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ABSTRACT

This study examines the place of women in the culture of the
high school principal. { used feminist analysis as a critique of the
positivist paradigm of educational bureaucracy and the masculinist
discourse that forms the culture of the high school principal. | used
this culture as a microcosm of the larger cuiture. Through semi-
structured interviews with five female high school principals from
northern Chio, | provided an opportunity for them to give voice to
their discourses regarding their places in the culture of the high
school principal. Through an examination of their discourses, | iooked
for expression of resistance and acceptance of the masculinized
discourse of the culture that they inhabit. | proposed that an
interpretation of their discourses can be used to make visible the link
between gender and power relations. This visibility will further
enable people to re-evaluate their own processes and situations and
may provide a forum for multivoiced negotiation of difference and

possible emancipatory constructions.
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CHAPTER 1

INTRODUCTION AND OVERUIEW)
Even though women have numerically dominated in the
| classroom since the beginning of compulsory education in this
country, women are under-represented in positions of educational
leadership. A look at the number of females and males in school
administration reveals consistent male over-representation in all
positions except in the earliest days of the elementary school
principalship (Shakeshaft, 1989). This imbalance is especially skewed
at the secondary level. In 1985 Jones and Montenegro stated that
less than eight percent of secondary principals were female, and by
1990 they had raised the figure to only twelve percent. The American
Association of School Administrators reported in 1985 that 8.6 percent
of secondary school principalships were held by women, but
Shakeshaft (1989) reported only 3.5 percent for the same year. Even
reports generated by the Equal Empioyment Opportunity Commission
are often uninformative because they do not include all school
districts, or do not consistently distinguish between elementary and

secondary principals and assistant principals (Yeakey, 1986).



Shakeshaft (1989), a researcher in educational administration, asserts
that the absence of accurate data on women administrators is by
design and is evidence of a "conspiracy of silence.” At best, without
accurate data, the status of women administrators remains
ambiguous (Pigford, 1993). Based on information from the Ohio
Educational Directory for 1993-94, there are approximately 688 high
schools in Ohio, yet there are only 49 females heading secondary
schools. Because the field is dominated so heavily by men, ivomen
administrators in secondary education work in a culture with norms
supportive of male behavior. Women in secondary administrative
positions are "tokens" not only numerically but in terms of cultural
impact (Kanter, 1977).

Comparison of the percentage of secondary administrative
positions held by women with the percentage of certificates awarded
to women clearly shows that the job pool of qualified women
candidates is much greater than the numbers employed. 0Over 68
percent of the degrees in educational administration awarded each
year are to women (U.S. Department of Education, 1994). Yet, women
are not hired for administrative positions, even though they hold the

appropriate credentials (Pavan, 1985). Because it appears that the



barriers to women's admission into the culture of secondary
educational administration do not lie in their certifications, gender
may be an excluding factor in the selection process.

Yet, in most research in educational administration, the
phenomenon of gender appears to be of no concern (Trujillo, 1983;
Peters and Waterman, 1982; Deal and Kennedy, 1982). Consequently,
the resuiting research framework is derived from the experiences of
one gender. This creates a need for feminist research in educational
administration.

Feminist research questions the authority of men as the sole
authors of cultural texts and meanings and places the social
construction of gender at the center of inquiry. Feminist researchers
view gender as the basic organizing cultural principle which mediates
all the conditions of life. Therefore, central to feminist research is an
understanding of gender. Gender refers to socially produced
distinctions and patterns of behavior that are characterized as
masculine or feminine (Walkerdine, 1994; Weedon, 1987). Gender has
also been described as a pervasive symbol of power centered around
the subordination of women (Scott, 1986). Feminists view gender

not as something someone is, but rather as something that is



experienced by people (West and Zimmerman, 1987). The terms
‘'man' and ‘'woman’ are defined not as biclogical descriptions, but as
systems of behavioral expectations. Thus, gender is often symbolic of
cultural experiences. Articulating and naming those experiences
brings the subject of gender more fully to consciousness.

Feminists evaluate gender by focusing on it as a social relation
and exXamine the processes that magnify its significance. The key
ideological goal of feminist research methodologies is to correct both
the invisibility and the distortion of the female's experience of gender
in ways relevant to ending women's unequal position. Feminist
critigues rethink and deconstruct "master” narratives within a
culture, especially gender constructs (Luke, 1989). Master narratives
refer to overarching philosophies of history such as the Enlightenment
construct of the steady progress of reason. Feminist critiques
advocate the de-centering of master narratives with new forms of
discourse and alternate narratives.

The culture of educational administration is centered around the
constitutive meanings and practices connected with the field (Sotirin,
1987). Professional cultures are based on what is said (discourse)

and done (practice) in their name and include tasks, research, and



associated values (Cherryholmes, 1988). Feminist research in
education involves deconstructing the common practices and
discourses within all patriarchal cultures because only then can they
become revised. Smircich (1985) stated, “For us to see...in cultural
terms is to understand...within a wider pattern of significance" (p.
66).
Statement of the Problem

My research proposed a wider understanding of secondary
school administration as practiced by women through an examination
of the language and stories as told by the women administrators
themselves. Smircich {1985) stated, "An important and necessary
aspect of a cultural paradigm for...analysis is the addition of a
feminist voice to the discussion... "(p. 67). Breaking the silence of
women's voices within the dominant discourse of secondary
educational administration may give voice to alternative perspectives
and provide a forum for possible emancipatory practices. Foucault
(1972), a French philosopher, called the emergence of a specifically
feminist discourse "an insurrection of subjugated knowledges."

Shakeshaft (1989) pointed out that "the misogyny of the male

world makes women's lives in administration different from men's"




(p. 52). Research indicates that secondary school administrative
culture fails to acknowledge or consider women's experience and the
possible revolutionary potential of feminist perspectives (Shakeshaft,
1987, 1989; Schmuck, 1981). Some authors have written of the
overvaluing of the masculine in management and leadership (6ray,
1982; Heller, 1982; Schaef, 1981). Studies of gender differences in
leadership have been a relatively recent phenomenon (Shakeshaft,
1986; Luke, 1989).
BResearch Questiop

This research egamined the interpretations of behaviors are
embedded in women's discourse in the cuiture of secondary
educational administration. The basic research question was, "lJhat
does women's discourse reveal about the modes of resistance and
acceptance used by women in negotiating their place within the
culture of the high school principal?”
Significance of the Study

This study is practical even though some practitioners may
question it for wearing a theoretical badge. Practices within
education that limit full representation of differing persoens and

interests challenge the notion of pluralistic educational values and



limit their possible development. Fine (1993) states that one aim of
feminist research may be to identify limitations of representationin a
culture and to contribute to the understanding and development of
alternative discourses. Underiying that aim is the belief that multiple
discourses can provide greater insight than can any single
authoritative position. Cherryholmes (1988) stated that feminist
research "creates spaces where debate over power and the
production of knowledge could be held through its cogent argument
that the exclusion of women from the knowledge base brings into
question that which has passed for wisdom" (p. 75).

The importance of this study is threefold. First, the marginality
of women in positions in secondary administration imitates the
pattern of the larger culture and examination of this marginality may
call attention to women's resistance and acceptance in many
contexts. Second, the study offers to provide increased awareness of
the perception and evaluation of gender differences in secondary
educational administration. Third, the study promotes an alternative
discourse that may support the deuvelopment of a pluralistic identity

for educational leadership.
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Delimitations

With notable exceptions (Edson, 1988; Funk, 1988; Pavan, 1991)
most studies of gender differences in school administration have been
conducted by means of mailed questionnaires. Little information has
been obtained from interviews in which women were asked to reflect
about their experiences. Moreover, while some scholariy research
has investigated organizational and leadership cultures from a
gendered perspective (Marshalil and Mitchell, 1989; Sotirin, 1987),
there are few such studies that have etamined secondary educational
administration.

| interviewed five female high schoagl principals in Ohio from the
total population of 49 head principals. The research was limited only
to head principals, not women who served as assistant or vice
principals. Determinations regarding sex were made by identifying
principals with traditional female names. The sample was drawn from
the population identified in the Ohio Educational Directory for 1993-
94. The selection included representation from as wide a demographic
variation as possible.

This project was feminist in design. Feminists view knowledge

as created through "personal and concrete interactions...and as
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personal, concrete, particularistic, and contextual" (Agger in Kontos,

1975). Ferguson (1984) viewed feminist discourse as "made by each
individual from the precarious and changed point of view of personal
experience” (p. 179). The following view was advanced by

Christiansen-Ruffman (1989):

Intellectual thought stems partly from personal
experience and partly from working with the language,
togics of argument, and systems of relevance that are
part of our society and scholarly discipline. Personal
experiences are aften rendered invisibie, however,

as human understanding is transformed into "objective
science." Intellectual and thearetical development in
the social sciences has suffered from glorification of
abstractions, from false claims to objectivity, and from

depersonalization. (p. 124)

Feminist research methods embrace the personal as a legitimate
way of knowing (Belenky et al., 1986; Gilligan,1982). Feminists do not

maintain the traditional stance that scholarship is neutral and that its
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product is objective knowledge. In feminist critiques, traditional
educational research is viewed as part of the privileged dominant
discourse. This traditional stance conceals the arbitrariness of
organizing rules and prevents deconstruction of fundamental
concepts such as power, authority, and legitimacy {Balsamo, 1985).

Tetreault (1984) traced four historical stages of feminist
organizational research. The first generation of studies asked if
women were campetent to fili administrative roles. The second
examined the guestion of female willingness to accept administrative
positions. The third generation of research questioned whether or not
organizations discriminated against women. The latest research
examines gender-related omissions within organizational culture.

My study falls into the last stage.

Questions from the previous stages of research viewed the
culture of schools as bureaucracies capable of technical perfectibility
with the help of scientific administration (Callahan, 1967; Tyack and
Hansot, 1982). The new research reedamines the administrative
culture by asking about preferred values and behavior. The feminist
form of this research questions why the voices of women are not

heard within the culture of secondary school administration.
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Limitations

It is not possible to be a detached researcher, to understand
voices without the insertion of self. Using language means attaching
one's own meanings, and this creates a privilege by the researcher
that invades all research relationships. The questions asked, as well
as the meanings assigned, were determined by my own positioning as
a woman high school principal within the discourse which framed this
study. By focusing on discourse rather than on truth, and by
recognizing my own inextricable involvement in the process of
creating meaning, | did not expect to free myselif, to achieve
transcendence, or to presume that through seif-reflection | could
disengage myself from my research. | am a woman high school
principal. Rs Smith (1990) pointed out, researchers exist on the same
plane as those who speak with them. | am inextricably involved in
the discourses which shape women in the culture of the high school
principal. While | have attempted to explain others' words through
my own, | have been keenly aware of my own interaction with my
findings. My own discourse impacts on the meanings that | create.

Moreover, it was not my intent to create normative data for the

purpose of prediction or control. instead, this study produced
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a body of discourse that may lead others to develop interpretations
and understandings that are meaningful to them.

The term 'gender’ refers to a set of socially produced distinctions
and patterns of behavior that are characterized as masculine or
feminine. These assumptions are manifest in a number of ideas and
practices which influence the identity, social opportunities and life
experiences of human actors (Mills, 1988, p. 352).

The term 'culture’ refers to a pattern of assumptions and
behaviors that are invented, discovered, or developed by a group as it
learns to cope with its problems of adaptation and integration.
Cultural assumptions are believed to have worked well enough to be
considered valid and are taught to new members of the group as the
correct way to perceive, think, and feel (Schein, 1998). Reflections of
the organization’'s culture are observed behavioral regularities, group
norms, organizational philosophy, and climate (Schein, 1985).

Concluding Comments

In this chapter, | have identified feminist discourse in the
culture of the high school principal as the area of research for my

study. 1 have identified the need for feminist research as a possible
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way to deconstruct present practice and provide voice to alternate
discourse in this cuiture. The inclusion of feminist voices to the
discourse may enable practitioners to learn from women in their
marginalized position as outsiders within the culture of the high
school principal.

In the next chapter, through an examination of the works of
others, | will present educational bureaucracy as a part of the
dominant masculinist discourse in the culture of the high school
principal. | will then propose a feminist critique of positivist
organizational analysis and educational bureaucracy as an alternate

discourse to current practices.



CHAPTER 2

REVIELY OF THE LITERATURE

This chapter has three objectives. The first is to examine the
theoretical dimensions of organizational and leadership analysis
especially as they pertain to educational organizations. Modern
organizational and leadership structures will be presented as
chéracteristic of masculinist models. The second objective is to
present the culture of the high school principal as a masculinist
enterprise (Reiger, 1989; Blackmore, 1989). After this review of the
construction of bureaucracy as the "scientific organization of
inequality," (Ferguson, 1984, p. 8) the chapter will present a feminist
critique of educational bureaucracy as an alternative discourse to
current practices that marginalize women within that culture.
Mascu!inist Organizational Analysis

The bulk of organizational analysis is positivist. Griffiths (1983)
noted, "At the present time, the writers of the popular textbooks in
educational administration use a strictiy positivist definition of
theory" (p. 216). Griffiths noted some exceptions, including Weick

(1979) and Pfeffer (1982), but he observed that the bulk of the
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training material for educational administrators is built upon the
positivist paradigm.

Both Pfeffer (1982) and Burrell and Morgan (1979) conducted
comprehensive critical reviews of organizational theory and research
that characterized the present state of organizational theory as
positivist. Pfeffer (1982) described the organizational literature as
dominated by "the element of conscious, foresightful action
reasonably autonomously constructed to achieve some goal or value”
(p. 78). Burrell and Morgan (1979) stated that "the dominant
perspective within the field of organization studies is characterized
by a close and interactive relationship between social system theory
and objectivism" (p. 123).

According to Guba (1985) the following concepts constitute
positivism: (1) there is a single tangible reality; (2) the inquirer is
able to maintain a discrete distance from the object of inquiry,
neither disturbing it nor being disturbed by it; (3) the aim of inquiry is
to develop a nomothetic body of knowledge encapsulated in truth
statements independent of time and context; (4) every action can be

edplained as the effect of a cause; and (5) inquiry is value-free.
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In positivism, theoretical adequacy is achieved through
ob jectivity and universalism. 0bjectivity is "the inquiry's
independence from the subjective values, interests and emotions of
those who engage in...inquiry" (Jagger, 1983, p. 355). Jagger noted,
“The aim of these methodological constraints is ultimately the same,
to provide justification for the claim that the theories produced by
these methods are not biased" (pp. 377-378). Because positivist
methods supposedly do not present the viewpoint of any particular
group, these methods supposediy achieve the goals of universalism as
“conclusions that are universally applicable and as embodying
universal or human values" (pp. 377-378). In positivism, knowledge
is value-free and is not marked by power or ideology. Knowledge is
presumed to be the achievement of rational individuals who are not
the product of particular social relations.

Positivistic organizational analysis began with the work of
Weber (Bologh, 1990). Weber's bureaucracy rested on rational
grounds. Thatis, "a belief in the ‘legality’ of patterns of normative
rules and the right of those elevated to authority under such rules to
issue commands" (Parsons, 1947, p. 328). Weber's writings defined

the characteristics of bureaucracy, which included a hierarchy of
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controls, a division of labor, and detailed rules and regulations.
lWeber's work fits the search for order, rationality, and scientific
legitimacy that characterizes the present social and behavioral
science community in the United States. His work also supports the
faith that the problems of humankind are able to be solued through
the process of research by social scientists. LWhile granting the
difficulty of attaining excellence in bureaucratic performance,
Weber's view was that divergence from the ideal bureaucratic type
was irrational and interfered with organizational efficiency.

Through historical research Weber developed the belief that
rational examination and organization of conduct could transform the
organizational world into a world dominated by the logic of the
machine (Bates, 1989}). The logic of the machine, as constructed
through an organization based on power and hierarchy, became
Weber's dominating logic of organization. Weber noted that the
bureaucratic form routinized the process of administration exactly as
the machine routinized production. Found in Weber's work (1947) is
the first comprehensive definition of organization that emphasizes
precision, speed, clarity, regularity, and efficiency thraugh detailed

rules and regulations. Weber's work is so pervasive that nearly all
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organizations are structured around some type of bureaucracy (Clegg,

1979).

Bureaucratic discourse claims political neutrality. By claiming to
be a non-ideolagical instrument for efficiency, bureaucracy renders
itself "ideologically invisible" (Roszak, 1969, p. 8). The official
version of reality offered by bureaucracies presumes a logic built on
ariomatic theories.

Greenfield (1971) recognized that, within a Weberian view,
administrators are presented as carriers of rationality and initiative,
while other actors appear as objects of managerial action (1986). As
Marcuse {1971) observed, "the main basis of this rationality is
abstractionll...the reduction of quality to quantity" (p. 136). The
gualities of the person are disregarded in favor of quantification.
Habermas {1972), a German philosopher, pointed out that Weber's
rationality was located in the social, political, and economic
organizations characteristic of the modern state, and that the resuit
of bureaucracy was the substitution of a rational world of coercion

for the liberated world of individual action. Weber (1947) siated:
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Bureaucratization offers above all the optimum
possibility for carrying through the principle of
specializing administrative functions according to
purely objective considerations....The "objective"
discharge of business primarily means a discharge
of business according to calculable rules and without

regard for persons (p. 215).

Weber's bureaucracy "...develops the more perfectly, the more it is
dehumanized, the more completely it succeeds in eliminating from
official business, love, hatred, and all personal, irrational and
emotional elements which escape calculation” (p. 975}). In
bureaucracy, individuals become identified only with their
organizational roles (Ferguson, 1984).

Second-generation organizational theories produced a new
concern about the human and informal aspects of organizations, but
these theories were still framed by the view of the individual as the
universal male (Blackmore, 1992). Embedded in organizational theory
and administrative structures, masculinist discourses are dominant,

as are particular gendered images. Second-generation administrative
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literature from this period identified the "rational bureaucrat,"
"organizational man," and "corporate man" (Wolcott, 1973; Whyte,
1956; Kohn, 1971).

Situational or contingency theories still maintained the positivist
frame but stated that there are administrative skills and behaviors
ranging from democratic to authoritarian which can be learned and
selected for use in certain contexts (Clark, 1985). These theories
proposed that, with training, administrators can learn to expand their
range of styles and become effective under varying conditions. This
research sought to identify patterns of administrative behavior and
ta establish the situations under which each style was most effective.
No specific administrative behavior was given preference except as a
means to achieve a particular organizational end most efficiently
(Clark, 1985). The goal, however, remained the creation of a
perfectly rational organizational form. The Weberian model remained
unquestioned (Bologh, 1998).

Most contemporary writings on organizational theory still refer
explicitly to the theory of bureaucracy as defined by Weber. Weber's
paradigm for ieadership within a bureaucracy has been modified and

additional variables have been studied with greater sophistication in
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their methods of measurement. While this has caused the field of
leadership study to become more practically and scientifically
heuristic, the theory's basic tenets continue largely unchallenged.
Researchers have added sophistication, clarity, comprehensiveness,
and validity to the basic construct without abandoning or replacing
the construct itself. The structure has been built up and modified, but
its essentiat assumptions stili govern the dominant discourse for
administrators within organizations and the training programs for
educational administrators in universities. Weber's bureaucracy
remains “the major ways through which hierarchical relationships of
power and authority are erected and maintained" (Britan & Cohen,
1980, p. 2).

Organizational leadership and management theories make
Weber's naturalistic, scientific, and behavioristic bias dominant by the
acceptance of his theory's tenets {6reenfield, 1975). A fundamental
assumption underlying such theories is that once administrative
science has discovered the rules, then the knowledge developed from
these rules can be used to control the organizationai environment.
The basic orientation is toward control (Clark, 1985). These theories

seek to identify how to manage and/or manipulate the people in an
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organization toward the most efficient means of reaching pre-
specified ends. Moreover, the supposed ob jectivity of positivistic
management theory separates means from ends and facts from
values. (Blackmore, 1992). Decision making is attributed to the
pasition and not the individual, thus absolving individuais from moral
and ethical responsibility (Bates, 1988). The decision-making process
becomes "vague and impersonal, the instrument of an anonymous,
fragmented intelligence” (Presthus, 1978, p. 55).

Because positivist administrative analysis is a field of study
dominated by Weber, the traditional conceptualization of leadership is
bound by a hierarchical, authority-heavy conceptual structure, and
the disciplines of leadership are generally devoted to the scientific
improvement of the functioning of organizations (Bologh, 1998;
Ferguson, 1984). One of the fundamental assumptions of positivism
is that under similar conditions similar events will yield similar
results, yet positivism has failed to produce definitions of precise
inter-relationships regarding leadership behavior in administration
(Ciark, 1985). There are no aziomatic theories that predict the

reproduction of leadership wherever desired.
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In research and theory development concerning both
educational and organizational analysis, positivism has had a
continued privileging. Truth has developed into a procedure
determined by objectified methods with controlied values.
Researchers have had privileged access to meaning. Their meanings
have restricted alternate discourse. The heritage of the assumptions
in this work is an impediment burdening the field of organizational
theory and practice (Clark, 1985). The power of positivism has buiit
bureaucracy into an ideological iron cage (Bates, 1988).

The Culture of the High School Principal

Since the development of contingency theories of administrative
leadership, the role of situational moderators has been seen to impact
oh the acts called "leadership." Culture is a great moderator
(Marshall, 1993). Burger and Luckmann (1967) viewed all cultural
structures as "created through images and the symbolic
order...[andl... expressing the commitments of the past,
institutionalized in power arrangements, and persisting into the
present by affecting people’s behavior" (p. 334). These cultural
structures provide a patterned system of knowledge and

conceptualization (Builivant, 1981). Administrative work is culturaliy
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formed. Cultural structures provide the thought patterns by which
high school principals interpret reality.

There is a dominant cultural system of discourse related to
parious social categories, including individual occupation, academic
credentials, race, gender, religion, and sexual orientation (Brown,
1993). Individuals use the meanings given to them by the dominant
cultural system to interpret their interactions with others, often
without conscious awareness (Brown, 1993). However, individuals
may develop discourses that reject the dominant social norms and
expectations (Brown, 1993). My study proposes that discourses are a
combination of acceptance and resistance.

Pringle (1990) stated that "all discourses are produced from, and
themselves occupy, sexually coded positions” (p. 180). As Jagger
(1983) pointed out, what passes for knowledge within a culture is the
representation of the dominant group's interest. Lather (1991) stated
that "positionality weighs heavily on what knowledge comes to count
as legitimate" (p. 116). The knowledge that shapes and sustains
behavior in a culture is the knowledge developed by those in positions
of power within the prevailing order. Burger and Luckman (1967)

stated, "People's behavior, so structured and constrained, recreates
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the structure that, in turn, guides thought. Exactly so is culture
created, and so does it shape the process of its subseguent
recreation” (p. 334). This makes reshaping the culture difficult. "The
extent that the insights of the culture...controls rather than
expresses...may thus prove quite...totalitarian in its influence"
(Morgan, 1986, pp. 138-39). Thase in positions of privilege granted by
the status quo may marginalize ways of giving meaning to experience
which redefine cultural gender norms and enable the maintenance of
the dominant discourse of the culture. In the case of the high schaaol
principalship, this dominant discourse would be masculinist. Existing
norms must be constantly reaffirmed as part of the large body of
common-sense knowledge upon which individuals draw for their
understanding.

Presthus (1978) observed that we live in an organizational
society because organizations are likely to influence almost
everything. People build their lives around distinct concepts of work
and leisure, follow rigid routines five or six days a week, live in one
place and work in another, wear certain ciothes, and defer to
authority. This is all a result of how organizational culture influences

our lives. People in organizations, as in social life generally,
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generate knowledge that tells them what is, how it got that way, and
what ought to be (Blackmore, 1989). Such knowledge forms the
substance of organizational cultures. People learn these basic
patterns of assumptions that make up organizational culture
(Sergiovanni et al., 1992).

Because the culture of the high school principal is dominated by
masculine discourse, this discourse becomes the common sense
knowledge within the culture (Bates, 1984; Blackmore, 1989;
Noddings, 1994). It is the "general direction imposed...by the
dominant group" (6ramsci, 1971, p. 12). This discourse impacts on
women situated in this culture because it is their voice which is
marginalized. The common-sense beliefs reproduce gender relations
in school and bureaucracy (Hearn and Parkin, 1983). Embedded in this
culture are images and languages that exclude the perspective of
women or assume that women's perspectives are the same as men's.
The discourse of women cannot be discovered without reflection
because “women's perceptions of reality are distorted both by male
dominant ideology and by the maile dominated structure of everyday
life" (Jaggar, 1983). This view is supported by Bates (1984) who

observed that schogl administration mirrors and reinforces the
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patterns of dominance and subordination found in the wider society.
Those who do not adopt the masculinist discourse risk being
marginalized or being labeled dysfunctional. IJomen high school
principals can prouvide a different voice, but frequently do not. This is
dictated by the sway of masculine discourse as the dominant voice
within the culture.

Within the educational literature, eramination of the cuiture of
the high school principal is sparse and is largely limited to the
feminist critiqgue (Marshall, 1985; Noddings, 1994). This is because
the "common-sense” of the maie culture is not refiected upon by
men. The situation is so acceptable and so normal that it is taken for
granted and not discussed (0seen, 1993).

Marshall (1985) interviewed twenty-five wemen school
administrators and identified three stages in their career
development. The first stage was termed the "Culturally Defined
Stage," in which the women mold their identities, attitudes, and
choices according to societal expectations. Marshall labeled the
second stage of career deuvelopment as "Transition,” during which
women find ways to balance, integrate, and discard ineffective roles.

During this time, women face female career-role strain and find
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access to a male gender-typed career. The last stage identified by
Marshall is the "Self-Befined Stage,” in which the female
administrator adjusts roles, builds substitutes for role expectations
she cannot fulfill, and adjusts to the discomfort that she feels with
"games-playing” within a maie gender-typed career. In this last
stage, the female administrator becomes acculturated into
educational administration. Marshall's critique stated that women
need to be socialized into the culture of educational administration in
order to be "successful" within the culture.

Educational leadership is culturally formed (Marshall, 1989). The
culture of the high school principal is not “the coherent, authentic
source of the interpretation of the meaning of reality” because
experience and reality are not fised (Weedon, 1987, p. 8). Knowledge
of the culture is not based on unmediated experience of the culture
simply revealed through transparent language, hut is governed by
gender and power reiations. Relations of gender, of power, and of
knowledge construct people as cuitural subjects. This is an
afternative to the positivist perspective of organizational leadership
which places emphasis on reality as socially constructed through the

interaction of individuals (Mumby, 1988). Rdministrators are socially
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situated actors who are caught up in power relations of gender that
are not arbitrary, but are historically constituted and may not be
entirely understood by them (Bates, 1984).

tbomen must construct leadership without access to its
dominant discourse. Itis the purpose of this study to recognize the
voices of women in the culture of high school educational
administration, with attention given to their specificity as women and
their differences from men. This study examines how women
construct their own strategies, modes of behavior, and perspectives.
The specific topic of interest is how strategies of discourse position
and create women in the culture af the high school principal.

jnist Critique of E ional

The usual approach of the paositivist paradigm is to negtect
gender completely (Hearn and Parkin, 1983). Most organizational
studies have been gender blind or, what 0'Brien (1981) has termed, in
the "male-stream" (p. 5). Teuts about organizatiens turn out to be
discussions of men, men's behavior, and masculinity (Hearn and
Parkin, 1987). Traditional knowledge in such organizational literature
assumes that what organizations are and what happens in them are

"free of, uninformed by, and unshaped by" gender relations (Morrison,
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1992, p. 4). There are few references to gender in standard texnthooks
or readers on organization. Little has been written about how women
and men might construct "organizational reality through
interpretation and interaction in relation to gender and sexuality,"”
although what has been written indicates that "women and men
experience organizational life differently" (Sheppard, 1990, p. 141).
Gender issues are important in the everyday lives of both men
and women. Gender constructs affect every aspect of life, from the
ways that infants are treated, to the actions of the educational
system, to adult working conditions. Yet, scholars in organizational
theory have made the assumption that scientific knowiedge as gained
through empirical studies is objective and positivist and can be
generalized across situations and gender. This assumption is blind to
the different structural positions men and women often occupy. As
Weick (1979) suggested, positivist organizational analysis has
limitations because "rationality is best understood as in the eye of
the beholder” (p. 21). Rationality is bounded by the individual's
perceptual and infermation processing limitations, and these
limitations are tied to the present power relationships between men

and waomen.
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Positivist views assume organizational analysis to be neutral
with respect to gender voices, but such views assume that it is
possible for women to completely suspend any reference to their own
social histories (Rizvi, 1993). However, as Martin and Mohanty (1986)
stated, "The claim to a lack of identity or pasitionality is itself based
on privilege, on the refusal to accept responsibility for one's
implication in actual historical and social relations, or a denial that
personalities exist or that they matter, the denial of one's own
persaonal history and the claim to 3 total separation from it" (p. 208).
The myth of bureaucratic rationality has dominated the study of
organizations and, by so doing, has been a powerful ideological
resource for maintaining particular gendered relationships (Martin,
1987). Ferguson (1984) called this "the scientific organization of
inequality” (p. 8). As Kanter (19795) stated, the formal structure of
organizations embody a "masculine ethic of rationality.” The
masculinist position embraces objective truth and refuses to endorse
the possibility of a politics of truth (Weedon, 1987). Possession of
‘the facts' is a dominant and restrictive mode of power (Hearn and
Parkin, 1987).

American school administrators have been responsive to
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positivist bureaucratic ideology. The view of educational leadership
as bureaucratic rationality, supported by positivist theories of
knowiedge which assume and privilege universal laws of
administration, has become dominant (Grundy, 1987). Positivist
bureaucratic principles have been incorporated into the
ogrganizational practices of the educational system. School
organizations have leaned heavily on the use of general rules to
control the behavior of all members of the organization. Authority for
making and using these ruies has been supported by rational
considerations. This allows schools to operate in a spirit of
"formalistic impersonality" (Abbott, 1965, p. 45).

The school organization has developed a clearly defined
Weberian hierarchy of authority, even though the term ‘hierarchy' is
not commonly used. In schools there is, however, overall acceptance
and implementation of the principle of superordinate and subordinate
reflations which follows the assumption "that the superior, at any
point in the hierarchy is able to tell his subordinates what to do, and
to guide them in doing it" (Thompson, 1961, p. 75). For example,
principals are presently regarded as instructional leaders who should

tell teachers how to teach. This type of masculinist enterprise is



35

privileged by the structure of bureaucracy which parallels the
patriarchal family.

In keeping with the positivist paradigm, popular research has
developed around the concept of making women like men in order to
correct their perceived deficiencies for upward mobility in the
organization. Many books have been written to help women get
management positions and succeed in a 'man's world.' These books all
share a facus on women, although they did not adopt a feminist
perspective. Such books include: Games Mother Never Taught You
by Harragan (1977) and The Managerial lloman by Hennig and Jardin
(1976). Women were required "to bend over backward to assimilate
themselves into the majority culture" (Schmuck, 1987, p. 15). The
advice in these books urged women away from any display of
individualism. “Remember that the more you differ from the
norm...the more you'll have to show that you accept the group values"
(Harragan, 1977, p. 23).

Schmuck (1987) identified four historical research periods
dealing with the place of females in educational organizational
analysis. Nothing was written on organizational analysis from a

female perspective until the mid-1978s. Schmuck called research
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prior to this time "exclusionary” or "androcentric,”" meaning that men
were both the objects and the subjects of study (p. 6).

One of the earliest writers about the role of women in
organizations was Kanter (1975). Kanter asked vital questions about
the impact of organizational structure upon female opportunity
within the organization and the sense of self that developed for
women as a result. Kanter focused on the structural causes of gender
inequity within organizations and called for an analysis which would
bring that inequity to light. Kanter viewed women in management
roles as outsiders or "tokens". RAccording to Kanter (1977), tokens
are not seen as they are and must fight stereotypes. Moreover,
Kanter proposed that tokens must choose between trying to limit
their visibility and taking advantage of their visibility and in doing so
risk being labeled troublemakers. Kanter noted that stereotyped
assumptions can marginalize tokens so that they play limited and
constrained roles within the organization.

Schmuck described Kanter as a compensatory thinker in
Wwomen's research. Kanter included women in organizational analysis
but only within the traditional medes of inquiry which still perceived

men as the norm. Schmuck (1987) labeled this the " just add women
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and stir" approach (p. 13). This approach did not adeguately account
for the role of women in traditional organizational structure. Women
were sometimes mentioned, but no notice was given to gender or
feminist theories.

Schmuck indicated that some early gender research attempted
to explain gender inequity through psychological differences between
men and women. Women were viewed by some researchers as
deficient because of their different socialization from men. O0ther
research demonstrated that there was no psychological difference
between men and women for the purposes of organizational
structure.

The next stage in research on females in organizations that
Schmuck identified was the "systems thinking" stage, which
identified women as oppressed through institutional structure. She
identified the following organizational constraints on women's
mobility: recruitment of males, male mentoring, lack of female role
models, and unfair hiring practices. Wolff (1977) was an example of
a theorist who identified the oppression of women by systems

thinking. Wolff (1977) observed that organizational theory cannot
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account for differential treatment of the genders without evaluating
the oppression of women in society.

Schmuck (1987) labeled contemporary feminist research in
organizations as “"the new scholarship” (p. 18). Feminist critiques
seek to end the silence of women and develop a new language to
name and render women's experiences visible (Rich, 1985).

Marshall (1985) identified stages of female organizational
research similar to those identified by Schmuck. Marshall's stages are
identified by the guestions that each research period sought to
answer. The first stage of research asked, "Are women discriminated
against? How?" The second stage focused on differences between
men and women. It asked, "What is different about women that
makes them less likely to become administrators?” The next stage of
research asked, "How do female socialization and cultural
stereotypes affect women's entry into educational administration?"
The Jatest stage of research asked, "What organizational processes
hinder women?" There are obuious parallels between these stages
and those developed by Schmuck,

The works of Schmuck, Kanter, and Marshall are important

because they acknowledged the place of women in organizational
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theory; however, these women did not use gender to frame new
organizational perspectives. Their theories were more concerned
with placing females into the same positions of power as accorded to
males in a bureaucracy. Feminist critiques have been directed not
only against the distribution of females and males throughout
organizations but alsc against the very structure of bureaucracy.
Feminist critiques do not seek to develop matriarchy as a rival
account from patriarchy, but rather, they seek "effective forms of
intervention into systems of power in order to replace them with
systems that are preferable" {Gross, 1986, p. 196).

In order to examine genderized power relations, it may be
helpful to examine cultural assumptions of feminine or masculine.
Because of the traditional location of each of the sexes in our culture,
the public sphere has been essentialized to be masculine and the
private sphere has been essentialized to be feminine (Reiger, 1989).
Masculinity has been essentialized as rational, analytical,
achievement-oriented, problem-soluing, independent, self-reliant,
and resourceful (Hearn and Parkin, 1987). These are also terms which
have defined traditional organizational and leadership theories as

they have developed from the Weberian model.
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In positivist approaches to administrative leadership, the
masculinist characterization is common. Historical accounts of ‘great
men' substantiate that the behauviors, traits, and characteristics
displayed by men in formal positions of authority have become the
givens of leadership. Schein, in an article entitled "Think manager -
think male" (1976), reported a large and statistically significant
resemblance between linguistic descriptors of "men" and "managers”
and a near zero correlation between "women" and "managers”.
Thus, the model of successful behavior for public life and for our
leaders has been documented to be essentialized as masculine
(Schein, 1976; Bennis, 1989). Therefore, leadership in organizations
has been historically associated with particular characteristics, such
as aggressiveness, competitiveness, and independence, which are
more frequently depicted as masculine,

Thus, the perception is that men's gender and leadership roles
are coterminous, while women experience a contradiction in being
both feminine and leader. The dominant model of scientific
educational administration is built upon conceptions of human
behavior and knowledge which exclude women's knowledge and

experiences, Justify administration as men's wark, and assume men's
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experience as universal (Biackmore, 1989). Sheppard (1989)
recognized that this produces a range of responses termed
"strategies of gender management" through which women attempt to
stay "feminine enough" so as not to challenge prevailing sex role
conuventions and "businesslike enough" so as to be seen as credible
leaders as defined by the masculine paradigm.

Feminist writers have been critical of essentializing tendencies
by automatically attaching a particular behavior characteristic to a
particular biological sex. When authaority is placed in juxtaposition to
nurturance in feminist theory, feminists view this as a gender
construct, not a biological one. The essentialization of traits into
biology limits the way women can practice administrative leadership
as defined by the Weberian model. “In our culture, the role of
nurturer and intellectual have been separated not just by gender, but
by function; to try to recombine them is to create confusion” (Culley
and Portuges, 1985, p. 13). In this view, any kind of authority is seen
to be "incompatible with the feminine* (Friedman, 1985, p. 206).

Shakeshaft (1981) reviewed all the dissertations that were
written between 1973-79 with women in educational administration

as their main topic. She found that even though most of these
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studies were written by women, they emerged from a framework
that was primarily male-defined. She stated, "The research presents
men and the masculine model as the norm and women and the
feminine model as a deviation from the norm" (p. 24). This conclusion
is shared by Heller (1982) who noted that despite the ideologies of
education that support feminine, non-authoritarian, and humanistic
leadership behaviors, examples of positivistic male leadership are still
the norm in educational organizations. Heller found that such
stereotypes of women in leadership roles existed as the "iron
maiden” or the "mother, pet.”

Most of the research on women's management and leadership is
conducted from the same functionalist and positivist approach that
has primarily guided the traditional, masculine models of organization
(Kanter, 1976; Neville, 1988). Overall, this research has found
women's ieadership style to be less hierarchical and more democratic
than that of men. Women tend to use power in the service of others,
thereby increasing the other person's resou;'ces, capabilities, and
ability to act (Miller, 1986). Shakeshaft (1987) stated that building

community is an essential part of the women leader's style. "Women
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exhibit a more democratic, participatory style that encourages
inclusiveness rather than exclusiveness in schools" (p. 4).

In a study conducted by 0zga (1993), women educational leaders
are given credit for being more flexible and sensitive than men.
Pitner (1985) conducted a detailed study of the leadership styles of
male and female school superintendents in the United States. She
found that women spent less time on deskwork, visited more
classrooms, kept more up-to-date on curricular issues, spent more
time with their peers, and mentored others more than men. Their
language was more hesitant and tentative, their agendas were more
informal and flegible, and there was less distance from subordinates
than was the case with men counterparts. Women superintendents
also placed greater emphasis on cohesiveness, favored more group
activities, coped more readily with stress, engaged less frequently in
displays of anger as control mechanisms, were less individualistic,
defused conflict more easily, and spent more time fostering
integrative culture and climate than men in the same role. While this
type of research recognized differences in style between men and

women, it did not focus on social control, hierarchy, or bureaucracy.
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Loden (1985) suggested that there is a feminine ieadership
model can be adopted by either males or females. R feminine leader
prefers an operating style that is cooperative, an organizational
structure that emphasizes teams, and a problem solving style that
combines the intuitive and the rational. Loden stated that such
leadership differs from the traditional masculine model in its reliance
on the emotional as well as rational. This type of analysis attempts to
replace hierarchical approaches and views organizations as
"information based organizations” which cannot work until the
hierarchical bureaucracy is changed to a "centra-archical structure"
(Jardim and Hennig, 1998, p. 128). Within this type of structure,
leaders treat others as equals and favor a collaborative approach to
work.

Fullian (1991) stated that when female principals are considered
as a group, studies show that women are more likely to possess
characteristics associated with effective leadership and effective
schooling, as Fullian defined the concepts. However, it is important te
remember that reported differences between women and men can be

seen as differences in gender-related characteristics, not necessarily

differences in biological sex.
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Lightfoot (1983) explored six schools and attempted to identify
what made each school "good." Her conclusion was that what was
"feminine" in leadership led to good schools. Rll of the principals in
Lightfoot's study were male, but these leaders showed the nurturance
that has been labeled "feminine.” In these schools, there was an
attention given to process that ied to a sharing of power. There was
an emphasis on relationships. Lastly, there was a feeling of liberation
in these schools.

Fullian (1991), Loden (1985), and Lightfoot (1983) defined
feminist leadership style in contrast toc masculinist models. In these
studies femininity was viewed as the antithesis of traditional
positivist organizational and leadership expectations (Forisha, 1978).
In these studies, the emphasis was placed on the differences in
leadership style between women and men and the effect of those
differences on the organization.

Looking at women in administrative positions merely in a
context of leadership style overiooks the cultural structure of work in
a bureaucracy. Feminist discourses do not seek merely to include
Women as objects in the patriarchal discourse, in which sameness is

emphasized rather than difference, but they advocate the
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reconstruction of the concept of organization and leadership at the
most basic level. Feminist critique puts gender at the center of
inguiry, and advocates an alternative discourse to masculinist
bureaucracy. Within feminist definitions, organizational leadership is
not equated with formal roles and is more concerned with collective
activities and values (Blackmore, 1989). Thus, the process of
leadership becomes educative, conducive to democratic process, and
consistent with the professed goals of education.

Feminist critiques are concerned with revealing how discourses
within organizational analysis distort relations (Oseen, 1993).
Feminist critiques advocate the transformation of practices so that
bath empirical and pedagogical work can be not about positioning
oneself but can be about creating a small space where those directly
involved can act and speak in their own behalf (Lather, 1991).

Feminists have advocated research that challenges the status
quo of leadership theories as guided by the traditional positivist male
paradigm. The feminist critique is that the real challenge facing
women in administrative positions in educational organizations is to

deconstruct structural values in the most fundamental sense.
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Women are in the best position to do this. Due to their overall
subordinate status in organizations, women do not possess a
controlling interest in perceived reality and can develop a different
understanding of the world (Ferguson, 1988). Because women are
outsiders in organizational life in general, and especially in
organizational leadership, this "outsider" perspective enables a
unique vision (Forisha, 1981). Within organizations, "there exists the
possibility that outsiders may move beyond fault-finding to create a
new social form, which in the end improves the lot of both insiders
and cutsiders and blurs the distinction between them" (Forisha, 1981,
p. 16). Deconstructing from the position of an outsider offers a
method for esamining the hierarchical oppositions which underpin
gender oppression.

Belenky, Clinchy, 6oldberger, and Tarule (1988) proposed the
feminine as a different way of knewing and of developing self, voice,
and mind. They offered a vision of power that is an alternative to the
traditional vision of the control of human and natural resources
through position power, expertise, or personal charisma. Belenky et
al. (1988) suggested that a masculine metaphor of power is the

traditional pyramid in which power resides at the top and is filtered
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down to others; however, a feminine metaphor of poweris a web, in
which all persons who reside on the web are interconnected. Because
of this, everyone has some degree of power because everyone's
actions resonate with others.

Feminist critiques of leadership are frequently undergirded by
discourses about the sharing of power. The traditional definition of
power arises from issues within the masculinist discourse about
control, dominance, and autherity (Blackmore, 1989). Such constructs
of power have very often marginalized and silenced women. Feminist
discourses reclaim power for productive and democratic purposes.
Feminist discourses typically view power as authority-with rather
than authority-over others. These discourses are similar to Freire's
(1972) concept of "horizontal" rather than "vertical" relationships.

fAis Ferguson stated in 1984:

Feminist discourse offers the potential for reconstituting
the basic terms of...life, of altering the discursive field in
which knowledge and power are appropriated and
expressed. The forms of speaking and acting dominant

In bureaucratic discourse offer no legitimized place for
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feminist discourse; so the creation of this discourse by
calling out the suppressed knowledge of women is itseif
a political act....Because the relation of theory to practice
is not contingent or instrumental but conceptual and
constitutive, the act of changing the way we think about

the world is a way of changing the world...." (p. 196).

it is evident that Ferguson's view of bureaucracy also
questioned the idea of a singular organizational truth grounded in the
absolute. Organizational knowledge is not positivist; it is political
and, consequently, subjective. Johnson (1981) stated that "the
starting point [for any organizational theoryl is not a natural given
but a cultural construct, usually blind to itself....Every theory starts
somewhere; every critique exposes what that starting point conceals
and therefore displaces all the ideas that follow from it" (pp. Rii-nvi).

The critique is of utmost importance. Iif females simply mouve
into the culture of the high school principal without benefit of

feminist or other critiques of the masculinist discourse, they may find



themselves continually marginalized and dependent on masculine
protections. This may thwart the full individual development and

effectiveness efforts of women high school principals.
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CHAPTER 3

METHODOLODGY

Guba and Lincoin (1981, 1989) noted that the purpose of
research and its methodology in the social sciences is the discovery of
elements and insights. Stake (1982, 1991) added that research is also
about understanding. Research that focuses on discovery and
understanding recognizes the existence of multiple realities. Guba
and Lincoln (1985) stated that such realities are like the layers of an
onion; they are interrelated and each layer provides a different
perspective. The inquirer's task is to search out patterns, not for
prediction and controf, but for understanding (Guba and Lincoin, 1985).
Thus, the primary task of research in the social sciences in general,
and my project in particular, is to conceptualize and to understand
social phenomena.

ini 0
Ardener (1972) stated that men and women conceptualize their

societies and communities differently but that researchers tend to
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use masculine research models. Masculine paradigms are more
accessiblie to the researcher because they are the officially accepted
models in the research society. Moreouver, as | observed in Chapter 2,
masculine research models accord with the metaphysical and
theoretical outlook of functional positivism which, in the past, has
guided many researchers. Because masculine research models accord
so well with functional positivist theory, they tend to be presented as
the only acceptable models. A feminist challenge to masculine

discourse has been phrased by Gross (1986):

To speak as, nat for women, is in itself to begin to undo
the reign of the proper...singular phallic organization.
To speak...to overburden oppositional dichotomous
categories by refusing their boundaries...to create a
space in which the exploration of many discourses and
many women's voices can articulate themselves and
force others to listen...[is the purpose of feminist

methodology.] (p. 138-139).
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The leading researchers are defined by dominant, masculinist
discourse, which is structured around hierarchy, the placing of one
group over another group. Researchers compete for places at the top
of professional hierarchies. Out of such discourse, researchers
emphasize prediction and descriptions of the world in terms of
hierarchy, dominance, and competition.

The relationship between feminism and methodology has been a
lang-standing focus of feminists' attempts to change the social status
quo. Debault (1998) wrote that "the dilemma for the feminist
scholar, always, is to find ways of working within some disciplinary
tradition while aiming at an intellectual revolution that will transform
the tradition" (p. 96).

Feminist methodologies offer ways to expand the range of
criticism of our social systems {(Lather, 1991). Expanding the range of
criticism offers the possibility for social researchers to advocate for
change. Failure to examine cognitive authority leaves research
activities mystified and opens these activities to irrationality.
Feminist methodologies question the unexamined exercise of

cognitive authority within our present research society (Mies, 1991).
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One primary concern of feminist methodolagies is how to
conceptualize social phenomena. My feminist methodology does not
impose conceptual frameworks because imposing such frameworks
distorts women's edperiences and silences women's own voices
(Smith, 1978). Traditional analysis, especially quantitative methods,
many times involues the translation of individuals' experience into
categories predefined by researchers. | am concerned with
conceptual practices with which to explicate social relations as
disclosed through investigation and analysis.

In feminist research anaiyses, knowledge gained solely through
rationality i‘s discounted (Simon and Dippo, 1986). Traditional
research assumes that there is an absolute grounding for knowledge
whether it be objective or subjective, qualitative or quantitative.
This is not the case with feminist research. Knowledge is not
discovered by a detached and unbiased observer, and knowledge and
reality are not hidden to be discovered by knowing ‘the way.' In
feminist research neither rationality nor science nor epistemology are
accorded a position of privilege. Nothing is assumed to be outside

relations of power, including the researcher (Benhabib and Cornell,

1987; Oseen, 1993).
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Feminist methodologies displace expectations of linearity, clear
authoritative voice, and closure and assume that it is impossible to
separate the structure and thematic content of thought from the
historical and material conditions shaping the lives of its producers
(Berger and Luckman, 1966, Mannheim, 1936). Feminist research
would be labeled "research as pragis" by 6ramsci, an Italian political
theorist (1971). "Research as prazis" is a phrase designed to frame
Gramsci's call to intellectuals in progressive groups to become
increasingly conscious of their situations in the world. This increased
consciousness would bring awareness of oppression. Feminist
research methodalogies reject rationality-based schemes as
oppression bound by masculinist discourse. Women may discover
their oppression through a discourse that can espand women's grasp
of their experiences and their understanding of the power of speech,
by disclosing the relations organizing their oppression (Flag, 1998).

Feminist methodologies do not transform subjects into the
objects of study or make use of conceptual screens for eliminating
the active presence of subjects (Wilkinson, 1986). Instead, feminist
methods of thinking and analytic procedures must work to preserve

the presence of the active and experiencing subject. Black (1989)
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wrote that feminist research "insists on the value of subjectivity and
personal experience” (p. 75). Feminist methodology emphasizes the
problems in the relationship between researcher and 'subject' and
proposes and practices methods of interviewing that do not objectify
the research 'other.’

Feminist research does not seek to silence or distart the voices
that have spoken to the researcher even though one cannot interpret
voices without the insertion of self. Everyone begins from a position
in the world, and using language requires attaching one's own
meaning (Gergen, 1998). This premise locates an oppression invading
our research relationships and the power relations between persons.

Feminist methodologies also explore the social, political, and
economic processes that organize and determine the actual basis of
experience. Women should speak for themselves and from their
experience. Women tell of experience in their research because they
have an individualistic concept of it (Stanley & Wise, 1983; Gore,
1990). Individual experience can be considered problematic in
research, but tleedon (1987) stated that "the ways in which people
make sense of their lives is a necessary starting point for

understanding how power relations structure society” (p. 8}. All



57

feminism is about power, not so much about winning it or seizing it,
but about deploying it in ways that extend the range of freedoms
available to all.

Methodology and Purpose

The purpose of this research was to share the experiences of
these individual women and to describe them in a way that facilitates
the reader’'s interpretation ef their stories. This may lead others to
re-evaluate their own processes and situations. Stake (1991) stated
that in any research it is the reader's responsibility to provide the
reference population, that is, the comparison groups. It was not my
purpose in this dissertation to draw firm conclusions about
relationships between females and the culture of the secondary
principalship. However, through this research may come naturalistic
generalizations and new understandings about aspects of feminine
leadership discourse in high schoaols.

Wolcott (1973) noted that most dissertations on educational
administration involue surveys, "usually by mailed questionnaire, of
ten, a hundred, or a thousand administrators, subsequently tallied up
and treated with some...statistical interpretation which substitutes

one type of significance for another" (p. #ii). Feminist researchers
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have favored a different perspective and the opportunity for
significance based on personal meaning. My research involved
personal, face-to-face interviewing as my method of gaining
meaning.

Guba and Lincoln (1981, 1985) saw the semi-structured
interview as the backbone of significant research. In the semi-
structured interview, the format is not standardized, and responses
are not expected to be normative. The interviewee participates in
providing both questions and answers. The focus is on reactions to
broad issues raised by the interviewer who, in turn, relies on the
interviewee to tell the researcher what is not known. The use of
semi-structured interviews has become the principal means by which
feminists within the social sciences have sought to achieve the active
involvement of research participants in the construction of data
about their lives (Graham, 1986). The semi-structured interview
refers to a research approach whereby the researcher plans to ask
guestions about a given topic but allows the data-gathering
conversation itself to determine how the information iIs obtained
(0akley, 1981). Yet, the development of a feminist method has to go

beyond interviewing practices and research relationships to explore
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methods of thinking that will organize inguiry so as to preserve the
presence of actual subjects while explioring and explicating the
relations in which everyday worids are embedded. By problemizing
the everyday through actual subject voices, feminist discourse may
open an experimental window in organizational analysis.

It was my plan to use semi-structured interviews as my
methodology. | loosely structured these interviews around a few
questions and then allowed each conversation to develop:

1. Teill me some stories about the intersection of gender and your job

as secondary principal.

2. ibhy did you choose the career path you have foliowed?

5. Tell me about getting your first administrative job.

4. Describe how you deal with students, especially in disciplinary
situations.

5. Talk to me about what you look like at work. What do you wear to
school?

6. Give me a picture of the Ieadership structure within your school.
Your district.

1. Describe your relationship with your secretary. Your

superintendent.
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8. What is your day like? Tell me about the things that you do.

9. 1If you could direct school renewal, what would it look like?

18. What is the purpose of high school today?

11. Is there anything else you would like to tell me that wouid give
me an understanding of you within this job as high schoot principal?

| asked these questions of four women principals previous to
beginning my actual study in order to pilot test the effectiveness of
my questions. The present research was conducted with five female
high schoaol principals from northern Ohio. Because some feminist
methodology interviews relatively few people but in great depth,
there is precedent for talking with just a few individuals. In her
study of organizational newcomers, 0seen (1993} interviewed only
four people. Hudson (1993) used only six principals when she studied
feminine understandings of power.

The Human Subjects Committee at Youngstown State University
determined that this study was exempt, but informed consent forms
were still obtained from each participant. All of the interviews in this
research were tape recorded and transcribed. | read the
transcriptions and developed a sense of how these principals viewed

the issue of gender within the culture of the secondary principalship.
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The interview transcripts are available at the end of this dissertation
for continued interpretation by others. | recognize that my
positioning as a white female secondary school principal who wrote
from a feminist perspective significantly defined my analysis and that
my meanings were subjective. 1 was aware that the conversations
were realfly "a political dance of meaning." (0Oseen, 1993, p. 194).
These conversations served as my method to explore and explicate
the way in which these five women viewed the culture of the high

school principal.



CHAPTER 4

THE FINDINGS: LUCY, FRY, TESS, BETTY, AND SALLY

In doing the work for this chapter | extracted words from each
woman's discourse and provided my own analysis of these words in a
way designed to facilitate interpretation by others. My
interpretations were grounded in the literature | have read as well as
my own pasition as a high school principal. | used some questions to
guide my analysis. tUhat are the modes of resistance and acceptance
used by five women in negotiating their role within the culture of the
high school principal? If they struggle to find their place, how do
they demonstrate that? Does their discourse recognize that the
cultural expectations of gender may be incongruent with the
organizational expectations of being a high school principal? If there
are contradictions between what the dominant discourse has told
them and what they actually come to know by doing their work, how

do they reconcile those differences? These are the questions that

guided this chapter.
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Lucy

Lucy is the principal of an urban school with a student
population of about 1188. Lucy is 57 and was the third, and youngest,
child in her family. She was the only daughter in a single-parent
family. Lucy identifies herself as an African-American. A transcript of
Lucy's interview can be found in Appendix A.

Lucy entered teaching after trying various other career optians.
She began college to become an accountant and then a nurse, but she
disliked both of these areas of training. She then started her
education at a small southern college to become an elementary
school teacher. After teaching for a period of time, Lucy earned her
Masters' degree in counseling and was a counselor for several years
at the middle schoaol level. She was an assistant principal at the
middle school and then at the high school level, after which, in 1989
she became the principal of this large urban school.

Lucy recognized that some men within the institution feit
challenged by her application to be principal, but she did not mention
the concept of organizational patriarchy. She actually seemed to
reject cognitively the idea of gender as an element of organizational

discrimination. However, she stated that when she applied for the
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Job of principal, an assistant principal told her that she was "taking
food out of the mouth of a man's family." Lucy said, "...to them it was
as if 1 had infringed upon something...! had stepped over a line that
this is as far as you are supposed to go and if you do that...what kind
of powers are you going to take away from them. It was almost, |
could see it happening, | don't know how to explain it to you, but |
could see from a counseling point-of-view. | could see the struggle
that went on in the minds of men to outdo me. | could see the guys
working around here to make sure that they got recognition for
everything that they did...."

Lucy did not appear to view patriarchy as an essential
component of women's exploitation but as an accidental aberration.
She did acknowledge the self-interest of particular men in particular
places. “Well, 1 think that this is the very nature of the conservative
side of [Anytown] itself. 1t just wasn't ready. You had to prove
yourself. 1 think |1 had to do that. Aind | think being an assistant
principal allowed me the opportunity to prouve that | could handle the
position as a principal... Like | said, | think it's a lot of Boards of
Education and a whoie lot of people and superintendents who never,

you know, because those are men. for women to come in and say, '!
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can do that job,' you would have to prove yourself. It's unfortunate
we have to work so hard to prove ourselves. You do have to work
much harder to do that. It's unfortunate but we do."

These comments seem to indicate that Lucy recognized herself
as a token in the culture of secondary educational administration.
Lucy articulated that she was not viewed as an individual first but as
a member of a marginalized group. "And | think it kind of helped, and
| don't mean it, | think it helped other school districts in and around
[Anytown], too, to realize that if a female can handle the job in
[Anytown], then other school districts begin to look at it and say, 'By
George, we should be able to do that same thing.' Because up until
then, there was no females in these positions at al! around this
area...."

Lucy's discourse indicated that her leadership centered around
care and nurturance, a feminist concept advanced by Noddings (1992),
and a contrast to the personal detachment of bureaucracy. "But it
was some place along the line between 1972 and 1975 that | just
watched what was happening with administrators, mostiy men. | just
watched what they were doing with kids and how kids were getting

into trouble constantly and the kind of attitude they had towards



66

kids. And | just thought, 'l can do this as well as they can or better
because | think | have more interest, more of the kids' interest in
heart rather than just pulling out a book and simply saying this is
what you did and this is the suspension you get for that.! No regards
for how the kid feit. No real trying to work with the parent. Trying to
work with the kid. None of that. It was just a matter of {ike a slap.
You did it. This is what you got. Goodbye. You know, and angry
parents, angry kids going in and out of the office constantly. And
that was what made me decide | wanted to go into administration. |
really kind of felt it did not have to be such a--1 don't know--such an
ugly way to deal with people. There was no caring about them. You
know, being an administrator, and I'm sure that everybody can't do
that, but being an administrator sometimes you can be caring at the
same time. You can tell a kid aimost anything as long as they think
you care about them. And if you show them that you care about
them. I can suspend a kid tomorrow and, as long as he or she thinks |
care about them, |1 can bring them back in the next day and talk with
them, and they can go about their business. But | just thought the

business was just so cold, and that was my reason for getting into it."
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Lucy's discourse on care is parallel to the tenets proposed by
Noddings (1992) who proposed that educational administration needs
to develop into a caring profession. Lucy's discourse indicated that
she was not willing to place institutional mandates ahead of her care
for students.

Lucy's discourse seemed to recognize the masculinized discourse
of the organization as an extension of the patriarchal family,
although this did not cause her to criticize directiy either the
institutional arrangement of the family or of the organization. Lucy
still saw the problem as belonging to individuals. "l do think that a
lot of whom | worked with really felt for a long time that it was a
power struggie. | think men do got gall in general. 1t's just like a
marriage. Whao's got to be the hoss? | mean they got to be the boss,
if they're not the bosses then, if they can't show where !'m the guy
who thinks quicker than you, or get through better than you, or
something like that. | don't understand that kind of thinking. | just
don't understand it.”

Like the feminist conceptualization of power developed by
Belenky et al. (1986), Lucy's discourse viewed power as something to

be shared, not wielded. "So, but we try to do it in a team approach.
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Even though everybody in this building knows that the final say or the
final--if you've got to appeal or whatever you want to do--it stops
here. But we do try to do things, at least | try to do things from a
team approach because | think it's only right. That's the way |
wanted to be treated when | was an assistant principal. | wanted to
have some say in what went on in this building, and | try te treat my
assistant principals the same way, so that they have some say about
what is going on, and I'm just not telling them this Is the way it's
going to be today or tomorrow or whatever. So |l try to do it from a
team approach....Teachers, on the other hand, aren't always that
comfartable with that cause they have not yet learned. And we've
been going through a process for about the last three years,
particularly with staff, trying to get them to do just that, to get them
to understand they are important. They piay a big role in what
happens...they are going to have a majar part to do in this whole
thing. And | think that some of the feedback we've gotten is that
they are beginning to think, 'We are important. That we are really
going to have something to do with this'....t think they finally are
coming around that they do have some say in some things that are

happening...."
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Whereas these comments apparently reflect the feminist
paradigm concerning power, Lucy's discourse also seemed to contain
contradictions to this paradigm. Lucy seemed to recognize herself as
institutionally powerful, as some of her comments seem to indicate.
"[ID]e usually sit down and discuss what is going to happen and if it
isn't going the way 1 think it can go, if | can see where some of the
things they are saying is not workabie, I'll say that. I'll just say up
front where { don't think this is going to work and I'll give them a
reason why | don't think it's going te work." The feminist discourse of
power-sharing embraces the ideal of participatory decision-making
and rejects the idea of limitations imposed by anyone in hierarchical
power.

While Lucy’s desire to share power extended to the assistant
principals and, to a lesser extent, to the tea;hers, it did not seem to
reach the secretaries or custodians. She viewed herself as needing
only to “take good care of" the people holding these positions
because they do important work and because they are aware of the
organization at a different level. "They're like the ears to the world

of the school. Really they are.”
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IWWhen Lucy's discourse concerning classified personnel seemed to
center only on their worth to the organization, it left them castin a
marginalized role. "[I}t is a group of people that if you want
something and if you want your school to run, you better be good to
your custodial staff. Because they don't see themselves as being
important to the school, and they see themselves in a menial task.”
Lucy did seem to recognize that the marginalized role of the custodial
staff may impact on their performance for the organization, but she
does not seem to be able to break out of viewing these people as a
means of accomplishing organizational goals.

Lucy's discourse seemed to recognize that schools are
structured around academic subjects of liberal education, such as
ianguage, mathematics, and science, that privilege masculinist
discourse. Schools grounded in masculinist discourse put much
emphasis on a narrow form of rationality and littie emphasis on other
aspects of human life. This view is advanced by both Martin (1985)
and Noddings (1992). Lucy indicated that schoois do not address the
needs of women and may actually devalue them. Lucy's discourse
recognized that the marginalization of women in schools was not

limited to women principals. Lucy advanced the importance of
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Martin's (1985) "gender-sensitive" education. "Well, | mean, this
place is for those kids [girls wanting to become mothersl, 1 think, too.
In school we offer courses for those kids who want to be moms and
who want to be a good one. Teach them how to be a good mother.
Teach them how to do that and you won't have, and | think we owe it
to them, to teach them how to be good parents. There's a course,
there's courses kids can take to teach them to be good parents, and |
think that because everyone doesn't want to go be doctors and
lawyers. But those people are just as important. So | think we should
be abie to offer them something in a regular school, in a regular
everyday school for those kids. Right now we offer very little. |
offer very little here at [Anyschooll. We offer some home ec courses.
IWe offer a GRADS course {program for teenage mothers] here and
there, but we really don't offer a lot for these kids. And that's why
we turn out some kids some time that aren't so good at mothering.
find there are kids who want to be that. But they're afraid to even
say it. They really are. They're even afraid to say, 'l don't want to do
anything.’ So we hauve kids aut here saying | want to go to coliege,

and you know darned well they don't want to go to coellege. They just
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don't want to say, 'l want to be a mom' because we have nothing to
offer them."

If given the opportunity, Lucy indicated that she would
construct a different kind of schoal that allows far flexibility around
individual differences. "l would make it more child-oriented....And |
really believe that schools should fit the needs of the kids in the
community in which they serve. And | don't think we do that. | think
we structure schools to fit the needs of a particular groups of Kids,
and we make everyone else fit into that. And I'm not sure we can fit
the needs of every kid, but if | had an ideal setting I'd try and do that.
Which means that some kids would come to school three hours a day
if they needed to. Some other kids would come to school alf day long
if they needed to. It depends on what kids could come to school all
day. There are kids who could stay in school seven or eight hours a
day, no problem. There are other kids who can't come to schoaol,
should not come to school, but more than three to four hours a day.
And they should be out doing something else. And whatever thatis |
think we should structure a school to do that...."

Lucy indicated that many men want to hold to the status quo.

She did not identify such conservativism as part of organizational
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oppression preserving the stabitity of male supremacy. She simply
seemed to view conservatism as a characteristic of the men that she
knows. "I think that women are a littie bit more progressive than
men. | think we take a little bit more chances than we think. { think
that men wili get into a status quo kind of position. They find ane
that works well and we stay there. We work with it, and we don't
take a chance. | don't think men take a chance at wanting to change
anything...[c]ause | think they just like things to be as they are. They
Just aren't going to take a chance at upsetting something and see if it
will run differently--a different way. They just like them, you know,
men just like to see things run well. it can run the same way for
thirty, forty years. It is all right with them. 1t is the same thing tvith
wearing the same shirt and tie for ten, twenty years. They do that.
Dear the same shirt and tie. They don't change. You know, you
wouldn't dare do that. Neither would 1. You wouldn't think about
wearing the same and you know, it is a dumb analogy, but it is. You
wouldn't think about wearing the same dress that you wore ten, even
five years ago. Guys will wear the same suits they've worn for the
last ten years. You know, and that's just the way ! think it's

different."”
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Lucy recognized that the school organization had not changed
either, even though she felt that it needed to do so. "LWe still teach
schaool the ways that were taught twenty, thirty years ago. That isn't
the way kids learn anymore. We all know that our kids do not learn
the same, but we still expect them to....lWe just have not decided yet,
as communities and as Boards of Education, we have not decided that
the future lies in giving our kids a good head start. We still believe
because we went to school twenty-five, thirty years ago that English,
math, science, social studies, taught the way it was, was fine. It
was. It was fine for me, but | don't think it's fine for the generation
of kids we have coming today....The kids that are coming in tc you
with a whole different frame of reference and you coming from that
same unwillingness to change." Lucy's discourse did not draw the
conclusion that because men did not like change and were the
majority in institutional leadership roles, that the strength of
patriarchy was responsibie for the lack of change.

Lucy indicated that her attire emphasized comfort. Her
comments seemed to indicate that she did not devote a {ot of time to
satisfying social expectations and dressing “suitably.” “I'm

comfortable. | wear things that are comfortable--what { consider



75

are comfortable. | won't wear anything that 1 consider
uncomfortable just for...you know, | won't wear it for somebody else.
| won't wear it because you tell me 1 think you ought to wear that.
I'm not comfortable, and | won't wear it. | won't do that any other
time either, not just work. { wear the same thing | wear to work, you
know, if I'm going out some place. You know | have certain things |
won't wear out other places. But as a rule | have clothes | wear to
school and | wear them some place else, you know. If | am gaing out
for an evening out | may dress up a little bit more but | wear the
same things....But | wear a lot of jackets, a lot of blouses and jackets
and slacks or skirts. | don't wear heels too much anymore. i used to
but the age has gotten to the point where you don't wear too many of
those anymore. You want to move pretty fast, you know. RAnd truly
the job does dictate that, though. It really does. | mean if you want
to and you got high school kids and you want to keep up with them,
you really. it does. It kind of dictates you just don't. ¥You want to
keep up. And you are on your feet a iot. You don't wear those kind of
things anymore."

Lucy's discourse did not seem to articulate oppressicn as an

autonomous power hidden as a rational feature in masculinist
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organizational discourse. Her discourse seemed to emphasize her
individuality, and she seemed to recognize her oppression as
perpetuated by individual men. She did not directly question the
conceptual framework of the organization, yet she seemed to identify
herself as an outsider because of her gender. She deconstructed
many organizational practices of power and privilege, and this
deconstruction may have enabled her to develop her alternate
discourse in leadership practice.

fay

Fay is the principal of a rural school with a student population of
342. She is 47 and is the oldest sibling, having a younger brother and
a younger sister. Fay identifies herself as Caucasian. A transcript of
Fay's interview is located in Appendix B.

Fay entered teaching in the area of mathematics. She stated
that she "always" knew she wanted to teach math because she felt
that the career choices in math were limited for women "back then."
Fay entered administration as a high school assistant principal, and
she became the principal at this small rural school in 1991.

Fay did not identify the power of patriarchy as a problem in

attaining a position in high school administration. Fay's discourse
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seemed to center on herself as an individual and her individual
capabilities. "I don’t think gender was considered when | was hired
for this job. | think that the fact the previous board said, 'This is a
woman we know, taught in the building, did well, worked well with
kids, warked well with the community, was involved in all these
activities, has credibility in our mind." |1 don’t think they thought of
me as male or female. | don’t think they sat and said, 'Should we put
a woman in charge?' They were putting [Fayl in charge, and that to
them was not a gender issue.”

Rithough Fay excused the previous board members from
considering the issue of gender, Fay recognized that her genderis an
issue to some people. "And there are areas that | go that--'There’s
the broad. The token is sitting at the table." 'Yeah, proud to be here.
Thank you very much.' |1 don’t think I’'m looked at as gender by most
people. There are those who will always look at it as gender, and
that’s their problem....There are those who will absolutely not even
talk to me. This year, | happen to be president of the [athletic]
league, which is a rotating thing, certainly not anything elected,
because you don’t even want to run for this office. There are guys

who will not deal well with that. They won’t deal weil with that--just
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blow off your ideas and decisions. And that’s 0.K. because { sit right
beside thern at the next meeting and, 'Here | am, John, and yes, you're
going to have to listen to me, and yes, my ideas have credibility and if
you don’t like it, that’s your problem. You’re gaing to have to deal
with it.'" Fay's discourse did not seem to indicate that she feit
oppressed because of her gender. Some people may apparently
dismiss her and her ideas because of her gender, but she seemed to
believe that was an occasional aberration perpetrated by specific
individuals. She indicated that her continued presence would give her
credibility. Thus, her devaluation because of her gender was
apparentiy viewed as an individual prohlem that she, as an individual,
could solve. She did not articulate it as an essential part of a
patriarchal system.

Fay's attire was related to her role within the organization as
traditionally defined. Fay's discourse combined her appearance with
her professional accomplishments. "I try to dress very well. |
believe that the appearance lends some credibility to the individual.
If there is a parent coming in here, and you will notice behind me are
all of my diplomas and alt of my certificates, and all of my plaques,

and everything eise. When the person sits here and looks at [Fayl, |
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want them to see behind me--hey, I’ve done my dues here. | know a
little about what | speak. | don’t want to be sitting here in
sweatshirts and jeans. |1 want them to say, 'This is a professional that
commands respect physically as well as educationally.’ I'm a firm
believer in that kind of issue. Some people are not. Some people are
very modest in their 'lWWe don’t want to tell anyone what kind of
workshops and courses we’ve been to.' | think it lends credibility to
me. So, | tend to dress in suits, in good dresses, in--and they harass
me--always have high heels on. | do not wear, unless I’'m wearing
slacks, and once in a while | wear a slack suit, and | wear flats or
samething of the sort, and that’s fine. And days that I’m going to be
running like a banshee throughout the building because | know things
are going on, I’ll wear flats, but, | believe | must dress the part of the
professional leader of this building, so | tend to do that.”

Besides the masculinized attire, there were other aspects of
Fay's discourse that did not appear to question the masculinist
discourse of the high schoo! principalship. She emphasized the
similarities hetween meh and women and did not think that changing
the gender of the majority of high school principals would change

much of what happened. "IUhat would be different? | don’t know
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that | think, right off the top of my head, that anything would be
different. Women have the same ideas. Women have the same, you
know, we certainly have the same intellect. We have the same
motivation for kids. | don’t know that anything would be different.
No, | don’t believe that we’re all of a sudden going to have flowers
and cookies at alt of the League meetings because the girls’ [are] in
charge. | don’t believe in those sexist kind of issues. But, | think that
things would be the same. Maybe it would lend more credibility to
those that are there.”

Perhaps it is a risk for Fay to state, "Women are different and
this is what it might be like." Fay may be reluctant to become
identified with women's viewpoints because this may mean
identification with stereotyped expectations or, in an oppasitional
society, may mean identification as 'lesser' by being 'the other.! Fay's
discourse regarding women's emancipation apparently works by
claiming similarity with men subjects.

Like Lucy, Fay's discourse also matched Noddings' {1992) care
and nurturance paradigm as a part of her leadership. "l want the kids
to see me. | want to be approachable. | want them to know that ’'m

Just--I’m just here. I’'m always around...l try to walk around, talk to
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kids. Go, 'Hey, good wrestling match last night.! 'l was very proud of
your behavior at the basketball game'....Those kinds of things. Just
interacting with the kids....1 am a hug person. | need to touch. I'm
one af thaose people, for whatever our sensory kinds of things are,
you will frequentiy see me hug a kid. | always shake hands with a kid
before they leave my office. I1t’s a thing of saying, ‘You did this. This
is the consequence. I’ll sign your pass. We shake hands. Thank you
very much’. And we move on. | need them te understand that
consequence doesn’t mean you’re a bad person. It means you made a
dumb decision. | think that’s where a woman--and here we go, it’s a
gender kind of thing--it’s 0.K. for me to be compassionate. it’s 0.K,,
and this is the bad part for the man kind of thing, men who are
compassionate, who are caring, who--[Pauses] | can hug kids far
easier than a man without fear of reprisal. Pure and simple, and | do.
I’m aliways hugging kids. That’s just the way | am, and the kids are
cool about it. They understand it and they just, ‘0.K., fine.” And they
understand, just because you’re suspended doesn’t mean you’re a bad
person, doesn’t mean, | don’t like you, doesn’t mean we’re not going

to be getting along fine. Doesn’t mean that a week from now, I’'m
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going to throw it up in your face. It means, we dealt with it today,
and this is the consequence, and now we’re going to move on."

While Fay stated that she can be nurturing, she indicated that
she can also fit the prevailing model of administrative dominance of
students. "“[Tlhey believe that we want elementary principals to be
nurturing, to be kind, to be loving, to be all of those things. Well,
excuse me, why in the Dickens cannot a secondary principal have
those same kinds of qualities and at the same time have the ability to
kick butt when necessary?....I’m not afraid to kick butt and take
names."

Fay indicated that she used sexual Joking in her dealings with
others. In this way, Fay's behavior may be seen as reflecting the
dominant masculine culture, because sexual joking may be used by
men as a means of maintaining authority. "Basketball. Basketball
game starting. Winter time. Group of fans always sits up underneath
the sign at the top of the thing. [Whistles] | get one of these things.
[Gestures]. Game hasn’t started yet, or it’s halftime. | go trotting
over and one of the guys says, 'You know, you could turn the heat on
in this just a little bit.' And | said, 'You don’t understand. 1 think this

gym feels real good so you’re either going to have to find a guy
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principal or a younger woman if you want heat in the gym.' And he
went, 'Oh, yeah?' | said, 'lt feels real fine to me. I'm having a little
heat right now so den’t even mess with me with the heat in the gym.
0.K.?' And he went, '0.K."' 1 think me, it's my personality.”" Sexual
Jjoking can be used as a way to distance people from each other. It
can also be used for affirming status and authority differentials.
Sexual innuendo can be about the exercise of power and authority in
organizations. This anecdote is open ta many interpretations.

At times Fay's discourse appeared to embrace a feminist
positioning, and at other times it appeared to embrace the masculinist
paradigm. This is probably not unexpected. Contradictions may exist
between the culture of the feminine and the culture of the high school
principal. The feminine embraces care and nurturance. The
bureaucratic embraces uniformity and dominance. These are
contradictory viewpoints that may impact on Fay's discourse.

Tess

Tess is the principal of a rural/suburban high school with a
student population of about 688. Tess insisted that age was not an
important demographic, but she indicated that she had been involved

in education for 22 years. Tess has a Ph.D. in education. She is the
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only daughter of two immigrant parents, her father was "Gypsy" and
her mother was Hispanic. A transcript of Tess' interview is in
Appendix C.

Tess indicated that she had been determined to go into
education since high school. "in high school | had an experience
where people of my kind don’t get college degrees. They just wind up
pregnant or as prostitutes. So | was about to prove them wrong. And
each step | was about to prouve people wrong, and | was going to be
resilient and | was going to defy all the little stereotypes that they
had of individuals [like me]." Tess' discourse apparently indicated an
early understanding of being in @ marginalized position.

Tess recognized a community suspicion surrounding her
appointment to the principal's position. "[Tlhey were very surprised
that a female was hired. The word around the community...that ocne
of them [femalel was hired. Not only was she one of them [female],
but she was also one of them [person of color], which was a double
whammy for them [conservative community members]. A lot of the
old power structure that was here--they have not accepted me,

They will never accept a woman in a position of--1’ll use the term

‘power.' 1 don’t see it as a power position. | see it as a leadership
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position, and 1I’ve had a very difficult time with that....But they would
talk about me having candy dishes around and '0h, it’s that woman’ or
having flowers around or just really ridicutous having nothing to do
with ieadership abilities....I’m going to be reassigned at the end of
this year because the superintendent sees the community not
wanting a woman in this position. Wanting a man. So they’re going
to reassign someone from the central office, and then I’m going to be
reassigned to his position and | said, “i’m not going to be reassigned.
My vocation is to be a building administrator. It is not to play these
ridiculous games that every day there’s another rumor or a lie. My
office is so bland now....l1 used to have a theme. There was a theme
and we’d carry it over to the office. For Halloween | had skeletons
on a table cioth and 'Oh, my God, she’s a witch and she’s practicing
witchcraft.” And this goes on and on, every month something
ridiculous, and it just got to the point where | went, ‘Well, I’ll just
make it as bland as possible.” It’'s really hard for me because you
know you have to assert your personality. When you can’t, then this
Is not the right place....No one should be put through this crap. And

Just because of your gender--that’s absurd, that’'s absurd."
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Tess' attire was in some ways a deviance from the sanctioned
male-defined managerial norms. Tess stated that she at first used
conditions of dress as a way to demonstrate her difference from the
traditional masculinist norms; however, she eventually sacrificed her
own preferences for a look more characteristically invested with a
power dimension. "l used to wear sneakers everyday--different
colored sneakers to match my outfits and the men could not accept it
so what | did during Lent is | wore real shoes and | told them it was a
result of Lent and | told them that | was going to go back to
sneakers...really bold pink sneakers or flowered sneakers....And it
was also a lot easier to get around, because even the other people, if
there was a fight, they’d all go, 'Well, are you going to go?' And so,
I’'m not going to wear heels and be clompin’ around on three staries
and up the stairs, and down the stairs, and things like that. | want to
be comfortable. What’s on your feet, you know. You wear that smile
oh your face or you grimace waliking through the terrazzo floors...."

Yet despite Tess' actions against the perceived norm concerning
footwear, she indicated that she wore the established female
business suit. "I always wear a suit. Yeah, no more pants....| never

wanted to be an administrator who was a male dressed up as a
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female. And | think as women we fight with that all the time."
Apparently Tess accepted the patriarchal assumption that women
should wear skirts, but she continued to defy other cultural
limitations regarding attire.

Tess' discourse indicated that she recognized her leadership as
different and that the difference was defined at least in part by
gender. "You can still keep your personality and still be a person,
your own person, and do a heck of a job as an administrator. | think
we damage ourself when we try and be a man, cause that’s not what
women are. Women are much more nurturing. They have the ability
to be fiexrible and juggle twenty-five balis at the same time. And |
think that men should be envious of us."

Tess identified her dealings with students as centered around
the feminine pattern of care and nurturance. "l was disappointed
[after becoming a principal), because as an assistant principal you
deal much more with kids... and that’s real frustrating because |
reaily try and get involved with the students as much as | can. As far
as finding out how their weekends went, if they had a sporting event,
getting involved. Talking to them about their hair or just engaging.

When the bell rings, I try to be visible and out in the hall and engaging
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with them. I'm not a screamer. One of our interns last year was a
screamer, and | felt this was because of the power thing, this was
how you make people sort of cringe. And as a matter of fact they
gave me a paddie when | first came. | keep it in the corner. But, on a
humane level, exactiy how | want to be treated with respect, | treat
students that way."

Tess recognized that her dealings with students on the personal
level violated the institutional norms which she identified this way:
"'Get ‘em in, get ‘em out. That’s the mentality. Get ‘em in, get ‘em
out." She seemed to want this school to develop into a less formal,
more inviting, place. "l interviewed in the summertime so | never had
an opportunity to see the school in action, and | figured when nothing
was on the walls it was probably because it was summer cleaning.
IWell, that’s the way the school is. They have pride in the fact that
this is a very surgical environment."

Tess' discourse concerning power apparentiy matched Belenky
et al.'s (1986) feminist paradigm in many ways. She implemented
various kinds of shared decision-making groups, including an
administrative team group, a teacher group, and a counseling group;

however, hetr discourse contained contradictions. Tess appeared
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resentful of teachers who blocked her agenda for reform. "l
implemented a shared decision making team. Well, they all wanted to
be on the shared decision team to block my decisions. And that was
real ebvious from the onset, that we’re going to vote against her just
because we’'re voting against her....And as a lead building
administrator you’re supposed to deal...with the obstinate characters
on the staff....l wouid say that half of them [teachers on the decision-
making team] have a hidden agenda; half of them are the informal
leaders of the school. Aind the other half are the people who wanted
to see change, and they wanted to know what was happening--what
the inner circle was like, but they’re very hesitant because the
informal network is very assertive and can make their life miserable."

Contained in Tess' discourse is the apparent understanding that
the structure of schooils is difficult to change because it is tied to the
power of patriarchal society. "Education is often times like the
Datican, just refusing to make any changes. Not going to change.
[Educators think] we’re going to go back to an industrialized society
any day now."

Tess' discourse did not identify gender oppression as a construct

of the modern organization as such, but rather as a part of the
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discourse of certain individuals in a particular location. She stated, "I
wouldn’t have lasted in the ranks here very long.” and "If a
relationship is not working [her relationship with teachers and Board
of Education], then get out of the relationship." "1 think that he’s [the
superintendent] been very frustrated because that i’'m the first
woman in the district. There have been no faorerunners to me. And
that he deals with a lot of flack from the Board of Education. And
really the Board of Education wanted me to be reassigned....l guess
I'm very open and candid, not aggressive, but I’'m assertive. And they
[the teachers] have a difficult time. They will spread rumors and
innuendos...rather than confront you. No one confronts you. | believe
in an open door pelicy...and the staff here would rather pass notes to
one another rather than actualiy confront you because they're afraid.
They’ve never been asked and they’ve never had a voice here....Head
custodian has a very difficult time with me because I’'m a woman.

it’s gotten to the point, 'Well, why is she asking me these questions
all the time? She doesn’t know what’s goin’ on." And that gets back
to me and that’s really a concern. And {’'ve tried to give him more
responsibility with supervising his staff...[but] he doesn’t want me to

ask him for his opinion all the time." Tess' discourse recognizes that
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she is marginalized by others because of her gender, but she
identifies it as a result of particular people or a particular place.
"They will spread rumors and innuendos, and that's not typical of
smalil communities, because l've been in small communities before,
rather than confront you."

Tess identified her efforts to eliminate some of the bureaucracy
within the school. “0n referral system, 1 said, ‘Well, you know, you
need to call the parents if there’s a probiem.’ ‘IWell, the building
principal always used to call.’ ‘iWhat a waste’, | said. ‘1f you had
open-heart surgery and something went wrong in the operating room,
would you want the chief of surgery to talk to the family? 0r would
you want the person who actually did the operation? Why would you
want to engage all these other people? You know what happened.
You talk to the parent. We’ll handle any fights or anything like that,
but, if saomebody doesn’t bring a pencil to class--give me a break. You
calli the parent or don’t write the referral out.” 1 had a difficult time
with that. A lot of ownership, putting it back--a lot of things like
that."

Tess's discourse, like Lucy's and Fay's, followed Noddings' (1992)

view that schools needed to change into places that were more
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nurturing for students and more respectful of individuals. "Just
trying to do things for kids. The school’s never been here for kids.
And trying to do that--you're changing, you’re changing. We just get
‘em in and get ‘em out. We don’t want to interact or anything like
that. Oh, God...." Tess' ideal school "would...[have] no belis. People
would work as teams; they would work collaboratively and work on
interdisciplinary projects. And it would be a lot of pride and a lot of
respect for one another. isn’tit a shame that that’s refarm?" Tess
identified the present system as punishing to students. "QOur purpose
is to prepare people for their next phase in life. That’s what
secondary school should be. Net one of being punitive.”

Tess spoke with an apparent anger. Tess identified her
differences from patriarchal norms as unacceptable to this school's
faculty and this community's members. She did not indicate an
understanding that her differences would continue to cause her
probiems eilsewhere. She identified her choices as either muting her
difference or leaving this particular place. She indicated that she

would pursue the latter alternative.
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Betty

Betty is the principal of a wealthy suburban school with a
student population of about 458 in grades 7 to 12. Betty has been in
school administration for about 21 years and has a Ph.D. in education.
Betty identifies herself as Caucasian. A transcript of Betty's
interview can be found in RAppendix D.

Betty has a female assistal'nt principal. This image of two
women in leadership positions within one high school formed a part of
Betty's discourse. "1 found out later that the faculty had made bets
that we wouldn’t last until December because we were both female.
Interestingly, but not surprisingly, we had become very quickly good
friends. And we’re both people who consider ourselves people Wwho
don’t make close relationships very quickly, but in this case we did,
and it’s been a delightful relationship. It poses no problems, no
challenges, but we have become very close. We became close very
quickly. We have similar interests, and we’re a generation apart, and
that’s kind of interesting, too. So, you can imagine, just as quickly,
which was not a surprise at all, that the lesbian stuff didn’t come far
behind it. My perception was, 0.K., we did get along, we didn’t meet

their expectation that we’d be ‘clawing her eyes out.' We redefined
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leadership and team work for twoe females. 1 think that’s how you do
it. | think it’s different. | think communication is very different. |
think leadership had to be redefined. fAind so | think one of the very
conscious attacks was, They must be tesbians.' Must be because
they’re running everyday. They shower tagether. And so, | make sure
I kiss her once in a while...but, that’s my current faverite that | like
to share. 'Yeah, they’re doin’ a hell of a job and they're really good
and they’re such good friends, they work so well and they’re very
effective--my God, they must be lesbians.""

Lesbhians do not embrace patriarchy's gender expectations and
thwart the established patriarchal order. Lesbian women are not
dependent on men. When women 3are able to work together without
the help of men, as in the relationship between Betty and her
assistant, it is a deviance within masculinized discourse, much as
lesbianism is. It is hard to find ekemplary stories of solidarity and
initiation among women, while for men such stories are legend.
Betty's relationship with her assistant was viewed as a deviance
because of their effectiveness and their friendship. They didn't need

a man to make it work.
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Betty's discourse articulated understanding of her membership
within a marginalized group. Similar actions performed by members
of marginalized groups and members of dominant groups can be
perceived very differently. “"That was one thing that the district
complained, was very critical of me in my inttial evaluation. And it’s
been very interesting, the way they’'ve evaluated me here. My first
evaluation, they said 'The perception the students have, and some of
the parents, is that you’re very cold and uncaring.” And | said ‘0.K.,
that’s fine. That’s the first time anyone’s ever told me that and I’li
look at that, I’ll certainly examine that, but I’ll tell you some reasons
that’s being said.” 1 said, ‘1t’s a gender issue.' | came into this
district, they were looking for a strong leader to straighten out a
number of problems. For a year they were looking for this person and
| believe they found it in me or a hundred people wouldn’t have said
that’s the person for the job. So then, when | took action, there were
some unpleasant decisions to make. And | don’t think it was any
reflection on how cold, nurturing, warm | was, | believe if it was a
male in that position that they would have viewed the persan as

being a take charge, being assertive. fAnd to this day | truly believe in
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my heart that no one would have told someone with a penis that they
were cold or uncaring. They would have said, ‘Good job.’"

There are strong perceptions within the dominant cultural
discourse about how a woman should look or act. Pressures for
gender-typed behaviors are strong; so individuals generally will
conform to gender expectations. This often transforms gender-based
essentialism into self-fulfilling prophesy. Gender-related behauvior is
attached to social expectations and hierarchies that are linked to
gender. Many times when women act in ways considered
inappropriate to their gender expectations, they are censured and
further marginalized. If Betty appears warm and nurturing, she
would risk negative evaluation for failing to convert to the
masculinist discourse of bureaucracy. |f Betty appears cold, she
cannot fulfill gender expectations. Betty is marginalized when she
acts like a man, because she is not, yet she also risks marginalization
if she acts like a woman.

“When | first started administration, | went out and bought five
old man suits, and | keep them for a memory. | got them in Ann Arbor
at a tailor shop. | thought this was the way to de it. And my

husband would say, 'You might as well wear the same one everyday
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cause they all look alike.! So, | was really feeling bad--1 was younger
and that was real important to me. And, | did it for a long time--1
dressed like that. These were little skirt suits. You could have put
this on a smail man and just put a skirt on--and they’re beautifully
tailored--they’re hanging in the closet still. 1t’s a shame | won’t
wear them. Now I’m in this place that | don’t like to do dolly-dress-
up very often. And it’s interesting, when | do the dolly-dress-up and
the heels...the compliments | receive from people is just incredible--
Just incredible. And when | don’t wear my suit and my heels, 1 think |
look just fine. | always wear a blazer. That | wear it with a loose
fitting dress and flat shoes and tights, and | can step back and say,
'It’s a different kind of fashion, but it’s still very professional.’ It’s
not wearing nose rings and it’s very acceptable, but | find it
fascinating, absolutely fascinating, if | put on a pair of shoes like this
that aren’t flat and a suit like this, the respbnse I get is just
fascinating. | had one faculty member two years ago, he saw me
coming in one day and he said, 'Now, that’s how | want my principal to
look." 'Thanks for sharing'....1 think it was a paradigm shift. | figured
out that t didn’t have to be a miniature man--that | could embrace

being female.”
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Sally

Sally is the principal at a large urban school with a student
population of about 1800. Sally's school is set in the midst of violence
and poverty in an area of urban blight. Sally has been in educational
administration for twenty years. She began her educational career as
a science teacher and then became a guidance counselor. Her first
administrative job was in a middie school. Sally identifies herself as
African-American. R transcript of Saily's interview can be found in
Appendix E.

Sally's discourse appeared to be unburdened by marginalization.
Her discourse did not articulate oppression born of patriarchy.
Although identifiable as twice marginalized by both race and gender,
Sally did not articulate an awareness of oppression. Sally's
integration into the existing institutional arrangements appeared
more complete than that of any of the others interviewed.

Sally could think of only one way that her gender and job
intersected. "[A]s you can tell, | have a very low voice, so a Iot of
times, I'm mistaken by telephone as a male. And a lot of times
people, thinking that the principal is a male, just automatically

assume--then my voice--more or less accept that fact. So, I’'ve had
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occasions where people come in and see me for the first time and
they’re expecting this robust male...." No reflection was offered
about why people would expect her to be a "robust” male.

Sally's discourse indicated a leadership centered on domination
rather than nurturance. "l guess | had earned a reputation of being a
disciptinarian....l like to think that I’'m very fair. An old cliche. But
very assertive. I’'ve always felt that students want to be
disciplined...that’s the only thing that allows us to continue to be in
control....} goif. | used to think that | put a lot of wrist action into my
goif stroke, and that carried over to the paddle. That was very
comical, because people judged your ability to paddle by your size,
and any time | would hit someone with the paddie, it was alivays
surprising to them that someone as small as | am, and at that time |
was small, I’'m not so small anymore, not only short in stature, but |
was always so very small. Surprise, | think that was the main
element. Parents and people | run into now, they still talk about the
fact of how meaningful that part of my job was."

Sally did not identify patriarchy as a factor hampering her in
attaining her position. She recognized herself as embraced by the

bureaucratic system. "l was chosen for it [the principal's position] to
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an extent. | chose to go into teaching. And at that time, my only plan
was to teach. Having been in teaching, and was fairly successful, |
like to think, as a teacher, and did enjoy. Got alot of self-
satisfaction out of it. And was advised and encouraged by my
superiors, my supervisors, and those | worked with and under, to
pursue other...that | should go further....| was in counseling...and it’s
been a long time ago--19 to 20 years ago...| was head of the guidance
department at this middle school, and it seems that | have always
been chosen to go into schaols where there are problems. And at this
time they were having a problem at one of the other middle schools, a
young man had just been killed, and at that time it was before the era
of the gangs in schoolis as we know it today, but this particuiar school
was a little out of control. And they needed to send someone there;
so they asked me to go there. So they tapped me, so to speak, to go
to this one school. That’s when | was put in as an administrative
intern, and that was my first administrative experience and position.
Much like the same way | came here. | mentioned that | came here in
the middle of the school year, at the time when the school was in
terrible [shapel...they asked me to come here. | guess, if | have a

story to tel}, that is a story."
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Even though Sally's discourse mentioned committee work, that
work seemed to center around a bureaucratic mandate rather than a
desire to share power. "[0]Jther times | spend a lot of time with
teachers, committees. We’re in this redirect, refocusing, five-year
strategic planning, and so we’re spending a lot of time with that.”

Sally would redesign the high school, but her discourse regarding
change was somewhat different than the others who spoke in this
research. Others mentioned people-oriented changes for
collaboration and nurturance. Sally spoke about change in the school
building facility. "The first | would do would be to secure my building.
| would secure the building so that those of us who must be here
would not have to have that as a concern in terms of our safety and
well-being. And ! think it could be done very easily if we had the
money to do it."

However, Sally articulated that the purpose of high school did
need to change. "l think it should be a place where we are taking
kids and helping them to become well-rounded individuals, well-
rounded adults. | say well-rounded. { think there is a lot of pilace for
the fact that we have to teach them how to be social beings, that’s

going to be important in their lives as important as knowing the date
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of the founding of America. | mean, that’s important, too, but my
desire would be to have a sense of making them become people-
oriented so that they would be better citizens and would know how
to get along with each other.” Sally's discourse seemed to mostly
focus on developing students who would fit into the public realm, by
being "better citizens.”

Even though Saily did not focus on her marginalization, she still
recognized that things are different for her because she is female.
“1’m usually here until 4:38. That’s when | try to get bulletins written.
There’s still a lot of work that peaple feel is female work. Like
writing butletins, the guys [assistant principals] don’t want to sit
down and do that kind of stuff. But, they’re learning." Sally did not
question why she, as the principal, still felt required to fulfill a
gender-based expectation for the male assistant principals.

Sally's discaurse contained ne identification with the students.
Students seemed to be “the other” to Sally. “It just bothers me that
kids now just--there’s no appreciation for each other. Life just has
no meaning to them. | don’t know if it’s a sign of this particular area,
this environment that they’re coming out of, or if that is scmething

that’s true nationwide. 1 kind of feel it’s a nationwide thing. | feel
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for young people now-a-days, | really do." These statements seemed
to express a separation from students.

Sally's attire fit her role within the organization as determined
by traditional bureaucratic expectations. "I think we have an
obligation to set an image. I'm very conscious of how | look, and |
feel | have an obligation to do that. We try to teach kids to be ready
for...! just had a thing this morning with a group of students that
we’re getting ready for summer internship. Talking about an area
saying, 'Well, 1 like this styie, | want this style.' | said, 'l like style,
too, but | don’t style to come to work, | wear appropriate clothes to
work. | style when I’'m on my own time. You have to style when
you’re on your own time. When you go out in these corparations,
you’'ve got to go looking the way that they expect you to look.' They
don’t understand that, and | think we have to set the example. |
can’t say to them, There is a proper way to dress or what we
perceive as proper,’ and then come looking otherwise." RApparently,
Sally did not want students in this high schoaol to accentuate their
difference from the corporate norm. The emphasis still appeared to
be on students developing into successfully assimilated pubtic people.

Perhaps Sally is trying to integrate her largely black student
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population into the traditional cuiture of power that she seems to
have assimilated. The price to pay for that assimilation may be the
silencing of the students' own voices so that they may have a chance
to fit high into the authority pyramid. Sally, herself, is positioned to
be 'the other' yet Sally's discourse seems locked into the paradoxs of
conformity. Sally's message may be that equality is constituted by a
denial of difference. This the message of traditional, 'shirt and tie’
bureaucracy, sameness is a form of domination by which to sustain
society's givens of privileged masculinist discourse. It is the
position of master discourse to see everyone the same in order to
accord them dignhity and respect. Yet, this is an expression of
domination and not a cure forit. Feminist discourses claim the goal
of ending domination and not the ending of difference.

In order to fit in, Sally may have behaved the same or acted like
a man. Sally's discourse operates in such a way as to maintain the
link between women and subordination and men and domination: act
like a man and be dominant, act like a woman and be subordinate. To
dismantle that would be to dismantie the patriarchal system itself,

and that system has rewarded Sally. In the system, gender and
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power coalesce; in this process, a high school principal may not
necessarily be a man, but a high school principal acts like a man.

Sally is an outsider, yet the domination of the system toward
sameness seems to have turned her to insider, masculinist discourse.
She has learned the boundaries well, but this may have sabotaged her
chances to remake and transcend them. Denying Sally difference can
be oppression. Sally appears to have been silenced.

IWWomen's silence can serve to reinforce negative stereotypes
and marginalization. Unless woemen are heard, women can remain the
marginalized other. Silence works towards the erasure, rather than
the affirmation, of difference. Sally needs to be heard. Perhaps, at
some level, she knows it. "What do you do when you get here?" |
asked Sally. "What’s the first thing you do?"

"Scream.”



CHAPTER 5

SUMMARY, CONCLUSIONS, RND RECOMMENDRATIONS

The purpose af this research was to ekamine the methods of
resistance and acceptance used by five individual women in the
culture of the high school principalship. | did this by presenting their
discourses and describing their methods in a way designed to
facilitate the reader's interpretation. | recognized my limitations in
doing this work. What Lincoln and Guba called "outcomes" and
"lessons to be learned” must, by necessity, be somewhat personal
(Hudson, 1993). It is not the purpose of this dissertation to draw
positivist conclusions about relationships between women and the
culture of the secondary principalship. Conclusions are personally
created. RAs Smith (1998) stated, "le're not after the truth, but we
do want to know more about how things work, how our world is put
together, how things happen to us as they do" (p. 34). Smith's
statement summarizes my intent with this research. The conclusions
of this research are personally created. It is my intent that this
sharing of my findings will develop or challenge the understandings of

others.
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Research Question

This research has been concerned with meanings that are
embedded in five women's discourses regarding perceptions and
behavior in the culture of the high school principal. The basic research
question was, "What are the modes of resistance and acceptance
used by women in negotiating their role within the culture of
secondary educational administration?”
Besearch Methodoiogy

The semi-structured interview was used in this research. While
the interviews developed around certain questions, the format was
not standardized. The interviewee participated in providing both
questions and answers. Yet, this study went beyond interviewing
practices and research relationships to explore methods of thinking
that explicate the relations in which everyday worlds are embedded.
It is possible that only certain concepts and behaviors were available
to these women because their feminine gender, the distinction that
they chose to make apparent, was already structured in cultural and
organizational relations defined by the power of the dominant

masculinist discourse.
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Concluding Comments

Bureaucratic discourse powerfully moids men and women within
any organization. Gender is reinforced or created and recreated in
this discourse. Thus, the intersection of gender and knowledge
creates women at the same time that it creates what they know. The
way women exist as women may depend on how the gender images
of what it means to be a woman are bequeathed by a culture at a
given time. What a high school principal does and who a high school
principal is are inseparable, and the 'who' is not an abstraction devoid
of gender constructs. The meaning of what a high schoot principal is
still has not been separated from the term’'s link to masculine
privilege and responsibility.

Within the prevalent culture of the high school principal, women
are invisible. Data are not even available to represent them. There
are no images. For this reason, women within this culture remain
outsiders. The descriptors for successful administrative attributes
are masculine. Historical accounts of great leaders are stories of
great men. Women leaders are marginalized as tokens or stereotyped
as caricatures of "iron maidens." Women high school principals have

difficulty wearing power because the image doesn't fit them. When
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these five women talked about power, they still talked about men,
not about themselves.

The discourse expressed by these women through their
conversations at times appeared internally contradictory. Fay, for
example, seemed to have a sense of herself as a woman and
recognized that she was different from men and treated differently.
Tess seemed acutely aware of being devatued because of her gender,
and she found this disturbing. She seemed to suffer from feelings of
exposure and isolation and endured hostile and patronizing behavior.
Although she had full confidence in her competence, she was
constantly challenged professionally, often with personal innuendo.

At times, all of these women acgquiesced, perhaps
unintentionally, to the dominant, masculinized discourse of the
culture that they inhabit. They expressed this acceptance in various
ways. For example, Fay dressed in ways deemed appropriate by the
dominant discourse. Saily wanted her students to assimilate the
corporate norm. Lucy's discourse sometimes expressed
marginalization of others according to their position in the
organization. However, except for Sally, all discourses expressed

areas of resistance, too. Betty wouldn't wear "man suits.” Fay
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hugged her students. Lucy recognized the patriarchal similarities
between educational bureaucracy and marriage. Tess wore flowered
sneakers.

Stances related to certain social practices are articulated in the
discourses of these women. Weedon (1987) referred to such stances
as "subject positions." Some of the women in this study stated that
they embraced some variation in attire according to what their
activities were for a particular day. This is in contrast to men in
bureaucratic positions who have made the jacket and tie into a
uniform. Because of the established social relationship between
cultural definition of dress and gender division, relationships of dress
within organizations are characteristically invested with a power
dimension. A woman who places herself in masculinized attire couid
be signifying that she has accepted the male-defined organizational
norms. Sally and Fay seemed to have adopted this uniform of dress.
The padded suit shoulders and the tailored, conservative styling
reflect masculinized attire, perhaps in an attempt to confer on these
women the same kind of status that men have. According to Tess and
Betty, deviations from the traditional, conservative norm for attire

were negatively evaluated by others. These women walked an
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appearance tightrope, balancing looking 'feminine’' enough so that
conventional rules and espectations of gender behavior were
maintained, but 'businesslike’ enough, or stereotypicaily masculine
enough, so that the issue of gender difference was minimized. These
women seemed to recognize that they were dressing for an audience
within the cuiture of the arganization. Tess, Betty, and, to a lesser
extent, Lucy seemed to resist this culture's mandates on appearance.
Fay and Sally seemed to accept it.

For the most part, the women in this study did not share the
masculinist view of power as constructed in the bureaucratic
pyramid. The feminine metaphor as envisioned by Belenky et al.
(1986) views power as a web, as opposed to the power pyramid. All
persons who reside in the web are interconnected and have some
degree of power because one's actions reverberate on others. The
power pyramid has marginalized and silenced women because of their
position in it. The web existed strongly in the discourse of Tess. The
feminine tweb, while it seemed to be part of the discourses of Lucy
and Saliy, was also sometimes contradicted. Their genderized
discourse favored web-building. However, the discourse of their

profession demanded adherence to the power pyramid.
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These women found it difficult to adhere to the status and
hierarchy, difficult to act like a man, but they frequently could not
make their web strategy of power-sharing work. Others viewed their
sharing of power with suspicion. This was articulated most
dramatically by Tess. She was enmeshed by strategies of discourse
that both required her to act like a man, but didn't allow her to act
like a man because she was a woman, and as a woman, she was
eXpected to defer authority to men.

llomen have been added on to the organizational strata of the
schools, but the schoel bureaucracy has not really changed. The rules
by which people fit in or do not do so are still linked to gender. The
discourse in the culture of the high school principal demands that
these women act masculine because the feminine gender is
subordination. To be powerful is to be masculine. Resistance is there,
but what exists is still domination by one gender.

The discourses of Sally and, ta a lesser exdtent of Fay, minimized
the differences between men and women as high school principals.
Both women's discourses seemed to view the high school principaiship
much as it is viewed in the dominant discourse. In most organizations

gender-based divisions of labor are reinforced by divisions of
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authority and power expressed through hierarchy. Hierarchical
division by gender is rarely random, and the valuation of men over
women is paralieled in the dominant discourse's valuation of the
gender of male over the gender of female. iJhen these women spoke
in the dominant bureaucratic discourse, they were, in essence, voicing
their own cultural devaluation.

In Fay's and Sally's discourses the absence of a recognition of
their divergence seemed to be grounded in the oppositional structure
of our society. Given birth status in a patriarchal society, men are
afforded masculinist discourse privilege. Women are not afforded
that privilege. People choose to be masculinized and privileged or to
be femininized and not privileged. In oppositional structure, thinking
in terms of gender difference denies the principle of equality. fAs a
result, Fay and Sally denied their difference in order to be equal to
men. The flaw in this thinking is that equality cannot be achieved by
requiring the dissalution of one gender into the other.

The discourses of Fay and Betty mostly seemed to focus on
redressing inequality in employment and on reforming attitudes that
sustain denial of equality. In seeking equality with men, Fay and

Betty seemed to look to reformation of the present system rather
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than to radical change of it. They remained accepting of patriarchy at
least to some extent. Fay and Betty seemed to define equality as
consisting of entry into the masculine world, with no expectations of
major changes in that world. Their discourses seemed to focus
largely on changing the sex of the people at the top of the
educational bureaucracy. With that discourse, women might continue
to support educational organizations that promote a man's waorld
"where men, and the women who have entered the fray, joust and
Jostle for positions of dominance like stags contesting the leadership
of their herd" (Morgan, 1986, p. 211). Aithough these women may
view themselves as promoting the cause of women, they may see
that as happening within the present institutional framewaorks--by
perhaps advancing the cause of equality of female athletics,
counseling the females in the school, and serving as femaile role
models.

The discourses of Lucy, Tess, and Fay seemed to indicate that
they were aware of their marginalized within the culture of the high
school principal, but none identified patriarchy, as such, as an

essential component of that marginalization. When the discourses of
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Lucy, Tess, and Fay identified the source of their marginalization, they
gave the names of individual men. The men were there, concrete.

Women principals are not taught to label the abstract
masculinist power in their culture as 'patriarchy.’ Patriarchyis
taken-for-granted in university preparation programs for the
principalship, just as it is in the larger culture. Feminist critigues are
an anomaly. Patriarchy remains unnamed most of the time, and that
keeps it invisible, pervasive, and powerful.

The limitation imposed by viewing marginalization at an
individual level may mean that these women high school principals do
not perceive a connection with each other by which to resist
assimilation. Their practice is exdpected to obey the imperatives of
patriarchy. As ip the case of Tess, failure to do so resuits in further
marginalization.

In @ masculine discourse, coming-to-know cannot be separated
from relations of power between genders. These relations of power
and knowledge and gender are expressed in masculinized discourse
but serue as the purposeful construction of the cuiture of the high
school principal and of our society in general. Women in the culture

of the high school principal do not experience many forms of self-
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representation which they have produced themselves, as sub jects.
Instead, the representations of the feminine gender that have been
most available to them are those established by patriarchal culture.
This creates a privileging of masculinized discourse. 0Only when these
disparate relations between gender and privilege are noticed and
talked about can links be made between gender and domination or
gender and subordination. When the fink between gender and power
is hidden or invisible, it is fixed and is a soeurce of power beyond
question. Silence is a voice of repression.
Recommendations for further Study

The position of wamen high schootl principals is defined by
patriarchal arrangements within the culture. This culture simplifies
varying human responses and human diversity, and difference denied
is difference ensfaved. Women within the culture of the high school
principal need to develap activities that encompass their differences
as women. Uiewing their marginalization at an individual level may
mean that these women high school principals do not perceive a
connection with each other. They need to do so. Only by connecting
with each other can women resist assimilation and the temptation to

be like those in control and, by doing so, claim difference. Strategies



of discourse which silence women's knowledge about the culture of
the high school principal help to confirm the invisibility of women.
Women high scheol principals need to ask questions about what
has come to be, whose interests are served by particular
organizational arrangements, and from whence frames of reference
come. They need to be critical of how the forces of authority affect
them as they form and re-form their thinking. They need to examine
whose interests are served by ideologically frozen discourses. Those
women using masculinist discourses and paradigms heed to consider
the implications of their own position of privilege agver others.
tlomen can become enmeshed by the contradictions, difficult to
reconcile, which exist in their jobs and their present social
genderization. The structure of educational bureaucracy is still
maintained by strategies of discourse which link domination and
coherence while silently intertwining power and gender. When
research does not egamine power and gender, subordination is

reinforced for women.
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Theory Development and Administrative Practice

Research which intersects with people's self-understandings can
provide possibilities for change. Such research can lead to self-
reflection and provide the forum for possible emancipatory theory
construction. The interaction between theory construction, as such,
and administrative practice will further enable people to re-evaluate
their own processes and situations.

Women high school principals can retell and analyze their stories
to create a discourse for themselves. Then conversations can be
movued to more reflective action as cultural egplorations are moved to
explicit practices. These practices may empower the construction of
a new perception which could undermine masculinist assumptions and
open to question the dominant discourse. This should be done In
colleges in professional preparation programs. This should be done by
women high school principals in groups of their own. This should be
done through publications of feminist critiques. Collective
deconstruction by women high schootl principals is likely to threaten
the entrenched terms of bureaucratic discourse, and the upheaval

may contribute to development of some alternatives for practice.



t do not know if ! will ever be comfortable with the way I
practice my feminist beliefs in my position as a high school principal.
However, it is only when my practice is problematic that | am
conscious of my resistanc; to the masculfinist discourse. When
womehn who are practicing administrators, like me, do not edamine
the intersection of power and gender, they may be more promotable
within the bureaucracy, but their lack of attention to gender
reinforces the dominance of the masculinist discourse of the high
school principal. The culture of the high school principat is a rich site
for cultural re-examination.

The deconstructing of the dominant masculine discourse will
require more research and more discussions that link gender to
patterns of practice within the culture of the high school principal as
it is grounded in the wider culture. Dominance by men is reinforced
and maintained within the culture of the high school principal, in part,
because it is a microcosm of the wider culture.

I believe that it is impossible to separate gender and power

under our present cultural constructs. Howewver, focusing on notions
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of gender enables a way to explore difference and a way to identify
privileges and oppressions. As a feminist, | do not favor feminine
gender '‘power-over,' nor do | seek the abolition of power altogether.
| favor considerations of equity to emphasize the possibilities for
multivoiced negotiation of difference, involving the seeking of new

options which may be, as yet, unarticulated.
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APPENDIH A
Lucy

H. We have to summarize real briefly what you have told me already.
You came in 1977 as the assistant principal cut of counseling--right?
You were principal here in 1989. Your story was about another person
making a comment to you about taking bread out of the mouth of a
man when you took the assistant principal's job. Right?

L. Right. Out of the mouth of his family. He's since retired.
H. Okay. He's since retired.

L. He's gone. He's out of the picture.

H. Ali right. So, you had the ninth graders for the first year.

L. 1 had the ninth graders my first year. And then | think the second
year { had those same ninth graders in tenth grade. And maybe a part
of ninth grade--1 think 1 had tenth graders and a part of ninth grade
and someone else had it and then it was the next year t just kind of
like said, “You know, it's time for us to make a change in how we do
this because you're getting beat up your first year there.” The first
year person whoever [disciplines] your ninth graders are just getting
beaten to death. So we made some changes and | think we either
went alphabetically--1 can't remember--or we may rotated it. But
up until about 1986 or something like that--one principal who was
called the curriculum coordinator had only seniors the other two
principals had the ninth, tenth and eleventh graders. That's why we
flipped-filopped--that's why we went one then the other. But now we
don't even do that. We just do it strictly aiphabetically.

H. When you've had to deal with kids--describe how you deal with
them. What do you think your dealings with them were like? They
would describe you as--?

L. Some kids would tell you she is fair. Some kids would tell you
strong but fair. Some kids would say she is reaily a bitch. That's the
way it goes. But 1 think most kids would say to you that she is caring,
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that she listens to what we say, that she really doesn't pass
Judgment on us until she's heard our side of the story, that sometimes
staff members don't like that. But | think most kids that you deal
with would say to you that | listen to what they have to say. 1 really
do. Unless even if | have a story | always get their side of it before |
make a decision on what is going to happen to them. And they know
too that | am going to telli them up front what is going to happen to
them. I'm going to be very, very open with them. If it is suspension,
I'm going to say it up front. If it is some other kind of discipline--
whatever the discipline is--1'm going to say it to them up front. I'm
not going to tell them one thing and then tell their parents

something else or do something differently than they know right up
front what's going to happen. | think most people tell you that if they
deal with me.

H. What about kids in general? How do you deal with the kids now
that you are in a different kind of a role where you're not the front
line?

L. | still deal with them a lot the same way. | don't get to write
discipline a lot. | don't have to do a lot of that. But there are times |
still disciptine kids. Most kids | deal with now are those who come in
because they feel they've been wronged by the assistant principal or
something like that. And those are the ones that { either sit down and
talk with and try to figure out why they feel they've been wronged
and try to show them why they haven't. | still kind of dea! with kids
the same. | don't deal with them any differentiy except | don't deal
with as many. | do have to be a little bit tougher than what l've been
before. Because there are certain kinds of expectations that | have
that 1 have to stress to them so | am a little bit--1'm probably more
firm with them than | was as an assistant principal, even. And I'd
have to take that as one of the things that |I've probably learned to
be--learned to be a little bit tougher on them than what | was as an
assistant principal.

H. So it's an appeal procedure. When they appeal it they come to you.
L. Yeah, when they appeal they come to me.

H. And then they would go to the superintendent after that.
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L. Right.
H. Did they even do that in a school like this?

L. Not for discipline. It's amazing. | don't think I've even had any
appeals for discipline. l've appeals for outside activities and things
like that but not discipline. I've had people appeal-uh, | had one this
year who appealed a suspension because of a fight before a football
game--Homecoming--that kind af thing. Those are the kind of
appeals that go to the superintendent. But very few-- 1 don't know
of any appeals that's gone to the superintendent because the student
felt they were wronged in terms of a suspension because of behavior
problem. | don't think we've even gotten that far. Most of the time
when the suspension comes to me or when an appeal comes to me
because a kid has been suspended by the assistant principal. Usually
we work it out with the parents so they don't have to go any further,
as a rule.

H. You have a handbhook which kind of delineates this and this and
this and this?

L. O0h we have code of conduct. e have our code of conduct that
every kid gets at the beginning of the school year. We also have
some policies. We have board policies that dictates certain kinds of
things. And we try to follow those. Then after that, beyond that, it's
your own call.

H. Itis your own call?
L. Yeah.

H. You don't have a tiered [code of conduct]? if you do this the first
time, this is what happens? If you do this a second time, this is what
happens?

L. No. We have rules for certain kinds of things. The fighting--there
are suspensions, for truancies, for tardies, for threats and those kinds
of things. There are certain kinds of things that says suspended. It
daesn't give you the number of days of the suspension or anything
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like that. It gives you a suspension, or it's an expellable offense or
something like that. But in terms of how you go about doing the next
if you do it for the first time, the second time you have to be
suspended, you may get--it doesn't say that. it's ieft up to the
building for us to decide. And we do have some procedures which we
use if we suspend you for the first time, maybe three days. Next time
maybe five days, depending on what the offense is, or something like
that.

H. But that's your call.

L. That's our call.

H. Are you comfortable with that? Do you like it that way?
L. 1 like it.

H. That must be the way you like it.

L. | really like it. 1I'd hate to have anybody tell me after the third
time that they'd have to be suspended. 1'd hate that.

H. Why?

L. | really don't think--because | don't think all the kids--no matter
what the rufes are--1 know you have rules. But I think every rule
that you have there are some circumstances that cause you to want
to move away a little bit from that. And some kids don't deserve that.
Other kids do. And I think teachers it's very difficult for teachers to
understand that. Because teachers want everything laid out for them
in black and white and they want it to be this way. No matter what
the circumstances are they want the same treatment for every kid.
And sometimes you can't. There are kids you just cannot. Now
fighting is one thing. | understand that. 0On the other hand there are
some kinds of things that happens to kids. There are reasons why it
happens to them. If you can find out the root of the reasons,
sometimes you can kind of settie it without doing it. if you can get
to a parent sometimes you can get away with suspending the same
two kids the same amount of time. Something like that.
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H. So you see a lot of different shades, not black and white. Tell me
about how's the leadership structure in this school? And then overall
in the district. How do you work with your assistants, iet's say, with
the teachers?

L. In this buiiding, the buck stops in this office. That's where it is. So
but we try to do it in a team approach. Even though everybody in this
building knows that the final say or the final--if you've got to appeal
or whatever you want to do, it stops here, But we do try to do things,
at least 1 try to do things, from a team approach because | think it's
only right. That's the way | wanted to be treated when | was an
assistant principal. | wanted to have some say in what went on in
this building, and I try to treat my assistant principals the same way,
so that they have some say about what is going on, and I'm just not
telling them this is the way it's going to be today or tomorrow or
whatever. However, we usuaily sit down and discuss what is going to
happen, and if it isn't going the way | think it can go, if | can see
where some of the things they are saying is not workable, I'll say
that. I'll just say up front where | don't think this is going to work,
and I'll give them a reason why ! don't think it's going to work. So |
try to do it from a team approach. And | think with the new
superintendent, we have that kind of feeling from the top down in the
system now. I'm not sure we've always had that. But from this
particular superintendent--his comment to me was, "l want you to
run this school. And if you can't, if you need some help, tell me what
you need and | will be there to help you. I'm here to assist you. I'm
not here to run that school. That's your job to runit. And | don't want
to be called in to run it. | don't want you to think that. You take care
of the schooi. If you need some help, let me know what you need,
and I'll provide that assistance to you." And | think that's great.
Cause | really think that's the way it should be. So I'm very
comfortable with that. Teachers, on the other hand, aren't always
that comfortable with that cause they have not yet learned. And
we've been going through a process for about the last three years,
particularly with staff, trying to get them to do just that, to get them
to understand they are important. They play a big rofe in what
happens at [Anyschooll. And right now, for example, Wwe are in the
process of changing our master schedule in terms of time. We may go
to block scheduie. We may go to--and we just introduced that to
them last week. We introduced to them a month ago, really, and then
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last week we did a two hour Kind of in-service with them just getting
it through their heads they really do have--that what they're going to
say is important. That they really are going to do this scheduling
themselves--they are going to have a major part to do in this wholie
thing. And | think that some of the feedback we've gotten is that
they are beginning to think, “lWe are important--that we are really
going to have semething to do with this. That no one is going to sit
down and do the scheduling and say here it is.” That they really are
going 1o have it, and | think they finally are coming around that they
do have some say in some things that are happening at [Anyschoot].

H. You've gotten to just direct school renewal. No holds barred. No
financial restrictions on this. How would you do that? Anything you
want.

L. How would | restructure schools if | had to?
H. You can design your own place to be. You get to be the boss.

L. An ideal setting, huh? if |1 had to do it from an ideal point of view,
| would make it more child-oriented. | really kind of think staff
members believe schools are for them. | really think that teachers
believe that's what it's for. Rather than the other way. | know it's a
work place, but teachers really believe that it's a work place that's
built around them rather than around kids. And | really believe that
schools should fit the needs of the kids in the community in which
they serve. And | don't think we do that. | think we structure schools
to fit the needs of a particular groups of Kids, and we make everyone
else fit into that. And I'm not sure we can fit the needs of every kid,
but if | had an ideal setting I'd try and do that. Which means that
some Kids would come to school three hours a day if they needed to.
Some other kids would come to school all day long if they needed to.
It depends on what kids could come to school all day. There are kids
who could stay in school seven or eight hours a day, no problem.
There are other kids who can't come to school, should not come to
school, but more than three to four hours a day. And they should be
out doing something else. And whatever that is | think we should
structure a school to do that, and | think that we'd have--discipline
wouidn’'t be a probiem, wouldn't be an issue for us, because we would
be able to take care of those kids who are just realiy bored. Some of
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them are bored. Some of them just actually cannot handle that.
Unless we would be able to change some of the ways we teach school.
We still teach school the ways that were taught twenty, thirty years
ago. That isn't the way kids learn anymore. We all know that our kids
do not learn the same, but we still expect them to--at least the
average teacher still expects them to. One of the things I'd probably
do is give teachers a buy-out at the time they had twenty years in
the business, and I'd tell them to go find themselves another job. I'd
be like the Army. if you're here twenty years, you can retire. 6o find
yourselves another job or something eise to do because you aren't
meeting the needs of our Kids at twenty years because the kids that
are coming in to you with a whole different frame of reference, and
you coming from that same unwillingness to change. So that's some
of the things | would do, and I'd keep schools open all day and all
night. | would keep them open twenty-four hours a day. 1'd make
school like a factory probably. But not like a factory in terms of
production, but I'd keep it open all the time. Cause | think there's a
lot--1 think part of the reason our kids get into trouble is that they
have no place to go. But that would take money. And like you said |
have no holds barred. | would be able to spend it pretty well.

H. until midnight? Someone could wander in and take calculus class
or whatever?

L. Not wander in, but | think you could be scheduled in.
H. For those who can't sleep at night.

L. There are kids--there are kids who are like we are--who are like
aduits. We really don't--don't take advantage of that. There are kids
who learn best at nine o'clack at night. And we think they all have to
learn from seven, you know at [Anyschooll, they all have to learn
between seven and three. And then they shut down after three
o'clock. {f it were me, { probably wouldn't come to school until seven
o'clock at night.

H. What would be the curriculum in your ideal schooi?

L. A lot of the things we would offer--1 would probably do a ot more
things with technology than what we do now in the school | have
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because we don't do a lot. We have one lab. | think I'd open it up to
every classroom with computers. i'd do a school on communication
cause | think a lot of our kids are interested in that. I'd see some
schools--some school on law, some things like that, that kids are
really going to go into when they leave the high school. You know we
are still doing English, math, science, social studies, the traditional
way. But i think we could do all those things if we geared our schools
to what kinds of things kids really wanted. 1'd set a school for law,
for example, for kids who wanted to get into it, let them get a little
bit of what law's about. Kids who want to go into performing artis, I'd
hauve a campus for thase kids on campus--a small school for those
kids. Other kids who want to go into medicine. You know I'd set up
some laboratories for those kids. And things like that. And | think
we'd probably reach more of our kids than right now what we are
doing with the traditional way we teach school. That's what | would
like to see done.

H. So what do you think is the purpose of school today? Should be
[the purpose]?

L. | think the purpose of school today should be to give our kids a
head start on what they are going to be doing in life. | think that's
what we should be doing. We should gear everything we have to give
them so when they leave a high school--whatever their plans are, and
| know kids change their minds, but whateper their plans are so they
can go into that without having to do remedial work. | really--1 think
it's so foaolish for us to put out, for parents or for anybody, to put in
four years of high school and then have them go off to college and
have to be remediated because they haven't gotten what they needed
in @ high school, or what they want to do. And | think the schools
should provide that, and | really believe a lot of schools can provide it
if we just take a look at what we are doing and where we are
spending our money. We just have not decided yet, as communities
and as Boards of Education, we have not decided that the future lies
in giving our kids a good head start. We still believe because we went
to school twenty-five, thirty years ago that English, math, science,
social studies, taught the way it was, was fine. It was. It was fine
for me, but | don’t think it's fine for the generation of kids we have
coming today who have to compete.
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H. What about kids that want to be--what about a girl that wants to
be a mom? What are you going to do for her?

L. Weli, 1 mean, this place is for those kids, | think, too. In school we
offer courses for those kids who want to be moms, and who want to
be a good one. Teach them how to be a good mother. Teach them how
to do that and you won't have, and | think we owe it to them, to teach
them how to be good parents. There's a course, there's courses kids
can take to teach them to be good parents, and | think that because
everyone doesn't want to go be doctors and lawyers. But those
people are just as important. So | think we should be able to offer
them something in a regular school, in a regular every day school for
those kids. Right now we offer very littie. | offer very little here at
[Anyschooi]. We offer some home ec courses. e offer a GRADS
course here and there, but we really don't offer a iot for these kids.
And that's why we turn out some kids some time that aren't so good
at mothering. And there are kids who want to be that. But they're
afraid to even say it. They really are. They're even afraid to say, “I
don't want to do anything.” So we have kids out here saying | want
to go to college, and you know darned well they don't want to go to
college. They just don't want to say “1 want to be a mom” because
we have nothing to affer them.

H. But would you have requirements at all? You say everyone's going
to take math?

L. Yes, | think so.
H. You still do this?

L. Yes, | would think so. Il'd still have--1'd have math. I'd have it
built into a~-if yau were going to go into--whatever field you were,
you could get some math that's oriented to whatever you were going
to do. Math, like if you were going to go into business, take business
math. If you are going to go into communications, there's business
math or whatever you are going to do. | think there's a way to do
math and there's a way that you can get the math you need if you use
in almost any subject. But you have to do a lot of coliaboration in
your teaching. You couldn't teach anymore any particular subject
isolated one-on-one. We do a lot of that. But we should be able now
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to do a lot of math, any subject, that's not one-on-one. 1 think it's
important. | think it would be much easier for you and | if we didn't
have so many things one-on-one. It would have been a little easier
for me.

H. Tell me about the relationships with the people that you work with.
Say we have already touched a little bit on your superintendent.
Touch on your secretary. IWhat's your relationship with your
secretaries?

L. My secretary--my secretaries at school here?
H. Yes.

L. My feelings about secretaries is--1 have a feeling about
secretaries and their importance. | really feel secretaries are really
one of the most people you need in your school. IT your school waorks
well, it is basically because your secretary helps you work it well.
And | really think they are probably one of the most unsung heroes in
the schools. Cause they know what's going on. They know more
about Kids. They know more about staff. They know more about
custodians. They know more about almost anything in the school than
we give them credit for. If we--and sometimes | just go in and close
the door and sit and talk to my secretary because she can tell me
things that | kind of like didn't even know that happened, or | didn't
know that person that well. She'll tell me something about a teacher
sometimes that | didn't even know. | mean, good things, ! didn't even
know those kind of things. They have their ears. They're like the ears
to the world of the school. Really they are. And so | feel they're
important and | try to take good care of them. 1| really try to take
good care of my secretaries.

H. How about your custodial staff?

L. Oh, | take good care of them, too. ! take good care of the
secretaries and the custodial staff cause it is a group of people that if
you want something and if you want your school to run, you better be
good to your custodial staff. Because they don't see themselves as
being important to the school, and they see themselves in a menial
task. So you have to treat them good. | try my best to treat the
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custodians good because they help run the school, and they, too,
know more things that are going on around the school and the schooli
system than | ever know. | know that.

H. What if t asked the teachers about yeu? What do you think they
would say about you?

L. Depends on who you ask!
H. Doesn't it though!

L. 1 have some teachers who would tell you, “I think she's fair.” |
think other teachers would tell you, “t think she's knowledgeable.” |
have other teachers who would teil you, “} think you can go to her for
anything and she'll either tell you up front ‘Yes’ or ‘No, I'm going to do
it for you.”” And, “She would try to help you through anything that
she'll come into your classroom and help you whenever you need to if
you want it.,” There are other teachers that will tell you, “1 don't like
her because | don't think that she's fair” and that's because it's been
a one-on-one kind of situation. You know that I've done something or
said something that they've disagreed with. And I've seen them do
some things to kids that | don't like, and | don't think is fair to them
[the studentsl], and {'ve said that.

H. Do you think it's mostly just a one-on-one thing?

L. | think it's one-on-one. | think each one of them would tell you it's
one-on-one.

H. So did you realiy--you reaily didn't choose this career path? It
was just more or less--or you did choose this career path?

L. No. | really did not. Not that way. When i went into teaching and
that was not my first choice, and that's why | say to you ali the time
that when | say that kids change their minds we should do something,
because | did that. | changed my mind probably because originally |
think when | started college | was going to--right cut of high school-
-when | was in high school | was in at that point you had business
courses and you had college prep and what-not, and | was in business
classes. So | took all business courses. That was my thing. | thought
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at that time | was going to go into business. | wanted to go into
accounting. Accounting, at the time when | came along, was not a
woman's thing. it was absolutely taboo. Aind | can remember when |
wanted to go to the institute in [Largecityl, and | lived in [Largecityl
at the time and | enrolled. And they just simply said, “lWe don't take
females.” $o that was the time. And there was nothing you could do
about it, not a thing you could do about it because there was no such
thing as equal rights and all that kind of thing. So it was the thing. So
I went to night school for business, and | decided the second year |
was there--I[ decided | didn't want to do it anymore. So | just quit.
And then my family moved to [southern state], and | decided | wanted
to go there. | went to college. | didn't know what | wanted to do. |
had no idea what 1 wanted to do. | just went to college. And the
second year | was in college, | decided | wanted to be a nurse. So |
took all these science courses, all these math courses, and | thought
that was what | wanted to be. | really thought that was what |
wanted to do. So | went to coilege and | went back and finished the
second year. And | enrolled in [southern college] in [Largecity)l. |
stayed one week and went home. | packed up my clothes and went
hoeme. | was there one week. | went home. | didn't like it. | hated it.
| hated every minute of it so | went home. And my brother at that
time lived in [southern state] and that's where 1 called home so |
went back to [Largecityl. And | decided I'd go back to school there. |
went back to [southern collegel. find | didn't know what | wanted to
do. 1 had no idea what | wanted to do. | met the supervisor--which
was a lady--of elementary education and just talking with her one
day she said, "Why don't you give elementary education a try?" And |
said, "0K." 1 walked in, and | loved it from day one. From the very
first day | went into it, | loved it, and that was it. So | was kind of
hooked on that. So | worked in [small town] for two years and then |
came to Ohio, and | worked here, and ! knew | wanted to go back and
get my Masters but | really didn't know what. | had no idea what my
Masters was. | just have no idea where my life was going. You can
just tell that. | don't. 1 have no plan. | didn't have this laid-out
pattern like most peopte have in their lives, but | decided | wanted to
go back and | went to [small liberal arts college], and | picked up and
someone said to me, "lWhy don't you do counseling?” and | said, "That
sounds good." So | picked up a counseling degree, and ! enjoyed it.
That was it. But it was some place along the line between 1972 and
1975 that | just watched what was happening with administrators,
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maoastly men. | just watched what they were doing with kids, and how
kids were getting into trouble constantly, and the kind of attitude
they had towards kids. find | just thought, "1 can do this as well as
they can or better because | think | have more interest, more of the
kids’ interest in heart rather than just pulling out a book and simply
saying this is what you did and this is the suspension you get for
that." No regards for how the kid felt. No real trying to work with
the parent. Trying to work with the kid. None of that. It was just a
matter of like a siap. You did it. This is what you got. Goodbye. You
know, and angry parents, angry kids going in and out of the office
constantly. And that was what made me decide | wanted to go into
administration. | really kind of felt it did not have to be such a--I|
don't know--such an ugly way to deal with people. There was no
caring about them. You know, being an administrator, and I'm sure
that everybody can't do that, but being an administrator sometimes
you can be caring at the same time. You can tell a kid almost
anything as long as they think you care about them, and if you show
them that you care about them. | can suspend a kid tomorrow, and as
long as he or she thinks 1 care about them, | can bring them back in
the next day and talk with them, and they can go about their
business. But | just thought the business was just so cold, and that
was my reason for getting into it.

H. Do you have one brother?
L. | have one brother.
H. That's all?

L. Living. | had one brother who passed away. | have one brother
whao's living.

H. Two brothers. 0Older?
L. Yes. I'm the youngest.

H. Yeah. | was the youngest with two brothers, too. How did your
family work. Was there 2 pecking order there with your brothers?
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L. We came from what you would call a dysfunctional family in terms
aof--and that was not our fault cause our father passed away before |
was born. He passed away like two months before | was born. So my
mom just kind of like raised us on her own. And my mom left
[southern state] when | was like two years old to go to [northern
cityl to live because she felt she could make more money there. find
that's how 1 lived with my grandmother so, you know in terms of
family, my brothers and | were close because there was just the
three of us, and we had to depend on each cther. We were exdtremely
close. My youngest brother and | were even closer. The clder brother
was older, and he was gone, but the youngest one---and he was eight
years older than | am so he's not really that younger--but he and |
were just like--it was he who Kind of like nourished and raised and
anybody whom | had to depend on it had to be my brother. And he
and | were extremely close. Even today we're extremely close. We
don't live near each other, but we're extremely close.

H. Well, let's see. What else do | need to ask you? What's your day
like?

L. My day?
H. Tell me about a couple of the things you do and how it goes.

L. My day begins something like about five-fifteen in the morning
cause | take calls for people for absentees. So | wake up at five
fifteen whether | get a call or not.

H. For teachers?

L. For teachers. So that's how it begins at like five-fifteen. | leave
for work as close to seven o'clock as | possibly can. Sometimes later,
but mostiy seven o'clock. When | come in for the day, a typical day
begins with absent teachers. tWho was absent. And | usually oversee
those people whe'll be substitutes coming in. | don't write them up
cause | have a person here who does that. But | try to oversee who's
coming in just to see where they are and who's classes they're
covering that day to make sure they are in the best place. Sometimes
when the person who calls--1 won't always put them in the right
place. Sao, if at all possible, if | have to do any shifting, | try to make
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sure they are in the best place for them and in the best place for the
kids they are going to serve that day. After that, it could be a
conference, depending on parents, if they're here. IT not, | do a lot of
walking through the building. | do a lot of just popping in classes.

| don't necessarily have an agenda in terms of that. I'm in the halls
when the bell rings almost every period. Unless | get caught in the
office wwith someone or I'm oan the phone or semething like that, but
I'm usually in the hallway when it does that. |1 go to the cafeteria, not
on cafeteria duty, but | make a trip to the cafeteria as much as
possible during the three lunch periods. Sometimes outside in the
parking tot. | make those rounds. | just make a lot of rounds in the
building so a lot of times I'm just moving around about the building.

If | have to do some observations, | do that during that period of
time. Whenever, but that's usually scheduled pretty much. But a
typical day is just a day when you have to put on your track shoes
and be in and around this building most of the time. So the kids see
you. The kids know that. They know when I'm here. They know when
I'm gone. They definitely know when I'm gone. Word gets around real
fast when I'm not here. They tell each other, " She's not here today."

H. They ask my secretary--"Where is she?” Like she's going to tell
them. Who do you hang around with?

L. Where? At school?
H. Say you go to a football game.

L. The assistant principals sometimes. The assistant principal--
anybody. | hang around with anybody. 1t doesn't really make any
difference. I'm not a--1 guess I'm nat an administrator all the time in
terms of having to be with administrators all the time. I'm not that
kind of person. | can--I'll go ta the game with the cheerleader
sponsor. I'll go to the game with anybody. Really, | don't realiy care.
Sometimes i'll go by myself. And | don't want to talk to anybody. |
just want to go by myseif. And sometimes I'li go with a kid. If the
kids want to come sit with me, if I'm sitting at a game and they want
to sit, fine, | don't really care. | realiy don't. it doesn't matier to me.

H. Is this what you wear to school for the most part? Jacket? Pants?
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L. | wear jackets, pants, skirts.

H. You wear skirts?

L. Yeah. A lot of skirts.

H. Ever think about why you wear what you wear?
L. No. Cause I'm comfortable in it.

H. Oh. So you do think about what you wear--why you wear what
you wear.

L. | guess so. I'm comfortable. { wear things that are comfortable--
what | consider are comfortable. | won't wear anything that |
consider uncomfortable just for--you know, | won't wear it for
somebody eise. | won't wear it because you tell me | think you ought
to wear that. 1I'm not comfortable, and | won't wearit. |1 won't do
that any other time either, not just work. | wear the same thing |
wear to work, you know, if I'm going out some place. You know |
have certain things | won't wear out other places. But as a rule, |
have clothes | wear to school and | wear them someplace else, you
know. If | am going out for an evening out, | may dress up a little bit
more, but | wear the same things. | wear the same skirt. | may
change the top--make the top differently, something like that. But |
vear a iot of jackets, a lot of blouses and jackets and slacks or
skirts. | don't wear heels too much anymore. | used to, but the age
has gotten to the point where you don't wear too many of those
anymore. You want to move pretty fast, you know. And truly the job
does dictate that, though. it reaily does. | mean if you want to--and
you got high school kids and you want to keep up with them, you
really. It does. It kind of dictates--you just don't. ¥You want to keep
up. And you are on your feet a lot. You don't wear those kind of
things anymaore.

H. You see my nice, flat shoes, too. Well, what else do you want to
tell me that would give me a perception of you in this job? Anything
else?
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L. Well, if | had to do it again, I'd do it. 1'd tell you that. I've never
regretted it. I've had friends of mine. Other people who've said they
hated what they've done. | have almost thirty years in the business,
and [('ve not hated one year of it. No matter what it was. From the
very beginning I've enjoyed every year I've done. Every year has
been different. I, you know, if | did anything any differently, |} might
have gone into administration a little earlier and not--well, 1 may
have gone in as a principal, as a principalship of a job earlier--if |
look back on anything | would have done differently-- rather than
stay as an assistant principat as iong as | have. But there was
circumstances under which 1| didn't do that either cause at that time |
had a family. | was married. The whole bit. So you don't just move
and go. If you were single or something like that, then | would
probably would have gone into it because | would have had to move.

i wouldn't have been able to do it in [Anytown], because [Anytown]
was not ready for that at that particular time. | knew that. That was
my one reason for not trying to get a position as a principal, because
[Anytown] was just not ready for a woman at that time.

H. Why do you think that?

L. Well, I think that this is the very nature of the conservative side of
[Anytown] itseif. It just wasn't ready. You had to prove yourself. |
think | had to do that. And | think being an assistant principal allowed
me the opportunity to prove that |1 could handie the position as a
principal. And | think it kind of helped, and | don't mean it, { think it
heiped other school districts in and around [Anytown], too, to realize
that if a female can handle the job in [Anytown], then ather school
districts begin to look at it and say, “By George, we should be able to
do that same thing.” Because up until then, there was no females in
these positions at all around this area.

H. Why do you think that? It's like you're lesser. Why do you suppose
it's perceived that way? Have you given it any thought?

L. What? Lesser as a female? See | never looked at that way, Beth,
because | never went for something | didn't want. So | guess so, |
never....
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H. But why do you think they would think--Can a woman do that?
What is it about?

L. | think that was just the very nature of people. And | think that
was something that--(Shrugs)

H. How do you think schools would be different had women been
administrators all along?

L. | think it would have pregressed a little faster. | believe that. |
think that women are a little bit more progressive than men. 1| think
iwe take a little bit more chances than we think. | think that men wili
get into a status quo kind of position. They find one that works well
and we stay there. We work with it and we don't take a chance. |
don't think men take a chance at wanting to change anything.

H. | wonder why that is, cause | kind of agree with that--just gut-
level.

L. Cause | think they just like things to be as they are. They just
aren't going to take a chance at upsetting something and see if it will
run differently--a different way. They just like them, you know, men
Just like to see things run well. It can run the same way for thirty,
forty years. I1tis all right with them. It is the same thing with
wearing the same shirt and tie for ten, twenty years. They do that.
Wear the same shirt and tie. They don‘t change. You know, you
wouldn't dare do that. Neither would I. You wouldn't think about
wearing the same and you know, it is a dumb analogy, but itis. You
wouldn't think about wearing the same dress that you wore ten, even
five years ago. Guys will wear the same suits they've worn for the
last ten years. You know and that's just the way | think it's different.
Like | said, | think it's a lot of Boards of Education and a whole iot of
people and superintendents who never, you know, because those are
men. For women to come in and say, "1 can do that job," you would
have to prove yourself. It's unfortunate we have to work so hard to
prove ourselves. You do have to work much harder to do that. It's
unfortunate but we do.

H. Let me ask you just one more quick thing--then | have to flip my
tape. The giving up of power--How do you see power fitting into this?
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Do you see that as fitting into that somehow? Because I've been
thinking about that.

L. It's a power struggle. It's a power for--let me put it this way--I'm
not too sure, | guess the best way | can say that is--When | first got
this job when 1 told you the story ahout the first time | got this job
there was three men here at [Anyschool]l. Three men who had been
married probably twenty years or something like that.

H. Now this is when you were going to be the R.P.?
L. Yeah.
H. 0.K.

L. And to them it was as if | had infringed upon something that, | had
stepped over a line that this is as far as you are supposed to go, and
if you do that, you're right, that you are going to that what kind of
powers are you going to take away frem them. It was almost, | could
see it happening, | don't know how to explain it te you, but | could see
from a counseling point-of-uview, | could see the struggle that went
on in the minds of men to outdo me. | could see the guys working
around here to make sure that they got recognition for everything
that they did. And which was crazy, because | wasn't out to out do
anybody. | was just doing a job and that is the crazy part about it is-
-1 didn't see that, | didn't need that, but they did, and it was. It was
even a power struggle. It was almost like when the first principal
who was here, whom | worked with retired, the first question that
was asked was, "Are you going up for the principal's job?" And at
that point the answer was "No", because | really had no idea, | had no
thought of doing it anyway. So the answer was "No". | didn't want it.
| didn't have any desire to do it, and it was almost like a sigh of relief,
“Well, of course, she isn't going to go after it." And even when |
applied for this job in 1989, when the job became available, there
was people who were out asking or saying, " Well, if she is going to
appiy for it, 'm not going to." You know it was almost like, they gave
up at that point, they had given up. | don't know why. | can't
understand why. You know | don't think that | was much better that
anybody eise. | don't think | had done anything that much better than
anybody else, but | do think that men, that a lot of the men whom |
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warked with really felt for a long time that it was a power struggle. |
think men do got gall in general. It's just like a marriage. Who's got
to be the boss? | mean they got to be the boss, if they’re not the
bosses then, if they can't show where I'm the guy who thinks quicker
than you, or get through better than you, or something like that. |
don't understand that kind of thinking. | just don't understand it. |
guess that is the crazy part about it.

H. How do the male teachers differ? How are the female teachers?
L. Great.
H. No problems?

L. They've gotten accustomed to it. The first year 1 was here it was a
bit difficult. Some of the male teachers | had, | was lucky though
cause | teachers in the men | had to supervise that year was social
studies. And those | guys, ! think, have a different feel for what it's
like. But there was other men who really-- but iuckily for me | had
known, | had knew a lot of peaple in [Anytown] because | had been in
[Anytown] so long by the time | came to the high scheol you kind of
knew your reputation precedes you, and | had been a counselor at
[the high school on the other side of town], and then | moved here a
tot of those teachers remembered me from there. hen we did the
consolidatian a lot of them moved in, and they remembered me from
there. And | really don't think 1 have changed that much as a person,
| think basically as a person | am the same, and | treat people the
same. | don't hold grudges. | don't care about them--about grudges
in terms of what you have done before, so be it.

H. Did you do power sharing things, do you think? Did you do a lot of
them?

L. | try to. | think so.
H. Committees?

L. 1 do alat of that. | do a lot of it, because if you want to say, I'm
lazy.
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H. It's harder to do that!

L. It's lazy in terms of--now when | say that that's not really fair.
It's a accessment of it either. Um, | like to give, [ like for other people
to own part of what is going an. | think it's, | like it for it's healthy
for me. It's healthy. Some people can't do that, but for me it's really
healthy, and t don't mind it. So, therefore, | do give, | try and give a
lot of power sharing kinds of things to other people and let them get
some. | don't mind them getting the glory for, | reailly don't. And |
guess part of that is because |'ve done, you know |'ve, Beth, it doesn't
matter. You know you've got thirty years and what does it, and how
much..

H. 1t doesn't matter at this point.

L. How much am | going to, you know what is it going to do? It's time
for somebody else to getin. What am | going to do with it?

H. What's anybody going to do with anything?

L. That's right. But what are they going to do with anybody? What
am | going to do with it, but in essence, that's the way | laok at it.
What are they going to do with it, too? But if it makes them feel
good, let them have it. Because really it isn't gaing to get me any
place at this point. It doesn't usually get them too much further
either. Not really.

H. No, no, no. It's all in here wading around together.

L. That's it! That'’s it. That's exactly what it is. Were all here and
we'll just continue to do this.

H. We all have our little part of it to play.
L. We only get out so far and then after a while you get pulled right
back into the mix anyway. The only time you get away from this is

iwwhen you retire.

H. Which we're all looking forward to. | think we’re done.
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APPENDIX B
Fay

H: First of all | need some demographic stuff on you. Tell me about
yourself personally. Obviously, you’re white....

F: Yes, married --

H: How long?

F: 24 years.

H: Wow! Children and all that?

F: One boy, nearly seventeen, who goes to school here, by the way,
he’s a junior in this building, yeah, good news and bad. He’s not a
perfect child, so that’s not necessarily bad news when your mother’s
the one that goes “You’re right to an attorney....” What else can !
teil you?--48--How old am {? 47--1 will be 47 next Sunday.

H: Next Sunday? My birthday’s Saturday. Well, that’s the important
thing; we’re shutting this off. And you’re going to take the day off -
you’re not going to do anything for school, right, on Sunday.

F: Yes, | am. Sunday I’m doing nothing for school.
H: Me, too. Saturday is like a shut-down day.

F: Shut-down day. Going to do nothing.

H: Well, good.

F: I’'ve been in education, been a teacher starting in [particular]
County; was a math teacher for many, many years and numerous
principals said “You need to be in administration.” I was going, “ |
don’t want the headache, I don’t want to be.” Needed some course
twork to renew certificates--starting that routine--and | said, “tJell,
I’m going to take coursework toward something. 1I’'m not going to



188

Just take basket weaving.” Ended up, | said, “lJell, let’s pursue this
administrative thing.” Sat for a couple of years getting interviews,
but no jobs. The typical kind of thing. Well, can a woman handle a
high school kid? Being the typical smartmouth, | said, “When was the
last time you asked your principal to beat up a kid?” Just turned the
interview person off right away, because you’re sitting there going,
“What the hell kind of question is this? Maybe | don’t want to work
for this guy anyhow.” And | got an opportunity from a superintendent
that had hired me years ago as a teacher in southern Ohio down by
[particular town] who said “1 need an assistant principal.” | said,” On
my way.” Packed baggage, husband, and child and moved down to
[southern town], Ohie. Fortunately, they were 0.K., and my husband
said, “Ihere are we going to live?” And | said, “I1t’s 0.K., Honey, real
pretty. Lots of golf courses. You’ll like it.” And he’s a salesperson, so
he is able to relocate. That opportunity led to an assistant principal’s
position in [northern town]. 1 really didn’t want to leave where | was
with the superintendent cause he was a really neat guy and very
supportive and all that kind of stuff, but to go from a small school 7-
12 to a big city school was what | needed, obuiously, as a resume
builder. The [northern town] position came about, and | was delighted
to go there. From [northern town], this position as high school
principal opened where | was a teacher for ten years. And several
board members here called me and said, “WWe’re going to have an
opening--we liked you when you were a teacher. Would you consider
coming back?” “¥Yes, | would.” Came and interviewed--
superintendent--three years ago. Here | am.

H: How about the Board?

F: Good news and bad, since then, the board has changed and | am
probably going to be fired tomorrow. So, | sit here saying to you, "I
may not be a high school principal.” It’s a personality thing. | am not
a person who sits back and goes, “If you cut industrial arts from my
building, you will harm children.” 1’m not going to sit here and take
that quietly, and that does not tend to make people fond of you when
you do those kinds of things. However, | am a kid advocate--will
always be--and here | sit, looking for another position. But, there are
several going to open in this area, and | have great confidence that
one board member in a neighboring community has already contacted
me and said, “| think | need a principal. You are the person | want.
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Keep me in mind kind of thing.” So | have great confidence that there
will be bigger schools come about in that area.

H: Live by the seat of your pants.

F: Yeah, yeah, you know how that goes. The official didn’t show up.
What am | going to do? Striped shirt and a whistle.

H: 0.K. Well, tet’s see. Why did you choase this particular career
path?

F: 1t kind of fell into place, and it was one of those | wanted. |
always worked well with kids. | was always goad at motivating kids-
-always good at all those kind of things. My peers would approach
me for advice. 1 said “IUell, gosh, why shouidn’t | be the person in the
head honcho chair?” And that’s kind of how it came about. Now once
I’'m here, I’'m going. | don’t know if | want this or not. Let me think
about that.

H: But, you don’t have time to think about it.
F: That’s absolutely correct.

H: You’ve already told me about getting your first administrative job.
Tell me a story about the intersection of gender and your job. You
already started to tell me one and i said, “Stop, stop. Let me put the
tape in.”

F: As | said to you, one of the things that | hear--a woman who is
decisive, whao is intellectual, who is motivated, who is Type A task--
who can, by the way, put her arm around a kid and say it’s 0.K.--
we’'re going to deal with this--is a bitch. A man is deemed a good
leader because he is all of those kinds of things. And that’s part of
the society thing here. Why? And obuiously, there are studies. There
are minimal, if any, derogatory terms for a sexually active man. For a
woman there’s got to be over two hundred of them. How come?
These are gender types of issues. The League meetings are
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interesting meetings. Have you interviewed [female principal at
another high school]?

H: No

F: {Particular] High School. [Name] is also high schoot principal in
[nearby district]. [Name] joined us this year. League meetings, the
typical job environment is less than--most of the gentiemen are
realiy cool. They know me. LWe talk. 1t’s cool. They give credibility to
my input. There are those who will absclutely not even talk to me.
This year, | happen to be president of the League, which is a rotating
thing, certainly not anything elected, because you don’t even want to
run for this office. There are guys who will not deal welt with that.
They won’t deal well with that; just blow off your ideas and decisions.
And that’s 0.K. because | sit right beside them at the next meeting
and, "Here | am, John, and yes, you’re going to have to listen to me,
and yes, my ideas have credibility and if you don’t like it, that’s your
problem. You’re going to have to deal with it."

H: | get to be the president of our league next year. I'm secretary
this year, that’s bad enough. It's like a rotating thing.

F: Itis.

H: You feel badly not taking your turn.

F: We have a really great commissioner, though, and [name] does a
whole Jot of most of the stuff. I'm almost like a figurehead kind of
thing. And that’s 0.K. That’s all | want. | don’t have to do a lot of
decisions. Extra meetings to go to kind of stuff, but the commissioner
does a lot of stuff that I’'m sure in some leagues the president gets to
do.

H: And what leagque is this?- {Particular league]?

F: [Particular namel], right.

H: Of course, | know this stuff.

F: See. We just picked up [four other schools}.
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H: | was in [neighboring district] for a long time. How about dealing
with students in disciplinary situations and things like that? How do
you deal with those? IWhat do the kids say about you? Give me a feel
for that.

F: Depends on who you talk to. 98% of the students in this building
say that it’s a very strict building, but that it’s fair. That if you are a
senior who gets in trouble all the time, you have the same
consequence as a sophomore giri, you know, it’s a boy/girl kind of
thing. They are very, very appreciative of the books as ®=Yy and H=y.
Now, you and | also know, | hope, | believe, that there are
occasionally extenuating circumstances, and those kinds of issues
never become public, in that | may not give Saturday school to this
particular student, but that’s because of extenuating circumstances.
The student and | will work out something. Meaning--the kid’s been
abused, the father just died, the mother’s--those kind of major
things, not | ripped my pants kind of stuff. The 2% who would say to
you, “It’s terrible and horrible here,” obuiously, are perfect children.
You know, those who want no consequence to their behavior. They
will say to you, “it’s terrible and it’s mean, and she’s an awful human
being.” 1 am a hug person. | need to touch. I’'m one of those people,
for whatever our sensory kinds of things are, you will frequently see
me hug a kid. | always shake hands with a kid before they leave my
office. I1t’s a thing of saying, “You did this. This is the consequence.
I’lIl sign your pass. We shake hands. Thank you very much.” And we
move on. | need them to understand that consequence doesn’t mean
you’re a bad person. It means you made a dumb decision. | think
that’s where a woman, and, here we go, it’s a gender kind of thing,
it’s 0.K. for me to be compassionate. It’s 0.K., and this is the bad part
for the man kind of thing, men who are compassionate, who are
caring, who--[Pauses] ! can hug kids far easier than a man without
fear of reprisal. Pure and simpie, and | do. I’m always hugging Kids.
That’s just the way | am, and the kids are cool about it. They
understand it and they just, “0.K., fine.” And they understand just
because you’re suspended doesn’t mean you’re a bad person, doesn’t
mean, { don’t like you, doesn’t mean we’re not going to be getting
along fine. Doesn’t mean that a week from now, {’'m going to throw it
up in your face. It means, we dealt with it today, and this is the
consequence, and now we’re going to move on. And like | said, there
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are always those 2% of parents who--they talk to me through the
secretary-- they’ll call and go, “Is SHE here?!” The secretary will say,
“Yes.” “IUELL, GIDE HER THIS MESSRGE” “0.K., fine.” And the secretary
laughs and says, “So and so is on the phone and said to tell you-- “
and we do this intercom Kind of thing. That’s 0.K., because I'm proud
that those parents are not pieased with me because that means that
their kid’s getting really ticked-off at these behaviors and hopefully
semething will change. 0r they’ll take them to another school. 0.K.
with me.

H: Champion.
F: Yeah, really.

H: How about the leadership structure of this? You don’t have an
assistant? You have a superintendent?

F: Correct.

H: In working with your teachers, how does that structure work for
you in terms of working with your superintendent? Working with
your teachers?

F: I’'m very a TM kind of person. Superintendent happens to be a
very supportive kind of person. We are two very diverse
personalities. He is a non-confrontatienal, very--if 1 can scoot around
an issue and not face it, then I’ll do that. 1, on the other hand, am a
smack it in the face kind of person, and get the task done and move
on kind of petrson. e compiement each other. He has been
supportive. He will ask me to do things, and | will certainly do them,
because, that’s what I'm supposed to do. | will, however, maybe give
my opinion of what | feel about the task. That’s me. That’s what |
want. | can’t be two-faced, and | can’t lie because | forget who | lied
to. Too stupid. The building is run very-very similar, very-very strong
faculty advisor committee. We meet on a regular basis. What issues
come up, these are issues we need to talk about. The faculty advisory
committee is right now working on a crisis plan. What happens if the
drug dogs are coming in? What happens if somebody gets shot? What
happens if--7 find the staff feels very comfortable. And so do the
students and the parents. Come in. Talk to me about it. Yell and
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scream at me. That’s 0.K.. We’ll deal with it. We’ll move on. We’ll
get it over with. Staff, | believe, are very comfortabie. And again,
gee, go figure, there are a couple of staff members who would like to
see me mouve on, because | am there saying, excuse me, your class
starts at 8:32. Your butt’s supposed to be in your class room. It’s a
little minor thing on my part, 1’d like you to be there. No, it’s not 0.K.
to miss 20 days of school in the first semester. And they have not
necessariily in the past had guys who did that. But, the rest of the
staff are very pleased. You know, so and so has been due for years,
and now they’re getting their just dues. And you and |1 know that
Just means that their file is getting fatter, but, at least, | feel better
that the file is getting fatter. Something is being done.

H: What’s your relationship with your secretary? We haven’t touched
on that at all.

F: Incredible. | have two secretaries. A confidential secretary who
handles the finances in the student activity fund and my persocnhai
correspondences. And | have a lady, who greeted you at the door,
who is the attendance officer. Greeting secretary does the EMIS kind
of stuff. Both of them are absolutely incredibie. From the beginning,
it was not. | had known Mrs. [Name] from being a teacher here, |
have to tell you; and she has mentioned to me since--now we've been
together three years-- that in the beginning it was, “Boy, peopie
always told me working for a woman was going to be hard.” Well,
you know, excuse me, the thing that | do--yeah, they work hard.
They do their stuff and they really break their back. But, | also make
sure that | tell them, “God, I’m glad you were here today. Thanks for
doing what you were doing this morning. You handled such and such a
situation very well. Here is a carnation for the morning. Have a donut
once in a while, a muffin. Hey, it’s twenty minutes early today, get
out of here. It’s a Friday afternoon. Get out. You had a leng, hard
week.” They understand that there’s a balance between thanking you
very much for being here and doing your job, and | am appreciative of
what you do. Like anybody eise, if you tell them thank you very much
for doing what you’re doing, they like hearing thank you and they’ll
work a little harder. It’s a unique kind of circle, and | don’t do it
because | want to see them work harder. [Namel, that is new this
year, last secretary that | had, had a baby and decided not to come
back to work. We were very fortunate to get [name]. [Name] has fit
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in very well. We laugh. We giggle. We have a great time, but we
work very hard. And they are not people who say, “Ha, it’s 3:80 and
I’'m outta here.” They will get done what you need to get done. And
they know I’ll work it out with them, whatever is necessary. So, the
relationship could not be any better. Absolutely my two biggest
supporters are the two secretaries. Absoclutely.

H: How about the custodians?

F: figain, good news and bad. The custodians in the building are not
necessarily the most efficient people---1 say with a smile. And | tend
to mention that to them on occasion that, “6uys keep the front of the
building clean, 0.K.? Tend to look at the top of the showcase when it’s
filled with sandwiches and cans. Yeah, you’re right, the kids shouldn’t
be putting them there. Not my issue. | will try to catch those horrible
people that put the can on top of the showcase. If | don’t, in the
meantime, please, take it down. Take the can down and wipe it and
clean it. Nothing is worse on an impression when somebody walks in
this building and they see stairs that are ripped to pieces or they see
dirt everywhere. Not 0.K.” We have a head custodian, he works very
well. He would do anything in the world for me. And again it’s, “dohn,
you know could you help me with such and so?” “Yep, | can do that,”
he says. One particular custodian doesn’t do his job reatl well and he
tends to be negative towards my kids. He will frequentiy make
remarks, you know, “lell, those loser kids are gonna play basketball
again tonight. Are you gonna be there?’ That’s not 0.K. with me, and |
tend to tell him that. 1 say “[Namel, I’m gonna tell you, if you can’t
say something good about the kids, don’t say anything around me.

It’s not 0.K.” That does not endear him to me. 0Oh, well, these are the
people who are paying your pay check, you dirtball, go home. If
you’re gonna complain, go home te complain. Dan’t come inta this
building and get a paycheck and do nothing and complain about it and
expect me to ignore it. Not gonna happen. But, generally, 1 get alang
well with everybody. Laugh, and tend to do fine. And | tend to say,
“Thanks so much for helping me,” and they do, and that makes it very
good, too. Cafeteria ladies are the same way. They iove me. They
Just--you know it’s that “Pst! We’'ve got some broken cookies over
here. Like to have one of these broken cookies?” They know | love
their fresh baked cookies. And they’ve been known to break a couple
in half so they can go, “You know, we’ve got a couple of broken
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cookies in the corner here. Wouid you like to have it?” We work very
well together. And I’'m a very approachable person. | am not a stand
off, staunch individual, stiff collared type of person. I’'m just me and
{’m talking to everybody and they like that. And I’'m giving them
credibility. When they need my support because some kid is giving
them [grief], I'm not afraid to kick butt and take names. find they are
appreciative of the fact that they have the same credibility as a
teacher who is having a problem with a kid. Not 0.K. to be
disrespectful to the cafeteria iady anymore than it is to the classroom
teacher. And they are appreciative of that. They are recognized as
individuals. So we work very well together. Bus drivers, too. Bless
their little hearts. They send in an office referral form because the
kid’s been bad and they just smile and they go, “I can’t wait till you
see [Namel. It’s going to be so thrilling.” And they just know they
are going to be supported in their task. So, they're very pleased.

H: Let’s talk about stiff collars and things like that. What do you
usually wear when you come to school? Have you ever thought
“why?”

F: | try to dress very well. | believe that the appearance lends some
credibility to the individual. If there is a parent coming in here, and
you will notice behind me are all of my diplomas and all of my
certificates, and all of my plagues, and everything else. When the
person sits here and looks at [Fay Johnsan], | want them to see
behind me-- hey, I’ve done my dues here. 1 know a little about what
| speak. | don’t want to be sitting here in sweatshirts and jeans. |
want them to say, “This is a professional that commands respect
physically as well as educationally.” I'm a firm believer in that kind
of issue. Some people are not. Some people are very modest in their
we don’t want to tell anyone what kind of workshops and courses
we’ve been to. | think it lends credibility te me. So, | tend to dress in
suits, in good dresses, in--and they harass me--always have high
heels on. | do not wear, unless I'm wearing slacks, and once in a
while | wear a slack suit, and | wear flats or something of the sort,
and that’s fine. And days that I’'m going to be running like a banshee
throughout the building because | know things are going on, I’ll wear
flats, but, | believe | must dress the part of the professional leader of
this building, so | tend to do that. Once in a while, we have a jeans
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day on Friday and I’ll manage to throw on a pair of jeans, and the
kids’ll go, “You have jeans? All right!” And | go, “Yeah, yeah.”

H: They think you don’t have sweats, jeans. How about your day.
iPhat is you day like?

F: ’m in the building by 7:085. The school day starts at 7:42. Between
7:85 and 7:42, parents will call. This has happened. They call to report
sick, and the secretary takes the call. But the parents also know that
if there’s a prablem they can call me during those times. I’'m always
here. At 7:30, | tend to go out and roam around the halls a littie bit
because there are not staff everywhere they need to be. And that’s
an irregular kind of thing. | go one direction to the cafeteria, another
direction to the shop, just so the kids are out and seeing me around.
7:42, | do the announcements and | do that because | just like doing
that. | like starting the day off. | do tend to start the day off with a
joke. And they’re dumb and they’re stupid jokes, but the kids laugh
at them and they understand that it’s 0.K. to laugh at school. It’s 0.K.
to smile and like being here. From the end of the annhouncements, |
then try to get in the first thing in the morning the discipline referrals
that came in, but | didn’t get done, from the day before. find
depending on the situation, if it’s somebody’s going to get detentions
or Saturday schools, I’'ll deal with them the first thing in the morning.
Suspensions, | always wait till the end of the day. Let’s not make
everybody’s day miserable by starting with a fight first thing in the
morning. After that the day is spent putting out fire. I'min
classrooms. I’m walking the halls. The superintendent calls. Things
that need to be done. | deem it putting out fires. I’m running from
one place to ancther. | try to be in the halls between classes and in
classes. 1 just bop in--and that was hard. Hard to get staff members
to not stop teaching when | come into the room. They were so
acclimated to--principai’s here. She probably wants something.
Probably need something. No, I’m just bopping in. | want to see the
frog that your cutting apart teday. | want to listen to you speak the
Spanish today. ! want the kids to see me. | want to be approachable.
| want them to know that I'm just--I"m just here. I'm always
around. |1 want them to think there’s si® of me running around this
building, because | also think that helps control situations in the
building. I'm at 2:31--the bell rings--1I"m in the cafeteria from 18:49
to 12:10. That’s the junior high-high school lunch. | have staff
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members on duty, however, if it falls within that range of possibility,
I try to be in the cafeteria. | try to wailk around. Talk to kids. Go,
‘Hey, good wrestling match last night. | was very proud of your
behavior at the basketball game. Those kinds of things. Just
interacting with the kids, and the cafeteria ladies who are feeding me
cookies along the way. 2:31, I'm always in the front lobby. The
children are leaving. “Good-bye, boys and girls. Hey, Jason you
forget your book. Ricky, den’t you have a detention this afternoon?”
| have a size of school that | can do a lot of those things. Wave to the
little bus drivers--1 have my little queen wave--and they laugh and
the bus drivers as they go by the lobby, do the queen wave to Mrs.
[Johnson], and it’s great, and they’re out. After the buses have lefi, |
have my intervention assistance team meets two days a week at
2:38, and | tend to make phone calls then. The phene calis that |
didn’t get to during the day, that have accumulated. | try to get done
between 3:90 and 4:38. Get things organized, and, oh, by the way,
then you get those tasks done after 2:30-3:00, especially after the
secretaries leave. Those are gone, and the kids are gone, and | can sit
here and do those tasks that need to be dane that didn’t get done
during the day, because you’re busy dealing with discipline. You're
busy dealing with the kid that got thrown out of school. You’re busy
dealing with all these kinds of issues. So | call it putting out fires all
day. The definites are the announcements, the cafeteria, and the
buses.

H: 0.K., if you could direct school renewal all by your littie self,
nobody to tell you “no”, no limits on money, best of all worlds--we’ve
Just been dropped into Shangri-La. What would you do?

F: Are you talking Ohio schools, or are you talking [this] School?

H: Umm--Yes.

F: Just throw a topic at me, here, and I'll just say, "Fuck, | don’t
think we ought to renew schools. Just drop them all."

H: Let’s completely redo the whole system.

F: Let’s start with, first thing | would do, | would do away with
mandatory education. 1 think there’s a point where the hassles with
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a fourteen-year-old whao is absolutely not going to be in school, who
is going to be nothing but a headache, go home. Then, when you’re
fifteen-and-a-half and you can’t get a job, then come in. Now come
back at fifteen-and-a-half, and now say to me, “You know, I’d realiy
like to do history again.” Great! Now we can give you some. If you
fight this kid till he’s sisteen, and then he’s got to go out and find a
Job, 0.K,, he’s got a job washing dishes. By the time he realizes he
wants to come back, he’s eighteen and we deal the kid the GED. 0.K,,
fine. That would be my first issue. And the second thing is, | would
find a way to fund so that every student--during one of my Master’s
proegrams in finance, |1 had come up with this pragram, to equally
divide industrial property tases. The Perry Nuclear Power Plant is
going to be spread out throughout the state. Perry Schools, bless
their little hearts, are just a Taj Mahal. Unbelievable! They can’t
spend the money. They cannot spend the money. The athletic
director, his comment was he got a notice that he was $40,000 dollars
over budget, but that they didn’t care. Just next year try to keep it
under. I'm going, “WWhat! Are you crazy?” That’s horrendous for that
kind of thing to happen. {’'ve seen it, and I’'ll use Youngstoivn Schools
as an edample, if those factories, the taxation is split throughout the
state, then losing one of those steel mills affects everybody 3 cents,
but it doesn’t totally horrendously effect the Youngstown Schools.
You’re not going to have people in Perry happy about that, but you
stifl need to keep your local property tax. That way if Shaker Heights
wants to give a great big local property tag, and they want to support
their schools better, fine, not a prablem. School renewal--1 think I’'m
Just going to go helter skelter here. Willy nilly. I’'m goeing to say
proficiency tests are great. Glad to see that we have finally gotten
kids that are made accountable. | think we were too much making
kids not accountable. | think we need to be more careful on teacher
training. 1 think we get people in the profession who don’t have a
clue. | think we talked about this just a littie bit ago. Education
funding has got to go somewhere in the state of Ohio. This school
system in particular, we’re managing to do 0.K. We’re managing to
keep our head above water, but are we going to wind up consclidating
with another school? | hope not. We do what’s right for kids here
because we’re small, and because their principal can walk in the
cafeteria and go, “Don’t forget you detention tonight.” Those are the
things | think make better education for the kids. Did you have a
specific thing in mind?
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H: That’s good. What is the purpose of school today, especially high
school?

F: Keep kids off the street, my 6od, keep ‘em right off that street
cause they’d be out there, they’d be smokin’ in the cafeteria if we
didn’t have it. The purpose of school is to prepare a student for
adulthood. Teachers will tell you they dorn’t teach values. Principals
will tell you they don’t want their teachers to teach values. | contend
they do every time they say to a student, “It’s not 0.K. to not do your
homework. ¥ou must be in class on time.” Those are all issues that
no matter what you’re going to do, if you’re going to be a brain
surgeon or if you’re going to haul trash, and | don’t mean those to be
opposite ends of the spectrum. Sometimes the pay is the same. |
mean it to say, no matter what kind of training is necessary for your
chosen vocation, you must have responsibilities. And [ think schoaols,
iearning history is a great and wonderful kind of thing because it
repeats itself, and the history teacher would just slap me if he ever
heard | was saying history has less value than that, but who--unless
you’re at a party playing Trivial Pursuit--whao’s going to say to you,
“IUhat general surrendered at Appomatox?” | don’t know. Who cares
who surrendered there? We are preparing students for the real worid
by doing discipline, by teaching responsibility, by making them be in
attendance, by all of those oh, by the way kinds of things, are good
citizen kinds of things. And if you want to go be a math teacher or if
you want to be a brain surgeon, we have to give you the academic
background. We are affiliated here with [Particular] County
Uocational School. Our students have great opportunities to be
trained in any of a number of areas: cosmetology, food service,
engine repairs. Whatever your chosen area is--we can get you
trained. Some kind of basic training for you. Our purpose of
education is to make good citizens. Period. And that would mean, of
course in my opinion, that a good citizen is employed. A good citizen
doesn’t break the law. R good citizen pays their bills. A good citizen
is responsible. Doesn’t drink and drive. A good citizen--all of those
kinds of things. And those are issues that we deal with at school.

H: Is there anything else you would like to tell me that would give me
an understanding of you particular to this job that | didn’t think to
ask you? If my questions were poor....
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F: This is one of those “and all others as assigned by.” I’ve read
those fine prints before,

H: This is the catch all questiaon.

F: Yeah, this is the one. | think I’m good at what | do. I'm good at
what | do and | think that’s part of me aiso. ! believe that an
effective administrator, male or female, has got to have the ability to
say, “l screwed up.” Correct it and move on. And the ability to say, “|
believe strongly in such an issue that | will fight for that particular
issue,” whatever it may be. Whether it may be baseball field dirt or
whatever it happens to be, | will go out and do that. 1 think there
aren’t enough women in the profession here because | think women
haven’t come a long way, baby, in the education field. I’'m sure, and |
don’t know what the numbers are here, but | would be interested to
know. What’s the percentage of female administrators in the
elementary level?

H: Much higher.
F: Lots higher.
H: As someone who’s doing a lot of stats right now, much higher.

F: Yes, much, much higher. Because they believe that we want
elementary principals to be nurturing, to be kind, to be loving, to be
all of those things. Well, excuse me, why in the Dickens cannot a
secondary principal have those same kinds of qualities and at the
same time have the ability to kick butt when necessary? It’s a great
Job. There are days, as you well know, that | go hame and go “IWhat
in God’s name am | doing this for?” | took a pay cut, if you will, on a
per diem rate. 1'd be making about $40 a day [morel, in this building,
and not a third of the time, a third of the grief. Unbelievabie! But, |
like what to do what | do. I’m proud to do what | do.

H: If there were more women in this, what do you think would be
different? Do you think anything would be different?
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F: The lines at the principal’s meetings would be longer. Honest to
goodness, have you been to Columbus and got right in the bathroom?
And the guys are standing outside, and they’re going “Gotta wait in
line to go to the bathroom and you’re going, “¥es!” For once, the one
time | have the ability here,

H: The same with League meeting.

F: [tis! Nobody there. It’s great. It’s cool. I’'m like, 0.K., fine. What
would be different? | don’t know that | think, right off the top of
my head, that anything would be different. Women have the same
ideas. Women have the same, you know, we certainly have the same
intellect. We have the same motivation for kids. | don’t know that
anything would be different. No, | doen’t believe that we’re all of a
sudden going tc have flowers and cookies at all of the League
meetings because the girls’ in charge. | don’t believe in those sexist
kind of issues. But, I think that things would be the same. Maybe it
would tend more credibility to those that are there. Maybe that’s
what would happen. | have not had trouble getting credibility. 1 am
respected by my peers and, yes, there are a couple that will dig their
heels in and say, “My God, there’s not a broad that can do this job.”
And that’s a cute story. 1 have to tell you this. My first--. Thisis a
country community. A lot of blue collar peaple who make significantly
less than | do. And the first year that | was here, in the fali, 1 was at
a volleyball game, and a parent came up toc me, and he got about 4
inches away from my nose, and he said, “You know, that’s a hell of a
lot of money for a broad.” And | smiled and | said, “Well, that’s pretty
much what they pay the guy, so that’s what they did.” And we went
on about our business. One year later, same guy, same situation,
came up 4 inches from the nose and he went, “You’re underpaid.” |
went, “All right!” He did hot believe that a ‘broad’ could do the job
and do it well, and do all of those kinds of issues. And, ch, by the
way, make more than him-HA-I don’t think so. fAnd since then we
have talked many times about that conuversation. And he goes, “Yeah,
yeah, you’re right.” And he’s got a daughter who’s a tremendous
athlete, tremendous athlete, who will go on to coilege probably on an
athletic scholarship. Uelleyball and softball. Tremendous athlete. He
works very hard with her. Would not want her to be treated less
because she’s a girl. But, women were not supposed to be the
principal of the building. But, he is one example, and | love it because
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| think, “lUell, if Bob came this long direction, then semebody else can
do it, too.” 1| think there would be more credibility lent to the women
here, if there were more of us. That would be the only change.

H: Do you think that any other of your demographics, like your brains
or your age or any of those things impact in a more significant way
than gender does? Da you think your more ascribed by your gender or
do you think you’re more ascribed by something else?

F: Wiell, | have to tell you another little funny.

H: | love how you think of these stories, now that we’re really going,
cause | fove the stories.

F: Basketball. Basketball game starting. Winter time. Group of fans
always sits up underneath the sign at the top of the thing. [IJhistles]

| get one of these things. Game hasn’t started yet, orit’s haiftime. |
go trotting over and one of the guys says, “You know, you could turn
the heat on in this just a little bit.” And | said, “You don’t understand.
I think this gym feels real good so you're either going to have to find
a guy principal or a younger woman if you want heat in the gym.” And
he went, “0h, yeah?” | said, “It feels real fine to me. ’m having a
little heat right now so don’t even mess with me with the heat in the
gym. 0.K.?” and he went, “0.K.” | think me is my personality. { think
that | was raised as an independent person. My dad wanted a son
and didn’t get one until eight years later, and here | was--
independent. Worked hard for everything I’'ve always had, expect
students to work hard for everything they've got. Didn’t get a college
education except by working for myself. Came from a poor farm
family, so to speak. | think I’'ve had to work for everything and when
students say to me, “l can’t afford college.” 1 just want to wring
their throat and say, “Excuse me, you're looking here at a person, and
yeah, college was cheaper when | went, but | also worked for fifty
cents an hour. The proportion is the same. |f you want an education,
you can go and get it.” | do not believe that gender--1 don’t think
gender was considered when | was hired for this job. | think that the
fact the previous board said, “This is a woman we know. Taught in the
building. Did well. Worked well with kids. Worked well with the
community. Was involued in ali these activities. Has credibility in our
mind.” | don’t think they thought of me as male or female. | don’t
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think they sat and said, “Should we put a woman in charge?” They
were putting [Fayl in charge, and that to them was not a gender
issue. And there are areas that | go that, “There’s the broad. The
token is sitting at the table.” “Yeah, proud to be here. Thank you
very much.” | don’t think I’'m looked at as gender by most people.
There are those who will always look at it as gender, and that’s their
problem.

H: One brother?
F: Cne brother. One sister. Both younger.
H: Blue collar family.

F: Blue collar family. Correct. A mother who never worked. Father
who said--my husband, as | said, works in sales with a large
corporation. Every time he would get a promotion, my dad would say,
“You gonna quit now?” | said, “Guit what, Dad?” He said, “Quit work.”
I said, “Why would | quit work?” “Well, [hushand’s name] got a
raise.” “So?” “lWell, that means you can quit work.” There was this
mentality that, well, my mother never worked. My father died,
unfortunately, and left this woman--no high school diploma, no
career. | mean, holy Toledo, there she is at fifty-eight years oid
having to support herseif. What are you going to do? 1| think, regular
family here. Never aspired to be a principal. Mathematically inclined,
and back in the fifties and sixties, what did women who liked and did
well in math do? They became a math teacher. God knows, you
couldn’t be an engineer. Seriously. You know back in those days,
there wasn’t a guidance counselor who said, “Boy, you’re really good
in math. Why don’t you go become an engineer?” 1t was a given, |
was going to be a math teacher, from the time | was four years oid. |
knew it, and there was no doubt in my mind. And that’s what came
about. Administrative thing came about later. But, I think personality
came in here. | have met, and I’'m sure you have, too, women who
were aspiring administrators who were like pancakes. Well, God, |
wouldn’t hire them to be a teacher. Let alone to be the ieader of my
building. You know, you’ve got to have same personality involved
here. You’ve got to be able to laugh. Goodness knows, a sense of
humaor is certainly mandatory. If somebody said to me, what’s my
strong point, | would say my sense of humor. You gotta have a sense
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of humor, cause you gotta laugh your way through it. That’s why |
start the day with a joke. Kids have been known to steal my joke
book--leave ransom notes. You know. "If you promise never to read
a joke again, we will return your book." It’s great. They love it.

H: Humor’s important.
F: Oh, gotta be.

H: 1 think that’s the only way you can make it through the day. |
think we’re done. We’ve got lots of good stuff.
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APPENDI® €
Tess

H: Tell me something about yourself demographically first.
Interesting things like your age....

T: Age is not interesting.

H: And how you identify yourseif in terms of ethnicity - and good
things like that.

T: My background? Both my parents immigrated to this country. My
father is Italian gypsy and my mother is from Mezgzico. | identify
myself as a U.S. citizen although now reaping all the benefits of
having some other multicultural background, | certainly am taking full
advantage of that opportunity. | am forty-three years old and | have
been in education for twenty-two years, and | have been in seven
different states.

H: WWhy have you been in seven different states? Any reason?

T: Taking advantage of....

H: The gypsy background?

T: That’s what | tell my husband. it’s the gypsy background. Taking
advantage of opportunities in New Jersey and in North Carolina,
Minnesota, Ohio, Connecticut. it’s just trying to reap and glean so
that when | got an administrative position, 1I’d be able to implement
alt these wonderful things, but this particular school is not ready for

all those wonderful things.

H: Tell me when you find a place that is because then I’'ll go there,
too.

T: Stand in line. Take a ticket.

H: That’s right. So, you’re married?
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T: Yes, married and have twoe dogs. Two four-footed children.
H: Two four-footed children. 0.K. Been married a long time?
T. Oh, gosh, yeah.

H: Seems that way, | betcha.

T. Seventeen or eighteen years--1'm not real sure. it’s been a long
time. Longer than | thought 1I’d ever be married.

H: Longer than what you thought it’d last?

T. Yeah.

H: And this school, demographically? Tell me a little bit about it.

T: | would say it’s rural-suburban, aithough you’re hard pressed to
find suburban. Doesn’t really have a downtown. It’s--1 don’t want to
say a bedroom community of [specificl city. The city is filtering out
into [specificl Township. We have approximately 13% students of
color and pretty much everybody eise is a redneck here. | thought |
was coming to [specificl city--that [this schooll was just a part of it
and | was very surprised at the different ideolagies and philosophies
and sub-blue collar community that exists here.

H: Is “redneck” part of the EMIS categories?

T: Yes, | think that’s number six.

H: Oh, si¥. | know just the place to put that.

T: m going to be really candid so that your research is just....

H: Rich. Rich is the word. Rich in detail. 0.K. I’'m here because you’re
female. Let’s put it right out there on the line.

T: I’m really a trans-sexual. [Laughs]
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H: Rich in detail. All right. Tell me something about the intersection
of gender in your job. Have you ever had any little stories to tell
about being female?

T: How iong are those tapes?
H: Plenty long. Everybody has a story.

T: There are plenty of stories. This particular school I’'m at right now,
they were very surprised that a female was hired. The word around
the community--the word on the street, since it’s a very small
community gets out even before the word is finished on the tape
recorder, that one of them was hired. Not only was she one of them,
but she was also one of them , which was a double whammy for them.
A lot of the old power structure that was here; they have not
accepted me. They will never accept a woman in a position of--U’li
use the term “power.” | don’t see it as a power position. | seeitasa
leadership position, and I’'ve had a very difficult time with that. |
used to wear sneakers everyday--different colored sneakers to
match my outfits, and the men could not accept it. So what { did
during Lent is | wore real shoes, and | told them it was a result of
Lent, and | told them that | was going to go back to sneakers. But
since I’m looking for a position outside the district, | figure the school
district and their entourage wouldn’t really appreciate really bold
pink sneakers or flowered sneakers. But they would talk about me
having candy dishes around and “0h, it’s that woman” or having
flowers around or just really ridiculous having nothing to do with
leadership abilities.

H: How long have you been here?

T: Coming up on two years.

H: ind you were an outsider brought in?
T: [Northern statel.

H: Not somebody that rose through the ranks.
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T: No, no. | wouldn’t have lasted in the ranks here very long, and I’'m
going to be reassigned at the end of this year because the
superintendent sees the community not wanting a woman in this
position. Wanting a man. So they’re going to reassign someone from
the central office and then I’'m going to be reassigned to his position
and | said, “I’m not going to be reassigned. My vocation is to be a
building administrator. Itis nat to play these ridiculous games that
every day there’s another rumor or a lie.” My office is so bland now |
used to put things down every month. | used to have a theme. There
was a theme, and we’d carry it over to the office. For Halloween |
had skeletons on a table cloth and “0Oh, my God, she’s a witch and
she’s practicing witchcraft.” And this goes on and on, every month
something ridiculous, and it just got to the point where ! went , “Well,
I’ll just make it as bland as possible.” It’s really hard for me because
you knoiv you have to assert your personality. When you can’t, then
this is not the right place. And I’'m committed to a dual gender team,
and | brought on a lot of interns, but if a relationship is not working,
then get out of the relationship.

H: And your husband’s pretty flexible about being willing--being able-
-to move?

T: Yes. His company -- he’s with [large corporation] and they’ve just
restructured so I’m looking at a Cincinnati/Dayton/Springfield area
for a position. Hopefully a city, although | realize that when you go
south it gets a little bit tenser. But, | think an inner-city or an urban
setting would be much more of what I’'m accustomed to, growing up
right outside of [Iarge eastern cityl.

H: There are a lot of females down there, as a person who’s reaily
looked for those clusters, there’s many in Cincinnati. But, what | have
found through the research I’ve dane is the reason they’re more in
the urban areas is because those jobs are less attractive. But,
because you hired on to be an assistant principal, seniority dictates. |
worked in Erie for a while and really feel a calling to go back to an
urban situation. | taught in basically some urban situations. | was a
traveler, too, evidently part gypsy. Went into this very nice suburban
situation, very nice, very country, very similar to this situation, and
don’t really feet it’s where | belong because it’s very homogeneous in
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their thinking. Although, I’'m sure | could stay forever, in terms of
their acceptance of me finally, but it’s taken--this is my fifth year.

T: Oh, my gosh. | don’t have fiue years.

H: 1t’s taken a long time to get to that peoint. When | was the
assistant principal, but | rose, and | think that helps, because it does-
-They have a little bit more time to get used to you. So, | was the
assistant principal for three years and this is my second year as the
principal. And | even convinced the board to hire a female
superintendent. She's very different. She’s more the bureaucrat, and
| absolutely reject that, but, it’s a good place right now for females.
We’re looking for three principals for next year, and |1 know that the
community has gotten to the point that it doesn’t even--1’ll never say
it doesn’t make a difference, it does make a difference--but they
accept you for who you are after five years, | think. It’s a tough road
to get there. Why did you choaose this career path? Why did you
decide you wanted to do this?

T: Administration, | assume that you are alluding to.
H: 0.K. Well, let’s start with education and then kind of go on.

T: In high schoo!l | had an experience where pecple of my kind don’t
get college degrees. They just wind up pregnant or as prostitutes. So
| was about to prove them wrong. And each step 1 was about to
prove people wrong, and | was going to be resilient, and | was going
to defy all the little stereo-types that they had of individuals. When |
was in teaching, | would always giean infermation. | would always be
reading and collecting the freebees from everyplace and would be
able to sort people, to be able to tell people where they could find
some things. And { said “Hey, I could really get involved with
curriculum or something like that. * Aind because of my coaching, kids
would always come in, so, | knew | had counseling. You'’re a
disciplinarian, you’re a test interpreter, all these good littie things,
and | decided that if | could reach not only 158 students in my class,
then | could reach the entire school. So, | looked at administration.
Then in moving about, and | purposely moved about so that | could
work with some of the best that are out there. With an outcome
based school, with the school that | worked with, William b6lasser, and
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with some other things, so | wouild be able to really be effective as an
administrator. And when | got my doctoral degree, my goal was that
| was going to be a principal. | didn’t care where it was going to be, |
was going to be a principal. ind Ohio was real small, and my husband
was in Columbus, so, how big can an inch be? An inch away from
Columbus--so | figured, that wasn’t that far at ali to commute. So, |
applied for a job at an education meet here, and | was successful
because the superintendent, who was then leaving, wanted to hire
someone from the outside to shake up the district. | was the shaker
up.

H: 1t worked?

T: Well, it worked for him, | can tell you. | walk around with bruises
all the time. | had goals in mind, but | am a gleaner. | want to how

be able to put that vision in place and he able to bring it to fruition,

but this is not the school district to do it in.

H: So, when you got your doctorate, you purposefully wanted to be a
building level person. Do you have any desires to go anyplace else~--
and { don’t want to say up?

T: No. I'm hoping, in my next position 1 can also work in a university
in a part-time capacity. | said five years when | got this position--

within in the next three to five years, | would like to try to get into
the superintendent.

H: Oh, you would like to be a superintendent?
T: Yeah.
H: Is this your first administrative job?

T: Building principal--yes. But, i’'ve been an assistant principal in a
variety of different situations.

H: Tell me about your first one. Getting that joh, did you see yourself
as having a problem getting that position?
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T: Actually, I transferred from [large southern university] to [large
northern universityl, because my husband was already up [northern
state], and 1 took a sabbatical from my position in [large southern
universityl. And | was doing my work and collecting information at
[large northern universityl, and | wasn’t associated with the school
for three weeks and { started to get reai antsy, and | started to go
“God, | can’t just do research. 1| just can’t do this. | have to be
involved with some other things.” So | went to a school district who
had just gotten a coupie million dollars for outcome based education
research, and went, “If you ever need anybody to sub....” | subbed
for two days, and they asked me if | would finish out the yearin a
chemistry position. That was for a month, and then they asked me if |
would be assistant principal. They liked what | was doing and how |
got involved. 1 think the principal thought | was different than what |
was. | was a passive person, and | turned out to be very assertive,
and he was very surprised. He had a very difficult time controlling
me, because | was my own person. And althocugh we were a team, he
didn’t like that when he gave me a responsibility. | did it, and | guess
he sort of wanted me to go, “Ch, | don’t know how to do this, [John],
would you help me?” Give me a break. I’m not that Kind of individual.

H: You have a science background, then?

T: Yes.

H: You taught....

T: Biology, chemistry--started out in physical education. But, |
decided | couid do a ot more than--1 took the easy route because |
was almost convinced that people of my kind didn’t go to coilege. I’d
better take the easy route. Then | said, “This science is really
interesting.”

H: Did you teach physical education?

T: For two years.

H: Oh, did you? So, you’re dual certified. 0.K. Talk to me about how

you deal with students. Magybe a little bit of the discipline part of it.
Do you have an assistant here?
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T: There’s no assistant principal, but what | did is | brought on an
administrative team. The athietic director, | deemed him as one of
the associate principals, and the vocational director is deemed as one
of the associate principals. And then | convinced the board that we
needed to have a revolving professional growth plan for an
internship. So, we have an intern and myself. So, we make up an
administrative team. | worked it out so that each of us are assigned
like ninth grade, tenth grade, eleventh grade, twelfth grade.

H: You took 12th grade.

T: | certainly did.

H: | knew you would.

T: ’'m no fool.

H: Get them all whipped into shape.

T: That’s right. If there’s any problems in twelfth grade, it’s curtains.
You’re not doing your job.

H: 0.K. Talk about how you deal with students. How you see that as
part of your role.

T: | was disappointed, because as an assistant principal you deal
much more with kids. And as a lead building administrator you’re
supposed to deal more with the obstinate characters on the staff.
find that’s real frustrating because | really try and get involved with
the students as much as | can. As far as finding out hotw their
weekends went, if they had a sporting event, getting invoived.
Talking to them about their hair or just engaging. When the bell rings,
| try to be visible and out in the hall and engaging with them. I’'m not
a screamer. One of gur interns last year was a screamer, and felt this
was because of the power thing, this was how you make people sort
of cringe. And as a matter of fact they gave me a paddle when | first
came. | keep it in the corner. But, on a humane level, exactly how |
want to be treated with respect, | treat students that way.
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H; Let’s go down, then, and talk about the picture of the leadership
structure in your school. You've talked about your administrative
team in this building. How about your relationship with your
superintendent.

T: | think we have a good rapport. I’'ve always been able to be very
candid with him. 1 think that he’s been very frustrated because that
I’m the first woman in the district. There have been no forerunners to
me. And that he deals with a lot of flack from the Board of Education.
And really the Board of Education wanted me to be reassigned. That’s
where the pressure came from--that we don’t want a woman,
especially a woman that wears sneakers. So he got a lot of pressure
and he’s resolved the fact now that he realizes that I’'m a visionary.
And even when school districts have called him in looking at other
school districts, he’s real frustrated. He used to be in the school
district, and 98% of the staff here went to school here, and they were
promised jobs when they got out of college. So, this is what they
know. And he was in that situation. He left to go up the ranks in
[northern state], not [northern state]--[another northern statel, and
when he came back, he thought that things would be different here
and things weren’t different.. So, he’s having some frustrating times
as weil. And he realizes that you can’t always go back, | guess, and
that’s real frustrating for him. We’ve had very open discussions
about change, but he’s finally brought in some technology for us.
When | got here, there were no computers any piace to be found. We
were doing GPA’s by hand. It’s an archaeological find.

H: 1965.
T: 1t’s just incredible. it reallyis. But, we have a good rapport.

H: How about the Board? LWhat Kind of flack do you get from the
Board? And why do you think it centers on you? Or does it center on
the fact you want change? Or can we factor those two things out?

T. I’'m an outsider. And | think that’s first and foremost. That | was
brought in. And | have that East Coast Mentality. | guess I’'m very
open and candid, not aggressive, but i’m assertive. And they have a
difficult time. They will spread rumors and innuendos, and that’s not
typical of small communities, because I’'ve been in small communities
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before, rather than confront you. No one confronts you. | believe in
an open door policy, and | usually spend my afternoons, my last two
hours of the day catching up on some things. And the staff here
would rather pass notes to one another rather than actually confront
you because they’re afraid. They’ve never been asked and they’ve
never had a voice here. So, | think it’s a combination of things.

H: What kind of innuendo do they spread?

T: Oh, most of it is that she wants us to change, and she doesn’t know
that we want proof. They all want proof that the change that’s
implemented--like we tried to go to an eight period day to go perhaps
the following year to a modular schedule or block schedule, and |
implemented a shared decision making team. Well, they all wanted to
be an the shared decision team to block my decisions. And that was
real obvious from the onset, that we’re going to vote against her just
because we’re voting against her. So, what they did is--we gave her
one minute, so we’re evening out all the periods to forty-three
minutes instead of having eight fifty minute periods and building the
master schedule and sitting down with each of the departments, and
they found out that “God, we can actually lose one person in each
department. Why didn’t we listen to her?” Well, you wanted proof.
Now you have proof. Now we’re going to are--we’re going to have to
RIF one person in each department, because you were such pig-
headed, obstinate individuals. They’re very suspicious of everything
and every week | would Herox off a real short article and put it in
their boxkes. They wouldn’t read it. They wouldn’t believe in words.
We want proof. Nothing has changed here in twenty-nine years and
why do you want us to change now? Well, that could be why.
Surprise! We’ve implemented site visitations and we’re going on to
other schools and they’'re saying, “6osh, they’re doing a lot of
different things here, but that wouldn’t be good for us.” Get ‘em in,
get ‘em out. That’s the mentality. Get ‘em in, get * em out. |
interviewed in the summertime so | never had an opportunity to see
the school in action, and | figured when nothing was on the walls it
was probably because it was summer cleaning. Well, that’'s the way
the school is. They have pride in the fact that this is a very surgicai
environment. Any change is perceived as bad, bad.

H: Evil.
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T. Yes.

H: 0.K. We've kind of hit the relationship with--How about your
secretaries? What kind of relationship do you have with your
secretaries?

T: Excellent. All the secretaries left in the buyout. This one secretary
who, | deemed her as the administrative secretary in charge of all the
other secretaries, that she came from the athletic department and
she was very careful, she was very cautious. She had never worked
for a woman before, and she didn’t know how it was going to be. We
talk all the time. We have a good rapport. And she’s very surprised
that this type of rapport could exist with a woman. Good relationship.

H: How about the custodians?

T: Head custodian has a very difficult time with me hecause I'm a
woman. And when | go around if there’s a leak--every morning, 1--
it’s mandatory for us to have a meeting at 7:15, and we sit down and
ive have a meeting and he tells me what’s happening--if the boiler’s
running, just things like that. It’s gotten to the point, “Well, why is
she asking me these questions all the time? She doesn’t know what’s
goin’ on.” And that gets back to me and that’s reailly a concern. And
I’'ve tried to give him more responsibility with supervising his staff.
But, he just wants somebody to run the place. He doesn’t want me to
ask him for his opinion all the time. And that’s real frustrating
because the custodians really have pride in the building. Real pride.

H: It’s a nice looking building. | took a little walk. Well, 0.K. Let’s
talk about that leadership thing again. You’re trying to institute some
shared decision making things with the teachers.

T: Uh-huh. [Affirmative]

H: The assistant --associate--whatever we’re going to call those
principals--leadership team. How does that work? Do you have daily
meetings? Do you meet at ali?
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T: On Mondays, or Tuesdays if we had off en Monday, we meet in the
afternoon. We were meeting in the morning, but one of the interns
has the ninth period free and | wanted him to still stay involved with
what the individual did last year, so we changed our meetings to 2:15.
And we just talk about what’s on the agenda for the week, what’s on
the bulietin for the week, and who’s going to cover what. Then
concerns--we do roundtable--and concerns that | have
administratively about a situation or about something 1 heard from a
staff member. e also have what { deemed BRTS, a comprehensive
teaming for at risk students, and--that's on fridays--where we bring
together the building administrators, or the BRTS, I call them, and the
counselors and we sit down and talk about student concerns and
other issues. The site based or the shared decision making is myself
and then twelve elected staff members, elected by the staff. | would
say that half of them have a hidden agenda--haif of them are the
informal leaders of the school. And the other haif are the people who
wanted to see change, and they wanted to know what was
happening--what the inner circle was like, but they're very hesitant
because the informal netweork is very assertive and can make their
life miserable.

H: 1 can relate to a lot of what you’re saying.

T: I'm sorry to hear that. No one should be put through this crap. And
Just because of your gender--that’s absurd, that’s absurd.
Philosophically, they couldn’t shake a stick at us, because,
philosophically, none of them could even touch us.

H: Well, we’re trying to go through some change. Tough row. We
have the highest level of master’s teachers in the state percentage-
wise. The staff is very old, very educated, very well paid, very stuck
in the mud. And again, they like me because I’'ve been there long
enocugh that I’'ve become 0.K. So, it’s a very difficult thing for them to
be angry at what I’m espousing, which are some of the very same
things that you’re espousing. They still embrace you, then, how do
they do that? That’s a real--Are you a person or are you this thing
that is trying to get them to change? | can identify with this. It’s
frustrating, but it has a lot a to do with the age of the people with
which ’'m working. I’'m the baby, I'm the youngest. Well, there’s one
teacher that’s younger than 1 am. So, not only--1 mean--you have a
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whole 1ot of things there, because 0.K. so you’re working on your
doctorate and you’re really well-educated and you can actually put a
sentence together, but, you’re still a baby. You’re still young. And
they just think I’m a lunatic. I'm a fringe person. I’m a radical.
Whatever--and | embrace all those things, you have all those things.
Next. So, I can identify with what you’re geing through, but,
somehow, we’ve managed to keep it a lot friendlier than what you're
experiencing. Buft, | think, if you came in, if you were transplanted--|
really think that what has saved me is the five years and being the
assistant principal and really making the kids toe the line, which they
love. Oh, thank you, thank you, and then--how do | reconcite all that?
You want to do some of that stuff? When we saw you as the
assistant principal you were--and am--very strict with kids. And |
am very strict with kids. | have very high expectations of kids.

Which they always measure up to. Fine. Now we can do all these
wonderful things because the kids are doing what they’re supposed to
be doing. Isn’tit grand? So, anyway, I've been told | ruined the male
teachers lounge, because they used to talk about sports and now they
talk about education. When one of the teachers told me that --I"m
sorry--it crucified me. “Tis the season.” [Easter] 0.K. Let’s see what
else we need to hit, then. You’ve talked to me about what you look
like at work; that you wear sneakers, because it’s practical, |1 take it.

T: Yeah, because | was the only one. There were no assistant
principals. And it was also a ot easier to get around, because even
the other people, if there was a fight, they’d all go, “lUell, are you
gaing to go?” And so, I’m not going to wear heels and be clompin’
around on three stories and up the stairs, and down the stairs and
things like that. | want to be comfortable. What’s on your feet, you
know you wear that smile on your face or you grimace walking
through the terrazzo floors and things like that.

H: Wear pretty much suits?
T: | always wear a suit. Yeah, no more pants.
H: Why?

T: | never wanted to be an administrator who was a male dressed up
as a female. And | think as women we fight with that all the time.
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You can still keep your personality and still be a person, your own
person, and do a heck of 3 job as an administrator. | think we
damage ourself when we try and be a man, cause that’s not what
women are. Women are much more nurturing. They have the ability
to be flexible and juggle twenty-five balls at the same time. And |
think that men should be envious of us.

H: Get in line.
T: That’s right.

H: 0.K. Can you kind of just go through your day for me from when
you get up in the morning and hit the shower, from there on? You can
leave out that part if you want--leave out the personai hygiene.

T: 1 get up in the morning and | put on a T-shirt and my bathing suit
and i go for a swim. Usually, before | get here, | swim a mile at least
every day before |1 get to school.

H: Where do you do that?

T: At a pool in [town]. | swim there. When | had an apartment here |
was swimming at [neighboringl High School. |1 come to work. And as
soon as | get here, I’ve not even sometimes unpacked my bag, when
people are here, you know, conversation. Talk to [secretary] and ask
her how things are. They’ll put the subs on my door, and I'H just try
and turn on the computer, turn on the printer, and I’'m out in the hall
and visible. | take whatever students | have that are supposed to
come in first period and I’ll track down my troubled students,
troubled seniors. I’ll just peek my head in the room and I’'ll call the
student out because we have a homeroom at the start of the day or
Just the beginning of class, I’ll try and be at that door so that | don’t
have to call the person out of class and thereby, "-0-0-0-h." Talk to
the student about the concern; assign detention or whatever is
needed or just to talk to the student. Then, sometimes, peek in a
couple of classrooms. | try and do at least three walk-throughs
during the course of the day. I'll come back here, see if there are any
pressing issues. Unpack my bag and sort some stuff. Pull out--1 have
a filing system of every day--1’ll pull out what’s in the file for the
day. The superintendent will call, “1 heard this rumor today--tell me
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what’s happening there.” Respond to that. Then be out and about,
answering notes, people putting nates in your box, and going around
to the staff. Pretty much, the morning is gone, and I’m down by the
cafeteria during the lunch periods. | think it’s a wonderful
opportunity to just walk around to the tables and talk to the kids.
And go down to the gym because when they finish in the cafeteria,
it’s closed campus. They’re allowed to go to the gym and beat each
other over the head. So they do that in the gym. And, Iif it’s a nice
day, I’'ll take a walk around the building, outside the building, down to
the annex. We have another section to the building on the other side
of the faotball field. Then after that I'll usually just do another walk
through, around one specific floor and then I’ll come back. And
usually from 1:80 to 3:08 | try to do some things in the office--
answer phone calls | need to answer.

H: What time do you leave, usually?

T: Now I can’t say, “When it’s getting dark” because it stays light a
lot longer. If there’s sporting events, I’ll be out at the sporting
events. Usually around 5:00.

H: Let’s hit school renewal. If you could direct school renewal, no
holds barred, no teachers saying, “No | don’t want to go” and no
money problems--go for it--what wouid you do?

T: 1 would go around to schools and observe staffs and pull teachers
from different staffs who were doing innovative and creative things.
I'd create a school that had a sunrise-sunset program. That’s just a
terminology that | use--that would open its doors to students at 7:60
in the morning and not close until 18:808 at night. 1t would be a school
that had community flow freely in the building. That each classroom
would be able to have community members as participants in the
class--at least 4 or 5 community members in the building. Would be
one of a lot of cooperative learning taking place. One of which there
would be no bells. People would work as teams; they would work
coliaboratively and work on interdisciplinary projects. And it would
be a lot of pride and a lot of respect for one another.

H: Should be able to do that about tomorrow, shouldn’t you?
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T: Isn’tit a shame that that’s reform?
H: Yes, that’s a shame.

T: Education is oftentimes like the Vatican, just refusing to make any
changes. Not going to change. We’re going to go back to an
industrialized society any day now.

H: What’s the purpose of high school today? Why are any of us here?

T: | don’t know. | think we really need to revisit high school. | really
do. And revisit seat time and revisit Carnegie units and all that stuff.
| think that we are secondary education, just like ip Europe. And that
this prepares people for their next phase in life. 1f somebody doesn’t
want to go to secandary school right now, then, let them have a job.
Our purpose is to prepare people for their next phase in life. That’s
what secondary school should be. Not one of being punitive. Not one
of having to have kids meet here for nine periods a day, and have to
have a study hall and lunch and all these other things. This is
preparing for life and the classroom is not life. it’s everything--the
community service should be a part of the school day and the high
school realiy needs to revisit how society has changed and to prepare
people, and they’'re not preparing people. At least, we’re not here. |
don’t think we are.

H: What are you doing?

T: 1t’s a baby-sitting service for parents for four years. A lot of these
Kids are ready to go on; a lot of them aren’t. The mentality of the
staff is get ‘em in; get ‘em out. A whole lot of--they lost some pride
someplace along the line. And it didn’t happen when | gat here. It
was probably about twenty years ago, when they wanted to clean up
the act and they wanted to suppress the sixties and suppress the
seventies and everything. They suppressed pride. Weil, not pride
because there’s still pride in the building, but they suppressed any
type of a voice. And that’s too bad.

H: Well, 0.K. Is there anything else you want to tell me that 1 didn’t
ask you that you thought, “Hey, | thought up this answer. | thought
this was what she was going to ask me about?”
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T. No. | didn’t know what angle you were going to come from.
H: Anything else that might be what you are in this particular....

T: What |l am? Gee, | guess I’m just the building principal here. |
don’t know what else | am.

H: Different from those that have come before? Different from those
that will come after?

T: Dh, yeah. 0Oh, most definitely. | think that they will not appreciate
the sensitivity and the candor and the honesty and the openness until
after | depart. And many perceptive staff members have said that.
And | said, “Well, that’s fine. But, this is a bad relationship for me and
I’'m getting out. You guys are going to have to struggle with that.”
And | think that’s too bad. | think that oftentimes people treat
people--| won’t say cruelly--but they don’t realize that even though
it was a transition and it was changes. It’s always frustrating or it’s
an upheaval. 1t’s very difficult, but that they had an opportunity. |
mean, we had a Uenture Capital grant. The only reason we had a
Uenture Capital grant was because [ pushed it. | put a vision together
and then got some of the key movers and shakers that wanted some
change and we put it together. And we had the State Department
was ready to take it away from us. We were going to be the first
schoo!l in the state to have a UDenture Capital grant taken away.
Because they came and they said, “Oh, my God.” You know it’s real
obuious that there are some people that when you walk by they just
haven’t accepted you. They’re not going to accept you. What’s going
to happen when you leave? They did a second visit and that’s when
we put up these pictures all over the halls and put up posters all over
the halls to make it look like at least we’re not "Night of the Living
Bead Zombies" here. And they said, “Well, you’re doing some things
and that’s real positive.” But, it’s real frustrating, because when |
leave what’s going to happen? Yeah, | saw your surprise that we
were Uenture Capital. There’s an opportunity here, and it’s just not
being tapped. That’s too bad. The kids are the ones who suffer.
Brought in a national speaker and, you know the kids realize there’s
tension between the senior staff, and even putting in a secda machine
so the student issue would have money to generate just after school-
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-little things like that. Just trying to do things for kids. The school’s
never been here for kids. And trying to do that--you’re changing,
you’re changing. We just get ‘em in and get ‘em out. We don’t want
to interact or anything like that. 0h, God. On referral system, | said,
“Well, you know, you need to call the parents if there’s a problem.”
“lWell, the building principal alivays used to call.” “What a waste,” |
said. “If you had open-heart surgery and something went wrong in
the operating rcom, would you want the chief of surgery to talk to
the family? Or would you want the person who actuaily did the
operation? Why would you want to engage all these other people?
You know what happened. You talk to the parent. We’ll handle any
fights or anything like that, but if somebody doesn’t bring a pencil to
class--give me a break. You call the parent or don’t write the referral
out.” | had a difficult time with that. A lot of ownership, putting it
back. A lot of things like that.

H: Name a change. Have you done a change that you can really say--
say a systemic change--something that everybody can go 0.K., this is
different? Not the little things that we know we impact on all the
time.

T: Staff meetings. They used to have staff meetings go after school
for fifteen minutes and the building principal would stand up and say,
“This is what’s going to take place.” We now have a two hour late
start and in these design teams that we have, fifty percent of the
staff stand up and talk about things that are happening in their
department, things like that. There’s a twenty minute open sharing in
the small groups, which has been very positive and | think will
continue. Communication.

H: Not their strong suit.

T: No. So, that’s what--when you go in after anybody that’s been
here twenty-nine years. | think that’s insanity. Who went to high
school here, then went to college, went to the NBA and hurt his knee,
so, came back. And I'm five two. He was seven foot something. So, it
was just when | first got here, | stood an a stool behind the counter
so people--1 said, “At least you knew that when you came in you
were going to look up there so, | figured | would stand on a box.”
“That’s stupid. She stood on a boy.”
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H: No sense of humor, either.

T: None at all.

H: How do you survive without it?

T. It’s real frustrating.

H: 0.K. Glad | dredged all this up for you here so early after your
vacation. | don’t want you to start out after your vacation feeling
too good for too long. 1t’s too bad you’re leaving, though.

I: Well, gotta go to bigger and better things.

H: Well, | really have decided that I’ve been at Champion too long.
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APPENDIR D
Betty

H: The principal left late in the summer time and | was the assistant.
tWell, that’s 0.K. to be the assistant, cause all you have to really do is
take care of kids and that’s sometimes what they see us doing
anyway. So, they gave me a one year contract. And | was very
nervous about that, even though | had been there for years. |
thought they really knew who 1 was.

B: What did you teach?

H: 1 was a band director. Not in that district. Went to be the
assistant. Was the assistant for several years. Then we had a budget
crunch. And the year that | was the principal for the first year, there
was no assistant. A building of about 630 kids with no assistant. And
it was the same kind of thing. Who’s going to apply for this job? We
have such a lousy situation here. So that’s kind of the way that is.
But, it’s a very conservative, kind of almost “red neck” sort of area.
But, anyway, my research has led me to discover that there’s only
forty-eight in the state that are actually principals. 0f course, there
are more assistants.

B: See, 1 did mine with superintendents, and it was hard for me in my
research to get an accurate number when | did my interviews
because, when | did my initial survey, | was asking, how many years
have you served in administration? Well, that could be anything. So it
was hard to get that down. And | was trying to get a list, thinking
that the State of Bhio should know....

H: The gender of the people....

B: find | believe they do. | truly believe they do, and they were in no
way going to release that to me.

H: Well, what | did is, | went to the Ohio Educational Birectory and |
picked out people who had traditionally female names. A couple of
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people who | then called, | found out a Leslie was a male and Kim was
a male, so | had a slightiy bigger humber and | started to whittle
some of those people down simply because of the name thing. That’s
the thing I've discovered, too, when | search through the literature.
First of all, they differentiate us by secondary and elementary. They
do gender kinds of things, it’s just total quantity. Well, yeah, tell me
where they are. fAind they’re fuzzy about that.

B: See, there’s so few.

H: How many superintendents were there? Did you just do this
state?

B: Yeah, | did.
H: Just Ohio?

B: There were thirty-one superintendents at that time. | finished
thatin '91, and I’'m considering doing a follow-up, because | know at
least ten of those have self-selected themselves out. And | think
there’s some real reasons. | don’t think they did it just because they
wanted to plant an urn some place. But, | analyzed statistics. There
was a woman who did a study similar to that ten years prior, there
were oniy three. So, by looking at the stats, what a wonderful
improvement. Going from three to thirty-one, or whatever it was--
it’s back--| probably forgot the whole study now.

H: Well, we have a female superintendent now. And one of my friends
at the university is doing a gender study, too, and is trying to find
female secondary principals, female superintendents in the same
district. She said, ‘I think you’re the only one.'

B: | would say that’s real unusual. My feeling is that boards don’t
like to have two females together.

H: Afraid we'll sit down and crachet or something.

B: So, teil me about your study.
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H: Well, 1t’s very feminist in design. 1t’s not--1 don’t have really a
series of structured guestions. | have some ideas that | may or may
not hit, depending on how the conversation kind of goes. le’re
dealing with culturation and are we hegemonizing the culture? RAre
we not hegemonizing in the culture? Oo we resist? Do we acquiesce?
And really, I’'ve had kind of a bad time getting it through the
committee, who wanted a very stats kind of....

B: Whole structure.

H: All the time. But, I finally found one person that would embrace it
in the admin. department and then | have somebody in foundations,
because the foundations in education people are always much more
‘out there.' So, | finally got it through, not all that long ago, ! think in
January. But, Youngstown makes you do three chapters before you
can defend your proposal.

B: So does [her college]. | think that’s a common trend.

H: Oh, is it? Because most of the places you do a little prospectus and
then they sign off on that and then you start to write. But, these
people said, “No”, and one and three [chapters] are absolutely cast in
stone, you can’t change anything about one and three. Two they let
you fudge with a little bit. But, I’'m quite a ways into chapter four and
then five of the conclusions, you kind of have some basic ideas.

B: So, they didn’t proof the first three. You did defend?

H: IndJanuary. !’ve been rolling along pretty well, though.

B: So, you're interviewing people on tape....

H: And my sister-in-law is transcribing the tapes, and what they’ve
asked is that |1 leave the transcriptions in the library--Maag. 0f
course, nobody’s identified by name. We’ll come up with a pseudo-

name for you.

B: Are you identified demographically?



227

H: Yeah. Demographically and personally by district, but only in terms
of urban/suburban. | mean not a lot of demographics.

B: Because, that does depend on how candid | can be. In the study,
how will | be identified?

H: By a made-up name and by the fact that you’re an urban/suburban
principal of about--school size and all those kinds of things.

B: You don’t give a geographic location?

H: No. | don’t say [city name]. | don’t say [directional] part of the
state. In fact, | know the female at [another school] very well and
when | read through her stuff, | thought, “1‘m not even sure who this
is anymore,” because other than that she’s black and she has some
speech patterns. But the only person who would really know who it is
would be my major advisor, who will keep the sign off sheets. You
have to do the informed consent forms. Part of it, though, is that the
interview is bound and put into Maag Library for anybody else who
would like to go back and examine the transcripts and things like
that. And then I’m just excerpting some things for the other chapter
four and commenting on that, and does that fit the pattern of
everybody else.

B: So, did you get someone to approve non-statistical research?
H: Yes.

B: Wow! Cause | acquiesced. Fine. You want numbers, | can give you
numbers.

H: It took a lot, it really did, and only | think because | was so
prepared. | had known for years that this was what | really wanted
to do all through my Masters. find | had just a mound of research in
my computer that | could just go and validate as we went along. And
he wanted to take a risk, although, I’'m probably going to be the first
graduate out of this doctoral program, because this doctoral program
is new.

B: What is it?
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H: 1t’s an Ed.D program out of Youngstown, but I’ll prebably be the
first one. And | thought that was pretty brave of him to allow me to
do something kind of quirky.

B: They don’t have Ph.D or Ed.D program in Youngstown?

H: They just started this Ed.D program. And, in fact, that’s why, really
in all honesty, i’m doing it, because they paid everything for me to be
able to go to have a couple of graduates in a fairly quick fashion. We
went through in cohorts, though. Every year they take in twenty. So,
this is my third year and I’'m aiming to be done by--well, I’m aiming to
be done with the writing by the end of June. Then, of course, let them
beat me up as they beat you up for however long they have to beat
me up. Till they’re satisfied that t’ve paid my dues, then they let you
go. But, anyway, so you’re not identified other than two people know
who you are. So, | think that’s the first thing we need to do is have
you sign off that informed consent that says you’re over eighteen--
all that kind of stuff.

B: Now, how did you--do you have problems with your subjects
committee?

H: No, in fact they waived me.
B: They didn’t give permission, but they waived you?

H: They waived the whole set--they said you’re exempt from our
committee.

B: Wonder why they did that.

H: Because | want so very much to not put words into anybody’s
mouth and to say--what is the only psychological risk to this? That
somebody may turn around and reflect on something they’ve said?

B: You see, | made a real error, because | had such a hard time with
the human subjects in filling out the paper work, | did a real tactical
error. When they didn’t like my answers, they said, “What physical or
mental harm could come to the person who has been studied?” |
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wrote down ‘Paper cut from opening the envelope.’ This was not a
good move on my part at all. But, | got tired of them re jecting and
rejecting. | thought, “Nothing.” | said, “Are we afraid for them to
think?” But, they wouldn’t waive me. So, | did have to get final--and
that paper cuts smart remark didn’t help me at all.

H: Came back to haunt you. | tend to be a smartie, too, sometimes.
B: So, | learned real early, don’t be a smart ass for this.
H: No, they want you to take their little games very seriously.

B: ! thought the whole thing was so ridiculous. | could see if | were
in psych and t was really moving with--1 was just asking people’s
opinions.

H: Or, if you're young, if you’re a child under the age--but, you’re
dealing with people who live with this stuff all the time.

H: Do you have a Star Trek screen? [Notes computer screen saver]

B: No, this is roaches. [Pause] Yeah, this is all roaches and bugs and |
turn the sound off because it makes people real jumpy. But, every
time a cockroach goes into the base it screams and it made a lot of
people jumpy, so, | got rid of that. [Betty starts to signh permission
form]. So, ! get a copy of this alse? It says you’ll give me a capy.

H: | can.
B: That’s what you said you’re going to do there.

H: Yeah, 1 will. Not only that, I’m going to send you a copy of your
interview so that you'll know what | said. When the paper’s done, P’ll
send you a copy of that in case you ever get insomnia. The first
question | always use is, why don’t you tell me a story about the
intersection of gender and this job. Any story that you can think of.
Anyway that you think being a female has created an anecdote.

B: My current favorite--maost are negative in nature, but a lot of
humor with them--! have a female assistant, who when | was hired--
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and the process here is just amazing. | interviewed with ocver a
hundred people before | got the jab. It was a whaole year process,
and | had no idea the person serving as an interim principal at that
time, who he was and then who was the interim assistant, so they
hired me, and then they hired her to continue as a regular assistant
principal. ind | found cut later that the faculty had made bets that
we wouldn’t last until December because we were both female.
Interestingly, but not surprisingly, we had become very quickly good
friends. And we’re both people who consider ourselves people who
don’t make close relationships very quickly, but in this case we did,
and it’s been a delightful relationship. It poses no problems, no
chalienges, but we have become very close. We became close very
quickly. We have similar interests, and we’re a generation apart, and
that’s kind of interesting, too. So, you can imagine, just as gquickly,
which was not a surprise at all, that the lesbian stuff didn’t come far
behind it. My perception was, 0.K., we did get along, we didn’t meet
their expectation that we’d be “clawing her eyes out.” We redefined
leadership and team work for two females. | think that’s how you do
it. 1 think it’s different. 1 think communication is very different. !
think leadership had to be redefined. find so | think one of the very
conscious attacks was, “They must be leshians.” Must be because
they’re running everyday. They shower together. And so, | make sure
I kKiss her once in a while just to--but, that’s my current favorite that
I like to share. Yeah, they’re doin’ a hell of 3 job and they’re real
good, and they’re such good friends, they work so well, and they’re
very effective. My God, they must be lesbians.

H: Glder or younger than you?

B: She’s 51 and I'm 41.

H: Only assistant? One?

B: Uh-huh. [Affirmative] This is 3 seven through twelve building.
H: Oh, it is? How many students?

B: Four-hundred-and-nine.
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H: UWhy did you cheose this career path or did you choose this career
path? Some of us just kind of fall into it.

B: Mine was very conscious. Andin my study, | had an issue with
females not making conscious career decisions. Males making those.

| was very clear in my research that males made the clear decisions.

| made a very clear decision early on that this is what | wanted to do.
It wasn’t serendipitous. | was teaching high school, and | started a
Master’s degree program my second year teaching, right out of a
Bachelor’s degree, in administration. The first thought came to me,
and it’s less than humbile, bul | looked around me and | thought, “Well,
if these guys can do it,” and | was interested in that kind of job, that
kind of career.

H: Teaching what in secondary?

B: | taught special education. | was certified in industrial arts and
special ed.

H: You didn’t come from this schocel and rise? You came in from some
place else, right?

B: Yeah, I’'ve been in a number of places. This is my nineteenth year
in public education, this is my fourth position.

H: You want to trace that ocut?

B: Yeah. 1 was high school principal for eight years in a high school
west of here in Ohio. Prior to that | was a director of special
education for four years with seven school districts in another part of
Ohio. Prier to that, |1 taught high school for four years in another part
of Ohio.

H: IDhen you were a principal before, same kind of district?

B: Rural, but seven through twelve--small.

H: Did you have troubie getting thiat first administrative job,
especially principal’s job? i{UJhat was that like?
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B: itwasin ‘79, and ! knew time was up and 1 wanted to do it. | was
tired of being in supervision and directing. 1t was just not what |
wanted in administration. It was a good iearning experience, though.
| knew where | wanted to get, so, { had to figure out what the best
path would be. | knew the best path would be through a rural schoal.
And so | applied in several districts, and this is the first job that was
offered. So | took it.

H: About what size school?
B: Hbout this size.

H: About this same size. So you moved for any particular reason?
Just needed a move, or....

B: Time was up. It was time to move to do something different.

H: Talk to me about dealing with students. Do you still do a lot of that
even though you have an assistant?

B: Oh, yeah.

H: Describe the dealings you have with them and how--say--do the
dreaded job of disciplining.

B: Well, | think my basic philosophy is that I’m a problem solver. it
comes to light when we discipline students that if serves no function
te say, “You have three demerits, and now get out of here.” One of
the reasons that |1 continue to choose smail districts is | think you can
have more impact when you can have more one-on-one interaction
with kids, adults, and parents. So, especially having an assistant, that
affords me--1 don’t do as much discipline as | did—--when we do it,
which is very different te them, we do it as a team. We do a lot of it
as a team, which makes people crazy and very suspicious, but we feel
that for serious offenses, we are more effective as a team and
working together. And it’s important when we’re talking about
expulsions or major offenses with drugs and things like that, that we
can support one another and make better decisions with both of us.
But, when | do the one-on-one, | try with the student to get to the
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roeot of the problem. What are we going to do sc this doesn’t happen
again? And try to come to some conclusions that way.

H: Are you a yeller or a nurturer?

B: That was one thing that the district complained, was very critical
of me in my initial evaluation. And it’s been very interesting, the way
they’'ve evaluated me here. My first evaluation, they said, “The
perception the students have, and some of the parents, that you’re
very cold and uncaring.” And | said, “0.K., that’s fine. That’s the first
time anyone’s ever told me that and I’ll look at that, I’ll certainly
examine that, but I’ll tell you some reasons that’s being said.” } said,
*“1t’s a gender issue.” | came into this district, they were iooking for
a strong leader to straighten out a number of problems. For a year
they were tooking for this person and | believe they found it in me or
a hundred people wouldn’t have said that’s the person for the job. So
then, when | took action, there were some unpleasant decisions to
make. And | don’t think it was any reflection on how celd, nurturing,
warm | was, | believe if it was a male in that position that they would
have viewed the person as being a take-charge, being assertive. And
to this day | truly believe in my heart that no one would have told
someone with a penis that they were coid or uncaring. They wouid
have said, “Good jobh.”

H: How many years have you been here?

B: It’s my third year.

H: Third year here? Continuing contract coming every five years?

B: No, Pm--they just give two years.

H: 0.K., let’s hit a couple more on the demographics. You’re obuisusly
white, but | need to say that for the tape. forty-one, did you say?
Married?

B: Yes.

H: How long? Long time?
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B: Nineteen years.

H: Nineteen years. Children?

B: No.

H: Your husband a professional person?
B: Uh-huh. [Affirmative]

H: 0.K. That's enough demographics. Tell me about the school
population here as far as the kids go. This is considered a rurail area?

B: This is a suburban area. Affiuent. Very, very affluent.
H: Minority population?

B: Almost zero. Pecple move here for the schools. In 1939, this high
school was created because the peopie who lived in the estates--this
is the least expensive place to live around the school--this is enly a
two mile village--but in the large, large estates, and most of them
have been subdivided now--they had an elementary school out in
[another areal, and in ‘39 they decided they didn’t want their children
to go to the [city schools]. So, they founded a school. This is [large
cityl. Our address is [large cityl. Within this pocket, this is the [a
village]. e compare ourselves to fifty ather schools in Ghio and
some are Wyoming, Becksley in Dayton, we’re in a comparison group,
which | think is crazy, we’re in a comparison group with Shaker
Heights. | think, some things we have in common and seme things we
definitely don’t have in common with Shaker Heights. But, it’s a very
affluent area. People move here because of the schools. Highiy
educated parents. Movers and shakers and their wives--very, very
social people. This is probably one of the few districts that | have
worked or will ever work where they never asked me was | gonna
live here. They never asked because they knew | couldn’t afford it.
find jokingly some of us say, all the help comes in on a daily hasis.

H: So, this is surrounded by [large cityl.
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B: Oh, yes. If you see an aerial shot it’s very interesting, just
fascinating.

H: Because ! noticed, just as | crossed over to [street name], it said
you’re not in [large cityl.

B: iUe are just--and I think it was founded because they believed the
quality of education in [large cityl just wasn’t good encugh. We have
no industrial base, this is all tax supported.

H: High millage....

B: Uery, very high. Not only is it expensive to own a home here,
people who are living in these littie houses here, if they were in
Parma, Ohio, or Garfield Heights, they’re like triple the price here
because of the schools. And people, especially people like entry level
professors at the University who really sacrifice to have their kids
come here.

H: Do you measure up, do you think?

B: 1 do, personally. Do you mean the school? | think, generally
speaking, yes. We just found out yesterday, unofficially, that we’re
first in the state for the twelfth grade proficiency test. Now that’s
very nice, but also, let’s not kid ourselves, our pool is a little more
enriched than others. Our superintendent is pretty savvy about that,
but it’s very nice that we’re first in the state--but, also we have to
give credit, we've got some very smart people who live here. They
are focused on their kids, they come to school ready to learn. | don’t
do lunch programs, breakfast programs. My last school was very
impoverished. 51% were low income. These kids come to school
ready to learn and off and running. Which brings a whole different
set of problems when they come to school.

H: You mentioned your superintendent. Talk for a minute about your
superintendent. What kind ef relationship do you have with your
superintendent?
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B: 1t’s a working relationship. We function and produce because of
commaon goals and believing this is a good district. And we want to
make good decisions for the kids and for the districl.

H: That person did not pick you?
B: Yes, he did.

H: He did pick you. bas one of the one-hundred involved in the
process. But, picked you because he was here before you. And I’'m
getting the gender right?

B: Right.
H: Do you see this as very much of a hierarchy?

B: No, | don’t view It as a hierarchy. 1tis, but | den’t offer gifts or a
lamb or anything.

H: Shared decision making? Let me ask it that way.

B: This district is, and 1 had te rethink, 1 thought | knew a lot about
the group process and group decision making and shared decision
making. | don’t think that we take a bathroom break here without
involving everybody in the decision. So, | reaily had to observe and
fearn what they call shared decision making, the group proecess. And
initiaily 1 thought, this is not going to work because it’s too
cumbersome. I|‘ve learned a lot from it. When | leave here, I'll take a
lot of knowledge with me.

H: Do you plan on leaving here? Is this a step in many steps, or do
you kind of think you’re rooted here a little bit?

B: Oh, no, I’'m not rooted here.
H: Do you want te be a superintendent some day?
I: 1 don’t know anymore. WBhen | first started my doctorate that was

the idea, There are some things | don't want to give up about building
level.
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H: Such as....

B: | like the interactions of all the populations. | think that’s
renewing and the best part about the job. It's aiso the waorst part
about the job, but it would not be difficult, and you know this, 1 think
any position in the schools that the people with the right credentials
wanted, they could get some place in Ohio. There are just so many
jobs and opportunities right now. So, | would say, ten years ago it
would have been a case of there’s not the opportunity and there’s
few, few places that are. Now there are just so many openings, so
now the choice is very conscious. And there are things that just don’t
appeal to me about that level.

H: How was your husband able to maove with yeu? That doesn’t cause
probiems lining up your johs?

B: We haven’t moved.

H: Oh, you’ve never moved.

B: No, we both drive over sixty miles a day to get to waork.

H: Rnd your other job wpas somewhere clase enough....

B: It was. We don’t view travel as a big deal. e made conscious
decision not to. e had talked about, if we had to, that we wouid

each live in different cities. We decided, we don’t want to do that.
H: 1 traveled from Youngstown to Berea for twe years.

B: Oh, is that a jaunt.

H: About 98 miles.

B: Yes, that’s a real jaunt. What were you doing in Berea?

H: | was the band director in Berea for two years. Until | realty just
couldn’t take the drive anymore. | also started on my Masters at
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Youngstown to become an administrator. When I did so, | kinda--1
can’t drive here and go here.....

B: That would be crazy.

H: 1t was interesting. | can see what you leok like at work, but, taik
to me about what you look like at work and why you look the way
that you do. 1 can see you have on a business suit and all these kinds
of things. Do you ever think about why you look like you look?

B: 1 typically don’t lock like this. lhen | first started administration,
1 went out and bought five old man suits, and | keep them for a
memory. | got them in Ann Arbor at a tailor shop. 1 thought this was
the way to do it. And my husband would say, “You might as well wear
the same one everyday cause they all look alike.“ So, | was really
feeling bad--1 was younger and that was real important to me. find, |
did it for a long time--1 dressed like that.

H: Slacks and the whaole thing?

B: No. These were little skirt suits. You could have put this on a small
man and just put a skirt on. And they’re beautifully tailored. They’re
hanging in the cioset stili. 1t’s a shame | won’t wear them. Now I’'m
in this place that | don’t like to do dolly-dress-up very often. And it’s
interesting, when | do the dolly-dress-up and the heels like this--I|
call this currentiy--the compliments | receive from people is just
incredible, just incredible. Rnd when | don’t wear my suit and my
heels, |1 think | look just fine. | always wear a blazer. That | wear it
with a loose fitting dress and flat shoes and tights, and | can step
back and say, “It’s a different kind of fashion, but it’s still very
professional.” It’s not wearing nose rings, and it’s very acceptable,
but I find it fascinating, absolutely fascinating, if i put on a pair of
shoes like this that aren’t flat and a suit like this, the response | get
is just fascinating. | had oene faculty member twe years ago, he saw
me coming in one day and he said, “Now, that’s how 1 want my
principal to look.” Thanks for sharing.

H: Why de you think you made the shift from the tailored suit? Is
there a paradigm shift mentally that went along with that?
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B: Yeah. | think it was a paradigm shift. | figured out that | didn’t
have to be a miniature man. That | could embrace bheing female.

H: But, they want you to wear that suit.

B: It's just a hoot, I’ll tell you. In this community, a lot of the
meetings are in people’s homes. And these homes, | can just get lost
in these people’s homes. And we had this PTO meeting at 7:@9 in the
morning, and it’s very humorous to me because people are
complaining how early they had to get up. I’ve been up since 5:88,
and you iook like you travel. |1 walked in today and grabbed a cup of
coffee and we sitting down. “You look pretty nice today.” “lUhat, did
I look like a pig yesterday? 1 thought | loeked pretty nice yesterday,
myself.” That’s what | want to say. My God, 1 really liked what |
looked like yesterday. So....

H: That’s funny. But, | get the same kinds of comments. | dress like
this. [Indicates relaxed attirel You have too much boogie'n' to do.

B: I can’t run around like this. 1 iove the first day--it’s such a nice
cycle to be on--when the teachers are gone, the kids are gone, and |
can drag out the socks, my working socks and my denim skirts. |
keep a blazer in my closet just in case scmeone does need something
that | have look good, but | just love it. But l just knew--now |
prebably, in some ways, could get away with that lock more often. |
did institute a casual day on Fridays for my own personal benefit. So,
we all look like--the superintendent says we all look a little sloppy
over there on Fridays. | said, “You know, we are just comfortable
over here on Fridays.”

H: find he was comfortable with that?

B: | doen’t think he likes it. | really don’t think he cares for it.

H: See, we do that. And then if you wear jeans on Friday, you have to
give fifty cents to a charity. We got seme money for that and got

some publicity, so the superintendent didn’t scream too much, but
you’re always finding an angle.
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B: My angle was, “[Superintendent], they’re doing this in all the
corporations now.” That’s what sold him.

H: That sold him? ! should have tried that and saved fifty cents.

B: Of the major corporations, many of the presidents live here, so
there’s a real strong focus on what the business is doing, you know,
what the corporation is doing. S0, | figured, | use it for everything
else, I’ll use it for this.

H: 0.K. So, the leadership structure in the school is team effort? And
you feel that everybody is pretty equally empowered. How about the
other principals in the other buildings? There would have to be one
other building, the eiementary, is that all? Just one other? Do you
have team meetings and that kind of stuff?

B: Uh huh. [Affirmative] We have administrative meetings. We’re all
in power here.

H: Everybody’s in power.

B: Everybody’s in power. EVERYBODY'S in power.
H: Empowerment is the word.

B: Yes.

H: 0.K. Well, we talked about the superintendent. Talk about your
secretaries. What kind of relationships do you have with secretaries?

B: A wonderful one. 1I’'ve been through this three times now, so |
know, and 1 think the secretary is very nervous, you see it in their
eyes. You know, “I have worked for so and so for this many years,
and please don’t think a woman’s going to tell me what to do.” My
last secretary did say that. | can understand that. i can truly
understand that. They’ve never had the experience. They think it’s
going to be something horrible. | think we do more shared decisions,
and I’m into this stewardship delegation that I’m not going te tell you
how to do it. This is the end product | need. You figure out how to do
it. And she is just incredible. And that means that | have to like--just
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because | haven’t--at that particular time of the year that | don’t like
Chicago type printing, or if she wants to use it in a letter, it doesn’t
make a rat’s ass bit of difference. S, |1 gotta keep my mouth shut,
but | find that works very well with her. 1 think it’s a real sharing
type of relationship. And even though we’ve never talked about it, |
think it’s because we have that shared experience being females that
makes many of the things happen.

H: How about the custadians? | assume they’re probably not females.

B: Right. That was a different story all together. Because up until
January | was a supervisor of grounds in addition--a supervisor of
grounds and custodians. That is always a rough and rocky road. Now
| am assured that the custodians in any building will give anybody a
rough road. It’s interesting, internationaliy that custodians are hard
to deal with. But, they certainly will probabiy never buy into this,

find that’s 0.K. Just de your job and then you don’t have to like it. So,
that’s one of those things you give up.

H: So, you don’t supervise them directiy anymaore?

B: Well, yeah, | gave that to my assistant to do. | said, your attention
to details is much better than mine is. You do it for awhile. I've had
it.

H: Do you invelve them in shared decision making, too?

B: When it comes to their areas, yes. e bath agree that we have
been less than successful and we laugh about it, because they don’t
want to do it the way that we want to do it. it’s an area that in some
ways is not important at all, but in some ways, it really is. And she
Just went through this--when we had our heliday--"How would you
like to clean the building?” And 1 said, “0Oh, for Christ’s sake, just
clean the building.” And so she really tried, and it was just a flop.
We’re still trying to get these offices cleaned. | think they thought,
“Fine. You want our decisions on this, we’re not going to settle.” We
still haven’t figured that one out, and we will.

H: You're right, though. Custodians are usually a problem. 0.K. Why
don’t we just talk about your day from the get-go. Out of the
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shower--from that point forward. Do you take the call-offs, or does
your secretary take the call-offs?

B: A blessing. She takes them. | get real whiny when she’s en
vacation or something and | have to do it. For eight years, | did it.
How do you do it?

H: | do it.

B: Isn’t it horrible?

H: | had to buy a celiular phone to take in the shower with me.

B: How big is Champion?

H: { have about fifty-two teachers.

8: 1 hated doing it. Absolutely hated it.

H: Oh, it’s a nightmare, but { feel badly, and |1 will not dump it on my
secretary who 1 feel is overworked and underpaid as it is. So, | just
keep sucking it up.

B: They do pay. She gets paid extra for calling.

H: See, if the district would buy inte that, then |1 would feel 0.K. about
it.

B: | would never expect her to do it unless it were paid. And what
they pay her here is just so low. | get up, get dressed, stop for
coffee, come to work....

H: fibout what time are you here?

B: I’'m here by 7:15. | either come directly here, or if | have a 7:88
meeting, go there first. I'm pretty structured in my appointments.
This job, and | knew going into it, but | didn’t believe it, though, is—-
more that any place I’'ve been--more meeting with people. These are
people who own their ciwn companies--have their own practices. So,
they have the latitude to come in and make appointments. And one of
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the most challenging things is, I’d rather have this than have parents
not coming in, but they’re in all the time. And do, | may meet with
five or six parents a day. find so, that’s your day. That’s a lot of it. A
lot of meeting with parents, also the director of special education
from districts. | do a lot of work with that. in the shared disciplining
of kids, m invclved with that. | observe teachers. | keep a real high
profile when I’'m not in here. Every morning, | make a point of saying
good morning to every teacher. That’s why these heels don’t make it.
If | have flat shoes, | can zip around. And because of the distance
involued, any activities, 1 just stay. So, | don’t go home. This season-
-1 love this season because the weather’s crummy--because
basebali’s canceled. And I say things like “A-h-h-h," and “Yes!" So {
can make it home at a decent time. But, during fall and winter, I
usually get home at around 18 or 11.

H: Do you have soccer here?

B: Yes. e have seventeen varsity sports. A lot of varsity sports.

H: About the same, then.

B: Yeah, we have them all. Now field hockey.

H: Everything there is.

B: Plus, the musical and the concerts, and everything else that we do.
Plus, it’s a very active--it’s a very involved community. So, there’s a
task force. You know, we just have a task force for everything.

H: th cf meetings to go to?

B: Yeah, | do have a lot of meetings.

H: Do you have to do any EMIS stuff? See, I’m the district coordinator
for EMIS.

B: You should talk to my assistant. She’s the district coordinator.
And she’s very good with it. My last district, we shared it. |1 did a lot
of it. | was very glad just to give up ownership of that thing. So, she
does it all. She delegates it.
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H: 0.K. If you could direct school renewal--no money helds or
anything like that--what would you de? Free reign. Nobedy telling
you, no. No hierarchy. No parents going--how couid you do that to
my kid?

B: Probably, I’m in this conservative swing right now, | would
probably become more fundamental and more structured. Which is
different that what 1 would have said five years ago.

H: Ihy do you think that is? You’re listening to Rush in the morning?

B: Never, never! | think it’s because ['ve been at this long enough
and | see everything going in cycles. find 1 am fascinated why people
learn and how they learn. | think there are certain things that are
conducive to learning and some things that aren’t. |1 say that when
you say that there are no restraints whatsoever, and | think that if
you don’t have parents on you, if you have the kids totally under your
responsibility, and have a wonderful staff, and you all share the same
vision, anybody can learn. find | think that you have to eliminate a lot
of the distractions to have it take place. So, you would probably
aliow for a lot of creativity, but alsg, in our worid today, you have to
know certain things. You have to know how to problem solve, and |
think you need some structure and less interruptions that we have in
school.

H: Interruptions from what?

B: Societal interruptions. | don’t mean the announcements. | just
think we have toc many other things that schools have picked up. |
don’t have children, so, | don’t know if this has anything to do with it,
but | can’t imagine that | would ask a public entity to parent my
children. And | think that we’re so distracted by necessity, to help
parent, that takes so much of our day. We didn’t have to parent, leok
iwhat we could accomplish. Se, | think I'm just older and I’'m seeing
more things that could be done, and ! think it’s a travesty when kids
don’t learn. | think every kid can learn.

H: So, what is the purpose of school today--high school?
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B: This one has a very specific purpose. But, generally speaking, |
believe it’s a culturalization. Preparation for the worid beyond.

H: What’s the purpose here?
B: The purpose here? This is college prep.
H: Everybody goes?

B: 95% go. The parents and the kids--mast of them--have a really
strong feel, as opposed tae other districts I’ve been in or in talking to
other principals, that this is not terminal. This is just a step on the
path to something else. So, it’s a very important step, very very
important, because our kids go to school all over the United States,
but it’s just part of it.

H: What kinds of things do you offer here? Any vocational classes?
OWE or any of that kind of thing?

B: e don’t offer any of that. But, we have access to all those
through neighboring schools. Le’re in a vocational district with
another district. e have two students right now in vocational
education. We’re tied in with the county with programs like GED and
those kinds of things. We offer anything to anybody. But, right here,
it’s pretty much an academic program.

H: 0.K. Do you have anything eise that would give me a good picture
of you?

B: Let me think.
H: Anything | forgot te ask so you can bail me ocut here?

B: | don’t know. Not in retation te this study. | can’t think of
anything.

H: 0.K. | think we have a iot of good stuff.
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APPENDIR E
Sally
H: So you came in 1989. You came from a middle school in [Largecityl.

S: Yes.

H: Is it done on a seniority kind of basis here? Is that the way that
people rise for the most part? 0ris there any rhyme or reason to how
that goes? Oris it like every place eise, is it luck?

S: | think a littie of all of the above. | came in the middle of the
school year which was a little unusual, at spring break time. Not
exactly the middle, but during the school year. 88-89, so | came in
April of 89.

H: And you had been a middle school principat in [Largecityl.

$: Right. 1 had been a middie school principal for about nine years at
the time that | was promoted, | guess promated, to the senior high.

H: Had you been an assistant or anything before that or were you out
of the classroom?

$: No, | came up through the ranks. Classroom, serving as a guidance
counselor, and from guidance counseior went to the administrative
intern program.

H: Oh, you have an intern program in [Largecityl.

S: At that time we did have. Then from the intern program, | was
prometed to an assistant principal, and from assistant te principal of
the middle school.

H: So, you were never the assistant at a high school, you came right
from the middle schaool to a high school--0.K. So, how many years
have you been in administration altegether?
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$: 1 think somewhere around 21.

H: M-m-m, long time.

$: Not counting my counseling, guidance years.

H: Oh, you were a counselor before that.

$: Yes. My degree is actually in guidance and counseling.

H: | think that’s helpful, though. Sometimes | wish | had one of those
degrees. So you were actualiy in the classroom and then you went to
guidance?

S: Right.

H: Then you went to the administration part of it?
5: Right.

H: What was your area when you taught?

S: Science. | was a biology teacher.

H: Were you? There’s more women, and that’s just off the top of my
head, | think there are more women that came out of science to
administration than anything. | came out of the arts. That’s a little
different. 1 was a band director at the high school {evel for a long
time and | think that gives you a lot of exposure publicly and that’s
also an easy shuffle in, | think. Well, let’s get a couple of my
questions that | have to ask you, then. Let me start out by asking you
if there’s a story you can tell me about how gender intersects with
this job. Have you ever had anybody come up and make a comment,
or do you have any kind of a story about being at the League
meetings, ail those kinds of things, where the particular issue of your
gender intersected with your role as principal?

S: No, other than as you can tell, | have a very low voice, so a lot of
times, 1’'m mistaken by telephone as a male. And a lot of times
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people, thinking that the principal is a male, just automatically
assume then my voice--more or less accept that fact. So, Pve had
occasions where people come in and see me for the first time and
they’re expecting this robust male....

H: You have to be robust....

S: And here | am this little old iady--littie old tady--and they just
really cannot put it together. You?

H: So, you’re heading toward retirement, huh?

$: Oh, yeah, one year.

H: 0Oh, one year.

§: Right.

H: And that’ll be your thirtieth?

$: Well, it can be. In fact, | can retire this year. But, | am looking
toward another year based on what they have coming down the pike
for next year.

H: And that is....7

$: 1 don’t know.

H: Oh, | see.

S: it could be anything.

H: They couid shuffle you.

S: Right. Seo....

H: | see. Schools up here consolidate?

$: Well, they're closing and, of course, ivhen schools begin to close,
then it impacts on other schogels. Those of us that are remaining open,
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and that’s why I’m concerned in terms of what impact it’s going to
have on our school in that we are in a redesign mode at this point.
And we certainly hope it won’t impede or alter our plans.

H: 0.K. Did you choose this career path or did it just happen on you?
Did you make a conscious decision that this is what you wanted to do?

S: 1 think it just happened. | know | didn’t choose it. |1 was chosen
for it to an extent. | chose to go into teaching. And at that time, my
only plan was to teach. Having been in teaching, and was fairly
successful, 1 like to think, as a teacher, and did enjoy. Got alot of
self satisfaction out of it. And was advised and encouraged by my
superiors, my supervisors, and those | worked with and under, 1o
pursue other--that |1 should go further.

H: Row about getting that first job? You were picked for that first
Job, your first administrative job?

$: Well, 1 was in counseling--and it’s been a long time ago--19-20
years ago--1 was head of the guidance department at this middlie
school, and it seems that | have always been chosen to go into
schools where there are probliems. find at this time they were having
a problem at one of the other middle schools, a young man had just
been killed, and at that time it was before the era of the gangs in
schools as we know it today, but this particular school was a little out
of control. And they needed to send someone there, so they asked me
to go there. | guess | had earned a reputation of being a
disciplinarian. So they tapped me, so to speak, to go to this one
school. That’s when 1 was put in as an administrative intern, and that
was my first adminisirative experience and position. Much like the
same way | came here. | mentioned that | came here in the middle of
the school year, at the time when the school was in terrible--they
asked me to come here. | guess, if | have a story to tell, that is a
story.

H: That you’re tough. 0.K. Well, how do you deal with students in
discipiinary situations?

S: Weli, 1 like to think that I’m very fair. fn old cliche, but very
assertive. I've always felt that students want to be disciplined. They
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do not appreciate being allowed to just go with no sense of direction.
And | think they respect and they appreciate peopie who have those
kinds of expectations for them. So, I’'ve always worked on the
premise that you let students know what your expectations are, and
they will live up to it. Those that don’t, then you deal with those. And
that’s the only thing that allows us to continue to be in control.
There’s no way that one person or one administrative staff or one
staff in a school could control kids if they didn’t wwant te be
controlled. We have close to a thousand kids here with a staff of
eighty people, who has the advantage? So, that’s the premise that |
work on.

H: Kind of a loud type of disciplinarian, or sort af the soft spoken?
$: Can be. Not so much anymore, but can he.
H: But your reputation starts to precede you after a while.

§: That does happen, especially when you stay in the same district.
Which may or may not--and 1 find that after this many years in the
district, I’'m now dealing with the children and the grandchildren of
kids that | taught. And since | have stayed, more or less, within the
same perimeters of the city, I'm running into a lot of that. So, my
reputation does precede.

H: | remember her, she did that to me. Do you have a handbook and
things iike that you feliow? And that’s given to the students?

S: Yeah, | feel that’s very important. | work on the premise of letting
students know what the expectations are. 1t’s this, this, and this.
And making sure that they accept that.

H: Pretty progressive type thing. You do it the first time--this. You
do it the second time....

$: Yeah, that’s right.
H: Talk to me about the leadership structure in your school district.

Which woauld be kind of different for you, | think, than for anybody
else that I’'ve talked to right now.
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$: You mean today or last week or maybe next week? It changes.
H: Do you have any kind of relationship with the superintendent?

S: Which one? Anybody who works in [Largecity), one thing we know
we’re very good at and that is adapting to change because we really
have to undergo them. | can’t even remember--1 think now since--1i
started in 1964--1 don’t know how many superintendents | have
experienced in that time. 1t has to be a record number.

H: Oh, ’m sure, so, | suppose you’re kind of a final voice, though, for
kids. Nobody goes and appeals anything to the superintendent in this
school district, do they?

$: Sure, lately they do.

H: And they have hearings in frent of the superintendent just like
they do....

$: Well, you know, with the structure of the district, each
superintendent brings in a different set of ideas of how the district
should run--how schools sheuld run. Parent involvement--community
involvement--has been a real push for the last six, seven, eight years.
In order to get that across, the district has sort of relinguished, this is
only my, this is [myl concept, of what’s going on. But, they have sort
of tried to appease parents without having them take on any of their
respansibilities. So, consequently, parents find it’s very easy for
them to question decisions that you may make or actions that you
may take as it relates to their child in particular or as it may relate to
students in the building, in your school. So they feel very quickly that
they can go downtown. And they use that as a means of manipulating
or intimidating to get their way or to have you change your way or to
change your mind or your thinking. So, they will very quickiy go
downtown, so to speak.

H: Do you have principals meetings in a district this size? Everybody
gets together once a month?

$: Right. [Student interruption.]
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H: Same everywhere--my needs, my needs.
§: Yeah. 1 have two assistants and....
H: Yeah, but it’s you. They want you. So you go down once a month?

S: Yeah, we have a monthiy principals’ meeting with the
superintendent. Then as a result of that meeting, we may or may not
have a divisional meeting without an immediate supervisor which is
an assistant superintendent for high schools, or an assistant
superintendent for the middle schools or for the elementary schoaols.
So, we all meet together with the superintendent once a month and
then in turn we may meet without assistant superintendent for our
particular level as a result of that meeting.

H: This particular person, they kind of have shared decision making
ideas or do they have the idea that there’s a hierarchy there and
they’re going to tell you what to do? What kind of structure?

$: Who are you talking?
H: The present one that you have right now, the superintendent.

S: [Superintendent]. tUell, he’s appointed by the state, so thisis a
whole different kind of thing. The board, the schogal board, now is left
out of the decision making, so to speak. Before we were working
with the superintendent who was hired by the school board and
reported to the school board. The school board made most of the
decision making, but now | guess we are under the state. I don’t
knoiu.

H: Does it make any difference? Maybe it does....

$: As of now, it really hasn’t made much difference. 1t’s sort of like
business as usual. | guess they’re mare or less, | think their
concentration is more or less on what’s going to happen for the next
school year. And | think this school year is just sort of finishing out.
Status quo, so 1o speak.
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H: 0.K. IBhat’s your relationship with your secretary?

§: My secretary in my building? | have a principal’s clerk who is
supposed to be the head clerk, and | have a senior clerk and | have
two junior clerks.

H: And you call them 'clerks' rather than 'personal secretaries’ or
anything?

S: They are clerks.
H: That’s what you have.

S: | think, maybe if we called them secretaries, we might get better
resuits.

H: They take care of money issues largely, perhaps. Is that....?

$: Why are they calied clerks rather than secretaries, is that what
you’re trying to distinguish?

H: 1 guess.

S: | don’t know.

H: You don’t have your own secretary. | can’t believe that.

$: No, | don’t, but | think that’s something | need to do.

H: Let me taik to your superintendent. You need a secretary.

$: | guess that’s something that--1 need to make that decision. The
organization of the building is not dictated to us. We’re given a
certain amount of personnel. iUe’re allocated a certain amount of
personnel based on the enroliment, how many students you have and
the size of the building. So, we in turn can use that allocation

according to the structure of the school, organize the school.

H: So, they give you two assistant principals, though, you don’t get teo
decide how many assistant principals you have.
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$: No, that’s by formula.
H: Student population.

$: Right. In order to get three assistants, you must have at ieast
1280 students.

H: And that’s how many you have? Three assistants?
S$: No, | have two. | have 9808-and-some students.
H: If you could get it up there a littie bit, you get another one.

S: Well, now | have to make sure | stay above 908 sa | can keep two
assistants.

H: Oh. There wouldn’t be enough if you didn’t have two.
S: If | fall down to 898-899, then I’m in trouble.

H: Gh, my. Count your clerks. That’s interesting. Tell me about your
school day after you get up and shower, we’ll take that as a given. Do
you have to take call-offs into this building or does semebody do
that? Is it just too big of a job--like a clerk or a secretary?

S: 1 don’t think it would make a difference. | would only do that if it
would make a difference in teachers coming to work or not coming to
work. | have heard principals say they da it and they think it makes a
difference. That teachers’ more reluctant to call in if they have to
talk directly to the principal. |1 have enough trouble getting here. |
would not want them calling me at home. | would have to have
somebody there to take the calls.

H: Somebody has to do that. 1t’s terrible. | carry a phene into the
bathroom with me. I¥’s terrible.

$: I’m sure. 0Oh, you have them to cafl you.

H: | have to have them to call me, there’s nobody to do that.
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S: Oh, no, we have a clerk who reports in at 7:80 and the teachers are
expected te call between 7:88 and 7:30 and they call the school. The
oniy people | have to call me are my assistants. | ask them to call me
at home if they’re not going to be here. That’s in case I’'m planning
not to come, I’'ll know that they’re--so that everybody won’t be out
at the same time.

H: Ihat do you do when you get here? What’s the first thing you do?
$: Scream.
H: That you’re happy you’re here.

§: Usually | have a whaole bunch of falks sitting out there waiting for
me to come. See | serve as a unit principal also.

H: That means?

§: It means, | have a unit of students that | am directiy responsible
for. Our school is divided into three units headed by a principal or unit
principal. And | have two assistants. The beginning of the schooi
year, we had about 11808 students enrolled here. And | felt that it
was too much--1180 students were just too many students for two
people to be responsible for. So, | decided | would take a unit. So, |
take the tweifth graders. The twelfth graders are mine pius we have
a special program called the icademy of Finance and we have about
three hundred students assigned to this academy. And I take the
vocational. So, | have about 600 students, no, | can’t have that
many....

H: You hope not.
$: No, ’'m overworked.
H: But, | notice you take the seniors. We’d all take the seniors if we-

-cause we kind of have them whooped into shape by the time they’re
seniors.
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S: Well, | tell them, “i took you because | don’t expect to have any
discipline probiems. So, I’m not going to deal with that. 1 take you
and i’m here to help you and advise Yyou and to make sure you get ali
the information you need and that you have what you need heading
toward graduation.” And it works out pretty much that way. | would
say less that 18% of my time is spent with discipline. Usuaily in our
school, we find when a student gets to eleventh or twellth grade,
these kids have made a real commitment to trying to graduate. Our
probiem is that we don’t get a large enough percentage of them
making that commitment.

H: About what percentage, do you think?

S Out of a class of ninth graders of 588 ninth graders, we’ll graduate
a hundred-and-thirty four years later.

H: That’s toe bad. Do you observe teachers and do all those kinds of
things? Recommendations?

$: You asked me, “IDhat was my day like when | come in?” | come in.
| usualiy check to see how many teachers are going to be absent;
check to see if we have subs for them. 1f not, get in touch with
department chairs to be sure that they know that their teachers are
out and that they are covering the classes. Have parents--most of
our parents who come in fer conferences come in the morning--we
have a group of parents whao are always sitting there. Some not too
happy because you asked for them to come in and they are rushing
wanting to get to work or whatever. Sao, you're trying ta have this
conference and you've got one out there prancing around and wanting
you to hurry up, but | do find that parent conferences are very
important when you’re having difficuity, having any prablems or
concerns with kids, you must get the parents invoived. So, | just have
to insist that the parents come in and it works very well. I1t’s
according to what time of year. it the beginning of the year it’s very
hectic because I’m having to get these parents in. Then, they get the
message that I’m going to have to have them in, so then they'il get
their kids together so that they don’t have to come to school. That's
0.K. with me.

H: H it works, that’s good.
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S: So, as the year progresses, then the parent conferences iessen. As
you can see, | don’t manage well.

H: Neither do |, so that’s 0.K.

$: This is what | leave, so | leave this till Saturday, because | used to
come in on Saturday mornings to clean my desk up and discover ali
those things that got lost under the piles of paper. This is great
compared to what it usually is. 1 won’t even have to come in this
Saturday.

H: This is a day off.

$: Se, basically by that time, by parent conferences, | guess, and
getting kids back into school, take up about the mornings. And then
by that time it’s lunch time. Our lunch periods, of course, are our
most unstructured time and where kids need the most attention. So, 1
try to heip out where | can. And, I’m monitoring the halls and making
sure the kids are on task, doing what they need to be doing. find
other times | spend a lot of time with teachers, committees. We’re in
this redirect, refocusing, five-year strategic planning, and so we’'re
spending a lot of time with that. | do most of my paper work after
school. School is cut at 2:48, and | never plan to leave except on
bowting. | have one bowling night. Everybody knows | bowl on
Monday, so they know that | leave eariy on Monday, but otherwise
I’m usually here until 4:30. That’s when | try to get bulletins written.
There’s still a lot of work that people feel is female work. Like
writing bulletins, the guys don’t want to sit down and do that kind of
stuff. But, they’re learning.

H: Littie choice.
S: Yeah. | usually return calls after hours.
H: | think this is an important one for you. If you could direct school

renewal, what would you do? Start over again, no money problems,
plopped in the middle of Shangri-la, what would you do?
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S: Well, we’re doing a ot of that now. | don’t know what | weuld do.
| would have to change my way ef thinking about a lot of things
because now we find we make do too much because we don’t have
the resources, especially the money resources available to us. |
guess we’ve been so used to making do that | don’t even know how it
would feel to have everything avaiiable. The technology, | feel that
we could do so much more with technoiogy than what we’re doing.
The first | would do would be to secure my building. | would secure
the building so that those of us who must be here would not have to
have that as a concern in terms of our safety and well-being. And |
think it could be done very easily if we had the money to do it. Then |
think the next thing | would do would be to just ciear it out. | would
love to have the chance to be selective in the peopie. Putting people
into key paositions that | would need in order to make this thing go.
That’s not going to happen.

H: Probably not.

S: 1 would do away with the union agreement that strictly impedes
the progress and impedes our ability to work successfully with cur
students. | believe in unions. | think erverybody needs to have a
sense of worth and a sense of safety as far as their job’s concerned,
but | think a lot of that stuff is not necessary. 1 think the union
agreement just really allows for a lot of inequities to take place. It
supports a lat af inefficiency, a lot of things that hurt kids. | don’t
even need money to do that. I'd just ciear that out.

H: Power.

S: Right. And | would take teachers who deserve it, and | do have
some who are very deserving, they need to be rewarded monetarily
and recognition wise and the whole bit because we just don’t do it.
ile reward baseball players and basketball players, we never reward
our teachers, which | think they deserve it.

H: What’s the purpose af high school today?

§: High school now?

H: Why are we all here?
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I: It’s a meeting place. It’s a social place. It’s where they come to
show off their latest hair styles and their clothes, and meet their
friends. And then, after they do ali of these things, if there’s any time
left, they give a little consideration to the fact that they need to
learn something. | don’t know. Why are we here?

H: What would you like the purpose of high school to be? What do
you think it should be?

$: 1 think it should be a place where 1pe are taking kids and helping
them to become well-rounded individuals, well-rounded adults. | say
well-rounded. | think there is a lot of place for the fact that we have
to teach them how to be social beings, that’s going to be important in
their lives as important as knowing the date of the founding of
America. | mean, that’s important, too, but my desire would be to
have a sense of making them become people oriented so that they
would be better citizens and would know how to get along with each
other. It just bothers me that kids now just, there’s no appreciation
for each other. Life just has ne meaning to them. | dan’t know if it’s
a sign af this particular area, this environment that they’re coming
out of, or if that is something that's true nationwide. | kind of feel
it’s a nationwide thing. | feel for young people now-a-days, ! reatly
do.

H: Do you ever think about why we look like what we look like when
we come to work? Does that have any meaning to you?

S: ¥eah, | think we have an obligation to set an image. 1’'m very
conscious of how | look, and | feel i have an obligation to do that. We
try to teach kids to be ready for--1 just had a thing this morning with
a group of students that we’re getting ready for summer internship.
Talking about an area saying, “Well, 1 like this style, | want this
styte.” 1 said, “I like style, too, but | den’t style to come to work, |
wear appropriate clothes to work. | style when I'm on my own time.
You have to style when you’re on your own time. then you go out in
these corporations, you’ve got to go leoking the way that they expect
you 1o look.” They don’t understand that, and |1 think we have to set
the example. | can’t say to them, “There is a proper way to dress or
what we perceive as proper,” and then come looking otherwise. It
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may or may not be, and as you lock around. Society Bank is our
partner--corporate partner-- and | remember when I first came here,
you would never see one of those people come in uniess they were
dressed in their suits and shirts and ties, but they have more down
days now than | thought they would ever have--where they can go to
wark casual. So | think it’s just a sign of what is happening in
society. | guess there used to be a time when you were expected to
dress a certain way according to the position that you held, but |
don’t know that that’s so true nows.

H: Kids make you question that sometimes. How do you think ali
these--iry to sort through all the other demographics--the fact that
you're in a different kind of situation certainiy than t am in--a big
school--1 mean, | have about 6080 students, but it’s the only high
school in the township--and 1| have a very different kind of
relationship with my superintendent than you have with yours, hut if
we could sort through all those kinds of things, how do you think just
that issue of gender impacts on you? 0o you think it impacts on you
at all? De you think it impacts on perceptions that others have of
you? Kind of a blanket statement if we could factor out everything
else--and | don’t know how we can factor out everything else.

§: Well, you know, I’'ve been around long enough to have been a part
of it when there were no women in high schools and very few in the
middle schools in the top position, certainly very few in the central
office or almost none, and 've seen it evolue over the years. i’d fike
to think that we have made our peint. | think that we have proven
that it’s not all brawn, the job doesn’t call for that. And ! think at one
time | had some reservations of my ability to do the job just based on
the fact that } wasn’t streng. Looking at it from a physical
standpoint, t know when 1 first went--my first assistant principal’s
Job, I’m going to this school where it was totally out of order and
people were afraid of the kids, | thought, “lUhy would they send a
weman? Why waould they send me in here?” But, | think people
appreciate you for the ability to do a job. find | think that we realiy
have to prove that we can do the job. 1 think more peapie are willing
to sit back and say “lDell, let’s see what’s gaing to happen before |
Join that band wagon, or 1'd be willing to get on the band wagon."

And | think strictly from some preconceived idea about the ability to-
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-1 think it was looked at from a physical standpoint rather than the
ability, 1 would say, of an inteliectual/academic ability to do it.

H: It’s almost like they expected at one point to wrestie them to the
ground.

$: Yeah, right.
H: Left over from the days of paddling, do you think?

S: Right. I was part of that. in fact, that was one of my strong
points.

H: You were good at that? | didn’t get into it until that had gone.

$: 1 goif. 1 used to think that | put a lot of wrist action into my golf
stroke, and that carried over to the paddie. That was very comical,
because people judged your ability to paddie by your size, and any
time | would hit someone with the paddie, it was always surprising to
them that someone as small as | am, and at that time | was small, ’m
not so small anymore, not only short in stature, but | was always so
very small. Surprise, | think that was the main element. Parents and
peopie | run into now, they still talk about the fact of how meaningful
that part of my job was.

H: “I remember that you could hit.” Are you married?
$: No.

H: Single?

$: I’'m divorced.

H: Children?

$: No.
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