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ABSTRACT

Some alternative educational leadership literature being written today, based
on such theories as feminism, critical theory, and postmodernism, are challenging
traditional, hierarchical, patriarchal, and bureaucratic organizational and management
models that have been dominant in public education since the turn of the century.
Today’s beginning superintendents committed to these alternative perspectives may
experience struggles during the socialization and role transition periods of their entry
into traditionally constructed public school organizations. From this phenomenological
investigation of five beginning, outsider superintendents, categories emerged from the
observational and interview data that revealed the unique situations of each
superintendent and how each constructed his or her social reality. Findings indicated a
greater interest in adaptation to rather than construction of a new vision of a

superintendency.
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CHAPTER 1
INTRODUCTION

What is needed is a synthesized and coherent view of what is happening in

the American superintendency. The battles and opportunities often play a

more important role in defining a position than do carefully scribed job

descriptions. This is why it is so important to understand the stories of those

who serve in the role and to understand what it feels like to be a superintendent.

(Carter & Cunningham, 1997, p. 241)

“So now I have the job, what’s next?” This question may be asked by the
beginning public school superintendent shortly after appointment and during the initial
days on the job. After reading many different educational leadership texts throughout the
years that have described and defined a position called “the” superintendency, I have often
felt that a limited, positivistic, and scientifically biased explanation of the position of the
public school superintendency has been offered to me as a student of educational
administration. I have seen and read many job descriptions and numerous lists of technical
skills, inciuding the dos and don’ts of public school administration. There are also
suggestions and approaches provided for developing political awareness and savvy
{Blumberg, 1985; Carter, Glass, & Hord, 1993). Stress is often placed on the need for
expertise on a vast number of current issues that a superintendent might encounter when
employed. The examples run from the texts of Cubberiey (1922) to the list of
Superintendent Responsibilities from the American Association of School Administrators

(Carter & Cunningham, 1997, pp. 243-244).
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These texts, lists of skills, identifications of character traits, and job descriptions
begin to establish in an individual’s mind a specific perspective about the nature of the
position and organization that he or she may enter as a beginning superintendent. This
paradigm frames the position, the educational institution, or organization as possessing its
own humanity and life.

A survey of representative writing in education administration. ..

reveals that inquiry in this field has leaned heavily on the belief

that a general science of organizations has provided the needed

theoretical underpinnings for understanding schools and for the

training of administrators who are to run them. (Greenfield, 1975, p. 61)

There are those who say that “today, the dominant paradigm governing the field of
educational administration is aligned with the philosophy of logical positivism™ (Tkpa, in
Donmoyer, Imber, & Scheurich, 1995, p. 175). According to Hargreaves (1995), “the
bulk of organizational analysis is positivist” (p. 16). Guba (1995) lists the following
“axioms” as constituting positivism: (1) there is a single tangible reality “out there”™; (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 explained as the effect of a cause; and (5) inquiry is value-free (p. 82).

1 will not enter into the debate on the use of quantitative or qualitative research
methods, because 1 believe that a diverse mixture of research methodologies is necessary
for growth in the understanding of educational organizations and of the public school

superintendency. I am writing from a constructivist and phenomenological perspective that
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challenges the establishment of quantitative research methods as the primary and preferred
methods of research. Thus, I believe it is important to acknowledge my personal
perspectives and biases for the use of a qualitative method as a more appropriate research
methodology for my study. Greenfield (1975) shares a similar view in this manner: “An
organizational theory based on understanding rejects the emphasis which much
contemporary social science places upon quantification, more complex mathematical
models, and bigger number crunchers in the shape of better and faster computers™ (p. 71).
He makes reference to this emphasis by borrowing the term “quantophrenia” from
Sorokin, The attempt at scientization in organizational studies holds that “people occupy
organizations in somewhat the same way as they inhabit houses” (p. 60).

And what might be an alternative to “scientizing” the study of organizations?
Greenfield (1975) defines phenomenology as “an alternative view which sees
organizations not as structures subject to universal laws but as cultura! artefacts [sic]
dependent upon the scientific meaning and intention of people within them” (p. 62).
Unfortunately, “phenomenoclogy has yet to influence the study of organizations [and the
superintendency] in the United States despite the existence of a long-standing
phenomenoclogical tradition in some sociological schools of thought in that country” (p.
62).

My research is being conducted by using the philosophical perspective of
phenomenology to investigate the role transition experiences of beginning superintendents.
I am suggesting that there is much more to be iearned, revealed, and understood about the
initial role transition of a beginning superintendent through a phenomenological

methodology than through laboratory experiments alone. Further justification for using a
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phenomenological methodology is provided in the third chapter of this dissertation in the
“Design of the Study” section. Suffice it to say now that I did not want to lose any aspects
of meaning by reducing the experiences of the beginning superintendents to individual
pieces or portions of the total experience.

By identifying organizations and the public school superintendency as social
inventions, the phenomenological view identifies organizations and an individual’s position
within them to include “man’s [sic] image of himself [sic] and the particular and distinctive
ways in which people see the world around them and their place in it” (Greenfield, 1975,
p. 65). One way to gain an understanding of the educational administrative position of the
superintendency would be to study the role transition of the beginning superintendent
through the individual stories of a specifically targeted group of participants. How do
beginning superintendents “see” their world, and how do they “find” their location within
that world? Further, what might happen to a beginning superintendent if he or she did not
“see” or “find” him- or herseif?

“Those who have failed to fit into the prescribed molds generally try to hide the
fact. Instead of pride, they experience a shameful anguish, which their liberation -- when it
comes — will teach them is unnecessary’” (Nichols, 1975, p. 56). The “shameful anguish”
which these individuals experience has been explained by Schmuck (in Regan & Brooks,
1995) as a “strong set of cultural pressures that exist in school organizations to socialize
teachers and administrators in the prevailing organizational norms, values, and beliefs” (p.
x). Schmuck further states, in a citation credited to Hart, that “it is often difficult to remain

true to oneself, to fit into the traditional organizational culture, and to find meaning” (p.
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xi). Thus, I ask how beginning superintendents react to the challenges of remaining true to
themselves, fitting into the organization, and finding meaning.

Some beginning superintendents may recently have been in graduate schoof in
order to earn a superintendent’s license or certificate. In portions of their coursework,
they may have encountered a certain new trend in some of the current educational
leadership literature. That trend stresses the need for the educational leader to develop
collaborative and cooperative professional relationships with his or her constituencies.
“The leader’s role in creating organizational intelligence is to improve the quality of
relationships within the organization” (Pinchot & Pinchot, 1994, p. 394). But my
experience tells me that just the opposite is likely to occur in schools because of the
structural barriers that are built into their bureaucracies. Referring to structural barriers,
Regan (1990) has expanded on a concept of a barrier as a “broken pyramid,” a metaphor
attributed to McIntosh (1993). The “broken pyramid” describes a fault {ine located
somewhere between the top and bottom of the organizationa! pyramid. The top
exemplifies the traditional patriarchal hierarchy that is prevalent in many organizations,
while the bottom represents a location where “caring and nurturing, relationship and
community building happen. It is a both/and world” (Regan, 1990, p. 568). Applying this
'concept to the role transition of beginning superintendents, the reconciliation of these two
“worlds” may be difficult. Regan explained that she was initially blind to these barrters.
Crossing the fault line “is risky business” (p. 575). Would some beginning superintendents
have a difficuit time with this “risky business™?

I am assuming that one’s cuitural constructions influence, if not control, the lenses

through which one “sees” the world. What have been those cultural constructions for me?
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I have been enculturated as a white, heterosexual, Euro-centric male who has naively
enjoyed the power and privilege of being a white male and of holding the position of
public school superintendent. I have been in public education for my entire career,
spending twenty-three of those years in the classroom, have “successfully progressed”
through the traditional bureaucracy, and have achieved the position of public school
superintendent after only two and one-half years in other educational administrative
positions.

At this time, however, I feel a personal uneasiness about “fitting” into the
traditionally constructed role of public school superintendent. The distancing of my
personal and professional relationships with individuals with whom I once shared a
common bond as a teacher disheartens me. What I have been experiencing are the
moments described by Ortiz (1982) as “boundary crossings. The changes increase
responsibility, complexity, and breadth of coverage. The individual changes from being
concerned with instruction and children to being concerned with an institution and adult
groups” (p. 47). In his text on organization careers, van Maanen (1977) would describe
my uneasiness in this manner: “When an individual steps into an unfamiliar region for the
first time, he [sic] is faced with the problem of creating order from at best vague
surroundings” (p. 18).

Shortly after beginning my first superintendency and my return to formal graduate
study, I began to wonder if others would share the same role transition anxieties that I
experienced. I had questions about my “location” within the organization, how the new
conceptual theories of leadership could be applied, and how the role transition changed my

relationships with others in the organization.
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Researchers, such as Maxcy (1994), have gone so far as to say, “today, the
leadership of American schools has collapsed” (p. 1). Maxcy is saying this in reference to
his opinion that “efforts to use traditional [,] rational {,] and technical methods to solve
problems have failed” (p.10). He feels leadership has collapsed because educational
leaders are not solving many of societies’ problems. Murphy (1992), in a sirnilar vein, has
authored a volume that is intensely and relentlessly critical of educational leadership and
educational leadership preparation. I do not agree that the educational leadership in
American schools has collapsed. Rather, I believe that the traditional, bureaucratic
construction of the public school superintendency and its progeny, the traditional
bureaucratic training and certification programs for public school superintendents, may not
be addressing the questions about one’s location in the organization, about the very nature
of the organization, about applying current leadership theories, or about changes in
refationships ~ just a few of the needs of new superintendents. There appears to be a great
emphasis on scientific management and bureaucratic models for preparation, at the
expense of more individualized and personalized exposures and opportunities for personal
constructions of educational administrative positions. I see this devaluing of the
phenomenological model for the study of the superintendency to be a critical concern.
Further, understanding the potential difficulties of socialization for those individuals just
beginning their careers as superintendents may be of special importance both to those who
prepare superintendents and to those candidates taking formal coursework at the
university.

Traditionally, educational bureaucracies have been modeled on those found in

industry, based on patriarchal concepts embedded in and constructed by an American
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capitalist version of modernity. These concepts were adapted to educational
administration at the beginning of the twentieth century (Cubberley, 1922; Callahan,
1962). “The modern attitude is part of the Enlightenment tradition. It is concerned with
rational control of our lives, beliefs, values, and aesthetic sensibilities” (Cherrvholmes,
1988, p. 10). The hierarchical chain of command appears to have worked well in the
establishment of such institutionalized concepts as specialization by function, clear
responsibility and authority, and accountability to overseers and investors. The context of
the construction of the public school superintendency and the traditional training programs
that an individual experiences in the preparation for the superintendency mirror, for the
most part, this same philosophy. Some proponents of this traditional system of hierarchy
and those responsible for the training and certifying of prospective superintendents
disregard or devalue the importance of other models for interrogating the assumptions
incorporated in the design of the position (Gosetti & Rusch, 1995).

Yet a cacophony of new voices is emerging in the educational leadership literature
that challenges the hierarchical, patriarchal, and modernist organizational models
(Noddings, 1984; Restine, 1993; Beck, 1994; Donmoyer, Imber, & Scheurich, 1995,
Regan & Brooks, 1995; Marshall, Patterson, Rogers, & Steele, 1996; Pounder, 1998).
Wesson and Grady (1994), addressing the educational reform movement of the 1980s,
suggest that “the reform movement calls for educational leaders to move away from the
traditional, hierarchical, control-and-command environment that is pervasive in many
schoois today” (p. 413). They suggest two movements that were reactions to this
leadership model: the restructuring- schools movement and the collaboration/consensus-

building leadership movement. I am framing the arguments proposed by these writers as a
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critique of power and control. “If we are to understand organizations, we must understand
what people within them think of as right and proper to do” (Greenfield, 1975, p. 69).

Thus the notion of the organization as a necessary order-maintaining

instrument falls and the notion of organization as the expression of

particular human ideologies takes its place. In this way, the problem

of order becomes the problem of control. (Greenfield, 1974, p. 72)

“The problem is not whether order shall be maintained, but rather who maintains it,
how, and with what consequences” (Greenfield, 1975, p. 72). The questions may be
asked, then, whose ideology has been most used to maintain control over educational
institutions, and where do these ideas originate?

Typically viewed as an apex of a hierarchical and bureaucratic structure, the
depiction of the public schoo! superintendency denotes levels of authority that a
superintendent has over others in a public school organization (see Appendix A). This
positionality, by its layering, may create the professional career ladder, the
impersonatization of relationships with subordinates, and an unequal distribution of power.
For some individuals who have served school districts as teachers for a long time, these
types of issues may create problems in the role transition when they make a decision to
move into educational administration.

Unfortunately, the hierarchical bureaucratic organizational structure internalized
and accepted by those in control has dictated the type of leadership that is most valued and
rewarded in public school systems.

Educational institutions. .. have taken hierarchical form, displaying

varying degrees of bureaucratization and emphasizing control and
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competition rather than the form and character of collaborative or

cooperative service organizations. The work of administrators who

maintain hierarchical control is valued over that of educators who

view collaboration and cooperation as more suitable in the operation

of schools. (Ortiz & Marshall, in Boyan, 1988, p. 126)

Although previously held positions, such as teacher, assistant principal, and
principal, in the hierarchical arrangement of public education are related to each other and
offer a frame of common reference to those in public education, “teaching and
administration have become separate but mutually dependent professions” (p. 123). Weick
(1982) and Shakeshaft (1989) discuss this concept in terms of the “loose-coupling” that
occurs in the formal structure of schooling in America. One educational example of
“loose-coupling” would be that although there is administrative, bureaucratic control over
a teacher, the teacher has a great deal of autonomy as to how and when certain curricular
items are taught to the students. Even though the superintendent is often traditionally
referred to as the chief executive officer of the district, the superintendent may not know
the daily lesson plans of the classroom teacher. In fact, I see the person who has been
accustomed to close personal and professional relationships with co-workers throughout
‘his or her teaching career becoming frustrated and disenchanted when placed into
bureaucratic roles that lead to the superintendency. It is indeed ironic that the
collaborative, nurturing, caring, and cooperative skills and attributes that have been part of
an individual’s socialization as a teacher may be challenged and may become a source of

personal conflict when one serves in the position of public school superintendent.
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This research seeks to understand whether the classroom experiences of career
teachers who eventually become superintendents may affect the personal perspectives they
use to construct and interpret their position as superintendent. [ am investigating how
beginning superintendents “see” and “locate” themselves, how they do or do not use
current theories of leadership, how they perceive their educational organization, and how
the change has affected their relationships. I want to observe how some beginning
superintendents construct, adapt, live, or deconstruct the conflicts and evolving
expectations surrounding and within their public school superintendencies. It is not my
intent to essentialize, generalize, or reduce the behavior of beginning superintendents to fit
any prescribed and traditionally constructed role for the public school superintendency.
However, comparisons of how beginning superintendents have constructed their “roles” as
superintendents may be useful in the preparation of others.

Statement of the Problem

Those who enter teaching as aspiring administrators are able to

maintain a detachment from the rest of the teachers so that when

they do become administrators, their departure from teaching is

non-stressful. Those who decide to become administrators after

they’ve taught awhile experience stress when departing from teaching

and other teachers. (Ortiz, 1982, p. 31)

Some current literature in educational leadership promotes such necessities as
building relationships, nurturing individuals within and without the organization, and
working in a collaborative environment (Noddings, 1984; Restine, 1993; Beck, 1994,

Donmoyer, Imber, & Scheurich, 1995; Regan & Brooks, 1995, Marshall, Patterson,
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Rogers, & Steele, 1996, Pounder, 1998). In a recent article in Fducation Week based on a
Western Michigan University study, Keller (1999, April 14) reports that 85 per cent of
master’s degree candidates ranked concern over professional relationships as the most
important consideration among ten options when considering 2 move into educational
administration. Such concerns conflict with how traditional bureaucratic models of the
superintendency have been constructed. “Heavy emphasis on efficiency and, essentially a
mis-reading of Taylor’s scientific management turned schools into competitive
bureaucracies, rather than collaborative service organizations, emphasizing control over
instruction” (Ortiz & Marshall, in Boyan, 1988, p. 123). Greenfield (1975) employs a
service-organization metaphor by conceptualizing schools as a public utility, rather than as
a factory.

Individuals who move into administration, and especially the superintendency, after
a lengthy career in the classroom may have a more difficult time making the transition into
the traditional bureaucratic position of the public school superintendency than do
individuals who have moved into administration after a short tenure in teaching. “They
[those who were committed to moving into educational administration early in their
careers] were never totally committed to teaching, nor did they develop loyalties and
strong attachments for it” (Ortiz, 1982, p. 31). The difficulty in role transition may be
amplified if the movement from the classroom to the superintendency has been done in a
very short period of time.

There is a dearth of socialization research in educational administration literature
specifically addressing the time period immediately prior to employment (Jentz, 1980,

1982; Miklos, 1988). “Networking and socialization are not a formalized part of most
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preparation programs” (Henry & Achilles, in Chapman, 1997, p. 238). In addition,
research into the socialization of an individual after he or she has attained the position of
public school superintendent is also not extensive. Peterson and Finn (1985) echo this
statement when they suggest that there is a virtual absence of induction programs for
newly appointed administrators. This specific time period of role transition occurs at a
critical point in the individual’s career. The events of this time period may affect the
individual’s success and effectiveness in the superintendency, depending upon whose
definition of success or effectiveness one uses, i.e., his or her own, the board’s, a
generalized evaluation, or a university’s formal training program.

Miklos (1988) makes an assumption that individuals are socialized as educators
regardless of their specific roles in the school district or the types of schools in which they
serve. | am inferring from this comment that he believes that no further socialization will
be encountered. I will argue that, although this may be generally the case with those who
continue as teachers, this assumption may not be an appropriate concept for all individuals
who move into educational administration. Khleif (1975) contends that beginning school
superintendents may face the prospect of resocialization during the transition period.

This means not only discontinuity with the past but an unlearning

of its cherished sentiments: the trainee {beginning superintendent]

must first realize the moral irrelevance - nay, absurdity - of his [sic]

old occupational self as a precondition for identification with his [sic]

new occupation. (p. 301)

I have used Khlief’s contention to accent two points. One is that the role transition of a

beginning superintendent into his or her new occupation may come as a culture shock for
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some individuals. Secondly, Khlief’s thinking would be typical of those individuals who
view organizations from a traditional bureaucratic perspective. From a constructivist
perspective, however, this prescription is too harsh. Some individuals may wish to keep a
part of their past experiences and histories as a basis for their own interpretations of the
superintendency. Indeed, this desire to keep one’s own history appears to be another
challenge to traditional perspectives in superintendent’s training. For some of the current
literature that siresses nurturing, caring, relationship-building, and cooperating with others
would take exception to Khlief’s viewpoint.
Purpose of the Study

The purpose of this dissertation is to investigate the role transition of career
teachers who left the classroom after lengthy tenures to become public school
superintendents. The study investigates how these individuals construct the role of
superintendent, adapt to their specific contexts, and create meaning for themselves in their
position as beginning superintendents. Like van Maanen (1977), I want to ask “what must
people know to be able to locate themselves within an organization such that they can
operate in a manner that is viewed as appropriate, if not desirable, by other members?” (p.
18). Or, conversely, I want to know what happens when people are unable to locate
themselves within an organization? I will show how the various participants in the study
construct understandings of their organizations and position within it, develop their
relationships with others, and identify key issues, problems, frustrations, successes, and
challenges that they have encountered during the beginning period of their

superintendency.
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Significance of the Study

The average length of tenure for a superintendent in large school districts in the
United States is less than three years (Carter & Cunningham, 1997, p. xviii) and an
average of 6.5 years for all superintendents (Kowalski, 1995b). While Cuban (1998)
argues that “short tenure for superintendents is largely a myth manufactured out of media
reports of ‘turnstile’ supenntendencies on short tenure in urban posts” (p. 43), these
average lengths of tenure still appear to be short. One of the reasons for this short tenure
may be that some individuals who have entered the public school superintendency have a
difficult time with the transition into a role of public school superintendent because of the
juxtaposition between their personal experiences, values, beliefs, and interpretations that
they bring to the position and the formal, bureaucratic structure that they encounter. The
application of one’s personal experiences, values, and beliefs will serve as the lens through
which the district context is interpreted. “Indeed, socialization settings do not have
unambiguous, natural properties beyond those which individuals attribute to them™ (van
Maanen, 1977, p. 18).

One of the ways we can increase our understanding of role transitions of beginning
superintendents may be the recognition of differences between social roles that were
-intemalized when an individual “became™ a teacher and when one now “becomes” a public
school superintendent. These differences may be exacerbated among superintendents who
have achieved the position in a rapid fashion after a long career in the classroom. A rapid
progression through the “steps” to the superintendency may have additional implications

for the preparation and mentoring of beginning and future superintendents because these
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individuals have not had the opportunity to “see” and “locate” themselves in the position
or organization.

Research has identified two significant paths to the public school superintendency:
(1) teacher, principal, superintendent, and (2) teacher, principal, central office,
superintendent (Carlson, 1972; Ortiz, 1982; Carter, Glass, & Hord, 1993; Glass, 1997).
Although these two distinct paths to the superintendency are dominant, preparation
programs may need to take into consideration the fact that educational administrators
bring a variety of past experiences, both professional and personal, to the superintendency.
It is a realization that “one size does not fit all” when it comes to administrative
preparation and early career support. Many talented men and women who do perceive
difficulties due to the lack of adequate preparation or early career support may not desire
to move into administration. Further, a study of the role transition experience of public
school superintendents may help in the development of support mechanisms from state
educational agencies or universities for beginning superintendents who fit these career
patterns.

Another issue of importance is the possibility that both men and women who enter
administration later in their teaching careers share similar experiences in their role
transitions. Research supports that women usually enter the career path to educational
administration later in their teaching careers (Gaertner, 1981; Ortiz, 1982). Some women
may face particularly difficult social, professional sponsorship, and stereotypical gender
issues when crossing the patriarchal barriers into educational administration. Feminist
critiques of organizational careers could be used to explain and understand potential

challenges and issues generated during role transition. They may face some of the same
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challenges in role transition as men who have had extensive teaching careers. Yet,
dedicated, long-term male teachers, who had no initial intention of leaving the classroom
to pursue an administrative career or the superintendency, may also be uncomfortable with
this transition. It is possible that many women who “know” that administrative careers are
probably not part of their future and men who have committed themselves to careers as
teachers may have similar transition difficulties.
Limitations and Delimitations

I investigated a narrowly targeted group of individuals who have followed a very
specific career path on their way to the superintendency. The career pathway that I
examined was teacher - building admnistrator - superintendent. This particular career path
most closely resembles the “normal” path to a superintendency in small- to medium-sized
districts (Ortiz, 1982). In larger school districts the career path has an extra “central
office” position between the building administrator level and the superintendency,
according to the research of Gaertner (1981) and Ortiz (1982). Ortiz (1982) reports that
94.1% of superintendents in larger districts, those with 100,000-plus-student populations,
followed the teacher-building administrator-central office staff career path to the
superintendency. Individuals who have obtained the superintendency in larger disfricts
usually have had a lengthy career within that same district (Ortiz, 1982). Thus, it is likely
that these individuals have had more time to be socialized into the culture of that specific
district.

Carlson (1972) differentiates between two types of superintendents by identifying
them as either “place-bound” or “career-bound.” He states that place-bound

superintendents have worked in their home school systems until such time as they are
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appointed as superintendents. They ascend through the hierarchy of only one school
system, and they are promoted from within their districts. In contrast, career-bound
superintendents are identified as not having waited to be promoted from within one
system. Career-bound superintendents spread their careers over at least two systems,
having never served the new district in any other capacity other than that of superintendent
and making a career of the superintendency rather than as making a career as a single-
district public school employee.

Carlson further states that “superintendents place themselves in these categories
through their actions™ and that “to be one or the other are major decisions in an
individual’s career” (p. 41). He found an approximate ratio of two career-bound
superintendents to one place-bound superintendent (1972, p.46). Glass (in Chapman,
1997, p. 29) found in his 1992 American Association of School Administrators’ study that
64 per cent of the superintendents were outsiders [career-bound].

Because | am interested in the role transition of the beginning outsider
superintendent, and because outsider superintendents will comprise approximately two-
thirds of beginning superintendents, this study investigates those individuals that we might
consider career-bound. The term “outsider” for this study will mean a superintendent who
wﬁs never a teacher in the district in which he or she is now serving as a beginning
superintendent.

I am also cognizant that individuals obtaining superintendencies after lengthy
teaching careers may be at the point in their careers when qualification for retirement is
close. It is possible that if an individual has a difficult time with the role transition into a

superintendent’s context and qualifies for a retirement pension during the transition
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period, he or she may leave the superintendent’s position out of a sense of discomfort,
desperation, and/or frustration. Because turnover in the leadership position in any
institution 1s a major event in the history of that organization, it is hoped that this research
may help to lengthen the tenure of these beginning superintendents who have become
superintendents late in their careers. Experience is valuable in such a top-level position; if
some help can be provided in the role transition process, this superintendent’s experience
may not be lost to retirement.

Traditional textbook constructions of the superintendency posit that the
superintendent exhibits three types of leadership: educational, political, and managerial
(Johnson, 1996). Cuban (1998} lists the types of leadership as instructional, managerial,
and political. Generally, the educational and instructional leadership role concerns
curricular issues, while the political leadership role deals with responses to legislative
agendas. The managerial leadership role deals with the daily management of a district.
Although there is an attempt by these authors to address each area equally, most
discussions of the traditionally designed bureaucracy of a public school superintendency
tend to focus on the managerial aspects of leadership. But managerial skills are just one
part of educational leadership. The educational, political, and managerial processes shomﬂ;i
flow together and should not be isolated from one another.

This dissertation will not address whether or not being socialized into the
traditional patriarchal bureaucracy is the best condition for individuals in educational
administration, although the research may have implications for such a question. It is my
assumption that beginning superintendents will be struggling with their role transitions into

the bureaucratic structures of public schools because they will need to develop their own
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personal constructions and theories about leadership in public school organizations.
expect that some beginning superintendents will base their constructions on some of the
more current educational leadership literature that is used in university leadership-
preparation programs. Indeed, “individuals must actively construct definitions to describe
features of their organizational situation” (van Maanen, 1977, p. 18). Assuming that these
individuals would have been recently involved with graduate studies in educational
leadership, I felt confident that there would be definite concerns, anxieties, and objections
to traditional bureaucratic constructions of the public school superintendency by these
participants.
Definttion of Terms and Theoretical Orientation

I wish to differentiate the term “role transition” from the concept of
“socialization.” Role transitton represents an interactive process in the learning and
constructing of a new position, i.e., superintendency. The role transition time period
studied for this dissertation was five months. The participants selected for the study were
located at different points of experience within a one-year time frame. I made this one-
year- maximum-experience limit because the beginning of a second-year would bring a
semblance of routine and familiarity to the process. van Maanen (1977) would consider
lthis first year time period as “social time.” “It [social time] refers not to the simple running
of sand through the hourglass, but to the marking of interludes or benchmarks in one’s
life” (p. 30).

What, then, do we mean by socialization? As will be further discussed in Chapter
2, the definition of socialization is extremely broad and encompasses a wide array of

concepts. For the purpose of this dissertation, socialization will be defined as “those
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changes which occur in persons as they participate in organizational settings” (Ortiz,
1982, p. 2).

It is assumed that being a new member of an organization, engaging in
organizational activities, and fulfilling organizational expectations may impose
fundamental and continuing personal changes (Ortiz, 1982). Further, Miklos (1988) states
that the socialization or enculturation of administrators focuses “on the ways in which the
values, norms, rules, and operating procedures that govern the practice of administration
are communicated and learned” (p.65). This new learning may place an individual in
conflict with the various beliefs and value structures to which he or she has grown
accustomed. As mentioned above, the beginning superintendent will be experiencing
pressures to resocialize (Khleif, 1975) as he or she learns the expectations placed on a new
public school superintendent.

A lengthy tenure in the classroom wiil be defined as a period of at least ten years
during which an individual served as a teacher prior to entering educational administration.
This amount of time has been selected because it is assumed that the person who spent this
much time in the classroom would be highly socialized into the role of teacher. Ortiz
(1978) uses a time frame of five to nineteen years to identify what she refers to as mid-
career individuals who are attempting to gain entry into educational administration.

A person who moves into the administrative career path soon after entering the
teaching profession will be considered exemplary of the short tenure as defined by this
dissertation. Short tenure generally coincides with the minimum amount of classroom
experience that is needed to qualify for an administrative license or certificate, usually a

period of three to five years.
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Ortiz (1982) suggests that short-term classroom-teaching individuals may have less
stress when departing teaching in favor of educational administration. I am further
suggesting that this short-term career path may have similar characteristics to the career
paths for business and industry. For example, it appears that some businesses and
corporations often recruit individuals for management trainee programs immediately upon
their graduation from baccalaureate or master’s programs. Typically during the spring,
many colleges and universities hold job fairs that serve a “head-hunting” purpose for
businesses offering entry-level management positions to new graduates. These trainee
programs socialize these individuals into a management mentality right at the beginning of
their careers. These individuals may generally know of no other way to understand their
roles within a company than those of administration or management (see Appendix B; G.
Price, personal communication, June 15, 1998). Blumberg (1985) states that, “most
corporate executives have never been assembly line workers. There are very few of the
latter who even faintly aspire to being the executive” (p.143).

During the transition period of the beginning superintendent, the individual may
experience new and different professional relationships. What will be the nature of these
important relationships? Some current leadership literature (Regan & Brooks, 1995}
promotes less formal and structured approaches to professional relationships in the
workplace. Critics of traditional bureaucratic hierarchies suggest that positive professional
relationships cannot occur when a positional hierarchy exists that bestows power and
privilege upon certain individuals over others. The superordinate/subordinate relationships
that are characteristic of traditional bureaucracies results in an asymmetry of power.

“Submission destroys initiative, creativity, self-esteem, and judgment. It increases
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dependency and apathy” (Pinchot & Pinchot, 1994, p. 245). Subordinates may be
discouraged from expressing any real dissatisfaction with the present state of affairs for
fear of retribution, humiliation, embarrassment, indifference, and greater loss of access to
power. Negative criticism of upper-management individuals or initiatives might endanger
the subordinate’s position within the bureaucracy. The subordinate might be construed as
desiring more power or might be considered to be a troublemaker, or might be construed
as a threat to the traditional bureaucratic organization.

Healthy, productive relationships imply a free flow of information that is of
importance to the organization (Senge, Kleiner, Roberts, Ross, & Smith, 1994). However,
traditional “bureaucracies restrict upward and lateral flow of information” (Pinchot &
Pinchot, 1994, p. 278). Again, the free flow of information could be considered a threat to
those in power. Some individuals in power positions within an organization may consider
that if subordinates know as much as the superordinate, they may have the potential to
destroy their privileged power positions. Equal access to critical information is more likely
to place individuals on an even plane.

More equal professional relationships, therefore, require a more equal distribution
of power between and among individuals (Senge, Kleiner, Roberts, Ross, & Smith, 1994).
These more equal professional relationships need to provide opportunities and freedom for
diversity, disagreement, and dissent (Pinchot & Pinchot, 1994). In a less bureaucratic
organization, individuals would need more open and free information and communication
channels. All individuals involved in these relationships would need to know that these
arrangements are different from the traditional hierarchical power relationships to which

they are accustomed.
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Another term that is used throughout this dissertation is “traditional
bureaucracy” as it has been applied to public education. Since the work of Cubberley
(1922), public school districts throughout the country have used a similar hierarchical
design (see Appendixes Al, A2, A3). Today, the reader could easily locate these types of
organizational charts in almost all of the Ohio public school district’s board policy books.

Johnston (in Maxcy, 1991) claims that the source of the assumptions about the
nature of organizations comes from Weberian analyses of bureaucratic authority and
domination. Johnston delineates several of the assumptions inherent in traditional
bureaucracy. One is that organizations are technical systems and that a formal description
of structure and function is sufficient to account for primary organizational dynamics. This
formal description intends not to allow for any “irrationality” to occur within the
organization, exemplifying the Weber’s “rational grounds” of legitimate authority as cited
by Pugh (1990, p.3). A second assumption is that organizational participants should be
treated as functionaries. This means that any personal or unique destres of the individual
will become subordinate to the demands of the position. Finally, a third assumption about
bureaucratic organizations is that rational task execution is required to insure predictable
division of labor and predictable results. Obviously, these images create a vision of the
organization as machine-like, controllable, and value-neutral.

Current writers on organization theory, such as Peters and Waterman (1982), have
attempted to incorporate the recognition that organizations are social as well as technical
systems. My research is designed from a perspective which does not assume that
individuals are or need to be force-fit into a rather uncritical acceptance of a traditionat

bureaucratic system.
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Current literature will be defined as that literature about educational leadership that
has been written during the last several decades (Murphy, 1992). Any exact dating would
clearly be arbitrary. The particular type of literature to which I am referring may be
recognized as related to constructivism, critical theory, and/or feminist critiques. I believe
that the many events causing social turmoil experienced in the United States during the
decade of the sixties were watershed events for social reform and for the raising of
popular political consciousness. Although social criticism has existed as long as societies
have been in operation, the 1960s, 1970s, 1980s, and 1990s spawned widespread social
consciousness and critique of traditional bureaucratic rationalism, Social institutions of all
types and the philosophical foundations of their beliefs were and are being challenged.
Voice has been given to many previously disempowered social groups and their causes,
and education has not escaped this inspection. Alternative discourses have emerged in all
areas of education, such as the critiques in curriculum (Apple, 1979, Slattery, 1995), in
standardized testing (Darling-Hammond, Ancess, & Falk, 1995), in gender issues
{Shakeshaft, 1989, 1995), and in school governance (Sarason, 1995).

Educational administration, too, has become subject to new critiques (Murphy,
1992; Regan & Brooks, 1995). These new discourses on power relations will help us
understand how individuals are socialized to accept traditional bureaucratic power
arrangements along their career pathways and also allow for critical thought on how these
inequities might be overcome. From my research, I will attempt to identify articulations of
themes about organizations and their challenges to inequity in power relations.

School leadership may be defined broadly to include all the formal and many of the

informal roles that serve education. For instance, school leadership could include the



The Man Who 26

teacher in a classroom, the work of the Board of Education, a student leading an activity,
the work of a community group on behalf of a school building or the school district, or a
simple activity, such as an administrator picking up a piece of litter in front of students.
However, for the purposes of this dissertation, the specific person and position of school
leadership that will be the focus is that of the public school superintendent. Although there
is a specific position called the public school superintendency, it is my belief that each
individual constructs his or her own understanding of the position, using autobiography to
create meaning in each specific context. Thus, “the” public school superintendency
becomes a position that encompasses a wide range of possibilities for interpretation and
meaning. 1 will assume that the reader has a general understanding of the traditional
functions, designs, and expectations that have been historically imposed on the public
school superintendency.

In the study of school leadership, the superintendency has often been combined as
a part of a general presentation on educational administration. Glass (1998) argues that
the position of the superintendency unfortunately has been combined under a blanket term
that includes all levels of educational administration. He further argues that “lumping
together superintendents, assistant superintendents, directors, business managers, and
principals into one generic group under the same set of professional standards is
inappropriate” (p. 4). Glass suggests that the literature of educational administration
should separate the superintendency from other areas in educational administration in
order to gain a greater understanding of the position.

The concept of “relational leadership” will be introduced at this time. Regan and

Brooks (1995) define relational leadership as “the creative integration of masculinist and
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feminist attributes of leadership” (p. 4). The authors name and define five attributes of
relational leadership: “collaboration, caring, courage, intuition, and vision” (p. 2). Regan
and Brooks call these qualities the “feminist attributes of leadership” (p. 2). The concept
of relational leadership is contrasted to “traditional leadership,” which is based in the
masculinist valuing of “control, hierarchy, authority, and division of labor” (Schmuck, as
cited in Regan & Brooks, p. xi). Theirs is “not an argument against traditional male-based
formulations of leadership” (p. 3) but an argument for bringing a balance to the discussion
of school leadership.

By now, the reader has noticed the use of the term “patriarchy,” and that several
times it has been placed in combination with the word “bureaucracy.” There are several
reasons for this. “Solutions to such problems [assumed organizational pathologies] cannot
be found simply by changing structures. The root of the problem lies in people’s beliefs
- and the ability to act upon these beliefs” (Greenfield, 1975, p. 74). The use of the word
“patriarchy” brings to mind, for this white, middle-class, second generation American male
of European ancestry, the image of the benevolent father, administering from the top of a
family hierarchy. It has been placed with “bureaucracy” purposely to remind the reader
that traditional organizational literature tends to have a masculine bias.

In a 1952 study by Carol (in Cunningham & Hentges, 1983), 6.7 percent of the
superintendents in the United States were women (p. 31). By 1980 this percentage had
dropped to less than one per cent (Ortiz & Marshall, in Boyan, 1988, p. 127). Itis
interesting to note that in Ellwood Cubberley’s (1922) classic text on public school
administration, he uses only masculine pronoun forms throughout the text, although he

states in a footnote, “What is said, however, is equally applicable to women” (p. 131).
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Unfortunately, the use of the term “schoolmen” throughout both this text and many others
has merged the superintendency with the male gender. “Patriarchy is so taken for granted
it is often invisible” (Leck, 1990, p. 383). The traditional bureaucratic models of the public
school superintendency share in this invisibility. Leck defines patriarchy as “an ideological
system that by definition holds as its central notion that there are two sexes and that male
persons and their activities are to be more highly valued than female persons and their
activities” (p. 383). The traditional role transition of a public school superintendent
involves the assimilation of these patriarchal assumptions with very little recognition that
they even exist.

Shakeshaft (1989) shows that male-biased samples, attitudes, methods, and
theories have served to create a masculine-biased body of knowledge in educational
administration. O’Toole (1995), speaking about leadership in general, identifies some of
these masculine assumptions as “there can be only one leader, any sign of weakness will
undercut the leader’s authority, might makes right, and dominance is based on levels of
testosterone” (p. 87). It is important to note that these assumptions are connected to
traditional concepts of hierarchy and the distribution of power. I will attempt to determine
if some of these assumptions affect the role transition of an individual into the role of
suﬁeﬁntendent.

Feminist perspectives may provide theoretical insights for developing a broader
understanding of the role transition experiences for beginning superintendents that could
balance the traditional, patriarchal approaches to the definitions of the superintendency.
Some feminist theorists use 2 critical approach to gender issues. Leck (1990) states it this

way: “It has been fermnism, by definition a maverick within patriarchy, that has created
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space and audience for voicing views that challenge the central notion of the patriarchal
ideology” (p. 384). Although there can be many types of oppression, feminist positionality
allows us to evaluate the sexist oppression that is at the root of many forms of domination,
including the hierarchy that has evolved in educational administration. Feminist
perspectives permit us to visualize the struggle over power that is waged in traditional
bureaucratic institutions. The steps in the transition from teacher to superintendent have a
similarity to gender struggles that are — and ought not to be — the basis for assigning social
contexts that limit possibilities for social worth (Leck, 1990).

1 perceive education and its administrative hierarchy as political — i.e., decisions
are based on power relationships — and I view education and its administrative hierarchies
as systems that dispense, authorize, or limit power. As Flax (in Nicholson, 1990) argues,
“in order to sustain domination, the interrelation and interdependence of one group with
another must be denied” (p. 54). Feminist theories attempt to understand the broader
workings of power, and how it is constituted, and to rewrite the narratives of subordinate
groups not merely in reaction to the forces of domination but in response to the
construction of alternative versions and futures (Giroux, 1991).

Feminism attempts to understand how differences are to be understood in order to
change rather than reproduce prevailing power relations.

I see Euro-patriarchy-by-privilege as the controlling definition

of social hierarchy in the U. S. schooling system at the present

time. The system is not neutral. It is through patriarchal public

institutions that the interactive arranging of hierarchies is ritualistically

performed. (Leck, 1990, p. 385)
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I believe that some feminist critique can be used to provide a systematic criticism of the
operations of categorical differences, such as hierarchies, and these critiques can be used
for a refusal to accept the totalizing narratives of “the ultimate truth.” Feminists have
provided a powerful challenge to the privileged and limited construction of masculine
discourses and have provided analyses of the ways by which reason, language, and
representation have produced and reproduced knowledge and power relations, legitimated
the discourse of science and objectivity, and have silenced, marginalized, and
misrepresented feminist ways of knowing (Belenky, Clinchy, Goldberger, & Tarule, 1986).

This discussion is not meant to oversimplify and essentialize individuals into
masculine and feminine definitions based on biology or stereotypical gender lines. I briefly
suggest that to espouse absolute statements about an individual being only “male” or
“ferale” would not be how I perceive individuals to be. Rather, I would suggest that
humans are complex organisms that possess qualities of “maleness” or “femaleness” which
have been socially constructed during genderization. Individuals will play many roles
during their lifetimes, and not all of these roles will be determined by biology or
stereotypical gender lines.

Tn his work on feminism and postmodernism, Giroux (1991) suggests that
erminists frame the issue of difference in terms that give it an emancipatory grounding. 1
suggest that this emancipatory grounding identifies these differences as being political
acts. These political acts may also be related to the traditional patriarchal culture of the
public school superintendency. Feminist critique may help in redefining the knowledge and
power relationships in order to develop a theory of difference that could be applied to

organizational structures.
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The previous several paragraphs have discussed some feminist perspectives toward
the privileged, white, male-constructed models of the public school superintendency. Ikpa
(in Donmoyer, Imber, & Scheurich, 1995) calls these traditional models the “race-gender
exclusive” (p. 175) models and argues for an expansion of the discussion of the
knowledge base in educational administration and leadership to be more inclusive of other
voices.

Not only women but also racial and ethnic minorities are underrepresented in the
public school superintendency. lkpa (in Donmoyer, Imber, & Scheurich, 1995) cites an
Executive Educator study for 1988 in which only three percent of superintendents across
the nation were racial or ethnic minorities. By 1992 this percentage had risen to 3.9 per
cent” (Glass, in Chapman, 1997, p. 26). “The disproportionate number of white males in
administrative roles suggests a closed system, which is not open to diverse skills,
perspectives, and belief systems of minorities and women” (Ikpa, in Donmoyer, Imber, &
Scheurich, 1995, p. 177). As feminist writers have given voice to the discussion of power
and privilege in the discussion of educational leadership, so, too, does this discussion
require listening to the voices of racial and ethnic minorities and “others™? “The
entrenched biases in dominant paradigms must be addressed in an effort to develop a [n]
inclusive knowledge base” (Ikpa, in Donmoyer, Imber, & Scheurich, 1995, p. 175). This
is one of the reasons why the search for “a” single knowledge base in educational

administration is a search for “fool’s gold” (Bates, 1980, p. 7).
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CHAPTER I
REVIEW OF LITERATURE
Introduction

Contemporary portrayals of the theoretical knowledge base in educational

administration de-emphasize functionalism and embrace alternatives that

argue that (a) we are active agents in constructing our world; (b) knowledge

and power are related inextricably; (c) facts are embedded in and interpreted

through social, value-laden processes; and {d) social structures and hierarchies
conceal as much as they reveal. The metaperspectives leading the field toward

a more comprehensive and complicated knowledge base include critical theory,

feminist theory, pragmatism, and postmodernism. (Clark, in Murphy & Forsyth,

1999, p. 233)

Hmmm. .. but “.. there are some powerful counterbalancing forces that suggest that the
traditional knowledge base is not only alive and well but is the dominant perspective held
in the ‘real world” of practice” (p. 233).

What a perplexing way to begin a hterature search! Let’s see: contemporary
portrayals - critical theory, feminist theory, and postmodernism - active construction,
knowledge and power bound together, social and value-laden nature of facts, and
hierarchies that conceal. Well, I’ve got it. This is so simple. If I study contemporary
educational leadership literature in a cutting-edge educational leadership program, I shall
undoubtedly encounter an educational organization that will not be open to these
leadership perspectives. What? My, this is confusing. But let’s pause for a moment and

think about this confusion that may occur for some educational leaders.
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If “leadership is always exercised in a cultural context” (Slater, 1994, p. 97), then
what might be “the” culture of educational leadership at the present time? As I reflected
upon that question, the very first thoughts that came to me were “change - changing -
changed,” and then, “How do I make sense of events that are currently taking place in
schools?” I specifically pondered the school violence that most recently occurred at
Columbine High School in Littleton, Colorado. I do not desire to drift from my focus on
the beginning school superintendent, but I simply am trying to stress the point that it is
sometimes very difficult to make sense out of the confusing and changing world in which
we live. I suggest to those who may be attempting to return to “the good old days” of
yesteryear (modernity) and educational leadership in such a context, that those days are
gone, and these kinds of perplexing events are suggestive of the presence of a different
historical context. “Called ‘postmodern,” ‘post structural,” “postliberal,” or by any one of a
number of terms, this emerging culture is profoundly unsystematic, unstructured, and
disorienting™ (Maxcy, 1995, p. 477). This disorientation and confusion affects most of us,
and I am suggesting that some difficulties in the role transition and socialization for a
beginning superintendent are created because of this postmodern social phenomenon. T am
further suggesting that the directions of current educational leadership literature are
equally disorienting, and that those who prepare educational leaders at the university have
choices in the philosophical directions that they present to their students.

Before I leave this introduction, I have some comments to make about leadership.
Earlier, I identified leadership with the position of public school superintendent. [ realize
that this is a narrow definition of leadership, essentially merging the “office with the

broader notion of leadership™ (Foster, 1986, p. 177). [ wanted to avoid a lengthy
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philosophical discussion of leadership (see Foster, 1986, pp. 169-188, Hoy & Miskel,
1987, pp. 270-315). Slater (1995) addresses what I believe to be some of the problems
with such a discussion. He suggests that the three most often asked questions about
leadership are: (1) “What is leadership?”; (2) “Why is it important?”; and (3) “What are
the conditions of its existence and effectiveness?” (p. 449). 1 believe the most important
aspect of this discussion lies in Slater’s ensuing thoughts about these questions. Slater
explains that the answer to these questions depends on one’s ideological social viewpoint
(t.¢., structural-functionalist, political-conflict, constructivist, or critical humanist). An
individual’s ideological perspective, or some hybrid combination of these perspectives,
affects how one would answer these questions, and the arguments about the definition of
leadership would be heard from those who espouse these various perspectives. I would
~ suggest that it is important for educational leaders to identify their own ideological
perspectives as they construct their own definitions of leadership.
Superintendency Literature

Ideological perspective is an itnportant aspect of this review of literature on the
superintendency. The perspectives of the author or authors place the literature into
“camps” that reflects the philosophical lenses through which they view the world. It would
be ludicrous for me to attempt to review and document all of the texts that have been
written about the public school superintendency. For those individuals desiring such a
comprehensive review of public school superintendency literature, Glass (1986) has edited
an excellent volume for that purpose, with over a hundred texts in educational
administration reviewed, representing time periods from 1820 - 1985. Nor am I attempting

to suggest another simplistic dualism between the rational (modern) and the more recent
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critiques (postmodern) of the public school superintendency. My objective here is to
present some of the diverse current directions of the scholarly work about educational
administration and/or leadership in general, and the superintendency in particular.

Some scholars (Peterson & Finn, 1985; Murphy, 1992; Griffiths, 1998) suggest
that the reform movements in public education that have swept across this country
neglected educational administration prior to the mid-1980s. Although these authors were
referring to the time period since the 1960s, public education has been deluged with
reform efforts for a long time (Olson, 1999, April 21). Glass’s volume presents some
argument to the opinions presented in Peterson and Finn, Murphy, and Griffiths about
when reform efforts in educational administration occurred, but it may be said that there
are definitely many texts about educational administration availabie that have been written
over the past two decades (Campbell, Corbally, & Nystrand, 1983; Blumberg, 1985;
Foster, 1986; Hoy & Miskel, 1987; Boyan, 1988; Murphy, 1992; Beck, 1994; Johnson,
1996; Carter & Cunningham, 1997; Chapman, 1997; Murphy & Forsyth, 1999).

What may have been some of the reasons for this renewed interest in educational
leadership? Murphy (1992) suggests that two specific events created an interest in the
preparation of school leaders during the 1980s: (1) the work of the National Commission
on Excellence in Educational Administration (NCEEA) in 1987; and (2) the report of the
National Policy Board for Educational Administration (NPBEA) in 1989.

Subsequently, the University Council of Educational Administration (UCEA),

one of the National Policy Board’s member organizations, accepted the National

Policy Board’s challenge and began a ten-year effort to identify ‘the knowledge
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essential for school leaders to solve critical contemporary problems of practice’

(UCEA, 1992, 13). (Donmoyer et al, 1995, p. 1)

The first phase of the UCEA project resulted in seven general categories of knowledge
that were in the form of a set of documents called Primis (Donmoyer, Imber, & Scheurich,
1995). It is not my intent to review and/or evaluate this project, but I do question the
“assumption about the existence of a body of knowledge that, when learned and
understood, conferred on the knower a level of expertise not available to
nonprofessionals” (p. 2). This assumption about the existence of a privileged knowledge
base would point to reinforce traditionally constructed patriarchal power positions within
the framework of public education. I would also be concerned about the implications of
presenting this limited perspective as the dominant one for future educational leaders to
internalize during their university course work.

Another problem with the belief in an exclusive and privileged knowledge base is
that it may create further distance between the academic and field-of-practice worlds. An
elitist treatment of “a” knowledge base may increase the distance between the two worlds
by the elevating of the academic study of educational administration and the devaluing of
the practical experience of those in the field. Research and writing, either from those
interested in educational administration as an academic discipline or from the in-the-world
practitioners, are necessary for growth, but each world has its own focus and demands. It
appears to me that unless an individual practitioner is committed in his or her quest fora
greater understanding of leadership beyond minimal certification or licensure
requirements, he or she will not pursue this deeper investigation of educational leadership,

and this deeper understanding will not be experienced. What should happen is that
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“...administrators of schools should develop a ready view about the theory of
organization, both to develop deeper understanding and to see the organization as a man-
made [sic] institution amenable to change” (Foster, 1986, p. 117). Unfortunately, this
deeper reflection on leadership and organization is not generally taking place, and the
traditional knowledge base is replicated as the “norm.”

And what might these “norms” be? Michael Imber (in Donmoyer, Imber, &
Scheurich, 1995) frames the discussion in terms of three overlapping categories of
knowledge: (1) theoretical, consisting of specialized theory-based knowledge for
accomplishing fundamental goals of education; (2) technical, consisting of information
relating to the running of a school or school system; and (3) career, consisting of
knowledge that enhances the quality of the administrator’s work life. By framing the
discussion in terms of these three categories, Imber may aid researchers in understanding
the role transition of beginning superintendents into the traditional bureaucratic structure
of public school administration. In fact, for those individuals comfortable with the status
quo in educational administration, Imber’s thoughts are supportive.

Interestingly, although some researchers suggest that university preparation
programs were useless (Blumberg, 1985; Murphy, 1992), Imber’s research stated that
“almost all of the administrators I talked to claimed that their training had been very useful
to them” (in Donmoyer, Imber, & Scheurich, 1995, p. 115).

Why, then, has a trend developed toward negative criticism of educational
leadership preparation? The answer may lie in the realm of Imber’s tri-chotomy. T am
suggesting that formal university training programs socialize and acquaint future

superintendents fairly well in Imber’s “technical knowledge” realm (i.e., traditional school
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administration). Courses such as school law, finance, facilities, collective bargaining, and

- personnel are generally part of a future superintendent’s formal study prior to certification
or licensure, and these courses give an aspiring administrator an academic introduction to
these technical areas.

Case studies, such as those presented by Marshall and Kasten (1994) and by
Kowalski (1995b), are useful for presenting some of the dilemmas that one might
encounter as one pursues a path through positions in educational administration. These
types of experiences, dominated by the white male perspective, may enhance the technical
knowledge realm for the candidate, providing he or she accepts this privileged viewpoint.
Unfortunately, the rational, caim, critical, and clinical discussion and reflection that takes
place in an academic setting fails to give the candidate or beginning superintendent a sense
of the passion, emotion, immediacy, ownership, and tension that occurs when these are
personally experienced in their first “in-the-world” setting. These human experiences
cannot be taught, but must be lived. van Maanen (1997) says it this way: “As James
(1896) observed long ago, ‘knowledge about’ and “experience of a phenomenon imply
quite different levels of understanding” (p. 16).

As future superintendents interact with one another, either in the formal setting of
the classroom, or in other informal educational settings and/or administrative meetings,
Imber’s category of “career knowledge” is transmitted to the potential superintendent.
Such items may include how to fit into a bureaucracy, what types of personal benefits may
result from moving into the superintendency, and generally how to relate to other

stakeholders of a school district.
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I am suggesting that one of the weak links in educational administrator preparation
programs — and the focus of the academic discipline versus field-of-practice debate — may
lie in the realm of Imber’s “theoretical knowledge” domain. Imber states that “no one
spoke of the difficulties in trying to change bureaucracies or schools” or “nor did any
implicit theoretical foundation for practice emerge from any of the conversations beyond
the most experientially-based generalizations discussed above” (in Donmoyer, Imber, &
Scheurich, 1995, p. 114). So, where does this type of discussion fit into the socialization
of a beginning superintendent and his or her role transition?

Reflecting upon future directions of studies on the superintendency, I agree with
others that, first, the superintendency, as it is presently constructed, is best viewed as a
unique position in and of itself within the general area of educational administration (Ortiz
& Marshall, 1988; Glass, 1998). I believe that the beginning superintendent is at the point
of intersection between the academic discipline of scholarly study and the field-of-practice
debate. The debatable knowledge-base discussion about educational administration needs
to clearly identify when it is discussing information that might have some general
application to administrative positions and when it offers information for each specific
position in educational administration.

The second point of emphasis that needs to occur in the discussion of the
superintendency is that the superintendency encompasses a series of fluid, overlapping,
and integrated phases. Because there is so much to learn and experience about the
technical, career, and theoretical knowledge realms, no one superintendent — neophyte or
veteran — could possibly know all there is to be learned. The “training” of a superintendent

should be framed as one of continuing educational opportunities, challenges, and dilemmas
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throughout the phases of one’s career. “As researchers have time and again demonstrated,
any one occupation turns out to be many occupations involving different kinds of
individual skills and talents and taking people along different paths over the course of a
career” (van Maanen, 1977, p. 47).

I envision the phases of a superintendent’s career as a continuum, stretching from
the candidate-in-preparation to the post-retirement years. This is not to suggest that a
clear, linear flow of socialization occurs, but for purposes of communication a schematic

could be developed as follows:

Candidate - Beg. Superintendent - Veteran - Nearing-Retirement - Post-Retirement

This research focuses specifically on the “stage” of the beginning superintendency.

Much of the traditional literature on the superintendency has reflected the views of
those white males who could be described as veteran administrators and those who have
written from the nearing-retirement and post-retirement side of the continuum or by those
university scholars who stand apart from and reflect on “the” superintendency (Murphy &
Forsyth, 1999). This may result in a traditionally generalized narrative about the
Superintendent’s position and replication of traditional practices of educational
administration. van Maanen (1977) states, “most models of socialization ignore or gioss
over the specific content that is said to be transferred in the setting and concentrate instead
on detailing the process by which individuals are taught a generalized ‘such and such’
about “this and that™ (p. 38). Unfortunately, those veteran, nearly-retired, or post-

retirement individuals (VINPs) may have forgotten those early years. VNPs appear to
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focus on their more recent experiences and, perhaps, their “settled in” and essentialized
interpretations about the general regularities of the position (Cubberley, 1922; Carter,
Glass, & Hord, 1993, & Carter & Cunningham, 1997).

I discovered an exception to that pattern in the work of Jentz (1980, 1982), who
discusses entry into the superintendent’s position. My investigation shares Jentz’s notion
that the time of entry may be a critical moment in an individual’s career when his or her
understanding and conceptualization of his or her unique superintendency is being
constructed, tested and challenged, and deconstructed.

This period could be a time, one might assume, of maximum stress and creativity
“the ‘breaking-in’ phenomenon (i.€. occurring when individuals first join an organization)
represents a prototypical crisis period which occurs regularly throughout an individual’s
career” (van Maanen, 1977, p. 15).

The interest, research, and writing about the superintendency by university
scholars is a helpful basis for understanding “the” position of public school superintendent.
The debate between university scholars and immersed practitioners is an important
ingredient for meaningful discussion. However, as Bates (1980) concludes, based on his
summary of an opinion expressed in an article by Donald Erickson, “the continually
shifting agglomerate of ideas within educational administration possesses no particular
conceptual unity; there is no generally accepted paradigm which can provide a sense of
coherence and direction within the field” (p. 2).

Perhaps the dialogue between university scholars and VNP practitioners points out
important options for the deconstructions and constructions of the superintendency for the

new practitioner. This idea comes from my belief that “what we know always has
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something to do with who we are, where we have been, who has socialized us, and what
we believe” (Donmoyer, Imber, & Scheurich, 1995, p. 3).

And what are some of the alternative voices saying about educational
administration, leadership, and the superintendency? Callahan (1962) divided the
development of the superintendency into four periods: (1) 1865-1909 — The
superintendent as scholarly educational leader; (2) 1910-1929 — The superintendent as
business manager; (3) 1930-1953 — The superintendent as educational statesman [sic] in a
democratic school; and (4) 1954-1965 ~ The superintendent as educational realist.
Updating this historical sequence, Chapman (1997) added 1965-1996 — The
superintendent as practitioner of survival. This 1965-1996 time period has provided
challenges not only to the superintendency, but also to most institutions, public and
private. In my review, the diversity of new voices addressing the public school
superintendency appeared to surface from the mid-1980s. These are the voices of
“contemporary portrayals” presenting new directions and thinking about educational
leadership. And what are some of these new voices saying?

Marshall (1995) provides four viewpoints that provide a convenient beginning with
which to challenge traditional bureaucratic constructions of the public school
superintendency. She identifies these four viewpoints as (1) the politics of knowledge; (2)
the feminist critique; (3) the challenge to bureaucracy; and (4) the use of critical theory.
These four viewpoints raise “critical questions left unasked and unanswered by the recent
efforts to review leadership theory and research for education” (p. 486). These four

viewpoints deserve brief comment.
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“An awareness of the politics of knowledge causes one to consider the
relationships between knowledge and power” (Scherr, in Chapman, 1997, p.227).
Marshall (1995) states that some leadership theorists still continue to assert that leadership
is value-free. Thus, these theorists contribute to the replication and perpetuation of
inequalities in the access to and discussion of educational leadership. To treat leadership
like a commodity is to control the discourses and definitions about leadership in order to
favor certain mdividuals and exclude others (Marshall, 1995). The consideration of power
may sometimes become overlooked, be purposefully ignored, or made invisible, but this
discussion should not be silenced. “Power must be a dominant concern of leadership; the
modern organization, with its rules and hierarchies, develops a technological mentality that
limits autonomy and freedom of action and shackles vision and the critical spirit” (Foster,
1986, p. 183).

The quest for a knowledge base discussed earlier may be seen as an attempt to
create additional privileged metanarratives to be passed on to students preparing for the
superintendency. In addition, critical theorists would argue that leadership is for creating
social justice and not for perpetuating the inequalities and training children receive in
public schools for the benefit of American capitalist society (Marshall, 1995). Heifetz
(1994) addresses the value-laden nature of leadership when he states,

We may like to use the word “leadership” as if it were value-free,

particularly in an age of science and mathematics, so that we can

describe far-ranging phenomena and people with consistency. . .

We cannot talk about a crisis in leadership and then say leadership is value-free.

(pp. 13-14)
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Marshall’s discussion (1995) on “The Feminist Critique” (p. 487) covers a great
deal of ground. Although Marshall uses the word “the” to introduce the title of her article,
I have found a great diversity in feminist perspectives. A title suggesting “the” feminist
critique does not convey the wide range of feminist perspectives. However, this section
addresses some critical elements that appear to be consistently addressed by many feminist
writers. “Leadership theory was developed by White males doing observations of White
males holding leadership positions in bureaucracies” (p. 487). Marshall cuts right to the
quick when she writes, “the behaviors, perspectives, and values of women, minorities, and
others who could not get through socialization and selection systems in bureaucracies to
attain leadership positions were, therefore, excluded from theory and research in
leadership” (p. 487).

It seems appropriate to comment further about the privileging of the white male
perspective and the silencing of the voices of women and other marginalized groups in the
current educational administration literature. Gosetti and Rusch (1995, in Dunlap &
Schmuck) discuss the lack of textbooks written by women and marginalized others on
“leadership, the principalship, the superintendency, the professoriate, or educational
administration” (p. 24). 1 found that this situation might be changing, for I had some
success at finding texts by female authors (Ortiz, 1982; Noddings, 1984; Shakeshaft,
1989; Regan, 1990; Marshall, 1992; Restine, 1993; Beck, 1994, Marshall & Kasten, 1994;
Dunlap & Schmuck, 1995; Regan & Brooks, 1995; Johnson, 1996; Chapman, Ed., 1997).
The publishing dates of these texts may offer an important clue to the direction of current
educational administration literature and may signal an end to the silencing of the voices of

females. But serious consideration and actual implementation of such ideas may be a ways
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into the future. Unfortunately, aside from the work of Ortiz, 1 found the educational
leadership literature about minorities or marginalized others in educational administration
to be non-existent. Gosetti and Rusch also comment that the texts for professors of
educational leadership (Foster, 1986; Murphy, 1992) basically document “a traditional
privileged perspective of the knowledge, skills, and values that governed the practice of
school administrators for fifty years” (p. 26). Perhaps between then and now, the times
may be a changin’.

Even with this increase in texts by female writers, I believe the landscape which
many women and minorities may experience is one in which they are truly strangers
(Gosetti & Rusch, 1995, in Dunlap & Schmuck). These same authors sum up the present
situation quite well when they say,

In our own case we found that, despite the increasing number of

women and minorities in school leadership positions, feminist

theoretical perspectives, multi-ethnic viewpoints, and gendered

standpoints were rarely included in our preparation and

professional development as school administrators. (p. 20)

One of the purposes of my research was to find out through in-the-world
éxpeﬁences of the research subjects if some of the features attributed to feminist
leadership styles - i.e., caring, nurturing, relationship building, empowering of others —
would be part of the leadership styles of these beginning superintendents (Regan &
Brooks, 1995). This was of concern for me because some of the current leadership
literature that I had recently read in my own university teadership courses stressed that one

of the major challenges of contemporary leadership was to become more caring, nurturing,
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collaborative, and so forth (Block, 1993; Heifetz, 1994; Senge, Kleiner, Roberts, Ross, &
Smith, 1994; O’Toole, 1995). Assuming that other superintendents may have read this
same recent body of leadership literature, I felt these ways of viewing leadership might
surface during my observations. But what if they did not? Would I experience traditional
leadership models? With the female participants, would 1 see the newer perspectives
toward leadership, or would I observe behaviors in which those female superintendents
would become just like their male predecessors (Harding, 1986)?

The challenge to bureaucracy lies in the questioning of the bureaucratic
hierarchical model as “the” logical form for organizations. Feminist and critical theory
critiques would draw attention to the privileged position that scientific and positivistic
ideologies hold on educational organizational thinking, and these theorists would be
concerned about the replication of such a limited perspective.

Education is considered to be a social institution designed for social

and cultural reproduction and transformation. Drawing from Marxist

philosophy, critical theory, and feminist theory, knowledge generated

through this mode of research [scientific, positivistic] is an ideological

critique of power, privilege, and oppression in areas of educational practice.

(Merriam, 1998, p. 4)

Although not specifically defined by Marshall (1995), the bureaucracy being challenged
implies a general form of organization which exhibits such qualities as top-down control,
specialization of tasks, strict compliance to institutional rules and procedures, assumed
rationality of individual and organizational behaviors, and formal chain-of-command

relations with little social interaction between different hierarchical levels. Marshall
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suggests an “educational model” which creates “organizational patterns that enhance
nurturance and collaboration” (p. 489).

Tightly controlled bureaucracies appear to have been adopted from business and
industry “as if production lines for widgets had parailels with helping children learn” (p.
489). This industry model was adopted some time during the beginning of the twentieth
century (Callahan, 1962; Hoy & Miskel, 1987). Some more current voices are suggesting
the organizational structure of schools should be conceived as a mosaic, tapestry, web, or
double helix (Kanter, 1983, Restine, 1993; Regan & Brooks, 1995; Pounder, 1998). Some
are questioning the life span of bureaucracy (Ferguson, 1984, Clark & Meloy, 1989;
Pinchot & Pinchot, 1994).

It appears that the negative critique of the bureaucratic model has intenstfied
during the past two decades. However, bureaucracy will not go away because of these
discourses, nor should it. I believe it would be reasonable to investigate if any such models
of school organizational structure, such as those suggested above, are being attempted or
practiced in schools. The answer to that question is beyond the scope of this study, but
referring to one of the opening citations for this chapter, my hunch is that these models are
probably only sparsely and sporadically being attempted, if at all. School-reform writers
should not be discouraged, however, because of the lag between an idea’s generation, its
implementation, and its possible acceptance. Because of the immense nature of such a
change and the intractable nature of school organizations, such structural changes as those
suggested would take the courage and commitment of an exceptional leader(s),

stakeholders in the entire school community, and a really sophisticated and knowledgeable
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board of education. “Changing the man-made [sic] constructs requires that battles be
fought” (Foster, 1986, p. 184).

One of the assumptions that the writers who are questioning traditional
bureaucratic hierarchies want to challenge is “that organizations are not only real but also
distinct from the actions, feelings, and purposes of people” (Greenfield, 1975, p. 59).
These writers are suggesting that people and organizations are inseparable, and they seem
to support the notion that “a mistaken belief in the reality of organizations has directed our
attention from human action and intention as the stuff from which organizations are made”
{p. 59). Foster (1986) applies this thinking to educational leadership when he says

. .. because schooling is pervasive and has a strong impact on us,

administrators of schools should develop a ready view about the

theory of organization, both to develop deeper understanding and

to see the organization as a man-made [si¢] institution amenable

to change. (p. 117)

Critical theorists search for “inequality and oppression, questioning assumptions
that governments set up institutions (like schools) to guarantee equal opportunity”
(Marshall, 1995). I would go further to suggest that government institutions are designed
to keep or even increase power located within the present bureaucratic structures or the
individuals who hold these positions. As an example of this governmental desire to
maintain the present system of inequality and oppression in public schools, I would point
to the cleverly disguised “accountability” reform initiative sweeping through the
legislatures across the country. One manifestation of this is the use of proficiency testing.

While I agree that some standardized testing of this nature may be warranted, 1 find it
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unfortunate that the results of these high stakes tests are often condemnations by the
media and state legislators. The stigma is most often heaped upon those students, districts,
and superintendents who “fail to perform well on those tests.” The irony is that “working-
and under-class children are not expected to become middle class; théy are expected to
subscribe to the notion that there should be different groups in a society, some meant to
produce and others to control” (Foster, 1986, p. 184).

There is a body of research that supports the connection between socio-economic
level of a student’s family and the student’s performance on standardized tests. The
“worst” districts are those usually associated with impoverished urban areas. Critical
theorists would see this as just another way to attack those who have already been beaten
up. By selling the importance of being successful on a standardized, state-legitimated
testing instrument, the state legislators are indoctrinating others to accept a “set of
assumptions, theories, practical activities, a world view through which the ruling class [the
legislators] exerts its dominance” (p. 101).

When I first began to investigate the problem of power distribution in
organizations, much of the literature addressed this issue from the perspective of such
items as teacher empowerment, site-based management, the use of more collaborative and
cooperative methods of decision-making, and both top-down and bottom-up reform
efforts. All of these models failed to address genuinely the issue of power. While these
reforms appeared to affect power relationships in organizations, the suggestions were not
satisfactory because I felt they were simply cosmetic adjustments to an intractable

organizational structure.
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Because these searches about organizational designs did not seem to provide the
answers to my questions about better ways of organizing public schools, I began to
wonder if I was searching for some organizational Shangri-La. Foster (1986) added some
clarity to why I might be disappointed. “The political system is tied to the concept of
equality of representation. However, this cannot be carried over to the economic system,
where inequality of wealth is legitimated as necessary” (p. 84). My probiem has been that I
have been attempting to philosophically combine two different “worlds” into my own
hybrid organizational construction.

In public education some of the more recent leadership critiques attempt to create
an empowered world, based on democratic beliefs, but the capitalistic economic system
confronts those efforts head-on. When reforms suggested along egalitarian lines are placed
against the powerful capitalistic economic system, it is no wonder that they are just given
lip service. I believe the organizational Shangri-La can be found, but the resolve to change
an embedded cultural belief system such as free-enterprise capitalism is not going to
happen. I would be hypocritical to “talk this philosophical talk,” because I would not be
willing to “walk this talk.” This issue is much too large for this study, but this fundamental
argument for organizational re-design needed at least to be presented.

Relationships

As this study moves toward the discussion of socialization, the personal impact on
relationships of moving into the superintendency is an issue that needs critical reflection
(Regan & Brooks, 1995). Blumberg (1985) is one of the few authors I located who
discusses the emotional costs of the superintendency. He states that “the more open the

setting, the more highly conflictual the relationships within it will be” (p. 30). The current
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trend toward more involvement by others within the organization — parents, community
members, and activists — is pushing the public school system toward the perceptions of
more accessibility and accountability. However, relationships with any of these groups
could become volatile or controversial at any time. Callahan (1962) referred to this
volatility as the vulnerability of the public school superintendent.

At the time of employment, one might assume that a good fit or match has been
made between the board of education and the new superintendent. However, “the
situations in which a good fit between superintendent and school system is likely to be
upset are those in which the system’s view of what the basic operating style of the
superintendent should be conflicts with the view of the superintendent holds for himself
[sic)” (Blumberg, 1985, p. 44).

What are some of the situations that could arise which cause conflict and
emotional stress for the beginning superintendent? Blumberg lists several stress-inducing
situations that fall into Imber’s technical knowledge domain of his tri-chotomy. The
beginning superintendent is confronted with a new context and a seemingly never-ending
overload of information. There are extensive demands on one’s time, demands of
accessibility, and the need to keep track of a large number of things, all at one time.

Coupled with these stressors, “there was a change in personal relationships and
friendships, as well as a newly developed inhibition over one’s ability to be open with
colleagues” (p. 123). This might be especially traumatic and difficult for those individuals
who had lengthy and successful teaching careers. Ironically,

There is something sad about it: here are people who were motivated to

seek a position from which they could apply their knowledge and expertise
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to create a better school experience for youngsters, only to find that the

politics of winning and losing are more prominent in their lives than what

may occur in the schools. (p. 63)

One of the areas of the relationship discussion that has been disturbing to me is the
tack of understanding of the difference between dealing with people as individuals and
dealing with people when they are part of a collectivity, i.e., a union. Current laws and
organizational structures have created personal refationship dilemmas that were not
present in pre-1980°s discussions about educational administration.

Since the New York State Taylor Law in 1967, almost all states now have laws
that require that school boards bargain collectively with teachers’ unions. Blumberg states
that teachers and the superintendent have become adversaries but not enemies, yet the
distinction that Blumberg makes between adversary and enemy is a fine one. Although
these words may be commonly used as synonyms, Blumberg seems to consider an
adversary an individual who may be less prone to argumentation, disagreement, and
conflict after the resolution of a problem than an enemy. There appears to be the ability for
reconciliation after the disagreement has been resolved. However, regardless of
Blumberg’s distinction, there is a barrier between the parties in traditionally constructed
bureaucracies that may prevent working relationships from having the open, cooperative,
and collaborative characteristics prescribed by the current leadership literature. And even
under the most ideal circumstances, as Blumberg says, “You can’t have it both ways. You
can’t play adversary today over issues such as working conditions or grievances, and

colleagues tomorrow over curriculum problems” (p. 97).
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One of the differences between the theory and practice dialogues in educational
leadership is that recent literature and policies call for organizational relationships that are
more cooperative, collaborative, empowering, and fostered by site-based management, but
these types of relationships may be in conflict with traditional bureaucratic organizational
settings (Noddings, 1984; Clark & Meloy, 1989; Restine, 1993; Beck, 1994; Donmoyer,
Imber, & Scheurich, 1995; Regan & Brooks, 1995, Marshall, Patterson, Rogers, & Steele,
1996; Pounder, 1998). Existing issues of power between unions and management have
exacerbated this conflict. I am not arguing either for or against collective bargaining.
Instead, I am concerned that traditional constructions of bureaucracy and the laws that
support such hierarchical arrangements are inherently designed to create an organizational
mechanism for conflict and confrontation between labor and management. The issue of
power and theories of distribution {Young, 1990) may create an impediment to the
cooperation and collaboration heralded as necessary to achieve current educational
objectives. In most locations collective bargaining agreements have actually created
barriers to cooperation and collaboration because they dictate decisions, the nature of
relationships for both union and administration, and the control over many areas of school
life. One need only read any negotiated agreement between a board of education and a
teachers’ union for support of this statement. Believing that individuals with power will
not divest themselves of it, | am suggesting that true educational cooperation and
collaboration cannot take place until this question of power is addressed.

Relationships will be affected by the format arrangements of the organizationat
context. “When the new or altered structure has as its basic tenet the formal legitimization

of adversarialism, one can predict, between the newly legitimated adversaries, a distancing
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of relationships™ (Blumberg, 1985, p. 123). Blumberg further warns that friendship
introduces an element into work relationships that may create problems down the line and
that educational leaders cannot get too close to people with whom they may have to do
battle in the future. One of the ways to reduce or eliminate these structural barriers might
be to design an organization that limits formal collective power structures and
arrangements for both sides. Given the size and power of teacher unions countrywide and
the potential for management abuses toward teachers, the real quest for open, more
collegial, more cooperative organizations may only be a theoretical fantasy. This
description of organizational structure does not paint a pretty picture for those beginning
superintendents who might want to strive for a more equal organizational structure.
Blumberg (1985) calls our attention to yet another potential point of conflict when
he notes that “Some of them [superintendents], though, are loners by predisposition” (p.
182). This statement, made during the mid-1980s, may have described a type of person
(white, male, middle-class) who was attracted to a traditional hierarchical power position.
Now, in the late 1990°s, we may be seeing a significant change in the kinds of individuals
who are being sought by local school boards. In examining several brochures from school
districts searching for superintendent candidates during 1998 (Appendix C1, C2, C3),1
found that leadership profiles or desired qualifications included “visible, approachable
leader, superior communicator, visionary, able to work with others, people skills, and abile
to work effectively in the area of human relations.” These are hardly the characteristics of
a loner. I will suggest below that these more cooperative qualities now being sought are
ones that have been generally attributed to those gendered as feminine, and this shift may

provide women with an improved opportunity to become school superintendents.
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Socialization

The primary focus of this study is the socialization of beginning public school
superintendents, and it must be remembered throughout that socialization is a process, not
an event.

The processes of socialization run a range from activities that are highly

direct, such as a formal indoctrination process, to those that are highly

indirect and subtle, where the individual is more or less responsibie for

sensing out and conforming to system norms and expectations.

(Blumberg, 1985, p. 39)
van Maanen (1977) states it this way: “Organizational socialization is the manner in which
individuals become members and continue as members of an organization — both from the
standpoint of the individual and from the standpoint of others in the organization” (p. 15).
These processes are not smooth, clean, linear processes, but are fluid, ever-changing
phenomena that might alter their forms, sequences, and directions at any given moment.

Further, the hypothetical question might be asked if anyone can arrive at complete
soctalization, even in a supposedly well-defined institutional role? I suspect that complete
socialization may not be achievable. van Maanen in his text about socialization in
6rganizational careers states that “any one occupation turns out to be many occupations
involving different kinds of individual skills and talents and taking people along paths over
the course of a career” (p.47). However, for the purposes of this portion of the discussion,
a rationalistic, positivistic sequence in the socialization process for the beginning public

school superintendent will be described, although this sequence may never really occur.
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Before I embark on a review of some of the typical literature about traditional
models of the socialization process, I want to briefly mention that socialization and role
transition may be more difficult for some women and ethnic and racial minorities. From
the previous discussion of superintendency literature, I have noted Hart’s discussion of the
traditional “emphasis on traits, situations, behaviors, and contingencies” (Hart, 1995, in
Dunlap & Schmuck, p. 108) that are embedded in the writings of the white, male, and
privileged voice in educational administration. But what insight for role transition might
this body of literature provide for beginning leaders “falling outside the traditional
conceptions of school leaders” (p. 108)?

Hart makes readers aware that the socialization process may be different for
certain populations of beginning administrators, and she also alerts readers to several
problems encountered by beginning female principals, such as negative expectations from
those whom they are assigned to lead and the lack of attention to social context. The
Dunlap and Schmuck text (1995) provided the only literature I found that addressed the
unique challenges of socialization for females and minorities (see pp. 105-196).

The literature from the traditional models (white-male) of the socialization process,
which will be addressed shortly, appears to sanitize and rationalize the process to those
who are about to newcomers in a superintendent’s position. The beginning superintendent
should be alerted that he or she may experience apprehension, despair, hopelessness, and
confusion during the initial days on the job (van Maanen, 1977). These feelings of anomie,
- i.e., disorientation, anxiety, or isolation — are quite “normal” and should not be a
surprise for those who have just recently felt comfort and confidence in a previous

educational position. Unfortunately, “newcomers to an organization are blind to many of
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the defining characteristics of their immediate setting” (p. 22). In a comforting and
encouraging statement, van Maanen creates hope during these times of trial by stating, “so
long as the deviations from the expected order are of short duration and of slight
magnitude, the person has few problems in adjusting” (p. 27).

Research on institutional socialization usually identifies three “steps” in the
process: socialization prior to appointment; the significance of sponsors, mentors, and role
models; and socialization following appointment (Miklos, 1988). Through these stages,
socialization or enculturation is presumed to take place. Sarbin and Allen (1968) make a
fine distinction between socialization and enculturation. For these authors soctialization is
the process of learning during childhood. “After socialization, the kind of social learning
that takes place may best be called enculturation, the acquisition of roles and positions
within the society” (p. 547). The focus of Sarbin and Allen’s study is on the ways in which
the values, norms, rules, and operating procedures that govern a specific contextual
location for the practice of educational administration are communicated, interpreted, and
learned (Miklos, 1988).

As I further investigated the literature on socialization, the term continued to gain
refinement. The socialization taking place for the beginning superintendent is actually a
phenomenon that might be better identified as resocialization (Khleif, 1975). Minkler and
Biller (1979) have referred to resocialization as a “restructuring of the self” (p. 134).
Greenfield (1977), in his research on administrative candidacy, used the term “new-role
learning” (p. 30), and van Maanen (1977) called it the “breaking-in phenomenon” (p. 15).
The beginning superintendent has already been socialized as an educator (Miklos, 1988).

The beginning superintendent may become disoriented as he or she unlearns the values,
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norms, and rules that were part of a previous professional career (Khleif, 1975). Blumberg
(1985) describes the process in language that refers to relationships when he says, “And
the psychological home in which he was once welcomed as an integral family member now
has room for him only as a visitor or sometimes an unwelcome guest” (p. 211).

Khleif (1975) describes this resocialization as a rite of passage, involving a
transformation of identity. In his study on the professionalization of future school
superintendents, he discusses a three-year program for developing and preparing public
school superintendents. The first year of the program seeks “to knock the classroom
orientation out of him — to make him see the total picture” (p. 303). The attempt of the
program is “to get a clean break with the occupational past” (p. 302). Individuals who
would promote this program would not support or recommend the disjointed preparation
programs that some future educational administrators may experience. Although no
program could completely prepare a person for the complex nature of a superintendency,
the program Khleif studied stresses the importance of a lengthy, practical preparation
program.

“There is no appeal to pieties about education and kids here; the appeal is to
tough-mindedness, to the theory and practice of power” (Khleif, 1975, p. 304). Although
the program appears to be harsh, this type of preparation and immersion into a
commitment to becoming a superintendent can be contrasted with what generally occurs in
the preparation of future superintendents. “In a sense, a goodly number of American
educators [administrators] cannot be said to be professionalized, for they get their
graduate training on the instaliment plan through a minimum of residency and an

abundance of summer or extension courses” (p. 306).
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Minkler and Biller (1979) suggest that the education of today’s professionals tends
to be uneven, discontinuous, and often misleading. However, 1 would caution that this in
no way should be a condemnation of university preparation programs, for there are many
factors and explanations for the disjointed career paths of many individuals who aspire to
the superintendency that are beyond the control of the university. Because the typical
candidate’s specific administrative preparation program may be one of discontinuity ~i.e.,
extended over a number of years as part-time study — the resocialization that is needed for
the beginning superintendent may not occur until he or she actually assumes the position
of public school superintendent. “The implication for role learning is that the role must be
learned as a total, organized cognitive pattern, a Gestalt, rather than in bits and pieces”
(Sarbin & Allen, 1968). Khieif (1975) suggests that the program described in his research
does accomplish resocialization for the superintendency, and the reader should keep in
mind that the program was created to encompass a three-year time period. Sarbin and
Allen use the example of the physician learning his or her role over a four-year period. The
implication of this for the beginning superintendent is that his or her socialization process
will take some time.

Role Theory

The use of metaphors from drama are used extensively in the discussion about the
roles that individual’s play in their daily lives. As Jacques would say it, “All the world’s a
stage, And all the men and women merely players: They have their exits and their
entrances, And one man [sic] in his [sic] time plays many parts”(Shakespeare, in Parrott,

1953, p. 532).
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Why would resocialization be an important concept for the beginning
superintendent to understand? This next section further refines the socialization process in
terms of role theory and begins to answer the question about the importance of
understanding the concept of resocialization for beginning public school superintendents.
Role theory encompasses a broad spectrum, and it is not my intent to give theoretical
attention and discussion to all areas of role theory. However, role theory is “most useful in
providing a conceptual framework suitable for a discussion of personal interaction in
organizations and institutionalized relationships” (Ortiz, 1982, p. 126). For Sarbin and
Allen (1968) role theory “bridges the gap between the individual and the group, between
personal history and social organization” (p. 490).

The definitions and discussions of “role” are extensive, and a total discussion of
role is beyond the scope of this study. However, I will offer several definitions for special
consideration. The role metaphor is drawn from the theater and denotes conduct that
adheres to certain parts, rather than to the players who read or recite them (Sarbin &
Allen, 1968).

Parsons (1951) makes an important distinction between status and role. By
“status” Parsons means the positional phenomenon, referring to one’s place in the
feiationship system. Parsons says that “role” refers to “a” relational aspect, meaning that it
is what the actor does in his or her relations with others. Parsons calls this “status-role
bundle” (p. 25) the basic unit of the social system.

Linton (in Gross, Mason, & McEachemn, 1958) defines a role as representing “the
dynamic aspect of status... When [the individual] puts the rights and duties which

constitute the status into effect, he [sic] is performing a role” (p.12). Parsons states that:



The Man Who 61

A role.. .is a sector of the total orientation system of an individual actor

which is organized about expectations in relation to a particular interaction

context, that is integrated with a particular set of value-standards which

govern interaction with one or more alters [others] in the appropriate

complementary role. (p. 38)

Along with the definition of role theory and roles, there is usually a discussion and
definition of the term “actor.” The actor is an abstract individual who fulfills a role
position (Getzels & Guba, 1954). Again, the breadth of the discussion on roles and actors
is limitless, and this research is not involved with that specific discussion.

The role and status definitions were selected for several important reasons. First,
there are references to roles having a dynamic status, rather than just a static status
(Parsons, 1951). “A status or position is a location in the social structure defined by
expectations for performance by an incumbent” (Sarbin & Allen, 1968, p. 551). Second,
the dramaturgical metaphor accents the idea of a performance in a role. Next, the
definitions emphasize a personal identification that a role is part of a total orientation
system. Fourth, these definitions state that there are values and norms involved in
performing one’s roles. Finally, these definitions note that there are multiple roles for each
and every one of us. “During the course of a typical day a person enacts a large number of
roles successfully and two or more roles simultaneously” (p.551). Theoretically, the
multiplicity of roles could be expanded to include a wide range of possibilities for any
individual. Fortunately, the range of possible role behaviors is reduced from near infinity

to a small number because of contextual factors. I believe that the roles of the person in
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the superintendency cannot be examined without the understanding of the multiplicity of
roles that a person experiences on a datly basis.

Finally, Linton (in Lindsey & Aronson, 1945) makes an important distinction
between ascribed and achieved roles. As an example of ascribed roles, Linton uses sex,
age, and kinship. These are the roles into which a person is born, or those that are thrust
upon him or her through no effort or desire on his or her part. Achieved roles are those
which require distinctive qualities, skills, and/or special training. Because the public school
superintendency is an achieved role, this is the aspect of role socialization that will be of
utmost importance. Linton stresses that this ascribed-achieved role is not a dichotomy, but
designates t.he end points on a continuum of types of roles.

Albeit that a given role has many aspects, such as culture shock, identity crisis,
role loss and role discontinuity {Minkler & Biller, 1979), the subsets of role theory that
will be discussed here are role conflict (Gross, Mason, & McEachern, 1958; Getzels &
Guba, 1954; Seeman, 1953; Sarbin & Allen, 1968), role strain (Goode, 1960), self-role
congruence, (Sarbin & Allen, 1968), role expectations (Sarbin & Allen, 1968), and role
shock (Minkler & Biller, 1979). Even though these subsets may be isolated and are
presented in this research as independent categories, they are not mutually exclusive.
These subsets do not exist as separate entities and much overlapping and integration exists
among them. These five areas were selected because I believe that the beginning
superintendent may experience these phenomena early in his or her tenure.

Seeman (1953) defined role conflict as “the exposure of the individual in a given
position to incompatible behavioral expectations” (p. 373). Although Seeman’s

formulation of role conflict examined a single position, i.e., the school administrator,
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Gross, Mason, and McEachern (1958) viewed the superintendency as a multiple-role
position. These researchers used the example of multiple-role positions, such as a person’s
being a husband, father, and superintendent [sic]. Cuban (1998) states that “conflict is the
DNA of the superintendency” (p. 56).

Rote conflicts occur when a person occupies two or more positions simultaneously
and when the role expectations of one are incompatible with the role expectations of the
other (Sarbin & Allen, 1968). In their study of role conflict for instructors in a military
teaching situation, Getzels and Guba (1954) defined role conflicts as situations that “are so
ordered that an actor is required to fill simultaneously two or more roles that present
inconsistent, contradictory, or even mutually exclusive expectations” (p. 165). In their
study of officers who were required to teach at Air University on the Maxwell Air Force
Base, Getzels and Guba suggested that an officer-instructor who thought of himself [sic]
as a teacher first and an officer second may be stripped of a general frame of reference for
decision making. This officer-instructor may be troubled because his {sic] decisions based
in terms of his [sic] teaching role are in conflict with those of his [sic] officer role. Gross,
Mason, and McEachemn (1958) found that administrators” role conflicts arose out of their
attempts to satisfy the often mutually exclusive desires of teachers, parents, and school
boérd members. In today’s increasingly pluralistic and diverse American society, it appears
that the difference between then and now is that there are more groups that are demanding
an audience with the public school superintendent.

What would be the consequences of role conflict? “Position incumbents who
perceive that they are exposed to role conflict will derive less gratification from the

occupancy of their position than position incumbents who do not perceive they are
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exposed to role conflict” (Gross, Mason, & McEachern, 1958, p. 275), unless, of course,
they thrive on conflict. If an individual experiences role conflict, he or she may experience
less satisfaction with the job, may be less satisfied with his or her career, and may
experience more worry. Resolution of role conflict may be the use of excuses, lies, escape,
stalling, or illness to reduce this stress.

Goode (1960) offers an excellent discussion of role strain, defined as the difficulty
people experience in attempting to perform their role. Role strain is normal because the
individual’s total role obligations are overdemanding (Goode, 1960). The term
“overdemanding” is used because of its connection with the economic concept of limited
resources and unlimited wants [demands]. Goode delineates various types of role strain
that occur both institutionally and personally; the types that occur even when role
demands are not onerous, difficult, or displeasing; occur for all individuals because they
take part in many different role relationships; and/or occur when each role relationship
demands several activities. This places the individual in a constant practice of role
bargaining, which is the constant selection among alternative behaviors. Consequently for
superintendents, contradictory performances may be required, such as conflicts in the
allocation of time, place or resources. The beginning superintendent may need to learn
how to cope with many of these contradictions as they occur.

Sarbin and Allen (1968) suggest five categories or adaptive modes for the
resolution of role strain. The individual may respond by attempting to change the external
ecology of the situation. These authors define these attempts to change the external

ecology as “instrumental acts.” The individual may use such instrumental acts as
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consulting a physician during an illness, praying, segregating specific aspects of a
conflicting role, or even flight to reduce the level of role strain.

Sarbin and Allen term a second method for the reduction of role strain “attention
deployment.” Under attention deployment one of the incompatible roles is ignored. The
authors use the example of a military chaplain being cast into the incompatible roles of
being a minister who is supposed to be close to his or her congregation and of being an
officer who is not supposed to become too familiar to his or her assigned troops. To
reduce role strain the individual will ignore one of the conflicting roles by inattention to it.

A third technique for the reduction of role strain is to change the beliefs. This is
understood to mean that a different meaning or interpretation is placed on the
incompatible belief situations, making them compatible. In general terms, this may be
construed as the rationalizing process that an individual might do to philosophically
position a situation, event, argument, or phenomenon to fit one’s ideological beliefs.
Sarbin and Allen suggest that prioritizing the relative importance given to a role will help
resolve the conflict. In other words, one role will be given preference over another.

The fourth method of resolving role conflict is the use of tranquilizers or releasers.
Unfortunately through these methods, the role strain is not eliminated, and the role conflict
situation will still remain.

Sarbin and Allen suggest that the final method of reducing role strain could be to
make no adaptation or to make an unsuccessful adaptation. “In such case, cognitive strain
will persist at a high level, and inability to reduce it will produce a variety of somatic and

behavioral effects” (p. 543).
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Goode (1960) defines the more institutionalized roles as “statuses” (p. 495).
“Entrance into certain very demanding statuses, those which require nearly continuous
performance, are subject to frequent crises or urgencies, and are highly evaluated”

(p. 492). Because the public school superintendency has often been described as a
“lightning rod position” or as “life in a fishbowl,” the public school superintendency
arguably fits into Goode’s definition of a status. Because of the pressure of such a
position, it could be assumed that the individual would seek to reduce his or her role
strain.

Goode suggests two main techniques for reducing role strain; “those which
determine whether or when he [sic] will enter or leave a role relationship™ (p. 486) or
“those which have to do with the actual role bargain” (p. 486). The first technique of
reducing role strain may relate to an individual’s decision not to enter the public school
superintendency in the first place or to leave the public school superintendency after only a
short tenure in the position. Pre-employment exposure to the concept of role strain may
offer individuals an opportunity to understand a crucial dynamic of the public school
superintendency. The second portion of Goode’s techniques for reducing role strain would
be more appropriate after one has become a superintendent.

Role stress is slightly different, but closely related to role strain. Role stress is
defined as;

. . . the tensions and stresses arising from (1) radical discrepancies between

ideal or anticipated roles and roles which are actuaily encountered, or (2) the

sudden and significant departures from familiar roles which are enacted
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differently in the new situation or replaced altogether by new and unfamiliar roles.

(Minkler & Biller, 1979, p. 128)

Role strain and role stress may be reduced if an individual is able to “fit” the role in which
he or she is placed. This “fit” can be further defined as self-role congruence (Sarbin &
Allen, 1968). Self-role congruence is the interrelation of self and role. It has been
hypothesized that if an individual has a high degree of self-role congruence, then there
would be a high degree of job satisfaction and high performance. A problem with
determining seif-role congruence is that one needs to be in a role before one can tell if self-
role congruence exists.

A phenomenon that may occur, however, is that one may experience self-role
incongruence. “In everyday language self-role incongruence is indicated by saying that a
person is not well suited to a particular role, that the job does not fit his [sic] personality,
or that he [sic] is a square peg in a round hole” (Sarbin & Allen, 1968, p. 524). If enacting
a role violates a person’s self concept or values, then the role behavior may be regarded as
wrong, improper, immoral, or unbecoming to one’s self. The self-role incongruence may
cause a variety of problems, such as psychological disorders, somatic dysfunction, lack of
performance, and lack of concentration. Self-role incongruence places a strain on both the
individual and the social system. The beginning superintendent may experience self-role
incongruence during the initial months of employment in the position.

Beginning superintendents will also experience role expectations, created both by
themselves and by others. Role expectations are defined by Sarbin and Allen as the “rights
and privileges, the duties and obligations, of any occupant of a social position in relation

to persons occupying other positions in the social structure” (p. 497). The concept of role
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expectations is the conceptual bridge between social structure and role behavior, and these
expectations may vary from one segment of the population to another. “Role expectations,
then are collections - beliefs, subjective probabilities, and elements of knowledge - which
specify in relation to complementary roles the rights and duties, the appropriate conduct,
for persons occupying a particular position” (p. 498).
Early in his or her tenure, the beginning superintendent may experience a lack of

clarity in role expectations. In general, a lack of clarity in role expectations may lead to a
decrease in effectiveness, productivity, and satisfying social interaction (Sarbin & Allen,
1968). The specific type of lack of clarity that the beginning superintendent may
experience is the incongruity between the role performer’s own expectations for his or her
role and the role expectations held by his or her audience. The first, and most important,
audience with which a beginning superintendent needs to gain clarity in role expectations
is his or her schoot board. If the role expectations between the beginning superintendent
and his or her school board begin to diverge or begin to be in conflict, then the beginning
superintendent will begin to experience what Sarbin and Allen call role dissensus. Role
dissensus will cause deterioration in superintendent-board relationships and a loss of
effectiveness on the part of the superintendent as a school leader.

| What is role shock, and what is its importance to beginning superintendents?
Minkler and Biller (1979) define role shock “as the stresses accompanying either major
discrepancies between anticipated and encountered roles or the sudden and significant
departure from familiar roles which are ‘played differently’ in the new setting or replaced
altogether by new unfamiliar roles” (p. 125). These researchers place role shock in an

intermediary category between culture shock and identity crisis. It is not the purpose of
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this section to discuss either culture shock or identity crisis, but to use these two concepts
for points of clarification in locating role shock. It “denotes a perception of sharp
discontinuity in stepping from one’s role into another when continuity had been expected”
(p. 126).

Several characteristics that are specific to role shock are (1) that role shock usually
occurs within one’s own familiar cultural setting, (2) that role shock results when there is
a loss of cues specifically concerned with the enactment of a specific role or group of
roles, and (3) that the source of role shock occurs when particular transactional exchanges
between a person and a society are disrupted (Minkler & Biller, 1979).

Minkler and Biller suggest the resurrection of the apprenticeship concept for the
socialization of individuals in order to lessen role shock. The beginning superintendent
may experience role shock when continuity is expected in the transition to the
superintendency, but discontinuity is experienced because of the multitude of demands that
are placed on the individual combined with the lack of exposure to coping mechanisms to
reduce role shock. Minkler and Biller describe this dilemma in this manner:

On the intermediate level, however, these individuals may perceive

both their selves and their environments as remaining relatively

unchanged, while their roles — and hence the ways in which they relate

to those environments — are disrupted and dramatically altered. (p. 129)

According to Minkler and Biller, role shock may result in two manifestations or
outcomes. The individual experiencing role shock may desire to revert to past roles. The
beginning superintendent may become more involved in specific building concerns rather

than face the larger challenges of the district because of his or her past history as a
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building administrator. The beginning superintendent might become overly involved with
student concerns because of a past history as a classroom instructor. In some cases the
beginning superintendent may desire to leave the superintendency to return to a lower
level of administration or the classroom. Role shock may also manifest itself in some form
of physiological illness. Numerous ailments could arise as the result of stress. Minkler and
Biller discuss coronary heart disease as one result of role shock.

The propensity for role shock in the movement through careers in general, and
educational administration in particular, points to the need for easing the transitions both
into and out of the various roles that an individual encounters.

The understanding of role shock has several implications for superintendency
preparation. There is a need for easing the transitions both into and out of the work roles,
such as the movement from classroom to building administrator to superintendent.
Minkler and Biller propose “mutual help groups” (p.138) for cushioning role shock. In
education the concept of mentoring is used to identify these mutual help groups. Further,
these researchers suggest that even the terminology for role shock may help individuals
grasp and deal with the stress potential inherent in any number of major role disruption

situations.
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CHAPTER 11
METHODOLOGY
Background

I began my investigation by locating potential participants for this study about
beginning superintendents in May of 1998. I desired to locate five beginning
superintendents who met the study requirements in the eight eastern-most counties of
Ohio. At this time I made an assumption that because of the assumed rapid turnover of
superintendents, the isolation and selection of the five participants for this study would
easily be accomplished in the ninety-six public schools districts that are located within this
eight-county area (Chio Educational Directory, 1997-98). According to the Ohio
Educational Directory (1997-98), the sample of superintendents from the eight counties
would have estimated student populations of between 419 and 13,211.

I found that assumption about easily finding my five participants not to be
accurate, reminding me of the myths about superintendent tenure as stated by Cuban
(1998) that tumover may not be as rapid as is generally assumed. After calling seven of
the eight county superintendents, it became evident that the turnover and employment of
beginning superintendents in these areas was not going to occur within the time
parameters established for this study. In June of 1998 I called the Ohio School Boards
Association (OSBA) and requested a list of beginning superintendents for the entire state
of Ohio. Later that month the desired information was received (Appendix F). I began
contacting the individuals who were on the OSBA list, in order to ascertain if any of them

would fulfill the criteria set for the sample of this study, and if any of those individuals
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meeting the required profiles would be interested and willing to participate in the study. Of
the five individuals contacted, two were possibilities.

On July 1, 1998, I sent out a statewide e-mail (Appendix G), attempting to locate
other individuals who might more closely match the criteria required for the study. Only
one response came from this statewide request, and this individual was located at a
distance that was prohibitive because of the amount of contact time needed for this study.

During this time, I began communicating to my dissertation chair that 1 was having
difficulties and high anxiety about locating candidates for this study. My chair, Dr.
Glorianne Leck, suggested that I begin looking into the western Pennsylvania area for
beginning superintendents who might fit the desired profile. This search yielded three
potential participants, two of whom consented to be part of the study. Toward the end of
July, notification was received from the Youngstown State University’s Human Subjects
Research Committee that my Request for Exemption had been approved (Appendix H),

There were two difficulties with the sample requirements proposed in the research
design for the participants of this study. One of the major problems for the study was the
ten-year classroom teaching requirement. This criterion could not be met. However, the
average length of the participants’ teaching careers was nine years, with a range of five to
seventeen years (Appendix I). Interestingly, this was almost identical to the mean number
of years of classroom teaching that was found by Glass in his review of the Sclafini study
on superintendents (Carter, Glass, & Hord, 1993). Because of this research, I felt that my
sample would still be appropriate and yield the desired type of data.

The second difficulty was to locate individuals who had limited administrative

experience, defined earlier as two years or less. The least amount of administrative
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experience for the participants in my study was seven years, with the average years of
administrative experience being fourteen years. Again, referring to the Sclafini study in
Carter, Glass, and Hord (1993), Glass found that the participants in the Sclafini study had
an average of 9.5 years of administrative experience before becoming a superintendent.

1 was surprised by these difficulties, but I believe my own original assumptions
about how one might achieve the superintendent’s position were quite naive at the time I
wrote my sample requirements. Quite frankly, I had generalized the career path process to
such a great extent that I assumed that a significant number of other beginning
superintendents had a career path profile similar to my own. However, 1 do not believe my
mis-generalized, limited perspective has made the meaning of the study any less valuable.

Population and Sample

Because of criteria, time, and distance concerns, the population of beginning or
first year superintendents came from northeastern Ohio and western Pennsylvania.
According to Bogdan and Biklen (1992), this was “purposeful sampling” (p. 71). For
Fraenkel & Wallen (1996), this sample was considered a convenience sample. I had to be
careful because I generally “knew” about many of the districts in this area, and I was
personally acquainted with many of the superintendents in these counties. I needed to limit
the personal biases that I might have had about any district or individual in this study, and
1 wished to remain as “objective” as possible when I accumulated the information, with
“objective” in quotes because I believe that any observation or interpretation of data will
be affected by the researcher’s personal beliefs and experiences.

All potential participants were sent a screening questionnaire that contained the

specific criteria desired for this study (see Appendix D). Five superintendents meeting
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these criteria were then selected for participation in this research. The decision to use five
participants was to give me research exposure to a range of diverse situations within the
time and distance parameters of the study.

The geographical area covered by the participants in the study spanned an
approximate radius of one hundred miles and five different counties in two states. The
districts ranged 1n size from approximately 590 to 8500 students. All of the districts were
located in towns or cities. None of these districts provided an assistant superintendent for
the participant. Although the depth of an ethnographic study on just one beginning
superintendent could not be achieved using five participants, the breadth of descriptions of
beginning superintendent’s experiences was obtained.

As initially proposed for this study, the ideal candidate would have been a
beginning superintendent and would have had an extensive career, defined as ten or more
years, as a classroom teacher before moving into educational administration. Furthermore,
it was desirable that the participant be new to the superintendent’s position and an
“outsider” to the district, Carlson (1972) and Ortiz (1982) identified individuals who have
achieved the superintendency in this manner as “career-bound” superintendents rather than
“place-bound” superintendents. I wished to have at least two or more female
superintendents and at least one racial minority superintendent as participants in the study.
Because of the profile of the superintendents desired, district size and demographics were
not considerations for this study. Again, it was the objective of this study to investigate the
process of how this small sample of beginning superintendents was constructing and

making sense of their new role as public school superintendent.
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The Participants

The five participants met the following criteria required for this study: (1) they
were all beginning superintendents, (2) they were all outsiders and career bound {Carlson,
1972; Ortiz, 1982), (3) they were never teachers in the districts in which they had become
superintendents, (4) there were two females in the sample, and (5) there was one racial
minority. The participants are identified by alphabetical letters and their districts by the
corresponding Greek alphabet letter. There is no significance in these designations, other
than the participants were assigned the alphabetical letters in the order of their agreement
to participate in the study. Although two of the participants have doctoral degrees, only
the designation “Superintendent” will be used. The participants ranged in age from 41 to
50, with a mean of 45.6 years of age.

Two of the five beginning superintendents had begun their superintendencies in
August of 1998, and the beginning superintendent with the most time in the position had
begun on July 1, 1997. One of the participants was an assistant superintendent but had
been assigned the responsibilities of superintendent on March 1, 1998. This was a unique
situation for this study because this pasticipant had all the power of the superintendency,
except for one area, and the official superintendent for the district was stili employed by
ﬁnd present in the district. On December 1, 1998, this participant became the official
superintendent for the district. This dynamic provided yet another rich data experience, as
both individuals worked in the same location.

All individual and district identities are to remain anonymous and are to be treated

with utmost confidentiality. It was not the purpose of this study to evaluate the beginning
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superintendent in relationship to his or her job performance or the quality of the district
but to record the individual story of the person.
Design of the Study

I believe that a qualitative study was the most appropriate methodology for my
research on the role transition of beginning superintendents. “Qualitative research is an
effort to understand situations in their uniqueness as part of a particular context and the
interactions there” (Patton, 1985, p. 1). “Research that focuses on discovery and
understanding recognizes the existence of multiple realities” (Hargreaves, 1995, p. 45).

Qualitative research takes into consideration a wide spectrum of techniques:
“naturalistic inquiry, interpretive research, field study, participant observation, inductive
research, case study and ethnography” (Merriam, 1998, p. 5). Classification of qualitative
methods appears to be interrelated, cross-categorical, and blurred. I am placing my
phenomenological study under the “naturalistic inquiry” umbrella (Guba & Lincoln, 1985).
The time allotment for each participant was not designed with the idea of having one
beginning superintendent being the focus, and I did not want to immerse myself in just
one contextual setting.

“From the phenomenological perspective research, theory, and methodology must
be closely related” (Greenfield, 1975, p. 70). Phenomenological methodology would fall
under the blanket term of “naturalistic” inquiry, as proposed by Guba and Lincoln (1985).
In an attempt by Guba (1985) to legitimize the naturalist position, he expands upon seven
concepts of a new naturalistic research and methodology paradigm, introduced in the
work of Schwartz and Ogilvy (1979). Several of these concepts address and support

phenomenological, feminist, and/or critical theory methodologies. In discussing the
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movement from simple to complex realities, Guba states, “It is in principle impossible to
separate any phenomenon from its environment without losing crucial aspects of meaning.
The whole is more than the sum of its parts” (p. 86).

I chose the phenomenological perspective because | wanted “the knowledge of
what it is [was] to be-in-the-world” (Brown, in Pinar & Reynolds, 1992, p. 48) for several
beginning superintendents. Brown connected this lifeworld dependency to
phenomenological study in several ways: “the subject of phenomenological viewing is that
of the everyday experience of those in the world” (p. 49); “phenomenoclogy can be
understood as the philosophical examination of lived experience” (p. 50); and
“phenomenological investigation illuminates contextualized humanity” (p. 51).

“Researchers in the phenomenological mode attempt to understand the meaning of
events and interactions to ordinary people in particular situations” (Bogdan & Biklen,
1992, p. 34). Further, “phenomenologically based research. . aims at dealing with the
direct expeﬁence of people in specific situations” (Greenfieid, 1975, p. 71). The people in
this study were those career teachers who have become public school superintendents, and
the specific situation investigated was the transition period of their public school
superintendency.

There are several views as to how one constructs social reality. Greenfield (1975)
offers some thoughts about organizational structures and the individual’s ability to create
meaning within them. He begins with a discussion of two views of social reality: reality as
a natural system and reality as a human invention. Greenfield identifies reality as a human
invention and therefore, as belonging to the phenomenological perspective. “The

phenomenological view of reality contrasts sharply with that of systems theory” (p. 66). -
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those philosophies that posit ultimate, knowable, and everlasting social truths and realities
(i.e., positivism). Greenfield’s use of the term “systems theory” is historically situated in
the 1960s. Today, the term has a different connotation, such as chaos theory and systems
thinking (see Wheatley, 1992; Senge, 1994).

The phenomenological view leads to the concept of organizations as “invented
social reality” (Greenfield, 1973, p. 556). What I attempted to observe was how the
beginning superintendents were inventing and mterpreting the world around them in the
day-to-day events that they experienced. “Phenomenologically based research . . . aims at
dealing with the direct experience of people in specific situations (Greenfield, 1975, p. 71).

Because of this assumption and perspective that individuals create their own social
realities, I also wanted to see to what extent the beginning superintendents in my study
were attempting to make an impact on the organizational structure and relationships
among individuals of the institution they had just entered. What were some of the plans
they had for the district? If we assume that people do not think and act in the same ways
and believe in the same things, then the phenomenological method offers a more
appropriate research methodology for helping us understand how particular individuals
make meaning of their positions in organizations, how they interpret events and
information within their contexts, and how they view and enact power relationships within
organizations. The phenomenological perspective may encourage individuals, including the
study subjects, to really question who they are, what they believe, and from whence these
beliefs originate.

We could view power relationships from several perspectives. If we assume

individuals with power in organizations are not likely to be willing to either reduce or give
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away that power, then we may appropriately suspect that modifications in power
structures in organizations may not be possible within present bureaucratic organizational
structures, and the status quoe will remain. We could also assume that educational leaders
could view power relations from perspectives that allow for the empowering of others.
This perspective might allow for more creativity and change in organizational power
arrangements. My quest is to explore what avenues of individual thinking may deconstruct
and reconstruct organizational structures and make them more responsive to alleviating
power inequities and related abuses of power.

The thoughts above are not to suggest that we go down a positivistic, scientific
path of organizational analysis to find pathologies, create a diagnosis, and render a
prescription. Schein (1973) states that this type of organizational analysis is “one set of
motives and values which is in conflict with another set of motives and values. There is no
abstract entity called ‘the’ organization which can be held accountable — only people” (pp.
780-781). The critical-theory, feminist, and constructivist paradigms have helped with re-
thinking and re-conceptualizing organizations from a more human perspective. Regardless
of how one feels about critiques such as these, their skepticism has given us healthy and
necessary new voices to enter the discussions on leadership, organizations, relationships,
and power.

It might be said that phenomenological and feminist methodologies share similar
perspectives, “Feminist methodology offers a way to expand the range of criticism of our
social systems” (Hargreaves, 1995, p. 48). Both feminist and phenomenological
methodologies tend to assert that knowledge is not discovered by the detached and

unbiased observer and that knowledge is not hidden and then discovered by knowing “the
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way” (Harding, 1986; Hargreaves, 1995). Feminist methodology displaces expectations of
linearity, clear authoritative voice, and closure and assumes 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 {Hargreaves, 1995).

The research for this study was designed to capture the in-the-world experiences
of the beginning superintendents as much as possible, understanding my own limitations
and biases. Brown (1992), basing his statement on the work of van Maanen, issues a
similar caution when he “criticizes ethnographic researchers who mistakenly assume that
they capture the ‘true settings’ of children and teachers through their research
methodology” (p. 53). Further, “the ‘real’ world is not like a “grand machine” or a ‘clock,’
but like a holographic image in which every piece contains complete information about the
whole. While the whole is more than the sum of the parts, each part contains the whole
within itsel” (Guba, 1985, pp. 86-87). The hologram is an interesting metaphor to use in
regard to the superintendency because it suggests that there are numerous images that can
be revealed by the various angles from which to view the hologram. Each of the beginning
superintendencies discussed in this study might be viewed as a hologram.

A third movement that was discussed by Guba was the movement from linear to
mutual causality. This aspect of naturalistic inquiry is similar to that of some feminist
methodology (e.g. Hargreaves, 1995). Guba comments that the simple push-pull model of
causality “gives way to the notion of mutual causality, with feedback and feedforward,
characterized by simultanecus influencing of factors over time” (p. 87). Finally, he
introduces a unigue concept when discussing the movement from objective to perspectival

views. This is unique because so often the opposite of objectivity is assumed to be
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subjectivity. However, as Guba states, “Although objectivity is an illusion, the alternative
is not subjectivity but perspective. No single viewpoint — even a discipline - provides
more than a partial picture” (p. 87). The research for this study uses a phenomenological
perspective and presents nothing more than one of these partial pictures — the professional
lives of five beginning superintendents during a certain specific period of time.

Similarly, borrowing from the field of sociology and the pioneering work of Glaser
and Strauss (1967), I borrowed aspects of “grounded theory” from Glaser and Strauss for
my methodology on the socialization of the beginning public school superintendent.
Grounded theory attempts to develop theory from the data collected during the study.
“Generating a theory from the data means that most hypotheses and concepts not only
come from the data, but are systematically worked out in relation to the data during the
course of the research” (Glaser & Strauss, 1967, p. 6). van Maanen (in van Maanen,
Dabbs, & Faulkner, 1982) would support grounded theory because he states that
“research is inherently a social and cultural process with deeply rooted moral, political,
and personal overtones” (p. 14). Continuing, he makes a statement that succinctly sums up
why 1 selected a qualitative method for this research: “If one knew at the outset of a study
precisely what it was one wanted to discover and how one should go about such
discovery, most qualitative researchers would say, ‘“Why bother?” * (p. 20).

Skrtic (1985) offers a meaningful distinction between a priori research and
grounded theory research. In a priori [scientific] research, “data are used to prove or
disprove a theory” (p. 193). In grounded theory, “theory is derived from (grounded in) the
data” (p. 193). Glaser and Strauss (1967) state that grounded theory consists of the

elements of categories, properties, hypotheses, and integration. A caveat may be in order
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here about the use of grounded theory as the methodology for this study. I would hope
that other researchers could do this type of study using other research methodologies.
Using a phenomenological methodology with aspects of grounded theory seemed to be a
better “fit” for me and how I wanted to do the study, but it is not the only method.

Because mine is a phenomenological study, I did not make predictions about the
expected nature of the information. Quite honestly, I did not know what to expect from
each unique person and setting. “In the phenomenological perspective, the hope for a
universal theory of organizations collapses into multifaceted images of organizations as
varied as the cultures which support them” (Greenfield, 1975, p. 69). Guba (1989) stated
it this way: “Phenomena can be understood only within the context in which they are
studied; findings from one context cannot be generalized to another; neither problems nor
their solutions can be generalized from one setting to another” (p. 45). Because I expected
to see diversity in the constructions of the superintendencies by the participants in the
study, I did not think that comparisons and contrasts would be made easily.

The primary focus of the study was to observe how specifically selected individuals
were adapting, learning, deconstructing, reconstructing, and making sense out of their new
role as superintendent. “Thus, the primary task of research in the social sciences is to
understand and to conceptualize social phenomena” (Hargreaves, 1995, p. 45). “The
phenomenological view begins with the individual and seeks to understand his [sic]
interpretations of the world around him [sic}” (Greenfield, 1975, p. 69).

Data Collection
Although the “tempo of the research was difficult to know beforehand” (Glaser &

Strauss, 1967, p. 74), six sessions were shared with each superintendent, with the first one
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being shorter, as suggested by Bogdan and Biklen (1992, p. 95). The first session was
used to get to know the individual, obtain personal and statistical information, and “break
the ice.” Subsequent observations were a minimum of two hours in length, although the
length of time for each session was difficult to anticipate (Glaser & Strauss, 1967). The
observations and interviews were made between August 4, 1998, and December 15, 1998.
Approximately fifieen personal contact hours were spent with each participant. My
identity was fully known to the participants; however, I attempted to stay as uninvolved as
possible during the observation sessions.

From a technical research definition, my role was one of “observer as participant”
as described by Merriam (1998, p. 101). This meant that my purpose was known to the
participants; I tried to have limited participation during the observation sessions; and 1
tried to remain on the periphery. This was somewhat of a challenge. Several times during
the observation sessions, the participants asked me about my opinion on an issue or
problem. Sometimes I had to ask a question for my own understanding of a situation.
Field notes were taken during the observation, and these were written down as soon as
possible after the observation. In addition to the field notes of each of the specific
observations that I kept, I also maintained a personal fieldwork journal, authoring my
reﬂections, evaluations, and anecdotes on the flow of the study.

Because I was a novice researcher, I followed the suggestions made by Bogdan
and Biklen (1992) and borrowed a strategy from the field analysis mode, which suggested
some analyses during the research, but I left the more formal analyses until most of the
data were in. However, this did not preclude me from constantly reviewing, formulating,

defining, and coding the data as the study proceeded.
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As Skrtic (1985) noted, “the process of data analysis occurs more than once in
qualitative research. It is an ongoing process . . .” (p. 193). I searched for recurrent
themes, issues, strands, problems, questions, documentation, and/or other information that
might indicate the patterns in the socialization processes for these individuals.
Comparisons in the observations, interviews, and documentation responses, as well as
researcher reflection, were evaluated for consistencies and/or discrepancies in the themes
of the respondents’ answers. “You are not there to change views, but to learn what the
subjects’ views are and why they are that way” (Bogdan & Biklen, 1992, p. 99). I did not
want to pre-condition the responses from the interviewees or otherwise influence the
research that might result in prejudicial treatment of the analyses.

Throughout the observations and interviews, 1 attempted to gather reflections on
such topics as the following: how these individuals have constructed the position of the
public school superintendency; what metanarratives or assumptions the person has or had
about the position that may have surfaced through the observations; what were any
socializing experiences which they can recall that hindered their ability to build
relationships; and what barriers to building positive, professional relationships, if any,
existed for them.

After the five observations, I conducted an exit interview with each participant,
asking the participants a prepared set of questions. A set of open-ended questions was
prepared for the exit interview session, based on Chapman’s (1997) “Beginning
Superintendent Exit Interview Questions” {p. 249)(Appendix E). Although this specific
list of questions was prepared for the exit interview sessions, it was not my intention to

structure the interview so tightly with any specific questions that it would prevent any
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spontaneous flow of questioning concerning events that may have arisen during the
observation or interview sessions. The questions were for the purpose of refinement of
observations, clarification of points of interest, and probing to get further information with
no particular normative responses expected. I wanted the data collected to be the
superintendent’s story with the questions flowing from the observation sessions. The
interviews lasted between one- and two-hours. The exit interviews were audiotaped and
transcribed.

T conducted the exit interviews with the least amount of discussion for I wanted to
allow the participants a great deal of latitude with the direction of their answers.
“Qualitative ilﬁerviews offer the interviewer considerable latitude to pursue a range of
topics and offer the subject a chance to shape the content of the interview” (Bogdan &
Biklen, 1992, p. 97).

We interview people to find out from them those things we cannot

directly observe... We cannot observe feelings, thoughts, and intentions.

We cannot observe behaviors that took place at some previous point in time.

We cannot observe situations that preclude the presence of an observer. We

cannot observe how people have organized the world and the meanings they

attach to what goes on in the world. We have to ask people questions about
those things. The purpose of interviewing, then is to allow us to enter into the

other person’s perspective. (Patton, 1990,p. 196)

I collected many artifacts during the times of observation. These included such
items as board meeting agendas, board meeting minutes, state organizational structure,

individual contracts, newspaper clippings, levy buttons, and state-supplied district profiles.
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I attempted to compile my field notes and my own personal reflections as soon as possible
after an observation. However, I did not always accomplish recording my own field notes
immediately because there were my own district problems with which to deal upon my
return. When this occurred, they were recorded no more than two days later.
Data Analysis

The data were analyzed in order to see what the observations and interviews of
these superintendents revealed about their socializations and their personal constructions
of the role of public school superintendent. From the data, categories were discovered by
closely examining the data. Categories are the distinctive areas of phenomena that will
surface during the course of the research. “A category stands by itself as a conceptual
element of the theory” (Glaser & Strauss, 1967, p. 36). These categories might be
identified as the themes, issues, strands, problems, or questions that may indicate patterns
in the socialization processes of these participants. Each category will have its own
properties. “A property...is a conceptual aspect or element of a category” (Glaser &
Strauss, 1967, p. 36). For example, in their work, Glaser and Strauss identify an exampie
of a property as “the perception of social loss of a dying patient” (p. 36) as a category and
the “rationales nurses use to justify to themselves their perceptions of social loss” (p. 36).

I created codes for the categories of data that were collected. Interestingly, the
coded data revealed some fairly consistent events that occurred to each participant during
my study. These categories of data are organized to allow for a meaningful, disciplined
discussion of the events that were observed. The categories that were created were district
context, relationships, conflict situations, politics and power, gender and racial issueé, and

professional-personal histories. The reader will soon become aware of the unique
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phenomena, contexts, histories, values, and interpretations that confronted each of the
participants as he or she began his or her superintendency.

In order to store, organize, and retrieve data, I used the Microsoft Office software.
The Excel spreadsheet application was used to sort and organize the data by category. As
the categories emerged from the observations and collection of data, the categories
became easily identified, classified, and organized as needed. The Microsoft Access
program is the database-management program. Because I have skill in the use of these two
computer programs, [ did not use any specific qualitative research program designed for
computer application.

Although the sample is limited, comparisons of the responses were made to see
what recurring themes were parts of their individual socializations of the beginning
superintendents. This type of analysis follows the “constant comparative method” (Glaser
& Strauss, 1967, p.101; Merriam, 1998, p. 159). According to Glaser and Strauss, there
are four stages in the constant comparative method, which I followed in my analysis of the
data. The first step was to compare incidents applicable to each category. “The constant
comparison of incidents very soon starts to generate theoretical properties of the
category” (Glaser & Strauss, 1967, p. 106). As the study proceeded I began to see a
variety of categories and their properties emerge. As a second step, a coding scheme was
created for each of the categories. Glaser and Strauss suggest that the constant
comparative results would change from incident to incident or with comparison of incident
to categories that resulted from initial comparisons of incidents. Eventually, after a

consolidation process, the categories that would be used for discussion were identified.
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The third step in the constant comparison method is the delimiting of the theory.
By delimitation, Glaser and Strauss (1967) mean a reduction in the original set of
categories. Underlying uniformities in the original set of categories or their properties help
the theory emerge. |

The fourth step was the writing of the theory. This was accomplished by the
collating of the notes that were written about each category. The grounded theory or
theories which resulted from the study were compared to the literature reviewed on career
pattern socialization in the organizational and educational administration arena. I
attempted to explore, through observation, interview, field notes, and personal reflection,
whether these individuals had similar experiences with socialization into the role of the
public school superintendent similar to those made explicit in the new voices of
educational leadership literature. By using this inductive process, I attempted to make
theoretical sense out of a great diversity of data. “In comparing incidents, the analyst
learns to see his [si¢] categories in terms of both their internal development and their

changing relations to other categories” (Glaser & Strauss, 1967, p. 114).
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CHAPTER IV
RESEARCH
“Everysupe: An Impressionist Tale” (see van Maanen, 1988)

Quite honestly, I was tired. I had been up since 5:00 AM, making sure I got to my
observation before Everysupe arrived. I knew it was going to be a long day, but this
observation was part of the design for my dissertation. The weather this October morning
was wonderful, though, as it has been so far this fall, crisp and colorfil. 1 did not know
what to expect today, but I was gratefu! that Everysupe agreed to be part of my study. I
was not quite sure when Everysupe would get to work, but I figured it would be early,
and I did not want to miss any of the day.

i waited in my car for Everysupe, reviewing my notes from our first meeting. A
little bit after 7:00 AM Everysupe arrived, driving a modest four-door sedan. We greeted
each other and walked toward the office doors. Although Everysupe had been in the
district only a month, Everysupe had the keys memorized already, and it was not a difficult
task to unlock the doors with a briefcase in hand and an armful of papers. Soon the
secretarial staff and other administrators would arrive. Everysupe had established some
early morning routines already: checking e-mail and voice-mail, looking over any new,
written messages, skimming the newspaper, sipping the morning’s coffee, and generally
organizing the day.

Everysupe informed me that today would be the usual busy day. Several meetings
were scheduled for both this morning and afternoon. Tonight would be the school board
meeting. Everysupe hoped to get home this afternoon, even if it were just to say hello to

the family. The office staff began to arrive. We were still in the office when we were
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interrupted by a phone call and a secretary needing some signatures on several purchase
orders. I would soon learn that these types of interruptions and brief business interactions
would be common throughout the day. Everysupe paused between interruptions to take
another sip of the now lukewarm coffee.

The first meeting this morning was going to be with the administrative cabinet
members, concerning an update of their efforts for the next attempt at passing an
emergency levy. Everysupe voiced displeasure to me over the amount of time and energy
needed to promote a levy campaign. Following the cabinet meeting would be a meeting
with the c_hairperson of the district’s business advisory council. Everysupe hoped to do
“rounds” after that meeting and before lunch.

Almost all of the district’s administrative team members were present at the
cabinet meeting. Everysupe had made sure that coffee, juice, and some cookies were
provided. Everysupe knew that people usually worked better after having a little bit to eat.
Everysupe allowed me to tag along, and I got to sit off to the side of the tables, which
were arranged in a large square. After pleasantries, Everysupe asked the various cabinet
members for their reports. There was a generally upbeat atmosphere for the meeting, and
most of the cabinet members felt encouraged by the efforts at levy promotion by others.
Everysupe occasionally summarized the reports for clarification.

As the meeting progressed, it became apparent that one cabinet member, who was
in charge of public relations, was becoming upset by some of the comments and the
additional time that was going to be required. Although Everysupe directed positive
comments toward the cabinet member, the situation became more emotional. By the close

of the meeting the cabinet member was in tears because some of the comments made by
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Everysupe and others at the meeting were taken as personal attacks on the individual’s
past and current efforts to promote the levy. Everysupe tried unsuccessfully to boost the
spirits of the public relations person, but it was of no use. The meeting ended on a low
note without much resolution.

Going back to the office, Everysupe chatted with a maintenance supervisor over
some building problems and generally showed no apparent reaction to the emotional
events of the previous meeting. The treasurer also came in with some information on the
results of the most recent audit. Closing the door for a brief moment, Everysupe sat down,
breathed a deep sigh: and thumbed through the newest collection of messages. There were
two messages from board members, and Everysupe called both of them immediately.
There was going to be a sticky personnel issue for tonight’s meeting and each board
member had a “spin” about how to handle it.

After dumping cold coffee down an office sink, Everysupe got a refill and prepared
for the next meeting. Everysupe felt that this meeting would not be as intense as the first
one. Discussion would be about the need for the business advisory council to adjust the
direction of its work. The chairperson had become a good friend of Everysupe already,
and this meeting should be friendly. When the meeting started, there was much “small
talk”” about kids, family activities, and some recap of summer vacations. The meeting was
held in Everysupe’s office, a rather darkly paneled space with several pictures of sailboats
and seashore vacation cottages. The meeting did not last very long, but it was already
nearing noon.

Everysupe liked t§ visit the district school buildings in the morning, and we

departed to make these visits. Everysupe had been told that the previous superintendent
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was not very visible in the buildings and did not want to generate this same type of
criticism. We went into the building office first, alerting the secretary that we were there.
After a short chat with the principal, we quickly went around to the classrooms, stopping
just briefly by many of the rooms. Everysupe had already memorized many of the teachers’
names and even the names of a few students. After having similar visits at the other
buildings, we returned to Everysupe’s office and sat down to eat a little bit of cold school
lunch, which had been brought down from the cafeteria. Everysupe scanned the mail that
was stacked on the nearby table.

We talked about today’s next meeting. Everysupe told me that my presence &uring
the meeting would not be possible. The meeting might become confrontational because it
involved a “‘power struggle” with the treasurer. At this time Everysupe revealed some of
the changes in personal health that had occurred since Everysupe had taken the position:
higher blood pressure, weight gain, regular heartbumn, headaches, and a general feeling of
being tired. Everysupe lamented that the superintendent was always on duty and had little
time to “escape” from the position. The meeting today was the result of a weekend
incident. A board member had called Everysupe’s home late on Saturday night with the
concern.

The meeting was scheduled for 1:00 PM, and I took a seat in the small reception
area outside Everysupe’s office, where several secretaries had their workstations. The
treasurer and two board members went into Everysupe’s office. As I sat and reviewed my
notes, I still kept alert as to any bits of conversation that I might hear. Although I could
not discern the actual wordé, several times the volume in Everysupe’s office became loud.

T knew things were becoming confrontational. Interestingly, I also heard some laughter
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from time to time. Approximately an hour and a half later, the meeting ended with the
participants straggling out of Everysupe’s office.

Everysupe called me into the office, and we sat down around the office table. This
was a time of attempted relaxation. Everysupe remarked, “I bet my blood pressure will
come down about 5:00 this afternoon.” Everysupe informed me that there was no
resolution to the problem today, and, despite the attempt to unwind, I could feel
Everysupe’s displeasure with the situation.

The rest of the afternoon was spent preparing for that night’s board meeting and
answering phone calls. During this period of time, we did not have many interactions. One
item that was mentioned was Everysupe’s concern over board member confidentiality. It
appeared to Everysupe that other individuals were getting information intended for bbard
member use only. This had created problems at other board meetings and was causing a
concern by Everysupe over the ability to have open communications with board members.
Several of the board members had spouses who were employed by the district, and the
spouses were obtaining the information and leaking it to other parties.

Sensing that Everysupe needed some time alone and feeling I was wearing out my
welcome, 1 decided to leave for a short period. I drove around the community, grabbed a
bitle to eat, and returned about an hour before the board meeting.

Everysupe had not had a chance to get home before the board meeting. Everysupe
had gone to a high school girls’ soccer match and had been cornered by several different
community members about some of their concerns. Everysupe was able to call home to
check on an ill son. It was interesting to me that even though this was somewhat of a

“typical” day, Everysupe mentioned concern about not cheating the district on time.



The Man Who 954

Everysupe thought a short day was nine hours with no evening meeting. The rest of the
time was spent on further preparations for the board meeting. However, two board
members came in early to talk to Everysupe about tonight’s agenda. Although the board
members were polite to me, I believed there was a little bit of apprehension about my
presence. Off to the side Everysupe whispered to me that he had a massive headache and
had not had a chance to eat anything since lunch. This comment surprised me because
Everysupe looked deceivingly fresh and energetic, even this late in the day.

We walked down to the meeting room about a half-hour before the meeting was to
start. From this time on, we would not have much interaction. The board president was
the first to arrive in the room. There was much soft tatking and serious conversation
between the board president and Everysupe. As the other board members began to arrive,
the volume in the room started to increase. Laughter could be heard at various intervals.
There appeared to be two distinct conversational groups.

The meeting began promptly. Everysupe sat off to the side of the board members
as the board president conducted the meeting. Everysupe acted as a source of information
and clarification for the board members on a variety of issues: a complaint about students
driving too fast, home-schooling, trash and glass in a traffic lane, 2 grievance, special
education, and portions of new state legislation. For the most part, the meeting ran
smoothly and followed the agenda. However, a surprise took place when the board
president produced a resolution to the board without Everysupe’s prior knowledge.

When this resolution was presented, I looked at Everysupe to see what reaction
might be forthcoming. Although I did not know Everysupe well, I thought that Everysupe

was not pleased with this departure from the agenda, but Everysupe did not make any
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objection to the board. Not much discussion took place, and the board passed the
resolution. I was to learn in a later observation that Everysupe has been concerned from
the very beginning about the board’s micro-management of the district. Everysupe had
been attempting to keep the board focused on policy, but some board members still
desired to exercise control over administrative duties.

As expected by Everysupe, there was considerable discussion about the personnel
issue. Everysupe had to explain his research and bases for the recommendation to the
board. The resolution did pass by a four to one vote, the only resolution that did not pass
unanimously that evening.

The public, open session lasted for one-and-a-half hours. The board decided to go
into an executive session. Before the board, treasurer, and Everysupe left, there was a
little bit of mingling with the small number of community members present at the meeting.
I had a chance to have a brief exchange with Everysupe during this intermission.
Everysupe was not sure how long the executive session would last. For the first time
today I noticed that Everysupe looked tired, but I knew that Everysupe would be at the
office tomorrow morning at the same time. We decided to discuss the events of the
executive session during my next observation.

Understanding the Data

The tale of “Everysupe” tells the story of some of the regularities that typically
might occur to a beginning superintendent. What the story does not reveal, however, are
the specific ways in which each individual experiences and interprets the events. But the
tale can be a useful tool frbm which to progress from the generic to specific challenges of

role transition for each beginning superintendent.
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As was anticipated from the methodology section of this study, themes and trends
in the data began to emerge as the observation field notes were reviewed (Glaser &
Strauss, 1967). Some of the events were anticipated, but many of the pieces of data were
totally a surprise. 1 began by listing events as they occurred during the observations. In the
following discussion, all observations and interviews occurred from July to December of
1998. The year will not be given in the bracket citation unless it was from 1999. Artifacts
and the final exit interview data were used to support, expose, or negate consistencies or
inconsistencies in what I observed during the visitations. Since the study was not designed
to essentialize, reduce, or generalize these findings, broad categories and sub-categorical
properties did surface that were consistent in each of the observations of the professional
lives of these beginning superintendents, Since the study was not designed to essentialize,
reduce, or generalize these findings.

As I began to observe and share in the experiences of the lives of my participants,
categories affecting role transition began to emerge: district context, relationships,
relational conflict situations, politics and power, gender and racial issues, and professional-
personal histories. However, some of the categories surfaced over which the beginning
superintendent had little or no control yet they still had to be managed. These categories
were not original considerations or assumptions for my study on socialization, but their
importance could not be denied or excluded from review. Thus, I will begin my discussion
with the “Emerging Categories.” The categories possessed properties that describe the
specific experiences of these beginning superintendents. It should be noted that these
categories are not mutually exclusive and are not as clearly defined as they may appear in

this discussion.
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I also want to connect my findings on the socialization of the beginning
superintendent to the perspective of role theory. At first I assumed that there would be a
“struggle in the socialization” process for these participants. As I had originally conceived
of them, the “struggles” did not appear. This is not to say that there was a lack of stress or
conflict as the participants began their new positions, because there were numerous
examples to support the challenges of socialization encountered by these individuals. 1
used a grouping strategy to reduce the categories of role theory to limit the discussion to
role stress/role strain, role expectations, and role conflict.

Therefore, I have divided the research discussion into two major areas: emerging
categories and how these emerging categories surfaced in relation to role theory. The
emerging categories give life to the in-the-world experiences of these five beginning
superintendents, and the application of role theory provides a theoretical perspective for
my research.

Emerging Categortes

This section could be described as the commonality of uniqueness. During my
organization of the data, areas of experience emerged which appeared to be “more
important” than other isolated pieces of data. I labeled these factors “district context,”

2 L

“relationships,” “conflict situations,” “politics and power,” “gender and racial issues,” and
“professional-personal histories.” As a reminder, neither the categories nor the sub-
categorical properties occurred in isolation. They are ail inter-related and comprise part of

the “whole” experience of these beginning superintendents, an “integrated storyline”

{(Murphy, J., in Murphy & Forsyth, 1999, p. 56), if you will. None could occur in the in-
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the-world setting as is neatly defined, clearly identified, or totally segregated as described
here. In fact, the research data was just as “messy” as the position of the superintendency.
District Context
District context was one category that emerged as a major challenge in the

socialization of the beginning superintendent. Because the participants were “outsider”
superintendents, their understandings and interpretations of the local settings had to occur
quickly. There was no way of knowing before entry about some of the following
situations. The Alpha District superintendent stated that the district was on “auto-pilot”
[Obs.1, July]. Because things appeared to be running well to outside observers, the
assumption was that there were no problems, but he felt “that wasn’t reality” [Obs.1,
July], and he encountered many unresolved problems upon his arrival. The Delta
superintendent was faced with an interesting situation of the community’s desire to stay
relatively isolated. He cited a rather poignant bumper sticker that he once saw that read
“Welcome to . . ., now go home” [Obs.1, Sept.]. He also had no computer linkage to the
Internet at his arrival. He felt that changing this community’s attitude toward innovation
would be a challenge. For both of these superintendents, there was little district pressure
to change the way things were being done.

| Fighting a negative public impression of the school district was a challenge for the
Epsilon School District superintendent [Obs.3, Dec.]). Many members of the general public
in the Epsilon District felt that mass chaos was present during the student day.
Superintendent “E” and the other district administrators have continually tried to change
this perception. The passage of a school levy was a huge mountain climbed by the district

and an event that could signal a change in attitude. In addition, Superintendent “E” faced a
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group of constituents who were still angry about the previous closings of several buildings
in one district. The “township people” felt betrayed, lied to, and that the closings were
“pure meanness” [Obs.3, Dec.].

One question that might have been asked by the beginning superintendent was,
“How did the board construct the position of the public school superintendent?” One
answer could be gleaned from the data identified within the district context category. The
stories of the superintendents revealed details about superintendent and board of education
expectations. The participants modeled the “normed™ and expected behaviors, such as
preparing the agenda for the school board meeting, delivering major addresses, leading
meetings, exhibiting aloofness, or being focal points of control. One statement by
Superintendent “A” summed up the approach to leadership by the participants. When
confronted with a building-level problem, Superintendent “A” replied, “Did you go
through the chain of command?” [Obs.3, Oct.].

During the time of my observations, none of the districts had any controversial
issues arise. For the most part, if there was any controversy, it arose with board of
education members. Board of education members appeared to be community residents,
who seemed to have litile understanding or knowledge about the actual management
demands placed on the superintendent [Obs.4, Oct.]. In all the districts, a rather imited
pool of individuals ran for board of education positions.

In this next section, I have identified concerns over finances, local history, and
academic programs as properties of the district context. These properties demanded a

great deal of time and attention of the beginning superintendents.
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Finances. Finances, or the lack of adequate funding, were a concemn for every
beginning superintendent, but only one of the five participants was confronted with the
demands of a levy campaign during the time of this study. That particular superintendent
stated that the levy campaign consumed about “90 per cent” of her time and that it was
“very tiring work™ [Obs.4, Dec.]. During every observation and the exit interview, the
Epsilon superintendent expressed some concern or issue over the levy. Incidentally, in a
follow-up call to this superintendent at the end of February 1999, I learned that the levy
had been approved by the voters earlier that month, and a secretary for this district
expressed the opinion that, “We owe that to the work of the superintendent” [Telephone
conversation, Feb., 1999].

Two superintendents spent some of their induction periods learning about state or
local initiatives to create economic opportunity zones within their districts. They learned
that their districts would lose tax dollars through tax abatements that would be given to
businesses to encourage economic development in these areas. However, both participants
expressed gratitude that at least they were somewhat involved in the discussions about the
impact of the economic development plans on the school district and the decision-making
process [Obs.5, Nov.; Obs.5, Dec.].

The Gamma School District superintendent spent the bulk of his time negotiating
with his city on a revenue-sharing plan. Ironically, this superintendent described the city as
being in an economic period of growth, prosperity, and wealth, but he also described the
individual residents as being “blue collar” [Obs.1, Sept.]. A tour of the city would accent
this point. There were many sparkling new office buildings located within the city limits,

but the homes appeared much more modest. The school district operated as though it
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were a private school, offering small class sizes and much individual attention to its
students [Obs.2, Sept.].

On another positive financial note, the Alpha School District was able to finalize a
building and renovation project for the district. This was known as Plan Con-J, and it
meant over $600,000 in a lump sum for the district. Although this was not money that
could be used for General Fund expenditures, these dollars still alleviated some pressure
for Superintendent “A” and the district.

Local history. An outsider superintendent would do well to understand the cultural
history and traditions of his or her local setting as soon as possible, and, in fact, each
superintendent mentioned something about the uniqueness and importance of local history.
Past and present athletic successes were quite noticeable in two of the communities. With
signs denoting past championships significantly located at the city limits, huge trophy
cases, and a gymnasium full of championship banners, the value placed on athletic success
cannot be underestimated for these communities. During one observation on a beautiful
fall afternoon, literally hundreds of very young people were seen departing the scene of
midget football practice. The superintendent in this district very much wanted to begin
emphasizing academics over athletics, and I wondered how successtui this quest for
cultural change might be in this context.

The Delta superintendent stated that he felt the community valued facilities over
academics [Obs. 1, Sept.]. There was some irony in his words, for he had spent much of
his first few weeks in the district directing such projects as roof repair, window repair, and
general landscaping. For a district that values facilities, he found the present state of

disrepair surprising.
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Academic programs. Academic program issues were mentioned only sparsely by
the participants as a district context concern. Superintendent “D” summed up the situation
best when he said, “Not many people said much about the educational thing” [Exit
Interview, Nov.]. Even though public education presently operates in an accountability
culture based on high-stakes testing, only one Ohio participant mentioned poor
performance on the state-mandated proficiency tests as a district concern. This participant
was planning to budget greater sums of money for resources and personnel training to
increase the district’s test scores. On the Pennsylvania side, the Alpha School District
superintendent emphasized improving standardized tests scores for his district during three
of the five observation sessions, and this emphasis was also given as a response on his Exit
Interview. The Gamma School District was fortunate enough to be able to offer the
advantage of small class size for its students, and this district passed 17 of the 18
performance criteria on the Ohio State District Report Card (see Appendix J).

One superintendent was not so fortunate. Superintendent “A” was confronted
upon arrival with a “special education program in shambles” [Obs. 1, July]. The district had
not completed the proper forms to conduct the program for a number of years.
Supenntendent “A” said that the former superintendent had told others that the program
was approved and had apparently told the special education director to “shut up and do
what I tell you to do” [Obs.1, July]. During the time of my observations, this
superintendent had corrected the problem by obtaining the appropriate state

endorsements, but the situation had been a source of aggravation for him.
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Relationships

As significant amount of data revealed the possibility that the female participants in
this study may view the importance of relationships at a much higher level than did the
male participants. Some observations and statements often made by the female participants
were conspicuously absent in the data recorded for the male participants. One of the
female superintendents made the following statements: “I know the value of relationships”
[Obs.1, Sept.], “I seek input from divergent groups” [Obs. 1, Sept.], “You still have to
interact with people and have a vision” [Obs.3, Dec.], and “You need great people around
you” [Obs.3, Dec.]. These statements suggest that some female superintendents make
connections between their work and the collaborative and cooperative leadership styles
that were discussed earlier. During observations, 1 did not encounter similar statements
from the male participants. The artifacts in one female superintendent’s office included
numerous Boss” Day cards, other congratulatory cards, and knickknacks of shoes. There
were enough of these tangible items in evidence to support the impression that at least
some members of her professional family knew a little bit about the person in the position.

The flow of conversation by the female superintendents was also different than that
of their male counterparts. Usually, there was a beginning portion of “small talk” before
m&y into the serious discussions at hand. One of the female superintendents exhibited a
great deal of social interaction with several staff members, and, although this may be a
personal characteristic, she allowed humor and laughter to enter conversations much more
often than any of the other participants. When these two participants are compared to the

males in the study, the females more often displayed the open, collaborative, caring, and
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cooperative characteristics of leadership that appear to be prescribed for and are emerging
as trends in leadership literature about the superintendency.

For the most part, all five beginning superintendents appeared to have developed
positive relationships with colleagues, board presidents and board members, teachers,
students, and community members, and, certainly, this would be expected because they are
new to their positions and their districts. Most of the data from the relationships factor
concerned interaction with colleagues. Colleagues would be fellow superintendents,
district administrators, board members, and teachers. The colleagues most mentioned were
other administrators within the superintendent’s district.

The superintendent of the Alpha District mentioned that he was close to a
neighboring district’s superintendent, and that he was invited to participate in an informal
group of superintendents who met occasionally to discuss issues and relax. This
information was provided to me with hesitation, as though there was something secretive
or exclusive about this group. Superintendent “B” mentioned that she would have liked to
have a mentor with whom to interact, “give me advice, problem-solve, suggest other
options to perform the duties of superintendent” [Int., Dec.], or just plain vent some
frustrations. Two of the superintendents discussed empowering principals and establishing
site-based management procedures. The superintendent in the largest district in the study
appeared to have great relationships with her administrative cabinet-level staff [Obs.4,
Dec.].

With the exception of administrative colleagues, such as their own district
principals or other superintendents, the superintendents in my study had the most verbal

interactions with the school board president. At the board meetings and in some of the
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observations, the board president was the one with whom most of the time was spent.
During the observations, there were not many situations that involved interactions with
representatives of the community or with students, but when they did occur, there
appeared to be a genuine attempt at friendliness, interest, and courtesy.

Conflict situations

Of the data categories affecting socialization, none had more individual entries than
that which I will call “conflict.” Although the individual entries were usually unique to
each context, I organized five situations of conflict for these beginning superintendents.
The conflict situations I identified were relationships with school staff, with board
members, with community, and with students. There were aiso conflict situations that
arose that were not interactions with people. I labeled this conflict category as
requirements and procedures. The greatest conflict-identified data fell under the heading
of “School Staff.”

Relationships with school staff. The most unusual conflict-creating situation with
school staff in my study was that one of the participants, an assistant superintendent
during the time of my observations, was to become the district’s superintendent. She had
been given the responsibility of executing all but one of the responsibilities of the out-
gomg superintendent. The unusual aspect of this situation was that the exiting
superintendent was still employed and present in the district. The exiting superintendent
had been relieved of all of his responsibilities by the board of education because of his mis-
handling of a grievance, which had cost the district a great deal of money, and the
unauthorized re-writing of board policies. The exiting superintendent blamed the in-

coming female assistant superintendent for his demise [Obs.4, Nov.].
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The assistant superintendent was extremely careful to avoid any situations in which
the two of them might be alone. During the initial days of my observation period, both
individuals had their offices near each other in the central office suite location. They both
were present at school events and board meetings. By the end of the observation period,
the exiting superintendent had been instructed by the board of education to stay away
from the district, except for some evenings when he was permitted to come to the office to
sign state documents which required his specific signature.

The beginning superintendents had conflicting situations arise with some
administrative team members, some teachers, some classified employees, and/or cabinet-
level members, Superintendent “D” had a building administrator who had applied for, and
thought he would be offered, the superintendent’s position in the district. Cooperation
from this individual was limited to those items that were specifically directed by the new
superintendent [Exit Interview, Nov.]. From comments made by Superintendent “D,” their
educational ideologies and beliefs were in conflict. In addition, Superintendent “D” was
also upset with the attitudes of some of his teaching staff. He expressed his concern during
the Exit Interview when he said such things as I have “four or five employees that don’t
want to be here — they don’t like kids” and “I’ve had to be confrontive with a few people
because what they’re doing to children is not right” [Exit Interview, Nov.].

Other problems with teachers and ciassified employees provided further examples
of conflict-creating situations. Such examples of conflict were a teacher accusing the
superintendent of harassment (male accusing female), a teacher not attending a session of
a conference for which she had received 2 paid leave of absence, and an athletic director

being upset with a superintendent for taking over “his” space {Obs.1, Aug.]. One
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superintendent created conflict when he non-renewed two classified employees. In one
situation custodial employees became angry with one participant after he changed the
locks for the central office. This was also the aforementioned district in which the
superintendent was upset about confidentiality of information.

Established cabinet members have also been known to create conflicting situations
when the cabinet member perceives power-position or “turf” issues. Among the subjects
studied, one male superintendent was upset with the traditional “old-boy network’ that
had been in operation in the district for some time [Obs.5, Nov.]. Specifically, the business
manager for the district had authorized the personal use of school property for a custbdian
because “that’s the way we’ve always done it” {Obs.5, Nov.]. This situation created a
dilemma concerning how the custodian was able to use a school van over a weekend
without proper authorization. Needless to say, the observation that occurred on that day
was one that provided rich data. Another participant had a clash with a cabinet member
when the cabinet member became visibly defensive about her efforts in a recent levy
campaign [Obs.4, Dec.].

Relationships with board members. Board members were aiso a source of conflict
for the superintendent. Although the participants were in the “honeymoon” period with
their districts, conflict situations were already surfacing. Several of the beginning
superintendents were concerned about board of education micro-management [Obs.3,
Sept.; Obs. 1, Sept.]. I felt there was some internal contradiction about this concern.
Expressions by some of the participants, such as, “Will they let me do my job?” [Obs.1,
Sept.], “They better have confidence in me” [Obs.1, Sept.], or “Back out and let me run

the district {Obs.3, Sept.],” seem to be at odds with other statements made by these
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participants that professed a desire to develop collaborative and cooperative working
relationships with others. It appeared that cooperation and collaboration might have meant
unconditional agreement with the direction and decisions that the beginning superintendent
had made.

Several participants noted problems with board members’ personal agendas, but all
the participants did not mention this issue. Sometimes board members had an ax to grind
against a district employee, such as the board member who was angry with the district’s
guidance counselor [Obs.1, Sept.]. Several superintendents mentioned that their boards
had developed “camps.” In one case, a faction of board members used its power position
to approve a new board member to fill a board vacancy with someone who would have, it
was assumed, a similar ideological bias [Obs.2, Aug.].

Two superintendents expressed statements that support the tenuous nature of
superintendent-board member relations. When faced with a recommendation for student
expulsion, the Beta School District superintendent said that she “thought the board would
uphold the expulsion” [Obs.3, Oct.]. She already knew that anything could happen at a
board meeting. The Alpha superintendent stated it this way: “I’m only as good as my last
5-4 vote” [Obs.5, Nov.]. He seemed to sense the fleeting nature of support that typifies

some superintendencies.

Relationships with cormmunity. A community’s history and traditions may affect
the decision-making process of a superintendent. A facility audit in one district
recommended the closing of one building. The closing of a building or buildings tends to
become a traumatic, controversial, and volatile issue within a district. In this district,

which needed the passage of an emergency operating levy, there were deep feelings of
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resentment and betrayal by some constituents because of the previous closing of two
neighborhood buildings [Obs.4, Dec.]. Although the closings were fiscally sound
decisions, the anger was still present in these two neighborhoods. In a cabinet meeting for
this district, some cabinet members stated that the reason some constituents gave for
voting against the levy was the closing of these buildings. Although these closings
occurred before the arrival of the participant, this anger may have contributed to further
township political positioning against the school district. Some township residents
mobilized and manifested their anger by block voting against the operating levy that was
on the ballot for this district during the period of this study. It would be a challenge for
this beginning superintendent to overcome such political resistance.

In the Gamma district, where the beginning superintendent wanted to build a new
high school, some opposition to this idea was surfacing because of the sentimental value
that was attached to a building which had served residents since the early part of the
century. At the end of the annual State of the Schools message, Superintendent “C” was
asked several questions about the need for a new building [Obs.4, Oct.]. The
superintendent’s challenge would be to work with or around this objection [Obs.5, Nov.].

Two of the beginning superintendents were attempting to change deep-seated
values and beliefs in their districts. Based on the observations, I would classify these two
superintendents as “career-bound” (Carlson, 1972), and I pondered the possibility of their
success of these initiatives. One superintendent wanted to change the focus of his district
from athletics to academics [Obs. 1, July]. While merit-worthy, the present context of the
community and the school district, illustrated by its actual, physical commitments to

athletic success and the size of its trophy case, does not appear to be one in which such a
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change would be quickly coming. It was very obvious from district artifacts, trophies,
championship banners, and road signs, that athletic success is part of the soul of the
community.

Another participant was deeply concerned about the poor performance of his
district on the state-mandated proficiency tests [Obs.1, Sept.]. This superintendent
considered the improvement of test scores to be one of his fortes. His strategy was to try
to change the present cavalier attitude about the tests to one of the tests becoming a
primary district focus. I sensed that such a total commitment might be a high-stakes
gamble for a superintendent because one’s career could rise or fall with the test scores or
other areas of special focus.

To show the unpredictability of community members, the Alpha superintendent
was confronted with two parent-interruption situations on two separate occasions. At the
end of a board meeting, 2 woman who had not been in attendance during the open-to-the-
public portion of the meeting approached the board of education. She said she had an
important concern for the board. Superintendent “A” responded calmly, and even though
the board meeting had officially ended, allowed the woman to speak. Her matter was of
legal nature, and she was referred to the district’s attorney [Obs.2, Aug }. At another
i:neeting, a parent had a concern about her daughter, and Superintendent “A” told the
woman that he would research the problem. In both incidences Superintendent “A”
reacted quickly and calmly so as not to escalate the situation.

Relationships with studen:cs, As would be expected because of the pyramid of
organizational duties, direct student interactions were not a frequent occurrence for these

superintendents. However, one superintendent was observed in an advisory-type role and
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was used as a resource for decision-making concerning the issues of student eligibility and
drug testing [Obs.2, Aug.]. It appeared that when superintendents were confronted with
student issues, they were attempting to practice a “chain of command™ organizational
model and a site-based management model with their administrative team members.

In the Delta School District Superintendent “D” forced himself to have student
interaction. During one observation he used student volunteers to help stuff envelopes for
a community survey, and later on that same day he was interviewed by students for the
school newspaper [Obs.4, Oct]. Earlier that same day, he had been in discussion with a
parent over a suspension issue. He had become involved because the building principal
was absent the day of the problem. In addition, during his Exit Interview, Superintendent
“D” proudly told the story of the student who was amazed that he knew her name. It just
so happened that Superintendent “D” had passed her locker and had seen her name on a
paper inside the locker. After he had passed, he heard the other students questioning
“Jane” about how the superintendent knew her name.

Superintendent “A” also had gone out of his way to get to know many students by
name. During our third observation, Superintendent “A” took me on a tour of the
district’s buildings. I was amazed at the number of students he knew by name; he also
knew about some of the activities in which these students participated.

Conflicts with requirements and procedures. Certain legal requirements and
procedures may also represent an external source of conflict for a superintendent. In the
cases studied, there was one consistent problem: faculty members’ failure to secure
purchase orders before ordering supplies and/or equipment. Although this may appear to

be a minor issue, it affects the superintendent because the treasurer/business manager will
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bring, posthaste, the invoice for the unauthorized purchase to the superintendent, and the
actual confronting of the employee perpetrator will be the superintendent’s responsibility
[Exit Int., Nov.; Obs.4, Oct.]. The individual faculty members in this study who did not
follow the correct purchase order procedures tended to have a history of such violations
prior to the arrival of the participant superintendent.

In Alpha School District, Superintendent “A” had eleven citations with which to
deal on a recent audit [Int., July}. Audit requirements, although a primary responsibility of
the treasurer’s office, tend to also require the immediate attention of the superintendent. In
addition, the Alpha superintendent was confronted with an “illegal” K-4 program {Int.,
July]. The program has been in operation for a number of years without appropriate state
certification. Again, this was a mess, and cleaning up the mess added an additional burden
to the superintendent’s schedule. In addition to the K-4 problem, the Alpha School
District was in the process of settling a special-education claim for not following required
procedures. This settlement cost the district about $20,000.00 [Exit Interview].

Politics and power

An assumption built into this discussion is that when one identifies some aspect of
a phenomenon as political, one is also identifying power arrangements that are present in
the phenomenon. One of the myths that some scholars, especially during the
“Superintendent as Statesman” [sic] era (1930-1953: see Callahan, 1962), have promoted
about public education is that public education should be apolitical. In the limited
observations for this study, there are several examples of politics entering into the daily life

of the beginning superintendent.
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The most blatant misuse of power and politics that appeared in my observations
was the situation in which the mayor was attempting to use close public appearances with
the beginning superintendent as an instrument for personal political gain. Ironically, this
mayor, according to the new superintendent, had also used the former superintendent as a
focal point for negative criticism of the district [Obs.4, Oct.].

In the Epsilon district, the mayor had already completed a tax-abatement deal for
the expansion of a local business within the city, and on the day of one of my observations,
Superintendent “E” and the district’s treasurer were to meet with the mayor to discuss the
results of the tax-abatement negotiations. As the superintendent and treasurer were
returning to the district offices after the meeting, which I was unable to witness, the
superintendent remarked, “The deal was already done, but at Jeast they told us” [Obs.5,
Dec.]. This appeared to be a validation of the feeling of futility and helpless resignation
that they were experiencing in dealing with local politicians.

One superintendent was elected to his position amid charges of nepotism {Obs.1,
July]. One family member, an aunt, was a board of education member for the district and
participated in the voting process for his appointment as superintendent. The local media,
the superintendent reported to me, sensationalized this issue. The nepotism issue had
waﬁed at the time of observation, but the superintendent felt it could resurface at any time.
If one considers politics and power as being connected, one might inquire as to the
objectivity of this relative’s judgment and also might wonder about the influence this
board member may have had on the other board members. Two board members did vote
against this superintendent, but he still assumed the position. Because of the legal basis

and American tradition of local controt for schools, this kind of political issue could arise
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more often than might be expected, and it could become one of the first conflicts that a
beginning superintendent might have to address.

Superintendent “A” commented on the political manner in which hiring is done for
the district. The district uses a four person “Instructional Committee” for all levels of
hiring. Superintendent “A” said that the process was “extremely political” [Obs.1, July].
He felt that so far they have hired good people, but he still does not like the process. In
the Delta School District, Superintendent “D” had consciously made an effort to learn
“who the power people were” in his district. His intent was to use these individuals as a
catalyst for “doing good things for kids” [Exit Interview, Nov.].

Gender and racial issues

Because of the traditional white-male bureaucratic structures of public school
districts, I expected gender and/or racial issues would arise from the female participants.
My expectations were altered somewhat during the initial interview session with the
African-American beginning superintendent. When I asked the African-American
participant if there were racial concerns when the superintendent was hired, I received the
quick and somewhat bitter retort of “God, no!” [Obs.1, Sept.]. I sensed some disgust and
anger directed at me for asking such a question. That was the last time I approached that
topic in such a direct manner. This participant appeared quite comfortable and competent
within the traditional bureaucratic organizational framework into which she was immersed.
I am sensitized to the real possibility that my being a white male may have affected the
types of observations I had with this participant.

Superintendent “B” did quite openly discuss gender issues during the observations.

In her superintendent’s initial screening questionnaire, “Competence” was self-reported as
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the reason that she was selected for the position [Screening Questionnaire, Aug.]. She felt
that it would be generally difficuit for women to obtain superintendent or high school
principal positions. Her opinion has been supported by data earlier in the study (Gaertner,
1981; Ortiz, 1982). The reasons she gave were some of the myths that have been
perpetuated about the female gender in relation to leadership: “Females are unable to
discipline; females can’t run an industry or business; females can’t budget; females get too
emotional during times of crises; females can’t keep secrets”; and “females can’t handle
athletics” [Obs.1, Aug.]. Because of such stereotypes and related myths, Superintendent
“B” felt that female superintendents had to prove their competency with these tasks at a
much higher level than did male superintendents. She noted that her county had been
somewhat more open to employing female superintendents because three out of fifteen
superintendents were women. However, in her local superintendent’s group, the male
leadership appeared to have a more skeptical perspective, for no women held committee-
chair or executive positions within that group [Obs.3, Oct.].

Professional and personal histories

The final category that emerged from the data was concerned with the individual’s
specific history. For purposes of discussion, the pieces of data that were observed were
brganized into two general groups, professional and personal experiences. The reason for
the distinction was that some data indicated items that were under the control of the
individual, while others appeared to be outside the individual’s control. This does not
imply that these experiences should be reduced to a dualism for the very reason that the
individual needs to be observed as a whole, and this false dichotomy is strictly for

discussion purposes.
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The professional histories of the individuals were examples of great diversity. The
educational specialties ranged from special education expertise to music to mathematics.
The participants, for the most part, had been building administrators at the secondary
level, but one participant had come from an elementary school background. These
particular pathways to the superintendency were consistent with research cited earlier
(Gaertner, 1981; Ortiz, 1982). Only one of the participants had central office experience, a
situation that I will comment on later.

What were some of the professional aspects of the participants’ constructions of
their superintendencies based on their own integration of their past experiences? One of
the phenomena that surfaced throughout the observations is that the participants had a
tendency to return to or accent those areas that would have been a comfortable part of
their past histories. Hart and Pounder (in Murphy & Forsyth, 1999) refer to this
phenomenon as “backward mapping” (p. 125). For example, one superintendent who had
had success in increasing state proficiency test scores spent a large portion of time during
the observation periods voicing his concerns about improvement of the proficiency test
scores in this new district [Exit Interview, Nov.]. Another participant spent more time on
special education issues than the others did, and this superintendent’s background was in
the special education area [Obs.3, Oct.]. Three of the superintendents, who were most
recently building principals, were observed spending more time walking through the halls
and interacting with students in the various buildings within their districts than those who
had not most recently been principals.

Interestingly, Superintendent “E” appeared to be more comfortable, socialized if

you will, into the traditionally constructed model of the superintendency. This
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superintendent’s professional history included several career moves that the others did not,
including central-office experience. In a study discussed by Glass (Carter, Glass, & Hord,
1993), Glass identified the more effective superintendents — according to the traditionally
constructed definitions in the study — as those having had central-office experience, and
my observations would generally suggest a similar analysis. Superintendent “E” also had
the most varied and extensive professional experiences, spanning her entire career — for
example, as an administrator in the State Department of Education, as a director of a Head
Start Program, and as an administrator in a university. When I inquired about which
experience she believed contributed the most to her understanding of the construction of
the superintendency, she quickly responded by identifying the deputy superintendent’s
position. She felt that the deputy superintendency provided an opportunity for a “global
view” of the district [Obs.1, Sept.]. Superintendent “E” appeared less stressed and more
confident during the observations. Regardless of the various times that observations were
done for this study, this superintendent’s physical appearance was as though the day had
just begun [Obs.2, Oct.].

The data reveals several characteristics data consistently throughout all the
observations. All of the superintendents were extremely conscientious about time
commitments to their districts. The length of the days described by all of the beginning
superintendents was always well beyond the traditionally assumed eight hours. They were
also conscientious about their physical appearance, which was “professionaily” acceptable
regardless of the district context.

Each of the beginning sqpeﬁntendents had brought items of personal importance to

their offices: family pictures, personal knick-knacks, awards, pictures of favorite hobbies,
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or books. Since most of my observation time was spent within the confines of the
superintendent’s office, I noticed that neatness of the offices was not consistent. Some of
the participants had to have everything cleared from their desks and their offices
straightened before they would leave for the day. Others had messy offices, with stacks of
papers, file folders, or books spread everywhere. One observation revealed an unfinished
lunch that had been delivered earlier during the lunch period.
Relating the Categories to Role Theory

The data revealed categories identified in role theory that have contributed to the
socialization of these superintendents. As the data was analyzed, it became apparent that
some of the distinctions explaining roles and role theory were beginning to take shape.
Two areas, role strain and role stress (Goode, 1960), became difficult to differentiate.
Most of the data fell into the role strain/role stress category. As a reminder, the role
strain/role stress category will be concerned with the difficulties that arose for the
beginning superintendents while attempting to perform their duties. Role expectations —
the personal understanding and acceptance of the duties required of the superintendent ~
provided fertile ground in the data (Sarbin & Allen, 1968). Self-role
congruence/incongruence (Sarbin & Allen, 1968) dealt with the individual’s definition and
interpretation of the position and conflicts within the mental model that the superintendent
had created for the position.

Two categories did not emerge strongly from the data: role conflict and role
shock. Role conflict (Gross, Mason, & McEachern, 1958; Getzels & Guba, 1954; Seeman,
1953; Sarbin & Allen, 1968) dealt with incompatible behavioral expectations that were

experienced by the beginning superintendent. Role shock (Minkler & Biller, 1979) dealt
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with major discrepancies in the individual’s perception of how the superintendent’s
position was personally constructed and the contextual experiences confronted by the
participant.

The lack of role shock experiences in these observations supports a point made by
Kerchner (1993) when arguing that preparation programs, “overeducate for the unusual
and fail to teach students to recognize the strategic potential in everyday activities” (p.
17). Sometimes during the preparation of beginning superintendents, old “war stories’ are
given as examples of unusual situations that may occur. It was very difficult to identify any
examples of the extreme category of role shock. Other than to suggest to individuals
preparing for the superintendency that role shock could occur, the data in my study do not
suggest cause for deep concern.

Role stress/role strain

The role stress/role strain category reveals personal concerns and questions about
struggles in the socialization processes of these beginning superintendents. In the
conversations, observations, and the exit interviews, the data appears to contradict the
exterior demeanor of confidence, professionalism, and decisiveness that these participants
were attempting to portray in the numerous formal settings into which they were
scheduled. The only time I physically saw any one of the beginning superintendents upset
was when Superintendent “A” was angry after a meeting with the district’s business
manager [Obs.5, Nov.].

I have organized the role stress/role strain data into four sub-categories: emotional,

organizational, time, and health. The data I identified as role stress/role strain were the
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most numerous of any role-theory category in the study. The data appear to support that
high anxiety typifies the emotional experiences of each of the beginning superintendents.

As the reader will recall, an important focus of my research was to examine the
pressure on relationships that result from being in the superintendency. The theme of the
role strain/role stress category runs parallel to the discussion of conflicts in relation to
people. However, in this section the focus will be on the individual participants in the
study. It becomes valuable to disclose quotations from the participants in order to enable
the reader to gain a sense of the anxiety in the voices of these beginning superintendents.
The role stress/role strain data suggests that socialization into a position as a
superintendent brings with it great tension. For me their words are what bring life,
emotion, and humanity to my study.

Emotionally, such statements as the following were examples of their struggles
with socialization: “I’m only as good as my last 5-4 vote” [Obs.5, Nov.]; “This is no place
for the timid” [Obs.5, Nov.]; “T’'m trying to get my feet wet” [Obs.1, Sept.]; “People don’t
appreciate all the things that you do”[Obs.4, Oct.]; or “Sometimes you don’t like the
things you have to do” [Obs.5, Nov]. New experiences may tend to be unsettling, and
those statements are supportive of that phenomenon. Role stress/role strain created
anxiety with doubts and concerns about the participant’s execution of the job. “Will they
let me do the job?” [Obs.1, Sept.]; “I need to beef up my areas of weakness” [Obs.5,
Nov.]; “I’m not comfortable with the sorting of information” [Obs.5, Nov.}; “I wish they
would back out and let me run the district” [Obs.3, Sept.]; “If something goes wrong, it’s
my fault” [Obs.5, Nov.]; or “I spend my time cleaning up messes” [Obs.3, Sept.] are

examples of job-performance concerns. These tensions may take a toll on the beginning
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superintendent because similar issues are constantly occurring and re-occurring
throughout the daily life of the beginning superintendent.

Organizational issues created role stress/role strain, most data showing a concern
with superintendent-board relationships. It was not an unusual phenomenon to find that
board members were related to members of the certified or classified staffs in the school
districts used for my study. In fact, that may be a “norm” for many, if not most, school
districts, public or private. In any case, understanding the nature of superintendent-board
relationships may help the beginning superintendent define the political and power
relationships and structures that exist in school districts.

Superintendent “D” encountered a situation in which privileged and sensitive
information intended for only the board of education was shared with others outside the
board, and political power positioning began to polarize an issue. The “leakage” affected
“objectivity” of discussion and decision-making [Obs.3, Sept.]. At the next board meeting,
Superintendent “D” was met with prepared argumentation against his recommendation by
several board members. As a consequence, Superintendent “D” had begun to be
concerned with his ability — or desire — to have open, honest communicative relations with
his board members. In reaction, he became more careful and limited the dissemination of
politically powerful information on potentially controversial issues.

Several beginning superintendents were concerned with micro-management by
their boards of education. This concern could be an area of investigation in and of itself,
but it is not the purpose here. Yet, what does the superintendent mean when he or she is
concerned about micro-management? In a perplexing fashion, the answer suggested by the

superintendents in this study appeared to be that micro-managing was related to any
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complaints, involvement, or disagreement with the superintendent’s decisions by the board
of education. For example, if there were a disagreement by a board member or members
over a proposed recommendation by the superintendent, the disagreement was interpreted
by the superintendent as board interference or micro-managing. Ironically, the one
participant who expressed the most concern about board of education micro-management
appeared, as 1 interpreted it, to be overly involved with micro-managing building concerns
[Obs.4, Oct.]). Another participant suggested that his desire was to re-direct the board of
education to be more involved with policy-making than personal agenda issues. In one of
the most blatant examples of micro-management, one superintendent was confronted with
the situation of his board president creating her own resolution and bringing it to the
regular board meeting without the superintendent’s prior knowledge [Obs.3, Sept.].

Time pressure demands were identified in all observations. “It’s mind-boggling,”
said Superintendent “A” {Exit Interview, Dec.]. Long hours, the need to be able to work
on many unconnected items within a short period of time, or cramming in last minute
preparations for meetings became the regularities of daily life of these beginning
superintendents. Constant phone interruptions, personnel coming into the office, and
interrupting beeper calls were part of each of the observation periods. An inspection of my
field notes for ali the observations would reveal the interruption of the flow of the day as
constant events.

Each participant commented on the many meetings that were part of the constant
role stress/role strain of the position. An interesting phenomenon that I observed with each
participant is that which I shall call “stealing time.” Whenever the opportunity occurred,

the participants would attempt to do several things at once. At the observation scheduled
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for a formal meeting setting, I observed that Superintendent “D”” was reading a text and
some mail while the meeting was in session [Obs.2, Sept.]. Superintendent “B” said that
she was having a difficult time preparing the agenda for a state administrator conference
and had to do some of her work during the workday [Obs.3, Oct.]. Whether it was
reading mail or texts during a formal meeting, having a “power lunch,” or recording
messages while skimming various pieces of information, the attempt to maximize the use
of time was ever present.

While T did not directly observe the quality of my participants’ personal
relationships with significant others and families in these subjects’ personal lives, I could
discern in their expressions of frustration, the stresses they were experiencing in these
outside-of-job relationships. Three participants mentioned time pressure demands in
relation to family matters. One beginning superintendent mentioned that the “saddest
thing” about the job was that her husband was still located a considerable distance away
from her, and they were having difficulties finding time for each other [Obs.1, Sept.]. One
superintendent said, “My wife may not be as understanding™ about the job’s time
requirements and the necessary balancing of time between family activities and
professional responsibilities [Obs.3, Oct]. Because of a scheduled meeting, one
superintendent could only call home to check on the condition of his ill son. Although one
participant wanted to go home for a short time before an evening board meeting, a
problem arose at the end of the afternoon that needed his attention, thus preventing a little
family time [Obs.5, Nov.].

Role stress/role strain did affect the health of the participants in the study. Four of

the five beginning superintendents had gained weight, with three saying they had gained
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“considerable weight” since they had assumed their superintendent’s positions. Fear of
burnout, headaches, a rise in blood pressure, inconsistent eating habits, and being tired
were physiological results of the new job stresses for these participants. One beginning
superintendent, who prided himself on his physical fitness, had not been able to exercise
since he had been on the job [Obs.4, Oct.]. The daily pace of these participants’ lives and
their apparent inability to release or step back from the situation created tremendous
tenston. Superintendent “A” said it this way: “T get too excited over issues. 1 have to learn
methods of calming myself down” [Exit Interview, Dec.].

I paused at this point to reflect on the research data on superintendent longevity:
less than three years in large school districts (Carter & Cunningham, 1997) and an average
of 6.5 years for all superintendents (Kowalski, 1995b). I surmised that the experiences that
I observed and heard about were certainly role stress/role strain aspects of the position
that would certainly fuel an individual’s desire to leave the position after only a short time
on the job.

Role expectations

The role expectations of the participants in this study provided somewhat
contradictory information about a general socialization process. Data from the
observations seemed to fall into two categories: those concerned with routine or the
regularities of their interpretations of the position and those concerned with professional
expertise. The contradictions that appeared within the routine/regularity category provided
not-so-subtie hints of being uncomfortable with the position. “Learn the role of being a
superintendent” at a smaller district [Obs.4, Oct.]; “I’m spending my time doing my

homework” [Obs. 1, Sept.]; or “Lots of homework” [Obs.1, Sept.] were expressions by
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the participants of their attempts at getting to “know” and construct their
superintendencies within the various specific contexts. This type of personal knowledge
construction, and the interpretations thereof, might only be possible through immersion
into a specific context. The struggles appeared to be part of the desire to learn as much as
possible about their situations as soon as possible.

The beginning superintendents appeared to have established and accepted some of
their routines and/or regularities as part of their role expectation constructions: daily
rounds, last minute preparation for meetings, due-process hearings and expulsion
procedures, and levy work. They all appeared adept at mingling with board members and
handling the interactions that occurred before board meetings.

One superintendent made an interesting comment concerning crises that might
arise for the superintendent, “There’s less immediacy of issues™ [Obs.2, Sept.]. This
participant then quickly added that aithough there might be less immediacy to issues, the
district impact of decisions is much greater.

All of the beginning superintendents at one time or another mentioned budgeting
and finance issues. Some participants seemed to feel comfortable with their knowledge of
finances, while some wished they had a firmer understanding of the area.

Four of the five study participants stated that visibility was an important factor in
their routines [Obs. 1, July; Exit Interviews}. Other district employees had told the four
beginning superintendents that the former superintendent was never seen in the buildings.
One might ask the question, Why did the employees in the district make this type of
statement? What motives might be behind such statements? Were the former

superintendents really not moving about the district buildings, or is this a way of gaining
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an audience (power and favor) with the new superintendent? Although it was not part of
this study, I wondered if the participants had asked themselves any of these political and
power questions.

Professional role expectations appeared to center around the superintendent as
“the” expert voice on matters educational, such as standardized test data interpretation
and dealing with the media. Countless times throughout the observations, the participants
were consulted about their understanding and interpretation of particular situations and
specific issues. At the board meeting observation for Superintendent “D,” the meeting was
more his meeting than the board’s meeting. After almost every recommendation was
presented, there was a question directed to Superintendent “D.” Superintendent “E” was
the central focal point of most of the discussion at her cabinet level meeting [Obs.4, Dec.].

The beginning superintendents sat on many different committees, remained active
in other organizations, and exhibited the importance of formal education. It appeared that
even though they were considered equal in status to all other committee members, their
voice was given more weight than others. During an athletic council meeting, although
Superintendent “A” sat inconspicuously in a corner seat, the other members looked at him
whenever a decision was to be made [Obs.2, Aug.]. The Orwellian thought occurred to
me that superintendents were “more equal” than the other members. In most meetings, the
beginning superintendent had questions to investigate and answer for the committees. One
beginning superintendent had served as program chair for a state administrative
association and volunteered for the responsibility of program planning for that group’s
state convention. Two of the participants had earned their doctoral degrees, one was

working toward a doctorate, and one at least mentioned some thoughts about continuing
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formal education. These last two participants mentioned the time commitment as a barrier
to their progression toward the doctorate. However, one participant lamented that the
“classes don’t prepare you” for the superintendency {Obs.5, Nov.]. This brought to my
mind the educational administrator preparation program criticism that was discussed
earlier (see Chapter 2, pp. 37-39).
Role conflict

Role conflict — incompatible behavioral expectations — provided an interesting
insight into the prior socialization of several of the beginning superintendents. Although
evidence was less frequent for this category, there was one consistent theme expressed: “I
miss the contact with kids” [Obs.4, Oct.]. Three of the five participants stated that they
had difficulty in adjusting to the non-school building environment. All three had been
employed as building principals in their previous positions. One participant did express
that he had done a “little second-guessing about leaving the principalship” {Obs.5, Nov.].
Another said, “Initially, the job felt so different” [Obs.5, Nov.]. One had a central office
located completely away from a student building setting and had difficulty adjusting to the
quietness of the new setting. Superintendent “D” was worried about his own interference
with building issues because he was located next door to the high school office.

Superintendent “A” provided the most vivid example of being confronted with an
incompatible role situation. In his exit interview, when the question was specifically asked
about incompatible expectations, he immediately gave the answer of firing the basketball
coach. He seemed to feel this was the main reason he got the job. His words were,
“They’re looking for somebody to take some tough measures. They hired me to do a job,

and I’m gonna do it” [Exit Interview, Dec.].
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One might ask why the other two participants did not express the same kind of
role-conflict, particularly regarding interaction with students. Their professional
preparations and immediate past experiences may provide some clues. Superintenden;c “E”
who did not comment about missing the interaction with students, had been a central-
office administrator in the past two positions held, and it had also been a considerable
number of years since this person had been a building principal. Superintendent “B” had
had an extensive career in special education and had been involved more recently as a
special education administrator. For these two beginning superintendents, there had been

limited recent contact with students.



‘The Man Who 129

CHAPTER V

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

The research for my study suggests that a socialization period for a beginning
superintendent is a rich source of research data. Although the time period may vary with
each individual, the beginning superintendent may experience a fleeting period of struggle
in his or her own role transition. Unfortunately, the stress, strains conflicts, or frustrations
occurring during the entry period into the superintendency may be forgotten as the
beginning superintendent’s tenure continues. My research for the study challenges some of
the recent negative criticism about educational administration preparation programs and
the individual’s readiness to assume the traditionally constructed public school
superintendency. In fact, this study would argue that educational administration
preparation programs do an adequate job in preparing individuals to be managerial leaders
of schools. The quest for a program that would prepare an individual for everything that
could happen to him or her is more challenging. There are situations that can only be
understood through experience in a specific context. Can we in the educational leadership
arena really prepare a candidate for those experiences that will ocour? Can we really
prepare ourselves for the experience of marriage, parenthood, or the death of a loved one?
These types of experiences must be lived and meaning constructed by the individual.

Summary of Findings

This study of beginning superintendents investigated whether or not other
beginning superintendents had experienced or were experiencing the types of role
transition challenges and alienation that I had felt as a beginning superintendent. In the

observations and interviews of the five beginning superintendents, I gathered the following
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findings. The format for reviewing the findings that will be used for this section will follow
the flow of the findings that emerged from this study.
District context

The study illustrated the uniqueness of each of the district settings. Whether small
or large, urban or suburban, it did not matter. Each had its own special characteristics and
areas of extreme importance. One district was proud if its buildings. Two districts were
proud of the recent successes of their football teams, and there appeared to be extreme
value placed on athletic success. A special pre-school program and the fact that the school
district offered special services to the community were sources of pride in another district.
The point is that each of the participants encountered unique situations that only could
have been “known” by being there.

There were some important general features that were shared by each situation. I
felt the five communities had a strong aversion to change and wanted to keep things the
same. At least during the time of the study, there appeared to be no pressure on the
beginning superintendents to change anything. In fact, there appeared to be more
resistance to reform initiatives than support for them. My research suggests that most
beginning superintendents will discover some sort of controversy existing in the district
‘upon his or her arrival. The controversy could be a personnel issue, a political hot potato,
or a legal or procedural issue. Each superintendent had some sort of mess to clean up.
Although some of these problems may get “solved” during the superintendent’s tenure,
some of the problems seemed likely to linger as an enigma for a long time. As the
beginning superintendent encountered problems on arrival, he or she, in turn, may leave

some messes when he or she departs.
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Finance

Each superintendent spent time looking for new financial resources. This issue
crossed state lines. There is an assumption that Pennsylvania schools do not have the
financial problems that Ohio schools do because of a difference in how the schools are
funded in Pennsylvania. However, more money was needed for general fund expenditures,
building repair, and educational materials in all districts.

Local history exposed what the community truly valued. Athletic facilities and
successes were extremely important in two communities. Lacking knowledge of local
history and past practice appeared to impact the effectiveness and relationship-building of
these beginning superintendents.

Each superintendent appeared to confront a community that was somewhat
indifferent to academic programs. Because of the emphasis on accountability through the
use of proficiency and standardized testing, these superintendents appeared to be forced to
emphasize student score improvements in order to maintain an appearance of district
academic progress.

Another area that seemed to create extreme pressure and resource demands was
special education. Because of the growth of special education, both in terms of number of
students and expansion of programs, each superintendent had to address the increasing
demands of these programs and from involved parents.

Each of the participants noted that their relationships with other school employees
had changed from when they were teachers. Some were more comfortable with this
change than others. Although I was working with a limited number of subjects, the

females tended to show much more of a collaborative and cooperative style of
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management when working with their colleagues than the males. The conversations of the
females were greater in length than the verbal interactions of the males. The participants
mentioned in their exit interviews that their relationships with various groups were good at
that point. Two of the males noted that they had networked with some other
administrative colleagues. Another participant really expressed an interest in and a need
for a mentor. This arrangement, of course, could have positive and/or negative
consequences in that it could perpetuate a specific style of leadership.

Conflict was the emerging category with the most data entries. Ironically, school
staff employees were the source of most conflict. One might believe that school employees
should be the source of greatest cooperation and support, but for these five
superintendents this was not the case. Some of the employee attitudes were a source of
frustration and disappointment. Envy, jealousy, and bitterness was often directed at the
new superintendent, other district leaders, or other employees. The stories of the assistant
superintendent who was working next to the dismissed superintendent or the principat
who had wanted the superintendency were vivid examples of how personal feelings
created conflict. Regardless, these were relationship situations with which the
superintendents had to deal.

Board members also created conflict in several ways. Each of these
superintendents was concerned over board of education micromanagement. They were
each struggling with the question of whether the board really wanted them to lead. Board
member’s personal agendas were present, and the agendas usually were concerned with
personnel issues and the board members’ attempts to influence the hiring practices of the

district. Each superintendent also expressed a fear of the unknown, particularly at what



The Man Who 133

might occur at a school board meeting. I remembered the board meeting when the school
board president unexpectedly produced a resolution upon which she expected school
board action. The superintendent had no knowledge of the content of the resolution and
was caught in an awkward situation. While we would have assumed that one of the most
important relationships for a new superintendent would be that with the board president,
my findings indicated that superintendent-board president relationships cannot be
assumed.

Community issues emerged as a source of conflict. Although the closing of two
buildings had occurred long before the arrival of one of the new superintendents, some
community members were still very angry. When another superintendent mentioned the
possibility of building a new high school, the community strongly resisted. Some of the
resistance occurred at a special presentation to the community, a situation in which
resistors used the public forum to put the new superintendent on the spot.

Community members can be a source of unexpected conflict. This happened to
two superintendents during their school board meetings. In each circumstance a parent
confronted the superintendent and school board with a problem and demanded immediate
attention. Not only is there very little control for the superintendent over the board of
education, but I also observed that the superintendent has little control over what happens
at the meeting. Even though there is great control for the superintendent at the level of the
agenda, one cannot plan for the unexpected “irregular” actions of others.

For the most part, students were not the cause for conflict-inducing situations. In
the superintendent’s position, each had to consciously create interactions with students.

This was difficult because of the time demands and district responsibilities. It appeared to
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be a major “plus” for the two superintendents who were able to generate student
interactions. As one board-president said it, “We hired him because he is still a teacher”
[Obs.2, Aug.].

Legal requirements and procedural matters emerged as sources of conflict for each
superintendent. Regardless of the district, there was always something that was not
procedurally or not legally in order. The violations had most likely occurred long before
the beginning superintendent’s arrival. Interestingly, T did not hear any participant blaming
former superintendents for problems. They all seemed to recognize that they, too, would
leave some kind leftover messes that others would need to clean up.

It is trite to say that the superintendent’s position is political. Even though these
superintendents seemed to acknowledge the political nature of the job, they still seemed
surprised by the politics. They encountered pressures to use local contractors for building
repairs, pressures to recommend the hiring of a board member’s niece, and/or pressures to
be seen with the mayor at a public meeting. One superintendent was already using the
political process to identify the power people on the staff. He wished to develop these
individuals as leaders for change. Although the participants appeared to dislike the politics
of the job, they were also willing to recognize its importance and dealt with it accordingly.

The superintendents in the study appeared to operate from a centralized power
mind-set. Examples of the centralized power mind-set occurred during the interview
sessions. I noted such comments as “I’m moving the direction” [Exit Interview, Dec.],
“What I’m going to do is” [Exit Interview, Dec.], or “I think I ought to be as autonomous
as I choose to be” [Exit Interview, Nov.]. These comments were made so casually that it

revealed the near invisibility of the top-down management style.
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Yet, other examples of top-down control presented themselves on several
occasions. All of the participants were visible and active members of many committees. In
most public meetings, I observed that the other participants yielding to the
superintendent’s opinions, directions, or decisions. When the superintendents volunteered
information and/or were asked questions during the many meetings, telephone
conversations, and discussions, their answers were the ones that either ended discussion or
provided the next direction for the discussion.

My research did not yield a great amount of information on gender and/or racial
issues. I have already discussed some of the possible reasons for this and will have
recommendations for future research later in this section. However, there were several
areas in which findings did emerge. Gender was still an issue in the hiring practices of
some districts, and one particular participant in my study carefully identified stereotypes
that were applied to females.

There also seemed to be no major problems for the female participants, concerning
the white, male patriarchal domination of the public school superintendency. I make this
statement with extreme caution. This specific lack of concern may have been because I
was a stranger to the participants, and their perception of me may have been as someone
'represexrting a white, male world of positivist educational administration. For example, the
interview session responses from the female superintendents revealed one interesting
aspect that may be related to how female administrators respond with suspicion or caution
to questions from male researchers. Both female interview sessions were shorter, both in

time and length of answers, than those given to me by the male beginning superintendents.
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Obviously, I do not know why that occurred, but I suspect that it has something to do
with my being a male and also a superintendent.

The participants in the study relied on their past professional experiences. One
superintendent who listened to music as he worked had once been music teacher, one
superintendent who continued to be directly involved with special education and had been
a special education teacher. For another, once an elementary principal, it may have been
therapeutic to once again wander down the halls of an elementary building. Returning to a
comfort zone had some positive and healthy benefits for the beginning superintendent,
creating a much-needed respite from the stresses and the problems of each day.

My research suggests that “the” superintendency is “a” superintendency, a unique
construction in and of itself for the individual within the family of educational
administration, It appears that other administrative positions are not necessarily
preparatory steps, and that other educational leadership positions are only related because
they are part of the same bureaucratic structure. Once again, the data from the study
revealed comments from the superintendents that they were “learning something new ali
the time” [Obs.1, Sept.], or “every day was a learning experience” [Obs.4, Oct.]. As an
individual was socialized into other positions within educational administration, he or she
began another role transition process when each became immersed into his or her own
superintendency.

The word that most fully represents the summary of my findings would be that of
“acceptance.” Not only did the participants appear to be accepting of their hierarchical
bureaucratic setting, but they also appeared to have constructed their meanings of the

superintendency by using traditional models. For the five subjects in my study, there
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appeared to be no philosophical concern about the traditional bureaucratic construction of
the public school superintendency. One beginning superintendent mentioned “stability” as
one reason he took the job [Obs. 1, Sept.]. I took that to mean that he wanted stability
both for the district and for his career.

One superintendent was bothered by the power he had over people in the
organization. That superintendent still “wanted to be one of the guys,” and he expressed
his discomfort with teachers and other employees addressing him as “Mister” [Exit
Interview, Dec.]. He was also upset that some of his closer friends had gone to this form
of address. It appears that the traditionally constructed power structure of school districts
and the general public still view the superintendent as a traditional authority figure.

My cbservations indicated that the lenses through which the participants “knew”
the superintendency were ontologically, epistemologically, and methodologically grounded
in a traditionat positivistic model, and they appeared to be comfortable therein. Further,
their apparent acceptance of a positivist construction of the public school superintendency
and the pressure from the generat public to keep things the same may not have permitted
them the sense of freedom for de-constructing or re-constructing the superintendency.

Throughout the observations and the interviews, I was hoping to hear “the theory
ladenness of facts, the underdetermination of theory, the value ladenness of facts, and the
interactive nature of the inquirer/inquired-into dyad” (Guba, 1990, pp. 25-26). I assumed
that the newly-trained beginning superintendents would question some of the philosophical
assumptions they encountered in the current organization when they started their jobs. I
also assumed that they would encounter personal conflict when they tried to implement

ideologies and perspectives based upon contemporary constructivist, critical theory, and
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feminist theories. To my surprise, no reference to leadership theories took place during the
time of my study, and there appeared to be no conflict with the present theories in place in
the district.

Recommendations

As may be the case with most research, new questions were created as the study
continued. The first recommendation for further research would be that this type of study
on beginning superintendents should be conducted collaboratively with a team of
researchers that would include females and minority group members. I would also suggest
that at least one university researcher be part of the team. While my being a superintendent
gave me ready access to beginning superintendents who were willing to help me in this
dissertation, 1 believe a university researcher on the team might have added an element of
“distance” that my being a peer did not provide. As I began to review the findings, 1
realized the need to make a recommendation to use a team for this type of research. Not
only did I have limitations due to my social position, but I was also completely unable to
see some other issues.

I believe that my being a white, male researcher particularly skewed and distorted
the research experience. Some of the candidness and openness may have been lost. Some
power relationships may have been hidden from me because of my social carriage. I
suspect I was often shown that which I was “supposed” to see because I was seemingly a
representative of the status quo.

With the male participants I also saw what I was “supposed” to see. One of the
male participants (Alpha) continually included me in the discussion by using such phrases

as “You and I both know,” “You know this, Fred,” and “You and [ are the ones” [Exit
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Interview, Dec.]. There was an assumed connection because we were both in the same
position, both male and both white. T can only suspect I may not have been included by
participants who saw me as other.

The invisible power of the traditional bureaucratic organizational designs appears
to have socialized both the female and the male participants into a patriarchal leadership
model. Although I would not expect all females to be feminists, | was expecting to see
some difference in leadership styles. bell hooks (cited in Nicholson, 1990) has stated that
feminists who deny the power of critical reason and abstract discourse often reproduce a
cultural practice that operates in the interest of patriarchy. At some point I was reminded
of a folk-wisdom I once heard, “Just because you can’t see the fence, doesn’t mean you’re
not fenced in.”

I would also recommend that a study should be done with a more specifically
defined screening, identification, and selection of participants for their exposure to
alternative leadership literature. By attempting to identify beginning superintendents who
had an awareness of alternative trends in educational leadership, the subjects might be
more apt to explore creative tensions during the socialization period. Such individuals
might be more inclined to introduce organizational change or attempt to create a new type
of superintendency. In addition to a targeted screening process for the subjects, there
should be a targeted screeniﬁg of the superintendent’s board of education to determine the
board’s perspective on change. Research could be done on two conflicting situations: one
where a superintendent and board are open to change, and one where a superintendent

wishes to introduce change into the district but the board wants things to stay the same.
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At the start of my research I had made an assumption that the beginning
superintendents would have had exposure to some of these new ideological trends in
educational leadership and organizational structure. I further assumed that my participants
would have “wrestled” with these ideological perspectives and may have been inclined to
use them to challenge traditional leadership and organizational thinking. It might be
productive to attempt to identify individuals for study who have had an exposure to some
of the more alternative leadership and organizational writings, such as feminist, critical
theory, and postmodernist, and study their socialization periods. How would this type of
exposure affect their perspectives on socialization? Would these specifically identified
individuals have a more difficult time during the role transition period? In what ways might
these individuals become more frustrated and leave the superintendency? Would these
people tend to be the risk-takers in organizational and leadership reform and innovation?
These certainly would be exciting new avenues for research on the superintendency. If
current educational literature seeking to create a more caring, nurturing, and cooperative
construction of the superintendency is viable, should not it surface in the personal
ideologies and professional performances of a new generation of superintendents?

This research design needs to be modified so that a beginning superiniendent’s
Vsocialization be studied along more ethnographic, longitudinal designs. I would suggest
that a study be conducted which reduces the number of participants, a study that
concentrates on a particular type of setting, or concentrates on a specific group of
individuals, i.e., women, minorities. Such studies might allow for the possible development
of more confiding, open, and trusting relationships that could reveal a deeper

understanding of the socialization period for the participants.
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A researcher might also investigate the role transition experience by selectively
identifying the specific perspectives from which a beginning superintendent “knows” his or
her world. Both by using qualitative and quantitative data, researchers could investigate
the role transition experiences of individuals from the different philosophical “camps.” The
results of this type of research could be used as a tool to encourage the beginning
superintendent to expand his or her understanding of the philosophical, epistemological,
and political lenses through which he or she views the world. This type of information and
knowledge may not be experienced when an individual completes minimal requirements
for a superintendent’s certificate or license. The beginning superintendent should be able
to answer such questions as: “From what ideological perspectives do I construct my
superintendency, i.e., positivistic, critical theory, feminist, etc.?7”; “What happens if I have
difficulty being “socialized” into the context of my district?”, “What types of issues create
the most role stress or strain for me?”; “In what areas am I most comfortable and why?”

“The Man Who Would Not Be Superintendent” has completed the research for
this project, but his work is far from over. As Sisyphus pushes the rock up the hill only to
see it cascade again to the bottom in what appears to be a constant meaningless activity,
my project is to be the voice of encouragement with and for others who attempt to look at
new ways of educational leadership. The messages and problems produced by my research
will continue to provide me with further adventures in doing research with a greater

understanding of how to improve my leadership skills as well as my research strategies.



The Man Who 142

REFERENCES

Apple, M. (1979). Ideclogy and curriculum. London: Routledge & Kegan Paul.

Barnard, C. (1962). The functions of the executive. Cambridge, MA: Harvard
University Press.
Bates, R. J. (1980, Spring). Educational administration, the sociology of science,

and the management of knowledge. Educational Administration Quarterly, 16(2), 1-20.

Beck, L. G. (1994). Reclaiming educational administration as a caring profession.

New York: Teachers College Press.

Belenky, M., Clinchy, B., Goldberger, N., & Tarule, J. {1986). Women’s ways of

knowing. New York: Basic Books.
Bierema, L. L. (1996). How executive women leamn corporate cuiture. Human

Resource Development Quarterly, 7(2), 145-163.

Block, P. (1993). Stewardship: Choosing service over self-interest. San Francisco:

Berrett-Koehler Publishers.

Blumberg, A. (1985). The school superintendent: Living with conflict. New York:

Teachers College Press.

Bogdan, R. C_, & Biklen, S. K. (1992). Qualitative research for education: An

introduction to theory and methods. Boston: Allyn and Bacon.

Boyan, N. (Ed.). (1988). Handbook of research on educational administration.

White Plains, NY: Longman Inc.

Britan, G. M., & Cohen, R. (Eds.). (1980). Hierarchy and society: Anthropological

perspectives on bureaucracy, Philadelphia: Institute for the Study of Human Issues.




The Man Who 143

Brown, R. K. (1992). Max van Maanen and pedagogical human science research.

In W. F. Pinar & W. M. Reynolds (Eds.), Understanding curriculum as phenomenological

and deconstructed text (pp. 44-63). New York: Teachers College Press.

Callahan, R. {1962). Education and the cult of efficiency, Chicago: The University
of Chicago Press.

Campbell, R., Corbally, J., & Nystrand, R. (1983). Introduction to educational

administration (6 ed.). Boston: Allyn and Bacon, Inc.

Carlson, R. O. (1972). School superintendents: Careers and performance.

Columbus, OH: Charles E. Merrill,
Carol, L. (1983). Personal characteristics. In L. L. Cunningham, & J. Hentges

(Eds.), The American school superintendency 1982: A full report (pp. 31-41). Arlington,

VA: The American Association of School Administrators.

Carter, D. 8. G, Glass, T. E., & Hord, S. M. (1993). Selecting, preparing and

developing the school district superintendent. Washington, DC: The Falmer Press.

Carter, G. R., & Cunningham, W. G. (1997). The American school superintendent.

San Francisco: Jossey-Bass, Inc., Publishers.

Chapman, C. H. (Ed.). (1997). Becoming a superintendent: Challenges of school

leadership. Upper Saddle River, NJ: Prentice-Hall, Inc.

Cherryholmes, C. (1988). Power and criticism: Poststructural investigations in

education. New York: Teachers College Press.
Clark, D. (1985). Emerging paradigms in organizational theory and research. In Y.

S. Lincoln (Ed.), Organizational theory and inquiry: The paradigm revolution. (pp. 386-

399). Beverly Hills, CA: Sage Publications.



The Man Who 144

Clark, D. L. (1999). Searching for authentic educational leadership in university
graduate programs and with public school colleagues. In J. Murphy & P. B. Forsyth
(Eds.), Educational administration: A decade of reform (pp. 228-236). Thousand Oaks,
CA: Corwin Press, Inc.

Clark, D. L., & Astuto, T. A. (1994). Redirecting reform: Challenges to popular
assumptions about teachers and students. Phi Delta Kappan, 75, 513-519.

Clark, D. L., & Meloy, J. M. (1989). Renouncing bureaucracy: A democratic
structure for leadership in schools. In T. J. Sergiovanni & J. A. Moore (Eds.), Schooling

for tomorrow: Directing reform to issues that count (pp. 272-294). Boston: Allyn &

Bacon.

Crowson, R., & Morris, V. (1990). The superintendency and school leadership.

Urbana, IL: The National Center for School Leadership.

Cuban, L. (1976). Urban school chiefs under fire. Chicago: The University of

Chicago Press.
Cuban, L. (1998, October 14). The superintendent contradiction: Facing the myths

and dilemmas surrounding school chiefs” role in reform. Education Week, XVIIL(7), 56 &

43.

Cubberley, E. P. (1922). Public school administration: A statement of the

fundamental principles underlying the organization and administration of public education
(Rev. ed.). Cambridge, MA: The Riverside Press.

Cunningham, L. L., & Hentges, J. (Eds.). (1983). The American School

Superintendency 1982: A full report, Arlington, VA: The American Association of School

Administrators.



The Man Who 145

Darling-Hammond, L., Ancess, J., & Falk, B. Authentic assessment in action:

Studies of schools and students at work, New York: Teachers College Press.

Donmoyer, R_, Imber, M., & Scheurich, J. J. (Eds.). {1995). The knowledge base

in educational administration: Multiple perspectives. Albany, NY: State University of New

York Press.
Duke, D. (1986). Aesthetics of leadership. Educational Administration Quarterly,
22, 7-27.

Dunlap, D. M, & Schmuck, P. A. (Eds.). (1995). Women leading in education.

Albany, NY: State University of New York Press.
Erickson, D. A. (1979). Research of educational administration: The state-of-the-

art. Research in Educational Administration, 8.(3), 9-14.

Fazzaro, C., Walter, J., & McKerrow. (1994). Educational Administration in a
postmodern society: Implications for moral practice. In S. Maxcy (Ed.), Postmodern

school leadership: Meeting the crisis in educational administration (pp. 85-95). Westport,

CN: Praeger.

Ferguson, K. (1984). The feminist case against bureaucracy. Philadelphia: Temple

University Press.

Foster, W. (1986). Paradigms and promises: New approaches to educational

administration. Buffalo, NY: Prometheus Books.

Frankel, J., & Wallen, N. (1996). How to design and evaluate research in

education. New York: McGraw-Hill, Inc.



The Man Who 146

Gaertner, K. N. (1981). Administrative careers in public school organizations. In

P. A. Schmuck, W. W. Charters, Jr., & R. O. Carlson (Eds.), Educational policy and

management: Sex differentials (pp. 199-217). New York: Academic Press.

Getzels, J. W., & Guba, E. G. (1954). Role, role conflict, and effectiveness: An

empirical study. American Sociological Review, (19), 164-175.

Giroux, H. (Ed.). (1991). Postmodernism, feminism, and cuitural politics. Albany:

SUNY Press.

Giroux, H., and McLaren, P. (1989). Critical pedagogy, the state, and cultural

struggle. Albany: State University of New York Press.

Glaser, B. G., & Strauss, A L. (1967). The discovery of grounded theory:

Strategies for qualitative research. Chicago: Aldine Publishing Company.

Glass, T. E. (Ed.). (1986). An analysis of texts on school administration 1820-

1985. Danville, IL: The Interstate Printers & Publishers, Inc.
Glass, T. E. (1997). The superintendency: Yesterday, today and tomorrow. In C.

H. Chapman (Ed.), Becoming a supetintendent: Challenges of school district leadership

(pp. 19-39). Upper Saddle River, NJ: Prentice-Hall, Inc.

Glass, T. E. (1998). Professional standards, preparation and evaluation of

superintendents: Ts there alignment? Paper presented at the meeting of the American

Educational Research Association, San Diego, CA.

Glickman, C. D. (1993). Renewing America’s schools: A guide for school-based

action. San Francisco: Jossey-Bass Publishers, Inc.

Goode, W. J. (1960). Theory of role strain. American Sociological Review, 25,

483-496.



The Man Who 147

Gosetti, P. P., & Rusch, E. (1995). Reexamining educational leadership:

Challenging assumptions. In D. M. Dunlap & P. A, Schmuck (Eds.), Women leading in

education (pp. 11-35). Albany, NY: State University of New York.
Greenfield, T. B. (1973). Organizations as social inventions: Rethinking

assumptions about change. Journal of Applied Behavioral Science, 9, 551-574.

Greenfield, T. B. (1975). Theory about organization: A new perspective and its
implications for schools. In V. Houghton, R. McHugh, & C. Morgan (Eds.), Management

in Education - Reader 1: The management of organizations and individuals {pp. 59-84).

London: The Open University Press.
Greenfield, W. D, Jr. (1977, May). Administrative candidacy: A process of new-

role learning - Part 1. The Journal of Educational Administration, 1, 30-48.

Greenfield, W. D, Jr. (1977, October). Administrative candidacy: A process of

new role learning - Part 2. The Journal of Educational Administration, 2, 170-193.

Griffiths, D. E. (1983). Can there be a science in organizations? In G. S. Johnson

& C. C. Yeakey (Eds.), Research and thought in administrative theory: Developments in

the field of education administration (pp. 133-145). Washington, DC: University Press of

America.

Griffiths, D. E. (1988). Educational administration: Reform PDQ or RIP
(Occasional paper, no. 8312). Tempe, AZ: University Council for Educational
Administration.

Gross, N., Mason, W. §_, & McEachern, A. W. (1958). Explorations in role

analysis: Studies of the school superintendency role. New York: John Wiley & Sons, Inc.




The Man Who 148

Guba, E. (1985). The context of emergent paradigm research. In Y. S. Lincoln,

(Ed.), Organizational theory and inquiry: The paradigm revolution (pp. 96-112). Beverly
Hills: Sage.
Guba, E. G. (1987). Naturalistic evaluation. In D. S. Cordray, H. S. Bloom, & R.

J. Light. (Eds.), Evaluation practice in review: New directions for program evaluation,

No. 34 (pp. 23-43). San Francisco: Jossey-Bass.
Guba, E. G. (Ed.). (1990). The paradigm dialog, Newbury Park, CA: SAGE
Publications, Inc.

Guba, E. G, & Lincoln, Y. S. (1985). Naturalistic inquiry. Beverly Hills, CA:

SAGE Publications.

Halpin, A. W. (1956). The leadership behavior of school superintendents: The

perceptions and expectations of board members, siaff members. and superintendents.

Columbus, OH: The Ohio State University.

Hargreaves, B. A. {1995). Learning from the outsider within: Five women’s

discourses within the culture of the high school principal. Unpublished doctoral
dissertation, Youngstown State Umversity, Youngstown.

Hart, A. W. (1995). Women ascending to leadership: The organizational
socialization of principals. In D. M. Dunlap & P. A. Schmuck (Eds.), Women leading in
education (pp. 105-124). Albany, NY: State University of New York Press.

Hart, A. W, & Pounder, D. G. (1999). Reinventing preparation programs: A
decade of activity. In J. Murphy & P. B. Forsyth (Eds.), Edycational administration: A

decade of reform (pp. 115-151). Thousand Oaks, CA: Corwin Press, Inc.




The Man Who 149

Heifetz, R. (1994). Leadership without easy answers. Cambridge, MA: Harvard

University Press.
Henry, D. A, & Achilles, C. M. (1997). The road to the superintendency. In C. H.

Chapman (Ed.), Becoming a superintendent: Challenges of school district leadership (pp.

233-247). Upper Saddle River, NJ: Prentice-Hall, Inc.

Hoy, W. K., & Miskel, C. G. (1987). Educational admimstration: Theory,

research, and practice (3" ed.). New York: McGraw-Hill.

Ikpa, V. (1995). Gender, race, ethnicity, and the quest for a knowledge base in
educational administration. In R. Donmoyer, M. Taber, & J. J. Scheurich (Eds.), The
knowledge base in educational administration: Multiple perspectives (pp. 174-181).
Albany, NY: State University of New York Press.

Imber, M. (1995). Organizational counterproductivism in educational

administration. In R. Donmoyer, M. Imber, & J. J. Scheurich (Eds.), The knowledge base

in educational administration: Multiple perspectives (pp. 113-123). Albany, NY: State

University of New York Press.
Jaggar, A. (1983). Feminist politics and human nature. Totawa, NJ: Rowman &
Allanheld.

Jentz, B. C., (1982). Entry: The hiring, start-up, and supervision of administrators,

New York: McGraw-Hill Book Company.
Jentz, B. C., Cheever, D. S, Jr., & Fisher, 8. B. (1980, May). Got a new

superintendency? Here’s how to make a grand entrance. Executive Educator, 2, 21-31.

Johnson, S. M. (1996). Leading to change: The challenge of the new

superintendency. San Francisco: Jossey-Bass Inc., Publishers.



The Man Who 150

Johnston, B. (1991). Educational Administration in a postmodern age. In S. Maxcy

(Ed.), Postmodern school leadership; Meeting the crisis in educational administration (pp.

115-131). Westport, CN: Praeger.

Joyce, B, Wolf, J., & Calhoun, E. (1993). The self-renewing school. Alexandria,

VA: ASCD.

Kanter, R. M. (1983). The changemasters. New York: Simon & Schuster.

Keller, B. (1999, April 14). Principal concerns. Education Week, XVIIL, 13,

Kerchner, C. {(1993). The strategy of teaching strategy. In P. Hallinger, K.

Leithwood, & J. Murphy (Eds.), Cognitive perspectives on educational leadership (pp. 5-
20). New York: Teachers College Press.
Khleif, B. B. {1975). Professionalization of school superintendents: A sociocultural

study of an elite program. Human Organization 34.(3), 301-308.

Kowalski, T. J. (1995a). Case studies on educational administration (2™ ed.).

White Plains, NY: Longman Publishers USA.

Kowalski, T. J. (1995b). Keepers of the flame: Contemporary urban

superintendents. Thousand Oaks, CA: Corwin Press, Inc.

Leck, G. (1990). Examining gender as a foundation within foundational studies.

Teachers College Record 91, 3: 382-395.
Linton, R. (1936). The study of man. In Gross, N, Mason, W. S., & McEachern,

Explorations in role analysis: Studies in the school superintendency role (p. 12). New

York: John Wiley & Sons, Inc.



The Man Who 151

Linton, R. (1945). The cultural background of personality. In G. Lindsey & E.

Aronson, (Eds.), Handbook of Social Psychology I, (2™ ed.). Cambridge: Addison-Wesley

Publishing Co..

Lyotard, J. (1979). The postmodern condition: A report on knowledge.

Minneapolis: University of Minnesota Press.

Marshall, C. (1988). Analyzing the culture of school leadership. Education and

Urban Society, 20, 262-272.

Marshall, C. (Ed.) (1992). Women as school administrators. Bloomington, IN: Phi
Delta Kappa.

Marshall, C. (1995, August). Imagining Leadership. Educational Administration
Quarterly, 31, 484-492.

Marshall, C., & Kasten, K. L. (1994). The administrative career: A casebook on

entrv, equity, and endurance. Thousand Oaks, CA: Corwin Press, Inc.

Marshall, C., Patterson, I, Rogers, D., & Steele, J. (1996). Caring as career: An

alternative for educational administration. Educational Administration Quarterly, 32, 2,

271-294.

Maxcy, S. I. (1994). Postmodern school leadership. Westport, CN: Pracger.

Maxcy, S. J. (1995, August). Beyond leadership frameworks. Educational

Administration Quarterly, 31, 473-483.

MeclIntosh, P. (1983). Interactive phases of curriculum re-vision: A feminist

perspective (Working paper No. 124), Wellesley, MA: Center for Research on Women.

Merriam, S. B. (1998). Qualitative research and case study applications in

education. San Francisco: Jossey-Bass Publishers.



The Man Whe 152

Miklos, E. (1988). Administrator selection, career patterns, succession, and

socialization. In N. J. Boyan (Ed.), Handbook of research on educational administration

(pp. 33-76). New York: Longman.
Minkler, M., & Biller, R. P. {1979). Role shock: A tool for conceptualizing

stresses accompanying disruptive role transitions. Human Relations, 32, 125-140.

Murphy, J. (1992). The landscape of leadership preparation: Reframing the

education of school administrators. Newbury Park, CA: Corwm Press, Inc.

Murphy, J. (1999). The reform of the profession: A self-portrait. In J. Murphy &

P. Forsyth (Eds.), Educational administration: A decade of reform (pp. 39-68). Thousand

Oaks, CA: Corwin Press, Inc.
Murphy, J., & Forsyth, P. B. (Eds.). (1999). Educational administration: A decade
of reform. Thousand Oaks, CA: Corwin Press, Inc.

Nichols, J. (1975). Men’s liberation; A new definition of masculinity. New York:

Penguin Books.

Nicholson, L. (Ed.). (1990). Feminism/postmodernism. New York: Routledge.

Noddings, N. (1984). Caring: A feminine approach to gthics and moral education,

Berkeley, CA: University of Califorma Press.

Ohio educational directory (1997-98). Columbus, OH: Ohio Department of

Education.

Olson, L. (1999, April 21). Tugging at tradition. Education week, XVIII, 32, 25-

47,

0’Toole, J. (1995). Leading change: Overcoming the ideology of comfort and the

tyranny of custom. San Francisco: Jossey-Bass Inc., Publishers.




The Man Who 153

Ortiz, F. (1982). Career patterns in education. Women, men and minorities in

public school administration. South Hadley, MA: J. F. Bergin Publishers, Inc.
Ortiz, F., & Marshall, C. (1988). Women in educational Administration. In N.

Boyan (Ed.) Handbook of research on educational administration: A project of the

American Educational Research Association. New York: Longman.

Parsons, T. (Ed.). (1947). Max Weber: The theory of social and economic

organization, (A. Henderson & T. Parsons, Trans.). New York: Free Press.

Parsons, T. (1951). The social system. New York: The Free Press.

Patton, M. (1985, April). Quality in qualitative research: Methodological principles
and recent developments. Invited address to Division J of the American Educational

Research Association, Chicago, [L.

Patton, M. (1990). Qualitative evaluation methods. (2* ed.) Thousand Qaks, CA:
Sage.

Peters, T., & Waterman, R. (1982). In search of excellence. New York: Harper

and Row.
Peterson, K. D, & Finn, C. E. (1985, Spring). Principals, superintendents and the

administrator’s art. The Public Interest, 79, 42-62.

Pfeffer, J. (1977). Ambiguity of leadership. Acadéfnv of Management Review, 2,

104-112.

Pfeffer, J. (1982). Organizations and organization theory. Boston: Pitman.

Pinchot, G., & Pinchot, E. (1994). The end of bureaucracy and the rise of the

intelligent organization. San Francisco: Berrett-Koehler Publishers, Inc.



The Man Who 154

Pounder, D. G. (Ed.). (1998). Restructuring schools for collaboration: Promises

and pitfalls. Albany, NY: State University of New York Press.

Pugh, D. S. (Ed.). (1990). Organization theory: Selected readings. New York:
Penguin Books.
Regan, H. (1990, Summer). Not for women only: School administration as a

feminist activity. Teacher College Record,91.4, 565-577.

Regan, H. B, & Brooks, G. H. (1995). Out of women’s experience: Creating

relational leadership. Thousand Oaks, CA; Corwin Press, Inc.

Restine, L. N. (1993). Women in administration: Facilitators for change, Thousand

QOaks, CA: Corwin Press, Inc.

Robbins, C. (1918). The school as a social institution. Norwood, MA: Norwood

Press.

Roszak, T. (1969). The making of a counterculture. Garden City, NY: Doubleday.
Sarbin, T. R., & Allen, V. A_ (1968). Role theory. In G. Lindsey & E. Aronson,

(Eds.), Handbook of Social Psychology, I (2™ ed.). Cambridge: Addison-Wesley

Publishing Co.

Sarason, S. (1995). Parental involvement and the political principle: Why the

existing governance structure of schools should be abolished. San Francisco: Jossey-Bass

Publishers.

Schein, E. H. (1973). Can one change organizations, or only people in

organizations? The Journal of Applied Behavioral Science, 9.(6), 780-785.



The Man Whoe 155

Scherr, M. W. (1997). Through the lens of leadership theory. In C. H. Chapman

(Ed.), Becoming a superintendent: Challenges of school district leadership (pp. 219-231).

Upper Saddle River, NJ: Prentice-Hall, Inc.

Schlechty, P. (1997). Inventing better schools. San Francisco: Jossey-Bass
Publishers, Inc.

Schiechty, P. (1990). Schools for the 21 century. San Francisco: Jossey-Bass

Publishers, Inc.
Schmuck, P. A. (1995). Forward. In H. B. Regan, & G. H. Brooks. Qut of

women’s experience: Creating relational leadership. Thousand Oaks, CA: Corwin Press,

Inc.

Schwartz, P, & Ogilvy, J. (1979). The emergent paradigm: Changing patterns of

thought and belief (Analytic Report 7, Values and Lifestyles Program). Menlo Park, CA:

SRI International.
Seeman, S. (1953). Role conflict and ambivalence in leadership. American

Sociological Review, 18, 373-380.

Senge, P, Kleiner, A, Roberts, C., Ross, R, & Smith, B. (1994). The fifth

discipline fieldbook. New York: Doubleday. -

Shakeshaft, C. (1995). A cup half full: A gender ;ritique of the knowledge base in
educational administration. In R. Donmoyer, M. Imber, & J. J. Scheurich (Eds.), The

knowledge base in educational administration: Multiple perspectives (pp. 139-157).

Albany, NY: State University of New York Press.

Shakeshaft, C. (1989). Women in Educational Administration (Updated ed.).

Newbury Park, CA: Corwin Press, Inc.



The Man Who 136

Shakeshaft, C., & Hanson, M. (1986). Androcentric Bias in the Educational
Administration Quarterly. Educational Administration Quarterly, 22, (1), 68-92.
Shakespeare, W. (1953). As you like it. In T. M. Parrott (Ed.), Shakespeare:

Twenty-three plays and the sonnets (pp. 519-551). New York: Charles Scribner’s Sons.

Skrtic, T. M. (1985). Doing naturalistic research into educational organizations. In

Y. S. Lincoln (Ed.), Organizational theory and inquiry: The paradigm revolution (pp. 185-
220). Beverly Hills, CA: SAGE Pubiications, Inc.
Slater, R. O. (1994). Symbolic educational leadership and democracy in America.

Educational Administration Quarterly, 30, 97-101.

Stater, R. 0. (1995, August). The sociology of leadership and educational

administration. Educational Administration Quarterly, 31, 449-472,

Slattery, P. (1995). Curriculum development in the postmodern era. New York:

Garland Publishing, Inc.

van Maanen, J. (Ed.). (1977). Organizational careers: Some new perspectives.

New York: John Wiley & Sons.

van Maanen, J. (1988). Tales of the field: On writing ethnography. Chicago: The

University of Chicago Press.
van Maanen, J., Dabbs, J. M., Jr., & Faulkner, R. R. (F:ds.). (1982). Varieties of

qualitative research. Beverly Hills, CA: SAGE Publications, Inc.

Weber, M. (1924). Legitimate authority and bureaucracy. In D.S. Pugh (Ed.),

Organization theory (3rd ed., pp. 3-15). New York: Penguin Books.



The Man Who 157

Weick, K. (1982). Management of organizational change among loosely coupled

elements. In P. Goodman and Associates (Eds.), Change in organizations. (pp. 375-408).

San Francisco: Jossey-Bass.
Wesson, L. H., & Grady, M. L. (1994, January). An analysis of women urban

superintendents. Urban Education, 20, 412-424.

Wheatley, M. (1992). Leadership and the new science. San Francisco: Berrett-

Koehler Publishers, Inc.
Willower, D. J. (1986). Mystifications and mysteries in thought and research in
educational administration. In G. S. Johnston & C. C. Yeakey (Eds.), Research and

thought in administrative theory: Developments in the field of educational administration

{pp. 37-56). Lanham, MD: University Press of America, Inc.

Wolcott, H. F. (1973). The man in the principal’s office: An ethnography. New

York: Holt, Rinehart, and Winston.

Young, . (1990). Justice and the politics of difference. Princeton: Princeton

University Press.



The Man Who 158

Appendix A

CCA
ORGANIZATIONAL CHART
Board of Zducation
Superintepndenr pP—-—— ——=— —— — — — — —~ — Treasures
-
-
-
‘I
Secrezary Dizeccor of Scudenc Services Treasurar's Szaff

; "

]

[

[

!

!

]

!

I Principals Cafecaria Supervisor Trazsporcacica Co—Ordinacar
Caferezia Workers
Bus Drivers Mecharics
Maincenance Cuszodians Teazhers SecTetarles Nurse
Adopted:

March 8§, 1993




159

The Man Who

Appendix Al

saoad posiaradng £110 911 5y "smoad £)50 8] 5Y uojsURIXY

"§|ooNos S| Jo swedoad 1970 91 put Yaom s Jo rjoadse
1930 217 Jo JydIs as0] Jou }snw 21 siy3 Jutop [yAL "1307jo
BIUNPUITIT ] JO HI0M Y} PUL ‘s10y0rs] jrads Jo y10M 911

®ITONR] QT TNOTY 01 gF NOQY WMoIf
Aagfopdme mnpnfe ooon L1993 ¥ o1 L1ddy pinos nmd wor,

BUNEROLLYTAN WTIONT ONTMONIT ANV WRLGAR "TO0NOE A510
WEYIRY ¥ U NOLLYZINYDHO TYNOLLYONAM AC NYIL 31 'oif

Spuning

wpfng

waripaEng, Ty,
LGN e Nrapury

2330 VI Y tiojjung trorsg

VI HOMIRL tandnafiovey
100H0Y

bl el
prew arangengg

Virdfatsiing
sy

FINOUHIR A0 INATHILNNTIRR LLI0

CRITERITET
Jo pave L0

¥ioeiag o
Jaspraiupisieg Ljun

TArIE o g
Anpy 911 po nqdarg

—u..:..;q_mag ETTR] au_:u.?&a..—

unpIFnsjrtg g
Joi mpsdng muyg

‘wa3sAs [ools a1y Jo JuawdorAap [yuorjronpa 9y "Apnis jo
JEINOD 91[] JO UOIIBIISIUTUPY Y] F[OODS Y] jO J[1oM 9} Jo
uoRrUipanos gy 'swwyore] pun sppdound sy jo uorjvardsm

Lot NOLLVZINVDOUO JLNAWIUVJIIE TOODS

[

EELULEHELE LIS ¢
EERIIERLA L ER T
*FIAD FEAVIFAG P 99750 |
2arof varfn
“sBorping
Y] Aq) Jo auo By "moor paprifun
“Ehnpng
130 211 jo swo up "19iwan-Eniynos
‘a3t Fonmay-roenm
*E1005IE ATRUIIMAD I0gpe
R ELER I 53_.1:2._:3 v
THM Foottar Livyuemags przpe-mnpaa 5

-

o -~

0%

SRR meod-prpnBun §
“1aranay Fapyeos |

“ranaray Bromirag-grnuem
RAELCLEN S FLEFET TR S 3
TRIBRINIE [Onnoe. KiTyurmy 0y
“ErAfanay |nogak-gTirg g
LEESLIDEILEI R ]
R IUTH R GE ELRU RN
*Atpany jn rorassdng
AR Lanmiad pe roceasane

e

‘[eoas pdig HORaF 0 napnaaadne

waprdr fo odoag rsofodingy

-

— g1 amilyg
K UMOyS twshs [ooTas a1 trssaadar o) uayvy 3 Lvar Hmawgog oy,

puv uenuonpa aadoad sy 193V [00] IFMWU B[ CHIOA ([ONS
19 Medxe Uy 909 0] PALNS PIHOYS I WISAS T oUs W
pu® sa01A198 sty Jjo puvd juviodur £19a v wiey Afjuinjuu
[ 5TY] 5190097 2AY-A1uU2A3s 0). L1y Jo wayshs A0 v uy
'S[ooY9s 9] jo oM i astaradns snur Juapuzinuedng g
‘s1ostAzadng puioads omy 913 puw spgdioutad jootas s1 YA
FNALDS 1o usssaut
A1ussavau ssop puw auoydage] 9t S1assuy ‘SHuLtUInDOp EAY
.m.:u_:u.umn. m#—nmdhmon:..:m:: ..__.,:E [vrahgjoe M1 m:m::::— 01 uonip
-pu ut eyduaFousls 9y, ‘UCHITIMPR JO [MUDG ) JO SUOLIDN
[VI2o 23 jo pautaduod solirvd (v soyrjou puw ‘saynuiu
a1 Jo 9F1wyd s9Rw] "souspuodsaiion sunnol 91y Jo FF0UL 0]
§PUD)Y 'slooyss o3 o} safpddng puw sxooq sa1nquIsIp s
dn sypane ‘suommsinbaz sy ‘sosvyoand saxeue ‘sonasqu sy
Ul 51933 8UL 921J0 19150 6300} I8 A, ‘raydvidousls ¢ pus
'JI9]2 02O put ssawisaq pood ¥ Jo sISISUCD 3040 9YJo S
12010 s ydnoaqy Ajuo paroq 9] Jo sdaquuant
A Aj[eogio snwotunwiuied juswitudap [oods 9y jo siaq
~mgur puv ‘wiy yfnoayy £juo 129 $39171WWOD ST UV PILOL
a1 ‘sourp o1 Aq umoys sw ‘uopwziuvdic jo waog dedoad
B J3pu[] “SUOIIPUCD pUV §pIru 03 §8¥ paunofur LJuniuos
o) jo 9pdoad 911 puw pavoq sy sdaay puv ‘ajvig 93 puv

NOILVUWLSININQY TO0II0S DI 901



160

The Man Who

Appendix A2

rootyyrmmoo Buppriei® £ 107 paan 81131 5f FIeR) {{11HA ¥
IV eqt J] '1WY NOREAL MUY 0] 'PRIIGP BI¥ VEIN[MITOD PIFOG MUY TEL) PUS 07 DR amg,  ERGITE) OC7 1ROQ¥ 01 g3l mogy wory Juplopdine merke (oonar £110 € 01 Adde prrem und Fng,

SATMIRGIEYIAY YAJIOHd DONIMOTIE GHY 'RATHAY 100008 ALIO CRATIFNAICAK ¥ Y04 HOILYZINTDUO FIYNOLLYONAR 40 NVI4 Bl %A

81N — LN Y S
Ruoyny L3y, mioafqng rmoamlg E1onay, RITNUOD LELALLENS ALY
U} RAIVN], Jo RIUORDT, amndloy UMY toores 1notns

tos[atodny ®ALOL) PO ooy
L oy mimang tadaanxnorg 010y
FIYAIONIHL
EELETLT
aafhnrng RESTHENGL
. ELIS: AR B {oledd poi
WAL FpUL) JrurmTan q::.. faadxgy
- Lrmingeg d0f FIng “1ESY Kowaonra toouoy
_ BI00HDY A0 LNAGNTLNINAING A1ID _

——— o e — e ——

5 h.. LEESTLI Ty ] f\
@_ jetoyiEnnna panofl

| . — i o e v P

" \_‘\\
wo[vonpi jo preod 4110

BlaOYIG 10
mropuatnpasdng Linne)y

nopannsug oflang Jo
JapimuLving s1ey

WIS uoljeg
K310y ong g0 opelnag

~

a1nIuiEHe] oy uy portrosaudat
g ey go rpdon,g

// [ I.Im. |||||| i | .
_v_ FIFWO] . 1
{e




1ls61

The Man Who

Appendix A3

1™ 1% *e0fH D

3 0T FUY| puvoq #41 J] wopynznedio SA0E P17 29PN

TIR1IAN PRIIRENINY RN 1A RRARIANN [DOTON B W] NOKRAT 049 10f ‘odal A{mniue PRI 1G0 DaH] W muI00 pakoe AL vpawmdn 1o ‘rrananey o0k v ggg Anikojdine A9 v o1 Ardda prnom nagd LIBA 4
BAINANOLLYTAY ARJIOUd ONIAOHE (RY 'JTHL¥AS 7100108 ALID ADUYVI ¥ MOA NOILVZINYDUO IYROILYONAA A0 MY 'H o

LIELE _ _ RLNATVA
woRInYy on:.z_.‘...._...“m___m snofang [oedy rogen], sIoyauny, ROy
10108 Wy .z._u__.,.q. 1 Jn gaannuag, 2wy 100G -trumteg ooy
- ] BRI )
AEI () .mu__"_,__ﬂﬂ s1ackony ffrae
ganupuon Yy oaote -Anog sepimny
LAt
cumpemagpy| [P | Brsppoady ‘ua_m__m.wh: I .a..cw | TR L1myasnng :L._.ﬂ_._ﬂ.«. sommup| [roeerFual Hisaery
A 1AKIng 1RO g ponng
omag L{IR3 [UBTL ] e jrpoadg ‘100n08 o SHTERIIN . B 5
e — \\
20192011 199 x5 gruapneinuadng uanneudagg anfinaupy sapmdeng Jo
wHeeEy Louna (i 10on2s thazliing g AOUEMINITY [EEIULUNY teapnatapadng
— T : . =
F100138 40 IXRANALNRANE LEID _ . !
. Aot 881 3O [RIROlPO  DAINDINGE
1

wosreanpd o paver £310




The Man Who 162
Appendix B

THE HOME SAVINGS AND LDAN COMPANY OF YOUNGSTOWN
JOB POSTING NOTICE

DATE POSTED: DEPTBRANCH: JOB GRADE: —
Training Department
HMain Qffice
JOB TITLE: SUPERVISOR; SALARY RANGE:
Managumeant Trainee

JOB PCSTING APPLICATIONS MUST BE RECEIVED IN THE HUMAR RESQURCES DEPARTMENT 8Y:

JOB DESCRIPTION:

The abjeciive of the Management Traines program ig in oxposs the individual to the basic overall banking operation. At the
end of the Iraining program, the treinee should have encugh exposure and have demonsirated the poterdiai to, in Sme flla
managerial positien 35 openings hecome avallabla, The iraining schedule will vary aecording o the qualifications and
abiiity of the trsinee. The scheduling and coendination of afl training is campleted by the Training Manager and reviewed
with the Management Traines. The trzinee will be required o complete a written Summary afler each phase of lraining.
Tha rainea’s progress js evaluated on an ongoing tasis By sach sugervisar thet 'works with the trainee. The avaiuations
will be reviewed with the Management Trainee during perfodic meefings with the Training Manager and k2pt on Be in the
Training Oegariment. In general the Maragement Traines i3 placed 23 a loan cfficer upon satisfactcry completion of the
training program.

WORK HOURS REDANRED: Variable wark hours - depending on aszignments

REQUIRED SKILLS:

Strong Interpersonal skills, Must possess the zbilily to leam and cotmprehend quickly, ta develop as a decision maker ang
to delegata. Must be gelfmotivated and have ine abifity to meotivats cthers. Must be flexible and adaptable to change.
Famifar with company policies and procedures. Typing, keyboarding, comguter experience,

PHYSICAL DEMANDS:

The pitysical demarxts described here are repessemative of those that must be met by an employes o successiully
perform the esserdial functions of this job. Reasonsble accommodations may be mede (o enable individusls with
drsabilities to perform the essential nctions. While performing the duties of this jcb, the empleyse is raguiarty required o
usa hands to finger, handke or feel. The employes is requiary required o ik ar hesy. The employes is frequantly requred
to stand, waik, sit. and reach with hends or arms. The employes must cccasicnafly it andfor move up o 10 pounds.
Specific vision abilitles raquirad by this jub include closa vision, distance vision, coios viston, and skility to adwst focus.

MINWMLIM EXPERIENCE REQUIREMENTS: SEE BELOW:

EDUCATIONAL REQUIREMENTS: Must possess (1) of the Sllowing:

a. High Schock dipioma of equivalent / minimum 5 yrs. banking experience / 2 yrs. superviscry experience prefarmad
b. Associate Dagree - 2.00 GRA”® - minimum 2 yrs. tanking experiance

€. Agsociate Degree - legs than 3.00 GPA” - minimum 3 yrs. banking experence

d. Bachelors’ Cegrae - 3,00 GPA™ Ng previous expefiencs

8. Bachelors Dugrae - Lass than 3,00 GPA” - minimum ¢f 18 months, banking axperenca

T Carlifed transcrists wil be requirad
Inztifute classes, Star Taffer bereticial

[ FOR HUMAN RESQURTES USE ONLY

Approved far Pasting: : Data:

Cratn:

THE HOME SAVINGS AND LOAN COMPANY |5 AN AFFIRMATIVE ACTION / EQUAL OPPORTUNITY EMBLOYER

TOTAL P22
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Appendix C1
School District Brochure

The , along with its staff and community are seeking a superintendent
with proven leadership capabilities, a diverse educational background and instructional
expertise. The characteristics and qualifications highly desirable in the new
superintendent are:

A visible and approachable leader with a passion for education and a strong
dedication to serve the community

An experienced educator with a career history of providing challenging
instruction to each student and in improving student achievement

A superior communicator who demonstrates exceptional motivational and
communication skills to the students, staff, board and community.

A goals oriented visionary with an interest and ability to stay abreast of
contemporary educational research on a national level

A strong chief executive with an ability to work with local, county, state, and
national public officials, business and industry leaders, focusing on the future success and
development of the district

A team builder with a style that emphasizes participation, cooperation and shared
goals

An astute fiscal manager with a solid background in school finance and promoting
levies '

An uncompromising role model who sets high standards and demonstrates
personal honesty and integrity.

A decisive manager with an understanding of the complex issues facing a growing
district and an ability to capitalize on the district’s current momentum

A caring person with strong interpersonal skills that maintain quality relationships
with employees, students, parents and community

A confident leader with an ability to empower staff with responsibility and
authority while maintaining accountability

Most of all, the superintendent must be dedicated to placing the student first in all
decisions.
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Appendix C2
School District Brochure

The new superintendent must possess or qualify for an Ohio Superintendent Certificate.
The Board is seeking a chief executive officer who is willing and has the ability to
assume the role of educational leader in the community. The position requires experience
in and working knowledge of sound fiscal and business management practices. The new
superintendent must demonstrate effective motivational and communication skills.
He/she should also be an innovator, responsive to community expectations; one who
enthustiastically interacts with students, staff, parents and other members of the
community; and whose consistent direction will further the district’s education program.
Prior superintendent experience 1s desired, however, candidates with successful central
office experience will be considered.

Strengths of the new superintendent will include:

Ability to communicate ideas to board, staff and community. Consistently keeps
the Board informed.

Ability to work effectively in the area of human relations. A “people person” with
strong interpersonal skills.

Knowledge of negotiations and experienced in the collective bargaining process.
A person of vision and direction.

Successful experience with school finance campaigns, facility planning and
construction and school business operations.

Experience with planning, problem-solving and decision-making processes that
are open to ideas and concerns of the Board, employees, students, parents and community

members.

- Experience as a classroom teacher, building administrator and/or central office
administrator.

Residency in the district is preferred.
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Appendix C3
School District Brochure
The Board is seeking an experienced Superintendent with proven leadership capabilities
who will be able to communicate effectively with the community, parents, faculty and
students.

Strengths of the new Superintendent will include;

“People skills” — outgoing, easily approachable, charismatic, warm, self-
confident, good judgment and high moral character;

A progressive and innovative leader who can tackle difficult problems and bring
to a successful conclusion,

A goal-setter who can evaluate, analyze, plan and act;

Ability to effectively evaluate staff and provide leadership for continued
improvement;

Ability to responsibly delegate tasks to appropriate staff and hold such staff
accountable;

Ability to work with Board, treasurer and staff to operate district efficiently
within budget;

Experience and commitment to strategic planning;
A working knowledge of Ohio school finance, school law and regulations;
Successful experience in school levy campaigns;

Experience as a classroom teacher and building administrator.

It is the Board’s intention to offer the successful candidate a multi-year contract.
Salary and fringe benefits are negotiable and will be commensurate with the
qualifications of the candidate selected. Residency within the district is required, and it is
expected that the successful candidate will maintain high visibility and become involved
in community activities and organizations.
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Appendix D

Screening Questionnaire

Name

Address

Phone W- H-

DOB Race Sex: M F

School District

Official Starting Date on Contract Length of Contract

Do you have an officially designated mentor? Y N ;
If so, Whom
Number of Studen

Occupational History: Most Recent to First

Institution Years Position

Did you ever teach in your new district? Y N

How long were you a teacher?

166
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College/University Educational History: Latest to First

Institution Years Degree

Highest Degree Earned:

When is your school board meeting?

When is your superintendent’'s meeting?

When do some of your community groups meet?

When do you begin your day?

Why do you think you were selected?

What do you believe to be your most pressing problem right now?

Questionnaire personally designed from: Cunningham, L. L., &
Hentges, J. (Eds.). (1982). The American school superintendency 1982:
A full report. Arlington, VA: The American Association of School
Administrators.
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Appendix E
BEGINNING SUPERINTENDENTS
EXIT INTERVIEW QUESTIONS

- What issues were difficult or problematic for you when you were deciding to accept
this superintendency?

. What do you see as the opportunities and challenges of this superintendency?

. What have you done so far to make your entry successful? Did you have a formal
entry plan?

. What have been some critical incidents/turning points so far in your superintendency?
What happened? What did you do next? What was the result?

. What events have happened so far that have created personal or professional (moral or
ethical) dilemmas for you? How did you resolve them?

At this point what support would you like to have that you have not had?
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7. What do you now see as priorities for the district right now?

8. Do you anticipate the need for new rules or policies?

9. How much autonomy versus close connections to the district office do you think
principals should have?

10. How much autonomy versus close connections to the board of education do you think
the superintendent should have?

11. Have your professional relationships changed while you have been in this position?

12. Describe the way you now relate to:
a. students
b. teachers
¢. administrators within your district
d. community members

e. board of education members
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f.  politicians
g. your secretary

13. When you held other administrative positions, with whom did you have your closest
professional relationships?

14. With whom do you now confide?

15. Describe your present level of comfort in being a superintendent.

16. What have been sources of stress and tension for you so far?

17. What type of time demand pressures have you felt?

18. To what incompatible expectations have you been exposed so far?

19. What changes have you experienced in your personal life and personal health?

20. How would you describe yourself as a supenintendent right now?
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Ohio School Boards Association

700 Brooksadge Bive, » P.O. Bax §100 » Westarvillg, OH 43086-81C¢
(514) 891-6466 » (8CQ) 588-6722 (Ohic anty} ~ (614} 891-2834 (FAX]

ol

Date: 6/8/98

Time:

Please deliver this transmission immediately to:
Mr./ Ms. /Mrs.: Fred Johnson, Supt. :

Schoel District/ Company: Newton Falls Exempted Village

FAX number: 330/872-3351

Tim Kremer

From:

G3BA

number of pages: L
(inctuding this cover page}

If you do not receive any of the pages properly, pleﬁse call immediately
(OSBA. telephone mumbars (614) §91-6466
QOSBA FAX number: (614) 891-2834

Comzments: Following are superintendants who will start

their first superintendancy this year!

serving the pubic schoal lesdership tes
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Appendix H

Youngstown State University / One University Plaza/ Youngstown, Ohic 44532

July 14 1598

M. Frederick C. Johnson

Department of Educational Adminisration
UNIVERSITY

RE: Human Subjects Research Protocel #32-98

Dear Mr. Johnson:

The Human Subjects Research Committes has reviewed your protocol, "The Man Who
Would Not Be Supeintendent: Struggling with On-the-job Socialization,” and determined that
1t Is exempt from review based on DHHS Category 1 and Category 3 exemption.

Please report any changes in your research activity or any unanticipated problems involving
risks to subjects to the Human Subjects Research Comminee immediately.

We wish you well in this study and lock forward to hearing of your progress.

Sincerely,

iargfg?w%_.

Eric Lewandowsk:
Administrative Co-Chair
Human Subjects Research Commities

cC

c: Dr. Linda Wesson, Chair
Department of Educational Adminisiration
De. Glorianne Leck, Advisor
Department of Educational Adminisiration

15 2 State o



1. Ages:
Participant

moomr

2. District Size:

A - Alpha

B - Beta

C - Gamma
D - Delta

E - Epsilon

3. Length of Teaching Career:

moom>

Mean=

4. Educational Level:

mooOo>»

5. Gender/Race:

mooOwm>»

Appendix i
Demographic Data
DOB Current Age
11/12/48 50
1/3152 47
8/14154 44
6/29/57 41
6/5/51 47
Mean= 456
Students
1280
1300
957
590
8500
Years
9
17
7 {Teacher/Counselor)
5
7
9
Degree
M. Ed.
Doc.
M. Ed.
M. Ed.
Doc.
Gender Race
M w
F w
M W
M w
F AJA
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Central Office Exp.

<X2Z2Z2Z22Z

¥Yrs. Since Being
in the Classroom

18

7

14

13

18

14

OH-EMISFY97
District W/AA%

97.9/.1
98.4/.6
75.3/20.8



6. ADC Levei of District:

District  ADC%-OH-EMISFY97

Alpha 70

Beta

Gamma 0.9
Delta 9.7
Epsiion 18.2

7. Qutsider/insider:

The Man Who 175

All participants were never teachers within their present districts.

8. Starting Date of Contract:

Date
A 711/97
B* 501798
C 8/1/98
D 8/1/98
E 3/1/98

*Assistant Superintendent

9. County/State:

A Mercer/PA
B Beaver/PA
C Cuyahoga/OH
D Lake/OH

E Lorain/OH



surcu 0y

¥ Meataf 13 Indicators

Appendix J

The Man Who

SCHOOL DISTRICT PERFORMANCE
Based on Preliminary Results

176

Reported on Local Report Card Prototypes in the April 1999 Trial Run Release

School District

County

En.rcfilr_ncn:

Of 26 Standards:=

Of 18 Standards:

# Mt |

% Meat

FMet | ®ue

Mahcuoing
Medina
Mercer
Mercer
Mercar
Miami
Otawa
Cittawa
Portage
Richland
Richland
Seneca
Seneca
Shelby
Shelby
Shelby
Stark
Stark
Stark
Summit
Surmumic
Summit
Trimbul
Yan Wert

“Warren

Wayne
Waad

“Allen

Ashiand
Adreas

- Auglaize
_ __Belljr}ont

Butler
Columbiana
Columgiana
Columalana
Cuyahogs
Darzz
Defianca
Fairfield
Franklin
Franidin
Fulton
Geauga

NOTE: Performance znalysis based on graduauon raee sandard of 0%

9N Irde cotemes taer T es Ny e s

el e s TTeR rraaAasA A 0N

21
L7
8
18
15
3
3
13
18
17
17
17
17
17
7

13

21

18

b
Oy Ly O,

et e b ey
N =1 ~] W

18 i

20 |
17

18
18 ¢

— et
O O

l
L n
=~ ia
~ -

a L ogs -

30.8
65.4
9.2
69.2
73.1
592

§9.77 4

§9.2
692
65.4
65.4
654

65.4
654
§9.2
69.2
76.9

e

30.8

Lese |

65.2
69.2

854
73.1
. 692
§1.3
813
§15
57.7
61.5
65.4
1.5
65.4
65.4
al.s

n (@3N
n

o Oy Oy
— e LA by

14 i 713
4 i 773
14 i 773
4 773
4 i 778
(+ {773
14 7738
4 773
@i 778
¢ i 773
14 i 778
LT B
CIeE TT8
gl 778
1457778

i4 i 778

14 P 978
14 i 7718

1478 778
141 778

T4 0778
14 i 778

14 1 778

T 778
14 i 778

— e —
[ S WA T WY |
e N ]

o]
-3

- _—
L2 (U8}
] ~4

[RE I S S DT PG S TS T RS T i)

[T U U O T NET T ST AU RO R CR O I O

(9]
B )

13 i 77
i3 72
(3 72
3T
130 72
i3 72



	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	

