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ABSTRACT
TRANSFORMATIONAL LEADERS WANTED: DALLAS
INDEPENDENT SCHOOL DISTRICT'S

ASPIRING PRINCIPALS PROGRAM

Jennifer Lee Parvin, PhD

The University of Texas at Arlington, 2012

Supervising Professor: Jeanne Gerlach

The purpose of this research was to explore aadritbe the development,
implementation, and impact of the Dallas Indepeh&hool District’s (ISD) Aspiring
Principals Program. This study of principal pregim has relevance as a K-16 issue
for two primary reasons. First, K-12 schools aeued on graduating students who
are college and career ready and strong prinagaaldrship is an essential component in
achieving this post-secondary success. Second,solosol leaders are prepared—and
certainly certified—through a university programasdiscussion of best practices in

principal preparation is pertinent as a K-16 issue.



Following the review of literature which examini@ changing role of the
principal from colonial to contemporary times, thgact of school leadership on
student achievement and best practices in pringiggdaration, the research
methodology was discussed. A qualitative methaglpleas used in order to richly
describe the case of the Aspiring Principals Pnogrdhe case study facilitated a deep
understanding of the development, implementatiod,impact of the Aspiring
Principals Program through an examination and areabf archival documents and
interviews. Interviews were conducted with 13 BallSD leaders at different levels in
the organization—senior executive, principal, amather—who were involved with the
development, implementation, and/or the impachefAspiring Principals Program.
Because of the emphasis on equity as a key componschool effectiveness, the
theoretical framework was critical theory.

Findings were reported regarding the purpose anckgs for developing the
Aspiring Principals Program, the description of gilosophy and components of the
program, as well as the impact of the program.gim impact was addressed through
an analysis at multiple levels from participanitatte to organizational support and
student achievement. Since critical theory wagshbkeretical framework, the impact of
the equity focus of the program was assessed. Raendations regarding the
program, with a focus on impact and sustainabiitgre made as were suggestions for
further research, including analyzing program impan student achievement and

examining models for sustainability
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CHAPTER 1
INTRODUCTION

Today, it is essential that public schools in theted States have highly
effective, instructional, and transformational campeaders to guarantee that all
students achieve at high levels in order to gradfram high school to be college
and/or career ready. School principals are ecaliti important component in
guaranteeing equitable and excellent schools nefeddlde 21st century. In fact,
school leadership matters so definitively thatatlership is second only to classroom
instruction among all school-related factors tr@itabute to what students learn at
school” (Leithwood, 2004, p. 3). Therefore, itngportant to define the knowledge,
skills, and attributes of the effective 21st cepfomrincipal and describe the principal
preparation program required to develop, suppad,maintain that campus leaders are
essential to ensuring thall students learn at high levels.

The issue of principal preparation and developraddtesses a K-16 issue for
two reasons. First, and primarily, the need fghhy effective principal preparation
programs which point out the necessity of schostridt and university partnerships in
order to develop alignment between course contahtlze authentic demands of the
principalship. Second, 21st century school leddpnequires that campus and district
leaders understand that K-12 education must bet@paduating students who are

college and career ready, necessitating a higredegfrawareness of the requirements



and demands of post-secondary education and whsttbeuwdone to ensure that
students graduate with the knowledge and skilsuteed.

1.1 Statement of the Problem

The challenge of effective principal preparatioa isational problem. There is
a current—and growing—principal shortage causegrimcipal retirement and by
inadequate numbers of educators who aspire toibeimals. Partly, this is a matter of
demographics. For example, in Dallas Independehod District (ISD) at the
beginning of the 2010-11 academic year almost 3D&&mpus principals had 30 years
of service and could retire at the end of the stiear (Denny, Hewitt, & Pijanowski,
2011). This trend accounts for principal shortag@®ess the country &sby boomer
principals retire and leave large numbers of vaesto fill (Denny et al., 2011). Ina
survey of 197 school districts, researchers fotmad across all locations and all grade
levels, superintendents reported a reduced nunflepratified principal applicants over
the previous decade (Carnine, Denny, Hewitt, &iijaski, 2008). Almost half of the
districts participating in a National AssociatiohnSecondary School Principals study
reported a shortage of applicants for principalmpgs (Guterman, 2007).

A statewide survey of 176 superintendents in valipsized school districts in a
Western state found that almost 40% described alémade” shortage of quality
principal candidates while 50% reported a “somevelxéiteme” or “extreme” shortage
of quality candidates (Whitaker, 2003, p. 1). Aclog to Whitaker, the
superintendents who responded to the survey mesttithre following factors as

reasons: the position's time commitment, high-sta&sting, school report cards,



increased violence, a lack of public respect farcation, overall job pressures, and
compensation.

Young’s 2009 Texas High School Project report, ‘Uenand Retention of
Newly Hired Principals in Texas” lists four reasdhat principals leave the profession:
(a) accountability pressures, (b) complexity arténsity of the job, (c) lack of support
from central office, and (d) compensation.

Darling-Hammond (2010) iRreparing School Principals for a Changing
World echoes these aforementioned concerns and idsrddiéitional three problems
that contribute to the shortage. First, administrareparation programs do not attract
“high-potential” candidates who will commit to leardhip roles in schools where they
are needed. Second, the working conditions of-pmerty schools make retaining
school leaders difficult. Third, and most impottdor this study, was the fact that
principals are “too often ill prepared and inaddglyasupported” to take on the
challenging work of the 21st century urban print{@sarling-Hammond, 2010, p. 9).

Why are so many of these potential principals deigaiately prepared for the
job? The job has radically changed in the lasademr more, yet many traditional
university principal training programs are not akg with the contemporary demands
of the role and therefore relatively ineffectivepireparing graduates for the authentic
work of the principalship; rather than being desjto develop the knowledge, skills,
and dispositions required for the 21st centurygpalship, traditional principal
preparation programs are a “collection of courseating general management

principles,” school finance, school law, and adsti@tive procedures



(Darling-Hammond, 2010, p. 9). The work that pyats do that impacts student
achievement—uvisiting classrooms, coaching teacliesigning campus professional
development, leading organizational change, stringuhe school to meet student
needs—are not typically addressed with depth uhticanal principal preparation
programs (Darling-Hammond, 2010). Both of thesees—the need for highly
effective principals and the inadequate natureasfitional principal preparation
programs—are intensified in urban educational systehere the role of the principal
is more complex and challenging than in rural amousban settings.

Because of the intense demands of the 21st ceptingipalship and the unique
requirements for principals in urban districts tigiss are increasingly interested in
influencing the preparation of principals that leatiools in the district. Some districts
develop strong partnerships with universities, hpartner with other organizations
that provide principal development, and some dgv#ieir own internal preparation
programs. In the fall of 2009, senior leaderdm Dallas ISD began exploring the
possibility of developing an in-house program tegare assistant principals for the
principalship.

Given the importance of the campus principal iratirg the conditions for
school success, and coupled with the principaltager the need for highly effective
principal preparation programs is intense. To snsuat the knowledge and skills
developed in principal candidates are aligned wighrequirements of the job, school
districts across the country—many in partnershigh whiversities—are developing

aspiring principal programs.



1.2 Purpose of the Study

The purpose of this study was threefold: Firgg study includes the
description of the conditions and motivations feveloping a principal preparation
program in the Dallas Independent School Distrig¢écond, the study includes the
philosophical foundations for and the developmérthe curricular and instructional
components of the Aspiring Principals Program (ARIRY third, the impact of the
program on Dallas ISD, especially on the princppkline

One purpose of this study was to describe the idesieand processes in which
Dallas ISD leaders engaged in order to develomatsirict program for aspiring
principals. This study includesbody of research and contextual information teese
as institutional memory for Dallas ISD leaders.atidition, the processes and decisions
described enables leaders in other school distodesarn from the principal preparation
program that Dallas has built. Importantly, thedstenables program leaders to
evaluate their programs for effectiveness in priegaaspiring principals for the
principalship. Last, this study provides insightbi the mindset and skillset of Aspiring
Principals Program graduates, sitting principaigerms of their capacity for excellent,
equity-focused instructional and transformatioealdership as the program impact is
described.

1.3 Significance of the Study

In this study, the researcher provides the follgwija) a comprehensive
description of an effective, equity-focused 21sttaey campus leader and explains the

importance of school leadership to ensure thatestisdgraduate from high school both



college and career ready; (b) effective princigalparation and the process of
developing such a program; (c) the characterisincscomponents—the selection
process, the training, the mentoring and supporat-d¢bmprise an effective principal
preparation program; and finally, (d) the impactttBallas ISD’s aspiring principals
program has had on the district.

1.4 Orienting Framework/Theoretical Lens

The theoretical lens for this study was “critidadory” as it provided a way to
discuss the historical inequality and the currehievement gap at the heart of K-16
public education in the United States. Compoundedualities, reinforced over
generations, have created what Gloria Ladson-Bglipedagogical theorist and teacher
educatorhas called “educational debt, owed to those wive fi@en denied access to
guality education for hundreds of years” (as citeBarling-Hammond, 2010, p. 28).
This historical inequality in U.S. public schoolsdathe ongoing challenge to guarantee
that poor and/or minority children, especially mban school systems, receive high
guality education is a critical focus for all wighstake in public education.

As Kincheloe and McLaren (2003) wrote in “The Lac&se of Qualitative
Research” that,

Critical theory questions the assumption that $msesuch as the U.S . . . are

unproblematically democratic and free. Over th€ @ntury . . . individuals in

these societies have been acculturated to feelartabfe in relations of

dominance and subordination rather than equalidyimtiependence. (p. 303)

Darling Hammond (2010) stated Tine Flat World and Education: How

America's Commitment to Equity Will Determine Outufethat,



[E]Jnormous energy is devoted in the United Stadedigcussion of the
achievement gap. Much less attention, howevgraig to the opportunity
gap—the accumulated differences in access to kegadidnal resources—
expert teachers, personalized attention, high-tyualirriculum opportunities,
good educational materials and plentiful informatresources—that support
learning at home and at school. (p. 28)
The leaders who emerge from the Dallas ISD’s Asgifrincipal Program must be
able to lead the work of ensuring equity and actmsall of the students, regardless of
race, ethnicity, social class, sexual orientatautture, disability, or English language
proficiency.

Another component of schooling in the U.S. thaures an examination
through the lens of critical theory concerns tredrical structure of schools. As
Elmore (2008) stated i&chool Reform from the Inside Qsthools have traditionally
been governed by locally elected school boardssahdols have been populated by
“relatively low status (mostly female) teachers kiog in relative isolation from each
other under the supervision of (mostly male) adstiaiors, who expertise was thought
to lie mainly in their mastery of administrativehrar than pedagogical skills” (p. 45).

One of the key skill-sets for contemporary scheaders is the ability to
develop the leadership capacity of teachers anolo$staff so that they may engage in
continuous professional learning in a collaborasigbool culture. The mindset and the
skillset necessary to facilitate this type of dimited and collaborative leadership, as is
true for the equity-focused mission to ensure liegrat high levels for all students has

to do with issues of equality and independence. tir@se reasons, critical theory

provided the lens through which to view this casely on leadership development.



1.5 Research Design

Qualitative research is designed to answer “hovd ‘avhy” of the research
objective and because one of the primary purpostssostudy was to richly describe
the creation of the Dallas ISD Aspiring PrincipBi®gram, the researcher used the case
study in the design. According to Creswell (2008)¢ase study is an in-depth
exploration of a bounded system based on extedsitaecollection” (p. 476). The
Aspiring Principals Program is “bounded” sincesiti “case” that is “separated out for
research in terms of time, place, or some physicahdaries” (Creswell, 2002, p. 476).
The types of case studies that researchers studg@y to the Aspiring Principal
Program.

1.6 Research Questions

RQ1: Why was the Dallas Independent School Dis&spiring Principals
Program developed?

RQ2: What are the philosophy and components offacteve principal
preparation program and how does the Dallas IndésperSchool
District Aspiring Principals Program embody these?

RQ3: What has been the overall impact of the AsgiRrincipals Program in
Dallas Independent School District?

1.7 Definition of Terms

Adult Learning TheoryAndrogogy, or adult learning principles, were omggjly

developed by Malcolm Knowles (2005) who wrote thdlt learners need autonomy



and self-direction, relevance to current goalscieality and the opportunity to connect
theory with practice.

Aspiring Principal Programin Dallas ISD, it is a 14-month, cohort-structured
program for current assistant and associate paeiwho seek additional preparation
for the principalship (Dallas Leadership Acaden31@).

Chief of Schools Office©ne of four chiefs (the others being the Chief @ifffS
the Chief Academic Officer, and the Chief Finan€idicer) in Dallas ISD, all of
whom report directly to the superintendent. Thee€bf Schools Officer is line staff
and the Senior Executive Directors—and indirectlg, principals—report to
him/her.Dallas ISD Organizational Chart (Dallas deship Academy, 2010).

Fellows: Participants in Dallas ISD’s Aspiring Princip&sogram.

Learning Communityn Dallas ISD, the district is organized into seven
horizontal (by levels—elementary and secondarynieg communities. Each learning
community, which consists of approximately 40 sdbpis led by a Senior Executive
Director and the principals of the campuses reqaoiniim/her.Dallas ISD Organizational
Chart (Dallas Leadership Academy, 2010).

Leadership Performance Standardsie Dallas ISD Aspiring Principals
Program is based on 12 performance standardsdergap. These are as follows:
Personal Behavior
Resilience
Communication
Focus on Student Performance
Situational Problem-Solving

Learning
Accountability for Professional Practice

O 0O O0OO0OO0OO0Oo



Supervision of Instructional and Non-InstructioSaff

Leadership Development

Climate and Culture

Technology

Time/Task/Project Management. (Dallas Leadershiadémy, 2010)

o 0O O0OO0Oo

Problem-based Learning:he pedagogical foundation for the APP is problem-
based learning in which the APP Fellows engage gothplex and challenging
problems that are representative of the autherdik wf the principalship.
Collaboratively, they work toward effective resaduis of the problems (Dallas
Leadership Academy, 2010).

National Principal StandardDeveloped by the Interstate School Leaders
Licensure Consortium (ILSCC), these standards addiee knowledge, dispositions,
and performances required for six essential lehgestandards. These standards are
the basis for the APP’s leadership performancedstals (Dallas Leadership Academy,
2010).

Request for Principal Process (RFFhis was initiated by (then) Dallas ISD
Superintendent Michael Hinojosa in 2005. Thisdtical and cultural change brought
greater transparency and stakeholder input torineipal selection process. Staff from
the Human Capital (HC) division interview stakeleklito create a description of the
desired campus principal, with applicants writinigtéer of interest putting forth an
action plan for the school. The hiring of prindgphappens collectively—finalists
present to and are interviewed by a panel—in a deatio and transparent process.

Dallas Achieves (Dallas Leadership Academy, 2010).

10



Senior Executive Director§he supervisors of principals, Senior Executive
Directors, each lead one of seven learning comnasnitDallas Leadership Academy,
2010). .

1.8 Limitations of the Study

There were several limitations to this study. friir®m June 2010 to June 2012,
the researcher was also the Director of the Dakaslership Academy under whose
umbrella the Aspiring Principals Program resid&#cond, research was conducted
over a 24-month period, which is one 14-month cym®lving one cohort of the
Aspiring Principals Program. Since the study ineal the first cohort of the Aspiring
Principals Program, there were 21 Fellows that vaegpart of this study. The APP
Cohort 1 completed the 14-month program in Julyl2@hd as of August 2012, 15 of
the 21 were Dallas ISD principals.

1.9 Assumptions of the Study

The researcher conducted this study under thewoipassumptions:

1. The required knowledge, skills, and attributeshef tontemporary principal,
especially those in urban districts, were fundamgntlifferent from those
of principals prior to the implementation of No €hiLeft Behind Act of
2002.

2. Many traditional principal preparation programs gaot designed to
effectively prepare principals for the contempornarycipalship.

3. The Dallas ISD’s Aspiring Principal Program wasigeed to prepare and

develop effective leaders for Dallas ISD schools.

11



4. Aspiring Principals Program Fellows will be moréeetive campus leaders
as a result of this program.
5. Effective campus leaders positively impact studamievement.
6. The most effective candidates for the principalifparss were selected for
the principalship.
1.10 Summary

This case study began with a school principal sigerta situation playing out in
both the local (Dallas) and the national arenabénUnited States. The significant
problem today is that as school principals refeeier aspiring leaders seek to step into
their shoes. There are various and wide-rangiagames for this dearth of qualified
candidates for the principalship. Essentially, tusfluences on public education from
a changing national and global economy to No Chéfi Behind Act of 2002,
accountability pressures and the achievement papjge of charters and performance
pay, the numbers of educators desiring to lead caeghas declined. This has
happened at the time when U.S. schools need dediead effective leaders the most.

In this study, the researcher describes the knaeleskills, and attributes of an
effective 21st century school principal, especifdlgusing on those working in urban
school districts and examines the current statheoprincipal pipeline. The researcher
explored and documents best practices in prin@pgaration programs. The
researcher also looked specifically at the develgmand implementation of the
Aspiring Principal Program in the Dallas Indepertdgchool District from June 2010 to

June 2012. This Aspiring Principal Program’s feshort began in June 2010 and the
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second cohort in June 2011. The researcher atswibles the selection process for
participants, the development of the curriculure, development of the program
facilitators and their instructional stance, thelementation of the curriculum, the
work with mentor principals, the perceptions of Be#lows and senior leadership
regarding the program and the selection and supbéitllows as principals. This
study also includes the changing demands of timeipalship and the need for principal

preparation programs to change in order to meeteleds of school districts.
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CHAPTER 2
REVIEW OF LITERATURE
The role of the principal has changed from a largednagerial and supervisory
one to that of an instructional and transformatiéeader and a leader of learning. Why
has this happened? Because society, the roldhobkcin society and the role of the
principal have changed so drastically since Thodedf®rson’s revolutionary dream of
universal education, that the principal now muatllehange rather than manage the
status quo.

2.1 History

2.1.1 From Thomas Jefferson to Frederick TaylorbliRuEducation in the U.S. from
Common Schools to Educational Bureaucracy

Thomas Jefferson viewed schooling as an esseotigbonent in the creation
and maintenance of the Republic. Like the philbsop, Locke and Montesquieu, who
influenced his thinking, Jefferson knew that, “thieole power of education is required
if the virtue that makes men choose public overgté interest is to be sustained”
(Cremin, 1970, p. 439). To this end, Jeffersorppsed to the Virginia Assembly a
“Bill for the More General Diffusion of Knowledgewhich proposed that each county
in the Commonwealth would have a school, suppditethxes and overseen by the
public, where for three years, all of the childcdrihe county could attend free of
charge. In addition, Jefferson’s bill proposedéltablishment of 20 grammar schools

where more advanced courses would be taught. Hobs®ls would be “open to
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qualified scholars at appropriate tuition fees a#l as to the brightest graduates of the
lower schools whose parents were too poor to digentadditional education”
(Cremin, 1970, p. 440). Finally, the bill providixt ten of the scholarship students
from the grammar school to be selected to attetidgmat William and Mary in
Virginia where their tuition and board would begat state expense.
Jefferson wrote in his “Notes on the State of \firgi in 1785 that,
The ultimate result of the whole scheme of educatiould be the teaching of
all the children of the state reading, writing aminmon arithmetic; turning out
ten annually of superior genius, well taught in &eLatin, geography, of the
higher branches of mathematics; turning out teerstannually, of still superior
parts, who, to those branches of learning, shaik la@ded such of the sciences
as their genius shall have led them. (Cremin, 197041)
Jefferson made clear through his writing that whhkese educational opportunities
proposed by the bill certainly benefitted the indials who received the schooling, the
greater purpose was for the benefit of the Republic
The general objects of this law are to provide @ucation adapted to the years,
to the capacity and the condition of everyone, @inected to their freedom and
happiness. . . . But of all views of this law namenore important, none more
legitimate, than that of rendering the people sadehey are the ultimate
guardians of their own liberty. (Cremin, 1970, p1}
Jefferson’s Bill for the “More General Diffusion &ihowledge” was put before
the Virginia Assembly three times between 1779 Biti7 and was defeated each time.
In spite of the lack of legislative success, Jsfferhad put forth an idea—that free

public education was essential to democracy—andabald take root (Mondale,

2001, p. 25).
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It would take a school administrator to cause Jsediie’'s dream of a statewide
school system to come to fruition. Horace Mann thasSecretary of Education for the
State of Massachusetts from 1837 to 1848, thedush official in the United States.
Previously, a builder of railroads and canals, Mdischarged his duty as Secretary of
Education by riding on horseback to inspect thespiay facility of the state’s schools.
Inspecting over one thousand schools in six ydaasin found a system of inequity:
“With no state supervision, schools varied widebnfi town to town” (as cited in
Mondale, 2001, p. 27).

Not only did Secretary of Education Mann find ateys of vast disparities
among schools, and the education they providedeahildren they served, but also a
general state of poor conditions for learning. |@en sat on hard, uncomfortable
benches, schools had few, and those frequenthateddresources and no standardized
textbooks. To remedy this, Mann held a seriesublip meetings to propose a new
system of “common schools” to serak boys and girls and to teach a common body of
knowledge in order to provide more equal life chemacMann described these common
schools as follows:

It is a free school system, it knows no distinctodmich and poor . . . it throws

open its doors and spreads the table of its bdonigll the children of the state.

.. . Education then, beyond all other devicesurh&n origin, is the equalizer of

the conditions of men, the great balance whedi®fbcial machinery.

(Mondale, 2001, p. 29)

Mann’s influence on 19th century education inclutteglidea of the common school:

free, tax-supported education for many childrenyalt as state bureaus of education

and teacher training.
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Another important influence on what schooling wolbktome was that of
Catherine Beecher, daughter of a prominent Newdfragfamily and sister of Harriett
Beecher Stowe., the famous Abolitionist. CatheBeecher, through her work of
providing advanced education for women throughhteatraining, not only legitimized
the common school movement, but also helped tdecfaanew vocation for American
women” (as cited in Cremin, 1980, p. 145). Durihg same period of time as Horace
Mann’s campaign of public education, Catherine Beeevas campaigning to save the
West through schooling (Cremin, 1980).

As large numbers of settlers moved westward, tineaghel for schools
intensified. In this vast new territory, with sci® appearing everywhere, the question
of who would teach the children of these settl@gdn to arise (Mondale, 2001).
Beecher was convinced that it was “to mothers aadHers . . . that the great business
of education is almost exclusively committed” (Creni980, p. 144). To that end,
Beecher established “teacher-training seminariegtrépare female teachers to go West
and teach in the new common schools there (Cret@80, p. 145). Historian, and
Beecher biographer, Kathryn Kish Sklar, writes tBaécher “really made teaching
respectable for middle-class women” (Mondale, 2@053); at the same time, the
classroom provided a professional opportunity fomen, the hiring of women to teach
also “created a new ethic in schools . . . in whiehteacher cared for the students—the
teacher was not only a disciplinarian but alsoreffle . . a lot of the similar ingredients
that had gone on in home schooling a century bef@e& (Mondale, 2001, pp. 54-55).

Teaching, during the second half of the 19th cen&hifted from being a largely male
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to a greater female occupation, though it continiodoe dominated by men (Cremin,
1980, p. 366).

There were several reasons for this shift, all bicl played a role in the
adoption of a model for teacher supervision anddheof the principal. First, as
schooling became more popular and schools morelpagithere was an expanded
need for teachers. While teaching was the “only @inthe professionalizing
occupations genuinely open to women,” and thus @ppeto women that wanted the
opportunity to do meaningful work in the world, tbevere also reasons that the men in
supervisory positions or on school committees foandhen suitable for the role of
teacher (Cremin, 1980, p. 366).

First, women were considered “far more suited lbyperament, disposition and
purity of morals” to work with children, especiafpung children, and to bring the best
qualities of the “domestic circle” to the missiointloe school (Cremin, 1980, p. 398).
Second, these female teachers were willing to imrkalf—and sometimes even one-
third—the pay that male teachers would receiveaddition, the men in supervisory
positions found them “more amenable to suggesti¢@simin, 1980, p. 398).

At the same time that schools in the United Stat® expanding and women
were increasingly becoming teachers, a concurrenement to professionalize
teaching was occurring. Among male high schoathess, teachers in the academy,
and leaders in the newly developing city and sdafgartments of education, teacher
training was a primary focus and an activity priityareserved for men. Intentional or

not, the professionalization of teaching in théeslapart of the 19th century served “to
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create an almost exclusively male elite and theessyired continuing male control of
an increasingly female occupation” (Cremin, 198@B938). As Tyack (1974) stated
that it was possible “to import into the organirat{the school] the subordination of
women that characterized the outside society amaatke that sexism work to
strengthen the authority of the male managersé%p.

The industrialization of the economy, the extengibachools, and the rise of
school system brought increasing demands not onliebchers with more expertise in
specific disciplines and pedagogy, but also for iatstrators who could assume a more
complex supervisory role. Typically, one teachéhin a building would be selected to
assume this supervisory function and this “prinEipesacher evolved into the role of
the campus principal. With the factory as the pinyrorganizational model for public
schools, the principal functioned largely as a ngandor most of the 20th century
(Marzano, 2011).

These trends of industrialization and expansioscbbols and school systems
also ushered in an era of bureaucratization. mbeeasing division of labor within the
schools, especially the presence of male princijgatgndle executive and disciplinary
problems, brought an increase in the numbers ofewio the teaching profession
(Tyack, 1974, p. 61)The Social Composition of the Teaching Populatpublished in
1911, stated that the vast increase of women itethehing force was due in part to
“the changed character of the management of thecpadhools, to the specialization of
labor within the school, to the narrowing of théeitectual range or versatility required

of teachers and to the willingness of women to workess than men” (Tyack, 1974, p.
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61). John Philbrick, in his 1885 survey@ity School Systems in the United States,
wrote that the mission of the school manager waspntrast with Jefferson’s dream of
universal education for full citizenship, the “peefing of the system itself* (as cited in
Tyack, 1974, p. 39). The superintendent of thet@®oschools wrote that, “in
organizing a system of popular education, the gamaetical judgment is to be
exercised in making special adaptations of meaesdis, as in any manufacturing or
business enterprise” (Tyack, 1974, p. 41). Thditegathinker on the organization of
public schools, Ellwood Cubberly, wrote in his 19&$%kPublic School
Administrationthat,
Our schools are, in a sense, factories in whichidteproducts (children) are to
be shaped and fashioned into products to meetatheus demands of life. The
specifications for manufacturing come from the dedsaof twentieth century
civilization and is the business of the schoolbuid its pupils according to the
specifications laid down. (Marzano, 2011, p. 14)
This model ensured that the processes of educatoid be defined by school boards
and upper-level school leaders that the administradf the processes would be
overseen by principals and the act of teaching vbelone of compliance. As “the
uniformity, standardization, and bureaucracy offdetory model” became the ideal of
the school system:
The key was to have the thinkers of the organinadjmecify exactly what and
how to teach at each grade level, and then to gecsirict supervision to ensure
teachers did as they were told. Decisions flonadrdthe educational
hierarchy to teachers, who, like factory workersyawiewed as underlings
responsible for carrying out the decisions of theisses. The focus was on the
process rather than the results. If teacher taightight curriculum, utilized
the correct textbooks, assigned students to theopppte classes, and adhered

to the correct schedule, the results would take oathemselves. (DuFour,
2008, p. 32)
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Not only did these changes concretize and limitrthes and functions of
principals and teachers, but they created a sy&iesorting or tracking students into
inflexible pathways as well. Since students waee"taw products,” and curriculum
and instruction were simply the “specifications feanufacturing,” the ideal for public
schools was efficiency. These first school priatspvere managers of this bureaucratic
system that took the best practices of the indalsige and applied them to the
education of children.

A large portion of the students responsible forghmving school population
between 1880 and 1920 were immigrants. This wasagally true in the cities where
the majority of children in school at the turn bé&tcentury were “either immigrants or
the children of immigrants” (Mondale, 2001, p. 69he cause of progressive social
reformers of improving the living and working cotidins of the urban poor dovetailed
with the school reformers who were seeking gresffeziency in educating large
numbers of students, many of whom had limited preficy in English or who were
“unsuited for traditional academic courses” (Momj@001, p. 66). These efficiency-
driven reformers, in partnership with business gsstrongly advocated for vocational
and industrial education in the nation’s publiceals. These courses would especially
target the “hand-minded” immigrant children whagytbelieved, were “repelled” by
the heavily intellectual, academic, and verbal ref the traditional public school
curriculum (Mondale, 2001, p. 66). Therefore, $khbool curriculum was

“differentiated” into multiple tracks, offering “maerous specialized occupational
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programs for children who were expected to becordastrial and commercial
workers, domestic workers and housewives” (Mond20€1, p. 66)

The system that made the American economy a weaddr heavily influenced
the nation’s public schools, as well:

If sorting and selecting students was the fundaateask of education, the
factory model—the prevalent organizational modetheflate 19 and early 28
centuries—provided the ideal conceptual frameworkcbmpleting that task.
Frederick Winslow Taylor, the father of ‘scientificanagement,” argued that
‘one best system’ could be identified to completg task and solve any
organizational problem. According to Taylor, magagnt’s job was to identify
the one best way, train workers accordingly, arviple the supervision and
monitoring needed to ensure that workers woulaWiihe prescribed methods
without deviation. Taylor's model demanded celtedion, standardization,
hierarchical top-down management, a rigid sengena, and accountability
based on adherence to the system.

And, just as different assembly lines were desigongatoduce finished
products of differing quality, the educational asbéy line was designed to turn
out students of various levels. Curriculum andestations varied significantly
to reflect the quality of the raw material (thatstudents) to be shaped by the
schools. In 1910, the National Education Assooratalled upon educators to
‘recognize differences among children as to apéigidhterests, economic
resources, and prospective careers’ and to sorse@erdt them accordingly.
Students were simply the passive raw material paned along the educational
assembly line. (DuFour, 2008, p. 32)

This early 20th century trend toward school effimg, or tracking, was also
facilitated by the increase in the use of intelige testing following World War I. First
used by the military to identify candidates foricéf training, the public schools
embraced intelligence testing as a way to imprbeeaccuracy of assigning children to
different ability groups and to different curriculdhe designers of the tests promoted

them as “instruments that could correctly idensifydents’ innate, fixed intelligence”
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that would offer a scientific rationale for assiggistudents to “various curricular
tracks,” that were “in keeping with their ‘need¢Mondale, 2001, pp. 66-67).

At the same time that the nation’s schools wergrgpstudents into different
curricular tracks based on their innate abilittes, philosopher, John Dewey, at the
University of Chicago, was known for promoting agressive, child-centered view of
education in which student interest would drivermgion (Mondale, 2001). Dewey’s
desire for “differentiated learning” based on sttdeeeds and interests was soon
incorporated into the tenor of public schoolinghe United States in the 1940s and
1050s. Unfortunately, any move away from an emigh@s academic studies for all but
the college-bound student was considered progeessithis time and since part of the
goal of education was to ensure that all studetsaamed in school, the “life
adjustment movement” influenced the curriculumtsat students could be
appropriately prepared for their pathway (Monda@)1, pp. 67-68). With 20% of
students destined for college and 20% suited filledkwork, the remaining 60% of
students would receive instruction in the basidski everyday living (Mondale,
2001).

The legacy of the American public school in thetfinalf of the 20th century
was “a system of mass education, but one that éeliciferent groups differently”
(Mondale, 2001, p. 119). The mission for schoolthe 21st century is to ensure that
all students have the right to not only attend sthaut have “a genuine right to learn”
(Darling Hammond, 1997, p. 5). The second hathef20th century saw some

movement toward that ideal.
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2.1.2 From Sputnik and Brown to NCLB: The Chandriade of the Principal from
Manager to Leader

When the Soviet Union launched the Sputnik spamdlisain 1957, the long-
simmering reaction against the anti-intellectualraof 20th century public schooling
reached the boiling point. In 1958, the Congressspd the National Defense
Education Act which provided funding for graduatiedy in math, science and foreign
language, as well as for the construction of newosts (Mondale, 2001).

In addition to a movement to increase the acadeguc in the nation’s public
schools, a complementary movement was underwayke ithe schools more
inclusive. In 1954, the Supreme Court rule@nown v. Board of Educatiotnat
separate schools were inherently unequal, andénd,1President Johnson signed the
Civil Rights Act banning discrimination in scho@sd other federally funded entities.
The Elementary and Secondary Education Act (ESEAP65 provided unprecedented
sums of federal money to aid poor children in s¢hio®uring the 1970s, more groups
were included under the umbrella of equality with passage of Title IX in 1972
ensuring gender equality and the Supreme Courtgui 1974 Lau v. Nichol} that
bilingual students would receive access to educgiondale, 2001).

On the heels dBrown v. Board of Educatiothe subsequent integration of U.S.
schools and the legislative agenda of the War areiyy the “Equal Educational
Opportunity Survey" popularly known as the Colernraport, was published in 1966,
which concluded that that family background, nat $kshool, was the major determinant

of student achievement. The reaction against détiemthat schools were not capable
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of educating students in poverty was the “effeciglbools movement,” whose primary
proponents—Lawrence Lezotte and Ron Edmonds—cothpeieearch to demonstrate
that all students are capable of learning andtieaschool controls the factors
necessary to ensure student mastery of the cwrnculThe researchers identified
schools that were effectively teaching poor chitdaad defined the attributes of the
schools, the effective schools correlate. Onedayponent of these schools was
strong instructional leadership, which accordingi¢éaotte means that,

The principal acts as an instructional leader dfettvely and persistently

communicates the mission of the school to stafiema, and students. In

addition, the principal understands and applieshaacteristics of instructional
effectiveness in the management of the instructipragram. Clearly, the role
of the principal as the articulator of the missafrthe school is crucial to the
overall effectiveness of the school.

(Revolutionary and Evolutionary: The Effective SolsoMovement)

Through the 1980s, with the 1983 publicatadrA Nation at Riskvhich posited
that the “poor quality of schools posed a thredaheowelfare of the country” and the
subsequent “excellence movement” that sought toorgthe schools with a series of
measures such as requiring more credits for higha@dgraduation, more hours in the
school day and more days in the school year, tleeofcthe principal as a strong
instructional leader prevailed (DuFour, 2008, pp-35). This model of instructional
leadership emphasized one-on-one interactions leetie principal and the teacher
around such activities as monitoring lesson plamssapervising and evaluating

classroom instruction. The limitations of the iastional leader model are that it may

be perceived by some as undemocratic, it makessatdemands on the expertise of the
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principal, and it creates a dependency and reliancg single leader that makes
sustainability difficult (Hallinger, 2007).

The reaction to the “top-down” approach of theedbemce movement and to the
role of the principal as instructional leader wasHool restructuring,” a move to
decentralize authority and decision making, pla¢iregn at the school site. This
autonomy, it was believed, coupled with the ambgi&Goals 2000 proposed by
President George H.W. Bush, would produce poweeéslilits in student achievement.
The role of principal as strong instructional leagave way to school-based
management and an early version of transformatieaalership where principals
provided autonomy and empowerment to teachers @mdncinity members (DuFour,
2008).

The 2002 No Child Left Behind Act, designed tseastudent achievement and
eliminate the achievement gap, has created anamaent of accountability where
“explicit standards of learning, coupled with hegrgssure to provide tangible
evidence of success has reaffirmed the importahmetuctional leadership”
(Lashway, 2003, p. 26). While the practice ofiastional leadership in the 1980s
tended to focus on the traditional tasks of settiegr goals, allocating resources to
instruction, monitoring lesson plans, and evaluateachers, the instructional
leadership practices of today are more complexe “Tdarning leader” of the 21st
century has a larger focus on teaching and leayohegites conditions for professional
learning, uses data to inform decisions and degdiegdership capacity in others (King,

2002). Ten years into the 21st century and thdéigpabhool environment shaped by
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NCLB, the contemporary principal combines the diesiof instructional and
transformational leadership to ensure that allestisllearn.

School reform has been on-going since the beginoiinige nation’s schools. In
their book,Tinkering Toward Utopia: A Century of Public Sch&sform Tyack and
Cuban (1995) defined reform as “planned effortshiange schools in order to correct
perceived social and educational problems” and tihaewhile sometimes reforms
were triggered by external events, such as broadlswises like inequality or
segregation, other reforms, such as the sciemifinagement movement in schools,
were internal and initiated by educational profesals (p. 4). Regardless of the
stimulus for change, the leaders of change, edpediaing the first half of the 20th
century, were the educational leaders or expertssehthe template for schooling and
school reform. This template prescribed commoieslih “the structure, rules and
practices that organize the work of instructionfiav Tyack and Cuban called the
“grammar of schooling” (pp. 8-9). This “grammaritiudes such familiar practices as
age-graded classrooms, the division of knowledtgedifferent subjects, the self-
contained classroom with one teacher and the paheis manager and administrator.

The core of the school—teaching and learning—hasteiically been largely
untouched by the reforms of the last century. Kyawod Cuban (1995) argued that,
“Change where it counts most—in the daily intei@utsi of teachers and students—is
the hardest to achieve and the most importanti@p. How does the campus principal
positively impact these complex and imminently #igant interactions between

students and teachers? The principal must combework of instructional and
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transformational leadership and lead both firseo(thcremental) and second order
(deep) change (Marzano & Waters, 2005), sinceasle how was "transforming the
education system rather than merely getting schtoad® better what they have always
done” (Darling Hammond, 1997, p. 5).

Synthesizing and contrasting the mission of pufidizooling—and the role of
the principal—in the 20th and 21st centuries, DariHammond (1997) stated the
following:

If the challenge of the twentieth century was drepa system of schools that

could provide minimal education and basic socislirafor masses of

previously uneducated citizens, the challenge etwenty-first century is
creating schools that ensure—for all studentslin@hmunities—a genuine
right to learn. Meeting this new challenge is antincremental undertaking. It

requires a fundamentally different enterprise 5{p.

The principal of the Z1century school who leads this “fundamentally difet
enterprise” must move beyond functioning as ancéiffe manager who “[gets] schools
to do better what they’ve always done” (Darling-Haaond, 1997, p. 5). To ensure that
all children learn, the Zcentury principal must lead the work, at the casnlewel, of

“transforming the education system” (Darling-Hammph997, p. 5).

2.2 Leadership Matters: The Impact of the PrincggaStudent Achievement

Through all of the changes in U.S. public schoolthe last two centuries, one
certainty emerges—that effective schools makefaréifice in the lives of children
(Marzano, 2003). Just as we know that schools raakéerence, research has also

demonstrated that school leadership, specifictily principal, also matters.
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Before discussing the types of preparation asppmcipals need to ensure that
they are ready for the principalship and are abledsitively impact student learning, it
is important to examine the impact of the principalstudent achievement. In a 2004
study, published by the Wallace Foundation, re$esiscinvestigated the correlation
between leadership and student achievement and ti@e“leadership is second only
to classroom instruction to all school-related dasthat contribute to what students
learn at school” (Leithwood, Seashore Louis, Andeys Wahlstrom, 2004, p. 3). In
other words, leadership matters and in strugglaipsls, leadership effects are even
stronger. After six additional years of researnlsohool leadership and student
achievement, the same researchers were “even roofident about this claim” that
leadership matters (Seashore Louis, 2010, p. 9).

The follow-up comprehensive examination of educeatideadership-tearning
from Leadership: Investigating the Links to Imprd\Student Learningwas the broad
focus of a 6-year study by the Wallace Foundatiat $ought to “identify the nature of
successful educational leadership and to bettegrstehd how such leadership can
improve educational practices and student learn{Bgashore Louis, Leithwood,
Wahlstrom, & Anderson, 2010, p. 7). The study gegld both quantitative and
qualitative data from nine states, 43 school ditstyiand 180 elementary and secondary
schools and included interviews with state legskateducation agency officials,
district leaders, school board members, as wedlageys, observations, and interviews

with teachers and principals. Additionally, studparformance data in literacy and
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mathematics for tests used by the state to deterAlequate Yearly Progress were
used.

One portion of the study focuses specifically am phincipal behaviors that
impact student learning. Four categories of ceaglérship practices have been
identified by prior research:

Setting Directions
e Building a shared vision
e Fostering the acceptance of group goals
e Creating high performance expectations
e Communicating the direction
Developing People
e Providing individualized support and consideration
e Offering intellectual stimulation
e Modeling appropriate values and practices
Redesigning the organization
e Building collaborative cultures
¢ Modifying organizational structures to nurture ablbration
e Building productive relations with families and comnities
e Connecting the school to the wider community
Managing the Instructional Program
Staffing the instructional program
Monitoring progress of students, teachers and¢hed
Providing instructional support
Aligning resources
Buffering staff from distractions to their work
(Seashore Louis et al., 2010, p. 75)

In this component of the larger leadership studgsBore Louis et al. (2010)
intended to “ground, illustrate and elaborate auterstanding” of the core leadership
practices based on the experiences of teachengramuipals (p. 71). Research was
conducted with 12 principals and 65 teachers ach®ols where six of the schools

were classified as “high scoring” and six were “lsgoring” based on the numbers of
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teachers who scored high on quality of instrucbased on classroom observations
(Seashore Louis et al., 2010, p. 71)

The practices identified by principals and teaclasrielpful were compared
with the core leadership practices as defined Byipus research. Considering the
general core practice of Setting Direction, twa sdtidentified practices—focusing the
schools’ and teachers’ attention on goals and @apens for instruction and student
achievement—were part of the core practice of lmglé shared vision, fostering
acceptance of group goals and creating high pegonoa expectations. Under the
general core practice of Developing People, spdifi the component of providing
individualized support, four identified practicesresponded. These were keeping
track of teachers’ professional development nelegis,g easily accessible, providing
back-up for teachers for student discipline andh\warents, and providing mentoring
opportunities for new teachers.

One set of identified practices matched up withdbie practice of Redesigning
the Organization and this created structures apartymnities for teachers to
collaborate. One set of identified practice—momitg teachers’ work—matched up
with the core practice of Managing the InstructidPggram (Wahlstrom, 2010 , pp.
73-74). A large proportion of both principals (9264100%) and teachers (67% to
84%) agreed on the importance of three specifictjpes:

e Focusing the school on goals and expectationgdidiest achievement
e Keeping track of teachers’ professional developneeids

e Creating structures and opportunities for teactecollaborate
(Wahilstrom, 2010, p. 71)
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From this particular part of the study, Wahlstretal. (2010) concluded that
instructional improvement requires a school-wideuon goals and expectations for
student achievement. Second, they concluded thatippals played a key role in
supporting and encouraging teachers’ professiogatldpment. Third, both
practitioners and policymakers needed to adoptde wiew of instructional leadership
noting that actions occur within the school—anddlsgrict—and not only within the
classroom that support or hinder effective instaral practice. Finally, they noted that
while principals must pay careful attention to sl@®m instructional practice, they
must also pay careful attention to the health efahtire school (Wahlstrom, 2010,

p. 76).

A previous large-scale quantitative study, a nagtalysis involving 69 studies
from 1978 to 2001 and 2,802 schools, was publigh&thool Leadership That Works:
From Research to Resulisid describes the specific leadership practicasrtipacted
student learning, noting a .25 correlation betwleadership effectiveness and student
achievement. This study indicated that schoolk wiincipals in the top half of the
distribution of effective leadership skills had 5% of their students passing a test (with
a typical passing rate of 50%) versus principalhebottom half of the distribution
whose students passed at only a 37.5% rate. T@adership matters and the
“leadership behavior of the principal can have@aqgind effect on student
achievement” (Marzano & Waters, 2005, p. 32). .

What are the leadership skills that have suctofopnd impact on student

achievement? Marzano’s (2005) groundbreaking workreta-analysis of 69 studies
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conducted between 1978 and 2001 involving 2,802dslat various K-12

configurations—was in alignment with other resedicking school leadership and

student achievement. These research studies mag®eint that effective school

leadership was vital for student achievement aeg tlescribed the 21 leadership

behaviors that were most strongly correlated witidlsnt academic achievement.

These principal behaviors and their impact on studehievement, according to

Marzano are shown in the following table:

Table 1.1 Marzano’s 21 Leadership Behaviors Thataleh Student Achievement

Responsibility The Extent to Which the Principal... Average
Correlation

Affirmation Recognizes and celebrates accomplistimend 19
acknowledges failures

Change Agent| Is willing to challenge and activdipltenges 25
the status quo

Contingent Recognizes and rewards individual 24

Rewards accomplishments

Communicatio| Establishes strong lines of communication with 23

n and among teachers and students

Culture Fosters shared beliefs and a sense of carmymu .25
and cooperation

Discipline Protects teachers from issues and infies that 27
would detract from their teaching time or focus

Flexibility Adapts his/her leadership behavior ke heeds .28
of the current situation and is comfortable with
dissent

Focus Establishes clear goals and keeps thoseigoals 24
the forefront of the school’s attention

Ideals/Beliefs | Communicates and operates from gtideals 22
and beliefs about schooling

Input Involves teachers in the design and 25

implementation of important decisions and
policies
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Table 1.1 continued

Responsibility | The Extent to Which the Principal... Average
Correlation
Intellectual Ensures faculty and staff are aware of the mogt 24
Stimulation current theories and practices and makes the
discussion of these a regular aspect of the
school’s culture
Involvement in Is directly involved in the design and .20
Curriculum, implementation of curriculum, instruction and
Instruction and assessment practices
Assessment
Knowledge of | Is knowledgeable about current curriculum, .25
Curriculum, instruction and assessment practices
Instruction and
Assessment
Monitoring/ Monitors the effectiveness of school practices 27
Evaluating and their impact on student learning
Optimizer Inspires and leads new and challenging .20
innovations
Order Establishes a set of standard operating .25
procedures and routines
Outreach Is an advocate and spokesperson for tio®lsc 27
to all stakeholders
Relationships | Develops an awareness of the peragpalts .18
of teachers and staff
Resources Provides teachers with materials and .25
professional development necessary for the
successful execution of their jobs
Situational Is aware of the details and undercurrents in the .33
Awareness running of the school and uses this information
to address current and potential problems
Visibility Has quality contact and interactions vit .20
teachers and students

Note.Marzano, 2005, pp. 42-43.

While it is possible to rank order these principahaviors in terms of their
impact on student achievement, it is importantdterthat 20 of the 21 correlations

were between the values of .18 and .28. In otloedsy they are all important and they
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interact with one another causing a multiplier efifeLast, various principal behaviors
assume greater or lesser significance dependipg@pective, such as leading first
order, incremental, or second order, radical, cegMarzano & Waters, 2005, pp. 62-
63). The leadership behaviors varied in importate@ending on whether a principal
was leading an elementary or a secondary campusxé&mple, or whether the
principal was leading a start-up, maintenance wraitound campus. Ultimately,
leadership influences “virtually every aspect” loé tschool and is a “necessary
condition for effective reform” of school-level aeher-level and student-level factors
(Marzano, 2003, p. 172).

In discussing the Marzano (2003) study, schooldenaEffective schools can
have a “profound impact on student achievementegardless of the background of
the students who attend the school” (Marzano, 2p08). Leadership matters;
principals account for 25% of the school’s impattachievement (Marzano & Waters,
2005, p. 26). While teacher quality was the sifmgest factor impacting student
achievement at 33%, the principal was also kehimimportant human capital issue—
hiring, mentoring, developing and retaining effeetteachers:

Put simply, the principal is the best-positionedspa in every school to ensure

successive years of quality teaching for each cHilis the combination of

highly effective teaching with highly capable schiadership that will change

outcomes for children in our schools—not one ordtieer, but both. (Cheney,
2010, p. 8)
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2.3 Excellence and Equity: The 21st Century Ppailci

The role of the principal remained largely managehrough much of the 20th
century, with the job description focused largetymaintaining a clean and orderly
campus, managing staff, developing rules and pruoesdand attending to the general
operation of the building (Seashore Louis et &11® p. 78). The traditional
bureaucratic, managerial principal relied on rded procedures, hierarchy, and a clear
division of labor to create an efficiently run sohoThe 1980s saw the emergence of
the principal as instructional leader as a redulhe effective schools movement and
the excellence movement. The subsequent schdaolckging movement of the 1990s
encouraged the principal to function as a transétional leader in the sense of
empowering teachers and community members to hawea in school decisions.

The effective 21st century principal blends thet loesilities of instructional
leadership—a sharp focus on teaching and learnimg-tee most exciting qualities of
transformational leadership—the capacity of theaarzation to innovate and to learn—
into a powerful role for principals. These cont@mrgrsy principals function as “leaders
of learning” (DuFour, 2008, p. 321) whose dominacus is improvement of student
achievement by increasing the individual and ctiNeccapacity of teachers and staff
within the school. In fact, the leader of learnaaknowledges thdbr students to learn
at high levels, mastering the knowledge and stadllsnable them to succeed, the adults
in the school must also be continually learningbur, 2008, p. 19). These principals
also function as “learning leaders” (Barth, 200126) who are making their own

learning visible to others and by so doing creaéiraylture and a system that
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encourages and values adult learning in the seofisehool effectiveness and student
success.

With learning as its focus—and the improvementeathing and learning as its
mission—a school’s capacity may be defined as Kitwwvledge, skill and material
resources that are brought to bear on the interaetinong students, teachers and
content” (Elmore, 2008, pp. 118-119). The abitifya principal to guide and direct
instructional improvement is the definition of pripal leadership (Elmore, 2008, p.
57). Given that the goal of school leadershimeseasing student achievement by
improving the quality of teaching and learning,s@headers must develop three types
of capacity: school or organizational capacityfrmstional capacity, and developmental
capacity (Drago-Severson, 2009, p. 8).

School or organizational capacity is “the schoobflective ability as a working,
functioning whole to increase achievement” (Dragw«3son, 2009, p. 8). A principal
builds organizational capacity by creating the ¢bods through which teachers
function as professional learning communities. dexahip effects on student
achievement occur largely because effective leagestrengthens professional
community—a special environment within which teash&ork together to improve
their practice and improve student learning. Pasifenal learning, in turn, is a strong
predictor of instructional practices that are stjlgrassociated with student achievement
(Seashore Louis et al., 2010, p. 37). In factofgssional community . . . is nothing
more or less than a shorthand term for the kindslaft relationships in schools that

can support individual change in classrooms” (&p#l, 2002, p. 94).
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In the previous section, the researcher discus$gdemdership matters and the
21 principal behaviors and their correlation tadstut achievement. A recent revisiting
of this research looks at principal behaviors m¢bntext of school professional
learning communities. Certainly, the relationshgiween principal leadership and
student achievement is an indirect one since graisido not usually provide direct
instruction to students (Marzano & Waters, 200&{her, the principal’s influence on
student learning occurs through his/her influenceéeachers. The collaborative team
structure of professional learning communities Ypdes a vehicle for focused
interactions between principals and teachers,” #stigblishing a system in which the
principal directly influences the collaborative temand the teams directly influence
teacher actions in the classroom, resulting imgpect on student achievement (DuFour
& Marzano, 2011, p. 51).

Considered in the context of the professional lie@community, a school’s
collaborative teams provide a “focused venue” fidrassing 19 of 21 principal
behaviors that impact student learning (DuFour &24ao, 2011, p. 52). Only two—
contingent rewards and discipline—focus on thegypial’s interaction with specific
individuals. The rest naturally occur within thallaborative team (DuFour &
Marzano, 2011, p. 54). Principals who practicdemtive, rather than individual,
leadership—such as the type of leadership thatldesén professional learning
communities—have a greater influence on studeneaement by positively

influencing teachers’ motivation and working redaiships (Seashore Louis et al., 2010,
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p. 19). Through professional learning communitse$ools develop organizational
capacity.

In addition to being leaders of learning, the dffec21st century principal is
also a leader of leaders. An additional compopnéntganizational capacity is
distributed leadership. Elmore (2008) describestkituted leadership in the following

manner:

In a knowledge-intensive enterprise like teachind arning, there is
no way to perform these complex tasks without widkstributing the
responsibility for leadership among roles in thgamization, and without
working hard at creating a common culture, or $ettues, symbols and
rituals. Distributed leadership, then, means mldtsources of guidance
and direction, following the contours of expertis&n organization,
made coherent through a common culture. It isSghe’ of the common
task or goal—improvement of instruction—and a comrframe of
values for how to approach that task—culture—tlesgtgs distributed
leadership from becoming another version of loaseting. (p. 59)

In today’s complex educational environment, thegipal, especially in a high
school, will not have the content expertise in satg such as chemistry,
physics, Advanced Placement English or trigonomidtay the teachers possess.
By distributing leadership—in a context of sharéslon and common goals and
tasks, the principal builds organizational capacitye five basic principles of
distributive leadership are as follows:
1. The purpose of leadership is the improvement dfuetional practice
and performance, regardless of role.
2. Instructional improvement requires continuous leayrand
leadership must create conditions that value legras both an
individual and collective good.

3. Learning requires modeling and is the central rasjwality of
leaders.
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4. The roles and activities of leadership flow frore #fxpertise
required for learning and improvement, not fromfibrenal dictates
of the institution.

5. The exercise of authority requires reciprocity c¢@untability and
capacity. If the formal authority of my role recgs that | hold you
accountable for some action or outcome, then | laavequal and
complementary responsibility to assure that yowehtae capacity to
do what | am asking you to do. (EImore, 2008, [i68)

Through ensuring that schools are learning orgénizsiwith distributed
leadership, effective 21st century principals aeedopers of organizational or school
capacity. This practice of school capacity promithe “synergistic power of leadership
shared by individuals throughout the school orgation” (Hallinger, 2003, p. 345).
When teacher learning and leadership—and thus ¢éeaffectiveness—increase,
organizational learning and effectiveness alsoeiase. Another important component
of capacity is instructional capacity, that is, teachers’ ability to provide effective
student instruction (Drago-Severson, 2009, p. 8).

Instructional leadership in the 21st century loeksy different from
instructional leadership in the 1980s. Originalhg term “principal” derived from the
term "principal teacher” who had “more skill anddwiedge than anyone in the
building and would guide others on how to teachd€H, 2007, p. 84). Traditionally,
school administrators met their instructional raes responsibilities by assuming a
top-down supervisory approach that focused on maaong and evaluating teacher
performance. Contemporary principals serve asuasbnal leaders by facilitating

teacher learning and by creating the conditions/bigh teachers improve

instructionally (Hoerr, 2007).
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An additional factor in the principal’s instructianeadership involves his/her
role as manager of “human capital.” Human castain economics term that refers to
the “productive skills and technical knowledge afrikers” and certainly public
education is a “human capital intensive enterpnsti approximately 80% of most
district budgets spent on staff salaries and ben@flilanowski, 2010, p. 70). The
principal’s roles as instructional leader and asman capital manager complement one
another in multiple ways. For example, when ppats evaluate teachers, give
feedback on instruction and coach teachers onteféeclassroom strategies, they are
acting both as instructional leaders and as hurapitat managers (Milanowski, 2010,
p. 71). The following table furthers the connestidbetween instructional leadership
and human capital management.

Table 2.1 Comparison of Two Types of Principals

Principals Who Are Instructional Principals Who Have Strategically
Leaders Managing Talent

Build a shared instructional improvementRecruit and select staff who share the

vision vision

Allocate/reallocate resources Induct and mentor t@&aehers to support
implementation of vision

Develop active adult learners Design, implementeraluate school
professional development

Monitor curriculum and instruction Manage perforro@mising teacher
evaluation and student outcome data

Foster distributed leadership and Create leadership opportunities and change

collaborative work teams schedule to allow time for collaboration

Celebrate achievements Compensate/recognize sascess

To make these human capital actions strategicgipais must make the competencies

and expectations for teaching effectiveness ex@mil focus both on the instructional
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leadership actions and human capital functiongofuitment, selection, induction,
mentoring, professional development, performanceagament and compensation and
recognition (Kimball, 2011).

In addition to organizational capacity and instiatal capacity, the third type of
capacity needed to improve student achievemermtageiopmental capacity.”
Developmental capacity is the “cognitive, affect{eenotional), interpersonal and
intrapersonal abilities to manage the complexiiesur lives and work” (Drago-
Severson, 2009, p. 309). Developmental capackgydor the contemporary school
leader—and educational organization—due to thetaohand complex “change
forces” that demand a “new mindset for change”l@fl1993, p. 3). The challenge of
change in education, Fullan proposed, was definingt is required to make the
educational system a learning organization th&xpert at dealing with change as a
normal part of its work, not just in relation teethatest policy, but as a way of life”

(p- 4). Therefore, in order to increase the schawhanizational capacity, schools must
function as learning organizations.

A learning organization is one that is “continuapanding its capacity to
create its future” by the convergence of five “giioes” (Senge, 1990, p. 14). These
organizational disciplines, which have influenckohkers and practitioners of school
reform, are as follows:

1. Personal Mastery: the discipline of continuallgridlying and deepening

one’s personal vision, seeing reality objectiveld focusing one’s energies

2. Mental Models: the discipline of surfacing deeplgrained assumptions,
generalizations or images in order to engage mtilwoous learning

42



3. Building Shared Vision: the discipline of creatiaget of shared principles
and practices that foster commitment rather thanpdiance
4. Team Learning: the discipline of team learninde®ft the capacity of the
team to genuinely “think together”
5. Systems Thinking: the discipline of seeing thepgegatterns of
interrelationships and processes.
Senge described systems thinking as the “fifthipise” because it “makes
understandable the subtlest aspect of the leaoranization—the new way
individuals perceive themselves and their worldéri§e, 1990, p. 12).
Certainly, this is an essential truth and requsiat! for the 21st century
principal as the school has changed from beingredugratic, hierarchical organization
with the principal as manager to the instructideatler, and now, the leader of
learning. How do leaders create systems that?ed@y focusing on the development of
many leaders, rather than the actions of one leadbools can become learning
organizations (Fullan, 2008). Where the simplé&iost system of the past could rely on
the management or leadership of the principal2ttst century school, because of the
complexity of today’s educational environment, rieggimany leaders engaged in
systems thinking and “the organizations that willyt excel in the future will be the
organizations that discover how to tap people’smitment and capacity to learn at all
levels of the organization” (Senge, 1990, p. 4).
The leadership necessitated by the demands ofltec2ntury requires the
principal to be the lead learner, a developer béoteaders, and the leader of a learning

organization. Stein (2010) noted that, “this evwngvdefinition of the principalship

requires different knowledge and skills from thosguired in prior constructions of the
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principal” such as the principal as manager—supgargithe day-to-day functions of
the organization—and the more recent interpretatiche principal as instructional
leader—setting the instructional vision, observi@gcher practice against a set of
instructional expectations tied to specific teaghpmactices (p. 93).

This leadership stance—as the leader of learningge=isndamental shift” from
the principal exercising authority through his/pesition in an organization with
teachers working in isolation toward an “orientattoward public learning that engages
the principal in collaboration, exploration, expeentation and teacher empowerment”
where the principal is aligned with the teachenspirsuit of solutions” to achieve
student success (Stein, 2010, pp. 94-95). Indekdyrning is one of the master skills
of leadership, then “the best leaders are thelbasters” (Kouzes, 2010, p. 5page).

2.4 Transformational Learning for Transformatiobahders: Best Practices in
Preparing Principals for 21st Century Schools

The 21st century principal must be a leader withaburage and capacity to
lead teachers, students, and all stakeholdersinision of schooling that is
qualitatively different from much of U.S. publicwzhtion in the 20th century. As part
of an educational landscape that has been “tramsfbiby extraordinary economic,
demographic, technological and global change,”y&d@arincipals are “called upon to
lead in the redesign of their schools and schostiesys” (Levine, 2005, pp. 11-12).
The demands on school principals are profound:

In an outcome-based and accountability-driven aateginistrators have to lead

their schools in the rethinking of goals, priotiéinances, staffing, curriculum,

pedagogies, learning resources, assessment metéciisology and use of time
and space. They have to recruit and retain tdpra@mbers and educate
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newcomers and veterans alike to understand andrigcomfortable with an
education system undergoing dramatic and contichethge. They have to
ensure the professional development that teaclnera@ministrators need to be
effective. They have to prepare parents and stadenthe new realities and
provide them with the support necessary to succédey have to engage in
continuous evaluation and school improvement, eraatense of community

and build morale in a time of transformation. (lcey 2005, pp. 11-12)

Few principals have been formally prepared to khélradical systems change. In fact,
most principals “were prepared for and appointeplbs that do not exist any longer”
(Levine, 2005, p. 12). If today’s principal is cpad with radically transforming the
school, what leadership preparation ensures tipatiras principals are receiving the
most effective training to tackle today’s complérallenges? The demands of the 21st
century principalship necessitate that traininggpams provide transformational
learning to aspiring and current campus leadethathey may provide
transformational leadership.

The complex problems school leaders face demand than the knowledge
and solutions that is at hand. No longer is tlaedéscrete body of knowledge and skills
to prepare the contemporary school leader, tholhighatas once the case:

Historically, initial preparation programs for pecipals in the United

States have been a collection of courses treagngrgl management

principles, school laws, administrative requirenseand procedures—

with little emphasis on knowledge about studentriesy, effective

teaching, professional development, curriculum amgénizational

change. (Darling-Hammond, 2010, pp. 9-10)

Prior to the 21st century, this type of preparati@s adequate because most of

the challenges principals faced were largely tezdirones. Contemporary challenges
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tend to be of the more complex adaptive type. kesdp scholar, Ron Heifitz, offered
these distinctions among leadership challengegjuboe,

Technical challenges are those for which we hagarbt defined problems and

solutions and these known solutions can be implésdenith current

knowledge and understanding. In an educationakstrtechnical challenges

might be managing a budget, creating a master stdduring and firing

personnel, managing the facility, etc.

Adaptive challenge are those for which neithergbi@tion nor the
problem is clearly known or identified and can ob&/addressed through
changes in people’s beliefs and behaviors. To gwmaad meet these kinds of
problems often requires greater cognitive compyesiitd new approaches since
these challenges are often solved while we areiwgin them. In an
educational context, increasing accountabilityjemhg standards-based
reform, developing teacher and organizational apaad eliminating the
achievement gap are most certainly complex adaptiaélenges. (Heiftez,
Grashow, & Linsky, 2009, p. 19)

These different types of leadership challenges—ieahand adaptive— require
different types of skillsets and mindsets in orgelbe resolved and the capacity for
them comes from different sorts of learning. Techinkknowledge comes from
informational learning—typically the goal of traidihal professional development—
which focuses on increasing the amount of knowleadgkskills a person possesses.
The mindset and skillset required for adaptive ézghlip, however, demands a different
type of learning—transformational learning—whiclelates to the development of
increased cognitive, emotional, interpersonal amcpersonal capacities that enable a
leader to more effectively manage the complexifethe work and life” (Drago-
Severson, 2009, p. 11).

The ability to learn, both individually and colleatly, may be called

“developmental capacity” and refers to the “cogmtiaffective, interpersonal and
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intrapersonal capacities that enable us to manetertthe demands of leadership,
teaching, learning and life” (Drago-Severson, 2G%). To lead in a rapidly
changing, knowledge-based global economy withkesasingly complex demands of
public education, principals must serve as leadec®ntinuous learning in school
communities.

While technical competence is expected, adaptaedeship is required to
transform schools into 21st century organizatitrad ineet the needs of all students and
to educate the way to a prosperous economy. Inidgfthe difference between
technical and adaptive challenges, “the most comoanise of failure in leadership is
produced by treating adaptive challenges as if thene technical problems” (Heiftez
et al., 2009p. 19). The contemporary principastinot simply a technical job.
School leaders are “no longer primarily responsibieunning the school” but they are
“now responsible for transforming the school” (Doa§everson, 2009, p. 11). The
expectation that schools engage all students milgaat high levels means that,
“schools must typically be redesigned rather thanety administered” (Darling-
Hammond, 2010, p. 6).

These adaptive challenges of the contemporaryipatship must be addressed
through preparation that develops the adaptive sehdnd skillset through
transformational learning causing “a qualitativétsh . in how a person actively
interprets, organizes, understands and makes séhg#her experiences” (Drago-
Severson, 2009, p. 11). As the demands of theipalship increase and the job

becomes more complex, principal preparation prograra increasingly expected to
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provide learning experiences that participantsaste to transfer to the real work of the
principal.

In a study funded by the Wallace Foundation, Dgritammond (2010)
examined eight exemplary principal development motgs—of which the New York
City Leadership Academy was one—and identifiedel@smmon components:

e Research-based content, aligned with professidaatiards and focused on
instruction, organizational development and changaagement

e Curricular coherence linking goals, learning atiedg, and assessments
around a set of shared values, beliefs and knowlatigut effective
organizational practices

e Field-based internships that enable the applicaifdeadership knowledge
and skills under the guidance of an expert prackr

e Problem-based learning strategies, such as cas®mdsetaction research and
projects that link theory and practice and suppeftéction

e Cohort structures that enable collaboration, tearkwead mutual support

e Mentoring or coaching that supports modeling, qoastg, observations of
practice and feedback

e Collaboration between universities and school @distto create coherence
between training and practice. (p. 142)

Other practices that contributed to program efiectess were as follows:
e Vigorous recruitment of high-ability candidates lwéxperience as expert,
dynamic teachers and a commitment to instructionpfovement
e Financial support for pre-service candidates tdEntnem to undertake an
intensive program with a full-time internship
e District and / or state infrastructures supporspgcific program elements
and often embedding programs within a focus schefofrm agenda.
(Darling-Hammond, 2010, pp. 42-43)
In a study of exemplary programs, the first keguocess was “outreach to
talented potential principals” and programs did ‘ipaissively” admit whoever decided
to apply, but rather sought out “excellent teachatl leadership potential who are

committed to educational change” (Darling-Hammaz@i 0, p. 51). In addition to
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focusing on candidates who would expand the dityepgiol of the candidates, the
exemplary programs also sought aspiring principdls had some experience with
coaching adults or who had worked in high-poveetyisgs and thus exemplified both
the skillset and the mindset for the contemporanygpalship (Darling-Hammond,
2010, p. 52).

Not only was the recruitment of potential candidatrgeted, but the selection
process for candidates for the aspiring principagpams that were studied was also
rigorous. The selection process for the exempangrams included leadership essays,
multiple reference letters, evaluation of the agadlon using the criteria of writing
skills, teaching and leadership experience, wotk whildren and adults and
academics. Candidates who passed the initial@ian round would be asked to
complete tasks in which principals regularly enghgiech as group problem-solving
activities, data analysis, and panel presenta(ibaging-Hammond, 2010, pp. 52-53).

In addition to strategic recruitment and selectboandidates, a second
characteristic that distinguishes the exemplarggms is “the tight focus on
instructional improvement and transformational Exatip guiding high-quality
coursework and fieldwork” (Darling-Hammond, 20105d). Whereas traditional
programs have developed principals to administeo@ls as they are, “these programs
seek to develop principals’ abilities to build asdd vision for instructional
improvement and to lead a team to implement thebrj both by supporting teachers
individually and by developing a more productivgamization” (Darling-Hammond,

2010, p. 54).
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The exemplary programs also link theory and pradticough “well-designed,
tightly integrated coursework and fieldwork” an@ éproblem-oriented rather than
subject-centered” and allow adult learners to timbories and concepts with
experiences through reflection and constructioknoiwledge and understanding
(Darling-Hammond, 2010, p. 57). In addition to timking of theory and practice
through coursework and learning activities, theneglary programs provided their
aspiring principals with “robust internships” thavolved “authentic, active learning
experiences in school settings” (Darling-Hammor@,® p. 65). One critical aspect of
the internship is “the opportunity to understanel émalytic process used by leaders in
making decisions” so that by engaging in conveosatiwith supervising principals in
which they deconstruct their thinking and decismaking, aspiring principals are able
to transform their approach to school issues—bptrational and instructional—from
that of a teacher (or an assistant principal) &b t¢ifi a principal (Darling-Hammond,
2010, pp. 67-68).

All of the exemplary programs used the cohort stme&c Not only do cohort
groups develop skills around group problem-sohangd collaborative work, but the
cohort also provides a learning network for asgifmincipals as they move into the
residency and future leadership positions. Everermportantly, the cohort
experience emulates the work of the principal asptincipal leads educators at the
school level and these exemplary program gradagesar to have an expanded view

of leadership in schools. They understand thatdeship is not just vested in the office
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of the principal but that everyone in the schod adeadership role (Darling-
Hammond, 2010).

Darling-Hammond (2010) identified an additional bty noting that graduates
of highly effective principal preparation prograarg “significantly more likely than
comparison to principals to hold positive belidi®at and feel strongly committed to
the principalship” (p. 180). Despite serving sdsamith more low-income students
than principals in the national sample, these guads planned to stay in their jobs.
Compared with other principals, the program graelgaincipals also reported spending
more time on instructionally-focused tasks andheexin schools led by program
graduates that confirmed stronger leadership &trustional improvement and
collaborative organizations than did other teackiesling-Hammond, 2010).

The 2010 report from the Rainwater Leadership A& (RLA) examined nine
principal preparation programs (two district-bagédee university-based, and four
nonprofit providers) and while all of the prograwasied in their design specifics and
their approach to implementation, many common aesigments existed. The RLA
believed that “school leadership is an essentiariéor affecting student achievement
and for ensuring that all children have acceshedighest quality education” and that
highly effective school leaders who are “capabletanging outcomes for children” are
the principals that U.S. schools need (p. 5). rtteoto prepare these school leaders,
effective preparation programs have the followittglautes:

e They start by designing a competency framework—s#teof knowledge,

skills and dispositions that a principal must hawverder to drive high levels
of student achievement for all children.

51



e They utilize strategic, proactive and targeteduigrent strategies to ensure
strong candidate pools and pipeline programs frdmchvto select
candidates most likely to thrive in the program gnaw into effective
principals.

e They implement highly selective, rigorous processiis clear criteria to
evaluate applicants’ knowledge, disposition antisskiCandidates are
required to demonstrate their skills and disposgithrough experiential
events in order to evaluate whether candidatesviimisaand actions match
their stated beliefs.

e The training and development need to be experiegiiang trainees
authentic opportunities to lead adults, make metand grow. The
developmental sequences are intentionally cooreithahd integrated and
include coursework, school-based residencies #tkatinto account trainees
strengths and weaknesses, and ongoing coachinigeaatock.

e There is ongoing support for graduates

e They are committed to the notion of continuous iovement and using data
to assess the effectiveness of their principalstled programs. (Cheney,
2010, pp. 9-10)

As both Darling-Hammond and the Rainwater Leadersiliance found,
effective principal preparation is based on soumacples of adult learning,
emphasizing rigorous problem-based learning expee® that mirror the actual work of
the principalship. The foundational model for adybwth and learning is informed by
constructivist-developmental theory which positt tidifferences in our behaviors,
feelings and thinking are often related to differesin how we construct, or make
meaning of, our experience” (Drago-Severson, 2p094). The four “pillars” that are
the essential components of this model are aswsllo

Teaming:Engaging in teams provides adults with opportasitb question their

own and other people’s philosophies and assumpéibaosat leadership, teaching

and learning.

Providing Adults with Leadership Rolda assuming leadership roles, adults are

invited to share power and decision-making autfioris adults, we grow from

being responsible for an idea’s development or @mantation, as well as from
different opportunities to assume leadership.
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Engaging in Collegial InquiryEngaging in reflective practice with partners, a
shared dialogue that involves reflecting on onssuaptions, values,
commitments, and convictions with others as patheflearning process.

Mentoring: Creates an opportunity for adults to broaden meEtsges, examine
assumptions and beliefs and share expertise tosvguolorting growth. (Drago-
Severson, 2009, pp. 25-26)

Learning Forward, formerly the National Staff Dey@ihent Council, has

updated the professional learning standards tkeat“to effective teaching practices,

supportive leadership and improved student resalsl

make explicit” that the

purpose of all professional learning for educaiteit® “develop the knowledge, skills,

practices and dispositions they need to help stsdmrform at higher levels”

(Standards for Professional Learning, Learning feody

The seven standards for professional learning afell@ws:

1.

Learning Communities: Professional learning thateases educator
effectiveness and results for all students occuttsmiearning communities
committed to continuous improvement, collectivepmessibility, and goal
alignment.

Leadership: Professional learning that increasesadr effectiveness and
results for all students requires skillful leadetso develop capacity,
advocate and create support for professional legrni

Resources: Professional learning that increasesagar effectiveness and
results for all students requires prioritizing, moring, and coordinating
resources for educator learning.

Data: Professional learning that increases edue#tectiveness and results
for all students uses a variety of sources andstgpstudent, educator, and
system data to plan, assess, and evaluate prafak&arning.

Learning Designs: Professional learning that iases educator
effectiveness and results for all students integr#tteories, research, and
models of human learning to achieve its intendedaues.

Implementation: Professional learning that incesasducator effectiveness
and results for all students applies research ang#and sustains support
for implementation of professional learning for ¢pterm change.
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7. Outcomes: Professional learning that increasesatdueffectiveness and
results for all students aligns its outcomes withaator performance and
student curriculum standards. (Standards for Psadeal Learning,

Learning Forward, 2011)
As these standards for professional learning mbdas,c

Effective professional development for school leadakes place over the long

term, is carefully planned, is embedded in the gta focuses on student

achievement and how it can be reached...and shocilabie opportunities to
develop positive norms, examine assumptions andgenop reflective practice

with peers about issues related to work. (Dragoemn, 2009, pp. 17-18)

Given that the primary constant in public educatiothe United States today is

complex challenging with constant change, effectinecipal preparation must develop
both individual and collective capacity. Whilenwipal preparation and professional
development programs should “continue to emphdsite the harder (behavioral) and
softer (emotional) aspects of leadership,” programst also differentiate preparation
and support depending on the school level (elemgntasecondary) as well as the
type of school (start-up, turnaround, or status)gaeoting that a significant need is to
support instructional leadership in secondary skshand to address the specific
leadership needs of large, high-poverty schoolagBere Louis et al., 2010, pp.
104-105). In order to achieve these measuresaokss, preparation programs must
build on the foundations of adult learning: promgtthe making of meaning in a
dynamic environment through the assumption of lesdp roles, collaborative inquiry,
mentoring, and teamwork. In addition, current pipal preparation is offered in

several venues, including universities, schookidist, and non-profit providers.

Multiple pipelines to and through the principalsblmpuld enable educators and
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policymakers “to avoid ‘one size fits all’ leadesllevelopment programs” (Seashore
Louis et al., 2010, pp. 104-105).

Public schools in the United States are in the hofisadical transformation and
principals are called upon to be transformatioeatiers who engage in and lead
transformational learning. The programs that asponsible for preparing these
principals must also be transformational.

2.5 The New York City Leadership Academy: An Exéanibor
Effective School Leadership

The New York City Leadership Academy is mentionethoth studies (Darling-
Hammond and the Rainwater Leadership Alliance)fteceve principal preparation.
Since 2003, the New York City Leadership Acadenfspiring Principals Program
(APP) has recruited, prepared, and supported aggiew York City public school
leaders. APP is a standards-based, 14-month Eadeatevelopment program that uses
problem-based and action-learning methodologigsdpare participants to lead
instructional improvement efforts in the city’s higeed public schools—those marked
by high poverty and low student achievement. Thoits rigorous application process,
a diverse and talented group of educators (inctutbnmer assistant principals,
teachers, coaches and counselors) are selectedre/ti@eply committed to closing the
achievement gap. APP graduates commit to servidéheYork City Department of
Education (NYC DOE) for 5 years.

The New York City Leadership Academy’s Aspiringrieipals Program has

three distinct phases. These are summer intetfst@ngage participants in a
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problem-based, action-learning curriculum that $ates the actual challenges of a
New York City principalship; a 10-month, school-bdsesidency under the mentorship
of an experienced principal; and a planning suntimarenables participants to
transition successfully into school leadership pass. All participants are evaluated
on a pass-fail basis and must meet rigorous pedonce standards to progress to each
successive program phase and to graduate. Theapmag led by the APP faculty,
which is comprised of former New York City princlpand principal supervisors.

APP participants’ salaries and benefits are paithbyNYC DOE while in the
program. In addition, participants who have ndteaned their New York State
administrative certification will need to compléke necessary credits needed to
qualify for certification.

In 2009-2010, APP participants represented 17%evt Mork City public
school principals and served more than 100,00Cestsd Since 2004, 21% of APP
graduates have opened new, small New York Cityipwichools (Cheney, 2010, pp.
133-134).

The New York City Leadership Academy’s (NYCLA) Leadhip Performance
Standards Matrix identifies a set of behavioralas®d performance standards
organized into 12 dimensions that reflect the lautes of transformational and
instructional leaders. The NYCLA uses the matoiyjtiide the selection and
comprehensive evaluation of participants in itSrasgp principals program and to guide
its curricular scope, assignments, and intervestidn order to graduate from APP,

participants must demonstrate competency in atlinsions (Cheney, 2010)..
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One attribute of effective programs that the RLAntfied was that the
programs established an identity as part of theurmeent process in order to “attract
candidates with the right fit to the program” (Cagn2010, p. 30). The NYCLA asks
potential candidates to seriously consider whettierigor and demands of their
aspiring principals program is a good fit for tharmd program staff are very clear that,
“the goal is to identify candidates passionatelynootted to the hard work of
improving student outcomes in high-need schoolstartiscourage those merely
looking for a job or a next step in their caredGheney, 2010, p. 30).

In addition to establishing a program identity, fuecessful programs also
utilized targeted strategies for attracting anahidging candidates. The NYCLA, in
order to recruit a diverse pool of candidates, asesgeted strategy of asking members
of their network—which includes APP graduates atidocampus and district
leaders—to nominate high-quality candidates (Chep@$0).

In terms of the selection process, NYCLA seeksiappts with a commitment
to continuous and public learning, competence mroanication and problem-solving,
a commitment to closing the achievement gap, aadiility to work collaboratively
with others. When applicants possess these “Imesskills and dispositions” (Cheney,
2010, p. 50), the NYCLA is able to develop othdrad leadership skillsets such as
instructional supervision, data analysis, stratpéanining, enhanced communication
and problem-solving capacity, and community engaaggmThe NYCLA utilizes a

group interview process lasting approximately aarho which applicants review a
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school leadership scenario that “engages themairtimme problem-solving in a fluid
context” (Cheney, 2010, p. 56).

The RLA programs that were studied used informagiathered about
candidates during the selection process to gengraiteindividual learning plan. The
NYCLA creates a learning plan known as “the Compadhich has two elements:
First, are general expectations for program paicis—engaging in learning walks,
designing, and delivering professional developmiemtexample. Second, are “targeted
practice areas” that address individual areasrowth with specific assignments to
enhance skills that need development (Cheney, 21 ®8-69).

The first part of the NYCLA’s 14-month program ret6-week summer
intensive program which, though grounded in theorg aligned to the performance
standards, is “action-based,” using a “workshop atioithat causes the participants to
“live the lesson” through simulations, role-plaged team activities (Cheney, 2010, p.
72). The summer intensive helps the fellows toKenthe transition in perspective
from ‘teacher’ to ‘leader’ and provides a foundatimf understanding” from which to
start the residency (Cheney, 2010, p. 73). Cdytdime summer intensive experience
also builds a strong, unified, and interdependehbd (Cheney, 2010, p. 73).

At the heart of NYCLA’s summer intensive is the glated school. The
simulated school, also known as the “problem saeyias comprehensive—addressing
operations, student performance, and school clicyadeculture—and provides the
participants a “safe, yet rigorous context” in whto “experiment with strategically

addressing complex leadership challenges” (New Yotk Leadership Academy,
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2009, p. 4). The simulated school includes writenuments such as master schedules,
floor plans, budget and student performance ddifacs—samples of student work,
teacher files, letters from community members—vgdebclassroom teaching and role-
plays, such as a supervisor coming to visit, amapgrent demanding a meeting, a
teacher protesting a performance rating. The iegrnvolving the simulated school is
experiential and “provides participants with oppaities to analyze multiple sources of
information, try various approaches to improvingea quality, analyze the
consequences of their decisions, figure out whdbtaext, all while completing
assignments based on the realities of the simukatledol” (New York City Leadership
Academy, 2009, p. 4).

The summer intensive, like the residency, is basefive essential beliefs about

adult learning:

1. Adults learn most deeply from experience and rétiec While adults learn
from traditional modes of instruction such as ragdivriting, observing and
discussing, these result in thinking. By contrastive, hands-on learning-
by-doing causes learners to own the learning, @ rather than “think.”

2. Learning is a social process and more complex amgegul insight is
collaboratively created than can be generated efsawn. Additionally,
adults are “more likely to understand their own nmieg-making processes
when asked to articulate them and thus make thansparent in the course
of collaboration around a task.” .

3. Adults have a high capacity to learn from the dimsfaot inherent in moving
from the known to the unknown and in taking riskhe NYCLA belief is
that “adults learn from drama, from the creativestens, problems,
ambiguities and multiple realities that reflect tmamplexity of real life” and
with appropriate supports and the understandiniy‘thistakes” are

opportunities for learning, adults are willing ke risks in pursuit of
authentic growth and learning.”
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4. Adults learn by creating and revising stories idarrto make meaning.
Through a largely unconscious process, people rmbgervations, take
pieces of data and process experiences into stoasssd on mental models
and life experience. Asking adult learners to exa&nthese stories and
imagine other possible meanings is a way to deepefs learning and one’s
relationship with other perspectives.

5. Adults learn best in an environment of structuneg@dom. Adults learn best
from activities, experiences and questions thatstractured enough to
provide an edge against which to define ideastHaitcapture the
complexity of real life” and that contain “a muliipty of answers and
solutions.” (New York City Leadership Academy, 2008

The residency portion of the NYCLA's aspiring prijpals program, as in all

effective programs, causes the participant to ka&mning from the coursework and
apply it appropriately. The residency is a fulhgal year (10 months) and also includes
a 6-week opportunity at a different school sitey dpending 10 months at one school
site, with the exception of the 6-week switch, ggrants are able to experience the
opening of school at the beginning of the year @bgkrve and participate in other
experiences that occur over the course of the yEe. length of the residency permits
the participants to take on authentic leadersHgsydo make decisions, and then to
“deal with the consequences of those decisionséf€f, 2010, p. 80). The six weeks
at another school site is a strategic decisioléavahe participant to experience a
different leadership style or a program (such &sdual education) that the principal is
not experiencing at the home site. Additionally having a “second-entry experience,”
participants are able to apply their learning fribia primary residency to this short-

term experience which assists them in preparinghir job placement upon

graduation (Cheney, 2010, p. 80)
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Since the New York City Leadership Academy posaddhat participants learn
from engaging in the work, reflecting on one’s aeti and learning from mistakes
and/or building on successes, on-going feedback &anentor-principal, a coach, a
cohort peer or others can accelerate this leagmiogess (Cheney, 2010, p. 80). The
school selected for the residency and the meniacipal are targeted to the fellows’
learning needs. To assist the aspiring princifzatze reflective about their practice and
to grow, the mentor-principals will require to astfollows:

Demonstrate high capacity to help to train theofelin his/her growth area
Be able to give the fellow space/opportunity tocticee and make mistakes
Invest in the fellow’s progress and be willing taide his/her development
Have leadership skills that align with program goal

Demonstrate openness to sharing their reasoningefmsion-making,
including a willingness to share mistakes

e Be able to commit the time needed for regular ddinig and planning
sessions.(Cheney, 2010, p. 81)

In terms of coaches, the NYCLA looks for effectpu@actitioners who have or
who can develop a “facilitative stance” that assgarticipants to “make meaning of the
work through facilitation that is inquiry-based aamdhed at building participants’
leadership capacities” (Cheney, 2010, p. 85). thhee-way partnership between
participants, mentor principals, and program stafécilitated in order to provide a
“rich feedback loop” that benefits both the asgrand the mentor principal (Cheney,
2010, p. 85).

The stance employed by NYCLA program facilitatdrsth classroom
instructors and coaches, is based on essentiafbalout the facilitator's role. These

seven beliefs are as follows:
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. The facilitator creates the conditions for learninygattending to all aspects
of the learning environment—emotional, structurad @edagogical. By
setting an emotional tone of honesty, trust, agane for all participants and
by modeling transparency and courage, the fadailitshhapes a culture of
learning. Structures—such as attention to timenbdades and to where to
position him/herself in the room—serve to convepeantations and
encourage and support independent and collabonagik«taking. Selecting
the appropriate teaching strategy and deciding vamehhow much to push
participants’ thinking are pedagogical decisioret ffromote learning.

. The facilitator cultivates independence and intpesielence by “viewing
him/herself as a coach, rather than an expert gqubsitioning him/herself
alongside, rather than above, the learner.” Tiaisce reinforces the learner,
rather than the teacher, as the “owner” of the wadrke facilitator cultivates
independence and interdependence, rather than adipesn by supporting
participants as “critical thinkers who can work épeéndently and
collaboratively to frame questions, develop stri@ggnake choices,
construct meaning and provide feedback for eacérgth

. The facilitator’s interventions are strategic. I&yening carefully to what is
stated and unstated and by reading the room, thedstacilitator can “hone
improvisational skills” in order to expertly seléthe right intervention at
the right moment in time” in order to “maximize,aen and personalize
learning” for the participants.

. The facilitator pushes the thinking, not the thaugjchallenging
participants to think differently about what thdseady know, or think they
know. The skilled facilitator “makes the familisitrange” by pushing
participants’ thinking to deeper levels and by “artb[ing] and expos|ing]
the multiple layers of complexity and ambiguityttbharacterize real life”
and the principalship. (New York City Leadershipaflemy, 2007, p. 1)
The facilitator’s task is “to problematize rathkai to simplify” and to help
participants tolerate complexity and ambiguity amake decisions based on
their most deeply held beliefs and in support ofiett learning “even in the
face of competing and conflicting desires and/adeguate or contradictory
information.”

. The facilitator attends to the competing needsiatatrelationships of
different levels of the system: the individuak ttmall group and the group
as a whole and “understands the interrelatednesslioidual and group
learning” knowing that the group “creates learniingt builds on but is
greater than the sum of its parts” and that eadivitual takes from an
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effective collaboration “greater knowledge tharestbuld have constructed
alone.”

6. The facilitator provokes and contains anxiety siteaghentic learning
involves moving from the known to the unknown,” eTéxpert facilitator
both creates a safe and supportive container withich participants can
take risks and an environment of discomfort andlehge where
participants are learning. The “tension” betweeoritainment” and
“pushing” is at the heart of the NYCLA's facilitag stance. )

7. The facilitator maintains purpose and focus onlbiggom line of preparing
strong principals with the capacity to improve rnstional outcomes.

Given that goal, the facilitator gives timely, hehand targeted feedback to
participants regarding their performance. (New YGity Leadership
Academy, 2007, pp. 1-2)

Support for the aspiring principal fellows afteaduation from the program can
take several forms. One element of support isihglfhem to identify and secure job
placements. Another form of support for progrardgiates involves those who are
leading schools and who need continuing profestd@alopment and coaching. This
can take the form of individual support and/or supfor the entire school. Last,
support may also involve work at the district atateslevels to “influence policies and
practices that can either help or hinder principakheir efforts to build and sustain
successful schools” (Cheney, 2010, p. 94).

First, in terms of placement, the New York City Heeship Academy, like other

organizations profiled in the Rainwater documamiplves four components:

Assessing strengths and skills of the graduates
Understanding school needs

Working with districts and charter organizations
Preparing fellows for hire. (pp. 98-101)
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Through the process of recruitment, selectionningi, development, the New
York City Leadership Academy program staff comekriow other fellows quite well.
While the expectation is proficiency in all leadgepscompetencies, individual fellows
will have greater strengths in some areas andtiosledge can be used to make
placement recommendations. Additionally, the NYCdtAff completes a “readiness
inventory” relative to the competencies which isdiso determine optimal school
placement. Program fellows also self-assess afmedaacement preferences relative
to school type, size, culture, and location. Theteansparency and honest
conversation throughout the process regarding arfestsength and weakness and how
to identify and attain the best school placemeihief@y, 2010, pp. 98-99).

In addition to understanding the specific skillsgitgach of the participants, the
New York City Leadership Academy considers the abi@ristics and needs of
different types of schools. For example, a turonatbschool, with a history of
ineffective adult practices, needs a leader thatncanage significant change and who
can handle challenging hiring and firing decisioAglditionally, a start-up school
requires a leader with a clear, well-articulatesion that can also handle all of the
project-management details of a new school. Maeav“status quo” school demands
a leader that can move the school from “good tatjitey using data to create a sense of
urgency, to diagnose what is working and what tsamal to coach staff on more
effective practices (citation)_. (Cheney, 20109

When possible, and depending on projected openthgsellows may be placed

in a residency situation that is similar to théiely placement. Of course, this requires
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strong planning and communication between the ah@reparation program and the
school district or charter organization. An aduhfl factor is that while the NYCLA is
a 9-year old program that has a lengthy partnensitlpthe New York City schools, a
challenge for new principal preparation programy tmathat their viewpoint on what
constitutes effective school leadership may beobatignment with school districts that
have a more traditional principal profile. In tlogse, the program takes an active role
in changing the perception of what a principal ledke so that district leaders are
confident in the knowledge, skills, and dispositidhat the program graduates bring to
the job (Cheney, 2010, p. 100).

The last component in placement is preparing thews for hire. In addition to
maintaining a close and deep relationship withdis&ict or charter organization, the
exemplary principal preparation programs do thivahg:

Resume and cover letter models and writing support

Timeline of hiring and key activities

Mock interviews and debrief with feedback

Visits to the schools with anticipated vacancies

“Meet and greet” sessions with hiring managers

Connections with sitting principals or teachergét inside perspective,
(Cheney, 2010, p. 101).

At the end of the interview process, partner ditrprovided feedback on how
candidates fared during the process so that bethahdidate and the program could
improve (Cheney, 2010).

Support during the first year of the principalstsgssential as “the job of the
principal is complex and the first year is espdgiahallenging” (Cheney, 2010,

p. 102). The exemplary programs provide multigfges of support, including support
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for the individual leader, support for the wholégal and strengthening conditions at a
district level that support the work of principals.

Individual leader support such as individual caagtby trained coaches, peer
cohort coaching, on-going professional developnaaataccess to experts are ways that
new principals can deepen their skills through ee#t and reflection. Coaches
typically join principals as they enter their neshsols and assist them in diagnosing
school needs and developing an action plan. Cogdtelps school leaders do “the
kind of systemic and strategic thinking that creatsal change” (Cheney, 2010, p. 103).
The New York City Leadership Academy provides caagho all first-year principals,
paid for by the New York City Department of Eduoatiand makes coaching available
to all principals, second-year and beyond, who waind it from their own budgets
(Cheney, 2010, p. 103). NYCLA's coaching modetasnpetency-based and enables
school leaders to strengthen their school leadesiills within the context of school
improvement as measured against behaviorally-baeddrmance standards. Coaches
help principals to build their capacity to lead @als and may assist them with planning
difficult conversations, design professional depetent, analyze student data, and
make action plans. The primary job of the coactassk the right questions to help
the principal be reflective and keep the importaftool issues front and center”
(Cheney, 2010, p. 106). While coaches are tygi@tbehind-the-scenes” facilitator, if
needed, a coach may occasionally be directive.ekample, if a principal is about to

make a “job-risking decision,” the coach might mvene in order to help the principal
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to make an appropriate decision or at least beewfahe decision they are making
(Cheney, 2010, p. 103).

In addition to providing coaching support to figgar principals, the NYCLA
also affords these new principals access to expadongoing professional
development. The NYCLA has a vast network of sests with expertise on various
issues—some technical challenges, like high schmasiter scheduling or teacher
appraisals, and some adaptive challenges, suahaslsulture and climate—that can
be called on for feedback and advice (Cheney,201007).

The NYCLA also offers as-needed professional leeymo new principals. One
consistently offered workshop involves a data exgerking with the principal’s coach
to gather relevant data and plan the learningiferptrincipal and the school team to
explore state assessment data, student work arimrdssessment in order to generate
an action plan which is reviewed at subsequeni@ess

The researcher already discussed best practigesizipal preparation:
research-based content, curricular coherence,grebhsed learning, field-based
internships or coaching, cohort groups, and clodlalmoration between the program
and the district. In addition, to ensure that paogs are most effective, they must also
adhere to the following principles:

Alignment to principal competencies

Responsiveness to district initiatives

Rigorous simulations of real practice

Flexibility and responsiveness in the recruitmdntamndidates
Accommodations of various adult learning styles

Ongoing support after graduation. (Stein, 2010,104.-102)
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Incorporating these best practices is “challengg,not impossible and the investment
in robust preparation avoids principals havingg@arh everything they need to lead
while on the job” (Stein, 2010, p. 103).

Before moving on to the discussion of why effeetschool leadership matters,
it is important to put the NYCLA into context. Aseviously discussed, NYCLA is a
non-profit entity that serves the New York City Regnent of Education. This model
is one of three basic models for effective princraparation; in addition to the non-
profit model, there are also district-based andensity-based programs (Cheney,
2010, p. 7).

New Leaders for New Schools is also a non-prafiaaization. Founded in
2000 to train aspiring principals, New Leaders érarged the scope of its work to
include principal development in general and peBdhat impact school leadership.
Like NYCLA, New Leaders has a strong focus on gquite New Leaders’ mission is
“to ensure high academic achievement for all ckitdiespecially students in poverty
and children of color, by developing transformasibschool leaders and advancing the
policies and practices that allow great leadesutceed” (New Leaders website).
Also, like NYCLA and Dallas’ APP, the participarieke part in a rigorous (4-week)
summer training session, then begin a year-lorgtifae paid residency in an urban
public school, working alongside a mentor principal

Gwinnett County Public Schools’ Quality-Plus Leadeademy, like Dallas’
APP, is a district-based program. Part of an uttebod leadership programs, the

aspiring principals program was established in 286 is described as a “customized
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leadership development program” in which particisamork collaboratively in
performance-based teams to develop school impravephens and staffing plans, to
respond to crisis situations and complete budgetigition activities. Participants, who
are all assistant principals with administrativetiieation, also complete a 90-day
residency with a mentor principal and a coachs iinportant to note that the current
superintendent has served in the position sincé.1€winnet County won the
prestigious Broad Prize in 2010 for its work torggse student achievement and to
close the achievement gap (http://www.gwinnett.lghais).

Ritchie Program for School Leaders at the Univgisi Denver is a university-
based program that was founded in 2003 in conaénttive Denver Public Schools.
Participants in the year-long program attend otessday per week and complete
projects in their internship that allows them t@lggheir learning to real leadership
situations. Sustained through three superintesdém Ritchie Program has over 70
graduates serving in the Denver Public Schoolgiasipals, assistant principals or in a
central office leadership role. The program relgentis awarded 3.7 million dollars
from the Department of Education’s Office of Innbwa and Improvement of School
Leadership (http://www.du.edu/education/profildshieLeadersProgram).

All of these programs have been innovative in fiigdivays to prepare principals
for the world of 21st century school leadershipeyffbeem to be based on the idea that
school leadership matters and that effective ppadgdpreparation programs develop the
sorts of leaders who positively impact the livesezfchers and students. These

programs seem to operate by the following theorgation: “By increasing the number
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of effective principals, they will, in turn, enswsaccessive years of quality teaching for
students, and, as a result, will improve and sasident achievement” (Cheney, 2010,
p. 129).

2.6 Why It Matters: Through the Lens of Criticdl€ory

Thomas Jefferson’s dream of “universal educatittmugh limited in scope by
contemporary standards, was revolutionary formtet Jefferson believed that the
"power of education is required if the virtue thakes men choose public over private
interest is to be sustained” (Cremin, 1970, p. 43®)ntemporary thinkers agree that
education is in the national interest, stating #thication is “associated with practically
every economic, social, public health and civiesgth, and its absence of failure is
associated with nearly every economic, social,theald civic problem” (Begala, 2002,
pp. 36-37).

By many measures, K-16 public education in the éthtates is at a significant
crossroads, embroiled in the perfect storm of wiggimcome disparity and a
seemingly intractable achievement gap between @odior minority students and
others, a technology-defined economy demanding &enith higher levels of skills,
and a “flat” world of global competition with an echtional system producing
mediocre results compared with other industrialieedntries. These are excellence
and equity issues and the lens of critical thesoyioles a way to discuss the historical
inequality and the current achievement gap at &aettof K-16 public education in the

United States.
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The vestiges of history—the 20th-century high st¢hiodially conceived as an
institution of mass socialization and basic skdl’/dlopment and later redesigned as a
“giant sorting machine” (Alliance for Excellent Echtion, 2008, p. 16) along with
segregation, integration, and the persistent incanteachievement gaps, the hierarchy
of the school and the feminization and devaluinthefteaching profession—continue
to echo in public education in the 21st centuryiti€al theory allows close
examination of these “compounded inequalities foeaed over generations” that have
been an essential part of schooling in the UnitadeS (Darling-Hammond, 2010, p.
28). Using the lens of critical theory allows doeguestion “the assumption that
societies such as the U.S . . . are unproblembtidaimocratic and free” (Kinchloe &
MacLaren, 2005, p. 303).

Historically, public schools have been institutimissocial reproduction”
where children have been educated to “replace plaeents and/or family members in
the social and economic life of the society” (EukgrParish, & Smith, 1994, p..1)
Though never designed to educate all childrengit bognitive levels, through most of
the 20th century, American schools educated allesits for a solid place in the
American economy.

As the United States moved from a largely agraigea predominantly
manufacturing economy at the end of the 19th cgnthe country required citizens
with increased knowledge and skills. To meet tbeds of the changing economy,
educational standards were raised and years obkefdeyond eighth grade were

added, increasing the number of public high scholisl900, only 10% of American
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14 to 17 year olds attended high school; by 193& 8/ere enrolled (Alliance for
Excellent Education, 2008, p. 8).

While only 6% of teenagers graduated from high ethv1900, and only 3%
graduated from college, the comparable figureQirblwere 75 and 23%, respectively.
From an economics perspective, this “increaseearrake of growth of the relative
supply of skills associated with the high schoolMeraent starting around 1910 played
a key role in narrowing educational wage differaistirom 1915 to 1980” (Goldin,
2009, p. 2). The rapid increase in educationalratient and the enhanced skills of the
increasing numbers of high school and college gaedu‘constituted the human capital
that fueled productivity gains and wage growth” ttee first three-quarters of the 20th
century. This educational and economic growth f@assing tide that lifted the boats
of the rich and poor alike” (Duncan & Murnane, 20(13). .

The early 20th-century high school movement createce educated American
workers. After World War 1, with the assistandelwe G.I. Bill, these high school
graduates became college graduates and Americpgoeas By 1950, more than half
of young adult men and women had completed moresysddormal education than
their parents had, a percentage that would contmaémb for the next two decades.
The college graduation rates of children whosergaread never attended college
exceeded 20% between 1950 and 1970. The skillsr@a@ntials resulting from these
educational investments allowed many Americans kdobgrown up poor to join the

middle class (Duncan & Murnane, 2011, pp. 3-5).
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U.S. educational institutions served the countri} fee the first three-quarters
of the 20th century and although the nation newvengetely fulfilled the promise of
equality of educational opportunity, the openndgb® American educational system
made it possible for hardworking children from lavecome families to graduate not
only from high school but also from college (Duné&Murnane, 2011, pp. 3-5).

Between 1947 and 1977, the gross national pro@ioP| per capita doubled
and the incomes of the poorest American familieglgeloubled as well. Though there
was income inequality—income for those at th& Blércentile was three times that of
those at the 2Opercentile—most Americans accepted this for theasons: First,
incomes for families at the bottom of the distribntwere growing quickly. Second,
inequality remained relatively stable for the fitlstee decades after World War II.
Third and most importantly, was a relatively higlterof intergenerational economic
mobility. In other words, in the years after Wowar 11, “growing up in a poor family
did not have to mean that one’s children would a¢pleat experience” (Duncan &
Murnane, 2011, p. 5).

Education kept pace with technology throughout nobshe 20th century until
about 1980 when it stopped keeping up and “incamguality began widening as job
opportunities for high school dropouts shrunk wiiteployers bid for a too-small pool
of highly-skilled workers” (Friedman, 2011, p. 102)ver the last three decades, the
labor market has “polarized” into high-wage anddaage work, at the expense of
middle-wage work. While computers “complement” tognitive tasks of high-wage

jobs and have little impact on the non-routine nzmtasks of low-wage jobs (janitorial,
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security, and service industries), technology lsabstituted” for the moderate skills of
middle-wage jobs, thus, effectively eliminating tilae collar and clerical jobs that
were once the mainstay of the middle-class (Alatz, & Kearney, 2006, p. 23).
However, since 1980, the changing economy andréadfithe American educational
system to keep pace with the skill demands ofrif@nation age, has created a
widening income gap. This means that it is becgrtimcreasingly more difficult for
individuals with only a high school diploma to fisthble, well-paying employment”
(Alliance for Excellent Education, 2008, p. 11).

Between 1977 and 2007, America’s GDP per capitdydaubled again, just
as it had between the end of World War Il and 19¥fis time, however, economic
growth benefitted a smaller proportion of the pagpioh. In 2007, family income at the
20" percentile was only 7% higher than the comparfiglee for 1977, after adjusting
for inflation. On the other hand, the incomesarhflies at the 80 percentile had
grown by 34%—nearly five times as much. During$hene period, 1977 to 2007,
when the inflation-adjusted wages of college gréekigrew by 25%, the wages of high
school graduates increased by only 1%, and thok&gbfschool dropouts fell by 13%.
Much of this disparity can be explained by changdbke U.S. economy, such as
advancing technology and the outsourcing of jodsuer-wage countries, both of
which significantly reduced the demand for U.S. kess with relatively little formal
education. However, the dramatic increase in ingtyuf the U.S. earnings
distribution has not been found in other industzead countries in Europe and Asia that

have experienced similar technological changes ¢Ba& Murnane, 2011, p. 5)his
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“slowdown” in education, and its profound impactearning power, is “robbing
Americans of the ability to grow together” (Gold20Q09, p. 23).

The income gap in the United States is reflectemhich exacerbated by the
achievement gap within the public school systemtahe when educated citizens are
desperately needed. With a high school diploma@@seline requirement in today’s
economy, only approximately one-third of all studanho enter the ninth grade each
year graduate in four years with the required kealge and skills for a post-secondary
education or the 21st century workplace. Anothes-third of high school students also
graduate, but lack the knowledge and skills foicess in college or the modern
workplace; the final one-third drop out of schoefdre graduation (Alliance for
Excellent Education, 2008).

About half of the dropouts in the United Statesradtone of the nearly 2000
high schools that have been identified as “drof@actories”—meaning that the
freshman class has shrunk to about 60% of thenaligiumber of ninth graders by the
time students reach their senior year—and, notrsimgly, these schools are populated
mostly by low-income and minority students and hi@gs qualified teachers and fewer
resources than other high schools (Balfanz, 2004546). A majority of minority
attended high schools are five times more likelidwe “weak promoting power,”
meaning they promote 50% or fewer of the ninth-greldss to senior status on time
than predominantly Anglo high schools. Povertglgo a key correlate with weak
promoting power (Balfanz, 2004, pp. 5-6). Sixtpapercent of all African-American

dropouts and 63% of all Hispanic dropouts are pcedlby these schools, while half of
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all African-American and 40% of Hispanic studertterd these high schools where
graduation is not the norm. Only 11% of Anglo &ni$ attend such schools (Balfanz,
2004, pp. 5-6).

Five Southern states, including Texas, lead themat both the total number of
high schools with weak promoting power. Texas1&& high schools identified as
dropout factories, and Hispanics had the highestem¢age of dropouts with 45%.
Dallas ISD, where 88% of the students are Africanefican or Hispanic, leads the
state in the number of high schools with weak priomgopower, with 21 high schools,
or 81%, so classified (Balfanz, 2004, pp. 5-6).

If well-paying jobs for high school graduates arereasingly difficult to find,
the situation for high school drop-outs is evemgnier. In 2005, high school graduates
earned almost $10,000 a year more than high sahoptouts and the difference
between lifetime earnings of a college graduatsugern high school dropout is more
than $1 million (Alliance for Excellent Educatio2Q08, p. 11). High school dropouts
tend to be less healthy and to die younger. Tiheyreore likely to become parents at
an early age, to need social welfare assistancetcapecome involved with the
criminal justice system (Alliance for Excellent Edtion, 2008, p. 11).

The implications of large numbers of high scho@pahuts are “borne not just
by individuals, but also by the communities in whtbey live and by society as a
whole” (Alliance for Excellent Education, 2008,%2). Each class of high school
dropouts costs the U.S. economy more than $31i8milh lost wages, taxes, and

productivity, and about $17 billion in Medicaid andinsured medical costs over these
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students’ lifetimes (Alliance for Excellent Eduaatj 2008, p. 12). The costs, both to
individuals and to society, of high school dropdets Alliance for Excellent Education
President Bob Wise to state that, “the best ecoastimulus package is a high school
diploma” (Alliance for Excellent Education, 2008,131).

When the McKinsey & Company study, “The Economigéut of the
Achievement Gap in America’s Schools,” was releasewvspaper headlines noted that
the “persistence of the achievement gap” in U.Blipschools imposed on the nation’s
economy the impact of a “permanent national rece$gMcKinsey & Company,

Social Sector Office, 2009). Closing the achievengap between African-American
and Latino students and Anglo students would hagesased the nation’s GDP by 2-
4% (figures are for 2008, the last year prior t® plublication of the McKinsey study).
The significance of this economic impact will be@mcreasingly important as
African-Americans and Latinos become a larger priogo of the U.S. population and
workforce. By narrowing the gap between low-incaané middle-income and upper-
income students, the GDP would increase anothép.345inally, closing the gap
between America’s low-performing and higher-perforgnschool systems would
increase the GDP by 3-5% (McKinsey & Company, Sdsextor Office, 2009).

The researcher has discussed the achievement gh.ischools, which is both
a cause and an effect of the income gap. In aaditidhe income gap that has resulted
from a changing economy and the failure of U.Sosthto keep pace, American
students also experience an “opportunity gap—tlearaalated differences in access to

key educational resources—expert teachers, perzedalttention, high-quality
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curriculum opportunities, good educational materaid plentiful information
resources—that support learning at home and ab$c{iarling-Hammond, 2010, p.
28). These “inequities” are due in large partaavipublic education in the United
States is funded—Dby local property taxes (Darlirggytihond, 2010, p. 29) .

Five factors create the unequal and inadequateatidnal outcomes that one
sees in the United States:

1. High levels of poverty and low levels of social pogs for low-income

children

2. Unequal allocation of school resources, which islengolitically easier by

the increasing resegregation of schools

3. Inadequate system for providing high-quality teasland teaching to all

children in all communities

4. Rationing of high quality curriculum through trangiand interschool

disparities

5. Factory-model school designs that have createdudgtibnal learning

environment for students and unsupportive settiogstrong teaching.
(Darling-Hammond, 2010, p. 30)

In terms of poverty, the United States has thedsghbhild poverty rates and
provides fewer social and school supports thanagingr industrialized nation (Darling-
Hammond, 2010, p. 33). American children livingpmverty experience risk factors
that more affluent children do not. These incledetional and social challenges,
acute and chronic stressors, cognitive lags anlihhaad safety issues.

The families of poor children experience a multdwd stressors, both acute and
chronic, such as overcrowded or substandard housitsgafe and crime-ridden
neighborhoods, financial strain, material deprimatinadequate day-care and loss of

family members due to incarceration, divorce, sapam, deportation, and death. These

stressors may also be both cause and effect foehigcidences of drug and alcohol
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abuse among families living in poverty. The impaicthese stressors on the child’s
school life may show up in high rates of absenicegaired attention and concentration,
reduced motivation and effort, depression, dimiagsbocial skills and judgment and
overall reduced memory, cognition, and creativitgnsen, 2009, pp. 25-26).

Children living in poverty face greater emotionatlasocial instability than
affluent children. Caregivers are frequently ovenived and overstressed and therefore
less able to form secure attachments with theldan. Poor families also more often
have adverse factors such as teen parenthood sdepreand inadequate health care.
All of these factors impact the child at school amaly inhibit the child’s ability to form
appropriate relationships with both teachers amigpglensen, 2009, p. 19).

Poor children are subject to many more health afetyschallenges than more
financially comfortable children. Generally speakithe lower a child’s
socioeconomic status, the lower is the child’s thealPoor pre-natal care, poor
nutrition, environmental hazards and inadequatéhczae lead to premature births,
low body weight, and depressed growth, obesityiratory distress, injuries and
undiagnosed and untreated vision and dental prablem

For the aforementioned reasons, poor children &etiy enter school already
significantly behind and the “gulf’ in cognitive @elopment between poor children and
affluent children is “quite significant” and “pess$s from infancy through adolescence
into adulthood” (Jensen, 2009, pp. 31-32). In dklito impacting children’s social,
emotional, and physical well-being, poverty alspacts basic cognitive skills, such as

processing and memory, and has a tremendous irapatttildren’s language skills.
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The well-known Hart and Risly (1995) study invol42 “well-functioning”
families of three types: professional, working sleend welfare. The children were
observed for one hour per month for two and onéylears, from age 10 months to age
3. The findings were that children from all thigreups of families started to speak at
around the same time and all had good use of lgegu&hildren from professional
families heard more words per hour and this ultetyatesulted in larger vocabularies.
In professional families, children heard an averafg2, 153 words per hour while
children in working-class families heard approxiatatl,251 words per hour. Children
in Welfare families heard 616 words per hour, kass a third the amount heard by
children growing up in professional families. Whetirapolated over a year’s time,
children growing up in a family with professionarpnts heard 11 million words while
children with working-class parents heard 6 milliwards, and children in families on
welfare heard 3 million words. By kindergarterg tthildren growing up in the family
on welfare would have heard 32 million fewer wotlasn a child growing up with
parents who are professionals. By age 3, the ebd@umulative vocabulary for
children with professional parents was 1100 wolaischildren with working class
parents the cumulative vocabulary was 750 words fanchildren in welfare families,
500 words, less than half the number of the childveh parents who were
professionals (Hart & Risly, 1995).

Certainly, the profound gap in vocabulary betweear@nd more affluent
children has a profound impact on these childreatying capacities for reading—the

gateway to learning. In addition to the huge défece in vocabulary, children in
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poverty are less likely than more financially seabhildren to be taken to museums or

to have other educational experiences. They hesgedccess to computers, own fewer
books, and have less access to organized actintresing art, athletics, music, dance

and drama (Jensen, 2009).

Poor children in the United States enter schootsdy behind. The positive
news is that despite the impact of poverty on caiits school readiness, the human
brain is “plastic” since “a brain that is suscel&ito adverse environmental effects is
equally susceptible to positive, enriching effedt®nsen, 2009, p. 45). Effective
schools and teachers can make a huge differenntartUnately, far too often, these
children enter schools which reinforce and compouaither than diminish their lags.

Following progress in desegregating U.S. schodés e 1964 Civil Rights
Act, schools had steadily re-segregated since 18982000, 72% of African-American
students attended a majority of minority schoolsraleaching a historical low of 63%
in 1980. Nearly 40% of African-American and Hisgastudents attended “intensely
segregated” schools, with minority enroliments 0ft® 100%. This type of
“concentrated poverty is shorthand for a consieltabf inequalities that shape
schooling,” such as building maintenance, overciogidsafety, quality of libraries,
availability of textbooks and learning resources] the all-important quality of
teachers (Darling-Hammond, 2010, p. 37).

Even more important than the paucity of educatioesburces surrounding
students who attend segregated schools is thé&iofaaccess to quality teachers. Since

the 1980s, when teacher demand increased and tuddoreased, the practice of
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waiving or lowering credential requirements in orttefill classrooms in high-minority,
low-income schools became the national norm. ¢h fanationwide study conducted
in 1990 revealed that students attending a higlentynschool had less than a 50%
chance of being taught by a math or science teaeiftela degree and a license for the
field (as cited in Darling-Hammond, 2010). A sulpsent study conducted in 2002
found that, “by every measure of qualificationsg’that certification, subject-matter
background, years of teaching experience, pedaglogaining, selectivity of college
attended, test scores, the “less-qualified teadmersound in schools serving greater
numbers of low-income students” (as cited in Dgrditammond, 2010, p. 43).

This practice, far from the norm in high-achievocauntries, was especially
common in states, including Texas, with high nuralmérimmigrant and minority
students (Darling-Hammond, 2010). Teacher quali#jters and research indicates that
the achievement gap would be significantly redu€&mv-income, minority students
were routinely taught by highly-qualified teach@parling-Hammond, 2010).

The fourth practice that causes unequal educatmrtabmes in students in the
United States is the “rationing of high-quality coulum” through intra-school and
inter-school “disparities” (Darling-Hammond, 2010,30). Differences in courses and
programs begin early in a child’s school careersasting and tracking” into “gifted” or
remedial courses occur in kindergarten and firatlgr This trend continues into
secondary education where in racially-mixed schtmisriculum tracks are generally

color-coded” and Honors, Advanced Placement, alidgmpreparatory classes are
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reserved for white students and basic, vocati@ral,remedial are “disproportionately
filled with students of color” (Darling-Hammond, 20, p. 52).

Schools and districts that serve more affluentestiglfrequently offer foreign
languages earlier and provide rich art and musignams, as well as technological
support while poorer schools and districts offerifgped down” approaches to reading
and math utilizing “drill and practice” rather thapplications for higher order critical
thinking (Darling-Hammond, 2010, p. 52). Schodlattserve African-American,
Hispanic, and Native-American students are “bottweavy;” they offer more remedial
and vocational courses and fewer academic andgespeeparatory courses (Darling-
Hammond, 2010, p. 52).

The fifth and final component that leads to unecpgiicational outcomes is
factory model schools. Modern schools, developgg¢ldeabeginning of the 20th century,
were “highly bureaucratic organizations—dividedigrade levels and subject matter
departments, separate tracks, programs and ayskavices—each managed
separately and run by carefully specified proceslerggineered to yield standard
products” (Darling-Hammond, 2010, p. 62). With g@erning idea of teaching and
learning as “the transmission of predetermineddfiisformation,” this school
structure was “designed to be impersonal” (Darkiegnmond, 2010, p. 62).

Most high school teachers see 150 or more studendd minutes each day and
most high school students move through the day tiaiss to overcrowded class, and
teacher to overloaded teacher. The personal ctons@nd sense of community that

students—and teachers—need in order to thrive ar&edly absent, especially in the
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large urban schools where many low-income studgfitslor attend. Darling-
Hammond (2010) noted that, “when teachers have bftportunity to come to know
their students well, and students have little oppoty to relate to any adult in the
school on an extended personal level, it shouldeaurprising that factory model high
schools create virtual chasms of the cracks intchvstudents can fall” (p. 64).

Not only is the factory-model school unhealthy $asdents, but the structure
promotes teacher isolation as well. With the giatandardization and making
teaching practices routine, there is little neaddachers to develop their professional
expertise or collaborate to solve problems of pcactThe learning environment that
students and teachers both need is one of higkcets and high support and the
factory model school makes this a challenge (Dgittammond, 2010, p.65).

The American school system’s historical march—ftby common schools
through most of the 20th century—was toward greaxteellence and equity. Though
far from perfect, this inclusive movement has shamgversed course over the last three
decades. While research has produced new insagbtst effective teaching, learning,
and leadership, the achievement gap in Americaodastihas widened. In addition to
the achievement gap between African-American anohaatudents and Anglo
students as well as between students of differmame levels and between
demographically similar students who are schoatedifferent systems or regions,
there is also an achievement gap between the stuthetihe United States and other
nations. As the United States makes “the tramsitiom an industrial to a global

information-based economy . . . education is caligoin to become one of the most
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powerful engines driving the economy” (Levine, 20p512). Unfortunately, almost
three decades aftérNation at Riskvas published, the country’s educational system
has become less competitive in an economy thabéasme more global.

The 2009 Program for International Student AssessifdSA) results for U.S.
students show “educational stagnation at a tinfasifrising demand for highly-
educated workers” (Duncan, 2010). PISA is coortdithidy the Organization for
Economic Cooperation and Development (OECD) andsaes 15-year old students,
nearing the end of their compulsory schooling,5mpérticipating countries and entities,
including the 34 industrialized democracies thatraember nations. PISA assesses
applied knowledge and literacy in math, readingl science and is considered “an
invaluable measure of students’ preparation fo2tt&t century economy” (Alliance for
Excellent Education, 2008, p. 14).

This international assessment, which gauges “hollvoue students are
prepared to do the sorts of Reading, Math and Seidmat will be demanded of them in
post-secondary education, on the job market aiyo@sg adults in modern society”
posts disappointing results (Duncan, 2010, prdsase), In reading, U.S. students’
results were average, ranking”‘]gljt of the 34 OECD nations; six nations, including
Korea, Finland, Canada, New Zealand, Japan andaastscored significantly higher
than the U.S. In math, the U.S. was below avenagiing 2%' out of 34, and in
science, the U.S. “improved to average” (Duncari020

Other sources signal similar indicators. The 2@q®rt on global

competitiveness by the World Economic Forum (WERks the United States first of
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131 nations in its Global Competitiveness Index wune strength of its markets, the
sophistication of the business community, and aapéar technological innovation.
There were troubling signs of potential areas odkmess, though, and the WEF ranked
the U.S. 34th in health and education, noting tlzat,inadequately educated
workforce” is a problematic factor for doing busssewith the U.S. (Alliance for
Excellent Education, 2008, p. 15).

A group of prominent economists have found a die&rbetween cognitive
skills—measured by students’ performance on mathsarence tests—and a nation’s
economic growth. Using PISA scores since 1964exaanining how human capital, as
defined by cognitive skills, relates to economiowgth for 50 countries between 1960
and 2000, the economists found that “a highly e#lilvorkforce can raise economic
growth by about two-thirds of a percentage poimrgwear” (Hanushek, 2008, pp.
5-6). In fact, the McKinsey (2009) study suggeiktd the U.S. GDP would increase
significantly—from between 9 and 16%—if the Unit8thtes were able to increase its
average PISA performance to score at levels sinal#ine highest-scoring nations.

Concerned by the United States’ poor academic stgpvecretary of
Education Duncan pointed to the OECD to provideprt on lessons from high-
achieving nations. The message was that the @sS:low educational productivity”
and is doing less than other countries to closathevement gap. The Alliance for
Excellent Education (2008) noted a“higher-than-agerperformance gaps between
socioeconomic groups, between schools, as wellghspgnoportions of low-performing

students” (p. 15). By contrast, in high-perform{(RdSA) countries, “success is
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systemic” and there is a small variation—only 5%-tasen schools (Schleicher,
2012).

Former Washington, D.C. Chancellor of Schools, MlthRhee, says this about
the economics of education:

This country is in a significant crisis in educati@and we don’t know it. If you

look at other countries, like Singapore—Singapokescking it out of the box.

Why? Because the number one strategy in theiraoanplan is education.

We treat education as a social issue. And I'liyel what happens happens

with social issues: When the budget crunch cothey, get swept under the

rug, they get pushed aside. We have to staringeatiucation as an economic

issue. (Washingtonian, 2010, p. 4)

Certainly, an educational system that producesugited with the cognitive
skills to succeed in higher education and the wardd is in the national interest. It has
also historically been true that education has lage@ssential component ensuring that
citizens “choose public over private interest” (@me, 1970, p. 439). The achievement
gap in U.S. schools coupled with the income gafanrerican society join with a
confluence of other social and economic factors-bgfiaation and information
technology—and have created an educational flashpmat touches both excellence
and equity.

Another component of schooling in the U.S. thaumegs an examination
through the lens of critical theory concerns tretdrical structure of schools. As
Elmore (2008)stated iBchool Reform from the Inside Qsthools have traditionally
been governed by locally elected school boardssahdols have been populated by

“relatively low status (mostly female) teachers kiog in relative isolation from each

other under the supervision of (mostly male) adstrators, whose expertise was
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thought to lie mainly in their mastery of adminative rather than pedagogical skills”
(p- 45). One of the key skillsets for contemporsgkiool leaders is the ability to
develop the leadership capacity of teachers anolo$shaff so that they may engage in
continuous professional learning in a collaborasgkool culture. The mindset and the
skillset necessary to facilitate this type of digited and collaborative leadership, as is
true for the equity-focused mission to ensure liegrat high levels for all students has
to do with issues of equality and independencae. th&se reasons, critical theory
provided the lens through which to view this casely on leadership development.
First, just as in the 1970s Ron Edmonds, then ihectdr of the Center for
Urban Studies at Harvard University and the devalap the effective schools
movement, lifted up the idea that schools makegaifstant difference in children’s
learning—overriding the negative effects of povertyansformational leaders also
promote schools as agents for equity by enlistiegcbllective will of the school
community to ensure that all students learn at heghls. In addition, transformational
leaders seek to transform the school itself. RUED03) stated ifhe Moral
Imperative of School Leadershipat,
Let's be explicit. The only goal worth talking alias transforming the current
school system so that large-scale, sustainabléincmus reform becomes built
in. Moral purpose of the highest order is havirgystem where all students
learn, the gap between high and low performancerbes greatly reduced and
what people learn enables them to be successizgm#t and workers in a
morally based knowledge society. The role strasdlyi placed to best
accomplish this is the principal. (p. 29)

The leaders who emerge from the Dallas ISD’s AsgiRrincipal Program must

be able to lead the work of ensuring equity anagssdor all of the students, regardless

88



of race, ethnicity, social class, sexual orientatmilture, disability, or English
language proficiency as they go about the workarigformational leadership.

As schools face a widening achievement gap, mirgotthe increasing income
gap in society, the need for educated citizengas. vTo be competitive in the global
marketplace, the United States requires a moreagedipopulation. To be employable
in an information society, graduates need more ok skills and knowledge than
they have had in the past. Just as the role dfgsithooling has an increasingly vital
role to play to prepare students for the globadrimfation economy, the intensity of the
challenges has increased as the nation’s educhsigstem needs to address these
excellence and equity challenges, as Levine (2B85)eminded in the following
statement:

The job of school leader has been transformed brp@xinary economic,
demographic, technological and global change. fétleral government—and
the states—have responded to these realities singastandards for school
promotion and graduation, mandating student testimyschool accountability.
These changes represent a fundamental reverssilstihg school policy,

shifting the focus from ensuring that all schoalsi@te students in the same
way—five major subjects, 12 years of schooling 48@-day school years—to
requiring that all children achieve the same oute®fnom their education. This
turns the world of schooling upside down: univestandards replace universal
processes; learning becomes more important thahitepand the student takes
center stage from the teacher. Meanwhile, dembipare reshaping both the
student body and the corps of teachers and scbadéts. Schools have the job
of educating a population that is experiencing dracrdemographic changes,
growing increasingly diverse and becoming morerande segregated by race
and income to meet increasingly rigorous standafdsl they must do this with
a shrinking number of experienced administratostaachers due to
retirements and departures from the profesgmrl?2)
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2.7 Summary

Having discussed a history of U.S. public educatiom the Common
Schools of Thomas Jefferson to the educationaldmaracy of Frederick
Taylor, the American school system has seen theldpment of a system of
mass education by the early 20th century. Indlsehalf of the 20th century,
from Brown versus the Board of Education and SguimiNo Child Left
Behind, the school system has witnessed greateamdsfor equity and
excellence in public schools and for the principamnove from functioning as a
manager to serving as a leader.

Deep into the era of contemporary educational nefand ten years in
the NCLB era, a deep understanding exists thatlshgp matters, in terms of
both teacher effectiveness and student achievemedtprincipals are called
upon to be instructional and transformational leade

How does the American school system best prefteetiee school
leaders? The answer, of course, is through effegtiincipal preparation
programs. Common elements of effective modelspaagrams for principal
preparation were discussed and a sharp focus wesdbn the New York City
Leadership Academy, Dallas ISD’s partner organiratn developing and
implementing Dallas’ Aspiring Principals Program.

Finally, this chapter includes a discussion difical theory, the

framework for this study. Through a discussionhef achievement and
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opportunity gaps in U.S. public schools, the natgss$ strong instructional and

transformational leaders is underscored.
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CHAPTER 3

METHODOLOGY

3.1 Introduction

This research illuminates the state of the U.Sogkfrincipal pipeline, a
national issue, with a significant impact on K-Ihieation. Situated at the crux of this
issue, this case study of principal preparatiorghoto find answers to three research
guestions regarding the Dallas Independent Schstti€¥’'s Aspiring Principals
Program. RQ1: Why was the Dallas Independent Sdhmdtict Aspiring Principals
Program developed? RQ2: What are the philosopdycamponents of an effective
principal preparation program and how does thed3dhdependent School District
Aspiring Principals Program embody these? RQ3:0kha been the overall impact of
the Aspiring Principals Program in Dallas Indeparidgchool District?

The three research questions involved the followiRgst, this study includes
the description of the conditions and motivatiomsdeveloping a principal preparation
program in the Dallas Independent School Distrig¢écond, the study includes the
philosophical foundations for and the developmérthe curricular and instructional
components of the Aspiring Principals Program (ARIRY third, the impact of the

program on Dallas ISD, especially on the princyppkline. .
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3.2 Research Design

To answer the three research questions, a casewasiconducted in order to
understand from what context and motivations Dald¥'s Aspiring Principals
Program was created, to examine the type of proginatwas developed and
implemented, and to comprehend how the programgategahe larger organization—
the school district.

Why qualitative research? Because the purpod@oétudy was to bring a deep
understanding of the creation, implementation, iamghct of Dallas ISD’s Aspiring
Principals Program, a qualitative approach whiamps an emphasis on the “qualities”
of the program and its “processes and meaningsfiZide Lincoln, 2003b, p. 13).
Through an “interpretive, naturalistic” stance, gregram may be studied in its natural
setting—in this case, the central offices, thestlasms, and the campuses where the
APP was created and implemented—and meaning isedraa people interpret
phenomena (Denzin & Lincoln, 2003b, p. 5). Quélaresearch stresses “the socially
constructed nature of reality, the intimate relagioip between the researcher and what
is studied and the situational constraints thapshaquiry” (Denzin & Lincoln, 2003b,

p. 13). This emphasis on how the APP was develapgdemented and experienced
from multiple perspectives ensures a rich undedsteof this case.

Qualitative research—and this exploration—involtres “studied use and
collection of a variety of empirical materials” (B&n & Lincoln, 2003b, p. 5) such as
artifacts, archival documents, personal experieacd,interviews to bring the richest

meaning to the exploration and illuminate the caBee concept of montage, a
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cinematic editing method, is also illustrative lo¢ thature of qualitative research
because “several different images are superimpostdone another to create a
picture” (Denzin & Lincoln, 2003b, p. 6): Montadie qualitative research, “invites
viewers to construct interpretations that buildome another as the scene unfolds”
putting the sequences “together into a meaninghdtenal whole” (Denzin & Lincoln,
2003, p. 7). Last, texts based on the metaphoraritage are “dialogical texts” that
presume an active audience and create space f@-agid-take between the reader and
the writer” (Denzin & Lincoln, 2003b, p. 7).

The case study design was appropriate for examthim@allas ISD Aspiring
Principal Program because the case was “a singity,enunit around which there are
boundaries,” such as a program (Merriam, 19987j. By focusing on a “single
phenomenon or entity (the case),” the interactiiosignificant factors characteristic of
the phenomenon” may be uncovered, described, aadgizad (Merriam, 1998, p. 27).

Merriam (1998) indicated that, “qualitative casedss can be described as
being particularistic, descriptive and heuristig” 29). The case study is
“particularistic,” focusing on a particular situani, event, program or phenomenon, and
is valuable because it can suggest to the readatrteldo or not do in a similar
situation, can examine a specific instance butiihate a general problem and may or
may not be limited by the author’s bias (Merriard9&, p. 30).

The case study is highly descriptive and the eondywxt of a case study is a rich,
“thick” description of the phenomenon under stu@iyhick,” in this instance, is an

anthropological term meaning a “complete, litei@d'scription of the event being

94



described (Merriam, 1998, pp. 29-30). The casaysigi“descriptive” because it can
illustrate the complexities of a situation and ut# the reality that not one but many
factors contribute to it (Merriam, 1998, p. 30).

The case study has the advantage of hindsight—tdesgrhow the preceding
years led to a situation—yet can be relevant imptiesent. The case study can show the
influence of personalities and the passage of imthe issue—deadlines, change of
superintendents and senior staff, cessation otiaddif funding, for example, on the
issue. A case study can obtain and use inform&toon a wide variety of sources and
can use descriptive material such as quotatiotexMiews, newspaper articles, and so
on. Last, the case study can present informati@anwide variety of ways and from the
viewpoints of different groups, spelling out diégices of opinion on the issue and
suggest how these differences have influencedethdtr(Merriam, 1998).

In addition to having the strengths of being palttdstic and descriptive, the
case study is also heuristic, meaning that caskestilluminate the reader’s
understanding of the phenomenon under study. @be study is heuristic because it
can explain the reasons for a problem, the backgrod a situation, what happened and
why. The case study can explain why an innovatiorked or failed to work, discuss
and evaluate alternatives not chosen and evakat@narize, and conclude, thus
increasing its potential applicability (Merriam,%9. Qualitative researchers “stress
the socially constructed nature of reality, thenmatte relationship between the
researcher and what is studied and the situatooredtraints that shape inquiry”

(Denzin & Lincoln, 2003a, p. 13).
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This strategy for inquiry—the case study—also ieflaes what questions will
be asked, the form of data collection, the stepfatd analysis and how meaning will be
made in the final narrative (Creswell, 2009). Witthis context, the researcher’s role
is to “explicitly identify reflexively their biasevalues, and personal background, such
as gender, history, culture and socioeconomic Staiat may shape interpretation”
(Creswell, 2009, p. 177).

In terms of disciplinary orientation, the AspiriRgincipals Program case study
uses a historical orientation to describe how tlogam “evolved” over time (Merriam,
1998, p. 35). To fully apprehend the case of Bakespiring Principals Program
means “knowing the context of the event, the assiompbehind it and . . . the event’'s
impact on the institution or participants” (Merriaf®98, p. 35).

This research is presented as a case study intorfiest describe the thoughts
and actions of the group of Dallas ISD senior leagho developed and implemented
the aspiring principals program. Second, to dbsdte learning experiences of the
APP Fellows as they participated in the prograroriog insight to best practices in
principal preparation. Third, to focus on APP Beis, who were sitting principals as
well as teacher leaders at their campuses, anddékgfine the impact of Dallas ISD’s
Aspiring Principals Program. In this montage, timages of the Aspiring Principals
Program were supplied by the senior leaders whsemed and developed it, the
aspiring—and current—principals who engaged witth participated in it and the

teacher leaders who experienced these princigadddrship at the campus.
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Since one of the primary purposes of this study twaghly describe the
creation, implementation, and impact of the Dal&3 Aspiring Principals Program,
the strategy of inquiry that was used was the sas#y. According to Creswell (2008),
“a case study is an in-depth exploration of a bednsl/stem based on extensive data
collection” (p. 476). The Aspiring Principals Prag is “bounded” since it is a “case”
that is “separated out for research in terms oétiptace, or some physical boundaries”
(Creswell, 2008, p. 476). The types of case stuttiat researchers study all apply to
the Aspiring Principal Program.

First, the APP Fellows, both Cohorts 1 (2010-11 ar§{2011-12) formed a
collective group and distinctive group as bothipgrated in a program, events, or
activities. Second, the case represented a prooesssting of a series of steps that
formed a sequence of activities, including the tdeation, recruitment, selection,
development, and support of the APP Fellows. LltastDallas ISD’s Aspiring
Principals Program was located within a larger gaplical, political, social or
economic context, such as the national principattsige, especially critical in urban
districts, the changing demands on public educatmmhpublic educators, especially
principals and the most effective ways to identsfglect, train and support urban
principals (Creswell, 2008).

3.3 Sample

In addition to analyzing archival documents to ustind the APP case, three

groups of people were surveyed and interviewedhdtthis research process and each

group illuminated different research questions.adldress the first research question—
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RQ1: Why was the Dallas Independent School Dis&ggiring Principals Program
developed?—a district senior leader completed #Hemrguestionnaire and was
interviewed. Campus leaders, the three APP gradwatd current principals, also
completed written questionnaires and were intergetto address the second research
guestion—RQ2: What are the philosophy and compsnaan effective principal
preparation program and how does the Dallas IndggersSchool District Aspiring
Principals Program embody these? The senior ledsderaugmented understanding of
the second research question. The third researestign—RQ3: What has been the
overall impact of the Aspiring Principals ProgramDallas Independent School District
—the voices of teacher leaders, three from eaclpuarand all members of each
principal’s Campus Instructional Leadership TearL{Q, were heard through
guestionnaires and interviews. The principals thiedsenior leader also discussed the
third research question.

Table 3.1 Demographic Description of Senior Leader

Role Group Race Gender| Yearsin Years in Senior
Education | Leadership Role—
Dallas ISD
Senior Leader No. 1 AA F 25 4

Of the three principals selected to participatthia research, all were
elementary school principals. Itis typical in [BalISD for a principal’s first
assignment to be at the elementary level. Atithe bf the interviews, all three had

served at least one full academic year in the gratship at the time of the interview.
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Table 3.2 Demographic Description of Principal Lexad

Role Race

Group

Gender

School
Demographics
2010-11

Years in
Education

Years as
an
Assistant
Principal

Years as 8
Principal

L

P1 AA

484 students
78% H

14% AA

7% W

91% ED
(Economically
Disadvantaged

16

4

P2

913 students
98% H
94% ED

14

P3 AA

618 students
59% H

27% AA
10% W

2% Asian

16

Note.P = Principal.

Table 3.3 Demographic Description of Teacher Leader

Role Group Race Gender Years in Education Yearsiat
School
Teacher Leader 1 H F 28 2
Teacher Leader 2 AA F 15 1
Teacher Leader 3 H F 15 5
Teacher Leader 4 H F 12 6
Teacher Leader 5 H F 16 6
Teacher Leader 6 AA F 7 4
Teacher Leader 7, W F 20 1
Teacher Leader 8 AA F 1
Teacher Leader 9 H M 1
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3.4 Data Collection Process

For this case study, the research site was theusas@nd central offices of
Dallas Independent School District and data wertggpsefully selected” (Creswell,
2009, p. 178) for collection and review
To illuminate RQ1: Why was the Dallas Independgctiool District Aspiring
Principals Program developed?—the researcher exahtine following documents:
e The National Center for Educational Achievement B} Audits for 2005-
2009

e Team One Dallas data from 2005-2009

e Agendas and notes from the Aspiring Principal T@stup (APTG)
meetings from January 2010 to June 2010

e Assessment Center materials from UT-CULP and APP

e Data on Principal Selection, 2010 to 2012
Additionally, a one-on-one, face-to-face intervieith a Dallas ISD senior leader, also
a member of the APTG, was conducted.

To explore RQ2: What are the philosophy and comptnef an effective
principal preparation program and how does thed3dhdependent School District
Aspiring Principals Program embody these?—the rebea conducted one-on-one
interviews with three graduates of APP, cohort aviey were principals. The Dallas
ISD senior leader also addressed this researchiguésrough a questionnaire and an
interview. These three principals and the semadér also had the opportunity to

review the research and respond via a member chquiocess that involves taking the
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findings back to the participants in the studyffora them the opportunity to provide

feedback on the accuracy and completeness of tezipion.(Creswell, 2009).

To augment understanding of RQ2, the following sa@hdocuments were

used:

NYCLA Summer Intensive and Residency Curriculum &dizis
NYCLA Facilitator-in-Residence Training Materials
Personal Journal

DLA Summer Intensive and Residency Curriculum Matsr

Mentor Principal Survey Results

RQ3—"What is the impact of Dallas ISD’s Aspiringiitipals Program?’—

was addressed by conducting individual questioesand interviews with the senior

leader and the campus principals. Additionallguastionnaire and a group interview

were conducted with three teacher leaders, all @anmmpprovement Leadership Teams

(CILT) members, from each of the three campuseaghi®al documents regarding this

guestion included the following:

e NCEA Benchmark Report, 2010
e Independent Evaluation of the Aspiring Principalsgeam, Cohort One

e Principal Selection Data

In summary, the three research questions were sselten the following ways:
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Table 3.4 Research Questions, Archival Materiald, &urveys/Interviews

Research Question

Archival Materials

Surveys and
Interviews

RQ1: Why was the Dallas
Independent School
District Aspiring Principals
Program developed?

NCEA Audit and Benchmarks,

2005 to 2009

Team One Dallas Data 2005-2009
APTG Meeting Agendas and

Meeting Notes

Assessment Center Materials

Senior Leader

RQ2: What are the
philosophy and
components of an effective
principal preparation

program and how does the

Dallas Independent Schog
District Aspiring Principals
Program embody these?

NYCLA Curriculum and Training

Materials

DLA Curriculum and Training

Materials
Personal Journal

Mentor Principal Survey Results

Senior Leader
Principal
Leaders

RQ3: What has been the
overall impact of the
Aspiring Principals
Program in Dallas
Independent School
District

e NCEA Benchmark Report 2010
e APP Program Evaluation
e Principal Selection Data

Senior Leader
Principal
Leaders
Teacher Leaders

3.5 Reliability and Validity

In a quantitative study, reliability means thatdses from an instrument are

stable and consistent” and are “nearly the samenwdsearchers administer the

instrument multiple times” (Creswell, 2009, p. 168y contrast, in a qualitative study,

particularly in a case study, the “constructiviatadigm assumes a relativist ontology”

in which there are “multiple realities” and theseai “subjectivist epistemology” where

“knower and respondent co-create understandingshZi & Lincoln, 2003b, p. 35).
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In other words, all of the respondents who wereeyed and interviewed saw Dallas
ISD’s Aspiring Principals Program from a differguerspective and their insights
illuminated different aspects of the research.

Throughout the process of data collection and amglfindings were validated
by using strategies such as member checking, wiashbeen previously discussed, and
triangulation. By triangulating different data soes, the findings were validated. For
example, a district senior leader was intervieweddtive to all three research questions.
Three principals, graduates of APP, were intervetvegarding their experience of the
program (RQ2) and these same principals, as weliresteacher leaders, three at each
principal’s campus, were interviewed regardingithpact of the program (RQ3).

Additionally, different methods of data collectia@re used, including archival
data, such as meeting notes, curricular matenmalsagpersonal journal, as well as an
independent evaluation of the program. Followimgdata analysis, a member check
was conducted in which the findings were sharedl wié senior leader and the three
principals; feedback was requested and received.

Data were “triangulated” when evidence was corrateat by different
individuals (in this case, senior leaders, prinidpand teachers), types of data (written
and oral interview responses), and methods ofadlection (documents and
interviews; Creswell, 2009, p. 266). Using therafoentioned strategies, the
description of the development, philosophy and coments, as well as the impact of

Dallas ISD’s aspiring principals program were baticurate and comprehensive.
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3.6 Data Analysis

Since a qualitative design was “emergent” (Merrid898, p. 155), with
collection and analysis occurring simultaneousig, tesearch began with documents
(APTG meeting agendas and notes, curriculum métgaasessment center materials,
the evaluation) and proceeded to interviews. HEsearcher followed the traditional
process of qualitative data analysis which entasldtecting the data, preparing the data
for analysis, reading through the data, and cotheglata. This process is an iterative
one and moves back and forth between collectionaaaty/sis. Since this case study
could be considered an “educational ethnographyér(dm, 1998, p. 157), the
category themes came from both the data itseltlam@ducational culture. This
culture, or community of practice, became clearrdputhe literature review where some
initial themes emerged.

The primary data sets were the meeting agendasated from the 14 Aspiring
Principal Task Group sessions, the curriculum nmtgrthe 13 interviews—of three
APP graduates, at the time, principals, the theaehter leaders from each of their three
campuses, and the senior leader—and the indepeedasnttion of the Aspiring
Principals ProgramThe researcher began with the documents relatitigetgroup
charged with designing and implementing a procesbdilding the principal pipeline
in Dallas ISD, the Aspiring Principals Task Grouphese documents were used to
address RQ1: Why was the Dallas Independent Sdhstict Aspiring Principals

Program developed?
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By analyzing meeting agendas and meeting notes tiheri4 APTG meetings
between January and June 2010, as well as analtamyments from the task group,
and the interview of the senior leader, 17 themexewdentified. The initial 17 themes
were identified following the initial analysis dig 14 sets of meeting agendas and notes
from the Aspiring Principals Task Group, and thémemes influenced the formulation
of the interview questions. Of course, the literatreview was the genesis for initial
themes regarding best practices in current prih@pparation which emerged as
themes, such as the sharp focus on equity andlerceland the importance of both
instructional and transformational leadership. sehmitial 17 themes were as follows:

Importance of Program
Standards-based/Competencies
New York City Leadership Academy
Selection Process (for Program)
Training—Authentic and Rigorous
Training—Problem-based
Training—Team-based

Reflective Learning

. Equity Mindset

10. Relationship Skills

11.Learning Organization

12. Capacity-building

13.Mentoring

14. Support for New Principals

15. Dedicated Staff

16. Selection for Principalship
17.Impact of Program

CoNoOrWNE

These themes informed the interview questionshfeitiiree principals and the
nine teacher leaders with regard to RQ2 and RQ3at\ie the philosophy and
components of an effective principal preparaticogpam and how does the Dallas

Independent School District Aspiring Principals ¢tem embody these? and What has
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been the overall impact of the Aspiring Princip@tegram in Dallas Independent
School District?
After the 13 interviews were completed and traibsct, a cursory review of
this data suggested a revision of the themes arehsaore were added for a total of
These were as follows:

Importance of Program
Standards-based/Competencies
New York City Leadership Academy
Selection Process (for Program)
Training—Authentic
Training--Rigorous
Training—Role-Play
Training—Hands-On

. Training—Problem-based

10. Training—Team-based
11.Training—Reflective
12.Training—Cohort

13.Network

14.Equity Mindset

15. Excellence

16. Leadership

17.Relationship Skills

18. Learning Organization

19. Capacity-building

20.Mentoring

21. Support for New Principals
22.Dedicated Staff

23. Selection for Principalship
24.Impact of Program

CoNooOrWNE

In addition to the interviews with the senior legd®incipals, and teacher
leaders, an independent evaluation of the aspmimgipals program was conducted by
a researcher from Dallas ISD’s evaluation and actzdility department. The

evaluation took place over the 14 months of theragpprincipals program from June
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2010 to July 2011 and involved observations at gkchites and interviews with 17 APP
Fellows and 13 APP mentor principals. In addititw DISD researcher conducted
debriefing sessions with the group of APP Felloalbving 11 classroom sessions and
two debriefing sessions with the mentor principals.

At this point, a comprehensive data analysis ofttihee primary data sets—the
APTG meeting agendas and notes, the interviewshendvaluation—was conducted
using the qualitative data analysis software pnogh/1VO. The themes ultimately
organized in this way:

3.7 Management and Ethical Considerations

Using the standard documents provided by the uigiiial Review Boards of
both the University of Texas at Arlington and thallBs Independent School District,
the researcher informed participants that thepaases would be used in the
dissertation and explained how their confidentfaould be protected. Sample

documents are included in the appendix.
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Table 3.5 Research

Questions and Related Themes

Research Question Themes
1. Why was Dallas ISD’s Aspiring Importance of Program
Principals Program created? Equity
Excellence

Standards-based Competencies
New York City Leadership Academy
Dedicated Staff

Facilitation

Selection Process

Summer Intensive and Residency
Mentor Principals

2. What is the philosophy and what
are the components of the Dallas ISI
aspiring principals program?

New York City Leadership Academy
DSummer Intensive

Residency

Standards-based Competencies Mentoring
Authentic and Experiential

Rigorous

Problem-Based

Team-Based

Reflective

Cohort-Based

Facilitation

3. What is the impact of Dallas ISD’S
Aspiring Principals Program?

5 Equity

Excellence
Leadership

Network

Professional Learning

Selection into Principalship

3.8 Researcher’s Role

The researcher, a Dallas ISD

principal from 200300, served as a member

of the Aspiring Principals Task Group from Janu@arjvlay 2010 during a doctoral

internship. She facilitated the APP Summer Intemgil 2010 and became Director of

the Dallas Leadership Academy in August 2010 wkaeeserved until June 2012.
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The relationship between the observer and the vbddras been described as
occupying four basic “stances” (Merriam, 1998, @Ol These are as follows:

1. Complete participant: The researcher is a pat@fjroup being studied

and her/his identity is concealed from the otheugrmembers.

2. Participant as observer: The researcher’s roke@saticipant is weighted
more heavily than her/his role as a researchee rébearcher’s
observational activities are known to the group.

3. Observer as participant: The researcher’s obgervattivities are known
to the group and information-gathering activities primary. The
researcher interacts “closely enough with memleestablish an insider’s
identity without participating in the activities mstituting the core of group
membership.

4. Complete observer: The researcher is either hiffdemthe group orisin a
completely public setting, thus the observationdasapparent to those being
observed. (Merriam, 1998, p. 100-101)

In the case of the Aspiring Principals Program aede, when the researcher
was a member of the Aspiring Principals Task GrARTG), she functioned in the
complete participant role as a task force memb#r mo research being conducted.
Approximately half-way through participation in tA® TG, the observer/researcher
role became a factor when this dissertation togis selected. While facilitating the
first summer intensive in June 2010 and then sgrasithe Director of the Dallas
Leadership Academy (DAL), the researcher shiftedensagnificantly to the participant
as observer role. The researcher functioned dgdtar and leader of the program;
however, the participants, both members of the Dé#m and APP Fellows, knew that
research on the program was being conducted. |¥idalring the interviews with the

senior leader, principals, and teachers, the reseds role shifted to observer as

participant, with the information-gathering actieg taking a primary focus.
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3.9 Summary

The case study seemed the most appropriate res#esign to answer the three
research questions: “Why was Dallas ISD’s Aspiftmcipals Program created?”
“What is its philosophy and what are its compon®h&énd “What has been its impact?”
In order to investigate the phenomenon of Dall&34RAPP, the case study promised a
“rich and holistic account” (Merriam, 1998, p. 4% utilizing archival documents and
interviews with people who had experienced the APihique ways being situated at
different positions within the larger system.

The historical orientation of this case study hawjoled the reader with more
than a chronology of the Aspiring Principals Pragras it has described the impact of
the program both on the participants as well agerarger system. Last, Merriam
(1998) noted that case study is an “appealing ddsigapplied fields of study such as
education” and one hopes that this case study magtieve the goal of being used to

both “improve practice” and “inform policy” (p. 41)
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CHAPTER 4
THE DEVELOPMENT, IMPLEMENTATION AND IMPACTOF THE DALAS
INDEPENDENT SCHOOL DISTRICT'S ASPIRING PRINCIPALROGRAM

In this chapter, the researcher reconstructs &ndimates the creation,
implementation and impact of the Dallas ISD’s AsmgrPrincipals Program through an
exploration and analysis of documents and intersiefhe three research questions are
explored, which are as follows: RQ1: Why was thdd3andependent School District
Aspiring Principals Program developed? RQ2: Whatthe philosophy and
components of an effective principal preparatioogpam and how does the Dallas
Independent School District Aspiring Principals ¢raom embody these? RQ3: What
has been the overall impact of the Aspiring Priatsg’rogram in Dallas Independent
School District?

The first research question—Why was the Dallaspedédent School District
Aspiring Principals Program developed? is discus$isemligh a review of 14 sets of
agendas and meeting notes, as well as supporttagadd documents from the Aspiring
Principals Task Group (APTG). The APTG was a grouight senior Dallas ISD
leaders who met bi-weekly from January to June 20ifan the implementation of the
Aspiring Principals Program. In addition to thesehival documents, interviews were
conducted with one senior Dallas ISD leader, arkeynber of the APTG who was also

closely involved with the implementation of the Aspg Principals Program. This

111



senior leader is referred to as Senior Leader NAdditional members of the APTG
who are cited from the APTG meeting notes are refeto as Senior Leaders No. 2
through No. 8.

Since candidate selection into Dallas ISD’s Asgririncipals Program was
one of the critical issues that the APTG considededuments from the University of
Texas Collaborative Urban Leadership Project (UTE€UMarch 2010 assessment
center, on which the APTG subsequently relied, veegamined. Documentation from
the APTG-led May 2010 assessment center assessarnt--through which the first
Cohort of APP was selected—was also analyzed.

To answer the second question—What are the philkgsapd components of an
effective principal preparation program and howdlthe Dallas Independent School
District Aspiring Principals Program embody thesdRe-researcher examined the
training and curriculum documents from the New Y@iky Leadership Academy,
Dallas ISD’s partner organization in developing &P, and the Dallas Leadership
Academy’s curriculum materials. These curriculuatenials include the summer
intensive and the residency components of APP allsaw training materials used in the
mentor principal training. Written evaluations qaeted by mentor principals at the
conclusion of their training are also included.atidition to these curriculum materials,
training materials from the NYCLA's facilitator-iresidence program, which the DLA
team attended, have been used, and personal jamtnigs written during the training

and consultations with NYCLA have also been inctlide
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The third research question—What has been the lbuagact of the Aspiring
Principals Program in Dallas Independent Schoolridt®—is addressed in three ways.

First, to address the issue of program effectiven®g evaluation documents,
one external and one internal, are also includdte National Center for Educational
Achievement (NCEA) 2010 Progress Report includesrsg comments on the Aspiring
Principals Program. A more comprehensive evalnatonducted by Dallas ISD’s
Evaluation and Accountability Department, has &lsen included. This program
evaluation, conducted between June 2010 and Jutie RYolved written surveys, as
well as numerous focus groups with both APP padicis and mentor principals, and
individual campus visits, observations, and intems.

Second, to address the issue of the impact of #périAg Principals Program on
those most closely involved, written questionnaaed live interviews were conducted
with three graduates of the Aspiring PrincipalsgPam, who are now principals in
Dallas ISD. Three teacher leaders from each of danpuses were also interviewed.
Additionally, to address this question, a writterestionnaire as well as an interview
was conducted with a senior Dallas ISD leader.

Finally, as another measure of program effectiven@srent data on the
number of APP Fellows selected for the principgishone of the program’s key
goals—is reported.

4.1 Research Question One

RQ1: Why was the Dallas Independent School Dis#rsgdiring Principals

Program developed?
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In the Dallas Independent School District, the Aisgi Principal Task Group
(APTG) began meeting in January of 2010 to as$esadeds of the Dallas Independent
School District with regard to principal preparatiand to generate plans for developing
an internal principal pipeline. The district’s pr@us program for preparing principal
candidates, the 4-year old Team One Dallas, had $iesgpended for the 2009-2010
school year due to concerns about the effectiveoietbe program, specifically that
insufficient numbers of program participants weealy selected as principals. In an
interview on this topic, Senior Leader No. 1 naotiesk,

While Team One Dallas had yielded some great aisj it seemed to have

reached the saturation point and was not attractirsgimitting the most

effective people for the job. It became apparkat the program needed to be
revamped if it was going to indeed prepare prospegrincipals for the
challenges and opportunities with which they wduddfaced in the
principalship.

In 2005, then Superintendent Michael Hinojosa’stfiull year as Dallas ISD
superintendent, the National Center for Educatidwhlievement (NCEA) conducted,
at district request, a curriculum audit to exanmgnee practices. The NCEA audit
process consisted of interviews and focus groupdwtted with key district staff
members, learning community senior executive dimsctprincipals and teachers, as
well as a review of pertinent documents submittethle district. The NCEA's initial
set of findings were presented to the Board of tBesin December 2005.

Seventeen recommendations in five core practices made with ratings from

1 to 4 (the highest) for each area. These five poactices involved Student Learning,

Leadership and Capacity Building, Instructional lBptJse of Data, and Instructional
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Intervention and Adjustment. One area of focusceomed the Dallas ISD’s practices
regarding “Staff Selection, Leadership and Capdgityding,” specifically, the ability
of the district “to develop internal principal cadates to maintain program
consistency” (NCEA Core Practices Audit, 2005).

In the follow-up 2006 progress report, the auditgage Dallas ISD a score of 3
(“activities taking shape; likely to lead to highrictioning system as described”) and
noted that two of the prescribed action steps ltadroed. Team One Dallas had
completed training with the first cadre and theoselccadre was being developed.
Findings in 2006, relative to the district’s alyilto develop internal principal
candidates, included the fact that 19 of the 36 be¥mof the first cadre had received
promotions to associate principal or principal. dadnally, the “sponsorship” aspect
of Team One Dallas allowed current leaders to ifiepotential leaders in their schools
or areas. Last, content has “reportedly shiftedto include greater emphasis
specifically on Dallas ISD initiatives” in an eftao be responsive to specific Dallas
ISD needs.

In the 2007 progress report, Dallas ISD again star&8” on this component
with progress being noted. At the time of the 28€J0rt, eight of 31 Team One
participants in the second cadre had receivedipahpositions. However, in the 2008
report, the district regressed to a score of "Zhwie auditors noting that “Team One
Dallas continues to show mixed effectiveness atiptagraduates in district principal
positions.” At the time of the report, only twotble 39 members of cadre three had

been selected for a principal position.
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Dallas ISD again received a “2” rating in Octob&R009 with regard to its

ability to develop internal principal candidategam One Dallas was suspended at the

end of 2009 as the fourth cadre completed the progrin their report, the NCEA

auditors noted that, “Team One Dallas showed vaxgdeffectiveness at placing

program graduates in principal positions within dngrict.” The report states that

“based on these results, district leaders decidastdspend the program for at least a

year,” and one Dallas administrator explained ttreg RFP process was actually more

rigorous that Team One Dallas in terms of idemntifyand selecting the best new

principal applicants.” The NCEA team commendedrdisleadership for “recognizing

that the program was not meeting its stated olmeetnd making the decision to change

course.”

Table 4.1 Statistics on the Four Cadres of Team Qalkas

Team One Dallag  Participants Participants Receiving Percentage of
Principal Assignments Participants in
(As of June 2008) Principal
Assignments

Cadre One 36 19 52%
2005-2006
Cadre Two 31 8 26%
2006-2007
Cadre Three 39 2 5%
2007-2008
Cadre Four 24 *5 21%
2008-2009 (*As of August 2009

when Team One was

suspended)

Note.Flores, 2008 .
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4.1.1 The Aspiring Principals Task Group Forms

With the charge to design an effective system &wetbping internal candidates
for the principalship, the Aspiring Principals TaSkoup (APTG) began meeting in
January 2010. The APTG included senior leaders tiee school leadership division
and the professional development department. Towgpgmet 14 times, approximately
every other week, between January and May 201dimg a trip to New York City to
visit the New York City Leadership Academy. Dall&®’s Aspiring Principals
Program was launched in early June 2010 with a @hlper Cohort.

Among the topics that the APTG considered durirg&imonths of meetings
were as follows:

e Principal Preparation Programs: A National Perspec

e Principal Competencies/Leadership Standards

e Candidate Selection Process

e Program Structure: Summer Intensive and Residency

e Need for Dedicated Staff with Effective Content &atilitation Skills
4.1.2 Principal Preparation Programs: A Nationa¢fpective

To begin, the APTG looked at programs across thte-stAustin and Houston
ISDs—and the nation—Boston and New York City, ugjtan NYCLA session in
early March. Senior Leader No. 1 stated the faitaw

| think that any time you’re developing a programatthas this level of
importance it is incumbent upon you to look beyavidht’s in front of you...1
knew about the New York City Leadership Academyrfrorevious
experience...l knew about the great work that waegyon there. | knew that
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their philosophy of academically rigorous teachamgl learning and
instructional leadership was aligned with our thmgkin the district... There
were just some things about that program that Wkweuld work for us and so |
thought it was important to explore that. But weodboked at other programs.
We looked at the work that was being done in Haustad the work that was
being done in Austin. However, after our visitNew York City, it became
crystal clear that NYCLA was the model that we veanio work off of. They
were the people that we wanted to partner withelp bis develop our own
program.

4.1.3 Principal Competencies/Leadership Standards

One of the striking elements of the NYCLA is thgude to which all learning
maps to the performance standards and leaderstigripance standards were one of
the first issues that the APTG considered. Newkgoerformance matrix for aspiring
principals was based on the Interstate Leadersikige Consortium (ISLLC)
standards; Dallas ISD’s principal competencies vased on the Texas principal
standards, with some adaptations. The Dallas I&Drévised the principal evaluation
prior to the 2009-10 school year and the new ev@alnawith a stronger focus on
instructional leadership, reflecting the influerméeDallas’ partnership with the Institute
for Learning. The new principal evaluation had aigas of performance: (a) Setting
High Priority Goals for Professional Growth and @onous Improvement, (b) Leading
Learning, (c) Building Capacity, (d) Monitoring Takang and Learning, (e) Developing
Systems to Support High Standards of Student Aelni@nt and Managing Operations
and (f) Resources to Support Teaching and Learning.

The initial set of standards, as developed by tR& @, reflected some of the

older leadership competencies with a focus on mamagt and operations:
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1. Instructional Leadership

2. Management Leadership

3. Functional/Technical Skills

4. Managing and Measuring Work
5. Interpersonal Skills

6. Personal Skills

7. Personnel Management

8. Student Guidance

9. Public Relations/Involvement
10.Climate

Ultimately, however, the performance standardgptatbby the APTG for
Dallas ISD’s aspiring principals program alignedsaly with the New York City
Leadership Academy’s performance standards. Thengakcomponents of are as
follows:

Table 4.2 New York City Leadership Academy Leadgr$terformance Standards

Standard Content
Personal Behavior

Resilience

Communication

Focus on Student Performance

Situational Problem-Solving

Learning

Accountability for Professional Practice

Supervision of Instructional and Non-InstructibStaff

Ol N OO~ W[IN|F

Leadership Development

=
o

Climate and Culture

=
=

Time, Task & Project Management

12 Technology
Note.New York City Leadership Academy, 2007.
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At the March 10, 2010 APTG meeting, Senior Ledder 1 stated that a “big
rock” would be determining how to use a set of peniance standards effectively and
reflected that NYCLA “uses the performance stanslanddebriefing and dialogue with
the participants” about their performance and fignowth areas. In a subsequent
interview, Senior Leader No. 1 stated that,

A major component of the New York City Leadershipadlemy program that

resonated with me was the emphasis on self-reflectgainst a set of standards.

Here’s our best thinking, based on research, arathad constitutes effective

leadership and where am | on those standards?adfdn aspiring principal,

were to assess my work, where would | fall and dasethat what would | need
to do to improve in those areas?
4.1.4 Candidate Selection Process

Another issue that the APTG addressed early ontledf candidate selection
into the program. This had been an issue for T@amm Dallas and was reflected in the
low numbers of graduates who were selected foptimeipalship. Senior Leader
No. 1 noted several concerns with Team One Dalld® first was that to be a part of
Team One “there was not a sufficiently rigorougesibn process and so it was rather
more a matter of if you're interested in being & péthis then you can participate.”
Additionally, Team One Dallas did not require atenest in or commitment to being a
campus principal and this also impacted the numiigparticipants who were selected
for the principalship.

APTG members looked closely at how the New Yorty Ceadership Academy

conducted their selection of candidates for thggm and one APTG member

reported that she had attended an information@esgih about 50 potential candidates
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and noted that those who were interested applieth®ONYCLA’s aspiring principals
program on-line. On-line applicants submitted &tem application and an essay that
were screened by NYCLA staff members. Candidates mvade it through the
pre-screening were selected for a group intervaewd, ultimately, an individual
interview (APTG, 2010, March 10. Meeting. Seni@ader No. 3).

In addition to exploring the NYCLA selection prosgthe APTG borrowed
some components from the University of Texas Collative Urban Leadership Project
(UT-CULP), which had just entered into a contraghvidallas ISD to identify and train
teacher leaders to lead secondary campuses, graéném a Master of Education
degree and principal certification. In order tohga information that might be
applicable, four members of the APTG observed aigypated in the UT-CULP March
2010 assessment center which was comprised obllogving three 30-minute
activities:

e Interview with supporting leadership artifact
e Learning observation
e Leadership presentation

The interview and leadership artifact portion of #ssessment center was
“designed to uncover information about the candidatated to the Educational
Leadership Policy Standards and these standardsreferenced by each of the six
guestions in the interview. The questions, and¢he/ant standard, are as follows:

1. Tell us why you are interested in becoming a seapngrincipal in Dallas
ISD (Standards 1-6)
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2. Dallas ISD has made the following commitmelte believe that
educational equity and excellence will eliminate #thievement gap/NVhat
does this Dallas ISD commitment mean to you? Howal enact this
commitment in your own practice?

3. Describe for us your leadership experiences. techkn explanation of the
artifact you brought and how this artifact représenspecific, tangible
contribution to student achievement or capacityding at the campus or
district level (Standard 2)

4. Envision an ideal secondary school. Tell us tlotesracteristics that would
be evident in that setting (Standards 1-6)

5. What are some structures or strategies that waeed o be in place for
these ideal characteristics to evolve? (Standard 2

6. You are the new principal of a school where theeesgynificant student
achievement gaps. In your first few weeks on canpou notice that the
teachers are working in complete isolation and timate is no collaboration
occurring. Given that collaboration among teaclessupported by research
to increase student achievement, describe foraupritcess you would use
to address this (Standard 2, 3, 5).

(UT-CULP Assessment Center Training, 2010)

The second component of the UT-CULP assessmergrogas the leadership
presentation. Candidates had previously (aboutékw in advance of the assessment
center) received state performance data and diparent/teacher survey results for an
anonymous school and the following instructions:

You have recently been appointed as the principAhgwhere (Middle or

High) School located in Dallas ISD and have reagithee attached Anywhere
School data set. As the incoming principal, yoll mave 10 minutes to make a
presentation to district leaders outlining what yaticed in the data and your
approach for the first 10, 30 and 90 days. Follgmaour presentation, the
assessment team will provide an opportunity to gaga further dialogue about
your ideas and processes.

If not addressed during the presentation, thesstigus were asked:
1. What did you notice when you first saw the data?
2. What are your thoughts about the root causes ai¢cheevement gaps in the

data?
3. Describe the processes you would use to addresshievement gaps.
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4. If you had the opportunity to speak to the supendent, what would be the
top three things you would want to discuss?

The leadership presentation was evaluated by #me tilizing a rubric that included
indicators addressing such items as presentatitig, sivareness of social justice
issues, and root causes of the achievement gapxtéet to which the candidate
appeared to be a collaborative and/or transforredéiader and the candidate’s ability to
develop trust and buy-in with stakeholders as sed¢me 30-60-90 day plans(UT-CULP
Assessment Center Training, 2010).

The third component of the UT-CULP assessmenecewds the learning
observation in which candidates had 10 minutesaw a video clip of a classroom
observation and 20 minutes to respond to questndgole-play a conversation with
the teacher. The questions were as follows:

1. What did you notice about the lesson?

2. What else would you like to know about what youdabserved?

3. Assume that | am the teacher. Role-play the c@atien you would have

with me following your observation.

4. What might be your next steps?

5. Reflect on your performance in the role of an obsegiving feedback in

this activity.
This component addresses standards two and tm@¢he rubric included such items
as the candidate’s ability to identify strengthd areaknesses of the lesson, deep
understanding of learning objectives, ability tgage in reflection about his/her
approach.

During the UT-CULP assessment center, for eachethree activities, each

candidate was evaluated by three pairs of assesswdor each activity, with each pair
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consisting of one member from UT and one from Ral&D. After each candidate
participated in all three activities, the assesdrteam, consisting of the three pairs of
assessors, met to discuss their assigned candidaaggregate the evaluation scores
and to make selection recommendations. For the2010 assessment center, there
were three assessment teams, each led by a UTyfaceinber (UT-CULP Assessment
Center Training).

At the March 10, 2010 APTG meeting, the proposedmanents for the APP
assessment center were an essay, an in-basketyaetnd a powerpoint—to be
developed by the candidates on-site—and a presamntdhfluenced by the March 27,
2010 UT-CULP assessment center, APTG members Mdheh 31, 2010 meeting
decided to drop the in-basket activity and addéaeher observation and the interview
with a leadership artifact. The four componentstiie finalized May 2010 APP
assessment center were an interview, a teachenvalisa, an essay written on-site,
and powerpoint presentation. Unlike the UT-CULRada&resentation for which
participants received the data two weeks in advandewere able to create a
Powerpoint prior to the assessment center, paaitgat the May 2010 APP
assessment center created the Powerpoint on-siel los data provided at the time of
the assessment activity.

In addition to differences with the UT-CULP assesstrcenter, Dallas
proceeded in a different way than New York as wklke NYCLA and UT-CULP, the
Dallas process involved pre-screening of candidaésgd on the strength of the

application, which included an essay. The NYCLAeston process, though, also
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involved group and individual interviews on selekctepics. One issue of keen interest
in the APTG discussions around this issue wasitjog of the selection process versus
the need to dismiss candidates during the progifamiiowing the APP 2010
assessment center, Senior Leader No. 2 communitaethough NYCLA “initially
accepted most candidates” Dallas would not andiépted that dismissals with Dallas
ISD would not occur due to the rigorous selectiomcpss.” Senior Leader No. 1 stated
that “it was well worth investing in a rigorous aeetfion process up front instead of
vetting candidates later during the program.”

Members of the New York City Leadership Academyaddressed this issue
with Dallas Leadership Academy team members attng 2010 facilitator mini-
training, sharing that aspiring principal programsst have a “gate” either at the
entrance or as a defined dismissal process (Paag, 2010, Personal Journal). The
NYCLA team member elaborated that there can beoagigate at the entrance, in
terms of a rigorous selection process, or therebeaa flexible entrance gate with a
rigorous and responsive dismissal process. Sheddfaat in the first year of a program
having a strong entrance gate is probably prefersibce the dismissal process requires
additional attention from the facilitators (Parviviay 2010, Personal Journal)

Applications for Cohort one of the Dallas aspirprincipals program, which
included leadership artifacts and letters of recemadation, were pre-screened and 23
of 29 applicants were selected to participate @Nfay 2010 APP assessment center.
Of these 23, 17 were African-American, 4 were Hmspal was Asian, and 1 was

Anglo.
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In addition to the content differences betweenUfieCULP assessment center
and Dallas’, the on-site development of the datagrpoint and the on-demand essay,
there were several structural differences as widlle primary difference involved the
recommendations of candidates. In the UT-CULP gssgcfollowing scoring, each
assessment team—consisting of the three pairssetasrs—met on the day of the
assessment center to discuss, evaluate, and n@kamendations for all of the
candidates they had evaluated. With the 2010 ABBssment center, as each pair
completed the evaluation of a candidate, the sgatotuments were picked up and
taken to a central location for tabulating. The PTG members (Senior Leaders
No. 6 and No. 8) who were primarily responsiblegatting together and running the
assessment center were also primarily responsibleoimpiling the scores for all APP
candidates who participated in the assessmentrq@Ra& G. Assessment Center
Materials. May 2010).

At the May 26, 2010 APTG meeting, following the Miy 2010 APP
assessment center, 14 names were put forth fatselento Cohort one of the aspiring
principals program. These included 11 African-Aitens, 2 Hispanics, and 1 Anglo.
One APTG member (Senior Leader No. 1) expressecetonrthat even though a
“multicultural group” had been recruited, the figrbup was not as diverse. Senior
Leader No. 8 said that, “APTG made a good faitbréto recruit diverse candidates
and that the program selected the strongest caeditiaSenior Leader No. 8 then

stated that she thought it was important to spe&&Ds (Senior Executive Directors,
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Dallas ISD’s principal supervisors) about the needork with principals to identify
more teachers on campus for leadership developopgartunities.

To address the immediate issue, Senior Leader Ntatéd that additional funds
could be used to support inclusion of three to bitengual teacher leaders with
administrative certification in order “to ensuratlhe group was more diverse.” Six
bilingual teacher leaders were selected for inolugnto this first cohort, which
ultimately was comprised of 11 African-Americang;iSpanics, and 4 Anglos. Seven
of the 20 Cohort 1 members were male. One menfliedirst cohort, an African
American male, became a principal after the seeaek of the summer intensive and
a new member of the cohort, an African-AmericandtEmjoined in September 2010.

Several changes were made for the 2011 APP assaissemeer. The pre-
screening components, involving a leadership plotfaritten responses to questions
and letters of recommendation, remained in pldoe011, 163 people (up from 29
applicants in 2010) submitted applications to bentmers of APP Cohort 2 and
Cohort 50 were selected to participate in the assest center. For the 2011
assessment center, the requirement that the poimel@created on-site was
eliminated. The powerpoint presentation—prepanetdvance—and the interview
remained part of the assessment center, as didrititen essay and the teacher
observation. In 2011, an in-basket activity wadembland a group problem-solving
activity involving data was included for the fitghe.

The group problem-solving activity put candidateshie role of feeder

principals who were to analyze and discuss data chools in their feeder. Six to
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eight candidates at a time participated in the grqablem-solving activity while
assessors rated them against eight performanadastis including personal behavior,
resilience, communication, focus on student peréoree, situational problem-solving,
learning, supervision of staff and climate andwdt(of the 50 candidates who
participated in the 2011 assessment center, 23 sedeeted for Cohort 2.
Demographics for Cohort 2 were 12 African-Americaembers, 9 Hispanic, and
2 Anglo members; 7 were male and 16 were female program for Cohort 2 began
in June 2011.
4.1.5 Program Structure: Summer Intensive anddeesy

For Cohort 1, the APTG still needed a curriculurd &acilitators for the
summer intensive, scheduled to begin the first weekine 2010, having defined the
leadership performance standards, conducted tlessaaent center and selected the
members of the APP. In early May of 2010, the &al5D contracted with the
NYCLA for assistance with the following:

e Summer Intensive Curriculum

School Scenario Challenge
School Scenario Data—Dallas specific

School Scenario Teacher Profiles

0
0
0
0 School Scenario Teacher Videos

e Facilitator Training (a 2-day training in May and-alay facilitator-in-
residence training in July)
e Mentor Principal Training

Structurally, the NYCLA'’s aspiring principals pragn is a 14-month program

that includes a 6-week summer intensive, the resigle-an internship and classroom
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sessions during the school year—and the plannimgrsar. The Dallas version was
also a 14-month program with the same componentseter, the Dallas aspiring
principals’ program summer intensive was 3 weeklsarahan 6 weeks. An essential
feature of both summer intensives is the expeaénature of the learning which is
built around a scenario school. Dallas’ summesrieive was structured around three
strands of learning with regard to the simulatdtbst: getting to know the school,
getting to know the people; and establishing vismrssion, and goals. The leadership
performance standards to be intensively developeagithe summer were personal
behavior, communication, focus on student perfoiceaand situational problem-
solving (APTG. May 28, 2010, Meeting with NYCLA).
4.1.6 Need for Dedicated Staff with Effective Conéad Facilitation

The facilitator is key in “orchestrating” the learg around the simulated school
where the authentic work of the principalship “cene life” (New York City
Leadership Academy, 2009). Though there is someetdieaching, much of the
facilitator’s function is to assess the particigamiork against the performance
standards, to push participants out of their cotrfones as they “experiment with
strategically addressing complex leadership chgélei and to provide coaching to
individuals and groups, guide leadership develogrfa@nndividuals and groups and
keep the schedule moving forward (New York City deship Academy, 2009).

Given the robust nature of the facilitator's workhin this construct of
authentic learning, a key point that emerged froemAPTG meetings was the need for

a facilitator with the appropriate skillset to mave work of the aspiring principals
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program forward. Having seen the New York City deaship Academy facilitators in
action during the March 2010 visit, APTG membeentified this as a critical skillset
for program staff:

Another lesson learned from the NYCLA that | thielally helped us with our
program was to make sure that we had dedicatefdidtase sole responsibility
was to develop and lead the program. It's reay &agust tack this work on to
somebody else’s list of responsibilities, to tauls tvork on as another thing that
you have to do as part of your job. And it would&e in my opinion, have had
the success it has had in this short period of tintleout dedicated staff. The
NYCLA senior staff cautioned us not to simply addto someone’s
responsibilities because the program would suffereichose that route. That
was part of the problem with Team One Dallas, i$ yust one other peg on a
person’s roles and responsibilities and in thatgimse, not the most important
one. (Senior Leader No. 1)

At the April 28, 2010 meeting in Dallas, membershef NYCLA suggested
spending two days on intense facilitator trainirithwhe DLA staff who would be
leading the summer intensive. They suggestedtieat facilitators could visit
New York and receive in developing and refiningiti&cilitation skills. Two members
of the team attended a 2-day training sessiontéN&y 2010 to prepare for the
upcoming summer intensive beginning in June 2010.

The most significant part of the 2-day trainingotwed preparing the DLA team
members to facilitate for the constructivist, exgetial learning that occurs in the “safe,
yet rigorous context” of the school scenario (NearkyCity Leadership Academy,
2009). The simulated school, the core of the sumnmensive, causes the participants
to learn and “build muscle memory” for problem-sotyas they anticipate stepping

into the principalship (Parvin, J., May 2010, Pea Journal). In this setting of
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experiential learning, the facilitator maintainhautral stance” in order to ensure that
“the learners, not the teachers, own the work”{Pad., May 2010, Personal Journal).
Upon returning from New York, it was time for th&.® team to begin the summer
intensive with 21 aspiring principals.

4.2 Research Question Two

RQ2: What are the philosophy and components offanteve principal
preparation program and how does the Dallas Indejegt School District
Aspiring Principals Program embody these?

The current philosophy and components of effeqbiwecipal preparation
programs have been discussed in chapter 2 anditiehsée a clear definition and
description of effective principal leadership basadoerformance standards,
recruitment into the program of individuals who-at@ who have the potential to be—
strong instructional and transformational leadanmsgorous selection process into the
program, authentic, experiential, team-based lagrmapped to the standards, strong
mentoring, support as participants seek principaltpns and in their first year(s) of
the principalship. Beginning with a comprehensiescription of Dallas ISD’s
Aspiring Principals Program summer intensive anld¥eed by a description of the
residency, this section addresses the ways in wibadlas’ APP embodies best
practices of principal preparation.

4.2.1 Aspiring Principals Program: The Summer lisiea
The school scenario is the linchpin for the summinsive and much of the

learning during the summer intensive is generateh the simulated school which is
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“comprehensive in scope” and includes written doents (master schedule, floor plan,
budget, student performance data); video (classteaching); artifacts (samples of
student work, teacher files); and involves roleydla supervisor coming to visit, an
angry parent demanding a meeting, a teacher pirgesst unsatisfactory appraisal)
(New York City Leadership Academy, 2009)

Prior to beginning the summer intensive, the Fedlovere grouped into
approximately six-member teams. These teams, sivarterms of background and
experience, remained intact throughout the summefanctioned as the principal of
the simulated school. In Dallas, the simulatedstivas Change Middle School. The
Dallas APP summer intensive was organized intcetiareekly themes: Getting to
Know the School, Getting to Know the People, and/iMg into Action with Vision,
Mission and Goals (Dallas Leadership Academy. A@i€), Summer Intensive
Curriculum Documents).

On the first day, the Fellows received a bindertaimmng information about the
school—student performance data, budget and opeedtinformation, such as master
schedules and floor plans, teacher data and pspékewell as the school challenge
which provides historical and contemporary contéxhe school—that a principal
would have access to as the new leader of a scidwugh the data provided is
extremely comprehensive, some of it is incorred/anincomplete; this is intended to
replicate the ways in which principals typicallgeg/e information about their schools,

in waves, with partial and sometimes contradictdata.
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The first assignment was to explore the schoolateminder and to answer
some questions about the school:

. What ideas and values govern this school?

. What other information would you need to confirnrmsoof the ideas

and beliefs you have begun to identify about thwet?

. What information is most critical about the schodVhy?

In addition, the Fellows, in anticipation of megtisome members of the school staff,
began to generate questions for them.

During the Meet-the-School-Staff activity, the IBels asked questions and
engaged in dialogue with, several members of thi¢ st the scenario school. The
de-brief of the activity provided the opportunity fa discussion about strategies for
obtaining data about a school. Facilitators agjesktions, such as the following, to

generate a discussion about the strategies thew=sellsed to gain information from the

school staff:
. What kinds of questions gave you the most inforaméti
o What types of questions did you ask?
. Did your questions raise additional questions?
. Did they challenge or confirm your initial ideasoalbthe school?
o How do you interpret the information you have rgediabout the
school? What does this information mean to you?
. How many of you took notes during this activityf’ndt, what was your

strategy for capturing information?
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The Meet-the-School-Staff activity provided Fellowth the chance to talk with their
school staff who presented as typical, though tesestypical, members of a school
community: the union representative, the confideaw teacher, the effective, but non-
collaborative veteran, the long-time school secygitc.

This activity laid the foundation for the mental dets/low inference data frame
that provides a vital perspective on the learning l@ading work throughout the
summer intensive, into the residency and beyonadrkilg with mental models,
previously discussed in chapter 2, involves “surfigaleeply ingrained assumptions,
generalizations or images in order to engage itimoous learning” (Senge, 1990,

p. 12). Fellows were challenged continually duriing summer to focus on low-
inference data—what one actually sees and hearspgased to high-inference data—
data to which one has added judgments or assungption

The Fellows used the skill of capturing low-infecerdata during the teacher
observations that they conducted during the sunmensive. Video recordings of
classroom teaching, some satisfactory and somewveog, observed by the Fellows who
analyzed classroom instruction and classroom manege identified the lesson’s
purpose and alignment to standards, identifiecdhgthes and weaknesses of the lesson
and made recommendations for growth. The Fellowiten analyses and
recommendations were also assessed for written comcation competency.

Another activity that anchored the first week wae activity known as the
“Angry Parent Scenario.” The in-basket activityaisimulation in which each APP

Fellow was given a finite time period (2 hoursjridividually address a variety of
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in-basket items—emails, parent concerns, operdttasks, etc.—and to conduct a
classroom observation (via a video recording). rélage also several interruptions—an
unscheduled fire drill and an angry parent—thatrafthe Fellow the opportunity to
experience a typical day-in-the-life of a campusagqpal.

As they addressed their in-basket items, the Fellere unaware that they
were going to be called upon to meet with an apgingnt, to de-fuse the situation and
to assist the parent in solving the problem. Adtealing with their angry parent and
returning to the classroom, the Fellows were asi@do share with their classmates
who had not yet met with their parent, so thatdineulation could remain realistic. The
angry parent scenarios are designed to providestdbarning with intense situations
involving such topics as the school’s failure tpagpriately deal with parent custody
issues, a teacher who is behaving in a sexuallygmative manner and a teacher who
the parent believes does not like her child. Tiseussion following this activity
caused the Fellows to reflect both on the time/taakagement aspect of this activity,
as well as the mental models they might have urreovas a result of the emotionally-
charged interaction with the angry parent.

A consistent thread during the DLA’s 3-week summegnsive were activities
designed to build the capacity of both individuatsl teams for self-reflection and
effective action. Three activities—Core Valueyrdey Lines and Teachable Point of
View—were adapted from the work of Noel Tichy, mess teacher and writer.

A side note here is the discussion that the AspiRnncipals Task Group had

regarding the New York City Leadership Academy’sspective on leadership
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development. At one time, the NYCLA had focusedyeneric leadership skill
development—and utilized more business-orientedagmbes, such as Tichy's—
however, recently the NYCLA had begun to focus nmrdeadership skills that were
specific to education. As of the summer of 20h&, TPOV remained a vital part of the
NYCLA'’s, the DLA’s, aspiring principals program. t#e April 21, 2010 APTG
meeting, senior leaders had discussed the merés ekecutive leadership versus an
instructional leadership focus:

Senior Leader No. wondered about the balance between having an

instructional focus versus an executive businesgs§@and referenced the work

of Noel Tichy. She observed that the current lestdp of NYCLA focused
more on instruction. She wondered what percentagédibe best in balancing
the instructional and management focus and satdlibhy suggested that first
year principals needed more of a management tharsttnctional focus. He

said that aspiring principals needed a 50/50 balaBenior Leader No. 8

recommended that first year principals initiallgs on management then

gradually focus on instruction. She said that basanagement areas like budget
and maintenance can often tie new principals down.

Senior Leader No. 2 also noted that some of the@tsause a more business-
oriented approach to principal development andalppegrams focus on leadership
skills including “interaction, self-awareness ver$iow others view one’s leadership
style, and charting progress through goal-sett{dd?TG, April 21, 2010). The three
activities that follow—core values, journey linasid teachable point of view—all fall
into this general executive leadership category.

Core ValuesThis exercise is designed to help the Fellowsadiscand

understand their core values and how these valuds their work. Fellows begin with

a list of approximately 50 values, such as stdtappiness, family, love, justice and
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creativity. They are asked to review the valustet and to add any that they feel are
missing. They are then asked to circle their @pualues and then to reduce that
number to five values, discussing with the group lleey decided on those five.
Fellows are then asked to reduce their list frora fo three then to two and finally to
one core value. The de-brief of this activity inved a discussion of how Fellows made
the decisions about which values to give up analwto keep as well as how this value
influences their work.

Journey LineFellows develop a journey line, a timeline of sdifee
experiences that they feel have shaped them asrkeadihe facilitator’s guide from this
activity states:

Leadership is developed through life experiencesveathink leadership is

autobiographical and every success and failures@uace of wisdom, given

powerful reflection. These experiences, coupletth waflection, shape us as
leaders and shape our leadership styles. A gogdaveapture those lessons is
to construct what we call a leadership journey,laéne that has its highs and
its lows.

To begin, the facilitator of this activity shareid/her completed journey line
with the Fellows. Then, to capture their experesyd-ellows charted their journey on
chart paper where the horizontal axis represeimeg and the vertical axis represented
emotional energy. Fellows engaged in the follonaktons:

e Examine your life for significant events.

e Include positive and negative events. Label thekpand valleys with

lessons learned.

e Describe the specific and concrete impact theydmagou. Put the event in

context.
Include only those events that you can explain ti@y moved you forward.

137



Fellows shared and explained their individual j@yrfines with their team and the
charts remained posted so that all cohort memlmersl wiew and discuss all journey
lines.

The journey line activity, which followed the coralues activity, “shows the
stories behind the values” (Parvin, J., July 20drsonal Journal).. Both the core
values activity and the journey lines activity culated in the Teachable Point of View
since “our stories brought us to where we are”\(lPad., July 2011, Personal Journal).

Teachable Point of View (TPQM-The TPOV is a leader’s ideas, values, energy
and edge that coupled with the storyline of wheeeane now—where are we going and
how we are going to get there—create a compellerggnal vision. During the 2010
summer intensive, APP Fellows first watched a vicemrding of Martin Luther
King’s “I Have a Dream” speech and identified Kiaggleas, values, energy and edge.
Here is King's TPOV:

Ideas—Dr. King was driven by the belief that the Unitgthtes would live out
the founding principles: “We hold these truthdeoself-evident, that all men are
created equal.”

Values—Dr. King's speech promoted the power of faith—aed-violent
action—to advance justice and equality.

Energy—Dr. King stressed the life-or-death urgency of iethate action.

Edge—Dr. King said that, “there will be neither restrianquility in America

until the Negro is granted his citizenship righg§ichy, 2007, p. 58).
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Using Dr. King’s speech as an example of a TPOVWp®s created their own personal
vision statements.
The curriculum document for the 2010 summer intenstated the following:
A well-thought through personal vision statememt ba used to motivate
individuals and organize the organizations whees thiork. When shared with
members of the school community, a vision statersentes to align the
community around a central vision which supportd iamproves instruction. A
leader’s vision statement is dynamic, continuallgleing and should be
evidenced in the leader’s behavior and decisioningakA personal vision
statement is reflective of the leader’s values rmma-negotiables.
Fellows were asked to draw on activities from thevpus week, especially the core
values and journey lines exercises, to craft thel©OVs. The Fellows presented their
personal vision statements to the cohort and redewedback. This personal vision
statement or TPOV also showed up in subsequergrasents, such as the letter to the
staff, the letter to the parents, and their 90-olays.
As they completed their TPOVS, the Fellows hadctence to apply their
personal vision statement through an in-baskeviacti
The local neighborhood association has writterttarl®f concern about low test
scores and a local business owner’s group is imguabout how they can help
the school improve to positively impact the comntyiniAs the new principal,
they want you to host a meeting to explain probldmear your action plan and
your commitment to the community.
Fellows were given 15 minutes to prepare for theetimg. Based on school data that
they had previously reviewed and discussed asasesbme initial thinking they had
done about an appropriate direction for the scheellpws were to explain the current

state of the school, clearly articulate their peedwision for the school and set some

guidelines for how the community might help.
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Fellows received low-inference feedback from tleeinort members and DLA
staff at the conclusion of this in-basket exercibeaddition, to process the activity a
whole-group discussion took place around thesetiqunss

e What was difficult about that?

e What was it like getting feedback?

e How did you consider the audience in the commuignatf your personal

vision statement?

e What was it like trying to get buy-in from your camnity?

¢ What additional information on the community mensb@volved in your

school did you receive? How will you use thisommhation?

In addition to the individual activities, such age& values, journey line and
TPOV, the Fellows also participated in severahdtotis specifically focused on the
interactions among team members. One of the &esulesigned to increase awareness
about team performance and interactions was thadtar Activity. During this
activity, the teams received randomly distributegtes of information in order to
complete a puzzle (task). The exercise was stredtio evoke issues that may
complicate or stress team learning and performance.

Each member of the team received a strip of papbrseveral pieces of
information having to do with the school distridxamples of an information item that
each of the six team members received was as fellow

e Israel Alonso is in Oak Cliff

e The person observing a lesson in north Dallassixs$ to the person in a

middle school.

e Only one person sits on the far left.

e The person observing the Math lesson is in PledSemte.

e The person sitting next to your executive direcemommends a Learning
Walk.
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Fellows were told that they had all of the inforroatthat they needed to complete the
task which was to determine who recommends a wogkaind who was in a middle
school? The facilitators gave the Fellows 10 nesub complete the task. Facilitators
walked around the room observing the various pseEethat the teams used. At
10 minutes, the facilitator asked if the teams eede®lmore minutes to complete the
task (and they did). After the additional 8 mirgjtdhe team were stopped and asked to
compare answers. Teams were asked to reflecteostrifitegies they used and their
performance as a team. Questions asked duringdetiméef—first, for the teams to
consider and then in a whole-group setting—whidfuded the following:

e How did you go about the work?

e What was it like to work in your team?

e Did you set norms and, if not, what was it like Wing when there are no

norms?

e What did you learn about yourself?
e What did you learn about your team?

The facilitator noted that the task that the tehars just completed was “ambiguous
and time-sensitive—conditions that mirror the pipatship” (NYCLA Summer
Intensive Curriculum Materials).

Following the debrief of the Farmer’s Task, the GRBdel of Teamwork was
introduced. The GRPI represents vital elementsarhwork; the words associated
with GRPI are as follows:

G Goals (what the team is trying to accomplishfgrarance objectives)

R Roles (identification and clarity of work andeaksponsibilities, how the

roles support team goals)

P Processes and Procedures (team processespualengking, conflict

management, problem-solving and communication)
| Interpersonal Relationships (individual styles)
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The facilitator noted that these elements are fabreal; the team should clarify goals
first, then identify roles and processes, whilengeware of interpersonal relationships.
The facilitator shared a team-planning tool thavpied components and examples of
GRPI and a space for team analysis:

Table 4.3 Group Processes Analysis Template

GRPI Components and Examples Team Analysis

G—Goals

Are the goals and priorities of the
team clear and accepted by all
members?

R—Roles and Responsibilities
Are roles and responsibilities
clearly defined, described and
understood by all team members?
Do the team members have the
right resources to complete their
responsibilities?

P—Processes and Procedures

What processes and procedures
(such as norms, protocols, problem-
solving strategies, etc). are in plage
that are understood and accepted by
team members?

|—Interpersonal Relationships
How are the group dynamics?
Are the relationships and
interactions supportive of good
teamwork?
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Fellows were encouraged to use GRPI for plannieg team projects, for identifying
problem areas when their team process was not mgukell and for improving team
performance in general.

For each of the three weeks of the summer intensine or two Fellows took a
leadership role for their team. At the conclusidthat week, they had the opportunity
to understand their effectiveness as a team |esdre team completed a 360 degree
feedback matrix based on selected leadership peaface dimensions. Team leaders
were rated by their team members as meeting theatd progressing toward the
standard or not meeting the standard and low-interelata to support the rating, as
well as suggestions for improvement comprised ¢legllback. Some of the dimensions
of the leadership performance matrix that were pktthie 360 degree feedback tool
were as follows:

e Personal Behavior—Reflects and appropriate respmnsiéuations

¢ Resilience—Reacts constructively to disappointmeadsits error, and

learns from mistakes and setbacks

e Communication—Communication reflects careful analgsd the ability to

listen

e Situational Problem-Solving—Clearly identifies d@on-making structure

e Time/Task/Project Management—Consistently managesin relation to
priorities

Definitely, an area of growth for the weekly teaaders, the 360 degree assessment
also reflected “a clear investment of the teamaicheother’s performance” (Dallas
Leadership Academy, Summer Intensive 2010, Curtriau\iaterials).

The second week of the Dallas summer intensivebudisaround “Getting to

Know the People” and one important activity durthig week was Boyle’'s Matrix.
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Boyle’s Matrix is a tool designed to help scho@ders map the teachers on the campus
in terms of their capacity and willingness to chaungorder to improve student
achievement. Teachers are placed in one of foadmunts—unwilling, but able,

willing and able, willing but not yet able and utimg and unable—and differentiated
strategies (respectively, challenge, stimulateck@nd document) are used to work
effectively with that teacher. The fictional staiembers were classified using Boyle’s
Matrix and action plans for developing them wereated.

The teacher observations continued during the sea@ek of the summer
intensive and based on these observations, agmsvdie Boyle’s Matrix information
and other school performance data, the teams desela first-semester professional
development plan for the school. The professideaklopment plan had to include the
following:

e Rationale for Topics: What is included and exclitlgdow did you make

this decision?

e Calendar of PD Topics

e Intended Audience: How did you decide who woulddfierirom each PD

session? How will you differentiate for the diverseeds of your audience?

e Resources: What articles, books, and other ressuveee used in the

development of the PD? What resources will begassi to the participants
for additional study?

e Instructional Strategies: What specific structund atrategies, reflecting the

principles of adult learning will you use?
Using the plan, the team designed, developed, alinkded one 20-minute session
from this comprehensive plan to the school stafiditionally, each team read a book

related to educational leadership (summer 201d&ne books wer&ood to Greaby

Jim Collins,Learning by Doindoy Rick DuFour, andlincoln on Leadershipy Donald
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Phillips) and presented a professional developrsestion to the cohort based on their
reading.

The teams also developed a written document andidGte presentation,
including a question-and-answer session for patesged on the school’s performance
on the spring Texas Assessment of Knowledge ants $KAKS) tests. Fellows were
evaluated based on the content and competency déérai@a during the presentation as
well as their connection with the audience andrtresiponses to questions. At the
conclusion of each team presentation, cohort mesrdoaat DLA staff provided warm
(positive and affirming) and cool (questioning dattenging) feedback to the
presenters.

For all of the activities engaged in, the more falactivity frequently led to
spontaneous role-plays and fish bowls. For exanfipllewing the angry parent
scenario, Fellows had the chance to meet and ottesith the “actors” who had played
the angry parents and engage in additional rolgsphath them in a fish-bowl setting,
receiving feedback both from the angry parentsfeord cohort members on how they
experienced the conversation with them. Those pllaged the part of school staff also
returned and gave Fellows feedback and additidmat@es to engage in dialogue about
the experience.

Fellows engaged in role plays related to BoylesrMatith colleagues playing
the role of teachers and staff of Change MiddleoStivho had been placed in one of
the four categories. Fellows were asked to coeltdljenge, direct or support

depending on the staff members’ willingness andccay for change. Role plays
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generated from the teacher observations involvedltiawho were not happy with their
feedback and role plays from the professional dgwaknt activity involved teachers
who did not want to engage in professional develamnabout particular topics
(bilingual education, reader-writer workshop, pesienal learning communities, etc).

In addition to the team activities accomplishedmiyithe second week, the
Fellows completed the following individual actias:

Letter to StaffThis is a one-page letter sent to the staff godhe beginning of
the school year. The principal introduces him/gérsvelcomes the staff back from
summer to a new school year. S/he provides sosighinand understanding about the
school that s/he has gained. The tone should si&y® informational, and
inspirational and articulate a vision for the sdnmmmmunity. The letter should outline
an approach to improved practice and discuss exjp@as$ for how the school
community will work together. The letter shouldlide the core elements of the
principal’s teachable point of view (TPOV).

Letter to ParentsThis is a one-page letter that welcomes parerntsetechool
community and informs parents of school informatiavailable resources, and contact
people. The letter provideS basic informationtodchool’'s most recent performance
results and invites parents to the meeting whexgtbgress report will be presented.
The principal’'s TPOV should be apparent in theeletéind there should be coherence
and alignment between the letter to the parentgtantetter to the staff.

The theme of the third, and final, week of the Balkummer intensive was

Moving Into Action with Vision, Mission and GoaBuring this week, the Fellows
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completed the school analysis, explored stratdgrethinking systemically, presented
their 90-day plans, and delivered their visionestants.

Fellows considered Change Middle School, their sthimnulation, through the
lens of defining the strengths, weaknesses, oppitigs and threats (SWOT). Then
they looked at the school from a systems thinkiegpective. Fellows read an article
entitled “Bridges, Tunnels and School Reform: tlis System, Stupid!” which
discusses the initiatives that the NYC traffic auity put in place to manage
congestion at bridges and tunnels. Rather thaagang in linear thinking and quick
fixes, the traffic authority employed systems thngkthat led to an analysis of the
underlying trends, patterns, and structures trdefieed the problem. Fellows used
systems thinking to consider the scenario schQualestions that assisted them in their
analysis were as follows:

What is the presenting event (student performaata)d

What low-inference observations can you make?

What are the patterns and trends you are seeing?

What are all of the structures in place?

What are some of the structures that might be itrting to the student
performance issues?

Using the SWOT analysis, the systems analysidetheher studies, Boyle’s
Matrix and the data analyses and other assignncenmpleted during the summer
intensive, the Fellows should have had “a cleass@i the direction in which you want
to take the school” (Summer Intensive 2010 Curuoyl The 90-day plan was to

include the following:
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1. Rationale for the PlanThis should reflect careful analysis of data, asialy
of the leverage points and be connected to thewlpersonal vision for
the school.

a. What is the thinking behind this plan?

b. How did you decide where to intervene? What ate yeverage
points? Why?

c. What decisions and changes have you made? Why?

d. How will this impact student performance?

2. What are the implications for professional develepibfor faculty and
staff?

3. What ideas do you have for re-aligning resourdese(tpeople, money)
to impact student learning?

4. How will you monitor and assess success? Whateeci will you use?
Fellows had 20 minutes to deliver the plan to tkeilteagues followed by 10 minutes
for a question-and-answer period. The contenttane of the presentation should
reflect a comprehensive understanding of the custae of the school and Fellows
should be able to anticipate and respond to tlidieagues’ questions.

Finally, Fellows also presented their personabwistatement—this time related
to their personal identify as a leader rather thaing linked to the scenario school—to
the whole group. The personal vision statemeegnated all of their learning from the
summer intensive.

4.2.2 Learning from New York City Leadership Acagleithe Facilitator-in-Residence
Program

Because the learning engaged in during the sumtensive is experiential and

constructivist, the skillset required for the faailors was complex and sophisticated.

In order to develop and sharpen their facilitasgills, the DLA team participated in
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the NYCLA's Facilitator-in-Residence program iny)@010 (and again in July 2011.
The Facilitator-in-Residence (F.l.R) program istmMNYCLA’s national consulting
work and occurs during the first week of their Asm Principals Program’s 6-week
summer intensive. Participants in F.I.R. are tgfpycdirectors or facilitators from
districts or universities that are partnering WNItHCLA to develop or refine their own
aspiring principal programs. The approaches usethé facilitator-in-residence
training were:
e To model and make transparent the pedagogy anatdicess
e To facilitate participants’ experience of the peniggand the process at
multiple levels
e To highlight the interdependence between progragiagegy, organizational
design and structure
e To use the NYCLA facilitator competencies as thgaoizing structure to
anchor the learning
The general structure of the learning at F.I.Roisbserve the class sessions
during the first week of the NYCLA’s summer intevesiand then to debrief those
sessions, particularly focusing on the facilitatafrthe sessions, with the F.I.R.
participants and NYCLA senior staff. The structaf@bservation of classroom
sessions and debrief allowed the DLA team to cfeseb NYCLA's approach to
curriculum design and learning—standards-basedl@m-based, and team-based—as
well as the seven essential beliefs about effed¢tigditation that have been discussed
extensively in chapter 2.
Following extensive classroom observations duri@hNA’s summer

intensive, questions posed to participants duitmegde-brief included the following:

e What were your observations?
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What do you think we want the participants to kreovd be able to do?
What in the design allowed the participants tolde

What in the facilitation allowed the participantsdo this?

How have you seen the facilitators create the ¢mmdi for learning?
How did the activities map back to the standards?

Just as the learning during the aspiring princigassions was constructed and
problem-based, so was the learning for the fatilitan-residence participants.

The summer intensive began with a welcome to thelsaded principals” of
the simulated school (Parvin, J., July 2010, Pexsdournal). Training materials noted
that since a significant part of the work in sclsoohs done in a team context, aspiring
principals must be effective learners in and leadé¢teams. Therefore, many of the
assignments were structured to create the conditmrcollaborative learning and
interdependence as the teams functioned as thapairof the school. Certainly, the
first assignment involving the principal team waslsan assignment (New York City
Leadership Academy, 2009).

New York City’s aspiring principals, following aikf orientation and
connection activity, move quickly into the work azek asked to spend time examining
their school scenario binder. The binder contaf@mation—student performance
data, teacher data, and profiles, master schedaob&fioor plans, operational and
budget information, and the school challenge wipidvides a multiyear history of the
school’'s performance and leadership—that a priheyoald have access to as the new
leader of the school. The aspiring principals kribat they will soon have the
opportunity to meet some of the school staff désctiin the school binder and their

first group assignment is to generate the questitatsthey want to ask to specific staff
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members. Each group is assigned a different stafiber to question and staff
members that visit on day one to include sevesralhers, a parent coordinator, a school
secretary, a network leader, and a representative the teacher organization.
Following the activity, the facilitators ask thdléaving questions:

“What did you learn about the school from this atyP”

“Look at your notes and find evidence for your asseent.”
After noting that the tendency of the group is ¢ébdef what the staff said rather than to
examine their questions, the facilitator asked, attid you learn about your
guestions?”

“What questions led to a focus on operations?”

(Parvin, J., July 2010, Personal Journal).

In the following year, 2011, the DLA team had thpportunity to observe a
more experienced facilitator conduct this samevagtand her questions included the
following:

Let's look at the questions you asked. Which ayetsyou mileage and which
ones went flat?”

What did you notice about some of your word choaed the union
representative’s reactions?

What did you notice about your response?
Did you get everything you wanted from the parexdrdinator?
Let’s hit re-play. What would you do differently?

What kinds of probing questions might you ask now?
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Given the data you had and the time that you h&dt wuestions might you
have asked to get deeper, richer information?

How did this interaction with the school staff conf or disconfirm your beliefs
about the values of the school? (Parvin, J., Joly2 Personal Journal). What
are the philosophy and components of an effectieipal preparation
program and how does the Dallas Independent Séstict Aspiring
Principals Program embody these? What are theguplyy and components of
an effective principal preparation program and lime&s the Dallas Independent
School District Aspiring Principals Program embdadldgse? What are the
philosophy and components of an effective princjpaparation program and
how does the Dallas Independent School Districtikgp Principals Program
embody these? What are the philosophy and comp®oéan effective
principal preparation program and how does thed3dhdependent School
District Aspiring Principals Program embody these?

One specific activity from the summer intensive—itdvasket—is emblematic
of the experiential learning in which the NYCLA—abd A—aspiring principals
programs engage, bringing together beliefs abauiccdum design, adult learning and
effective facilitation. The DLA team observed fo#owing learning experience in
New York in the summer of 2010 during the first Weé the NYCLA aspiring
principals summer intensive. The assignment waisttie aspiring principals were to
function in the role of principal and work individlly to address their in-basket items
(emails, messages, reports, etc.). As they preddbeir in-basket items, they were
interrupted by their school secretary on severehsions, once to conduct the
previously scheduled (virtual) classroom observa#ind again to conduct an
unscheduled fire drill that had been directed leyftte marshall, and finally to meet
with an angry parent. The angry parent was quotetiand the situation was not easily

resolved. What was striking about this experienas the “airtight” quality of the

simulation (Bambrick-Santoyo, 2010, p. 158).
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In addition to the experiential learning that ocedrduring the in-basket
simulation, the de-briefing of the experience by thcilitators was a powerful
reflective experience. The learning from this\atticlearly has to do with time/task
management and deciding what is important and whagent. Additionally, there is
learning from this activity around mental modelgtesangry parents may be interracial
or gay/lesbian couples who can evoke judgmentsuraptions from the Fellows.

The DLA team observed a skillfully facilitated sessthat exemplified the
NYCLA's essential beliefs about facilitation. Twbthese beliefs, in particular, stood
out. First, the notion that the facilitator pushies thinking by “unearth[ing] and
expos[ing] the multiple layers of complexity andlaguity that characterize real life”
and the principalship was evident during the débridso clear was the belief that the
facilitator’s interventions can be strategic anattie skilled facilitator can be expected
to “hone improvisational skills” in order to explgrselect “the right intervention at the
right moment in time” in order to “maximize, deepamd personalize learning” for the
participants (New York City Leadership Academy, 200. 5) ).

The following questions were asked by the faciitab debrief the in-basket
activity with the aspiring principals:

In a word, how are you feeling?

What was your biggest challenge?

How many of you went sequentially?

How did you process the tasks?

How were you able to group the tasks?
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How did seeing the patterns influence your appr@ach
The facilitator stated that, “We’ve been talkingpabmental models and seeing a
pattern in the problems/challenges that may infbegdmow you make sense of the data.”
She then asked the group what else was challergidghey began a discussion of the
angry parent scenario. She asked the followingtires:

What were the strategic moves that you made?

Did anyone feel that this process was not fair?

One Fellow had chosen to disregard her secreteggisest to meet with the angry
parent, stating that she had work to do. ThisgretBought that the process was not
fair when the facilitator asked this question: Widid you get to that space and what
do you think are the possible consequences?”

Within the context of the angry parent scenarib,YACLA faculty member
playing the role of a NYC Department of Educatidincal, this principal’s supervisor,
happened to come to the school during this scemaadostrongly encouraged her to
meet with the angry parent; she refused to dol$e facilitator said, “So, I'm going to
take it on. Are you ready? What were the consecgewithin the simulation?” The
APP Fellow described the situation with her supawvand the facilitator said, “Your
efforts to minimize the time it would take you tead with the parent cost you more
time to deal with the fallout. | want to call bt logic.” She then asked, “Is this
strategic?” and concluded this section of the dismn with the following questions:
“How much do your beliefs help or hinder you in8ny the problem? “How many of

you felt that you were able to adequately additesgparent’s concern?”
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The facilitator made this statement: “Often theaion cannot be immediately
resolved. There is the presenting situation aackethre often underlying issues. The
best solution is to say this is what will happemvrand | will get back to you at this
time.”

The facilitator then moved the discussion to tperational aspects of the
activity stating that, “the in-basket is a goodgiastic tool to surface systems that are
needed or need improvement.” She then asked, “@ifss¢ms or needs for systems
came to light?” The NYCLA Fellows created thig:lis

Visitors’ Policy

Safety Procedures

Secretary’s Role

Written Procedures for Dealing with Parents
Teacher/Parent Communication

Student Health Issues

Regular Meeting Times for Safety Team

Entrance/Exit Procedures

Coordinated Communication Between Nurse and Teacher
Develop Procedures for Partnerships with Extermgb@izations
Designate a Contact Person for Outside PartnersitMsn
Reporting Procedures for Child Abuse

e School-wide Behavior Management System

The facilitator concluded with this statement: [filhof two to three high-leverage
learnings that surfaced as things you need todake of before you become a
principal” (Parvin, J., July 2010, Personal Jouxrndlhis two and one-half hour activity
embodied NYCLA's beliefs about adult learning, abihe principalship, and about
effective facilitation.

Participating in NYCLA's scene study as part af POV activity was the

ultimate facilitation experienceScene study is a theatrical technique used to teach
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acting in which an actor performs a dramatic s@eeis then offered feedback from
teachers or classmates. DLA team members firgrebd scene study during the first
Facilitator-in-Residence session in 2010 and hadkance to facilitate scene study in
2011.

The set up for the first scene study in 2010 Wwas the APP Fellow was
conducting his/her first faculty meeting as a neimgpal. The Fellows were asked to
enter the room where their classmates, teacheddracilitator in Residence (F-I-R)
participants were sitting and, integrating theilONP, give their inaugural speech to the
faculty. The facilitator had instructed them, stgt “Let us know within the first few
seconds that you know who you are speaking to’viRad., July 2010, Personal
Journal). One Fellow came into the room and béglkimg about how the teachers and
students were like flowers in a garden, diverselagaltiful, and with the proper care
and nourishment, they would grow. The facilitagarckly said “Stop! Someone give
me her core values.” None of the class members a@esto do so. The facilitator
asked the speaker: “What are your core value¥¥hdt is your connection to this
work?” and directed her to leave and re-enter dloe; trying again (Parvin, J., July
2010, Personal Journal).

The Fellow entered the room again and gave hecspagain, this time with a
bit more authenticity. The facilitator continuedgush, asking the following questions:
What do you want your staff to know? Convince me-adeacher—that | want to do

this work with you. Why do | want to be investedthis work with you?
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The Fellow left the room and entered again. Agaar,speech had more authenticity
than before, but she was still not presenting tiest®ngly or genuinely enough to
connect with veteran New York City teachers (PardinJuly 2010, Personal Journal).
The facilitator challenged the Fellow to thinkasfe student that meant
something to her and said, “Now, give this speexcifi gou are thinking of your
student.” The Fellow left again, came back in gade a powerful speech. The room
exploded with applause and the facilitator saifouf blew me away. What did you do
differently?” The Fellow said that she had actu#tiought of her brother who was an
undiagnosed special education student whom sheilded@s being “smarter than |
am,” but who had struggled in school. She saititha wanted to inspire the teachers
to do their best for students like her brother fondall students (Parvin, J., July 2010,
Personal Journal).
In the debrief with the facilitator-in-residencerf@pants, the NYCLA team, of
whom the facilitator of this activity was one, s#icht:
Scene study is about pushing. You have to helpénson identify where they
are stuck—in their throat, in their stomach, etcnd-anove the tension down
and out. You have to throw her or him off balan@is is about getting better.
The work is the change and the improvement. (Padvjrduly 2010, Personal
Journal)
A member of the DLA team remarked that, “the wrapofithe activity is important and

it's important that their work is celebrated sotttieey want to come back and risk

again” (Parvin, J., July 2010, Personal Journal).
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At the facilitator-in-residence training the foNng year, 2011, as DLA
members prepared to coach during scene study, Yi&i N team member gave the
following suggestions:

e Capture the essence of their TPOV and build on that

e Ask them to think of or talk to a specific student

e Use the group—Ask them what is resonant or whabigusing about the
speech

Ask the five why’s

Talk to a specific person within the group

Have them stand on a chair

Have them vyell

Have them speak very slowly

Have them use a particular gesture

Have them stand completely still

Have them keep their hands by their side

Have them sing their speech

Most importantly, give the Fellows the option dkitag or not taking the
feedback. (Parvin, J., July 2011, Personal Journal)

At the conclusion of the NYCLA'’s 2010 Facilitator-Residence training, the

researcher wrote that,

| have gained a deeper understanding of what &aming is in the room’

means. | understand how curriculum and facilitatombine to create the

conditions for learning and | understand that featibn is both an art and a

science. Last, | understand how to structure antithte the giving and

receiving of feedback. (Parvin, J., July 2010. Beat Journal)

As noted, the DLA team participated in NYCLA's fitgitor-in-residence
program after the conclusion of Dallas’ APP firgtraner intensive in 2010. While
APP Cohort 1 members engaged in authentic leaarimgnd teacher observations with
feedback and various role-plays during the Jun® 20inmer intensive, the DLA team

more deeply implemented, in a coherent , coheane robust fashion, the simulated

school experience for Cohort 2 in summer 2011.
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4.2.3 Aspiring Principals Program: The Residency

Following the 2010 summer intensive, Dallas’ APHdves engaged in the
second part of their learning, the 9-month resigia@mtered on actual, rather than
simulated, work at their school in close cooperatiath their mentor principal. The
Fellows, while serving in their official roles assistant or associate principals, also
participated in structured learning and reflectativities on their campuses with their
mentor principals. Additionally, the Fellows canied meeting as a cohort with the
DLA team; these sessions were held every other \@&sthy. :

The architecture of the residency, both their wairkhe campus and their class
sessions, saw the Fellows engage in learning endifferent ways: as individuals, as
members of their summer one team, as an affindyginvolving those working on
similar projects, as a cohort involving all of thellows, and as part of the relationship
between Fellow and mentor principal engaging inknar the campus. An overview of
these five approaches, along with sample learnatigiies follows

The 360° Feedback Activity was an individual adyithat afforded the Fellows
an opportunity to receive confidential and anonymfaedback from their colleagues
including their supervising principal, peers, amect reports. Six to 12 people
completed an anonymous online feedback form fon &&tlow addressing a broad
range of workplace competencies linked to the lesdkdie performance standards. The
Fellows also self-assessed using the same questi@ti®ows reviewed their results, in

many cases with their mentor principals, to idgngifengths and challenges as leaders.
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Table 4.4 Aspiring Principals Program Residencyupsoand Activities

Individual Team Activities | Network Cohort Residency
Activities Activities Activities Activities

Who | Fellow & Summer Intensive Affinity Group All Fellows Fellow & Mentor
Facilitator Team

What | 360 Degree Literature Review| Implementation off Day of Data Leading and
Assessment Two ‘How-to’ District Initiative | Book Study Learning Log
Shadow-a-Leader| Presentations 90-Day Review | Data Picture

Coaching Calls

Site Visits

Learning Walk

Learning Walk
Boyle’s Matrix

Note.DLA. Residency Curriculum Materials, August 2010.




During the Shadow-A-Leader Activities Fellows spene day shadowing a
Dallas ISD principal of their choosing. They werecouraged to select a leader of a
campus that was very different from campuses wtherng had been assigned
(secondary if they only had elementary experiemdes | if they had experience at non-
Title | campuses, etc.). Fellows participatedhis activity twice during their
residency.

Both the Literature Review and the How-To Preseématwere completed by
the Fellows working in their summer teams. Theiature Review teams created and
presented reviews of relevant educational or |eduleliterature related to a district
initiative. The How-to Presentations were reseadgbresentations describing technical
(rather than adaptive) aspects of the principals&ipme of these presentations
involved working with a school budget, ways to oy interviewing skills, and
conducting teacher observations and appraisalswvithsall presentations, the other
members of the cohort were responsible for progdwarm and cool feedback to the
presenters.

The third piece of the learning architecture imeal the Fellows working with
an affinity group, based on the initiative thatytlreere implementing on their campus.
These initiatives were ones that were being implagtin Dallas ISD and examples
were a campus-wide pyramid of interventions, aedaditer workshop literacy
project, targeted student achievement results {pade level or a subject or a parent
engagement project. This learning task had thiews] in collaboration with their

mentor principal, identifying a district or campugiative which the Fellow would lead

161



the implementation of during the course of the stlyear. The Fellows completed an
implementation map describing the decisions andr@Einvolved in their project.

Fellows were required to describe the needed chande@ive the background as
to why it was needed, to describe what successiplementation would look like,
identify what previously implemented initiativesawtions were currently in place that
could link to the new change, delineate the bemefithe change for teachers and
students, identify possible obstacles to successfplementation as well as potential
unintended consequences of the change, determiic wiembers of their staff would
help lead the change, describe how the change vemgldge families and the
community, decide what professional developmentis@euld be required for
successful implementation, and identify what systamd structures they would use to
get feedback about implementation of the initiati¥ellows were required to identify
the benchmarks they would use to measure succeéiss mhplementation at 30-day,
60-day, and 90-day periods.

Several of the residency projects involved thel@ltohort. These included the
Day of Data and the book study. In the Day of Dsttvity, Fellows spent one day at
a Dallas ISD high school campus gathering datd) goantitative—student
performance results—and qualitative—class and datlugervations and created a
feedback presentation for the campus leadership.tea

In addition to the literature reviews that were pdeted by the teams, the entire
cohort also engaged in a book study, reatlifitatever It Takes: How Professional

Learning Communities Respond When Kids Don't LégrRichard DuFour. The book
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was selected by the DLA team based on two DallBsit8iatives that were significant
that school year—the pyramid of interventions fouggling learners and the on-going
development and refinement of professional learcomgmunities on the campuses.

Another cohort activity was the 90-Day Review whietolved a series of
structured interviews with Cohort 1 Fellows who madeived principal positions and
had been in the role for approximately 90 daysesBmew principals answered
guestions regarding what they were least prepareeadl with in their new position,
what they did not know prior to beginning to seageprincipals, how they got to know
the school during the application process and #fiey were selected as principals,
what kinds of things they learned about themsetigsg their transition, and what
advice they would give a new principal.

Additionally, a Learning Walk was added to the adlaativities based on an
identified need. The Fellows had the assignmeldad a Learning Walk on their
campus. During the course of the residency, tha Blam became aware of challenges
that some of the Fellows were having leading tharhieg Walks according to the
proper protocols and added a whole-cohort Leariiadk to serve as an instructional
piece. During the Learning Walk, Fellows planned aonducted a Learning Walk,
using the prescribed protocols, at a Dallas ISnelgary school and received feedback
from the DLA team.

Finally, the APP Fellows, along with their mentemgipals and members of the
Cohort 1 of the UT-CULP class, participated in ¢iGbgnitive Coaching training

sessions over the course of the 9-month residency.
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The fifth structure of the residency involved atties that were specifically
designed to promote the APP Fellow to work in canjion with his/her mentor
principal. These activities were Boyle’s Matrix,Dfata Picture of My School, a
Learning Walk, and a Leading and Learning Log.

Boyle’s Matrix, first introduced during the summeetensive in conjunction
with the school scenario was re-introduced durigresidency. During the summer
intensive, the Fellows completed this activity tekato the fictional teachers who were
part of the simulated school. During the residef®®@llows, in collaboration with their
mentor principal, used Boyle’s Matrix to classity@ast one teacher on their campus
into each of the four quadrants—unwilling, but abldling and able, willing but not
yet able, and unwilling and unable— and to creatkimplement an action plan for
each teacher. Fellows discussed universal aspkttieir plans and progress with
implementation during the Wednesday training sessilimiting their discussion to
aggregate information and keeping individual tea@hf@rmation confidential.

The following questions were used as guiding qoastfor discussions between
the APP Fellow and their mentor principal, as vaslifor group discussions during
cohort class sessions:

e How are campus leaders using this information fiectizely improve

teacher performance?

e Based on this information, how might you changeftinmal observation
schedule?

e Based on this information, how might you change lhwstructional coaches
are deployed?

e How are teachers supported in trying new instrncti@pproaches?

e How are expectations about performance communi@ated
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e What might this information suggest for the camprefessional learning
?

. \S\IIir;lt leadership opportunities exist for teachers?

e How are teachers recognized and celebrated?

Boyle’s Matrix provided a powerful learning, andmaus improvement, tool for both
the Fellows and their mentor principals.

Another project that Fellows completed on their pases was the Data Picture
of My School. Fellows worked with their mentormipals to create a basic
demographic and student performance “picture” eirtechool. Fellows used
guantitative data from the district-generated Casripata Packet and the Academic
Excellence Indicator System (AEIS) reports from fhexas Education Agency (TEA).
The AEIS report includes comprehensive studenopaidnce data over a 3-year period
as well as demographic information about schodf atad budget information on the
school. Some of the required information was dqatiie and required the Fellows to
conduct observations and interviews with teachmaesents, and students. The summary
included descriptions of eight components: comnyusiirrounding school, school
district, school, students over time and by gradell| staff over time, parents and
families, student performance on tlogva Test of Basic Skill$TBS)andLogramostest
over three years, and student performance ofélas Assessment of Knowledge and
Skills (TAKS test over three years

The Leading and Learning Log utilized the 12 leatgr performance standards

and asked the Fellow to characterize their work-reiexperienced, observed,

participated in or led—around multiple indicatoos €ach standard. Using the Leading
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and Learning Log, Fellows described the activitrehich the engaged during their
residency experience and rated their field expeaemith each of the standards. Each
performance standard was grouped with specifivifies, tasks, or behaviors in which
the Fellows should have developed competency.ekample, the first Leadership
Standard is Personal Behavior and under this stdrida form states that, “The APP
Fellows’ Field Experiences Require” and the fitstteament is, “Making an appropriate
response to situations by understanding and magagnotions and anticipating
possible responses, reactions and consequencisshertactions and adjusting
behavior accordingly.” The Fellows then rated itihevel of exposure to the item (no
experience, observed, participated, led) and galeseription of the activity that
allowed them to practice that skill.

The Fellows engaged in a variety of learning asésiduring their residency.
From individual tasks to those completed with theams, networks or the entire
cohort, the residency learning activities were giesd to move from the simulated
activities of the summer and to put the aspiring@pal in authentic leadership roles.
A key part of their success was their interactwith their mentor principals.
4.2.4 Aspiring Principals Program: The Mentor Reipals

The residency component of the 14-month aspiringcjals program
depended heavily on the capacity of mentor pridsifiacoach, an awareness of which
APTG members were keenly aware and communicatedgdltire planning meetings in
the spring of 2010. Senior Leader No. 8 sharedahttion that while all good principals

are not effective mentors, effective mentors messiccessful principals and suggested
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using the idea as a guiding principle for develggime mentor-principal characteristics
(APTG, March 24, 2010, Meeting).

Senior Leader No. 1 agreed that the mentor rolekegsand recalled that, “the
NYC mentors agree to communicate with the facoitab measure the progress of
Fellows.” Additionally, she noted that the progréamilitator and mentors use
performance standards as a basis for their wotk the Fellows and that “mentors
commit to organizing the growth of Fellows arouhd established performance
standards” and the performance standards are tegrai part of the mentor training”
(APTG, March 24, 2010, Meeting). An interestingmiavas shared by Senior Leader
No. 2 who believed that it was important to comneate “during the onset of mentor
training the benefits of mutual growth for both thentor and the mentee” (APTG,
March 24, 2010, Meeting).

At the April 28, 2010 APTG meeting in Dallas, th& GILA proposed a pair of
2-day sessions with mentor principals focusing ow o help design learning
experiences aligned to standards. The first 2sgéagion occurred on September 10 and
11, 2010—two days after the residency orientatess®n for the APP Fellows on
September 8—and the second happened on Januady87 2011.

While the learning goals—and the targeted perfogeatandards—for the
summer intensive involved general leadership skslieh as personal behavior,
resilience, communication and situation problenwvisg, the targeted learning goals
during the residency were more comprehensive. |§ddership performance standards

that were targeted during the residency clusterednal three additional broad areas:
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Curriculum and Instruction, Supervision of Instiaat and Administration. The
learning goals for the residency were as follows:

The September training focused on identifying theditions for a strong
mentoring relationship, using the 12 leadershipgoerance standards to guide the
mentoring work, assessing the Fellows’ performaetative to the leadership
standards, and structuring learning opportuniteslign with the leadership standards.

Table 4.5 Residency Leadership Performance Stasdrarcus

Area Performance Standard

Leadership 1 Personal Behavior

2 Resilience

3 Communication

5 Situational Problem-Solving

10 School Climate and Culture
Curriculum and Instruction| 4 Focus on Student Rerémce

6 Learning
Supervision of Instruction 7 Accountability for tnsctional Practice

8 Supervision of Instructional and Non-

Instructional Staff

9 Leadership Development
Administration 11 Time/Task/Project Management

12 Technology

The agenda for the September 10, 2010 trainingrbagta a discussion on the
role of the mentor and essential beliefs abouttddatning. As defined by the Dallas
Leadership Academy’s Aspiring Principals Programmhde Residency Compact, the
mentor principal is expected to “share, think tlgloand provide opportunities for the
aspiring principal to practice the skills necesdarpe effective instructional and

transformational leaders.” In order to accompttstse expectations, the mentor
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principals would need to coach and develop thqairag principals and utilize the best
practices of adult learning. Discussed more extehsin chapter Il, these best
practices of adult learning as described by the Mevk City Leadership Academy
include the following:

e Adults learn most deeply from experience and rébec

e Learning is a social process

e Adults have a high capacity to learn from the dmsfmt inherent in moving
from the known to the unknown.

e Adults learn by creating and revising stories idesrto make meaning.

e Adults learn best in an environment of structuneg@dom.(New York City
Leadership Academy, 2007)

The Mentor Residency Compact set forth the expectéihat mentor principals
would engage in these learning activities withrtiAd?P Fellows:

e Participate in regular reflective de-briefs witle thspiring principal

e Develop and support the aspiring principal in resfimdividual growth

activities, as determined by the 360 degree assgdgsm

e Collaborate with and coach the aspiring princigas#ée leads a district

initiative on the campus

e Coach and develop the aspiring principal throughesidency activities,

including the leading and learning log, the leagnivalk, the data picture
and Boyle’s matrix.

The mentor principals reflected on their mentees tvd completed a final
reflection/self-assessment at the conclusion osthremer intensive. APP Fellows had
been asked to list their three greatest strengthese areas in which they thought they
needed to grow and two areas in which they beli¢hrey had grown over the course of
the summer intensive. As part of their reflectoomtheir work with their APP Fellow,

the mentor principals were also asked to list the@ntee’s three greatest strengths and

three areas in which the mentee needed to grow.
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The mentor principals were given a homework assegirto complete for the

next mentor training session in January 2011. Rdmework included the following:

1.

Description of Activity

Option A: Thinking about your mentee’s strengthd &arning needs, craft
an activity for your mentee’s learning. Map thé\aty to the standards and
describe how you are assessing the mentee’s pexfmen

Option B: Deconstruct an activity your menteeusrently engaged in.
Map the activity to the standards and describe yaware assessing your
mentee’s performance.

Describe why you chose this activity for your agjrprincipal. Describe
your mentee’s strengths and learning needs, mappbe standards.

Describe and document the evidence you collected tome to assess
whether or not your mentee is meeting the standards

Describe the feedback you have provided by ansgeéhia following
guestions:

At what points was feedback offered?

How did you use feedback to leverage your mentgeaith?
What impact did it have on the work?

How did your mentee incorporate the feedback?

The homework assignment offered guiding questiorehsider when designing or

deconstructing learning activities for the aspirprgncipal:

What conditions need to be established before #@tee engages in the
activity?

How does the activity represent meaningful sch@sleal work?

How has the learning been scaffolded?

How are the activities robust and how do they ipooate complex tasks?
How does the activity enable your mentee to tryway approaches to
complex tasks?

How does the activity allow your mentee to tak&giand participate in
high-stakes decision-making while maintaining thtegrity of your school?
How will you manage your mentee’s mistakes?
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At the conclusion of the 2-day mentor training Ep&mber, the Dallas Leadership
Academy team received evaluations from 14 of theng&tor principals who attended
the training. The evaluation questions and resgoase presented in the following
table:

Table 4.6 Mentor Principals Survey

Questions Responses
1. As aresult of this mentor Strongly Agree—13
professional development Agree—1

session, | have a clearer
understanding of Dallas ISD’s
Aspiring Principals Program.

2. As a result of this mentor Strongly Agree—12
professional development Agree—2
session, | have a deeper
understanding of my role as a
mentor principal.

3. Describe at least one big idea] e “Need to emphasize, depend on, learn from
about mentoring that you will and become an expert on the standards”
take from this session. e “The importance of scheduling conversation

e “Leadership can be developed”

¢ “l will make sure that | am affording quality

experiences to my mentee as well as learnir
from her.”

e “Assessing growth according to the standar

4. What additional support would “More coaching techniques”
you like from the Dallas “Coaching practice”
Leadership Academy as you | “How to have crucial conversations”
work with your APP Fellow this “Occasional meetings for support”
year?
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Table 4.6 continued

5. How will you implement and
sustain what you have learned
during these two days?

“Use the standards”

“I will begin having the ‘growing’
conversations based on the standards with
mentee.”

“Adult learning activities for campus”

“I will follow the matrix as | plan activities for
my mentee and for myself.”

“I will revisit the standards often.”

“Review with my mentee what | have learne
here.”

“Review goals with mentee.”

“I will utilize the performance matrix as a
reflective tool for myself as well as for my
APP Fellow.”

“I need to familiarize myself with the
standards.”

my

6. What did you enjoy most abou
this learning experience?

“Table talk and group discussion”

“Great learning format, pacing and relevanc
“Role playing”

“Chance for dialogue and reflection”

“The opportunity to have hands-on learning
a non-threatening environment.”

“All of it! A good two days! And | always
value the affective aspect of adult learning.”
“I enjoyed the deep explanation of the
performance standards matrix.”

in

The second 2-day mentor training occurred in Jan2@t1 and focused strongly on

giving and receiving feedback. The New York teaoght the Dallas mentor principals

that effective feedback begins with the standgpdsgresses to a low-inference

observation, moves to an assessment that mapsd#uek standards and ends with the
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feedback that addresses specific behaviors. Séthe discussion and reflection

guestions posed to the mentor principals were l&sifs:

Have you ever received feedback that did not mydcin perception of who
you are and/or how you see your work?

How did you react?

What did you decide to do with it?

What are some of the things that made that ditfrcul

Has this ever played out in giving feedback to ymentee?

What challenges have you encountered in givingldaeki to your mentee?
Has it been difficult for your mentee to receivedback?

Has it been difficult for you to give feedback?

What might be getting in the way?

Dallas mentor principals practiced in pairs anddsi, as well as fishbowls and role

plays, to gain authentic experience with giving eexkiving feedback.

At the conclusion of the second mentor training&es principals were asked:

“Is your mentee ready to be a principal in five ni@? If not, what needs to happen

between now and then to ensure that they are réddyGontemplating that question,

the mentor principals came to the sharp realizaidfdhe importance and urgency of

their work as developers of new leaders.

The Dallas Leadership Academy’s Aspiring Princigalegram was designed to

simulate the work of the principalship and to usstlpractices of adult learning to

create a strong alignment between the principadgragion and the principal position.

How effectively this was done is discussed in tagtrsection.

173



4.3 Research Question Three

RQ3: What has been the overall impact of the AsgiRrincipals Program in
Dallas Independent School District?

Having explored the philosophy and components @Dhllas Leadership
Academy’s Aspiring Principals Program, a prograrsdabon best practices of principal
preparation, the final question involves the imghetAPP had on Dallas ISCANn
essential component in answering this researchtignaavolves addressing the
effectiveness of the program and this has been nhoseveral ways.

First, two evaluative documents—the 2010 NCEA ResgrReport and the
Dallas ISD’s Evaluation and Accountability departities comprehensive program
evaluation—are included and address program effgotiss. Second, another measure
of effectiveness is the rate at which APP graduateselected for principal positions in
Dallas ISD and current data on this measure has inekided.

In addition to the quantitative data of number&BP Fellows selected for the
principalship and the comprehensive evaluatioresjrtipact of the Aspiring Principals
Program may also be gauged by the words of theramograduates, APP Fellows who
are now sitting principals, and the teachers tleagl These principal leaders discuss
their experience of the program and the impacteir teadership. Teacher leaders
discuss, from their unique perspective, the wagg fferceive the program has
influenced these principals and the ways they ldadally, a Dallas ISD senior leader,
intensely involved in the development and impleragan of APP, reflects on the

impact of the program.
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4.3.1 Formal Evaluations of Dallas Independent Stiistrict’s Aspiring Principals
Program

First, in examining the findings of the two evaloas, the NCEA Progress
Report and the Aspiring Principals Program evatugtihe National Center for
Educational Achievement (NCEA) whose 2009 repod hated the limited
effectiveness of the leadership program in pladgeetime—Team One Dallas—and
had urged its suspension and replacement prese@edsults of their 2010 audit to the
Dallas ISD Board of Trustees in January 2011, sixtims after the beginning of the
Aspiring Principals Program Summer Intensive. Témort stated that,

The first cadre of 2@spiring Principalparticipants was selected through a
rigorous interview process that included severdigpmance-based measures of,
for example, applicants’ ability to analyze schdata and present improvement
suggestions, and their ability to offer construetigedback on a teacher’s
classroom performance. Applicants also submittpdr#olio with a resume,
letters of recommendation, and leadership artifaégbplicants had to receive
approval from the principal at their current schimobrder to be
considered.(National Center for Educational Achmegat, Dallas Independent
School District Core Practices Audit Report, 201.122)

District leaders’ work in the area of leadershgwelopment represents
stronger progress than past efforts to “grow tbein” principals. If the quality
of the work is sustained in the years to come alpeegrams will help the
district place skilled instructional leaders in sthools and keep talented staff
from seeking employment in neighboring districtee@urrenfAspiring
Principal participant noted: “I live in the suburbs, and ivdrthrough lots of
other school districts every day to get to DalaB | But after joining this
program, | know that | am committed to working Iistdistrict for the long-
term. (National Center for Educational Achievem@llas Independent School
District Core Practices Audit Report, 2011, p. 10)

The NCEA progress report noted that the distridspiring Principals Program
is “already very strong” and stated that seniodéza should be “highly commended”

for putting the program in place:
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After studying best practices nationwide, distlgztders introduced th&spiring
Principals Programin the summer of 2010. Aimed at current assistant o
associate principals, the new 14-month progranudes two intensive sessions
in the summer and a year-long residency. Distdatiaistrators explained that
the program focuses on offering participants exgueial learning. One
administrator explained, “In the first summer irg@ program, aspiring
principals work in a simulated school environmel@signed to help create the
muscle memory needed for future school leadersliptlie subsequent school
year, participants will attend twice-monthly pra$emal development sessions
and complete a residency where they work with atarerincipal. Mentor
principals are selected by the Learning Communxgdgtive Directors and
receive four days of summer training. During theosel summer intensive
program, participants will receive support and ¢wag to help them
successfully apply for district principal positions a focus groupispiring
Principal participants shared with the audit review teamragad again that the
program’s coursework was the most valuable traitinadg they had ever
received because it was immediately applicablaéeateds of district
campuses. District leaders are to be highly commeior this programming.
(National Center for Educational Achievement, Dalladependent School
District Core Practices Audit Report, p. 21)

While the NCEA progress report was conducted bgxdarnal organization, the
Dallas Leadership Academy funded a comprehensiakiatron of the Dallas ISD
Aspiring Principals Program by the district’'s Degpaent of Evaluation and
Accountability. The scope of the evaluation in@ddhe following actions:

1. Examine Fellows’ perceptions of the Aspiring Prpads Summer Intensive
training program.

2. Summarize program characteristics of the Aspiririgdfpals Program.

3. Describe characteristics of the Fellows and mentioicipals participating in
the Aspiring Principals program.

4. Measure Fellows’ and mentor principals’ perceptiohthe residency
mentorship portion of the Aspiring Principals Pramg:

5. Measure management team’s experiences and pemeptith regards to
implementing the first year of the residency congrdrof the Aspiring
Principals Program (both training and mentorship).

6. Examine Fellow residency training and principal toeship training
characteristics.

7. Examine Fellows’ (Cohort 2) perceptions of the Suanintensive training
program.
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8. Describe the Aspiring Principals summer planningsgm.(Douglas, 2010,
p. 4)

This evaluation included the following:

e Analyzing quantitative employment data for mentongipals and Fellows

participating in the program

e Conducting interviews with Fellows and mentor pipads,

e Holding regular meetings with program managemeatt, st

e Conducting debriefing sessions after Fellow andtorgprincipal training

sessions

e Conducting observations at some of the mentor ratis campuses
The evaluator stated that the “qualitative dataviied . . . a better understanding of the
internal dynamics of the program” (Douglas, 201%)p

The evaluation included a survey administered ¢0ARP Fellows, Cohort 1, at
the conclusion of the 2010 summer intensive, tioended on the residency portion of
the program and concluded with a survey of Cohantembers regarding their second
summer activities, as well as a survey of Coharte2nbers at the end of the 2011
summer intensive.

The survey of APP Fellows, Cohort 1, at the cosicn of the 2010 summer
intensive included 16 items soliciting responses &apoint scaleStrongly Agree,
Agree, Neutral, Disagree, Strongly Disagread found the following:

e Survey results indicated that Fellows were verisgat with the Summer

Intensive. Out of the 16 items on the survey, 18 1@0 percent agreement.
e All Fellows strongly agreed with two itemSummer Intensive facilitators

presented training material in a way that allowed ta translate knowledge

to practice(100%) andhe Summer Intensive activities/topics prepared me

to develop a plan for human capacity developni&d®%o). (Douglas, 2010,
p. 53)
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In addition to the two items strongly discussetfallowsagreedor strongly agreed

with these 11 items:

The Summer Intensive clearly articulated the exatemts of the Dallas ISD
Aspiring Principals Program.

Summer Intensive resources were relevant in preganie to be an effective
principal/leader.

Summer Intensive facilitators presented trainingemal in a way that was
relevant to the way | learn.

Summer Intensive topics deepened my understandilegdership
performance standards related to becoming an eiéesthool leader.
Summer Intensive topics prepared me to use teamskili& to accomplish
school-related tasks that will result in optimalr@ng experiences for
teachers.

Summer Intensive topics prepared me to use teamskili& to accomplish
school-related tasks that will result in optimalri@ng experiences for
students.

Summer Intensive topics helped me to develop afplahuman capacity
development.

As a result of participating in the Summer Intersivhave discovered my
professional leadership strengths and weaknesses.

As a result of participating in the Summer Intersivhave deepened my
understanding of how my professional leadershiftssiknpact others.

As a result of participating in the Summer Inteesivam adequately
prepared to implement strategies that will impretedent achievement.
Summer Intensive increased my knowledge of howdwgeardata analysis to
action. (Douglas, 2010, p. 53)

The report continues with additional results frdra 1.6 survey questions:

Fellows were less likely to strongly agree with tive items related to data
analysisthe Summer Intensive activities/topics helped niertenderstand
the connection between data and student achievg@) andhe

Summer Intensive increased my knowledge of hovote thata analysis to
action (79%) than for the other items. One Fellow indeckthat they
disagreed that the Summer Intensive helped tinederstand the connection
between data and student achievement

Fellows were also less likely to strongly agred tha Summer Intensive
increased their knowledge tife Principles of Learningndhow to
effectively assess the Principles of Learning stlaool environmen®@7%
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and 63% strongly agree, respectively). Both ofehemms also received one
neutral response.

Fewer Fellows strongly agreed with the itehee Summer Intensive
increased my knowledge of how to effectively agaestty and staff
strengths and weaknesg€8% strongly agree). (Douglas, 2010, p. 53).
Note.(The Dallas ISD researcher reported results iareative style,
whereas the researcher of this report used buyllets.

In addition to the written survey, the researchgso aonducted focus groups

with the Fellows at the conclusion of the Summéegnsive and provided additional

information on the program:

Fellow’s comments reflected high levels of satisatwith the Summer
Intensive. When asked what skills or strategiesatestrated in the Summer
Intensive Fellows would most likely utilize as axnprincipal, Fellows
reported that Strengths, Weaknesses, Opportuanig@d hreats (SWOT)
analysis and setting Specific, Measurable, AttdmaRealistic, and Timely
(SMART) goals would allow them to evaluate the eatmeeds of their
school and create an action plan. Several Felltatsdthat the literature the
facilitators provided during training was a goodaerce for the future.

Two additional themes appearing in the comment® waeeliance on data to
drive decision making, and developing relationshigs staff. Fellows
identified three main ways in which their leadepspiactices may change as
a result of their participation in the Summer Irsi®e: increased time and
effort spent on building relationships with staffiproved organization and
time management techniques, and more self-reflectiowvo Fellows

reported that they would make changes to the Psiofieal Learning
Communities (PLC) at their schools, though no dpechanges were
mentioned

Fellows reported that the facilitators, group wakd the curriculum were
strengths of the program. The Fellows stated ti&turriculum was
systematic, focused, well organized, relevant, gimga thought-provoking,
rigorous, challenging, and intense. The facilitatend group work allowed
beneficial discussion and were supportive of leagn{Douglas, 2010, p. 54)

The Fellows also gave several suggestions for ivgments to future Summer

Intensives and these included:
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Better planning with regards to notifying Fellowistloeir acceptance into the
program in a timely manner; distributing informattiabout the training
program such as dates, locations and expectaaonsdistributing residency
assignments earlier to allow for planning.

Fellows also requested more opportunities to |&am experienced
principals and other professionals, and additioef@rences and literature to
build their professional libraries. (Douglas, 20@054)

Finally, the evaluator offered the following:

Results indicated that future Summer Intensiveslavbanefit from
increased focus on data analysis techniques and tessearch to drive
practice as well as a more applicable focus on twoapply the 12
Leadership Performance Standards in real-worléhgstt

Fellows’ comments reflected a strong emphasis enrtiportance of
relationship building on their campuses and persailection, but did not
provide any specifics on how Fellows planned tedfiely apply the skills
they learned during the Summer Intensive to thenguses.

Future evaluation activities should determine tifiectiveness of the
Summer Intensive with regards to these skills. @as; 2010, p. 54)

The residency portion of Dallas ISD’s Aspiring Ripals Program was a strong

focal point in the evaluation. Two of the sevemponents in the scope of the
evaluation—"Describe characteristics of the Fellamg mentor principals participating
in the Aspiring Principals program.” and “Measuiléws’ and mentor principals’
perceptions of the residency mentorship portiothefAspiring Principals Program”—
address the residency and a third item deals Wwehraining provided to the Fellows

and the mentor principals (Douglas, 2010, p. 4).

With regard to the training sessions in which tHePAFellows participated,

during their residency “comments during individugkrviews indicated that the APP

training they had received to date provided themh Wwands-on practice with both their
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soft skills such as self-reflection, building redaitships, and communication as well as

hard skills such as data analysis, budget revied s#rategic planning” (Douglas, 2010,

p. 26). During six debriefing sessions followirggidency trainings, “Fellows were

overwhelmingly positive in their comments aboutithining” (Douglas, 2010, p. 26):

Fellows indicated that all time was used efficigrathd trainings were filled
with applicable and relevant information that béeeffthem on a daily basis
on their campuses. Fellows indicated towards tiggnbéng of the year that
they were running out of time during trainings hesmof an overly
ambitious agenda; however, this was not an isgaeilathe year as APP
staff adjusted their training objectives to fit it the time allotted. In
addition, Fellows stated that the full day trairgrwgere preferable as they
did not believe the scope of material presenteddcoe covered in less time.

Fellows reported that the Cognitive Coaching sesstbey attended had a
large impact on their daily work and that the SivadoLeader experience
was empowering and allowed them to learn from #pegences of master
principals.

Fellows stated that the work completed during tiharser training was
theoretical and training during the year was “realéaning they actually got
to practice the skills they were learning on tli@impuses. Fellows indicated
that the training was preparing them for work tiaely have to do later as
principals.

During one debriefing session, discussion focusethe high-level benefits
of the training. One comment of interest was thatttaining exposed the
Fellows to different learning environments andakd them to determine
where they might serve best as principals, whalkof systems they think
might work best on their campuses, and what le&gestrategies will work
best for them as individuals balanced with the se#dheir campuses.

When asked about the benefits of completing thieeeyear of training
during the final debriefing session, the Fellowsarted that staying through
the end of the year allowed them to refine theiltsskHowever, they
indicated that all Fellows had come into the proged different levels with
different skills to contribute and that the progreould enhance skills no
matter where one started.
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e The goal of the program was to place all Fellows principal positions and
did not specify that they complete the trainingc&ese of this goal, the
program recruited highly qualified candidates. &\e# stated that the
Fellows who had gotten principal jobs earlier ia fiear were transitioned to
a new principal program under the Dallas Leaderslasggdemy and that they
could continue to build their skills under thatimiag program (Douglas,
2010, pp. 26-27)

To address the aforementioned items—the Fellowskwath their mentor
principals and the mentor principal training—thdl8alSD evaluator reported the
following:

The sample consisted of Fellows and mentor pritgiparticipating in the
Aspiring Principals program during the 2010-11 sshear. Evaluation and
Accountability staff collected data using obsermasi and interviews with
Fellows and mentor principals. The evaluator cotethnterviews with 17
Fellows and 13 mentor principals.

Fellows completed a ten-month, campus residencgruhe mentorship of
experienced principals. Initially, the program mied the Fellows to have two
mentor principals: one at their home campus aretarglary mentor at another
campus. The program wanted to identify the Fellostrengths and weaknesses
and then pair them with a principal who was stronthe Fellow’s areas of
weakness. This plan was developed prior to therpmgctually beginning.
Once the program began, staff revised the plarrgmaited that they, instead,
intended to match APP Fellows with their curremh@pal if possible.

The residency exposed Fellows to all aspects aitgaa school. Fellows
learned to organize instructional improvement ¢éffomanage school
operational issues, and navigate interpersonabgegahizational relationships.

The program had little documentation describingrédsgdency component in-
depth and limited documentation existed outlinimg ¢xpectations, procedures,
or expected outcomes of the residency experiertoe pfogram originally
planned for the Fellows to shadow their mentor@pals and serve as interns
rather than actual employees of the school; howdwueding was not available
for this option. Thus, assistant and associatejpahs kept their current jobs
(though some were reassigned to new campusesgadaders had to apply for
jobs with little notice. In one instance, this charresulted in a teacher
beginning their first year as an assistant pririagpa school with a new
principal also beginning their first year at a salhthat was academically
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unacceptable and was in its first year of recamsbibh. The evaluator collected

information about mentor principal role expectasidny reviewing training

materials from the two mentor principal trainingsiens held during the 2010-

11 school year (Douglas, 2010, pp. 12-13)

Regarding the role of the mentor principals, th#d3dSD evaluator confirmed
that the Dallas ISD Senior Executive Directorsjvgbme input from the APP staff,
selected the mentor principals for the 2010-11dessty year. Mentor principals were
paid a $2500 stipend and were expected to “buipdcity in the Fellows by allowing
them to have a full principalship experience” whinkant that the mentor principals
would delegate authority to the Fellows and allbenh to solve complex problems and
participate in important decision-making activit{@ouglas, 2010, pp. 13-14). The
mentor principals were also expected to facilitageFellows’ learning by:

e Designing multi-layered learning experiences (idatg observing,
participating, collaborating, and leading), cregti@arning opportunities that
allowed the Fellows to develop specific skills e tareas of systems and
strategic thinking and problem solving,

e The mentor principals were expected to “balancentexls of their mentees
with the needs of the school and the expectatibtisecAspiring Principals
Program” and to coach, assess and support theasetip committing
significant time to their development, engagingwitie Fellows and
providing regular feedback, and collaborating angaging with, and
advocating for, their mentees. (Douglas, 2010,13p14)

The Dallas ISD evaluator noted that, “results dfdve and mentor principal

interviews indicated that the residency mentorsloimponent of the Aspiring Principals
program did much to prepare Fellows for the resjditges of a principalship”

(Douglas, 2010, p. 14). Mixed with the potentialue of the experience was

acknowledgment of the ways in which this experiecma@ld have been improved:
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A common theme across comments of both Fellowswentor principals
was that working as an assistant or associateipahwhile also learning the
responsibilities of the principal position was aden. Fellows would be
better able to participate in the mentor/mentegtia@iship by shadowing
and working with their mentor principals more clyséthey were fully
funded without having to fulfill the responsibiés of an assistant or
associate principal. In addition, mentor principadsild hire full-time APs,
leaving them free to more fully mentor the Fellows.

When asked to describe a typical day at their dclaomajority of Fellows
reported that they spent the majority of their tiflmectioning as assistant or
associate principals and that all APP work (inahgdnentoring from their
principal) occurred after school hours. Some Fetlogported that they had
regular meetings with their mentor principal ankders stated that they had
many principal responsibilities as a result of thpgincipal’'s mentorship.

The residency mentorship component of the AspiAngcipals program
was a strong addition to the Fellow experience whemmentor/mentee
relationship was fully utilized. When Fellows anémior principals reported
that they were fully utilizing the mentorship exigece, Fellows reported
that they were participating in work responsiteiitithat were greatly
improving their administrator skills including meweg with parents and
teachers, working with a campus budget, and leadstguctional meetings.

Fellows’ perceptions of the mentorship portiontod Aspiring Principals
program were overwhelmingly positive. Fellows rapdrthat the
opportunity to learn from a master principal wagailable, that the training
and required projects directly related to the wibiky would be doing as
principals, and that the network they built as harbwould improve their
effectiveness as principals in the future.

The Fellows reported on the benefits of having atoreduring the
residency year. Fellows stated that it was helgafllave someone to walk
them through principal responsibilities and proceduto have someone on
the same campus with whom they could talk and vedeiedback on their
performance, and to have someone with whom thelgdcetlect on their
work within the program.

Some Fellows reported that their principal wasfaottioning as a mentor
and was purely their supervisor.

When asked what the Fellows were hoping to get fiteemmentorship
experience, whether the mentorship had met th@e&ations so far, and
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what benefits they had received from the mentorghg Fellows reported
that they had hoped to learn about what the rof@iatipal looked like.
They stated that they wanted practice with hartiss&uich as working with a
budget and wanted hands-on leadership experieatéhiy would not have
received working as assistant or associate pritscq#side the program

The majority of teachers entering the program dtétat they did not know
what to expect as they had little information abibet program when they
entered.

Almost all Fellows stated that the program had their expectations;
however, four Fellows reported that they had tedeonuch work as
assistant or associate principals that they weablerto get the full benefit
of their mentor principal and of the residency.

The Fellows identified benefits of the program &onetworking
opportunities, exposure, and the creation of angtprofessional network;
the materials provided during the training sessiansg the increased
knowledge and experience as a result of working wientor principals.

Fellows overwhelmingly agreed that their cohort \wasajor benefit of the
program and that being able to work together, bollate, share ideas with
one another, and receive feedback from each otagma real strength.

The Fellows reflected on their developing leadgrghilosophies. Common
themes were shared, transparent, servant and callake leadership. Many
Fellows spoke of empowering their teachers, modedxpected behavior,
building capacity and trust, and providing the appiate tools for teachers
to do their best work. When asked how they plartnachplement their
leadership philosophy once they were principalfpts reported that they
would lead by example, hold group meetings, listed communicate
openly with staff, and work with staff one-on-o@(glas, 2010,

pp. 12-16)

The results of the conversations, surveys and vasens with the mentor

principals revealed the following:

When asked about the mentor principal selectiongs®, some mentor
principals reported that even though they nominatsthff member for the
program, they did not know that meant they wouldesas a mentor
principal. In addition, some principals were askgdheir executive
directors to serve as mentors but did not undedstasm requirements of the
position at the time they accepted the additioegponsibilities. Many
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mentor principals made statements indicating thaggam staff did not
clearly communicate how the selection process wbéga what would be
expected of them should they serve as mentor paigiln a few cases it
appeared that the principals were participatindpenprogram at the request
of their executive director and it was unclear \ileethey would have
chosen to participate if the executive director wasincluded in the
recruitment process.

The mentor principals reflected on a typical dathair school. In some
cases, the mentor principals were in such needPasftAat they could not
afford to share the burden of their principal raspbilities. Mentor
principals reported that they had confidence inrtRhellows and that they
were able to assign many principal responsibilittehem, leaving the
principal more time to spend in classrooms witlcheas and students.
Based on results of interviews, it appeared thattareorincipals who fully
accepted their role as mentors and allowed thélowe to take on principal
responsibilities had positive perceptions of thegpam. Principals who
needed full-time APs, or who were unwilling to dgdée their principal
responsibilities were less satisfied with their ex@nce. Allowing the
program more autonomy in selecting mentor prinsipauld allow them to
create criteria for identifying those principalsavbest represent the goals of
the mentor principal position.

The mentor principals identified the benefits ofing a mentee/Fellow on
their campus. They reported that the experiengeellethem build their own
skills as a leader, provided them the opportumityneke a difference in the
career of a potential new principal and make ardaution to the district,
allowed them to benefit from the resources andhiingithe program
provided their Fellows, and relieved some of tipeincipal responsibilities
allowing them more time in the halls and classromrogking with teachers
and students.

A majority of mentor principals reported that thegre able to increase the
responsibilities of the AP position as a resulthaf program, allowing their
Fellows to take on more leadership tasks and kiegt were able to focus
more on leadership and instruction.

The majority of mentor principals reported thatytlled not have any
expectations entering into their first year as mesitTwo mentors indicated
that they wanted to benefit from the training tHeatlows received during
the year. One mentor stated that they wanted additassistance with
administrative responsibilities. Two mentors repdrthey expected to work
with Fellows who wanted to become principals andewkedicated to
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learning the position. All but two of the mentormmipals reported that their
experience met their expectations. One mentor ip@hndicated that the
training they received did not meet their expeotatiand that the mentor
role was too time consuming given the lack of tragrbenefits. Another
mentor reported that they did not think they wdoddable to adequately
prepare their Fellow for a principal role in onayand therefore felt the
program did not meet their expectations. When askeat benefits the
mentors received from the program, they reportatittiey benefited from
the increased role responsibilities the Fellowsenadle to take on and from
the training both they and their Fellows received.

The evaluator asked mentor principals to deschibe teadership
philosophy and how they realized that philosophyt@ir campus. Mentor
principals reported that they believed in servaatership, moral leadership
(doing what is right), leading by example, continsly learning, and
including all staff in developing and implementithge vision and mission of
the school. To put their philosophies into practibe mentor principals
reported that they worked collaboratively with gtatld regular meetings,
actively engaged students and teachers, and wtokedds increasing
autonomy, empowerment, and responsibility among ghaff (Douglas,
2010, pp. 16-18)

The Dallas ISD evaluator interviewed the mentongipals with regard to their

training and mentor principals reported that th&iming was “beneficial with strengths

in the areas of learning effective communicatiothvgtaff, capacity building, and staff

development” (Douglas, 2010, pp. 27-28). They a¢gmrted that the training “covered

information they had heard before, but that theyeveetually able to practice the skills

during training and felt it was a useful refresberimportant topics” (Douglas, 2010,

p. 28). The evaluator conducted an informal déimgesession with the mentor

principals at the conclusion of their second tragnéession in January 2011 and found

the following:

Mentor principals reported that the second trairsegsion used role play,
videos, reading, and research materials to teagh thore specific ways to
provide feedback to Fellows. They further statet &PP staff introduced
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the standards to them in the September trainingneusecond training
connected the standards with providing useful faekilon performance.

e The mentor principals stated that the focus onrediéction was very
beneficial. Watching videos, practicing skills, ante playing were also
beneficial components of the training. Mentor pipad¢s stated that this
training would be useful for administrators acrthssdistrict.

e When asked for suggestions for improving the meptcipal training
component, mentor principals stated that they woalk liked to have had
contact with one another from the beginning. (Dasgk010, p. 28)

While the two evaluations provide valuable insigl&garding the effectiveness
of Dallas ISD’s Aspiring Principals Program, théeirviews with principal, teacher, and
senior leader—all closely involved in and/or intheed by the program—provided a
deeper look at the impact of the APP.

4.3. 2 Interviews

Almost two years after their entry into Cohort 10#llas ISD’s Aspiring
Principals Program, three sitting principals regphto written questionnaires and
participated in individual interviews. They dissad the characteristics of the program
and their experience of the learning during thenbhths they spent in the summer
intensive and the residency. They also discussed they consider the long-term
impact of the program, both on them personally am¢he district. In addition to the
three campus leaders, a senior leader in DallasalS®completed a questionnaire and
participated in an interview to discuss these gomlst Finally, three teacher leaders

from each of the three campuses that these prisdgead were interviewed.

4.3.3 Rigor of the Summer Intensive
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One of the first topics of conversation was the siamintensive and the rigor of
that learning experience:

Well, first of all, the summer intensive is justatht says. It's very intensive. A
lot of dedication is going to be needed or requirBdt the summer intensive
gave me the ability to think under pressure, tovkhow to handle certain
situations, including some of those everyday sibmatwe didn’t encounter in
the textbooks. (Principal Leader No. 1)

| think in the summer intensive you're going to wdiarder than you've ever
worked in your life, but it will be some of the mieseaningful work you will
ever do in your life. It is tough, it's a lot ofading, but nothing, not one single
thing that we had to do, either in summer intensivin the residency, was a
waste of time, or wasn’t meaningful, or didn’t inghaor change how | thought
about something, or gave credence to somethind tiedteved. | feel like every
experience made me stronger, better, more knowddadige@nd better prepared to
do the work that | did as an assistant principal tren as a principal. (Principal
Leader No. 3)

4.3.4 Team-Based Learning

An essential element of the summer intensive waseam-based, problem-
based, experiential nature of the learning expeesiin this part of the APP. On team-
based learning, Principal Leader No. 3 noted that,

The principalship is not a job of isolation. In RRthere were some individual
projects to assess our individual learning and gnptaut a lot of the things that
we did were in groups and when you have so maoygtpeople...I'll be
honest, when we first met our groups, | was likenty gosh, this group is
strong and I'm strong to so how are we going to enls work. But we all
learned how to use each other’s strengths and bamahage our own needs to
be the self-appointed leader and make it work abttie group was successful.
We all learned to play a lesser role, but stilldhavsense of who we are in the
project.
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4.3.5 Experiential Learning
On the experiential—and public—learning that tptd&ce during the role-plays,
Principal Leader No. 2 said that,

Well, first of all from my perspective, is just tfect that you are in front of a
group or a class and you are faced with real sttngt taken from daily school
life and then you have to make choices and youicesare real. Just the
pressure of that, at any given moment you have doake that choice in front
of everybody. So, for me that was really challeggand | am questioning--am |
doing right, am | thinking right, am | making thight decision and what are
they going to think about that me as I'm in frohthoy peers. But, that was the
most challenging from my perspective.

And despite the anxiety of being a public leareegaging in spontaneous role-plays
and giving and receiving feedback, for Principahdier No. 2, “It turned out to be very
okay.”

The reason | say this because after a while, #feefirst couple of decision
situations, | just realized that it is safe, itnsa safe environment. | know
everybody and | prepared myself mentally saying tthia is what it is. This is
the reason that we are doing this. So if we enthuipe school, we will know
how to feel and we will be prepared to deal withttfeeling of anxiety and the
various what ifs.

The role plays and the fish bowls, key parts ofagmgg in public learning, prepared the
aspiring principals for situations they would enetaur in the principalship:

A perfect example is the fish bowl activities tha had, when we had to have a
mock meeting, then you were sitting there and érttddle of an actual

meeting with your leadership team and you're th& person on campus or the
new principal and you’re meeting with your personthe first time and they're
not necessarily responsive or open to you and winaperceive to be the needs
of the campus, so having an opportunity to rolg phade it easier when those
actual conversations had to happen (Principal Lreldde3)
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4.3.6 Leaders as Readers

In addition to being called upon to be public leas) the APP Fellows,
especially during the summer intensive, are requinebe effective and efficient
synthesizers of information. Principal Leader R@tated that a member of an APP
cohort should “expect to read the most recentseaech about educational leadership
and about best practices in instructional strag8gad noted that being organized and
able to read and comprehend quickly are key skifigarticipation in the program (and
for the principalship):

The other challenge that you may face is that yareho have really good study

habits. Be organized, have some organization beddes| said is a lot of

reading is go back and apply what you learned hed bring back data or

information then share with everybody. You neebl@arganized. | think those

were my biggest challenges.

All three of the principals interviewed mentioné@ tooks they read, both
during the summer intensive and during the resigeas a key part of their learning in
APP. Principal Leader No. 3 believed that the mregg@rovided insight and examples

for leadership:

| would say as far as how was it shaped by APRinktit just, having access to
the books that we read and looking at what effedaders do, it for me it
made me feel better about my commitment becausmrietimes | wonder if I'm
maybe way to gung-ho because | do want my kidsate levery single thing |
can give them and then more. But the books thaeaeé on effective leaders
and how they're committed to the kids and committedhange and committed
to making sure the teachers are successful...
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Principal Leader No. 1 remembered Tuesday nightte@sime to prepare for the
Wednesday residency session that provided an apptyrto “digest” the information
from the readings and think about ways to apply l&erning.

When you're at work, when we hit the ground at dlaxk, or 7:15 on the
campus, you really don’t have that kind of timesitodown and say listen, listen
this is what I've read in this book or this is tggget that | have gathered form
this chapter. To kind of sit down and discuss #rat see how we can take the
words off that book and implement them and theybex practical to us. Again
| am going back to that time was very crucial, owoly for the debriefing we had
but also to talk about those articles or those baw& read and how that could
impact our campus.

Principal Leader No. 3 noted that all of the regdind the speakers were impactful:
The reading that we didlincoln on LeadershipndThe 21 Irrefutable Laws of
Leadershipand everything, all the books that we read halttaining on
Covey, all the staff development we went to. Ev@ng we did, the stuff from
Dr. Conley, on college on career readiness...

Last, Principal Leader No. 1 credited the extensdazling with helping her “to
shape the vision for the school and to understamat wwould take to get there.” She
considered that she was able to “strengthen arghag my thoughts relative to what |
wanted to do.” The books, now a part of this ppats professional library, frequently
are used to provide resources to teacher leaddrseearampus.

4.3.7 Connections among Cohort Members
One of the benefits of the intensity of the summerk and the time for

reflection and learning during the residency ig theep connections are formed among

the cohort members. Principal Leader No. 2 shtr@dAPP sessions began to feel like

going to a “gathering”:
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We were also focused, not on just the content,ddsit, building a connection
between the Fellows that were there. We felt lilkkewere building a network,
that we were building friendships, as well. So’ghathat | believe is the other
difference. Every time we came back, we came baclmething that was
familiar. . . . After a while actually | didn't fekke | was going into a room, I'm
going to a gathering.
All of the three principals interviewed were nanpeohcipals during the 2010-11 school
year and all continued to participate in the APSdency classes during the school
year. One of these principals, Principal Leader Ndiscussed the desire to remain
connected to APP and continue the closeness @&Rire“club”
Yes, this is my second year as principal, butllliséied to, | still want to, learn.
Just because I'm the second, the third, the fotimghfifth year, | will still crave
the feeling of belonging to a group, of people wiawe the same interests...|
put it in a funny way... | just want to get a clubigmp
4.3.8 Time to Reflect
After the summer intensive, the APP Fellows moved the residency portion
of the program. Though a significant part of thveark and their learning occurred on
their campuses and in the interactions with th&ntar principals, the APP Fellows
continued to appreciate the opportunity to “gathiiedether in order to process and
reflect on their experiences during their biweedBss sessions. Principal Leader No. 1
noted that assistant principals often have “skatgsn order to react and respond to

campus needs, so having the APP sessions durimggitkency was vital:

Then, having that time on Wednesdays, we did haleeyaut of the week
where we would get together as Fellows to not émigiscuss how things were
going on our campus, but to have the opportunitgsk questions from those
that were, our leaders, such as yourself. Andlkatteother Fellows about: hey
this is happening, or what do you guys think alibigt, how do we do that. And
so | don't think, just having my day to day actie as an assistant principal |
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would have been able to do that; or, | know | woltlthave had the time if we
didn’t have that particular day set aside for usdme together to discuss those
things and to actually put those things into actlwat we had talked about, how
things worked, or how they didn’t work or, what cae do to improve this or
that, so it was actually very beneficial.

Principal Leader No. 3 noted that even thoughmtleator/mentee relationship
was an important part of the Fellows’ learning, lgerning and connections that
occurred during the Wednesday sessions were invalua

So that Wednesday session was very crucial. Agtwadllooked forward to
that. There would be some things that we wouldhgough or encounter during
the school week that we did not have the answelsatas able to talk to my
mentor principal; but at the same time it was gtwokinow that | had a group of
Fellows, as well as the leadership, to kind of lw@uthhose ideas off, or this is
what | encountered this day or this week, and howd handle this, and where
do we go to find this, so | think it was very, venrycial. And to be honest with
you | do not know how, how successful we would hiagen without it.

4.3.9 Learning from Mentors
During their residency, the APP Fellows servedssssgant or associate
principals on their assigned campuses. The pratipn those campuses served as
mentors—in addition to supervisors—and were chavgéu creating intentional
learning opportunities for the Fellows. Principabder No. 1 shared that,
| had the pleasure of being with a master prinongad actually either was
taught or knew some things to ask me, and actoaige me a part of the day to
day operations that go on at the school that Itdbinik | would have been privy
to or had the opportunity to participate in.

On the importance of having time to process anéceWwith one’s mentor principal,

Principal Leader No. 1 said that,
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Just even the interpretation . . . | may interpoahething differently from my
mentor principal, but we are talking about the s#éngg. So, it was very
important that we actually sat down and sharedeasas and come to a mutual
understanding of whatever the issue or concern.

4.3.10 Leadership Standards

One of the principals mentioned the issue thaltfR€G had spent so much time
defining and which the NYCLA considers the coralff their work: the leadership
performance standards. Principal Leader No. 3idersd the standards a tool for self-
assessment and self-development:

Understanding the different competencies and |lapkirthose and knowing

how to build work or do work around them and in@ygiing that as an assistant

principal and then how that would look once | beearprincipal.
4.3.11 Aspiring Principals Program: The Network

The type of learning in which the APP Fellows egefi—team-based and
experiential—certainly influenced the intensitytlbé relationships during their
participation in the program. However, the conimecbetween and among the Fellows
has continued, even after graduation from the pmogand those relationships continue
to be a vital part of their work as leaders and ointhe enduring impacts of the
program. In fact, part of the vision for APP whattthe Fellows would have “a lifelong
cohort of staff and colleagues to work with, td cglon, to problem-solve with” (Senior

Leader No. 1).

| think that one of the deliberate side effectshaf program is that the have
formed a network and | think that they will drawoumpeach other and they will
continue to function as a network well beyond tipairticipation in the program
(Senior Leader No. 1)

195



One of the principals affirmed this reality:

| still feel like | can reach back and ask for sofipAs a matter of fact, though
we ended up in different learning communities, g\igne we see each other, |
just stretch my hand and here is [that support].living that friendship. So, it

is | feel | still feel part of that network andtlisfeel that connection with them.
(Principal Leader No. 2)

Principal Leader No. 1 affirmed this enduring cattien, stating that she still
communicates with various members of the APP cdwattelephone or text every
single night” and explained that “we’ve built awetk.”
4.3.12 Aspiring Principals Program= Professionaldraing Community

Another aspect of the APP network that emergeul atsl that is the capacity of
the Fellows to freely share ideas with one anotl&nce they had spent a year together,
functioning as a professional learning communitgytwere accustomed to being
public learners who pushed each other’s thinkiSgnior Leader No. 1 commented on
that phenomenon:

We had talked early about that being somethingdtaatds out when you look at
them [the Fellows] in comparison to other new ppats in the district, sitting

in their learning communities... and they would stantibecause they're more

willing to do that [engage in authentic discussibatause they’ve spent a year

doing that.

4.3.13 Transformational Leadership

In addition to the strength of the network, batheaveb of support and
professional learning community, another theme énag¢rged for the creators and
graduates of APP, was that these principals aferdiit kinds of leaders, less

hierarchical and more inclusive and collaboratifincipal Leader No. 1 stated that,
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My philosophy of educational leadership is, firéad, to lead by example and
to make everyone or every stakeholder involved bdaraware of the
expectations... showing them that not only am €heread, but | am here to
help you get to the next level. Whether it's thedgints to get to the next grade
level, whether it's the teachers to grow professllynwhether it's the parents to
have more involvement in this school, | want talleég example.

Principal Leader No. 2 referenced Jim Collins’—#wthor ofGood to Great—
view of leadership:

What is it level five leadership? It is being humbhd being strong in character.
To make the tough decisions and at the same tirbe taumble, where I'm not
looking for my own gain.

Two of the principals also discussed initially wenidg if their expectations
were too high and ultimately coming to understdraimportance of keeping their
expectations high and matching them with high lewdlsupport. Principal Leader
No. 1 stated that,

Sometimes you start to second guess yourself, tfaoute say, oh, are your
expectations too high, or are you expecting somgtthat can’t be done. But |
think APP kind of helped me realize that if you et expectations you've got
to give [people] the resources they need to meetxceed those expectations. |
think sometimes as administrators we think we gisg out a bunch of
directives or give out a bunch of this is what Inivdone, but we don’t really
give them enough resources to do that . . . Iyehihk APP helped me to
understand that giving the expectations is grast| beed to support them, to
give them the resources that they need to meee@ed those expectations.

Principal Leader No. 3 shared the following:
For me it made me feel better about my commitmenabse I, sometimes |
wonder if I'm maybe way too gung-ho or you know wag far off to the right

or the left from what should be you know in my #ing, because | do want my
kids to have every single thing | can give them @eh more.
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Principal Leader No. 3 also discussed gaining atgreclarity around

leadership:

| think it helped deepen my commitment to kids @rtelped it to kind of, those
roots got deeper and stronger and just that comenitio the work for our kids,
it just, APP solidified that for me.

Principal Leader No. 2 expanded that sharper utatedsg with relation to

one’s personal definition of leadership:

What it did was to give me hope that there wereenpoofessionals that were
going to be doing this. One thing it did was gawehmnope and realize that there
is a research base on my view of what we beliet¢ghéd same time, it not just
gave me hope but to put it in a better way becausgthinking was random

along those lines. . .. So, it gave me the fotiodait strengthened that
foundation and it strengthened my beliefs. Sojrkihat’'s how APP helped
me.

4.3.14 Instructional Leadership
The theme of greater confidence and clarity in sexpectations and leadership
style were certainly present among those interviewla addition, moving to a finer
grain size, an essential partner in the school conityis the teacher and these APP
Fellows were very clear that their primary missiaas to ensure excellent teaching so
that students would learn. Senior Leader No. &athat,
APP Fellows understand that their chief role ibudd teacher capacity. To
ensure high levels of academic learning for stugletitey must create a
powerful learning community at their school and @weays striving to improve
and find innovative and creative ways to changeaiohg for students.

Moving from the general theme of leadership, treet®ol leaders focused on

instructional leadership and the charge to impteaehing and learning. Senior Leader
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No. 1 discussed the fact that the principal is vauch a part of what happens
instructionally on the campus:

| think in recent years the trend has been thaptimeipal has responsibility for
making sure his or her teachers are developedhadhé or she is able to
capitalize upon teacher capacity to get the joked&o there’s no longer the
principal as the lone ranger, and there’s no lotigeprincipal being hands off
and saying ‘I do the operational things and yot fake care of the classroom’.
There has to be a coming together, a collaboratimhl think that that's a new
area in some ways.

Principal Leader No. 3 noted that the APP trairbagressed the notion that
effective principals are instructional leaders amhagers of human capital who are
responsible for developing the teachers’ abilitptovide effective instruction.
Sometimes principals are called upon to be couragaders and remove teachers
who are not doing “what’s best for kids”:

The books that we read on effective leaders andthewire committed to the
kids and committed to change and committed to nga&ure the teachers are
successful and for those that, you know you’re sujipgy those that want to
grow and need to grow, but you're also committetetaoving those who are
not willing to grow and change and support and tiatg best for kids, reading
that helped me feel better about how, about mykth@ and helped me to know
that what | was doing was the right thing and ttistOK to be, you know, a
strong supporter of you know kids being successful.

Senior Leader No. 1 echoed the importance of gaisidevoting time and
energy to assessing and developing teacher camaditysome cases determining what
must happen when a teacher “can’t remain as aopgdur team”:

| think that an APP Fellow going into a campus dtiaunderstand the
importance of and be able to assess their teaelpaicity and begin to figure out
how to develop their teachers based on what theg aad that might mean a
number of different things. It's really importaot get a handle on that pretty
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early on and decide what kind of supports are reeddesome cases, support
might mean that person can’t remain as a part of tgam and so what can be
done about that.

Principal Leader No. 1 noted that APP Fellows sepas principals are focused
on the instructional aspects of the job more ti@mbanagerial ones:

APP not only helped sharpen our skillset, they epeup, oh gosh, how can |
put this, they opened up kind of a new way of lagdNot so much the
managing, even though that is a part of the jobtHriinstructional
backgrounds we were forced to have, which is gbtidnk some of the schools
which we’ve taken over, or we've had the privildgeserve in will be a lot
better for it.

While understanding that the “paperwork” aspectihefprincipalship are necessary,
one APP graduate emphasized that it should naohdké way of giving children “110

percent . . . every single day”:

We have to make sure we stay focused on giving thengood stuff, we don’t
let all that extra get in the way, you know we h&velo the paperwork and we
have to do all of that, but that should not beggtilmate reason to not give kids
110% of what you have every single day, and angtless is in my opinion is a
crime. And so | believe that we give them our leas&ry day or we die trying.
(Principal Leader No. 3)

4.3.15 Leaders of Learning

The three principals were clear that their leadpread much more to do with
instruction than operations and that collaboratasppposed to command, was their
preferred mode of leading. These principals samntelves as leaders of learning:

So as the principal what is it that | need to dthwmy staff to make that
possible? What systems and structures do | needplement so that it provides
an opportunity for ongoing learning for ongoing lgse of what is happening
between teachers and students? Where is our venaddressing what it is that
we learn from that experience? (Senior Leader No. 1
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4.3.16 The Power of Relationships

These graduates from APP understand the relatespadct of leadership and

feel that the program helped them to develop that,

| believe in shared leadership. | know that atehéd of the day there will be
some decisions that will be mine alone. | neverahgy from that, but at

the same time | don’t... being someone that says ayav the highway has
never been my identity, period; whether | was agpal or not, | have
always valued other people’s opinions. At the ehtthe day | do know that
they're just opinions, but | think sometimes peogde see some things that |
may not see, for one reason or another, so | deewahat others have to
say...l cannot lead out of fear; | know that persiynladion’t think it's
effective. (Principal Leader No. 1)

| do think that a strong APP fellow going into thréncipalship needs to be,
and will be based on their experience, cognizath@importance of
relationships to get people to do what they neeatbtd don’t see an APP
Fellow going in, as | believe some leaders areddito do, as a hammer
with the attitude of I'm coming in, | am in contrahd it's my way or the
highway. | would hope that none of them leaveptogram with that kind
of mindset (Senior Leader No. 1)

I’'m realizing that no matter how good or how grtred idea is you have to
build support. And you have to realize you know wehgou’re going but
you have to stop and back up and make sure tealch@nswhere you're
going and your parents know where you're going twedkids know. So you
have to do a little bit of stroking and pattingtbe back and cheerleading to
get to that point... We had opportunities to wonkgoowing in those areas
and that’s an area where | feel like was probably of my weakest areas
coming into the program and | feel like | was giveme tools to help me
get better at that and | believe they’'ve helped Inden’t think I'm a 100%
where | want to be but | know I'm not where | wasfdye | started.
(Principal Leader No. 3)

This stance of valuing relationships also appigethe interactions between

adults and children in the school. One of the ARRIgates expressed the belief that,
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If we love them [children in the school] and theyokv we care, then that will
help open them up to learning” and that she comoated consistently to the
teachers that “if you love them they will listendaih you teach them they will

learn. (Principal Leader No. 3)

4.3.17 A Different Kind of Leader: The Teachersidpective

In addition to talking with the three principalsaat their participation in the
Aspiring Principals Program, the researcher alserimewed nine teacher leaders, three
from each principal’s campus about their princigalget a sense of how these
principals might lead differently. One of the ca@mponents of the summer intensive,
as well as the residency, had to do with beingldiplearner. This willingness to take
risks in the service of learning and growing wasitiomed by the teachers:

As far as being self-reflective about what he deessng or right or what not,

that makes us feel comfortable to where we can makekes as well and we

can learn as well as teachers and were not asl aréell him | failed at this or
this didn’t work out. We feel OK with it and we’ret | guess intimidated by

him like oh he’s expecting perfection or what r(@eacher Leader 4)

While many of the questions to the teacher leafibenssed on trying to define
the ways that the APP Fellows, now principals, wkfierent kinds of leaders—Iless
hierarchical and more collaborative, for exampleHfake sets of teachers brought
forth the idea that they wanted a principal whoamfortable with the authority of the
role, who could and would function as a superwvisben necessary and who would
ensure accountability on the campus. One teaeldel described her principal as a

“take-charge person” who is “a leader in general”:

| think she has a strong personality. She speakaraljust presents herself in a
kind of a strong way. | have taught for twentyteigears now and had a variety
of principals. Some are soft spoken and stay im tfece and let you come to
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them. But she’s more outgoing, more outspoken heeas really confident, as
a confident person, as a take charge person inmr@e(Eeacher Leader No. 1)

Another teacher describes her principal as beirgtla bit of both” in terms of being a
distributive, collaborative leader and functioninga more traditional supervisory role.

| think the reason | say that kind of goes bacwi@n | said she has really high
expectations. She says specifically what she wamdshow she wants it done.
So, in that aspect | would see how she can beenaspr. (Teacher Leader
No. 8)

This teacher did not have any negative feelingsibgrincipal functioning in a
strongly supervisory role:

| don’t think supervisor has to have a negativencaation. | think when you are
the head person, you have to be the head persdmawesto know who to go to.
(Teacher Leader No. 8)

On the other hand, this same principal also appeamfortable sharing leadership
with the teachers:

| think she trusts the teachers with their decisifor the students. If she sees
something isn’t working then OK, have you talked/tar peers, have you
talked to the instructional coach? OK, let me skera | can help. | have had
times where she has come in my room; | have a stuldat is nowhere near on
level, what can | do because they’re not going &kent? She’s sat down we've
made an initiative together, and things like tk@eacher Leader No. 8)

One teacher leader discussed the need for intelpgtayeen collaboration and
accountability:

| think the intention was there for us to collalieren the best interest of all
students. General ed, bilingual, special ed, nglvaas left out of that piece. |
mean | just have to say the area of opportunity beathere in the fact that we
had opportunities to be collaborative for the lestrest of all our kids. But
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from collaborative to accountable is where we neetiove. (Teacher Leader
No. 6)

Another teacher leader echoed the occasional meétbp down” leadership:

| think sometimes we need our principal leadersbipe there just to make sure
that we are following with what we said we werengpio do. Because it's okay
to have trust in your teachers, but sometimes iased that administrative
push. (Teacher Leader No. 5)

4.3.18 Equity and Excellence

The vision of APP from the beginning involved tiedief that excellence and
equity are “twin aspirations” and a commitment h3@ring that program graduates are
principals who are dedicated to meeting the neétsaalitionally underserved
students”

It is made perfectly clear at the onset that thesian for all principals, hence
the APP Fellows as aspiring principals, is to inyerthe life chances for the
children that we serve. Well, there is no waydbiave that goal without
serious attention to excellence and equity. Se,iitherently and explicitly the
primary goal for the Fellows. How can you creaselaool environment that
provides a rigorous, academically challenging emnmment for ALL children?
And to reach all children in an urban setting reggiattention to equity, to
leveling the playing field—or a better way to stdtiat because leveling might
somehow be misconstrued as bringing someone dowry tevel or giving me
something that | don’t deserve—I guess | wouldeatay to give everyone
what they need to be successful. And that doesean we all get the same
thing. To me, it mostly means to make sure that yeediest kids have access
to your best teachers, too. In other words, diaké the good teacher away
from the ‘smart’ kids, but make sure that s/he headhose in need, those who
struggle, those who have been left behind for ydaexh them, too. (Senior
Leader No. 1)

The teachers that were interviewed understood éhsadds of excellence and
stated that while “this is not the campus for & lesacher,” s/he believed that the

benefits of the push for excellence accrue to bedlchers and children:
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[My principal] does have high expectations, bunglthose expectations there
are, you see at the end of the tunnel, that tisemepath. Because | know for me
personally, | was becoming a lazy teacher. Nowgais kind of like | got a little
fire under my little backside and I'd go: Oh, thisd this are required and that
has made me a stronger educator for kids. Sogifotig run the payoff for me
has been that I've become a stronger teachemHi.tfiTeacher Leader No. 7)

A teacher leader from the same campus, noted fbvairie | think at the end of
the day it's going to make me a better teacher’sad that:

Sometime | think it can be hard but once you figpuewhat she’s looking for

you, if you just maintain a high standard for yaliras well, | think it will make

us better teachers when it's all said and doneadqfier Leader No. 8)

The principals, also, spoke very passionately aittair dedication to “equity
and excellence for all” and their commitment towgeghat every child has access to
“the good stuff”:

Well 1 would say, | think my motto for our campusmmitted to excellence and

equity for all, kind of speaks to my philosophyextucational leadership. |

believe that all kids, regardless of whether thes in the Budget Suites, or their
mom and dad live in a $300,000 house or if theyljus in a regular old
apartment. | think every kid deserves access tgdoe stuff on a daily basis.

And | just think anything else is a crime, anddtjdon’t want to be a part of

that. (Principal Leader No. 3)

The principals communicated their sense of urgetout their work and the belief that
what happens at school is instrumental in crediieghances for children. Principal
Leader No. 3 said that “I want to know that we ehgrything we could to prepare those
kids . . . to ensure that we give these kids tist theit we have every single day and we
love them like they’re our own” and continued:

| believe that we are, as Mr. Miles, our superidiamt said, their last best hope.

We are their... we are for some kids, the only gdwadg they have. And | don’t

take that lightly, | don’t take that for grantedchase we have an opportunity to
come back and to do first grade all over agairodrave a new school year.
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Those fifth graders have one shot at fifth gradétaat’s it, and we’re sending
them on to middle school you know hoping, you kreowd praying that they'’re
prepared. And | don’t want to be hoping and prayand crossing fingers and
toes and elbows wondering if my kids were readgin(fpal Leader No. 3)

For one of the principals, APP “put the periodh&t end of the sentence” in
terms of re-affirming the necessity of treatingdaildren and families with fairness and
respect:

| think APP helped me to open up my eyes to seplpandividually and know
that everybody has a story, and that not everyloledgrves to be labeled; that
for better or for worse, we need to treat eachgrevgth respect and knowing
that everybody is coming from different backgroundshave always been one
that appreciates diversity and embraces it. Boinkt APP really just kind of put
the period at the end of the sentence for me. .tHab goes back to the equity,
all children despite their economic, or the, arelghcioeconomic status,
financial status should be treated fairly and wébpect, the children as well as
the parents. (Principal Leader No. 1)

The ways that excellence and equity issues mariliestselves, especially in an
urban school system, are numerous and school kadest be aware and skilled in
order to manage these issues fairly and effectiv€lge of the APP principals
remembered an instance of inequity within the sydteat s/he observed as a classroom
teacher:

| was a Special Education teacher in the north{egstdrant of Dallas ISD)

where | had a group of parents that were very kadggable and very

demanding. Then when | went to Oak Cliff wheradllsome parents that were
not as knowledgeable or did not know the laws. Sones | would see things
being handled differently with them. That didn't s#ell with me, because |

knew that if it was this other parent rather thas bne, we would be doing this
differently. (Principal Leader No. 1)
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In addition to awareness of inequity, one of thagpals mentioned the
importance of being an effective communicator—esgahe ability to listen—when
leading a campus in a diverse, urban district:

Empathy, not really sympathy, is what's importdrgcause | find that [students
and their families who are living in poverty] dotwaant you to feel sorry for
them; they just want you to know where they areiognrom. And then being
an effective communicator, and when | say that &ameot just talking, but
knowing when to talk, what to say, and when to jisé&én. Those are going to
be real key, because there are so many differetdariawhen you are in an
urban school district that come into play when goel leading a campus. You
have got to be willing to kind of put yourself in@her person’s shoes, whether
it's the student, or the teacher, or the paretiitink communication is going to
be key because if you can first empathize with tlagich then know when to
listen, and then know what to say. Because somstitisenot what to say, it's
how you say it, it makes a world of difference (ieipal Leader No. 1)

Senior Leader No. 1 summed up the need for higkldeof awareness and
highly-developed skillsets to lead in an urbanraist

| think it's essential to give the Fellows the el to be able to manage the
social/political nature of their work, as well asating with the issues that all
leadership in an urban setting involves. Therechedlenges and opportunities
involved with ensuring that all students receivgquality education and that ideal
includes students living in poverty, who are Erglasnguage learners and who
are struggling learners in general. These are amggmncerns, dealing with in
equities within the system as well as within yoechol, and how do you deal
with that? And how do you make sure everybody géist they need, not in an
“I have to take this from you to give to someorseékense, because this is not
a zero-sum game, but ensuring that all of the siistleeeds are met. That is a
monumental task.

One of the principals noted the importance of@arol Dweck’s workMindset:
The New Psychology of Successmotes that belief that a growth mindset, wiedfert
creates ability versus a fixed mindset, can enelildren who come to school with

academic deficits can learn and succeed:.
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| always believe that you can accomplish everythup@pplying yourself. | do
believe that is true as well for every studentaSadt relates to equity, I think
that we all share that, especially with our kidsttheed so much motivation.

It's so difficult for them. That person in front tifem who is trying to instill that
thinking...well, that seems like it is not your lifieat you can do something
about this. Effort will take you there. The meratian change. So, | think
everybody should be exposed to that. Be trainedoldl, be taught, that we can
accomplish almost everything. We can if we putrigbt amount of effort, in
spite of many things. (Principal Leader No. 2)

Senior Leader No. 1 saw this dedication to alldrkn learning at high levels as
being the goal of APP:

The goal of the program is to change, to improwelifie chances and life

opportunities for children. I think that any Fellawho comes into the program

has to understand that is the core goal. Whatetadtes to make that possible
is what they are willing to do.

| would hope that they would go into their schoelth a mindset that all

children can learn, that all children can learhigh levels and our primary

mission is to figure out how to organize and givenh the learning experiences
that will make that possible.

During the 2011-12 school year, Dallas ISD stadidf®@aching with Poverty in
Mind by Eric Jensen and one of the teacher leadenenefed the book study that had
taken place on the campus and noted that, “the asipbf the whole book was that
children can learn and that what we provide herenduhe day . . . can equalize what
they are missing at home” (Teacher Leader No. 1).

Teacher Leader No. 8 noted that her principal fyeadrees with the idea that in
that book(Teaching with Poverty in Mindecause it really focuses on not only the
child's mind set, but on our mind set” and explditieat,

So we have to change our mind set to understan@fzhildren can learn and

have the ability to learn because the mind is ablgow. So, what they come to
us with doesn't mean that’'s what they have to leswith. So, we still have to
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be able to...meet their needs regardless of wheyectmae to us from or where
they are going home to when they leave us.

This teacher leader shared that her principal igadly big believer in making sure that
all children learn” and frequently asks the teastigmot us, who, and if not now,
when?” to underscore the sense of urgency aboahidiren learning. (Teacher Leader
No. 8)

Teacher Leader No. 4 noted that her principal hessor a warm and
welcoming environment for all children” which is\eay of saying all children will
learn and can learn if the environment is correcppropriate for children.” She
observed that her principal is “always talkinghe thildren, almost every single child
in this school asking, ‘What did you do today ?dahmaybe the kids don’t get it at
home they are getting it from school as to you knm checking on you and you are
important and you need to be learning’.”

In addition to the book study dreaching with Poverty in Mindnd the
implementation of the school and classroom stratetjiat the author suggests,
including the development of warm and caring relahips with students and their
families, there are some systemic and institutioespponses to these issues of equity
that the teacher leaders did not explicitly addressnior Leader No. 1 commented on
these structural causes of the achievement gap:

| think that one of the ways to address the aclm®re gap is to be able to be

honest about the facts and to look at data, inqodat, student achievement

data, and be clear about, you know, who’s bengfitiom instruction and who’s
not. Having the courage to take a look at who’stie® what to whom and then

making decisions and taking action to make suredhahildren have access to
quality effective instruction. That sometimes regs making difficult human
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capital decisions. It could be a matter of the pensot being effective across the
board. It could be that you have your most effecteachers in front of your
least needy students. So it's analyzing what'sgjtin front of you and making
some decisions again based on the fact that adirenineed to have access to
quality instruction and determining how to do th&mne of the things | think the
leader has to be particularly careful of is notaike away from one to give to
another. So you have to kind of think out of the,dmecause that would be the
easiest thing to do, but that is not ensuring @llathildren get a quality
education or have access to the most effectivdnezacSo you have to be
creative and think of other ways to do that, bat ghould be the goal.

One of the principals felt so strongly about th@arance of “learning for all”

that the position of principal would not be wortiaving if s/he could not ensure equity

in the school:

One thing that | always go by is about learningriéng for all, no matter what.
What | mean with that is | was thinking always adhe lines of what is the
ultimate sacrifice that | as a leader can do?nkileine of those the ultimate
sacrifice goes along with if you really believdéarning for all no matter what.
And if you find yourself in a situation where yondw that | am not the right
person, to lead this group to this goal, welld#p out. (Principal Leader No. 2)

Senior Leader No. 1 emphasized the courage negdssaedicate oneself, as a school

leader, to excellence and equity:

You have to have the courage to face these sessuss of excellence and
equity. You can choose to go about your businedshahever address these
issues. Simply looking at data for state and fddereountability purposes will
not necessarily ensure excellence and equity. héwe to really analyze data
and make sure all student groups and all studeatgeaforming because you
can make it [federal and state accountability] stiitlhave a problem
underneath. If you're not willing to peel that kand deal with it and address
it, then you're not really dealing with excellerexed equity in my opinion.

Asked about the overall impact of APP, from the@ifveness of the learning to

the influence of their experience on their campaslérship, one of the principals was

eager to comment that,
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| so have an opinion about that. [Laughs] | wowdgl that the impact has been
that we have a group of new principals, myselfudeld, that | think are better
prepared to do the work in a large urban distitaam twe would have been going
through a typical leadership program, such as g@TOne. Even though I
didn’t go through that Team One process, | canlspaat based on my
experiences with people. There was a lot of repdimd you were kind of
prepared a little bit, but it was more of peoplenary and presenting and
sharing things with you. To me, | just feel likeetivork we did in APP, it better
prepared us.

The impact is going to be that we have principdi®\&re more committed to
training teachers, helping teachers get bettéinktthe impact is going to be
that you're going to have principals who are bedtenelping their teachers
become effective teacher leaders and effectiveuaistrs. You're going to have
principals who are more willing to put in the tiraed the work to get rid of
teachers who are ineffective because they recoginezdamage that they’re
doing to our children and they’re not going to stéy and allow that to happen
because they know that they’re doing those chil@rdisservice.

So | think that those things are going to be wloat'ne going to see. More
effective leaders, more effective teachers, prigsigommitted to insuring
kiddos are getting access to quality instructiaghguality instruction on a
consistent basis from strong teachers. (Principalder No. 3)
Senior Leader No. 1 described the commitment teeaming the life chances of
children that the Aspiring Principals Program autes and that the APP Fellows
embrace and that,
| believe that they are committed to the goal thathave talked about, the goal
of increasing the life chances of the studentswleaserve. So, | think it's a
worthwhile investment and | hope the program carggsbecause we need smart
people to lead our schools, and we need compassipeaple, and we need
people who are open to learning, and who are coteadnio all students. And |
think that the program develops and embellishesfallose qualities.

4.3.19 Dallas Leadership Academy: Vision, Missamg Goals

In December 2010, the Dallas Leadership Acaderagptsp day defining the

DLA’s vision, mission, core values, and strategi@lg and created the following:
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¢ Vision—The nationally recognized Dallas Leadershgademy develops
transformational campus leaders who ensure systémsellence and equity.
e Mission—The mission of the Dallas Leadership Acagésito develop and
support highly effective campus leaders throughgréwl learning experiences,
coaching, mentoring and professional networking.
e The core values were defined as: accountabildialooration, equity,
excellence, innovation and transparency.
e The key goal for the Aspiring Principals Programswiaat 100% of Fellows
would be selected as principals within 24 monthsavhpleting the program.
Of the 15 Fellows who entered Dallas ISD’s AsgriPrincipals Program in the
summer of 2010 as assistant or associate princigalsf August 2012, 12 of the 15, or
80%, are now principals in Dallas. Two became@pials immediately after the
Summer Intensive and began the 2010 school ygatiragpals. Three more became
principals during the 2010-11 school year. SiXdves were named principals at the
end of the 2010-11 school year or during the sumandrbegan the 2011-12 school
year as principals. An additional Fellow has beseced for the principalship and
began the 2012-13 school year as principal.
Of the six teacher leaders who entered the AP&rano in the summer of 2010,
all became assistant or associate principals a¢ar the beginning of the 2010-11
school year. Of those, three, or 50%, have beqmmeipals, one at the beginning of
the 2011-12 school year and two at the start o20#2-13 school year as a principal.

One year after completing the program, 75% of @irhers of the first cohort of APP
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were leading campuses as principals. Regardinguheers of APP Fellows selected
for the principalship, Senior Leader No. 1 stateglfbllowing:

| am actually quite impressed with the placemetd.rddaving placed 75% of
the first year Fellows into key principal positicmstually exceeded my
expectations. | attribute that to a couple of ¢isina rigorous selection process,
the right people in the program and the leadersd@am’s knowledge and
commitment to the program, as well as the prograsigth which was heavily
influenced by the NYCLA program. That experienpabgram design, in my
view, is what makes the program so unique andfectefe.

Two years after beginning the Aspiring Princip@tegram Summer Intensive,
an APP graduate, currently serving as a campusipal described the impact of the
Aspiring Principals Program on her:

APP was, for me, life changing. Both in the serfsapprofessional life and, |
think, even in my personal life because it jushimk it helped deepen my
commitment to kids. Those roots got deeper anshg&moand that commitment
to the work for our kids, it just, APP solidifiedat for me. And | think it did the
same thing for all the other participants, all ttieer Fellows in our cohort.
And | think even the participants in Cohort 2, ihththey will find that they're
going to be better prepared for the challengesofga leader in a large urban
district because they had those opportunities tmigothat, much better
prepared than someone who’s moving from being afa&Bistant principal] in
the traditional setting, with maybe more operationbes and not very many
instructional or true leadership opportunitieihk they’'re [APP Fellows]
going to be better prepared to step into thoses noteen the time comes for
them. (Principal Leader No. 3)

4.4 Summary
In this chapter, the researcher has exploredréegion, implementation
and impact of the Dallas Independent School Digsrigspiring Principals
Program. Through an examination and analysisadfiasl documents and
interviews--with senior, principal and teacher d&s--the three research

guestions were illuminated.
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CHAPTER 5
DISCUSSION

This case study began with a principal shortageithpacts schools at both the
local and the national levels. The reasons far shrinking supply of principals ready
to lead the schools in the U.S., especially thoaglban settings, are numerous,
complex, and reflect national and global economut political realities. While the job
of school principal has changed radically in reamtades, the ways that the system
prepares principals has not kept pace with thisngimg reality. In fact, most principals
in the United States “were prepared for and appditt jobs that do not exist any
longer” (Levine, 2005, p. 12).

How--and why--has the job of school principal cheahgn the last three
decades? The changing economy—from manufactuiasgebto information-driven—
along with widening income disparities, both caulsg@nd driving the global
economy, has severely impacted the context witlnickvschools function. The rise of
the accountability movement and high stakes testawg created intense stress on
schools and revealed a pernicious achievementiga,of its permutations. The calls
for equity in achievement have been joined by vwaemanding inclusive,
collaborative school communities that value and @ngy teachers and families.

School finance uncertainties, funding cutbacks @oldical changes such as the rise of
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pay-for-performance plans and charter schools hfiweeated a demand for principals
who move well beyond the realm of school operatem$ management and are able to
function as instructional and transformational kad

School leadership matters. Principals accoun2®d6 of the school’s impact on
student achievement (Marzano & Waters, 2005). ¥vieibchers have the biggest
impact at 33%, principals are key to teacher efeaess because of their critical role
in recruiting, hiring, developing and retainingezffive teachers (Cheney, 2010). In
fact, much of the impact of principals comes frdmait roles as managers of human
capital. The largest study of the impact of scHeatlers comes through their impact in
four areas--setting direction, developing peomégesigning the organization, and
managing the instructional program. Two of these fireas, developing people and
redesigning the organization, emphasize the impoetaf principals functioning as
leaders of learning (Seashore Louis et al., 2010).

The aforementioned change, complexity, and uncegytaertainly contribute
substantially to why school districts are facingldeng numbers of candidates able and
willing to step into the principalship. As mentexhin chapter I, the factors that inhibit
movement into the principalship are accountabpityssures, complexity and intensity
of the job, lack of support from the central offie&d inadequate compensation
(Young, 2009). Additional factors that have bedentified are the fact that
administrator preparation programs have not agdhttigh-potential” candidates who
will commit to leadership roles in schools whereytlare needed. Again, the working

conditions of high-poverty schools make retainioga®l leaders difficult. Yet again,
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and most significant for this study, is the facttprincipals are “too often ill prepared
and inadequately supported” to take on the chaltgngork of the 21st century urban
principal (Darling-Hammond, 2010, pp. 9-10).

The single factor that seems to override many eigative factors facing
those who might consider becoming a school leadéraneliorate the overwhelming
nature of the job is effective principal preparat{@®arling-Hammond, 2010). Training
that is aligned, both in content and process, écatttual work of the principalship,
readies aspiring principals to function as trueléa of learning in the complex world
of the 21st century principalship.

Educators know that school leadership matters.e®ilie importance of the
principal, the ways in which school leaders argared for the principalship also
matters. While many principal preparation progratilsdo not demonstrate a sense of
urgency about preparing principals for a changigladvand continue to offer courses
that are a collection of general management cowvghdittle emphasis on leading
learning, many are doing principal preparation weeyl, including universities in close
partnership with school districts, independent oizgtions that serve school districts
and leadership preparation programs within schsticks. These effective principal
preparation programs have a number of elementsnmn, despite their structural
variations, and these best practices include:

e A comprehensive definition of effective school leeship, including the

knowledge, skills and dispositions that a principaist have in order to
ensure high levels of achievement for all student.
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e Targeted recruiting strategies that develop a figeodl of applicants from
which to select participants most likely to thrimethe program and grow
into effective principals.

¢ A highly selective, rigorous process in which apalits are evaluated
through experiential activities.

e Training that is based on principles of effectideilalearning and is
experiential and problem-based, utilizes the pavféeam learning and
maps to leadership performance standards.

e Includes effective mentoring and coaching.

e Provides support for graduates.

e Uses data to assess program effectiveness anthimitted to continuous
program improvement. (Cheney, 2010, p. 9-10

Within these comprehensive program elements, innglkecruitment, selection,

training and support, a sharp focus must be placetthe training component. The job
of principal has moved from requiring technicaldeeship, in which the challenges
involve clearly defined problems and solutionsagiaptive leadership, where neither
the problem nor the solution is clearly known aad only be addressed through
changes in beliefs and behaviors (Heifitz, GrasBolnsky, 2009). Thus, the
preparation of principals must focus on develogivese adaptive skills. Training that
engages participants in authentic, experientiamt@riented and problem-based
learning develops the adaptive leadership skitisired for the contemporary
principalship.

Because schools and their role in society haveggwrthe principalship also

has changed. To effectively prepare school leddethie complex job of the 21st

century principalship, preparation programs musd ahdically change. The school

principal--functioning as an instructional and stoymational leader--employs adaptive

! ResearcherdNote.The summary headings are quoted here. The cameler each heading is
omitted.)
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leadership skills. Therefore, principal preparatwograms, traditionally oriented
toward developing technical skills, must align teag with the authentic, and adaptive,
work of the principalship by engaging participamsdaptive, authentic learning.

Effective principal preparation is a K-16 issue f@p reasons. First, and
primarily, the need for programs that prepare ppials for the authentic demands of the
principalship underscores the necessity of schistdict and university partnerships in
order to develop alignment between course contahtlze work of the contemporary
principal. Second, 21st century school leaderstgpires that campus and district
leaders understand that K-12 education must bet@paduating students who are
college and career ready, necessitating a higredegfrawareness of the requirements
and demands of post-secondary education and whsttbeuwdone to ensure that
students graduate with the knowledge and skillsetsuccessful.

5.1 Findings and Conclusions

The three research questions considered in thesstady are as follows:

RQ1: Why was the Dallas Independent School Dis&ggiring Principals
Program developed?

RQ2: What are the philosophy and components efff@ctive principal
preparation program and how does the Dallas IndésperSchool
District Aspiring Principals Program embody thesenponents?

RQ3: What has been the overall impact of the AspiPrincipals Program in

Dallas Independent School District?
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With an understanding of the principal as a kegtder educational reform,
responding to a principal corps with a significpatcentage of its members able to
retire coupled with schools in dire need of streeagership and the lack of an effective
internal principal pipeline, Dallas ISD senior leasibegan the work of creating an
internal principal preparation program. The Dallasdership Academy’s Aspiring
Principals Program was a natural outgrowth of tBaperintendent Hinojosa’s focus on
principals as instructional and transformationatliers. Twenty Leadership Institutes,
designed to ensure that principals had the knoweleagl skills to lead instructional
improvement on their campuses, had been held fdaPED principals between 2005
and 2010.

Team One Dallas, which began in 2005 and was sdspen 2009, had been
described in the 2008 and 2009 NCEA audits as lgdvinixed effectiveness at placing
graduates in district principal positions.” Thepksg Principals Task Group (APTG)
had been charged with developing a rigorous aretefe aspiring principals program
that would develop effective leaders for the di$tsischools.

This process, of exploring various principal prgi@n programs across Texas
and the United States, deciding what elements mes aligned with Dallas and
deciding to partner with the New York City LeadepsAcademy as Dallas designed
and implemented an aspiring principals programiwithe school district, responds to
RQ1—Why was the Dallas Independent School Dis&sgiring Principals Program
developed? Dallas’ Aspiring Principals Programcessfully addressed the concerns

regarding graduate placement by instituting a ngerselection process into the
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program, as well as rigorous training that equéheddemands of the principal selection
process.

Because it is known that leadership matters, alleoyas that leadership
preparation also matters and the best practicésitba part of Dallas’ Aspiring
Principals Program were explored and discusseds discussion, through a
combination of archival documents and interviewssenior leaders, principal
leaders, and teacher leaders, addressed RQ?2: ‘akéngite philosophy and components
of an effective principal preparation program ao@ldoes the Dallas Independent
School District Aspiring Principals Program embdlkgse components?” with regard to
the program. Based on successful national monhepgrticular the New York City
Leadership Academy, Dallas’ Aspiring Principals g#eon was a 14-month cohort-
based program that included a summer intensivenaed around a simulated school, a
residency on a campus with a mentor principal angang classroom sessions and a
planning summer to prepare for either principagsebn or the first year of the
principalship. All learning was standards-based participants worked collaboratively
to solve authentic problems.

Both Research Questions 1 and 2 will be furthemihated as the third research
qguestion, “What has been the overall impact ofABpiring Principals Program in
Dallas Independent School District? “ of the pragnaithin Dallas ISD is addressed in
several different ways. First, archival data iae torm of two evaluations, one external
and one internal, provided insights into how APR waperienced by those inside the

program, the Fellows, as well as their mentor ppals, and provided context for how
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the program is situated within the district. Irddibn, face-to-face interviews were
conducted with people who had been most directpaicted by the program. The
senior leader, who was responsible for the devedrprand implementation of the
program, was interviewed. Three program graduatas,Dallas ISD principals, as
well as three teacher leaders at each of their ngaegy were interviewed and they
discussed their views on the impact of the program.

To discuss this third research question, “Whatldeen the impact of the
program?” the five levels of professional developtvaluation provides a helpful
lens. These five levels provide an effective aaervith which to explore the impact of
the aspiring principals program. Beginning witlk fharticipants’ reaction to the
learning and ending with a measure of how the gsadmal learning impacts student
achievement, Guskey (2002) delineates five levalghich professional development
should be evaluated.

By addressing the issue of the impact of DallagiAsg Principals Program by
examining these five levels, one can see thatrtbgram had a discernible impact at
Levels 1 through 4. Some challenges were assdorath Level 4 in terms of how the
district supported and accommodated the progranttees® will be discussed. In terms
of the program’s impact on student achievementetia@s not enough data to make

that determination.
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Table 5.1 The Aspiring Principals Program Evaluaté&tt Guskey’s Five Levels

Evaluation Levels Questions How is it APP Application
measured?
Level 1: Did they like it? Questionnaire DISD Formal
Participant Reaction Will it be useful? | S Evaluation
Principal
Interviews
Level 2: Did participants Demonstrations of | APP Curriculum
Participant Learning acquire the intendeglearning, Materials
knowledge and simulations DISD Formal
skills? Program
Evaluation
Principal
Interviews

Teacher Interviews

Level 3: What was the District Records Selection of APP
Organizational impact on the Observations Fellows as
Support and Changeorganization? Principals
How did the Interview with
organization DISD Senior
support the new Leader
initiative?
Level 4: Did participants Observations DISD Formal
Participant Use of | effectively apply Interviews Program
Knowledge and the new knowledge Evaluation
Skills and skills? Principal
Interviews
Teacher Interviews
Level 5: What was the Student
Student Learning | impact on students? Performance
Outcomes Did it affect student

performance,
achievement or

behavior?
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The first way to address the question of impatd isxamine the participants’
response to the program. As noted in chapteri® Dallas Leadership Academy
(DLA) funded a comprehensive evaluation of the AspiPrincipals Program, focusing
on the program from June 2010 to June 2011. Thkiator conducted surveys, focus
groups, interviews and observations with the APRb#s, both Cohorts 1 and 2,
mentor principals, and DLA staff.

The first survey of APP Fellows was administerethatend of the first Summer
Intensive and addressed the first level of evabumatthe participants’ reactions to the
learning experience. The survey included 16 itdmasasked the Fellows to respond
using a 5-point scale. The results of the surmelicated that the Fellows were “very
satisfied” with the Summer Intensive. Of 16 iteomsthe survey, 13 had 100%
agreement and all Fellowstrongly agreed”that the “Summer Intensive facilitators
presented training in a way that allowed me todiate knowledge to practice”
(Douglas, 2010).

In addition to the aforementioned item, with whathFellows strongly agreed,
there were several other items that were pertiteetitis level of evaluation with which
all Fellowsagreedor strongly agreea@nd these include, according to Douglas (2010):

e Summer Intensive resources were relevant in pneganie to be an effective

principal leader.

e Summer Intensive facilitators presented trainingemals in a way that was

relevant to the way | learn.

e Summer Intensive topics deepened my understandilegdership

performance standards related to becoming an eiéesthool leader.

e As aresult of participating in the Summer Inteesivhave discovered my
professional leadership strengths and weaknesses.
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In addition to the written survey, the DISD reséarcalso conducted focus
groups with the Fellows at the end of the first $an Intensive and noted that
“Fellows’ comments reflected high levels of satt$ian with the Summer Intensive”
and stated that the “facilitators, group work amel ¢urriculum were strengths of the
program” (Douglas, 2010). The Fellows describeddirriculum as “systematic,
focused, well-organized, relevant, engaging, thoggbvoking, rigorous, challenging
and intense” and reported that the facilitators #wedgroup work “allowed beneficial
discussion and were supportive of learning” (Dosgk010).

The Fellows were equally positive about their |&@@grduring the residency part
of the program. The Dallas ISD researcher notatiththe six debriefing sessions
conducted with Fellows following their residencgsiens, the Fellows were
“overwhelmingly positive in their comments abouitttraining” (Douglas, 2010).
Specifically, the Fellows indicated that “all time&as used efficiently and trainings were
filled with applicable and relevant information’athprovided daily benefits for their
work on the campus (Douglas, 2010) The Dallas i&f@archer noted that the Fellows’
perceptions of the mentorship portion of the APPaeneverwhelmingly positive” and
that “the opportunity to learn from a master prpatiwas invaluable and that the
training and the required projects directly relat@the work they would be doing as
principals” (Douglas, 2010).

In addition to the Fellows, the mentor principdsoaevaluated their training and
were also positive in their reactions. The 141@®f mentor principals who participated

in the September 2010 mentor training agreed thatrasult of the training they had a

224



clearer understanding of their role as a mentarggal. When surveyed about what
they enjoyed the most about the training, commiactaded the following:

e Great learning format, pacing and relevance.

e Chance for dialogue and reflection.

e The opportunity to have hands-on learning in a thoaatening

environment.

e Allofit! I always value the affective aspectsaufult learning.

(DLA Mentor Principal Survey, 2010)

The DISD evaluation and the mentor principal surveth provide insight into
the first level of evaluation--participant reactiaas do the principal interviews. In
terms of their reactions to the Summer Intensiwktarthe residency work, the
principals shared the following:

[During the Summer Intensive], you're going to wiwkrder than you've ever

worked in your life, but it will be some of the mieseaningful work you will

ever do in your life. (Principal Leader No. 3)

[The Wednesday residency sessions were] cruciabmig for the debriefing we

had, but also to talk about those articles or thmszks we read and how that

could impact our campus. (Principal Leader No. 1)

So, that Wednesday [session] was very crucial...# g@od to know that | had

a group of Fellows, as well as the [DLA] leaderstap . . bounce those ideas

off of...To be honest, | don’'t know how successfulwauld have been without

it. (Principal Leader No. 3)

In summary, for the APP Fellows, their experiencand reaction to the

learning, both in the Summer Intensive and in thesidency experience, were positive.

Their reactions were captured both during the fémwaluation process that occurred
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during the course of the program and through oneraninterviews conducted a year
after their completion of the program. The reawdifrom mentor principals were
captured during a survey following a training sessand through focus groups and
interviews as part of the formal evaluation. Teaations of the mentor principals to
their learning were also positive.

The second level of evaluation moved from the pigdint reaction to
participant learning and asked if the participamtshis case the APP Fellows, learned
the knowledge and skills that the program was daesidgo develop. An initial way to
address this level of the evaluation was simplg®amine the curriculum. Because the
curriculum activities and assignments map to thre@uum standards, demonstrations
of learning were integral aspects of the learnixygeeiences that characterize the APP.
For example, the organizing structure for the sunmseesion was a school simulation
where the Fellows demonstrated their ability ton@ad lead meetings, interact and
solve situations involving angry parents or upsaff snembers and develop a year-long
professional development plan for the school. BDyitheir residency, Fellows were
responsible for leading, and reflecting on, a casnpiiiative.

In addition to the on-going demonstrations of krexge and skill acquisition
that exemplify the APP, the DISD evaluation alsorfd evidence that the knowledge,
skills, and dispositions that the Fellows weredquare as a result of the learning indeed
were obtained. The survey that was administergoliong the Summer Intensive

included the following statements with which alllbe/s agreedor strongly agreed:
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Summer Intensive topics prepared me to use teamskali& to accomplish
school-related tasks.

Summer Intensive topics helped me to develop afplahuman capacity
development.

| have deepened my understanding of how my prajeasieadership skills
impact others.

| have increased my knowledge of how to move dasdyais to action.

Though the Fellows agreed with the following stagets, the percentage of those who
strongly agreedvas less than for other items. Regarding datbysisa78% and 79%,
respectivelystrongly agreedhat the Summer Intensive “helped me to better
understand the connection between data and stadeigvement” and “increased my
knowledge of how to move data analysis to acti@duyglas, 2010). As for the
Principles of Learning (POLS), 47% of the Fellosiongly agreedhat they increased
their knowledge during the Summer Intensive whéostrongly agreedhat they
increased their knowledge of how to effectivelyesssthe POLs in a school
environment.

The DISD researcher conducted focus groups arideof the Summer
Intensive and Fellows reported that they had ledhraed would utilize--the Strengths,
Weaknesses, Opportunities and Threats (SWOT) asagsvell as SMART (strategic,
measurable, attainable, realistic and time-spgajiial-setting strategies. Fellows also
reported that they learned the importance of udatg to drive decisions and
developing positive relationships with school staftl noted that these changes in

disposition would lead to changes in their praciicthe following ways: “increased
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time and effort spent on building relationshipshastaff, improved organizational and
time-management techniques and more self-refléc{ldouglas, 2010).

Focus groups and interviews with the Fellows dythe residency component
of the program revealed that Fellows stated thaRP training provided them with
“hands-on practice with both soft skills, such el§-sflection, relationship building
and communication, as well as hard skills, sucties-analysis, budget review and
strategic planning” (Douglas, 2010). Fellows aisted that the Cognitive Coaching
sessions they attended had “a large impact on dlady work” and that the Shadow-a-
Leader experience was “empowering and allowed tel@arn from the experiences of
master principals” (Douglas, 2010). Fellows alsdes] that while the work during the
summer was simulated, the work during the residevey “real” and that they actually
were able to “practice the skills they were leagfiion their campuses. One Fellow
noted during one of the debriefing sessions dutiegesidency that the training
exposed them to “different learning environmentd allowed them to determine where
they might serve best as principals . . . and Waatership strategies will work best for
them as individuals balanced with the needs of tenpuses” (Douglas, 2010).

Regarding their work with the mentor principals|l&ws reported that the
residency mentorship component was “a strong amutdit the Fellow experience when
... fully utilized” and the Fellows believed thahen the mentor/mentee relationship
was working as designed they were “participating/atrk responsibilities that were
greatly improving their skills, including [condut] meetings with parents, working

with a budget and leading instructional meetingddglas, 2010). The Fellows were

228



aware of the benefits of having a mentor duringréséddency and stated that it was
“helpful to have someone to walk them through thieqgipal responsibilities and
procedures, to have someone on the same campuwhoth they could talk and
receive feedback on their performance and to hanesne with whom they could
reflect on their work with APP” (Douglas, 2010).

Surveyed about the knowledge, skills, and dismostthat they had acquired as
a result of their training, mentor principals regorthat they now understood that
“leadership can be developed” and the importandbefollowing:

e scheduling conversations [with my mentee]

e affording quality [learning] experiences to my memt

e assessing growth according to the standards

During the process of evaluating the program, tieDresearcher noted several
programmatic changes that might have enhanced wéline mentor principal
component of the APP, thus facilitating both thentoes and the Fellows acquisition of
more of the intended knowledge, skills, and disjpmss. The researcher wrote that the
mentor principals “identified the benefits of hayia mentee/Fellow on their campus
[and] reported that the experience helped thendlibdir own skills as a leader,
provided them the opportunity to make a differeimctne career of a potential new
principal and make a contribution to the distri@@buglas, 2010). The principals also
said that they “benefitted from the resources aaidinhg that the program provided to
their Fellow” and from the development of theirlapito provide feedback on

performance (Douglas, 2010). They expressed thieed® have had more contact with
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one another throughout the program duration. &gy stated that the mentor principal
training would be useful for all principals.

In their interviews, the APP graduates, now ppats, elaborated on the
knowledge, skills, and dispositions that they depel as a result of the program.
Because of the experiential nature of the learmagticularly the Summer Intensive,
the Fellows noted the adaptive leadership skili$ they had developed:

e The Summer Intensive gave me the ability...to be abtaink under

pressure, to know how to handle certain situattbaswe didn’t encounter
in the textbooks. (Principal Leader No. 1)

e Every experience made me stronger, better, more/lklgeable and better
prepared to do the work . . . as a principal. (€pal Leader No. 3).

e Having the opportunity to role-play made it easwien those actual
conversations had to happen. (Principal Leader3)No.

The team-based work in the Summer Intensive fotlcedrellows to develop skills in
leading and being a part of a team and this settdge for deep relationships among

the Fellows:

e Aot of the things we did were in groups andwe. all learned how to use
each other’s strengths and how to manage our oetsne. . and make it
work so the group was successful. (Principal Leaiter3)

e We were focused also not just on the content, Isot@n building a
connection between the Fellows. (Principal Leader .

The vast amounts of reading the Fellows did catisexnh not only to develop and refine
their ability to organize and synthesize imporiskills for the principalship, but also
provided models of effective leadership and bestiores which, along with the other

activities, served to deepen their own commitment:
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[An APP Fellow] should expect to read the most nécesearch in
educational leadership and best practices in icstnal strategies . . . you
have to have really good study habits [and] bertegal. (Principal Leader
No. 2)

The books that we read on effective leaders andthewire committed to
the kids and committed to change and committedakimg sure that
teachers are successful . . . reading . . . hetpetb know that | was doing
the right thing . . . [in being] a strong supporékids being successful.
(Principal Leader No. 3)

For me, it made me feel better about my commitm@hincipal Leader
No. 2)

| think it helped me deepen my commitment to kidsthose roots got
deeper and stronger and that commitment to workitts . . . APP
solidified that for me (Principal Leader No. 3)

One thing [APP] did was to give me hope and reaheee is a research base
[that supported] my view . . . it clarified my view . it gave me a foundation
and it strengthened my beliefs. (Principal Leader 2

Ultimately, the APP experience helped to develogwa mindset on leadership and

emphasized the principal as developer of capacibthers and instructional,

transformational leader and leader of learning:

| believe in shared leadership. | know thatthere will be some decisions
that will be mine alone . . . but . . . | cannadeout of fear. (Principal
Leader No. 1)

| do think that a strong APP Fellow going into firencipalship . . . will be,
based on their experience, cognizant of the impodaf relationships to get
people to do what they need to do. (Senior LeaaerlN

APP . .. helped me realize that if you set theseigtions, you've got to give
[people] the resources they need to meet, or extleeske expectations.
(Principal Leader No. 3)

APP not only helped sharpen our skillset, [butytbpened up . . . a new

way of leading . . . not so much on the managingygh that is a part of the
job, but the instructional . . . which is good.i{eipal Leader No. 3)
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e | think APP helped me to open my eyes to see pangieidually and know
that everybody has a story . . . | have always loeenthat appreciates
diversity and embraces it, but | think APP jusickbf put the period at the
end of the sentence for me. (Principal Leader No. 1

In summary, the Fellows’ acquisition of new knowgedskills, and dispositions
was clear from the interviews. Clearly, these @pals saw themselves as instructional
and transformational leaders who are able to pufdbus on student learning and
develop teachers’ capacity to be effective. Théots demonstrated greater valuing of
and ability with the softer leadership skills, sushself-reflection and development of
positive, collaborative relationships with schontlacommunity. Last, a very strong
equity mindset was evident in interviews with btith principals and the teachers on
their campuses.

Having discussed the first and second levels oluatian involving participant
reaction and participant learning, the third leebrogram impact involves
organizational support and change which measuréad18D’s advocacy, support, and
recognition of the Aspiring Principals Program. n@ersely, how did the Aspiring
Principals Program impact the district, its cultarel practices? In the case of APP,
both positives and challenges emerged.

One shift in practice that had a significant impacthe program and its ability
to influence district practices was the way in whitPP Fellows were selected for the
program. As previously discussed, APP’s predeced&am One Dallas--was

considered unsuccessful due to its declining glitithave its graduates selected for the

principalship. Part of the problem with Team Oreswhat at the time of its suspension
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in 2009, the process that then Superintendent Bigaohad instituted for selecting
principals, the Request for Principals (RFP) preagas “more rigorous than Team One
Dallas in terms of identifying and selecting thestagew principal applicants” (NCEA
Audit Report, 2009).
In their subsequent report to the Dallas ISD Badr@irustees in January 2011,
the NCEA stated that,
The first cadre of 20 Aspiring Principal participamvas selected through a
rigorous interview process that included severdigpmance-based measures of,
for example, applicants’ ability to analyze schdata and present improvement
suggestions, and their ability to offer construetigedback on a teacher’s
classroom performance. Applicants also submittpdrtolio with a resume,
letters of recommendation, and leadership artifadggplicants had to receive
approval from the principal at their current schimobrder to be considered.
(NCEA Audit, 2010)
The influence of “sponsorship” (NCEA Audit, 2006} significant a factor in selection
into Team One, was mitigated by the rigorous selegirocess into APP, which
mirrored the new RFP process for selecting prinsipa
A relevant historical note is that in 2007, themp&intendent Hinojosa, re-
organized and re-cultured the district’s eight iceiftarea offices led by area
superintendents into seven horizontal learning camties led by Senior Executive
Directors (SEDs), whose primary charge was to agwplincipals as strong
instructional leaders. A previous focus on operatiand a culture of autonomy was
replaced with an intensive and aligned focus otruetional leadership. This had been

done partly to address the need identified in itts¢ NCEA audit in 2005 to

“breakdown silos of communication that exist threagt Dallas ISD [in order] to
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improve/broaden access to principals by districhiadstrators.” Additionally,

principal selection, though still conducted throulé learning communities, was now
done through a structured protocol, the RFP, whidught a measure of transparency
to the process.

A key metric that was critical to the question obgram impact relative to the
district involves the numbers of APP graduates Wwénee been selected for principal
positions. How effective was the program in pregaits graduates for selection into
the principalship? The Dallas Leadership AcadefBR’s umbrella department, set as
a strategic goal that 100% of all APP graduateslavbe selected as Dallas principals
within 24 months of graduation. The first cohaine group that is part of this case
study, entered the program in June of 2010 andugtad in July of 2011. As of
September 2012, 14 months after their graduatimm the program, over 70% of the
first cohort were leading campuses in Dallas amglprobable that by June of 2013, the
24-month target, all 21 members of the first colalthave been selected for a
principal position in Dallas. In this significawty, Dallas ISD supported and valued
the work of the Aspiring Principals Program.

Some other organizational issues that showed theiformal DISD evaluation
had to do with the placement of Fellows on campubes role there and the selection
of their mentor principals. Following their parpation in the summer intensive, the
Fellows began their residency year, in which theyed as assistant or associate

campus principals. During the residency, the kedlaontinued to have weekly class
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sessions in the Aspiring Principals Program anoetonentored and developed by their
mentor principals.

Because the APP Fellows were working in the capadiassistant or associate
campus principals, as opposed to interns, seveshlgms emerged. First, because the
Fellows were campus administrators, and in somesgdise only other administrator on
the campus besides the principal, there were amtaldy concerns and resistance to
having the Fellows off campus for weekly sessioiecond, the traditional role of the
assistant principal frequently is to handle operstl details on the campus. At times,
campus demands seemed to be in opposition to tlewSedevelopment. Both
principals and APP Fellows stated that the neediseofampus and the traditional job
demands of assistant principals sometimes supeatsbdeole of the principal as
mentor and developer. Regarding this issue, ti&DDksearcher stated the following:

The program originally planned for the Fellows tcenv® as interns rather than

actual employees of the school; however, funding mat available for this

option...A common theme across comments of both #sliand mentor
principals was that working as an assistant or@asoprincipal while also
learning the responsibilities of the principal pimsi was a burden. Fellows
would be better able to participate in the menteritae relationship...if they
were fully funded without having to fulfill the nesnsibilities of an assistant or
associate principal. In addition, mentor princgpabuld hire full-time APs,

leaving them free to more fully mentor the FellowBouglas, 2010)

A related concern with regard to the Fellows’ resicly experience had to do
with the Senior Executive Directors’ role in makiting Fellows’ campus placements.
For the first APP cohort, the Senior Executive Blioes (SEDs) decided on what

campuses the Fellows would be placed and with wigattor principals they would

work. For the most part, these selections wereadipmal ones. For example, many of
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the Fellows stayed on the campuses where theydmaworking when they were
selected for the program. In some instances, A¢tlBWs were moved because of
campus needs, such as shifting student numberstanggling principal in need of a
strong assistant principal. On the selection aftmeprincipals, the DISD researcher
wrote that when asked about the mentor princidakten process,

Some mentor principals reported that even though ttominated a staff

member for the program, they did not know that méagy would serve as a

mentor principal. In addition, some principals evasked by their [SEDs] to

serve as mentors, but they did not understandetipginements of the position at
the time they accepted the additional respong#slit.In a few cases, it
appeared that the principals were participatindpéprogram at the request of
their [SED] and it was unclear whether they woudgtdrchosen to participate if
the [SED] was not included in the recruitment pssce

Additionally, the DISD researcher noted that basedhterviews,

It appeared that mentor principals who fully acedpheir roles as mentors and

allowed their Fellows to take on principal respobilgies had positive

perceptions of the program...Allowing the [APP stafipre autonomy in
selecting mentor principals would allow them toateecriteria for identifying
those principals who best represent the goalseofrtntor principal position.

(Douglas, 2010)

It was atypical in the first year of APP for Fellglacements to have been made
based on the development needs of the Fellow: Addrg these issues regarding the
Fellows’ placement on campuses and the selectiomeoitor principals by utilizing a
process with the Fellows’ development as its basigld have translated to more
organization support for the program. FundingRbeBows to learn as interns during

their residency year would have ensured that tkeldpment of the Fellows as future

principals would have been primary.
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In summary, while there was support for the Asgritrincipals Program at the
Superintendent and Chief levels, there were sorabeciges at the Senior Executive
Director level. The SEDs, to whom the principalectly report, thought, in some
instances, that they should be solely responsdsl@éntifying and training aspiring
principals and selecting them for the principalshijnerefore, some Senior Executive
Directors resisted having the Aspiring PrincipalegPam function as designed,
specifically by allowing the placement of Fellows campuses and with mentor
principals based on the needs of the aspiring jpahc Clearly, however, the SEDs saw
the value of the training since APP graduates welected for principal positions, an
activity that was largely the responsibility of t8&Ds at high rates.

Some additional organizational impacts in which ARfRienced the district are
mostly anecdotal. The first impact seems to bealvienpact on professional learning.
Certainly, the APP Fellows and the mentor prin@@alopted and used strategies for
adult learning that they learned about throughr teperience in APP on their
campuses. Additionally, other principals and SiBbDsasionally were in sessions with
the DLA staff and stated that they had or intenidedse some of the learning
experiences with the teachers on their campusg®rincipals in their learning
communities.

A second impact was the impact on the principaa®n process. The
assessment center for applicants to the APP was ngmrous than principal selection
process and several SEDs that participated in Bl #election events stated that they

intended to use some of the activities for theseasment center.
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The third level of professional development evabratvhich examines the
organization’s advocacy and support for the inite@tas well as the program’s impact
on the organization is, in ways, the most compéidaif the five levels and certainly is a
gateway to the deep implementation that would lea s Levels 4 and 5.

The fourth level of evaluation of concerns the &e8’ application of the new
knowledge, skills, and dispositions that they acepiin the Aspiring Principals
Program. While both Levels 4 and 5, student lewyioiutcomes will be discussed in
more depth in the section suggesting further rebedne teacher and senior leader
interviews do provide some information regardinglagation of the new learning.

First, the relationships that were fostered byehmphasis on team-based
learning have endured almost a year and a half gféeluation from the program and
the vision that APP Fellows would enjoy “a lifeloaghort of . . . colleagues to work
with, to call upon, to problem-solve with” (Senicgader No. 1) appears to be the case.
Principal Leader No. 1 confirmed this powerful ceation, stating that she still
communicates with various members of the APP cdvattelephone or text every
single night” and explained that “we’ve built awetk.” Principal Leader No. 2 stated
that, “I still feel like | can reach back and ask support . . . | still feel part of that
network and | still feel that connection with thém.

Regarding leading with both high expectations agtl kevels of support,
Principal Leader No. 3 noted that,

My philosophy of educational leadership is . . ledad by example and to

make...every stakeholder . . . aware of the expectsti. . showing them that
not only am | here to lead, but | am here to help get to the next level . . .
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whether that’'s the students getting to the nexdgtavel, the teachers growing
professionally, or the parents having more involgatrin the school, | want to
lead by example.

The nine teacher leaders who were interviewed ettios exemplar of high
expectations and support with regard to the threeipals with whom they worked:
e She has really high expectations. . . . | thinktshsts the teachers with their
decisions for the students. If she sees somethatgsn’t working, [she

asks] have you talked to your peers, have youdal&ehe instructional
coach...let me see where | can help. I've had tiwiesn she has come into

my room [and seen] a student that is nowhere neggrade] level . . . [and]
she’s sat down [and] we’ve made an initiative tbget(Teacher Leader
No. 8)

e | think the intention was there for us to collalieren the best interest of all
students. General ed., bilingual, special echobody was left out...but
from collaborative to accountability is where weedé¢o move . (Teacher
Leader No. 6)

e | think sometimes we need our principal leadershipe there just to make
sure that we are following what we said we werengao do. It's okay to
have trust in your teachers, but sometimes we trecadministrative push.
(Teacher Leader No. 5)

e [My principal] does have high expectations, buing ¢with] those
expectations there [is] a path. (Teacher Leader7No.

e Sometimes, I think it can be hard, but once yourkgout what she’s looking
for, if you maintain a high standard for yourself.. | think it will make us
better teachers when all is said and done. (Tedakater No. 8)

Another element of the high expectations, high supgynamic is support for risk-
taking, even if it sometimes results in failure:
As far as being self-reflective about what he dessng or right . . . that makes
us feel comfortable . . . we can mistakes . . .\@actan learn . . . and we’re not
afraid to tell him ‘I failed at this or this didmtork out’ . . . We feel okay with it

and we’re not intimidated by him, like he’s expagtperfection. (Teacher
Leader No. 4)
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A very prevalent and important disposition thgbegrs to have been deeply
applied at the campus level is the APP emphasexoellence and equity. Senior
Leader No. 1 observed that, “I believe that [thdPARellows] are committed to the goal
... of increasing the life chances of the chitdiieat we serve” and Principal Leader
No. 3 stated that, “my motto for our campus--‘Corttetd to Excellence and Equity for
All'--speaks to my philosophy on educational leadhgp.” This principal elaborated on
this philosophy:

| believe that all kids, regardless of whether thes in the Budget Suites or

their mom and dad live in a $300,000 house ordf/tlust live in a regular old

apartment, deserve access to the good stuff orflyabdais. | just think

anything else is a crime and | just don’t want ¢caelpart of that.

As with the discussion on high expectations amh lsupport, in this case
regarding excellence and equity, all of the teatdeders emphasized their principals’
commitment in this area. Referring to the 20112D&llas ISD book study on
Teaching with Poverty in Mindhe teachers discussed the application of theside
contained within the book on their campuses: “@hwhasis of the whole book was
that children can learn and that what we provide leiring the day . . . can equalize
what they are missing at home” (Teacher LeaderiNoAnother teacher leader shared
that her principal “really agrees with the idedahat book, because it really focuses on
not only the child’s mindset, but on our mindset to understand that all children can
learn . . . because the mind is able to grow. W@t they come to us with doesn’t mean

that’s what they have to leave us with” (Teachemdex No. 8). This same teacher

revealed that her principal frequently asks theethktaff, “If not us, who and if not
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now, when?” to emphasize the sense of urgencydaggpall children’s right to learn.
Teacher Leader No. 4 noted that her principal “psdbr a warm and welcoming
environment for all children” which is a “way ofygag that all children will learn if the
environment is . . . appropriate for children.”

One principal explained that he felt so strondigwat the importance of
“learning for all” that the position of principalomld not be worth having is he could
not ensure equity in the school:

One thing that | always go by is about learningrméng for all, no matter what.

What | mean with that is | was thinking always adhe lines of what is the

ultimate sacrifice that | as a leader can do?rktliine of those the ultimate

sacrifice goes along with if you really believdéarning for all no matter what.

And if you find yourself in a situation where yoodw that | am not the right

person, to lead this group to this goal, well$#p out. (Principal Leader No. 2)

In summary, the Fellows’ acquisition of new knowgedskills and dispositions
that was evident in the discussion of Level 2 was aeen at the campus level. Clearly,
these principals were functioning as instructicarad transformational leaders who are
able develop powerful teaching and learning orr ttemnpuses. The Fellows valuing of
self-reflection and development of positive, colledtive relationships with school and
community impacted their work on the campus. Fynéhe strong equity mindset that
was evident in interviews with the principals clgavas evident on the campus as
evidenced by the teacher interviews.

From these findings, some conclusions can be drdwterms of Research

Question 1 which asked why the program was createelated conclusion concerns the

sustainability of the APP and other similar progsarallas’ Aspiring Principals
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Program was development and implemented in th gedr of Superintendent
Michael Hinojosa’s tenure in Dallas. In May of 2011 school year, before the first
cohort of the APP Fellows had graduated from tlogy@am, Dr. Hinojosa left the
district. An interim superintendent served frorm@2011 to May 2012; the second
cohort of APP began in June 2011.

With the arrival of Dallas’ new superintendent kigliMiles, in May 2012, the
Aspiring Principals Program was eliminated and & psogram was instituted. What
made the program vulnerable to be eliminated?lyRawas timing--coming at the end,
rather than the beginning, of a superintendentiaree—and partly it may have been the
structure of the program itself. As discussedhapter II, the NYCLA is an
independent entity whose major client is the NewkY®@ity Department of Education.
NYCLA was created in 2003, the second year of fDeancellor Joel Klein's 9-year
tenure. New Leaders for New Schools is a nationgdnization that contracts with
school districts to provide principal training. & Benver Public Schools, also a
NYCLA partner, has a strong working relationshighna university.

From an organizational perspective, an effectivi emduring principal
preparation would ideally be situated in a cohesivé coherent system of principal
preparation, development, and support. The conepiere framework of leader
competencies that provide the basis for selectitmthe program and the learning
experiences in the program should also be the barsincipal learning and principal
evaluation within the district. Principal supensis should have the skillsets to develop

principals and the central office would be targdtedard supporting the work of the
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campuses. As New Leaders for New Schools citésein theory of action: “Well
Selected and Trained Principals + Aligned and SttpgmoContext = High Student
Achievement” (New Leaders Policy Recommendations).

5.2 Further Research

Many of the suggestions for further research hawotwith the third, fourth,
and fifth levels of professional learning evaluatidHowever, broad questions
regarding Level 2, the acquisition of knowledgellskand dispositions are relevant.
They are as follows:

e How can preparation be differentiated for princgpaho will lead

elementary and secondary schools?

e How can preparation be differentiated for princgpaho will lead start-up

schools, maintenance/status quo schools, or twndrschools?

e What type of professional learning do new prin@pakrsus veteran

principals, need?
In terms of taking aspiring principal programs talg, specifically with regard to
program sustainability, possible research quesiioriade the following:

e What can districts do organizationally to suppoid @nhance principal

effectiveness?

e What are the required knowledge, skills, and digjpos of effective

principal managers and how can this be developed?

e What are the qualities of aspiring principal pragsathat have been in

existence for ten years or more?
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e What are the factors that positively impact susthaility of programs?

e With programs that have district and universitytparships, in what ways
are both organizations positively influenced onehgyother?

In general, further investigation of the fourtkideof the program evaluation
regarding the participants’ application of the nawwledge and skills could be
conducted. While this was addressed in this rebdlrough interviews, more
extensive research could be conducted throughessarstructured interviews with
teachers, principals, and principal supervisorsfiaus on application of the
knowledge, skills, and dispositions learned intthening, a series of observations
focusing on application, as well as participante@fons and portfolios.

e Do graduates of effective preparation programs tefidrently? If so, in
what ways?

e Are principals who have participated in highly etfee preparation
programs that utilize principles of adult betteaders of learning at their
campuses?

¢ In addition to student achievement, what other icemight be used to
determine principal effectiveness?

With regard to the fifth level of evaluation, a ygrowerful research question
becomes, “Do graduates of effective principal prafian programs lead schools with
higher student achievement levels than graduateradifional programs?” It is
important to note that the New York City LeadersAgademy requested and received

a study conducted by New York University that lodkd 109 New York City schools
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led by graduates of the Aspiring Principals Progeard 331 schools led by other new
principals hired in the same year and found th@tXRP graduates tended to improve
student performance in Math and English at a highier (Corcoran, Schwartz, &
Weinstein, 2011). This would be important resedaoctonduct with regard to all
principal preparation programs.

5.3 Recommendations

Though there are some specific programmatic aganizational changes that
would have increased the effectiveness of the progrand these have been alluded to
in previous sections of this chapter—the majorityegommendations, while grounded
in the Dallas experience, have application to elledopers and implementers of
programs in all school districts or universitiescross the board, educational
researchers and policymakers struggle to find vwaysing effective and successful
programs to scale. Partly, this is due to theamotif scale relying strictly on scope of
the initiative, where scale may have several agithti dimensions (Coburn, 2003).

In “Rethinking Scale: Moving Beyond Numbers toepeand Lasting Change,”
Coburn (2003) suggests that the following four edata to define scale:

1. Depth--Change that involves beliefs, principles antns.

2. Sustainability--The extent to which change is enaaeldin policies and
procedures and has a professional learning comynwngtpped around it to
support it.

3. Spread--Influence the change has had on policiépeactices, as well as

the extent of professional development to support.
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4. Ownership--Degree to which structures are in pfacen-going learning.
Finally, the degree to which these four compon@ts a coherent and aligned system
that reinforce one another is a critically impottéactor in going to scale.

Clearly, the APP graduates, now principals, haggrated the vision of the
principal as instructional and transformationabiet@ with a strong equity mindset, a
vision in alignment with the leadership performastandards on which the curriculum
was based. While the Aspiring Principals Prograedua set of leadership performance
standards as the basis for activities and assigtsneme programmatic suggestion
would be to tighten the link between the standardsthe demonstrations of learning.
A way to accomplish this would be to utilize indluial leadership profiles based on
demonstrated competency with regard to the stasdard to require demonstrated
proficiency for program completion.

On a larger scale, the clear leadership compedsiticat were a driving force for
the professional learning within APP were not etyuahnslated into practice at the
district level where leadership competencies wepseenmplicit than explicit. Though
the shift from managerial to instructional and sf@anmational leadership was reflected
in Dallas’ revision of the principal appraisal inshent in 2009, the appraisal was used
almost exclusively as an evaluation tool. Whildrgagrated evaluation instrument
could function as an individualized learning plan fprincipals, there was limited
development or use of protocols for professionalieng that would develop as well as

evaluate principals. Expanding the use of leademsbmpetencies as drivers for
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professional learning from strictly an APP contiexa district context would have been
a very positive step in taking the best practide&RP to scale.

Another related issue is that of defining diffdrated competencies for different
school contexts. The leadership competenciesligtelg different for principals
leading campuses at different levels--elementadysatondary--as well as schools at
different stages, such as start-up schools, stptoschools, and turnaround schools.
While the APP Fellows appreciated the opporturatgxplore the various types of
schools they might lead in a reflective senseptiogram would have been made even
stronger by defining specific skills that are urgdo the different types of schools. At
an organizational level, professional learningjdagfly the same for all principals, could
have been differentiated by type of school, as agkxperience in the principalship. In
this way, the professional learning that both Feiand mentor principals viewed so
positively, could have gone to scale through degpiltainability, spread, and
ownership.

Also discussed in depth in a previous sectiohesigsue of the Fellows’
residency experiences and their assignments touwses@nd mentor principals. The
fundamental recommendation is a shift from makiregse assignments about
convenience, campus need, or principal rewardféaws on the developmental needs
of the aspiring principal. Assuming a differendi@dtearning profile based on
assessment results and demonstrated learningwBSeNould be assigned to campuses
and principals who wanted to serve as mentor ar@wére able and willing to develop

the aspiring principal. The ideal situation wobklone in which the aspiring principal
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is functioning as an intern rather than an offic@mpus administrator so that the focus
can be on the learning and development of the wella related recommendation, and
one which seeks to use the principal evaluatica \&ay of getting more of the actions
that are necessary to taking leadership developtoestale, is to include human capital
development as a metric on which principals cambasured and evaluated. All of
these recommendations would serve to take therngaigedevelopment aspects of an
aspiring principals program to scale.

An essential skill in terms of leadership developms coaching. Coaching
“closes the gap between where you are and whergavgaotito go” by inspiring clients,
in this case, aspiring principals, to “maximizeithpersonal and professional potential”
(International Coach Federation, 2009). Both AlRRows and mentor principals spoke
of the value of their coaching training and thise@cher strongly recommends that
formal coaching training be a part of all curricdiesigned to develop aspiring
principals. Coaching training should be a requertrior the aspiring principals, the
mentor principals, and for program staff. Addi@dlg, coaching training for all
principals, including assistants and associatesh&r leaders and, more importantly,
for principal supervisors, is also recommendede SHift in mindset when coaching is
part of the expected skillset for school leadegmafound and impacts all four
components of scalability.

A related recommendation involves support for nenggpals. When program
graduates successfully move into the principalshigy must continue to receive

support from their program, as well as from therais While professional learning
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should be differentiated and support from princggbervisors should be targeted for
new principals, program staff also should contitabe in communication and contact
with the new principal in order to ensure thatglgstem supports his or her work. To
ensure that the new principal enters a systemgtsatpportive of his or her work as
leader of learning on the campus, a focus on deoiiiiee transformation to promote
accountability in the central office to supportdiei@g and learning is key.

A significant recommendation regards program soatality. Various models
exist for aspiring principal programs. There anésarsity-based programs such as the
Ritchie Program for School Leaders which, in paghg the University of Denver,
serves the Denver Public Schools. Other progrékesthe Dallas Leadership
Academy are district-based, with no formal univigraffiliation. Some entities, like
the New York City Leadership Academy, develop ppats for one primary client, in
this case, the New York City Department of Eduagtishile others, such as New
Leaders, contract to develop school leaders forymsahool districts. All of the
organizations mentioned, with the exception ofh&\, are approaching ten years of
work preparing aspiring principals for the prindglap and there are several key
components that have led to their sustainability many of these have been discussed.

While New Leaders and the NYCLA are both non-prpfaviders that provide
services to schools, the Ritchie Program is aididtased program with a strong
university partnership that illuminates severastess in a K-16 context. Chief among
these is the need for transparency and for boitieento be open to being influenced by

the other and to see how both could benefit froenpdwrtnership. This model has
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enabled the Ritchie Program to last through thheanges in superintendents and the
primary factor that is cited is the district/unisgy partnership.

Timing is also a critical part of the sustainaliigsue. The New York City
Leadership Academy began as a part of educatief@in efforts at the beginning of a
superintendent’s long tenure and has endured betyatndenure, whereas the Dallas
Leadership Academy began in the final two years sdiperintendent’s tenure and was
ended by an incoming superintendent. Having thmdpnity to become embedded in
the culture of the organization is a key part cftainability.

In order to take an aspiring principals programsdale, it must be part of a
coherent and cohesive whole that includes not hrdyrecruitment, selection, training
and support of aspiring principals, but the recneimt and selection of principals and
support for new principals, differentiated trainifog principals with different school
assignments, an evaluation system that measur@sesyvof metrics, including human
capital management, principal supervisors withaperopriate skillset to develop and
support principals, and a central office with a pasifocus. Building a coherent and
aligned principal pipeline, with a sharp focus gpiang principals has salutary effects
on all parts of the K-16 system.

5.5 Summary
Chapter 5 centers on a discussion of the findibgsed on analysis of archival
documents and interviews, with regard to the tihesearch questions. Using the lens
of Guskey’s (2000) five levels of evaluation of fassional learning, the researcher

concluded that the participants of Dallas ISD’s isg Principals Program had a very
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favorable view of their experience and to a larggrde successfully acquired the
knowledge, skills, and dispositions that the pragmesented. Organizational support
for the program was significantly impacted by tleparrture of the superintendent and
other senior staff, under whose leadership therarogvas implemented. There was
evidence of the acquired knowledge, skills, angaB#ions being applied at the
campus level. The fifth level of evaluation, stntlachievement, was not addressed
due to a lack of data.

In terms of recommendations, some internal andraromatic
recommendations were offered. The focus regandiogmmendations centers on the
most effective models and how to ensure that effegrograms are taken to scale and
are sustainable. Suggestions for further reseaxdive examining program model

effectiveness, especially relative to student aareent and sustainability.
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Dallas
Independent
School
District

Michael Hinojosa, Ed.D.
Superintendent of Schools

January 7, 2011

Ms. Jennifer Parvin

Dallas Leadership Acader
2909 N. Buckner Blvd., 6th Flo
Dallas, TX 75228

RE: The Dallas ISD’s Aspiring Principals Prograns€&tud
Dear Ms. Parvin:

The Research Review Board (RRB) of the Dallas Ieddpnt School District (Dalle
ISD) has reviewed and approved your proposal talecinthe abov-referenced stud»
Basal on the information provided, the committee codekithat the study serve
worthwhile purpose and will benefit the distr

It is our understanding that you have read andeai@ the terms described in
Procedures and Policies for Conducting ra-District Research in the Dalle
Independent School Distr. Please note that all school and district inforora!
wherever applicable, should remain confidentiahwithe limits of the law. h
addition, any data collected from Dallas ISD maybedsolely for the purposes
the approved study.

Approval by the RRB does not guarantee that anlaB4#6D department, school,
employee will comply with data requests for thedgtuf the study involves collectic
of primary data at a school or sch¢, the permission of the building principal(s) m
be obtained separately from this apprc

Please provide the RRB with a copy of any dd&aconstructed using Dallas IS
student or personnel information, and a copy ofr ymal report, within30 days
following the completion of the study. In all fusscommunications, please use
study’s reference number (-061).
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On behalf of the committee, | wish you the beduck with your study.

Sincerely,

- /
/ /1
VNGO 4 ?(kf_f-' 0 7 (I N D
_ . c;.-'./r_.i 1AL L LAy

Dorothea Weir, Ph. D.

Chair, Research Review Board

Office of Applied Research

Department of Evaluation and Accountability
Dallas Independent School District

3700 Ross Ave. Dallas, TX 75204 (972) 925-3%@w.dallasisd.org
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1. What is your background? (in terms of schoadlézahip)

2. What was your role in Dallas ISD during theati@n and implementation of the
Aspiring Principals Program?

SCHOOL LEADERSHIP

What are the greatest needs in terms of schadkrship?

What aspects are being addressed well and \ahectit?

Where are the gaps?

How has the field of school leadership changeat the last few years?

What major trends do you see in school leadg?shi

What are the biggest challenges facing prinsitaday?

ASPIRING PRINCIPALS PROGRAM

Question One: Why was Dallas ISD’s Aspiring Prpads Program created?

Coo T W

4, What problem was being solved when you assenmb&dPTG?

a. What was your vision?

b. What was the vision of the group?

C. What was the process?

d. What about the NYCLA caused you to decide torgarwith them?

5. Some people feel that since the APP Fellowsiaeady certified and that the

SEDs provide training for principals, the APP isiacessary. How do you respond to
that?

6. What would an ideal APP graduate be like?

a. What does s/he do differently?

b. How does s/he lead differently?

7. Is the current implementation of APP in linelwyour vision/expectations?
a. How is it the same?
b. How is it different?

8. How important were issues of excellence andtg@s you planned the Dallas

APP?
a. How did you imagine those qualities would beicated through the program?
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Question Three: What has been the impact of tbgram?

What additional comments or suggestions do youhave

INTERVIEW QUESTIONS FOR PRINCIPAL LEADERS

Demographic Information

Each respondent will be issued a code number.

How many years have you worked in education?

How many years have you worked in Dallas ISD?

How many years have you worked in this school?

Research Question Two: What isthe program like? What is the philosophy? What
are the components?

1. Imagine that | am a new member of APP Cohort I aam getting ready to
begin the program. What should | expect from thammer intensive and the
residency?

a. What was the most impactful part for you? Why?

b. What was the least impactful part? Why?

c. How is APP different from the university coursewgau took to
receive your master’s degree and certification?

d. How is APP different from most professional devehgmt that you have
had?

2. How do you believe Dallas’ aspiring principals praxa prepares Fellows for
the principalship?

3. What is the philosophy of APP?

What is your philosophy of educational leadership?

How was your philosophy shaped by your experienc&HP?

How do you view the role of principal?

How did your leadership identity change, if at ali,a result of your

participation in APP?

e. Would you say that the way you interact with teastaand staff is
different as a result of participating in APP?what ways? To what do
you attribute this shift, if applicable?

f. How is your mindset and skillset regarding equssuies in education
different as a result of participating in APP?

apop

Research Question Three: What has been the impact of the program on Dallas | SD?

What additional comments or suggestions do you have?
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Demographic Information

Each respondent will be issued a code number.

How many years have you worked in education?

How many years have you worked in Dallas ISD?

How many years have you worked in this school?

Research Question Three: What has been the ingpélce program?
1. Describe [your principal] as a leader.

a.
b.

c.
d.

In what ways has [your principal] created/strengdtethe professional
learning community on this campus?

In what ways does s/he distribute leadership?

In what ways does s/he live out the belief that ‘thlildren will learn”?
Would you say that [your principal] is more of gpewvisor or more of a
leader of learning? Why?

In what ways is [your principal] different from @hprincipals that you
have worked with?

How would you describe [your principal’s] leaddpsphilosophy?

What additional comments or suggestions do youhave
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