t think I would have ever thought of that if it hadn’t

been for Janey’s example...how she kind of pushed me...asking those questions

to make you more reflective and [trying] to get you to focus on improving your
instruction. 1 think that really kind of came from that example.
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Two principals mentioned shared leadership as important to building capacities
with their faculties. One principal described experiences in her school in the following
way:

The best thing that ever happened to me at [my school was] whenever | turned

over to [the faculty] the opportunity [for them] to be the deciders of something.

If it didn’t go the way I wanted it to go, I had to let it go that way as long as no

harm would be done because that’s part of the learning...I think that’s where a

lot of leaders get into some serious trouble because they pretend they are giving

up some of that and then they come in and make the decision for [teachers] and
don’t stand by what teachers have come up with as a possible solution.

She described teachers as leaders when her school joined the State Network for
Excellence (SNE) and was given $5,000 a year from the Danforth Foundation with no
strings attached.
The faculty and | met together and we decided that it would all go for
professional development and that | would not be the decider of what that would

be. They would form a faculty committee who would approve or disapprove
until the money ran out. They were totally in charge of that $5,000.

Teachers attended national and state conferences and presented new learning to the
entire faculty during faculty meetings. They helped build the weekly faculty meeting
agendas. The principal described the teachers’ growth as “phenomenal” through their
active engagement in sharing leadership at the school.

Another principal remembered dealing with district directives focused on
implementing guided reading and various assessments. She shared with her faculty,
“This is going to happen! We can figure out how we’re going to do it and how we’re
going to implement it, but we’ve got to do it.” Teachers worked with her to figure out
how best to accomplish both directives and developed ownership through the collective

engagement of utilizing collaborative processes.
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Many principals recalled diverse initiatives that were implemented during their
principalships. Five principals were involved in strong arts initiatives in their schools.
Three of the five schools were A+ Schools, and two of the schools were identified as
arts-in-education schools. All principals felt that this created enriching and creative
cultures that supported generative learning and leadership experiences for teachers, for
students, and for parents.

Several initiatives supported school improvement goals as identified by
faculties. One principal remembered his school “[was] one of the first schools in that
part of the state to become a...[technology-enriched learning community grant] school,”
a technology initiative sponsored by a local university education center. He also shared
that his school was a Literacy First Level Four School, which is a balanced literacy
initiative for schools in the state. One superintendent also shared district initiatives
involving technology and balanced literacy. Remembering the technology project, he
shared that “it took me a year and a half, but | got everybody a new Apple laptop and
then the following year...it was at least one to one.” The district technology project
developed from leadership looking at data and identifying balanced literacy as the
targeted initiative. He stated, “I spent about $80,000 to create a leveled-readers room
and everyone had access, and every year we added to that.” Another principal
remembered “implementing guided reading and totally changing the way teachers
taught reading...[we] used assessment[s] to drive our instruction...and [we] met the
needs of every single reader in that building.”

Several administrators remembered dealing with change and the ways in which

it impacted their schools. One superintendent recalled one of his districts as follows:
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I went through all of the phases of change [in one school in my district]...[the
faculty] moved from a group of seven people holding the school hostage [with]
a principal...who wouldn’t make any decisions to [a faculty] who [was] more
participatory and more collaborative with the principal and with each other. The
building shifted in a really dramatic way!

A participant remembered that working with the change process in schools was

an enjoyable experience. She said, “What I liked to do was to go to schools that were in

trouble and take them through some kind of a change model.” She served as a K-8

principal of a school that was being annexed into another district. Three of her schools

were involved in major renovations supported by bond issue funding. Reflecting on her

many moves in the same district, she shared, “It turned out to be the right thing for me.”

Reducing barriers to support and to encourage school improvement initiatives

and to promote learning is an important role for administrators. A superintendent said,

“It was my responsibility to make sure that every possibility was out there for teachers

to increase their knowledge, their access, their professionalism, their ability to work

with others...to reduce barriers that caused that to happen.” Another participant

remembered the importance of helping teachers develop an abundance mentality when

asking them to embrace new initiatives or practices.

I wanted guided reading happening...they needed book boxes...word wall
words...casels...and you have to give them all that...we had whatever they
needed...so they couldn’t complain about it...once they saw the benefit of it,
they’d take it to a higher level...take it and go.

It is all about leadership and how strong leaders can impact a school supporting

excellence and growth. One participant shared the importance of teachers’

understanding what children need to learn.

They have to have basic skills...they have the capability to read and
communicate...and [do] computation in math. They’ve [also] got to be able to
be mathematical thinkers...thinking skills that are inherent in mathematics...in

226



the arts...having a balanced, holistic education for a child...thinking skills,
problem-solving, working as collaborative teams.

She also shared that she worked hard to provide the needed resources, including
professional development, for teachers to build capacities in these areas.

Thinking about strong leaders, one participant stated that “a good leader knows
what needs to be done and finds the gifts in different teachers and helps them lead and
collaborate with all the other staff.” Another participant recalled the importance of
remembering what it is like to be a classroom teacher when asking them to make
changes in their thinking and practices. This principal said, “Principals are busy but
being a classroom teacher is really hard, strenuous work...[and] if | wanted something
implemented, | want[ed] to get all the materials to do what we [were] saying and then
they can see how it works.” Helping teachers navigate change by “giving them a feel
for what was coming” was shared by another principal as important in moving a school
forward. Leading with heart was shared by two administrators, a principal, and a
special services director, as being critical to bringing empathy and understanding to
make an impact in the lives of children and their families. The special services director
shared, “I led from the heart...to me it was the only way because...your staff answer[s]
from the heart.” The principal remembered, “We have to lead with heart...to get to the
heart of the kids!”

One principal shared the difficulty of enacting leadership in a new school. She
shared the following:

It was always a challenge to try to replicate...you had to find that balance of

wanting to bring things that you knew that you love about that experience to the

school where you were principal but yet embracing the uniqueness of the school

that you were assigned to. Janey did have the luxury of being in on the ground
floor of Eastside, and most of us didn’t have that luxury...we got what we got.
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We inherited...some hard, hard things...I mean a culture that wouldn’t have
been what we would have envisioned or wanted.

She also talked about the importance of building relationships and trust with her new
faculty as the most important first steps in leading and developing learning and
leadership capacities in a new school.

Eastside teachers moved into leadership positions in PK-12 and higher education
settings for a wide variety of reasons. Many felt that their experiences at the school
with Janey and their colleagues prepared them to become successful administrators.
Many also felt they could make a difference in the lives of children and were passionate
in creating this experience for others. In many environments, building strong
relationships and strong community, developing capacities to grow as learning
organizations, and supporting teachers’ growth through clinical supervision were
replicated. Shared leadership and successful navigation of multiple school
improvement initiatives were also replicated. One participant acknowledged that a
balance is required when replicating learning and leadership experiences in a new
school community and building relationships and trust with a new faculty are the most
important steps in leading a new school.

Personal Transformational Experiences

In this section, I report the ways in which being a part of Eastside was a
personally transformative experience. After seven interviews it became clear that
participants experienced personal transformation. In subsequent interviews, participants
were asked the following question: How was being a part of Eastside a personally
transformative experience? Themes generated from the data are building teaching and

leadership capacities, personal lifeline, community care and support, becoming a
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member of the Eastside family, personal empowerment, finding one’s calling, making a

difference, and lifelong commitment.

Building teaching and leadership capacities
Four participants remembered the personal impact of their experiences at
Eastside building teaching and leadership capacities. One teacher shared:

| think the most powerful part of being on the Eastside faculty was the
collaborative nature of our working together. From the moment we were
selected to be on the faculty, we began to jointly make decisions and plan ahead.
The confidence and trust placed in each of us allowed us to trust in others and
ourselves and grow in our skills.

Another teacher remembered:

| think the biggest impact on me was dealing with professional teachers and
working as a team...and...knowing it doesn’t always work out. You try things
and things don’t always go the way you want, you think they will but keep your
spirit and...deal with the problems, and that’s helped me personally all the way
through my administrative life because | had a lot of problems as an
administrator that didn’t work out. And yet I always had a good team to help
me deal with it! And as long as you’ve got a team and good people on it, you
can get through it.

The importance of relationships and shared vision were recalled as important to another

teacher who shared:

[I learned] the importance of forming relationships with people you work
with...[the importance] of an overarching vision or sense of what...a school
should be like...and continue to move towards that [which] involves
communication and interaction and training and exposing yourself to other
people in other schools.

Janey’s leadership was identified by another teacher in the following manner:

Once you have experienced a school such as Eastside with a leader who values
your expertise and there is continual learning along with a standard of
excellence, you become passionate to create this experience for others. You
want to give to others what has been given to you.
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Personal lifeline
One teacher referred to her experience at Eastside as a personal lifeline that
evolved through her shared experiences at the school. She shared:

It was my whole life...it was a lifeline because of the common experience and
passion and dream...when I go back to the lake trip every single year, it is just
like I’'m going where somebody thinks like I think...the people that mattered to
me | stay in contact with.

Community care and support
One participant remembered the community care and support that permeated the
school’s culture, including the personal impact on her. She stated:

| remember Eastside forever! And the people that were there. | think we just
cared about each other. We cared what was going on. We cared about the kids.
We cared about each day. We cared about the lives of the people we were
working with. And we supported...all of that. And they supported me, cared
about me.

Becoming a member of the eastside family
Two teachers remembered the personal importance of becoming a member of
the Eastside family. One shared:
I’m a member of the Eastside family because once you’re a member, you’re
always a member! And even though I was only there for two years it’s the most
rich experience...I think there was a sense if we could dream it, we could do
it...when you have had the Janey experience, you’re never the same!
Another teacher recalled the significance of the collective and being a contributing
member in the school.
You’re part of Eastside. There’s no one person greater than the whole. It takes
all of us to make up the whole...Janey made it plain. It’s not all about Janey

Barker. This isn’t my school! This is our school! Eastside, we’re going to sink
or swim together.
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Personal empowerment
One participant remembered the importance of the communication skills she
experienced while teaching at the school and the impact it made on her life and in her
family.

I wouldn’t be the woman I am today. I wouldn’t be the wife, the mother, the
friend without all of that basic communications skills from Janey...it was
empowering to us to know that we had a voice. And even in your family, yours
kids, to show that they have a voice and they’re listened to, even from very
young. I’ve got grandchildren now. They’ve got to know that if they have a
problem that they’re listened to. And when they are that builds confidence and
their strength as [individuals]. And I think it’s the same with adults.

Finding one’s calling
Two teachers shared that they felt they had found their calling by teaching at the
school. One shared his experience in the following manner:

It was a transformative experience...I had grown up in a very structured
[environment]...I didn’t have that worldview. I wasn’t aware of growing up. In
a small town you just aren’t as aware of a bigger world...when I went into the
Navy that certainly expanded my visions of self and others...I really didn’t get
that emotionally connected with my colleagues or what I was doing...I never
felt the emotional connection with a profession until I hit Eastside! And then |
realized that teaching was what | felt | was meant to do. It was my calling, my
gift...and then being surrounded by people who felt that same way and worked
hard to create that culture that allowed people to flourish in their abilities and
their thinking and their connections with other people.

Another teacher described her experience being called in this way:

| [did] something that I felt I was called to do...the experiences that I learned at
Eastside continued to go with me as I choose to do something else...I learned
how to be a storyteller...we were all so different but we embraced that
difference to bring such a strong relationship for our students and for our
continued learning and for our lifetime! | think those colleagues have become
lifelong friends! | saw myself as Martina Luther King! | wanted to change this
world and if I couldn’t change this world maybe I could change part of it!
Maybe change a district.
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Making a difference
One participant shared she felt her experiences at Eastside helped her understand
the importance of making a difference in the lives of others.

There could never have been a better situation in my life...as far as
teaching...being supported, being pushed, challenged with your thinking and the
possibilities there are...that’s what I say my life is about trying to inspire people
to open up to possibilities and that was the gift | was given working with Janey
and the staff at Eastside...I felt like I had been given these fabulous
opportunities and how to really teach and how to work together and the whole
positive attitude about education and the power of education. The impact you
can have on the lives of all these children. You are a difference maker!

Lifelong commitment

One teacher shared that she didn’t think she would have made a lifelong
commitment to teaching without beginning her career at Eastside. She stated:

I know for a fact...I just have to believe with all my heart that I would not be a

lifer. 1 would not have committed to music education for three plus decades

because | would have walked away from it. Being at Eastside with what

Eastside was and who Eastside had launched, | mean it launches a lifetime of

commitment to quality education and quality collaborative events and

community and support and kids first and multiple ways of learning and
thinking beyond the quantitative...I don’t think I’d have a Masters. I don’t think

I’d have a Doctorate. I don’t think I would have become a clinician. I would

not have attained this level of professional leadership with[out] it.

Teachers report being personally transformed through their experiences at
Eastside. They created life-long friendships, were empowered by the modeling of Janey
and other colleagues, built teaching and leading capacities which resulted in confidence
and recognition of personal abilities and skills, and had a passion to create this

opportunity for others in different settings. Their worldviews enlarged to see potentials

and possibilities that were not present prior to joining the Eastside family.
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Chapter Summary

This chapter described the lived experiences of teachers at Eastside. Janey was
a generative leader who co-created with teachers a learning environment in which
strong philosophical and theoretical foundations were enacted in a culture enriched by
the arts and identified as innovative and progressive. Strong personal and professional
relationships were built between all community members and contributed to a strong
learning community in which learning and leadership capacities were developed.
Teachers were supported in their career development by strong mentoring and coaching
by Janey, Eastside and district colleagues, and others. All teachers were expected to be
leaders in their classroom and share leadership in all areas of the school which was
supported by shared commitments to democratic practices and collaborative processes.
Teachers who chose to become leaders in PK-12 and higher education built teaching
and leadership capacities and confidence in their abilities to serve as educational leaders
in other settings. They experienced personal transformation and built a strong
community identity through their experiences in the school.

The case study research question can be answered from the findings in Chapter
Six in the following manner: Generative female leadership that embraced strong
philosophical and theoretical foundations enacted in an enriched and innovative culture
nested in a learning organization developed strong relationships and learning and
leadership capacities which contributed to leadership dispersion, personal
transformative experiences, and a strong community identity for teachers who chose to

become leaders in PK-12 and higher education.
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Chapter Seven

Principals Developing Teacher Leaders in Contemporary Schools

Chapter Introduction

Today’s environment in which principals and teachers are engaged in the
schooling enterprise is very different than the one described in this historical case study.
Contemporary schools are dealing with high-stakes accountability with a laser focus on
annual test scores in reading and mathematics. Discourse in and around schooling in
the larger surround is primarily focused on test-driven issues and implications, and there
is a lack of attention to the multiplicity of issues surrounding schools providing a
quality education with all children learning at exemplary levels.

| felt it important to my project to ask participants what they felt were the most
important ways for principals to develop dispersed leadership in the current high-stakes
accountability environment. Chapter Seven reports responses to this topic. Two of the
15 participants retired prior to the passage of the No Child Left Behind legislation.
Three of the 15 participants dealt indirectly with the impact of the bill’s passage (e.g.
technology center, educational support organization, and higher education). Ten of the
15 participants dealt directly with the impact of the bill on PK-12 schools. Themes
generated from the data include leadership, mentoring and coaching, and a culture
focused on learning.

Leadership

Principals directly influence school and classroom conditions and indirectly

influence student learning (Hallinger & Heck, 1998; Wahlstrom et al., 2010). Klimck et

al. (2008) posit that schools in which principals and teachers collaboratively share
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leadership, build individual and collective capacity, and lead and learn together create a
generative learning environment for both adults and students, irrespective of setting,
social surround, or particularistic context. Principals who develop teacher leaders and
who are leading schools that are successfully navigating the accountability mandates
need to be generative leaders focused on learning for all in a culture that develops
strong relationships in a school community.

Multiple participants identified that leadership is critical to creating an
exemplary school. Janey shared:

I think principals have to instill in their teachers the principal’s faith in regard to
competence and confidence. The things that principals say to teachers and [how
they] act with teachers...[they are] focused on learning...principals have to
move to this strong culture piece toward learning for every kid. The principal
has to show confidence. | know we can do this, we will.

In thinking about the frameworks discussed in Chapter Five (Table 5), Janey stated:

We have to do it all! You have to do all of these pieces to create this
environment where people flourish. Kids flourish. Teachers flourish. Itis
doable! But you have to be cognizant and you have to be systematic about
reviewing what’s currently happening in relationship to these frameworks that
the research...brings to us.

A classroom teacher remembered, “It’s what we did with Janey...developing
teams...developing your instruction and taking care of the kids.”

The music teacher talked about the importance of the principal being able to
prioritize community needs and of the principal supporting targeted school
improvement efforts. She stated:

[The principal must] prioritize based on the students that attend this school.
Based on the community’s expectations, based on their wants and needs from
where we are and the blend of people that we have, and based on attainable,
recognizable goals...how can we move forward and how can I identify people to
support [this work]? And that comes back to those priorities. How can we best
bring about leaders if we don’t have a clear path for what it is that we want to
do?
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The impact of strong leadership in a school was identified by two teachers. One shared:

The leader builds great teachers and great teachers then help collaborate and
build together. A great leader is someone who inspires their teachers to be the
best they can be [and] provides them the skills, tools, resources and then just
keep[s] encouraging them and keeps looking at what they’re doing...a good
leader knows what needs to be done and finds the gifts in different teachers and
helps them lead and collaborate with all the other staff.

Another teacher felt that “[you have] to be able to create a collaborative environment
where people are really going to share and the stick in the muds, the five percent that
really don’t want to do it...push them in or push them out.”

Several participants responded by identifying qualities of a leader or visible
qualities in the school’s culture. One teacher suggested:

| think the notion of constructivism and seeing kids go through [a]
developmental process...we used to send kids to different grade levels if they
needed support...[and] cooperative learning...as the principal you really always
have to have your radar out for possibilities and then stand back and see if they
do it...you have to be present. You have to be visible. You have to listen. You
have to, one of Deming’s 14 Points, you have to drive out fear. And part of that
fear is figuring out how to prevent some teachers from intimidating colleagues
because often it’s not the administrator, it’s the other teachers that will do that.

Another teacher talked about the importance of keeping our focus on the kids. She
shared her thoughts in the following manner:

Just focus on the kid...that kid when he comes in that door every day he knows
that it doesn’t matter what is happening in his household, on that bus, that that
teacher is going to take care of him. It’s going to be a safe environment. He
thinks that she loves him as much as anybody else in that class...and that what
she has planned for me today is better than anything | can get anywhere else.

The importance of teachers continuing to learn throughout their career was mentioned
by another participant who shared her thoughts in this way:
You have to be students of education...knowing what you’re doing and why
you’re doing it and be able to explain to somebody else why you’re doing

it...you have to know the research...it’s a much bigger deal than it used to be
for teachers to know this...[you’ve] got to be in the loop of information.

236



One participant identified principals serving as filters and buffers as important
roles in this contemporary environment. She stated:
You’ve got to filter a lot out for teachers to allow them to do what they need to
do for kids and to be who they are. So anything as a principal that you can take
care of, even finding ways with district mandates that you can do in a way that’s
the least obtrusive for the teaching environment...and being that buffer
between...sometimes the parents and the teacher, between the district and the
teacher[s], probably more so than being a buffer between the State Department

of Ed and the teacher because usually it’s just so much [that] seems like it’s top
down.

Several participants discussed the demands on leaders in schools in this current

accountability environment. One teacher expressed her thoughts in the following way:
There [are] so many demands now, so much to do in a school administratively,
instructionally. I mean it’s just almost overwhelming how much is required. As
a principal, you just can’t do it all yourself. You’ve got to be surrounded with

people that can help whether it’s your office staff, custodial staff, or
whoever...but particularly the teaching staff.

Another participant shared how she balanced the stress and pressure she felt. She said,
“I think everybody has to find their own way to do that. For me, it was about the
Kids...the part that made me love the job!” She also shared her concerns about the
direction of accountability and the impact of accountability being experienced at the
district and school levels. She offered, “The thing that concerns me is that I believe
we’re turning to such a business model of administration that the heart is getting lost. 1
don’t think that’s what our superintendent...wants but I think it’s happening anyway.”
Contemporary schools must be led by strong leaders who have extensive
knowledge and skills in building collaborative teams, strong relationships, and a culture
that enriches and supports the school community. A thorough understanding of
research and best practices that provides a comprehensive and systematic way for

principals and teachers to address students’ learning and community needs is critical.
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Principals developing teacher leadership through exemplary modeling, a laser focus on
students’ success and wellbeing, and protecting students’ learning time provides
important opportunities for teachers to grow and develop as leaders. It takes a village
(Clinton, 1996) to provide an optimal learning environment for all children to achieve
their potential and to experience success as they grow and develop.
Mentoring and Coaching

Multiple participants talked about the significance of principals and teachers
mentoring and coaching each other in order to develop leadership capacities. One
participant shared the importance of teachers learning how to be reflective and how to
critically question instructional practice. This participant said:

Accountability to one another and your accountability to the students...and
when you share and talk about these things together, you’re developing your
leadership capabilities just by learning to self-reflect and to question...self-
reflection is a huge piece...from Marzano’s or Danielson’s work...for teachers
to look at their practice...to have the opportunity with a colleague, or even on
their own, and have something to measure their work by. | think the growth
comes when they reflect and then change. That only comes from within the
[people] themselves.

The music teacher felt that principals need to focus on including novice teachers in
opportunities to build capacities. She offered:

Sometimes having a leader with a fresh perspective can take you in a direction
that can be wonderful. A principal really needs to understand their staff and
understand that those in their novice years can assume leadership in profound
ways with good guidance.

Shared leadership is critical in building leadership capacities. One participant shared:

I think when you see somebody who’s really strong you need to share leadership
with them. You have to look for the areas where they’re strong and go in and
say, ‘Would you please help us at faculty meeting on this or could somebody
come in and watch you do this?’...you need to know your teachers and build on
their strengths.
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Another participant talked about the importance of shared leadership and described it in
the following manner:

You [can] involve teachers in...leadership opportunities...at the district or state
level[s] and site planning committees...I used to talk to people [and say], ‘Have
you ever thought about doing this? I think you’d be really good and here’s what
| see and here [are] the skills you have...you [have] the ability to be a team
leader...[serve on a district] curriculum committee.’

Encouraging teachers to step up into leadership opportunities was mentioned by one

participant. She shared:

You give them responsibilities...give [them] encouragement and faith that they
can take those responsibilities and do well at them...being supportive,
encouraging teachers to step out of that comfort zone and take on a task they
might not have thought themselves capable of or maybe even willing to do.

Principals becoming learning partners with teachers models collaborative leadership
which supports building leadership capacities. One participant described things she did
when she was a principal. She said:

| think the most important thing for principals to do with teachers in any kind of
change environment is to seek out those workhorses that are getting positive
feedback...getting results. Seek out what they are doing...allow other people to
see what they are bringing to the classroom, what they are bringing to those
students...The worst thing for an administrator to do...is to teach children how
to pass a test! We have to get to the heart of kids...the system is making it more
difficult for those teachers who are natural-born teachers to teach...we need to
support our teachers who are doing the right thing...let me support you! Let me
help you find other ways you could teach...you have to support those teachers
the best way [you] know how to and still...follow the rules!

Another participant also mentioned the importance of principals modeling leadership.
She expressed this in the following manner:

I think as a principal that you do a lot of modeling...encouragement,
support...when you see leadership characteristics in one of your teachers you let
them know that. | think it’s really important that you let them know that you see
that and you encourage that and you give them opportunities to grow as a leader.
Look for those leaders on your staff and look for their strengths and then let
them be seen as those people who are imparting that information to the other
members of the staff.
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Principals providing support through resources and professional development is critical
for building teaching and leadership capacities. She shared her thoughts in the
following way:

[Principals] need to be sure that [teachers] have the resources and
knowledge...[teachers] need to know what students should be able to do...the
standards, what is expected of students...you can’t expect a teacher to [teach the
standards] if they’ve not been trained...as a leader I think it’s your responsibility
to find out. Sometimes teachers know what they need but sometimes they may
not know...so giving them resources, letting them know that you’re going to
help them succeed because they are accountable...I think most all teachers want
to be good teachers. They often don’t know how to go about it and so a good
leader recognizes...strengths and weaknesses.

Principals providing support for teachers’ growth and development is critical in
building teaching and leadership capacities. One participant shared:
[You] can create opportunities or provide funds for professional development or
set up conditions in the environment that bring people together...[providing
support for] teachers to become better teacher[s]...[help them] understand

instruction better. So in some way, either directly or indirectly, influence them
in certain directions.

Stated in a different fashion, another participant indicated:
[ think it’s important to provide the skills and knowledge that teachers
need...[some] teachers really haven’t been taught to understand test scores and

what tools and strategies they could use to make a difference in certain
ways...[being able] to adapt and adjust and know what to do with different kids.

Principals and teachers who are actively engaged in mentoring and coaching
provide strong support and encouragement for personal and professional growth and
development. Principals’ support in the form of resources, highlighting teachers’
strengths, and working collaboratively in areas targeted for improvement are critical for
growth and development. Reflective practice and discourse, shared leadership,
involvement by novice teachers, and developing learning partnerships are important

structures and processes that support teachers developing leadership capacities.
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Culture Focused on Learning

Learning for all adults and children in a school requires a context that supports
and encourages collaboration, inquiry, and a focus on excellence. One participant
discussed what type of learning opportunities need to be available for students.
“[Students have to] know thinking skills that are inherent in mathematics...[and] the
arts...science...problem-solving, working as collaborative teams...a balanced, holistic
education for a child.”

All schools are unique and represent diverse community characteristics which
significantly influence school improvement efforts. The last two urban elementary
schools where this participant served as principal presented very diverse school
improvement profiles and illustrates some of the challenges faced by contemporary
principals. This participant shared the following:

One school, an AIE school, was not a Title | school and had student enrollment

of 500 with only 19 students not scoring proficient in annual reading,

mathematics, and science assessments. The other school, a Title I school, with a

student enrollment of 575, had 86 percent of the students qualify for free and

reduced lunches and 77 percent of the students learning a second or third

language.
Students demonstrated 64 percent proficiency in English language arts, 67 percent
proficiency in mathematics, and 54 percent proficiency in science (Utah Department of
Education, 2014). Her AIE school community was composed of many families with
“educated parents who spoke 18 or 19 different languages.” Her Title I community was
composed of a large number of families in poverty for whom English was a second
language. Students and their families required “funding to get teeth and dental care, to

get vision screening, to get English language acquisition, to get African refugee families

linens and food from food banks” along with differentiated academic support.
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The music teacher remembered her experience as a novice teacher and the
importance of feeling her voice was listened to and that her voice mattered in the
collective discourse of the school. She stated:

[At Eastside], we were hearing from voices that ranged the spectrum of new
teacher to experienced teacher. 1 think that principals need to understand that
everyone has a voice. Some will be more timid...but to find a way for people to
find their voice in a civil and supportive community...the principals I’ve
had...knew how to do that! It was never...you were new you should just listen.

One participant remembered moving her school forward when dealing with
change initiatives. She offered the following perspective:

I think when you go in and you say, “We’re doing X,’ then you give them as
much support and you start at the beginning and you assure them that we’re
taking this one step at a time...everybody is starting together and you just do
one little piece at a time and just build it and build it and build it and you give
constant in-services...you focus on as much as you think you can accomplish
and...then provide everything they need...and then they can see how it works
and then gradually [they] can take it over.

Another participant recalled the importance of the principal’s focus on learning
for all and on supporting teachers in their professional development. She shared:

I think it’s a matter of communicating...every time you visit a teacher’s
classroom to reinforce what they’re doing and make suggestions and
encouraging people to go to different [grade] levels or go back to school or...go
to a particular training program.

Principals supporting teachers’ learning is critical for their growth and development as
educators. One participant said:

Your job is...to look for experiences that are [going to] get [teachers] outside
your building...you have to be informed and you have to know about those
opportunities...look for opportunities for your teachers to shine, ones that have
leadership capacities...you celebrate when you see things going on in their
classrooms that are outstanding. You do that in a way that you can celebrate and
try to bring it to the attention of the other people on your staff.

Another teacher talked about teachers developing student leadership and the
positive impact it can have on student learning. This teacher stated:
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My awesome teachers...[got] the results just by teaching! Just by knowing
individual kids. Just by being present every day! Just by being good listeners,
by being human...they know the challenges that are before them. They are able
to rise to the occasion...Harry Wong [reminds us that] once you allow the kids
to know they are the leaders, they are in charge of themselves, you really don’t
have to teach the rules anymore. Once you allow those teachers to let kids know
that they are in charge of their education and the teachers are here...to assist
[students] in [their] learning...and then to encourage [them] to want to learn, the
kids take over! I've had teachers in every school like that! So, I think for a
principal the only thing we can do is to support [teachers and students] in the
midst of this thunderstorm.

Principals and teachers serving children in contemporary schools are required to
customize school cultures in ways that serve the community and maintain a laser focus
on excellence and learning for all. A rigorous curriculum, democratic practices,
leadership in implementing change initiatives, and focus on adult learning through
professional development and keeping up-to-date with the latest research are essential.
Engaging students in becoming leaders and taking ownership of their own learning,
supported by teachers, provides an empowering context in which community leadership
develops and thrives.

Chapter Summary

This chapter describes the most important ways for principals to develop teacher
leadership in contemporary schools from participants’ perspectives. These perspectives
most certainly are the result of their lived experiences at Eastside and the emergent
findings of my study. Their enactment of leadership in different settings after leaving
Eastside, with a majority navigating school improvement in schools and school districts
since the passage of NCLB, provides a critical viewpoint to contribute to discourse
focused on leadership in contemporary schools.

Leaders must have extensive knowledge and skills in building strong

relationships, collaborative teams, and a culture that enriches and supports diverse
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school communities. They must also have a thorough understanding of research and
best practices and build capacity with teachers to provide exemplary learning
opportunities for students in all classrooms. Active engagement in mentoring and
coaching by principals and teachers provides critical support and encouragement for
personal and professional growth and development. Reflective practice and discourse,
shared leadership, involvement by novice teachers, and developing learning
partnerships among principals and teachers are essential to build capacity in schools to
address the diverse learning needs of all students. A rigorous curriculum, democratic
practices, leadership in implementing change initiatives effectively, and focus on adult
learning are also critical. Developing students as leaders and having students take
ownership of their own learning, supported by principals and teachers, provides an

empowering culture in which community leadership develops and thrives.
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Chapter Eight

Discussion

Chapter Introduction

Chapter Eight presents a discussion of study findings linked to current
scholarship. This study was conducted to explore the ways in which one principal
mentored and built capacity with a school-based cohort of teachers who became school
leaders themselves in a variety of settings. Additionally, this study was conducted to
also explore the ways in which the school’s culture and its colleagues supported
teachers in developing leadership capacities. There is also a discussion of implications
for future research and significance of the study.

Comparison of Principal and Teacher Findings

An analysis of principal and teacher findings and the similarities and differences
that emerged are important to a discussion of overall findings of the case study. A
critical perspective to keep in mind in examining similarities and differences between
principal and teacher findings are data sources. Principal findings developed from
narratives of Janey Barker’s lived experience as principal at Eastside and were
supported by documents and artifacts. Teacher findings were derived from 15
narratives of lived experiences as teachers at Eastside while Janey was principal and
were also supported by documents and artifacts. Comparing these data sources, five
themes converged: strong philosophical and theoretical foundations, female generative
leadership, enriched innovative culture, building leadership capacities, and learning

organizations.
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An additional theme, relationships, was evident in both data sources. All 15
teacher participants shared the importance of personal and professional relationships
and the significant impact the relationships made on them individually, which suggested
identification as a separate theme. Janey shared the importance of building strong
relationships with her faculty, and she intentionally and explicitly modeled relationship
building in her leadership. She also shared the importance of building strong
relationships with students, parents, and community members in the larger surround.

As this may be a qualifying general characteristic of female leadership, | chose to
incorporate the ways in which she built relationships with her teachers in the theme,
female generative leadership. Combined findings suggest relationships were critical to
the leadership development of teachers and thus emerged as a substantive finding of this
investigation.

Three additional findings developed from teacher participants: leadership
dispersion, strong community identity, and personal transformational experiences.
These themes suggest that the enactment of leadership, teaching, and learning at
Eastside all contributed in teacher leaders choosing to become leaders in other
educational settings, developing a strong community identity, and experiencing

personal transformation.
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Figure 2
Visual Representation of Case Findings
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Figure 3 is a visual representation of case findings superimposed on an image of
a fractal. | have chosen a conch shell. Findings reveal that Eastside is an example of a
self-organizing system, and fractals are self-organizing systems found in the natural
world. Two themes, strong philosophical and theoretical foundations and female
generative leadership, are placed in the center and represent the foundations on which
leadership was enacted at the school. Surrounding these two themes are four themes:
relationships, enriched innovative culture, building teaching and leadership capacities,
and learning organizations, which resulted from the co-creation and enactment of

leadership, teaching, and learning by Janey and the teachers at the school. The three
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themes of leadership dispersion, strong community identity, and personal
transformative experiences are located in the large outside area which fans out from the
shell’s core. These three themes identify the results of the co-creation and enactment of
leadership, teaching, and learning for teachers who became educational leaders in other
settings.

Connecting Study Findings with Existing Scholarship

Deweyian and Piagetian perspectives were foundational pillars on which the
school was envisioned and created. Janey’s vision of creating a consensus school where
the school community shared in leading and learning was enthusiastically embraced by
the inaugural faculty and continued throughout her principalship. The faculty
continually strived to create a learning environment where students experienced
expression, communication, construction, and investigation which created an
environment for them to thrive and grow (Mayhew & Edwards, 2008).

The school community’s commitment to democratic practices was observable
through shared decision-making, collaborative problem-solving, reflective inquiry, and
valuing diverse opinions and ideas (Cate et al., 2006; Parker, 2006). Beane and Apple
(1995) identify seven central concerns of democratic schools which were implemented
at Eastside: open flow of ideas; faith in the individual and collective capacity of people
to create possibilities for solving problems; use of critical reflection and analysis to
evaluate ideas, problems, and policies; concern for the welfare of others and the
common good; concern for the dignity and rights of all people; an understanding that

democracy includes a set of values that we must live by and that must guide others; and

248



the organization of social institutions to promote and extend the democratic way of life.
Students became active participants with adults in the schooling experience.

Teachers held an in-depth understanding of constructivist practices as the
process through which content was taught and commitment to this philosophy was
realized. The faculty as a whole, teams, and individual teachers engaged in continuous
discourse and reflective conversations about how to implement these practices in the
content taught. Students were encouraged to mess around (Dworkin, 1959) through
observation and investigation of the world that surrounds them in socially directed
contexts. Learning by messing around requires students to discuss ideas and to share
experiences, which creates sense-making (Greene, 1978) in socially constructed ways.

Janey was a generative leader (Klimek et al., 2008) who understood systems
thinking (Senge, 1990) and modeled the importance of developing strong relationships
with all stakeholders at the school. Janey’s leadership embraced the essential elements
of female leadership identified in empirical studies: a focus on building relationships,
communication, consensus building, power as influence, and working together for a
common purpose (Eagly & Carli, 2003; Eagly & Johannesen-Schmidt, 2001;
Northouse, 2013; Trinidad & Normore, 2005). This body of research also identifies
creating a sense of community, empowering subordinates, and concern for compassion
and fair treatment of others as essential elements of female leadership (Deaux & Kite,
1993; Eagly et al., 2000; Fondes, 1997; Gibson, 1995; Noddings, 1993; Noddings,
2013).

Research findings clearly demonstrate the importance of strong and effective

principal leadership that contributes to school effectiveness (Hallinger & Heck, 1998;

249



Sergiovanni, 2005) and Wahlstrom et al. (2010) found that “school leadership directly
influences school and classroom conditions, as well as teachers...[and] is central in
addressing and facilitating the work of teaching and learning, as well as managing the
influences related to work outside the school” (p. 5). Case evidence suggests that
Eastside’s principal was a central figure in the school enterprise and the development of
teacher leadership at the school.

Research supports the importance of principals being instructional leaders
(Cuban, 1984; Elmore, 2000; Heck & Hallinger, 1999; Murphy & Hallinger, 1988) and
monitoring and evaluating the effectiveness and impact of the school’s practices on
student achievement (Marzano et al., 2005). Janey understood that to maintain the
integrity of the disciplines an intentional focus on teachers’ in-depth understanding of
the content taught was essential, and she provided professional development and
resources to ensure that exemplary instruction was upheld. She monitored classroom
instruction through daily walkthroughs, conversations with individual teachers and
teams, and formal evaluations through clinical supervision.

Shared leadership, first identified by Spillane et al. (1999), contributes
significantly to the development of leadership capacities in teachers and Gronn (2002)
suggests that shared leadership builds organizational capacity. Bennett et al. (2003)
found that when shared leadership is embraced by organizational leaders it provides an
effective way of coping with a complex, information-rich environment. Case evidence
suggests that all of these findings are corroborated.

Relationship building was at the heart of the schooling enterprise at Eastside.

Caring and nurturing relationships built throughout the school community resulted in
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trust, support, and encouragement between the principal, faculty, students, and parents
and were foundational to the enactment of teaching and learning at the school
(Noddings, 1993; Noddings, 2013). Janey’s understanding of the importance of
building strong relationships coupled with her interpersonal skills and her commitment
to create a school in which people were valued and developed were modeled throughout
her principalship. Building capacities in effective communication protocols coupled
with Janey’s expectations that all teachers work together as professionals supported
building strong relationships among teams and the faculty. These relationships strongly
supported building a learning community where students came first and students and
parents became active partners with faculty in accomplishing the vision and mission of
the school.

Case findings are supported by empirical evidence identifying the importance of
building strong relationships that create positive school climates (Deal & Peterson,
1999; Epstein et al., 1997). Five of Saphier and King’s (1985) norms suggest the
significance and impact of strong relationships on school improvement initiatives:
collegiality; trust and confidence; appreciation and recognition; caring, celebration, and
humor; and honest, open communication. Barth (2002) identifies culture building as the
most important job of a principal because of the impact it has to shape the professional
learning of staff and to improve student achievement. Case evidence suggests “the way
we do business” (Deal & Kennedy, 1982, p. 4) at Eastside is to nurture and to care
about each other and to engage (Noddings, 1993; Noddings, 2013) in teaching, learning,
and leading that is generative and empowering for the community engaged in the

enterprise.
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Saphier and King’s (1985) norms were well established at the school which
contributed to an enriching and innovative learning environment. Clearly, the arts
initiative embraced at the school contributed significantly to community members
sharing aesthetic experiences and the expansive possibilities these create (Dewey,
1934). Eastside teachers focused on developing children’s imagination and creativity
(Mayhew & Edwards, 2008) through the arts and curriculum taught at the school. The
arts were an integral component of children’s experiences at the Dewey School (Eisner,
2002) and bringing the arts forward at Eastside provided an opportunity for the
community to experience the generative possibilities the arts make possible.

The importance of the arts and the impact on the community are well
documented in previous chapters. Good Morning Eastside, grade-level programs,
Looking at Art, and artists-in-residence became essential elements of the culture and
established treasured traditions throughout the bounded years of my study. The impact
of the arts, evident in study participants’ narratives 25 years later, expanded worldviews
and provided a deeper understanding of themselves and the world around them (Eisner,
2002; Greene, 1978).

Eastside was known as an innovative and progressive school and
enthusiastically embraced Saphier and King’s (1985) norms of experimentation and
reaching out to the knowledge bases. The faculty’s shared commitment to excellence
created a synergistic enthusiasm for reading and sharing research, risk taking, and trying
new ideas. Innovative structures and programs were implemented from the opening of
the school and continued for many years: grade-level configurations (K-1, 2-3, 4-5),

Zweig reading, whole language, Afternoon Adventures, and Special Friends. Schein
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(1985) identifies these structures and programs as visible artifacts of the way schooling
was enacted. These artifacts reflect both the espoused values and the basic underlying
assumptions of the community and support strong congruence between the core values
and how they were made visible in the school’s structures and processes.

Learning for all was a community commitment for teachers and students at
Eastside that required teachers to continuously build pedagogical capacities and deeper
understandings of the bridge between theory and instructional practices. Participants
identified Janey’s modeling as one of the most important contributors to their
development of teaching and leading capacities. Shared leadership through mentoring
and coaching with Janey, peer-colleague teachers, and associates outside of Eastside
provided continual teaching and leading capacity by building opportunities.
Participants described the diverse ways Janey encouraged and supported them as their
mentor and coach which contributed significantly to their development as teachers and
leaders. All teachers were expected to be leaders in their classrooms as well as in
school-wide committees and were encouraged to become leaders in school district and
community groups. Rotation of committee leadership and membership contributed
significantly to teachers’ development of leadership capacity and collective engagement
in school improvement initiatives at the school.

Empirical studies suggest that the differentiated mentoring and coaching
practices enacted at Eastside resulted in transformational learning (Drago-Severson,
2004; Kegan, 2000; Leithwood, 1992) and Day et al. (2007) found that the quality of
principal and teacher leadership, relationships with colleagues, and personal support are

key influencing factors in developing leadership capacity. Lambert’s (1998)
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Leadership Capacity Matrix identifies five critical features of developing high
leadership capacity in a school, all of which were in place at Eastside: broad-based,
skillful participation in the work of leadership; inquiry-based use of information to
inform shared decisions and practice; roles and responsibilities that reflect broad
involvement and collaboration; reflective practice and innovation as the norm; and high
student achievement.

Professional development was enthusiastically embraced by the faculty as a way
to reach out to the knowledge bases and to build common understandings of research
topics identified as important to focus new learning, and this activity supported a
commitment to a continuous learning ethic (Frick et al., 2009). Eastside teachers
believed that professional development expanded their knowledge and skills,
contributed to their growth, and enhanced their effectiveness with students (Hord, 1997;
Guskey, 2002; Lieberman & Miller, 2001; Newmann & Wahlage, 1995). Many
teachers remembered being presenters at site in-services and developed skills and
confidence which significantly supported them as they moved into leadership positions
outside the school. Janey modeled the importance of joining professional organizations
and being active professionally which teachers remembered as an important expectation
in their career development.

Case evidence suggests that nested, multidimensional physical and cultural
elements contributed significantly to daily opportunities for teachers to engage in
reflective discourse and collaborative conversations focused on teaching and learning.
Janey also provided opportunities in many faculty meetings for the faculty to reflect on

a given topic and provide feedback. Topic of the Week provided an additional avenue
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for teachers to reflect in writing on a wide variety of topics. These practices are
embraced by cultures that value collaboration and shared decision-making optimize
learning opportunities for students and staff and overall effectiveness of a school (Detert
et al., 2000; Hallinger & Heck, 1998; Katzenmeyer & Moller, 2009; Schon, 1983).
Additional research supports that collective reflective practice and inquiry build
capacity for improved teaching and student learning (Copland, 2003; Katzenmeyer &
Moller, 2009; Reitzug et al., 2008).

Eastside was a learning organization and invested in building teaching and
leading capacities of the faculty, thereby ensuring growth and sustainability throughout
Janey’s principalship. Senge’s five disciplines (1990) were strongly in place and
supported the school’s successful navigation of school improvement and change
initiatives. Systems thinking (Senge, 1990) was modeled by Janey and supported
teachers learning how to think systematically and how to make decisions understanding
the impact on the entire system. The Adams district provided strong support for
Eastside and other district schools to achieve excellence as learning organizations.

Janey shared during her first interview that she thought faculty members chose
to develop personal mastery in leadership, which is one of Senge’s five disciplines
(1990). Case evidence confirms that participants did indeed develop personal mastery
in leadership and felt confident in their leadership abilities because of their experiences
at Eastside. They also felt empowered and wanted to make a difference in the lives of
teachers, students, and their families, which they did in many PK-12 and higher

education settings.
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Eaker et al. (2002) identify seven school-wide essential elements of a learning
organization which were in place at Eastside: shared values, goals, collaborative culture,
parent partnerships, action research, continuous improvement, and focus on results.
Eastside exemplified the tenets of communities of practice (Wenger, 1998),
communities of responsibilities (Sergiovanni, 2001), and professional learning
communities (DuFour et al., 2004). DuFour and Eaker (1998) assert that the most
promising strategy for sustained school improvement is building the capacity of school
personnel to function as a professional learning community.

Janey taught the faculty CBAM, and this model was used to deal effectively
with change initiatives throughout her principalship. This practice supported teachers in
developing a broad perspective when dealing with change and in learning how to use a
research-based model to deal successfully with change initiatives. Participants
identified using this model to deal with change after becoming leaders in other settings.
Wheatley’s (1994) research identifies schools as self-organizing systems when they
govern themselves and deal with change effectively as the system evolves. They must
learn to adapt, to be creative, and to co-exist with the environment. Schein (1985)
suggests organizational leadership plays a strategic role in supporting sustainability and
in adapting successfully to the changing environment which surrounds them. Case
evidence suggests that Eastside was a self-organizing system led by a generative leader
who built capacity with her faculty to deal effectively with change thus ensuring growth
and sustainability of the school.

Eastside’s 15 teachers who became leaders in PK-12 schools and higher

education are evidence of leadership dispersion on a small scale. A large body of
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research investigating large-scale dispersion involves ways in which districts and
systems are engaged in developing leadership (ElImore, 2000; Fink & Resnick, 2001,
Fullan, 2003a; Fullan, 2005). The scope of this investigation did not include collecting
data on how the Adams district and state in which the case is located developed teacher
leadership. This investigation also did not include collecting data on participants’
developing teachers who became leaders in other settings but the generative possibility
is implied by the tangible depiction within this historical and instrumental case study.

Eastside teachers became educational leaders for a wide variety of reasons.
Many felt that their experiences at the school with Janey and their colleagues prepared
them to become successful administrators. Many also felt that they could make a
difference in the lives of children and were passionate in creating this experience for
others. In many environments building strong relationships and strong community,
developing capacities to grow as learning organizations, and supporting teachers’
growth through clinical supervision were replicated. Shared leadership and successful
navigation of multiple school improvement initiatives were also replicated. A
participant acknowledged that a balance is required when replicating leading and
learning experiences in a new school community and that building relationships and
trust with a new faculty are the most important steps in leading a new school.

The focus of learning for all at Eastside supports Elmore’s (2000) work, which
suggests that improvement of instruction to meet the demands of standards-based
reform can be accomplished when both children and adults learn in a school. As a
learning organization (Senge, 1990), Janey and the faculty were committed to

continuous learning to build capacity and to ensure students’ success (Sergiovanni,
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2005). The school embraced what Fullan (2003a) identifies as the moral imperative of
school leadership at the classroom and school levels and actively engaged in
collaborative problem-solving, decision-making, and reflective practice and inquiry
(Deal & Peterson, 1999). Vision and mission were collaboratively developed and
explicit short and long-term goals were written to operationalize organizational
direction (Brown, 2004). The embrace of democratic principles and practices for
community members supported equal participation in making a contribution to the
mission, to the purpose, and to leadership development at the school.

Eastside teachers developed a strong sense of community through personal and
professional relationships, mentoring and coaching by Janey and colleagues, shared
practice, commitment to shared beliefs and values, building teaching and leading
capacities, and collective engagement in the schooling enterprise. Wenger (1998) posits
that community members in learning organizations develop a strong identity in practice
through lived experiences and through social engagement in the community. He asserts
that learning is the vehicle by which newcomers are socialized into a group and the
conduit for the development and transformation of identities.

Theoretical underpinnings that support the strong sense of community identity
that emerged in my study are identity theory and social identity theory. Identity theory
(Burke, 1980; McCall & Simmons, 1978; Stryker, 1968) focuses on the individual’s
identification in a role and incorporation, into the self, of the meanings and expectations
associated with a role and its performance (Stets & Burke, 2000). Social identity theory
(Hogg & Abrams, 1988; Tajfel & Turner, 1979; Turner 1982, 1985) focuses on a

person’s social identity and belongingness to a group. Becoming a member of an in-
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group means embracing attitudes, values, behavioral norms, discourse patterns vs. an
out-group (Hogg et al., 1995) and Ellemers et al., (1997) found that in-group
identification leads to greater commitment to the group and less desire to leave the
group. Hogg and Hardie (1992) found when individuals identify with a group they feel
a strong attraction to the group as a whole. The strong sense of community shared in
participants’ narratives suggests a profound impact on their personal and professional
development and their career and life trajectories.

Participants experienced personal transformation through their lived experiences
at the school. They created life-long friendships, were empowered by the modeling of
Janey and other colleagues, built teaching and leadership capacities which resulted in
confidence and recognition of personal abilities and skills, and had a passion to create
this opportunity for others in different settings. Their worldviews enlarged to see
potentials and possibilities that were not present before joining the Eastside community.

All teachers became very emotional when they described how being a part of the
Eastside family impacted their lives. The strong community identity coupled with the
transformative learning which each experienced and the impact of life-long friendships
shared through the work of the school created life-changing personal and career
trajectories. Eastside’s legacy, co-created by Janey and the faculty, is embodied in case
participants and the difference they made in the lives of others in the communities in
which they served as leaders.

Significance of the Study
My study addressed a need identified by Fullan (2003c) to study development of

leadership capacity with all individuals engaged in the work of teaching and learning as
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a primary strategy for large-scale sustainable reform. Leithwood and Duke (1999) posit
a need to study relationships between leadership practices, capacities, and motives, and
they selected elements of the environment in which schools are located, which is
illuminated in my research findings. Building understanding of human interaction and
meaning in context is particularly important for professionals who want to become
administrators (Chapman et al., 1999). Study findings suggest the nested,
multidimensional elements of building teaching and leading capacities in a school and
the ways in which Janey and the faculty collaboratively developed leadership.

Schools in which principals and teachers collaboratively share leadership, build
individual and collective capacity, and lead and learn together create a generative
learning environment for both adults and students, irrespective of setting, social
surround, or particularistic context (Klimck et al., 2008). In these schools, student
achievement is a priority, and teachers are supported in developing the knowledge and
skills needed for all students to be successful (Blasé & Blasé, 1999; Senge, 1990;
Sergiovanni, 2001; Smylie & Hart, 1999). In these schools, teachers are mentored by
principals and peer-colleagues, and they develop the knowledge and skills needed to
become skillful practitioners (Day et al., 2007; Drago-Severson, 2004; Katzenmeyer &
Katzenmeyer, 2005). When teachers build capacity in their ability to work with
students, they become more confident and more willing to continue working to build
pedagogical knowledge and skills and to become leaders in their classrooms and
schools. This has the potential to mitigate the high rate of teacher attrition and the
diminishing pool of teachers who choose to become principals. Case evidence suggests

that Eastside teachers experienced a generative learning environment where student
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achievement was a priority and where they were supported in building teaching and
leading capacities by the principal and their colleagues. Co-creating a learning
environment in which they experienced transformational learning and empowered to be
leaders in their classrooms and school led to many choosing to become leaders in other
settings.

Study findings also suggest ways in which contemporary principals can develop
teacher leaders. It requires school cultures be customized in order to serve the
community and maintain focus on excellence and learning for all. A rigorous
curriculum, democratic practices, leadership in implementing change initiatives, a focus
on adult learning through professional development, and studying research are essential.
Engaging students in becoming leaders and taking ownership of their learning,
supported by teachers, provides an empowering context in which community leadership
develops and thrives.

The importance of illuminating leadership development at Eastside and adding
to the scholarship in teacher leadership development by principals is of significant
import to me. The Eastside story is finally being told and I am the one to share it.
Eastside’s legacy continues to live through sharing the story with others and hoping the
lessons learned decades ago can support educational leaders and teachers in
contemporary schools to create exemplary schools in which all community members
thrive and grow.

Implications for Future Research
Generalizability of case findings is not possible because of the particularistic

and heuristic nature of the chosen methodology and Eastside being a unique case
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situated in a particular state and community. Spillane et al. (1999) argued that a rich
understanding of how leaders go about their work and why leaders do and think what
they do is needed to help other school leaders think about and revise their practice. My
historical case study addresses this gap in the literature by providing a rich, in-depth
investigation of the enacted leadership in the case and the mentoring and capacity-
building experiences and processes delivered through one principal that led to the
leadership development and consequent leadership enactments of a group of teachers
originally associated with that principal.

Eastside Elementary is situated in a suburban school district in a Southwestern
state and the focus of the study in a 19-year period between 1973 and 1992. Further
investigations need to explore teacher leadership development in urban, suburban, and
rural schools in contemporary contexts in which principals have developed large
numbers of teacher leaders who have become leaders in other settings. Additional
studies of leadership development at different organizational levels (e.g. elementary,
middle, high school) and in various national and international locations are needed.
Senge et al., (2000) posit a systems perspective that requires the understanding that
schools are nested in a larger context and support additional studies of ways districts
and states as well as school leaders develop teacher leaders in identified schools.

My study focused on the experiences of one principal developing a cohort of
teacher leaders who chose to become educational leaders in other settings. Important to
the study of developing teacher leadership are the formative experiences of teachers and
principals prior to entering the profession. This suggests that a study of the knowledge

and understandings teachers and principals develop in their preparation programs prior
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to entering the profession is needed. In Chapter Five, Janey shared some of the
formative experiences and understandings that she developed in her graduate program
which influenced her thinking and leadership prior to becoming a principal. Interview
questions with teacher participants did not ask about their higher education preparation
programs. Investigating in-depth understanding of philosophical and theoretical
foundations, leadership, culture building, mentoring and coaching, and systems theory
of professionals who are enrolled in principal preparation programs would support
illuminating understandings, knowledge, and skills of professionals prior to becoming
identified leaders at a school or district site. It would also support university faculty
teaching courses in principal preparation programs to support leadership development in
prospective principals by providing experiences and building understandings in areas
identified for growth.

Additionally, are there principal preparation programs nationally or
internationally that have been identified as exemplary and principals graduating from
these programs who have demonstrated strong performance in leading a high-achieving
school where parents are partners in the schooling enterprise and where students excel?
This type of investigation would be important for understanding the formative
experiences of prospective principals and the essential components of preparation
programs that support exemplary performance when becoming a principal.

Chapter Summary

In the final chapter, a discussion of case findings, significance of the study, and

implications for future research are presented. Eastside was led by a generative female

leader who envisioned a consensus school where democratic and collaborative practices
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would be enacted and the community engaged in developing learning and leadership
capacities of all members. Teachers embraced these perspectives and became co-
creators of a culture where strong relationships were built and everyone was committed
to making a difference in the lives of community members. An arts-enriched and
innovative culture provided an environment in which constructivist practices were
infused with creativity and generative possibilities. Teachers developed teaching and
leadership capacities and became empowered and confident in their strengths and
abilities. Janey and the teachers also developed a strong sense of community and
community identity through their shared experiences. Learning was the vehicle through
which identities were developed and transformed, and the teachers’ personal and
professional development and career and life trajectories were profoundly impacted, as

was Janey’s.
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Appendix A: IRB Approval Letter

% Te UNIVERSITY o OKLAHOMA

Institutional Review Board for the Protection of Human Subjects
Approval of Initial Submission — Expedited Review — AP01

Date: June 12, 2013 IRB#: 3258

Principal Approval Date: 06/11/2013

Investigator: Ms Patricia R Simons, M3
Expiration Date: 06/31/2014

Study Title: TAKING A CLOSER LOOK: A CASE STUDY OF ONE PRINCIPAL WHO DEVELOPED
TEACHER LEADERS WHO BECAME ADMIMISTRATORS AND EDUCATIONAL LEADERS IN OTHER
SETTINGS

Expedited Category: 6 & 7
Collection/Use of PHI: No

On behalf of the Institutional Review Board (IRE), | have reviewed and granted expedited approval of the
above-referenced research study. To view the decuments approved for this submission, open this study
from the My Sludies option, go lo Submission History, go to Complefed Submissions tab and then elick
the Defails icon.

Ag mnmpal investigator of this research study, you are responsible to:
Caonduct the research sfudy in a manner consistent with the requirements of the IRB and federal

regulations 45 CFR 46,

+ Obtain informed consent and research privacy authorization using the cumently approved,
stamped formes and retain all original, signed forms, if applicable.

= Reqguest approval from the IRB prior to implementing any/all medifications.

+ Promptly report to the IRE any harm experienced by a participant that is both unanticipated and
related per IRB policy.

s Maintain accurate and complete study records for evaluation by the HRPP Quality Improvement
Program and, if applicable, inspection by regulatory agencies and/or the siudy sponsor,

+ Promptly submit confinuing review decuments to the IRB upon notification approximately 60 days
prior to the expiration dale indicated above.

= Submit & final closure report at the complation of the project.

If you hmra quaslion-s about this notification or using IRIS, contact the IRE @ 405-325-8110 or

Cordially,

Mumet %M[ —

Aimes Franklin, Ph.D.
Chair, Institutional Review Board
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Appendix B: Interview and Narrative Protocols

Superintendent Interview
. Tell me about yourself.

. Tell me about the years you served as district superintendent (include
number of vears and degree when hired).

. You recommended hiring the principal when the school opened in 1973,
What were the personal and professional qualities that you identified that
supported your recommendation?

. Many teachers became leaders while teaching at the school. What do you
think contributed to their developing leadership capacities?

. Tell me about the ways in which the principal built leadership capacities
with her teachers.

. Describe the school’s culture.

. Tell me about the ways in which the faculty worked together to build
leadership capacities with each other.

. In this high-stakes accountability environment, what do you think are the

most important things for principals to do to develop leadership capacities
with teachers?

. (Additional questions as needed)
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Principal First Interview

1. Tell me about yourself.

2. Tell me about the years you were principal at the school (include number of
years and degree when hired).

3. As principal, what were your goals for the school? Teachers? Students?
Parents?

4. When you hired teachers, what were the most important things you looked for?
5. What leadership positions did you hold while serving as principal?

6. Many of your teachers became leaders. What were the things you believe you
did or opportunities they had to develop leadership capacities?

7. Describe the school’s culture during your tenure.

8. How did school culture impact your leadership or your leadership impact school
culture?

9. In what ways did the school culture impact teachers in developing leadership
capacities?

10. In what ways did colleagues impact each other in developing leadership
capacities?

11. In this high-stakes accountability environment, what are the most important
things for principals to do with teachers to develop leadership capacities?

12. (Additional questions as needed)
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110.

11.

12

Principal Second Interview
Tell me about the process you used to hire the beginning faculty.

When did it become common practice for a team of teachers and you to
interview and recommend an applicant for a position?

. The initial faculty retreat prior to sehool opening in 1973 - tell me about your

goals for the retreat and who you mvited to help you work wath the begmmng
faculty.

Tell me about the OU professors” involvemnent in the carly days.

. How did it happen that the OU professors were invited to become a part of the

schoo] community?

The curriculum work that started at Kennedy — how did this carry over to
Eastside?

We didn’t have team leaders did we?

Tell me about the ways groups of children were put together to form class lisis?
Did we ever have homogenously grouped homerooms?

A participant (K.T.) told me about arts grants we received provided funds to
regearch the arts in reading and math instruction and these results were shared
throughout the state. Tell me about this,

From your perspective, what were the most important cuteomes for students and
families during vour principalship? Teachers?

When you were the desipnated teacher representative to talk with the
superintendent aboul concerns at why were you selected to
present concerns to him? Please summarize concerns you shared with him.

Several of the participants were in an OL class when vou talked to them and
both were so impressed by what you knew and eould articulate early in youor
career. How is it that you came to this in-depth understanding so early in your
career? What were the topics you talked about in these presentations?
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Principal Second Interview (cont.)

13. When you say it is important to “maintain the integrity of a discipline”, please
tell me more about what this means to you.

14. Tell me about “The School as a Model of Society™ by Grannis and Wiseman.

15. Tell me about “The Central Purpose of American Fducation.”
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Teacher Interview

1. Tell me about yourself.

2. Tell me about the years you taught at the school (include number of years and
degree when hired).

3. (If amember of the founding faculty) Tell me about the controversy that led up
to the “big meetng™ in Apnl 1975, the second vear the school was open.

4. What are the things that you experienced as a teacher that most helped vou build
leadership capacities?

5. What leadership opportunities did you experience as a teacher? Site? District?
State? National/elected vs. volunteer?

6. What recognition or honors did vou receive when you were teaching?
7. What recognition or honors have you received since teaching at the school?

8. What are the most important things the principal did to support you in your
development as an educsator?

9. Tell me about the school culture and the ways in which it impacted you
persomally and professionally.

10, Tell me about your peer-colleagues and the way in which they impacted vou
personally and professionally.

11, In this high-stakes accountability environment, what are the most important
things for prineipals to do with teachers to develop leadership capacities?

12, Why did you become a principal/administrator/college professor?

13. (Emergent Question) How was being a part of Eastside a persomally
transformative experience?

14. {Additional questions as needed)
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Narrative Prompis

Superintendent Prompt

Share one of the most important stories about the principal building leadership
capacities with her teachers.

Teacher Prompt

Share one of the most important stories about developing personal and professional
leadership capacities when you were teaching at the school.
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Appendix C: Case Documents and Artifacts

Documents:

Site goals, 1991-92 School Year

CBAM Model Handowt

The Cengral Purpose of American Education, Educational Policies Commission, 1962

Topecs of the Week, 1979-92 School Years

Poems and Personal Correspondence, 1973-92

Local and State Newspaper Articles, April 1-8, 1975 and May 6, 1975

Class Observation Feedback Sheet

Question Types Handout

. Grade-level and Concert Chorus Programs

m School Events Documentation

I1. Letters to Parents From Eastside, 1984-1992

12. Social Sciences Dasciplines’ Documentation

I3. Principal’s Page, Mstructor, December 1974

14. Piaget Is Practical, Sclence and Children, October 1971

15. “Ihe Elementary School Library Media Specialist in Concert with Curticulum:
Mathematics and Science”

16, Staff Development in Asts in the Carricutum, 4 New Wind Blowing, 1978

17, “Connections — Linking the Arts with the Basic Curriculum™, 1980

I8, Your Principal, Your Ally, Public Relations for School Library Media Centers, 1990

19. Student Discipline Form

20. Commursication Processes Handout

21, Monday Memo, November 20-22, 1989

21, "Independent Activities for Cirades Three-Six™, Collaboratively Developed Language
Arts Activities by Teachers Documentation

23. PDK Membership Recognition Certificate, Janey Barker

24. Teacher Induction Letter, 1983

25. November is a Special Time to Say Thanks (Appreciation Note to Teachess from Janey)

26. Chenge: Considering the Ramifications Handout

27, Photographs, Grade-Level Programs and Faculty

28, Parant Welcome Leuer

29, Newspaper Articles Documenting School Events, 1973-92

30. “The School as o Model of Society” by Grannis and Wiscman

31. Resume, Janey Barker

32, Research-based Frameworks

33, Meeting Agenda Form

34. Decisions tor Excellence, District Research-Based Plan for School Improvement

35. Faculty Worckshop Planning Documentation

36. “The Bridge™, University Publication, May 12, 1979

37. Note of Appreciation fram a Teacher to Juney

R T
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Artifacts:

ot R B

Eastside Scrapbooks, 1976-80, 1982-83, 1985-88, 1989-90, 1991-92

Eastside Yearbooks, 1982-83, 1989-90

“Arts in Education in Schools”, State Department of Education

“Sunrise to Starlight” (Book given to Janey by the Faculty), 1976

“Retention in Grade: Looking for Alternatives”, Center for Evaluation, Development,
and Research, Phi Delta Kappa, 1992

“Teachers’ Manual for Teacher Performance Evaluatioon™

“Teacher Evaluation: Five Keys to Growth™, Joint Publication of the American
Association of School Administrators, National Association of Elementary School
Principals, National Association of Secondary School Principals, and the National
Education Association

“Individualizing Reading Instruction”, Science Research Associates, Inc., 1968
Eastside Facility Construction Documentation
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Appendix D: Initial Coding Categories Case Principal

Cuilture

Open school

Arts-In-Education

Collegsality

Experimentation

High Expectations

Trest and confidence

Tangible suppoit

Reaching to the knowledpe base
Appeeciation and recognition
Caring, celebration, and humor
levolvement in decision making
Pratection of what's miporinnt
Traditions

Homest, open communication
Student, family, and community support
Faculty induction letier

Carcled negative parcits

Leadershap

Shared leadership

Leaming fram others and apply
Year in review

Bridge gaps: PD

Twaght norms to faculty

P: Faculty mewiing planning
Confidence from Supt. & BOE
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Topic of the Week
CBAM

Consensus model]

AIE demonstration school
Evervone’s equal
Maodeling

Mo tenm leaders

Student leadership

State of the School
Byproduct: lead. decisions
Built learming foumdations

Wisible wizion

Relatipnships

Wisible school-wide support
Strong com. relationships
Principal notes

EOY skit

Lake trips

Bls: Monday Memo

Mew faculty: equal
Everyone’s viioe equal
Listening

Dhseaurss

Professors: Critieal friends
Shared leadership

Build strong relationships



Foundations

Dewey

Piaget

Gesell

Respect for all

Fairness

All kids can leamn

Everyone has valuable ideas
Democratic everydayness
Preparing kids: dem. society
Mentoring new kids

Shared leadership

Teachers on interview teams
Visionary Superintendent
District Central Committee

District mission statement

Leaming Organization
Team learning
Shared vision
Mental models
Dialogue
Sustainability
Quality school
Student learning first
Zweig
Integrity of the disciplines
Teach for understanding
Inquiry
Leaming community
Comprehensive planning
Data-driven decisions
Opening Eastside

Philosophical congruence: School to district Bring forward

Building Capacity Left behind
Mentoring and coaching Outcomes
Shared leadership Students
Modeled leadership Families
Democratic practices Teachers
Embedded professional development Community Challenge
Systems and processes Modeling leadership
Social studies’ four-month study Context
Homogeneous grouping discourse Community after meeting
Encourage teachers to become more Personal reflections
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Initial Coding Categories Case Participants
Principal Leadership

Modeled leadership

Open

[nspirational

Supportive

Visionary

Maverick

Belief in me

Never afraid to ask

Ideas listened to

Watch her in action

Asked questions

Built collective identity
Receptive

Shared decision making
No limits

Quiet and direct leadership
Brought energy
Articulated thinking and insights
Knew what to do

Modeled inquiry

Nothing top-down

Calm under pressure
Believed in what she was doing
Driving force

Progressive

Unselfish

Forward thinker

Conflict resolution

Buffer

What's best for kids

High expectations

Modeled excellence

Ahead of the curve
Democratic Practices

Shared decision making

Shared leadership

Populist

Everyone had a voice

Team interviews

Shared responsibilities

Opinions valued

Student leadership

Build consensus

Hiring new music teacher
Culture

Music teacher: Arts. Spec.

Students first

Celebratory

Welcoming

Know every child

Optimism



Culture (Cont.)

Grade-level programs
April Fool’s Day
Adventures

Looking at Art

CAP Program

Trust and support

Safe environment

Norms of a Strong Culture
Morning assembly
Parents wanted children there
Special Events

Worked hard/played hard
All in it together

Faculty parties

Enriching

[nnovative

Supportive team

Heart first, content second
Connect with every kid
Teachers had keys
Passion

Importance of the arts
Agree to disagree
Progressive

Go extra mile

Risk taking

298

Collaborative

Teachers’ desks together
Open, hon. communication
Positive

Cutting edge

Exploration

Nourish and nurture

Relationships

Supportive community
Strong com. relationships
Helped each other

Trust

Relationships first

Good friend with principal
Prof. and pers. friendships
Prin. proud of you

Prin, belief in you

Taking care of each other
Loyalty to each other
Social time together
Family

Lifelong friendships
Enjoyed each other

Cared about each other
Appreciation



Building Teaching and Leading Capacities

Mentoring and coaching: P & C
Experimentation

Professional development
Shared leadership

Shared decision-making

Ts Presented PD

Mo team leaders

AlE

Modeling: P& C

Leading builds confidence

New teachers equal faculty members
Action researcher

Help others learn

Enew things others didn’t
Shared responsibilities

Teams

Shared leadership: distriet initistive
Open classrooms

Democratic practices
Professional growth + leaming
Confidence in skills
Encouraged to read rescarch
Learned individualization
Learned to write units

Learned corriculum

Reflective practice and discourse

299

Learned self-pacing
Leamed team teaching
Learned gifted
Leamed to discipline kids
District committess
WVisit from “Annie” cast
P: First year support
Principal pushed me
Feedback: P& C
Ind. time with P
Prin. support
P: inspirational mentor
Helped me think deeper
Peer coaching

Leaming Organization
Innovative Practices
Individual growth
Professional growth
Dif, thinking: system grew
School of leaders
Accomplished master Ts
Movers and shakers
Surrounded by excellence
Felt well rounded
Risk taking
Creative camaraderie
Learned from mistakes



Learning Organization (Cont.)
Cutting edge
Learning culture
Moving forward through change
Leaming from other schools
Embraced Gesell initiative
Discourse: build common understandings
Interdisciplinary curriculum
Piagetian perspective
Construetivism across the board
Teachers met all the time
Respected colleagues
Esprit de corps
Team approach
Collaborative pedagogy
Modeling best practice: P& T
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Appendix E: Visual Representation of Data Analysis

Strong
Community
ldentity

Female

Generat|ve

Leadership
AD

Building
Teachlnﬁ
& Leadershi
Capacities -

Leadership

StrorﬁPhllosnphlul
Dispersion

erorectical
Foundatiens - A

Principles
Developing
Teacher
Leaders

Relationships

.’:h
D

Learning
Organization - AD

Enriched
Innovative
Culture-A

O— Interview / Narrative Themes

A - Artifacts
D - Documents

Trans{orm ation
Experiences
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Appendix F: Community Challenge Newspaper Articles

Vi T

-~

-.r‘_" \4\—5"“"“
.;f i -

e

e
;

. s

N e e N e N
- £, -
: - .-«v’ »

wwﬂ','l'_

——

Transcript, Sun., April 6, 1975

Transcript Readers’ Forum

-

Fditor, The Tromscripé:
I am very dissalisfied with
the quality of education at -

i “tho dovelopment of Imowl-
edge, &ill, abllity, or character
by teacking, iraining, stedy, or
exparience. Educator Js a per-
son whose profession i is educa-

glve kmwiedgc of, lessms in,
or instraction about

Allowing & du]d to  roam
froe or play, i that is his er
her desive for the day, does
pel  develop  knowledge,  efc.
They might fist as well stay
'home aul play. Open-concept
selionling does not mean giving

«& & or Tvear-old or even older

‘child a choice of whether or
aat e warts to learn. T can

- rempmber how miteh T disliked
~ scheaf and had 1 been given
~ tha cheice of whether T wanted

mleamlnmad.e!n ar play

tho games. T befiove that chil-
dren today are still very much

i .-l—&;.‘;.w

po

C riticized

concept schoeling, bot it is
first where £ Is not woxtmg
usmﬂsupposndbmpemt

to allow the bnghl ar  gilted
child to progress at his or her
own spead. It Is also supposed
to aflow the teacher time lo
spend with the slow-learner, not
to shun hm and say “Well,
Jobnle or Swzie doesu’t want
fo Jeam ftoday maybe be’ll de-
cide he wans to tomorrow.”
These children have no way of
of

knowing  the limportance
learning.
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We Are Proud of ~ “For:

A W'd«pread, recognition occorded olf 1 for its many

_accomplishments b2

' Specnl Proj ec! Gmnt Elemen!cq und Secoodury Edu-
. cation Act

2. One of five (5) scbools in Oldohoma oowmhd for in-
clusion in o publication prepared by the United Stotes

- Department of of Health, Education and. Welfare

3. Featured in several teleyision programs of the series

" Maside Oklahoma Education™ sponsored by the Okle-
homa Education Association
Individual faculty members were included in pmgmms an
a. Career Education <y
b. Inquiry Science

c. Media Centers in Oklahoma.
d Parent Effectiyeness Tmmng
¢. Teacher Effectiveness Tmn?n

4. Having one of the two children in Oklohoma sefected
to nt the Sequoyah Children’s Book Award ot the
Oklchoma Library Association Canvention -

5, Being filmed by the Resourcas and Equipment section of
the Oklahoma Stafe Deporiment. of Education to dem-
onstrate creative medut pmgmns and use of special
project grant . ©

6. Qur principal an featured on t‘e l’nnapul’s Page of
the Instructor nae, a professioml journal with na-
tionwide circula e

B: The pmfm&?lq-ﬁmy . " faculty
- 1, Twa Ph.D. andldotﬁcﬂh&serhho-lml
* 2. One E4.D. candidate ot the . dissertation level
3. Thirteen have a‘nnad amrum nod two nn near
completion.
4 O:f*uadrod-uvem (107! yem's fofnl,\‘eulmg upm—
‘e = ek

R ¢

C.Conmuniry Out-Reach pmgro-u : '

;. ;rﬂchool n{mthm workshop - 1
ummer program -« .-

-3, Parent st SRy .,'“

e e B e
5.. The successfuf continuing volmher
Thera's much morg we are proud of and wlld fike for
youto know cbout -~ howerer our space is fimited.
A Forum om Education will be. held ot the school,

Sunday, Aptilf& ﬁ'on!lw-m pm.

Cr

Spwm‘bymhnnuf- ~ c.._-u.m

-
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Appendix G: Letter Welcoming Parents to Eastside,

1979-80 School Year

Welcome to Eastside School. In the past six years, we have built a tradition of
quality. Your child’s school has received recognition for its many accomplishments:

Special project Grant, Elementary and Secondary Education Act, Title II

One of five (5) schools in (name of state) nominated for inclusion in a
publication prepared by the U.S. Department of Health, Education, and Welfare.

Featured in several television programs of the series “Inside State Education”
sponsored by the State Education Association.

Having one of the two children in (name of state) selected to present the
Sequoyah Children’s Book Award at the State Library Association convention.

Featured in film by the Resources and Equipment section of the State
Department of Education to demonstrate creative media programs.

Selected as one of the six (6) elementary schools in the state as a demonstration
school for Arts-in-Education by the State Department of Education.
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Appendix H: Eastside Visits from Harry Chapin and the cast of

“Annie”
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Appendix I:

Goal #1:

Goal #1:

Gioal #2;
Goal #3:

Goal #4;

Goal #1;
Croal #2.
Goal 4#3:

Goal #1:

Eastside Elementary Goals 1991-92 School Year

SR

EASTSIDE ELEMENTARY
Site Goals
1991-19492

OLYMPIC ACTION TEAM COMMITTEE

To organize and implement a successful Olympic celebration for
Smith Elementary during the 1991-1992 school year.

ARTS-IN-EDUCATION TEAM COMMITTEE

g}hel gl'ﬂ-—:in-Eljuﬁ.ﬂ.ﬂﬂ percentage of vearly budget will be increaszed

The commitiee will implement a recital series.

Thirty-five percent of the Smith faculty will pamicipate in an Arts-in-
Education sponsored event.

A bulletin board will be displayed which will post current and
upcoming art related events.
READING/ENRICHMENT ACTION TEAM COMMITTEE
To implement the site based gifted program in grades T-2,
To provide remediation in reading for students in grades T-4.
To work with teachers in all grade levels with the implementarion of
their reading program.
OPERA ACTION TEAM COMMITTEE
An original opera, created and produced by fifth grade smuden:

company, will be presented for andiences consisting of stadents,
faculty, and citizens of the community.
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ELEMENTARY

Site Goals
1991-1992
MEDIA CENTER ACTION TEAM COMMITTEE

Goal #1: The media specialist will become guﬁcian in using the new IBM
computer system and Circulation Plus software.

Goal #2: The medmmm'u_l:ﬁecialist will provide faculty with information concerning
new ials and equipment.

Goal #3: The media specialist will utilize the State Department Guidelines when
planning with teachers.

SPECIALIST TEAMS' GOALS

Learning Disabilities Team Goals

Goal #1: Inform regular classroom teachers of new federal, state and local
speciel education regulations that directly relate to them.

Goal #2: Present strategies for mainstreaming Learning Disabled Children to the
faculty,

Goal #3:  Plan and develop an inservice for the regular classroom teachers.

Goal 4 Write a modified for team teaching and Classroom Assistance
Program for the 1991-1992 school year.

Trainable Mentally Handicapped Program Goals

Goal #1: To transition more smoothly with the special education programs in
our district to which and from which the elementary TMH students go
and come.

Goal #2: To increase regular education peer interaction.

Music Program Goals

Goal #1: The music faculty, which consists of two full-time, certified teachers,
will collaborate in music curriculum planning, development, and
caccution vl departwcutal gouls, and the coordinatdon of music class
activities,

Goal #2: Each music teacher will prepare and perform two contrasting musical

selections on his/her instrament and/or voice for the Smith Elementary
School faculty and swdents.
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ELEMENTARY
Site Goals
1991-1992

Music Program Goals - cont’d

Goal #3:

Goal #4:

Goal #5:

The major music programs at Smith Elementary will include: single
grade Jevel programs for kindergaren and grades 1, 2, 3, and 5; dual
grade level programs for transition end grade 4; winter and spring
concents with accompanying mini-tours for Concert Chorus;
participation of all 5th graders in the Sth Annval ALl-City 5th Grade
Chorus Concert; vocal music Sth grade performance at their 5th Grade
Recognition Program; and the 1992 opera production.

The classes of J.L. will reflect the criteria stated in the M, Public
Schools Elementary General Music Articulation Chart with students
learning through active participation.

Q.J. will enhance student opportunities in the music classroom for
composition.

Physical Education t Goals

Goal #1:

Goal #2:

Goal #3:

The ts in Physical Education will be taught the necessary skills
and geaeral rules of jump rope, tetherball, hopscotch, and four square
that will enable them to successfully transfer this knowledge to recess
and leisure ome.

The Physical Education budget will be used solely for the purchase of
ipment and instructional materials 1o be used in the Physical
ucation curriculum.
The Physical Education Department will continue to acquire the

necessary equipment for the promotion and assessment of each
student’s physical fitness level.

GRADE LEVEL GOALS

Kindergarten Goals

Goal #1:

Goal #2:

Goal #3:

Use the Houghton-Mifflin - Literature Experience reading program
emphasizing the whole language approacz, in our reading and
language arts instructional program.

To implement a math program using the philosophy and concepts of
Mathematics Their Way.

To orgenize, evaluare, and inventory materials in Kindergaren room.
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ELEMENTARY
Site Goals
1991-1992

Transitional Goals
Goal #1: To arrange lesson plans for Math in notebook form for easy access,

Goal #2: To provide a weekly experience in the Arts.
Goal #3: Review and define the Transitional Philosophy.

Grades One through Five Academic Goals

Goal: At grade levels 1-5 the objectives of the achievement tests were
reviewed. Each grade level identified objectives that they would hold
their students responsible for in the areas of capitalization and
punctuation. The scores on these subtests will be compared with past
scores when the scores of the spring tests arrive,
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Appendix J: Gymnasium and Auditorium Dedication Program

"~

Gymnasium and Auditorium
Dedication
January 27, 1986
Entry Music: Chamber Brass
"Washington Post March” John Philip Sousa
Musical Selection: Chamber Brass
"Rondeau” J. P. Mouret
Pledge of Allegiance: Miss Janet
"This Land Is Your Land" Woodie Guthrie
Introductions:
Song
"Butterscotch Castle” Toni Tennille
Daryl Dragon
The First Basketball Shot: Dr. James
"Ifca's Castie" Czechoslovakian Folk'Song
Musical Selection: Chamber Brass
“Water Music"
George Friderick Hande!
Presentation to Mrs. Charles
"The Greatest Love" Michael Masser
Linda Creed
Musical Selection: Chamber Brass
"This Old Man March" Bob Nagle
Fanfare: Chamber Brass
Ribbon Cutting: Dr. James & Miss Heather
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Appendix K: Eastside Recognized as One of Eight Finalists in the

Elementary School Recognition Program,

U.S. Department of Education

School Finalist

— 7" -

e e m—h
mentary School was selected as
one of eight state finalists to
compete in the National Kle-
mentary School Recognition Pro-

gram,
More than 49 schools competed
in the state's first-year program.

“We started this school 13
years ago with the intent of hav-
ing a different and exciting

school environment,” principal
said. “We've done
it."
said has ex-
celled because students help
make school decisions and par-
ental input is encouraged. The
school also “maintains excel-
lence" in academic, aesthetic
and art programs, said.

Schoo! publicist Letty'
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said schools applying for the hon-
or were required to submit appli-
cations to the state education de-
pariment outlining school pur-
poses and activities,

A national review team will
visit finalists nationwide and an-
nounce a national winner June
27. The principal of the winning
school will be invited to a
luncheon vith President Reag2n
in Washington, D.C.



Appendix L: Concert Chorus and Grade-Level Programs
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PROGRAM

OMISIC o 4 4 ¢« o o o 6 6 ¢ 6 ¢ oo o ¢ s 0 s s e = Lowall Mason

OBa JOYfull o, .6 a o v.0.90 4.8 o e.a s o = s o s o TraGitional
Conducted by Clay

KOOKEIMERE . o 23 @R iRl e iR aR e Wi we e w-Ralitinnal
Mrs. Jenny WX@N o ¢ o « o o« « =« =« =« s » s s o « » » Arthur Baynon

The PAth TO The MOON . « « o« = o o« « = =« « = « =« « Eric H. Thiman §
Madeline C. Thomas

Hanukkah Holiday . . « ¢« 4 ¢« 2 ¢ ¢ ¢ s & « =« « » « Linda Swears

The Little Birch Trée¢ . = = « =« + « « = = = » v » » Bussian Folk Song;
arr. Mary Goetze

That's What Friends Are FPOY , . 4 « =« = =« = « s » « Carol Bayer Sager &
Cindy Soloist Burt Bacharach; arr,
Gary Kramer

Degk The Hall 'L o oo o 2 o o & ¢ 0.8 420 9.8 aia = Wolsh Carol
S11ent MIiGhT .+ 4 o .« o o o = s = « = o « « =« =« = « Franz Gruber
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ELEMENTARY SCHOOL'S

Firac Craders
Presents

) May 5, 1987
7:00 PM.

INTEODUCTION AND R
In The Cocd OLd mt‘mov'-'--ou-noo-oxﬂl Shields and Gﬁol’” Bvana

Dancers

hdan Brittogy | (* f

Jerany Holly | . J
Brad Elizabeth' | %

Lyn Aligha

Derak Jagon / 7

Carly Bradley /J

The Happy Ilmhmr..............lnunia Ridge and Frederick.W, Woller

PIABROLS B00G: 1o heasiossusossnsrabncnsosucsisnnnn s veses Traditional m _
T Paxton
Inge alists Goi'ng ¢ The Zoo.........-.-u.---................-.......-..h d

Greg Animals

Jeff Chris Molly
Yatalie Jacob Exfe
Adaw Blake Zae
Enlly Ryan Sharlese
Jensifer Jan Katie
:::b‘fl’ Keany Margarat

Instrsmentalist - Dryun

Surfin' U.S.A. Setrerssssenrrsstsnnninnsa e Brian Wilson and Chuck Barry
SI.IDBS.....----A---..-....--o..---nawcm of

CLOSURE
Speakers = (in order of appearanee)

Parker
Brin
Joshua
Jennifer
Ryan
Ronda
Lisa
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Appendix M: Olympic Day Documentation

OFFICIAL
PASSPORT

UNITED STATES

OF

AMERICA
[

/
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Appendix N: Opera Documentation

THERE'S NO SUCH THING AS "HAPPILY EVER AFTER'

presented by

"Give Life 0 Chanion”. oo iy arinee

v Company
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Joey.. SO | =T

Brandl — 1 T -

St.nll...“ % N lf“m.' Memensl Gynnasium-Auditonum

H:lnry VR Ul . April 23, 1992, 1:30 p.m.

Michael. ¢ April 30, 1992, 9:30 am =

SR s cioreritiomsrierenmsen sot etk RO May 5, 1992, 7:00 pm. ; é’

MUSICAL NUMBERS Seaner Theatre s ‘fsp
May 12,1992, 130pm. ¢
Mini Seene j
“We are the C . Caruso childron ;gj 3
Scene | i ;

"Boys, Boys, Bays"..................... Katrioa, Keeri, Jenny J‘;

‘Life st Basy" oo 165 Cast : j §

§ yneh
£57
Scene I o £ a}j
“Cheater's Nover Win® . Cant &8
A 2 et 3 &
Mini Scens : p .;?

*I Don't Understand” oo Alexand #
L - LRI () EFTORN sy vt ey,

b ~§§~f

“s Chi o AP
“Clean 1 Up......_. R - & &5



Appendix O: Social Science Disciplines’ Analysis

ANTHROPCLOOY

I, To learn that hmman beings are more alike than different
havipg the sawke bazic needs and wants.

a, lLifs s
1. :E;S.ul needs
focd

clothing
abel ter

2, Psyecholo needs
gion
lcve
ssourity

3o Social needs
IXI, To stedy msn in gromps Srom faxily to culture,

a. Help the child understand how he fits (hls free.oma
and segponsidilitiss) im the femily, school; comiinity,
stata, naticn and universs.

III. Populatian (Rsce) To mderstand that thers are biolog.cally
endowed tralis and socielly endowed freita,

8o Merstmdi.nf ths likenesses

Y. comparison of populstions

c. aspests cof exviorrmeni that cause differences,
d. recoznizing the conizribuiticns of populstions,

-
Te eneouragy ths ability to sor Leyord 4ne frats s3 toxy o tléven
San recognize tha patte?na of ran's behavior axl know the
relationship of thess patterneg in Time sad plzce-

e I’da:oriésl patitesns of history
a. Imizrotions
b, Rise ang fall of & nation

&. Lmercent laadsss

d, Religions

t. sattiementa

£, Conmtyitutisn of gescgranhical InfInenss 2n

ratiarns of history-

g+ Tedhnnlony
h: War and pa:zce
5. Valuas

il., Develzvizmg & tims sz

. 2 S ew -
e SpYlier @ras
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Appendix P: New Teacher Letter

e ll /743

Dear dg )

Congratulations on your selection as a texcher on the oo faculey.

Ag you could probably tell from your interview, we try very hard to select the
person that will add to our faculey and help us prow.  We also try to choose a
person that will feel comfortable with ue and share our pride in our school.

We balieve in the School Philoszophy statement and have a positive
and committed attitude regarding lmplimenting it in our classrooms. We belicve
that edvcation provides an opportupity for children to build intellectual struct-
ures. These structures for elementary students are built by concreta experiences—
pregenced in a learning cycle which allows the child to add o existing structures
in a way that the acquired knowledge is understood and usable. Each individual
teacher strives to provide guch learning experiences.

Cenuine caring,giving of oneself swiling a lot and being flexible without
becoming upset with change are all gualities that we like to ses in a teammate,
Team-teaching is not always easy but the benafics are indeed worth the added
effort. Our teachers do not try to compete with each other, but ghare ideas,
activities, and problens. In team-tzaching, we try not to feel this is just
"my class" but rather the studentg .n the team belong to all of us.

There 15 = bond asong our faclty that seems vary special. We are all
very unique yet wa feel respect toward each other. Oux principal does not use
an authoritative approach. She expects a great deal from each of us and because
we know that she does and that she purs her trust in us, we don't let her downm.
She bdringe important matters, both large and small to us to make decisions upon,
We try to solve school problems together.

The respect that we have for our principal and other faculty sembocs has
been mentioned,yet, our respect does not stop there. We respect each student
a5 an individual with special needs and interests. We try to give our students
choices and responsibilities,

Discipline is dmportant. We have rules in our school and we expect students
( and tcachers) to follow these rules. It is up to ¢ach teacher or each team to
catermine the conseguences for improper behavior.

Parents are people. Because we are concerned about our students and want to
help them as wuch as possible, we feel it is important to get to know the parents.
Their support many timez makes a significant difforence in & child's attitude at
school.

Incorperating the arts inte our curriculum {s imporcant to us as a faculty,
It would be difficult for a persen to join our faculty if they did not feel a
need to fnclude the arts into their daily plans. It iz often necessary to interupt
regularly scheduled activities for presentations of artists and special guests, The
arcs help the basic subjects to be taught in creative ways.

We hope your pride in - will grow naturally and that {t bgcomes & part
ol you,too.

Don't walk behind me for 1 don't need a follower;
Don't walk in front of me, for I don't need a leader;
Walk side by side me and we'll be equal parinecs.
We have cespoct for you and ask that you join us as an cqual colleague.

Fondly,

Your new friends
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Appendix Q: Principal Support Documentation
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What Is It I Did?

Inmy job, I joined teachers search for special keys
as young eyes focused microscopes, minature mouths
explored language, and finger mathematicians counted.

I handed mothers kleenex as the last child entered
kindergarten and ¢hatted with caring, complaining,
complimenting parents.

Papervork? In my job? Oh, sure.

But the piles that increased somehov also
decreased. There vas time to pause for playground
problems, to smell clay and paint, and to consider

each quiet boy on the back rovw.

Stress? In my job? Sometimes.
But the tension eased as I heard the hush of

children reading, youthful laughter enjoying
literature, or one small volice singing in the hall.

In my job, satisfied sighs, repeated tries, even black
and blue eyes paid my salary in smiles and credit was
collected in kisses.

In my job, small hands reached out and offered wisdom
only owr children know.

What is it I did?

I collected moments so that when I look over my
shoulder to past years, I see a candle of care which
kindles a glow of life—of learning.

Vhat is it you do?

To a principal colleague on his retirement from Janey Barker
Thank you for all that you did and your friendship.
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Appendix R: Topics of the Week

TOPICS  1979-80 school year

August 27
Ways I'we helped the children know each other better

B=4=79
fome ways 1've assessed where children are in differing-skills

9=11-79
Tdess I use in keeping the molse level to & minimuom

9-17-79
What is the purpose of report carde?

9=26=-79
Flease toke & copy of Values of Art Activities to read and write a response.

Oct.1-79
When I think about conferences betwesm parents and teachers I'm concerned about-

Oot=-8-79
Scme thingas I did for and at open house.

Goe=15-79
Feelings I have after parent conferences

Det. 22-79
Same topic as above

Oet. 29=-79
Benefits from parties at arhool

Wov. 5=79

Wov, L2-79
Waya we enjoyed childrens Book Week

Kov, 19-7%
Honeg

Ko, 26-79
None

Dee. 3=79
Return sheets

Dec. LD=74

Dae. L7=- mo topic
Jan=7-80

Jan. Ll4=80

Jan 21-80

Jan =2B-80

Hicest thing

Fab. 4-80
Fab.l1-80
Feb-L&-80

The divection I'd 1iks to see us ga in 0.8,
Febk. 25-B(
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March 3-80
Music in our schools

Marech 17-80
Country for international theme

March 2&-30
Ko topic

March 31-80
Ho topic

April 7-80
Wo topic

April 21-B0
Nothing as unequal a5 treating an unequal equally

April 28-80
Some ways that I'd like people to tell me I've done something well are.....

May 5-80
No topie

Mayl2-80
Wo topic

May 19-80
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THERE IS NOTHING AS UNEQUAL AS TREATING THE UNEQUAL EQUALLY

I can both sgree and dissgree with our topic, Academically speaking
if the children are not "equal" in skills,and yet I or a teacher provide
the exact same materials or methods and expect comparable results, that would
be unfair.

Socially, if children come from very different backgrounds, some with
naturally richer,fuller environments than others and I treat them unequally,
this would be unfair, Opportunities should be provided even more so for
these students lacking in richness of home enviromment! Tt is easier for an
educator to expand upon the richness of those students already exposed culturally,
socially, etc, than it is upon those that have not been 2o fortunate,

Depending on what one calls equal treatment this statement can be
true. If ome considers equal trestment as not providing barrier free desigm,
special school situations, or equal job consideration then this statemeat
holds validity. The word unequal ig a poor choice of words.
THERE IS ROTHING CONFUSING AS CONFUSING THE CONFUSED

Equal to what? opportunity???? Double negatives bother me!

In an educationsl setting to treat the unequal equally can be done in several
ways- To treat or allow the.student to have equal opportunity is & must and
therefore that statement iz false in that context. However to expect aqual
work is unequal (“unfair). therefore the statementmakes sease.

My head {s not there yet, Everyope should be given an equal opportunity
to reach their potential. But sometimes the mage suffers because of the
equality you're giving to an unequal. If you put & slow or handicapped
learner in the classroom with a teacher who doesn't '"have it",= just for
the sake of equality, you're doingagreater unjustice to all concerned.

It can also be an unjustice o equally educate the exceptionally bright child
unless you have a teacher who cares, tries, and {s comerned for each indiv-
idual.

Boy!! My first thought was how could I ever respond to s double negative
statement . 1 had a very good "formal" secondary language teacher. I certainly
remenber that one anyway.

I think what you're getting at in & round about way, is individual
learning for each child., Yee, Yes, Yes! Anytime all children in one class
are using the same reading book, math book, whatever is being used, I have
a very difficult time thinking about that. I do feel it is an injustice to
them because each is different is S0 MANY ways aod learning and growing ave
not unique in this light,

What is SO neat about having AIE in our school is that the arts provides
& low risk individual expression. It's the one ares that hasn't been spoiled
with the do's don'ts, Have to's, etc... It is OK to do whatever anyone wants!!!

1f things have to always be equal,some one doesn't value equilibration/
disequilibration learning.

There are too many undefined areas in the quote, What is "unequal?
It could be a grest amd Crue statement—~ or it could be a real case for
discrimination—- depending upon the situation to which it is applied.
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That depends on the trestment! If we are equalizing standards or
requirements, then indeed that is unequal! My experience in Jowa was with
unequal people coping with equal requirements. Teachers said " I have to
grade these children ¢n the same curve, out of the same book, with the same
tests. Anything else would not be FAIR ™ That's equal treatment with unequal
failure.

If we are considering opportunity equality, then this statement is not true.
Giving opportunities to the unequal individuzl can brimg him/her closer to the
norm, or at least allow him/her the chance to participate in a "mainstream"
activity and to be included in society. Thus is the 2-edged sword of special
education,

There sre semantic difficulties in this statement-- to be a gadfy
I ask, "what is equal? " what is unequal?" How can we ever decide?

How interesting! There are many ways to interpret this sentence. I
would like to speak to the one T feel is most importanmt. This is , the fact,
that most people who are seen as different either in quanity, value, or rank
are indeed seem as unequal, These seemingly unequals are treated, dealt with or
acted towards cqually by persons who usually place importance, desirability and
utility elsewhere. Because our culture dictates what is considered desirable
and of value, the people within the culture have very little chance to deal with
abnormality of any kind, this causas people to strive for mormality (whatever
that is .) Our culture does not teach pecple the value of difference, and
the varying degrees of sameness, until it'does treating the uvnequal equally
will continue.

Unless 1 am misreading the topic, L have to strongly disagree. 1In
our culture, difference is not really wanted or apprecisted., Therefore, normslicy
in 211 areas {s a goal when an individual is or zppears to be different. When
working with handicapped children, I feel &s near normsl behavior must be
encouraged so thet they will fit in with other children and hopefully make friends.
A lot of progress has been made in the last 10 years in the area of education
of trainable children, Just a few years ago it was thought they couldn't do
academics beyond & little counting or perhaps sight recoginition of a few words
and then training of a very structured job. I believe they can do a great desl
more in both academics and in types of jobs. They are children first, who have
varying degrees of learning problems, and they should be treated as children
and not as subnormal things who can't be expected to leatn or enjoy ballet or music,

Philosophical time, hugh? Could this topic be a reflection of our attention
given to our special kids? To treat the umequal equally? This has really stumped
me, Let me think on this one,

This statement to me means that inscead of treating everyone equally,

they should be treated fairly . Since {ndividuals are so differemt, each person
and situation needs to be viewed separately in order tc treat them fairly.

Different reactions to be considered fair,
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Appendix S: “The School as a Model of Society”

by Grannis and Wiseman

'T"H‘Wﬁ!ﬁ
o

THE SCHOOL AS A MOUGL OF SOCIETY by Joseph G. Granois S R

Ewary achool weprasants tp its studencs a sedel of sociecy amd ics pessibilitcies.
In the very conpeaition of the ptudants ond teachers, in the owthority omd deoicdios-
making structure of the scheel, in the ways Ehet people talk with ome another, amd
in Ehe sxpactations the acheol holds for ite scedente==in all theas waye and sore,
the séhee]l [nsbructs aboul aosisly.

-
Wa ore accustomed to thinking of coatents as the most fimportant learning a school
pooveys to its students. Ik 4a the strooture of the achool, howewsr, chat in-
piruckts mast systensbisally, and 1¢ 18 this stfwecEute that the gEidents Tespand
te firpt amd vemesbar longast.

It is Important te me that sor schesl reflect a demooratic scolety. This means
that cime mest be taken==tipe to know curselves, tise to know sach other, time
ta ligten &4 each oche®. Each poraon sat Fesl fres o eeprags hiegall Lf ka
wighme .

1'm wendering Lf thers are pecple whe aze pot feeling fxoe te sxprass Fsaling oF
epindena’l

I'm wonderimg Lf we do wot know each person smd their wviews oo vur faculty ae
wall asx oeeded for 8 democracy?

I feel that our faculty meetings weed to include time for prowiding dinfermtion,
time for making docisions, and time for professiccal groweh.! I's wondering i
por time iz bedng balanced smoemp the thoes? Ween desisionsd ere being mode, are
all paraons cakisg en astive part in smakiop thoss decisfons?

Are you woodering shout me?

FERMISERTRE

It ic o to £ty sowsthing you don't koow.

It i ok to peleddsualkes .

It is ok to toke yoor time.

It is ok to find your owm paca.

It is ok to do it your way.

It is ok to bumgle-so et tloe you are Edws of the fcar of failure enough to
sucoead.,

IE iz o rigk lookimp foolish.

ok
ok te be original acd differect.

It 1s ok to wait vobil yoo fesl Temdy,

It is ok te experiment-canfaly.

1t i ok te gquestion the "shoulds".

I 4s spasial to b you.

It is pecessary to meke a mess powetines amd this is ok, becouse the act of
creation is often messy.

It is mot ok with me co be detached.

EE ia Aot ok with me to let ochers make all the desiaions.

It is not ok to awoid comflicts that e nesded for Porther commamicaticsms.
It iz oot ok to mot hand in Seefoewdord o omk fac.

It is nok ok bo Aot keep so informad.

ie iz oot ok to spesd the majority of plamndng time in oo schoel acklvitles.

It Ls oot necessary to howve comerol but T sust have bmowledge of what s going
ey b faal sacure.

IE pou think that we ate esch erigicm] cosbinatioms of genes that have sever
axisted before wou mast pauss with womder ac 2 new child strivea to bacome hin-
self. Buot dn eme hasbe to get things done, be efficiest, esve cima, keep the
schedule and swold hacm we rugh childrem throogh shildhasd. For we are o wery
busy eultuss wich litcla time for guiet thought o emtenplation. Lb takes
{mrense patience to allow children te Leagm at thelr own pace aod theeugh thelp
i misCakon. Pathaps it ix ¢mly wanicy for ue te think we can betber past
cultieres by junpdng to satugity withouo haviong ecxercised growth.

(e pehsol hes talon time in the pasei b0 be aove Chan Toocine. ~'n hoping we
will eoatisue to do thie. 1 1L
1
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Appendix T: Janey Barker’s Resume

Resume

Janey Barker

Total number of years spent in education profession: 46 vears
Total number of years spent in education in the State: 46 vears
Education:
Washburn University, Topeka, K5
University of Oklahoma, Norman, OR
Degrees — University of Oklahoma
1967 Bachelor of Science in Edvecation (B.5.)
| 969 Master of Education (M. E.)
1977 Doctor of Philosophy (Ph. D)
Professional Expericnce:
Collahorating for Resultz, Inc., President
(1998 — present)
Director of Curriculum and Instruction, Adams Public Schools, State
(1992 — 1997T)
Principal, Eastside Elementary School, State

(1973 — 1992)
Arts-in-Education Coordinator, Adams Public Schools, State
(1985 — 1986)

Adjunct Professor, State Research University

(1975 - 2003)

Curriculum Consultant K-12, Adams Public Schools, State
(1972 - 1974)

Special Instructor, State Research University

{1971 — 1972)
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Team Leader and Classroom Teachers, Grades 4-6, Southgate Elementary School, State
(1968 - 1971)
Classroom Teacher, Grade 6, Elementary School, State
(1967 - 1968)
Teachers” Aide and Physical Education Instructor, Elementary School, State
(1965 — 1966)
Nominations, Awards, Fellowships, and Other Distinctions Attained:
F.D. Moon Educational Humanitarian Award (1978)

This award is given annually to the Oklahoma administrator who has contributed most
significantly to advancing student and teacher rights and effective human relations in
education.

Honored by the University College of Education as the Outstanding Alumnus (1979)
School Administrator’s Award — Alliance for Arts Education, John F. Kennedy Center for
Performing Arts (1987)
University Regents” Alumni Award (1988)
Administrator of the Year: State Music Educators Association (1991)
University College of Education, Top 75
State Educators™ Hall of Fame (2005)
University Career Achievement Award (2012)
Publications and Field Research:
Science and Children, “Piaget and Children”, October, 1971
Instrugtor, Principals’ Page, December, 1974
“Innovative Methods in Elementary Education™, 1977
A New Wind Blowing, “Staff Development in Arts in the Curriculum™, 1978
Connections — Linking the Arts with the Basic Curriculum, Project Coordinator, 1980
Public Relations for School Library Media Centers, “Your Principal, Your Ally”, 1990
Junior Leaguer, “Raising Children with Respect”, September, 1992
“The Use of a Transition Class Between Kindergarten and First Grade 1978 — 1995”, Field
Study 1995
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Impact on the State Community: (speaker or workshop leader in the following areas)
The Role of Arts in Education
Four State School Districts
One State University
State Alliance for Arts Education
State Governor’s Conference
State Department of Education
American String Association, MENC, Kansas City, MO
The Role of the Media Center in the Elementary School

One State School District
State Department of Education

Developmental Placement in Schools
Ten State School Districts
One Out-of-State School District
One Private School Located in the State
Gesell Institute, New Havea, CN
State Association of Children Under Six
State Department of Education
State Early Childhood Coalition

The Learning Cycle
State Department of Education

Gifled and Talented Education
State Department of Education

Parent — Teacher Conferences
Two State School Districts

The Importance of Early Childhood Education

Onc State Private Preschool
The Importance of the Role of the Principal
One State School District
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State Administration Organization
The Value of Writing in All Subjects
Wharton School, Nashville, TN
Creating an Effective School Culture
Parent Involvement that Makes a Difference
Student Self Evaluation
Student Led Conferencing
School-to-Work Tailored to Fit Your School and Your Students
Adams Public Schools
Authentic Assessment
Two State School Districts
State PDC through distance leaming
Developing an Organization
State Hospital Foundation Board
Democracy in Schooling
State Network for Excellence in Education
Developing a Comprehensive Plan
One State School District
Developing & Collaborative Organization Aligned 10 Produce Learning Results
Eight State School Districts
Phi Delta Kappa International Convention, St. Louis, MO
Professional Staff Development Conference, Indianapolis, IN
National English Teachers” Conference, Indianapolis, IN
Relating Research to Practice
One State School District
Ventures in Leadership
One State School District
School Facilities Task Force

One State Community
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Evaluation of the Leam and Serve Grant Program
State Department of Education
Innovative Programs:
Began one of the first transitional classes in the State
Began one of the first Ants-in-Education schools in the State
Team Leader of one of the first open area schools in the State
President of one of the first companies to provide school district learning coaching
services in the State
Professional Leadership Past Positions:
President, Phi Delta Kappa, Alpha Alpha State University Chapter
Administrative Chair, Budget and Salary, Adams Public Schools
President, Board of Advocates, State University College of Education
Extracurricular and Community Involvement:
United Way Executive Board, President (1988)
United Way Campaign, Chair (1990)
United Way Volunteer of the Year Sclection Committee (1992)
Chamber of Commerce Board of Directors (1987 — 1990)
State Regional Hospital Foundation Board (1991 — 1992)
Canadian River Racing Club, $9er Race Committee (1991 — 1998)
City National Bank and Trust Co, Board of Directors (1991 — 1998)
(Currently branch of First Fidelity)
State Leadership Class VIII
Board of Visitors, University College of Education, President (1991 - 2003)
Associates Council, State University, President {1991 — 1999)
Children's Arts Network Board (1992 - 1998)
YMCA Board (1993)
Community Foundation Board of Directors (1996 ~ 1998)
State Community Institute (1996 — 1998)
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LINK Community Advocacy Group (1996 - 1995)
Lendotiwood Gardens, President (1998 - 2003)
Master Gardeners' Program (1999 - 2005)

Shangri-La Advisory Board (2004 - 2006)
State Time Reform Task Force (2007)
Shangri-La Women's Golf Association, President (1998 - Present)
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Appendix U: Monday Memo

NOVEMBER 20 - 22, 1989

HONDAY

'World Book Money turned in.

Topic of the Week - Respond 6 828105 of Tomarrow with at least 3
comments of questions.

Girt Scout Troop 313 n cafeteria (Mary Bass)

TUESDAY BUS DUTY
No salad bar. Turkey dinners for everyone., Honday - Nemey &.;.tu/
4th grade program 7:00 BM Tuesday - Nancy

Wednesday - Nancy
WEDNESDAY Thursday -

‘Nday -

4th grade program 8:45 AM

Principal's Meeting A

No faculty meeting Have a wonderful Thanksgiving!
Girl Scouts in careteria (Melinda Von Holt

THURSDAY -
Happy Birthday, Randy! Lounge Duty —Cindy ST4. .,

" Front Bulletin Beards -Second Grades
ERIDAY e
TEACHFRS

The Dept. of Parks and Recreatien has been received requesting that
schools contact thelr office when planning a fleld trip to the Sutton
Wilderness Area. Phone # Is :

Remernber to do news reports in team Meetings. Namnarse 78 - 615 Beokdaiebrowsing

Navember 29 Principais’ Masling

Naysmber 30 feade aotices out

Novembar 30 3:30 84 X3 meet weih Bod & Sandy
Sacamder 4 Ciasy maatings

Happy Thanksgiving! Decaager? disios screentng X, 2, 8 4

Decembar & Haassl aad Grotel Clmneren Circatt Dpary
Decenper 1) Frintipals’ Moetlng

Sacamber 14 $CIL FAIZ - Summory Notes duo back
BucemBer 13 Judl ta Curricwum Bevicw (Pv)
Decemdar 19 7:45 A T+1's usth Bod

Detembar 19 Kindergerinn Pgrem

Priacipals’ Moating
Oecember 21-Januerg | Minter Brosk
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Art Costa

Art Coma. Professer of ducation
ar Califormia  State  University,
Sacramento. and Shicley MoCane.
Seawe Director with the Mid
Continent Regional Education

McREL), will be the
festured spcakets at the OASCD
Fall Confersnoe slated far
Thursday. Neveesbur 2, and Friday.

Newvember 3, at the Hiltom [on
Nof&mounhnm(ﬁcy.

BASICS OF TOMORROW

TOPIC OF THE WEEK:

November 26, 1989

E/31UaiIon & analysis skills

Critical thinking

Problem solving strategies
Organization & reference =« is

Synthes:s
Application
Creativity

Decision making given incompiete Information
Communication skilis through variety of modes

FOCUSING ON BEHAVIORS STUDENTS USE WHEN THE ANSWER IS NOT
KNOWN

Persistence when
Overcome Imoulsivenes

Drawing on past knowledge & app)

Wonderment, imulsmvemss. ourt

Con-.'howil!bt&ohynm

fwnMn.Nvu* will
mht:ehmndn‘;nndd&mm

00 addressing the theime

“Dew Leadies for Tomser

the solution is not immediately apparent
S practice delfberativeness/ think first

Listen to others with ungerstanding

Metacognition: awarensss

Flexidility in thinking
Of 0ne's own thinking

Checking for 2ccuracy & precision
Questioning & prodlem posing

Pracision of 1a

¥1ng it 10 new situations/ adle to make

connections
& thought

Gathering dat2 using all the senses
Ingenuity, originality, Insightfuiness, creativity

“‘l’be-h-qummlnumu&m
tace.” Costa belisves. “The teasm
gnul‘ugwo hear shoat in effective
whools and clarerooms
& w.:l nhh'.: Lo
bve m and
cmhimb having » nmmgg
offece: &

in empower.
ment and fulfillment of the
Individgal *

23 editor of the book :
Minds: A Resource Book for
Teeching Thinking and ix the
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MMNEMWM fory,
far fn Behawiors,
and for  Inteiligens

Bumercos ocher articles and
pebliestions on supervision.
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Appendix V: Research-Based Frameworks

Quick refarence guide canomos & MOFESHINAL LEASNNG

Learning Forward Framework

5STANDARDS FOR PROFESSIONAL LEARNING

Professional LEARNING | LEADERSHIP: RESOURCES:
COMMUNITIES: I Professional leaming Professional lesmang
m"” ﬁﬂt Profassional learnirg | thatincreases educater that increases educator
4 that incrasses aducator | effictiveness and | fectiveness an results
incre M‘m effectiveness and . results for all students far 2l students requires
G resulRs for all students - requires skillful ieaders prioritizsing, monitoring,
Wm_‘- and cccurs withinlearning ~ who develop capacity, and coordinating
communities committed advocate, and create . resources for educator
resules ta contnuous support systems for | learning.
ﬁr «ll collective prafessicaal keaming.
students ... responsikility, and goal
. siignment.
DATA: LEARNING DESIGNS: IMPLEMENTATION: OUTCOMES:
Professional learning Professional learning Frofassional leaming Professional laaming
that ncrasses aducaios that increases educator that increases aducator that increases educator
affectiveness and results effectiveness and results effectvenass and rsults | edfectiveness and results
for all students uses for all students integrates | forall ssudentsapplies | foe all students aligns
a variety of sources theorles, research, research on change s cutcomes with
and types of student, and models of human and Sustairs support educator performance
educator, and system learning 1o achieve Its for implementation of - and student cumriculum
data to plan, assess, and intendad cutcomes, | professional learning for  standards.
evaluate professional | long-term change.
lesming.

do, and balieve,

achiening results.

mprovement.

4, When Sudent results rnprove, the cycle repeats for continuous

Thas cycle works two ways: # adudatons ars not achieving the results thay
want, they detarmine whiat changes 1 practics are neaded and then what
kneadedge, sils, and disposimons are nondad 10 maka the desired changés,
Thesy then consder haw ta apply the stanidands so that they can engage in
e leaming needed to sengthen Thelr practics,

2. When sducatoes’ inowledae, sk, 30d dspositens change, tey hae 3
broader repentalre of effective strategies 10 use 1o adapt ther practices to
meet performance expectations and siuders kaming needs

3. When accator pracioe IMEroves, students have a grester Skelihaod of

professicnal
Toaening

=S

Relationship between professional learning and student results
1. When professicnal leaming 5 standards-based, # has greas potential to change what educatars know, are able to-

i
in edudator
practos

QUICK BEFERENCE GUIDE Staentiads for Profassionad Loarmieg
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Nine Essential Elements of Effective Schools’ Framework

PLANNING YOOL

3

Ttalics = Rapid Improvement Indicators (identified in red as Key Indicators in WISE)

EE1A-1.01 | Instructional teams align the curriculum with state and national academic content and
process standards that (dentify the depth of knowledge, skills, and abilities needed for
student success.

EE1A-1.02 | Instructional teams articulate the leaming standards through grade level objectives.

EE14.1.03 Instructional teams engage in discussions within the school which reswlt in the
elimination of unnecessary overlaps and close curricular gaps.

EEIALM4 Instructional teams identify key curriculum vertical transition points between and among
carly childhood and slementary school; elementary and middle school; and middle
school and high school to eliminate unnecessary overlaps and close curricular gaps.

EE1A.1.05 Instructional teams engure curriculum provides effective links to career, postsecondary
education, and life options.

EE1A.1.06 Instructional teams review alignment to standards and revise site-level curriculum
accordingly.

EE1A.107 | School leadership and instructional teams ensure all students have access o the
common academic core curriculum.

EEIB-2.01 | All teachers provide multiple classroom asscssments that are frequent, rigorous, and
aligned to standards,

EEIB-2.02 | All teachers collaborate to develop commeon formative assessments and authentic
assessment tasks (such as portfolios or projects) that are aligned with state standards.

EKIB-2.03 | All teachers design waits of instruction 1o include pre- and postiests that assess student

tery of standards-based objectives,

EEIB-2.04 | All students can articulate expectations in each class and know what is required to be
proficient.

EEIB-2.05 | All teachers use test scores, including pre- and positest resuits, to identify tnstructional
and curriculum gaps, modify units of study, and reteach as appropriate.

EE1B-2.06 | Instructional teams use student learnimg data to identify students in need of ticred
nstructional support or enhancement.

EEIB-207 | School leadership and instructional teams examine student work for evidence that
mstruction is aligned to state standards.

EE1B-2.08 | School leadership provides teachers and students with access to college and work
readiness assessments in order (o best plan high school courses of study.

EE1B-2.09 | All teachers and instructional teams analyze student work to farget and revise instruction
and curricutum, and to obtain information on student progress.
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EE1C-3.01 | Al teachers use varied instructional strategies that are scientifically research based.

EE1C3.02 | All teachers use instructional strategies and activities that are aligned with learning
objectives.

EE1C-3.03 | All teachers use instructional strategtes and activitles that are differentiated to meet
specific student learning needs.

EE1C-3.04 | All teachers demonstrate the content knowledge necessary to challenge and motivate
students to high levels of leaming,

EEIC-3.05 | All teachers incorporate the use of technology in their classrooms when it enhances
instruction,

EE1C-3.06 | School leadershup provides sufficicnt mstructional resources that are used by teachers and
students for standards-aligned learning activities,

EEIC3.07 | All teachers examine and discuss stadent work collaboratively and use this information to
inform their practice,

EE1C-3.08 | All teachers assign purposeful komework and provide timely feedback to students.

EE1C-3.09 | School leadership and all teachers address academic and workplace iteracy and data
analysis skills across all content arcas.

EENA-4.01 | School leadership fosters a positive school climate and provides support for a safe and

respectful environment.

EEITA-4.02

School leadership implements practices that focus on high achievement for all students.

EEIIA-4.03

Al teachers hold high academic and behavioral expectations for all students. |

EEIA-4.04

Al teachers and nonteaching staff are involved in decision-making processes related to
teaching and learing.

EEIA.05

All reackers recognize and accept their professionel role in student successes and
Jailures.

EEIIA-4.06

School leadership makes teaching assignments based on teacher instructional strengths to
maximize opportunities for all students.

EEIIA-4.07

Al teachers communicate regulariy with familtes about individual student progress.

EEIIA-4.08

All teachers and staff provide time and resources to support students' best efforts.

EEIIA-4.09

School leadership and all teachers celebrate student achievement publicly.

EENA-4.10

All school staff and students practice equity and demonstrate respect for diversity.

EENA-4.11

Smdents assume leadership roles m the classroom, school, co-cumcular activities, extra-
curricular activities, and community.
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Families and communitics are active pariners in the educational process and work with
staff to promote programs and services for all students.

EEITB-5.02

All students have access to academic and behavioral supports including twtforing, co- and
extra~curricular activities, and extended learning opportunities (e.g., summer bridge
programs, Savwrday school, counseling services, Positive Behavior Intervention Supports
[PBIS] and competitive and noncompetitive reams).

EEIB-5.03

School leadership and all weachers tmplement strategies such as fanuly literacy to increase
effective parental involvement.

EEITB-5.04

School leadership and staff provide students with academic and non-academic guidance
programs, including peer and professional counseling and mentonng, as needed.

EENB-5.05

All school staff provide timely and accurate academic, behavioral, and attendance
information o parents.

EENB-5.06

School leadership and staff actively puesoe refationships to support studeats and families
as they transition from grade to grade, building to building, and beyond high school.

EEIB-5.07

School leadership ensures that appropriate stakeholders (e.g., school staff. stdents,
parents, family members, guardians, community organizations and members, basiness
partners, postsecondary education institutions, and workforce) are involved in critical
planning and decision-making activities,

EEINB.5.08

Schoot leadership and all staff incorporate multiple communication strategics that are

culturally and kinguistically appropriate and support two-way communications with
familics and other stakeholders.

EENC-6,01

All teschers and school leadership collaboratively devielop written individual profissional
development plans based on school goals.

EENC-6.02

School leadershp plans opportunities for teachers to share their teaching skiils with other
teachers to build instructions! capacity,

EENC-6.03

School leadership provides professionn] development for individual teachers that is
directly connected 1o the Oklahoms indicators of effective teaching.

EEIC-6.04

School planning team uses goals for student learning to determine professional
development priovities for all staff:

EENC-6.05

All staff (principals, teachers and paraprofessionals) participate in professional
development that is high quality, angoing and job-embedded.

EENC-6.06

School planning tearm designs professional development that has a direct connection lo
the analysis of student achicvement data.

EELNC-6.07

Schoo! leadership moplements a clearly defined formal teacher evaluation process to
ensure that all teachers are highly qualified and highly effective.

EENC-6.08

School leadership implements a process for all staff w participate tn reflective practice
and collect schoolwide data to plan professional development.

EENC-6.09

School leadership provides adequate time and appropriate fiscal resources for
professional development.

EENC-6.10

All teachers participate in professional development that increases knowledge of child
and adolescent dcvelopmem. encourages the use of effective pedagogy, suppocts

techmquas for increasing student motivation, and addresses the diverse needs ofsmdam
in an effective manner.
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EENC-6.11

School leadership provides opportumities for teachers to actively participate in
collaboration and to engage in peer observations to improve classroom practice across
disciplines and programs.

EENC-6.12

School planning teany designs professional development that promotes effective
classroom management skills,

FENC-6.13

School leadership uses the evaluation process o provide teachers with follow-up and
support to change behavior and instructional practices.

EENIA-7.01

School leadership develops and sustains a shared vision,

EEmA' ..2

School leadership makes decisions that are data-driven, collaborative, and focused on
student academic performance,

EENIA-T.03

School leadership collaborates with distoict leadership to create a personal professional
development plan that develops effective leadership skills,

EEIIA-7.04

School leadership disaggregates data for use in meeting needs of diverse populations and
communicates that data to staff.

ERINA-7.05

School leadership ensures all instrctional staff has access to curriculum-related materials
and has received traiming in the effective use of curricular and data resources,

EEINIA-T.06

School leadership ensures that mstructional time 15 protected and allocated to focus on
curricular and instructional issues, including adding time to the school day 8s necessary.

EEIIA-7.07

School leaderstup pravides effective organizational structures in order to allocate
resources, monitor progress, and remave barriers to sustain continuous school
improvement.

EEINIA-7.08

School leadership pravides organizational policies and resources necessary for
implementation and maintenance of  safe and effective learning environment

EENIA-T.09

School leadership pravides processes for development and mmplementation of school
policies based on a comprehensive needs assessment,

EEIIA-7.10

School leadership uses the indicalors ideniificd in the arvas of academic performance,
learning environment, and colloborative leadership to assess school needs.

EEIIA-7.11

School leadership uses knowledge and inteepersonal skills to work with teachers as they

EEIIA-7.12

Sehool leadership pramotes distributed leadership, encouraging multiple roles for teacher
leaders

EETITA-7.13

School leadersiip collaborates with district lcaderatip to develop stricgics and skills fo

EEIIA-T.14

School leadership identifics expectations and recogmizes sccomplishments of faculty and
staf,
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EETIB-8.01

School leadership supports high quality performance of stadents and staff at their
assigned site.

EEIIB-8.02

Schoeol leadership designs the master schedule 10 provide all students aceess to the eatire
curriculum,

EEITB-3.03

School leadership organizes and allocates instructional and noninstructional staff based
upon the learning needs of all students.

EEIIB-8.04

School leadership ensures efficient use of instructional time to maximize student
learning.

School leadership uses effective stratagies to attract highly qualified and ighly efTective
teachers.

EEIIB-8.06

School leadership provides time for vertical and horizoatal planning ucross content areas
and grade configurations,

School leadership collaborates with district leadership to provide increased opportunities
to learn such as virtal courses, dual enrollment opportunities, and work-based
: Bine

EENTB-8.08

School leadership provides and communicates clearly defined process for equitable and
consistent use of fiscal resources.

EEIIB-8.09

School leadership directs funds based on an assessment of needs aligned (o the school
improvement plan,

EEIIB-3.10

School leadership allocates and integrates state and federal program resources to address
identified student needs.

EELIC-9.01

School leadership uses a collaborative process to develop vision, beliefs, mission, and
goals.

EENIC-9.02

School planning team collects, manages, and analyzes data from multiple data sources,

EEIIC-9.03

School planning team incorporates scientfically based research for student leaming in
school improvement plans.

EEINC-9.04

School planning team establishes goals for building and strengthening instructional and
organizational effectivencss.

EEIC-9.05

School planning team identifies action steps, resources, timelines, and persons
responsible for implementing the activities aligned with school improvement goals and

EEHIC-9.06

School leadership end all stafT implement the improvement plan as developed

EEIIC-9.07

School leadership and all staff regularly evaluate their progress toward achieving the
and objectives for student learing set by the plan.

EEINC-9.08

School leadership and all staff regularly evaluate their progress toward achieving the
expecled impact on chassroom practice and student performance specified in the plan.

EELIC-9.09

School leadership and all staff’ document the coatinuous improvement through a regular
data review process.
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Covey (2004) Sustained Superior Performance Framework

Sustained Superior Performance
Achieving Results Building Capacity
Execution of Key Priorities Leadership and Growth in
Management Individual
Development Effectiveness

From Franklin Covey's Approach
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Six Elements of an Organization Framework

Aligning the Elements of an Organization for Results

When all six elements are aligned, organizations run smoothly and accomplish their targets.

1) Premise: the stated or assumed basis on which reasoning proceeds
Effective organizations hold premises that are built from current research.
Example: the most promising strategy for sustained, substontive school improvement is
developing the ability for school personnel to function os professional learning communities ~
DuFour & Eaker, 1998

2) Strategies: the skillful use in gaining the objectives of obtaining excellence
The leaders within effective organization employ strategic thinking and action.

Create shared vision

Challenge the process

Model the way

Enable others to act

Encourage the heart

Disperse leadership

Bring the appropriate people together

Design constructive methods

Provide good information

Trust that they can and wiil create authentic visions & strategies

Expect

Empower

Monitor for support
Monitor for results
Celebrate

When Implermenting Change
Increase urgency -
Build guiding teams ;‘ymtm and lo:kﬁ:n,-;g'm
Articulating the right vision over and fix it—NO!
Communicate for buy-in g‘aﬂ* :':zdd:_; ;:-c_mﬂ
Empower action elega

Create short-term wins

Don't let up

Make change stick

Respond to the stages of change
Awareness

Informational

Personal

Management

Consequence

Collzboration

346



Refocus

3) Structures: the groups of people and the decuments designed to drive positive
results.

Effective schools remove Bolation by placing individuals in collaberative teams, Documents are carefully
planned to move quality forward.
Samples: Professional learning community teams, achievement counclls, superintendent’s

4)

cabinet...

Comprehensive Long Range Plan,
Professional Development Plan,
Technology Pan, Budget/ Finances,
BOE Policies, lesson plans, goal
forms ...

Systems/processes: the tactics
that are used to complete 2

project
Effactive schools sites and districts have
systams of processes in place in the
following areas:

Developing and implementing a
curricuhum that is rigorous,
intentional and aligned to site and
local standards.

Mudtiple evaluation and assessment
strategies to continuously monitor
and modify instruction to meet
student needs and support
proficient student work.

An Instructional program that
actively engages each student by
using effective, varied, and
research-based practices to
Improve student academic
performance,

An effective learing community
that supports a climate that is safe,
orderly and conductive to
performance excellence.

Working with families and
community groups to remove the
barriers to leaming in an effort to
meet the intellectual, social career,
2nd developmental needs of
student.

Steps In Systematic Thinkimg

Very hraelly, Wove e the staps i <3 stemagie thinking:

| identsfy md analyze the problem hefecs juspang 080 actios
2. Formulate multiple aptoes

3. Define and <siablish a selectivon criteria

4. Be bold and moke 2 fina deceicn

Sipoe the adgective of this anucle 15 to halp develop systematc thinkmg, the
Tollowing 5 steps are Socwsed on It

S Steps To Systematies Thisking

Thisking systematically b5 2 nevernding process aad it oo begin at eny age.
Fagt ctarting carly i al ] The moee beftes for sby ks nescs

I, Set e Rar Mgl With cach handle crossd yoe can Degi e think in soall
steps in ocder 10 pave the way 0 your hipgper poal

2. Give Thought fes Droe Time: Saor $roughis maay gonerae wonderful
solisies, et oot alwan s, With dusingss and e problems pening mooe and
mare comphex as you mone frther down the niad, Inokiay for the quick wiy
out can he 2 grave mistake. Hard, loeg thisking aboat problens can upen
avenues 1o belptul infonmsaion

3, Defy The Muths: Comples genblen semstunes call or maticn! thinking.
Dxare to defy the mysh= Gisliken upcooted the namral beliof that eeth was not
reend. Godag arcund the canh woeukdes have revealed 10 Gallleo S the certh
is round. fstead. be chose to $eok m radical ways. Throughoa! ey, Bode
who have fatled 0 challenge e Zatus guo hane often been peuven wiong.

4, (mnedize Your Mt Docamenting and recording your Soughes helps
10 put things in penpeoive and saves them for futire exaemination. Many idas
ead Bouphts Crae cviryosc's mind Sy doy. Eves the improctical thougbes
deserve 4 be examined before discarding them. Thoeas Edison ok several
Vet % deveiop that B bully try ing out varioes optives « but he pever Rogot
w0 recoed sach ane of B steps, incloding ileres, which ultimately preventad
him foom deplicating his effons,

5. Work Within A Tésse Foane Give yoursell's specific timetrame within w
salve 3 spexific probiom. ORownss, yuu s pever coms o B 2l

Systermaatic tnnking @ows 2o fo solve probienrs by comisg i practical
workabie solutions, witether (n usiness oc in Hfe. Folluwiag the sbuve step
will give you the toaks yems need Sor your thinking sad probiem solying 3 be
more officent and effective
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5)

Providing research-based, results-driven professional development opportunities for staff and
implementing performance evaluation procedures in order to improve teaching and leaming.
Supporting leadership that makes decisions focused on support for teaching and leaming,
organizational direction, high performance expectations, creating a learning culture, and
developing leadership capacity.

Organizational structures and resources to maximize use of all available resources to support
high student and staff performance.

Comprehensive and effective planning that develops, implements, and evaluates a
comprehensive school improvement plan that communicates a clear purpose, direction, and
action plan focused on teaching and leaming.

Skills and Understandings: the depth of lmowledge and the ability to apply the actions
involved.

Effective schools sites and districts have systems/ processes in place to be certain that the
professionals in the district have skills and understandings in the following areas:

8)

Organize adults into department/grade level teams that write and zlign goals with the school's
vision and the district mission.

Lead and guide continuous instructional improvement.

Support adult learning for all professionals and increase collaboration among the professionals.
Use data to determine adult learning priorities, monitor the progress of student learning, and
map the status of continuous improvement.

Use muitiple sources of Information to guide improvement and demonstrate the impact of
tzaching strategies.

Use a wide variety of teaching strategies in order to convey concepts to all students.
Understand human learning and implementing changes.

Effectively collaborate.

Understand and apprediate students from all backgrounds and to create a safe, orderly and
supportive learning environment.

Sct high expectations for afl students.

Deepen content knowledge and the understanding of research based instructional strategies to
assist students in meeting rigorous academic standards.

Use a wide variety of assessment tools to judge the degree of learning.

Involve families and other stake holders appropriately.

Culture: the norms that are in place that impact the ways in which personnel behave.
Strong cultures reflect the following norms:

Collegiality

High expectations .
Trust and confidence Honest, open communication
Tangible support

Reaching out to the knowledge bases

Appreciation and recognition

Caring, celebration and humor

Involvernent in decision making

Protection of what’s important
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Appendix W: Visual Representation of Principal’s Roles, Attributes,

and Skills
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