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Dedication

This 1997 issue of
Educational Leadership and Administration:
Teaching and Program Development
is dedicated to the memory of

Jim Parker
California State University, Dominguez Lilis

Jim was Prosident of CAPEA in 1992-1993 and we miss him.
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Educational Leadership and Administration

Foreword

Sr. Kieran Vaughan
President, 1996-1997,

California Association of Professors of Kducational Administration
Mount St. Mary's College, Los Angcles, California

The significant activitics of “Naming” and “Questioning” arc two
of the first distinguishing characteristics of humankind. Naming and
questioning may well serve as analogies for critical components of our
profession as professors of educational administration—naming as a
metaphor for the knowledge base; questioning as the metaphor for
constructivist approaches leading to new conceptualizations of educa-
tional leadership and leadership capacity. I will frame this Foreword to
our newly-named journal by means of these metaphors.

This 9th volume of the journal of the California Association of
Professors of Educational Administration (CAPEA)is the first published
with its new title, Educational Leadership and Admiinistration: Teach-
ing and Program Development. Naming and, similarly, renaming is not
taken lightly. The re-titling of our CAPEA journal was no exception. The
new name suggests the broader geographic locations of contributors and
readers of the journal, Between 1994 and 1996, contributing authors
from states other than California increased from ten to almost 50
percent. This expanded dialogue offers all of us the opportunity to be in
touch with ideas and approaches to educational leadership and admin-
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Foreword

istration across the United States. We look forward to the increasingly
rich and varied dialogue that this geographic diversity offers.

In addition, the new name reflects an expanded theme. In this 1997
volume, we find articles which address the CAPEA journal’s founding
vision by “...[providing] the national audience of professors of cduca-
tional administration with useable research and practical ideas for the
improvement of educational administration programs,” (Wildman, The
Journal of CAPEA, 1996, vol. 8, p. 5), as well as articles which address
“Injewissues which gobeyond the limits ofthe founding theme....”"(Cohn,
Paull, & Orozco, tbid., p. 7).

The articles in this edition were submitted in response to a series of
questions posed in the 1996 volume. Linda Lambert’s invitation to
discoursc on Leadership Capacity culminated by questioning usin seven
areas(ibid., pp.9-10). These seven questions will serve asthe guide to the
1997 edition.

In the opening article, Lambert responds to her own challenge and
shares her current thinking on each of the seven questions, providing an
overview and context, as well as a framework for continued questioning
in a “cycle of inquiry.”

1. What do we know about leadership capacity and how is it
built? Arnold B. Danziggivesusaway tolearn about leadership through
the writing of and reflection on steries of practice, an approach that
brings togethertheory and practice and provides a basis for constructivist
learning.

2. How do we work with those enrolied in leadership prepara-
tion programs to enable them to build leadership capacity in
schools? John C. Daresh looks at lessens that can be learned from other
professions, especially those in which the preparations seem to include
a balanced perspective on areas of technical skill, socialization, and self-
awareness.

The role of administrative field placements was studied by Janet
Chrispeels. The report of her study encourages the continued search to
find ways to provide practice in educational leadership and administra-
tion in real school setlings.

3. How do we approach the work of shifting power and
authority relationships in schoolsg? As well as creatively addressing
an aspect of this edition’s theme, Constructivist Leadership, Dean S.T.
Cascadden presents insights based on experience. persenal rescarch,
and the literature on the challenges involved in shifting power and
authorily relationships. His identification of the potential dichotomy

6 Educational Leadership and Administration
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between empowering and culture building in an organizatio:n: provides a
critical context for preparing future educational leaders to pursue either,
and especially both, of these ideals.

4. & 5. Are there examples of resilient schools that thrive
despite “tough” issues? When do schools “self-organize” and what
are the indicators by which we know? Though exploration of these
questions may be critical to the consideration of “leadership capacity,”
none of the articles addressed them directly. Starting points for “an-
swers” are implied in several. I'll leave the “Where?” and “How?” as
questions for the reader.

6. How do we build a “leadership consciousness” among all
educators? What promising strategies promaote this form of col-
laboration, especially among teacher educators? Michele Acker-
Hocevar, Patricia A. Bauch, and Barbara T'. Berman explore this ques-
tion by asking teachers themselves to share their perspectives and
beliefs abeut the exercise of power and influence in the schools. Included
are suggested ways that school administrators might use teachers' views
more effectively—an invitation to all of us to work collahoratively.

Donald G. Coleman and R.C. Adams provide a practical example of
building leadership consciousness by describing an induction plan as-
sessment for entry-level administrators beginning their advanced (sec-
ond-tier) professional preparation, which involved the newly appointed
administrator, a university faculty member, 2nd a school district repre-
sentative. Three components of the induction plan assessment, imple-
mented at California State University, Fresno, include use of an assess-
ment center, a comprehensive knowledge-based test, and a recent school
district performance review,

7. How do we reconceptualize leadership and school change?
Reconceptualization of leadership and school change must include con-
cepts of cultural diversity and technology. Mary K. McCullough, Magaly
Lavadenz, and Shane P. Martin challenge us to conceptualize both
systemic reform and empowering leadership by means of sociocultural
theory. Their Learning Community Model exemplifies the use of ques-
tions, collaboration, agency linkages, assessment and research, allaimed
at addressing the necds of all children.

Technology, represented by the Internet’'s World Wide Web (WWW)
and its necessary applicability to educational administration programs,
18 described and analyzed by Linda Orozco. The truly exponential
cxpansion of WebSites by 480 percent between 1992 and 1995 suggests
the kind of changes, or reconceptualizations, needed in the area of

‘all, 1997 7
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Foreword

educational leadership and administration. This article invites us to
particinate in the Web to energize and re-vitalize our programs in
educational administration.

Our final article by Jose Lopez and Marianne Camp serves as a
culminating reflection on the theme. The challenge of measuring leader-
ship capacity is acknowledged, and then addressed by describing the
componentsof anassessment process, anditsrelationship to constructivist
principles, as developed and implemented at California State Univer-
sity, Hayward.

This volume’s book review by Rita King is alse in keeping with the
theme. Who Will Save Our Schools: Teachers us Constructivist Leaders,
by Linda Lambert, Michelle Collay, Mary E. Dietz, Karen Kent, and
Anua Ershler Richert, addresses the building of leadership capacity.
Rita'sreview highlightsthe book's interrelated themes, including learn-
ing communities, constructivist leadership, and systemic change. This
perceptive and insightful review, together with the questions raised,
invites an “as soon as possible” reading of the book so that we can embark
on our own “cycle of inquiry.”

It is a particular honor to offer the Foreword to this journal of
CAPEA-—now presented to you to enjoy as £ducational Leadership and
Administration: Teaching and Program Development—dedicated to Jim
Parker, an esteemed colleague and consummate professional. The issue
concludes with a call for papers for 1998 on a most important topic—
diversity.

* close this Foreword with a special thank you: to each of you who will
rcad the articles, relate the information to your own knowledge base,
generate questions, and use the outcomes for personal and professional
development and program improvement; to those who took time to write
and re-write articles accepted for publication; and to each of the authors
whao contributed to making this edition the “most contributed to” in the
journal’s history.

May our willingness to submit our work to our colleagues continue
to be a source of professional growth, personal satisfaction, and a model
of self-assessment for cur students.

-
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A Note from the Editors

Our New Name

This is the first edition of our journal under its new name—Kduca-
tronal Leadership and Administration: Teaching and Pregram Develop-
ment. The response to our call for papers was quite impressive; we
reccived more submissions than everbefore. We would like to extend our
appreciation to our large Editorial Review Board tsce list on inside front
cover of this issue), who willingly gave their time to review manuscripts.
Their input was invaluable.

Aswecontinue topublish the jouirnal underits new theme and name.
it is our intent to include articles that are timely, relevant, and that
uphold the highest academic standards of scholarship, With this focus in
mind, we look forward to continuing the ongoing dialogue on leadership.
administration. teaching, and program development.

Focus For The 1998 Edition

The upcoming theme for the 1998 meeting of the American Educa-
tional Research Association tAERA) centers on “Diversity and Citizen-
ship in Multicultural Societies.” Because of the many possibilities this
topic poses and its implications and challenges for educational adminis-
tration, we have decided to align the focus of the 1998 issue of Educa-
tional Leadership and Admintstration: Teaching and Program Develop-
ment to AERA's theme.

How do we address such topics as diversity, classism, advantage,
culture, and gender? More importantly, how do we structure our educa-
tional administration programs to prepare and to train leaders who

Fall, 1997 9
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possess the skills, knowledge, and courage to vuuiront these issues?
While the journal always accepts articles on topics other than the focus
for the year, we encourage prospective contributors to re:lect on and
consider this compelling theme.

—Robert C. Paull, Senior Editor
Pepperdine University

—Linda C. Orozco, Editor

University of California, Irvine

and Coastline Community College
—Marilyn Korostoff, Associate Editor
California State University, Long Beach

15
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Building Leadership Capacity
in Schools:

Implications for Administrative Preparation

Linda Lambert
California State University, Havieard

Introduction

For our last journal edition, I was invited to issue an invitation to
discourse for the 1997 edition. It was entitled, “Leadership Capacity: An
Invitation to Discourse.” This article is being written in response to that
mvitation. The invitation challenged us to think differently about some
key assumptions regarding the preparation of school leaders:

...leadershipcapacity-building refers to shifts in power and authority in
schools, to broad based leadership among faculty, parents, and stu-
dents, as well as administrators. It demands both personal and organi-
zational learning and active participation. Leadership capacity implies
a focus of leadership that creates more buovant and resilient schools
and the capacity of those schoals to surface and solve tough problems,
toride oyt community crisis, and to stay afloat when a favored principal
or key teachers leave. (Lambert, 1996, pp. 9-10)

-~

While T am not proposing one singular definition for the concept of
“leadership capacity building” in this writing, I will define it as “broad-
based, skillful participation in the werk of leadership.” “Broad-based”

Fall, 1997 11
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Building Leadership Cepacity in Schools

refers to who i3 at the table—teachers, administrators, parents, stu-
dents, community members, district personnel, university faculty. Are
the essential partners in the school community involved in substantive
and important ways? “Skillful” refers to the depth of leadership skills
held by large numbers of participants. Leadership capacity can be seen
as a function of these two dimensions (see Figure 1). Below under
question 2, Figure 1 will be further explained.

In this article, I will respond to the questions posed in the invitation
last year. The questions represented genuine queries about the nature
and work of building leadership capacity. Questions, as you know, have
an interesting effect on the human mind. They tend to subconsciously
guide what we observe and see in our work; they become a template for
thinking about our practice. The responses to the questions below
represent my current thinking about these issues. Next year, I willknow
much more and, undoubtedly, think somewhat differently.

1. What else do we know about leadership capacity
and how it is buiit? What are the understandings,;
skilis and knowledge required by this approach?

We know that “leadership capacity” is 2» extension of three decades
of work in “capacity building.” Capacity building refers to the ability of
a school to solve its own problems, confront difficult issues, and bounce
back in spite of changing pressures and personnel. (Note: In some of the
literature, “capacity-building” refersto readinesstoadopt aninnovation;
this is not the definition under consideration here.r What is rarely
acknowledged is that the understanding, skills, and knowledge embed-
ded in these behaviors are leadership skills, and that they cannot be
possessed by only a few members of the community. Capacity in organi-
zations inherently refers to broad based involvement as essential for
developing and sustaining a resilient eommunity.

Figure 1 displays four quadrants of descriptors related to leadership
capacity. Each quadrant addresses the same set of descriptors—condi-
tions that are vital to leadership capacity since they are the conditions
found in self-rencwing schools. These descriptors include:

A. Broad based, skiliful participation in collaborative leadership tthe
definition of leadership capacity building),

B. Inguiry-based use of information to inform decisions and practice;

C. Roles and responsibilities that reflect broad involvement;

D. Reflective practice/innovation as the norm; and

E. High student achicvement and resiliency

12 Educational Leadership and Administration
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< 4——  Depth of Leadership Skills and Understandings

Figure 1
Leadership Capacity Matrix
Center for Educational Leadership
California State University, Hayward

—p —P  Level of Participation —p —Pp
Low 1 2 High
¢ Autocratic administration ® Laissez fair
., ¢ Limited primarily one-way adnmunistration t~
3 flow of information ¢ Fragmentation and lack —S_
T e Co-dependent, paternal of coherence of
relationships infromation and
¢ Rigidly defined roles programs
+ Norms of compliance 4 Norms of individualism
o Lack of innovation in ® [ndefined roles and
teaching and learning responsihilities
¢ Poor student achievement & Both excellent and poor
classtooms
¢ “Spotty” innovation
& Over-ail student
achievement static
Low 3 4 Fhgh
e Trained feadership team, & Broac -hased, skiliful
site-based management participation in
= @ Limited uses of collaboratire T
5 schionlwide dala, leadership %
:: =

Fall, 1997

information flow within
designated leacdership
groups

¢ Polarized staff, pockets of
strong resistarce

¢ Designated leaders act
effeciently; others serve
in traditional roles

¢ Pockets of strong
innovation and execllent
classrooms

& Student achicvement
statie, or showing

¢ [nquirv-based use of
information to inform
decisions and practices

¢ Information loops heep
all informed and
involved tfeedback
loops)

+ Roles and
responsthilities reflect
broad fuvolvemeoent

¢ Reflective practice |
innovation is the narm

& Student achievement
arnd resiliency high

<4

sdurpuelsispun pue s[iyg diysuspoa] jo y3dod —-

4+—




Building Leadership Capacity in Schools

Each of these descriptorsin Figure 1 are defined as a function of two
axes: broad based participation and skillful leadership. In Quadrant 1,
both the breadth of participation and the skillfulness among leaders is
limited. The resultant conditions are oftenn an autocratic, paternal
environment characterized by low information flow. It should be noted
that while such a school can make short term gains in student standard-
ized achievement, these gains are short-lived. In Quadrant 2 of Figure
1, high participation that is unskilled in leading can characterize an
individualistic, fragmented environment (more often observed in high
schools). Quadrant 3—high skill among a few participants—is often the
direction taken by reforms. A few people may be trained, often superfi-
cially, to function as aleadership team. However, unless these skills also
include information feedback loops and engaging others in the work of
leadership, strongly polarized cultures can result. Leadership team
members burnout as they continually encounter resistence from peers.
High leadership capacity—and self-renewing schools—require both
broad-based participation and skillful leadership (See Quadrant 4).

Inordertodescribethe understanding, skills, and knowledge needed
to create high leadership capacity, Quadrant 4 descriptors suggest the
following:

A. Broad-based, skillful participation in collaborative leadership:

1 Establish highly representative governance groups, and inclu-
sive whole group and small group working arrangements.

2. Educate othersinleadership skills and understandings, particu-
larly in how to work together to develap a shared purpose,
group process, communication, inquiry, change, collaborative
planning, conflict management, problem solving, and under-
standing the learning of adults,

3 Communicate through action and words a rcconception of
leadership; engage participants in experiencing leading as
facilitating the learning of community members.

B. Inquiry-based use of information to inform decisions and practice:

1. Educate, practice, and engage others in a “cvcle of inquiry”
characteristic of self-renewing schools. Such practice includes
reflection, dialogue, question-posing, inquiry (including uses
of data), construction of new meaning and knowledge, and
action. ’

2. Develop plans and schedules for the creation of commeon time for
dialogue and reflection. Advocate to community and political
groups the essential nature of professional time. -

3. Educate for and practice the identification and discovery of
information, including: disuggregation of school and classg-
room data, examination of student work, and action research.

14 Educational Leadership and Administration
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4. Design and implement a communication system that keeps all
informed and involved and accumulates and reinterprets
feedback as it moves through the schonl. Develop mechanisms
and strategies for integrating feedback into the decision-
making processes.

C. Roles and responsibilities reflect broad involvement:

1. Work with staff in the school and district, as well as community
members, to continually re-examine and broaden their roles
and responsibilities. The goal is to enable each participant to
take responsibility for the classroom, school, community, and
profession.

2. Observe and be sensitive to indicators that participants are
performing outside of traditional roles.

3. As roles change, develop strategies for strengthening relation-
ships and learning.

4. Develop expeclations and strategies for insuring that partici-
pants share responsibility for the implementation of school
cornmunity agreements(rather than leave thiscritical task up
to the formal leader).

D. Reflective practice/innovation is the norm:

1. Insure that the cycle of inquiry and time schedules involve a
continual reflective phase.

2. Encourage individual and group entrepreneurship by providing
access to resources, personnel, time, and outside networks.

3. Support innovation without expectations for early success.

4. Form and/or encourage collaborative innovation.

5. Engage innovators in developing their own criteria for monitor-
ing, assessiment and accountability regarding their work.

E. Student Achievement and resiliency are high:

1. Work with the school community to establish challenging and
humane expectations and standards.

2. Design, monitor, and assess curriculum, instruction, and perfor-
mance-based assessment processes that insure that all chil-
dren learn. Provide systematic feedback to children and fami-
lies; receive feedback from families. Engage staff in the pro-
cesses as co-leaders.

3. Redesign (see above) rolcs and structures to enable the school to
develop and sustain resiliency in children (e.g., teacher as
coach/counselor/mentor).

4. Ensure that the cycle of inquiry within the school is informed by
evidence from performance-based assessment of children and
programs.

Fall, 1997
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Building Leadership Capacity in Schools

2. How do we work with those who enroll in
leadership preparation programs to enable them
to build leadership capacity in schoois?

Our candidates need to experience and learn several conceptual
frames in order to work with the understandings, skills, and knowledge
described above. Whether they are consciously building leadership
capacity or just seeking to create a “good school,” certain conceptual shifts
are essential. These conceptsinclude at least the following understandings:

+ The concept of leadership must be redefined in order to be able to
disconnect it from role, position, and formal authority. Leadership can
be understood as the reciprocal processes (rather than the traits of an
individual) that enable participants (not leaders and followers) in a
community to work toward a shared purpose. These “processes” are the
learning processes described above. (Lambert, Walker, Zimmerman,
Cocper, Lambert, Gardner, Ford-Slack, 1995)

¢ Powerandauthority ascurrently situated in our hierarchical systems
must be redistributed. This redistribution of power requires a redefini-
tion of the roles and responsibilities of everyone involved.

& Human learning as constructivist. Learning theory, brain research,
and natural systems understandings affirm how humans learn. Chii-
dren and adults must construct their own meaning and knowledge and
do it together in caring communities.

& Change 13 systenic, connected, natural for human beings. Individu-
als resist changes that are imposed upon them and embrace changes

that evolve from their own learning. This shift will require a confron-
tation and reconsideration of many old myths.

® A contral work of all community participants is to ask critical
questions and to inquire into practice in order to improve the learning
of all children and adults.

3. 1f we are to shift power and authority
relationships in schoels, how do we more directly
and effectively approach this work?

We must design preparation programs that cxemplify reciprocal,
equitable, and caring relationships among students and students and

taculty. We believe that this best oceurs in sustained eommunities that are
often called “cohorts.” After five vears, more than 70 percent of our

16 Educational Leadership and Administration
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graduates at California State University, Hayward report that they still
maintain collegial relationships with the educators who were in their cohorts.

Within the curriculum, power and authority must be addressed
directly, including confronting one’s own relationship to power and
conflict. Communication and conflict resolution skills must be devel-
oped. In our introductory part of the cohort, candidates engage in
extensive self-assessment. The majority of candidates describe them-
selves as fearful or apprehensive about conflict, a condition that disables
leaders and disconnects them from their own capacities to challenge
current power and authority structures and negotiate more equitable
and reciprocal environments in schools and districts.

Further, the conceptual shiftsdescribed in number two above are essential
for professors as well as candidates and future leaders. It goes without saying
that we cannot teach that which we do nct believe or understand.

4. Do we have exampies of resilient schoois—for
instance, schools where principais leave or tough
issues threaten the very fiber of the schooli, yet

they survive?

Fortunately we do. Perhaps the most renown is Central Park East in
Harlem and many of the Professional Development Schools. There are Fairdale
High Schoo!l in Louisville, Kentucky; San Jose Middle School in Novato,
California;James Lick Middle School in San Francisco;and Oceana High School
in Oceana, California (and many of California’s SIB3 1274 schools).

What others can you name? Consider schools that have thrived and
sustained improvements in spite of a changing of principals, superinten-
dents or external pressures.

5. At what point do schools start te seif-organize?
What are the indicators, and how do we account
for this phenomenon?

Staff in schools begin to suggest other ways of getting work done—
to self-organize—when the shared leadership in a school reaches a
critical point, sometimes among a few trusted collecagues. Wheatley
(1995 ) points out that three factors are vital in this transformation: the
development of relationships, information flow, and an alteration in self-
perception. As staff perceive themselves as leaders with power and
informal authority; form collaborative relationshipe to talk about the
work of teaching and learning; and exchange, create, and receive honest
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and timely information, a dynamic occurs within the context of dialogue.
This momentum and dynamic ~an lead, often quickly, to efforte to self-
organize. Teachers, particulariy, suggest full day retreats, study groups,
houses, academic paths, new schedules.

This phenomenon is a systemic process and event arising from the
feedback system that alters self-concept, specifically, relationships with
others. When self-concept, both as an individual and collectively as a
school, changes—new work becomes possible, new questions arise. A
high school in an affluent district in which almost all of their students go
to respected universities can begin to ask, “Do we make any difference in
these students lives? Could they be challenged to think critically, to
create new ideas, to develop a consciousness about social justice?” Such

thoughts require a shift away from, “If it ain’t broke, don’t fix it...]look at
our SATs, we're doing great.”

6. How do we build a “leadership consciousness”
among all educators? Can this be done without
close cooperation with teacher educators? What

promising strategies promote this form of
collaboration?

Such consciousness requires an alteration both laterally and verti-
cally in university preparation programs. First, we must work closely
with departments of teacher education and educational psychology in
order to influence future teachers, counselors, and psychologists to
become school leaders. At Hayward, we have developed an interdiscipli-
nary course in “collaborative leadership” aimed at all of thesec audiences.
We are hoping that this can evolve into a certificate on leadership. Sam
Hollingsworth at San Jose State University is working toward a masters
in teacher leadership, as is Lisa Delpit at Georgia State University. It is
becoming well understood that principals cannot improve schools alone.

Other alterations are needed as well. Currently in California, single
subject teacher credential students seem to become thoroughly attached
to their subject matter during their undergraduate work. Not until their
fifth year do they begin to learn what it is to be a teacher. This process
may contribute to the difficulty many secondary teachers have in
teaching children, not only the discipline, and in working collegially to
improve their schools.

Professional development needs to be seen as a life-long, “seamiess”
learning experience. In Who Will Save Our Schools (Lambert, Kent, et. al.,
1997), Anna Ershler Richert of Mills College in Oakland describes some
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design principles (pp. 158-164) for professional education—principles
guiding the preparation of teachers as informal and formal leaders:

Prineiple I: Teacher learning is a lifelong process that begins at the
preservice level and continues throughout the teacher's(and principal’s)
carcer. The uncertain context of teacher’s work renders learning a
lifelong corollary to teaching.

Principle 2: Reflection and inquiry are the niethods by which teachers
learn. These processes engage teachersin examining their practice and
constructing new knowledge that will guide their future work.
Principle 3: Teachers reflect about their past, present, and future
experiences in school. Learning to view experience as the content of
teacher reflection is an important part of professional development.

Principle {: When teachers reflect. theyv reflect about something.
Because this something is the “matters of schocl life,” these matters or
experiences of teachers must be captured in some form so that teachers
can reflect upon them.

Principle 5: Not only do teachers need time and opportunity to reflect
on their work, they need that time and opportunity to do so in the
company of others with whom they can construct meaning.

Principle 6! To construct meaning (to learn) within a collaborative
context, teachers need the opportunity to speak and be heard as well as
to listen and respond {o the thoughts and beliefs of others.

Prineiple 7: Collaborative learning groups in teaching should be struce-
tured to incorporate multliple perspectives because difference will
stretch the opportunity to learn and better reflect the conmiplex world of
difference at the same time.

Principle 8: Conflict is a necessary outcome of collaborative structures
in which teachers come together to discuss issues of importance to
them. Rather than inhibit learning, conflict can enhance it by causing
people to stretch in their understandings and create alliances across
differences that ultimately benefit everyone,

Principle 9: Given that they focus on different “matters at hand.”
collaborative learning groups need Lo accommodate changing leader-
ship configurations according to the problem under consideration, the
group's current mesnbership, and what outcommes are needed.

These principles hold two major implications for our work in educa-
tional administration: (1) Since our students are teachers, if they have
been prepared and continued to learn in these ways, they would possess
a keen leadership consciousness when they entered our programs; and
(2) These are the very design prineiples that principals and other
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administrators need to employ in their work with the professional
learning of others and themselves. These principles alter significantly
ancient ideas of staff development.

7. How elise might we reconceptualize leadership
and scheol change?

There are a number of emerging questions that hunger for responses.
These are the next layer of questions with which I am struggling:

¢ How might we think about the influence of principal suceession
on resilient schools?

& What new relationships must be formed between the school and the
district, professional organizations, universities?

¢ How will we unite professional preparation and development?
+ Who is responsible for reform?

¢ How else do we build leadership capacity in schosls and organiza-
tions?

Conclusion

The work of building lcadership capacity is essential to the reform
and sustained achicvement of schools. Such work must become the
concern of state policy groups and professional organizations, such as
California Association of Professors of Educational Administration,
Association of California School Administrators, American Association
of Colleges of Teacher Education, National Teachers Association, and
American Federation of Teachers. It will require that such groups
{ranscend their current boundaries and think about professional educa-
tion and development as involving all educators and institutions,
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Iintroduction

In an effort to improve educational practice, a growing number of
school districts arc implementing reforms at the school level that are
intended to “empower” teachers in decision making. These efforts, such
as site-based decision making, shared decision making, and other collabo-
rative efforts between teachers and administrators, assume a definition of
relationshipsthat, untilnow, have centered around staffand line authority
as part of the traditional bureaucratic framework. This is the model under
which many of our current administrators were trained. Until recently,
bureaucratic power relationships were unquestioned among administra-
tors and teachers. Now there is an emerging body of literature in organi-
zational theory, especiaily micro-systems theory, which questions these
rclationships in the study of politics and power relations within schools.
The findings of these studies propose redefinitions of power relations
among teachers and administrators that support collaborative practices
(e.s1., Ball & Bowe, 1991, Blase, 199.; Rlount, 1994, Duke & Gansnader,
1990; Dunlap & Goldman, 1991; Hargreaves, 1994; Webster, 1994).
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Several studies report findings that demonstrate how shared deci-
sion making and site based managementmay beignoring waystoinvolve
teachers effectively in deeisions that are meaningful to them. Instead of
increasing appropriate teacher decision making, some studies report
that shared decision making and site-based management have become
a game where teachers pretend they are involved, respond passively to
what administrators want them Lo do, and then return to their class-
rooms to teach and make decisions in accustomed ways (Malen, Ogawa,
& Kranz, 1990; Weiss, Cambone, & Wyeth, 1992). In the above example,
“empowerment” is a pejorative term fostering teacher suspicions rather
than trust, thwarting teacher efficacy through a feigned decision-mak-
ing and participative process, and thus lowering future teacher commit-
ment to active engagement or involvement. Thus, some teachers view
“empowerment” as a gimmick, a nongenuine game of rhetoric unrelated
to the realities of their everyday teaching practices, a way for adminis-
trators to “dump” work on them.

‘The first part of this article will address rescarch findings related to
teachers’ current beliefs and understandings about the use of organiza-
tional power in schools. The next part of the article presents findings
from a study that examined teachers’ beliefs embedded in everyday
practices. The survey asked teachers to respond to items about the use of
organizational power in their schools. The purpose of this article is twofold:
(1) to identify and report perspectives and heliefs from a group of teachers
across two states concerning how power and influence are exercised in
schools; and (2) to suggest what administrators might do, based on the
conclusions of the study, to utilize teachers’ views more effectively.

Conceptual Framework

Based on an overview of the literature in organizational theory,
especially literature that focuses on power relationships, five teacher
helief areas hased on everyday practices in schools emerged. We identi-
fied these as: autonomy, responsibility, use of resources, political efficacy
and expertise, and hierarchy. Each of these constructs is described from
the literature contrasting past constructs with emerging definitions of
organizational dimensions of power.

1. Teacher autonomy has long been associated with teachers’
beliefs about what it means to be a professional (Lortie, 1975). In Lortie’s
classic work, Schoolteacher: A Sociological Study, autonomy was associ-
ated with the isolationism of teachers’ work that inhibited the develop-
ment of a shared technical core about “good” teaching. Rather, teachers
reported that their individual experiences, trial and error, and results
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from standardized tests were sources of learning about teaching. Bu-
reaucratic models of teacher autonomy limit teacher decision making to
classroom monitoring by supervisors and principals {Waite, 1995).

New definitions of autonomy move beyond closed classroom doors to
school-wideinvolvement (Acker-Hocevar, Touchton, & MacGregor, 1996).
Autonomy requires group freedom for action to make changes within
shared norms of collegiality and community, and the corresponding
administrative support to institutionalize innovations under way
{Kilbourn, 1991; Weinstein, Madison, & Kuklinski, 1995). Autonomy
under partnership power is relational and requires improved communi-
cation structures to share information “throughout” the school to make
decisions {Burbules, 1986).

2. Teacher responsibility is often related to the position onc holds
in the school system. Thus, the principal is more responsible than a
teacher, a teacher more responsible than a student, and so on. Under
bureaucratic definitions of power relations, teachers carry out school
goals and are thus responsible for following rules and adhering to
regulations. Responsibility in this sense is viewed as the non-abuse of
power ensured by following rules.

Macpherson (1996) states that when leaders share responsibility, a
context is created to assist teachers in developing new skills to exercise
judgment over their work. This co-development of skills goes beyond mere
compliance and enables teachers to assume greater responsibility in the
participation of the political life in schools. Lichtenstein, McLaughlin, and
Knudsen (1992) found that decentralization, or enhanced teacher author-
ity, did not necessarily lead to more teacher responsibility by itself. They
conclude that teachers who exercised more choice over their professional
lives altered the relationships they had with administrators.

3. Resources are traditionally associated with power, The greater
control over the use of resources, the more power a person has in the
system (Pfeffer, 1992). Without a more holistic understanding of how
resources can be used to accomplish agreed-upon goals of a system,
individuals are at cross-purposes as to their use (Foster, 1996).

Beliefs about resources are different under bureaucratic and part-
nership models of power. Foster (1996) argues that resources under
bureaucratic power are used tc control, reward, and remunerate others.
This causes power strugglcs in which conflict arises over how to make
decisions to allocate ani use resources based on perceptions of fairness.
According to Foster, individual goals are the basis for micropolitical
action. The use and distribution of resources can either promote indi-
vidual goals or system-wide goals. Decisions that limit who has access to
resources affects teacher perceptions of how resources afford power
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(Anderson & Biase, 1995; Blase, 1991).

4. Political Efficacy and Expertise are two separate ideas often
associated with cne another because of their relationship in bureaucrzatic
systems (Dunlap & Goldman, 1991). Within bureaucratic organizations,
advancement is not only dependent on the possession of appropriate
credentials and expertise, but often enhanced by the political connec-
tions in the system itself.

Blase’s(1991) analysis of qualitative datareveals that political efficacy
isusing expertise to obtain preferred outcomes. In particular, teachers who
are viewed as being experts or knowledgeable in a “political” area have a
greater likelihood of being insiders in the political power structure and
being “given” more influence. In contrast, Dunlap and Goldman (1991)
observed multiple school sites and found that political efficacy may be
definedm creby adsafdan hatim andpaltfial nfiencetadtcsorer teachers
than used by teacliers themselves to further their own advancements.

Anderson (1991) examined the process of cognitive politics in a
suburban school and the extent to which ideological control is exercised
in organizations traditionally viewed as nonideological. According to
Anderson, “empowerment occurs when the poweriess begin to under-
stand those broader political and economic interests that get played out
at the school board” (p. 127). In a bureaucratic system, knowledge is
political. In contrast, knowledge in a partnership model builds linkages
across groups to strengthen the organization.

5. Hierarchy implies an information system that is top-down. The
hierarchical model of schools is promulgated through an artificial divi-
sion of labor that promotes the formation of interest groups competing
againstone anotherto achieve their desired goals (Blase, 1991). Burbules
11986) argues that power struggles are inevitable given the hierarchical
social system. Hicerarchical power relations are embedded in the every-
day relationships in schools and cause distrust by teachers of adminis-
trators who presume to know what is best for them (Burbules, 1986).

With the movement toward restructuring, perceptions of power and
the roles of principals are changing (Prestine, 1991). The inception of
“empowerment 1n the late 1990s is a means to equalize power relations
in order to alter traditional power rclationships involving top-down
authority (Hargreaves, 1994).

The Study

We examined teacher’ beliefs and perspectives about power along
the five dimensions described above. Specifically, teachers responded to
survey items on a Likert-type scale ranging from a low of 1" or “strongly

24 Educational Leadership and Administration

27




Michele Acker-Hocevar, Patricia A. Ruuch, & Barbara T. Berman

disagree,” to a high of “4” or “strongly agree.” Five-hundred and twenty
teachers participated in the study of whom 220 were from Alabama and
300 were from Florida.

We wanted to know: (a) What dimensions of power were most
strongly associated with teachers’ perceptions of power? and (b) How
these perceptions differed by state of residence. We chose to compare
Alabama and Florida teachers because of the relative difference of
statewide reform implementation efforts between these two states.!
Measures were constructed representing the five dimensions of power
discussed above.

The Findings

The mean scores for each of the five dimensions of power are
presented in Table 1. Means are first shown for the teacher responses as
a whole. Several patterns in these findings arc noteworthy.

Autonomy. The high score on Autonomy would be expected from the
literature onteacher professionalism(e.g., Rosenholtz, 1989), and can be
explained by current attempts to increase teacherdecision makingat the
local school level (e.g., Malen, Ogawa, & Kranz, 1990). The teachers in
the study placed a high value on their own professional autonomy or
“being afforded direct involvement in the implementation of decisions,”
“free to make changes,” and working in a context of “minimal supervi-
son.”

Political Efficacy and Expertise. The Political Efficacy and
Expertise Dimension was the second highest dimension, with a mean of
3.54. Over 90 percent of ali the teachers agreed with all items on the
survey that addressed this dimension. A powerful educator is “knowl-

Table 1
Means, Standard Deviations and Ranges
for Dimensions of Power
{Total Sample)

Dimenstons of Power Total SD Min Max
Autonomy 3.46 A6 1.78 4.00
Political Efficacy 334 38 1.89 4.00
Resources 2.89 AR 2.00 4,00
Responsibihity 2.83 .50 1.50 4.00
Hierarchy 2.41 39 1.00 3.50

Seale: 1=Strongly Mhsapgree, 2=Disagree, 3=Agree, 4=Strongly Disagree.
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edgeable, has and uses expertise,” and “reaches students through teach-
ing, choosing curricula, and selection of materials.” Further, a powerful
educatoris politically efficacious and “knows how to cut through bureau-
cratic red tape to affect change,” “access resources,” and is “actively
involved in the whole school.”

Resources. The lower mean score for the Resource Dimension (2.89)
reflects less agreement on how tvachers view the relationship between
resources (e.g., external funding and material support) and power. Most
teachers agreed (83 percent) that power was best described as “access to
resources, “ and that “resources afford power” (77 percent).

Responsibility. The mean score on the Responsibility Dimension
(2.83) indicates teacher agreement that the relationship between power
and responsibility is viewed as the “acceptance of responsibility” (90
percent). Additionally, over 66 percent of the teachers disagreed that
“responsibility and power were one and the same.”

Hierarchy. The Hierarchy Dimension had the lowest mean (2.41)
and ranked at the bottom of the five dimensions from this study.
Nevertheless, over haif of the teachers stated power is “who you know,”
“a top-down phenomenon,” and is defined differently for “males than
remales.”

State Comparisons. In Table 2, the mean scores show only modest
differences between the Alabama and Florida teachers on the five
dimensions of power, with the exception of Autonomy where Florida
teachers (3.51) were significantly more likely to report greater teacher
autonomy than Alabama teachers (3.39). The context of school reform in
the state of Florida has supported shared decision making longer thanin
Alabama. Because of these difterences, and with the Autonomy Dimen-

Table 2
Means and Standard Deviations Between States
and Overall for Dimensions of Power

Alahama Florida Total Group
awer Mean SD Mean SD Mean SD
Autonomy 349 05 3.51% 043 346 0.6
Politicat Fifficacy 3.34 037 335 0138 331 0.8
Resources 2.4 0.46 2.88 0.49 284 0.48
Responsihility 2.88 0.15 279 0.52 2R3 05
Hierarchy 2.42 0.39 2.41 0.39 241 .39

Sigrmificance * p < 05; *ANOVA F< 05
Scale. 1=Strongly disagree, 2=Disagree, 3=Agree, 4=Strongly Agree
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sion being significantly different, one would have expected Florida
teachers to have significantly different beliefs and perspectives about
the other four dimensions.

Discussion

Ingeneral, te. hersin thisstudy supported the concept of autonomy
and agreed that an empowered educator is one who not only makes
appropriate classroom level decisions, but also directly participates in
the implementation of school policy decisions. As our results show,
Florida teachers were significantly more likely than Alabama teachers
to hold these same beliefs about what it means to be an empowered
educator. In contrast, teachers were least likely to agree with hierarchy
beliefs of power, which suggest that the context of top-down decision
making is changing somewhat. Yet, the fact that there were so many
teachers who felt “powerless,” and saw power as a “lop-down” phenom-
enon calls into question the bureaucratic mandates under which many
schools operate.

One pattern emerged regarding four of the five dimensions of power.
We found that autonomy and responsibility were related. The most
experienced and educated teachers in Alabama were the most likely to
hold hoth these beliefs about power. Thav is, an empowered educator is
not only one who autonomously makes appropriate classroom level
decisions and participates in policy decisions, but who also views power
as the acceptance of responsibility.

Implications for Administrators

Autonomy. Administrators must promote faculty interaction to
shape and sustain change efforts over time that facilitate teachers’ work
in collaborative ways such as in teams, shared dialogue, and reflective
practice (Neumann, 1993). If professional autonomy is to lead to im-
proved motivation and performance as advocated by Raelin (1986, then
teachers must have a certain level of competence and be recognized as
equal partners with administrators within new power definitions. To
support interaction, time must bhe scheduled for teachers to work and
plan together to address the needs of all client groups {Snyder, Acker-
Hocevar, & Wolf, 1995). Communication processes must expand the
response “ablenness” for groups to act. Shared communication depends
on relational power which determines the degree to which administra-
tors trust teachers, and teachers trust administrators to act within the
norms of collective expertise. School administrators should share infor-
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mation on aroutine basis and involve teachers in sharing their expertise
to create a culture that encourages and values organizational learning
to grapple with complex schooling problems.

Responsibility. Administrators must be willing to provide the
necessary staff development for teacherstohave thetoolsto choosetoact
more responsibility. Touchton (1996) synthesized the literature on
shared decision making and recommended four broad areas administra-
tors should provide staff development: process communication, decision
making, team building, and conflict negotiation. With these skills,
teachers and administrators might feel more comfortable discussing
problems, resolving conflict, and practicing behaviors that build trust.

Responsibility, along with accountability, are essential elements of
teacher empowerment tDarling-Hammond, 1992). These essential ele-
ments, according to Darling-Hammond, require the enforcement of the
norms of professional and ethical practice, with the teachers’ first
concern being the welfare of the student.

Resources. Administrators must encourage a broader understand-
ing of how resources can be attained, used, and prioritized within the
school community, and recognize how group-level coalitions can assist
cducators in obtaining more resources to support greater learning
outcomes instead of causing conflict. Blase (1991) found that authoritar-
ian principals were perceived by teachers to use resources to exact
compliance.

Political Efficacy and Expertise, Professional knowledge carries
its own kind of authority, and the exercise of that authority impacts
students. This authority, when used in combination with decision mak-
ing inthe breader arena, translates into genuine teacher empowerment,
It is not so much a question of giving authority to teachers as it is a
question of allowing tcachers to share their expertise on learning
collectively.

Administrators must share information with teachers so they have
explicit knowledge of the system to make it work for the benefit of
students. This means translating policies into action that include teach-
ersas key players inschool decisions that affect them. Teachers must use
their expertise and political efficacy for the benefit of the community.
Administrators mustaid teachersin gaining a political understanding so
they canchoose to use their expertise and gain a greater sense of efficacy
(Burbules, 19861.

Hierarchy. Administrators must examine factorsthatinhibit change
in the traditional roles and relationships between teachers and princi-
pals, and factors that promote collaborative, shared decision-making.
Inherent in schools, as we have currently structured them. “in adminis-
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trative hierarchies and roles, in instructional methods, in classroom size
and organization, in curricular values and practices, and in popular
conceptions of what ‘teachers’ and ‘students’ should be and do in our
culture” are top-down beliefs about power (Burbules, 1986, p. 11ii)
Prestine (1991) concluded that the role of the principal was paramount
in encouraging teachers to make a commitment to changes in power
relations and promote trust in the process. She emphasized that the
principal must cultivate a network of relationships that promotes four
factors of change: new conceptions of power, need for systemic agree-
ment, willingness to take risks, and “smart” schools.

According to O’'Hair and Reitzug (1996, schools have typically
operated from this hierarchical model where principals are positioned at
the top of the apex of the hierarchy. This in turn renders teachers
relatively powerless.

Both Burbules (1986) and Wartenberg ( 1990) conceive of power as a
weh, as a system of social relations. This social system functions to
connect individuals with one another, while at the same time works to
keep them apart. Siniilarly, certain power relations prevail in schools
because they remain in society among classes, sexes, and various racial,
ethnic, and religious groups (Burbules, 1986; Eisler, 1993, 1995).

Conclusion

In conclusion, norms within the various contexts of both teachers’
and administrators’ work cultures exert enormous influence over beliefs
of power and empowerment. Questions surrounding these beliefs must
be raised if teachers’ workplaces are to become more democratic, part-
nership-oriented places of work, Norms are reference points that con-
tinue to maintain existing relationships (Oshry, 19951 Until power
relationships are redefined to create norms of shared responsibility, it is
doubtfui that teachers will feel connected to other teachers and admin-
istrators to work together to improve learning outcomes. For schools to
self-organize into places that are different, power beliefs that limit
partnership practices must be clallenged to be changed.

Schools operate within the larger environment in which they are
situated. This cenvironment, according to McLaughlin, Talbert and
Bascia (1990), contextualizes teachers’ work within various levels of
mandates (e.g., school, district, state, and federal levels). ¥ducators are
influenced by the political, social, and economic ideologies which have
discouraged partnership and perpetuated domination over the norms of
teacher work. Until these influences are mitigated, school reform is
doomed.
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Note

1. Adabamaand Florida have different state contexts for school reform. Alabama
reform is driven by the Alabama Education Accountability Plan which
focuses on high achievement and safe, orderly schools. Florida reform is
driven by Biueprint 2000, which provides educators with guidelines for
school accountability supported by school improvement plans and encour-
ages developing learning strategies for all students (Blueprint 2000, 1992).
Alabama reform is grounded in equity issues and focuses on financial
spending and test results. Ironically, Alabama was one of a few states, until
recently, to reject Goals 2000 monies as federal intervention into a state’s
right to determine goals and outcomes.
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Introduction

Despite the well-intentioned efforts of the major waves of educational
reform since the 1980s, these efforts have not been effective in addressing
the needs of ¢ll students, particularly those from culturally and linguisti-
cally diverse populations. Our observation from the literature is that
systemic reform and effective leadership efforts are rooted in middle class,
Eurocentrie cultural frames of reference and organizational structures. A
Eurocentric perspective omits alternative frames of reference, experi-
ences, and the funds of knowledge that many students bring to the
educational process(Floyd-Tenery, Gonzalez, & Moll, 1993; Gonzalez et al,
1993). In this paper, we attempt to reconceptualize systemic reform and
empowering leadership using the lens of sociocultural theory in order to
facilitate more inclusive and effective school reform. We present our
Learning Community Model as a construct for examining dynamic and
holistic contexts for leadership and systemic reform. We conclude by
identifying how the model can be used by current practioners and how it
might be applied in the preparation of school leaders and administrators,
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Development of the Learning Community Model

The concept for our project emerged in our ongoing dialogue about
school reform. What concerned us was that the reform movements have
nri been successful for all students, most notably students of color and
students fromlow socioeconomicbackgrounds. As we focused our conver-
sation, we decided that what was missing from the school reform
dialogue was a consideration of the sociocultural perspective; thisled to
our decision to generate a model that would address these issues.

The first stage in the development of the model grew out ofaninquiry
process which centered on cultural diversity as a rich resource for school
reform. We asked questions concerning the failure of school reform, and
identified the following factors which should ircorporate a broader
perspective of effective leadership in culturally diverse settings: (a) the
necessity of parent involvement; (b) the importance of linking the
community to the school,; (¢) the need for cultural guides as role models;
(d)the inclusion of authentic assessment and action research; and (e)the
development and implementation of a theoretical framework linked
with a historical perspective regarding cuitural diversity.

Inthe second stage of our work, weidentified and defined the tenets of
sociocultural theory by reviewing and synthesizing the literature. Within
the school reform movements of the last decade, we recognized two
important themes~~empowering leadership and systeimnic reforin—as cen-
tralto authentic change in schools. However, we also recognized that while
much has been written for teacher education concerning diversity issues,
very little has been developed for educational leadership.

Finally, the process led us to the third stage, in which we linked the
tenets of sociocultural theory, empowering leadership, and systemic
reform by developing a matrix (sece Appendix A: Sociocultural Factors
Affecting School Reform in Culturally Diverse Settings). In the process
of developing the matrix, we realized the necessity of coming to consen-
sus on Lthe definition of the terms we used within cach of the categories.
We then explored the following question: How does the sociocultural
perspective inform empowering leadership and syvstemic reform? Thus
we generated a new understanding of these two areas, hased on the
insights of sociocultural theory.

Using the constructivist approach, we collaboratively developed the
Learning Community Model (Figure 11. This model serves as a construct
for decision-making, resource gathering. and program planning for
educational communities in which every member is a contributor.
Learning is a social process in which knowledge is constructed,
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deconstructed and reconstructed in the exchange of information be-
tween novice and expert learners. The main goal of the learning commu-
nity is success for all in a social context in which iearning is a lifelong
process. The major support for the learning community comes in the
form of providing ongoing mediated assistance or scaffolding, and devel-
oping a dynamic and holistic construct of culture and context.

In order for educational reform to take hold and address the needs
of al! students, the entire system must change. We suggest that one way
to ensure systemic reform is to view it through the lens of sociocultural
theory. Only in this blending oftheory and practice, which recognizesthe
tremendous resource of funds of knowledge and the need for creating a
dynamic and holistic construct of culture and context supported by
ongoing mediated assistarce, can reform thrive. The entire system must
become a learning community in order to nurture and support af/ the
students and other stakeholders.

Figure 1
Sociocultural Factors Affecting Schnol Reform
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Defining Terms:
Socjocultural Theory and Empowering Leadership

Through this process of constructive dialogue, we came to consensus
on the following definitions to explain and to integrate the work of
systemic reform and empowering leadership as explored through the
lens of sociocultural theory:

Sociocultural Theory. Although there is no absolute consensus on
the terminolegy on which sociocuitural theory is hased, we utilize the
conceptual framework that Wertsch, Del Rio, and Alvarez (1995) set
forth, In discussing terminology, Wertsch of af. acknowledge the various
terms for this approach, such as socio-psychological, cultural-historical,
socio-cultural-historical, and sociohistorical, which all are based in the
Vygotskian heritage. They argue, however, that the term sociocultural
is the preferred term to describe the appropriation of the Vygotskian
heritage.

The primary aim of the sociocultural approach is to provide under-
standings asto the social and cultural factors which impact teaching and
learning in school settings in order to improve educational outcomes for
all students, especially for ethnic and linguistic minority students. This
approach utilizes qualitative analysis to understand the variouscomplex
factors that affect school success and failure. Of particular importance is
the way specific contexts affect learning. The strengths of this approach
are that it is inclusive, recognizing culture as an important variable in
learning, and is flexible and adaptable to individual contexts. The
limitation of this approach is that it is sophisticated and requires
educators, particularly those in leadership positions, to rethink their
hasic philosophy of education to make changes in structure and culture
of the school.

Tenets of Sociocultural Approach. 1. Anthropological Basis of
Culture: Although there is divergence as to an exact definition of the
word culture, anthropologists generally emphasize that culture is: (a)
learned rather than innate; (b) shared by a group of people who create a
context for individual activity; (¢) an adaptation to new and challenging
conditions ranging from the environment to power relationships within
society: and (d) a dynamic system that has permeable and changing
boundaries (Gollnick & Chinn, 1994).

Of particular importance to education are the ideas that culture is
learned and shared. Children usually first learn their culture from their
parents, families, and home communities. Because culture is shared, it
ereates a context in which human activity makes sense. The context is
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especially powerful because ofthe familial connections, Generally speak-
ing, a child comes to school with a certain set of assumptions concerning
what isappropriate intermsofbehaviors, values and beliefs, and also the
meaning of those behaviors, values and beliefs.

2. Mediation/Assisted Performance: According to Tharp and Galli-
more (1988), learning in the sociocultural perspective is assisted perfor-
mance. Using scaffolding techniques, more competent others guide
novice learners in problem solving and tasks. Following the traditional
apprenticeship model, the task is not diminished for the novice learner,
but the level of assistance moves from being substantial in carly stages
to minimal and none at allin later stages. In this view, teachers facilitate
learning and serve as guides to students. Teachers must be aware of
student’s unassisted performance level and assisted performance level,
and gearmediation and assistance to the level inbetween the two, which
Vygotsky referred to as the zone of proximal development (ZoPD). The
ZoPD fluctuates for cach child and task; as the child grows and develops,
the ZoPD changes according to that development and task. This ZoPD
applies tothe adultlearnerinthe educational setting as teachers provide
assisted performance for students, so must administrators provide
assistance for teachers and vice versa.

3. Mativation: From the sociocultural perspective, motivation is
inherent in the human condition, Motivation for learning occurs when
learning experiences are structured to be authentic and meaningful, and
related to real-life tasks and prohlem solving. Motivation is enhar.ced in
the social, relational dimension of learning, including the relationship
between the learner, the more competent other, and the task at hand.
Motivation is also enhanced by utilizing learners funds of knowledge and
using cutturally responsive pedagogy.

4. Learning Communities: Learning does not occur in isolation from
the community. A community is basced on the core-belief that all mem-
bers of the community are learners, and that the context for learning has
no boundaries. The members of the community work collaboratively to:
(a) support the learning process; (b) support cach other in pursuit of
learning and valuing one another; and (¢) value lifelong learning.

5. Construetivism: Based largely on the work of Sovict psychologist
Lev Vygotsky (19781, this approach views all learning as social, in which
expert learners mediate new learning experiences for the novice learner.
The theoretical framcework has been most recently applied in educa-
tional settings through classroom strategies such as Instructiona! Con-
versations (IC) and identifying learners’ zones of proximal development.
Learning situations, curricula, and activitics are “constructed” through
a processofdialogue and mediation. The strength of thisapproach is that
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students are actively involved in the lcarning process and contribute to
the conztruction of knowledge. The limitation is that there is no precise
“formula” for knowledge construction and therefore, the actual imple-
mentation of this approach needs to vary in different activity settings.
This can be frustrating for classroom teachers who are not well grounded
in its theory and methodology.

6. Authenticity: Authenticity in the sociocultural perspective means
that all aspects of education—the curriculum, school environment,
materials, assessment, interactions and relationships—are rooted in
real life. All teaching and learnirg must be authentic and meaningful.
Authenticity refers to the connections between structured learning
activities and every day problem-solving tasks, mediated by the particu-
lar culture and context of the learner and the teacher. Learning is
relevant, holistic, concrete and contextualized, as opposed to irrelevant,
fragmented, abstract and decontextualized.

7. Teaching and Learning as a Process: Processis the on-going series
of actions, events, operations, and relationships that lead to value-added
knowledge and growth. All learning is seen as a process, and the process
is as important as the product. Additionally, the process of learning is
transformational, not merely additive. That is, learning is not simply the
sum of various parts, rather the synergy of the learner, the teacher, and
the question to be answered. Thus, learning is social and relational.
Learners solve new questions and tasks drawing upon their entire
histories of experiences by relating to problems to be solved, new ideas,
new tasks, and other persons. The interaction between and among the
above transforms the individual partsithe learer, the question, tho one
teaching or leading) in a holistic, integrative, and constructivist manner
that creates something new. The process of transformational learning is
on-going and lifelong.

8. Funds of Knowledge: The funds of knowledge construct (Moll,
Vélez-Ibanez & Gonzalez, 1992; Vélez-Ibanez, 1988) maintains that
every student enters school with an individual and community-based
history and a set of expericr.  s. Students and their families may have
rich life experience in areas such as household management. farming,
ranching, mining, repair work, medicine and fold medicine, and con-
structicn (Moll, Amauti, Neff & Gonzalez, 1992; Vélez-Ihdnez &
Greenberg, 1992). The combination of these forces are a particular
student’s funds of knowledge, whi. h can be described as the totality of
experiences and home-based knowledge cach student brings to school
from the home culture (Martin, 1996).

Such an approach is especially significant for ethnic minority,
language minority, and im~ugrant students because they may bring

38 Educational Leadership and Administration

41




Mary K. McCullough, Magaly Lavadenz, & Shane P. Martin

very different funds of knowledge than students with dominant socioeco-
nomic status (SES). Using the existing funds of knowledge that students
bring from their families is important for teachers and administrators.
This helps to build a bridge between the home culture and the school
culture, and enhances student motivation.

Systemie Reform. Schools are considered by many to be the most
complex of all social inventions, because of the interplay among organi-
zational structures, management processes, instructional activities, and
student achievement (Hanson, 1991). “Our peculiar way of organizing
public education in the United States has made change even more
difficult—and less apt to yield results” (Finn, 1991, p. 184). Chubb and
Hanushek (1990) observe the layer cake organization pattern of public
schools as part of the problem. The hierarchical nature of school organi-
zations and the three separate levels of government, includiryg local,
state, and federal, all compete Lo set educational policy and govern local
schools.

By the late 1980s, the reform attention was directed to the entire
education system, focusing on such change variables as leadership,
decision making, and organizational culture (Fullan, 1991; Goodlad,
1964; Rosenholtz, 1989; Sizer, 1984). “Yet eight years after being pro-
claimed a ‘nation at risk,” we've eliminated virtually nonc of the hazard-
ous practices, dangerous ideas, or pointless customs of the education
system” (Finn, 1991, p. 185).

The current need for systemic reform demands change and dramatic
improvements in student achicvement as necessary components of the
education agenda in the 1990s (Odden, 1995). The school is at the center
of change in the educational system. However, while the local school is
aunit of organizational change, the local district, together with the state,
are units of system change (Murphy, Hallinger & Mesa, 1985; Odden,
1991). In order for change to occur at the classroom level, change must
also occur up and down the entire educational structure. The sociocul-
tural theory suggests that collegial social systems generate greater
productivity in change efforts and opportunities for student learning
(Joyce, Bennett & Rolheiser-Bennett, 1990). In order to realize lasting
change, all members of the school community need the support of the
entire school, the school needs the support of the district, and the district
needs the support of the county, state, and federal government struc-
tures(Odden, 1991, The school also needs the support of the community.
The entire system needs to support and form the scaffolding necessary
for the change to occur in the classrooms with teachers, students, and
parents as partners.

Fullan (1993) suggests that what ix needed are coherence-making
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strategies at the local level, ot the appearance of coherence at the state
and national levels. Building communities of learners calls for change in
school systems and cultures built on learning for teachers, administra-
tors, and students-—-the development of professional school cultures
(Goodlad, 1990; Joyce, 1990; Joyce & Murphy, 1990; Loucks-Horsely &
Stiegelbauer, 1991). The key issue of systemic reform however, must
remain excellence in education for all students (Finn, 1991; Tye, 1992).

Empowering Leadership. “The school is an organization, and
organizationschange more effectively when their heads play active roles
in helping to lead improvement” (Fullan, 1991, p. 152). Educational
change is a socio-political process and a fact of life that involves loss,
anxiety, and struggle; change is a process, not an event (Hall & Hord,
1987). Significant change is accomplished through empowering leader-
ship in which the leader takes an active role in empowering the players
in the change process, taking a developmental approach, and pursuing
multiple lines of involvement simultancously (Anderson, 1989; Fullan,
1991y

The effective schools research indicates that schools will be success-
ful agents of change if the following are in place: strong leadership, a safe
climate, academic achievement, high expectations for students and
teachers, and a monitoring and reward system (Finn, 1991; Lemlech,
1990). The site principal is a central player in school change efforts: a
manager of the school culture, a disseminator of vital information, a
resource gatherer, and a power and reward broker (Hanson, 1991;
Leithwood & Jantzi, 1990; Marsh, 1988; Schlechty,1990). Teacher/admin-
istrator networks, collahorative cultures, supportive policy makers, and
high quality ongoing assistance all need to be established to bring about
systemic change.

Leadership is a critical function in the change process that combines
consistent pressure, monitoring, and support, along with ongoing assis-
tance and proper resources to build the scaffolding necessary to further
the learning of all community members. By sharing in empowering
leadershtp, teachers are more involved in running and managing schools
and cqually accountable for results. Information, knowledge, power, and
rewards must be developed and shared at the schoot level and set within
a systemic reform context in order to create the schools the children and
society need iOdden, 1995

Learning Community Model

The following scction articulates the processes by which empowering
leadership and systemte reform are reconceptualized through the Learn-
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ing Community Model. In ordcer to assist in developing educational
communities that link systemic reform and empowering leadership with
the sociocultural theory, we created the Learning Community Model.
The model serves as a construct for decision-making, resource gathering,
and program planning for educational communities in which every
member isalearner. The main goal of the learning community is success
forallinasocial conte: ¢in whichlearningisalifelong process. The major
support for the learning community comes in the form of providing
ongoing mediated assistance or scaffolding, and developing a dynamic
and holistic construct of culture and context.

Reconceptualizing Leadership in Culturally Diverse Settings.
Therecent, dramaticdemographic changesin Californiaindicate growth
in the numbers of students from culturally and linguistically diverse
backgrounds. This has challenged school and community leaders to be
more responsive to their needsin order to create school climates that not
only ralue diversity, but also incorporate diversity into all aspects of the
decision-making processes of school life. We believe that the tenets of
sociocultural theory are the key te cultural and linguistic incorporation
for school leader=

In order for educational reform to take hold and address the needs
of all students, the entire system must change. Systemic reform thrives
and is equitable when: (a) there is an integration of theory and practice;
(b) the funds of knowledge of all contributors are viewed as resources to
the educational setting: and (c) the dynamic and holistic constructs of
culture and context are supported by ongoing mediated assistance. The
following section addresses the implications and application of the model
for practitioners and administrative preparation programs.

Implications of the Model. School climate and culture arc affected
by administrative policies and by close personal contact with the pro-
cesses of teaching and learning. Sergiovanni & Starratt (1993) suggest
that administrators and teachers must work together to transform the
learning environment into a more user-friendly environment that com-
municates care and respect, and fosters a community of learners. We
contend this type of environment cannot be created unless the adminis-
trators and teachers recognize and value the funds of knowledge of all
stakeholders and implement processes such as scaffolding that build
upon the gifts and talents of all members.

Therefore, the Learning Community Model has promise in respond-
ing to the above concerns by combining the following three fields of

literature which have not been previously linked: sociocultural theory,
leadership, and systemic reform. Qur model links the literature in order
to identify helpful factorsto assist administrators in working with others
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tocreate educational environments that respectall cultures and focuson
the success of all students. The model has implications in two areas:
implications for practitioners and implications for administrative prepa-
ration programs.

Implications for Practitioners. Theimplementation ofthe Learn-
ing Community Model calls for collaboration between administrators,
teachers, parents, and students in the following:

¢ Administrators must make a paradigm shift from leader to learner;

¢ Administrators must become students of culture, both the formal and
informal culture represented by the stakeholders in the local
community;

¢ Administrators must provide avenues for the sharing of cultural
knowledge and experiences among all stakeholders;

# Administrators must work collaboratively to create a vision inclusive
of all stakeholders;

¢ Administrators must use funds of knowledge in the process of
facilitating change, particularly in the area of mediated assistance
and scaffolding, applicd to all stakeholders in the school/district
setting;

¢ Administrators must be proactive in recruiting, hiring, training, and
providing needed services for guides/role models that are reflective
of the local community to serve in leadership positions and on
decision-making teams;

¢ Administrators must focus ongoingassessment and evaluation through
the lens of cultural diversity to insure success for all students;

¢ Administrators must work to build strong traits of trust, communi-
cation, and empowerment among all stakeholders;

+ Administrators must structure the teacher/staff evaluation process
to hold all members of the staff accountable for assisting all
students in the construction of knowledge;

¢ Administrators must practice reflective leadership and share the
lessons learned with others.

Implications for Administrative Preparation Programs. The
implicationsofthe Learning Community Model for administrator prepa-
ration programs include the following:

¢ The curriculum in leadership courses would include the study and
application of the sociocultural theory;

¢ Programs would provide opportunities for future educational leaders
to practice reflection focused on identifying underlying beliefs of
cultural diversity;

+ Programs would provide opportunities for administration students to
conduct action research on Lopics that incor porate cultural diversity;

+ Programs would add the study of cultures into the curriculum of
administrative course work;
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# Professors of educational administration courses would model a
constructivist process based on dialogue, inquiry, and the sharing
of knowledge;

‘# The curriculum for educational leaders would incorporate a study of
and strategies to support community based change agentry.

Conclusion

At the center of the Learning Community Model is the individual.
Respect for all the individual brings to the schoolhouse door is the
foundation of the model, based on the tenets of sociocultural theory. We
believe it is important for every member of the school environment to be
perceived as a learner and be involved in mutual dialogue. As Meier
(1995) advises,

...schools are the conscious embodiment of the way we want our next
generation to understand their warld and their place in it. If mutual
respect is the bedrock condition necessary for democracy, then it must
be the foundation of schooling. (p. 135)

The democratic principles embodied in the tenets of sociocultural
theory raise the consciousness of school leaders in order to reframe
schooling practices for culturally and linguistically diverse students, We
concur with Meier (1995) who states: “our schools must be labs for
learning about learning,” places that foster “reflective experimentation”
(p. 140)Ywhere teachers, students, administrators, and parents are active
participants in the change process.
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Appendix A
Table 1

Sociocultural Factors Affecting School Reform
in Culturally Diverse Settings

Tenets of Sociocuitural Sociocultural Theory
Sociocultural Theory and and the Role
Theory Systemic Reform of the Empowering Leadership -
Anthropological ~ The change process is | Collects and analyzes a
basis of dynamic, on-going. variety of data to gain and
culture/ and systemic. share understanding of
context The change process is the learning community.
embedded in the Uses qualitative methods to
local context and gain the insider’s (emic)
cuiture. perspective {elicits the
Stakeholder input voice of all stakcholders’.
informs the Shares leadership and
process of building decision-making.
community. Facilitates cross-cultural and
Sharing of values. intercultural dialogue.
rituals, symbols. Models and promotes cultural
competency.
Mediation/ All planning is done (‘ommunicates
assisted collaboratively. effectively.
performance Curriculum and Sccks input and
pedagogy are collaboration with
responsive fo staff, parents,
diversity, communmty, and
The apprenticeship others.
relationship (more | Empowers others to be
competent other leaders.
and novice) guides | Provides appropriate
the reform process. resources
Motivation Common purpose and Emphasizes achievement for
vision engages all all students.
stakeholders. Is animated by a vision that is
Motivation is intrinsic that is inclusive, reflects
to systemic reform the local context and
when it is culture, and is shared.
meaningful, Recognizes, understands, and
authentic, and acts on the belief that
relevant. motivation is inherent in
the human condition.
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and communal in
nature.

Reform applies to all
stakeholders.
Everyone is a change

agent.

Each component of the
system informs,
supports, and
empowers the
others.

Tenets of Sociocultural Sociocuitural Theory
Socincultural Theory and and the Role

Theory Systemic Reform of the Empowering Leadership
Learning Systemic, sustained Challenges and removes
communities reformed is social boundaries that prohibit

the social and communal
nature of the teaching/
learning process.
Transforms structures to be
inclusive of all
stakeholders.
Mediates conflict effectively.

Constructivism

Change is a social
process.

Change process
evolves and grows
based on dialogue,
inquiry, sharing of
knowledge and
relationship
between and
among
stakeholders.

Incorporates pedagogic
diversity.

Promotes professional
growth as mutuality.

Is dialogic and
collaborative decision-
making.

Facilitates a
collaborative and
collegial climate.

Authenticity

High expectations are
relevant and based
on real needs.

Curriculum reflects
and responds to
real life is=uus,
concerns, and
experiences.

Asscssment is
performance based
and needs based.

Practices value-added
leadership resulting
in higher levels of
commitment and
performance.

Employs action research
to effect real change.
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and learning
as a process

Is transformative
and additive.

Is responsive to the
needs of society.

Is responsive to
technological
growth.

Implements
cooperative
learning
strategies.

Tenets of Socloculiural Sociocultural Theory
Sociocultural Theory and and the Role

Theory Systernic Reform of the Empouwering Leadership
Teaching The change process: | Establishes context for teachers

and students to work
together for continuous
improvement.

Is committed to the belief that
change is a process and not
an event.

Continues to learn from others.

Funds of Recognition and Uses site-based decision
knowledge respect of all making.
people. Capitalizes and builds on
Reform process the strengths of
utilizes the individuals and groups.
individual and Values and encourages
collective networks of exchange
strengths of between and among
individuals and stakeholders.
gronps. Empowers all stakebolders
Power for change is to bring/use their funds
in networking, of knowledge to the
collaboration, setting.
and in critical
friend
relationships.
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Educational Leadership and Administration

Building Leadership Capacity
by Writing and Reflecting
on Stories of Practice

Arnold B. Danzig
Colorado State University

Purpose of the Study

The purpose of this research is to explore the learning that occurs
when novices write and refleet on experienced administrators’ biogra-
phies and stories of practice. The professional literature points to the
need fortraining programstobridge the gap between theory and practice
by drawing from communities of practitioners. One training strategy is
to focus on the ways experienced administrators approach problems and
manage dilemmas by writing a story of professional practice. These
stories become the basis for student reflection and build capacity for
leadership by providing a more detailed and richer understanding of how
experienced people approach problems. The stories yield insight into why
certain actions are taken and not others. They promote a bhetter under-
standing of the moral and experiential basis of administrative practice.

Theoretical Overview:
A Rationale for Writing Stories of Practice

The question of whether leadership can be taught, whether it is

Fall, 1997 ) 49

o
o




Writing and Reflecting on Stories of Practice

innate, or whether itis something learned as a by-product of experience,
is of continual interest to researchers and leadership programs (Bennis,
1989; Hallinger, 1993; Hart, 1993). If practitioner-based skills can be
taught, itislikely thatthey will be based on approaches which emphasize
the importance andlimits of experience. Writing and reflecting on stories
of practice provide one way to promote the wisdom-of-practice (Danzig,
1996; Short & Rinehart, 1994).

A related strategy is to focus on the strategies used by experts by
making explicit their thinking and problem-solving skills (Leithwood &
Steinbach, 1993, 1995; Danzig, 1997). This builds leadership capacity by
developing reflective skills. Issues related to school culture, personal
relations, values and beliefs, rituals, and myths take on more meaning
as they are presented in stories of practice. These issues are sometimes
overlooked orignoredinthe rush of daily experience and in the recitation
of abstract principles. They allow beginners to consider and inspect the
informal or tacit systems which exist side-by-side with the formal
systems operatinginschools and organizations. Novices gain from richer
descriptions of the processes experienced administrators use to consider
problems and conflicts in organizations and with people.

What the Story Offers to Novices That Is Different
than Traditional Training Approaches

The goal of writing a story of practice is to enhance the novice'slearning
the “how-to” of practice. Through study of someone’s spetific story, it is
hoped that the novice is better able to recognize and interpret the connec-
tion between theory and practice. Constructing stories allows the novice to
listen to theinner thinking and dialogue ofthe experienced person. In part,
the novice hears the reflection-on-aciion (Schon, 1991) of a practicing
administrator. The story is, by definition, a reconstruction of events which
have already happencd. As such, there is a reduction of complexity by the
story teller. However, the novice is presented with a vocabulary and concepts
embedded in the stories of actual circumstances and events (e.g., discipline
problems, due process hearings, concern for a safe and crderly campus, ete.).

Part of the learning asks the extent to which the story captures the
beliefs and experiences of the story teller. This begins an cxploration of
the complexity of the performances which are described. This allows the
novice to explore how an experienced person solves a complex problem
or issue, and how one’s own thinking and solution might be similar and
different. This in turn leads tc recognition of multiple perspectives by
which a phenomena is defined as a problem, and to the multiple options
which are considered as problems are managed in the world.
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Research Approach

The approach in this study was to construct stories of practice as a
basis for reflection. Seventeen students enrolled in Master’s degree and
administrative licensure programs interviewed prasticing school ad-
ministrators. Questions were prepared in advance concerning early life
experiences, educational experiences, and professional experiences. In a
second interview, administrators were asked to talk about a specific
problem or situation that they had recently experienced on-the-job and
to discuss how the prob.em was managed. Students used multiple
prompts to elicit responses, one of which was to ask the administrator to
share an experience or situation involving parents and organizations or
agencies from outside the school system.

All of the interviews were tape recorded and transcribed. Students
used these transcripts to construct an initial draft of the administrators’
background. experience, and story of practice. These drafts were copied and
distributed to the class with each student presenting a story for feedback.
These initial cJassroom presentations and peer feedback were audio taped
and cach presenter given a copy of the audio tape after the discussion.
Students then crafted these drafts into stories of professional practice.
Class members presented these stories and wrote on what they learned
about themselves and about administrative practice during the process.
These stories, along with students reflections are summarized in this article.

Findings

Seventeen practicing administrators participated in the study. Fifteen
of the 17 administrators selecied were of the same gender as the novice
doing the interview. This may speak to the comfort levels and importance
of gender matching for professional mentoring. Students commented that
they used the interviews as opportunities to get to know their supervisors
or district administrators Petter and as an opportunity to be mentored.
Table L piesents information concerning professional biography, key
administrative values expressed, and the critical incident explored in
the student interviews and stories.

There were many discoveries concerning biography, leadership and
leadership development which came out of the stories. Some of the findings
include:

1. People become leaders because they make choices (usually difficult
at the timed to do something positive in their lives.
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Table 1
Elements of the Stories and Cases of Administrative Practice

Student, P'_""’fé’SSiOflal Key Values Critical

Story Bi.graphy Expressed Incident

1. Special education “Best to be Investigation of
teacher, department | consistent;” fair rape case.
chair, assistant person; advocate
principal. for < hildren.

2. Teacher, assistant “Everybody has On-going meeting:
principal, elementary | something to and placement of
principal, middle contribute and thix | child with muitiple
school principal_ is so for children handicaps.

and adults.”

3 Assistant pringcipal, “Do what you love | Multi-million
then principal at 2 and forget all doliar grant
different high schools. | distraciions:” application

carefully weigh all | without support
possible reactions | of local teachers
before making association.
critical decisions.

4. Special education “I value Student sits on

teacher, administrater,

first year as assistant
principal.

relationships:”
support for staff
and students,
Sees herself as
facihitator.

second story ledge
threatening
suicide. Decision
not to call police
until following day
to seek help.

Rural schoolteacher.
to city teacher.
assistant principal,
principal.

“I serve people,
that’s my role.”
Morale building
key aspect to job;
treat people; as
vou would have
them treal you.

Working with
parents and
understanding
when to push and
when to pull.

Teacher,
dssistant
principal at 25,
principal at 32.

“Don't react before
mvestigating.”
“You must really
check things out.”

Student liaizon
with custodial
employee Due
process of
employee ignored
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Table 1 (continued)

Student, | Professional Key Values Critical
Story Biography Expressed Incident
7. Teacher, preschool| “A problem doesn't First grader
director, assistant | go away by not brings weapons to
principal. dealing with it.” “Get | school. Angry
involved early.” parents defined as
| being in denial.

8. High school “Teamwork—a Friday afternoon
teacher and coach chain is as strong as ﬁght with
for 14 years: now its weakest link.” involvement of
assistant many students
principal. and police.

9. Teacher for 19 “The buck stops Balancing
years; principal at | here.” teacher’s
private school. recommendation

and parent request
for placement of
child.

10. First job in “Nat here to win Hostile parent
business/race popularity conlest.” | threats teacher.
relations, aide,. “Treat people with Violent person
teacher, bilingual | respect and with long
teacher, assistant | understand there criminal record.
principal. are two sides to

every story.

11. Teacher, federal *Life is too short to Junior high
programs director,| stay in things vou school student
assistant don’t like:" brings gun to
superintendent, “Important to like school and
and what vou are doing | another brings
superintendent. and bhe challenged.” | ammunition.

{- 12, 19 years as a “Children come Having to expel
teacher, first;” value child from bus; how
internship, and placed on to halance the well-
now assistant collegiality and hcing of onc child
principal. collaboration; with safety of many.
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Table 1 (continued)

Student, | Professional Key Values Critical

Story Biogrophy Expressed Incident

13. Taught out of “Go into the job Dealing with drunk
country and in not as some big- and violent student.
country for 17 shot but as a Recommendation for
years, assistant service person for | expulsion not
principal for 17 teachers, supported at school
years. students, and board hearing.

parenis.” Service
to clients.

14, Teacher, assistant | “It's the small Mediate impasse
principal, special | things which among teachers over
education director,| bhind side you scheduling at high
and prineipal. once in a while.” | school. Takes

Approach things | Ghandi approach to
1n a business-like | give a little, take a
way. little.

15. Teacher, head “School is almost | Hostage situation in
teacher, and high | like a baseball classroom with police
school principal. | team, where all involvement. Scecond

are competing. A | incident with police
little competition | called to investigate
1s good.” drugs on campus.

16. Teacher, reading | “If you work hard | Directed to accept
speciahist, director | and prepare involuntary transfer
of clementary vourscelf, things from another schaol.
cducation, title 1 will happen; You | Leads to
supervisor and can't please all recommendation for
elementary school | the people all the | medical leave.
principal. time; Sometimes,

there's just gut
feelings.”

17 PE teacher, “Times when you | Student found with
part time have to be black | drugs. Police ask
teacher? and white and p(rrmlssl(m 1(1.
administrator, times that it is not | Interrogate without
assistant appropriate; You | Parent approval and
principal, hope you can know cvcntuall;?’ arrest
principal. the difference pare.nts. Student

between the twe,” | TCCCIVES dr.ug
rehabilitation.
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2. None of the story tellers identified themselves as child prodigies; all
were surprised at their success.

3. Leaders identified a core set of values and beliefs by which they
operate, which included caring, empathy, and humanism.

4. Leaders talked about the culture of the organization, of constantly
questioning the status quo, and working effectively with political
leaders at all levels.

At early stages of their careers, leaders mentioned the importance of
being mentored and following “rules of thumb.” Experienced leaders
understand these rules as complex set of actions and motivations
embedded in practice rather than simple recipes to follow.

A Sampier of Student Reflections

The following comments are taken from the written reflections by
students. Some of the reflectionsrelate to caring, to power and administra-
tion, and to administrative decision making. Another theme is the connec-
tion of the stories to class readings, discussion, and assignments. This is
explicitly mentioned by students who raise issues relating to anticipation,
collaboration, reframing, and other areas of reading and discussion.

The Caring Administrator

The caring administrator tries to deal with the student and her family,
in a non-threatening investigation of (the) teacher’s responsibility. She
felt that her role as an adminisirator was not to he in charge of people,
as some see it, but to be there for the different people she must work with
daily—teachers, classified staff, siudents, parents—-and be their adro-
cate and help them in any way that she could, all the while displaying
a caring, open attitude

The administrator looks at school district administration as an exten-
ston of her family. She isveryloyaland supportiveadministrator.... This
reflects an importance of frust between school and parents.

I seetheimportanceofcourage, strength, and determination. Sometimes,
an administrator can only do so much.

1 felt the genuine concern A. has for his teachers, staff, and students. He
has found his work to be very inspiring and uplifting and alwanays focused
on improvoment of education...(and, betterment of students.

Educational Administration and Power

Teachers are feeling overwhelmed and burned-out. I attribute these
feelings tothe fact that M. does not use ateam approach. She likestoshow
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power. She repeatedly shows she does not understand the culture of the
school by not listening to what teachers are saying to her...I belicve she
takes noownership in the problem thatoccurred. During the problem she
showed no ability to foresee a dilemma; therefore she was not prepared
to react appropriately to the situation. An administrator must approach
major school decisions from a team approach.

The principal is open and likes the unily of the group working together
to solve problems. Principal is (a) high risk taker. The administrator
used his best judgmentand acted on it. It was the correct decision forhim
and I respect himn for acting on his beliefs.

Administrative Decision Making

Administrator has created a mindset in which she examines each
sttuation on its individual merits and attemnpis to come to a solution
which has the best interests of all the students in mind. Instead of
following policy on weapons with automatic expulsion, she creates
solutinns to meet the needs of student, school, and community.

It is this attention to detail prior to having an actual erisis that mnakes
thissuperintendent so successful.... She thinks out strategies in advance
and makes sure that the district personnel understand the part they are
to play and what is expocted of them, This is a very proactive person. ..

Applications of Class Readings to Reflection

Time and time again I s similarities or parallels in what Janet was
saying and what we have read or discussed un class. In particular, how
she perceived her role as principal...caring ethic...issues of power and
empowernent, parent involvement, trust,

Ller use of anticipation could easily be overlooked.... Examples of thisin
Clonnie'’s practice 1woould be calling the students in only after having
written reports of behavior to avold unfairly accusing a student, ealling
the student in with their friends to avord more conflicts in the office, and
finally prioritizing which students needec to be remnoved from campus
the gitickest to avoid flare-nps at lunch time..,

The principal inust narrow it dount to the mostimportant issues, dealing
with those quickly and fairly. Her handling of students in a quick and
fair fashion doesconnect to herown description of her personal qualities.
I deseribing herself as possessing honesty, integrity, and trustworthi-
ness she is listing the qualities she finds most important ahout herself.
In the study of this ane case of her practice she shows herself to he non-
Judgmental in dealing with the students.

Administrators draw from other experiences ifinance. isman relations,
race relafions) and refranie to seek new possibilitees.

56 Educational Leadership and Administration

-

05

-




Arnold B. Danzig

In the crafting of stories, students hear about some of the gray areas
in which administrators typically operate. The events and incidents
described move beyond simple recipes of practice, and include more tacit
knowledge related to performances, how people act in certain situations.
Drama and dilemmas are found in many of the stories which generate
student interest and reflection. In addition, novices get to listen to others
talking about everyday practice.

Conclusion

The goal of this research was to explore the use of stories to enhance
the reflective practice of prospective school administrators. The profes-
sional literature points to the need for training programs to bridge the
gap between theory and practice by drawing from communities of
practitioners. However, practice does not necessarily mean expert prac-
tice; nor does experience guarantee that one has learned from it. Stories
allows practice to be more carefully scrutinized.

There are multiple goals and outcomes from collecting and writing
administrators’ stories and narratives on administrative practice. One
goal is for students to consider and inspect the informal systems which
exist side-by-side with the formal systems operating in schools, Issues
related to school culture, personal relations, values and beliefs, rituals
and myths, take on more meaning as they are presented in stories of
practice. Thesc issues are sometimes overlooked or ignored in the rush
of daily experience and in the recitation of abstract principles.

Stories provide anopportunity for practicingadministratorstoshare
their experiences, Many people enjoy sharing personal and professional
experiences, particularly with someone who is less experienced. Al-
though we have collected no data directly from the storytellers. students
report that new relationships and new empathiesin old relationships are
formed.

There is a change in how students appreciate stories as they move
from the interviews, to transcripts, and finally, to the actual writing of
the story. Students struggle with trying to capture the story completely.
They express concern with maintaining the voice of the storyteller and
struggle over whether to write stories in the first or third person. They
have to address what makes for a good story, how not to bore the reader.
Sharing the story with the teller is a higher standard than a course
assignment or grade.

As the story took form, students began to identify some of the
differences between how they might have constructed the problem and
how the experienced practitioner constructed the situation. This led
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students to consider their own values, their own choices in what to select
as important in the story, and what seems peripheral. It allowed
students to examine their own filters, or biases, in order to get a more
complete understanding of what is important to them, and how this
influences how they handle problems or specific situations. Thus, the
exploration of asingle exampieallows students to move to amore general
understanding ofhow policies are enacted and how administratorsactin
everyday situations.
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Educational Administration
Jeopardy:

If Constructivist Leadership Is the Answer,
What Is the Question?

Dean 8.T. Cascadden
State University of New York at Oswego

Introduction

In the game show Jeopardy, confestants must supply correct ques-
tions to proffered answers. In this paper, a similar thought process was
used. An invitation Lo discourse involving Lambert’s conception of
Constructivist Leadership was issued by this journal’s editors.
Constructivist Leading is conceptualized as & reciprocal process that
enables participants to construct meanings that lead toward common
purpose. Purpose and goals develop from among the participants, and
there is an emphasis on discourse as a means of conveying commonality
of experience and articulating a joint vision (Lambert, 1995). This writcr
saw this construct as an answer in need of a question. The question
offered by this writer has roots in (a) experiences from his work as an
assistant professor of educational administration, (h) research from his
qualitative dissertation, and (¢) discussions from the literature.
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Professor Experiences

In my work as a first-year professor of educational administration,
a certain issue hag arisen with many of my students. When asked to
outline their philosophy of leadership, many students delineate two
major tenets. First, they desire to be collaborative and empowering
leaders; they do not aspire to be controlling or authoritative mangers.
Second, they desire to build a strong culture in their schools through
communicating their vision; they see cultural leadership and educating
stakeholders ahout their personal vision and mission as being very
important to success.

Toften commenton their papersthat these twoideals may be at cross
purposes with cach other. Empowering and culture building may not he
compatible, as strong culture building may be a subtle, indirect form of
control. In some papers, this possible contradiction is especially evident
as students seem to be saying: “I really want to empower others, as long
as they agree with my vision™ I am particularly sensitive to this
contradiction in thinking because of an issue that arose during my
dissertation rescarch.

Dissertation Issue

During the course of analyzing interview data from eight elementary
school principals for my dissertation, an issue that I called *Balancing
Culture. and Distributed Decision Making™ arose. Some participants
scemed truly committed to distributed decision making, while others
seemed to he exercising indirect. manipulative control by developing a
strong school culture that drove all shared decisions. This issue was
elegantly framed by one of the participants in the study who stated:

I think there was a stage in my administration that | wouldn't turn a
decision over to the teachers until I was sure that they were going to
make the right one. 1 think one of the first steps when you start doing
distributed decision making is cheosing which ones vou can feel comn-
fortable with and it usually is the ones you know the decision they are
going te make and vou can live with it, T think we have gotten beyvond
that and | think there are times that they make a decision that isn't a
decision that T would make. If it were really something that went
against my principles and I thought it would harm children, then |
would step in. (Cascadden, 1996, p. 125

Even this participant, whom I felt was very committed to shared decision
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making, felt a contradiction in enacting the role of the principal between
empowering others and maintaining directive contrsl. Empowerment
was desired, but with distributed decision making came the possibility
of a loss of focus and unity. To counteract this tendency, strong culture
building was advocated, but astrong culture can limit or even counteract
empowerment. This is an important issue and it has been delineated in
the leadership literature.

Discussion in the Literature

The second wave of school reform emphasized empowering teachers
via site-based management and decision making. In this restructuring,
the administrator’s role was reconceptualized to include an emphasis on
“facilitating the development ofschool organizations that engage partici-
pants in collaborative efforts and shared governance” (Richardson,
Short, & Prickett, 1993, p.30). As a response to this restructuring, some
writers prescribed the normative use of goals, vision, values, and culture
by principals to facilitate unity and school improvement in collaborative
systems that use distributed decision making. Inthis regard, Leithwood.
Begley, and Cousins (1994) stated:

Research confirms the central role that the principals’ goals play in
understanding the source of effective practice. These goals form a
central part of the vision principals use to bring consistency to an
otherwise unmanageably diverse set of demands. Developing a widely
shared, defensible vision is central to future school leadership. (p. 22)

Sinularly, Robbins & Alvy (19951 deseribed the concept of school culture
as a powerful force.

Withinany organization, thereisan“inner reality” (Deal & Peterson,
1993) or culture that influences the way people interact, what they will
and will not do, and what they value as “right and rude” (Little, 1982).
This inner realily reflects what organizational members care about,
what they are willing to spend time doing, what and how they celebrate,
and what they talk about. Because the way people interact daily or “do
business™ at a site dramatically influences its ultimate productivity for
all members, culture is a powerful school improvement tool (p. 23).

Recognizing the importance of eulture and learning how to use it for
administrative ends was ecmphasized by some writers. Owens (1987)
analyzed case studies and described the leader’s powerful use of the
normative function of culture by comparing educational administration
to the leading of a clan:
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The clan is a us ful metaphor for describing the structure, the “glue,”
that coheres the school’s members. The nearly total socialization of the
clan members is highly motivating; it legitimates the authority system
and ensures predictable job performance without close, detailed sur-
veillance by the hierarchy. (p. 26)

Sergiovanai (1987) noted the same powerful, normative power, but also
noted that this normative power was limited in practice. In writing on
purposing and empowering he stated:

Successful leaders expect adherence to common values but provide
wide discretion 1n implementation. They are outraged when they sce
these common core values viclated. The values of the common core are
the non-negotiables that compose the cultural strands, the covenant
that defines the way oflife in the school. On the other hand, the teachers
enjoy wide discretion in organizing their classrooms, deciding what to
teach, and when 2nd how, providing that the decisions they make
embody the values that make up this covenant. Successful schools are
hoth tightly and loosely structured: They are tight on values and loose
on how values are embodied in the practice of teaching, supervision and
administration. (p. 124}

In a later work, Sergiovanni (1995) added a caveat that there could be a
dark side to school culture as “strong cultures are committed cultures,
and in excess, commitment takes it toll on rational action” (p. 111); he
then also described the importance of “loyal opposition.”

Reitzug (1994) captures this implied nuance well as he critically
examined tne role of culture in systems whose ultimate goal is empow-
erment and observed:

Critical theorists argue that the role of the leader as manager of the
organization’scultureis, ineffect, simply adifferent formofcontrol, one
that is manipulative in its subtlety and, in essence, more pervasive
than traditional bureaucratic forms of contro! because it attempts to
impact thought as well as action. (p. 285)

Maxcy (1991) also raised a similar concern about the writings focusing
on leadership by culture, values, or morals, "there are several problems
with this notion, not the least of which is the assumption that the
principal is somechow invested with a moral superiority by virtue of his/
lier position as principal” (p. 123).

The differences between empowerment and manipulation can be
subtle, but this distinction has been made a few times in recent decades.
Owens (1991) analyzed Argyris’ (1871) conceptions, and described how
Type A Soft manager hehavior that employs good human relations skills
to get employees to buy into company goals is often confused with true
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Type B leader behavior that emphasizes shared objectives, trust, and
respect. Owens highlighted the differences between these two types of
manager behavior using McGregor’s (1960) Theory X and Theory Y.
Theory X posits that workers are lazy and need close supervision to
be coerced by formal leaders to pursue organizational goals. Theory Y
assumes that workers will exercise initiative and responsibility toward
achieving organizational goals if work is satisfying and creative. Owens
synthesized the ideas of Argyris and McGregor and staicd that Theory
X gives rise to Pattern A leader behavior which has two principal forms:

Behavior Pattern A, hard, is characterized by no-nonsense, strongly
directive leadership, tight controls, and close supervision;

Eehavior Pattern A, soft, involves a good deal of persuading, “buying”
compliance from subordinates, benevolent paternalism, or so-called
good (that is. manipulative) human relations.

In cither case, Behavior Pattern A, whether acted out in its hard or its
soft form, has the clear intention of manipulating, coentrolling, and
managing in the classical sense. (Dwens, 1991, p. 49)

Owens contrasts this with Theory Y assumptions which give rise to
Behavior Pattern B leadership “characterized by commitment to mutu-
ally shared objectives, high levels of trust, respect, satisfaction form
work, and authentic, open relationships” (p. 49). It was noted that
Pattern A soft is often mistaken for Behavior Pattern B, and this has
caused much confusion.

Similarly Burns (1978) contrasted transactional and transforming
leadership, where the former gains complianee through positive or
negative rewards, while the latier appeals to and ultimately develops
higher values of hoth leaders and followers. Couto (1993) noted that
Burns'transforming leadership hasbeen mutated into transformational
leadership which is more like indirect, manipulative control. Couto
asserted that the change from transforming to transformational leader-
ship was not only a change from adjective to noun, but was a new and
different view that focused more on what the leader does 7o followers
instead of with them. Lost was the two way influence and instead
organizational culture wasemphasized to create increased motivation in
followers to attain the leader's designated outcome and eventually to
perform beyond theirown aswell asthe leader's initial expectations, The
transformatinnal leader has transformed followers into more highly
motivated followers who provide extra effort to perform beyond expecta-
tions of leader and follower (Couto, 1993 in Wren 1995, p. 104),

This transformational leader was not the same as the transforming
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leader as originally described by Burns. This distinction, made by Coutc,
is similar to Argyris’ distinction of Pattern A soft and Pattern B lecader
behavior.

In summation, it seems difficult for constructs promoting true
empowering or transforming leadership to have implementation fidel-
ity. Reitzug (1994) described a dilemma facing educational leaders that
gets to the heart of this issue:

Whether leaders mandate compliance with organizational goals (as in
traditional perspectives of leadership), or whether they influence
subordinates to embrace specific notions of organizational culture, the
key issue remains the same: How do leaders know that the organiza-
tional direction suggested by their goals, values, beliefs and assump-
tions is the best one?... On the other hand, if leaders do not attempt to
influence followers to pursue courses of action that they pereeive to be
correct, are they not shirking the responsibility for organizational
direction? (p. 286)

For this author, this issuc is key to understanding why previous prof-
fered answers have not been effectively implemented. This issue also
leads to a question for which Constructivist Leadership may be the
answer.

The Question

In Jeopardy, the contestants are given answers and they must
respond with aquestion, Yoften feel that a similar game has been played
in the field of educational administration. Programs or constructs are
offered as sclutions to problems and the emphasis is on the answer and
not on the question. This paper has emphasized the question. For if a
question is not being posed, then an answer is not needed. In this case,
I believe that a question has been posed. It is: *“How can principals lead
and cmpower at the same time?” I fecl that this is a relevant question,
and it is a question that both practitioners and theorists have posed.
However, in order to answer this question, leadership may need to be
reconceptualized. The construct of Constructivist Leadership with the
shift in empbasis away from the skills and knowledge of specific indi-
viduals to building leadership capacity in organizations and communi-
tics may be the answer to the question. However, understanding this
answer without exploring its corresponding question would be incom-
plete: and, if we are not careful in interpreting and applying this
construct, empowerment may once again be mutated into manipulative,
.ndirect control.
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Preparing
for the Principaiship:

Lessons from Other Professions

John C. Daresh
University of Texas at £{ Paso

introduction

As efforts have been directed in recent vears to identify more
effective approachesto prepare school principals as educational leaders.
there have been numerous attempts to identify ways in which other
professions train newcomers. An arca frequently suggested as one with
areat potential for offering important insights into school leadership
development has beenthe approach used in the United States to prepare
physicians. This “medical model” of professional preparation is selected
because of its heavy reliance on clinical, or field-based, learning experi-
ences, a featurce often identified as an important strategy to be followed
in preparing more cffective educational leaders (Milstein, Bobroff, &
Restine, 1991, Murphy, 1992). One additional aspect of the medical
model which appeals to many reformers is the notion that doctors are
typically prepared by spending time in “teaching hospitals” as a way to
learn about effective practice. Aspiring school principals are rarely
offered the opportunity to learn their trade in schools that are deliber-
alely selected as examples of particularly effective practice,
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Improvement of Practice is the Goal

A central assumption that is made throughout this paper is that the
primary goal of any discussion such as the one advanced here is to find
ways in which schools, and therefore student learning, can be improved
significantly when better leaders are prepared. Often, analyses of the
potential ise of other professicnal and carcer development models to
guide educaticnal leadership become esoteric discussions of how we
ought to do what isdone in medical schools hecause that would be a more
effective approach. There is a frequent suggestion in these discussions
thatthe goal ofadministrator preparationrefinementisto make the field
“look good” by adopting standards and practices more consistent with
other professions. That is not what is proposed here. Simply looking like
raore respected professions is not going to improve future scheol leaders’
abilities to respond to the kinds of broad environmental demands that
constantly affect what goes on in classrooms.

Let us assume that American doctors are well prepared for their
work. Let us also assume, whether some may totally agree with some of
their practices or not, that U.S. lawyers are effectively prepared to do
what they do. And architects and priests are well prepared for their
assigned future duties. Scheol principals and other educational leaders.
howrer, are at the receiving end of quite a bit of pointed criticism which
suggests that, contrary to the worlds created bv other American profes-
stonals. schools are in bad shape because they do not have strong,
effective leadership. Let us assume, then, that some professions are
functioning reasonably well, but that schools are receiving some well-
deserved criticism. If that assumption is true, we need to devote consid-
erable attention to developing more school leaders who will have a
positive impact on the teaching and learning process. Borrowing some
ideas from other professional development models with a better track
record may be a good beginning point in our reform and rencewal efforts.

Inthelongrun, however,the suggestionis not made here that simply
looking more like medical schools will automatically assist us in creating
more effective school principals. Appreciating the nature of a variety of
alternative career preparation models may be a good start at finding
ways to enhance our own efforts. Therefore. the discussion presented
here is not meant as an ahsolute solution; it is designed to serve as a
stimulus for further inquiry into the ways in which people are made
ready to serve as effective educational leaders.
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Limitations on the Meddical Model

While it is likely that adopting some elements of the ways in which
physicians are prepared may benefit the furmation of educational lead-
ers, simply adopting that single model is not a complete answer to
reform. Research related to the needs of beginning school principals
(Daresh, 1986; Weindling & Earley, 1987, Daresh & Playko, 1993, 1994)
has noted consistently that novice administrators need to acquire skills
associated with the technical aspects oftheirjobs (What do I do, now that
Taman administrator?), socialization skills (Whatam I supposed tolook
ltkeand actlike, now that lam anadministrater?), but mostimportantly,
self-awareness skills (Who do I'look like, rnowe that Fam an administra-
tor?)

More specifically. beginning school leaders need to be akle to articu-
late clearly their own sense of values, priorities. and vision for how to
serve the organizations in which they will serve as leaders. In other
words, “*knowing oneself” is viewed as an even morc critical responsibil-
ity than knowing “how to do the joh, or fitting ir. on the job™” (Daresh,
1996). Adopting the medical model of carcer development is likely to
address only the first two issues, namely, how to acquire technical skills
and how to become more adequately socialized into a new professional
role. The model does little to address the critical issue of developing a
personal ahility to articulate values in the context of leadership respon-
sibilitics. In fact, this lack of attention to personal ideology development
is cited as a deficiency in the medical education by practitioners of that
field:

Medical educetion in the United States today takes people who enter
the system filled with humanism and idealism and ultimately forces
them to surrerder these ideals by the very process that turns them into
technically competent and intellectually capable physicians...

None of this makes sense Humanism and idealism are qualitics we
should demand in our physicians, qualities we should be building on,
not destroying as a consequence of the training process. Producing
physicians who see their primary job as serving mankind is possible,
but accomplishing this goal will take major changes in the current
system of medical education. (Marion, 1991, pp. 267-268)

Other Professional Models

In light of the eriticism of relying too heavily on the medical model
as “The Answer” to improving the preparation of educational leaders, it
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may be possible to identify other professions which have developed
preservice models which might offer greater :»rumise in our field. In this
regard, one may consider at least three other field, namely architecture,
law, and the priesthood asareas where technical skills, socialization, and
self awareness might be addressed in a balanced fashion.

Architecture. Inthefirst century, B.C., the Romanarchitect Marcus
Vitruvius Pollio, articulated a set of principles which remain in effect
today as guiding values for the field of architecture. These Ten Books of
Architecture (as translated by Morgan, 1914) include a set of assump-
tions of Vitruvius to guide the education of architects of the future:

The architect should be equipped with knowledge of many branches of
study and varied kinds of learning, for itisby his judgment that all work
done by the other arts is put to test. This knowledge is the child of
practice and theory.... In all matters, but particularly in architecture,
there are these two points—the thing signified, and that which gives it
its significance. That which is signified is the subjscl. of which we may
be speaking; and that which gives significance is a demonstration on
scientific principles. it apnearsthen, that one who professes himself an
architect should be well versed in both directions.... Let him be edu-
cated, skiliful with the pencii, instructed with geometry, know much
history, have followed the philosophers with attention, understand
music, have some knowledge of medicine, know the opinions of the
jurists, and be acquainted with astronomy and the thenry of the
heavens. (Morgan, 1914, pp. 5-6)

These ancient descriptions of the educational needs of architects
may notbecquite what we think oftodayintermsofessential background
skills. After all, most modern architects have relatively little need to
study endocrinology! On theotherhand, the insights of Vitruvius remain
consistent with the current expectatiornis on the roles and responsibilities
of architects. This field of study makes great demands on individuals to
take the abstract visions of others as clients and mold these views into
concrete reality in the form of buildings. When an architect is commis-
sioned to design a new office building or house, what he or she is really
being asked tc do iscreate a work spaceora living space, not simply craft
an cdifice from bricks, mortar, and steel. In many ways, the role of the
architect may have much in common with the school principal who is
expected to take dreams, visions, and abstractions and create alearning
environrient.

The complexity associated with architecture as a field of practice is
reflected by the frequent efforts made over the years to find effective
ways to preparc future professionals. As a result, there are now several
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different models followed in the United Stastes to guide the preservice
preparation of future architects. The traditional approach involves a
five-year undergraduate program leading to a Bachelor of Architecture
degree. Increasingly, other models which emphasize the post-baccalau-
reate (graduate) level of architecture preparation are becoming more
common. For example, a number of universities now offer such designs
as the “4 and 2” program which involves a four-year undergraduate
Jvogram which may lead to the receipt of a baccalaureate in such fields
as “Environmental Studies” or “Architectural Studies.” This degree is
then followed by atwo-year Master’s degree program leading to a Master
of Architecture. In other cases, the prepa: ation of future architects is
viewed exclusively asa functionofgraduate level university work, where
candidates are admitted to academic programs after completing under-
graduate degrees in a wide range of areas which may or may not be
directea at architecture.

The critical issue to be understood in the preparation of architects is
that. like the nreparation of future physicians, a model whirh includes
academicpreparation at a university, coupled with avery strongempha-
sis on field-based learning. This actually begins to some extent during
graduate school, when students enrolled in architecture programs are
expected to spend approximately one full year enrolled in something
called the Design Studio (Cu®f, 1993), or a planned academic experience
where students are expected to develep plans and submit them for
intensive review by panels comprised of experienced practitioners and
academics. After this phase of preparation, and after graduation from an
accredited university, futurc architects seeking certification as a Regis-
tered Archicect(i.e.,a person licensed by a state’s architectural registra-
tion board to practice the profession of architecture) must also complete
what arc normally three-year internships while working under the
supervision of experienced advisors in private firms. While becoming a
Registered Architect is not necessarily a goal of everyone ¢ntering this
ficld, it is a critical step for individuals who seck carecers as designers of
new buildings or alteration of existing structures since the registration
process is required in cach state Lo ensure public health and safety code
compliance

At the conclusion of the university program and internship, the
aspiring architect must complete and pass all sections of a nationally-
normed Architect Registration Examination (ARE). This is a four-day
exam with individual parts that test anintern'scompetency in predesign,
site design, building design, structural design, mechanical, plumbing,
and electrical systems, materials and construction methods, construe-
tion docunents, and services,
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While at first review, one might question the appropriateness of
looking at the world of architects as a guide to improving educational
leadership preparation, the argument may be advanced that the twe
professions have much in common. For example, both require the
practitioner to bring together knowledge, skills, and practice derived
from a wide array of different fields of study. The architect, for example,
must know about physics and law; the school principal needs a back-
ground in finance and personnel management and child psychology.
Even more relevant, however, is the fact that in many ways, the precise
goals of both fields are often difticult to appreciate. The architect builds
buildings and the principal administers a school, to be sure. However,
both professionals are charged with much mere intangible duties such as
thecreation of a desirable living space for the architect, and the creation
of a learning community for the principal.

ELaw. Lawyers in the United States are prepared in a manner
consistent with the mandated curriculum of the Supreme Court of each
state and the American Association of Law Schools (AALS). After
recetving abaccalaureate from an accredited undergraduate institution,
aspiring attorneys are expected to perform well on the Law School
Admissions Test (LSAT), then apply to and be accepted by a law school
accredited by the American Bar Association (ABA). What follows is
typically a three-year full-time commitment to studies at a law school
where thefirst yearisdevoted to studies which follow a highly prescribed
curriculum. Second and third vear students enjoy the opportunity to
choose from a variety ofelective courses consistent with individual goals
and interests.

Campus-based academic courses are designed largely with the goal
of assisting students to learn how to “think like a lawyer.” The extensive
use of case studies has long been viewed as an effective sirategy to
promote the kinds of analytical skills which serve as the center of much
of what the effective attorney must do on the job. However, contrary to
many other models of career preparation, preservice preparation of
lawyers has no absolute mandate for student involvement in clinical
learning experiences. One’s receipt of the Juris Doctor (J.D.) degree and
successful performance on the state bar exam is not dependent upon
successful completion of an internship or resideney. Some individuals
become lawyers through the study of law, with no prior practice in the
field. Such cases are rare, because it is increasingly understood that
individuals who have been able to show some form of solid prior
experience in the field on their resumes will have a better chance of
fiding employment in a job market that continues to be avererowded.

~1
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Once a law student has completed the prescribed course of study in
the law schoo! of choice, he or she receives the Doctor of Law academic
degree. In most states, however, she or he may not yet be called a lawyer,
a title reserved for those who have formally been admitted to the bar.
With few exceptions, states require successful completion of a bar
examination developed and administered by the state bar association.
This examination is a written assessment which is directed toward
assessing whether or not candidates are able tu interpret case and
common law correctly. and demoenstrate their ability to make effective
use of legal principles acquired through instruction at the law school
{Gerber, 1989).

American legal education is an efficient process designed in large
measure to be a way to ensure that aspiring attorneys receive a compa-
rable educational experience acrossthe country, and that there isat least
minimal compliance with standards established in individual states and
the nation for understanding of a basic knowledge base for lawyers. On
the other hand, there is little found in the preparation of most lawyers
which focuses on fundamental issues of socizlization to the prefession of
law, or assistance with acquiring a personal sense of what it means to be
a lawyer.

Priesthood. There may be some important messages to be learned.
from the world of priestly preparation as they may be applied to the
formation of future educational leaders. An examination of this career
preparation model shows that becoming a Catholic priest in this country
is considerably moresophisticated thansimply*hearingacall from God.”

Over the past 20 years, the preparation of Catholic priests has
followed an increasingly professional and academic model (Mulvey,
1991; Wittberg, 1991). If we were to compare the preparation paths of
priests to those followed by physicians, architects, and attorneys, there
would be some similarities. For one thing, the preparation of priests is
increasingly viewed as a post-baccalaureate experience; the most funda-
mental requirement for full admission to the seminary is now the
undergraduate degree. There is no singular and universally mandated
form of testing of all applicants to the seminary, as there is with law
schools (LSAT) or medical schools (MCAT?Y. On the other hand, seminar-
ies do exercise rather extensive screening and admissions processesthat
go well beyond those used to permit students to enroil in many other
graduate programs. When a man is admitied to the seminary, be is
admitted to a graduate degree program normally leading to a master’s
degree in spirituality, divinity, or religious studics. Prescribed curricula
which are appreved by regional acerediting agencies sach as North
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Central arerequired of all students. Part of that curriculum also includes
expectaticus for extended periods of field-based learning about the role
and responsibilities of the priest. Seminary students spend several
months at different times during theirfour- to five-year course of studies
engaged in extended internships in local church parishes.

One area of the preservice preparation of priests is something called
spiritual and personal formation, a process ignored in the preservice
preparation of doctors, lawyers. and architects. Formation, whether it is
defined in spiritual or personal growth terms, is a structured process to
lead people through a review of personal values, ethical and moral
stances, attitudes, and beliefs which may have a direct impact on one's
ability to perform an assigned role in an effective manner. It involves a
careful consideration of not only what to do in a new job or how to fit in
whiledoingthat new job.Instead,itinvolves a personal reflection on how
the individual may be changed as a result of participating in a new job
or professicnal role.

Reflections Across Professional Models

As we consider the nature of preservice preparation found in four
different professional models, certain facts begin to emerge which have
clear implications for the ways in which we go about the business of
preparing people to become school principals or other educational lead-
ers in the future. This article has tended to pull apart the different
models to identify individual strengths and features. It is also possible to
look at these approaches in a different vein. There are certain similari-
ties which might have a greatimpact on the waysin which we try to look
at leadership preparation for schools. There are four characteristics
found in the model which may be explored: Focus, selectivity, commit-
ment, and intensity.

& Focus. Each ofthe models reviewed isdirected toward a clearfocus
of preparing individuals to step into well-identified roles. People simply
do not enroll in law school, go to architecture or medical school, or enter
the seminary as a form of “career exploration.” No one goes into any of
the professions noted here as a kind of “back up” in case some aspects of
their current jobs are not satisfying.

Many proceed into principal preparation programs “just in casc”
there is an opportunity to find an administrative position sometime in
the future. Professors of cducational administration hear students
proclaim that they “really do not want to be principals...but thisis a way
togetamastersdegree.” Or people complete certification programsto get
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alicense or certificate in the event thatjust the right opportunity for just
the right job in just the right place may appear at just the right time in
the future.

+ Selectivity. A feature of all four models examined here is they
excrcise great selectivity in terms of student selection and retention and
clinical sites. Further, the programs themselves, including the institu-
tions which provide them, are subject to considerable scrutiny and
selection.

Student selection. Students are not permitted to enter any of the
four preservice programs presented here without a good deal of review
by the staffs of each institution. In addition to required standardized
cxaminations such as the LSAT or MCAT, interviews are also required.
All programs subject applicants to a wide array of screening devices to
determine entrants’ likelv success in the professional school in terms of
prior knowledge, skills, attitudes, and values. The sense of student
selection and admission in most professional schools is guided by the
strong belief that, once a person is admitted, he or she will complete a
program of studies and assume rightful membership in the profession.
The institutions view themselves as part of the professionalization
process. Itis a matter of consequence when a person completes a medical
school, architectural school, law school, or seminary and steps out with
the endorsement of that preparation institution.

Student selection in a large majority of school administration prepa-
ration institutions is different from what is described above. To be sure,
some universities exercise comprehensive approaches to screen and
admit applicants for programs. Graduate Record Examination (GRE) or
Millers Analogy Test (MAT) scores are expected to be high, interviews
are held with applicants, the number of admitted students is carefully
limited to a number which can be adequately advised by faculty, writing
samples and references are required, and past academic records are
examined. Goal statements of applicants are reviewed to determine fit
between candidates and pregrams. Not surprisingly, these are the kinds
of institutions which appear as exemplary efforts (Murphy, 1993).

By contrast, other educational administration programs exercise
little or no screening of applicants, particularly at the certification or
masters levels. Often, the only apparent quality sought by faculties is
that candidates would have a pulse, possess sufficient financial re-
sources, a completed baccalaureate degree, and the ability to complete
the paper requirements for entrance. This “batch feed” approach to
student selection appears inspired by the plaque on the Statue of Liberty
which invited the “huddled masses™ to our shores. Explanations fur why
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this is so range from the self righteous (e.g., “Since we are a public
university, we are not elitist by denying access...”) to the practical (e.g.,
“We must keep up enrollments tomake certain that FTE production does
not look bad”) to the downright cynical (e.g., “My job is to teach, their job
is to learn what I teach. Students who can’t dothe job shouldn't be here.”)

Admissions processes are often most open at the certification and
masters levels, while universities often pride themselves with the
rigorous review to which applicants for doctoral programs are subjected,
with the rationale being that in order to keep program standards high
and enrollments small in advanced classes, you need bodies in other
classes to “pay the bills.” Unfortunately, the majority of individuals
stepping into administrative posts in the nation’s schools for the first
time do so with a masters degree, not a doctorate.

Clinical site selection. Medical students and interns are not sent
out to learn medical practice in any available hospital, or to look over the
shoulder of randomly-selected physicians who just happen to he “avail-
able” and willing to have doctors-in-training pick up a “few tricks of the
trade” from them. Seminarians are not sent out randomly to work with
any availablelocal priest in any parish that happens tobe handy. And the
architectural firms that employ interns are carefully selected places
where the standards of registered architects are constantly reviewed.

Incases wherefield-based activities are part of administrator prepa-
ration programs, little care is normally taken in the kinds of scttings in
which aspiring principals observe practice or learn from practitioners.
The traditional restriction on finding better field placement sites for
future school leaders conies from the fact that most individuals in
administrator preservice programs are part-time students. By day, they
are teachers who cannot get time off from work in order to visit better
clinical learning sites. Thus, availability rather than quality serves as
the chief determinant of field-basced learning opportunities.

Program Selectivity. Medical schools, schools of architecture, law
schools, and seminaries are all subject to careful periodic scrutiny by
professional associations and other agencies which accredit their work.
Further, the number of professional schools is limited in all states: there
is a recognition that the public interests of clients (and the self interests
of professionals themselves)may be compromised if too many physicians
or architects are prepared at any time and the market becomes over-
saturated with too many practitioners.

Few attempts have been directed over the years to ensure that some
limitation has taken place on the number of educational administration
preparation programs. More than 500 programs now currently exist
across the nation, with little more than periodic reviews by state

6 Educational Leadership and Administration




Johin C. Daresh

education agencies serving as potential supervision of program quality.
As is the case when state bureaucratic arganizations become involved
with program oversight, reviews are generally based on adherence to
minimal standards rather than professional norms. As a result, the
preparation of America’s school administrators takes place in institu-
tions which often are not held accountable to the standards of perfor-
mance defined by members of the profession itself.

o Commitment. Atthe conclusionof medical school, doctorstake the
Hippocratic Oath, a pledge of commitment and fidelity to the highest
ideals of their profession. Lawyers swear an oath to uphcld the Consti-
tution of the state in which they practice. As part of the ordination
process, priests swear fidelity to God, their bishops and pope. and to the
priesthoed in general. Architects make a declaration of commitment to
the standards of their profession and the laws of the states in which they

work. In short, all four professions require newly appointed membersto

make public statements of personal commitment to the ideals of their
chosen fields of work.

New school administrators are not required to make a similar
declaration of their commitment to the profession. Of course, adminis-
trators sign contracts which oblige them to respect and adhere to local
policics and procedures. They must follow the legal dictates of their
states, employing school boards, and administrative superiors. They
nced to heed all laws which define practice. But they make no outward
pledge of allepiance to administration, the superintendency, or the
principalship. No universal code of ethical conduct or practice is present,
and no cath is sworn to such an ideal. A school principal dees not have
to make a public declaration that he or she will direct all attention to
supporting student learning as a primary professional duty. By and
large, school administrators are hired to do jebs specified by others. This
fact differentiates school administrators from other professionals. Doc-
tors, architects, lawyers, and priests maintain their professional status
whetherornot they areemployed by anyorganization. Aschool principal
is not a professional without a school, students and teachers to admin-
ister.

¢ Intensity. The study of medicine, architecture, law. or the priest-
hood are all extremely intensc activities. Deopic pursue preparation. .
these ficids on a full-time basis for the most part. People tend to enter
professional schoolsas agroup and remain with the same group through-
out the remainder of their studies. And the period of time is limited and
follows established patterns that are virtually the same nationally.
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Again, differences are found between other professions and school
administration. Those who pursue graduate programs leading to certi-
fication often follow part-time, sporadic programs which include a course
or two every term or so, and frequently require five or more years to
complete 30 to 40 semester hours of coursework, a fraction of what is
required in other professions. With the exception of the increasing
number of principal preparation programs that attempt to maintain
cohorts of students going through programs together, the majority of
universities allow studentsto meander through required courses as lone
consumers.

Closing Reflections

So. what is the answer to how leadership preparation programs can
be made better in the future? Clearly, the answer is not found in a
wholesale adoption of a single professional preparation model. Nor does
the answer lie solely in pinching a bit here and a practice there from
several different approaches to other fields.

Perhaps the first thing that needs to be considered by those who
would “reform” leadership preparation might be the desired goal or
vision of educational leadership in general. Do we truly have in mind
some solid notion of what it is we expectl of our school leaders? If we do
not consider this issue above all others, is there any sense in proceeding
with discussions of how to make preparation programs better? Whether
itis alwaysconsistent with what the public wants, physicians, architects,
fawyers, and priests are prepared in ways consistent with the self-
perceptions of what these roles are supposed to do for society. However,
similar clarity of purposcisoftenlacking in the minds of those thrustinto
the roles of principals and superintendents. Are they to be instructional
leaders, or merely enforcers of sound business management techniques?
Those who would improve the nature of leadership development must
invest time and effort in discussions of this fundamental issue of purpose
before deciding to restructure programs with mentoring. cohorts, prob-
lem-bhased learningtechniques, and all other activities recently proposed
as improvement approaches (Daresh, 1997).

A second issue implied in this review concerns the nature of control
over preparation programs. If we find some consensus ahout what
administrators ought to look like, can we begin to move forward with
discussions of who ought to be responsible for creating that vision? Too
often, reformers have spent energy engaged in an effort to point out that
improvement will take place only if practitioners alone assume the role
of leadership developers. Or, universities develop “visionary” refurm
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efforts by noting that, in the future, practitioners ought to be invited to
work with professors to give input into what universities do to prepare
leaders. Neither approachislikely to be effective. The formation of school
leaders must be conceptualized as a process where individuals who
aspire to serve as leaders are truly at the center of the formation process,
and resources are made available from both universities and the field. [t
is not simply enough to make it look like we are preparing school
administrators as others do physicians and priests. Rather, we need to
adopt the view of other professions that truly plac_s the preparation
process at the center of other activities. Our educational turf .attles
often obscure the notion that, if education is to improve, the preparation
of educators must be a central concern for all.

Finally, perhaps the most fundamental and important thing which
needstobe doneistobegin tothink more as ifeducational administration
is, in fact, a profession. And if it is, do we really value school leadership
as a way to increase the effectiveness of schools? We use the words, but
do we truly mean it? If we did, we would probably see¢ many changes
taking place rather rapidly. In the meantime, as we work toward that
new vision, perhaps the best we can do is to select aspects of the models
that others follow, and use the hest practices of many. In the final
analysis, reform takes a lot of hard work and commitment as well as
tough choices. There are no simple answers.
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Educational Leadership and Administration

Practicing Leadership:
Differential Effects
from Admiristrative Field Placements

Janet Chrispeels
University of California, Santa Barbara

Introduction

Programs that prepare future scheol administrators are once again
tor perhaps always)under fire. Four main criticisms are typically cited:
the pase o gaining admittance to these programs, their lack of rigor and
cofierence, their inappropriate pedagogy, and the inadequatc opportuni-
ties for linking theory and practice tAnderson, 1991; Bartell & Birch,
1993; Cooper & Boyd, 1987; Murphy, 1993; Murphy & Hallinger, 19871,
Although most professional preparation programs. such as medicine,
dentistry, architecture, and law, require apprenticeships in which stu-
dents gradually acquire and perfect their skills, such internships have
not beenthe tradition in educational administration. The lack of admin-
istrative field experiences increases the difficulty of helping students
unite theory with praetice tAnderson, 1991; Milst ein, Bobroff, & Restine,
1991) and creates few opportunities for students to duvelop their own
administrative theory of practice (Shapiro, 1993).

The Caltifornia Commission on Teacher Credentialing i CTCH 19951
recently established new standards for administvative preparation pro-
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grams to address some of the shortcomings cited above, but providing
adequate field experiences remains a challenge. School districts and
universities can establish an intern program, but there are no financial
incentives for districts to form such partnerships, especially ones which
support candidates full-time to perform administrative duties while they
are earning their certification (Milstein, 1993). Most candidates for the
Preliminary Administrative Services Credential (ASC) in California
remain full-time teachers. Field experiences are generally limited to
after-school projects such as preparing a staff handbook, observing the
collective bargaining process, or attending a school-site council meeting,
Although such projects can provide valuable experiences, they do not
givestudentsasenseof thetotality of skillsand demandsofa principalship.
The new CTC Standards press districts and universities to provide
“intensive experiences both in the day-to-day functions of administra-
torsand in longer-term policy design and implementation” (CTC, 1995).
The challenge for administrative preparation programs is to find ways
togive future administrators opportunities to practice leadership in real
school settings.

The purpose of this article is to present the findings from an
experiment at the University of California, Santa Barbara to expand the
ficld experiences of ASC candidates by using the summer to place
students in either year-round (here after referred to as Group A) or
summer school (Group B) settings. This article describes the context of
the two administrative field placements, explains the methods of data
collection and analysis, presents the findings from the two groups of
students, and concludes with a discussion of the implications of the
findings for designing field placements where candidates develop. prac-
tice and refine their leadership skills,

Centext of the Study

[n January of 1994, first-year ASC students were notified that their
eight units of field experience would be completed in the summer in a
year-round school. The personnel director of a district with year-round
schools was contacted to find possible sites. The initial plan was to place
all of the ASC students in this district. Several students, however,
indicated that the traveling time to and from the district would create a
hardship. These students took the initiative to find alternative place-
ments closer to home. The alternative placements were “acting princi-
pal” for summer school. As the coordinator of thie program, I was
concerned that the summer school experience, while better than ihe
previous after-school practicum projects, would not provide the same
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quality of experience as working in a regular school program. Given the
voluntary and experimental nature of this first year’s endeavor, how-
ever, it seemed appropriate to accommodate the students’ needs.

In the summer of 1994, three students assumed assistant principal
roles in a district with year-round schools (Group A). Four students,
Group B, served as acting principals of summer schools. One of these
students served as a district intern supervising two sites; the three
others worked under the guidance of a site principal, but in fact had
considerable autonomy in the day-to-day administration of the program.

Preparation for the internship

To help the students identify and plan various administrative tasks,
I prepared and distributed an Administrative Field Experience fland-
book, which outlined the new state administrative standards. The
handbook suggested possible leadership activities related to each stan-
dard and provided a pre- and post-rating system for assessing competen-
cies under each standard. Students reviewed the handbook, assessed
their own current level of experiences and skills, and. with the supervis-
ing administrator, identified tasks and experiences that would address
areas of greatest need.

For the Group A students assuming positions in the year-round
schools, I scheduled an introductory meeting with the students and their
principals on the first day of their field experience. Expectations were
discussed, copies nfthe handbook were distributed, and then principals
and students left for their schools. All Group A students were placed in
clementary schools for four weeks.

For Group B, I held individual mecetings with supervisors of two of
the four summer =chool principals to review the handbook and clarify
expectations and duties. No meeting was scheduled with the third
student serving as a distriet intern, whose supervisor was the district
personnel director. However, the personnel director was given a copy of
the handbook. The press of time also precluded an initial meeting with
the supervisor of the fourth summer school principal, but a meeting was
subsequently held to review and evaluate the student’s experiences. All
Giroup B members aiso were placed in elementary schools. The suminer
school session lasted five weeks with the prineipals on site five hours a
day.

Methodology

Qualitative methodswerc used to explore tworesearchquestions: 1 b
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In what ways did the field expericnce give students’ the opportunity to
practice leadership and mauagement skills? and (2) In what ways were
the learning opportunities in these two settings (year-round school or
summer school) similar or different? To answer these two questions, I
collected and analyzed a variety of data. Each student kept an activity log
and ajournal and used them toreflect on their experiences. Studentsalso
collected documents illustrating their experiences (which were later
included in their portfolios that serve as part of the ASC evaluation
process). In addition, students attended bi-weekly debriefing seminars,
which were either video or audio taped. Questionnaires assessing the
quality of the field experience were collected from both students and
supervisors.

Data Collection and Analysis

1 collected and analyzed the journals from both groups in three
different ways. First, T used the ten ASC Standards established by the
CTC (1995) as a framework to categorize the types of administrative
duties that students reported doing. My objective was to see the range of
activities in which the students engaged. Second, through a domain
analysis, I identified the main issues that seemed to concern the stu-
dents. Third, I compared the content of the journal text to examine the
quality and nature of the student’s reflections.

Another phasc of the data collection involved reviewing the student
portfolic documents as evidence of the types of activities they had
undertaken during their field placement. 1 also viewed video tapes ofthe
reflective sessions primarily as a basis for triangulation with findings
from the journals. Finally, I compiled the evaluations and used the data
todraw some conclusions about the effectiveness of the field experiences.
The remainder ofthis paper discusses the findings from analyzing these
documents and presents some suggestions for strengthening the admin-
istrative ficld placement.

Findings

The original assumption guiding the development of this program
was that the year-round setting would provide an administrative cxpe-
rience that more closcly matched ASC expectations and standards thar
wonld the summer school, withiits shorter day and less complex program.
An analysis of the data, however, indicates a different pattern. The data
<howed that the students in the two settings differed in: €1 the range of
activities undertaken; (2) the amount of collaborative planning and
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problem-solving; (3) the opportunities to test, refine, and receive feed-
back on initiatives; and (4) the extensiveness of their reflection-on-
action.

Range of activities. The activity logs and journal entries indicate
that summer school student principals took part in a wider range of
activities and had experiences covering more of the CTC Administrative
Standards. These differences are shown in the comparison of Table 1,
Year-Round Student’s l.og of Activities, with Table 2, Summer School
Student’s Log of Activities. Ascan be seen in Table 1, this student, typical
of Group A, focused primarily on management of school functions (i.e..
handling student disciplinc, developing schedules, solving problems,
identifying community resources). Group A completed some informal
classroom ohservations and observed in other areas, but their actual
practice centered largely around discipline issues. In contrast, as shown
in Table 2, this Group B student was involved in a wide variety of
activities, and, in particular, had mere opportunities for problem solving
and initiation of activities that addressed a variety of the standards.

When students were asked to keep a timed log of their activities,
again striking differences emerged when comparing Group A with
(iroup B. The year-round student principals did far more observing than
doing. Through the ohservation process and car-ying out of assigned
tasks, two of the yeav-round student principals earned the confidence of
the site principal. Toward the end of their field placement, both of these
students were asked fo serve as “principal for a day” while the principal
was awayv. These data suggest that the students in the year-round
placement would in time bave carried out the same range of activities as
the summer school principals, but more time was needed to accomplish
the same level and range of work experience.

Collaborative planning. In Reshaping the Principalship 119943,
Louis and Murphy stress the need for principals to lead from the center
and create collaborative planning and decision-inaking (p. 266). The new
CTC standards call for “"each candidate [tuo develop] the ability to
facilitate shared decision-making among membhers of the school commu-
nity" (CTC, 1995, p. 45:. The liierature and standards suggest the need
to consider how teachers. who have worked primarily in isolation, can be
provided experiences that will develop collaborative skills needed as
future administrators. The analysis of the journals showed that three of
the four Group B members(except for theone who assumed the jobat the
last minute), were involved in planning the summer school program
collaboratively with the other teachers. In addition, Group B reported
more opportuniticsinengage in problem-solving. For example, torelieve
a problem of over-crowding in a primary class, one summer school
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Table 1

Year-Round Intern’s Log of Activitites o
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Date Activity LHLONSESURAERREATR L THL
6,22/94  Supervised 6th grade pien‘c X
6:23/94  Morning playground duty X
Discipline sessions X
Noon plavground
cafeteria duty X
.Bilingual transition mecting X
Bus duty X
624/94  Playgrovnd dutv(AM) X
San Migue! School Tour X
Lunch duty X
62794  Prayground duty X
Discipline referrals X
Discipline intervention
on S.H. class,
lunch and playground duty X
62894  Lunch and playground duty X
62994 Playground duty x
Discipline referral \
Lunch dutv X
Bus duty X
630-94  Trained staff to use
Xerox copier X
ARE Admimistrator in charpe‘dise, ¥
7594 Administrator in chargesdisc. X
7694 Reviewed Internship
Handbook B
Organized 4 of July Sing Fest \
Playground/recess duty X
7794 Teacher evaluations X
71194  Admunistrator in charge disc X
Took notes at staff meeting
Taught class 1 hour X
71294 Picked up printer X
Useof reoms X
Discipline referral ¥
L0 Communicated wisoetal wr ke X,
Evaluation of teacher \
Critique of meeting/
problem sol X
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Table 2
Summer School Intern’s Log of Activities

s

ndard 27: Legal and

Instructional Planning
Standard 24: Managem.
gulatory Applicaiton

of School Functions
| Cemmunity Collaboration

Standard 30:
| Uses of Technology

Resource Administration

Sta
| Re

Organizational Planning
Standard 23:
Standard 25: Human

| and Political influences
Standard 29: School

Standard 26: Fiscal
Standard 28: Folicy

Actnaty

" Educational Leadership

i Standard 22:
i Resource Administration

1 Standard 21-

l
|
!

Atltended orient. mtg. at HS

Assisted with paperwork x

Learned attendance procedures X
Lunch duty

Resolved stud. & teach. probs.

Classroom presentations X X
Disc. world hist. curric. X X
Assist. getting stud. to class X X
Visited classrooms X

Watched Barry's styvle X

Discipline issue X

Museum visits X ~ X
Researched retirement jssue X x
Discussed Ed. Leadcrship X

Met w/ Behaviorial Specialist X X X
Discipline issues X X
Classroom issues X :

Resolved duty problem x

Observed class X

Met with teacher x

Met with parent X
Fire drill memo sent < X

Class observation and discussion X X

Discipline x X
Classroom observations X

Met with districl administrators X X
Resolved discipline ssue X X

woH

principal collaboratively organized a cross-age tutoring program. An-
other student, concerned with unifying the staff and reaching out to the
cornamunity, organized a program to have studentsdecorate, for the local
supermarket, over 600 grocery bags with illustrations of the school’s
theme, Signs of Summer. Given the short planning time for summer
sichool, another student orincipal identified numerous community re-
sources and helped the teachers access these to enrich their program.
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The fourth principal helped the teachers identify their arcas of strength
and planned a program so that all students rotated through these
specialty classes. Opportunities for creative leadership, planning or
problem-solving with teachers did not occur for Group A in the year-
round settings.

Testing and refining ideas. All the students tackled chalienging
tasls, but Group A members were not able to follow up or to receive
feedback. Forexample, during a debriefing session, astudentinthe year-
round school shared that she had been given the task of preparing the
duty schedule for the year. Since this was a four-track school with
teachersand students coming and going, the task was acomplex one, and
cach draft she submitted required considerable modification hecause a
new decision rule was introduced after each round. In herreflection, she
shared how she might handle the schedule if she were the principal. She
rccognized the need for a more collaborative process from the beginning:
however, there was no opportunity tor her to do the task differently, nor
did she receive feedback on the final product.

In contrast, Group B students had more opportunities to try out ideas
and get feedback. For example, one summer school principal was having
trouble with rudeness and trash during the brunch break. She wrotein her
journal: “The major focus fer the day was creating an all school assembly
todiscusshrunchbehavior. A suggestion made at my UCSBelass yesterday
had created the seed of an idea that was to germinate into a successful
assembly and an important insight.” She received feedback in the form of
posilive praise from the teachers and the brunch duty aides for the
assembly, an improved brunch situation, stucents making extra efforts tv
pick up trash, and an increased awareness of her problem-solving skills.

Depth of refiection. The journals of the students in the summer
schools indicate more extensive and reflective writing about their roles
and responsibilities. Comparing journalentries in the arcas of discipline
illustrates differences in the ways the two groups fstudents reflected
and analvzed their experiences.

Group A Year-Round School Student Juurnal Entry:

6:22: Between .30 and 10:69, [ sat in while (the principol) discussed
rules and discipline methods with o fourth grade studeat wio lied Been
sprayving vaint from a silver can wi h nolabel She reciewed the schiool's
poliey with this voung man, then told hir she was either going to
suspend (anf or gree him an afternatice punishment. don't knos the
outeome of the student conference,

(iroup A Journal Entries:

620 Sal rwoon 2 dhsciplingy actions, Problem-Sotviug: teaehers noi
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happy with assembly, kid didn’t bring detention slip back; teacher note
ahout child misbehaving.

7/11: Discipline of after school fight
Group B Summer School student Journal Entries:

7/8: Today { also had an encounter with a parent regarding a fight
between a Istand K student.... I had both bovscomeinand ialked to them
regarding fightirg. Since no adult had witnessed the incident the bays
iwere not serit home far the day, but the parents were both called and they
were told that if the boys fought again, they would be sent home.... One
of the parentscalled this AM veryupset abouta message the other mother
had left on her machine.... [explained that right now it weas the boys’ job
tn be responsible and accountable for their behau :or at school and that
the school’s job was to help them.... This experience has made me aware
of ow important it is to separate school issues from home issues and to
help students be accountable for their beliavior; and to not let my
nersonal judgment interfere with dialogue with a parent.

T/12: A conversation with another intern, friggered my thinking regard-

ing the averall sssue of discipline. I took some fume to go back orer some

of the referrals tnd am beginning to gain some startling insights: I need

to sit down and develop a concrete plitosophy regarding discipline for

myself. My experience at the tuo different campuses has me vacillating

betireen hard nose évpes of consequences and natural consequences. My

B baseline is alwavs discipline with dignity; however, at LP there is an

. unspoken message that di. cipline needs to be punitive tn nature —send

' the kid honmie for the rest of sumtirter school rather than finding ways to

recefine or reframe the context for struggling students. If T were to do

summer school again I would develop a miuch clearer framework for

discipline since none exists for the program. (The student goes on to
enumerate many 1ssues to consider and ideas for implementation).

Group B Journal Entry:

6:6: Todav a SELPA [Special Education Local Plan Area] teacher
approached uscith four boys. He explained that they had seratched had
words on the metal box behind his classronn near the sixth grade
~arden..andicere spitting on the side of the building. The [supervising/
prineipal immediately took over the situation, talked (o the hoys, called
the ring leaders’ parents and had the hoys show us the “vandalism.”
Uipon secing the seratched box and spit-on wall. (the principal) (old the
bovs that they weould have to scrub both areas.... 1 like that she ealled the
parcnts toask them for their support at home. Approaching parents from
that pasition ts positive and [ beliece that by asking for support, parents
arcwriling to help build a bridge between them and school. Whai really
lked was the puntshiment that the students recetved, [ihink that schools
in general- pefrendarls oy regular site-—are foo punitice,

Fall, 1997 89

aase
P

T




A

i, 55

e, !

ni

bl

L)

Practicing Leadership

Under the standard Management of Schools (CTC, 1995, p. 45), the
apbility of each candidate to manage student behavior in ways that
"maintain a positive and safe school climate” is one of the factors to
consider. The journals indicate that all of the student principals were
involved in student discipline issues; the entries, however, indicate that
Group B thought about the immediate discipline problem in the broader
context of a safe, positive school climate and examined their actions in
terms of a future context. Less reflection in the journal entries of the
year-round principals, Group A, may indicate that these students felt
less in control and a need to defer to the principal’s judgment.

Discussion

Although the sample size is small, the evidence—journal entries.
logs of activities. the discussion in the reflective sessions, and evalua-
tions—indicatesthat Group B had more opportunitiesto practice aspects
of the CTC Standards than Group A. Three factors help to explain the
differences in experiences: (1) self-aelection of the principalship site; (2)
involvement in program planning, and (3) the nature of summer school.

Self-selection of field placement site. Group B selected their
sites and were known by the supervising principals. In three cases, the
summer school student principals were known by many of the teachers
and were familiar with the schools. In contrast, the personnel director
made the placements, using Group A'sresumes. Although all of the year-
round students established good rapport with their supervisors, the
short time frame did not allow them to establish an immediate working
relationship that facilitated the student principals assuming significant
administrative duties. A quick entry was further limited by the students’
lack of prior knowledge ofthese large, complex schiools and theirteaching
and support staff,

Involvement in program planning. Group B became involved in
the planuing process for summer school before it began. They had an
opportunity to participate in or to obscrve the selection process for staff
and to meet with the teachers prior to the start of summer school to plan.
They assumed responsibility {or securing resources and supplics and for
contacting parents about summer school arrangements. They became
involved inalimited way with some of the responsibilities of upening and
closing a school, thus addressing one of the criticisms ot administrative
ficld placements (Milstein, 19930,

Another factorcontributing to the differential experiences of the two
groups was the degree of familiarity with the «chools. Group A did not
have an opportunity to case into the joh, vizit their sites, or meoet their
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supervising principals prior to the start of the field experience in the
year-round schools. The students joined just as one track was completing
the academic year and another track was beginning. Their journal
entries indicate they witnessed the complexity of this year-round tran-
sition, but they were not actively involved in the process. In addition,
during two site visits, the students and supervising principals acknowl-
edged that closing the school year for one track and beginning the year
for another limited the time they had available to orient the students in
this initial week.

Summer school or year-round? Both the summer scheol and the
year-round setting provided an experiential learning environment which,
coupled with the journal writingand debriefing sessions, met thecriteria
of Kolb’s (1984) theory of experiential learnii.g. “This theory contends
that people learn fror: their experiences through four interrelated
phases: concrete experience, reflective observation, abstract conceptual-
ization, and active experimentation” (Barnett, 1987, p.68). The field
placements provided the concrete experience. The journal writing gave
students an opportunity to reflect on their experiences, while the
debriefing sessions fostered opportunities for abstract conceptualization.
A major difference between the two settings, however, was the opportu-
nity for active experimentation. The more relaxed nature of summer
school~—fewer children, less teachers, a shorter day, and a definite
beginning and ending—created a climate where the site administrator
was willing to let the students (Group B) be principals from the begin-
ning. This meant that students had the opportunity to bring issues and
problems they were facing to the debriefing session, get feedback, and
then return to their site to experiment or try again.

In contrast, the year-round placements gave Group 4 opportunities
to shadow the principal, observe daily routines, and gain insightsinto the
rauge of tasks and scope of work, but provided limited hands-on experi-
ences. The year-round placements, however, provided opportunities for
learning about the complexity of managing large, fcur-track elementary
schools serving primarily low-income, limited-English-speaking stu-
dents. The year-round supervisors took time to talk extensively with the
students about their work and the issues they faced, but they knew their
studen.t assistants would be there only four weeks. [t was not feasible to
delegate significant ongoing responsibilities in such a short time frame
or allow students to take much initiative. This meant that Group A had
few opportunities to actively experiment or “retest” their new learning
in the same way as Group B.
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Impiications for the Future

The evaluation data from both the year-round and the summer
school administrative field placements indicate the receiving schools
and supervising administrators benefited from having the students on
their campuses. In addition, the students felt the experience was valu-
able, and the enthusiasm by students and supervisors bodes well for
continuation and further development using the summer as a time for
field placement. The systematic evaluation of the field placements
suggests several important lessons that we will use to guide future
efforts:

1. Surnmer school placements will be pursued as a definite option.

2. Year-round school placement will alse be continued as an option but
with several modifications, such as:

a. Hold an orientation and planning session with the university
and the site supervisors to identify key aclivities under each
standard for the students to pursue within the time frame of the
field experience.

b. Tnvolve all students in selecting their sites for the ficld experience.

¢. Have the students spend several half days at the site prior to
heginning the official field experience to increase knowledge of the
site, ensure a smooth entry, build a working relationship with the
principal, and develop an experiential plan that allows for the
greatest degree ofactive involvement.

d. Extend the time of the fieid experience to at least six wecks.

3. Add a weelily theme to the debriefing sessions that addresses one of
the standards, such as multicultural education or instructional pro-
gram, and have students collect data on the supervising principal’s
leadership and schoo!l practices in relation to the theme,

4. Initiate a more interactive journal process and share journals at the
weekly debriefing sessions 10 help students make a stronger hnk
between their espoused theories, their theories-in-use, and the theories
of practice of both the students and their supervisiors,

5. Have students develop a platform or mission statement in regard to
each standard in erder to connent theory and practice (Osterman &
Kottkamp, 19931

Although the administrative field experience of most ASC candi-
dates is far from optimal, using sumimer time, and cspecially stmmer
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schools and year-round schools, provides students more opportunities to
practice leadership skills and gives students a more realistic picture of
the principalship than the previous after school administrative projects.
The summer school provided the student principals opportunities to
practice and develop a wider range of administrative skills, but as one
student said when she became a full-time principal, “Summer school is
nottherealworld of a principal, with its frantic pace, teacher supervision
requirements, and mounds of paperwork.” The year-round schools are
more like the real world, but time and strategies for quicker entry arc
needed to ensure that student principals not only observe but also
practice leadership.

Note

The author wishes to acknowledge Vishna Herrity, graduate student in lduca-
tional Leadership and Organizations, for her assistance with the field
placements and in analyzing the data. Thanks also to the school districts
and supervisors who provided rich learning opportunities and who so
carefully guided the students, and to the ASC students for charting new
territories. The comments and suggestions of Bruce Barnett, Kathleen
Martin, Janet Brown. and Judith Green on an earlier draft of this paper are
rmuch appreciated.
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Unieashing the Power
of the Worid Wide Web
in Educational Administration

Linda C, Orozco
University of California, Irvine
and Coastline Community College

Introduction

One single, yet ubiquitous aspect of the technological revolution is
the Internet’'s World Wide Web (WWW). As a public computer network
of networks, it is considered the best available networking infrastructure
for the education community by educators using it and by officials
making policy concerning it (Quey & Stout, 1993). As a global web of
networked ecomputers, the Internet provides access te information and
resources worldwide. The World Wide Web’s use of graphics, video, and
audiomakethe Internet easier touse and have popularized this telecom-
munications phenomena.

Asthe largest “virtual library” in the world, the World Wide Web has
important and relevant significance for educational administration
preparation programs. Agencies and institutions directly and indirectly
related to education have joined the Web. Each has judged the World
Wide Web as an appropriate venue and forum to extend organizational
information, interaetion, and influence, These include the 1.8, Depart-
ment of Education, Library of Congress, the U.S. Senate and Honge of
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Representatives,the U.S. Census Bureau, and individual state agencies,
among others. -

Professors in educational administration also recognize that our
field is dynamic, shifting, and must ccntinue to change and expand if it
isto remain “vibrant, alive, and useful” (Achilles, p.164). 'he applicabil-
ity of the World Wide Web to educational administration preparation
programs is unavoidable. The Web has the potential to energize and re-
vitalize learning in educational administration. The learning process
can be enhanced by the World Wide Web, when the Web is utilized as a
dynamic and interactive resource.

Web Highlights

Major national initiatives have echoed the sound of change that is
upon us. The Telecommunications Act of 1996 emphasized the driving
principle that “schools and classrooms...should have access to advanced
telecommunications services.,” Even Bill Clinton's 1996 Presidential
Initiatives includes one aimed at connecting every school and library in
the U'nited States to the information superhighway by the year 2000.

It is estimated that there were fewer than 100 sites on the Web in
1993. By late 1995, there were over 48,000 web sites around the world
(Ilingworth, 1995}). A study by the Pew Rescarch Center estimated that
12 million Americans subscribed to an on-line service accessing the
World Wide Web by 1995. Another two million homes were connected
directly (Trotter, 19963 Still others who don't personaily subseribe to the
Web have aceess at work orschool. Even three vears ago, Time magazine
proclaimed thatthe Internet wasthe place tobe with 20 million users and
increasing by a million new users a month (Elmer-Dewitt, 19931

The actual web sites are developed, electronically posted, and main-
tained by a variety of organizations, associations, businesses, groups, and
individuals. The content of web sites varies widely based upon the purpose
and goals of the host organization or individual. Each strives to address
their organizational or personal goals by designing and offering appropri-
ate content intheir web sites. Education profesgionals may relyonavariety
of sites operated by established, respected, and highly-regarded organiza-
tions. Many have multiple applications to the profession and provide
expansive content, and sometimes interactive-scarchable options.

Educational Administration Applicability

With the wealth, vitality, and currency of the World Wide Web
offerings, it's capacity for enhancing professional programs for educa-
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tional administratorsis alrecady being tapped. The henefitsof harnessing
the pewer of the World Wide Web in education were summarized by
Berenfeld (1996). The seven benefits he specifically identified enhance
the educational program include:

(1) Bringing real life relevance to learning;

(2) Helping students perceive knowledge as constructed;

(3) Providing a model for lifelong learning;

(4) Meeting emerging standards for inquiry-based learning;

(5) Increasing authenticity of the learning environment:

t6) Increasing equity; and

(7) Providing networking opportunities with experts and expert data.

The use of the World Wide Web can be all of this and more when
professionals in the field appropriately apply the Web to learning in
educatioral administration.

The Web and “Ways of Lew. ning”

High quality instructional programs have moved well past the
notion of learning in the traditional model of professors asthe purveyors
ofknowledge or leaders of discussions, and students as passive receivers.
The merging of exemplary World Wide Web sites into the Educational
Administration (EA) knowledge base requires more than matching the
two, and hoping that learning takes place.

Educational methods and techniques that extend learner’s previous
experiences, link theoryand practice. encourage reflection, and facilitate
the transfer of knowledge from one situationtoanotherare critical tothe
learning process (Lankard, 1995). A closer look at additional “ways of
lcarning” are important for the professor investigating and contemplat-
ing the use of the World Wide Web in instruction. Action learning,
situated learning, problem-based learning, and incidental learning are
a few of the “ways of learning” complimented hy the World Wide Web.

The concept of active or action learning isn't new. It is at least as old
as Socrates, and was more recently revived by John Dewey. This
“‘learning by doing” process emphasizes that the desired outcome is the
learning itself. The World Wide Weh provides access to sites, programs,
and processes at the touch of the keyboard. Opportunities to investigate,
comparc and contrast, and collaborate globally are a few of the activities
available. Students learn by “doing” on the Web. They can investigate a
reeent education deeision by the Supreme Court, word-by-word. Orthey
can track legislation affecting edueation, including political representa-
tives' positions on such legislation.
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Problem-based learning challenges students with a hypothetical
situation. Used primarily in the instruction of medical students, it has
recently appeared in educational administration preparation programs.
Pioneered in educational management classes by Edwin Bridges (1992),
the World Wide Web is an excellent resource for student activity and
learning. The comprehensive nature of the Web prevides students with
a virtual library of resources from which to develop solutions for prob-
lems and challenges faced in education. Accessing up-to-date information
from the Library of Congress, the Council for Exceptional Children, or the
National Clearinghouse of Bilingual Education is only a keystroke away.

Another emerging method, called situated learning, focuses on
adults and the workplace. Knowledge and skills are presented in the
context in which the knowledge will be used in real life. A core belief is
that knowiedge is fundamentally situated, not independent. The knowl-
edge becomes a product of an activity, context, or cultu-z in which it is
acquired {Lankard, 1995). The World Wide Web provid' ' EA prepara-
tion programs with a real-life context, which will be ale. .ing environ-
ment for administrators far longer than the length of the preparation
program itself. The very nature of current, relevant, and authentic weh
sites makes the Web a powerful place for situated learning. Web sites
such as the U.S. Department of Education, U.S. Census Burcau, Global
Schoolhouse, and the White House provide authentic environments for
situated learning.

Incidental learning is clusive and unintentional. Defined as a spon-
tancous action, the intention is task accomplishment, but which seren-
dipitously increases particular knowledge, skills, or understanding
(Lankard, 1995). Simply stated, the learner discovers something while
in the process of doing something else. Learning from mistakes and
cxperimentation are part of incidental learning. Certainly the “baptism-
by-fire” that new administrators experience is part of this incidental
learning process. As the network-ef-networks, the comprehiensive scope
of the Internet’s World Wide Web serves as an electronic playground for
incidental learning. In the process of fulfilling directed learning activi-
ties, students can discover and linger in web sites related to the directed
topic(s). Investigating curriculur standards, for example, may lead a
student to discover information on the Web regarding cffective school
practices. ~

The learning process can be energized by the World Wide Web when
the Web isutilized asadynamic, up-to-date, and interactively sequenced
resource. Connecting the knowledge base to the experiences of students,
and delivering relevant, applicable, primary and secondary information
enhance the Web's usefulness in the profession.
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Knowiedge Base in Educational Administration

In order to successfully utilize the World Wide Web in the prepara-
tion of school leaders, consideration must be given to not only the “ways
of learning,” but also te the Web's applicability to the “knowledge base”
in educational administration. The knowledge base has been defined as
a taxonomy of competenci and skills (National Policy Board for Edu-
cational Administration); or abody of knowledge, method of inquiry, and
intentionality influenced by additional factors of position. philosophy,
and context{Achilles, 1993);ora matrix whichintegrates experience and
literature by focusing on the culture of schools, school probiems, and
educational administration disciplines (Petrie, 1993). Even individual
state licensing agencies have defined standards, competencies, and
other capacities.

In order to integrate the World Wide Web into leadership prepara-
tion programs, an abbreviated list of knowledge bage categories is
proposed in Table 1. This matrix highlights the work of Achilles (1993)
and Petrie (1993). In no way does this represent a final culminating
conclusion of the EA knowledge base debate. The debate is diverse and
complex. What is proposed here is a clear and easily understandable EA
framework by which professionalsin the field of educational administra-
tion may implement World Wide Web applications into their own
individual preparation programs, alongside their own perspectives and
beliefs of the EA knowledge base.

Table 1
Twelve Categories
of the Educational Administration Knowledge Base

l.eadership Curriculum Law/Policy |

Human Relations Student Services School Finance

Learning Theory Personnel Community
(ollaburation

Administration Technology Diversity/

of Special Programs Multiculturalism

Web Site Highlights

Several web sites arc repeatedly recognized by colleges, schools,
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organizations, and associations in the field of educational administra-
tion for their usefulness and the extensive resources they provide. These
can be considered the “best of the best.” The following are highlights of
web sites directly related to educaticnal administration that represent
the diversity of the resources available. The name of the web site is
underlined. The URL (Universal Record Locator) follows in brackets.
This URL or address allows users to go directly to this web site. A brief
summary of the web site features the purpose and contents of the web
site. Finally, the category of the educational administration knowledge
base for which this web site is most useful is indicated by the notation ¢,

o ERIC: Ed. Resources |hitp://www.aspensys.com/eric/}

Established in 1966, the Educational Resources Information Center (ERIC) is
anational information system designed to provide users with ready access to an
extensive body of education-related literature. At the heart of ERIC is the
largest education database in the world—containing more than 850,900 records
ofjournal articles, research reports, curriculum and tcaching guides, conference
papers, and books. Each year, approximately 30,000 new records are added.
Users can read and download inforination on the latest education trends and
issues. Users can direct education-related questions to AskERIC and get a
response from an education speeialist within 48 hours.

* ALL 12 facets of EA knowledge base

¢ Education Week [http://www.cdweek.org/|
A comprehensive K-12 education information source, calling itself, *American
Education's OnLine Newspaper of Record.” Includes articles and searchable
database from issues of Education Week and Teacher Magazine. Also includes
professional opportunities, Issues Pages on key education issues, an on-line
“Bookshelf,” and daily education news from the nation’s best newspapers.

* Leadership ¢ Curriculum » Student Services

¢ Personnel ¢ Law/Policy

¢ Community Collabhoratior, ¢ Diversity/Multiculturism

& NCREL’s: Pathways to School Improveinent

[http:/ww+w.ncrel.org/sdrs/pathwayg.htm]
North Central Regional Educational Laboratory’s Pathways addresses critical
issues identified by educators, researchers, and communily leaders. National
leaders in each area provide practical, research-based solutions Lo issues.
Contributors to Pathways come from America’s leading educational research
centers and universities. Pathways contains a variety of articles, graphics,
movies, and sound files, as well as extensive links to other exemplary Internet
resources for education,

¢ Community Collaboration ¢ Curriculum

¢ Leadership ¢ Learning Theory * Student Services

100 Educational Leadership and Administration




i

Linda €. Orozco

« THOMAS: U.S. Legislative Information [http://thomas.loc.gov/]
Acting under the directive of the leadership of the 104th Congress to make
Federal legislative information freely available to the Internet public, THO-
MAS' World-Wide-Web-based system was brought on-line in 1995. The web site
includes Bill Text, Congressianal Record Text, Bill Summary & Status, Hot
Bills, the Congressional Record Index, and the Constitution. The database has
search. capabilities. Other features on the web site include Congress This Week:
Tloor Activitics, and Committee Reports. A new category entitled “Historical
Documents” adds more historic Congressional docunients to the THOMAS home
page. [n addition to the Constitution are the Federalist Papers, Declaration of
Independence, and Constitutional Convention and Continental Congressbroad-
sides. All historic documents are searchable. as a collection, and are also
individually searchable and browsable.

* Curriculum * Student Services * Personnel

¢ School Finance * Administration of Special Programs

¢ Law/Policy

& National Educational Service [http./iwww.nes.org/|
Provides practitioners and comniunity members, parents, and policymakers
with the practical, timely information needed to positively effect the lives of
children and youth—especially those in conflict with family, peers. and schocl.
NES goals are to create safe and drug-free schools, encourage even the most
discouraged youth, prevent violence and acts of aggression, reclaim “at-risk”
students, teach adolescents to be responsible for themselves, set up effective
alternative programs, and promote respect for racial and ethnie diversity.

* Student Services * Curriculum

* Adminisiration of Special Programs

« Community Collaboration = Diversity-Multiculturalisin

* Family Education Network thttp//www . familyeducation.com/]
This web site is designed as an on-line community center for parents with
children up to age 18. The Family Education Netweork's web site offers a
combination of news, resources. information exchange, legislative tracking,
projects, health resources, and various other on- ana off-lin¢ activities related to
education. Parents cantake part in family-oriented Internet excursions, engage
their children in fun learning programs, and connect with other parents toshare
their experiences.

e Community Collaboration ¢ Leadership

¢ Student Survices * Human Relations

o Web66: A K12 World Wide Web Project [http://'web66.coled.umn.edu/|
Just as U.8. Highway Route 66 was a catalyst for Americana, this project views
the World Wide Web as a catalvst that will integrate the Internet into K-12
school curricula, The Web66 project is designed to facilitate the introduction of
this technology inte K12 schools. Project goals are (1) to help K-12 educators
learnhow to set up theirown Internet servers, (2ito ink K-12 WWW cervers and
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the educators and students at those schools, and (3) to help K-12 educators find
and use K-12-appropriate resources on the WWW,
* leadership * Curricvlum ¢ Technology

These seven web sites were highlighted with discussion and content
notes for their value and direct application to the knowledge base in
educational administration. All have multiple applications to the profes-
sion.

Criteria for Web Site Selection

Selecting appropriate web sites for use in student learning may be
cased by adopting criteria for web site selection. Filter through available
web sites to discover their appropriateness for integration into courses,
seminars, and field work. Answering “yes™ to the following questions will
confirm a web site's suitability.

1. Does the web site support the instructional content, goals, and
purpose of the learning experience/course?
2. Is the web site updated regularly to assure current information?
3. Is the web site hosted by an organization/individual with a reputa-
tion and track record you respect?
. Will the use of the web site compliment multiple “modes of learning”™
for students?
5. Does the web site offer comething more than what can be gained in
a text, article, or classroom experience?

e

These suggestions should assist professionals in sifting through the
tremendous web growth and selecting high-quality, useful web sites for
eduecational administration preparation programs.

“Cyber”-Fieldirips

Using the Wceb in instruction can appear to be a daunting task.
However, one suggested activity is developing “Cyber”-fieldtrips. These
are pre-developed activities designed by professors in educational ad-
ministration. Tt not only introduces students to relevant web sites in
educational administration, but assigns activities/questions/experiences
to students which can enly be answer in their voyage on a “Cyber”
fieldtrip. :

The strength of instruction via a “Cyber”-fieldtrip relates to the
previous discussion of the “ways of learning.” The use of “Cyber’™
ficldtrips can accentuate cach ofthe four“ways of learning™ active/action
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learning, problem-based learning, situated learning, and incidental
learning.

The following are examples of “Cyber’-fieldtrip scgments. These
segments highlight soma of the best web sites currently available, and
also anchor Web activities to specific categories in the knowledge base.
Knowledge base categories follow the headings in brackets | |. Note:
Answers from the web sites are indicated by italics.

& US. Department of Education [Law [ Policy].
Although educationis a process of the state, the federal influence in educational
policy cannot be overlooked. One aspect of federal policy influence is from the
executive branch of the federal government. Visit the (J.S. Department of
Education’s web site [hitp//www.ed.gov/|. Under their “Welcome™ section you'll
find general information. What year was the Department established?

1. ) 1980
Of the seven components in their official nussion statement, which do you
determine would provide the most opportunity for the Departnient to influence
educational policy?

9

Strengthen the federal commitment to assuring access to equal educational
opportunity for every individual;

Supplement the efforts of states, the local school svstems, and otlier instru-
mentalities of the states, the private sector, public and private nonprofit
educational research institutions, community-basedorganizations, par-
ents, and students to improve the quality of education;

Encourage the increased involvement of the publie, parents, and studentsin
Federal education programs,

Promote improvements inthe quality and usefulness of edlucation through
Federallv-supported research, evaluation, and sharing of information:

Iimproce the coordination of Federal educahion programs:

Improve the management of Federal education activitres, and

Increase the accountability of Federal education programs to the President,
the Congress and the public.

* The White House {Technology-Law [ Policy/]

The President also influences education. The White House Web site is compre-
hensive and well-developed. Visit the White [House iceh site at: [httpor
www.whitchouse.gov'WH/Welcome.html]. Presidential initiatives are viewable
by clicking *The President and Vice President™; then to “Officc of the President”™.
then o “Presidential Initiatives.” Go to “Educational Technolegy Initiative.”
The Initiative aims to connect every school/library to the Information Super-
highway by what. vear?

3. 2000
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Which of the President’s Four Pillars do vou think will have the most influenc
on your school/district technalogy efforts?
4,

1. Modem computers flearning devices will be assessible to every student,

[1. Classrooms will be connected (o onie another and (o the outside world.

HI. Educational software will be an integral part of the curriculum-—- and a
engaging as the best video game.

[V, Teachers will be ready (i use and teach with technology.

4 House of Representatives [Leaw f Polievl]
Visit the United States House of Representatives web site thttp/ivww house.gov?
What is the name of the committee under which general educational issues ar
addressed?
5. __
Commuttee on Eeononne and Educational Opporfunities
What is the name of the sub-committee under which K-12 edueational issues ar
addressed?
6.

Sub-Conunitice on Early Cluldlieod, Youth and Families

e American Association of School Adnnmistrators {Leadership - Comimu
nity Collaboration|

Many organizations and asseciations provide leadership to members and sery

to influence education. Locate aud visit the web site of the Ameriean Associatio

of Schiool Administrators thitpriwww aaza.org/index html] Move to “Legisle

tive Alerts,” then to *April 16-Parental Rights.” Why did AASA take a positio

opposing the Parentad Rights and Responsibilities Act 18 9847

e

{

The bill rinposes Federa! control orer local school affarrs:

The bl s an enormous, unfunded maidate: the attornes’s fees alone couls
ree el into millions of dellars:

The brll curtarls the authority of locally clected offrerals to make decision
regardmng sehool currreula and local educational poliey, awd grees tha
anthority to judges;

The bifl overturns state compulsory education hoes and prolubits stt
regulation of houre sclioal s

e THOMAS [Law i Poliey]

Acting under the directive of the leadership of the 104th Congress to mak
Federal legstative information freely available to the Internet public, o Librar
of Congress team browgrht the THOMAS World-Wide-Weh-based system onhn
in January 1995, at the inception of the 104th Congress, Visit THOMAS a
thttp.Sthomasloc.gove]. By chicking on “By Topie” under the Bills section, yo
will be gmven achoice of topics to review. Clickon " Edueational Poliev.” What wi

1044 Educational Leadership and Administratio.

106




E-

Linda €. Orozco

be the “new” educational pslicy proposed by H.R. 4134 and doces a student’s
previous school enrollment affect the policy?
8.

Authorize states todeny public education to aliens not lawfully present inthe
United States who are not enrolled in public schools during the period
begiuning September 1, 1996, and ending July 1, 1997,

& Judicial [Special Programs - Curriculum - Diversity)]
The United States Judieial Branch Resources web site is located at {http//
leweb.loc.gov/global/judiciary. html]. The purpose of this site is to funclion as a
clearinghouse for information from and about the Judicial Branch of the U.S.
Government. Go to “U. 5. Supreme Court Decisions.” Find the court case
entitled: Lee v, Wersman, 505 U.S, 577(1992). Yes, you're snyour own i finding
it. Briefly, what was the dispute, and how did the Supreme Court decide?

2

Prayer ar a graduation: Not legal.

& cducation Week [Curriculuim - Student Services - Personne! - Commniu-

nity Collaboration]
Education Week on the Web states, "Our goal is nothing short of being the place
on the World Wide Wels for people interested in education reform, schools, and
the policies that guide them.” Visit this site at thttp//www.edweck.org/|]. Select
"The Archives.” Scarching for the term [educatianal policy ] for “since 1996,” how
many “hits” or listings did you get?

10. _ 111
At the bottom of this page, click on “Next sereen of results.” Select the article “5/
1796~ Minneseta Student Leaders Push for Place at Doliey Table ™ Review the
article und be sure to scroll down te the bottom of the article for the BOLDED
words “educational policy.” What dees the Minnesota Board President say about
the student drive?

17.

Eren though some of the studenis' suggestions may not be embraced by state
education leaders, teachers’ unions, or ather groups, said -Jeanne Kling,
ifie president of the state board, the student drive (o become more
meolved tn education poliey is an excellent learming expericnce in fHsclf.

Practical Advantages of “Cyber”-Fieldtrips

Recognizing the power and potential of the World Wide Web in
educational administration instruction has advantages which were
discussed earlier in this paper. However, there are specific practical
advantages {o a professor utilizing the web via “Cyher™ficldtrips:
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+ Extensive “technological/computer™ knowledge on the part of the
professor is not required, only familiarity and purpose of the web sites
for review.

# A classroom computer izhisnot required. Students may performand
complete required Web activities outside Lhe presence of the instruc-
tor—at home, office, library, or college computer lab.

@ Since the activities and web sites are specified in the “Cyber”-
fieldtrip, students are reviewing exact sites and information deter-
mined by the Professor o be highly related to course goals and
objectives.

+ Student performiance is casily determined by clear and manageable
questions on the "Cyber"-fieldtrip.

¢ When students perform “Cyber™{ieldtrips on their own, they may
take longer to investigate designated web sites, take "side-trps” (o
other related web sites. or simply need more time te complete the
assignment based on their own learning curve.

Conclusion

The World Wide Web provides a rich tapestry of resources for
professors and practitioners. A massive amount of resources currently
exist on the Web, and much more will continue to be developed and
posted in the future. Matthew Gray (19961 estimates that the web
currently contains an estimated 230,000 web sites, and will double in
under six months.

There are several ways to find out “What's New” on the web 1n
educational administration. Remaining knowledgeable about new offer-
ings on the web is always a challenge. Four suggestions may assist
interested professionals in this regard.

First, established web sites often maintain acategory entitled "other
resources,” “hotlinks,” “related web sites,” or similarly named site. A
regular review will provide excellent referrals to new listings.

Second. educational journals and newsletters are beginning to fea-
ture web sites related to the profession. These sometimes inelude an
annotated listing of cach web site and location.

Third, students are excellent explorers once introduced to the World
Wide Web. Keepinginstructional activities focused on content and goals
ofthe zourse allow studentsto seck and discoverresourcesinaddressing
course content/purpose.

Finally, other colleagues in educational administration programs
may share their favorite web sites. This provides the opportunity for

Educational Leadership and Administration

108




Linda C. Orozco

collegrial diaicgs concerning web sites and specific i ctional applica-
tion techniques.

This paper focused on the use of the World Wide Web and “Cyber”-
fieldtrips in educational administration preparation programs. It dis-
cussed and promoted an alliance between the educational administra-
tion knowledge base and the dynamic, and somewhat overwhelming
capacity of the World Wide Web. Imparato and Harari (1996, p. 17), in
discussing the web, revealed that,

This environment, where information on anything can be available
instantaneously, unsettles the foundations of our previous ideas while
it raises questions about lines of authority, the value of hierarchy, the
nature of relationships, the role of management, and the proper use of
information.

[tis critical, therefore, that professionals in the field of educational
administration preparation provide leadership for this all-encompass-
ing transition. The experience and capacity of future and current
educational leaders can be energized and revolutionized by preparation
programs which embrace the World Wide Web’s capacity and applicabil-
ity in the profession.
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Relating Academic Preparation
to Performance Skilis
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California State University, Fresno

Introduction

The latest revisions in the California Education Administration
Program Standards require each university to establish an individual-
ized induction plan (IIP) for newly admitted candidates to the 24-unit
Professional Administrative Credential (Commission on Teacher
Credentialing, March, 1995). The IIP. a creation of the Commission on
Teacher Credentialing (CTC) to support newly appointed administra-
tors, necessitates assessing the strengths and weaknesses of the candi-
dates as a prerequisite for planning professional growth activities. Each
candidate for the credential, along with a faculty member and a school
district representative, collaborate on developing an IIP targeted to
improving specific knowledge and skills.

The Education Administration faculty at California State University,
Fresno(CSUF), along withan advisory committeeoflocal superinteudents,
adopled a cornprchensive evaluation system for meeting the standard,
requiring for cach program candidate: (a) scores achieved in an assessment
center;(h)scores achieved on a comprehensive university knowledge-base
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test; and (c) results from the most recent district performance review.
The knowledge-base test and assessment center results achieved by
the first 12 candidates have been collected. The purposes of this study
were to: (a)establish benchmarksfromthedataon student performance;
(b) address basic questions regarding the inter-relationships among
program course content and assessment center dimensions; and (c)
establish a data bank for student and program development needs.

Background for the Study

Recent changes in the California certification requirements for school
administrators require that each newly appointed administrator enroll in
a university-sponsored personalized professional development program.
The university faculty is responsible for preparing an IIP for each creden-
tial candidate at the beginning of the program based upon assessment
information. CSUF faculty established an initial course entitled Induction
Plan, with a requirement that each Professional Credential candidate:
complete the Professional Development Inventory (PDI), an evaluation
completed in the assessment center established by the National Associa-
tion of Elementary School Principals (NAESP); take a faculty-developed,
knowledge-based assessment test; and review the most recent perfor-
mance evaluation received froma district supervisor. Thesethree datasets
provide the information upon which a faculty member, the candidate, and
a district representative develop the IIP.

Methodology

Twelve students have now completed the first two assessments.
Credential program faculty are currently examining the data collected,
along with the supervisor evaluations, as a means of developing the ITP.
The following describes the assessment instruments, research proce-
dures, and preliminary findings.

Instrumentation. The PDI is a one-day assessment center estab-
lished by NAESP, whereby individuals arc assessed on 13 essential skills
after completing a number of administrative simulations. The skills
assessed include Planning, Organizing, Problem Solving, Creativity,
Decision Making, Svstems Analysis, Vision, Communications, Instruc-
tional Leadership, Group Leadership and Team Building, Climate De-
velopment, Moral Responsibility, and Instructional Analysis and Super-
vision. fach of the skills is assessed at three different points in 12 sets
of simulations. The assessment scoring also requires assessors to score
the candidates on eight different knowledge areas including Curricu-
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lum, Instruction, Evaluation, School-Community Relations, Personnel,
Law, Finance, and Organization Development. The 12 simulations
require candidates to complete a lesson analysis; debriefthe lesson with
the teacher; handle encounters with students, teachers, and others:
resolve a serious conflict case; and process several in-basket items.

A team of trained assessors later evaluate video tapes prepared by
the candidates, while engaged in interactive situations, as well as other
materials developed by the candidate. The assessor materials are sent to
NAESP for scoring, and a 20-page summary is returned in approxi-
mately 10 days. The detailed summary of results includes a profile of
individual scores compared to those achieved by experienced principals.
The Knowledge-Base Assessment Test was created by the faculty mem-
bers teaching 16 different courses in the Education Administration
program. Thecoursesinclude eight Preliminary Administrative Creden-
tial courses: (a) Educational Statistics; (b) Research Methods; (¢) Ad-
vanced Educational Psychology; (d) Management; (¢) Leadership; ()
Instructional Supervision and Improvement; (g) Site-based Leadership;
and (h) Curriculurn Development and Evaluation. Eight Professional
Credential courses are also included: (a) School Law and Policy; (b)
School-Community Relations; (¢) Education Finance; (d) Personnel; (e)
Economics of Education; (f) Facilities; (g) Systems Analysis and Design;
and (h) Special Education. Each faculty member prepared a list of 15
multiple choice items believed to represent a core of knowledge for each
course and important to field-based practitioners. A discriminant analy-
sis of the items within cach discipline served to identify arepresentative
sample of 10 questions from each. The final instrument, therefore,
consisted of 160 items from the faculty-created knowledge hase.

Population. The candidates for the pilot study were 12 recent
applicants for admission to the re-designed Professional Administrative
Credential program. Two candidates were principals, five assistant
principals, with the balance in various other administrative positions.
The candidates were placed inthe voluntary pilot programto provide the
faculty the opportunity to observe assessments employed in the new
program and to examine for relationships among the two data sets.

Data Collection Procedures. All 12 candidatesattendedtheone-day
assessment center together. The assessment center required approxi-
mately 10 hours to complete. The knowledge test was administered at a
separate time. The original instrument, consisting of 240 items, required
approximately three hours to complete. Since the knowledge-base test
measures theoretical, legal, and political concepts found incourses and the
assessment center measures application of administrative skills, some
significant correlations between the two were expeeted becanse several
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courses address skill application aswell as theoretical conceptualization.

Data Analysis. Evaluation of the data involved standard descriptive
statistics and Pearson Product-Moment correlation coefficients assessing
the relationship between the eight scores achieved on each of the Prelimi-
nary Credential or the Professional Credential courses and the 13 skill
areas or eight knowledge-base areas contained on the PDI. The purpose
was to examine the variance among candidates on the assessment instru-
mentsand to evaluaterelationshipsamong the variables. Composite scores
across groups of courses, assessments, and tests were also correlated to
determine whether the total acquired knowledge the individuals had
demonstrated is significantly related to skill performance.

Findings

The study produced the following findings:

1. Mean scores for the knowledge-base measures tended toward the
middle ofthe scoringrange and encompassed less than a third ofthe scale
(Table 1). Standard deviations have a similarly limited vange, the
variance within and between the two data sets appearing to be fairly
consistent. Individuals, however, produced a wide range of scores on
nearly all measures as indicated in the final column in Table 1. Mean
scores for the advanced courses were lower than for the preliminary
eredential courses, as expected, but no weighting or correction was
applicd to reflect item difficulty within the instrument or whether the
student had taken the course.

Tahle 2 presents the descriptive data for the Assessment Center
results. The meanscores achieved by the group cluster about the natural
meanof2.0onathree-point scale and, again, the variance appearsrather
consistent. These scores provide an inflated illusion, however, as the
data used in scoring assessment center results are based on norms
established with experienced practicing administrators whose data are
negatively skewed. The means of the normalized group ave closer to 2.4,
meaning the scores from the sample are not as high as they appear
comparatively speaking. The results reported in this paper obscure this
fact. When the candidates in this group received their scores from
NAESP, they not only received raw scores, but also percentile scores
comparing their scores to the normalized group. The percentile scores
are not reported here, but the mean score of 2.0 would approximate the
thirtieth pereentile in most instances.

2. In the cheek on relateduness between knowledge acquired in
courses and skills measured in the assessment center. scoves achieved by
these 12 enrolleesin the Preliminary Credential courses and the assess-
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Table 1
Descriptive Data for Course Results
Course Mean™ sS.D. Range
Preliminary
Educational Statistics 6.2 2.1 7.0
Research Methods 4.6 2.2 6.0
Advanced Educational Psychology 3.9 18 6.0
Educational Management 54 2.0 6.0
Kducational Leadership 5.3 1.7 5.0
Supervision & lmproving Instruction 5.3 1.7 R.0
Site-Based Leadership 5.4 1.9 6.0
Curriculum Design & Evaluation 6.2 2.3 7.0
Prefessional Yo
School Law & Policy 3.2 1.2 1.0
School/Community Relations 6.1 14 3.0
School Finance 53 2.1 6.0
Personnel 4.3 2.5 3.0
Sconomics of lducation 5.7 1.8 6.0
FFacilities 4.3 18 6.0
Systems Analysis 4.7 ) 3.0
Special IEducation 5.5 2.5 8.0
®10-point scale i
Table 2
Descriptive Data for Assessment Center Results
Skill Mean® 3.1,
Planning 21 41
Organizing 2.0 43
Prohlem Solving 2.0 A5
Creativity 1.8 37
Decisiveness 2.1 4R
Systems Analysis 1.9 Al
Vision 1.8 AN
Communications 2.3 AU
Instructional Leadership 1.9 A9
Group Leadership 1.9 A3
Climate Development 2.0 56
Moral Responsibility 2.0 34
Instructional Analyais 2.2 49
3.0 seale
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ment center skills produced but one significant coefficient. This relation-
ship, between Educational Statistics and Group Leadership and Climate
Development, seems clearly artifactual. Scores on questions related to
Professional Credential courses and assessment center results produced
seven significant coefficients, all seemingly artifactual as well: Special
Education course results correlated significantly with Creativity; both
Personnel and Special Education course results correlated significantly
with Vision; Special Education correlated significantly with Communi-
cations; Personnel correlated significantly with Instructional Leader-
ship; and both School Finance and Special Education correlated signifi-
cantly with Group Leadership. All correlation coefficients cited exceed
the .01 level of significance.

Curriculum Development and Evaluation was the only course to correlate
significantly with the assessment center knowledge hase and that with
Instruction and Evaluation. This correlation may not be artifactual because of
the high face validity between the course and the assessment center variable.

The composite scores for the candidates on both the Preliminary and
Professional Credential courses were correlated to composite raw scores
achieved on the assessment center skill evaluations and the composite
percentile scores on the knowledge-base. These coefficients appear in Table 3.

Table 3 reveals a significant correlation between the Professional creden-
tial test composite scoresand the assessmentcenterresults beyond the .01 level.

The Pearson Product-Moment correlations between the Preliminary
Credential test results and the assessment center results failed to reach
significance at the .05 level. However, because of the exploratory nature
of the assessment process and the small sample, a Spearman Rank-
Order correlation coefficient between the composite scores from the
knowledge-hase test and the assessment center composite scores was

Table 3
Pearson Preduct-Moment Correlation Ceefficients
Between Composite Preliminary
and Professional Credential Course Scores
and Composite Scores Achieved
on the Assessment Center Skill
and Knowledge-Base Measures

Credential Assessed Skil Assessed Knowledge
Prelimiiiary 44 45
Professional 70* .62
*P< 01
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estimated. The Spearman Rho=.503 exceeded the .497 level of signifi-
cance required at the .05 level. T erefore, the correlation between the
accumulative knowledge-based test resultsacrossthecoursesinboth the
Preliminary and Professional credentials and the assessment center
results revealed a significant relationship.

3. The data collected provides students with four data sets, scores
achieved from the knowledge-base test designed to measure familiarity
with the content in the eight Preliminary and the eight Professional
Administrative credential courses, scores achieved on the 13 skill areas
on the assessment center, and knowledge-base scores also collected in
the assessment center. These four sets of data along with the
administrator’s most recent evaluation of their performance provides
information forindividualstocompare themselvesto anormalized group
and to plan a program targeting professional development activities as
part of the advanced credential requirements.

Additionally, the faculty have data to determine where the students
rank, compared to each other, on the knowledge-base test and compared to
experienced principals with scores achieved in the assessment center scores.

Conclusions and Implications
The findings led to the following conclusions:

1. The mean scores on the knowledge-base test for the candidates
were higher for eourses in the Preliminary credential than those in the
Professional credential, which is, perhaps, as it should be. All had
completed tlie Preliminary credential requirements while eight of the 12
have yet to complete any Professional credential courses and only four
had completed as many as three. The knowledge-base test results
provide initial information that will increase in stability as the number
of students admitted to the revised program grows. Reporting results
using “z” scores enables individual candidates to examine their achieve-
ment in each ofthe 16 content areas and to compare their scores toothers
at the same point in carecer development,

The candidates had no idea as to what types of items would appear
on the knowledge-based test and had no chance to prepare. The test
provided an authentic opportunity for candidates to recall what had been
previously learned, Given that some candidates had completed the
Preliminary credential requirements nearly five years previously, they
demonstrated ability on the test to retain substantial information.

The 12 individuals scored slightly below average, as a group, com-
pared to their more experienced counterparts in the assessment center.,
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The asscssment center results, again, provide the individuals with
comparative databut, this time, opportunity to see their scores alongside
those acnieved by established, seasoned professionals.

2. The preliminary outcome of the study includes parallel observa-
tions that (a) any relationships between individual course performance
and assessment center skills appear artifactual, but that (b} knowledge
gained in overall course werk and assessment center results are related.
Stated differently, the candidates’ course work are very poor predictors
of skill mastery, course by course, skill by skill. But, higher test scores
over all courses is a good predictor of better skill mastery in the
assessment center. If, indeed, the assessment center simulations paral-
lel on-the-job experience, accumulated knowledge from courses appears
to be the best predictor of administrative success.

The results refiect an orthogonal relationship between course con-
tent and skill application. Academic understanding. therefore, does not
automatically translate into high job performance. Accordingly, the
university faculty may desire to place greater emphasis on job related
skills in the curriculum while simultaneously encouraging increased
accumulative knowledge of those completing both programs.

3. The pilot study provides excellent feedback to individuals on both
the knowledge-based test and assessment center results, While relation-
ships between the accumulative knowledge from both credentials and
assessment centerresults were significant, the Professional Administra-
tive Credential program has a greater relation to direct job application
as indicated in assessment conter resulls than does the Preliminary
credential. Since the Professional Credential builds upon accumulative
knowledge obtained in the Preliminary Credential, this finding should
not be surprising. The study supports the importance of accumulative
knowledge aswell asskillapplication. By blending the CTC requirement
of course work and professional development activities, the individuals
have an excellent opportunity to tailor the IIP to specified needs.

The study does underscore hoth the importance of the recent revi-
sions made by CTC to the advanced credential and the need for the
faculty to continuecarefully assessing the professional capabilities of the
candidates at the beginning of the final phase of university work. With
the study results, the faculty has additional information to assist candi-
date performance in entry level positions.

Reference
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Introduction

The notions of constructivist learning and authentic assessment are
the underlying concepts in the California State University Hayward
(CSUH) Educational Leadership preparation programs. In the spring of
1995, we began to implement a revised assessment system with one group
of students. This student authentic assessment systern incorporated char-
acteristics of constructivist learning both in its intent and design.

The concepts of constructivism and authentic assessment, when
applied to the measurcment of leadership capacity, are fraught with
challenges. Educational leadership programs seek to prepare individu-
als to lead America’s schools in ways we have yet to agree upon. The
answer may lic in the marriage of these two important concepts.

The assessment of students in preparation programs for educational
leadership should incorporate the principles of constructivist learning.
Whenlearningisviewed as an internal process, students create meaning
of their experiencces.

Many authors of educational reform speak of the importance of
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creating a shared sense of meaning. Sergiovanni (1992) describes “lead-
ership through purposing” (p. 72) as an approach that provides meaning
and sense. Participantsin successful school improvement efforts engage
in reflective practices that lead to constructing their own meaning of
their situations. This new-found meaning provides the basis for im-
proved decision making which influences the practice of the school’s
personnel. Deal and Peterson (1990) further emphasize the importance
of leadership in “identifying the link between values and purposes in
local schools...” (p. 88). Lee states that, “...sense making is the meanings
or interpretations individuals attach to their experiences [that are]...
developed in social contexts through social mechanisms, such as various
forms of communication and interaction” (p. 85).

Constructivist Learning

Lambert (1995, p. 17) provides several principles of constructivist
learning that support its application to the assessment of educational
leadership students:

¢ Knowledpge and beliefs are formed within the learner.

¢ Learners personally imbue experiences with meaning.

¢ Learning is a social activity which is enhanced by shared inquiry
Learners play a enitical rale in assessing their own learning.

¢ The outcomes of the learning process are varied and often unpredictable.

Walker and Lambert (1995) state that constructivist learning is
“based on assumptions from community of learners theory, students
construct meaning from personal values, beliefs, and experiences. The
development of personal schemas and the ability to reflect on one's
experiences are key theoretical principles” (p. 9).

Authentic Assessment

Traditional methods of assessment of student learning are not suffi-
cient to address the purposes and outcomes successfully. Barnett (1995.
examined discussions of current assessment practices in educational
leadership. He found that the common proposition is the inclusion of
dynamicdisplays. or visible exhibitions of student performance. Authentic
methodsof assessment, as proposed by Wiggins (1992) and others for K-12
schools, can serve as guideposts for students of educational leadership.
Barnett (1995) defines authentic asse ssment as, “attemptsto capture what
is learned during experiential activity...as ways to ascertain how peoplc
behuve in a real-life or simulated learning situation” (p. 1991

118 Educational Leadership and Administratior,

124




g, i 21

i

EANCI

Lokt LA

K

Jose A, Lopez & Marianne Camp

The more traditional methods of assessment, such as numerical or
letter marks or student written work, do not result in multiple forms of
evidence to determine mastery of important leadership cempetencies.
What is more important is that such measures do not allow for students
to make sense of or develop meaning of the assessment because they are
externally developed.

Authentic Assessment
Based on Constructivist Principies

We must examine the effectivencess of our present assessment pro-
cesses to allow students to develop their own meanings of leadership, We
should develop student assessment systems based on constructivist prin-
o.ples that produce personal significance and utilize authentic perfor-
mance measures. CSUH includes the following components in this effort:

Student Selfand Pecr Assessment—The outeomnes of such an assessmoent
would result in students:

1. Understanding their learning processes better;

2. ldentifying professional strengths, values, and behaviors;
3. ldentifving areas of professional development needs;

4. Recetving feedback: and

5. Being given an opportunity to synthesize learning.

Evidence of Achievenient—A constructivist authentic assessnient systemn
shonld inelude evidence that would bhe used to:

. Determine degree of mastery of body of learning;

. Demonstrate competence (performance-based);

. Provide documentation of addressing program competencies:

. Give evidence of proficiency,

. Provide opportiunity to synthesize learning;

. Give feedback to student and teacher; and

. Determine whether outcomes and values of program have been achieved.

[ R

=1 S U e

One cohert of CSUH educational leadership credential candidates
cach year has organized itself into teams, each of which worked to
develop its unique assessment system, Students grouped themselves in
different ways. Some groups based their membership on geographic
proximity of their communities. Others formed group according to the
districts where they worked. Students were free to select the individuals
with whom they wanted to work. The only limit in the formation of
groups was a size limit between four and five members.

The assignment called for the creation of a system of assessment to
be implemented in a day-long activity by the end of the spring quarter.
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Practicing administrators and other faculty members subscquently
participated in the summative exercise.

Students in the educational leadership progrém are organized into
cohorts. Each cohort remains together for a sequence of three quarterly
courses with ene university instructor. The culminating activity for the
cohort was the implementation of the assessment system students
developed. This effort is now in its fourth year.

Students received instructions to include the following in their
assessment systems;

Purpose—Students were to list specific purposes ¢f the assessinent
activities based in part, on literature they read on authentic assess-
ment practices. In addition, a group of students made a presentation to
the class on alternative assessment approaches.

Deseription of Components—Stiudents were to describe what would
occur during the assessment. Students received examples of possibili-
ties including: exhibitions, portfolios, interviews, in-basket scenarios,
and writing exerciscs.

Criteria for Assessment—Students were to provide all criteria that
weculd be used in the process of assessinent. Students received ex-
amples of the criteria used to evaluate leadership that included: the
(‘alifornia Commission on Teacher Credentialing competencies (19951,
the National IPolicy Board for Education Administration (NPBEA)
competency domains (1993}, and the Educational Leadership Profile of
the Department of Educational Leadership (1996).

Process—Students were to describe the sequence of activities in their
assessment systems. These were to be followed during the final assess-
ment activity.

Evaluation—Students were to describe how their performances and
knowledge were to be evaluated and the documentation to be used.
Portfolios formed a part of the assessment process. Students deter-
mined the specific format and contents of their portfolios. Each team
provided required documentation of student mastery.

Products, Stndents provided a list of products that the instructor was
to receive upon the conclusion of the assessment activity. These in-
cluded: portfolios and rubries with evaluative criteria, interview ques-
tions, in-hasket scenarios, and other evaluation instruments.

The Development
of an Educational Leadership Assessment System

The following illustrates the results of the development process that

Educeational Leadership and Administration
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wasused and providesencouragement for continued use of constructivist
approaches. The student recounts the experience of developing and
implementing the system that she and three others created.

Initial discussions were intense as everyone tried to collectively
make sense of shared learning experiences over the year. There were
four in the group. We had spent the year together learning about bold,
socially responsible leadership. The purpose was clear. The team now
needed to create an assessment system that reflected its collective
learning and was to be used to evaluate oneself and each other.

It began by creating a visual that would include components of what
we agreed were essential to educational reform. We called it a “Leader-
ship Skills Mandala,” using the circle to illustrate the cyclical natu.e of
change (see Figure 1),

Figure 1
Leadership Skills Mandala

EVALUATION
Students & Program

A ountability!& Asgessm

Persona
Vision
Statement

Revision
IMPLEMENTATION
ol Systemie Change

li‘HARED VISION

Assessmient

COLLABORATION
Personal Change

At the core is the “personal vision,” a statement of one’s individual
beliefs and commitments about students, learning, and cducational
reform. Intense debates ensued over the differences between a mission
and vision. Through that debate we clarificd our thinking not only about
the language but what is more important about what the team’s values.
The discussion took place over several meetings, trying to get consensus
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on what seemed like a small part of the whole. We began to get anxious
aboutthe amount oftime elapsed as the deadlinedrew near. Each agreed
to write their personal vision and that became the first page of the
personal portfolio. We then quickly came to agreement on the other
components of educational reform; shared vision, collaboration, imple-
mentation, and evaluation. The internal parts of the mandala also fell
quickly into place as steps needed to accomplish each reform component.

In retrospect, the amount of time at the beginning of the process was
extremely valuable. We were able tobuild aframework with the Mandala
that gave a structure to the process. The in-depth discussions gave both
collective and individual meanings to the components. Once the Mandala
was in place to use as the framework, the team was able to create
individual portfolios, each adding their own physical evidence reflecting
one’s individual leadership experiences over the year.

There was a commitment to make the assessment a “real world”
experience. We created a situation similarto applying for an administra-
tive position as a leader in a school or district committed to educational
reform. Besides the portfolio, we developed a list of interview questions
that could be asked in an interview for an administrative position that
required “bold, socially responsible leadership.” The questions reflected
the components of the mandala; beginning with a question regarding a
personal vision as an educational leader. Other questions included how
to create a shared vision, shared participation, commitment and respon-
sibility, issues around change and implementation, assessment and
accountability.

Discussions about which questions to ask and how to word them
clarified what we valued. We realized in discussions what we truly
valued had to be assessad. In the year-long program, the issue of
diversity was the backdrop for everything wehad learned. Asarcsult, we
added aninterview question to address theissue of diversity even though
it was not part of the Mandala.

The team realized it could not have questions without a criterion
with which to assess the responses. It was with this understanding that
we developed a rubric to use as criteria for each interview question (see
Figure 2). This was when the assessment tool consciously hecame a
learning tool. What did we value in a vision statement? What are the
essential elements of systemic change? What does collaboration look
like? What does diversity mean to us? It was in coming to agreement
about these and similar questions that our theory became cemented by
practice. Collaboration, as we experienced it, was what we needed to do
to complete this assignment. Our definition of diversity was the team
members, diverse in gender, ethnicity, age, and sexual orientation,
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united by a common purpose. The program evaluation rubric(see Figure
2) defined the skills we were using in the process of developing the
assessment system. Theory became practice in each step.

Figure 2
Sample Interview Question Rubric
Personal Missicn Steps To Create Empowering Learning
Schoolwide Mission Community

1.1 Response is Collaboration is Provides for a system of .
strongly student integrated and shared governance and e
centered. Belief articulated as part of decision making that '
that all children every step. Creates includes staff, students, Yo
can learn is emotionally safc parents and community. ’
articulately environment. Provides learning .
stated. Celebrates | pyofines shared opportunitics that focus y
diversity. Articu- values. Mutual on best practices. '

lates multiple
clements of
collaboration..
Articulates high

Ensures equal access to
information. Creates
extensive time for
collaboration. Encour-

respect is part of the
culture. Defines
learning community
including all

expectations of stakeholders. age taking risks to

self, students, improve student

parents and staff. learning. Create a .
structure that provides S

positive recognition
from a variety of

Rources.
2.| Response is Collaboration is Provides for a system of

student centered. integrated and shared governance.

Belief that all articulated. Safe Provide learning

children can learn | environment. opportunities that

is stated. Appreci- | Defines shared include best practices.

ates diversity. values. Mutual Ensures access Lo

Articulates some respect is part of information. Time for )

elements of the culture. collaboratior. Safe to

collaboration. Defines learning take risks to improve

Articulates need eommunif v, student learning.

for high expecta- Create a structure that

tions. provides positive

recognition.

{Figure 2 continued on next page)
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Figure 2 Continued

Personal Mission

Steps To Create
Schoolwide Mission

Empowering Learning
Community

minimally men-
tioned as part of
the vision. Main-
tains some forms of
tracking. Mim-
mally addresses
diversity. Uses top
down management
Haxs ditferemt
expectations for
different groups of
people.

role of collaboration,
school culture and
environment,

shared values and of
learmng commu-
nity.

3. | Response dis- Discusses role of Includes some decision
cusses students. collaboration, school making by staff,
Belief t* ¢ all culture and environ- Provide staff develop-
children can ment, shared values ment. Attempts are
lcarn is stated. and learning commu- | made to share informa-
Acknowledges nity. tion. Time for collabo-
diversity. Articu- ration is sporadic and/
lates few ele- or not part of contract
ments of collabo- day. Principal provides
ration. Expeeta- some positive recogni-
{ions are vague. ton.

4. ] Students are Minimally discusses AMinimal decision

making by staff.
Minimal staff develop-
ment, information
sharing. esllaboration
time. or recognition of
efforts.

On the assessment day, the culminating activity was to implement the

assessment system we developed. The performance assessment would
include applying for a job that involved cach presenting their portfolios,
visions and responding to the “interview " questions. The team developed a
rubric evaluation form to receive comments from faculty from the Depart-
ment of Educational Leadership and cach other.

When we finished each had experienced a performance assessment
with clearly articulated criteria that we had created. We not only felt
successful, but were committed to helping ereate similar experiences for
students in the schools in which we would eventually work.
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Evaluation of Student Assessment Systems

The evaluation of the student-developed leadership assessment
systems was a multifaceted effort. Students initially evaluated their
work while in development. Teams spend over six hours of class time but
countless more hours between class sessions. The instructor reviewed
draft plansin several areas. This included analyzing the teams’ proposed
purposes, activities and assessment instruments. The instructor would
challenge underlying assumptions of purposes and effectiveness of
activities to assess lcadership domains. Student teams also presented
their work to each other for critique and comments. The data received
was used to create final plans.

Assessing the effectiveness of each plan involved student team
members and outside evaluators. All systems included peer assessment
with written and verbal feedback. Practicing administrators and faculty
of the Department of Educational Administration also participated in
the assessment activities. They assumed evaluators’ roles in the process
of implementing the teams’ plans. Along with student team members,
they provided written and verbal feedback to the individual students and
overall comments of the system.

Challenges and Findings

Apparent in the description provided by this group is that the
constructivist process that students followed resulted in an assessment
with significant meaning for them. In addition, the criteria they devel-
oped notonly reflected theirown perspectives but they also imbedded the
California state competencies and the domains of national organiza-
tions. This is significant because they made no conscious effort to
incorporate these into their "Mandala.”

An important ingredient in the CSUH Educational Leadership
program is the alignment of student experiences with the core values of
the department: democratic collaboration. equity/diversity, critical in-
quiry, continuous improvement, and bold, socially-responsible leader-
ship. The assessment system presented in the foregoing description
clearly bridges the experiences of the students with the core values,

The assessment system desceribes how students were able to make
meaning of their learning opportunities and apply that learning both
collectively and individually. The constructivist approach challenged
students to identify theirown professional strengths, values, and behav-
10Ts.

Fall, 1997 125

2
B




A Constructivisi Approach to Authentic Assessment

Challenges remain to be explored and issues still exist. Some compe
tencies are more easy to “measure” in this type of system. The examina
tion of values and beliefs are evident but what is less rigorous is thei
measurement of application in a school setting. For example, the “in
structional leadership” competency was displayed through having stu
dents verbalize their knowledge by answering questions. This approact
did not resultin evidence of ability to apply the knowledge. Students dic
document experiences during their fieldwork and internship as evidenc:
of application, but even this does not speak to the quality ofthe experiences

Another issue to be resolved in the future is that students focused or
competencies of importance to team members. Other areas were no
assessed or were examined only marginally. The degree of importance o
all competenciesin the educational leadership field comes into question

While these examples speak to apparent shortcomings of the assess:
ment processes used, they do not speak to the any inherent weaknesses
inusing aconstructivist approach. On the contrary, it seemsevident thai
this approach proved to be successful in having students develop mean-
ing and purpose of the assessment process,

The results of these experiences point to preliminary conclusions
about the assessment of students of educational leadership:

1. Constructivist learning should play a part in the development of
some aspects of the system of assessment;

2. Multiple approaches are nceded in addition to student-developed
systems;

3. Opportunities for application of competencies in authentic settings
1s critical: and

4. Measures of quality of learning should be developed to assess
experiences.

The assessment of educational leadership capacity is not an easy
task. Such an assessment is not a terminal activity to be put into a
portfolio and forgotten. Using principles of constructivist theory and
authentic assessment approaches can serve to improve the process.
Students engaged in developing the means to assess their leadership
abilities learn reflective practi. 2s, “sense making,” and ot her techniques
that can become lifelong skills. Students engaged in these approaches
learn to collaborate and refine their own values, and belief systems. The
benefits of the marriage between constructivist principles and authentic

assessment approaches provide promise in measuring educational lead-
ership capacity.
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= Who Will Save Qur Schools?

Teachers as Constructivist Leaders

by Linda Lambert, Michelle Collay, Mary E. Dietz,
Karen Kent, & Anna Ershler Richert

Thousand Oaks, CA: Corwin Press, 1996

= ISBN 0-8039-6462-5; 0-0839-6463-3 (paper)

Reviewed by Rita King
California Polytechnic State University, San Luis Obispo

Does the lack of deep educational change sometimes scem like the
sound of une hand clappingin our world of education? Could that concern
come about because too many times there is a disconnection between
whatishappeninginthe name of reform and the changing demographics
- and needs of students? Who Will Save Our Schools?is an important book
‘ because it explores one gaping black hole that exists in moving the
cducational reform agenda forward. Linda Lambert, Michelle Collay,
Mary E. Dietz, Karen Kent. and Anna Ershler Richert seek to reframe
the traditional view of leadership which often is seen as a position or role.
The authors define constructivist leadership as “the reciprocal processes
that enable participants in a community to construct meanings that lead
toward a shared purpose of schooling™ (Lambert ef ¢l., 1995), which are
- the opportunities for participatory learning that exist among those in a
school culture.

There are two interwoven threads in this work. First is the dyna-
-3 mism, interdependence, and complexity of bringing forth constructivist
4 leadership, Second is the recognition that no deep-rooted, far-reaching
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forms of systemic change in schools will ever occur without, placing the
focus on the classroom teacher as a constructivist leader. The authors
maintain that preserving an image of certainty in school organizations
“can strangle a school’s capacity for change” (p. 7).

The book is written for many audiences—those who work with the
professional development of teachers as well as for teachers themselves,
schooland district administrators, policymakers, and teacher educators.
Each chapter focuses on inter-related themes that include human
learning and development, learning communities, constructivist leader-
ship, and systemic change. The chapters speak to cach theme from
variousvantage points while connecting the themes to one another. They
are explored in depth and suggest to the reader directions for how to
achieve educational reforms so that schools can be rescued from their
current crises. The book includes considerable attention to the process of
constructivism and how learners alter their existing mental models to
make connections between prior learning and new learning. Perspec-
tives which the authors explore about hrain development suggest that
humans have the ability to achieve in greater depth when they are
producing that development through learning communities. A systemic
change model emerges that includes both short-term and long-term
adaptations.

The authors develop and examine the concept of moral communities.
They define them as “communities in which the central purpose is
focused on core values that cherish and care about the learning and
development of its members” (p. 12). These may be learning communi-
ties, professional communities, or school communities.

An important challenge in the book is that of leading through
inspiration, which requires educators literally to alter the contexts that
currently exist in schools. The authors advocate that since the problems
and dilemmas that persist in schools are systemic, so are the solutions.
They propose that there needs to be a major shift in policies as well as
structures that govern educational systems. That premise becomes the
backdrop for recommending a new frame for the structure of schools, in
whichthereisamarkedrenewal ofteacherpreparationand credentialing
efforts that include time teaching the skills of inquiry and reflection,
advanced curriculum and assessment development, leadership studies.
and creating an agenda of reform.

The consequence of creating this systemic change model is probably
the most innovative, controversial, and possibly the most ambitious
recommendation of the book. There is a proposal for the establishment
of a Professional Leadership Development Preparation Tier for teachers
that would establish a more comprehensive, professional teacher com-
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munity. Therecommendation suggeststhatonce thissystem hasevolved,
therole of administration then could be refocused onto arcassuch aslaw,
finance, policy, and eommunity relations. It states that schools then
could beled by leadershipteams ofteachers with perhapsonedesignated
as principal teacher.

One might question why it would be wise to suggest that the field of
educational administration turn away from a focus on academic leader-
ship and return to a smaller notion of functional management. It has
taken more than a decade of reform to integrate educational leadership
into programs for administrator preparation. This idea, however,isonly
one of several policy reform recommendations and shifts in structures
made by the authors that supports constructivist teacher lcadership.

Eachideais provocalive. Each one deserves consideration. The book
is one that won't provide the specifics for how to implement these
changes, but it touches some essential concerns and can begin a conver-
sation about new collaborative models for examining the factors that
make schools “better able to respond not only to change but also to the
people whom they are designed to serve” (p. 168).

While Who Will Save Our Schools? is a hopeful book. it is not filled
with platitudes. The entire work is refreshing, thoughtfully organized,
and skillfully articulated. It is important reading for persons working to
build leadership capacity of emerging administrators. Perhaps it is the
sound of both hands clapping—that applause that is heard from bringing
forth teachers to work as constructivistleadersin the educational reform
efforts by creating dynamic systems of compelling collaboration, produc-
ing powerful student learning, and initiating true moral community
bhuilding.
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Educational Leadership ard Administration: Teaching and
Program Development is a referced journal published yearly since
1988 under sponsorship of the California Association of Professors of
Educational Administration (CAPEA). The journal is published for
CAPEA by Caddo Gap Press. Listed in the Current Index to Journals in
Education (CIJE), the journal welcomes contributions which focus on
promising practices and improvement of educational administration
preparation programs.

While Educational Leadership and Adminisiration accepts
and publishes articles on topics other than the theme for the year,
prospective contributors arc encouraged to consider the focus for the
year. This coming yvear's theme for the American Educational Rescarch
Association (AERAY centers on “Diversity and Citizenship in Multicul-
tural Societies.” Because of the many possibilities this topic poses and its
implications and challenges for educational administration. we have
decided to align the focus of the 1998 issue of Educational Leadership
and Administration to AERA’s theme. How do we address such topics
as diversity, classism, culture, and gender and most importantly, how do
we structure our educational administration programs to prepare and to
train leaders who possess the skills, knowledge. and courage to confront
these issucs? While we will consider articles on topics other than the
focus for the year, we encourage prospective contributors to reflect on
and consider this compelling theme. In addition to articles, Educa-
tional Leadership and Administration accepts a limited number of
hook reviews of interest to prefessors of educational administration.

To submit materials for consideration, four copies of the manuscript
should be prepared typed tcomputer print acceptable), douhle-spaced,
upper and lower case, cach page numbered, and mailed with a letter
signed by the authorts), All manuscripts should conform to the stylistic
cuidelines of the most recent Publication Manual of the American
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