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organizational goals by inspiring staff through a focus on building 
culture (Bolman & Deal, 1997) 

University personnel  People employed by the university and have some involvement in the 
PDS program 



 

15 

 

Abstract of Dissertation Presented to the Graduate School 
of the University of Florida in Partial Fulfillment of the 
Requirements for the Degree of Doctor of Philosophy 

THE ESSENCE OF THE PRINCIPAL’S ROLE IN A 
PROFESSIONAL DEVELOPMENT SCHOOL 

 
By 

Keith L. Tilford 

August 2007 

Chair:  James L. Doud 
Cochair:  Diane Yendol-Hoppey 
Major: Educational Leadership 
 

My research study explored how principals make sense of their role in a Professional 

Development School.  Previous research related to Professional Development Schools has 

focused on teachers and university students, while few empirical studies have been focused on 

principals and the role they play in K-12 and university partnerships.  This phenomenological 

study was conducted to contribute to the empirical literature on PDS principals. 

Using Seidman’s interview protocol, interviews were conducted with three elementary 

PDS principals.  The resulting data were transcribed and then converted into portraits to describe 

the significant lived experiences of each of the participants. From the portraits, six themes 

emerged: (a) principal as change agent; (b) principal as collaborator; (c) principal as culture 

maker; (d) principal as inquirer/learner; (e) principal as protector; and (f) principal as knowledge 

broker. 

Bolman and Deal’s Four Frames were used as a tool to analyze the leadership styles of the 

three principals.  Each of the participants was found to operate to some degree in each of the 
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frames, but the Symbolic Frame served as either the primary or secondary perspective from 

which they operated.  The Political Frame was the least used by two of the three principals. 

Findings of this study also provided a list of characteristics which may contribute to the 

potential success of principals in Professional Development School settings.  An openness to 

change, a willingness to work collaboratively with university personnel, and a commitment to 

school renewal were three qualities present in each principal.   

The findings of this study also indicated that principals at different stages in their career 

can serve effectively as Professional Development School leaders as they assume one of three 

stances: developing, integrating, and culminating.  The study indicated that Professional 

Development School work can serve the professional growth needs of principals in addition to 

facilitating growth of staff and students. 
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CHAPTER 1 
INTRODUCTION 

Background  

From the publication of A Nation at Risk in 1983 (U.S. Department of Education) to the 

passing of the No Child Left Behind (U.S. Department of Education, 2002) legislation, 

stakeholders in the field of education have tried to address concerns related to student 

achievement.  To compound the troubling issue of school reform, the last decade has seen an 

increase in the difficulty public schools experience recruiting and retaining quality teachers.  

Responding to these issues has been a priority for many colleges of education and public schools. 

In the late 1980s, deans from 100 research universities began meeting in response to this 

“concern for the quality of teacher education in America” (Holmes Group, 1990, p. vii).  

Through these meetings, the concept of the Professional Development School (PDS) was 

created.  This assembly of university representatives, who collectively comprised the Holmes 

Group, envisioned close partnerships between K-12 schools and university Colleges of 

Education that would work collaboratively to improve teacher education in both settings. 

The PDS was also recommended by other professional organizations as a possible solution 

to the reform needs of public schools in the United States.  The National Commission on 

Teaching and America’s Future (1996) supported the creation of PDSs in its publication titled 

What Matters Most: Teaching for America’s Future.  Also, Darling-Hammond (2000) echoed the 

push for the creation of PDSs in her report concerning teacher quality and shortages.  Many other 

researchers and organizations have suggested strategies for improvement and reform that are 

foundational components of the PDS, including specific changes in professional development, 

collaboration, and learning in context by teachers (Barth, 1990; Chrisman, 2005; DuFour, 2003; 

Hirsch, 2004; Johnson & Kardos, 2002; Langer & Colton, 2005; NEA Foundation for the 
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Improvement of Education, 1996; Teitel, 2003; U.S. Department of Education, 1995; Wiggins & 

McTighe, 2006; Willis, 2002).  In 2002, Levine reported that approximately 30% of the National 

Council for the Accreditation of Teacher Education (NCATE) colleges and universities were 

reported as being involved in PDS work.   

The Holmes Group (1990) defined a PDS as a “school for the development of novice 

professionals, for continuing development of experienced professionals, and for research and 

development of the teaching profession” (p. 1).  NCATE (2006) has identified seven 

characteristics of PDSs including: (a) shared responsibility for learning by all partners; (b) a 

focus on meeting students’ needs; (c) professional learning for both pre-service and in-service 

teachers within the context of practice; (d) boundary-spanning roles undertaken by both school 

and university faculty; (e) the use of inquiry to guide learning; (f) the public sharing of teaching 

practice; and (g) the entire focus of the school geared toward the learning of all students, 

teachers, and faculty. 

Principals and PDSs 

The PDS reform movement, led by educational leaders in the United States, has been 

viewed as a significant influence on school improvement and teacher education during the last 

decade (Teitel, 1999).  Given that the principal is a key component in any collaborative school 

reform effort (Kersh & Mastal, 1998), the principal has been identified as the critical ingredient 

in all stages of PDS work (Foster, Loving, & Shumate, 2000).  Given the importance of the 

principal in the success of the PDS, we need to better understand the principal’s role in PDS 

leadership.  Although learning about the operation of PDSs and their membership has received a 

significant amount of research attention in the last decade and a half, little research has focused 

on principals and their role as leaders in PDSs.  Adding to the limited empirical research in this 

field is important. 
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The National Commission on Teaching and America’s Future (1996) described principals 

as the “key leaders” and “gate keepers” when it comes to reforming schools.  Miles (1983) wrote 

of the importance of the principal in institutionalizing changes at the building level.  If local 

school districts and universities are to take the advice of numerous groups and leading 

researchers to create PDS networks, we must be better informed about the leaders who will help 

implement and nurture these reforms.  Those who support the notion of PDSs generated lists of 

characteristics (Cramer & Johnston, 2000; Mitchel, 2000) that a school leader should possess, 

but these frequently contradictory recommendations were supported by little empirical research.  

This lack of specifics can make it difficult to predict what type of leadership styles are the most 

supportive of PDS work.  According to Trachtman and Levine (1997), “To date, little attention 

has been paid to the kind of leaders needed to build Professional Development Schools, or to the 

nature of effective leadership for collaborative, restructuring environments.  Indeed, frequently 

leaders are not even identified” (p. 76).  In response to this void in the literature, my study 

explored the work of three PDS principals working within one university and K-12 collaborative.  

The purpose of my study was to better understand the phenomenon of principal leadership within 

one network of elementary PDSs, and the following research question was addressed: How do 

principals make sense of their role in a PDS?   

Research Context 

Through a phenomenological approach, I explored the perceptions of three elementary 

PDS principals in regard to their leadership roles.  To answer these questions, I interviewed 

elementary PDS principals using Seidman’s (1998) three interview protocol for conducting 

phenomenological studies.  From these interviews, portraits of each principal were created.  The 

interview data were analyzed for themes for each individual principal and then compared across 

cases. 
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The principals in this study were the leaders in three schools within a 10-school PDS 

network affiliated with a Research I university in north central Florida.  The university’s 

elementary education program was unified with its elementary special education program.  The 

program was five years in length with the fifth year being a master’s degree year.  During the last 

semester of their fourth year, students were placed in dyads for a 14-week pre-internship.  As 

pre-interns, the students were typically placed with one mentor teacher, spending time in the 

classroom four hours per day, four days per week.  University personnel, most often graduate 

assistants referred to as field advisors, supervised the pre-interns and instructed them in seminar 

on the remaining weekday for a period of two to three hours.  Students earned three hours of 

credit for the seminar and an additional three hours of credit for the four days of pre-internship 

work. 

For the second year, every elementary education pre-intern from the university was placed 

in a PDS.  The number of pairs ranged from four to nine in each school.  Two school sites were 

combined into one cohort.  The cohorts took their elementary social studies methods course and 

a reading course together.  These courses were held at one of the two school sites when space 

was available.  In some cases the seminar classes were not combined into cohorts, but instead 

were taught by the field advisor for each school’s group of pre-interns.  During the fall semester, 

there typically have been four to six school sites.  In the spring, this number may rise to 10.  The 

schools have been involved in the program from two to seven years. 

Selection Criteria 

The three principals selected to participate in this study were chosen based on their 

individual efforts to implement components of NCATE’s (2006) seven characteristics of a PDS.  

The elements of NCATE’s (2006) PDS Standard I Learning Community and Standard III 

Collaboration were the primary bases for evaluating the principals for inclusion in the study.  
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The participants were selected based on their movement toward an inquiry stance, participation 

in collaborative opportunities with other principals, university personnel PDS groups, and a 

collaborative spirit with their field advisors and university students.  Additionally, the anticipated 

willingness of the principals to participate was also taken into consideration.  Several candidates 

were excluded because of their high level of involvement with other university partnerships 

either separate from the PDS work or collaborations that had been well established prior to their 

school becoming a PDS site. 

Study Limitations  

Limitations suggest possible threats to a study’s trustworthiness and acknowledge potential 

shortcomings of the research design.  These restrictions often result from the need to narrow the 

scope of the study and may influence the outcome.  This section identifies the limitations of the 

study.  Limitations relate to the credibility of the study design. The limitations of this study 

included: 

1 The assumption was made that principals were honest in their responses to the interview 
questions and member checks. 

2 As a phenomenological study, the results are based on the perceptions of the participants.  
No triangulation was done to check the accuracy from the perspectives of other PDS 
participants. 

3 The three principals from this study may not be accurate representatives of the typical 
PDS principal.  

Significance 

This study provided benefits to several groups.  First, by learning the essence of the 

principal’s role in a PDS, principal training programs can incorporate the necessary components 

in their plan for leadership preparation.  Drake and Roe (1999) argued that principal training 

programs at the non-doctoral level had traditionally been primarily focused on administration 

and management, despite the fact that college professors acknowledged the greatest proportion 
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of the training should be geared toward instituting or maintaining school improvements.  Barth 

(1990) argued that the principal is the key to a good school.  Also, he believed the principal was 

the one who leads teachers to grow and learn, or the school remains stagnant.  Drake and Roe 

(1999) stressed the importance of having principals who can lead in the specific context of the 

schools.  Therefore, educators must be more informed about principal leadership in the PDS. 

Second, by understanding how the principal effectively supported PDS development, 

efforts to increase student achievement can be enhanced.  Several studies have identified the 

links between PDS work and student achievement (Brown, Murphy, Natale, & Coates, 2003; 

Pine, 2003; Trathen, Schram, Shomaker, Maldanado, & McKinney, 2003; Wiseman & Knight, 

2003).  Lashway (2003) wrote about the challenges involved with principal preparation 

connected to student achievement: 

Facing new roles and heightened expectations, principals require new forms of training and 
university preparation programs are coming under increased scrutiny.  In particular, the 
demand that principals have a positive impact on student achievement challenges 
traditional assumptions, practices and structures in leadership preparation programs. (p. 1) 

Third, this research study could guide superintendents and university faculty in selecting 

sites and personnel for the creation of PDSs.  Fourth, the findings from this study could serve as 

a guide for principals who are working or will be working in a PDS, providing them with insight 

into the qualities, characteristics, and actions that PDS leaders identified and used to make sense 

of their role. 

Conclusion 

Given that the principal plays a crucial role in the success of a PDS, the Holmes Group’s 

vision for school reform through the creation of PDSs cannot be achieved without the presence 

of effective principal leadership.  This study was conducted to inform the various stakeholders 

about principals’ leadership roles in the PDS.  Chapter 2 reviewed the existing empirical research 
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that offers insight into the principal’s work in a PDS.  In Chapter 3, the research methodology 

was shared.  In Chapters 4, 6, and 8, portraits of the three PDS principals were presented.  In 

Chapters 5, 7, and 9 the themes that emerged from the portraits of the individual principals were 

shared.  A cross-case analysis was shared in Chapter 10.  A final discussion along with lessons 

learned and recommendations for further research were shared in Chapter 11. 
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CHAPTER 2 
REVIEW OF THE LITERATURE 

Introduction  

This chapter sets the stage for this study by reviewing the empirical research related to the 

research question: “How do principals make sense of their role in a Professional Development 

School (PDS)?”  The chapter begins by reviewing the history of the PDS movement, followed by 

a review of the PDS Standards formulated by the National Council for Accreditation of Teacher 

Education (NCATE).  The final section covers the characteristics of PDS principals that emerged 

from the empirical research and organized around Bolman and Deal’s (1997) Four Frame Model 

of Leadership.   

History of the PDS 

Concerned for the quality of teacher education in the United States, deans representing 

American research universities began meeting in the late 1980s to develop a vision for improving 

education.  The Holmes Group, as they were called, were “committed to making our programs of 

teacher prep[aration] more vigorous and connected—to liberal arts education, to research on 

learning and teaching, and to wise practice in the schools” (Holmes Group, 1990, p. i).  The 

Holmes Group eventually evolved to include other stakeholders concerned with the country’s 

teacher education programs.  What began as a “series of conversations” among teachers, 

administrators, and teacher educators in 1988 led to six seminars that produced thoughts on what 

schools could look like and needed to be in order to meet the increasing demands of society.   

The purpose of one of the Holmes Group’s three main reports, Tomorrow’s Schools: 

Principles for the Design of Professional Development Schools,  

was to argue the purposes and outline the dimensions of the tasks of connecting a 
university-based education school to one or more public elementary and secondary schools 
so as to create a new educational institution—a Professional Development School (Holmes 
Group, 1990, p. viii).   
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These Professional Development Schools would be designed around six principles: (a) 

teaching and learning for understanding; (b) creating a learning community; (c) teaching and 

learning for understanding available for everybody’s children; (d) continuing learning by 

teachers, teacher educators, and administrators; (e) thoughtful long-term inquiry into teaching 

and learning; and (f) inventing a new institution to achieve these goals.  The Holmes Group 

wanted to move beyond the earlier curriculum-based attempts at school reform in the 1960s and 

the emphasis of knowledge production in university laboratory schools.  They sought something 

more powerful than a university laboratory school that could influence public education.  The 

consortium wanted something that had “staying power” (p. 3). 

Other reform efforts have also called for the use of PDSs in order to improve the quality of 

teacher education and retain the best teachers.  In What Matters Most: Teaching for America’s 

Future, the National Commission on Teaching and America’s Future (NCTAF) (1996) supported 

the idea of yearlong internships for pre-service teachers in Professional Development Schools.  

The commission considered the connections forged by the university and K-12 schools crucial in 

reforming education.   

In tandem with these new program initiatives, more than 200 (out of 1,200) schools of 
education have created ‘Professional Development Schools’ that, like teaching hospitals in 
medicine, provide new recruits with sites for intensively supervised internships where they 
can experience state-of-the-art practice that is aligned to their coursework.  They also 
provide sites for research and school- and university-based faculty, creating more powerful 
knowledge for teaching by putting research into practice and practice into research. (p. 80) 

The NCTAF envisioned a new context for teacher preparation that would honor 

collaborative knowledge construction between practitioners and researchers.  Simultaneously, 

during the 1990s, Levine (1992) made called for “professional practice schools” (p. 2). Levine’s 

professional practice school design was one restructured to take on the responsibility of 

educating pre-service teachers, as well as “support ongoing research directed at improving 
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practice” (p. 2).  Levine stressed that the primary goal of education was to foster the academic 

and social learning of children, but she also wrote of the importance of equity, inquiry, and 

building an environment supportive of the learning and growth of all participants.  One of the 

basic assumptions underlying professional practice schools, as stated by Levine is: “If one hopes 

to have teachers teach in different ways, one must change the way teachers are taught 

themselves” (p. 13).  Clearly, a strong connection exists between Levine’s call for professional 

practice schools and the Professional Development Schools envisioned by the Holmes Group as 

they both emphasized creating a learning culture for all participants. 

As national conversation grew around the concept of PDSs, Abdal-Haqq (1998) noted the 

various references to PDSs emerging in the literature.  These included partner schools, clinical 

schools, and professional practice schools.  She identified four goals and principles that were 

common to these schools regardless of their names:  

a) preparation of preservice teachers and other school-based educators; b) professional 
development of practicing teachers and other school-based educators; c) exemplary 
practice designed to maximize student achievement; and d) sustained, applied inquiry 
designed to improve students and educator development. (p. 6) 

Abdal-Haqq emphasized the goal of professional learning for both prospective and practicing 

teachers while attending to exemplary practice systematically studied through inquiry. 

Teitel (1998) contributed extensively to the literature related to school-university 

collaboratives.  He defined the PDS as: 

. . . complex partnerships formed by two or more institutions in mutual renewal and 
simultaneously trying to expand professional development opportunities at both 
institutions, engage in research and development, and improve the education of children, 
adolescents and prospective teachers. (p. 1) 

Teitel’s definition emphasizes the work of simultaneous renewal with partnership schools rather 

than a reliance on the demonstration of exemplary practice as the foundation of PDS work. 
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As the literature related to PDSs developed during the 1990s and the work assumed 

multiple names, a call was made to clarify the central elements of PDSs.  The National Council 

for Accreditation of Teacher Education responded to this call by outlining a series of PDS 

standards. 

The Standards 

In the spring of 2001, NCATE published its report titled Standards for Professional 

Development Schools.  After the development of test standards and three years of piloting, the 

group released this report outlining five standards addressing the characteristics of PDSs.  These 

standards, outlined in Table 2-1, include a focus on: learning community, accountability and 

quality assurance, collaboration, equity and diversity, and structures, resources, and roles. 

Standard I (NCATE, 2001) addresses the concept of learning communities.  Five elements 

were identified within the standard including: (a) support for multiple learners, (b) inquiry, (c) 

shared vision based or research and practitioner knowledge, (d) serve as an instrument of change, 

and (e) extend learning community. Support for multiple learners means that students, P-12 

faculty, university faculty, pre-service teachers, parents, and community members are all part of 

the learning community and should be afforded the opportunities to learn and grow.  The second 

element, inquiry, is used at all levels of the school and university.  This stance blends learning, 

staff development, and accountability with the PDS.  Development of a shared vision of teaching 

and learning that is grounded in research and practitioner knowledge is the third element in the 

learning community standard.  The PDS goals and practices are to be based upon current 

research, as well as the knowledge and skills of the participants.  The last two elements of 

Standard I suggested that the PDS should serve as an instrument of change and that the learning 

community extends beyond the institution, P-12 school, and the local community.  The need for 

school reform and improvement of the teaching profession were the reasons that PDSs came into 
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existence.  Therefore, one goal must be for the PDS to work as an instrument of change.  Also, 

establishing relationships with university departments other than the college of education and 

across schools is important to the concept of a learning community. 

Barth (1990) also emphasizes that principals are the leaders of a school-based learning 

community.  Although not specifically referring to PDSs, Barth suggests that through 

establishing the appropriate structures, a principal can encourage the development of a learning 

community.  Barth suggests that principal support for teacher inquiry is essential.  This emphasis 

may mean a change in the evaluation procedures or staff development plans for the school is 

needed.  Finally, Barth explains that it is the principal’s responsibility to allow learning 

community and inquiry work to occur as the lead communicator.  The principal is entrusted with 

building and maintaining relationships with those individuals both inside and outside the school.  

These structures are essential elements for a principal to consider in establishing a learning 

community. 

Standard II is accountability and quality assurance.  The five elements framing this 

standard are: (a) developing professional accountability; (b) assuring public accountability; (c) 

setting PDS participation criteria; (d) developing assessments, collecting information, and using 

results; and (e) engaging within the PDS context (NCATE, 2001).  Developing professional 

accountability is tied to the purpose of the PDS as maintaining the shared mission and assessing 

the status of that mission through ongoing inquiry into achieving the intended goals.  In a similar 

tone, public accountability targets the development of strategies to include the public as 

participants, as well as to make them aware the results of the PDS work.  Participation criteria 

include the idea of accreditation standards, open and public selection of PDS participants, and 

commitment of those participating to be trained to assume the new roles they will be undertaking 
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and creating standards for those pre-service teachers being trained in the program.  Under this 

standard, determining the success of the PDS program through the development of assessments 

and using the collected information to inform and improve are very important.  These ideas are 

strongly connected with the concept of renewal.  Finally, crucial to quality assurance is an 

awareness of the school context and ensuring that the university and its PDS personnel are 

working consistently to maintain and increase their knowledge about the school as well as the 

national, state, and local policies that effect the school’s operation. 

The principal’s role in PDS accountability and quality assurance is strongly connected to 

the school’s goals and mission.  As the leader, the principal establishes the individual school 

goals within the structure of federal, state, and local mandates (Matthews & Crow, 2003).  

Principals provide training for their staff that assists the staff in successfully taking on their new 

PDS roles.  The principal also determines the criteria for success in the PDS program at the 

school.  Additionally, the principal plays a critical role in inviting outsiders to become 

participants in the school. The principal provides these outsiders enough access to increase their 

chances of becoming insiders, thus allowing the PDS partnership to enhance their knowledge of 

the context in which they are working. 

Collaboration is Standard III.  The three elements within this standard include: (a) 

engaging in joint work; (b) designing roles and structures to enhance collaboration and 

developing parity; and (c) systematically recognizing and celebrating joint work and 

contributions of each partner (NCATE, 2001).  NCATE stresses the importance of empowering 

all participants to be involved in different processes within the PDS.  Structures and roles must 

be created that facilitate this work and strive to guarantee equal participation while limiting 

domination by any individual or partner within the collaborative.  Finally, an important goal is 
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celebrating success within the collaborative as celebrations allow the shared PDS work to 

become integrated into the culture of the school. 

 The principal is most often the person responsible for deciding the structures that exist 

within his school.  A principal lays the groundwork for collaboration by inviting all staff to 

participate.  Principals can also design structures that make participation easy for staff members.  

Celebrating collaboration through sharing inquiry projects at faculty meetings or encouraging 

events where all participants are invited help build the collaborative spirit.  

 Standard IV addresses diversity and equity.  Ensuring equitable opportunities to learn, 

evaluating policies and practices to support equitable learning outcomes, and recruiting and 

supporting diverse participants are the elements defining this standard (NCATE, 2001).  The 

PDS program should provide opportunities for students from diverse ethnic and socio-economic 

backgrounds.  Policies should foster achievement among these students.  Also, the PDS should 

include diverse participants from the schools and university.  Establishing an equitable 

environment is a major responsibility of the principal.  As principals do the hiring for schools, 

they are key to bringing in diverse participants.  The structures and policies a principal designs 

can foster equitable opportunities for learning.   

Standard V addresses structures, roles and resources (NCATE, 2001).  The five elements 

that are used to guide PDSs toward meeting this standard include: (a) establish governance 

structures; (b) ensure progress toward goals; (c) create PDS roles; (d) acquire and allocate 

resources; and (e) use effective communication.  The first element is the establishment of 

governance and support structures.  The structures, roles, and governance are the first steps to 

making PDS work successful and these are frequently determined by the principal.  Principals 

create these roles and structures so that they support the PDS work.  Making public the PDS 
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goals also brings the PDS work into the mainstream culture of the school.  This communication 

is crucial to achieve these goals.  As a part of the accountability of the work, a principal can use 

these structures to ensure progress toward the PDS goals.  Principals can create roles which 

complement the collaborative work.  Finally, the principal can work to obtain and then allocate 

resources for the support of the PDS work. 

The NCATE (2001) Standards for PDSs, although not written specifically for the principal, 

provide a compass whereby principals need to guide their staff and other PDS participants.  As 

indicated, many of the standards outlined could not be accomplished without the effective 

leadership of a principal.  In order to reach the goals outlined by the Holmes Group (1990), 

NCATE (2001), Levine (1992) and others calling for reform in education, effective principal 

leadership is a critical ingredient. 

Characteristics of a PDS Principal 

Given that the role of the PDS principal is key to the development of the NCATE goals, a 

review of the empirical research provides a framework for understanding the PDS principal.  In 

one example, Kersh and Mastal (1998) conducted an analysis of studies on K-12 and university 

collaboration.  The role of the principal was considered in this analysis. 

The school principal is a key person in collaborative school reform.  The principal’s 
position in these partnerships is uncomfortable: he or she must accommodate the 
administrative expectation of the principal as a strong leader while simultaneously 
releasing “power” to teachers to participate in decision-making in the collaborative. . . .  
For any sustained partnership, the principal must continuously, vigorously, and openly 
support the partnership. (p. 6) 

Foster, Loving, and Shumate (2000) also acknowledged the essential function of the principal, 

stating that the principal must be involved in all stages of the PDS work.  Cramer and Johnston 

(2000) pointed out that many articles emphasize the importance of the principal in school-

university collaborative experience, yet they acknowledge that a limited number of empirical 
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studies have focused on the principal’s role separate from teachers, students, and university 

personnel. 

Given the importance of the principal in the PDS movement, an understanding of the key 

characteristics of effective PDS principals is essential.  After analyzing the limited empirical 

literature related to PDS principal leadership, I noticed the themes emerging from the literature 

related to Bolman and Deal’s (1997) Four Frame Model of Leadership.  As a result, I used the 

structural, human resource, political and symbolic frames to help organize the literature.  

According to Bolman and Deal, “Frames are both windows on the world and lenses that bring 

the world into focus.  Frames filter out some things while allowing others to pass through easily.  

Frames help us order experience and decide what to do” (p. 12).  The studies reviewed were 

organized using this framework and these studies provide insight into how PDS principals might 

filter and organize their PDS leadership activities.  A table of these studies organized by frame, 

source, and finding can be found in Appendix A. 

Structural Frame 

The structural frame is compared to the machine or factory by Bolman and Deal (1997).  

Those leadership characteristics in this frame focus on rules, policies, goals, procedures, formal 

relationships, and specialized roles.  Social architecture is the image of leadership which Bolman 

and Deal associate with the structural frame.  Social architecture is matching the structure to the 

task of the organization and this is the basic leadership challenge when operating from a 

structural stance.  The structural frame provides a lens for examining the specialized role the 

PDS principal plays in generating rules, policies, goals, and procedures with some of the other 

central concepts being analyzed occasionally. 

In a study exploring the impact of PDS partnerships on the professional lives of university 

and school-based administrators, Stroble and Luka (1999) arrived at a list of the 10 most frequent 
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activities in which the leaders participated.  Many of these activities were either clearly structural 

in nature or could be closely linked with the structural frame.  For example, principals were 

involved with organizing and attending meetings, serving on committees, coordinating activities 

between the university and the PDS, assigning interns, directing projects and making site 

selections. 

Mitchel (2000) also added insight about the structural activities of a PDS principal’s work.  

As a principal in an urban PDS, Mitchel wrote about her own experiences and efforts to 

strengthen the PDS work.  To foster success, she specifically requested two promises from the 

superintendent: (a) she wanted the school to have the authority to make decisions about events 

that affected the school; and (b) for the school not to be held accountable for district and state 

mandates that were not legal issues.  Interestingly, Mitchel structured the school so that many 

decisions were made by the stakeholders. This distribution of leadership allowed her to focus on 

more important issues of instructional leadership, student empowerment, and increasing parental 

involvement.  She used a distributed leadership structure (Lambert, 2005) to create rules, 

procedures and policies that enabled the faculty and parents to make decisions for and about the 

school.  This gave them ownership in the outcomes.  Overall, Mitchel stressed the importance of 

the principal fulfilling the role of instructional leader and the participants being involved in 

decision-making in order to foster success in her urban PDS. 

Bowen and Adkison’s (1996) study on the institutionalization of Professional 

Development Schools also provided important insight into how the principal used structure to 

promote success.  Data were collected through site visits, document review, and interviews with 

key participants in seven elementary schools participating in the Texas Centers for Professional 

Development and Technology.  Bowen and Adkison found that creating a structure which 
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establishes rules, policies and procedures that support the PDS is critical.  Administrative 

pressure also has a role in fostering buy-in among staff.  Bowen and Adkison wrote: 

High administrative commitment to the innovation is necessary, but not sufficient, to 
assure institutionalization.  However, when administrative commitment leads to 
administrative pressure on teachers to participate and administrative supports (e.g., 
assistance, staff development opportunities) to help them do so effectively, teachers’ 
efforts to work at an innovation increase. (p. 7) 

How principals define their own roles is important to consider when studying the literature.  

Bowen and Adkison (1996) reported that one principal in their study described his role as a 

facilitator.  Structure also influenced the roles that the principal could assume within PDSs.  

They found that the structure of the PDS and amount of assistance available had an impact on the 

roles that the principals undertook.  For example, the less support the principals had, the more 

they focused on the basic operational functions of the PDS.  The degree to which they could 

attend to the structural factors influenced whether they focused on activities related to 

coordination and management or teacher growth and professional impact within their PDS 

principal role. 

Cramer and Johnston’s (2000) book chapter on the principal in a PDS presented a unique 

insight into how the structural frame influences the principal’s role in attending to the needs of 

multiple stakeholders.  In working collaboratively with the university personnel and his staff, the 

principal alone was responsible for making explicit district policies and political issues that 

needed to be considered in PDS work.  The questions that he raised in planning meetings 

provided other participants with a glimpse into those institutional issues allowing for more 

effective planning and troubleshooting.  The principal, Don, shared, “From a principal’s point of 

view, the university initially seemed insensitive to the routines and needs of the school that a 

principal has to manage” (p. 69).  The principal must help others more fully understand the 

conditions and structures under which his school works.  The principal also noted that 
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collaboration, an activity which requires structural elements, is challenging because he never 

received any leadership training related to collaboration. 

Trachtman and Levine (1997) metaphorically described the multiple ways that principals 

conceptualize their roles in the PDS and these conceptualizations each require unique structural 

configurations to support them.  The roles they identify are the bureaucrat, parent, cheerleader, 

ostrich, storyteller, gardener, juggler, and jazz player. Although they provide characteristics of 

each role, they point out that principals are combinations of these metaphors.  For example, the 

parent guides as though the head of a family.  The cheerleader stays on the sideline doing more 

than cheering and encouraging.  The ostrich chooses to be uninvolved and continues to work on 

his own.  The ostrich does not focus on building the learning community in the PDS.  

Storytellers work, through their use of stories and tales, to inform and include all participants in 

the process.  The gardener looks at the conditions to gain a diverse picture of what is going on 

and to develop a plan to address that particular climate.  Fairly dispersing scarce resources 

among participants is one of the balancing acts that a juggler leader must perform.  Finally, the 

jazz player improvises by taking what is given to him and creates an organization that produces 

harmony.  Trachtman and Levine stressed that principals are real people and are “mixed 

metaphors,” combinations of the roles they described affected by the context of their “time, 

place, and history” (p. 77).   

Through survey research, Leslie’s (1994) dissertation study captured the attitudes of 

principals toward the six PDS Holmes principles.  The survey results suggested that principals in 

South Carolina rated the invention of a new institution as their most important and significant 

task.  The principals in the study viewed their role as a facilitator of the development of new 

PDS structures within their school and district as being important. 
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Principals may be put in the position of modifying their existing leadership roles due to 

their involvement in PDS collaboratives.  According to the empirical literature connected to the 

structural frame, leadership in a PDS can be, and most often is, different in a collaborative 

environment which is at the heart of the PDS concept.  For this reason, principals must 

understand their current roles and be prepared to change how they lead in order to nurture the 

growth of the PDS.  The research clearly shows the importance of creating structures including 

rules, policies and goals to support the PDS mission. 

Human Resource Frame 

The family is the metaphor which Bolman and Deal (1997) used to describe the second or 

human resource frame.  Needs, skills, relationships, feelings, and participation are all leadership 

activities within this frame. Empowerment is the image associated with this frame of leadership, 

and the basic leadership challenge is to align the organization with the needs of the people in the 

organization.  The bulk of the findings associated with the studies of principals in PDSs are 

clearly affiliated with this frame and they include an emphasis on the principal’s support of 

teachers’ professional skill development as well as the cultivation of teacher leadership. 

The PDS focus on professional development and creating a learning community are 

strongly connected to the human resource frame.  PDS learning communities blend the central 

concepts of skills, needs, and relationships with the philosophy that everyone learns.  Mitchel 

(2000) emphasized the important role principals play in nurturing and valuing teachers’ attempts 

to learn and grow.  Additionally, Cramer and Johnston (2000) identified providing opportunities 

for professional development as a key ingredient in fostering change in the PDS.  Lee’s (2002) 

study of 80 PDS principals produced some of the most substantial data connected to the central 

concepts of needs and skills.  Through the use of a survey, the researcher gathered data on 

elementary PDS principals’ perceptions of their roles and responsibilities.  The Likert-type 
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components of the survey were used to determine what administrative behaviors the principals 

felt were important and the frequency with which they engaged in certain behaviors.  Lee found 

that the principals perceived supporting the professional growth of the teachers as a very 

important activity in which they participated frequently.  Lee’s research found that female 

principals placed a greater importance on supporting a learning community and fostering the 

sharing of power within the PDS than did their male counterparts. 

The importance of relationships seems to be at the heart of effective leadership in the PDS.  

Trachtman and Levine (1997) stated that “by definition, PDSs are collaborative ventures” (p. 76) 

and collaborative adventures require relationships.  A school-based administrator in Stroble and 

Luka’s study (1999) of a PDS partnership verbalized the importance of the connection between 

relationship building and collaboration: “Building relationships is the key—being a support 

system has always been my style, but this has made me more aware of all the people that always 

need to be involved if change is implemented and sustained” (p. 131).  Many other PDS 

researchers have arrived at similar conclusions about the importance of building relationships in 

a PDS (Ambrose, Natale, Murphey, & Schumacher, 1999; Dempsey, Hart, & Lynch, 1997; 

Foster et al., 2000; Mitchel, 2000).  Principals in each of these studies stressed the significance of 

fostering strong, trusting relationships in order to lay the groundwork for beginning the process 

of change, as well as making continuous renewal a possibility. 

Participation is one of the central concepts within the human resource frame. Meetings, 

shared decision-making, and teacher leadership are important avenues for stakeholders to 

become involved in PDS projects.  These examples appear frequently in the literature.  

Trachtman and Levine (1997) posited that leadership in a collaborative environment is different 

than that which occurs within one organization “because boundaries are blurred, turf issues arise, 
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and new cultural norms need to be established” (p. 77).  Thus, PDS principals must create 

relationships across boundaries.   

In their study of principals, Foster, Loving, and Shumate (2000) identified seven core 

characteristics which they believed effective administrators possessed.  One relational 

characteristic focused on a leadership style that supported inclusion.  They argued that today’s 

PDS leaders rely on teachers, community partners, and university personnel in the organization 

to assist in leading toward change.  Similarly, Levine (1992) suggested a shift away from the 

principal as the PDS leader to deepening the focus on the teachers’ role leading change within 

the PDS.  She supported the idea of teachers being the “ultimate authority on conditions that 

affect professional practice” (p. 13). Also, Powell and McGowan (1996) found in their study of 

12 teachers that teacher participation in the PDS was based on their expectation of having greater 

control over their work environment and professional growth.  Bullough, Kauchak, Crow, 

Hobbs, and Stokes (1997) also emphasized the importance of cultivating human resource.  They 

found in a study of 49 PDS principals and teachers that principals needed to be involved initially 

in the PDS, but also that teachers be given “major responsibility for setting policy and program 

design” (p. 163) early in the PDS development process.  

Dempsey, Hart, and Lynch (1997) captured the written reflections of two PDS principals in 

West Virginia who attended to the cultivation of teacher leadership. Hart, a high school 

principal, emphasized that shared decision-making resulted in better teacher buy-in than if he 

were to make the same decision on his own.  In this same study, the elementary school principal, 

Lynch, also emphasized the opportunity to share decision-making opportunities with her staff.  

The authors concluded that collaborative decision-making creates a context where teachers are 

more willing to confront the concerns that might arise in the PDS.  In a similar tone, Lee’s 
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(2002) research found that developing a school culture conducive to student learning and 

supporting the staff’s professional growth were the highest rated PDS activities of principals in 

the study. 

Using the human resource frame to organize the PDS principal empirical literature 

highlights the importance of building trusting relationships and working closely with staff critical 

leadership attributes for the PDS principal.  The research clearly shows the connection between 

the principal’s ability to foster a collaborative environment and the perceived success of the 

PDS. 

Political Frame 

Power, conflict, competition, organizational politics, bargaining, negotiation, scarce 

resources, and coalitions are all key elements in the third frame, the political frame.  Bolman and 

Deal (1997) applied the metaphor of the jungle to this frame.  This metaphor compares the 

events in an organization to life in the jungle.  They state that, “the jungle is a politically charged 

world of conflict and the under-regulated pursuit of self-interest” (p. 348).  Advocacy is the 

image of leadership that accompanies this frame, leaving the leader to speak for the interests of 

less powerful constituents.  The basic leadership challenge in this frame is to develop an agenda 

and a power base.  The political frame is one that creates difficulty in reviewing the literature.  

With the exception of the issues of power, conflict, scarce resources, and coalitions, little 

empirical research exists about the PDS principal’s work in the political frame. 

Power becomes an issue based on the type of leadership the principal assumes.  Cramer 

and Johnston’s work (2000) presented a viewpoint that is somewhat atypical in PDS leadership, 

according to the existing research.  Principal Cramer stated, “In many ways, I’m pretty autocratic 

about things” (p. 63). But Cramer acknowledged he was also willing to release his power to 

those whom he felt could handle it.  The balancing act of jumping from an autocratic approach to 
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a democratic leadership strategy is one of the challenges faced by PDS principals (Dempsey et 

al., 1997).  However, the same principal in the study noted the insecurities of the staff associated 

with his top-down mandates.  The loss of power by the principal can lead to anxiety for both the 

principal and staff. 

Bowen and Adkison’s (1996) research on institutionalization of PDS innovations 

addressed the issues of administrative pressure.  In their study, they determined that 

administrative pressure paired with administrative support increased the efforts of the teachers to 

work at the innovation.  Dempsey, et al. (1997) argued that surrendering power to teachers 

placed them in a position where the principal had to collaborate more.  Similarly, in their listing 

of characteristics considered central to the effective PDS principal, Foster et al. (2000) identified 

“a leadership style that includes flexibility, situationality, direction, inclusion, and reflection” as 

some of those traits (pp. 81-82).  This role can be a change for many principals, requiring them 

to distribute some power they are accustomed to having to their staff. 

Regarding conflict and scarce resources, several controversies arise for a PDS principal.  

One issue of conflict that surfaces is between those faculty members who are direct participants 

in the PDS and those faculty members who are not (Bowen & Adkison, 1996).  In most cases, 

only a limited number of pre-service teachers can be placed in a school, possibly leaving some 

willing participants without university students to be assigned to them.  Also, some teachers 

choose to remain on the sidelines, avoiding involvement in the PDS work of the school.  

Concentrating the distribution of scarce resources to those faculty involved in the school’s PDS 

work can create conflict.   

Bowen and Adkison (1996) highlighted the importance of providing supports to increase 

the chances that the PDS concept will become institutionalized, despite challenges due to the 
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specific context of the school.  Such issues, faced on a daily basis by all principals, included 

dealing with staff issues, scheduling, and so forth, which they referred to as “environmental 

turbulence” (p. 20).  Trachtman and Levine (1997), in their work related to changing leadership 

in PDSs, also addressed this challenge. 

As principals worry about the political schisms between PDS members and their 
colleagues, some respond by limiting the ways that the PDS is allowed to differ from the 
rest of the school.  When principals opt for keeping the family together, they reject the 
Professional Development School as a lever for whole school improvement. (p. 79) 

This is a true challenge of the Holmes Group’s design.  One of the purposes of the PDS is to 

improve the entire school.  This can be quite a dilemma for the principal viewing his leadership 

through the political lens.  The principal must constantly question his or her use of power by 

asking questions like, “How much discord can and should be created and tolerated without 

compromising the school mission?  When do I stop applying the pressure for change?” 

Cramer and Johnston’s (2000) research also addressed the issue of conflict. The staff 

members at the PDS site shared with the principal that if the university was unwilling to change 

they did not want to be a part of the program.  One issue addressed in their book concerns the 

issue of “talking about school in school” (p. 60).  A great deal of discomfort can arise when 

conversations about the actions and activities of school are offered up for judgment and 

criticism.  Reality versus utopia and the ideal way to teach are very subjective.  Criticism of the 

way things are done at the school or in a particular classroom in essence can be construed as 

critiques of the school culture, which in turn can be viewed as a reflection on the members of the 

culture, the school faculty, staff, and administration.  The schism that often occurs between the 

university’s goals for the methods and delivery of curricula are often in opposition to what is 

supported by and goes on in the individual teacher’s classroom. 

In the PDS, everything is visible and gets talked about.  Everybody knows what’s going on 
with everything.  I’ve seen faculty or students who bring up situations in schools that are 
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not particularly good practice and this becomes a major topic of discussion for longer 
periods than it should. (p. 60) 

This statement from a principal illuminates one of the most significant political challenges in the 

PDS.  He recognized how this disconnect could weaken the foundations of the partnership.  

Subjectivity on what is good and bad have to be considered according to this administrator.   

Campoy (2000) presented similar findings from her review of 24 PDS studies.  In addition 

to disagreements about pedagogy, the changing roles of teachers and university faculty were also 

areas of tensions.  As teachers begin taking on leadership roles, the transition can be 

uncomfortable for them, the principal, and even their peers.  Additional responsibilities in 

combination with the time required of a classroom teacher places another layer of challenges 

upon the teacher leader.  Interestingly, one of the tensions can be within the individual teacher as 

that person moves into a teacher leader role. 

The role of mentor teacher can cause teachers to question their own practice, causing them 

to question what they are doing and if they need to change (Cramer & Johnston, 2000).  In 

sharing the lessons that were learned from her study, Campoy (2000) suggested the importance 

of knowing the pedagogical and cultural norms of both institutions, as well as discovering each 

entity’s capacity to work collaboratively toward shared goals.  Also, addressing early difficulties 

in the partnership was recommended.  Allowing small challenges to fester can harm the growth 

of the PDS.  Each of these studies highlights the political complexity of PDS work and the 

elements of the political frame that complicates a PDS principal’s work. 

Another aspect of the political frame is the sharing of scarce resources.  Time, financial 

resources, and manpower are the three topics addressed most in the literature.  Stroble and Luka 

(1999) found that 16 of 17 principals and university-based administrators reported increased 

demands on their time as a result of their collaborative efforts.  These administrators noted that 
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their roles and duties were impacted in one of three ways: no impact, additional roles and duties, 

or shifts in roles and duties.  The added duties identified were additional meetings, more time in 

the field, added constituencies, and more interactions with area administrators.  Also, their 

availability to others, including PDS groups, advisory councils, and visiting schools increased as 

a result of the necessity to respond creatively to requests of various forms.  Bowen and Adkison 

(1996) listed how principals spent their time as one of the concerns emerged from their research.  

The additional responsibilities the principals had to take on as a result of their PDS work took 

time away from other activities which needed to be done. 

The dilemma of scarce resources resulted in several researchers offering recommendations.  

Bowen and Adkison (1996) discovered that the amount of support provided to the PDS 

determined the roles which the principal was able to take.  The more support a PDS received, the 

less of a managerial role was required of a principal, freeing that individual for more mission-

focused work.  They also suggested that PDS developers can assist PDS principals by providing 

resources in such forms as additional funding for technology.  Similarly, Campoy (2000) 

addressed resources in her section on lessons learned, stating the need to develop a funding plan. 

Despite issues related to limited resources, benefits in this area were also noted in the 

literature.  Cramer and Johnston (2000) highlighted the resources provided to PDSs free-of-

charge.  These included university support for continuous assistance in the classroom and the 

professional development of teachers.  The principal in one study (Ambrose et al, 1999) touted 

the benefit of “ready access to a host of experts” (p. 6) as a result of being associated with the 

university and other PDSs through their collaborative work. 

The allocation of resources in the form of pre-service teacher assignments is another aspect 

of the political frame.  Stroble and Luka (1999) identified assigning interns and practicum 
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students as one of the most frequent activities reported by both university-based and school-

based administrators.  Deciding who has an intern placed in their classroom is akin to allocating 

an additional resource to that teacher. In Cramer and Johnston’s (2000) book chapter, Cramer 

shared his perceptions of the benefits in having student teachers.  He described a “new level of 

professional commitment” that helped “support them in questioning their own practice” (pp. 60-

61).  He also offered the idea of assigning student teachers as a reward for good teachers.  

Mitchel (2000) viewed the “reality of the fishbowl,” often initially considered as being negative, 

as having “promoted reflective practice and encouraged deeper evaluation” (p. 509).  Intended 

growth was promoted as the result of being observed by outsiders. 

Campoy (2000) addressed some of the challenges associated with the allocation of 

resources.  In looking at 24 PDS studies, Campoy identified two areas of concern: (a) the lack of 

time for collaboration and planning, and (b) the questions associated with school and university 

reward systems for those involved in PDS work.  The lack of rewards for additional work often 

leads to principals being unwilling to become involved in PDS work (Cramer & Johnston, 2000). 

Building coalitions is another central concept in the political frame.  The high school 

principal in a study of two PDSs in West Virginia (Dempsey et al., 1997) shared that he worked 

from the premise that “everyone has to move along together” (p. 46). He felt this helped reduce 

some of the insecurities and anxieties associated with change.  Additionally, the principal felt 

this coalition of decision-makers and their familiarity with one another made the faculty more 

aware of the types of problems he had to face as a principal.  Campoy (2000) offered in her 

lessons learned that building a “broad commitment of support” (p. 132) was an important lesson 

learned for moving the PDS forward. 
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The concept of a jungle is an appropriate metaphor for the PDS from the lens of the 

political frame.  The principal must face and effectively handle the lack of resources, conflict, 

and issues of power.  Using the political frame, the PDS empirical literature suggests that the 

principal needs to be aware of the challenges associated with the distribution of scarce resources, 

making sure that those engaged in PDS work as well as those who are not involved are treated 

equitably.  The literature also suggests that principals need to be trained in the management of 

conflict to determine how much pressure to apply in order to facilitate change.  In addition, they 

need to know how to effectively face issues related to change.  Finally, principals need to be well 

prepared to work collaboratively and to foster teacher leadership. 

Symbolic Frame 

The basic leadership challenge within the symbolic frame is to create beauty and meaning 

in the organization.  The carnival, theater, or temple is the metaphor associated with the symbolic 

frame.  Inspiration is the image of leadership and the central concepts are culture, meaning, 

metaphor, ritual, ceremony, stories, and heroes (Bolman & Deal, 1997).  Clearly, culture is 

overwhelmingly the most mentioned concept within the symbolic frame, with ritual/ceremony, 

meaning/metaphor, and stories/heroes being present.  It is important to note, however, that 

meetings and planning, while typically classified as structural functions, can fall within the 

symbolic frame when their primary function is to maintain or enhance the culture of the 

organization.  If the meetings offer no real opportunity to participate or change the roles and 

structure of the school, then they are clearly symbolic actions.  But without more detailed 

information, it is difficult to determine if they are merely “theater” instead of being structural or 

political events.  The symbolic frame connects the PDS principal’s work to develop a new 

culture of simultaneous renewal.  Simultaneous renewal focuses on the mutual and continual 

growth of both school and university personnel and is emphasized as essential to PDS work. 
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Establishing and maintaining a school culture supportive of the PDS concept is one of the 

most crucial aspects associated with PDS work.  This has major implications for the school 

principal.  Trachtman and Levine (1997) wrote, “A PDS needs more than the principal’s 

blessing.  It is not merely an ‘add-on’ program, but represents a change in the school culture and 

demands organizational and structural changes” (p. 86).  Their findings explicitly highlight the 

need to simultaneously shift structures in order to create a new culture.  Mitchel’s (2000) 

reflections on her role as an urban principal highlighted her perceptions on the importance of 

school culture.  She considered providing leadership to shape a school culture that would support 

their PDS work as her first priority.  Many of Mitchel’s key points tied directly to the school 

culture: building relationships, working collaboratively, empowering students, increasing parent 

participation, and so forth.  Also, Lieberman and Miller (1990), in a conceptual piece on building 

a culture to support teacher inquiry, wrote that reconstruction of leadership roles was one of the 

five essential elements for establishing this culture. 

Borthwick, Stirling, Nauman, and Cook (2003) presented five factors associated with 

achieving successful school-university collaborations.  The first two factors had components that 

were clearly related to school culture.  In factor one, participants considered common goals 

which could be articulated. They shared decision-making and increased responsibilities of the 

school-based players as some of the key elements necessary to establishing and maintaining a 

successful school-university partnership.  The participants placed in the second factor category 

had a greater concern for the survival of the new culture, placing the maintenance of the 

partnership as more important than any specific goal.  They viewed the actual collaboration as a 

“positive force for effecting school change” (p. 345). 
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New rituals and ceremonies often become part of the new culture of a PDS.  Mitchel 

(2000) wrote of celebrations, awards, recognition, retreats, and social activities that were a part 

of her school’s culture.  Ambrose et al. (1999) presented how, through their partnership, the 

university and schools became part of each other’s culture by helping hire staff, engaging in staff 

development, and participating in program evaluations. 

Mission and change were also symbolic concepts that seem to be closely tied to successful 

PDSs.  Mitchel (2000) referred to the relentless focus on the mission of the school as being the 

glue that held their PDS partnership together.  She attributed the “transformation” of the work to 

their “search for deeper meaning” and to having a “moral purpose” (p. 511).  The three principals 

in a study by Foster et al. (2000) shared a belief in the importance of having a vision of what a 

quality PDS program looked like and having the ability to establish an environment conducive 

toward reaching that vision.  The faculty at Morgantown High felt their principal not only had a 

vision of what the school might become, but also felt that he did a good job of communicating 

that vision to them (Dempsey et al., 1997).  The importance of being able to communicate vision 

was also supported by Bowen and Adkison’s (1996) research.  In their recommendations on how 

PDS developers could support principals, they suggested providing training to assist them in 

communicating their vision and promoting “buy-in” among the faculty.   

It is important to remember that the four frames are lenses used to view leadership from the 

various perspectives.  Overlap between the frames exists. Operating from multiple frames is 

important for effective leaders.  Bolman and Deal (1997) wrote: 

Each of the frames highlights significant possibilities for leadership, but each is incomplete 
in capturing a holistic picture. . . .  Ideally, managers combine multiple frames into a 
comprehensive approach to leadership.  Still, it is unrealistic to expect everyone to be a 
leader for all times and seasons.  Wise leaders understand their own strengths, work to 
expand them, and build teams that can provide leadership in all four modes—structural, 
political, human resource, and symbolic. (p. 317) 
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Conclusion 

Although the call for Professional Development Schools was issued nearly two decades 

ago, the research has focused primarily on the teachers and pre-service teachers within those 

institutions (Trachtman and Levine, 1997).  Cramer and Johnston (2000) also pointed out in their 

work that the principal is rarely the focus of research studies about the PDS.  Trachtman and 

Levine (1997) added: 

To date, little attention has been paid to the kind of leaders needed to build Professional 
Development Schools, or to the nature of effective leadership for collaborative, 
restructuring environments.  Indeed, frequently leaders are not even identified.  Most 
literature about Professional Development Schools focuses on the changing role of 
teachers in school-university collaboration or on the characteristics of the new school 
culture.  In fact, PDSs are typically thought of as teacher-centered projects. (p. 76) 

This highlights the need for additional research on principal leadership in the PDS.  As indicated 

in this review, the PDS requires strong leadership in order to achieve its goals.  Bolman and 

Deal’s (1997) Four Frames provide a framework for understanding what elements are key to 

strong PDS leadership.  The absence of a strong research base to inform PDS stakeholders on the 

traits and training needed to prepare, nurture, and guide principals in their schools is 

troublesome.  If this major effort, proposed by the Holmes Group (1990) and other education 

reformers, to improve the preparation of future teachers and provide enrichment for those already 

in the profession is not done properly, American society faces the risk of seeing yet another 

attempt at rejuvenating our educational system fail.  For this reason, future research must capture 

how PDS principals make meaning of their roles in the PDS setting.   

The purpose of this study was to explore the essence of the principal’s role in the PDS and 

how these principals make sense of their role.  Through phenomenological interviews, the 

researcher adds to the knowledge base of PDS principal leadership.  In Chapter 3, the research 

methodology and research design are described.
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Table 2-1 National Council for the Accreditation of Teacher Education standards for 
Professional Development Schools 
Standard Elements 

Standard I:  
Learning Community 

• Support multiple learners. 
• Work and practice are inquiry-based and focused on 

learning. 
• Develop a common, shared, professional vision of 

teaching and learning grounded in research and 
practitioner knowledge. 

• Serve as an instrument of change. 
• Extend learning community. 

Standard II: 
Accountability & Quality 
Assurance 

• Develop professional accountability.  
• Assure public accountability. 
• Set PDS participation criteria. 
• Develop assessments, collect information, and use 

results. 
• Engage with the PDS context. 

Standard III: 
Collaboration 

• Engage in joint work. 
• Design roles and structures to enhance collaboration 

and develop parity. 
• Systematically recognize and celebrate joint work and 

contributions of each partner. 
Standard IV:  
Diversity & Equity 

• Ensure equitable opportunities to learn. 
• Evaluate policies and practices to support equitable 

learning outcomes. 
• Recruit and support diverse participants. 

Standard V: 
Structures, Roles & Resources 

• Establish governance and support structures. 
• Ensure progress toward goals. 
• Create PDS roles. 
• Acquire and allocate resources. 
• Use effective communication. 
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CHAPTER 3 
METHODOLOGY 

Introduction  

The principal is a key component in building successful collaboratives between P-12 

schools and universities and yet they are seldom the focus of empirical studies (Cramer & 

Johnston, 2000; Trachtman & Levine, 1997).  Increasing our knowledge base in this area is 

important.  The purpose of the study was to better understand the phenomenon of principal 

leadership within one network of elementary PDSs.  To achieve this purpose, the following 

research question was addressed: How do principals make sense of their roles in a PDS?  In this 

chapter, I provide a description of the PDS partnership, a rationale for the use of qualitative 

methods as well as specifics about why phenomenology served as the appropriate framework for 

answering the research question.  Additionally, I describe the design of the study including 

participant selection, data collection, and data analysis.  Finally, I outline the strategies used to 

increase the trustworthiness of the study are presented. 

The PDS Partnership  

The PDS partnership in this study was initiated in the fall of 1999 as a part of the 

university’s reform efforts (Bondy & Ross, 2005).  The change in the program was the result of 

fours years of work.  The goal of the reform was to integrate the elementary education and 

special education programs into one unified program.  The partnership exists between the 

university and 10 elementary schools.  Each PDS site has 10 to 20 pre-interns, a school-based 

field advisor, and mentor teachers.  Starting in the spring of 2006 every pre-intern from the 

university was placed in dyads at a PDS site for their field experience.  The pre-internship occurs 

the last semester of their senior year.  The students from one school site comprise one-half of a 

cohort.  The groups of pre-interns from two schools combine to form a full cohort.  The students 
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are enrolled and instructed as a cohort in an intermediate reading course and a social studies 

methods course.  In most cases, these courses are taught at one of the school sites.  Pre-interns 

also participate as students in a seminar instructed by their assigned field advisors.  Also, pre-

interns are required as a part of their field experience to complete an inquiry project in which 

they study an individual child in their placement. 

The 10 schools vary in the depth and breadth of their PDS work.  The principle differences 

in the schools led by the three principals in this study and the other schools related primarily to 

the degrees of collaboration and inquiry.  The three principals involved in the study are the ones 

who work most collaboratively with the university through the PDS program.  They 

communicate more frequently with university personnel and take a more “hands-on” approach 

with the program.  The PDS work is also more integrated into the daily life of their schools.  The 

use of inquiry has evolved in the partnership since its inception.  The study participants are three 

of the principals that have embraced inquiry the most.  The principals either conduct their own 

inquiries, work with faculty to facilitate their conducting of inquiry, or make themselves 

informed of the inquiry that is going on in their schools. 

Theoretical Framework 

The research question guiding this study was, “How do principals make sense of their role 

in a PDS?”  Given this research question, this study was well suited to a qualitative design 

because “qualitative methods facilitate study of issues in depth and detail” (Patton, 2002, p. 14).  

Patton argued that phenomena reveal themselves gradually through the naturalistic designs of a 

qualitative study.  Additionally, Creswell (1998) identified four reasons for choosing a 

qualitative methodology: (a) the research question is stated as a how or why question; (b) the 

topic needs to be explored; (c) there is a need to present a detailed view of the topic; and (d) the 

participants need to be studied in a natural setting.   
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In order to study a phenomenon such as PDS leadership, it is critical to have an 

opportunity to look at the principal’s role in-depth and in context.  This study met the four 

criteria for qualitative studies (Creswell, 1998).  First, the research question explored how 

principals made sense of their role in a PDS.  Second, there was little empirical literature 

addressing PDS principal leadership (Trachtman and Levine, 1997).  Third, because principals 

are responsible for running schools, being informed about their role in PDS leadership was 

important.  Fourth, because PDS work is integrated into the culture of the school, it was 

important to study the principals in their own contextual settings. 

Within the qualitative research design, the researcher situated his study within the 

constructivist paradigm.  Schwandt (1994) wrote: 

The constructivist or interpretivist believes that to understand this world of meaning, one 
must interpret it.  The inquirer must elucidate the process of meaning construction and 
clarify what and how meanings are embodied in the language and actions of social actions. 
(p. 118) 

This study explored the world of three principals.  The data gathered from the interviews was 

used to construct how the principals made sense of their roles as PDS leaders.  In the 

constructivist view, knowledge and truth are created.  Constructivism is founded in the belief that 

the unique experiences of individuals and the way they make sense of the world are valid and 

worthy of respect (Crotty, 1998). Since understanding the activities and interactions of the 

principals’ leadership within their individual schools is the central focus of this study, a 

constructivist approach is appropriate to capture their sense-makings as well as recognize the 

importance of the context where they lead.  In this study, I sought to understand the knowledge 

created by the principal related to their unique lived experiences of PDS leadership. 

Given that the purpose of this research project was to better understand the phenomenon of 

principal leadership within one network of elementary PDSs, a phenomenological framework 
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was used to investigate each principal in the study.  Phenomenology is a research strategy 

designed to find the essence and meaning of a phenomenon.  In this case, the phenomenon was 

principal leadership within a PDS and a phenomenological research method was used to answer 

the research question.  Moustakas (1994) described phenomenology: 

The aim is to determine what an experience means for the persons who have had the 
experience and are able to provide a comprehensive description of it.  From the individual 
descriptions general or universal meanings are derived, in other words the essences or 
structures of the experience. (p. 13) 

Kvale (1996) expressed phenomenology as an attempt to make “the invisible visible” (p. 53).  

Van Manen (1990) stated the goal of phenomenological studies as trying to discover the 

meanings of the “lifeworld” of the object being studied.  Phenomenological approaches emerge 

the constructivist paradigm in that they search for the participant’s unique experiences and how 

each participant makes sense of those experiences. 

Patton (2002) offered that the concept of essences is one that differentiates phenomenology 

from other forms of qualitative research.  Van Manen (1990) shared the following concept about 

phenomenology and essences: 

The essence of a phenomenon is a universal which can be described through a study of the 
structure that governs the instances or particular manifestations of the essence of that 
phenomenon.  In other words, phenomenology is the systematic attempt to uncover and 
describe the structures, the internal meaning structures, of lived experience. (p. 10) 

Similarly, the purpose of the study was to uncover how principals make sense of their PDS 

experience by uncovering and describing the internal meaning structures of their leadership 

experience (Patton, 2002). The goal of this research was to determine the essence of the 

principal’s lived-experience as a leader of a PDS.   

Research Design 

The first section of the research design includes criteria for participant selection.  The 

contexts of the elementary PDSs led by the three principals are addressed.  Data collection 
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procedures and analysis techniques are explained, followed by a researcher’s statement.  Finally, 

an explanation of the study’s trustworthiness is discussed. 

Participant Selection 

The participants in this study were principals in three public elementary schools in a school 

district in north central Florida.  These three principals participated in a PDS network with a 

large, Research One University in north central Florida.  Their school district is comprised of 24 

elementary schools, seven middle schools, seven high schools, and seven special educational 

centers.  Of these schools, 16 failed to meet Adequate Yearly Progress standards (AYP) during 

the 2005-2006 school year.  Eight of the schools that failed to make AYP goals were elementary 

schools.  Criterion sampling, a type of purposive sampling, was used to select participants based 

on a pre-determined criterion, which in this case, was service as a principal in the PDS network. 

Through my affiliation with the PDS network, I was able to gain access to the participants.  

I contacted the principals in person or by email and invited them to participate in the study.  

Permission to conduct the study was obtained by completing the university’s Institutional 

Review Board process.  The three principals selected for this study were: Brent at Countryside 

Elementary School, Tanya at Parkway Elementary School, and Rachel and Benton Elementary 

School.  A description of each school follows and specific data describing each of the three 

schools is included in Appendix B. 

PDS context of Countryside 

Countryside Elementary School has been involved in the PDS partnership for seven years.  

This school, serving students in grades 3-5, is the smallest of the three in the study with 

approximately 430 students.  The staff is very stable demonstrated by the fact that Brent 

normally hires only one to two new teachers a school year.  This rural school, located 15 miles 

north of a city of approximately 100,000, is one of the oldest in the district.  With a minority rate 
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of 38% and a free and reduced lunch rate of 54%, Countryside is a diverse school.  Countryside 

failed to meet AYP during the 2005-2006 school year, but was successful in meeting the federal 

standards in the 2006-2007 school year. 

Brent has been principal at Countryside for 15 years.  It is located just down the street from 

Jetton Middle School which had previously served as the all-black high school.  Both schools are 

located about a mile from Main Street in the small town.  Countryside Elementary School is 

important to the community.  Parents tend to be very supportive of the school and Brent.  

Although the community is experiencing growth, parents and grandparents of many of the 

children at Countryside were students at the school themselves 

PDS context of Parkway 

Tanya had been principal at Parkway Elementary School for seven years.  Parkway has 

participated in the PDS program for two years.  Due to shifting growth in the city, the school 

which was previously considered a suburban school is becoming increasingly diverse and is 

developing characteristics of an urban school.  Because of the changing community and recent 

rezoning, the population of students has changed.  The minority rate has increased to 44% and 

the free and reduced lunch rate is at 43%.  The PK-5 school serves nearly 700 students.  Parkway 

failed to meet AYP during the 2005-2006 school year but met eh federal standards in the 2006-

2007 school year. 

Parkway is located approximately three miles from the university.  Located at the corner of 

two busy streets, Parkway is surrounded by houses and located close to a city park and nature 

trail.  There is a large core of veteran teachers at Parkway, but in the past several years Tanya has 

had to hire more than 10 teachers.  There are more than 50 teachers at Parkway.   
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PDS context of Benton 

Rachel has been principal at Benton Elementary School for four years.  Benton has served 

as a PDS school for two years.  Benton serves approximately 600 PK-5 students.  The school’s 

minority rate is 29% and the free and reduced lunch rate is 49%.  The community of Benton is 

experiencing a great deal of growth which has enabled Rachel to hire nearly one-fourth of the 

staff in just four years at the school.  The rural school is located approximately 15 miles from the 

university.  Benton has been involved with the PDS program for 2 years and met AYP during the 

2005-2006 and 2006-2007 school years. 

Criterion sampling, a kind of purposive sampling, was used to select the participants 

(Patton, 2002).  According to Patton, “Purposive sampling focuses on selecting information-rich 

cases whose study will illuminate the questions under study” (p. 230).  The selection of Brent, 

Rachel, and Tanya was purposeful in that their high level of participation in the PDS partnership 

work improved the possibility of producing thick, rich explanations.  The principals were 

selected based on the depth of their schools’ participation in the collaborative network.  The 

individual schools’ implementation of the NCATE (2006) PDS Standards were also considered 

in selecting the principals for participation.  The principals who were not selected were either 

less involved in the partnership work, inquiry at their school was conducted to a lesser degree, 

the PDS work was less integrated into the daily operation of their schools, their schools were 

involved more heavily in some other collaborative work, or some combination of these factors. 

The principals were invited to participate in the fall of 2006; individual interviews at their 

school site occurred during the fall of 2006.  The university Institutional Review Board (IRB) 

process was completed.  In line with the IRB agreement, pseudonyms were used to protect the 

confidentiality of the principals and their schools. 
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Data Collection 

Data were primarily collected through interviews.  The interview was designed to elicit 

from the participants stories about their experiences and how they make sense of their 

experiences.  Kvale (1996) described the role of an interviewer using metaphors.  One of the 

metaphors he used was the interviewer as miner. In this metaphor, the interviewer seeks to 

uncover the knowledge waiting “in the subjects’ interior . . . uncontaminated by the miner” (p. 

3).  The goal of my study was to uncover how the PDS principal made meaning of his or her 

role.  The research interview adopted a conversational orientation drawing on Kvale’s orientation 

(1996): “The qualitative research interview is a construction site of knowledge.  An interview is 

literally an inter view, an interchange of views between two persons conversing about a theme of 

mutual interest” (p. 2, emphasis in original).   

Rubin and Rubin (2005) also expressed the value of the qualitative interview as allowing 

the researcher to understand and reconstruct experiences in which he did not participate.  In this 

reconstruction of the events, the researcher is metaphorically compared to a skilled painter, 

placed in contrast to a photographer.  The researcher selects fine points from the interview and 

uses them to create an image from the themes.   

The purpose of conducting interviews for this study was to determine the stories of others.  

Patton (2002) wrote: “Qualitative interviewing begins with the assumption that the perspective of 

others is meaningful, knowable, and able to be made explicit.  We interview to find out what is 

in and on someone else’s mind, to gather their stories,” (p. 341).  I sought to uncover information 

from the principals’ perspectives and use that data to reconstruct their experiences through the 

creation of portraits.  Interviewing is a valuable data collection tool in phenomenological studies 

because participants are able to explicitly share their feelings and beliefs.  This made selection of 

the qualitative interview the most logical choice for data collection.   
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Seidman’s (1998) phenomenological interviewing technique was used in this study.  

Seidman’s (1998) phenomenological, three-interview protocol was used as the foundation for the 

research.  This model recommended that the researcher conduct three separate interviews of each 

participant.  Each of these interviews has a specific purpose.  The intent of the first interview was 

to collect background information on the interviewee.  Called a focused-life history, the goal of 

this session was to put the participants’ experiences into context and to have them tell about 

themselves and the topic in the present.  In this session, the principals were asked to describe 

their career in education from college to the present.  Principals were prompted to speak 

specifically about their practicum experiences, the schools where they worked, various roles in 

which they have served in the education field, positive and negative experiences, and their 

experiences with K-12 and university collaborations. 

Session II was designed to determine the contemporary experiences of the participant in 

detail (Seidman, 1998).  The goal of this session was to ask for stories to elicit details.  The 

principals were asked to share stories during this interview related to topics ranging from the 

history of their school as a PDS to challenges associated with their role and how their leadership 

has evolved. 

The participant’s reflection on the meaning of their experience was the purpose of Session 

III (Seidman, 1998).  This session addressed the intellectual and emotional connections between 

the participant’s work and life.  Through looking at the factors in their life and their current 

experience in context, the conditions for reflecting are established.  Principals were asked to 

consider how their actions had impacted the program and their beliefs about their role and 

actions as they related to the PDS. 
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Seidman (1998) recommended the interviews be scheduled for 90 minutes each session, 

with all interviews conducted within a three-day to one-week time period.  Seidman’s approach 

was modified by combining Sessions I and II into a single session for one of the principals.  This 

was done because of time constraints.  Additionally, questionnaire was given to the principals 

prior to interview Session I.  The purpose of this questionnaire was to collect some of the 

background information including the names, dates, and locations of former school and 

university affiliations.  The interview protocol is found in Appendix C and the questionnaire is 

located in Appendix D. 

A combined approach was used in creating the interview guide (Patton, 2002).  Blending 

the standardized open-ended interview format with the interview guide technique was chosen by 

the researcher.  This format was beneficial in that it allowed me to identify specific questions to 

be asked in exactly the same manner, but permitted flexibility for probing and exploring certain 

subjects in more depth.  Moustakas (1994) supported the idea of similar interviews: 

The phenomenological interview involves an informal, interactive process and utilizes 
open-ended comments and questions.  Although the primary researcher may in advance 
develop a series of questions aimed at evoking a comprehensive account of the person’s 
experience of the phenomenon, these are varied, altered or not used at all when the co-
researcher shares the full story of his or her experience of the bracketed question. (p. 114) 

Through thoughtful listening and appropriate probing, a researcher can increase the richness of 

the data.  The spontaneity of the interview and the flexibility permitted by the semi-structured 

format enable the interviewer to interpret as he progresses through the interview and work to fill 

in gaps and omissions that can increase the depth and detail of the data (Kvale, 1996; Rubin & 

Rubin, 2005).  The strength of the interview as a technique for data collection is the ability to 

interact. 

To increase the chances of getting a comprehensive picture of the meanings and essence of 

the principals’ work in the PDS network, questions for the interview were created based on my 
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experiences with PDS work and from insights that emerged from review of related research data.  

Additionally, one principal in the PDS network, as well as two university faculty who possessed 

background in leadership and PDSs, respectively, previewed the interview guide to assist the 

researcher in creating a comprehensive set of questions.  The final questions, broken down by 

each session, are reported in Appendix D. 

The three interview sessions were recorded using an audio tape recorder.  Kvale (1996) 

recommended using this procedure to record the interviews to allow the interviewer to focus on 

the topics and dynamics of the interview.  Bentz and Shapiro (1998) suggested the use of the tape 

recorder to prevent the researcher from pre-maturely placing data into already extant categories.  

The audio tape recorder maintained the data in their primitive state.   

For example, the protocol probed to understand the story of how the school became a PDS, 

to illustrate a typical day in the PDS, to outline their roles and responsibilities within the PDS, 

and to share stories of change related to the principals’ work within the PDS.  The final series of 

questions were designed to elicit reflections from the principals on what their shared stories 

mean and how they make sense of their role as a PDS principal.   

Data Analysis 

Seidman’s (1998) approach was used to analyze the data.  I began by creating portraits, 

similar to Seidman’s notion of stories, from the interview data.  Lawrence-Lightfoot and Davis 

(1997) wrote about portraits: 

Portraitists seek to record and interpret the perspectives and experiences of the people they 
are studying, documenting their voices and their visions—their authority, knowledge and 
wisdom.  The drawing of the portrait is placed in social and cultural context and shaped 
through dialogue between the portraitist and the subject, each one negotiating the discourse 
and shaping the evolving image.  The relationship between the two is rich with meaning 
and resonance and becomes the arena for navigating the empirical, aesthetic, and ethical 
dimensions of authentic and compelling narrative. (p. xv) 
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Creating portraits from narratives, such as those elicited from interviews, has been compared to 

fitting pieces of a puzzle together (Lightfoot, 1983).  Lightfoot wrote about the completed 

puzzle: “A tapestry emerges, a textured piece with shapes and colors that create moments of 

interest and emphasis” (p. 16).  My goal was to gain insight into the essence of each principal’s 

role with his or her PDS context.  It is my belief that representing the data in the form of a 

portrait best paints the picture of the context and how the principal interacts within that context. 

Seidman’s (1998) basic structure for creating profiles was used to transform the data into 

portraits through the process of studying, reducing, and then analyzing.  The studying phase 

occurred as the tapes were transcribed independently.  Each interview was listened to at least 

three times.  The transcripts were then read and edited.  During the initial transcription, 

significant pauses were indicated.  “Filler phrases” such as “you know” and “um” and “ah” were 

omitted.  Repeated words and phrases were omitted unless I identified them as seeming 

significant.  Basic grammatical errors were also corrected.  On the second and third review of the 

tapes, grammatical errors were corrected while changes were made to words and phrases that 

were misheard during the initial transcription.  

Next, using Mishler’s (1995) strategy, the transcripts were reassembled by changing the 

sequence of the interview data into a more chronologically accurate portrait.  The transcripts 

were read and categorized by periods in the professional lives of the individual principals.  The 

sections were then cut, reordered, and pasted into the appropriate sections. Seidman’s (1998) 

reduction occurred during the reassembling and completion of the transcripts.  The reduction 

phase consisted of eliminating words, phrases, and stories that were repetitive or were not 

integral to the story based my understanding of the experiences and contexts of the individual 

principals. 
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The next phase included reading the original transcripts and reordered narratives.  From 

these two sources a portrait was created for each principal.  The events were summarized in the 

narrative using the most significant passages to illustrate the key points in each principal’s story.  

The resulting portraits are presented in Chapters 4, 6, and 8. 

After completing portraits for each principal, I returned to Seidman’s (1998) model and 

began analysis by marking individual passages which were studied to determine names for the 

emerging themes. An example of the themes can be found in Appendix E.  

After the portraits were constructed and the themes determined, I analyzed the principals’ 

leadership styles through the different lenses of Bolman and Deal’s (1997) Four Frames.  These 

lenses provided a variety of perspectives from which to view the way principals made sense of 

their leadership.  According to Bolman and Deal, “Frames are both windows on the world and 

lenses that bring the world into focus.  Frames filter out some things while allowing others to 

pass through easily.  Frames help us order experience and decide what to do” (p. 12).  These four 

frames allowed me to organize the three principals’ leadership beliefs and actions using the 

structural, human resource, political, and symbolic frames.  Additionally, the frames were used 

to further study the six themes to look for connections. This analysis is presented at the 

conclusion of the portrait chapters. 

After the portraits had been completed, the list of characteristics developed, and the themes 

developed, the individual chapters were taken back to the principals for member checking.  

During this follow-up interview, additional questions were asked to clarify content from the 

original interviews.  Also, during this recorded meeting, the principals shared their thoughts 

about the portrait, themes, and metaphors.  Data collected from the member checking were 
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integrated into the findings to offer a more accurate reflection of the “lifeworld” of the 

principals.  The final portraits and thematic analyses are presented in Chapters 4 through 9. 

In an effort to study this phenomena of PDS principal leadership across the cases, in 

Chapter 10 a cross-portrait analysis was created to identify commonalities.  A table was created 

identifying the themes representing how each principal made meaning of his or her roles.  I 

reviewed each theme and considered whether it was present or absent for each individual.  The 

result was used as evidence to indicate the most dominant themes associated with the essence of 

the principal’s role in a PDS.  These findings were then reported in Chapter 10. 

Epoche and Researcher Statement 

Epoche, which comes from the Greek, means to refrain from judgment (Moustakas, 1994). 

The goal in using this technique was to look at the data, putting aside any pre-existing ideas 

about the object being studied.  However, the process of Epoche does not mean the researcher 

operates as a “blank slate.”  Husserl (1931, as cited in Moustakas) wrote: “The 

phenomenological Epoche does not eliminate everything, does not deny the reality of everything, 

does not doubt everything—only the natural attitude, the biases of everyday knowledge, as a 

basis for truth and reality” (p. 85).  Each of these areas was considered as I bracketed my bias in 

this study. 

My career in education produced some possible biases.  Serving as a middle school teacher 

for 12 years influenced beliefs and opinions.  The first 11 of those years were spent in a 

relatively small Florida public school district located several hours from the university.  During 

my tenure in that district, I was employed by principals who were constantly focused on 

changing programs in order to improve student achievement.  I was the first staff member hired 

at the middle school by the new principal I had worked for as a teacher’s aide in southwest 

Florida.  One of the principal’s primary goals in the first four years of his tenure was to transition 
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the school from a junior high model to a middle school philosophy.  I took on several leadership 

roles connected to this attempt at change: team leader, department head, and chairing various 

committees.  I was responsible for designing the schedule for the pilot year of the new format 

and the schedule for the following two years.  The leadership roles enabled me to become 

connected with other principals and county office personnel which led to future opportunities 

outside the classroom. 

Despite my enthusiasm for change, many of my co-workers were resistant, occasionally 

leading to uncomfortable moments.  This caused me to question why some of my peers would 

oppose changes that research demonstrated could lead to positive outcomes.  I came to view 

teacher resistance to change in the status quo as barriers to overcome, always fearing resistance 

to change no matter how potentially positive the changes might be. 

The two principals in that district also respected teacher leadership.  They encouraged 

teachers to come to them with ideas for improving the school.  I view teacher leadership as a 

critical component in school reform and improvement.  I believe a lack of significant teacher 

leadership and the absence of an “open door policy” from the principal in a school are viewed as 

negative aspects of a school culture.   

The belief in the importance of teacher leadership and promoting school reform is part of 

what has led me to strongly connect my work to the PDS.  During my previous experiences in 

education, I came to view the cohesiveness and power of teams of teachers as crucial 

components to meeting the needs of students and to continuously moving forward.  At each of 

the schools where I was employed full time, teams worked closely together.  In many instances 

they met on an almost daily basis.  Curriculum and student issues were discussed and often led to 

processes where the team modified procedures or structures to improve the educational actions at 
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the school.  The majority of the teams were comprised of either one-half or one-third of the grade 

level teachers.  For the most part, the teachers taught all the same students.  The teachers of the 

other students were on different teams.  The teams had an identity as well as power. 

Another critical component of my beliefs about reform was professional development.  

The district in which I worked placed great emphasis on professional development activities.  In 

all but one year of my employment, the district provided system-wide professional development 

days to coincide with state professional development days in October.  I attended district 

workshops on a variety of topics and also took the opportunity to attend state and national 

conferences presented by organizations such as the National Middle School Association, 

National Council for Teachers of Mathematics, and the National Council for the Social Studies.  

I also taught district workshops on cooperative learning and served as a facilitator for the 

district’s new teacher induction program. 

The PDS program at the university started five years prior to this study.  I was directly 

involved in the program for three of those years and was a key player in the first expansion of the 

network beyond the two initial schools.  As a field advisor and course instructor, I was in one of 

the schools almost daily for one year, and invested a great deal of time trying to support the 

success of the PDS work.  Additionally, I served as an administrative intern for one of the 

principals in this study.  Considering these previous experiences in the program, I realized my 

background and prior experiences with the university PDS network could potentially impact the 

study.  I was very emotionally and professionally invested in the PDS program and wanted to 

make sure that the research had only positive impacts on the program. 

Issues that emerge from this researcher statement that could lead to possible bias include 

my strong connection and desire for building and maintaining a successful PDS network, the 
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relationships that were built with principals and teachers, my awareness of each school’s culture 

and climate, as well as my propensity for change, teacher leadership, teaming, and professional 

development.    

Trustworthiness 

I was acquainted with all three principals prior to the start of the study and had worked 

very closely with two of them.  One of my roles was to develop rapport with each of the 

principals in order to facilitate a trusting relationship during the interview portion of the study.  

Seidman (1998) referred to rapport as “getting along with each other, a harmony with, a 

conformity to, an affinity for one another” (p. 80).  He cautioned against carrying the goal of 

establishing rapport to an extreme, arguing that too close a relationship in the interview study can 

“confound” the data.  I had built an acquaintance-type relationship with two of the principals and 

was a professional friend with the third principal prior to the start of the interviews.  The 

participants’ involvement, along with the participation of the researcher in the PDS network, 

facilitated the development of sufficient rapport for this interview study 

In qualitative research studies, the concept trustworthiness must be considered.  Merriam 

(1995) wrote: 

Qualitative research assumes that reality is constructed, multi-dimensional, and ever-
changing; there is no such thing as a single, immutable reality waiting to be observed and 
measured.  Thus, there are interpretations of reality; in a sense the researcher offers his or 
her interpretation of someone else’s interpretation of reality. (p. 54) 

Lincoln and Guba (1985) offered four terms to determine trustworthiness in qualitative research. 

These terms are credibility, transferability, dependability, and confirmability.  These four 

concepts are used to assist the researcher in framing the trustworthiness of the study.  Lincoln 

and Guba provided several strategies for increasing the credibility, transferability, dependability 

and confirmability of a study. 
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Patton (2002) explained that credibility in a qualitative study depends on three elements: 

rigorous methods, credibility of the researcher, and philosophical belief in the value of 

qualitative inquiry.  To address credibility, the researcher used several of the strategies 

recommended by Lincoln and Guba (1985).  I first considered the strategy of triangulation to 

address credibility.  Triangulation assists a researcher in producing an audit trail.  Patton (2002) 

identified triangulation of sources, analyst triangulation as a feature of credibility.  Triangulation 

of sources was accomplished through conducting interviews with three different principals.  

Patton defined the triangulation of sources as “checking out the consistency of different data 

sources within the same method” (p. 536).   

Member checks were also used to enhance credibility (Lincoln & Guba, 1985).  The 

researcher had the participants review the transcripts of the interviews, the themes, and the 

portraits at the end of the initial analysis stage.  The use of member checks assisted in the 

verifying of themes and correcting of misconceptions. 

Lincoln and Guba (1985) describe transferability as the “fittingness” of the study findings 

for generalization to apply in other contexts.  The trustworthiness factor of transferability is best 

addressed through thick description.  Morrow (2005) wrote the following about thick 

description: 

Thick descriptions, transcending research paradigms, involve detailed, rich descriptions 
not only of participants’ experiences of phenomena but also of the contexts in which they 
occur.  The “thickness” of the descriptions relates to the multiple layers of culture and 
context in which the experiences are embedded. (p. 252) 

I attempted to provide rich, thick description by developing portraits, as well as including direct 

quotes and numerous examples from the interviews.  The rich, thick description allows the reader 

to determine the level of transferability to their own context. 
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Dependability refers to the extent which the study is reliable (Lincoln & Guba, 1985).  

Confirmability addresses the objectivity of the study.  Dependability and confirmability are 

established through auditing.  The steps in the research process have been identified from the 

formation of the questions, selection of participants, data collection, to data analysis in order to 

maximize the chance that other researchers could replicate the study.  This clear audit trail helps 

enhance dependability and confirmability. 

As a final step, the maintenance of a reflexive journal of the research process served as a 

strategy for demonstrating trustworthiness (Lincoln & Guba, 1985).  Patton (2002) wrote the 

following about reflexivity and its importance to the qualitative researcher: 

Reflexivity reminds the qualitative inquirer to be attentive to and conscious of the cultural, 
political, social, linguistic, and ideological origins of one’s own perspective and voice as 
well as the perspective and voices of those one interviews and to those whom one reports. 
(p. 65) 

The use of a journal was used to assist me in being attentive to the issue of reflexivity.  This 

reflexive journal was used not only to document the research process and timeline, but to allow 

the outside reviewer insight into my personal thoughts, questions, and emerging ideas.  In 

summary, I tried to establish trustworthiness through the following strategies: (a) rapport 

development and member checks, (b) thick description, (c) audit trail, and (d) a reflexive journal.   

This study focused on understanding the phenomenon of principal leadership in a PDS.  

Through a phenomenological lens, interviews were conducted to explore the essence of the 

principal’s role and how he or she makes sense of that role. The individual portraits, metaphors 

and lenses used to make their work will be discussed in Chapters 4, 6, and 8.  Chapters 5, 7, and 

9 provide an analysis of each portrait and offer themes inherent in the way principals make sense 

of their PDS work.  In Chapter 10 a cross-case analysis of the themes that emerged from the 
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three portraits is shared.  Finally, a discussion of the implications of this study is discussed in 

Chapter 11.
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CHAPTER 4 
BRENT’S PORTRAIT 

Introduction  

In this chapter, Brent’s beliefs and lived experiences as a PDS principal are explored to 

provide a comprehensive description of Brent’s life as a leader and PDS principal.  In order to 

convey these lived beliefs and experiences, I created a portrait to record and interpret Brent’s 

perspectives and life events in a way that documents his voice, vision, knowledge, and wisdom.  

Although his professional roles (teacher, teacher leader, principal, and PDS principal) are 

distinguished for the purpose of sharing Brent’s portrait, these roles are overlapping and 

integrated in that each aspect of Brent’s portrait influences other aspects of his portrait.  I begin 

by tracing Brent’s evolution as a teacher and teacher leader followed by a description of his work 

as a principal.  The next section highlights Brent’s PDS beliefs and lived experiences.  This 

chapter, shaped by dialogue between the portraitist and the participant, illustrates Brent’s lived 

experiences emerging within his own unique social and cultural context at Countryside 

Elementary School.  

Brent as a Teacher and Teacher Leader 

When Brent entered the field of education in the late 1960s, it was a politically turbulent 

time in the South.  Many school districts were being placed under court order to desegregate 

their schools.  Brent’s in-school experiences as a pre-service teacher were in both segregated and 

recently de-segregated schools. Through these placements he was afforded the opportunity to 

work with children from a variety of backgrounds.   

But, I learned from that.  It was funny.  It was kind of a lesson for me as a young teacher.  
Kids kind of decide whether you are okay or not and for whatever reason, both the white 
and the black kids decided that I was okay.  That was at the internship. [Session 1, Lines 
411-417] 
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These field experiences taught him something important about children.  Regardless of their 

ethnicity, the students reacted to Brent based on his actions and character.  He learned that 

students responded to the way he treated them by treating him in a similar fashion. 

Brent’s pre-service experiences helped him see beyond race and socio-economic status.  

One of his placements was at a new school.  Serving the economically advantaged, almost 

exclusively white children, the school was not what Brent expected.  He described the culture as 

being very “chaotic.” Brent compared his experiences in the economically-advantaged school to 

his experiences working as a tutor in an all-black high school prior to desegregation, a school 

that he described as having a culture of respect.  Through this comparison, Brent learned the 

impact that school culture can have on the children.   

You've got a bunch of poor country kids up here.  You've got a bunch of poor country kids 
in Marshall County.  Kids are not really that much different anywhere.  Even at Carlise 
[economically advantaged school] where I was, it was just different cultures.  You see 
what's different.  Kids aren’t really that much different from one place to another.  But 
what they encounter and how they respond to their environment I think is what makes 
them act different. [Session 3, Lines 268-273] 

The climate of the school played an important role in how the children acted and reacted.  He 

came to believe that issues of poverty or differences in race were not the determining factors in 

how the children behaved.  Brent saw how the various environments of the schools where he did 

his pre-service work played a large part in the behavior of the students. 

After graduating with a degree in English, a tight job market in the area made Brent decide 

to return to the university to earn his master’s degree.  After being counseled that there were not 

likely to be any more high school English jobs the following year, Brent pursued a master’s 

degree in elementary education.  During this time, he began forging relationships with both 

teachers and administrators in the district through his participation in evening classes in which 
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many of the students were district employees.  Once Brent finished his degree, he was hired to 

teach fifth grade at a local elementary school.   

Almost from the onset, Brent was groomed within this elementary context to become a 

teacher leader.   

Looking at teacher leadership when I worked at Balch Elementary, I think that one of the 
things that was very apparent . . .  and I saw the same thing from the people who were at 
Andrews in the old days, was the expectation that you are a leader and you were told ‘You 
are leader.’  You were groomed as a leader and there was not a sense of keeping you down, 
or hidden, or in the classroom.  I remember the second or third year that I was at Balch 
with a principal who was kind of daffy in her own way, but she just said, ‘You will be a 
principal someday and you need to be a principal.’  She would take me to principals’ 
meetings and send me to things. [Session 3, Lines 327-333] 

As a result of working with this principal who believed strongly in fostering teacher leadership, 

Brent was exposed to the importance of nurturing leadership within the school by encouraging 

faculty to envision themselves in leadership roles and placing teachers in situations where they 

could learn about the principalship.   

Brent left his job at Balch Elementary to work at Greenberg Middle School.  While at 

Greenberg, he worked for another principal who believed strongly in encouraging teacher 

leadership.  However, at Greenberg the structure provided Brent with even more opportunities to 

practice his leadership skills.  Brent had a chance to take on more formal leadership roles since 

responsibility was delegated to teams and Brent served as a team leader. 

At Greenberg it was the same kind of thing.  We were expected to be leaders.  We were 
taught that we were leaders but also that what was different there was the school was 
organized more democratically.  Again, this is the late seventies, early eighties, mid-
seventies when it started.  But the school was built, this was the early middle school 
movement, under a very different kind of organizational structure.  There was still a lot of 
talk about differentiated staffing with some people who were half-time assistant principals, 
half-time teachers.  But again, we were teams.  We started out initially to be multi-age 
teams but it kind of changed back into grade level teams by the time I got there.  We were 
allowed to manage and were kind of required to manage most of the day-to-day operations 
of our team.  We would meet usually once every week or two weeks.  When I became team 
leader, we would talk about what we were doing to make sure were all on the same page so 
that the sixth grade isn't doing something that is going to create problems for eighth grade.  
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Occasionally, we would have curriculum kind of meetings across grade levels. [Session 3, 
Lines 350-362] 

While at Greenberg, Brent learned the power of more democratic organizational structures and 

how teachers could manage their day-to-day operations. With the introduction of the middle 

school structure, a focus on teams, and the responsibility for decisions placed in the hands of 

teachers, Brent deepened his understanding of teacher leadership.  Under this structure, Brent 

was a working member and leader of a team that collaborated to solve daily issues and problems.  

This team functioned across grade levels to facilitate the operation of the school. 

The middle school structure also influenced the culture of Greenberg. In addition to 

empowering teams of teachers to take responsibility for the day-to-day operations of the school, 

the established culture included an acceptance of diversity as well as a sense of fun.  The 

deliberate scheduling of social events encouraged a congenial atmosphere. 

There were a lot of social kinds of things there at the school . . . .  There were always 
parties, fun things, and goofy days for both the students and teachers.  The faculty 
generally got along.  For a big faculty we got along well.  There were a lot of quirky folks 
and eccentric and colorful people there.  I think that was probably valued and accepted 
more there and encouraged to a certain extent.  We weren't made to behave as much as we 
were at the previous school where I was at, but yet there was a sense of innovation, of fun.  
Sometimes you would do things just because they're fun, just for kids and for adults. 
[Session 3, Lines 362-368] 

Brent appreciated the social aspect of Greenberg’s culture and the role it played in developing 

and maintaining an atmosphere based on positive relationships.  Although he had been exposed 

to positive experiences at other schools where he interned and worked, Greenberg was the school 

where teachers were given freer reign to be themselves.  While the “goofy days” and social 

activities played no direct role in student achievement, Brent recognized their value in having a 

positive impact on the school culture. 

Empowering teachers to make decisions was a primary component in the culture of 

Greenberg Middle School.  The principal provided the staff with significant practice in decision-
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making as teacher leaders.  Following the example set by this principal, Brent chose to use his 

teacher leaders in helping run the school. 

A lot of leaders came out of that group.  If we had a problem, sometimes we would go to 
the principal and be like, ‘Solve this problem for us,’ and he'd say ‘I don't know what to do 
about that.  Y’all can solve this better than I can so y'all just figure this out, tell me what 
you want to do and that is fine with me.’  You know, I have actually said that to some 
folks. [Session 3, Lines 368-372] 

Being allowed and expected to make decisions about what affected him and his team was very 

powerful for Brent.  It is a philosophy that Brent demonstrates today as a principal.  He 

empowers his teachers to make those decisions that impact what goes on in their classroom.  

Brent’s experience at Greenberg Middle School allowed him to see how empowering teachers 

can strengthen their leadership skills, just as it did for him and many of his Greenberg peers. 

Although Brent had the benefit of working for two principals who believed in building 

teachers’ leadership skills, during his work at Balch and Greenberg he was exposed to two 

distinctly different types of leadership.  Brent learned how two different principals, one with a 

democratic style and the other with an authoritarian style, could foster teacher leadership.  Brent 

shared the following information about the principal of Balch Elementary School. 

She was a real different style but she was very proud of the fact that her school produced 
leaders and she did look for leaders to hire.  I think what was different there was it was 
very authoritarian and run by her rules.  But in terms of who was in charge of what and 
encouraging us and just saying that you will go back to school, ‘You will get your master’s 
degree, you are going to be a principal, you are going to do this,” she did that. [Session 3, 
Lines 334-339] 

Brent understood that this principal hired people she thought could become strong teacher 

leaders, and she encouraged her staff members to improve themselves by continuing their 

education or taking on new leadership roles.  Despite the fact that her school was authoritarian in 

structure, the principal at Balch valued her staff members and nurtured their ability to lead and 

grow.  As a result of these experiences, Brent embraced the power of teacher leadership. 
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After more than 10 years as a classroom teacher at the elementary and middle school 

levels, Brent’s desire to be challenged helped him move to a job in the district office.  Brent’s 

exposure to leadership opportunities as a teacher helped him feel confident that he could move 

on to a district-level job.  Brent explained his choice to change jobs in the following way: 

I guess I left teaching for the district office partially because I had been encouraged to do 
that.  At both of the schools where I taught, both at Balch and Greenberg, it seems like by 
the time I hit about four or five years. . . you struggle and you try and get everything 
figured out.  You get good at it, or at least you think you do.  Then for me, both times, 
about the time when I started to get things figured out then it was almost like it wasn't quite 
as interesting.  It was easier.  I enjoyed it, but it just seemed to be something, kind of like, 
‘Okay, what is next?’ I guess is the feeling I had.  I had been encouraged by my principal 
there.  In fact, he let me know of some openings and he encouraged me to apply for a 
couple of district level positions. [Session 1, Lines 57-64] 

As a result of these experiences, Brent recognized the importance of challenging teachers who 

are open to change.  When he felt he had “things figured out,” Brent pursued opportunities that 

would provide him with the chance to learn and grow as an educator.  After his years as a 

teacher, Brent was prepared for a new challenge.  This understanding has led Brent to recognize 

the importance of challenging the teachers he leads today. 

After leaving his role as a classroom teacher, Brent initially worked with the gifted 

education program at the district office.  In subsequent years, he was asked to take on additional 

roles related to exceptional student education (ESE).  In the beginning, Brent was given a great 

deal of freedom and minimal direction, which he felt was appropriate.  When Brent was hired, 

special education and Student Services was the department where gifted education was housed.  

Over a period of time, superiors determined that Brent and gifted education should be moved to 

the General Education Department.  During this time, Brent was a part of a strong teaming 

network of employees in the General Education Department. 

We were a pretty good team and a whole bunch of new subject area people that had only 
been on board for a couple of years.  We were over on that side of the building.  We 
worked very well together.  It was kind of expected that the 12 of us subject area people, 
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would work together and support each other because it was all about district curriculum 
and helping schools.  Then the other thing, since our job was working with the schools, 
that is where we actually spent most of our time. [Session 3, Lines 208-215] 

Partnering with co-workers and school-based personnel across subject areas was a pivotal 

component of Brent’s work at the district office.  Brent recognized that the team worked well 

together, staying focused on their common goals connected to helping the schools. 

While working at the district office, he noted some differences in leadership styles.  He 

was exposed to leadership that was more democratic than authoritarian.  In this job, Brent was 

provided with a list of objectives but he was allowed the flexibility to achieve those using his 

own strengths and skills. 

I think that there was some flexibility there.  I found a lot more when I was in the Regular 
Education Department because it was more like, ‘Here's what you need to accomplish.’  
We set some objectives and we’d work with one of the directors.  If I was floundering or 
confused or whatever, then my director would kind of get me pointed in the right direction.  
As far as telling me what to do everyday, that was kind of the joke down there.  Student 
Services had a check-in/checkout board where you had to have a daily schedule and what 
time you were going to be at the schools.  Over in, we called it the Curriculum Department 
versus the ESE department, it was just assumed that you were out doing what you were 
supposed to be doing and you were. [Session 3, Lines 216-225] 

Having an established goal and additional support if needed to do his job were resources that 

Brent valued.  Brent appreciated the autonomy and the fact that he knew his supervisor trusted 

that he was doing what he was supposed to be doing.  Departments directed by individuals who 

chose to micromanage their staff were considered somewhat of a joke by Brent and his co-

workers.   

In sharing his story about the independence he was given in the General Education 

Department, Brent reflected back on his second year working in Student Services.  Due to a 

change in leadership, the philosophy had changed and he did not like the resulting changes in the 

department. 
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It was not ‘Here are all the things that you have to do, so here's how we do it.’  And we had 
a fairly collegial group of folks there but then when the ESE director changed and then it 
was more of a big brother looking at you, that kind of lack of trust.  ‘We need to check up 
on you.’  The whole tone of it changed rather abruptly.  And I didn't like that at all 
because, just like everybody else there, I was working my butt off and we were already 
putting in 10-hour days or more.  And then for somebody to want to know, we said we 
would be back from this school at 1:30 and it is a quarter to two, you know that kind of 
nonsense.  That bugged me.  And that really came from the top.  I had never had a problem 
working hard and didn't really mind the schedules too much, but just the idea that 
somebody's got to check up on me.  If you need to check up on me then I shouldn't be 
down here at all.  And that had a very profound impact. [Session 3, Lines 234-244] 

As a professional, Brent resented that he and his co-workers were being “checked up on.”  He 

felt that his hard work and past performance demonstrated his competence and commitment.  

Working in an environment lacking in trust and respect had a profound impact on Brent. 

In his last years at the district office, Brent returned to the ESE Department.  The 

experience left him feeling very disenchanted with leadership especially at the district level.  

Brent’s employment back in the ESE Department was a very negative experience. 

It was probably the worst year and a half of my professional career because it had devolved 
into. . . where there was no trust, there was no collegiality, there was no sense of mission.  
ESE had just degenerated into a bunch of bureaucratic compliance folks. [Session 3, Lines 
244-248] 

The lack of trust and teamwork made the job undesirable for Brent. Because of the negative 

experiences he had at the district office, he decided to return to the classroom as a teacher at the 

Roland Center.  He had abandoned his desire to become a principal.   

Brent as a Principal 

Brent’s negative experiences during his work at the district office helped him decide not to 

pursue a job as a principal.  Even though he had completed the certification requirements in 

educational leadership, Brent planned to remain as a classroom teacher at Roland.  However, 

when leadership changed in the form of a new superintendent so did Brent’s plans.  The new 

superintendent was a former colleague.  She called him and instructed him that he would be 
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doing a principal internship at Countryside Elementary.  Brent told her that he had changed his 

plans and no longer wanted to be a principal.  The new superintendent convinced Brent that 

completing the principal internship was something that he needed to do.  Brent finally agreed and 

completed his principal internship at Countryside.  At the end of his internship, and because a 

new school had been built, Brent was offered the principalship at Countryside, which he 

accepted. 

Countryside Elementary is a rural school, located about 20 miles outside of a city of 

approximately 100,000 people in North Central Florida.  The school serves students in grades 

three through five with approximately 430 students and 35 teachers.  In the 2006-2007 school 

year, Countryside earned a school grade of “A” up from the previous year’s grade of “C” based 

on the state’s grading system.  The state grading system, in place since 1999, rates schools from 

“A” to “F” based on state test scores with consideration given to student learning gains and the 

previous year’s performance by individual students (Florida Department of Education, 

2004).Countryside did not meet Adequate Yearly Progress, as defined by the No Child Left 

Behind Act of 2001 in the 2005-2006 school year but did meet AYP standards in the 2006-2007 

school year.  The school has a minority rate of 38% and a free and reduced lunch rate of 54%.  

Since grades were issued as a part of the state’s accountability system in the 1998-99 school 

year, Countryside has earned two “A” grades, two “B” grades, and five “C” grades.  Brent has 

served as principal at Countryside Elementary for 15 years.  

As Brent began describing his work as a principal, he shared important stories from his 

past experiences to illustrate the importance he places on school culture and teacher leadership.  

Brent explained how events from early in his educational career influenced his leadership style.  

For example, Brent described how his pre-service teacher experiences helped him learn about 
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leadership and school culture. He reflected on his first placement at Jetton, a racially segregated 

school, which was much different than his own educational experience as a student in an 

integrated Catholic high school in South Florida.  Brent’s work in the all-black school taught him 

some very important lessons connected to leadership and culture that influenced his leadership at 

Countryside today. 

There was a scarcity of materials.  The other thing that I noticed was when I came to Jetton 
was that the campus was absolutely spotless.  The level of the student conduct, the good 
manners for lack of another word, when I was on campus, and I was a 20-year-old college 
student. . . . When I would come in there was a sense of a decorum and protocol from both 
the adults and the students on campus that was radically different.  Everything was, ‘Good 
morning.  Yes sir.’ You’d see students in the hallway.  When I was walking back, they 
would greet you and that was the way they treated teachers and each other. [Session 1, 
Lines 256-263] 

Even though the school was lacking in materials and he entered the all-black school as one of 

very few whites, Brent was treated with a great deal of respect.  Everyone at the school displayed 

respectful attitudes toward everyone else.  He recognized and appreciated the way he was 

received by those in the school.  As a result, Brent seeks to establish that same level of respect in 

his school today. 

In addition to learning how a climate of respect was something that echoed within the 

walls of that school during his internship, Brent was also exposed to the challenges faced in a 

recently integrated high school.  In this experience, he was able to observe how a clash of two 

cultures created an atmosphere of hostility which gave rise to a third subculture.  The challenges 

to the school culture, created by external forces produced challenges among staff and students. 

I went in the spring of ‘71 and they started in the fall of ‘70 as a desegregated school.  
There were a lot of black students living in the area that I think they were bused into town 
to Carver or whatever the black high school and so they didn't want to be there. . . . That 
was part of their community, part of their culture and it had been essentially closed down 
and been boarded up so they were angry about that.  The black students at North Marshall 
didn't want to be there.  They had gone to wherever they had been.  Their parents had gone 
there and there was a lot of heritage and tradition at their al-black high school.  They didn't 
want to go to some redneck high school where nobody wanted them and didn't like them.  
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And that was very obvious.  And then, of course, that area is very rural so the white 
students did not want the black students there. [Session 1, 329-340] 

Brent’s keen observation allowed him to recognize the impact the change had on both the 

students and the adults in the building.  The resistance to this mandated change negatively 

impacted the relationships in the school among both the teachers and students.  Not only did the 

students remain separated by race, but the majority of the adults remained separated too.   

The same kind of rift we saw between the students, we saw in the faculty.  There was the 
black faculty who had all been assigned there.  They, for the most part, did not 
communicate.  They were an older group.  I was 20-something so they might have been 40.  
But it seemed to be largely a predominantly older, white group of faculty who had been 
there forever and then an older group of black faculty who had been at Carver or wherever 
they had been forever.  They did not communicate.  They did not acknowledge one 
another.  Again, the black teachers did not want to be there, white teachers did not want 
them there.  Both their whole life and career had been upset and everybody kind of knew 
it. [Session 1, 357-364] 

Changes imposed by outsiders were resented by the school faculty. No one in the school took on 

the challenge of building an integrated school culture.  The staff was not happy with the forced 

integration.  Brent was able to observe how the toxic culture hampered efforts to educate the 

children. 

Brent also described a third subculture that emerged within this toxic culture, a culture he 

chose to become a part of.  Unlike the teachers who had come from two well-established schools 

with distinct cultures, a group of younger teachers working at North Marshall established a 

subculture unlike the one that existed in the rest of the school.  They communicated with 

everyone and, more importantly, their focus was on the students in the school, not the adults and 

adult issues. 

There was a third group on the faculty which was the young teachers who drove in from 
Princeton, because it was hard to get jobs and so maybe a fourth of a third of the faculty, 
and this was people that actually came to the lounge. The 20-somethings were the groups 
that tried.  They thought they were going to interest kids.  They communicated with each 
other.  They weren’t part of this old system and even though a couple of the young black 
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and white teachers had come from the communities, it was like they just weren’t part of 
that culture.  They communicated very openly. [Session 1, 364-370] 

Brent learned an important lesson about changing culture during his internship at North 

Marshall.  What he saw related to this school’s culture would impact him when he became 

principal.  Newer teachers who had not been a part of the old system empowered themselves to 

resist the toxic environment.  He also learned that the culture of a school could be changed and 

that teachers could play an important role in instigating and sustaining that change.   

Brent’s experiences at North Marshall influenced how Brent operates as a principal today.  

A large part of Brent’s job entails working with his staff.  Conversations with Brent reveal his 

dedication to creating a positive school climate.  He seems to accomplish this by empowering his 

staff.  Brent focuses a great deal on teacher learning and professional development and puts great 

stock in building teacher leaders.  Brent places great pride in the leadership roles his teachers 

assume.  When I asked him how many of his teachers he considered to be leaders, he replied in 

the following way: 

Well I would like to think that all of them are emerging leaders at one point.  In terms that 
the ones who are making an impact beyond just the 20 some kids in their classroom, I 
would say a good half of them maybe, some of them, much more so, I mean look at what 
Kenny is doing.  I mean he is way out in front with a couple others kind of close behind 
him.  But, we try to talk about that.  Now I look for leadership in teachers.  But I think 
everybody, with possibly one or two exceptions, sees themselves as some type a leader, in 
terms of trying to contribute something to moving the school towards where ever it ought 
to go.  I think that most of the people have kind of come to understand that leadership isn’t 
about jobs or roles or titles or things like that.  It is just about initiative and getting people 
to come along with you and make some changes and that sort of thing.  And I think in that 
regard, a good half of the people I think are pretty productive leaders. Even the younger 
teachers, I see them kind of coming along, some faster than others.  I think a couple young 
ones just really don't have the experience to understand what that means yet.  A couple 
older ones are doing avoidance, ‘Leave that to somebody else.’  But most of them are 
moving along real well. [Session 2, 353-366] 

Brent believes that teacher leadership is a critical component of the positive school climate 

established at Countryside Elementary.  Brent looks for leadership in his faculty and as a result 
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has found it in the vast majority of his teachers.  Also, Brent’s definition of leadership might be 

different than other principals’ definitions.  He believes that leadership is not grounded in formal 

positions but instead emanates from an individual’s desire to make a difference or spur on 

change. 

Although his staff is very active in taking on responsibilities, Brent has taken steps to build 

leadership skills in his teachers.  Brent helped to bring a master’s/specialist’s degree program 

(PIES) to his school.  This program was designed with the intention that the teachers would take 

a common core of classes, many related to school culture, inquiry, and learning communities.  

But then they would be allowed to earn a degree in an area suited to their goals, whether it was 

educational administration, reading, gifted education or other programs.  Brent had 12 teachers 

from his school participate in the program.  He discussed his motivation for working to bring in 

the program. 

My intent at the beginning with the PIES program was to identify a core group of teacher 
leaders and these are your disciples.  These are the true believers, your key influentials. 
They will take everybody with them.  Me issuing mandates, directives and writing memos 
and making rules and procedures, that doesn't change a school. It is when the belief system 
and the way we do things around here is not just controlled but defined by the leaders, the 
teacher leaders of the building.  The other thing, I’m not going to be here forever and so if 
we don't have that part of the culture, or that kind of leadership infused into the culture, or 
an awareness of the need for that then it is like, what is going to happen when I leave.  Will 
someone come on and either do the same things or do different things?  I would hope that 
the best part of what we've done doesn't really change after I've left. . . leadership and 
inquiry and taking care of each other and those sorts of things that I hope are part of the 
culture here.  Those are the things that I hope sustain themselves, not through me but 
through all the people, even if they go, then they have created that in other schools. 
[Session 2, Lines 296-310] 

By fostering the leadership skills of his staff, Brent created a group of teachers he believes will 

positively impact the growth of the school.  This critical mass of people enables Brent to keep 

the school moving and adapting to the challenges they face.  Brent recognizes that mandating 
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change is not the best method.  But, helping his staff grow will enable Brent to improve his 

school. 

As a part of fostering teacher leadership, Brent releases power to his staff.  He shared 

stories that demonstrated how he empowered his staff to make decisions about what affected 

them.  In one situation, Brent was going to have to miss a building concerns’ meeting.  This 

county-mandated group’s purpose was to address teacher concerns about what was going on in 

the school.  Brent gave the committee the option of rescheduling the meeting or holding the 

meeting without him.  They chose to meet without him and “solve what they could.” 

They had several items and they kind of said, ‘Well, let’s do this,’ ‘We need Brent to buy 
this,’ or ‘This is what we recommend.’  In some places those meetings are very adversarial.  
I know some schools where principals just hate them.  They dread them because it is like, 
first you have some people bitching about stupid stuff or trying to interpret the contract so 
that they don’t have to do things.  Then you have also got principals doing stupid stuff, 
‘I’m going to make you because I am in charge.  It’s all about, ‘I can make you,’  ‘No you 
can’t,’ sort of stuff.  We just haven’t had that here for a long time.  So they had four, five, 
six items.  I forget.  Most of them, a couple, they just figured out.  A couple of them, they 
needed me to buy something; ‘This is what we want to do.  You buy this.  That solves the 
problem.’  And then another one that was just kind of a head-scratcher.  But they did it.  
They wrote it up and gave it to me the next day. But they were confident that I would do 
what they recommended that I do but they also knew that, I think they know that this is 
where this is really something that Brent needs to decide or this is something that he would 
want us to figure out.  I think over time they've kind of figured out where that is.  I don't 
know that that's the best way to do it because… but for a situational thing where… it really 
goes back to the whole teacher leadership issue.  If we are going to take it upon ourselves 
to figure out some solutions or problems, the more that we can figure this stuff out by 
ourselves, then the less the principal has to issue edicts and directives and tell us what to 
do.  The less I have to tell people what to do the easier my job is, the more I can focus on 
more important things instead of bossing people around. [Session 3, Lines 629-648] 

Brent chooses to be a principal that empowers his teachers.  While many leaders might use a 

building concerns meeting to wield their power, Brent uses it to generate responsibility in his 

teacher leaders in leading their school.  They were able to successfully resolve the issues that had 

been brought to the committee.  Allowing the teachers to provide solutions to the problems 

enabled Brent to attend his principal meeting and not have to reschedule the meeting again. 
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Through fostering leadership in his teachers and promoting a positive climate, Brent 

always keeps the goal of schooling in mind.  He recognizes that remaining focused on the 

destination is critical to the success of his school and the staff.  Brent does not let his flexibility 

distract him from the goal. 

I think people need to have a moral compass that develops early.  It is like, there are things 
that are right and wrong. . . everything is not situational.  Pedagogically I think there are 
some things that are right and wrong too, or at least you have to define that in your 
philosophy, you're espoused platform, or whatever you want to call it.  And if you don't do 
that then the wind, the current, the political tides, and the pressures from above or outside 
are just going to blow you all over the place and you will never get anywhere.  One of the 
things that we know for certain about the influences of the forces that act on education is 
they are, much like when you are sailing, you've got wind blowing this way, current 
blowing you another way, somebody's orders telling you to go a third way and then there 
are rocks and shoals ahead of you.  So how do you get through all of that?  If you don't 
have your pedagogical compass then. . . you need to know where you are headed to be able 
to maneuver, I think, around all these obstacles and fight all of the influences and 
pressures, and all the forces that are keeping you from. . . . [Session 3, Lines 84-96] 

During his years as a teacher and administrator, Brent has seen how educators can become 

distracted from the primary goal of educating the children.  Daily struggles paired with outside 

influences can result in leaders and staff losing the compass that helps them focus on the purpose 

of their work.  He believes an educator’s pedagogical compass is necessary to keep them on the 

right path.  It is important for educators to know what they believe in and know which direction 

their compass points.  Through his leadership, Brent strives to help his teachers develop and 

define their own compass points. 

Brent believes strongly in the importance of establishing an environment that fosters a 

positive school climate.  Brent’s experiences as a university student exposed him to both toxic 

and respectful school cultures.  In combination with his years in the district office where he 

worked in two departments, one department was dominated by a culture of collaboration and the 

other by a culture of mistrust in which there was a high degree of structure.   
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Teacher leadership is highly valued by Brent.  During his years as a teacher he worked for 

principals that encouraged him to take on roles that enabled him to develop his leadership skills 

helping him develop as an educator.  Brent’s leadership as a principal is about sharing power 

with his staff, which is facilitated through school culture and teacher leadership.  Empowering 

teachers and fostering growth are the methods Brent uses to encourage and support teacher 

leadership and create the positive school culture.   

Figure 4-1 summarizes the way Brent makes sense of his role as principal and illustrates 

how his leadership role rests on his beliefs about school culture and teacher leadership.  Brent 

believes strongly and puts great effort into building a collaborative school culture.  He works to 

build the leadership skills of his teachers and also empowers his faculty to lead.  The intersection 

of these three stances in Brent’s role as a principal directly impact growth at Countryside in 

teachers, students, and himself.   

Brent as a PDS Principal 

Brent believes the partnership work has enabled him to facilitate growth in himself, his 

teachers, the school, and the university.  Brent’s prior educational experiences contributed to 

how he has made sense of his role as a PDS principal.  He attributes his prior experiences 

working in partnerships as a major influence on how he operates as a PDS leader and how he has 

attempted to contribute to the simultaneous renewal of all participants (Holmes Group, 1990).  

For example, during his time at the Roland Center, Brent had the opportunity to work in a unique 

partnership.  This business partnership with a large corporation was established to assist the 

alternative school in meeting the educational needs of the students through work with the faculty 

and administration.  The component of that partnership that stands out most for Brent was the 

focus on staff development. 
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Another significant thing from when I was at Roland Center we had business partnerships.  
They were a little newer in the district then and probably for some of them better defined, 
but one of our partners was BellSouth.  They actually had some executives who as a part of 
their job were to help us.  They were supposed to spend however many hours a week.  
They could help them do whatever they needed to do.  Well one of the things that 
BellSouth did for us was they opened up all of their staff development to Roland teachers.  
They had, probably like most big stable organizations did back then, an extensive catalog 
of classes most of which were taught by in-house trainers and some that they would, I 
think they would probably circulate around from different divisions or regions or whatever.  
As I understood it, part of what they did then was that, regardless of where you were at 
BellSouth, you put in so many hours per year.  You took so many workshops, courses, 
usually like two-day things, sometimes three, or sometimes there might be an afternoon 
thing.  But part of your job was to not just stay current with the technical skills but most of 
these courses were actually just kind of the human machinery stuff, everything from 
looking at personalities, understanding work habit types, communication skills, dealing 
with customer service issues, some very well developed well crafted courses.  I got to do a 
couple of them.  But the coolest thing was that that was part of what they did.  Part of your 
job was getting better at your job. [Session 3, Lines 428-444] 

Brent learned to appreciate quality staff development especially when it is connected to 

organizational learning.  He supports the idea of workshops that are designed to demonstrate 

how to teach skills in a new or different way.  However, Brent recognizes that there is more to 

teacher learning than just improving their instructional delivery techniques.  Brent’s prior 

partnership experiences led him to value the learning produced from the collaboration between 

the participating partners. 

The partnership between Roland and BellSouth provided valuable resources, especially in 

the form of staff development.  However, Brent noted that those types of partnerships are hard to 

duplicate and that partnerships require time.  Making time to promote, maintain, and improve the 

collaborative work is something Brent is willing to do.  As a PDS principal, building and 

maintaining relationships with people at the university is something that Brent considers very 

important to the health and continued growth of the PDS. 

Keeping the PDS moving in a positive direction, I think that there need to be good 
relationships.  From a school's standpoint the things that I think are pretty important are 
good relationships with the folks in the university.  What y'all have done and the folks that 
have come out here have done a good job of duplicating that human machinery, keeping 
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the lines of communication open.  Having people want to talk with you so you can talk 
about interns and pre-interns and those kind of things.  I think that is pretty important. 
[Session 3, Lines 500-505] 

Brent believes building positive relationships with the university is important.  Besides being 

willing to take on roles outside of his school, whether those mean he serves on some university 

board or committee or presents at a state or national conference, Brent works collaboratively 

with the university.   

Brent is even willing to act as a boundary spanner and do the “dirty work” associated with 

prospective teacher development when it needs to be done.  In one case, an unsuccessful and 

quite contrary pre-intern created problems in the program.  The pre-intern was showing up late or 

not at all and was often not prepared as required.  Additionally, the pre-intern was acting in an 

unprofessional manner with her mentor teacher, peer interns, and students.  Brent shared what 

transpired after his conversations with the university director of the pre-internship program. 

She [pre-internship director] said it would be a whole lot easier if you would just kick [the 
pre-intern] out because we have to go through all of these process things.  ‘If you kick her 
out, then she is just out.’  And so I did.  Well that just created a huge problem over there, 
although they anticipated that and expected that she would because there had been kind of 
a pattern of this earlier in her career over there.  So she appealed that and the department 
heard it and it was turned down and appealed to the dean.  The dean just said ‘Too bad, get 
over it, take a hike.’  She went higher up, appealed to the Provost and it got to the 
president's office because she was supposed to graduate and she had already, was going to 
go back home, find a job and do all that.  The university ombudsman came out and met 
with me and met with the teacher and said, ‘The mother has flown in from somewhere out 
on the West Coast and brought lawyers in and done all that.  She is raising a stink.  Tell me 
the situation.’  We had everything fairly well documented, talked with me for little while 
and talked with the teacher for little while, went back and told the mother, ‘You go take a 
hike, the kid’s not graduating.’  I appreciated that all the way up the line that people had 
the spine to say no.  And this was a politically kind of dicey situation because this girl 
apparently did have some connections and felt that because of that she didn't have to go by 
the rules and did not graduate when she thought she would and ended up having to stay 
and take that placement over again somewhere else.  But the folks over at McGaughey 
Hall, golly they get most of the brunt of it, because those things consume a lot of time.  
And since I'm not really a part of that process, they can't appeal or gripe or anything about 
what I do.  And I don't even have to talk to those people, parents, if I don't want to.  And 
they just said, ‘Sounds good to me.  You should have done it. You either show up for work 
or you don't.’ [Session 2, Lines 177-199] 
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As a partner, Brent is willing to do what is needed in order to keep the collaboration on track.  

He did not shy away from an unpleasant task even when it would have been very easy to do so.  

Understanding and accepting that the university was constrained in how quickly the issue could 

be addressed, Brent accepted the role of “bad guy” to remove the inadequate pre-intern from the 

classroom.  This benefited not only his school and students but also the university, which in turn 

strengthened the partnership and deepened his own role in the process of teacher education. 

When it came time to discuss the PDS work and his school, many of Brent’s experiences 

from the past as well as his beliefs about leadership and education seemed to converge.  Brent 

described the need for him to help his staff move away from their previous experiences with 

student interns.  He had to help them understand the idea of working collaboratively with a pair 

of pre-interns, assisting them in conducting inquiry projects, and understanding the 

responsibilities of serving as a teacher education site for a group of 10 to 18 college students.  He 

recognized that this would be very challenging. 

I guess to help the teachers change we just had to define the roles as different, so that when 
the teachers were having trouble getting out of the hostess role, we just had to keep going 
and say, ‘Now where are you?’—particularly in terms of providing feedback and planning. 
[Session 2, Lines 85-88] 

Brent spoke several times contrasting the old role with the new role teachers assume in working 

with pre-interns.  The old role, which he referred to as “hostess” was about providing a nice 

place to do an internship.  Brent defined the current mentor role as one of collaboration, where 

the mentor teacher and pre-interns work side-by-side, learning together.  In a PDS, the mentor 

shares responsibility for the learning of the pre-interns.  Under the old model, the shared 

responsibility was not present. 

Brent acknowledges that mentor teachers need more than one-time training.  They need to 

be provided support throughout the experience.  There is the challenge of keeping the teachers on 
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board.  The duties associated with the new roles, although providing benefits, also lead to 

additional challenges.  When asked how he keeps his teachers involved in the PDS work, Brent 

responded: 

You have to keep teachers in the loop, helping to redefine the mentor role as it evolves, 
although we've kind of got them trained once.  If we don't revisit that then I think that we 
can lose that.  I think we're doing a better job of that now as we develop an inquiry stance 
with the teachers.  That part of the internship has become a lot easier.  In some cases it has 
even dovetailed where the interns and the teachers are doing [inquiry together].  I think that 
providing the leadership opportunities for the teachers is nice. [Session 3, Lines 509-514] 

Brent’s efforts to work with his staff and keep them involved in the program are ongoing.  He 

attributes the school’s move toward an inquiry stance as improving the teachers’ understanding 

of their role as mentors.  Brent believes that keeping the teachers informed as members of the 

partnership is also contributing to their growth as professional educators. 

Beyond his commitment to keeping his teachers involved in the partnership work, Brent’s 

unsolicited conversations about teacher inquiry provided insight into his knowledge and 

understanding of the PDS program and the goals of PDSs.  Brent shared what he believed to be 

the role of inquiry in the PDS work and the impact it has had on both his staff and his personal 

evolution as an administrator. 

You know, inquiry so what?  You are supposed to be doing something and contributing 
something to the school. But I think that. . . I was probably stuck and probably still would 
be stuck into that third quadrant.  And what I have done, particularly through inquiry 
which is a result of the PDS relationship, has really helped me get into the fourth quadrant 
with most of the faculty or at least the culture of the school.  It is something that is kind of 
invisible to everyone but me and maybe a few others that come out here and work.  That 
might be the most important thing I have contributed to this school.  It is the one thing that 
anybody on the outside would never even know or recognize.  But yet in terms of what the 
school is going to be like five or 10 years after I leave, that might be important.  I think 
that might be the most useful thing that I've done.  I think that's a direct result of what the 
PDS has done for me because you can only do so much for the school. [Session 2, Lines 
46-57] 

Brent’s reflection on his leadership about quadrants connects to Hersey, Blanchard, and 

Johnson’s (1996) Situational Leadership.  Brent believes his collaboration with the university has 
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helped him make the move from Quadrant III which focuses on sharing ideas with his staff and 

facilitating decision-making into Quadrant IV, which characterizes principal work as delegating 

and turning responsibility for decision-making and implementation over to his staff.  He 

considers fostering a culture where teacher leadership is the norm and developing an inquiry 

stance as the most important changes he has contributed to Countryside. 

However, the PDS collaboration and its work were not the first time Brent was exposed to 

teacher inquiry.  Brent provided some insight into his past with inquiry and described where it 

has led him as a school leader.  Brent has always considered himself a reflective educator, 

working to improve his skill.  Brent told the story of how he had recently searched out an old 

textbook from a course he took as a university student.  He reflected on what he had been taught 

about the role of the educator as an “agent of change.”  Brent went on to add how the PDS work 

with inquiry had clarified that philosophy for him. 

What I think was missing from that, which was really kind of what has helped me to 
develop my inquiry stance is that it was very random.  Back then, it was like you try 
something and sometimes it works and there wasn't a thoughtful approach to that.  I mean I 
could have chosen to do that if I had wanted to although I don't typically approach things 
that way.  If I had been provided a format or a frame for thinking about experimentation or 
innovation I probably would have done a whole lot less floundering.  If I had done more 
reflecting and then a little bit more research and had a little bit better use of, or familiarity 
with data on how I was doing, I probably could have made more gains in less amount of 
time other than just kind of a random approach that I tried. But then I was still better off 
than some schools where you just weren't allowed to do anything because that was the case 
in a lot of schools back then. [Session 3, Lines 393-403] 

Despite his stance toward being a reflective educator, Brent’s attempts at inquiry during his years 

as a teacher fell short.  The PDS work provided Brent with a structure to improve his skills as a 

reflective educator.  He believes that if he had been exposed to formal inquiry as a teacher, the 

way his staff is now experiencing it, he would have developed more quickly as an educator. 

Besides moving Countryside and its faculty toward an inquiry stance, the PDS partnership 

has produced other benefits for Brent and his school.  Despite the fact that he has been very 



 

91 

active in the PDS work at his school, the partnership has actually created more time for Brent to 

work on other things. 

The benefits of PDS have created time, which I think, going back to what I said earlier, the 
more teachers become leaders, and the better we get at this stuff, then that’s less stuff that I 
have to do, administrivia kind of tasks, so I think that creates more time and opportunity to 
do other things.  So, am I working harder than I used to?  I don’t think so.  I think I am 
doing different things.  I like the things, I’d rather do that kind of thing than go to all these 
meetings and do all the observations or whatever I am doing.  I enjoy doing that more than 
going around with a long list of things to check on and do and all that, those kinds of tasks 
that other people are now doing or don’t even need to be doing. [Session 2, Lines 274-282] 

The growth of his staff in being able to act as teacher leaders and effectively handle 

“administrivia” and other smaller tasks that can be done without Brent has provided him with 

human resource that have created opportunities for him to use his time differently.  As a result, 

Brent is able to take more opportunities to visit classrooms, conduct formal observations of pre-

service teachers, and attend meetings, classes, and conferences related to the PDS work. 

Beyond inquiry for the teachers and providing them opportunities to flourish as leaders, 

Brent recognizes his own need to learn and grow.  As an example of his need for self-

improvement, Brent tends to leave jobs after a period of time.  When asked what caused him to 

changes jobs, he spoke of “cycles.”  Brent felt after four to five years in a job, he began to feel 

comfortable and was prepared for new challenges.  He appreciates the dynamics associated with 

change.  Since Brent has been a principal for nearly two decades, I questioned him about why he 

had not changed jobs since coming to Countryside. 

I guess the job is so much different and so much more complex that after 15 years I am just 
beginning to feel almost like I've got it figured out and I know I don't yet because it 
changes.  But I have never really felt until fairly recently that I was really beginning to 
understand and getting the hang of the job because the nature of the principal's job, is in 
many ways a very different, different job than it was even 15 years ago.  It is always 
changing and the demands are such, and the folks change, the politics changes, curriculum 
changes, mandates from the outside change.  And so I think it is very hard to get to the 
point as a principal where you think, ‘Okay I have really got this figured out.’ [Session 1, 
Lines 76-86]  
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Brent expressed a belief that the role of principal is strongly connected to change.  Because the 

nature of schools is so dynamic, it is difficult to master the job of principal.  This makes it 

necessary for a principal to be adaptable and able to face change.  This philosophy about the 

importance of learning connects strongly to Brent’s leadership in the PDS.  The challenges of 

change associated with the PDS partnership have served as an energizing force for Brent. 

Beyond his personal growth, Brent also acknowledged the impact the PDS work has had 

on the growth of the school.  The renewal created by the collaboration with the university has 

also helped keep Brent at Countryside instead of moving on to another job. 

It is tough to change me first.  The PDS, more than anything else, has changed the school 
by taking me from where I was probably six or seven years ago, which was kind of in a 
fairly comfortable state of, ‘Okay we used to suck in a lot of stuff and now we are pretty 
good, we’ve got some ribbons and awards’ so it is pretty easy to start coasting at that point.  
That is probably the end of that first lifecycle of principalship.  And that probably would 
have been a good time to change schools, although I wasn't inclined to do that at that point.  
But, had this not come along, then I think that my growth would have kind of leveled out.  
And then you kind of begin to tweak things.  Then all of our old changes, and innovations, 
and all that become the new status quo that we preserve and we protect and so then the 
school becomes just kind of stagnant.  But I think the school is a very different kind of a 
place now just because of our relationship and the PDS and what’s happened.  Not just to 
the teachers, but to me too. [Session 2, Lines 57-68] 

Brent credits the PDS partnership with helping him grow as a leader which has resulted in 

changing Countryside.  The nature of the PDS work has transitioned him to another level of 

learning and helped keep him past his typical five-year cycle in his career positions.  Brent 

believes the partnership has prevented the school from becoming stagnant.   

Brent believes the partnership work has not only been beneficial for himself and his school 

but has helped the university grow as well.  Through working together closely, Brent feels the 

partnership has helped each member better understand the perspectives of the other. 

Since doing this partnership work, I believe we’ve had the same impacts on the university 
as they have had on us.  One of the things that I've contributed would be the same thing 
that they contributed to me was maybe a somewhat better understanding of the challenges 
that we have out here.  I think it is really easy to say for us out here, ‘Why don't those ivory 
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tower people get with it and learn how we operate in the real world.’  And the college 
people are saying, ‘We know all of this stuff about good teaching and why do they do it 
that way out there?  They should know better than that.’  The reality is that both of us have 
challenges and obstacles that keep us from doing these things.  Just like the more I get 
involved with the college, the more I understand the challenges of operating student 
teaching programs or offering courses and just dealing with NCATE stuff and all the other 
things that they have to do.  I think that maybe some of the folks have a better 
understanding of why it is that we struggle to take some of this knowledge, pedagogy or 
whatever and why that doesn't always make it’s way into the classroom.  What kind of 
demands do we have?  What are the elements, you know the wind, the current, the rocks, 
the shoals, the sandbars, the sharks, all of the other pressures that we have that are, that it is 
not that we don't want to do some of these things.  I think that very often there is not an 
awareness at the college level of all of those kind of real world, inclement weather 
conditions they keep us from getting to where we want to go.  So that dialogue I think may 
have helped them a little bit. [Session 3, Lines 467-483] 

As a result of the partnership, Brent feels he has learned much more about the university and 

how it functions.  By the same token, he believes there is a new awareness on the part of the 

university personnel on how his school functions. Both partners are more informed about the 

challenges and constraints that each faces.  The school and university better understand the 

perspectives of the other. 

Summary 

In defending my proposal, one of my committee members posed the question, “Is there a 

difference between a good principal and a good PDS principal?  I asked this question to Brent to 

get his perspective.  This was his response: 

I think Dr. Bishop is right when he argues that there isn’t much difference between a good 
principal and a good PDS principal.  Trying to do all of those things for the school, 
professional development and all of that I think is important for any principal.  I think what 
is different is that whole idea of what the partnership is.  The college has to invest in the 
success of my students.  I have to invest in the success of theirs.  I have to make teacher 
education, you know, it's not a priority because the education of the little people here are 
my priority, but I have to assume some responsibility for that.  That means I have to invest 
time and effort into helping the people at the college do their job just like they have to 
invest some time and effort into helping me do my job.  I think that is the difference.  
When you are partners, one cannot be successful without the other helping.  If one partner 
is not willing to help complement the other and make him or her successful then it is not 
partnership.  It is just two people doing stuff. [Session 3, Lines 550-559] 
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Although the primary function of his school is to educate the students, Brent believes the nature 

of the PDS partnership places a significant responsibility on him for making the learning 

experience for the pre-service the best it can be.  Brent accepts this responsibility as a PDS 

principal.  This added responsibility of educating the prospective teachers is the defining 

difference between Brent as a principal and Brent as a PDS principal.   

Figure 4-2 summarizes the way that Brent makes sense of his leadership role as a PDS 

principal.  First, Brent works to build and maintain the partnership with the university.  He works 

cooperatively with those involved in the partnership and is willing to take on new roles and 

responsibilities if they contribute to the partnership work.  Second, Brent attempts to facilitate 

connections with the university.  He has increased his interactions with university personnel for 

what he believes benefits the partnership.  Third, teacher growth is facilitated through the 

partnership work.  By bringing in graduate programs and training opportunities, Brent is 

facilitating teacher growth.  Fourth, Brent facilitates perspective teacher growth by working 

through the partnership to improve the teacher education program.  Fifth, school growth is 

facilitated by Brent’s work to improve the PDS work which in turn fosters positive change at the 

school level.  Sixth, Brent continues his own growth as a professional by studying his own 

practice. 

Several threads run through Brent’s experiences as a teacher and principal that have 

contributed to how he makes sense of his role as a PDS principal.  These threads include: teacher 

leadership, school culture, partnership, personal learning and inquiry as a principal.  First, 

Brent’s focus on teacher leadership is a major characteristic of who he is as a principal.  Through 

his experiences as a teacher, Brent observed how principals fostered leadership in their teachers.  
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Brent has done this.  A significant part of Brent’s work with the PDS has been focused on 

furthering his teachers’ skills as leaders. 

Brent’s past experiences with school culture have had an impact on how he operates as a 

principal.  After being exposed to toxic cultures as a pre-service teacher and district office 

employee, Brent has placed a great deal of effort in building a positive school environment.  

Brent has followed the examples set by the three principals he worked for to guide him in his 

role as a principal.  Brent has used the PDS work to extend his efforts in building and 

maintaining a positive school culture.   

Through his work at the Roland Center, Brent was exposed to the power of partnerships.  

Brent has used his PDS work to try and duplicate the power of the collaboration that he and his 

peers experienced in working with a large corporation.  Brent believes the partnership work is far 

from reaching its potential so he presses to bring about growth in the school-university 

collaboration. 

Finally, Brent’s beliefs about the importance of constantly learning have influenced his 

leadership.  Besides having an appreciation for growth and change in himself, Brent provides 

opportunities and support to help his teachers grow.  Brent has developed an inquiry stance, 

considering reflection and the other skills that come along with inquiry, as being major 

components of a quality teacher education program. 

In an effort to illustrate the essence of Brent’s principal leadership in this portrait, I drew 

on Bolman and Deal’s (1996) Four Frames. Brent’s role as a PDS principal is dominated by his 

focus on leadership activities that are best viewed from the human resource frame.  Brent’s 

primary focus is on faculty and their needs, skills and relationships.  Through staff development 

and teacher empowerment, Brent has facilitated the professional growth and development of his 
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staff as well as helped to create a collegial atmosphere at Countryside.  In analyzing Brent’s 

leadership, the data indicates his role as a leader is focused on aligning organizational and human 

needs.  Brent designs the work at Countryside to make it meaningful and satisfying for the staff 

while still providing the school with the talent and energy it needs to succeed. 

The symbolic frame is of secondary importance in Brent’s role as a PDS principal because 

of his focus on creating a positive school culture.  Although he provides some opportunities to 

celebrate the work of his staff, the largest indicator of Brent’s work as a leader operating from 

the symbolic frame is associated with his focus on making the PDS work a part of the school 

culture and establishing an environment where collegiality can flourish.  Brent understands the 

ambiguity of life in schools; past events and future events are unpredictable.  Brent’s leadership 

at Countryside helps his teachers find meaning, purpose, and passion in their work. 

Although visible in his role as a PDS principal, the structural and political frames are less 

dominant in Brent’s portrait and the way he describes his leadership tasks.  Brent creates 

structures to support his Human Resource and Symbolic goals.  Understanding that the school 

exists for the purpose of educating the children, Brent has designed structures to assist the school 

faculty in reaching their organizational goals.  Brent maintains a power base through the hiring 

of new teachers and work with current employees as well as his local community.   

A graphic representation of Brent’s leadership as viewed through the Four Frames 

(Bolman & Deal, 1997) is included in Figure 4-3. 
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Figure 4-1 Brent as a principal.  
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Figure 4-2 Brent as a PDS principal. 
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Figure 4-3 Four frames dominance for Brent as a PDS principal. The size of the circle represents 
the role the frame plays in Brent’s leadership style.  The larger the circle, the more 
prevalent the frame is in his role as a PDS principal
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CHAPTER 5 
BRENT’S PDS PRINCIPAL THEMES 

Introduction  

The goal of this chapter is to gain insight into the essences or structures Brent holds as 

central to his leadership in a Professional Development School (PDS).  To this end, I explore the 

themes that emerge as Brent makes meaning of his role.  The themes discussed in this chapter 

uncover the internal meaning structures presented in the portrait of Brent’s lived experience 

(Moustakas, 1994) as a PDS principal.  These themes include: principal as change agent; 

principal as collaborator; principal as culture maker; principal as inquirer or learner; principal as 

protector; and principal as knowledge broker.  Figure 5-1 illustrates Brent’s themes as a PDS 

principal. 

Principal as Change Agent 

The theme principal as change agent is vested in Brent’s actions to work toward 

continually improving his school.  Although the task of facilitating growth and change in his 

school is not new, the PDS work has provided much of the momentum for his actions to promote 

change.  Brent acts upon his beliefs in two ways: (a) facilitating school change by pairing 

pressure with support, and (b) using professional development opportunities to prepare his staff 

to bring about school change. 

Applying Pressure with Support 

School change refers to Brent’s focus on improving the school and helping his teachers 

grow. Brent’s beliefs about school change influence his leadership role as a PDS principal.  He 

considers keeping the school changing and moving forward as his responsibility. This is a 

constant goal Brent believes is associated with PDS work.  Brent equates change with 

improvement and believes schools must constantly work to improve what they are doing.  
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However, Brent does not want attempts to change to be disruptive to the point that crises are 

created.   

I think there has to be a sense of continual change.  I mean you don't want the wheels 
falling off, you don't want to be reacting to crises.  But if you don't have something new to 
do or something you are trying to tweak or something you are trying to fix, something you 
are trying to start new then the school becomes flat.  When you start trying to replicate 
what you did last year, because it is easy and predictable, then the school kind of loses its 
life, at least for me. [Session 1, Lines 98-103] 

While some principals work very hard to create predictability in their schools, Brent believes the 

target for excellence is always moving and shifting.  Although he does not want to create a sense 

of chaos by instituting changes too quickly or too often, the staff must sense that change is 

ongoing and continuous (DuFour & Eaker, 1998).  Embracing change contributes to “creating 

life” within the school rather than “losing life” within the school, and Brent believes this is a part 

of his role as a PDS principal. 

Knowing how much and when to change is one of the greatest challenges of a principal.  

For example, when Brent began working as the principal at Countryside, he had to fix problems 

that he never knew existed. 

I think that probably, just looking at the nature of the job and what I have had to do over 
the years, you become so immersed, especially when I first got here.  The place was just a 
mess, although I did not fully realize that at the time.  I knew there were problems, but 
there were some things that I needed to fix immediately and some things I had to work on 
over time. [Session 3, Lines 127-131] 

As a new principal, Brent immediately recognized some situations that needed to be different at 

Countryside and he set out making changes.  But, Brent understood that only so much change 

could occur at once.   

During his early years as a principal, Brent continually moved his school along a path of 

steady, but not overwhelming change.  Brent subscribes to the notion that you take care of the 

big problems first. 
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Well, I think part of it is you have to keep the wheels from falling off and get the thing 
rolling and get it running and functioning at some operational level and then you can start 
to fine-tune it.  But I don't think you fine-tune when you have got broken axles.  [Session 
3, Lines 136-138] 

Getting the school running efficiently was one of the first tasks Brent took on.  Ineffective 

structures were eliminated or re-worked, and over time, teachers who did not fit the new school 

philosophy found other places to work. Also, Brent was able to hire staff who held similar beliefs 

about education similar to his, helping to build a school culture that embraced change.   

Although Brent focused the majority of his early changes within the school around creating 

the staff he wanted and establishing structures for running Countryside, Brent had an offer from 

outside the school that would help him promote partnerships as another level of change.  Based 

on his past work at the Roland Center and the district office, Brent believed partnership work 

would provide an opportunity for him to promote change at Countryside.  Three faculty members 

from the university came to Countryside and proposed to him and another principal a new type 

of program for pre-intern placements.  

Although, they didn't really talk about that, it was later on that we kind of decided that this 
was really Professional Development School stuff.  Really it was just, they wanted to look 
at this new internship placement model. . . . [Session 3, Lines 663-665] 

Being open to change and school renewal, Brent welcomed the opportunity to participate in the 

new program.  As the program progressed, the partnership evolved to exemplify the features of a 

Professional Development School.  

In his role as principal, Brent has facilitated growth that is directly connected to NCATE’s 

(2006) Standards for Professional Development Schools. Standard I: Learning Community and 

Standard III: Collaboration are where most of Brent’s efforts have been focused.  To cultivate 

growth in a learning community, Brent supports the learning of multiple PDS participants, that 

is, his own teachers, prospective teachers, other principals, university personnel, and himself.  
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Also, the work at Countryside is becoming increasingly grounded in inquiry, and Brent is using 

the PDS work as an instrument of change. 

In Standard III, Brent has engaged in joint work by collaborating with other PDS principals 

to help shape the PDS program as it grows and evolves.  Brent also recognizes and celebrates the 

contributions of partners by having his teachers share their inquiry projects during faculty 

meetings. They also speak to local, state, and national organizations to share the success of the 

program. 

Just as Brent promoted change within his school, he did the same for the new partnership 

program by helping to further redefine and modify the work.  Through his teachers, Brent 

changed his school by making the PDS work more integrated into the school’s culture. 

Since avoiding a sense of chaos was important to Brent in his approach to promoting 

change, he worked to prepare his teachers for the change from the beginning.  Just as he did in 

his role as a principal, as the leader of a PDS Brent instituted gradual changes in the school to 

support the new partnership beginning with introductions to the program followed by trainings 

that grew more advanced each time.  Throughout the early years of the PDS work, the teachers 

were invited to meetings to learn more about the program and get assistance.  Brent explained in 

more detail how he prepared his faculty for the changes. 

We talked about it. I mean I think the main thing was that we just defined it and said, this 
is going to be an adjustment and this is going to be different and I remember Cozette 
meeting, and just saying, kind of like, here is what we used to do and here is what to do 
want to do.  And that’s why we had a lot of meetings.  And then, the other thing was we 
had at least monthly meetings and then were going around initially and talking with people 
as they are struggling, well not always struggling, but working through the process.  But 
the other part of that, we had to train the pre-interns because a lot of what was being 
expected was new for them, well the inquiry. [Session 2, Lines 73-80] 

Brent saw his role as instrumental in preparing his staff for this change.  In this example, first he 

informed them that a change would be coming and told them what he believed they could expect.  
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Next, he admitted to his staff that he understood their work and his work would be different.  

Also, through meetings he provided support and information to assist the teachers through the 

change.  He demonstrated how he embraced the change by accepting his responsibility in helping 

assist the prospective and practicing teachers in adjusting to the new program.  Brent provided 

both the pressure and support (Bowen & Adkison, 1996; Hargreaves, 1999; Uchiyama & Wolf, 

2002) for his staff and the pre-service teachers to stimulate the change and prevent the change 

from creating a sense of chaos.   

Just as Brent initiates change in a supportive and deliberate manner, he also provides 

ongoing assistance to maintain and strengthen the gains created by the change.  With the PDS 

program, Brent strives to keep his teachers highly involved in the work: 

Keep them in the loop, helping to redefine the mentor role as it evolves, although we've 
kind of got them trained once.  If we don't revisit that then I think that we can lose that.  I 
think we need to revisit, I think we're doing a better job of that now as we develop an 
inquiry stance with the teachers. [Session 3, Lines 509-512] 

Demonstrating again Brent’s belief about continual change, he expressed how he conveys to his 

staff the expectation for improvement.  As the partnership continues, Brent expects more from 

the teachers in their role as mentors.  The definition of what it means to be a mentor teacher at 

Countryside is becoming more complex as Brent is pushing them to further develop their 

mentoring skills.  

Systematically Preparing Teachers to Lead 

Brent’s approach to change at Countryside relies on the work of his teacher leaders.  Brent 

uses professional development as the vehicle to prepare his teachers to lead for change.  Brent 

credits his commitment to providing his teachers with quality professional development as one of 

the things that attracts good teachers to come and work at Countryside. 

Exposing teachers to knowledge, professional development. . . . you know, that’s really 
what changes schools and that’s what makes good teachers want to come to places.  I’ve 
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got a pretty good staff here, you know.  In fact, I’ve got more teachers with advanced 
degrees, higher percentage in this school than in the district.  Actually, this December, I’ll 
have more teachers with specialist’s degrees than any school in the district, and not a 
higher percentage, but more teachers.  I’m not paying anything more than anybody else.  
What attracts, in the era of a teacher shortage. . . you know, how do I attract the kind of 
teachers that we want here?  Everyone else wants them too.  I can’t pay them anymore.  
We’re a little country school out here in the middle of nowhere.  I can’t offer a lot of the 
things that, some of the facilities, the other perks that other people can.  But what I think 
has helped me to attract the kind of teachers I want is the professional development 
opportunities that excite the really good teachers and the teacher leaders, the opportunity. . 
. and I could not do that without the resources of the college.  So if you look at what has 
helped this school develop over time, we were at one time academically at the bottom of 
the district number of years ago to where we are now.  There’s a lot of little things, but I 
think the critical factor to me, is one way or another, most of it comes back to the 
partnership I have with the college.  It has given me resources that I couldn’t get from the 
district.  And the different kind of resources, the intellectual capital that exists over there, 
but I think that, kind of the stars and the moon are beginning to align with what the Dean 
wants to do and some different department chairs and all that.  I think people are beginning 
to understand the power for both sides. [Session 1, Lines 512-531] 

Brent believes the professional development opportunities created by the partnership have helped 

teachers remain committed to teaching at Countryside. 

Brent also believes the professional development improves the academic performance of 

the students at Countryside.  The resources Brent has gotten as a result of the partnership, 

especially in the form of intellectual capital, have helped the school move up from being one of 

the lowest performing in the district. Brent gives the PDS partnership a great deal of credit for 

these improvements in teacher recruitment, teacher retention, and student achievement.  

The resources Brent has received from the College of Education have been invaluable, 

including the creation of a master’s/specialist’s program (PIES) for teachers at his school where 

most of their classes were held at Countryside.  The on-site program provided the teachers at 

Countryside with the opportunity to seek an advanced degree in a field of education.  Brent was 

involved in helping determine some of the initial courses in the program.  With the help of 

university personnel, Brent selected or assisted in designing courses on such topics as data-

driven instruction and learning communities, which were required courses for all teachers 
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enrolled in the program.  Brent was very deliberate in selecting the courses that he asked to be a 

part of the program requirements.  Courses that would strengthen their abilities as teacher leaders 

and assist them in promoting change at the school were identified as the core requirements for 

the program. 

My intent at the beginning with the PIES program was to identify a core group of teacher 
leaders and these are your disciples.  These are the true believers, your key influentials; 
that they will take everybody with them.  Me issuing mandates, directives and writing 
memos and making rules and procedures, that doesn't change a school. It is when the belief 
system and the way we do things around here is not just controlled but defined by the 
leaders, the teacher leaders of the building.  The other thing, I’m not going to be here 
forever and so if I don’t [issue mandates], we don't have that part of the culture, or that 
kind of leadership infused into the culture, or an awareness of the need for that then it is 
like, what is going to happen if I leave.  Someone will come on and either do the same 
things or do different things, but I would hope that the best part of what we've done doesn't 
really change after I've left.  There will be a lot of new things and a bunch of things that 
needed to be fixed and I hope somebody is good at doing the things that I'm not good at, 
and so that part will change.  But that sense of leadership and inquiry and taking care of 
each other and those sorts of things that I hope are part of the culture here.  Those are the 
things that I hope sustain themselves, not through me but through all the people, even if 
they go, then they have created that in other schools. [Session 2, Lines 297-310] 

Brent approaches change understanding that mandates, at best, produce only superficial change 

and do not change belief systems.  Belief systems are defined by the teacher leaders in the 

school.  Brent’s intended purpose with the PIES Program was to recruit and help define a belief 

system in which teacher leadership played an integral role in school improvement.  He wanted 

teacher leadership to be so deeply integrated into the culture of the school that when it came time 

for him to leave, those teachers would still feel empowered to take on those leadership roles. 

In addition to providing the path to preparing teacher leaders, Brent acknowledged the 

importance of giving the teachers more opportunities to exercise their new skills.  These 

opportunities continue the learning. 

I think that providing the leadership opportunities for the teachers is nice.  When they go 
out and go to conferences or go talk to classes.  You know they like that.  They like being 
an expert in some things.  I think presenting to other teachers or to interns. . . the 
opportunities for professional development, I think that is pretty important because the 
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more they learn… the more we develop this inquiry stance and they, this idea of 
continuous professional development. . . . I keep thinking now about the folks that are 
finishing up PIES.  I hope they are not done.  I don't know what the next step is, whether it 
is coursework or whether it is another degree, but they’re, they might like to take a break 
for a while.  I hope they continue to want to learn more and somehow we've got to make 
those opportunities available.  One of the things that the PDS has done is help to. . . well 
one challenge that we have had historically is that if you weren’t enrolled in a degree 
program you really didn't have access to a whole lot over there.  And somehow we've got 
to figure out how to make long-term professional development for all teachers more 
accessible. [Session 3, Lines 513-526] 

Creating opportunities for leaders to both share their knowledge and continue learning is 

important in Brent’s opinion to sustaining professional growth and teacher leadership.  Brent 

sees a connection between an inquiry stance embraced by PDS work and a belief in continuous 

professional development.  Brent hopes that the PDS work can assist him in providing more 

professional development opportunities for his staff as the partnership grows.  Brent’s role as 

change agent relies on applying pressure in the form of a shared vision for teacher leadership 

paired with systematically designed support that allows that change to occur. 

Principal as Collaborator 

From his jobs at Greenberg Middle School, the district office, and Roland High School, 

Brent has experienced partnerships with co-workers, other educators and outside professional 

trainers.  The theme of principal as collaborator connects to his PDS work in two significant 

ways: (a) sharing missions and responsibilities with his partners, and (b) agitating for change and 

improvement through mission visioning   

Mission Sharing 

During the years in which his school has been a part of the PDS work, Brent has gradually 

taken on roles and responsibilities that before had been considered as expectations for the 

university and not the placement school principal.  Through the evolution of the partnership 

Brent has accepted the mission of the university a part of his responsibility. 
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I think what is different is that whole idea of what the partnership is, is that the college has 
to invest in the success of my students.  I have to invest in the success of theirs.  I have to 
make teacher education, you know, it's not a priority because the education of the little 
people here are my priority, but I have to assume some responsibility for that.  That means 
I have to invest time and effort into helping the people at the college do their job just like 
they have to invest some time and effort into helping me do my job.  I think that is the 
difference.  When you are partners, one cannot be successful without the other helping.  If 
one partner is not willing to help complement the other and make him or her successful 
then it is not partnership.  It is just two people doing stuff. [Session 3, Lines 551-559] 

The nature of the partnership in Brent’s mind is that each member becomes invested in each 

other’s mission.  Both partners must take some responsibility for helping the other partner 

achieve their goals by sharing the mission (DuFour & Eaker, 1998).  Although some sharing of 

the roles occurs, Brent acknowledges his major objective is still to focus on the learning of 

Countryside’s students. 

The sharing of missions with the university through the PDS work has kept Brent from 

feeling stagnated in his job.  Brent sees the untapped potential of the power of the partnership. 

He believes in the greater promise for the PDS work beyond improving the experience of the 

prospective teachers and increasing student achievement.  Resources such as assistance with 

curriculum, facilitating research studies, and building and strengthening learning communities 

are all potential benefits from the program. 

I am real intrigued with this idea of the partnership between [Countryside and] the college.  
Maybe it is because I have been here 15 years and I’m almost just starting to get this job 
figured out.  I don’t have a clearly defined role, but it just seems like this, seems to me this 
partnership, by that I mean a formal partnership where each side assumes some 
responsibility for the other’s mission. . . the college says it is our job to help make kids 
learn more in the schools and the schools’ job to really provide well prepared teachers.  I 
think that we have just barely scratched the surface of that.  Somehow I would like to help 
some people on both sides get that or understand the potential of that work.  I don’t know 
what that would be, but it just would seem we tend to think of resources in terms of 
buildings and money and that sort of thing but really what’s helped me here both in terms 
of the school and curriculum, but also in terms of being able to continue on into my second 
cycle, which I think principalships have a five to seven year life-span.  What helped me 
with my second span is the relationship that we had with the college and that has helped 
not to settle into a very comfortable pattern where you need to go somewhere else just for a 
change of scenery.  But I think that there is a potential there to help our kids do better, and 
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our kids are doing better because of the partnership in many ways, not just manpower in 
the classrooms, but information, research program stuff and then just ideas to help 
revitalize the school, professional learning community stuff or whatever [has potential 
too].  That sort of thing, the district doesn’t provide, can’t provide. . . whatever. . . but that 
has really helped the school.  I think that has helped me and the faculty continue to grow 
and not become stagnant. [Session 1, Lines 485-503] 

The PDS work has helped Brent grow in his role as a principal.  He expressed how collaborating 

around a shared mission with the university has helped keep his job dynamic, creating a new and 

interesting canvas which has helped him chose to remain as principal at Countryside. 

Besides accepting and appreciating the benefits his school has received from the PDS 

work, Brent has chosen to become involved with the program by taking on additional 

responsibilities usually reserved for the university.  Brent has become very “hands-on” with 

regard to the PDS work.  He speaks to pre-service teachers during their instructional seminar and 

attends the inquiry conferences where they present their projects.  Brent also conducts formal 

observations of prospective teachers in order to provide job recommendations.  On numerous 

occasions, Brent has given presentations for other PDS principals in the district and has 

presented his school’s PDS work at state and national conferences.  He even conducts his own 

inquiry.  Brent participates in these activities for the benefit of his school and his own personal 

growth.  Recently, Brent was asked to take on a leadership role on the College of Education 

Alumni Council, which he accepted. 

For example, with the Alumni Council President thing, I mean I'm a nice guy but I'm not 
that nice.  It does take some time, but I'm also thinking about what good can that do for my 
school?  If my stature is a little higher over there then that helps resources to flow out here.  
I'm not naïve.  If I'm helping them then they’re to help me.  I also think that I have the 
ability to help as a fairly vocal proponent, to help build that relationship and formalize that 
relationship with the school system which is still. . . they're not as far along in seeing the 
potential of the partnership and I'm not sure why.  But, I think I've been more conscious of 
that.  I've consciously been a little more assertive in becoming involved in things.  I don't 
say no to too many requests, just because I think, for selfish reasons, it gives me the 
opportunity to look out for my school and let people know what things are going on 
because, you know everybody loves a winner and that helps resources flow this way from 
the College and that has been very helpful. [Session 2, Lines 9-20] 
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Brent believes his efforts to take on these additional responsibilities at the university will assist 

him in building a stronger relationship between the university and his school, as well as the 

district.  Additionally, he recognizes his willingness to accept their requests for his participation 

that he could potentially acquire additional resources for his school. The added visibility which 

occurs as a result of his participation in these outside activities allows him to share the stories of 

the PDS work.  By making public the success of the PDS program Brent hopes to get more 

support for the work from the College and the district. 

Mission Visioning 

As much as Brent values the benefits he and his school receive from their collaboration 

with the university, Brent wants to see the PDS mission and work evolve into something more.  

He moves beyond sharing a mission to collaborating with a group of like-minded educators to 

“future the PDS mission.” To date, Brent believes many district personnel are failing to see the 

potential the partnership holds. 

I think that we’ve got this wonderful opportunity for every school to do that, which would 
be, I think would be great for the college because they could provide a much richer teacher 
education program then they are now.  And I think that many folks over there are aware of 
that.  But I don’t think, even though I talk to the district people about the partnership, the 
PDS and all that. . . they don’t really see it beyond the old good neighbor relationship.  
They are still thinking of it in that term and I think that is a very limited view.  But I am 
not sure in what capacity, or how or maybe doing what I am doing is the best way to move.  
That’s what excites me now, is the sense that we have this tremendous opportunity that 
doesn’t have a lot to do with money and all the other stuff that we complain about not 
having. [Session 1, Lines 503-512] 

Brent envisions a more developed partnership with the university.  He believes the educators in 

the school district office need to see the work is much more than the “good neighbor” model of 

previous years.  The PDS work and its potential for providing a richer teacher education program 

excites Brent.  Brent sees the collaboration with the university as a chance for real improvement 

that does not require additional money. 
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One area in which Brent would like to see the partnership grow is connected to learning 

opportunities for his teachers.  The university holds a great deal of intellectual capital that could 

benefit his staff and improve their skills as educators and teacher leaders.  Brent proposes the 

idea of strengthening the connection between his school and the university to enhance adult 

learning. 

I would like to see something eventually, more of a formal staff development program at 
the school.  Not necessarily as tight or as narrowly defined as what the PIES teachers did 
but the amount of growth I have seen in them because they did kind of have a formal 
program to go through, you know, here are some courses, here are some things you need to 
learn.  For the rest of the staff it is still, not necessarily random, but it is occasional and we 
still have, we work with the university folks from time to time when we are doing different 
things.  I would like to see something with a little more structure than what we have now.  
Some of the things, like what we did with the Thacker Center helped.  It provided us with 
some protocols and some ideas about how we interact.  I think those are real important too 
but sometimes you just need information.  Rather than each of us individually or 
collectively trying to discover what we don't know, sometimes it is nice just to have an 
expert to say here's everything, here's a whole lot of condensed information on reading or 
about behavior issues or about poverty or about whatever issue we are trying to deal with.  
Again, there is all of that knowledge over there, for lack of a better word and we don't have 
a formal way of communicating knowledge back and forth.  You know we go to college 
for couple of years and fill our heads with knowledge and that is supposed to sustain us but 
it doesn't.  But how do we make that acquisition of knowledge something that doesn't end 
when teachers graduate from college and have it to be an ongoing, continuous thing and 
not just drive-by workshops or take a class to get recertified or something.  How can we 
take the relationship we have and have ongoing teacher education, professional 
development, something that happens just automatically and is part of the work 
environment? [Session 3, Lines 408-427] 

Brent finds the current university system which requires enrolling in formal classes and being 

accepted into the university as degree-seeking students very frustrating.  Brent believes the PDS 

work should be re-thought to provide a readily accessible and an on-going exchange of ideas and 

information between his school and the university which may or may not be in the form of 

university classes. Brent believes that as a partner school, the teachers at Countryside should 

have more access to the intellectual capital held by the university personnel. 
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Brent’s role as collaborator consists of mission sharing and mission visioning.  Mission 

sharing offers the rejuvenation, requires Brent to “walk the talk”, and includes Brent’s 

participation in public relations. Mission visioning involves Brent’s efforts to imagine changes 

on both sides of the partnership that can enhance student and teacher learning. 

Principal as Culture Maker 

The theme principal as culture maker results from Brent’s long standing beliefs about the 

importance of creating a healthy school culture.  He believes the PDS work merges with his 

interest in empowering his teachers.  Two main components that influence his culture-making: 

(a) empowering teachers to take on leadership roles in the school, and (b) working to build 

positive relationships among his staff. 

Teacher Leadership 

Brent’s stance toward creating a healthy school culture emerges from his commitment to 

teacher leadership.  Countryside is a school where teachers are empowered to take on leadership 

roles.  Brent believes in letting teachers have a say in the decisions that affect them.  As a 

teacher, this was the type of leadership his three principals modeled for him.  Brent shared an 

example of how his principal at the Roland Center empowered her teachers. 

If you had a problem, the principal would be happy to help you with it or help you redefine 
it or supply some resources.  I remember the one year I was there, there was another new 
teacher.  I forgot where she had come from, but she wanted to be told what to do and she 
was saying to one of the veterans, ‘I keep asking Ellen what I am supposed to do about this 
or what she wants me to do and she says that she doesn't care.’  That was frustrating.  The 
veteran said that means she trusts you.  Just make a decision and do what you need to do 
and she will be fine with it.  It just means that she trusts you to do what you need to do or 
make a recommendation to her or something.  That I found to be a much better 
environment for me to work in.  Some people don't like that.  I think that fits with my 
personality.  I don't need a lot of direction.  I don't need for people to tell me how to do 
things, kind of tell me what needs to be done.  Get out of my way and let me do it and I 
will figure it out and ask for help if I need it. . . . I was like, ‘I will blow the lid off any test 
or whatever you want me, I'll make sure, if you just let me do it my way.’  I was always 
pretty good at that and I appreciated that the principals, really all three of them were very 
good at letting me do things the way I wanted to do them. [Session 3, Lines 374-391] 
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Brent values professionalism and as a teacher he did not require a lot of direction.  He 

appreciated having supervisors that trusted teacher leaders’ abilities and professionalism to 

complete the job.  Now that he is a principal, he tries to treat his staff in the same way.  In his 

role as a PDS principal, Brent provides his teachers with supports when needed, but also respects 

their professionalism and allows them much autonomy in developing their individual roles as 

mentors.   

Through the support Brent provides and the attitude he displays, the culture of Countryside 

has embraced teacher leadership.  Brent believes that many of his teachers are leaders but 

acknowledges that only about one-fourth of them have developed the vision to see the school as 

part of a bigger system. 

In terms of really seeing that there was something else.  I think part of it is just seeing the 
school differently.  I think that if you talk, particularly to the PIES teachers and those who 
are at the front of that emerging leadership pack, they see the school as part of something 
bigger, a bigger network or a bigger system.  And kind of look beyond the walls of your 
classroom to see what happens elsewhere in the school and then that's where, with the 
college and the community and wherever.  We want more people seeing the school that 
way.  I think that the PDS has helped me actually make some fairly concrete connections 
to be able to do that.  I think I have always tended to look at the school as part of a 
community system. [Session 2, Lines 370-378] 

Brent hopes that his actions toward improving teacher leadership at Countryside will help more 

teachers view the school as part of a bigger system.  Brent credits the PDS work with helping 

him make the concept of the school as part of a bigger educational and learning community more 

visible to his teachers. 

Besides the positive atmosphere created by empowering teachers to make important 

decisions, distributing leadership has freed time up for Brent to do other tasks related to the PDS 

work. 

The benefits of PDS have created time, which I think, going back to what I said earlier, the 
more teachers become leaders, and the better we get at this stuff, then that’s less stuff that I 
have to do, administrivia kind of tasks.  I think that creates more time and opportunity to 
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do other things.  So, am I working harder than I used to?  I don’t think so.  I think I am 
doing different things.  I like the things. . . I’d rather do that kind of thing than go to all 
these meetings and do all the observations or whatever I am doing.  I enjoy doing that 
more than going around with a long list of things to check on and do those kinds of tasks 
that other people are now doing or don’t even need to be doing. [Session 2, Lines 271-282] 

The time created by empowering his teachers to take on decision-making responsibilities has 

enabled Brent to participate in PDS activities which he finds more enjoyable and potentially 

rewarding to his school.  While the added responsibilities of the PDS work make some principals 

feel like they have more demands on their time, Brent feels the partnering has strengthened his 

ability to enact his leadership philosophy of empowering teachers.  Elmore (2002) and Lambert 

(2005) support the distribution of leadership and identify the practice with principals in high 

leadership capacity schools.  Teacher leadership within the PDS emerges as Brent demonstrates 

trust and professionalism, develops a vision for teachers and provides opportunities to enact 

leadership. 

Relationships 

Empowering teachers to make important decisions has assisted Brent in forging positive 

relationships with and between his staff.  Brent has created a climate where his teachers not only 

work well together but depend on each other.  Brent takes special care to provide novice teachers 

and prospective teachers with strong mentors.  He often rearranges classroom assignments at the 

end of the school year in order to place beginning teachers in proximity to strong, nurturing, 

experienced teachers.  To illustrate the impact these actions have on the culture of the school, 

Brent shared the story of a former teacher who returned to visit Countryside during a day off 

from her new job. 

Friday I had a visit from Lara who was in fourth grade last year.  She had only been here 
two years.  And Penny was her mentor, you talk about a wonderful mentor relationship. 
She had to make some life decisions and she went down to Orlando. . . . Went down there 
and went to a job fair and took a job and got a signing bonus and then another bonus for 
going to a high poverty school and so everything was great until school started.  Well, she 
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went to an ‘A’ school.  They had all kinds of awards and honors, but had apparently, had 
just a toxic culture in it.  People don't like each other, people don't trust each other, 
teachers are hating the administration, there is a new principal and everything is just a 
mess.  She was about to cry, the kids are. . . well it is a high poverty school.  But so is 
Clark, and that is where she interned before, so the kids weren’t the problem just teach 
them and do what you want to do.  She said that I just hated coming to work.  I cried in the 
morning.  I cried in the afternoon.  So we e-mailed for a while, she came back, they were 
off Friday so she came up for Veteran’s Day to visit and hang out for a while.  I talked to 
her, and here is third year teacher who is so enculturated, particularly in that fourth grade 
team and having worked with Kenny and Penny and Jerry and all those folks over there, 
that she had become a convert to our way of thinking.  And she was able to look at this 
school that she was assigned to and, not only did she know why it sucked, or that it sucked 
but why.  And talking about the relationships of teachers and how people were treated and 
leadership and just all that and how it affected the way kids were treated and here is a fairly 
wet behind the ears idealistic young teacher who by contrast was able to see what was very 
wrong with this school, although they were an A school.  I mean, she just said I've got to 
get out of here. [Session 2, Lines 310-332] 

But I'm thinking. . . her growth I think is directly attributed, not to what I did in 
observations or all of that clinical kind of stuff, but how she has been trained, educated, 
and enculturated by her team. . . in a very positive way. . . . But I am thinking, if she hadn't 
been here and been trained. . . by those mentors that she had, I don't know that she would 
be able either recognize, understand it, or know that it doesn't have to be that way. [Session 
3, Lines 340-348] 

Brent believes that the relationships the teachers in his school build establish a supportive 

environment that makes it a place that people enjoy working.  This novice teacher was able to 

work in a different school and recognize that the culture was unhealthy and why it was 

unhealthy.  Lara missed the positive interactions she had with her peers at Countryside.   

At Countryside these strong bonds are also formed with many of the prospective teachers.  

Two of the teachers Brent has hired were pre-interns at Countryside.  Despite other job 

opportunities both chose to return to Brent’s school and work.  Gabriella returned as a long-term 

substitute teacher after her internship.  The following year, after searching for other jobs, she 

decided to accept Brent’s offer for a full time job.  Morgan, who had been a fourth grade pre-

intern, also chose to return to Countryside as a teacher, but due to a smaller than anticipated 

enrollment, she had to transfer to another PDS. 
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Besides fostering positive relationships among his staff, Brent also believes it is important 

for the university and the PDS schools to build strong relationships between their personnel. 

I think that there need to be good relationships. . . from a school's standpoint the things that 
I think are pretty important are good relationships with the folks in the university.  What 
y'all have done and the folks that have come out here have done a good job of duplicating 
that human machinery, keeping the lines of communication open.  Having people want to 
talk with you so you can talk about interns and pre-interns and those kind of things.  I think 
it is pretty important. [Session 3, Lines 500-505] 

Brent expressed his belief that the way university personnel were keeping open the lines of 

communication with him and his staff has contributed immensely to the success of the program.  

Brent is always willing to participate in studies or engage in conversations related to his school 

and the school’s work as a PDS.  Through empowering his teachers to take on leadership roles 

and building and maintaining strong relationships with the university, Brent is working to build a 

culture that supports the PDS work.  He partners effectively with those individuals inside and 

outside his school. 

Brent’s focus on developing relationships parallels the movement described by 

Sergiovanni (1991) who defended the importance of collegiality in making modern schools 

effective.  Sergiovanni noted that it is important to know the difference between congeniality and 

collegiality.  He defined congeniality as “the friendly relationships that exist among teachers and 

is characterized by the loyalty, trust, and easy conversation that result from the development of a 

closely knit social group,” (p. 138).  Collegiality “refers to the existence of high levels of 

collaboration among teachers and between teachers and principal and is characterized by mutual 

respect, shared work values, cooperation, and specific conversations about teaching and 

learning,” (p. 138). Brent helps to stimulate the staff’s shift from congeniality to collegiality by 

creating structures and organizing teachers so that they are encouraged to collaborate.   
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Principal as Inquirer and Learner 

Combined with his belief in continual change, collaboration, and culture making, Brent’s 

support for inquiry has become another major theme of his role PDS principal work..  This theme 

displayed itself in four major components: (a) beliefs about the role of theory; (b) striving to 

continue his own personal growth through learning; (c) facilitating inquiry in his school and the 

PDS network; and (d) the value placed on inquiry and its role in his school. 

Reignited Appreciation for Theory 

Through operating as a PDS, the teachers in Brent’s school are having more direct contact 

with university personnel. Brent suggested that one issue that often arises through PDS efforts 

between universities and their partner schools is the theory versus practice debate. Discussions 

about theory and practice can be very different depending on one’s context (Donnell & Harper, 

2005).  Meeting with a team of third grade teachers might yield little discussion about the 

connection between theory and practice but the same topic brought up with a group of university 

professors and doctoral students might be heavily grounded in theory with the practice portion 

being left out of the discussion.  Brent gave his perspective on the issue. 

I think that one of the problems that schools have is in this whole theory-practice 
dichotomy is that it becomes real easy once you get out into the schools to dismiss that as 
being irrelevant.  In fact, I believe more strongly than I did before that what the university 
is doing by providing theory is highly relevant even though it might not provide a solution 
to the problem that the interns are having today.  Somebody, I remember, I think it was 
Bob Burton Brown said one time, there is nothing more practical than good theory. 
[Session 3, Lines 22-27] 

Brent’s ability to wrestle with theory/practice tensions as a part of the PDS work has reignited 

his appreciation for theory.  Although he recognizes why many practitioners may be dismissive 

of theory, Brent’s work with the university through the PDS program has helped him appreciate 

the value of theory in teacher education and his own work as a principal. 
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Part of Brent’s support for the importance of theory is connected to his beliefs about 

teacher education.  Brent spoke of the value of teacher education programs that connected 

students to theory and its uses.  He views theory as being an important component of operating 

as a reflective educator. 

I think that teacher education must be more important than that and it is just not a role to 
crank out large numbers of journeyman teachers.  Although some schools, that's their 
mission.  I think that theory is important as long as it is well researched and current and 
[the research is about] things that they do need to know.  I think that even the interns, I see 
kind of have some frustration with it because they just want to get into the classroom and 
teach kids.  I remember from back then too, it was just kind of easy to dismiss the theory as 
being, oh, maybe not relevant or little bit too cosmic or theory over something, but the 
more I am in it, the more I understand how important that was. [Session 3, Lines 45-52] 

Seeing that theory can hold relevance for what goes on in the classroom, Brent believes it is 

important to the education of future teachers.  Brent thinks that while teacher training programs 

targeted at preparing large numbers of teachers might equip them with a list of skills to be 

mastered, PDS programs are designed to develop teachers not only in pedagogical skills but also 

to be reflective inquiry-oriented practitioners. 

Personal Growth 

As a result of inquiry (Dana & Yendol-Silva, 2003) being established in the PDS work, 

Brent has come to see the value of inquiry for teachers as well as administrators.  Brent believes 

it is important for him as a principal he should be reflective and study his own practice as well.  

By engaging in these activities he is acting as the lead learner (Barth, 1990; Fullan, 2002; King, 

2002; McCay, 2001).  Brent’s belief in school change is parallel to the standard he sets for 

himself, always working to improve his skills as an educator and leader.  As a teacher, Brent 

experimented to improve his practice and then reflected on his work.  However, he admits the 

lack of structure in what he was doing limited its effectiveness. 

Back then, it was like you try something and sometimes it works and there was a, there 
wasn't a thoughtful approach to that.  I mean I could have chosen to do that if I had wanted 
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to although I don't typically approach things that way.  But the things, if I had been 
provided a format or a frame for thinking about experimentation or innovation I probably 
would have done a whole lot less floundering.  If I had done more reflecting and then a 
little bit more research and had a little bit better use of, or familiarity with data on how I 
was doing, I probably could have made more gains in less amount of time other than just 
kind of a random approach that I tried. But then I was still better off than some schools 
where you just weren't allowed to do anything because that was the case in a lot of schools 
back then. [Session 3, Lines 395-403] 

Brent values the structure provided to the prospective and current teachers in his school to assist 

them in conducting their inquiry.  He believes that if he had been afforded the opportunity to 

study his own practice in a more deliberate manner he would have become a much better teacher 

much sooner. 

Although he attempted to engage in a type of inquiry during his years as a classroom 

teacher, Brent did not study his own practice as systematically as required by inquiry.  But Brent 

did share how the idea of being an “experimental” teacher and reflecting on student learning 

were a part of his “pedagogical compass” which he partially attributed to his work as a university 

student. 

A couple weeks ago before I went down to St. Pete to present at that inquiry conference. . . 
actually I got out an old textbook from Bob Burton Brown who I had as an undergraduate 
and graduate student.  He was in the foundations department then.  There was an old 
course, a book he had on the experimental mind in education that I remember I really 
enjoyed at the time.  It was really, in the early seventies, kind of revisiting a lot of John 
Dewey and some of those approaches which had fallen on hard times in the sixties, and 
what I found rereading a lot of that book was a real. . .  I saw the roots of a lot of my early 
constructivist thinking, although I didn't call it that at the time.  As we’ve seen a lot of 
trends come and go, there was a lot of that particular book and those courses I had from 
him, I think that really helped me set that pedagogical compass and say this is kind of what 
schools and learning and teaching really ought to be like. [Session 3, Lines 52-62] 

While he did not label his early beliefs about being reflective as inquiry, Brent has embraced the 

idea and made it a part of his attempts to continue his own professional growth as a principal.   

Modeling for his teachers the valuable place he believes inquiry should hold in his school, 

Brent conducted his own inquiry at the same time the pre-interns and teachers were doing their 



 

120 

inquiries.  Over each of the past two years he has studied the use of inquiry at Countryside and 

how it relates to his role as instructional supervisor. 

I've done two now.  The first one was really about my inquiry, this was two years ago, 
whether teacher inquiry was going to be something that was in any way effective and also 
whether it was something that could sustain itself or whether it would be something that 
would be my idea that I would have to impose on them that they would do because I told 
them to do. . . .  So I wanted them to look at inquiry kind of in isolation from, “Is this 
something he is going to make us do?”  to just “Kind of look at it for its own value.”  I had 
become a little dissatisfied with the professional development plan process which had 
gotten to be kind of formularized and we were filling in blanks, and we were meeting and 
doing what we needed to do.  I think it was just rather perfunctory for both them and for 
me.  So I talked to the union president about making inquiry the focus of the professional 
development plan for those teachers who were interested in that.  My rationale was that we 
weren’t really doing much other than filling out the forms, especially for the better, more 
experienced teachers.  It wasn’t really helping them to be better and we were not having 
the kind of conversations that I thought we ought to have.  He thought that was a pretty 
good idea, sounded fine to him.  His thoughts were it should be voluntary and he would 
like to see some kind of evaluation of it because he was anticipating a district level 
committee looking at the whole appraisal process the following year.  He was just kind of 
interested to see what we found out about it. [Member Check, Lines 8-32] 

Brent found through his inquiry that the teachers found inquiry valuable.  By the second year, 

100% of his teachers chose to conduct inquiry instead of engaging in the traditional Professional 

Development Plan program which was a part of the old appraisal system.  Brent touted some of 

the unintended consequences of inquiry at Countryside. 

And it was generally well received and seemed to give us some good things to talk about, 
improved the conversations that I had with teachers about professional development and 
how they were doing.  One of the unintended results was that it also improved the 
conversations they were having with each other especially after they found out what 
everyone else was doing.  The second year we kind of had people pairing up and looking a 
different sides of something.  We had three different pairs of teachers that worked on a 
common topic and approached it in a little different way.  That kind of conversation among 
teachers, which ultimately is focused on student learning. . . . [Member Check, Lines 62-
69] 

Brent learned the positive impact that inquiry as well as his personal learning stance was having 

on Countryside.  Inquiring into his role as instructional leader enabled him to facilitate growth in 

the school as a learning community. 
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Facilitating Inquiry 

While putting forth the effort to integrate inquiry into the fabric of his school, Brent also 

does his part to demonstrate to peer principals the value of studying one’s practice.  On several 

occasions Brent has spoken to various groups about teacher inquiry in order to help get them 

“onboard.”  Despite his busy schedule, Brent believes his responsibilities associated with the 

partnership work are important.  Facilitating inquiry in his school, as well as encouraging and 

supporting other principals in their efforts to build an inquiry stance at their schools, are 

worthwhile activities in Brent’s opinion. 

Brent acknowledges that although he is ahead of many of his peers, he is still not an expert 

on inquiry and is working to further develop his skills as an inquirer. 

It is interesting, this role of looking as the, not the expert of inquiry, but someone who is 
leading some of the school related work in inquiry.  That's not something that I was very 
conscious of last year I saw that we were kind of stumbling through some things, trying to 
figure some things out.  But now some people, although I think that they recognize I'm just 
stumbling, maybe a little bit ahead of some other people doing the same things, I get called 
upon to talk about that more frequently.  At the conference last week, talked to RSEC 
principals the week before that Nancy’s working with. . . at the Thacker Center training 
this summer and looking at the role of inquiry, as I am beginning to understand it in a lot 
of different ways.  And then again tomorrow night, in terms of, okay so what does this 
mean for supervision.  Well you know, it is part of a professional development plan, but 
thinking of it as a function of supervision.  I hadn’t really thought about it in those terms.  
But I had to get the book out and start thinking about it in those terms.  But those were 
things, the roles that kind of found me I think.  I didn't consciously pursue those. [Session 
2, Lines 21-33] 

Brent has begun to consider what inquiry might mean for him as a principal and what role it 

might play in his supervision of his staff.  He is continuing to study and reflect on inquiry and 

even though it was not something he specifically sought out from the PDS partnership, he values 

the contribution it has made to his school.  Several examples show how Brent supports inquiry at 

Countryside.  For instance, Brent contacted the district teachers’ union president in order to get 
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permission to use inquiry as the teachers’ formal evaluation.  Brent also encouraged teachers to 

present their inquiries to their peers at regularly scheduled faculty meetings. 

Brent acknowledges that inquiry has played an important role in the growth of Countryside 

and its staff.  Also, he credits inquiry as helping him move his leadership style to one that relies 

even more on his teachers to take on leadership roles in the school. 

And what I have done, particularly through inquiry which is a result of the PDS 
relationship, has really helped me get into the fourth quadrant. . . or at least the culture of 
the school.  It is something that is kind of invisible to everyone but me and maybe a few 
others that come out here and work.  That might be the most important thing I have 
contributed to this school.  It is the one thing that anybody on the outside would never even 
know or recognize.  But yet in terms of what the school is going to be like five or 10 years 
after I leave, that might be important, I think that might be the most useful thing that I've 
done.  I think that's a direct result of what the PDS has done for me because you can only 
do so much for the school without [changing yourself], it is tough to change me first. 
[Session 2, Lines 45-57] 

Brent believes that developing an inquiry stance is one of the most important goals that the PDS 

program has brought to his school.  He believes the ability to reflect that occurs through the 

completion of an inquiry makes it easier for an educator to make changes in his practice, which 

he acknowledges is very difficult.  When he leaves his role as principal of Countryside, he 

believes his teachers in adoption of an inquiry stance will be one of the most enduring 

contributions.  He bases this progress on his own renewed appreciation for theory, reflection, 

personal experience, and facilitation. 

Principal as Protector 

Brent’s role as a protector in the school is manifested from his beliefs about how outside 

influences and mandates should influence what teachers and principals do.  Brent sees himself as 

being responsible for acting as a filter to prevent influences such as new state and federal 

mandates from distracting the teachers from the goal of educating the children.  In his role as a 
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PDS principal, Brent has worked to ensure the partnership work is connected to his goals of 

facilitating teacher growth and teacher leadership. 

During his time as an employee at the district office, Brent was sent some very strong and 

important messages about what goes on in school districts.  He worked for supervisors who 

stressed that roles outside the school were intended to support the principals, whose 

responsibility it was to make sure teachers had what they needed to help the students learn. 

And at that particular time, and this was in the mid-eighties, there was a great deal of 
respect for the principals.  The principals were considered at that time the frontline of, not 
warriors, but the advanced guard, the people who were out there making changes were. . . 
it was made very clear to us that again we were there, we were the behind-the-scenes 
people and the principals were the ones whose butt was on the line every day.  They were 
making the schools run and the district was the schools. [Session 1, Lines 163-168] 

As a principal, Brent accepts his responsibility for making his school run effectively and 

efficiently.  His time as a district office employee reinforced for Brent the importance of the 

principal’s role.  Brent situates the PDS work to complement the school goals.  He assists the 

teachers in educating the children, working to ensure that the partnership work does not 

unnecessarily distract the teachers from educating the children. 

Brent works very hard to serve as a buffer to outside forces that could distract 

Countryside’s teachers from being able to stay focused on their job.  New mandates for testing 

and school grades consume the time of many principals.  Meeting those mandates becomes the 

priority.  However, this is not the case for Brent.  Brent shares how he deals with outside 

distractions.  

The most obvious ones now are outside pressures to achieve bureaucratic goals and 
standards whether it's the governor’s goofy A+ Plan or No Child Left Behind standards. . . 
. And not that standards are bad.  In fact I am a pretty big proponent of standards, but the 
misuse of assessment to achieve arbitrary standards and the punitive use which was 
happening.  While we all want kids to learn and we say that is a good thing, how that is 
being defined and measured and how schools are being treated, those are conflicting wind 
and current that are blowing us off course.  If we don't stay focused on where we need to 
go and keep our sight and have our, that pedagogical compass working then… if we did 
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everything that the governor wanted us to do to make good school grades then we would 
become a certain kind of a school.  If we try to achieve all the No Child Left Behind 
standards, which are impossible and absurd some of them, then we become a different kind 
of a school.  So these things are conflicting.  And then you have got district pressures.  
You've got community pressures.  Everybody has pretty strong opinions about what makes 
a good school.  A lot of them are conflicting so that is just day-to-day, and that changes 
year-to-year.  What the state defined as a good school 15 years ago or even 10 years ago is 
very different than what it is now.  And it is going to be very different than it is 10 years 
from now.  So to keep the school focused, we've got to have a pretty clear idea of where 
we want to go.  And that is the value, I think, of the theory. [Session 3, Lines 100-116] 

Outside mandates and new government expectations do not take Brent away from his focus of 

working to make sure the students in his school are getting a good education.  While he is a 

strong proponent of standards, Brent opposes the way they are being used to measure students’ 

learning.  This belief connects to the goals he sets for the PDS work in hi school.  Brent does not 

pressure his mentor teachers to focus on state testing and the issues surrounding the new 

accountability.  As a result, this provides his mentor teachers with space to work with the pre-

service teachers within the context of the classroom, tailoring the mentor teachers’ skills with the 

needs of the pre-service teachers.  Through his years as a principal, Brent has experienced the 

changing tides in education.  Brent uses his pedagogical compass to keep him focused on what is 

important. 

Principal as Knowledge Broker 

Brent’s role as knowledge broker is connected to his beliefs about teacher leadership, staff 

development, and commitment to taking responsibility for the university’s goals of teacher 

education.  Brent enacts his role as a knowledge broker through soliciting, providing, or 

facilitating learning opportunities for his staff. 

Through his work to bring the PIES program [on-site, graduate degree program] to 

Countryside, Brent was able to facilitate the professional growth of his teachers.  Besides 
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suggesting to Cozette the possibility of bringing in the program, Brent initially played a very 

active role in determining what the program would look like. 

I helped a little bit with one course.  I sat in, when I could, when they would meet out here.  
For the first couple of courses particularly, I would just kind of drop-in and out just to hear 
what was going on.  We talked a lot about the courses and what I would like to see in 
general and then Cozette really sorted out and created some courses, “We've got this 
course and we got that one,” and pulled all these different things in from a couple of 
different departments that were already named and numbered courses and then made up a 
few.  Then you know, like the inclusion, that was one.  The inquiry class that she and 
Melissa, had taught, that was one.  There were some other… kind of data-driven, we sort 
of had to make that one up.  She took some pieces of other things that were going on there, 
the data-driven decision-making, I forget what it was called, assessment or something 
another.  And then, there were some other courses, one on understanding culture, school 
cultures, leadership for change or something. . . that was already some stock course they 
had over there.  About half of them were those kind of courses that were the core. [Session 
2, Lines 121-133] 

Brent wanted the program to contain elements that would facilitate further leadership in his 

teachers, but also wanted the program to be flexible enough to allow the teachers to pursue their 

own interests.  The teachers sought, and most have earned, a master’s or specialist’s degree in 

gifted education, educational leadership, reading education, and technology. 

In his role as a knowledge broker, Brent has also used inquiry to facilitate their learning. 

Over the past two years, Brent has offered teachers the opportunity to conduct inquiries into their 

teaching in place of completing the district professional development plan [PDP] as the basis for 

their yearly state-mandated evaluation. 

So I opened it up to all the teachers and explained in preplanning as we normally went 
through the appraisal process that if they were going to do the alternative assessment 
model that this is what I was suggesting and remember how Jerry, Penny, and Leann had 
talked and even had Jerry and Penny in another meeting kind of go through their whole 
process, just a little five-minute thing on inquiry.  So teachers would kind of know exactly 
what it meant for them.  Out of 35 teachers, 20 volunteered to do that as part of their 
alternative assessment.  We had some initial meetings in the fall and a couple of midyear 
meetings.  And then we wrapped up, we took one of our conference days and stayed late 
one day for the school for inquiry conference where they all had a chance to share.   
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Brent used some of his teacher leaders to provide the rest of the staff with background 

knowledge on teacher inquiry.  This helped encourage more than half of his staff to conduct 

inquiries in place of their PDP.  Brent also made sure that what the teachers had learned was 

shared on a conference day.  Brent used the teachers’ inquiries into their own practice as a tool to 

facilitate the learning of both those who conducted their own studies and those who did not.  The 

following year all 35 staff members chose to conduct inquiry projects. 

Brent chooses to broker knowledge in much the same way he leads his school.  Brent uses 

his teacher leaders as a conduit for important learning.  Brent strategizes and then acts to provide 

his teacher leaders with important information and them empowers them to teach what they have 

learned to their peers. 

Summary 

In his role as a PDS principal, Brent sees himself as being responsible for creating a culture 

where his teachers are empowered to take on leadership roles.  Brent works to integrate the PDS 

work into the culture of his school and to use the partnership as a way to facilitate change, 

especially through the use of inquiry.   

In his role as change agent, Brent works to transition his school to integrate the PDS work 

with the mission of educating the children.  He applies pressure to facilitate the change but 

complements that pressure with support.  Through this gentle pressure, Brent has built a coalition 

of teacher leaders who foster renewal at Countryside.  The leadership of these teachers has made 

the PDS work a part of, and not apart from, the school mission.  Brent’s role, principal as change 

agent, is enacted through his efforts to foster leadership in his teachers. 

Brent’s role as collaborator is visible in the way he shares missions with the university 

through the PDS work as well as his mission visioning.  These are accomplished through his 

efforts to not only work cooperatively with university personnel in his school, but also to “spread 
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the word” through presentations at conferences and speaking with school district personnel and 

university groups.  Brent also recommends goals to PDS-affiliated personnel to improve the 

partnership work.  Working toward the missions of both PDS partners is a central component of 

Brent’s role of principal as collaborator. 

Principal as culture maker can be seen in the way Brent builds teacher leadership at 

Countryside.  Because of his trust in their professionalism, Brent empowers his faculty to take on 

leadership roles to help guide the PDS work.  Brent also strives to foster collegial relationships 

among his staff.  The culture at Countryside is centered around the role teacher leaders play in its 

operation.  The teachers are empowered to use their expertise to redesign structures and short 

term goals in order to achieve the school mission.  Brent’s role of principal as culture maker is 

about creating and maintaining a pool of teacher leaders to help run the school. 

In his role as an inquirer and learner, Brent facilitates the use of inquiry not only in his 

school, but in the district and beyond.  He speaks at conferences sharing the benefits of teacher 

inquiry.  The introduction and flourishing of inquiry at Countryside has led Brent to have a new 

appreciation for the role of theory in his school.  Brent shared his beliefs that theory is what 

helps keep a teacher’s pedagogical compass pointed in the right direction.  Brent has conducted 

inquiries in order to improve his skills as a leader.  Brent uses inquiry as a tool to facilitate 

renewal at Countryside and at the university. 

Also, Brent serves as a protector of his teachers.  He works to limit the negative impacted 

outside mandates or events on his students and staff.  Brent does not identify improving test 

scores or raising the school grade as the missions at Countryside.  The goal has always been to 

provide the students with the best possible education they can be given. Brent does not let 

pressures from outside the school distract the teachers from the mission of educating the 
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children.  Brent also serves as a filter for negative experiences associated with the PDS work. 

When necessary, he steps in to end potential harmful or time consuming situations that may arise 

because of the partnership work.  As protector of his teachers, Brent allows them to remain 

focused on their goal of educating the children by limiting external distractions.  

Finally, in his role as a knowledge broker, Brent seeks out learning opportunities that he 

believes will benefit his staff.  Brent uses teacher professional growth to facilitate school change 

and improvement.  By bringing the PIES program to Countryside for his teachers, Brent was able 

to help these teachers achieve some of their personal and professional goals at the same time he 

was working to further develop the culture of the school.  Brent strives to use his role as 

knowledge broker to match the needs of his staff with the needs of the school.   

These six roles help Brent understand how he makes sense of his role.  The lenses of the 

Four Frames can be used to provide more information on how Brent enacts each of the six 

themes.  The connection between Brent’s beliefs about teacher empowerment and the themes 

produces a strong relationship with the human resource frame.  All six themes can be seen 

through the human resource frame, all connected to the idea of teacher empowerment.  The 

symbolic frame, with its focus on school culture, is tied to Brent’s roles as collaborator, culture 

maker, change agent, inquirer/learner and knowledge broker again through Brent’s efforts to 

empower his teachers. 

The structural and political frames were seen less in Brent’s work as a PDS principal.  

Brent did, in some minor ways, establish structures for running the school.  However, these 

structures were in place before the PDS partnership began.  If one were to look at the 

organization chart of Countryside Elementary School before the PDS work started and the 

current status, very little would have changed.  As a knowledge broker and collaborator, Brent 
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brought in training that he thought would improve the teachers’ ability to work collaboratively 

with one another, pre-service teachers, and university personnel.  The political frame, in the form 

of coalition forming, relates directly to Brent’s roles as a collaborator and culture maker.  

Conflict and competition are not dominant factors in the PDS work at Countryside.  Figure 5-2 

shows the relationship between the themes and four frames as enacted by Brent. 
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Figure 5-1 Brent’s PDS principal themes. 
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Figure 5-2 Relationship between the Four Frames and Brent’s PDS principal themes. The size of 
the circle represents the role the frame plays in Brent’s leadership style.  The larger 
the circle, the more prevalent the frame is in his role as a PDS principal.  The themes 
listed in the circles identify connections between the frames and his work associated 
with the themes.
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CHAPTER 6 
TANYA’S PORTRAIT 

Introduction  

In this chapter, Tanya’s beliefs and lived experiences as a PDS principal are explored to 

provide a comprehensive description of Tanya’s life as a leader and PDS principal.  In order to 

convey these lived beliefs and experiences, I created a portrait to record and interpret Tanya’s 

perspectives and life events in a way that documents her voice, vision, knowledge, and wisdom.  

Although her professional roles (teacher, teacher leader, principal, and PDS principal) are 

distinguished for the purpose of sharing Tanya’s portrait, these roles are overlapping and 

integrated in that each aspect of Tanya’s portrait influences other aspects of her portrait.  I begin 

by tracing Tanya’s evolution as a teacher and teacher leader, followed by a description of her 

work as a principal.  The next section highlights Tanya’s beliefs and lived experiences as a PDS 

principal.  This chapter, shaped by dialogue between the portraitist and the participant, illustrates 

Tanya’s lived experiences emerging within her unique social and cultural context at Parkway 

Elementary School.  

Tanya as a Teacher and Teacher Leader 

Tanya began her career in education as a teacher, curriculum resource teacher (CRT) and 

assistant principal in California for six years before moving to Florida.  Tanya did her teacher 

preparation in Santa Barbara, California and her student teaching in the nearby town of Ojai.  

Upon completing her degree in elementary education, Tanya returned to her hometown and 

taught with some of the teachers who had instructed her in elementary school.  She was hired by 

one of her former teachers to teach first grade and later sixth, seventh, and eighth grade English 

in a K-8 school.  Tanya credited this person with influencing her to become a CRT.  Eventually 

she served as his assistant principal. 
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Besides encouraging her to become a CRT and then an administrator, Tanya credits her 

first principal with influencing how she leads her staff.  Teacher empowerment and 

accountability were important to this principal. 

He was a good administrator.  In fact he was a great administrator because he knew how to 
use other people's expertise.  When he put me in the curriculum job, he would make most 
of my assignments working with kindergarten, first, and second grade.  When he had a 
problem teacher in first grade, which was the one that he assigned me to because he knew 
that I had that area of expertise.  So he would delegate those kinds of responsibilities to 
me. . . .  He was very good at delegating and empowering.  I did learn that you empower 
people from him because he was very good at that.  And then he would hold them 
accountable.  You can’t just empower without checking on them every six weeks.  And he 
would do that, but in a very professional way.  He appeared to be very laid-back when he 
was doing all of this, very relaxed.  But I would find out later, of course, that he was not.  
He was very intense inside, but his style outside was that he was very relaxed. [Member 
Check, Lines 67-80] 

Tanya learned the benefits of empowering staff members.  Not only does delegating 

responsibilities to teachers with other areas of expertise provide them with opportunities to share 

their talents and develop leadership skills, but it also allows principals to focus on their areas of 

strength and successfully coordinate the operation of a school. 

When Tanya moved to Florida, she returned to the classroom as a teacher at Ragland 

Heights Elementary School, where she spent most of her teaching career.  At this school, she 

taught almost every grade level and also served as the school’s CRT.  Tanya felt the role of CRT 

afforded her additional influence over what children were learning, but she also acknowledged 

the limitations of this role as she reflected on her own experience as a CRT and the role of the 

CRT in her building today. 

I mean my CRT is definitely a leader.  She is an academic leader.  But she leads without 
authority.  She leads through expertise.  I guess that the curriculum resource teacher, 
people look at them. . . that was my feeling, that you didn't have the authority to make 
changes with teachers.  You certainly didn't do hiring, you didn't do evaluations.  You 
would have to lead through expertise. [Session 1, Lines 41-51] 
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Similar to Raven and French (1958), who described the difference between power granted by a 

formal position and power that stems from personal talents and skills, Tanya learned that 

teachers who lead from non-formal positions need to lead through expertise. 

During Tanya’s tenure as a CRT, she worked actively to meet the academic needs of the 

children in her school.  However, she did not limit herself to the walls of the school when it came 

to reaching out to the children and their families.  For example, when rezoning occurred in the 

district, there was a radical change in her school’s population and Tanya’s work included 

reaching out to these challenged families. 

School demographics change creating challenges.  Like Ragland Heights for example, 
Ragland Heights once had the highest gifted population and then when that population 
changed, it became a very challenging school.  I can remember that.  I think that has been 
one of the greatest challenges that I as a curriculum resource teacher and a faculty member 
have had, having to really look at yourself and what you are doing with children.  I spent 
almost every Wednesday as a curriculum resource teacher over at Shaw Homes.  I don't 
know if you have heard about Shaw Homes.  It was condemned and burned and all kinds 
of things over the past three or four years and they had to put those people in hotels which 
I think was about four years ago. That became our population and the guidance counselor 
and I spent every Wednesday over there working with the families. [Session 1, Lines 116-
125] 

In order to reach out to these children and their families, she and her co-workers were willing to 

go the extra mile by writing grants that even provided transportation to bring the parents and 

children to the school.  Tanya believes additional efforts are worth the time if they could 

potentially benefit the students in her school.  Tanya’s interest in going the extra mile if it helps 

kids points directly to her willingness to take on the added responsibilities associated with PDS 

work.   

Tanya as an Elementary Principal 

While working as a CRT at Ragland Heights, Tanya decided to pursue a job in 

administration.  She served as the principal at Benton Elementary School for three years before 

entering her current role as principal of Parkway Elementary School which she has held for 
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seven years.  Her school is located within the city limits.  The school could be designated as 

either urban or suburban as it is clearly in a transitional period due to continued growth further 

west of the city which has led to rezoning and demographic changes.  There more than 50 

teachers in this PK-5 school serving nearly 700 students. Parkway has a free and reduced lunch 

percentage of 44% and a minority rate of 43%.  Parkway did not meet AYP requirements in the 

2005-2006 school year, with only 35% of the lowest quartile students making gains in reading.  

In the 2006-2007 school year, 67% of the students in the lowest quartile made gains in reading.  

Parkway met AYP standards in 2006-2007.  Parkway received a school grade of “A” in 2006-

2007, up from their school grade of “C” in the previous school year.  In the four years prior to 

the 2005-2006 school year, the school had earned two “A’s” followed by two “B’s.” 

Even though Tanya left her role as a CRT, she never left her duties as an instructional 

leader behind. 

A principal there influenced me to getting into the leadership pool, principalship.  I was 
very happy being a curriculum resource teacher because curriculum has always been my 
thing.  Even now, if you were to ask somebody about my strengths or about me, I'm not 
your guidance counselor type.  I hope to be there with listening ears, but it would be my 
interest in curriculum.  I've done, I would say. . . both at Benton and at Parkway, that 
[curriculum] would be my goal to keep children learning. [Session 1, Lines 32-37] 

Tanya’s passion for curriculum helped her maintain her role as an instructional leader. 

A principal that is an instructional leader is in the classrooms.  You circulate and you look 
at what children are learning.  You ask them, ‘What are you doing now?’ I don't disrupt. . .  
Analyzing data, getting teachers together to talk about children's work, looking at 
children's work and how we can improve that.  We have set up systems because it can't be 
just incidental to me.  For example, we have curriculum council where team leaders and 
committee chairs get together to talk about children's work.  It is not just to organize.  
When we have faculty meetings, for example, the faculty meeting agenda is over here for 
this afternoon and the teachers are going to talk about what they learned at the reading in-
service last month.  I only have faculty meetings when they are scheduled once a month, 
but if we don't need them we cancel them.  The first thing on the agenda today will be to 
talk about what they learned about reading.  So most of the time my faculty meetings have 
a curriculum content.  It is not for announcements.  We use the bulletin for announcements 
every Friday.  Sometimes we put academics, instructional leader type of things in the 
bulletin, but the main purpose for that is communication.  When we do math and science 
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committee meetings, that's about curriculum.  I have a media technology committee.  So if 
you're instructional leader, I think you set up organized devices where people can, where 
they can get together and talk about the work.  I can't be at every single one of those 
meetings.  We will split up.  I will go to one.  Beverly will go to one.  Conner [behavior 
resource teacher] will go to one. [Session 1, Lines 290-308] 

Even though Tanya considers herself to be an instructional leader, she participates in activities 

that could be considered more managerial in nature.  She believes it is important to have well 

designed structures to facilitate the operation of the school.  However, she uses these structures 

to foster teacher participation.  Also, Tanya’s leadership includes establishing opportunities for 

systematically examining data.  She does this by creating organizational structures that allow 

teachers to gain deeper understanding of student needs and curriculum knowledge through 

faculty meetings, curriculum committees, and team meetings. 

Tanya is a pragmatist when it comes to dealing with challenges and adversity.  She tries to 

help her staff reach a similar understanding of the realities of teaching. 

I wouldn't call any of these bad things that influence you.  They are just challenges that 
you have to lead your staff and say every day ‘Things are not the same as they were 
yesterday.  This is the way they are now.  So what kind of inquiry can we do? . . . What do 
we need to be thinking about?’ [Session 1, Lines 155-158] 

In her role as an administrator, Tanya considers one of her strengths to be helping teachers deal 

with adversity and challenges.  No matter what the issue she and her staff are dealing with, 

Tanya always tries to bring the focus back to student learning.  Some of the key aspects that she 

considers critical to instructional leadership are communication, engagement with the students 

and teachers, and being visible.  Tanya places a great deal of her leadership energy on curriculum 

at Parkway.  This is demonstrated daily by Tanya’s tenacity to make sure she is visiting 

classrooms.  She keeps her teachers connected and informed and uses her behavior resource 

teacher (BRT), CRT, and teacher leaders to keep the school’s focus on instruction. 
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During the interview sessions, Tanya painted a picture of her school and the culture she 

has set out to establish at Parkway.  Despite the numerous challenges her school has faced due to 

growth, rezoning, and staff turnover, Tanya has worked diligently to maintain a stable, positive 

school culture.  She applauds the congenial way her staff members deal with one another.  The 

relationships at Parkway are personal and friendly, fitting Barth’s (2006) definition of 

congeniality.  Tanya is open to hearing both the good and bad things that teachers perceive are 

going on within the school.  She has created a culture where it is permissible to criticize her. 

The culture of this school is definitely a family even though it has changed over time. . . . 
because we have all these new people.  But socially, even for people outside you will find 
the teams often socialize together.  But we rarely, at least in my estimation of this campus, 
get negative feedback about people.  We may have a couple of problems but I have worked 
in schools before where. . . I worked in one school where everything was hush-hush and 
everything was perfect.  ‘You don't criticize.  You don't say anything.’  My feeling in this 
school is that people don't have any problems coming and criticizing me [laughs] or giving 
me constructive criticism.. . . .  Overall they're very positive about each other.  The culture 
is to help and support.  But definitely the strength would be the team. [Session 2, Lines 
335-344] 

Additionally, Tanya believes it is important to build a supportive environment, especially for her 

new teachers.  Positive relationships among teams and individuals are encouraged and supported.  

“I do try to keep the same teams.  . . .My whole thing is to try to keep the mentor relationship” 

[Session 2, Lines 26-28].  Tanya also values the idea of her teachers as problem-posers (Darling-

Hammond, 1998; Schwab, 1978), as well as serving as her critical friends (Sagor, 1991). 

In addition to creating structures and relationships that allow for collaboration, 

communicating her vision for the school and the purpose of the work the staff engages in are at 

the heart of what Tanya does.  Tanya plans specific activities to improve teacher practice and to 

enhance the culture of the school, but she always brings the focus back to the mission of student 

learning.  During the summer, Tanya brought her CRT and one teacher from each grade level to 

participate in a PDS workshop on learning communities.  The three schools represented in her 
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group were all members of the PDS network.  One of the strategies taught in this workshop was 

the use of protocols to provide a structure that would encourage participation from all team 

members.  She and her staff shared the knowledge they learned in that workshop and integrated 

it into the school culture. 

We do regular meetings.  You know we do talk about, even the team that I took this 
summer, we do regular meetings.  We tend to look at data often and talk about student 
work and I think that's the thing that, if we really want to keep things going, we've got to 
bring it back to the students all the time, that we are not just having this meeting to practice 
using these protocols.  What is the substance of it?  It always comes back to what students 
are achieving, what students are doing.  That is what all this is about.  We are going to 
groom pre-interns to do inquiry and become teachers.  It always needs to come back to the 
students. [Session 3, Lines 48-54] 

Teachers at Parkway are the beneficiaries of detailed communication.  However, this 

communication does not just emanate from Tanya.  Her reliance on teams and teacher leaders are 

critical to her keeping the school running efficiently.  As Tanya works with these teams, she is 

not content to let situations remain at the same level.  Much of Tanya’s engagement with teacher 

leaders relies on “gently pushing.” 

I think I need to use my leadership team more.  Like I told you, we’re going to have to 
have some major people that are out there all the time. . . working with teachers to keep 
them on board.  Otherwise, this will be just another exercise.  In addition to using the 
leadership team and increasing their roles. . . I think we are going to have to give them 
[teachers] more feedback.  We said recently just going back to the protocols, you know we 
had a terrible meeting the other day and two people did all the talking.  I said to Beverly, 
‘You know why that happened?  That happened because we went back to our old ways of 
not including everyone.’  The squeaky wheel gets the turn, they do.  I think she realized 
too that the next Curriculum Council meeting that we were going to go back to the 
protocols again.  And that’s evolving, again going back to your leadership team. [Session 
3, Lines 33-42] 

Tanya’s ongoing attention to creating the organizational structures within the school, as well as 

the details of how these structures are used, gently pushes her teachers to attend to challenges 

associated with improving student learning. 
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Tanya has some reservations about how she chooses to spend her time with her staff.  She 

typically relies on her stronger teachers to take on some of the leadership roles so that she can 

provide support for some of the weaker teachers in her building. 

Well, I guess I still dwell a lot on improving the people at the bottom when I should be 
satisfied with inspiring, improving the people at the top.  I choose my best people and say 
‘I think you really should do this and see if you can get someone else to do it.’  I think all 
of us probably need to pursue the people on the bottom.  I guess it is okay that I am 
spending more time with those people, asking them how things are going or how the 
student is doing that they're looking at . . . [Session 2, Lines 317-322] 

Tanya believes by encouraging strong teachers to assume leadership roles, she can spend more 

time working with struggling teachers.  Additionally, by being more visible and engaged with 

her teachers, she can enhance the teacher and student learning in specific classrooms. 

Despite all the challenges she faces as a principal, when asked what her ideal role in 

education was, Tanya responded that she liked her job now.   

I think I have my ideal role right now.  [Laughs]  I have it right now.  What else would I 
want?  If I could get rid of parts of my job as principal and maybe add some other things I 
would let somebody else do a lot of the reports, a lot of the writing. . . .  I don't mind data 
analysis.  I am fascinated by data but you have to continually do the paperwork that’s 
associated with that, because I would rather spend more time in the classrooms.  I probably 
spend more time in the classrooms than a lot of principals do, but I'm only able to be there 
for five or 10 minutes at a time.  I’d like to be able to go in and spend at least 30 minutes in 
one classroom.  Now we have online lesson plans and, interestingly enough, I thought that 
would be helpful to me because every Tuesday and Wednesday the teachers have their 
lesson plans posted and I sit at the computer and look at their lesson plans and be sure 
objectives are there.  In spending time doing that it seems like it is keeping me from being 
in the classroom.  I think even less time on the computer.  E-mail, some people love 
blogging, some people love that and I am not that.  I do what I have to do.  An ideal role 
would be to not have all of that.  I want to talk to somebody on the phone more than I want 
to have a chat with them on the computer.  I particularly like to have the exchanges with 
the teachers and that is a little old-fashioned now to do it that way when several of them e-
mail me constantly and of course I e-mail them back.  That is a faster way, but if it keeps 
me there all day, that is not an ideal situation. [Session 1, Lines 262-283] 

Tanya believes that her role as a principal is complicated by the increased demand for 

paperwork.  She also feels that the level of documentation required from external monitoring 

takes her away from the important face-to-face work she would like to do with teachers. 
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Figure 6-1 summarizes the way that Tanya makes sense of her instructional leadership role 

and highlights how Tanya’s leadership role rests on her beliefs about teacher leadership, 

connectivity, curriculum and communication.  Tanya has communicated her vision for the 

school, a focus on student learning, through meetings and constant reminders that bring the 

attention back to “the student work.”  Tanya’s background as a CRT has contributed to her 

curriculum focus at Parkway.  The curriculum focus on student achievement is the driving force 

motivating Tanya as a principal.  Because of her beliefs about teacher leadership, Tanya has 

relied on team structures and teacher leaders to assist her in facilitating change at Parkway to 

work toward achieving the school mission.  Finally, Tanya is very connected to her staff.  She is 

highly visible by visiting classrooms on a consistent basis.  Tanya is also engaged with her staff, 

being open to communication and making herself aware of what is going on in their classrooms. 

Tanya as a PDS Principal 

Tanya’s work as a PDS principal is highly influenced by her overarching school mission 

which focuses on student learning.  As a result, she finds it challenging to ensure that the PDS 

work is tightly coupled with that overall goal of improving student learning.  She still 

experiences tensions as she tries to blend the PDS work into her role as principal.  As the 

principal of one of the largest, most diverse schools in the district, Tanya often finds herself 

inundated with tasks that limit her ability to participate in the PDS partnership work. Although 

she values many of the activities and would like to be involved, the responsibility of keeping the 

goal of student learning at the forefront takes priority.  Those activities that have the most direct 

impact on improving student achievement, as well as keeping the school running smoothly, 

receive more of Tanya’s time. 

I had almost 700 kids last year, almost that much again [this year].  I spent a lot of my time 
in IEP [individualized education plan] meetings and for me to go outside this building to 
go to another meeting there has to really be a purpose. I've done that before a long time 
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ago, but I don't have time to teach classes.  I, typically, if I could show you a calendar. . . a 
lot of it is being an ESE [exceptional student education] school.  We are also an inclusion 
school where we include ESE children as much as possible.  I spent a lot of my time in 
classrooms.  I am not your most active PDS principal because it is what happens here that 
comes first.  A lot of times I will not be in this office much all day long because, especially 
if I can get past checking the lesson plans.  But at times I am really, with the whole ESE 
thing, I have asked for a staffing specialist.  So I am about the student work here more than 
other things.  Even going to a luncheon meeting, which is very valuable.  I mean, I know 
that is very valuable but you will also, you’ve got other schools where you have people 
who won't come.  And you know which ones they are.  There has got to be a purpose and I 
have to schedule it really far ahead.  I am your INTJ person.  I'm going to spend most of 
my time on my students here and my pre-interns and when invited to do something, I 
probably would do it, but with this many kids and this many faculty and adults, I don't 
have time to go teach or to go do a seminar. [Session 2, Lines 415-430] 

The size and diversity of programs at the school require a great deal of Tanya’s time.  Because of 

the number of ESE students and the limited amount of district support in providing staff to attend 

IEP meetings, Tanya spends more time in meetings with special education students than the 

typical principal in the district.  While she would like to be more involved in some of the PDS 

work, she cannot neglect her other official duties.  Despite her workload, Tanya participates in 

the PDS collaborative work both inside and outside her school more frequently than a number of 

the other PDS principals. 

Even with the demands on Tanya’s time, she was motivated to bring in the PDS program 

because she believed the work would support her school mission, focusing on student learning. 

It is all about, I mean, you asked why you do it.  Cozette [university professor] convinced 
me that it would affect student achievement and it should be.  That is what the 
collaboration should be about, effecting student achievement. [Session 2, Lines 107-109] 

Whatever learning takes place, Tanya brings it back to her vision for the school, it is all about 

student learning.  One way she does this is by making her vision and its connection to the PDS 

work explicit to the staff.   

Tanya also believes one of her roles as a PDS principal is to prepare future teachers for the 

profession. 
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I communicate the PDS work and my vision for the PDS to my staff in multiple ways I 
think.  First, I had Cozette come and talk to us at a faculty meeting.  I talked about it in 
small groups with teams.  You know my teams meet every Monday.  We talked to them 
about what it would look like, what it would consist of and I also told them they could 
have the pre-interns, if they chose to, come back.  Because we are not just all about 
nurturing and producing teachers, we’re really about trying to get as much help for our 
students as possible. [Session 2, Lines 114-119] 

The format of the PDS program, which emphasized student learning and commitment to school 

improvement, is what drew Tanya to consider participating.  She communicated her reasoning to 

her staff, in both group meetings and among teams.  Tanya believed the PDS program was worth 

the effort because she envisioned it helping students achieve. 

With implementation of the PDS program at her school and its evolution, Tanya has seen 

both benefits as well as identified issues that concerned her.  Although she expressed some 

discomfort over the possibility that she had more communication with those teachers who 

studied their own practice, taking time away from teachers who did not conduct their own 

inquiries, Tanya praised some of the benefits of the PDS partnership and the positive impact it 

has had on her school.  For example, Tanya noted that the additional assistance of trained adults 

and the positive impact the trained adults had on student learning benefited her school. 

Well definitely having the pre-interns in the partnership.  Going back to the students again, 
I think it affects the achievement of the children.  Lowering the pupil-teacher ratio, having 
more qualified, trained people in the classroom is the bottom line.  That is what will sell 
teachers, that having quality, pre-interns in the classroom makes an impact on the children.  
I mean, that has got to be the bottom line, the impact on the children. [Session 3, Lines 79-
83] 

Tanya’s purpose in supporting the PDS work ties directly into her mission of focusing on student 

learning.   

Another PDS benefit Tanya identifies is the power of teacher inquiry.  With curriculum 

and instruction being the devices which her teachers use to concentrate on student learning, 

Tanya recognizes the role teacher inquiry can play in reaching her goals for student learning.  
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However, she is adamant that inquiry connects to what the teachers want and need and that it is 

directly tied to student learning.  All the PDS work must be relevant to the school mission. 

I have a person almost at every grade level that I think has latched onto it.  Although we 
had some issues recently with our inquiry, making it too much like a college course.  
Because I can't sell teachers on things that will help children and have it not be relevant.  It 
has got to be relevant to what they're doing in the classroom.  It had to do with people who 
are helping them with their inquiry, saying ‘We are going to do a journal. . . .’ So basically 
just adding paperwork on that may or may not have. . . . That’s the way the teachers 
viewed it, journaling. ‘I don't have time for journaling.’  It has got to be relevant. . . .  You 
help me, it's more like, ‘Help me with my research.  Help me, give me something to read.’  
That's the kind of help the teachers need from the university, not doing something to help 
somebody get their doctorate.  Not giving them extra paperwork, giving them extra tasks 
unless it is relevant to the student work, unless it is relevant to my inquiry. [Session 2, 
Lines 155-176] 

Tanya supports the idea of teacher inquiry but the topic and process must be relevant to the 

teachers’ needs.  Tanya is skeptical of inquiry that requires “extra work” from her staff which 

they consider non-beneficial.  Additionally, Tanya supports the idea of helping university 

personnel conduct their research at her school, but not at the expense of her teachers’ time or the 

needs of the students.   

Tanya pointed out how her support for teacher inquiry takes place.  She compared her 

strategies for encouraging inquiry by her teachers to the methods employed by some of her peers.  

Some principals in the program ask their teachers outright to participate or they expect that each 

teacher will complete an inquiry and present it at the yearly Inquiry Showcase.  When asked if 

she pushed the teachers to complete inquiry projects, Tanya provided more insight into how she 

leads her school.  The focus on teams once again emerges as well as how Tanya protects her 

teachers’ time. 

I probably do push them more now, but I have to be very honest with you.  They have to 
genuinely want to pursue them [inquiry projects].  I think it will grow.  I think if you can 
get each one to teach one. . . .  At Clark, many teachers do inquiry but they have been a 
PDS longer.  I selected the people that expressed an interest in doing it.  So I would say 
over time we will have more long-lasting inquiry here than we do now.  But I couldn't just 
come in and. . . . I think it is a difference in style too.  It is not the way I operate.  I think I 
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operate more, for example, by selecting a team to go do this and then to come back and 
give them the lead on their team, that they influence their team.  I don't tell these people 
that they have to do inquiry.  I have invited them to do inquiry.  I've invited them to 
participate with their pre-interns in the inquiry process.  Someone else probably would do a 
better job of saying you have to do this. [Session 2, Lines 294-304] 

Some of the schools that require inquiry of their teachers have been involved in close 

partnerships with the university longer than Tanya’s school.  She attributes part of her attitude 

about teacher inquiry to this but also acknowledges that “telling people to do them” is not her 

leadership style.  Tanya reflected further on the differences between her style and her peer 

principals’ styles when it came to teacher inquiry.  She provided her reasoning for doing things 

differently. 

Well, you know of getting everyone to go present, they might do a better job, but I want it 
to be something that they genuinely wonder about rather than something artificial and I am 
hoping that my six people will influence another teammate and another teammate to do 
that.  I'm going back to your question of how am I different?  How has that changed with 
my. . . .  I probably have more communication with those people who are doing this, are 
interested in pursuing this and spend more time with them. That may not be good. [Session 
2, Lines 308-313] 

Once again, inquiry is supported by Tanya if it is what the teachers want and need.  Tanya takes 

the time to communicate with the teachers taking on inquiry and shared that she was not sure she 

was comfortable with giving them the extra time.  She wondered if this time might be better 

spent helping those teachers who were having day-to-day struggles in the classroom, tying back 

into her primary mission of educating the children.  

Tanya values the extra human resource she gets because of the partnership work with the 

university.  She has worked to integrate the program and the university students into the school 

culture and to make the partnership a tool for reaching the school’s goals.  She sees great value 

in the program.  With her focus for leadership being so closely tied to teacher leadership and the 

grade level teams, she believes it is important to make sure her staff members are the key to 

keeping the program going once she is gone. 
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It takes a lot, it will take. . . like when I'm gone, when Brent is gone, it will definitely take 
a principal who is interested in continuing that or it will be squelched in some way or 
extinguished slowly.  You have to have people who really are open to doing this. . . . or 
you have to have enough demand from the people you left behind to continue it, which is 
what we had better be working on.  Like Angela [media specialist] would definitely 
continue the technology thing.  I think that Beverly Mason who is the curriculum resource 
teacher and the teachers are very open to having pre-interns.  I mean, they're so used to 
people coming in all the time through their classrooms. [Session 1, Lines 216-223] 

Tanya believes that creating strong teacher leaders is a crucial step in making sure the PDS 

program continues and grows.  Through working with her teams and teacher leaders, Tanya 

disperses more responsibility for the program to others. 

As a former CRT, Tanya believes a lot of the responsibility for taking on the PDS 

leadership role should be placed with Beverly, Parkway’s CRT.  She explained how the situation 

has changed for Beverly and why she believes that is important. 

Well, I am deliberately giving her more leadership responsibilities.  Deliberately because, I 
will tell you, she, in fact she is doing one of the inquiries.  She needs to be sold on this for 
the future.  She definitely does.  And I told Cozette before that we have to set up, these 
structures are not set up.  When people change, programs change.  I don't want this 
program to die.  I would not want any of these programs, for lack of leadership. . . so the 
system and the structure and the good things that come out of it. . . other people have to be 
sold on it.  As far as I'm concerned, she is the one in this school that has to be sold on it, 
and the team leaders, and the six facilitators who went to the workshop.  They have got to 
be convinced that it is good for the children. [Session 2, Lines 435-444] 

Selling her staff, especially Beverly, on the program is a high priority for Tanya when it comes 

to the PDS work.  Since Tanya is concerned that an absence of formal structures and a lack of 

leadership could cause the program to falter, she draws on distributed leadership (Lambert, 2005; 

Elmore, 2000) to create leadership for the PDS work among her teachers.  

Tanya believes a significant amount of growth has occurred for the teachers as a result of 

the collaboration with other mentor teachers, university students, and university personnel.  This 

collaboration has made the PDS work more visible.  The added visibility and interactions with 

each other and outsiders have increased the teachers’ desire to be more professional. 
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I think having that collaboration too is bringing some teachers and interns to a higher level, 
to being more professional because they know they are models for these folks.  So when 
you have other people coming into your building, well it makes me want to be more 
professional.  I think it typically brings the teachers to a higher level.  Because they know 
that they know it is their responsibility to make an impact on future teachers. [Session 3, 
Lines 83-88] 

According to Tanya, the desire to show their professional skills, coupled with taking on the 

responsibility for providing a great learning environment for the pre-service teachers, has spurred 

Parkway’s teachers performing at a higher level. 

One way the PDS has pushed Tanya’s faculty is through inquiry.  As mentors supported 

the pre-interns inquiry work, they became more familiar with the process.  Tanya explains that 

completing an inquiry project addressing learning of an individual student is a major assignment 

for the pre-interns.  Gradually, through collaboration with the university, teachers are also 

beginning to study their own practice.  Tanya believes the PDS work emphasizing an inquiry 

stance creates a direct impact tie to her school. 

Oh I think there is a definite tie in to it.  I'm not sure I would have thought so much about 
the inquiry process or encouraged the teachers to analyze and reflect on what they do if I 
hadn't gone through this process and not just the workshop last summer.  And see I am still 
not anywhere like where Brent is.  I think it would take a long time. . . more activity,. . . 
sometimes I wish I had fewer staff. [Session 3, Lines 174-178] 

Although she applauds her teachers’ progress in becoming more reflective educators and 

credits the PDS work with contributing to getting them there, Tanya offers that she and her staff 

are still not doing this at the same level as other PDS schools and principals in the network.  She 

attributes the size of the staff as one slight hindrance to progress in this area and the fact that 

some teachers still choose not to participate.  As in most situations, Tanya is a realist.   

And there are people here who are not going to get on board.  I can tell you they're not 
going to reflect on their teaching and do inquiry.  I’d like to think they all were, and 
especially some of them who have been here quite a long time. [Session 3, Lines 187-192] 
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As a realist, Tanya accepts the diversity among her staff and acknowledges that the PDS work is 

not for all her staff.  However, she does not let these inhibitors cause her to support the program 

any less. 

In addition to changes in her school and staff as a result of participating in the PDS work, 

Tanya acknowledges how her leadership practices have changed.  Tanya believes that she now 

emphasizes inquiry and reflection as a part of her work.  She makes great effort to visit 

classrooms as often as possible.  She explains how the PDS work has led her to encourage the 

pre-interns as well as her teachers to be more reflective.   

Probably the increase in the classroom visits, observations, classroom walk-throughs, and 
giving feedback.  Part of that process is to do a reflection that will have them reflect on 
their teaching, not for evaluation purposes but. . . .  I conclude the classroom walk-
throughs with, after observing them, with a student. . . to get them to reflect on their 
teaching.  I know I've used that word reflection a lot but I think having the pre-interns and 
the teachers in the room and I also give feedback to the pre-interns.  They are teaching 
when I go through for a walk-through so that they come to reflect on what they're doing 
with students too.  Half the time it is probably verbal and. . . part of the time written 
feedback. . . for them to think about their teaching, what they're doing with the students. 
[Session 3, Lines 10-18] 

Tanya’s work now includes encouraging reflection and providing regular feedback to pre-interns 

as well as teachers. 

This focus on reflection tied to her “walk-throughs” had also found its way into Tanya’s 

process for interviewing prospective teachers at Parkway.  Tanya believes her teachers are also 

moving toward being more reflective on their own. 

Even when I interview people now, I always ask this question, ‘Tell me about an activity 
that was very successful for you and why. Tell me about something that didn't work so 
well.’  But I think now even when I'm interviewing people I look for more reflection on 
what they have learned in their internship if they are a beginning teacher or if they are 
experienced teacher more of a. . . . I hired one with multiple years of experience from Long 
Branch. . . I tend to ask more of those questions. . . not just their mission.  It used to be I 
would try to detect their mission, but more now do they really reflect on what they do with 
children?  And I'm thinking that maybe the teachers are becoming more reflective. 
[Session 2, Lines 360-368] 
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Tanya believes she has grown as a result of the PDS work.  Her focus on reflection has changed 

her interactions with her staff and guided her in steering her interviews with prospective staff 

members in a different direction, for both beginning and seasoned teachers. 

The PDS partnership as well as involvement in other university programs has impacted the 

kind of interactions she has with university students at her school and also how often those 

interactions occur.  Tanya stressed how the extended time with some full-time interns had 

allowed her to get to know them better. 

I think I make it more of a point to get to know the pre-interns, know what they are doing.  
I wish they were here longer so I could get to know them better because I know everything 
about my SITE-based interns [students enrolled in the university’s alternative certification 
program].  You know because they are here longer.  They are here all day long and I can 
interact with them more. [Session 2, Lines 383-386] 

Even though Tanya would like to see the pre-interns stay longer, Tanya shared how she believed 

the PDS program led her to get to know the pre-interns and program better.  The strong 

collaboration and connection with staff who spend time at her school has had a major impact.  

Despite the challenges she faces trying to find classrooms for university personnel to teach their 

classes on site, Tanya works very hard to make that a reality. 

Well, I know more of them better because there is more communication.  Seminar leaders, 
having on-site seminar, I told Desta that I think the pre-interns really like it more if a space 
can be provided for them.  We work very hard to try to find a space [for them to meet on 
the school campus]. [Session 2, Lines 390-392] 

In reflecting on what the program had done to change her school, Tanya shared how the 

family had just gotten bigger.  She felt that there had been an improved focus on the students and 

their work as well as the ability of the staff to reflect on their teaching. 

The family to me has just become larger.  You know the pre-interns become a part of that 
team.  So definitely the family is larger.  I think there is more emphasis on what the student 
work looks like rather than what the teachers are doing.  When I read some of the inquiry 
projects, and I've only read through about four or five of them, I'm getting my eyes opened 
about some of the comments that are in there.  Somehow we are becoming more student 
oriented I think.  We've always been student oriented.  It seems to be keying in more on 
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achievement of children because all the inquiry has to do either with improving the 
student, if you can improve the behavior of the child so that he learns more or if it is an 
academic situation, how you improve the children's learning or maybe we have always 
done that and it's just that now we do more reflection. [Session 2, Lines 351-360] 

Tanya believes that the PDS has brought increased efforts to make the university students a part 

of the school family.  She acknowledges how teacher inquiry has actually helped the school and 

teachers become better focused on the intended mission of improving student achievement.  

Encouraging prospective and practicing teachers to become more reflective is helping focus the 

teachers on that vision. 

In addition to emphasizing a focus on student learning, inquiry, and reflection, Tanya 

believes the PDS has brought improved communication between the university and all the PDS 

schools.  The differences in school contexts are challenging for university partners to identify 

from a distance.  By having university personnel, especially those working with the pre-interns, 

in the schools on a regular basis, university partners begin to understand the school contexts 

better. This means the teaching of the pre-interns can be better tailored to the needs and context 

of the school. 

I think they are also learning by going to different schools, that they are so different and 
the population is different.  Some of the things that work at Childress [Elementary School] 
would not work here.  Hopefully they've learned that, about diversity and that we just can't 
do things the same way.  They are students.  I had a seminar leader, I will give you an 
example.  We had a seminar leader who criticized a certain teacher with the pre-interns 
about the management system that this person used.  Instead of saying to the pre-interns, 
‘When you get your own classroom I'm sure that you may choose to do things differently.  
You may find something else that works for you, but right now what you need to do is look 
at this teacher and look at is her management system working for the children.’  Instead of 
saying, ‘Well that is not a good management system.’  I think a lot of the people from the 
university to come in are learning those things. [Session 3, Lines 208-217] 

Through facing the day-to-day challenges while on-site at the school, Tanya believes the field 

advisors are becoming more aware of the important role the school context plays in facilitating 

successful field experiences for the university students.  The notion of “one size fits all” is 
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becoming a less dominant belief for field advisors and in turn this misconception is filtering 

down to the university professors. 

Also, Tanya feels the people who are working “on site” are gaining a new appreciation for 

the differences in the schools.  They are learning on a daily basis to become tolerant in the same 

way they teach their university students about tolerance.  The strong connection and 

collaboration between Tanya and Parkway’s field advisor, Desta, enables Tanya to use the 

situation as a teachable moment, much as a classroom teacher would. 

Maybe tolerance is the word too, tolerance for, we say want our pre-interns to work in a 
situation that’s very diverse.  Maybe the people who come into the schools and the more 
they collaborate, the more accepting they are in diversity of teaching styles too.  I would 
hope that is what has come out of this.  We had an issue recently with another person who 
is working with my inquiry people.  I alluded to this the other day about the blogging, the 
journaling and all of that.  The teachers almost quit because it has to be relevant to what 
they're doing in the classroom and they weren’t ready for that.  I didn't know anything 
about it because I wasn't being CCed.  When they came to talk to me, of course I 
communicated that to Desta immediately. . . . I think she learned that things had to change 
if we're going to bring these people along.  So that is another thing that coming into the 
schools and with the PDS work.  I think they are learning that it has to be real to teachers 
whether it is right or wrong. [Session 3, Lines 232-242] 

The PDS offers Tanya easy communication which she believes is an integral component to 

facilitating the learning of university personnel.  Having the field advisors on campus allows 

easy access, which enables Tanya to maintain close contact with them in resolving issues. 

Tanya believes by being a visible and engaged part of the PDS with practicing and 

perspective teachers, she can enhance the teacher and student learning in specific classrooms.  

Tanya compared the culture of her school and her own role to a family.  When it comes to her 

teachers’ time, she could be considered a protective “mother hen.”  For example, when her 

teachers were asked to participate in a journaling activity connected to their work in teacher 

inquiry, the teachers balked.  Once Tanya was informed, she contacted the field advisor and 

made it clear that the journaling was not something the teachers felt would serve their needs or 
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contribute to student learning.  Tanya reflected on this experience and how it contributed to the 

evolution of the partnership. 

I think that is a part of the collaboration too.  They’ve come to realize that.  I wish that they 
could do all of that.  I wish they could do all of that because I do think that some of the 
research that they would find would be helpful.  I have to [defend their position] because 
they've got, I mean they are working 12 hours a day.  In fact some of them are students.  
One of them is doing Educational Leadership [graduate program] and I'm sure that just 
blew her away to think that she was going to have to do more homework here. [Session 3, 
Lines 251-259] 

Tanya believes one of her roles is helping her teachers navigate and negotiate their PDS 

responsibilities.  Although Tanya has been pleased with much of the PDS growth, she has also 

been disappointed about some promised changes in the program that have not occurred.  One of 

Tanya’s motivations for participating in the program was the possibility of allowing pre-interns 

to remain at the school for the full-time internship.  Based on her goal of fostering a family 

atmosphere and creating relationships, this is not surprising.  While it is happening in some 

schools, it has very rarely been permitted at Parkway.  She expressed her feelings on this issue. 

I think I saw the collaboration as being a way to influence. . . I mean, my belief that these 
folks needed more of a lengthy experience in the same setting. . . . To me, if you have these 
people longer, there, it's a two-way collaboration.  It is not just the university, because the 
pre-interns, the interns are collaborating with the teacher and the teacher is also 
collaborating and looking at student work and inquiry.  So to me that was the appeal to do 
this. [Session 2, Lines 49-67] 

Tanya continues to push the university to commit to year-long field experiences which she 

believes will strengthen the program and benefit children’s learning.  Considering the importance 

of the school context in PDS work, I asked Tanya what advice she would give a new PDS 

principal in the district becoming involved in such a collaboration.   

Well, you have to be open for one thing, which she is.  I think you have to be open to 
having more people in your building.  You have to be able to, I think the word is inspire, to 
inspire your teachers to be open.  Because there are teachers here who did not want interns 
at all and started gradually, took pre-interns and then decided, ‘Hey, you know I wouldn't 
mind having an intern,’ teachers who felt threatened.  So I think she would have to tell her, 
inspire her teachers to be open to having people come in their classrooms.  I am not a big 
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‘go-outside-the-building-to-meetings’ person, but if she really wanted to do that then she 
ought be open to meeting with other people and principals and groups.  Try to get her 
people to engage in inquiry. [Session 3, Lines 285-292] 

Tanya believes that a PDS principal needs to be open to take on new roles, support teachers as 

they develop these new roles, and be willing to collaborate with university partners—requiring 

an extra layer of commitment that can complicate a principal’s already full schedule. 

Tanya also elaborated on what she perceived to be the major differences between a good 

principal and a good PDS principal. 

I guess I would have to talk about it from my own frame of reference.  Hopefully I was a 
good principal before I became a PDS principal.  I would probably have to talk about 
changes, the changes I think I have undergone moving from one to the other.  I have 
probably said this before but I think I have become a person who tries to empower the 
teachers more in making decisions.  I think I spend a lot more time thinking.  First of all I 
am an INTJ person.  I think all the time without answering.  Thinking about what works 
and what might not work.  A lot more time reflecting on things that I have done in the prior 
weeks as to whether or not that worked.  Reflection has become more a part of my practice 
than it was before.  I think the inquiry. . .  I think I do a lot more research, and a lot more 
reading.  I think I have always read the Phi Delta Kappan, being a member, and IRA, the 
International Reading Association.  But I have done a lot more, and we have also done it 
together, the faculty and staff over the last three years.  Since we have started, every year 
we've done at least two book studies and most of them have been a combination of 
researched based and practical, we had not done that a lot before.  So a lot of the group 
study stuff. . . . [Member Check, Lines 7-20] 

In her role as a PDS principal, Tanya acknowledges that she has become more reflective.  The 

PDS work has placed her in the position of doing more reading related to research and also 

participating in more group study opportunities with her staff.  Also, Tanya shared that she has 

made more efforts to empower her teachers, allowing them to make more decisions. 

Figure 6-2 summarizes the way that Tanya makes sense of her leadership role as a PDS 

principal.  Key components of Tanya’s work requires making sure the PDS work is tightly 

coupled with the school mission, fostering teacher leadership, growing as a principal, and 

provoking university understanding of teacher education from a principal’s perspective.  These 

four components are the essence of Tanya’s work as a PDS principal. 
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Summary 

Several threads run through Tanya’s experiences as a teacher, CRT, and principal that have 

contributed to how she makes sense of her role as a PDS principal.  These threads include: a 

focus on student learning, distributing leadership, inquiry and reflection, and improving teacher 

education. 

As a CRT, Tanya was very focused on curriculum-related issues.  As a principal, all her 

actions at Parkway are geared toward supporting student learning.  Through the PDS work, 

Tanya has strived to keep the focus on student achievement.  Any changes that have been 

implemented at Parkway as a result of the PDS work are tightly coupled with the goal of 

improving student achievement.  Tanya’s past experiences have formed her into a leader that 

maintains a strict focus on the overarching goal of schooling, student learning. 

Time constraints have had an impact on how Tanya enacts her beliefs as a PDS principal.  

Because of her own busy schedule, Tanya delegates a great deal of responsibility for supporting 

the PDS work to her teams.  During her time as a teacher and assistant principal in California, 

Tanya worked with a principal that she considered a master at delegation.  He fostered leadership 

in his staff by empowering them to take on challenging tasks which he knew they were capable 

of accomplishing.  This principal also used the delegation of power to others to strengthen his 

own success as a leader.  Tanya has delegated power to several teacher leaders in the school, 

using their talent to supplement her work as a leader in order to help the school reach toward its 

goal of improved student achievement. 

Inquiry and reflection also help define Tanya as a PDS principal, and they played an 

important role in her professional growth and the growth of her staff.  Tanya encourages teachers 

to conduct their own inquiries.  Tanya also cultivates reflection in her prospective and practicing 

teachers through various modes of communication.  Tanya connects this reflective work to the 
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goal of improving student learning.  Additionally, Tanya has been impacted by reflection and 

inquiry in her role as a principal.  Tanya acknowledges that she is more reflective since the PDS 

partnership began and has encouraged her teachers to reflect more as a result of the PDS work. 

One other major aspect of Tanya’s role as a PDS principal is her dedication in trying to 

foster growth in the university’s understanding of teacher education.  Tanya pushes the 

university to make changes in the program that better serve the needs of the students, prospective 

teachers, and practicing teachers in her school.  She embraces her responsibility to the teaching 

profession by supporting the PDS work but also trying to facilitate change in the program. 

Looking deeper into Tanya’s leadership style through the lenses of Bolman and Deal’s 

(1996) Four Frames, the structural frame appears to be the one that is dominant in Tanya’s work 

as a PDS principal.  The symbolic frame and human resource frame seem to be Tanya’s second 

greatest influences.  The political frame can be seen in her desire for additional resources in the 

form of trained adults.  Tanya’s focus on a family atmosphere and keeping the school mission at 

the forefront guide her decisions as a leader. 

Tanya’s unrelenting efforts to keep the PDS work focused on the school goal of improving 

student achievement are structural frame activities.  This frame is the most visible from the 

interview data through Tanya’s frequent comments about keeping the teachers and their work 

focused on the student work. 

Building and maintaining a culture based on family is central to how Tanya operates as a 

leader.  She works very hard to create that environment where each teacher’s voice can be heard.  

She invites her staff to participate in new, challenging activities without applying undue pressure 

and provides support at the same time.  Teachers she feels are the leaders in her school are 

selected to take on new roles and then encouraged to bring other teachers along with them, much 
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like older siblings shelter and teach their younger brothers and sisters.  Also, she is protective of 

her staff just as a mother safeguards her children.  Tanya’s work as a leader is to help her staff 

find meaning, purpose, and passion in their work. 

While treating her staff as family, Tanya continually keeps them focused on the school 

mission.  Paying attention to student learning guides her daily practice, and inquiry has become a 

tool that Tanya uses to maintain attention on student learning.  Tanya understands the importance 

of creating a culture where a good fit exists between creating an environment where individuals 

find their work meaningful and satisfying and the school gets the talent and energy it needs to 

succeed.  Operating from the human resource frame, Tanya recognizes that people and 

organizations need each other. 
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Figure 6-1 Tanya as a principal.  
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Figure 6-2 Tanya as a PDS principal. 
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Figure 6-3 Four frames dominance for Tanya as a PDS principal. The size of the circle represents 
the role the frame plays in Tanya’s leadership style.  The larger the circle, the more 
prevalent the frame is in her role as a PDS principal. 
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CHAPTER 7 
TANYA’S PDS PRINCIPAL THEMES 

Introduction  

The goal of this chapter is to gain insight into the essences or structures Tanya holds as 

central to her leadership in a Professional Development School (PDS).  To these ends, I explore 

the themes that emerge as Tanya makes meaning of her role.  The themes discussed in this 

chapter uncover the internal meaning structures presented in the portrait of Tanya’s lived 

experience (Moustakas, 1994) as a PDS principal and include: principal as change agent, 

principal as collaborator, principal as culture maker, principal as inquirer or learner, principal as 

protector and principal as knowledge broker.  Figure 7-1 illustrates the structures of Tanya’s 

lived experience as a PDS principal. 

Principal as Change Agent 

The theme principal as change agent is connected to actions that Tanya takes to transform 

her school toward enacting the PDS work in combination with her overall goals.  These are 

deliberate actions that emerge from her beliefs, define who she is as a principal and illustrate 

how she goes about promoting change.  The main component influencing this theme is Tanya’s 

beliefs about the role of a principal in promoting change to improve student learning. 

Tanya’s stance toward change emerges from her own belief that her role is to make 

decisions that primarily influence teacher and student learning.  For example, Tanya’s reasons 

for leaving her roles as teacher and then CRT to move into the principalship were directly related 

to her desire to promote changes in schools that have positive impacts on children.  She felt her 

position as a CRT afforded her some opportunities to make changes but acknowledged that there 

were some limitations that hampered her efforts. 

[I left the classroom so] that I could have more of an influence over what was happening in 
the classroom, over children’s learning than being in one classroom. . . .  Leaving the 
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curriculum resource job, you lead—my CRT is definitely a leader.  She is an academic 
leader.  But she leads without authority.  She leads through expertise.  I guess the 
curriculum resource teacher, people look at them. . .  that was my feeling, that you didn’t 
have the authority to make changes with teachers.  You certainly didn’t do hiring.  You 
didn’t do evaluations.  You would have to lead through expertise. [Session 1, Lines 42-51] 

Although she was somewhat empowered in her role as a CRT, Tanya believed that serving in an 

official leadership capacity would afford her more opportunities to influence what happened in 

the schools where she worked.  Besides being able to hire teachers, as a principal she has been 

able to establish structures and create a culture to support her beliefs. 

When the idea of the PDS partnership was brought to Tanya, she was interested in 

participating for one main reason.  She believed the partnership would provide extra resources 

for her school which she believed would have a positive impact on student learning. 

It is all about, I mean, that is why you do it.  Cozette convinced me that it would affect 
student learning.  That is what the collaboration should be about, effecting student 
achievement. [Session 2, Lines 107-109] 

Well definitely having the pre-interns in the partnership.  Going back to the students again, 
I think it effects the achievement of the students.  Lowering the pupil-teacher ratio, having 
more qualified, trained people in the classroom is the bottom line.  That is what will sell 
teachers, that having quality pre-interns in the classroom makes an impact on the children.  
I mean, that’s got to be the bottom line, the impact on the children. [Session 3, Lines 79-
83] 

With the PDS, I felt like that would be a good experience for my teachers as well as for my 
students, that it would bring more of an emphasis on what the students are doing.  We use 
the terminology a lot now about ‘Let's look at what the students are doing.  Let's look at 
student work.’  And take that emphasis away from the teachers, you know, “What are the 
teachers doing?”  But, looking at what the students are doing and what we can do to help 
them to do better.  That was kind of the way Cozette presented a lot of it too, the whole 
collaboration. [Session 2, Lines 13-19] 

As indicated in these three examples, the collaboration with the university coupled with the 

additional trained adults in the classrooms motivated Tanya to engage in the Professional 

Development School work.  She was convinced that the changes brought about by participating 
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in the partnership would positively impact student learning by increasing the focus on the 

students’ work. 

In addition to producing change in the school site, Tanya hoped that her school’s 

involvement in the partnership would allow her to push for some changes that she wanted to see 

for prospective teachers at the university.  Primarily, Tanya wanted to see a shift in the field 

experiences that would allow pre-interns to stay at her school to complete their full internship 

with the same teacher.  As a result of other partnership work, Tanya had witnessed the learning 

power of yearlong placements for both elementary students and the prospective teachers.  She 

strongly believed in building a strong mentoring relationship between seasoned teachers and pre-

service or beginning teachers. 

I am very much a believer in having a full-time internship.  I wish it could be longer than 
what it is.  I think we throw these people into it and then suddenly they’re thrown out into 
the world without, like for example, my beginning teachers have a mentor for one year and 
they are paid to help a beginning teacher for one year.  I think that collaboration with the 
experienced people and interns and beginning teachers should go on much longer than that. 
[Session 2, Lines 21-26] 

Tanya’s belief that building longer and deeper mentoring relationships can enhance learning is 

important to her work as a PDS principal.  She demonstrates this commitment by providing 

supports for her beginning teachers and their mentors, as well as aggressively advocating for 

improved connections and structural supports between the pre-internship and internship within 

the PDS. 

Tanya was motivated to participate in the PDS work because she viewed the partnership as 

a positive change for the teachers and students in her school.  She was willing to accept and 

encourage change as long as it provided potential benefits for the children.  But rather than 

forcing change, she encourages and invites staff to change.  She limits the amount of pressure 

she puts on them to undertake new challenges associated with the PDS work. 
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Principal as Collaborator 

Tanya’s work as a collaborator illustrates the leadership spirit she utilizes with her teachers 

and university personnel to facilitate the operation and growth of the PDS.  This spirit helps her 

develop her faculty as teachers, teacher educators, and inquirers.  Tanya does this by involving 

her faculty and PDS partners in solving issues related to the PDS work.  Tanya also uses this 

same spirit of collaboration as she works with the school district office. 

Empowering Teachers 

Once Tanya has committed to a partnership activity, she shifts the onus of the 

implementation responsibility to the teacher leaders in her school.  Recognizing the commitment 

of time and buy-in, Tanya relies heavily on her teacher leaders to shoulder the load associated 

with collaboration with the university.   

Teams, Curriculum Council, my leadership team, media specialist, my BRT, my CRT, my 
guidance counselor, also. . . you have to sell your leadership team on it too.  They can go 
out and talk about it to other people. [Session 2, Lines 122-124] 

Tanya purposefully uses these various leadership structures to allow others in the building to take 

the lead in making the school-university partnerships work and grow.  These structures enable 

the program to function without Tanya having to be the source of its daily success. 

Tanya identified one person as being central to the functioning of the PDS work.  She has 

intentionally given her CRT, Beverly, more responsibilities including some associated with the 

partnership work.  She considers it to be very important for the sustainability and growth of the 

program to have Beverly and the teacher leaders within her school buy in to the program. 

I am deliberately giving her more leadership responsibilities.  Deliberately because, I will 
tell you, in fact she is doing one of the inquiries.  She needs to be sold on this for the 
future.  She definitely does.  And I told Cozette that we have to set up, these structures are 
not set up.  When people change, programs change. [Session 2, Lines 435-438] 
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By placing more of the responsibilities of the PDS work on her CRT, Tanya is hoping to ensure 

the program’s success and sustainability.  Understanding that programs change when people 

move on to other roles, Tanya has set out to diversify the PDS leadership responsibilities at 

Parkway. 

In addition to creating structures across the school that support teacher leadership and PDS 

collaboration, Tanya also considers leadership as a critical skill for mentor teachers.  For that 

reason she tries to provide her staff with opportunities to grow by allowing them to serve in 

various leadership positions. 

Most of these people have leadership roles and I think that is good preparation for being a 
mentor teacher, to be chairperson of the math-science committee or to be chairperson of 
the reading committee because you learn so many things.  They need to be able to facilitate 
to have these pre-interns. [Session 2, Lines 464-467] 

By deepening mentor teachers’ knowledge of curriculum and change through participation in 

other committees, Tanya feels more confident that they will be able to help prospective teachers 

unpack curriculum and instruction during their internships.  She believes this type of 

collaboration strengthens the PDS work. 

Despite her focus on teacher leadership, Tanya also identified a future goal for improving 

collaboration that can facilitate the PDS work at her school.  Although Tanya acknowledges 

improvement since the beginning of the partnership, she plans for her leadership team to engage 

in deeper collaboration that could further facilitate the evolution of the PDS program. 

I think I need to use my leadership team more.  Like I told you, [we’re] going to have to 
have some major people that are out there all the time working with, everybody working 
with teachers to keep them on board.  Otherwise it will be just another exercise.  In 
addition to using the leadership team and increasing their roles, probably giving the 
teachers more feedback, I think we are going to have to give them more feedback.  We said 
recently, just going back to the protocols, you know we had a terrible meeting the other 
day and two people did all the talking.  I said to Beverly, ‘You know why that happened?  
That happened because we went back to our old ways of not including everyone.’  The 
squeaky wheel gets the turn.  They do.  I think she realized too that the next Curriculum 
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Council meeting that we were going to go back to the protocols again.  And that’s 
evolving, again going back to your leadership team. [Session 3, Lines 33-42] 

In this excerpt, Tanya acknowledges the multiple pieces of PDS work as moving beyond 

working with prospective teachers to creating a collaborative context of renewal based on 

reflection and inquiry.  Keeping teachers informed and involved is important to the success and 

survival of the PDS.  Using various structures that encourage leadership and participation from 

all staff instead of a few is one of Tanya’s leadership strategies. 

Working with PDS Participants 

Tanya recognizes the amount of time that authentic and meaningful collaboration requires 

when student achievement is the ultimate goal of collaboration.  For example, she describes 

various approaches to collaboration between Parkway and the university that have emanated 

from both partners.  In some cases, Parkway is asked to participate in professional development 

and research initiated by the university. 

We’ve had contacts from people.  Two big ones like Kristen Street, I mean for years, have 
come to do in-service but they also do studies with our children.  We’ve done both.  
They’ve initiated because they wanted to do studies.  We’re constantly getting requests 
from people like you who want to come out and work with children or come in and. . . . I 
involve my guidance counselor heavily in making decisions about people to come in.  
Having her to look at the, especially when it is using our children, and how much teacher 
time it takes. . . .  I guess we’ve initiated it based on the needs of our children and the 
university has initiated for whatever reasons, wanting to do research or wanting to produce 
better teachers. [Session 1, Lines 331-340] 

Tanya purposefully selects which university-initiated projects to participate in based on her 

perceived degree of fit between the proposed university work and her school needs.  She notes 

that collaborative work can serve the needs of both institutions, but it is important that it is 

connected to improving student achievement or producing better teachers. 
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Tanya believes that the PDS collaboration has helped the university enhance its 

understanding of the schools, thus improving the university’s ability to work within the school 

context. 

And I think they are also learning by going to different schools that they are so different 
and the population is different.  Some of the things that work at Childress [Elementary 
School] would not work here.  Hopefully they’ve learned that, about diversity and that we 
can’t do things the same way. . . . They are students. . . I think a lot of the people from the 
university to come in are learning that. . . . [Session 3, Lines 208-217] 

Tanya recognizes the reciprocal nature of partner learning as an important aspect of the 

collaboration.  Tanya appreciates that university personnel are learning more through working in 

the schools which will guide them in better preparing future teachers, as well as supporting her 

school’s learning goals. 

Even though Tanya collaborates with the university, she still collaborates with the district 

office to meet some of her school’s specific needs.  While other PDS schools rely heavily on the 

university for addressing staff development needs, Tanya still solicits a significant amount of 

help from the district people. 

Well see I’ve know, I know so many people also, at the university that I have used for 
many years for training.  If I have a field or a notion. . . if there is a need I pretty much go 
to any of those people or call one of them and they will refer me to somebody else.  I 
mean, this year, well it has been about 50-50, my using university people for in-service and 
for my teachers and then district staff.  I think it has been about 50-50. [Session 3, Lines 
275-279] 

Due to Tanya’s ability to navigate two independent systems, district and university, collaboration 

with the university has not created conflict with the district office.  Tanya systematically chooses 

among the available university and district resources in a way that allows Tanya to maintain 

alignment with district mandates while simultaneously drawing on university support.  Tanya’s 

ability to navigate both systems is a result of building long-lasting relationships with people from 
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the district office and university.  She solicits assistance from various sources depending on the 

specific needs of the school and staff. 

Though time constraints may prevent Tanya from participating to the degree she would 

like, she does collaborate with partners when she can.  Tanya attends PDS principal meetings 

regularly and even speaks to university students on campus and at the district office. 

I spent a lot of my time in classrooms.  I am not your most active PDS principal because it 
is what happens here that comes first.  A lot of times I will not be in this office much all 
day long. . . .  So I am about the student work here more than other things.  Even going to a 
luncheon meeting, which is very valuable. . . .  There has got to be a purpose and I have to 
schedule it really far ahead.  I am your INTJ person.  I'm going to spend most of my time 
on my students here and my pre-interns and when invited to do something, I probably 
would do it, but with this many kids and this many faculty and adults, I don't have time to 
go teach or to go do a seminar. [Session 2, Lines 420-430] 

Tanya views the PDS work as important but also acknowledges the tensions that she experiences 

as a result of her first-line responsibilities at her school.  Her hands-on work reviewing lesson 

plans, visiting classrooms regularly, and participating in IEP meetings place demands on her 

time that often make her attendance at PDS meetings a challenge.  In this final point about 

collaboration, Tanya understands why some of her peer principals involved in the PDS program 

may not want to dedicate the time to PDS organizational meetings because the time required for 

collaboration complicates the principal’s already busy life.   

In addition to acknowledging these time challenges, Tanya also believes other principals 

may view the PDS collaboration work differently than she does. 

Well, their [other principals] focus is just that you get this free labor from the pre-interns.  
It is not, in my opinion.  I’m not sure it is a whole. . . it takes a lot of time for collaboration. 
[Session3, Lines 336-337] 

Tanya recognizes that some of the PDSs are led by principals who value only the additional 

human resource brought by the partnership. Tanya is set apart from these principals because she 

sees value in the PDS work beyond the additional resources.  Tanya believes that through 
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collaboration with the university around student learning, her school’s program can be improved.  

Improved student achievement is not just the result of bringing in more college students to assist 

classroom teachers.  The dynamic of the shared growth is what holds the most promise for 

producing results.  The theme of collaboration illustrates Tanya’s leadership style and 

involvement with the PDS program.  She has demonstrated collaboration by entrusting her 

teacher leaders with important responsibilities, including building the PDS program. 

Principal as Culture Maker 

Two components influence Tanya’s work of principal as culture maker.  These include 

Tanya’s view of building school culture using the family metaphor and her interest in creating a 

school culture of reflection on student learning.  One way that Tanya has sought to create a sense 

of family within her school is by providing consistency in relationships.  Instead of moving her 

teachers around, Tanya tries to keep new teachers in the same teaching position and location for 

several years.  She believes this will allow them to form strong bonds with other faculty they are 

collaborating with and learn their role within the family. Although the state only provides 

funding for seasoned mentors to assist new teachers the first year, Tanya structures her school to 

create mentoring relationship between faculty members that will carry on past that first year.  By 

strengthening the faculty, she is creating a context where PDS work can survive and thrive. 

Relationships 

This belief in building lasting mentoring relationships also emerges in her work as a PDS 

principal.  The possibility of providing placements for pre-interns who could then stay at the 

school to do full-time internships was one of the goals that motivated her to participate in the 

program. Tanya believes strongly in making a longer, sustained internship placement part of the 

school culture. 
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Well, in addition to the pre-interns we do like having full-time interns here too.  I am very 
much a believer in having that full-time internship.  I wish it could be longer than it is.  I 
think we throw these people in it and then suddenly they're just thrown out into the world 
without, like for example, my beginning teachers have a mentor for one year and they are 
paid to help a beginning teacher for one year.  I think that collaboration with the 
experienced people and interns and the beginning teachers, the inductees, should go on 
much longer than that.  We are able here, because I do try to keep the same teams.  I am 
not always moving people around. . . .  When Cozette presented it to me, she said, ‘Oh if 
they want to stay and do their full-time then I think that would be a good idea to do that 
and they can do that.’  Well that turned out not to be the case because the rest of the people 
over there believe that they should go to rural, to all these different schools.  Whereas I 
believe that we have all of those ‘schools’ here.  I've got 140 gifted kids.  I have almost 
that many ESE children.  I have just about every, every nationality.  I'm getting more and 
more Hispanics.  So she said, they could stay, if they wanted to.  Well that has not exactly 
worked out. [Session 2, Lines 20-34] 

Tanya places a great deal of value on relationships and recognizes how developing deeper 

relationships could benefit prospective teachers.  In this excerpt, she shares her frustration with 

the university’s inability to rethink the way they place teachers in the PDS.  She also 

acknowledges some of the communication difficulties that inhibit change at the university level 

as well.  Although Tanya has not yet shifted the university’s placement policy, she continues to 

provide pressure for the university to move in that direction, hoping that responsiveness to her 

requests will become part of the culture of the partnership with the university. Encouraging 

supportive and sustained relationships with and between her teachers emerges as key to Tanya’s 

work toward building and maintaining school culture.  Her strong support for the idea of keeping 

pre-service teachers in longer placements at Parkway demonstrates how she has philosophically 

integrated the PDS work into the culture of the school. 

Culture of Reflection 

 In addition to creating relationships that can support teacher learning as a result of PDS 

participation, Tanya has facilitated professional growth at her school by creating a culture of 

reflection.  This shift toward creating a culture of reflection is a sign of how the PDS work has 
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helped Tanya and her school faculty members grow professionally.  As Tanya reflected during 

the interview, this somewhat transparent shift became more visible for her. 

You don’t learn to be intuitive and reflect.  Maybe you do learn to do that but I am seeing 
more of that so maybe that has been added to the culture. [Session 2, Lines 372-374] 

Tanya believes her staff has become more reflective as a result of Parkway’s participation.  

Through the PDS work, teacher reflection has become more integrated into the school culture.   

Principal as Inquirer and Learner 

As part of her work as a PDS principal, Tanya has grown in her knowledge and support of 

inquiry (Dana & Yendol-Silva, 2003), a process which she believes is strongly connected to 

reflection.  Although inquiry was initially introduced to Tanya’s school through pre-service 

teachers, inquiry has become a major component of the PDS work at Parkway.   

Although Tanya did not initially name her own learning as motivation for participating in 

the PDS work, Tanya has identified her own learning as a change resulting from her 

participation.  Specifically, she explains that she has deepened some previous practices and 

added new practices to her principal work.  Tanya spoke several times of reflection.  She offered 

that she had increased her efforts to get her classroom teachers and university students to reflect 

more on their practice. 

I think there is more emphasis on what the student work looks like rather than what our 
teachers are doing.  When I read some of the inquiry projects, and I’ve only read about 
four or five of them, I’m getting my eyes opened about some of the comments that are in 
there.  Somehow we are becoming more student-oriented I think.  It seems to be keying in 
more on achievement of children because all the inquiry has to do either with student 
learning or the behavior of the child or has he learned more or is it an academic situation.  
How do you improve the children’s learning or maybe we have always done that and it’s 
just now that we are, we do more reflection.  Because when I, even when I interview 
people now, I always ask this question. . . tell me about an activity that was very 
successful, why?  Tell me about something that didn’t work so well.  But I think now even 
when I’m interviewing people I look for more reflection on what they have learned in their 
internship if they are a beginning teacher or if they are an experienced teacher. . . . It used 
to be I would try to detect their mission, but more now ‘Do they really reflect on what they 
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do with children?’  And I’m thinking that maybe the teachers are becoming more 
reflective. [Session 2, Lines 353-368] 

Tanya’s partnership participation has created a change within her by deepening her commitment 

to promoting teacher reflection.  Along these same lines, Tanya’s work within the PDS has 

allowed her to witness the power of inquiry and, as a result, the increase in the quality and 

amount of reflection has been an important change in Tanya at her school.  Tanya acknowledges 

this shift as she describes the heightened emphasis they place on teacher reflection even during 

the interview process. Reflection is becoming a “tool” to evaluate candidates. 

  Although Tanya believes that PDS work initially emphasizes prospective teacher 

education, reflection and inquiry offer important changes to all.  However, she does admit that at 

times she holds back. 

I probably do push them more now, but I have to be honest with you. They have to 
genuinely want to pursue them [inquiry projects].  I think it will grow.  I think if you can 
get each one to teach one. . . .  At Clark, many teachers do inquiry but they have been a 
PDS longer.  I selected people that expressed an interest in doing it.  So I would say over 
time we will have more long-lasting inquiry here than we do now.  But I couldn’t just 
come in and fix differences in style.  It is not the way I operate.  I think I operate more, for 
example, by selecting a team to go do this and then come back and give them the lead in, 
on their team, that they influence their team.  I don’t tell these people that they have to do 
inquiry.  I have invited them to do inquiry.  I’ve invited them to participate with pre-interns 
in the process. [Session 2, Lines 294-303] 

As a PDS principal, Tanya is slow and deliberate in her attempts to promote change in her 

faculty.  Although she encourages and supports new ideas, Tanya is cautious as she facilitates 

faculty change and learning by helping her staff take small steps while still keeping the school 

mission focused on student learning (Bowen & Adkison, 1996; Hargreaves, 1999; Uchiyama & 

Wolf, 2002). 

Facilitating Inquiry 

This structure outlined in the NCATE standards has become a part of Tanya’s belief 

system.  She now views inquiry as a powerful form of teacher learning that influences student 
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learning.  Although Tanya strongly supports the idea of teacher inquiry, she believes she 

carefully needs to navigate how inquiry is introduced at her school.  For example, she uses gentle 

pressure (Bowen & Adkison, 1996; Hargreaves, 1999; Uchiyama & Wolf, 2002) to encourage 

her teachers to conduct inquiry projects. 

I probably do push them more now, but I have to be very honest with you.  They have to 
genuinely want to pursue them.  I think it will grow.  I think if you can get each one to 
teach one. . . .  At Clark, many teachers do inquiry but they have been a PDS longer.  I 
selected the people that expressed an interest in doing it.  So I would say over or time we 
will have more long-lasting inquiry here than we do now.  But I couldn't just come in 
and… I think it is a difference in style too.  It is not the way I operate.  I think I operate 
more, for example, by selecting a team to go do this and then to come back and give them 
the lead on their team, that they influence their team.  I don't tell these people that they 
have to do inquiry.  I have invited them to do inquiry.  I've invited them to participate with 
their pre-interns in the inquiry process.  Someone else probably would do a better job of 
saying you have to do this. [Session 2, Lines 294-304] 

Tanya recognizes the importance of letting a group of teachers generate buy-in to the project 

first.  She also recognizes her role in supporting and encouraging the process.  For those teachers 

who participate in studying their own practice through completing inquiry projects, Tanya 

supports them in several ways.  First, Tanya identifies a group of teachers she thinks will pioneer 

the inquiry work and provide a model for how it works for the rest of the school to observe.  

Second, she then selects teachers she thinks are interested in studying their own practice and 

supports them along the way.  Third, after the inquiry work is completed, Tanya takes the 

opportunity to read the projects completed by her teachers and university students.   

As a result of watching prospective and practicing teachers engage in inquiry, as well as 

seeing the results of the individual inquiries, Tanya believes that the ability to inquire into one’s 

learning is an important contributor to professional growth.  Although a teacher or principal’s 

personal mission may provide prospective and practicing teachers with some teaching 

knowledge, the ability to reflect is what Tanya believes leads to lasting and important 
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professional growth.  Blase and Blase (1998) identify the encouragement of teacher reflection as 

one of the three characteristics found in good instructional leaders. 

Well my belief is that teachers can learn how to teach certain things, you can learn how to 
teach math, but I think it is difficult to. . . you don't give somebody mission statements.  I 
do key a lot of my questions on. . . on people's mission to teach and also their ability to 
reflect on their actions and what they do in the classroom because change does not come 
about unless you can learn to reflect on what you do or inquiry if you don't question your 
practices and if you are not curious about things.  So I talk about some of those things. 
[Session 3, Lines 161-167] 

Tanya feels that asking relevant and important questions about one’s own professional growth 

and systematically studying teaching practice to make changes for students sets powerful 

educators apart from their less sophisticated peers. 

Inquiry and Reflection 

Beyond improved teacher reflection through inquiry, Tanya has also increased her own 

reflection as a part of the PDS work.  Although she acknowledged that she has always been a 

reader and thinker, Tanya shared how the partnership work has caused her to increase these 

activities.  

I think I spend a lot more time thinking.  First of all I am an INTJ person.  I think all the 
time without answering.  Thinking about what works and what might not work.  A lot 
more time reflecting on things that I have done in the prior weeks as to whether or not that 
worked.  Reflection has become more a part of my practice than it was before.  I think 
maybe I mentioned that.  I think the inquiry. . .  I think I do a lot more research, and a lot 
more reading. . . .  We have also done it together, the faculty and staff over the last three 
years. [Member Check, Lines 11-17] 

The PDS work has changed the school staff.  Besides the increase in reflection and inquiry, staff 

members offer ideas for topics and authors for upcoming book studies.  The school is creating a 

inquiry culture that supports the learning of all participants. 

Principal as Protector  

Tanya also emerges as a protector of teacher time.  The responsibilities of her role as a 

principal keep Tanya very busy, forcing her to prioritize among a list of very worthwhile goals.  
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Her understanding of time as a valuable resource for educators influences the way she treats her 

teachers.  Tanya is very protective of her teachers’ time.  Although she voices great support for 

the PDS work, she is adamant that each piece of work must be relevant to the needs of her 

teachers and students. 

We had some issues recently with our inquiry, making it too much like a college course.  
Because I can’t sell teachers on things that will help children and have it not be relevant.  It 
has got to be relevant to what they’re doing in the classroom. [Session 2, Lines 155-158] 

The issue of asking teachers to do work that seemed less-than-connected to their goals of 

conducting inquiry caused Tanya to contact the field advisor to share her concerns.  Tanya 

wanted the inquiry projects to be positive learning experiences for the teachers while not adding 

increased responsibilities outside the scope of the classroom.  In her role as protector, Tanya was 

able to teach the university partners how inquiry needed to be shaped in order for the teachers to 

embrace the concept as a part of rather than apart from their work (Dana & Yendol-Silva, 2003).  

Although she respects the idea of collaborating with the university and its personnel to help them 

achieve their goals, Tanya was not willing to have her teachers take on additional work to 

provide research data to the PDS field advisor.  She did not see a strong connection between the 

teachers’ needs and the journaling activity.  She therefore contacted the field advisor to share her 

concerns and to say the teachers would not be participating in that part of the project. 

Principal as Knowledge Broker 

Tanya’s role as a knowledge broker involves her efforts to provide the with staff 

development opportunities.  The role of knowledge broker can be seen in the way Tanya utilizes 

her staff to encourage the use of teacher inquiry and her recent endeavors in conducting school-

wide book studies in order to facilitate teacher learning.  These opportunities have been 

connected to the school mission of improving student learning.   
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In the summer of 2006, Tanya brought her team leaders and CRT to a university-provided 

workshop on building learning communities.  Her goal for attending this workshop with her 

teachers was provide them with a professional development opportunity that would train as well 

as empower them to take on leadership roles related to the PDS work.  Besides providing her 

with an opportunity to improve her role as a principal who encourages reflection, it impacted the 

way she facilitates inquiry among her staff. 

I’m not sure I would have thought so much about the inquiry process or encouraged 
teachers to analyze and reflect on what they do if I hadn’t gone through this process and 
not just the workshop last summer. [Session 3, Lines 174-176] 

The university’s workshop in learning communities supported Tanya in her attempts to empower 

her teachers to foster inquiry among the faculty.  Through training team leaders, Tanya intended 

the learning to disperse among their respective teams. 

In the last three years Tanya has started conducting voluntary, school-wide book studies.  

In this way, she has brokered knowledge to the staff.  Although she selected the first book, 

subsequent books were recommended by teaches or district staff.  Besides the PDS work 

impacting her own efforts to read and study research, Tanya shared how the faculty has evolved 

in the past three years. 

But I have done a lot more, and we have also done it together, the faculty and staff over the 
last three years.  Since we have started, every year we've done at least two book studies 
and most of them have been a combination of research-based and practical, we had not 
done that a lot before.  So a lot of the group study stuff. . . .[Member Check, Lines 17-20] 

The group book studies indicate how Tanya brokers knowledge.  While she has her own vision 

of what books would best help the teachers in their efforts to improve student learning, Tanya 

accepts input from the staff, demonstrating how she empowers her teachers to take on leadership 

roles in the school. 
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Summary 

Tanya sees her role as a PDS principal as supporting her teachers’ goals toward helping 

students learn.  Tanya views the PDS partnership as a resource that can assist the Parkway 

faculty in improving student learning.  Tanya uses her teacher leaders to assist her in facilitating 

change at Parkway. Through her teaming structures and the use of teacher leaders, Tanya couples 

the PDS work with the mission of the school to foster growth and professional development in 

the faculty. 

The PDS work has resulted in some modifications in Tanya’s role of principal as 

collaborator.  Although Tanya has worked closely with university and district personnel during 

her years in the county, the PDS partnership has increased her communication and access to 

university personnel, empowering her to voice her concerns and suggestions for improving the 

teacher education program.  Also, despite the large number of pre-service teachers being placed 

at Parkway for the field experiences, Tanya still works to include them as a part of the school 

family.  The PDS work has increased her connections with the pre-interns and their program. 

The theme principal as culture maker crosses into Tanya’s other themes.  Her focus on 

student learning is at the center of her attempts for building school culture.  “Bringing it back to 

the student work” is a common phrase in Tanya’s vocabulary as a PDS principal.  Tanya 

consistently poses questions to make sure the school culture sees student learning as the guiding 

responsibility.  Also, Tanya’s beliefs about fostering a family atmosphere influence how she 

operates as a PDS principal.  In her role of principal as culture maker, Tanya puts great effort 

into only encouraging new cultural components to be introduced and integrated if they contribute 

to reaching the mission of improving student learning. 

Through her experiences with the PDS partnership, Tanya’s role as an inquirer and learner 

has become further defined.  Once again, the mission of remaining focused on student learning is 
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central to this theme.  Tanya has encouraged her teachers to inquire into their own learning for 

the purpose of improving their skills as teacher.  Tanya has also incorporated the use of 

reflection into her daily walk-throughs by posing questions to both pre-service and practicing 

teachers to encourage them to reflect on their lessons.  In her role of principal as inquirer and 

learner, Rachel continues to bring the focus back to student learning. 

As a knowledge broker, Tanya seeks out learning opportunities that assist the teachers in 

improving student achievement.  Tanya solicits assistance from both the university and the 

school district, selecting the source that she best believes can serve the school’s needs.  Typical 

of her leadership style, Tanya uses her teacher leaders to assist her in brokering knowledge to 

help the school reach its goals. 

Finally, in her role as protector of teachers, Tanya has worked diligently to mold the 

partnership work into a form that contributes to the needs of the teachers.  Tanya takes great care 

to make sure that the partnership work is connected to the classroom practice of the teachers and 

does not give them added responsibilities that are not a good use of their limited time.  As 

protector of teachers, Tanya uses the school mission to guide her in creating an environment that 

allows teachers to focus on student learning with limited distractions. 

Looking at Tanya’s themes through the lenses of the Four Frames, the structural frame is 

enacted in her roles as change agent, culture maker, collaborator and inquirer/learner.  Changes 

and culture making at the school associated with the PDS work must be related to the goal of 

improving student learning.  Tanya insists that the integration of the PDS work complements the 

school’s efforts to focus on student achievement.  Tanya is open to change that meets this 

criteria.  Also, Tanya’s collaborative work with her staff, university personnel, and pre-service 

teachers is always connected to student learning.  Tanya was willing to participate as a PDS 
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partner school because she believed it would assist the school in improving student learning.  

Additionally, Tanya wants inquiry work structured so that it provides benefits for the teachers in 

assisting them in reaching the school goals.  Tanya does not want structures added to the culture 

of the school that she believes could hamper the teachers’ work toward the school mission of 

improving student learning. 

The human resource lens provides perspective on Tanya’s roles of change agent, culture 

maker, collaborator, knowledge broker, and protector.  In her actions related to each of these four 

themes, Tanya, keeping the mission in focus, initiates changes and works to build culture in ways 

that support the needs of her teachers.  Tanya matches the teachers’ needs with the goals of the 

school, respecting the teachers’ time by steering collaborative efforts and inquiry opportunities 

into forms that service the school mission.   

Tanya’s roles as a collaborator, change agent, knowledge broker and protector are also 

visible in the political frame.  The precious resource of time is allocated carefully.  Tanya 

expects the PDS work to complement the work of her teachers instead of adding more 

responsibilities for them.  Tanya continues to work with district personnel on the brokering of 

knowledge, maintaining a relationship with them.  Unless teachers can see a benefit, Tanya does 

not encourage or support changes or collaborations through the PDS work. 

Finally, the symbolic lens allows us to see Tanya as culture maker.  In her role as principal, 

Tanya works to integrate the PDS work into the culture of the school.  She works to match the 

design of the program to meet the needs of her teachers in reaching the school goal of improving 

student learning.  For Tanya, the purpose of integrating the PDS work into the culture of the 

school is to improve student learning.
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Figure 7-1 Tanya’s PDS principal themes. 
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Figure 7-2 Relationship between the Four Frames and Tanya’s PDS principal themes. The size of 
the circle represents the role the frame plays in Tanya’s leadership style.  The larger 
the circle, the more prevalent the frame is in her role as a PDS principal.  The themes 
listed in the circles identify connections between the frames and her work associated 
with the themes.

Human Resource 

Political 

Symbolic 

Structural 

Change Agent 
Collaborator 

Culture Maker 
Inquirer/Learner 

 

Collaborator 
 

Change Agent 
Collaborator 

Culture Maker 
Knowledge Broker 

Protector 

Change Agent 
Inquirer/Learner 

Protector 
 



 

180 

CHAPTER 8 
RACHEL’S PORTRAIT 

Introduction  

In this chapter, Rachel’s beliefs and lived experiences as a PDS principal are explored to 

provide a comprehensive description of Rachel’s life as a leader and PDS principal.  In order to 

convey these lived beliefs and experiences, I created a portrait to record and interpret Rachel’s 

perspectives and life events in a way that documents her voice, vision, knowledge, and wisdom.  

Although her professional roles (teacher, teacher leader, principal, and PDS principal) are 

distinguished for the purpose of sharing Rachel’s portrait, these roles are overlapping and 

integrated in that each aspect of Rachel’s portrait influences other aspects of her portrait.  I begin 

by tracing Rachel’s evolution as a teacher and teacher leader followed by a description of her 

work as a principal.  The next section highlights Rachel’s PDS beliefs and lived experiences.  

This chapter, shaped by dialogue between the portraitist and the participant, illustrates Rachel’s 

lived experiences emerging within her own unique social and cultural context of Benton 

Elementary School.  

Rachel as a Teacher and Teacher Leader 

Rachel attended a local community college and then the university.  She graduated with a 

master’s degree in elementary education, as well as certification in middle school science.  For 

her first job Rachel was hired to teach science at Andrews Middle School.  She was working 

with an assistant principal who had been one of her middle school teachers.  When he transferred 

to become principal at Lake Fulton Middle School, she made the move with him. 

I got a lot of leadership opportunities while I worked for Bobby Smith at Lake Fulton.  
While I was there the university started a program called Teacher Leaders where 
administrators could recommend teachers who wanted to become administrators and they 
offered your first five classes off-campus so it made pretty easy so I started back to get my 
specialist’s in administration through the Ed. Leadership Department. [Session 1, Lines 24-
29] 
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Almost from the start Rachel was given opportunities to take on leadership roles.  Her principal 

also prompted her formal training in educational leadership. 

After three years at Lake Fulton, where she acknowledged that she had the opportunity to 

take on several leadership roles, Rachel did a summer administrative internship at another middle 

school.  The experiences she had there provided her with a view of building school culture that 

she greatly envied. 

I did my administrative internship at Sullivan Middle School when it was being built and I 
saw it as a great opportunity for a unique internship opportunity, because I was able to see 
the school built every teacher interviewed and hired, every book, every piece of furniture, 
and the building of a school culture.  So I did my administrative internship with William 
Brock at Sullivan during the summer while the school was being built and the staff was 
being hired.  And he offered me a team leader position there and it was hard for me to pass 
up that opportunity.  I had watched the school being built.  It was beautiful.  Being able to 
hand pick your staff… he was creating a specific culture and beliefs that I really believed 
in and I wanted to get into [town] to be more active at the district level. [Session 1, Lines 
29-37] 

Besides the positive culture she experienced at Sullivan during her administrative internship, 

Rachel was afforded more opportunities to take on leadership roles and spent that next school 

year at Sullivan Middle School as a teacher.  At the end of the school year, the principal left the 

district to become a superintendent in another state.  Rachel was offered a science teaching 

position at Palmetto Middle School in Benton.  During her two-year stay at Palmetto, Rachel 

completed her specialist’s degree. 

Rachel entered the district’s administrative pool in hopes of finding an administrative 

position in the district.  With much luck, on the very day she officially entered the pool, Rachel 

was invited by one of the pool’s panel members to come and work for her as an assistant 

principal.   

I think it was the encouragement by an administrator that moved me toward 
administration.  I think he saw that I could do it and could accomplish that goal and 
thought I could be successful at it.  So he encouraged me in that direction.  I would be 
dishonest if I didn't say the financial part of being an administrator, actually making a 
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fairly decent salary compared to teacher salaries.  That was appealing to me.  One of the 
things they asked me in the administrative pool is that ‘If we paid you the money of an 
administrator, would you be a teacher or an administrator?’  They want you to say 
administrator because they want to hear that is your dying need to be an administrator.  
And I told them I would be a teacher.  ‘If you paid me this money I would be a teacher,’ 
because I did enjoy it, absolutely.  I enjoyed the kids.  I enjoyed preparing for it.  I loved 
everything about it.  But I did want to affect change in a bigger environment and I wanted 
to increase my salary. [Session 1, Lines 217-226] 

In addition to the improved financial benefit associated with being in an administrative position, 

being able to have an impact beyond her classroom appealed to Rachel.  She wanted to bring 

about change on a larger scale. 

In discussing her job as an assistant principal, Rachel believed that the size of the school 

(900 students), allowed her to take on roles that she felt most assistant principals did not get to 

experience, including discipline meetings, grievances, dealings with the teacher’s union, leading 

faculty meetings, and planning parent award ceremonies.   

I would say something that definitely helped make me the principal I am today was from 
when I was an assistant principal in sitting through grievances and union issues and 
mediation and I sat through several that went all the way through to terminating an 
employee.  Those were difficult but definitely learning experiences.  It definitely made me 
see the importance of dealing with issues.  I had worked at schools when I was a teacher 
with administrators who did not tackle issues, who just went about day-to-day, ‘Everything 
was happy, everybody’s fine,’ just didn't tackle the staff member that was ineffective or… 
it was just kind of turn your head.  And that bothered me as an employee. . . .  I formed 
opinions watching that.  If I ever became an administrator, so that my great employees’ 
evaluations had weight to them, I would have to be willing to tackle issues and deal with 
the union and sit through the hard meetings. [Session 1, Lines 286-297] 

Rachel’s experiences as an assistant principal helped her solidify her beliefs about the role of a 

principal.  She learned the importance of dealing with tough issues.  Rachel spent four years as 

assistant principal at Warford Elementary School, then pursued and was offered the principalship 

at Benton Elementary. 
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Rachel as an Elementary Principal 

Rachel is in her fourth year at a PK-5 rural elementary school serving nearly 600 students.  

She supervises 42 teachers.  In the four years since she has been principal, the school grades 

have gone from a previous grade of “B” to three “A’s.”  In the 2006-2007 school year, Benton 

earned a grade of “B” because only 36% of students in the lowest quartile made learning gains in 

mathematics.  Although the school’s grade point total on the evaluation system was high enough 

to qualify Benton for an “A,” the math results from the lowest quartile of students automatically 

dropped the school one letter grade to a “B.”  The minority rate has gone from 27% in the 2002-

2003 school year to the current level of 29%.  The percentage of students receiving free or 

reduced lunches was 49%.  The school did not meet annual yearly progress (AYP) standards in 

the 2005-2006 school year but did meet AYP standards in the 2006-2007 school year. 

Two roles seem to best identify Rachel’s characteristics as a principal: transforming culture 

and supporting teachers.  As one of her first goals at Benton Elementary, Rachel set out to 

transform the academic culture at the school.  Rachel believes that to create an academic culture 

one must believe in data-driven instruction.  She felt this was part of what helped her get the job 

at Benton.  Being accountable for student learning and improving state test scores were 

responsibilities that Rachel felt were very important to her being viewed as a successful 

principal.  With a veteran staff in a school possessing traditional views of classroom instruction, 

Rachel had many challenges to face. 

As a principal, tackling tough issues has certainly not been easy.  In particular the union 
relationship here is very aggressive and negative.  One of the hardest parts of being an 
administrator is being willing to take the risk to deal with more difficult issues.  I had to be 
willing to stand on my own, stand alone if I had to.  And that is not easy either, especially 
as a young principal to be willing to take that risk.  But that comes back to the principal 
that I worked with as an assistant principal.  I watched her stand alone sometimes if the 
district didn't support her on something she truly believed in and take risks.  I have too, for 
the good or for the bad.  But I have been willing to do some of that as a young 
administrator. [Session 1, Lines 296-307] 



 

184 

Being true to her beliefs, Rachel faced issues head-on and set out to start making positive 

changes in her school.  In discussing the importance of taking on those challenges associated 

with the culture of her school, Rachel spoke about culture’s impact and why it was important to 

encourage changes. 

Culture really affects everyone in the building, new staff coming on, it's a constant. . .  it's 
a battle.  As an administrator you try to create a positive climate.  When you have often 
very veteran teachers who are resistant to change, who want it to be traditional, they want 
to hang onto the traditions that sometimes are not always positive for kids.  That is 
definitely something I have had to face here at Benton.  [Session 1, Lines 85-89] 

The traditions which Rachel set out to change were those that she felt were not positive for the 

students.  Before she arrived it was the norm to have children engaged in preparing for theatrical 

or musical productions for many hours during many weeks and several times during the year.  

This took a great deal of time away from in-class instruction.  Also, Wednesdays were “Club 

Days” when students typically did not meet for classroom instruction.  Due to the current context 

of accountability, Rachel believed she needed to shift these traditions and create a new school 

culture focused more on academics. 

One of the ways that Rachel worked to build a positive culture in her school relates to the 

leadership role she assumed.  While Rachel takes on a directive leadership role, guiding the staff 

toward her own vision, she provides multiple levels of support to help them meet her standards.  

She believes it is her responsibility to provide them with the resources they need to achieve the 

desired results. 

I think as a principal, one of the things that I have really believed in is my role is to give 
them all the support they need; in materials, in curriculum, whatever they need to do the 
job because the classroom is ground zero.  It is the place where everything is going to 
happen.  And so I really work hard on that.  I've had teachers say, ‘We've never had 
anybody that supports us like you do.  If we need something, you find the money.’  I write 
grants.  I go to businesses.  I really work hard to try and get them what they need. . . . that's 
how I can give them support.  It is giving them what they need to teach.  I think that is 
important. . . .  That immediately builds trust, ‘She's really going to support me in this 
classroom and I'm going to have what I need.’  And I think that keeps teachers here.  I 



 

185 

think building the climate of, ‘We're all in this together and we all work together and the 
relationship of the ESE teachers, we’re all working for what is best for kids make every kid 
grow as much as we can.’ [Session 3, Lines 85-99] 

Providing support to help teachers achieve the high standards that she sets for them as 

professionals is very important to who Rachel is as a leader.  She couples her push toward 

change with scaffolds to assist the teachers in reaching her goals. 

Rachel takes on the bulk of the leadership responsibilities in her school and recognizes the 

importance of teacher leadership.  She hopes to groom more of her staff to take on leadership 

roles. 

One of the things that I feel I still need to work on here is building teacher leaders because 
I still feel like most of the school improvement efforts, staff development, and. . . .  I am 
still really working hard to get stuff going, changing and moving when I really want 
teachers to step up.  That is something I'm continuing to work on at the school.  Because I 
want the stuff we have in place and have done over the last four years to continue if I 
leave, so it just doesn't all revert back to what they did when I got here.  I am still working 
on getting people to be active leaders and willing to step up and say, ‘This is the direction 
we want to go,’ or ‘This is something I have to offer.’ [Session 3, Lines 51-58] 

In rebuilding the school culture, Rachel wants to empower her teachers to take on more 

leadership.  It is her hope that by doing so, her presence will not be required to keep the 

academic focus and improvements going. 

Rachel believes strongly in promoting change in schools.  Her career has taken on more 

leadership roles.  In the future she hopes to become a school district superintendent. 

Now a long-term goal of mine is to be a superintendent.  That is definitely my long-term 
goal, the same kind of thing where you affect change, now I am affecting change in this 
school.  I would love to move at some point to the next level effecting change throughout a 
school district. [Session 1, Lines 197-200] 

Figure 8-1 summarizes how Rachel makes sense of her leadership role and illustrates how her 

actions as a leader connect to her beliefs about creating a culture of accountability and 

supporting teachers.  During her time at Benton, Rachel has focused on transforming the culture 

into one that is focused on student learning.  Rachel’s push for accountability had guided her 
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actions and although the changes have been difficult for her staff, Rachel has worked hard to 

provide the teachers with the support they need to meet Rachel’s expectations. 

Rachel as a PDS Principal 

Since more than half of her tenure as a principal has been during the PDS collaboration 

with the university, much of Rachel’s growth and development as a principal is directly 

connected to the PDS work.  The three areas that appeared most in the interview data addressed 

the issues of collaboration, tightly coupling the PDS work and school mission, and the PDS 

work’s connection to Rachel’s professional growth. 

Two ideas that Rachel embraced as holding hope for turning her school’s academic 

performance around were small group instruction and inclusion.  Rachel did what she could to 

encourage these, but an invitation from a university professor would provide her some assistance 

in increasing how many of her staff embraced the concepts.  

Rachel’s school, on the far west end of the county, had minimal collaboration with the 

university.  However, the university’s PDS program was about to expand and was looking for 

more schools to participate. 

I was fortunate enough that Countryside Elementary, Brent Butler was working as a PDS 
and Cozette Penn was interested in expanding and so she asked Brent for some principal’s 
names or school names that may be interested and he gave her mine.  So I received a phone 
call from Cozette Penn, set up a meeting, met with her.  She kind of described the 
university’s goals and the things she could do to help me.  And I saw a great match.  I 
really enjoyed our initial conversation.  From talking to Brent and talking to Cozette, I had 
classes with teachers from Countryside online and so I got to hear some of what they were 
doing and experiencing.  So I was really interested in pursuing that.  I then took it to the 
staff because their history with interns had not been positive.  They had had some negative 
interns, hard situations to try and remedy.  You know in the old system of seeing the 
university person occasionally, problems weren’t addressed quickly.  The teachers had 
really gotten turned off interns in that situation.  But then Cozette described it and then I 
had her come and explain it to the staff too that the model was changing and that it was 
more of a co-teaching model.  Somebody would be housed here regularly, several times a 
week and that issues would be taken care of immediately.  That we had control.  I had the 
control to say this person is not coming back and end it.  And so they bought into 
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everything Cozette said and decided as a staff, it was something we wanted to pursue. 
[Session 1, Lines 7-23] 

Rachel saw the collaboration with the university as a way to assist her in transforming the culture 

of her school.  Whereas previous experiences at the school had been negative, Rachel embraced 

the idea of a more collaborative program with improved communication.  The access for her to 

provide more input would allow her to make sure the program was assisting her in taking the 

school in the direction she desired. 

Despite the challenges from previous experiences with interns, Rachel decided to 

participate.  She shared what caused her and the staff to consider taking on the role of a PDS. 

I think that we were willing to become a PDS because the model had changed.  I think in 
the previous model, the intern teaches, you leave the classroom, with today's 
accountability, and my forcing accountability. . . .  I think the staff went through a big 
change when I got here because I really don't think they had really even looked at their 
FCAT scores too much.  When I came I was very data-driven, had been trained that way 
from my assistant principal position.  And so I brought that in to, that it was going to be a 
part of every week looking at data, looking at gains at the end of the year, ‘Who gained, 
who didn't, why?’ having all that kind of discussion.  And so because of my pressure of 
accountability, they didn't want to turn over their classroom to interns because they needed 
to be assured that they got gains.  So that I think, the combination of bad experiences plus 
my pressure on them for accountability, they didn't want any part of interns.  And so I 
think that the model had changed and that we were pushing small-group instruction.  And 
having the pair of pre-interns, the teachers could see, ‘Okay maybe this small-group 
instruction could work better with two extra sets of hands, and that maybe more individual 
needs could be met.’  So their gains may grow.  So their interest was piqued from that.  
And then when they saw it for one semester, they definitely bought into it. [Session 2, 
Lines 96-110] 

The program seemed to match Rachel’s needs for the school and the direction she was leading 

her staff.  The additional resources in the form of pre-service teachers could provide additional 

hands to ease her staff’s transition into the use of small group instruction. 

Rachel saw the benefits for her school and students as well as the university.  This model 

from her experience as a university student and mentor teacher. 

Another difference, I think because the university has goals and we have goals and, what I 
think, maybe the change was, in the past, at least from my perspective from when I was a 
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teacher and had interns, the goals were to give the university a place for these pre-interns 
to be.  And that's what I did. And besides the enjoyment of working with somebody in your 
classroom and assisting the next generation of teachers, I saw very little impact for the 
school or anything else for the school.  And you maybe got a tuition waiver.  But, this was 
more, they wanted to help me with my school improvement efforts.  They wanted to give 
me relationships with expertise.  Cozette knew we were working on writing so she 
introduced me to Marion Green, a university professor that was an expert in writing.  She 
gave me a supervisor for the pre-interns that had a background in writing.  She quickly 
connected with, ‘These are things we can do for the school.  We can help the school.’  And 
she encouraged me to go back to school and so it was like we had shared goals. Everybody 
was talking about school improvement.  Yes it provided a place for them to have pre-
interns and interns, but they were all working on our school improvement efforts.  Having 
a large group meant all those extra sets of hands.  We were doing full inclusion and so 
extra sets of hands in classrooms are wonderful.  And by providing a larger group rather 
than just a few interns, it gave us that. [Session 2, Lines 37-52] 

Being able to couple the needs of the program with her new direction for the school was a major 

selling point of the PDS collaboration.  Besides meeting the university’s needs for placements 

for pre-service teachers, the PDS work was providing additional resources toward meeting 

school improvement goals. 

The PDS program, as a component of the entire university education program, provided 

Rachel with adults trained in some of the philosophies of education that she embraced.  Besides 

having them serve in their roles as pre-interns and interns, Rachel had another motivation for 

bringing them in. 

I also was interested in growing my own source of prospective teachers.  My staff is very 
veteran.  I have a lot of people going into retirement, and that I would have a group to 
choose from, that I would see teach, to hire.  That was very attractive to me as well.  These 
pre-interns were coming with beliefs in small-group instruction, the belief in inclusion, the 
belief in differentiated instruction, all of the things that I'm trying to get my staff to move 
towards, these guys are coming in with and would support that.  And so I just saw it as a 
win-win for us.  And I think all the staff would say that too.  It's been a wonderful 
experience. [Session 2, Lines 52-58] 

Rachel perceived having additional people who were knowledgeable about and supportive of 

inclusion, small group instruction, and differentiated instruction as valuable.  The idea of using 
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the partnership work as a recruiting tool for future teachers also made the PDS program even 

more appealing. 

Rachel has worked to make the design of the program fit the needs of her school.  

Although she recognizes that the university has its own goals, she feels that on the whole the 

intentions of both groups are a good match. 

Improving student achievement is our mutual goal with the university in the partnership 
and I used to not think that.  It used to be more of a ‘We're doing service for the 
university,’ providing their interns with a place to do their internship. There again, it is 
through the faculty we are working with, through Mariann, through Desta, that student 
achievement, meeting individual kid's needs and preparing the next generation of teachers 
to continue to do that is everybody's goal.  And I think through the PDS my teachers feel 
that way now too.  They see that that is the bottom line. [Session 3, Lines 613-618] 

The goals of improving student learning and achievement, as well as preparing the next 

generation of teachers, are not only objectives shared by the university and Rachel as she 

believes her teachers are now recognizing and accepting that as their mission too. 

The PDS partnership has played an important role in Rachel’s development, as well as the 

change in culture at her school.  She believes this change in culture would continue even if she 

were to leave the school. 

So probably almost half the staff now I've hired.  Of course I try to hire people who believe 
in inclusion, believe in the PDS, believe in the things that I want to have happen.  I really 
think most of them are. . . I tend to hire very vocal, strong people.  And I think they would 
be active in keeping going a lot of the things that we have.  But I think it all depends on the 
leadership, who comes in behind me.  I mean everyone comes with things they want to do 
and directions they want to take the school.  If someone came in behind me that had 
different direction like in regards to inclusion then they are going to make some policy 
decisions that could really affect that.  But I really think that a lot of the people that I have 
hired are vocal enough and are willing to stand up and say ‘This is what's best for kids and 
we want to do this.’  So I don't think a lot of it would change. [Session 3, Lines 68-77] 

Because the PDS work is so closely tied to Rachel’s beliefs about small group instruction and 

inclusion and she hires teachers who aggressively support those ideas, she believes the work will 

be long-lasting, surviving even if she were to leave the school. 
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Rachel’s collaboration as a result of the PDS program is strongly connected to the kind of 

person she is as a principal.  Much of her work as a principal is focused on her collaborations 

with her staff, the university personnel, students and other PDS principals.  She uses these 

working relationships to lead her school toward its mission of improving student scores. 

As one of the main targets of school improvement, the topic of writing is interwoven into 

much of the PDS work at Benton Elementary.  Much of what Rachel does in connection with the 

PDS seems to tie back into writing.  She searched out assistance from a university expert in 

teaching writing.  The work on writing is something that sets her PDS apart from others in the 

network. 

Cozette led me through conversation of what are the school improvement areas that you 
really want to work on.  I brought up the writing, so she suggested I talk with Marion and 
introduced us. We chatted by e-mail a little bit and then she came out and met with me and 
we kind of talked about things that I was concerned about, that writing was an area that we 
were not making AYP in, that it definitely needed to grow at the school.  It would take 
time.  And so we kind of prioritized the first year, these were the things we were going to 
try and focus on.  Then I introduced her to the staff and let them know that she was an 
expert in writing, which I was not and needed a lot more information so that I could even 
help move us in that direction, that she was just going to help us.  That she was going to 
offer suggestions.  She was going to come to the school and work with the writing 
committee where we would bring student work to the meeting and we would take a look at 
it and brainstorm with her expertise and come up with things we can do to change and try 
to help.  And that was, and it continues to be a little bit of the struggle, having outside 
people come in.  We tried to work a lot of it through me because I have been here four 
years they trust me more than they would somebody on the outside.  So that is still a little 
bit of a struggle. [Session 2, Lines 347-356] 

Marion did not typically work directly with the PDS program in the schools.  Rachel sought her 

help as an expert on writing in order to assist her teachers in reaching their goal to improve 

student writing.  Rachel used the PDS collaboration to garner additional resources beyond the 

defined scope of the program. 
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Rachel has taken her relationship with university personnel and integrated her own 

personal learning, much to the benefit of the school.  Her participation in a college writing course 

has introduced a university professor to Benton and the PDS work.   

We continue looking at writing as an issue here, and things we can do.  Having Marion, in 
different circles, you know she came to the school and worked with the writing committee.  
I took her class.  It was about Benton Elementary almost every class.  We looked at my 
data.  We talked about the way things were taught here.  The class came here once a month 
and observed classrooms and then met afterwards and talked about what they saw.  We 
talked about things that the pre-interns and interns were bringing in, in the area of writing 
and how we can share that with the staff.  And there again, working with her over several 
semesters, I have gotten to know her better.  She's gotten to know the school better.  So she 
better understands the issues that we face, kind of kids we have, the teacher styles here.  
And so her directions to me, or through me to the staff about writing are more and more 
effective because she understands our situation better.  It is not just a generic, ‘These are 
things that you can do.’  She knows, for instance, that many of our teachers struggle with 
small-group instruction so she knows to kind of filter information through me on how to 
continue to get those things addressed. [Session 2, Lines 330-343] 

By bringing Marion to the school and integrating her into the school culture, Rachel was able to 

help Marion better understand the culture and needs of the school, which in turn made Marion 

aware of contextual issues that could help her focus the type of assistance she provided in the 

area of writing. 

Besides her own actions, Rachel spoke of how she contributed to the success of the 

program by letting people from the university help shape the growth and progress of the 

program. 

Being open enough to have other people from the university come in this school and tell 
me things that we need to do differently, things that I need to do as a leader.  I am very 
comfortable with Cozette or Marion or anybody that I have worked with telling me, ‘I 
really think you need to do this or you need to move in this direction.’  I am comfortable 
with somebody telling me that; some principals may not be. [Session 3, Lines 603-608] 

Rachel’s openness to allowing others to come in and provide advice and direction for the school 

are responsibilities that many leaders may not be willing to accept.  Yet even as a newer 

principal, she is accepting of that risk. 
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The PDS program has also had indirect impact on school growth and Rachel’s growth.  

Because of her work with the program and people from the university, Rachel decided to return 

to school and pursue a doctoral degree.  One of her new professional development strategies at 

Benton illustrates her growth as a leader; passion for connecting more with her staff, as well as 

university personnel. 

One of the things that we are doing here is an online book study.  It just happens to 
coincide with our PDS work.  We had done book studies for a couple of years.  They seem 
to be so hard for everybody.  It seems like every time we met somebody wasn't there 
because of an IEP or a parent conference or I wasn't there because I had a meeting.  I was 
always frustrated with how difficult it was to get everybody to meet on an afternoon and 
just talk about this book.  There always seemed to be other things going on.  And so, I took 
a class at the university that was online, in the middle of the night I am responding, and I 
thought, ‘This would be great for the school.’  And we were working with people at the 
university and they couldn't always be here for the book study and so online they could 
always interact with us.  So I came up with the idea and we just tried it once.  I set up a 
blog.  I bought everybody the book and we all started reading.  I set up a schedule of when 
you had to post each chapter and I posted the questions and they respond and we've loved 
it because the university, Mariann, Desta, Desta's mom at  a nearby university is on it with 
us. . . . [Session 3, Lines 120-131] 

And I am actively reading the book with them even though I've read that book before.  I’m 
reading it with them and I'm posting reflective questions after each chapter.  I think that's 
important.  I gave a training for people in the district on how I am doing it.  Somebody in a 
training said, ‘Why don't you just post all the questions and then you are done?’  Well that 
is not me truly involved.  I think my teachers see that too.  I have always tried not to ask 
them to do things that I am not willing to do.  Like I am doing the reading endorsement 
because I have asked teachers to work towards it.  I have people here working on it so I'm 
working on it too.  I think that is important as principal, for them to see me as an active 
learner and actually doing the things they are doing too.  You know, me going to 
kindergarten classrooms… the kindergarten teachers said ‘How many principals know 
much about kindergarten?  But you do because you are in our classrooms all the time and 
you come to conferences with us and sit in the workshops and learn just like we do.’  I 
think we have better conversations about learning because of that, because I have been 
right there with them. [Session 3, Lines 144-156] 

The online book study shows Rachel’s genuine desire to connect her staff to one another and 

provide them with training and knowledge that will help them reach the high standards she has 

set for them.  Rachel’s active role in such activities demonstrates to the staff her willingness to 

support them. 
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A growing sense of empowerment has been a significant part of Rachel’s evolution as a 

PDS principal.  Her high level of involvement, combined with her push for accountability, has 

resulted in Rachel challenging the status quo when she feels it does not fit the needs of her 

school or the university students placed there. 

Cozette has really encouraged me to be vocal about changes I would like to see and given 
me the forum to do that.  She's like, ‘You e-mail me, anything you want,’ and she forwards 
it to the people that need to see it.  She's encouraged me to do that because she knows the 
things that I fuss about and want to change are often things she wants to change.  She says 
‘Coming from the school. . .’ she feels like it has more meat in it.  The schools are asking 
for this.  And so she has given me the path to get that to the university.  She e-mails them, 
she forwards them to Cody Blake [departmental dean] and Tammy Fletcher [assistant dean 
for the College of Education] and those people who really make those decisions.  I think 
the connections I have made with Marion and other professors at the university have 
happened because of Cozette but also because I'm taking classes and I meet people through 
those that can bring resources here and help here. . . . [Session 3, Lines 316-325] 

Rachel expresses a belief that her relationship with university personnel connected to the 

program has been enhanced because of her choice to return to school.  In turn, she believes this 

connection is giving her more voice in how the PDS program is growing and evolving. 

The collaboration with the university has also transformed how Rachel does her job at 

Benton.  Rachel talked about how things at her school have changed since the PDS work came 

there.  These changes have also been in how she is involved in the program. 

With the PDS, they all are truly a part of our school and so everything I did for the teachers 
to start the year off I did for pre-interns and interns.  I made them name tags.  I invited 
them to our breakfast.  I did for them almost everything I did for teachers.  Because the 
PDS model, they are so much more a part of our school and the supervisors are so much 
more a part of our school.  I mean, they know what our school improvement plan says, 
they know what we are working on.  They just know so much more than before.  I get to 
know them very well from meeting them the first morning of preplanning at the breakfast 
and introducing them.  That afternoon I met with them again and did an orientation to our 
school.  Within two or three weeks, I was back with them as a group training them on data-
driven instruction.  Within a few weeks after that, I was back in teaching them about 
school grades.  So I mean I had all these interactions with them as a group, and plus me 
walking through daily into all their classrooms and seeing them teach pretty quickly and be 
real involved.  They all come to IEPs.  They all come to parent conferences that I am at.  It 
is so much more of an interaction instead of a casual, every couple of weeks meeting with 
them as a whole group and talking to them for an hour and a half.  They are so much more 
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a part of the staff because there is a larger group too, I think, and because the classrooms 
talk more too.  I think previously, when there were three or four interns, they didn't really 
get together as a group.  They didn't have class here.  They were just kind of individual 
isolates.  Now, their class meets here. [Session 2, Lines 220-238] 

Rachel puts in a great deal of effort to make the university students a coherent part of the school 

and its work.  She encourages teachers to enrich their experience by including them in various 

meetings and presenting in their classes. 

Making the program fit the needs of the school is very important to Rachel.  She has 

demonstrated a willingness to expand her roles and take on more responsibilities in order to mold 

the program into something she feels is better matched to the needs of her school. 

I think with me teaching the seminar class, I am going to be the one giving the 
assignments.  I mean there are going to be some the university requires that we can tweak 
and I think they will see that as they will just jump right in because I am the teacher.  They 
see, ‘Hey we can completely control this to some degree.’  I think they will really get 
involved in the assignments.  One of the things that we're going to talk about, next week as 
a matter of fact, is what are the things we want university students to experience, we need a 
list, and we've talked about this some before, but I want it officially down.  These are the 
experiences that we want the pre interns to have during their semester and I need to make 
sure that it happens through seminar or through during their day.  I think they will get 
really involved in that, really thinking about these are the things that they really need to be 
exposed to, experience while they're here. . . .  I did their training with them on IEPs and 
we've talked about in mentor meetings.  I just trained them on IEPs.  Make sure you take 
them to an IEP.  But we've never really formalized ‘These are the experiences we want 
them to have.’  You know, if they happen to get placed in a classroom that is not inclusion, 
spending some time in an inclusion classroom would obviously be important.  We want 
them to have experience. . . .  I think they will really get into that, of controlling the 
assignments and experiences we want them to have.  I think, I really hope that a few 
mentors will step up as leaders of that and then as we evolve I could possibly turn it over to 
one of them to do. . . they couldn't teach the seminar because it is during the day. [Session 
2, Lines 267-287] 

Despite inviting the mentor teachers to be more active in the direction the PDS work ventures, 

Rachel still assumes the bulk of the responsibility for the program.  Several times each semester, 

Rachel would visit the pre-intern seminar to present lessons on topics such as IEPs and data-

driven instruction. 
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Besides her focus on school improvement, Rachel also takes on a very active role in 

establishing and supporting an environment conducive to the learning of the pre-interns and 

interns.  She works closely with the field advisor and mentor teachers, helping to solve problems 

when needed. 

We had one pair that worked with a teacher and one was very dominant and one very shy 
student.  I didn't have too much interaction with the students, but the mentor teacher and I 
had several conversations on how we could, how she could structure things to let this shy 
come out a little bit and the dominant not be so dominant.  We brainstormed how could we 
address this issue.  How could she arrange lessons where instead of them both teaching a 
lesson, maybe alternate, ‘This week in science you're going to teach and next week in 
science you're going to teach.’  So that allowed the shy student come out a little more.  
And we had probably three or four different conversations about how that was going and 
brainstorming sessions on how to improve that.  And then her inviting me to the class to 
specifically catch when the shy one was teaching so that then I could follow up and say, ‘I 
saw you teaching.  You were wonderful.’  And really praise her.  Usually my walk-
throughs happen randomly.  When I don't have anything pressing at the moment, I get up 
and go. . . .  But we would plan me coming at a certain time so I would catch that girl 
teaching so then I could see her, that afternoon and really praise her, because we felt like 
that would bring her shyness out if she got some praise, specifically from me.  And it did, 
it worked.  And so then we talked a little bit about, we‘d come back and talk because then 
she would go back to class and say, ‘Miss Trenton. . .’ and the teacher would come back 
around and say, ‘You know she said she really was excited that you saw her teach.’  So 
that was kind of a neat interaction that we worked through and talked about how to bring 
out a shy one versus a dominant one when there are pairs. [Session 2, Lines 658-679] 

Only in her fourth year as a principal, Rachel is still growing a great deal as a leader.  

When the PDS program was first introduced to her school, Rachel took some steps to assist the 

teachers as they became involved as mentor teachers.  She takes the time to discuss with them 

points she believes a mentor teacher should be doing to foster the growth of the interns and pre-

interns.  An added bonus of this involvement is a growth in her relationship with those mentor 

teachers. 

At the start of the partnership we kind of threw the mentor teachers into it to start with.  I 
think we just talked about issues.  This is an example, the last mentor meeting we were 
talking about planning.  ‘You've got to really not just show them your plans, but you have 
to plan it out loud so that they see, or hear the process that you go through.’  And I said, 
‘Because when they look at the plan, they have no idea what you were thinking.  Why did 
you choose this activity? Why not this activity?  Why are you choosing to use 
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manipulatives? Why are you. . . .’  I said, so, I bring it up, this is a good time now that they 
are teaching and they are making plans, now would be a good time for you to sit down and 
plan with them and think out loud.  And being a part of the mentor meetings, when I see 
opportunities like that, when they start talking about little things, I am like, ‘You guys 
remember that you've got to plan out loud. You have got to show them more.  When they 
see you do small group and they see you do this, make sure afterwards you tell them out 
loud.’  I just kind of give reminders. They are pretty comfortable with me now and so they 
say stuff. . . .  So we just kind of have casual, brainstorming of issues and then when I see 
opportunities to slide something in, me kind of teaching them about being a coach, I do. 
[Session 2, Lines 529-550] 

Rachel believes her mentor teachers have grown in their roles.  Through her work with them, 

they are moving away from the traditional expectations of cooperating teachers into a role more 

comparable to mentoring. 

The mentor teachers, that's another area they have really evolved in.  They were so used to 
the traditional where nothing was turned over to the pre-interns and I still have to remind 
them, you know they were like ‘Should I show them the [cumulative folder] of this kid? 
Yes.’  They have really got on board with that.  They do bring them to IEP's.  They take 
them to parent conferences, both positive and negative conferences.  They bring them to 
their own PDP meetings and look over data.  They pretty much take them everywhere now.  
They really have grown in that area, in that ‘This is truly my partner and they are going to 
see every part of my day.’  With the pre-interns, they don't get as much as the interns 
because they are not here in the afternoons. [Session 3, Lines 296-305] 

The mentor teachers are encouraged by Rachel to include the pre-service teachers in many 

different types of activities from faculty meetings to IEP conferences.  With Rachel’s support, 

the interns and pre-interns are becoming more integrated into the daily life and functions of the 

school. 

In Rachel’s evolution and growth as a principal, the partnership seems to be playing an 

important role.  The PDS work has opened up channels of communication with mentor teachers 

who are starting to expand across the entire school campus. 

One definite benefit of the partnership is just the added interaction through mentor 
meetings.  And they are casual and we all just kind of chat and brainstorm and I’ll listen.  
I'm not really in charge of the meeting, I'm just there as a participant and we listen, we 
brainstorm and talk.  The more interaction you can have with your staff like that, I think 
the better they get to know me, the better I get to know them.  I think that they see that I'm 
very involved with the group of pre-interns.  I think they know it is a priority for me and 
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that I'm committed to making it work both for us and for the university. [Session 2, Lines 
284-290] 

Faculty meetings, right or wrong, are more [pause] presentations and they listen.  We do 
some activities where they talk.  After the presentation, they talk as a team.  But it is very 
much information giving.  The mentor meetings, smaller group, are just kind of laid back 
brainstorming sessions.  There are issues that they are concerned about.  We've put them 
on the table, we've brainstormed what we can do about it.  Mariann [field advisor] gives 
her perspective from the university’s point of view.  I give my perspective and we kind of 
just hash it out.  With a large faculty it is hard to do that and so just the smaller group 
allows for more discussion and feedback and laying issues on the table and working them 
out. [Session 2, Lines 294-301] 

Rachel is working to involve the mentor teachers as more active participants in the PDS work.  

She is making efforts to shift the leadership of mentor teacher meetings from herself and the field 

advisor to the teachers themselves.  Despite her movement in shifting the level of involvement in 

the mentor teacher meetings, Rachel acknowledges that the same shift has not occurred in her 

faculty meetings. 

One indicator of the value Rachel places on the professional development of her staff can 

be seen in a conversation about the school goal connected to improving writing instruction.  She 

applauds the connection that the pre-interns and interns have with helping her teachers develop 

in that area. 

Thinking about growth in connections with the university, one of the things we have talked 
a lot about was the pre-interns all read the Lucy Caulkins book and are pretty well versed 
in writing workshop.  We've been trying to move the school more to the writing workshop 
and so them bringing that knowledge, actively sharing it with their mentor teachers.  And 
then us taking the next step to train, read through the same book as a faculty so that we all 
have the same language and conversation about writing. [Session 3, Lines 331-336] 

The goal of improved writing instruction matches the needs of Benton Elementary and the 

training given to the pre-service teachers.  Rachel considers this one of the most significant 

benefits of the PDS collaboration. 

Part of her role in assisting the mentor teachers and facilitating their growth has been to 

empower them.  She recognizes the importance of the mentor teachers in making the PDS 
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program fit the needs of the school.  Her leadership role has changed as she has encouraged them 

to take on a more active role. 

There has been some evolution in the role of the mentor teachers since we’ve begun.  I 
think the mentor teacher meetings, the first couple ones we did, Mariann was very much 
the supervisor of the interns, was very much in charge and she ran the meeting and people 
listened.  Now when you go to our mentor meetings, they are talking.  Sharing positives, 
sharing concerns, chatting . . .  and Mariann, more quiet.  I mean, it's almost more of a 
brainstorming, ‘How are we doing, what are we working on?  What's good?  What's bad?’  
That kind of thing now, instead of a planned, pre-agenda . . . these are the things we're 
going to do, that kind of thing. [Session 2, Lines 555-560] 

Although the level of independent teacher leadership is not where Rachel would like for it 

to be, she offered praise for the progress her teachers had made.  She shared a story 

demonstrating how her teachers felt more empowered and invested in the program. 

Well, I think going back to one of the assignments.  This semester as soon as we got to the 
mentor meeting, they were very much in control of the meeting.  ‘We’ve got to talk about 
this Rachel.  This is a real concern.’  And they were all expressing their opinions.  And 
they said, ‘This assignment, have you seen this assignment that they have gotten?’  And I 
said ‘No, I haven't seen it.  What is it?’  Well they had them going and searching through 
every student cum folder and writing a letter to each individual kid, and doing this, and 
doing this, and doing this, and this takes them away from teaching.  And what is our goal 
here?  I said, ‘You're right.’  So then we came directly back to the university, to Mariann 
and Desta. . . . ‘Can you find out about this assignment?  Is this something that has to be 
done or can we change it?’  So they were very much empowered to really deal with this 
and it ended up not going as well as we had hoped.  But I really was pleased that they felt 
empowered to change it.  And it came down from the old guard that had planned this 
seminar, that yeah, ‘It's is a good assignment, it needs to get done.’  And then it kind of 
lead into, ‘Well can next semester we do something about this?’  Then it kind of led into 
Rachel teaching the seminar and I still don't know how much I'm going to be able to work 
the assignments. [Session 2, Lines 565-579] 

Acknowledging the high standards that Rachel has set for them, the teachers are very focused on 

student achievement.  They have come to value the collaboration with the pre-service teachers 

and what they contribute to the classroom.  Any activity that limits the amount of time the interns 

or pre-interns have to work directly with the teacher or students is scrutinized.  If the teachers do 

not see value in the assignment, they are willing to challenge it through Rachel.  This questioning 
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of the assignments helped lead Rachel into teaching the pre-intern’s seminar in the spring of 

2007. 

The conversations that resulted from mentor teachers challenging seminar assignments are 

not the only change in staff participation.  The PDS work has helped create a forum for sharing 

opinions and has helped the staff forge new relationships with one another. 

But with the ESE teachers pitching in, with paraprofessionals working in all classrooms 
with all the pre-interns and interns, a lot of that is broken down.  They are not so isolated 
anymore.  There is more conversation, there is more sharing.  The PDS has really helped 
that too, because the mentor meetings, that's when they all come together and they all talk 
together.  At a lot of schools you never get to sit down and talk to each other.  So the PDS 
has definitely helped that, to give a forum for them to talk and teachers, because of the pre-
interns, teachers who wouldn't normally necessarily have a relationship they do because of 
their pre-interns.  So that's opened a lot of new relationships.  Like some of the staff 
development, the book studies online, have teachers that usually wouldn't interact 
interacting.  We have kindergarten teachers talking to fifth-grade teachers about a specific 
topic or ESE teachers talking to people they wouldn't normally interact with.  The online 
atmosphere has provided those connections and then they talk when they are here too 
because they've talked online. [Session 3, Lines 104-116] 

While Rachel shared that her faculty meetings were still information-giving exercises, she 

believes the conversation spurred by the mentor teacher meetings and other PDS work has spread 

throughout the faculty.  New professional relationships are being formed among her staff. 

The school, teachers, and students have benefited from the partnership with the university.  

The program has had a positive impact on the culture of the school. 

The PDS partnership is wonderful.  It's not just doing a service for the university and only 
them getting benefits.  Our kids and I think our student achievement has benefited.  The 
extra hands in the classrooms since taking on inclusion have been priceless in helping us to 
meet individual kids’ needs.  The growth of my teachers themselves because of their work 
as a mentor and I think some of them are really starting to reflect on their own teaching and 
their own practices have improved because of it.  They’ve all learned things from the pre 
interns and interns.  We've had some really good ones who bring in stuff, brought in 
research, who have shared things that they have learned at the university.  My staff, the 
people who have really been involved as mentors are really accepting of that, and ‘Let me 
see this’ and ‘I want to use this’ and that kind of thing.  I think it has improved my staff 
and it has like broken down barriers that people had and there is more interaction which is 
wonderful. [Session 3, Lines 195-205] 
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The PDS work has helped Rachel’s staff grow professionally.  She feels they are becoming more 

reflective and have increased their interactions with one another. 

The principal plays a critical role in building and maintaining a successful PDS 

partnership.  Rachel offered her insight into what she thinks it takes for a principal to be a 

successful PDS leader.  She talked about the roles that other principals in the PDS network took 

on or chose not to make a part of their practice. 

I’d definitely have that kind of buy in with a principal willing to be that involved, willing 
to meet with other principals on a regular basis and share and discuss and share issues as 
well as successes because that is not a standard with our principals right now.  We go and 
we listen at principals’ meetings.  And many of them, there probably are principals that are 
okay with that.  That is all that want to meet.  You know, I am willing to be away from 
here so that I can learn from Brent and the things that they are doing, and Jeff and the 
inclusion stuff they are doing.  So I think a principal has to be ready to give all that… 
attention, time, resources.  You know I am willing to spend school money on my mentors 
to go to a PDS conference.  You have got to be willing to commit all that.  And it [PDS 
work] truly be a part of your school improvement plan. [Session 3, Lines 559-568] 

Besides just gaining resources from the partnership work, Rachel also gives back to the program.  

She attends meetings with other PDS principals and provides financial support to the program by 

sending her teachers to conferences.  Rachel believes it is important for PDS principals to 

provide this monetary support along with investing her own time into making the program work. 

Rachel has been very serious and motivated about making her school the best it can be.  

She has taken that same enthusiasm and dedication to making the partnership just as good.  Her 

active role includes sharing her beliefs about the program and where she thinks it needs to go. 

I think, somehow building more relationships possibly with other schools, between PDS's 
is an important next step.  I hear what all Countryside is doing and Countryside has a 
similar population as our school. Brent and I are really similar.  I think we could benefit 
from building those partnerships and maybe doing book studies together, doing staff 
development together, having occasional meetings with both schools.  And because they 
are further ahead than us in the PDS, they could help us move in those directions.  They 
are really doing inquiry.  We are just starting inquiry projects but they are really doing it.  
Them sharing that with us and then, you know Brent said they need to work on writing, 
we've been working on writing now for two years, we could share some things with them.  
I think that would be good, the PDS's between each other have more connections. We've 
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tried to do principal connections.  We have a principal PDS meeting occasionally but it is 
not frequent enough.  We all really like it because it is the only opportunity we have to 
share anything between each other.  Our principal meetings are, ‘We sit and listen to a 
speaker.’  We never discuss.  The PDS principals’ meeting allows the six or seven of us 
that go to talk about things we are working on, the direction we want the PDS's to move.  
We really like it.  We don't meet very often. [Session 3, Lines 215-229] 

Rachel sees the potential of increasing the collaboration between PDS principals.  She would 

also like to see a format developed for increasing the collaboration among teachers in the PDS 

network from different schools.   

As a relatively new principal, Rachel is experiencing a significant amount of growth in her 

leadership role.  The PDS work and other university collaborations have spurred on some of this 

growth.   

Like, with the topic of writing. . . in general all the classes, I have conversations more 
about writing, not just with PDS classes.  We did a school-wide improvement effort.  It 
was school-wide with writing.  It wasn't just with PDS classes.  Marion worked with, the 
writing committee which had teachers that weren't in the PDS on it.  All the efforts, the 
things we decided to do as a faculty, our school improvement plan and everything, that was 
school-wide.  That wasn't just the PDS classes.  So yeah, I think the conversations [with 
and between staff], with me as an instructional leader in the area of writing, have improved 
in all classes and with all teachers. [Session 2, Lines 646-652] 

Rachel’s focus on school improvement goals has led her to become a stronger instructional 

leader in the area of writing.  She saw the need to improve the writing skills of the students so 

she set out to provide her teachers with more tools to achieve that goal.  As a leader, Rachel also 

improved her knowledge of writing by returning to school and reading books, some of which 

were shared with the staff via online book studies. 

Rachel plays a very active role in her school’s PDS work, which in turn has helped her 

grow as a leader.  When reflecting on the strengths of the program and where she felt she needed 

to make some changes, Rachel mentioned teacher leadership.   

I guess both the university, meaning Mariann and Cozette, and my teachers saw that I was 
always going to be an active participant in this and that I would always be there to deal 
with issues.  This wouldn’t be something I'm going to start and back out of and let them 
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run with it, although I have, and the meetings are much better.  I wanted it to be mentor 
led.  We are still working towards that. [Session 3, Lines 40-44] 

From the start, teachers saw how deeply involved Rachel was in the program.  Although she still 

plans on being highly involved, she wants her mentor teachers to take on more leadership roles.  

This has already begun to happen in mentor teacher meetings, something Rachel would like to 

see continue. 

Despite her obvious growth and development as a principal, Rachel discussed her concerns 

about one aspect of her role as an instructional leader. 

I’m definitely not coaching like I would like to be.  I’ve learned to better coach the 
younger teachers.  The veteran teachers are much more difficult;  I'm still not coaching 
them much.  Now I feel equally responsible for the pre-service teachers as well, and I share 
it with the classroom teacher and the university supervisor, I feel an equal part to making 
sure that their experiences are positive and prepares them.  Whereas before, I think as a 
principal, that was kind of an extraneous thing that happened in the school that I wasn't 
responsible for. [Session 2, Lines 400-406] 

Rachel has become much more comfortable with coaching her newer teachers and pre-service 

teachers, especially after completing her coursework in writing.  But, she does not believe that 

she is coaching the veteran teachers as much. 

Another area of Rachel’s growth is affiliated with sharing the stories of her collaborative 

efforts at Benton.  The PDS work and relationships with university personnel have led Rachel to 

move her sphere of influence outside of her school and even the district. 

Through Cozette and through presenting, that is probably another change in my roles since 
joining the PDS I’ve done quite a few presentations.  I am really enjoying that and that 
used to be a major hurdle for me, to do public speaking.  That was like pulling my toenails 
off and I really enjoy it now.  I'm always looking forward to the next opportunity.  There 
again, Cozette made several connections for me to do that. [Session 2, Lines 439-444] 

Rachel’s support of the PDS work and desire to help the program grow pushed her to move 

outside her comfort zone and give presentations at conferences.  This has led to personal growth 

for Rachel in publicly sharing her knowledge. 



 

203 

As someone who is primarily focused on the “reality” in schools, Rachel shared how she 

felt the partnership work had changed her views about research.  While she would still consider 

contacting school district personnel for assistance at her school, the PDS work has helped her 

build relationships with university personnel and given her the confidence to contact university 

personnel more readily. 

You know Cozette always shares research.  She sends me stuff.  Marion sends me stuff.  
So I think through the PDS it has definitely connected me with people who share research, 
who share things with me, and then I share them with the staff.  I have to control the 
amount because, you know, I'm sure sometimes they say ‘I’m sick of hearing about 
research.’  So I don't do a lot, but I do it some.  This is an example.  I asked Marion for 
research on particular topics that we are talking about or looking for and they will find 
them for me and e-mail them to me.  But one of the things that, I know what it was, that 
really wasn't through Cozette but we had been looking up homework and homework issues 
and this is an example, an employee here that is an aide is having a lot of issues with 
homework over at the middle school.  So she knows that I read a lot of research, read a lot 
of books so she came to me and said ‘Do you have any research on homework?’  And so I 
have the connections to the university to e-mail them and say ‘Send me stuff, anybody got 
anything recent on homework?’  And that is from the PDS that I have those connections.  I 
wouldn't have them otherwise.  Cozette has been an integral part of connecting me with 
people and showing me that it is perfectly okay for me to e-mail somebody and say ‘Do 
you have this?  Send it to me.’  She's made those connections for me and I probably 
wouldn't have before.  I know I wouldn't have.  I wouldn't have picked up the phone and 
called someone at the university. [Session 3, Lines 504-522] 

Rachel voiced how too many of her college of education experiences as a student were focused 

on theory and failed to address the daily issues teachers face in schools.  She felt that she should 

have been better prepared for the realities of dealing with ESOL (English for Speakers of Other 

Languages) and ESE children.  But now, Rachel is beginning to be more accepting of research 

and its importance. 

A challenge that leaders typically face when introducing new programs is fostering its 

growth.  How do you get people to step outside their comfort zone and participate?  The advice 

Rachel shared on helping the PDS grow seems to mirror the way she has developed during her 

years as a PDS principal. 
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I think the key to the partnership’s growth is just let it evolve.  They’re already more 
involved than they were last year.  So I think some of it is just evolution, time, being 
involved.  For instance, I am going to teach the seminar class and my CRT is going to do 
some of the Pathwise observations.  I volunteered us for that.  I said, ‘Jessica, come on, lets 
do this. This will be good for us.  And so she's agreed to do it and to get trained.  I think, 
there again, I'll be showing by example, getting involved in another dimension and I think 
other people will step up eventually and say, ‘Hey, you know, I'd like to teach that’ or ‘I'd 
maybe like to do that.’ [Session 3, Lines 252-258] 

Rachel works hard to make the collaboration successful.  She is also encouraging others to 

stretch themselves and become more involved.  Rachel hopes more of her staff will become 

involved to a greater degree in the PDS program. 

Although Rachel had spent little time as a principal before her school became a PDS, she 

articulated what she believed to be the difference between a good principal and a good PDS 

principal. 

I think the difference would be just their involvement in the PDS work, being closely 
involved with the students, with the UF supervisor, closely involved in their assignments    
. . . ensuring that the things that we want to have happen with the pre-interns, the 
experiences they have, are accomplished, working with the mentor teachers, being 
involved in the mentor meetings, being involved in their discussions and their issues so 
that not only are we improving our program here but their teaching is improving, their 
mentor relationship is improving.  The things that they may be interested in exploring, I 
can provide resources to do that.  So I think that’d all be the difference for good principal 
versus a good PDS principal. [Member Check, Lines 6-13] 

The increased responsibilities for interacting with university students and personnel, as well as 

working closely with mentor teachers, are the major differences that Rachel identifies between 

the roles of principal and PDS principal.  Being highly involved in all components of the 

operation of the PDS program is what Rachel believes sets the two roles apart as different.  

Figure 8-2 depicts how Rachel makes sense of her role as a PDS principal.  She tightly couples 

the PDS work with the school mission, collaborates with stakeholders, and shares how it impacts 

the professional growth of both Rachel and her teachers. 
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Summary 

Several threads run through Rachel’s experiences as a teacher, assistant principal, and 

principal that have contributed to how she makes sense of her role as a PDS principal.  These 

threads include a focus on accountability and personal growth. 

Rachel’s early experiences as a teacher and assistant principal have led her to become a 

principal focused on creating a school culture of accountability.  Rachel’s experiences with weak 

teachers who were not held accountable, followed by situations in which she was required to 

confront ineffective educators, have guided Rachel to a leadership role where accountability 

determines her actions.  When Rachel stepped into her role as principal at Benton, she had a 

clear vision of what she expected to happen at the school.  Rachel’s tenacity to improve the 

academic achievement of the students at Benton has been the guiding force to the actions she 

takes as a PDS principal.   

Rachel’s growth as a principal has been paired tightly with her development as a PDS 

leader.  Only having served as a principal for one and a half years before Benton became a PDS 

site, Rachel’s professional growth has accompanied the growth of the partnership.  It is very 

difficult to separate the two. 

In analyzing her role as a PDS principal through Bolman and Deal’s (1997) Four Frames, 

the political lens is the most prominent in Rachel’s portrait.  Because of her need to create a new 

culture in a school with a veteran staff, Rachel has developed an agenda of accountability for 

student learning.  Rachel understands that within her school different interest groups and 

individuals comprise various coalitions.  As a part of her work in the political frame, Rachel has 

built a coalition of teachers to assist her in creating a new culture at Benton and has used her 

partnership with the university to help her with this goal.  Rachel has used her power as principal 

to allocate scarce resources toward meeting her goals of improved student achievement. 
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In her role as a PDS principal, Rachel’s use of the structural frame (Bolman & Deal, 1997) 

is centered on her accountability for the school mission.  Rachel understands the school exists for 

the purpose of educating the children.  What Rachel does at Benton is focused on improving 

student achievement.   

As Rachel has set the agenda for the school and built a power base, the evidence would 

also indicate that the symbolic frame (Bolman & Deal, 1997) is another important lens working 

within her leadership.  Most of what Rachel does as a PDS principal is directly related to making 

sure the school improvement plan is met.  The symbolic frame provides the leadership image of 

inspiration (Bolman & Deal, 1997).  Rachel, while still developing as a principal, tries to inspire 

her staff to achieve the school goals.  The way she structures the PDS work is geared toward the 

end goal of improving student success.  Rachel has empowered her teachers with a feeling of 

expertise.  The staff at Benton has been given training in data-driven decision making and 

writing instruction.  This has provided them will skills to improve their instruction and tools to 

analyze the strengths and weaknesses of their students. Through these trainings, Rachel has 

helped her staff build confidence in their abilities as teachers.  Besides providing them with 

additional skills, Rachel understands the importance of how the teachers perceive themselves as 

being competent writing instructors who are knowledgeable about the strengths and weaknesses 

of their students. 

Finally, Rachel’s focus on providing for her teachers’ needs is a human resource activity 

(Bolman & Deal, 1997).  Matching organizational and staff needs is what Rachel has done 

through her staff development activities.  The PDS work has played a pivotal role in how Rachel 

has set out to meet the needs of her staff.  The training in writing, matched with university 

assistance in small group instruction and inclusion, has enabled Rachel to assist her teachers as 
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they move away from the old traditions connected with whole group instruction.  Figure 8-3 

illustrates how, in her role as a PDS principal, Rachel operates within the Four Frames. 

Good personal trainers focus on improving the overall health of the client.  While the client 

may just be interested in a program to improve their muscle tone or body shape, the personal 

trainer may recognize other challenges such as diet or health issues and may bring in nutritionists 

or health experts to supplement their work with the client.  Rachel saw a need in her staff to 

improve their skills as teachers’ of writing.  Acknowledging that teaching writing was not one of 

her areas of expertise, Rachel solicited assistance from university experts to supplement her 

plans for school improvement. 

As a PDS principal, Rachel’s leadership has mirrored that of a personal trainer.  Her work 

with the PDS has been directly tied to her goals for school improvement just as a personal 

trainer’s work is always tied to improving the health of the client. 
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Figure 8-2 Rachel as a PDS principal 
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Figure 8-3  Four Frames dominance for Rachel as a PDS principal. The size of the circle 

represents the role the frame plays in Rachel’s leadership style.  The larger the circle, 
the more prevalent the frame is in her role as a PDS principal. 
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CHAPTER 9 
RACHEL’S PDS PRINCIPAL THEMES 

Introduction  

The goal of this chapter is to gain insight into the essences or structures Rachel holds as 

central to her leadership in a Professional Development School (PDS).  To this end, I explore the 

themes that emerge as Rachel makes meaning of her role.  The themes discussed in this chapter 

uncover the internal meaning structures presented in the portrait of Rachel’s lived experience 

(Moustakas, 1994) as a PDS principal.  These themes include: principal as change agent; 

principal as collaborator; principal as culture maker; principal as inquirer or learner; principal as 

protector; and principal as knowledge broker.  Figure 9-1 illustrates the structures of Rachel’s 

lived experience as a PDS principal. 

Principal as Change Agent 

The theme principal as change agent is connected to actions that Rachel takes to transform 

her school toward enacting the PDS work in conjunction with her vision for the school.  Rachel’s 

actions and beliefs about change can be observed through two components that demonstrate her 

goals for and purposes in prompting change: (a) pushing for accountability while dealing with 

traditions that existed at Benton before her arrival, and (b) integrating the PDS work into the 

school mission. 

Accountability versus Tradition 

From the start in her new role as principal at Benton Elementary, Rachel’s primary focus 

has been to improve student achievement.  Everything that Rachel does at Benton is connected to 

her efforts toward meeting the goals set forth on the yearly school improvement plan. Rachel has 

pushed her teachers and held them accountable for student performance on the state test (FCAT).  
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With a strong belief in using data to reflect on student performance and as a tool to provide 

direction for change, Rachel began working with her staff to make improvements. 

I think the staff went through a big change when I got here because I really don't think they 
had really even looked at their FCAT scores too much.  When I came here I was very data-
driven, had been trained that way from my assistant principal position.  And so I brought 
that to BES, that it was going to be a part of every meeting looking at data, looking at gains 
at the end of the year, ‘Who gained, who didn't, why?’ having all that kind of discussion. 
[Session 2, Lines 97-102] 

DuFour (2004) identifies a focus on results as one of three core principals guiding professional 

learning communities. Rachel has worked to establish an environment where teachers understood 

they are accountable for improving student achievement.  She set out to accomplish this goal by 

using data as a tool to help the teachers focus on student performance and key in on the academic 

weaknesses of the children.  King (2002) identifies the use of data to inform decisions as one of 

the characteristics of instructional leaders.  Through spending a great deal of time discussing 

student achievement and using data to inform instructional decisions, Rachel has worked to 

convey to the staff not only her high expectations for them but also that she was going to provide 

them with tools to reach her standards. 

Rachel’s push for change as a new principal in a school with a veteran staff did not come 

without challenges.  The school had not been as focused on student achievement as Rachel 

would have expected, but she knew coming into Benton Elementary that the school’s recent 

grades were below what district administrators wanted.  With her supervisors expecting her to 

improve the school’s grade, Rachel set out to establish a new school climate with a greater focus 

on accountability.  However, working with a veteran staff proved challenging for Rachel. 

Because you are in the school, [culture] really affects everyone in the building, new staff 
coming on, it's a constant, it's a battle.  As an administrator you try to create a positive 
climate.  When you have often very veteran teachers who are resistant to change, who want 
it to be ‘traditional.’  They want to hang on to the traditions that sometimes are not always 
positive for kids.  That is definitely something I have had to face here at Benton.  When I 
got here, the average teaching experience was 26 years. . . the average.  I had many 30 
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plus.  And there were a lot of traditions in place that had passed their time, in my opinion.  
This school was a low “C” school, dropping rapidly to a “D” and one of the things that was 
brought out in the interview was ‘How are you going to change the school?’  I had done 
the research to know a lot of things that needed to happen.  I think that is part of the reason 
I got the job because they thought that I could do it.  There were things here—traditions—
like they had club day all day Wednesday.  There were no academics done on 
Wednesdays.  And the school day is too short.  Unfortunately that is something you cannot 
have.  They had four and five art/music productions which are wonderful and are important 
in elementary schools, but you can’t practice for 12 weeks during the school day for things 
like that.  They were not spending enough time on reading, writing, and math.  That was 
the bottom line.  But those were traditions that a lot of people here believed in, and they 
were wonderful. [Session 1, Lines 85-101] 

Challenging those old traditions was something Rachel had to do in order to change the focus of 

the school.  Rachel understood that more instructional time was needed to improve test scores.  

In order to bring the school’s grade from a low “C” up to an “A” or “B,” Rachel knew she had to 

make some significant changes at Benton. 

PDS and the School Mission 

Besides looking at student achievement data, Rachel had some other ideas for how to 

improve the school.  Inclusion and small group instruction were two strategies Rachel believed 

could change or influence on student achievement at Benton.  Working with a veteran staff 

accustomed to traditional approaches to classroom instruction and a traditional pullout program 

for exceptional education students (ESE), Rachel knew she would have to provide a great deal of 

support to help transition her staff into implementing their use.  The offer to participate in the 

PDS program provided Rachel with an opportunity to get additional support for transitioning her 

school from traditional instructional strategies to small group instruction and inclusion while still 

reaching toward improving student achievement.  Some negative experiences with interns and 

pre-interns that had occurred at Benton in the past, made Rachel cautious at first about 

participating in the partnership.  She then decided to bring in a university representative to 

describe the new program. 
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The combination of bad experiences plus my pressure on them for accountability, they 
didn't want any part of interns.  The model had changed and we were pushing small-group 
instruction.  And having the pair of pre-interns, the teachers could see, “Okay maybe this 
small-group instruction could work better with two extra set of hands,” and that maybe 
more individual needs could be met so their [learning] gains may grow.  So their interest 
was piqued from that. . . . [Session 2, Lines 102-110] 

And then when they saw it for one semester, they bought into it. That they are being held 
accountable, and I'm expecting them to give over [instructional responsibility] to 
somebody, you know, not experienced.  And so we talked about that our mutual goals were 
small-group instruction, more of a coaching model, that's the goals of the PDS and that's 
what we are working towards, and the people that want to move towards that in their 
classrooms are the people that we want involved.  That was a change for a lot of them 
because it was the traditional school with direct instruction.  I think they bought into it 
enough to try it at least for a semester, see how the gains went, see how they liked doing 
the more coaching. . . and they are evolving in that role. [Session 2, Lines 182-190] 

The design of the PDS program was a good match with Rachel’s plans for improving the 

performance of the school’s students.  Seeing enough teachers interested in participating in the 

program, Rachel agreed and allowed Benton to be a PDS school for one semester.  The interested 

mentor teachers looked forward to the assistance the pre-interns could provide in helping them 

move away from traditional, whole-group instruction toward small group instruction, coaching, 

and inclusion.  But they were somewhat reluctant to participate because of the new 

accountability standards established by Rachel.  After a successful semester as a PDS, the 

teachers were willing to continue the partnership work.  Rachel’s strategy of letting the teachers 

decide about participation in the PDS work after being given the information on the program was 

successful. 

Establishing the PDS partnership had become a major vehicle in how Rachel worked to 

change her school.  Rachel’s PDS vision integrates the PDS with her school improvement goals.  

Hirsch (2004) supports the integration of staff development goals with school improvement 

planning.  How Rachel went about preparing the teachers for the PDS demonstrated one of the 
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ways she enacted change.  Although Rachel provided the staff with a description of the program 

before it started, the next steps in implementing the work were less structured. 

Well, we kind of threw them into it to start with.  I think we just talked about my being a 
part of the mentor meetings, and we talk about when issues come up or, when I see 
opportunities for me to put something into the conversation.  This is a good time to talk to 
them about. . . . this is an example, the last mentor meeting we were talking about 
planning.  ‘You've got to really not just show them your plans, but you have to plan it out 
loud so that they see, or hear the process that you go through.’  And I said, ‘Because when 
they look at the plan, they have no idea what you were thinking.  Why did you choose this 
activity? Why not this activity?  Why are you choosing to use manipulatives? Why are 
you. . .’ I said, so, I bring it up, ‘This is a good time now that they are teaching and they 
are making plans, now would be a good time for you to sit down and plan with them and 
think out loud.’  And so, I just, being a part of the mentor meetings, when I see 
opportunities like that, when they start talking about little things. . . . I am like, ‘You guys 
remember that you've got to plan out loud.  You have got to show them more.  When they 
see you do small group and they see you do this, make sure you, afterwards  tell them out 
loud.’  I just kind of give them reminders. . . . [Session 2, Lines 529-542] 

Rachel attended the mentor teacher meetings to assist them in their coaching of the prospective 

teachers.  Through assisting her teachers in mentoring the pre-service teacher, Rachel was able to 

improve their skills and confidence.  Meetings with the mentor teachers provided Rachel with a 

platform to help shape the PDS work at Benton and work toward achieving her goals for the 

school.  Her methods for assisting the mentor teachers in becoming more competent and 

confident coaches are a common way Rachel works toward change at the school.  Interacting 

with her staff and guiding them through changes in smaller, less threatening settings is one of the 

ways Rachel facilitates change at Benton.  

Principal as Collaborator 

The theme principal as collaborator is visible in Rachel’s work at Benton.  The partnership 

work is used by Rachel to assist her in enacting her beliefs in order to work toward the school 

improvement goals she has established.  The PDS partnership has facilitated collaboration 

toward achieving school improvement goals at the school in two ways: (a) Rachel is more 



 

216 

directly involved with the prospective teachers, and (b) Rachel collaborates more with university 

personnel. 

Responsibility for interns 

The PDS partnership work has had an impact on Rachel’s involvement with the 

prospective teachers in her school.  By having a larger number or pre-interns in the building, 

Rachel has begun to see herself as having more of a responsibility for ensuring they have a good 

learning experience at Benton.  Rachel acknowledges the increase in her involvement and 

responsibility for the program. 

I think before when there were three or four interns, I never really took on the role of me 
being responsible to see that their role was successful as much.  I mean sure, I wanted 
those interns to leave here and say, ‘Wow that was a good experience.’  But I think that I 
have taken on so much more responsibility now that there are 18 of them out here.  And 
that it is my responsibility to make sure… like the semester with the pre-intern that was 
really having a bad situation with the teacher and the teacher was not happy and she was 
not happy and it kind of fell apart all semester.  I really had to take some leadership in that.  
The supervisor wasn't quite sure how to deal with it because she was dealing with a pretty 
strong personality on my teacher’s behalf too.  And she knew that she was my best teacher 
in my school so she kind of left it, she came to me and said, ‘Alright, we've got a bad 
situation.’  And really I took on the leadership on, ‘This is how we are going to deal with 
it.’  I think that has caused me to just become more of a leader in general of that whole 
group.  Yes they are supervised by the university person, but I take it on as my 
responsibility now to make sure they have a good experience, that they are well-trained, 
that they are with good mentors and that they leave here well-prepared as much as we can 
to be a first-year teacher. [Session 2, Lines 265-279] 

Rachel’s hands-on approach to dealing with issues in her school caused her to become more 

active in the daily operation of the PDS program.  Her involvement with a difficult situation 

served as a springboard, thrusting her more fully into the work of the program.  Even though a 

field supervisor is present to deal with minor situations that may arise in the program, Rachel 

does not use that as an excuse to avoid the problem. Another example of how Rachel is highly 

involved in the program was shared through this story. 

We had one pair that worked with a teacher and one was very dominant and one very shy.  
And so the mentor teacher and I didn't have too much interaction with the students, but the 
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mentor teacher and I had several conversations on how we could, how she could structure 
things to let this shy [intern] come out a little bit and the dominant not be so dominant.  We 
talked about things like, we brainstormed how could we, how could she arrange where 
instead of them both teaching a lesson, maybe alternate this week in science you're going 
to teach and next week in science you're going to teach.  So that allowed the shy student 
come out a little more.  And we had probably three or four different conversations about 
how that was going and brainstorming sessions on how to improve that work.  And then 
her inviting me to the class to specifically catch when the shy one was teaching so that then 
I could follow up and say, I saw you teaching.  You were wonderful.  And really praise 
her.  When, usually my walk-throughs happen randomly.  When I don't have anything 
pressing at the moment, I get up and go.  And usually it is in the morning… I hit it more in 
the morning because the primary grades are teaching reading and that's when I try to like to 
go through them.  So I usually hit more the mornings.  But we would plan me coming at a 
certain time so I would catch that [shy] girl teaching so then I could then, that afternoon 
tell her… and really praise her, because we felt like that would bring her shyness out if she 
got some praise, specifically from me on her teaching.  And it did, and it worked.  Then we 
talked a little bit and then she would go back to class and say, ‘Miss Redd. . .’ and the 
teacher would come back around and say, you know she said she really was excited that 
you saw her teach.  So that was kind of a neat interaction that we worked through and 
talked about how to bring out a shy one versus a dominant one when there are pairs. 
[Session 2, Lines 658-679] 

Although this issue could have been handled by the field advisor, the teacher came to Rachel for 

assistance.  Following through with her commitment to the mentor teachers, she took a very 

active role in helping find a solution for the problem. When the staff agreed to consider 

participating in the PDS program, Rachel assured them that she would not allow the situation to 

become negative as they had in the past.  Through her consistent involvement, Rachel has been 

able to follow through on that commitment. 

Besides sending a message to the mentor teachers that she is willing to collaborate with 

them to improve the PDS program, Rachel’s high-level of involvement with the program has 

helped her become more connected with the pre-service teachers at Benton.   

[I have] More [interaction with] interns than pre-interns, but I think definitely because of 
this, they interact with me so much more in the PDS.  I think they are more comfortable 
with coming to my door.  Interns definitely, they come and talk to me just like some of my 
teachers do. [Session 2, Lines 683-685] 
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Rachel credits the PDS program as making the difference in the amount of interaction that 

occurs between her and the pre-service teachers.  As she continues to build relationships with her 

faculty and staff, Rachel is also working to become closer to the university students. 

University Partnering 

Rachel’s collaboration with the university through the PDS work has helped define her role 

as a principal.  While helping with the development of the PDS program at Benton and in the 

district, Rachel has also been growing in her role as a principal.  Rachel’s collaboration with the 

university has expanded beyond what typically occurs as a part of the PDS program.  Because of 

the relationship and having a clear vision of where she wanted her school to be headed, Rachel 

sought help to improve writing instruction at Benton.  As a result, university personnel not 

affiliated with the program have been working at the school. 

When I was a teacher, I never saw the university in my school, not at all.  I think more 
professors are building relationships with principals and with teachers through the PDS 
work.  Marion is in our school, observing teachers, observing kids, studying kids’ writing.  
I think the more relationships we can build like that, the more connect there will be on 
what we are dealing with in the classroom day and what they're teaching at the university 
because, you know Cozette, she's in schools a lot and she knows what kind of kids we are 
dealing with, that are coming to school with issues that they are dealing with. [Session 3, 
Lines 456-462] 

Rachel sees the PDS work as a tool for building relationships between school and university 

personnel.  She values this connection even though it is contrary to her past experiences with 

university and K-12 collaborations.  Rachel believes that through stronger relationships, the 

university personnel will be better informed about the issues faced in schools. 

The collaboration has in some ways changed how Rachel goes about implementing 

change.  It is not uncommon for Rachel to solicit help from other university personnel based on 

the needs of her school. 

The other role I guess is, now that I have a connection with the university with a few 
different people, for instance this summer as we are going into full inclusion.  I was 
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already thinking, ‘Who can I call at the university’ to go ahead and develop a partnership 
about inclusion that can help us with resources.  And before that wouldn't have been my 
initial thought.  I would think, ‘Yeah I need help, but I. . . .’ Now I pull out the College of 
Education directory.  I look up who is expert in this and I will call them.  I am not hesitant 
to do that now. [Session 2, Lines 410-415] 

Rachel’s experiences as the principal of a PDS partner school have provided her with the 

initiative to obtain help from the university as she thinks about making changes at Benton.  The 

collaboration has become a tool to assist her in the growth and development of her school. 

Principal as Culture Maker 

The theme principal as culture maker is connected to Rachel’s actions to transform her 

school through the introduction and development of the PDS program.  Rachel has set out to 

build a new culture at Benton in two ways: (a) through training her current staff and hiring new 

teachers she is building a new school culture, and (b) using her work with PDS partnership to 

facilitate a change in the school culture. 

Staffing 

 Having a strong belief in establishing a positive culture in her school, Rachel has set out 

to create a staff that accepts her philosophy and is willing to work toward established goals.  One 

of Rachel’s approaches to building the culture she wants at Benton has been through her hiring 

practices. 

But due to growth and due to retirement, I’ve been able to replace a lot more staff in the 
last two years.  My first year, I think I only hired one and the second year maybe two.  But 
the last two years I have been able to hire five or six each year.  So probably almost half 
the staff now I've hired.  Of course I try to hire people who believe in inclusion, believe in 
the PDS, believe in the things that I want to have happen.  And so I really think, most of 
them are, I tend to hire very vocal, strong people.  And I think they would be active in 
keeping going a lot of the things that we have.  But I think it all depends on the leadership, 
who comes in behind me.  I mean everyone comes with things they want to do and 
directions they want to take the school.  If someone came in behind me that had different 
direction like in regards to inclusion then they are going to make some policy decisions 
that could really affect that.  But I really think that a lot of the people that I have hired are 
vocal enough and are willing to stand up and say ‘This is what's best for kids and we want 
to do this.’ [Session 3, Lines 66-77] 
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As her time at Benton has grown, Rachel has been afforded the opportunity to build a staff 

that supports her goals for the school.  Hiring teachers who hold similar beliefs about inclusion 

and small group instruction as well as a willingness to participate in the PDS work, have been 

ways that Rachel has supported the PDS work at Benton and tried to build school culture.  After 

four years as principal, Rachel believes she has developed a staff who would support her goals 

for inclusion and small group instruction even if she were to leave Benton. 

As she works to build a staff that reflects the culture she is trying to establish, Rachel 

continues to hire new teachers. When interviewing candidates for teaching positions, Rachel asks 

them questions to see if they have similar philosophies about inclusion and small group 

instruction. 

PDS program 

One deliberate step in her attempt to change the culture of her school has been the way 

Rachel has set out to integrate the PDS work into the school.  Rachel has become highly 

involved in the work associated with the PDS program.  While some PDS principals change little 

in their daily practices to accommodate the program, Rachel makes a concerted effort to include 

the prospective teachers into school activities as though they were members of the faculty. 

Before PDS for sure, we had very few interns.  We had a few interns here and there.  I 
would see them when I go through my walk-throughs almost daily.  Not too much 
interaction with them, you know I would meet them, say ‘Hi,’ no working with their 
assignments, no training them in any way, just casual conversation in passing, probably.  
With the PDS's, I get to. . . first I put a real effort into making them a part of the school, 
when I probably should have before but, with the interns they would come second week of 
school and the university person, I sometimes even just occasionally saw.  So there was no 
real relationship.  With the PDS, they all are truly a part of our school and so everything I 
did for the teachers to start the year off I did for pre-interns and interns.  I made them name 
tags.  I invited them to our breakfast.  I did for them almost everything I did for teachers.  
Because the PDS model, they are so much more a part of our school and the supervisors 
are so much more a part of our school.  I mean, they know what school improvement says, 
they know what we are working on.  They know, they just know so much more than 
before.  I get to know them very well from meeting them the first morning of preplanning 
at the breakfast and introducing them.  That afternoon I met with them again and did an 
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orientation of our school.  Within two or three weeks, I was back with them as a group 
training them on data-driven instruction.  Within a few weeks after that, I was back in 
teaching them about school grades.  So I mean I had all these interactions with them as a 
group, and plus me walking through daily into all their classrooms and seeing them teach 
pretty quickly and be real involved.  They all come to IEP's.  They all come to parent 
conferences that I am at.  It is so much more of an interaction instead of casual. . . every 
couple of weeks I am meeting with them as a whole group and talking to them for an hour 
and a half.  And they are so much more a part of the staff because there is a larger group 
too, I think, and because the classrooms [teachers] talk more too.  I think previously, when 
there were three or four interns, they didn't really get together as a group.  They didn't have 
class here.  They were just kind of individual isolates.  Now, they meet class here.  Our 
group of teachers meet together monthly to talk about mentoring and what's going on.  
There's so much more group interaction now, and with me, and with, I think, my BRT and 
CRT.  They've both also been training with the pre-interns.  My BRT did a whole 
presentation with them on discipline strategies and Jessica has done reading strategies and 
intervention strategies with them. [Session 2, Lines 214-242] 

The pre-service teachers are involved in the daily operation of the school.  They are treated as 

faculty members.  Beyond that, Rachel is very active in their work as university students.  Not 

only does she visit them in their classrooms but she also gives talks in their seminar class on 

various topics.  Further demonstrating her commitment to making the PDS program part of the 

school culture, Rachel also encourages other staff member to present in the seminar class and 

share their expertise with the pre-interns. 

Rachel believes her work with the university and PDS program has assisted her in moving 

the teachers closer toward the goals she has set for them.  The teachers are becoming more 

accepting of non-traditional strategies.  By having mentor teachers and pre-service teachers on-

staff using small group instruction and ESE students enrolled in inclusion classes, the rest of the 

staff is able to see how those strategies can be implemented effectively and have a positive 

impact on student achievement. 

And that has really changed here because, as I said before, this was a very traditional 
school.  Everyone did whole group instruction.  Even the younger teachers that were 
trained under the veteran teachers here were very much whole group, direct instruction 
even though the university was touting. . . .  We tend to blend into the culture that you are 
in.  I think enough people now have changed.  I mean there still is definitely a lot of direct 
instruction, but many of those are tinkering with small-group instruction, especially the 
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ones that are involved in the PDS because of the pre interns.  Then there are several newer 
people on staff who do total small-group instruction.  And we study a lot of data and my 
staff pays attention to the other teachers’ data.  And so when they see a class they know is 
complete small-group instruction and they see that their data is much higher than theirs, 
they are competitive enough to say, ‘I want to know what she is doing,’ or ‘I want to go 
see her,’ or ‘I want. . . .’  So that is a good change for sure in our culture.  That we are 
constantly learning.  That we are moving to more and more meeting individual needs, 
moving to inclusion was something that. . . there are people here that don't believe in it.  
They know I do and I have enough staff that believe in it, so we group the kids and I have 
about two teachers in each grade that believe in inclusion and want to do it and are willing 
to do it. And I think at the end of this year there will be a few more that step up and say, ‘I 
think I want to do that,’ because they have seen the positives coming out of those 
classrooms.  They are seeing how much the kids grow.  I show the data all the time on the 
ESE kids that are in included that are growing, that really didn’t grow a whole lot in the 
pullout. [Session 3, Lines 397-416] 

The partnership with the university has helped Rachel show her staff that inclusion and small 

group instruction can work.  Through looking at the data produced by teachers using small group 

instruction and sharing the scores of ESE students placed in inclusion classes, more of Rachel’s 

staff members are accepting these strategies as viable methods that can increase student learning 

gains. 

Principal as Protector 

In her role as PDS leader, the theme principal as protector emerges from Rachel’s work.  

Combined with her beliefs about school change and culture, Rachel stands in a role of protector 

for her staff.  Rachel serves as a filter for her staff by limiting the type and amount of pressure 

that may come from outside the school. 

While she places high expectations and has pushed, often hard at times, to instigate 

change, Rachel is very protective of her teachers and their time.  In her role as protector, Rachel 

positions herself between outside forces and her teachers to limit actions that could cause them 

discomfort.  Despite her strong belief in the benefits she is receiving from her work with the 

university, Rachel still situates herself as a middle man and challenges situations that do not 

match with the immediate needs of her teachers. 
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One thing I really have to watch is like the mentor meetings.  If we say they're going to be 
45 minutes, really keep them to 45 minutes.  Sometimes when outside people come in, 
university or whoever, they have no concept of a teacher’s time and day.  You know, that 
they’ve got a lot to do in the afternoons and they can't just chat for hours and hours and 
hours.  We've had that experience this year.  Marion and Karen Grove, this was the first 
time that Karen has been out here, wanted to work with third-grade.  They have a lot of 
inclusion kids and lots of severe ESE kids and are really worried about FCAT and how to 
get these kids prepared and how it is going to affect their scores and our school grade and 
all that.  Marion and Karen had some ideas so I had them come in and meet with the third-
grade team but it was obvious they are on overload and they don't want to sit and talk for 
an hour and a half on theory and. . . .  I really try to be a those meetings because of that.  
They don't feel like they can say, ‘We’ve got a lot to do today.  We can’t sit here for an 
hour and a half and just chat.’  With me there, and I can read their body language because I 
know them well enough by the things they say, that I can say, and I did, I had to finally 
say, ‘It is obvious that you are under a lot of stress and worry.  I was trying to help and 
bring some resources.’  They said ‘We just feel like we've been staff developed to death 
and we’ve got things that we want to work on from the last staff development and we don't 
want to move into another direction yet.’  And I was proud that they were able to say that.  
I was a little. . . Karen's first interaction with our school, this is what she got.  But I told 
them, and Marion I think helped because she said, ‘You know, I understand.  They are 
under a lot of pressure.’  This is third-grade.  I think you would probably find that with any 
third-grade group of teachers in the state.  They are under a different pressure than 
anybody else.  And now is not the time.  I mean, after FCAT, we'll plan something and you 
can come back.  They will be a different group after the FCAT.  And that is why I like to 
be there because I can control. . . I can read them and say, ‘It is obvious that you all are. . . 
right now is not the right time to do this.  So let's reschedule this for in the spring’.  If I 
wasn't in the meeting, they would sit there and they would just be mad afterwards. [Session 
3, Lines 341-366] 

Rachel recognizes how the pressures of accountability impact her teachers.  Knowing this, she is 

selective in when and how she pushes for change.  When two university professors visited 

Benton to provide possible solutions to an issue related to reading, the staff development activity 

was not well received by the staff.  Even though Rachel was very accepting of the ideas being 

offered, she knew her staff was feeling overwhelmed so she ended the session prematurely.  She 

committed to her university partners to re-visit the issue at a later time, but placed the needs of 

her teachers above the collaborative efforts with the university. 
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Principal as Inquirer and Learner 

The theme principal as inquirer and learner is connected to Rachel’s actions to improve her 

own skills as a PDS principal and those of her staff.  Two components emerge from the data on 

her role as a learner: (a) Rachel’s beliefs about the role of research and theory in connection with 

classroom practices, and (b) Rachel’s belief that everyone should continue to learn. 

Theory 

Rachel has some strong beliefs about the role of research and theory and its connection to 

classroom instruction.  After entering the teaching profession, Rachel felt that her university 

education had failed to provide her with the skills she needed to successfully navigate the day-to-

day challenges of teaching. 

Well, I think until you get to the internship part, which was really at the end, it is a lot of 
theory.  The university was very into whole language then.  I got very little instruction in 
teaching kids how to read with phonics and you know how that swings occasionally.  They 
were very into whole language and introducing all kinds of literature into the classroom 
was very strong when I came through Proteach.  I think it was a lot of theory based, when I 
am not sure how reality based it was when you hit your internships and you see ESOL 
kids, you see ESE kids.  I didn't feel prepared for that.  I didn't feel like the coursework 
prepared me for that.  Only when I became a teacher and experienced it day-to-day, talking 
about issues with your team and we did do some in-service did I feel like I could start 
meeting those needs.  So there was some disconnect between theory and practice and what 
reality, face-to-face when you got into the classroom. [Session 1, Lines 258-268] 

As a learner, Rachel wants to be exposed to information and skills that she believes will have 

practical applications. As a university student Rachel explained that she was only taught how to 

teach reading using the whole language approach.  This left Rachel feeling inadequate when it 

came to teaching reading once she became a teacher, feeling that she needed to have been 

exposed to instruction in the use of phonics.  This experience with whole language has made 

Rachel very cautious in dealing with theory, questioning if it will assist teachers in meeting the 

needs of their students.  Yet, despite her reservations about theory and research, Rachel has still 
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placed a great deal of trust in her university professors to assist her in her school improvement 

efforts. 

Everyone Learns 

Rachel believes it is important for everyone on staff to continue their role as learners.  

Numerous researchers support her stance on the importance of everyone in the school 

community acting as learners (Barth, 1990; Bowen & Adkison, 1996; Cramer & Johnston, 2000; 

Fullan, 2002; Lee, 2002). Her work with the university has made it easier for Rachel to provide 

learning opportunities for her staff.  Additionally, Rachel continues her own quest for 

knowledge. 

I think that constantly learning, we are all learners.  We are seeing the neophyte learners, 
the pre-interns.  But we are all still learning.  I mean that relationship of them bringing 
things from the university, us sharing things that are more reality versus the university.  
What we are really doing within classrooms, the university is not always right on with 
what we are really dealing with.  I think that sharing back-and-forth of knowledge, 
research, best practices of things that we have seen that work with rural kids.  I think we 
are all a community of learners.  They see me learn all the time.  When we started working 
on writing, I had a teacher, from the mentor group as a matter of fact, that wanted me to 
come in and teach a writing group because we were talking about doing small-group 
writing.  I want you to come in and I said, ‘I do not feel like I am prepared to do that. I was 
a science teacher. I do not know how to teach writing.  I am learning right along with the 
rest of you and I am doing the book studies and reading the books right along with you all.  
I am attending the trainings right along with you.  I am learning just like you all are 
learning.  I'm not ready.  I'm not prepared to do a writing small-group yet.  I mean, you've 
been teaching writing for 20 years.  I have never taught writing.’  And so immediately, I 
think they see me as a learner too.  And I think that is important.  You know, my BRT and 
CRT are active learners.  They are taking classes.  They are doing book studies.  I think if 
anything, that is what I hope we have cultivated here is that ‘We are all learners and we are 
constantly looking to improve’ because we are constantly hit with different kinds of kids 
and different issues and there is no one answer for everyone. [Session 3, Lines 379-397] 

Rachel is very open with her staff about the importance of everyone continuing to learn and 

grow.  When asked by a teacher for assistance with teaching writing, Rachel shared with the 

teacher that she was uncomfortable providing that assistance because her background was in 

middle school science.  Because of a desire to become a better coach for her teachers in the area 
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of writing, Rachel enrolled in a doctoral program and took several courses related to teaching 

writing.  

Besides serving as a role model by returning to school, another way Rachel has encouraged 

adult learning in her school is by selecting books that the entire staff is invited to read.  She was 

exposed to these books as part of her work at the university and her collaboration with Marion.  

To facilitate teacher learning in these readings, Rachel holds discussion groups about the 

assigned chapters and has even facilitated the most recent one online.  The participants in the 

online reading group include staff members and university personnel. 

I have about 14 teachers and Mariann, Desta, Desta's mom from [a nearby university], 
Marion, I guess that is it for the outside people.  And they really don't as much post as they 
watch and then when Marion comes to talk to the writing committee, she talks about some 
of the things that she has seen in the book study.  And I am actively reading the book with 
them even though I've read that book before.  I’m reading it with them and I'm posting 
reflective questions after each chapter.  I think that's important.  I gave a training for 
people in the district on how I am doing it.  Somebody in a training said, ‘Why don't you 
just post all the questions and then you are done?’  Well that is not me truly involved.  I 
think my teachers see that too.  I have always tried not to ask them to do things that I am 
not willing to do.  Like I am doing the reading endorsement because I have asked, I have 
people here working on it so I'm working on it too.  I think that is important as principal, 
for them to see me as an active learner and actually doing the things they are doing too.  
You know, me going to kindergarten classrooms… the kindergarten teachers said ‘How 
many principals know much about kindergarten?  But you do because you are in our 
classrooms all the time and you come to conferences with us and sit in the workshops and 
learn just like we do.’  I think we have better conversations about learning because of that, 
because I have been right there with them. [Session 3, Lines 141-156] 

One of her peers suggested that instead of posting the questions at the end of each week for the 

book study, Rachel should post them all at once and then she would be done.  Rachel explained 

to her friend that by doing so, she would not be as involved in the book study.  The questions 

needed to be tailored to the discussions as they were developing.  Even though it would have 

been easier, Rachel wanted to make the online book study a dynamic learning opportunity that 

would best serve the needs of the participants.  This demonstrates that Rachel is building her 
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school culture by demonstrating her high level of involvement and willingness to learn alongside 

her staff.   

Principal as Knowledge Broker 

The theme principal as knowledge broker is connected to actions that Rachel takes to 

facilitate the distribution of knowledge. She believes this knowledge is important to the progress 

and success of her school and the PDS work.  Rachel is directly involved by providing 

workshops and instructing pre-service teachers at her school.  Rachel also brokers knowledge for 

her teachers in order to improve their skills as classroom instructors. 

Based on her experiences as a university student, Rachel wants to ensure that the 

experience the pre-service teachers have at Benton provides them with the best training they can 

receive.  Rachel feels a great deal of responsibility for the information given to the pre-interns at 

her school.  She wants their experience at Benton to be both positive and relevant. 

I go to the seminar every semester and do a couple of lessons.  I've taught them about 
school grading, about data-driven instruction, about IEPs and Special Ed and 504s.  I've 
done several trainings about different things for them and every time Desta or, Charles, or 
whoever’s doing the seminar says, you should be teaching this class.  And so that is kind of 
how it went. . . .  I plan on doing it next semester.  It will be interesting to see. [Session 2, 
Lines 129-134] 

Rachel has taken the time each semester to visit the pre-interns seminar to give them information 

that she feels is very important to their future success as teachers.  Just as Foster, Loving, and 

Shumate (2000) found in their study of effective PDS principals, Rachel believes in sharing 

responsibility for the mission of improving the university’s teacher preparation program.  With 

her consistent pattern of being highly involved in the PDS work, along with her willingness to 

present at the seminar, Rachel was invited to serve in the role of seminar instructor in the spring 

semester of 2007. 

I think with me teaching the seminar class, the mentors’ active involvement in the 
assignments and really, because at seminar, I mean at the mentor meetings. . . I am going 
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to be the one giving the assignments.  I mean there are going to be some the university 
requires that we can tweak and I think they will see that as they will just jump right in 
because I am the teacher.  They see, ‘Hey we can completely control this to some degree.’  
I think they will really get involved in the assignments.  One of the things that we're going 
to talk about, next week as a matter of fact, is what are the things, we need a list, and we've 
talked about this some before, but I want it officially down.  These are the experiences that 
we want the pre interns to have during their semester and I need to make sure that it 
happens through seminar or through during their day.  I think they will get really involved 
in that, really thinking about these are the things that they really need to be exposed to, 
experience while they're here.  And us actually get down an actual list that they all agree 
to, that we’ll all make sure that they experience while they're here.  We've talked about it 
like we've talked about, I did their training with them on IEPs and we've talked about in 
mentor meetings.  I just trained them on IEPs.  Make sure you take them to an IEP.  But 
we've never really formalized ‘These are the experiences we want them to have.’  You 
know, if they happen to get placed in a classroom that is not inclusion, spending some time 
in an inclusion classroom would obviously be important.  We want them to have 
experience. . . I think they will really get into that, of controlling the assignments and 
experiences we want them to have.  I think, I really hope that a few of them really will step 
up as leaders of that and then as we evolve I could possibly turn it over to one of them to 
do.  They couldn't teach the seminar because it is during the day. [Session 3, Lines 267-
287] 

Rachel has used her interactions with university personnel and as a presenter or instructor of the 

seminar to have a role in what information is given to the pre-interns.  It is important to Rachel 

that she has a say in what experiences the pre-service teachers have while they are at Benton.  

When several assignments her mentor teachers felt did not match the needs of the prospective 

teachers or their role in the classroom, Rachel contacted university personnel to challenge them 

as requirements.  Rachel is very assertive when it comes to structuring the PDS program to fit the 

needs of her school and the university students at Benton. 

In her role as a knowledge broker, Rachel has solicited the university to assist her in 

providing her staff with training in areas that would enhance their skills as classroom instructors. 

Cozette led me through conversation of what are the school improvement areas that you 
really want to work on.  I brought up the writing, so she suggested I talk with Marion and 
introduced us. . . .  I introduced her to the staff and let them know that she was an expert in 
writing, which I was not and needed a lot more information so that I could even help move 
us in that direction, that she was just going to help us.  That she was going to offer 
suggestions.  She was going to come to the school and work with the writing committee 
where we would bring student work to the meeting and we would take a look at it and 
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brainstorm with her expertise and come up with things we can do to change and try to help.  
[Session 2, Lines 347-353] 

Rachel used her relationship with the university to help compensate for weakness she felt in her 

own ability to lead her staff.  Rachel’s concerns about a perceived weakness in her ability to 

assist the teachers in the teaching of writing caused her to seek assistance from the university.  

Rachel used her leadership role as a PDS principal to broker knowledge to assist her teachers in 

their efforts to achieve the high expectations she had set for them. 

Summary 

Rachel’s role as a PDS principal is built around her focus on school improvement.  She 

structures her work with the PDS to match the overall needs of her school and staff.  Through 

integrating the PDS work into the culture of the school and using the resources of the program to 

facilitate change, Rachel made deliberate moves toward her goals for school improvement.  

In her role as change agent, Rachel takes steps to move her staff away from traditional 

teaching strategies.  Rachel has solicited help from the university to obtain resources for her staff 

in the form of staff development training in inclusion and writing instruction. With the intention 

of improving student achievement, Rachel holds her staff accountable by using data to have the 

staff reflect on student learning gains.  Also, Rachel has molded the PDS work into a form that 

she feels best suits the needs of her teachers in order to assist them in producing better learning 

gains in the students.  Rachel has made the partnership a collaboration where the university assist 

her in reaching school goals. 

As a collaborator, Rachel works closely with university personnel to oversee the success of 

the partnership work.  Rachel is willing to present at conferences to assist the university in 

sharing the story of its PDS network.  Also, Rachel is actively engaged with the pre-service 

teachers through teaching their seminar, visiting them in the classrooms, and making them feel a 
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part of the faculty.  Rachel also engages in conversations and activities with the mentor teachers 

and field advisor to address challenging situations that may occur with pre-intern placements. 

Additionally, through her mentor teacher meetings, Rachel is interacting more with her staff and 

gradually giving them the confidence to play a part in the design of the PDS program. 

Rachel’s role as a culture maker is strongly connected to her push for change.  Rachel is 

striving to integrate the PDS work into the school culture.  Rachel envisions the partnership as a 

strategy for helping her improve student learning at Benton, and she works to modify the design 

of the program to assist her in reaching her goals.  Through the hiring of new teachers with 

beliefs similar to hers, Rachel is creating a critical mass of teachers to make inclusion and small 

group instruction the new teaching tradition at Benton.  Rachel’s work as a culture maker causes 

her to always bring the focus back to accountability for student learning. 

Learning is important to Rachel.  In her role as an inquirer, Rachel encourages everyone at 

Benton to continue their learning.  Besides providing multiple trainings for her staff and 

conducting book studies, Rachel has “walked the talk” and returned to school to earn a doctoral 

degree.  Many of these learning opportunities were a result of her work with university personnel 

through the PDS partnership.  This PDS connection has also guided Rachel to a more positive 

outlook on the use of theory and research in the classroom.  Rachel is more willing to use theory 

and research as long as she can see that it connects to a specific need at the school. 

In her role as protector of teachers, Rachel has carefully guarded the time of her staff.  

Having an understanding of the demands on their time, Rachel has limited outside activities and, 

in some cases, ended them.  When a requested in-service training began to lead the teachers to 

feeling overwhelmed, Rachel abruptly ended the workshop. Also, Rachel has placed herself in 

the role of protector by making sure the PDS work is designed so that it is the best use of time 
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for practicing and pre-service teachers.  Rachel will contact university personnel if she feels an 

activity needs to be challenged because it does not fit her vision for what the teacher education 

program should be. 

Lastly, Rachel’s role as knowledge broker can be seen in how she selects learning 

opportunities for her staff and prospective teachers at Benton.  Rachel took the time to present at 

the pre-intern seminar before she served as the full-time instructor.  Rachel did this to ensure the 

quality and content of what the pre-interns were being taught matched her goals for the 

partnership and field experience at Benton. Also, to assist the teachers in their work on school 

improvement goals, Rachel conducted book studies related to writing.  Rachel selected the books 

and determined the content of questions to be discussed. 

Looking at the six themes through the lenses of the Four Frames, there is a great deal of 

overlap associated with Rachel’s work as a PDS principal.  While the other two principals were 

working in desirable school cultures which they had had time to help establish, Rachel was in a 

position where she had to create the culture.  The themes change agent, culture maker, 

collaborator, inquirer/learner, knowledge broker and protector can be viewed from all four 

frames: structural, symbolic, political, and human resource.  The actions Rachel takes in these 

frames serve multiple purposes all at once.  For example, as a knowledge broker, Rachel’s efforts 

to bring in additional training for the teachers include: (a) working to improve the teachers’ skills 

toward the goal of improving student achievement (structural); (b) matching the teacher’s needs 

for improved skills in instructing students (human resource); (c) building a culture of 

professional growth and learning for all the adults at Benton (symbolic); and (d) building a 

coalition of teachers to support the goals of accountability by ensuring all are trained in the 

methods Rachel prefers (political).   
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Also, there is a great deal of overlap in the themes for Rachel.  The human resource frame 

activity of matching the needs of the staff to the needs of the organization exists in the themes or 

culture maker, inquirer/learner, protector, and change agent.  The symbolic frame, with a focus 

on culture can be used to view each of the themes through Rachel’s push to establish a culture of 

accountability, collaboration, and continuous learning.  The political frame, with Rachel’s work 

to build a coalition of teachers, set her agenda, and allocate and protect resources such as 

teachers’ time are present in each theme as well.  Structurally, the focus on the school mission of 

improving student learning is common to each of the themes. 

The frames and themes for Rachel are densely intertwined.  The task Rachel has faced in 

establishing herself as the principal of Benton has made her work in the Four Frames and the 

relationship between the frames and the six themes very visible. 
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Figure 9-1 Rachel’s PDS principal themes. 
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Figure 9-2  Relationship between the Four Frames and Rachel’s PDS principal themes. The size 

of the circle represents the role the frame plays in Rachel’s leadership style.  The 
larger the circle, the more prevalent the frame is in her role as a PDS principal.  The 
themes listed in the circles identify connections between the frames and her work 
associated with the themes.
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CHAPTER 10 
CROSS-CASE ANALYSIS 

In this chapter, I look across the lived experiences of the three PDS principals, Brent, 

Tanya, and Rachel, in order to better understand the phenomenon of principal leadership within 

one network of elementary PDSs and answer the question: What is the essence of the principal’s 

role in a PDS?  This chapter looks across the themes presented in Chapters 5, 7, and 9 which 

characterize the PDS principal’s role and how each of those principals made sense of his or her 

role.  In addition to examining how these themes representing the PDS principal leadership 

emerge across the PDS principals, I use Bolman and Deal’s (1997) Four Frames, to identify the 

similarities and differences that emerge when comparing the leadership of these three PDS 

principals.  Also, the way in which each of the themes intersects with the NCATE (2006) PDS 

Standards is highlighted. 

Theme Comparisons 

Six themes emerged across the three PDS principals studied. These themes included 

principal as culture maker, principal as collaborator, principal as change agent, principal as 

inquirer/learner, principal as protector, and principal as knowledge broker.  These themes can be 

found in Appendix E.  A cross-case comparison of the three principals of the themes indicated 

several ways in which the leadership styles and goals of Brent, Tanya, and Rachel were similar 

and how they differed. 

Principal as Culture Maker 

Looking at the theme principal as culture maker, the three principals have similar visions 

of what they would like their school’s culture to be like.  Rachel, as the newest principal, is 

working to build a culture in which accountability for student learning is the central focus.  

Because she entered into a culture where accountability for student learning was not the top 
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priority, Rachel’s efforts in culture building are not as evolved as Brent’s and Tanya’s, yet she 

probably spends the most time of the three principals working to build a new school culture.  

Transmitting her vision for the school has been a major task for Rachel, which she has needed to 

accomplish while she was establishing her role as the school leader. 

Tanya’s efforts at culture building are further along the continuum, with her goal being to 

maintain the relationships that exist at Parkway while continually having the teachers bring their 

focus back to the student work.  Having already established the working environment she wants, 

Tanya was able to place more of her energies into helping the staff be more focused on 

curriculum and instruction.  In the same tone, Rachel has begun to also help her staff be more 

focused on curriculum and instruction now that her efforts at establishing a culture of 

accountability have been progressing successfully. 

Having the most stable and smallest staff of the three principals, Brent has been able to 

focus his culture-making activities around teacher leadership.  Instead of pouring his energies 

into curriculum and instruction issues, Brent builds culture by empowering his teachers.  The 

leadership of his teachers strengthens the school culture of collegiality.  Brent’s lack of a 

vocalized goal can be directly related to the size of his school, his years of experience, and the 

experience of his teachers.  Brent believes that the key to enabling teachers to improve their 

skills as classroom instructors is directly related to empowering them to direct their own 

learning.  Brent understands that teachers want to maximize the achievement of the students.  He 

does not feel it is necessary to articulate student learning as a school goal, feeling that it is 

already present as a goal for each individual teacher. 

When comparing the PDS principals, it is clear that all three principals highly value 

positive school cultures.  Tanya and Brent are working to maintain school cultures where 
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teachers are able to work collaboratively, while Rachel has been focused on building a school 

culture open to change and collaboration.  Even though they are at different points in their career, 

the focus on school culture is consistent across the three principals.  Also, all three principals are 

attempting to integrate the PDS work into their school culture by connecting it to their school 

missions; Brent connects the PDS work to his efforts to facilitate teacher leadership, Tanya 

connects the PDS work to her efforts to focus on student achievement, and Rachel connects the 

PDS work to her efforts to provide her teachers support in their attempts to move away from 

traditional teaching strategies. 

Overall, the theme principal as culture maker relates to the way each of the principals 

works to integrate aspects of the PDS work into the school culture.  While culture could be 

considered as the roles, rituals and responsibilities associated with the day-to-day operation of 

the school, very little activity outside the realm of responsibilities surfaced from the interview 

data.  While Brent has made the inclusion of inquiry an integral part of the developing PDS 

culture at Countryside Elementary School, the inquiry event in which his staff participates on a 

yearly basis is the only unique ritual of a principal’s design that has seemed to emerge.  The 

ritual of the mentor teacher meeting has been incorporated into each of the three schools with 

each principal playing various roles in the form those meetings have taken.  As principals who 

empower their teachers, discussion of what the mentor teacher meetings look like or how they 

have evolved did not appear in the interview data for Brent and Tanya.  Rachel discussed the 

evolution of the mentor teacher meetings at Benton and the form she would like them to take, 

hoping the teachers would gradually take more responsibility for the meetings.  Rachel also 

shared in the member check how she was planning to place a teacher in the position of a school-
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based leader for the PDS.  Tanya discussed in her interviews her reliance on her curriculum 

resource teacher for ensuring the success of the PDS work. 

Interestingly, how the theme principal as culture maker connects to the NCATE (2006) 

Standards for PDSs depends on how each principal enacts his or her leadership role in the PDS.  

The creation of a culture integrating the PDS work into the daily life of the schools cuts across 

all five standards.  Although each theme is visible to some degree in this standard, the work that 

each principal does as a culture maker related to the five standards emerges more clearly in the 

other five themes. 

Principal as Collaborator 

The three principals differ slightly in how they act in their roles of principal as 

collaborator.  In her role as collaborator, Rachel’s efforts through the PDS work are to help both 

partners grow.  While working toward her school mission of improving student achievement, 

Rachel also puts great effort into improving the university’s teacher education program.  

Although Tanya pushes for changes in the university program, she is not as invested in the 

growth of the teacher education program.  Tanya’s main focus through the collaboration is to 

improve student learning at her school. 

While Brent recognizes how the collaboration with the university benefits student 

achievement, he is very invested in developing the PDS program and sharing responsibility for 

the university’s mission.  Although student achievement is the focus of his mission at 

Countryside, his collaborative efforts are more about building the structures and commitment for 

the PDS program.  Brent relies on his teachers and teacher leaders to focus on the issues of 

curriculum and instruction related to the PDS work. 

Brent and Rachel are the most involved in direct collaboration with the university 

personnel in the PDS program.  They both are very “hands-on” in the daily operation of their 
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school as a PDS.  Tanya interacts with pre-service teachers in relation to their field experience in 

the classrooms by doing walk-throughs and engaging in communication to foster reflection.  

However, Brent and Rachel regularly participate in the pre-intern’s seminar.   

Comparing the three PDS principals, all three identify connections between the 

university’s goals for the PDS and their own leadership work as principals.  The collaborative 

efforts between the principals and the university personnel have become uniquely integrated into 

the beliefs, experiences, and goals of the PDS principals as leaders.  

The principal as collaborator is best defined by how each principal works with their staff, 

pre-service teachers, and university personnel around the PDS work.  The clearest connection 

between this theme and the NCATE (2006) Standards for PDSs emerges from Standards I, III 

and V.  Each principal in their role as collaborator is supporting multiple learners and is serving 

as an instrument of change, both components of Standard I: Learning Community.  Additionally, 

each principal is engaging in joint work with the university, an element of Standard III: 

Collaboration.  Finally, the elements from Standard V, Structures, Roles, and Resources, of using 

effective communication and ensuring progress toward goals emerge from the data as activities 

in which each principal participates. 

Principal as Change Agent 

In their roles as agents of change, Brent and Tanya are very similar.  Both use their 

teachers to enact change in their respective schools.  Brent uses staff development to facilitate 

the personal and professional growth of his teachers.  The learning opportunities that Brent 

selects for his staff are not activities that provide practice in how to teach.  Instead, Brent 

provides his teachers with trainings related to building learning communities and data-driven 

instruction, staff development activities that guide his staff in becoming more reflective 

educators.  Tanya works in a similar fashion with her teacher leaders, but to a lesser degree.  
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Tanya enacts change by selecting teacher leaders to participate in university trainings and then 

asks these teachers to go back and share with their team members.  The difference between Brent 

and Tanya in their roles as principal as change agent is that Brent pushes for change and Tanya 

invites her staff to change. 

While Brent and Tanya’s efforts at change are more focused on teachers, Rachel is more 

focused on facilitating cultural changes at Benton.  Rachel is working to build a school culture 

centered on accountability.  Beyond that, Rachel is putting great effort into making the PDS 

work an integrated component of this new school culture.  Rachel is trying to connect the 

mission of her school with the goals of the university’s teacher education.  Brent is focused on 

empowering teachers.  Tanya is more focused on making the PDS work fit into the existing 

culture. 

The three principals’ stances on change and the PDS work are directly related to the 

beliefs, experiences, and goals that underlie their leadership.  The career points of the three PDS 

principals affect the goals for change at their respective schools.  Rachel is early in her career as 

a principal.  Rachel’s stance toward the PDS work would be considered developing.  Rachel’s 

focus for change is dispersed between her growth needs, staff growth needs, and creating a 

school culture.  Rachel’s work in the partnership is centered on developing the program at the 

same time she is developing herself as a leader and building a new school culture. 

As a veteran principal, Tanya enacts her beliefs, experiences, and goals differently.  

Tanya’s approach to the PDS work would be considered integrating.  Tanya is connected 

primarily to matching the partnership work with her goals for focusing on student learning.  In 

all the work that goes on at Parkway, Tanya designs change efforts to integrate into the goals of 

student learning. 
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Brent’s beliefs, experiences, and goals as a leader guide him to take a culminating stance 

on change associated with the PDS work.  Brent considers the PDS work to be very connected to 

his own personal growth.  He argues that the partnership work has facilitated not only the growth 

of his staff and students, but also his own.  Changes instituted at Countryside are designed to 

foster the growth of everyone. 

Principal as change agent is best defined by how each principal facilitates change in 

themselves, their school, and the university around the PDS work.  As with the role of principal 

as culture maker, the principal’s role as change agent cuts across all five NCATE (2006) 

Standards for PDSs.  However, the first standard, Learning Community, and the element of 

serving as an instrument of change is most directly connected to this theme.  Each principal, in 

his or her role as a PDS leader, has facilitated change at their school in some way.  Brent and 

Rachel have used the PDS work to extend and expand their school cultures especially around 

teacher learning and inquiry.  Tanya has facilitated change to strengthen the focus on student 

learning and has used the PDS work to enrich the school culture through the increase of teacher 

reflection. 

Principal as Inquirer/Learner 

Brent and Rachel are similar in their roles as inquirers and learners.  Both believe strongly 

that not only should their teachers continue to learn, but Brent and Rachel invest time to continue 

their own professional growth.  Brent has conducted his own inquiry, supports his staff in 

attempts to study their teaching practice, has made inquiry one method for the professional 

evaluation of his teachers, and volunteers to speak to various groups about teacher inquiry.  

Rachel encourages her teachers to conduct inquiries alongside their pre-interns and also provides 

her teachers with multiple training opportunities to improve their skills in teaching writing, using 
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data to shape their practice, and work in an inclusive atmosphere.  Additionally, Rachel has 

worked to improve her own skills by returning the university to pursue a doctoral degree. 

Tanya supports the idea of teacher inquiry.  She encourages her staff to study their own 

practice and suggests to some teachers they might want to conduct an inquiry study.  Tanya takes 

the time to read the inquiry papers completed by the pre-service teachers at her school.  Despite 

her support of inquiry, Tanya is vocal in her belief that the inquiry must be relevant to the 

teachers’ work in the classroom and be connected to student learning.  Tanya does not push her 

teachers to conduct inquiry projects as much as Brent and Rachel.  One critical incident in the 

inquiry work at her school resulted from a conflict with the field advisor over the idea of 

journaling.  As Tanya felt the primary purpose of the journaling was to meet the needs of the 

field advisor and her research agenda.  Tanya was quick to contact the field advisor to defend her 

teachers’ position that the journaling was not beneficial to their inquiry work or classroom 

practice.  This event could be a result of a misunderstanding between Tanya and the field 

advisor.  Parkway Elementary has had the least amount of consistency with field advisors among 

the three schools.  All three principals mentioned during their interviews the importance of 

consistency in relationships with university personnel.  The lack of a long-term field advisor 

could have played an important role in how Tanya reacted to the journaling issue. 

Besides supporting inquiry, Tanya has increased the role of reflection in how she leads.  

Tanya encourages her practicing and pre-service teachers to be more reflective.  When she visits 

classrooms, she often poses questions related to what she observed in order for the teachers to 

consider their instruction.  Also, Tanya asks job applicants for teaching positions to reflect on 

lessons they have taught in the past. 
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Although there are similarities in their support of inquiry, the three principals differ in their 

beliefs about research and theory.  Rachel’s experiences as a university student with whole 

language instructional methods have shaped her attitude toward theory.  Because of a lack of 

instruction in how to teach reading through phonics, Rachel felt the university’s focus on 

research and theory left her lacking in some skills that would have benefited her as a teacher.  As 

a result, Rachel questions theory in terms of its usefulness in “real” situations. 

Brent believes theory is very important for teachers.  In order to develop their pedagogical 

compass which guides their practice as an educator, Brent believes teachers need to have a solid 

understanding of theory.  This stance on the importance of theory connects to Brent’s opinion 

about teacher education.  Brent differentiated between teacher education and teacher preparation.  

While a teacher preparation program is designed to train prospective teachers to master a laundry 

list of skills, teacher education programs function is to prepare future reflective educators.  Brent 

believes teacher education to be more valuable. 

Tanya’s views on research rest somewhere between Brent’s beliefs and Rachel’s beliefs.  

Although she admitted she might bring research-based strategies to share in meetings, Tanya 

acknowledged that research and theory did not play a significant part in her practice as an 

administrator.   

Although all three PDS principals support inquiry, they vary in how they connect its use to 

professional development.  Brent encourages inquiry as professional development more than 

Tanya and Rachel.  For Tanya and Rachel, inquiry is connected to the school mission of 

improving student learning and seen as professional development only in that context.  Brent 

views inquiry as a tool to facilitate any type of professional growth in his teachers and himself.  

Brent is the only one of the three principals that has conducted his own inquiry. 



 

244 

How the principals promote learning in themselves and others best defines their role of 

principal as inquirer and learner.  Although the role of principal as inquirer/learner is clearly 

most connected to NCATE’s (2006) first standard on learning community, each principal enacts 

this role differently.  One element in Standard I addresses the idea that work and practice are 

inquiry-based and focused on learning.  Rachel’s work as PDS principal has a clear focus on the 

learning of her teachers and students, yet the inquiry work at Benton did not emerge from the 

data as being clearly connected to the work and practice of the teachers.  Also, Tanya’s work as 

an inquirer/learner is focused on student learning and also teacher reflection.  The data that 

emerged from Tanya’s interviews demonstrated a stronger connection between inquiry and 

practice.  For Tanya, the inquiry had to be directly connected to what the teachers wanted and 

needed to learn to help them improve their skills as classroom instructors.  Brent has placed the 

most focus on inquiry of the three principals.  However, the interview data did not specifically 

indicate how the inquiry work was impacting teacher learning around their practice. 

Principal as Protector 

In their roles as protectors, Rachel and Tanya are very similar.  They both work hard to 

protect the time of their teachers.  Rachel and Tanya believe the PDS work should connect to the 

school mission of improving student achievement.  If they feel an activity does not directly 

connect to the school mission, Rachel and Tanya will challenge the activity.  To do this Rachel 

and Tanya will contact university personnel to question its value. 

In his role of principal as protector, Brent tries to limit outside distractions.  Brent does not 

allow new mandates to overshadow the overall purpose of educating the students.  Serving as a 

filter, Brent keeps the teachers informed of important components of outside mandates but does 

not overwhelm his staff by constantly reminding them about new standards or tests. 
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All three principals stay involved in the PDS work and assist in problem-solving with 

mentor teachers and field advisors when challenges arise.  All three principals have intervened 

when issues arose with pre-interns.  They worked with the mentor teachers and field advisors to 

resolve the problems. 

The theme principal as protector is best defined by the role of the principals in guarding the 

time of their teachers.  Each of the principals works to prevent PDS activities that distract the 

teachers from the established goals of the school.  This connects directly to NCATE (2006) 

Standard V’s element of ensuring progress toward goals. 

Principal as Knowledge Broker 

In their roles as knowledge brokers, Brent, Rachel, and Tanya conduct staff development 

and other activities that are connected to the PDS work.  The knowledge Brent, Rachel and 

Tanya work to provide their staff facilitates professional growth that has an impact on the 

teachers as individuals and also serves to foster improved student achievement.  Also, Brent and 

Rachel broker knowledge that works to facilitate the growth of the school as a PDS. 

Brent’s work as a knowledge broker is directly connected to his work to empower the staff 

and develop a collegial culture at Countryside.  First, his efforts to bring in PIES [graduate 

degree program] gave nearly one-third of his staff with an opportunity to earn degrees that not 

only allowed them to grow professionally in a field of their own choosing, but also provided 

them with instruction in skills and concepts that Brent believed were important to fostering 

further growth in the school.  The courses in data-drive instruction and learning communities 

contributed to the culture of the school. 

In her role as a knowledge broker, Rachel selects information that she considers important 

to share with the pre-service teachers at her school.  Through presenting workshops and teaching 

the pre-intern seminar, Rachel provides the prospective teachers with that important information.  
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Additionally, Rachel solicits help from university personnel to provide instruction in teaching 

skills for her staff.  In order to meet the goals of Benton’s school improvement plan, Rachel had 

university personnel who were knowledgeable about teaching writing come out and work with 

her staff.  Rachel also conducts book studies around literature that she selects.  As a part of one 

of these book studies which was conducted online, Rachel invited outsiders, whom she felt could 

contribute to the discussion, to participate.  Rachel designed the discussion prompts for each 

chapter. 

Tanya has demonstrated qualities of principal as knowledge broker connected to her focus 

on student learning.  Tanya is unique among the three principals in that she still calls on the 

district significantly to assist her in providing learning opportunities for her staff.  As a 

knowledge broker, Tanya does not look for trainings that are necessarily connected to the PDS 

work, but instead she searches for learning experiences that assist her teachers in achieving the 

school goal of looking at student learning. 

The theme principal as knowledge broker is best defined as the ways in which the 

principals solicit and provide learning opportunities for their staff related to the PDS work.  

Rachel’s role as a knowledge broker is strongly associated with most of the elements of Standard 

I: Learning Community.  Rachel brokers knowledge for the purpose if serving as an instrument 

of change through supporting multiple learners with the goal of developing a common, shared, 

professional vision of teaching and learning grounded in research.  Rachel’s work as a 

knowledge broker has extended the learning community to include university personnel not 

heavily involved with the PDS work at other schools. 

For Brent, his role as a knowledge brokers are connected to elements in Standards I and III.  

In Standard I, Learning Community, Brent brokers knowledge to support multiple learners and to 
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serve as an instrument of change.  Brent also uses his brokering of knowledge to enhance 

collaboration, engage his staff in joint work, and to systematically recognize and celebrate the 

joint work of his staff related to their inquiry work. 

As a knowledge broker, Tanya’s work is associated most with Standard I, Learning 

Community, and Standard II, Accountability and Quality Assurance.  Tanya seeks out and 

provides knowledge to her staff that facilitates their continued learning and the learning of the 

students.  This in turn works to enhance professional accountability in and among the staff. 

The school context and the lived experiences of the principals impact the way the themes 

appear in each of the individuals.  A comparison of the principals and the themes can be seen in 

Table 10-1. 

Four Frames 

Reflection on the three PDS principals using Bolman and Deal’s (1997) Four Frames 

indicated similarities and differences in Brent, Tanya, and Rachel’s leadership styles.  It is 

important to note that the context of the individual schools played a significant role in the degree 

to which the principals operated from each frame.  Additionally, the use of the interview as the 

data collection tool allowed for only the most prevalent work from each of the frames to emerge.  

Just because work in specific frames was not shared in the interview does not mean that it is not 

present in Brent’s, Tanya’s, and Rachel’s work as PDS principals.  The collected data clearly 

indicated that the principals operated from all four frames.  The majority of the principals’ 

activities in the various frames were similar, but used to differing degrees, perhaps best thought 

of as a continuum.  For example, Rachel acted more frequently in the political frame than Brent 

and Tanya.  While she was working to build her coalitions and establish the agenda of improved 

accountability, Brent and Tanya were in a position to where they were only having to reinforce 

the established agendas and maintain their coalitions.   
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It is important to note that Bolman and Deal (1997) argued that leaders who operate 

regularly from multiple frames are often the best leaders.  All three of the principals in this study 

operated from multiple frames.  The intersection of the Four Frames and six themes as 

demonstrated in Figures 5-2, 7-2, and 9-2 illustrate how each of the three principals works from 

multiple frames depending on their specific contexts.  As the newest principal, Rachel’s data 

indicated she used all four frames connected to her work to each of the six themes.  The 

consistent use of multiple frames makes these three principals somewhat atypical.  Brent, Tanya, 

and Rachel are even more uncommon based on the degree to which they used multi-frames to 

shape their work as principals. 

The structural frame (Bolman & Deal, 1997) was the least evident overall in the three 

principals’ leadership.  Bolman and Deal described the structural frame as the perspective from 

which the leader attempts to reach organizational objectives through developing rules, roles, 

goals, policies, and other structures.  Bolman and Deal also see this frame as perhaps the greatest 

differentiator in principal performance.  Brent, having served as principal at Countryside for 15 

years, and Tanya, having been principal at Parkway for seven years, already had structures in 

place to assist them in achieving their organizational goals.  Both principals held faculty, 

departmental, and grade-level meetings to facilitate the operation of the school.  But those well-

established structures were so integrated into the cultures of most schools that the topic of school 

meetings and policies rarely came up during the interviews.  Even Rachel, as the newest of the 

three principals, spoke only about her changing strategies in the mentor teacher meetings.  After 

only fours years at Benton, Rachel’s structures are fairly well established.  Rachel also 

mentioned how she assumes a more dominating role as a leader but that she was taking steps to 

disperse some of this power to her teacher leaders. 
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The findings of this study are contrary to several other studies conducted on leadership and 

the Four Frames.  In three separate studies (Bolman & Deal, 1991; Fleming, 2002; Orliff, 2006) 

of principals and other administrators, the structural frame was found to be used most often.  

Also, three other studies (Bolman & Deal, 1992; Rivers, 1996; Messer, 2002) identified the 

structural frame as the one used second most by administrators.  Results of Messer’s study of 

elementary principals may provide one possible reason why the findings of this study were 

different.  She found principals with 0-3 years of experience used the structural frame more 

frequently than principals with 12-15 years of experience.  Brent has 15 years of experience as a 

principal.  Tanya has 10 years of experience as a principal, but additional years as an assistant 

principal.  Rachel has been a principal for four years and served as an assistant principal for four 

years.  It is possible that the years of experience in leadership roles contributed to the lack of data 

being found related to work in the structural frame.  Also, work in the structural frame may be 

more prevalent than what was elicited from the interview data.  The design of the interview 

questions may have inadvertently discouraged responses related to work in the structural frame.  

By having well established school cultures, Brent and Tanya’s responses may not have addressed 

structural issues because they are not daily concerns like they may be for newer principals like 

Rachel. 

The political frame (Bolman & Deal, 1997) was used most frequently by Rachel.  Bolman 

and Deal described the political frame as the perspective from which organizations are viewed as 

arenas or jungles where conflict arises in a competition for power and scarce resources.  By 

attempting to reform the culture and establish herself as the school’s principal, the need to build 

a power base, set an agenda, and allocate scarce resources were all important tasks for Rachel.  

The major influence of the political frame is connected to the three principals’ view that the PDS 
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work provided extra resources to their individual schools.  Brent and Tanya had already 

established their power base and set their agendas; thus, evidence of the use of this frame was 

minimal in this study.  This supports Davis’ (1996) findings.  Davis found in her study that 

women are more likely to use the political frame more than men.  With the exception of Rachel, 

the other two principals reported operating from the political frame the least. 

The symbolic frame (Bolman & Deal, 1997) was highly used by all three principals.  With 

a focus on building or maintaining an environment that supported their organizational goals, the 

concept of school culture was dominant in all three contexts.  In all three schools, culture played 

an important role in what could, or could not, occur as a PDS site.  While Rachel was working 

hard to establish the school culture of accountability, Brent and Tanya were working to maintain 

the positive school culture that was already in existence.  However, both Brent and Tanya were 

attempting to integrate the PDS work, in one form or another, into the existing culture.  Rachel is 

just beginning to integrate the PDS work into the school culture. 

The findings associated with the symbolic frame run counter to what existing research 

indicates about principals and their leadership.  Several studies identified the symbolic frame as 

being the least used in their studies of leaders (Bolman & Deal, 1992; Bolman & Deal, 1991; 

Fleming, 2002; Oliff, 2006).  In her study of principals and teachers, Matalon (1997) found that 

principals who operated most from the symbolic frame had a more positive attitude toward 

change and were more comfortable with change.  Change is an integral part of PDS work.  These 

findings could indicate important criteria for PDS site selection.  Principals who operate from the 

symbolic frame most frequently may be the best candidates for leading new PDSs. 

The human resource frame (Bolman & Deal, 1997) was visible in the work of all three 

principals.  The interview data indicated that Brent and Tanya operated from the human resource 
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frame most frequently.  Bolman and Deal described the human resource frame as the perspective 

from which organizations are viewed as an extended family where the needs of the individuals 

are considered in reaching the unit’s goals.  This frame best exemplified how the context resulted 

in each principal using the frames along a continuum.  For Rachel, her work in the human 

resource frame was focused on improving the teaching skills of her staff.  Tanya was committed 

to building and maintaining the family atmosphere at Parkway.  In Brent’s case, he poured his 

energies into aligning the needs of the organization with the needs of his teachers by facilitating 

staff development that matched with their goals for learning. 

Several studies have reported the human resource frame as being used most frequently by 

leaders (Bolman & Deal, 1992; Davis, 1996; Durocher, 1995; Messer, 2002; Rivers, 1996).  Oliff 

(2006) and Byers Fleming (2002) found the human resource frame to be the second most used 

frame in their studies.  Eckley (1997) found that teachers felt more empowered at the individual 

level if their principals operated most from the human resource frame. 

The three principals in this study operated to a high degree from multiple frames as 

indicated by the data.  In their study of leaders in the United States and abroad, Bolman & Deal 

(1992) found that 58% of the American principals operated from two frames, 19% from three 

frames, and 6% from four frames.  Three other studies also indicated that more than 50% of the 

leaders they studied operated from multiple frames (Durocher, 1995; Messer, 2002; Rivers, 

1996).  Messer (2002) found that principals with 8-11 years of experience operated from 

multiple frames more than principals with 0-3 years of experience. 

Summary 

In comparing the principals across the themes and looking from the lenses of Bolman and 

Deal’s (1997) Four Frames, commonalities and differences between Brent, Tanya, and Rachel 
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became visible.  The findings often contradicted previous research findings.  The findings from 

this analysis are presented as lessons learned in Chapter 11. 
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Table 10-1 Cross case analysis by themes 
 Brent Tanya Rachel 
 
Principal as Culture 
Maker 

 
Empower Teachers 
to Lead 

 
Focus on Student 
Learning 

 
Accountability 
 
 

 
Principal as 
Collaborator 
 

 
Working toward the 
Mission 

 
Work with Partners to 
Improve Student 
Achievement 

 
University and School 
Growing Together 

 
Principal as Change 
Agent 
 

 
Teachers as Leaders 
of Change 

 
Teachers as Leaders 
of Change 

 
Building New 
Traditions 

 
Principal as 
Inquirer/Learner 
 

 
Everybody Learns 

 
Teacher Learning 
Connected to Student 
Learning 

 
Everybody Learns 

 
Principal as Protector 
of Time 
 

 
Limit Outside 
Distractions 

 
Let Teachers Focus 
on the Mission 

 
Let Teachers Focus on 
the Mission 

 
Principal as Knowledge 
Broker 
 

 
Educating Teachers 
to Build Collegiality 

 
Educating Teachers 
to Facilitate Learning 

 
Training Perspective 
and Inservice 
Teachers 

. 
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CHAPTER 11 
DISCUSSION 

Review of the Study 

In review, the purpose of this research was to answer the question “How do principals 

make sense of their role in a Professional Development School (PDS)?”  This research was 

important for several reasons:  

1. By understanding how principals effectively support PDS development, strategies 
to facilitate increases in student achievement can be implemented.   

2. The results of this study can guide superintendents and university faculty in 
selecting sites and personnel for the creation of PDSs.   

3. The findings from this study can serve as a guide for principals who are working 
or will be working in a PDS, providing them with insight into the qualities, 
characteristics and actions that PDS leaders identified and used to make sense of 
their role. 

For my study, three PDS principals were interviewed using Seidman’s (1998) 

phenomenological interview protocol.  The interview tapes were transcribed and then data 

relating to the lived experiences of the principals was used to create portraits of each of the 

principals. Themes were derived from the interview data and the PDS principals’ beliefs, actions 

and experiences related to those themes were presented.  Finally, the themes were discussed in a 

cross-case analysis. 

Lessons Learned 

As a result of this study, I offer six lessons that were learned, supported by the collected 

data and its analysis.  Each of these lessons is presented along with the evidence to support them. 

1. When principals willingly embrace the PDS work by seeing connections between the 
PDS goals and their own leadership work, these connections allow the PDS work to 
become a part of rather than apart from the beliefs, experiences, and goals that 
underlie their current leadership.   
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All three principals demonstrated through their work how the PDS collaborative efforts 

were connected to their school mission.  Each principal has shaped the partnership work into a 

form that assists them in reaching their intended goals, ranging from improved student learning, 

to empowering staff and fostering teacher leadership.   

Rachel’s connection to the goals of the PDS work is primarily founded in her push as 

principal to improve the instructional skills of her teachers for the benefit of student learning.  

Her beliefs about small group instruction and inclusion match the university’s philosophy about 

classroom instruction.  By pushing her staff to move toward these instructional techniques, 

Rachel is facilitating the creation of a school culture and classroom environment that is a better 

fit for the types of placements the university would like for their pre-service teachers.   

Brent demonstrates his connection with goals of the PDS through his beliefs about school 

renewal.  Brent believes it is important for everyone involved in the PDS work to continue to 

grow and learn.  The PDS partnership has been utilized by Brent in a way that works to foster 

deeper collaboration among his staff and with the university.  Brent has used the partnership with 

the university to assist him in facilitating growth in himself and his faculty.   

Tanya works to continually refocus the PDS work at Parkway to ensure that it matches the 

primary goal of the school, improving student learning.  Tanya believes the PDS partnership 

holds the potential to improve student learning.  Tanya has used her affiliation with the 

university through the PDS work to provide her staff with learning opportunities to assist them in 

improving their skills as classroom instructors. 

2. The lived experiences valued by principals throughout their career are closely tied to 
the leadership style they promote as PDS principals.   

The past experiences of the three principals can clearly be pictured in how they operate as 

PDS principals.  While these experiences are also visible in their roles as principals before the 
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PDS work, the collaboration with the university has provided more connection between their 

lived experiences and current roles as leaders.  Beliefs about accountability, culture, and 

collaboration surface in their work as PDS principals. 

Rachel’s past experiences associated with accountability have shaped how she implements 

the PDS work at Benton.  Rachel expects to see student learning gains.  Rachel uses the 

partnership to improve the skills of her teachers to assist them in reaching the high standards she 

has set for them.  Rachel views the collaboration with the university as a resource to assist her in 

helping her teachers achieve the high expectations she has set for them. 

Tanya’s commitment to curriculum manifests in her role as a PDS principal.  As a former 

CRT, Tanya differed from many principals in how she viewed the partnership activities.  While 

many principals would consider the additional work associated with hosting pre-service teachers 

as a negative, Tanya’s past work as a CRT, which required her to seek additional assistance from 

outside sources, led her to view the pre-service teachers as a resource that could help her teachers 

in their goal to improve student achievement.  Tanya uses her collaboration with university 

personnel and her staff to keep the PDS work connected to student learning.  . 

Brent’s history related to school culture and teacher leadership plays a significant role in 

his PDS work with the university.  As a pre-service and practicing teacher, Brent saw how 

culture could negatively impact the ability of teachers to meet the needs of the children in the 

school.  Brent’s efforts as a PDS principal are directly connected to his beliefs about the 

importance of teacher leadership and collegial school cultures.  Brent seeks to connect the PDS 

work and his beliefs by providing his staff with professional development opportunities that 

focus on improving their skills as teacher leaders. 

3. Being open and willing to change is important for principals if the PDS work is going 
to be integrated into the culture of the school.   
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All three PDS principals were willing to make changes in themselves or their school to 

facilitate the partnership work.  An openness to change is important in PDS collaborative work.  

Once again, each of these principals was somewhat atypical in how they were willing to embrace 

change.  In some way, each principal made some change in the culture of their school or in their 

personal practice as a result of the PDS work. 

Rachel is pushing her staff to grow in their teaching skills and to embrace new 

instructional methods.  She is also concentrating on her own growth by returning to the 

university to pursue a doctoral degree.  Rachel has also taken on more roles as a result of her 

work with the university such as seminar instructor and conference presenter.   

Although Tanya has probably changed the least of the three principals in this study, she 

has made some very important changes that are crucial for the operation of PDSs adhering to the 

NCATE Standards (2006).  Tanya is encouraging her staff to be more reflective and is 

implementing the use of reflective questions in her interview sessions with potential employees.  

This gently pushing to ask her teachers to embrace inquiry and reflection are important 

components in PDSs. 

Despite the fact that Brent was the most experienced principal, he was very open to the 

idea of change.  Brent has changed by integrating inquiry into the professional development 

evaluation process at Countryside.  Brent actually ended up taking on responsibilities that 

encouraged change outside of his school.  He has also become more involved with the university 

by presenting at state and national conferences. 

4. Principals can enter at multiple career points and with a variety of school conditions 
by adopting either a developing, integrating, or culminating stance on the PDS work.   

The participants in this study were at different points in their careers as principals.  Rachel 

had less than five years in the role as principal.  Tanya, after many years as a CRT, was finishing 
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her tenth year as a principal, and her seventh year in a rapidly changing school context.  Brent, 

after 15 years as a principal, was leading in a small, stable school.  Despite the differences in 

their experiences and time as administrators, each principal utilized the partnership to enhance 

their work as principals. 

Rachel entered the PDS partnership as a novice principal.  She is an example of a PDS 

principal at the developing level.  Rachel uses the PDS work to assist her in her own professional 

growth as well as the growth of her staff.  The PDS work at Benton is connected to Rachel’s 

work toward developing a school culture of accountability that embraces small group instruction 

and inclusion. 

Tanya’s work with the PDS could be described as integrating.  Tanya works to meld her 

school mission of focusing on the student achievement with the PDS work.  Tanya selects and 

molds inquiry and staff development opportunities connected with the PDS partnership to ensure 

they are integrated with the mission of improving student learning.   

Brent, the participant with the most experience as a principal, has taken a stance of 

culmination regarding the PDS work.  Brent is using the partnership work to further define 

himself as a principal and to foster his professional growth.  He uses the PDS work in the same 

manner with his staff.  Inquiry and staff development tied to the PDS work takes his teachers to 

the next level by empowering them to guide their own growth. 

5. When PDSs engage in inquiry into student learning, inquiry serves as a “tipping 
point” that increases principal commitment to the partnership.   

Inquiry, identified as a critical component of the PDS, played a significant role in each 

principal’s work as a PDS leader.  Although they varied in how they utilized inquiry, each 

principal shaped the use of inquiry at their school in a way they contributed to the vision they 

had for their school. 
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As the newest two PDS principals in the study, Tanya and Rachel are just beginning to 

embrace teacher inquiry.  Tanya values inquiry as a tool to assist teachers in strengthening their 

practice, therefore improving student achievement.  Rachel believes the conducting of inquiry is 

an important strategy for building relationships between mentor teachers and prospective 

teachers.  She also views inquiry as a tool for assisting the school in reaching its school 

improvement goals.  Brent values inquiry in the same ways as Tanya and Rachel, but goes one 

step further by conducting his own inquiry studies.  The three PDS principals in this study accept 

the use of inquiry as a valid tool of the partnership work.  Although the way they envision its use 

may differ, all three principals support their teachers’ efforts to conduct inquiry projects to study 

their practice. 

6. Principals are motivated to participate in PDS work for multiple reasons including 
enhancing their own professional development, facilitating teacher professional 
development, acquiring resources for children, contributing to teacher education, and 
gaining access to a hiring pool.   

Each of the three principals had somewhat different goals for participating in the 

partnership with the university.  The vision each principal has was connected to his or her beliefs 

about leadership and the role of the principal.  These goals were also influenced by the contexts 

of their schools including the readiness of their staff.  Rachel’s situation placed her in a position 

of having to be more directive.  Rachel was attempting to build a school culture so she used the 

PDS work to assist her in creating a new school culture.  Brent and Tanya were in more stable 

schools.  Their PDS work was less about establishing school culture. 

There were other examples of how the PDS work benefited the principals in their work as 

leaders.  Brent and Rachel shared how the partnership work through the PDS has facilitated their 

professional growth: Brent’s work with inquiry and Rachel’s return to school for her doctoral 

degree.  All three principals have had their staff participate in professional development 
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opportunities connected to the PDS work.  Brent, Tanya, and Rachel all shared in the interviews 

how the partnership benefited the students by providing additional, trained adults to facilitate 

improved classroom instruction.  The three principals also spoke of their commitment to work 

with the PDS program for the purpose of improving the teacher education program.  Each 

principal has taken the opportunity to make suggestions about needed changes in the program.  

Also, in a time of teacher shortages, each of the three principals shared how they valued having 

future teachers working in their schools.  This afforded them an opportunity to view potential 

candidates in a teaching environment and to see the prospective teacher function in the context 

and culture of their individual schools. 

Implications 

The findings of this study have implications in three areas: (a) principal work in linking 

PDS work to student achievement; (b) PDS site selection; and (c) school renewal. 

First, educating principals so that they can envision the possibilities associated with school 

and university collaborations should empower them to use the PDS work as a tool for improving 

student achievement.  The three principals in my study all believe the PDS work has had a 

positive impact on student learning in their respective schools.  Principals need training to help 

them connect their school mission to the goals of the university teacher education program.  This 

connection is what makes a PDS functional. 

Considering each of the six themes in relation to this implication, the data support the 

importance of the principal’s roles as knowledge broker, culture maker, protector, and 

inquirer/learner.  Brent’s, Tanya’s and Rachel’s efforts to provide training for their teachers 

through the PDS partnership were critical in facilitating a push for improved student 

achievement.  In their objective to create or maintain a school culture focused on student 

achievement, Rachel and Tanya worked to integrate the PDS work into their mission for the 
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school.  As protectors, all three principals strived to keep the PDS work focused on the school 

mission, limiting distractions.  Finally, as inquirers/learners Brent, Tanya, and Rachel focused 

their personal growth on content and strategies that they could use to assist their teachers in 

improving their professional skills as educators. 

The issue of site selection is very important if university personnel hope to build strong 

partnerships with K-12 schools.  My study has helped to describe three contexts in which the 

PDS work was collaborative.  The school culture and principal leadership directly impacted the 

degree to which the PDS work was embraced and integrated.  In the case of Brent and 

Countryside Elementary School, a strong partnership focused around teacher empowerment was 

created.  The focus of the partnership was not to bring in content related to instructional skills, 

but instead to facilitate growth in individual teachers while fostering a culture of collaboration.  

At Benton Elementary School, Rachel worked with the university to create a partnership that 

helped her create a new school culture.  The partnership was integrated into the growth and 

evolution of the school.  Tanya’s collaboration with the university was less about her or the 

school changing, but instead was focused on modifying the pre-internship program to match the 

need of the school. 

For PDS site selection, the most critical ingredient is the existence of a clear match 

between the PDS work and the goals of the school principal.  Although other mutual goals may 

surface over time, one central, shared goal must be present at the start of the partnership.  

Secondarily, it is important that PDSs be led by principals who are open to change.  In schools 

with cultures resistant to change, strong principal leadership works to facilitate the PDS 

collaboration.  It is important when university colleges of education and school district 
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superintendents are working to establish PDSs that they are well informed about the principals 

and culture of the potential school sites. 

The final implication of my study concerns school renewal.  Those principals guided by 

learning connected to inquiry work and initiatives from within the school integrate the PDS work 

into the culture of their school.  Although to varying degrees, Brent, Rachel, and Tanya focused 

on teacher learning as a tool for school improvement.  Despite the fact that each principal 

encouraged and pushed for change and renewal at the university level, very little evidence of 

changes occurring at the university emerged from the data.  Although simultaneous renewal was 

identified as a foundation of PDS work (Holmes Group, 1990) the only significant changes that 

seem to be occurring as a result of the partnership were occurring at the elementary schools.   

Future Research 

As a result of this study, I suggest several possible directions for future research on PDS 

principals. First, replication of this study in a similar context could confirm the credibility of the 

findings.  Expanding to conduct a similar research study in the different context of middle or 

high school PDS principals could provide valuable information for university programs in states 

that do not require grade-level specific administrative certification programs.  Also, studying 

PDS elementary school principals of schools in different regions of the country or in more urban 

or rural settings could further refine the list of findings to make them more transferable.   

Another study could be more specific to the use of inquiry and its role in the PDS.  Further 

research into PDS principals’ beliefs and experiences related to teacher inquiry and reflection 

would assist in determining the importance inquiry plays in PDS leadership.  Researchers and 

practitioners could benefit from information on what facilitates a principal’s adoption of an 

inquiry stance.  With inquiry playing a pivotal role in the growth and development of strong 
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PDSs, it is extremely important that the research base on principal leadership and inquiry be 

explored further. 

Additional study into the role of the structural frame and the part it plays in PDS 

principals’ leadership would be valuable.  In this study, the interview data did not reveal much 

information about the principals’ leadership in the structural frame.  By focusing specifically on 

the structural frame, research in this area could provide principal certification programs, 

practitioners, and university PDS leaders with useful information for training principals in 

establishing and maintaining structures to facilitate the success of PDSs. 

Studying the university’s role in the PDS work through Bolman and Deal’s (1997) Four 

Frames could provide valuable data on the leadership characteristics of PDS principals.  The 

interview data in this study revealed the importance of university personnel in facilitating the 

development of PDSs.  Looking at university leaders of exemplary PDSs would provide valuable 

information for those colleges of education that wanted to start or improve their own 

partnerships. 

Another important study which would inform stakeholders about the role of PDS 

principals could be conducted via a survey.  Bolman and Deal’s Leadership Orientations 

Instrument could be distributed to a larger number of principals to determine the role of inquiry 

in PDS schools across the country.  The three principals in this study all embraced inquiry in 

some form.  The survey results could be used to provide further information about the role of the 

PDS principal related to inquiry.   

Finally, the findings of this study clearly indicate a lack of simultaneous renewal resulting 

from the PDS work.  Although simultaneous renewal is identified by the Holmes Group (1990) 

and the NCATE Standards (2006) as being a crucial component in PDS partnership work, there 
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was little evidence of change on the part of the university in this study.  Despite the fact that each 

of the three principals advocated for various changes at the university level, very few changes 

were identified.  For PDS partnerships to work as the Holmes Group and NCATE advocate, 

simultaneous renewal must become a part of the collaborative efforts of K-12 school and 

universities. 

Conclusion 

In a final summary of this study, I return to the Holmes Group’s (1990) seven 

characteristics of PDSs and illuminate connections between these characteristics and the essence 

of the leadership roles of Brent, Tanya, and Rachel.  These characteristics are: 

• shared responsibility for learning by all partners;  

• a focus on meeting students’ needs;  

• professional learning for both pre-service and in-service teachers takes place in the 
context of practice;  

• boundary-spanning roles undertaken by both school and university faculty;  

• the use of inquiry to guide learning including identifying the needs of the students;  

• the public sharing of teaching practice to work toward its improvement; and  

• the entire focus of the school geared toward the learning of all students, teachers, and 
faculty. 

The focus on learning by all was evident in the work of all three principals.  While the 

greatest focus of all three principals was still on student learning, each principal spoke of their 

interactions with pre-service teachers and how they worked to facilitate their growth.  Brent, 

Tanya, and Rachel all facilitated the professional development of their teachers.  Inquiry was 

used, to varying degrees, in each of the schools.  Five of the seven characteristics are focused on 

the importance of the PDS as a learning community.  The goal of shared learning is the heart of 
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the definition of a PDS.  Each of the three principals acknowledged the importance of facilitating 

the learning of their students, staff, and pre-service teachers, respectively.   

This study provides evidence that the principals were able to disperse their focus from the 

primary function of educating the children to include a focus on the learning of practicing and 

pre-service teachers.  This seemed to be accomplished through the provision of resources from 

the university as a part of the PDS work.  As the university took more responsibility for the 

achievement of the students, the principals were able to take on boundary-spanning roles that 

enabled them to place more focus on the learning of the adults in the building.  To facilitate the 

principal’s move into a boundary spanning role, university personnel must be willing to make 

their roles more boundary spanning.  It is through this mutual transition that the PDS partnership 

grows and reaches toward the Holmes Group’s (1990) vision of what school-university 

partnerships should be.
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APPENDIX A 

RESEARCH FINDINGS ORGAINZED BY BOLMAN AND DEAL’S FOUR FRAMES 

Frame Source Finding 
Structural Cramer & Johnston 

(2000) 
• Reflections on a principal’s role in a 

PDS 

 Mitchel (2000) • Reflections on roles she perceived a 
successful PDS principal takes on 

 Stroble & Luka (1999) • Research led to a list of the 10 most 
frequent activities of PDS leaders 

 Trachtman & Levine 
(1997) 

• List of metaphors for role of PDS 
principal 

 Bowen & Adkison 
(1996) 

• Study on institutionalization of the 
PDS 

• Recommendations about the 
structure needed in a PDS 

 Leslie (1994) • Principals’ attitudes toward Holmes 
Principles 

• Roles principals viewed as 
important; building a new institution 
and facilitating group learning 

Human Resource Lee (2002) • Found PDS principals felt their role 
as supporting teacher professional 
development as one of their most 
important and frequent activities 

 Cramer & Johnston 
(2000) 

• Stressed the importance of 
professional development in 
fostering change in the PDS 

 Foster, Loving, and 
Shumate (2000) 

• Identified seven core characteristics 
they believed effective 
administrators possessed, giving 
away power was one 
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Frame Source Finding 
 Mitchel (2000) • Emphasized importance of 

relationship building and nurturing 
teacher growth 

 Bullough, Kauchak, 
Crow, Hobbs, & 
Stokes (1997) 

• Outlined the importance of principals 
being involved at the onset of PDS 
work, but ensuring that teachers be 
given the major responsibilities in 
the program subsequently 

 Dempsey, Lynch, & 
Hart (1997) 

• Principals in the study defended the 
idea that giving teachers more 
leadership and allowing shared 
decision-making in the PDS led to 
more “buy-in” 

 Powell & McGowan 
(1996) 

• Found teachers in a PDS decided to 
participate because of an expectation 
of greater control over their work 
and professional growth 

Political Campoy (2000) • Disagreements about pedagogy and 
the changing roles of teachers and 
faculty were areas of tension 

• Highlighted the importance of 
knowing the pedagogical and 
cultural norms of the school and 
university to increase collaborative 
capacity 

• Argued that it was important to 
address early difficulties before they 
become larger problems 

• Recommended the need for a 
funding plan 

• The lack of time for collaboration 
and the reward systems for PDS 
participants were additional 
challenges to the PDS work 
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Frame Source Finding 
 Cramer & Johnston 

(2000) 
• The principal defined himself as 

being “pretty autocratic,” but also 
released some power 

• School members did not want to be 
involved in the partnership if the 
university was not willing to change 
too 

• The discomfort of “talking about 
school in school” was addressed as a 
challenge to the success of the PDS 

• PDS partnerships can bring 
additional resources, free-of-charge 

• Some benefits of teachers taking on 
interns are rewarding good teachers 
and helping teachers question and 
improve their practice 

• Some principals were unwilling to 
do PDS work because of the lack of 
rewards associated with the 
additional responsibilities 

 Foster, Loving, and 
Shumate (2000) 

• An effective characteristic of a PDS 
principal was a leadership style that 
included “flexibility, situationality, 
direction, inclusion, and reflection”  

 Ambrose, Natale, 
Murphey, & 
Schumacher (1999) 

• Acknowledged the benefit of having 
access to “experts” as a result of 
PDS work 

 Stroble & Luka (1999) • Found that 16 of 17 principals 
reported increased time demands as a 
result of their PDS work 

• Assigning pre-service students was 
one of the most frequent activities 
reported by university and school-
based administrators in the PDS 
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Frame Source Finding 
 Bowen & Adkison 

(1997) 
• Found that administrative pressure 

paired with administrative support 
increased teachers’ participative 
efforts 

• Conflict can arise between those who 
receive direct benefits (resources) 
from the PDS work and those who 
do not 

• Found it was important to provide 
supports to increase 
institutionalization of the PDS 

• Principals were concerned how they 
spent their time; PDS work took 
away from other activities 

• Providing resources to facilitate the 
operation of the PDS was important 
according to principals; funding 
technology was recommended 

 Dempsey, Lynch, & 
Hart (1997) 

• Stressed the challenges that go along 
with balancing autocracy and 
democracy as a PDS principal 

• Releasing power to teachers resulted 
in the need for the principal to 
collaborate more 

• Everyone working together helped 
reduce anxieties in the PDS 

 
 

Trachtman & Levine 
(1997) 

• Addressed the issue of conflict 
arising due to differences in how 
opportunities in the PDS differ from 
the opportunities offered to the 
people not involved in the PDS 
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Frame Source Finding 

• Symbolic Borthwick, Stirling, 
Nauman & Cook 
(2003) 

• Of the five factors associated with 
effective collaboration, two factors 
were directly related to school 
culture 

• The first factor stresses shared 
decision-making and articulating 
common goals 

• Participants viewed the collaboration 
as a force for change and its survival 
and existence were the most 
important goal (Factor 2) 

 Foster, Loving, and 
Shumate (2000) 

• The three principals in the study 
stressed the importance of having a 
vision of what the PDS should look 
like and to work toward that goal  

 Mitchel (2000) • Recognized the importance of 
providing leadership to shape a 
school culture focused on building 
relationships, working 
collaboratively, empowering 
students and increasing parent 
participation 

• Articulated that the focus on the 
mission of the PDS held their 
partnership together 

 Ambrose, Natale, 
Murphey, & 
Schumacher (1999) 

• Found that the university and partner 
school became involved in the daily 
operations of each other 

 Dempsey, Lynch, & 
Hart (1997) 

• Besides having a vision of what the 
PDS should look like, it was 
important to communicate that vision 
to the faculty 

 Trachtman & Levine 
(1997) 

• A PDS requires a change in school 
culture which means the organization 
and its structure must change 
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Frame Source Finding 
 Bowen & Adkison 

(1996) 
• One way PDS developers can 

support principals is to provide 
training to assist them in 
communicating their vision and 
promoting “buy-in” 
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APPENDIX B 
PDS DEMOGRAPHICS FOR 2006-2007 SCHOOL YEAR 

 
School Grade % Making 

Learning 
Gains in  
Reading 

% Making 
Learning 
Gains in  
Math 

% of Lowest 
25% Making 
Learning 
Gains in  
Reading 

% of Lowest 
25% Making 
Learning 
Gains in  
Math 

% Free 
and 
Reduced 
Lunch 

Minority 
Rate 

Points 
Earned 

Benton  
Elementary 
School 

B 70 70 61 70 54 38 558 

Countryside 
Elementary 
School 

A 83 54 77 36 49 29 538 

Parkway  
Elementary 
School 

A 79 73 67 80 44 43 605 
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APPENDIX C 
PRINCIPAL INTERVIEW GUIDE 

Session 1 – Focused Life History  
• Describe your career in education from college to present (ask for stories) 

o Practicum/student teaching experiences 
o Types of schools 
o Various roles in education, time in each of the roles 
o Motivations for changing roles, becoming a principal 
o Particularly good/bad experiences 
o Ideal role 
o Experiences with K-12/University collaborations 
o Experiences as university student 

 
Session 2 – The Details of the Experience  

• Tell me the story of how your school became a PDS.  Why did you chose to become 
involved? 

• Tell me the story of how you communicated the PDS work/vision to your mentor 
teachers. 

• Describe for me a typical day for you before your school became a PDS. 
• Describe for me a typical day as a PDS principal. 
• How have your roles/responsibilities changed since your school became a PDS? 

o What are these? 
 With university personnel 
 With mentor teachers 
 With pre-interns/interns 

o Were they self-selected or dictated because of the new program? 
o Which do you think are most important to the PDS? To the whole school?  
o Describe how you use your limited time. 

• How do you assist mentor teachers in being prepared for their role? 
• Share a story of a particular challenge a mentor teacher faced and what your involvement 

with that situation was. 
 
Session 3 – Reflection on the Meaning  

• Which of your roles in the PDS work have had the most positive impact on your 
teachers? 

• What specific behaviors do you need to undertake or supports do you think you need to 
have in place in order to keep teachers “on board” and keep the PDS moving in a positive 
direction? 

• What changes in the partnership could you make that would be of the most benefit to 
your teachers? 

• How have your specific actions impacted the program? 
o Positive impacts on school-based personnel 
o Positive impacts on university-affiliated personnel 
o Negative impacts on school-based personnel 
o Negative impacts on university-affiliated personnel 
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• What do your roles mean for the success of the program? 
• What part do your various roles play in making the partnership work? 
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APPENDIX D 
PRINCIPAL QUESTIONNAIRE 

 
Please fill out the following questionnaire to assist me in maximizing our interview time 
together. 
 
1. How long have you been a principal?  _____ 
 
2. How many different schools have you served in as principal?  ____ 
 
3.   What other leadership positions have you had prior to your role as a principal? 
 
4. How many total years have you been in education?  _____ 
 
5. What degrees do you possess and from where did you earn them? 
 
6. How many different schools have you worked in?  ____ 
 
7. How many years were spent in the following types of settings? 
 
 Rural     ______ 
 Surburban  ______ 
 Urban  ______ 
 
8. How many students are in your school?  _________ 
 
9. How many teachers are in your school?  _________ 
 
10.  What previous experiences have you had with the university while serving in a leadership 

role? 
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APPENDIX E 

PDS PRINCIPAL THEMES 

 

 

 

PDS  
Principal 
Themes 

Principal as Change 
Agent 

Principal as 
Collaborator 

Principal as  
Protector 

Principal as  
Inquirer/Learner 

Principal as  
Knowledge Broker 

Principal as  
Culture Maker 
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