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 In recent years, the federal No Child Left Behind (NCLB) Act has 

increasingly had a major impact on daily decisions in schools, especially for principals’ 

performance.  Depending on the accountability rating, schools are in jeopardy of closing, 

and principals and teachers are at risk of being fired (McGhee & Nelson, 2005).  As a 

result, it is increasingly difficult to make daily ethical decisions on behalf of students and 

teachers when much of the focus is on standardized testing and accountability.  

Therefore, the purpose of this study was to describe the leadership practices used by an 

elementary principal in her effort to balance accountability and ethics. 

 Models of ethical, educational leadership including Servant Leadership, 

Transformational Leadership, Moral Leadership, Ethical Leadership, and Democratic, 

Ethical, Educational Leadership have described the practices implemented by ethical 

leaders.  However, research concerning how an elementary principal is able to balance 
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the pressures of accountability and ethical practices to meet the needs of the students, 

teachers, and parents is less prevalent.  This qualitative single-case study of a principal in 

one high achieving, low socio-economic status elementary school examined the 

leadership practices in an accountability context.  Semi-structured interviews, field notes 

of observations at the school, and relevant documents were collected and used as the data 

for the study (Marshall & Rossman, 1999). 

     Findings revealed that a clear vision, positive relationships, honest 

communication, and school-wide systems lend strong support to teaching and learning. 

Meaningful curriculum, instruction, and assessment; caring, supportive relationships; and 

a student-centered school culture, are essential components of intended efforts to balance 

the pressures of accountability and the needs of the students.  Resources, shared decision-

making, and a culture of mutual respect and responsibility may lead school leaders to 

address the pressures of accountability and meeting the needs of the teachers.  A 

welcoming environment, pertinent information in English and Spanish, and opportunities 

for parents and families to get involved are critical avenues to meet and address the 

concerns of parents.  This information may generate recommendations to educational 

leaders and serve as suggestions for pre-service and in-service training programs which 

are designed to prepare future ethical school leaders.  
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CHAPTER I:  INTRODUCTION OF THE STUDY 

 

 Introduction 

Moral values and ethics form the basis of ethical leadership and are vital to 

educational planning and policy.  Principals have a responsibility under professional 

certification guidelines and under Texas law to operate in an ethical manner. Moral 

guidance is not simply a disembodied principle floating above educational policy.  

Personal beliefs and values shape the decisions principals make.  The way they 

choose to place children in classrooms, the support that they provide teachers and 

students, the behavior management system they implement, and the choices they make in 

being available to stakeholders are all ethical decisions that are made based on values and 

beliefs about their role as educational leaders.  Strike, Haller, and Soltis (1988) 

suggested:  

Human beings are moral agents.  They are responsible for their choices, and they 
have a duty to make choices in a morally responsible way.  Thus it is crucial that 
people be able to reflect ethically on their choices and their actions.  This is 
especially important when individuals have power and influence over the lives of 
others.  We can think of few areas where it is more important than in the 
administration of schools. (p.6) 

Principals must also create a school environment that places high value on open 

communications that reinforce these moral values and ethical behavior.  It is not enough 

to speak the words; leaders must demonstrate their values through action.  On a daily 

basis, educational leaders make decisions that either break or reinforce moral values and 

ethical behavior.  Educators cannot become blind to this fact or complacent in their 

commitment to applying these values in decisions both big and small.  Eventually, words, 
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when they are not based upon commitment and action, can become counterproductive 

and demoralizing.   

Principals act as the bridge between educational policy and its implementation.  

However, the debate over funding equity and calls for accountability, as a measure of 

funding progress and success, has involved a wide variety of voices: parents, educators, 

advocates, policy makers, and elected officials.  Ultimately, over the past quarter century, 

legislators and other elected officials and policy makers have dictated educational policy.  

As a result, Texas has served as an active laboratory in the search for accountability 

through testing. After the 2000 election of George W. Bush as President of the United 

States, Texas state legislation served as a model for the federal No Child Left Behind 

(NCLB) Act, signed into law in January of 2002.  That law guides both national policy 

and local activities. The latest format of statewide testing, the Texas Assessment of 

Knowledge and Skills (TAKS), began in the spring of 2003.  TAKS has high stakes 

impact well beyond graduating seniors.  Students in the 3rd grade are now required to 

achieve passing levels of reading proficiency set by the Texas Education Agency before 

they can advance to the next grade (TEA, 2008).  When these students reach the 5th 

grade, they are again tested on proficiency in reading and in math and passing levels must 

be attained before the students can progress to middle school.   

The current wave of High Stakes Testing (HST) highlights the issues campus 

leaders face: being effective leaders within the school community, being appreciated and 

supported by district leadership, and being ethical leaders on their campuses.  The latest 

changes are forcing educational administrators to examine the ethical ramifications of 

implementing state policies as articulated by local school districts. 

In the process of creating an accountability system to measure student 

achievement, standards and forms of High Stakes Testing (HST) have evolved without 
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the careful examination of the possible negative consequences for the individual student.  

Valenzuela (2005) voiced concerns about the negative effects of HST on minority and 

low income students.  She viewed HST as “unethical and inappropriate for measuring 

students’ talents, abilities, and potential” (p.20).  HST has harmed rather than helped 

children receive a quality education.  Valenzuela continued:  

The system in Texas is subtractive to the degree that the curriculum and the 
testing instrument re-inscribe relations of domination and subordination between 
Anglos and Latina/os through a culturally and linguistically chauvinistic 
curriculum that privileges the English language while devaluing fully-vested 
bilingualism and biculturalism. (p. 20)   

Along with HST came a narrower curriculum focused on the test and prescribed 

instruction. Educators in Texas and across the nation are debating issues pertaining to the 

role and uses of accountability, HST, and the meaning of student achievement.  This 

debate ranges from voices that believe standardized testing with individual student 

consequences are vital to improving education, to those who believe the current testing is 

designed solely to define and demonstrate the failure of public education.  Kozol 

(Solomon, 2005) said of the testing requirements of NCLB: 

The kind of testing we are doing today is sociopathic in its repetitive and punitive 
nature.  Its driving motive is to highlight failure in inner-city schools as 
dramatically as possible in order to create a ground swell of support for vouchers 
or other privatizing schemes. 

While standardized tests have valid uses, the researcher believes that they are 

being used inappropriately as a primary measure of student achievement.  The latest 

educational research questions whether HST is measuring true and significant academic 

gains.  The question is whether educators, including principals, are engaged in an 

immoral activity by placing this life-changing burden of testing on eight and ten year 

olds, who have very little control over the education they have or have not received in the 

prior years of schooling, the quality of the teachers, the resources available at their 
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schools, the size of their classes, or the implementation of a quality and rigorous 

curriculum. 

Chapter I will provide an introduction, statement of the problem, and the purpose 

of the study.  The research questions, methodology, definition of terms, significance of 

the study are provided in sequential order.  The limitations, delimitations, and the 

assumptions are listed as well.    

 

Statement of the Problem 

In recent years, the federal No Child Left Behind (NCLB) Act has increasingly 

had a major impact on daily decisions in schools, especially for principals.  Depending on 

the accountability rating – Academically Unacceptable, Academically Acceptable, 

Recognized and Exemplary – schools are in jeopardy of closing, and principals and 

teachers are at risk of being fired (McGhee & Nelson, 2005).  Policy makers are 

demanding more from schools while providing less money and support to deal with more 

challenges.  As these demands and sanctions have evolved, some districts and schools 

have used threats and fear tactics to lead teaching and present curriculum, just as NCLB 

has used the threat of negative school ratings and fear of sanctions to reconstitute or close 

schools.  In this process, policy makers began placing greater emphasis on standardized 

curriculum, instruction and testing, instead of on the implementation of a quality and 

rigorous curriculum, meaningful instruction, and rich connections with students and 

teachers.  It is difficult to make daily ethical decisions on behalf of students and teachers, 

when much of the focus at some schools is on accountability ratings and the campus 

leader is forced to pressure teachers to narrow the curriculum and instruction to focus on 

the standardized test.  Sergiovanni (1996) suggested, “School decisions should be based 
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on what we believe is good and on what we know is effective for enhancing student 

academic, social, and moral development” (p. XVII).  

          Campus leadership is a critical link between educational policy and classroom 

teaching.  Sometimes ethics is not considered to be a factor when making critical 

decisions concerning curriculum and instruction. Too much focus has been placed on the 

outcome of one test as the sole measure of the value and worth of a school, its leadership, 

and its teachers.  On a campus, the school principal is confronted daily with a host of 

problems that must be solved in the moment.  Unless leaders are firmly grounded on 

ethical principles as they engage in this ongoing decision making process, decisions are 

based on fear, politics, or expediency.  Starratt (2004) stated, “Many educators in 

leadership positions have had little or no formal exposure to ethical analysis or 

reflection” (p.4).  Teachers are often directly affected by the decisions made by their 

principals.  Therefore, the role of ethical leadership of principals must be examined. 

 High Stakes Testing (HST) is only one of many areas in which principals 

articulate, model, and practice ethical leadership.  The HST dilemma exemplifies the 

constant struggle that educators face every day in virtually every decision.  The questions 

some educators are raising over the latest wave of HST demonstrate the need for 

classroom teachers, parents, and campus leadership to discuss the ethical ramifications of 

everyday actions.  This dialogue is the critical step in elevating these issues to district and 

statewide relevance and consideration. 

 

Purpose of the Study 

The purpose of this study was to explore what ethical leadership looks like in an 

era of High Stakes Testing (HST) within an elementary school setting that serves a low 
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socio-economic status (SES) student population of over 700 students and has made 

academic gains as shown on standardized tests.  The researcher selected a school based 

on the criteria to demonstrate how a large school with a low SES student population can 

balance the pressures of HST and the needs of the community.     

 

Research Questions 

To explore this study, the researcher answered the following research questions:  

 1.  What does an elementary school principal do to support teaching and 

 learning in an accountability context? 

2.  How does an elementary school principal balance the pressures of 

accountability and the needs of the students?  

3.  How does an elementary school principal balance the pressures of 

accountability and the needs of the teachers? 

4.  How does an elementary school principal balance the pressures of 

accountability and the needs of the parents? 

 

Methodology 

          This study is a qualitative single-case study of a principal and one high achieving, 

low socio-economic status (SES) elementary school in central Texas.  Merriam (2002) 

explained,  “Qualitative case studies share with other forms of qualitative research the 

search for meaning and understanding, the researcher as the primary instrument of data 

collection and analysis, an inductive investigative strategy, and the end product being 
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richly descriptive” (pp.178-179).  The researcher chose a single-case study to explore 

deeply and thoroughly the skills used by an elementary principal in an era of High Stakes 

Testing (HST).  Marshall and Rossman (1999) stated, “Case studies take the reader into 

the setting with a vividness and detail not present in more analytic reporting formats” 

(p.159).  The participants in the study, the principal, teachers, students and parents, were 

purposefully selected.  Transcribed in-depth interviews, field notes from a wide variety of 

observations at the school, and relevant documents were collected and used as the data 

for the study.   

 

Definition of Terms 

The following definitions of terms apply throughout this study:

 1.  Accountability
 
 “The notion that people (e.g., students or teachers) or an organization (e.g., a 
 school, school district, or state department of education) should be held 
 responsible for improving student achievement and should be rewarded or 
 sanctioned for their success or lack of success in doing so”  (Ed Source, 2007). 
 

  2.  Ethics 

“A study of the underlying beliefs, assumptions, principles, and values that 
support a moral way of life” (Starratt, 2004, p.5). 

 
3.  Ethical Dilemma 

 “A situation that necessitates a choice be made among competing sets of 
 principles, values, beliefs, or ideals” (Cranston, Ehrich, and Kimber, 2004, p.3).  
 
 4.  Ethical Leadership 
 
 “The attempt to act from the principles, beliefs, assumptions, and                
 values in the leader’s espoused system of ethics” (Starratt, 2004, p.5).  
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5.  Ethical Principal 
 
 A principal who acts from the principles, beliefs, assumptions, and values in 
 her/his system of ethics rather than through fear, ego, or expediency. 
 
 6.  High Stakes Testing 

 “Standardized tests that carry serious consequences, such as grade placement and 
 promotion or retention, placement in academic tracks, and high school 
 graduation” (McNeil, 2000, p.6). 
 

 7.  Morality 

 “The acting out of ethical beliefs and commitments” (Starratt, 2004, p.5).    

     8.  Standards-Based Reform 
 
 “A recent shift in education policy and school reform toward reaching 
 consensus on and establishing standards for what students need to know and be 
 able to do at each grade or developmental level” (EdSource, 2007). 
 

9.  Transformational Leadership 

 “The process whereby an individual engages with others and creates a connection 
 that raises the level of motivation and morality in both the leader and the 
 follower” (Burns, 1978, p.20).  

 

Significance of the Study 

  In Texas, values and ethics are codified into law in the Texas Professional 

Standards for the Principal in Title 19, Part 7, Chapter 241, and Rule Section 241.15 of 

the Texas Administrative Code (2007).  “The principal is an educational leader who 

promotes the success of all students by acting with integrity and fairness, and in an 

ethical manner.”  

Similar language is contained in the Interstate School Leaders Licensure 

Consortium (ISLLC, 1996) Standards Based Professional Development for School 
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Leaders, a critical element for certification.  “A school administrator is an educational 

leader who promotes the success of all students by acting with integrity, fairness, and in 

an ethical manner.”  The Austin Independent School District’s Employee Standards of 

Conduct reiterates the Code of Ethics and Standards Practices for Texas Educators. 

With the accountability movement and the focus on HST, the role of school 

leaders has seemed to move closer to the role of leaders in corporate organizations.  

Principals now focus on the bottom line: a single test score for each student.  Out of fear, 

teachers are being told how and what to teach.  Scripts are given to teachers and they are 

expected to follow them.  Knowing the students and meeting their needs are no longer 

major elements of the classroom teaching and learning process.  Because of central office 

monitoring and the possibility of sanctions, many teachers follow these procedures.  

Michael Apple (1987) commented:   

The tendency for the curriculum to become increasingly planned, systematized, 
and standardized at a central level, totally focused on competencies measured by 
standardized tests (and largely dependent on predesigned commercial materials 
and texts written specifically for those states that have the tightest centralized 
control and, thus, the largest guaranteed markets), may have consequences exactly 
the opposite of what many authorities intend. (p.70) 

This study will expand the knowledge base associated with ethical leadership in 

action, and how ethical leaders actually balance the accountability pressures and students’ 

needs.   The information may generate recommendations to educational leaders and offer 

suggestions for pre-service and in-service training designed to build principal preparation 

programs for effective skills used by principals.  

 

Limitations and Delimitations 

The use of a qualitative single case study limits the generalizability of the study. 

The study was conducted in the spring of 2008 in one elementary school in an urban 
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district in Texas only.  The study only included one elementary principal, teachers, and 

staff working in this particular school.  The researcher in this study is a former principal 

in this school district and colleague of the principal in this study.  Therefore, some 

selected participants might not have felt comfortable to be completely open.  

 

Assumptions 

 
 The assumptions that underlie this study are as follows: 

 1.  Principals will continue to work under the pressures of HST.  

 2.  Principals will continue to make critical ethical decisions. 

 3.  Principals can be ethical leaders. 

 4.  Principals are in a position to influence teaching and learning. 

 

Summary 

This chapter provided an introduction, statement of the problem, and the purpose 

of the study.  The research questions, methodology, definition of terms, significance of 

the study, along with the limitations, delimitations, and the assumptions were provided in 

sequential order.  The following chapters consist of the review of the literature, 

methodology, summary of findings, conclusions, and implications for practice and further 

research. 
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CHAPTER II:  LITERATURE REVIEW 

 

 Introduction 

This chapter provides a review of the literature starting with a philosophical 

foundation of ethical considerations and models of ethical, educational leadership.  It 

examines the application of ethics in leadership through a number of studies on the 

ethical dimensions of educational leadership.  The review also notes the ethical 

requirements mandated through state law and administrative codes and professional 

standards of ethical conduct.  

 

Philosophical Foundation of Ethical Considerations 

Some of the earliest writings in Western civilization questioned what governed 

human interaction and attempted to answer how people live in society.  Since Plato (427-

347 B.C.) and Aristotle (384-322 B.C.), scholars have been studying moral and ethical 

considerations.  Since these early philosophers, ethical theory has evolved.  One aspect of 

ethical theory deals with conduct and is divided into two theories.  Teleological theory, 

which means ends or purposes, is concerned with “right and wrong by focusing on 

whether an individual’s conduct will produce desirable consequences” (Northouse, 2001, 

p.251).  Deontological theory, which means duty, “focuses on the actions of the leader 

and his or her moral obligations and responsibilities to do the right thing” (p.253).  

While teleological and deontological theories focus on conduct or actions, another 

approach deals with the character of the person, or who she or he is.  This approach looks 

at the virtues of a moral and ethical person.  Northouse stated, “Rather than tell people 



 12

what to do, attention should be directed toward telling people what to be - by helping 

them to become more virtuous” (p.253).  Aristotle considered several virtues that a moral 

person demonstrates such as: generosity, temperance, self-control, honesty, fairness, and 

justice. 

 Contemporary academics and philosophers continue to study the dimensions of 

ethics as a way to better understand its true meaning.  Pojman (2002) suggested, “… 

ethics is concerned with action and practice.  It is concerned with values - not what is, but 

what ought to be” (p.1).  In his book on ethics, Pojman (1999, p.9) considered ethical 

analysis through one or some of the following categories: 

Domain    Evaluative Terms 

 1.  Action (the act)   Right, wrong, obligatory, optional 

 2.  Consequences   Good, bad, indifferent 

 3.  Character    Virtuous, vicious, neutral 

 4.  Motive    Good will, evil will, neutral 

Pojman stated that morality seems to have five purposes: “to keep society from falling 

apart; to ameliorate human suffering; to promote human flourishing; to resolve conflicts 

of interest in just and orderly ways; and to assign praise and blame, reward and 

punishment, and guilt” (p.18).  
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Models of Ethical, Educational Leadership 

SERVANT LEADERSHIP 

In the second half of the 20th Century, some scholars and educational 

administrators began to examine educational leadership not simply through efficacy, but 

through questioning the ethical precepts under which educators operate. As a part of 

Greenleaf’s work on the idea of servant as leader, he looked at servant leadership 

specifically in education. Greenleaf (1977) described how he began looking at the idea of 

servant as leader from the novel by Hermann Hesse, Journey to the East:  

 In this story we see a band of men on a mythical journey, probably also Hesse’s 
own journey.  The central figure of the story is Leo, who accompanies the party as 
the servant who does their menial chores, but who also sustains them with his 
spirit and his song.  He is a person of extraordinary presence.  All goes well until 
Leo disappears.  Then the group falls into disarray and the journey is abandoned.  
They cannot make it without the servant Leo.  The narrator, one of the party, after 
some years of wandering, finds Leo and is taken into the Order that had sponsored 
the journey.  There he discovers that Leo, whom he had known first as servant, 
was in fact the titular head of the Order, its guiding spirit, a great and noble 
leader. (p.21)  

Greenleaf believed that a leader must want to serve first.  Someone who wants to 

lead first may be driven by ego, control, or power.  To serve first requires making sure 

that other’s priority needs are being served.  Servant leadership uses a different kind of 

strength or moral authority.  He asked: 

The best test, and difficult to administer, is this:  Do those served grow as 
persons?  Do they, while being served, become healthier, wiser, freer, more 
autonomous, more likely themselves to become servants?  And, what is the effect 
on the least privileged in society?  Will they benefit or at least not be further 
deprived? (Greenleaf, 1977, p.27)  

 



 14

Greenleaf emphasized the leader’s responsibility to all members of a community.  

The leader’s nurturing and caring for all stakeholders means listening, empathizing, and 

accepting others.  He continued:  

A new moral principle is emerging, which holds that the only authority deserving 
one’s allegiance is that which is freely and knowingly granted by the led to the 
leader in response to, and in proportion to, the clearly evident servant stature of 
the leader. (Greenleaf, 1977, p.11) 

Along with serving others, a leader must serve the values and ideas shared by the 

community.  In this way, everyone shares responsibilities for the goals and success of the 

school.  As the servant leader models leadership practice in service to others and ideas, 

members of the community become leaders themselves.  Teachers are encouraged to 

think for themselves and to do what is best for the community of learners.  They are 

treated as professionals and decision makers.  This requires trust and confidence that 

everyone holds the common goals and ideals as top priorities.  Connections and powerful 

relationships emerge from sharing common goals and group purposes. 

 

TRANSACTIONAL AND TRANSFORMATIONAL LEADERSHIP 

 School leadership has been the focus of previous research and various leadership 

theories have been advanced.  For instance, in his early work, Burns “identified two basic 

types of leadership: the transactional and the transforming” (1978, p.4).  He suggested 

that transactional leadership “occurs when one person takes the initiative in making 

contact with others for the purpose of an exchange of valued things” (p.18).  Nothing 

takes place beyond this bargaining process.  Other than the transaction, there is no further 

common bond.  He continued, “A leadership act took place, but it was not one that binds 

leader and follower together in a mutual and continuing pursuit of a higher purpose” 

(p.21). 
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 On the other hand, Burns described transformational leadership as occurring 

“when one or more persons engage with others in such a way that leaders and followers 

raise one another to higher levels of motivation and morality” (1978, p.19).  Therefore, 

there is much more to the relationship than a transaction or barter.  Burns suggested that 

“transforming leadership ultimately becomes moral in that it raises the level of human 

conduct and ethical aspiration of both leader and led” (p.20). 

 Although Burns (1978) began discussing transformational leadership through a 

wider lens than just educational leadership, Sergiovanni narrowed the idea of 

transformational leadership and focused on the study of transformational educational 

leadership. Sergiovanni (1989) believed that the leadership needed for schools is 

transformative, rather than transactional.  Transactional leadership can be compared to 

bartering.  If the principal does this, then the teachers will do that.  In transformational 

leadership, the principal and teachers are united by common goals.  Because of these 

common goals and beliefs, they are motivated to perform better and have greater 

commitment to the common cause.  Transactional leadership can work very effectively in 

a business organization by “providing the necessary management controls and by closely 

linking parts of the system” (p.214). 

 Transformational leadership “deals with values, covenants, and shared purposes; 

and moral action is thus unavoidable when it is practiced” (Sergiovanni, 1989, p.215).  

Through transformational leadership, the school becomes more of a community with a 

moral commitment to teaching and learning.  Transformative leaders practice leadership 

by purpose, empowerment, and outrage.  Sergiovanni (1989) stated that the key to the 

concept of purposing “is the building of a shared covenant” (p.220).  When people have 

common goals and share in working toward these goals, the work is more meaningful and 

there is a stronger commitment.  To help build this shared covenant, the principal shares 
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her/his vision for the school which reflects the hopes and beliefs common to the 

community. 

 Leadership by empowerment redistributes the power to enable everyone to act -

“to be given the necessary responsibility that releases their potential and makes their 

actions and decisions count” (Sergiovanni, 1989, p.220).  Empowerment fits with 

purposing.  Everyone is responsible for doing what is best for the school and everyone is 

an integral part of the community.  “When teachers and principals are empowered, their 

sense of control increases, as does the belief that they can make a difference” 

(Sergiovanni, 1989, p.221).  

 Transformational leaders expect the shared values and beliefs of the school 

community to be articulated and implemented.  When these standards fall or obstacles get 

in the way, the principal is outraged.  The principal’s job is to care for and protect the 

shared values and norms of the school.  Sergiovanni (1996) believed that “the ultimate 

purpose of school leadership is to transform the school into a moral community.  The 

restoration of integrity and character in school administration depends on this 

transformation” (p.45).  Leaders support the notion that people in a community feel 

connected through shared traditions, relationships, and ideas.  He stated, “Meaningful 

connections shore up the heart by providing moral direction, by enhancing commitment, 

and by instilling felt obligations that encourage everyone to do the right thing for the 

good of all” (Sergiovanni, 1996, p.173). 
 

MORAL, EDUCATIONAL LEADERSHIP 

 Thomas Sergiovanni (1992) has spent his life teaching and writing about 

educational leadership.  His writings have tracked the evolution of thought on educational 

leadership in the late 20th Century and into the 21st.  He believed that there are five 
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sources of authority for leadership and that all five are used by educational leaders.  

Bureaucratic authority is based on the rules and procedures that the principal uses and the 

teachers follow.  The second source is psychological authority, in which teachers behave 

appropriately in response to the leader’s personality or to the “pleasant environment” that 

is provided.  A third source is the technical-rational authority.  This source “exists in the 

form of evidence derived from logic and scientific research” (p.37).  The principal knows 

best because she/he has studied the research.   

 Another source, professional authority, is based on informed craft knowledge and 

personal expertise.  “Teachers can be expected to respond to common socialization, 

accepted tenets of practice, and internalized expertise” (Sergiovanni, 1992, p.38).  The 

final source that Sergiovanni discussed is moral authority, “in the form of obligations and 

duties derived from widely shared values, ideas, and ideals” (p.37).  In the last two 

sources of authority, teachers respond to professional norms or community values for 

moral reasons.  Therefore, their practice becomes collective and their performance is 

expansive. 

 Sergiovanni (1996) suggested that the primary role of principals is ministerial.  

Unlike business organizations, “school administration is bound not just to standards of 

technical competence, but to standards of public obligation as well.  Standards of public 

obligation always override technical standards when the two are in conflict” (p.88). He 

stated that there are nine tasks that principals should perform as leaders:  purposing, 

maintaining harmony, institutionalizing values, motivating, managing, explaining, 

enabling, modeling, and supervising. 

 Sergiovanni continued by using Webster’s definitions to compare the leadership 

roles:  “To manage means to handle or to control.  Administer means to serve or to 

minister.  Superintend means to attend to, to give attention to, or to supervise” 
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(Sergiovanni, 1996, p.90).  The principal administers and supervises the school’s 

purposes and structures.  She/He cares for and attends to the school.   

 The examination of ethical, educational leadership changed dramatically in the 

1990’s as HST evolved into a primary measure of student achievement and school 

success, and national mandates superceeded local evaluations and control. Noddings 

(1992) believed that the schools are more concerned with a “drive for academic adequacy 

than the goal of producing caring people…The structures of current schooling work 

against care, and at the same time, the need for care is perhaps greater than ever” (p.xii).  

Noddings (1992) suggested: 

To give poor children something close to what wealthier children receive, well-to-
do Americans would have to be willing to share their resources, perhaps even 
sacrifice a bit.  Apparently, they are unwilling to do so.  Neither prudential nor 
ethical arguments move most affluent citizens.  This state of affairs suggests 
strongly that there is something radically wrong with the education that produced 
these citizens.  Both wealthy and poor experience a morally deficient schooling. 
(p.43) 

Noddings (1992) described the importance of teaching students to become 

healthy, competent, caring, and loving people.  Noddings (1992) discussed the 

importance of four major components of moral education from the perspective of the 

ethic of caring: modeling, dialogue, practice, and confirmation.  Modeling is crucial for 

leaders to show others what caring looks like.  Teachers and parents must feel cared for 

in order to responsibly care for children.  

 The second component of moral education is dialogue.  It is a way to discover 

understanding, empathy, and appreciation. When the educational leader is participating in 

genuine dialogue she/he is listening and truly respecting the other person.  Noddings 

(1992) stated:   

Dialogue is open-ended; that is, in genuine dialogue, neither party knows at the 
outset what the outcome or decision will be…It connects us to each other and 
helps to maintain caring relations…Part of what is learned in dialogue is 
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interpersonal reasoning - the capacity to communicate, share decision making, 
arrive at compromises, and support each other in solving everyday  problems. 
(p.23)  

The third component of Noddings’ beliefs about moral education is practice.  

There must be opportunities to practice caring.  Noddings (1992) suggested, “If we 

decide that the capacity to care is as much a mark of personhood as reason or rationality, 

then we will want to find ways to increase this capacity” (p.24).  She also pointed out that 

it is not only important to practice caring, but also this “experience of care-giving should 

initiate or contribute to the desired attitude” (p.24) for caring. 

 Confirmation is the fourth component of moral education.  Noddings used 

Buber’s (1965) description of confirmation “as an act of affirming and encouraging the 

best in others” (p.25).  Confirmation requires continuity, connection, and a relation of 

trust.  Noddings believed that an ethic of care challenges many of the ideas found in 

traditional ethics and moral education.  “The ethic of care emphasizes living together, on 

creating, maintaining, and enhancing positive relations - not on decision making in 

moments of high moral conflict, nor on justification” (p.21). This notion would increase 

academic rigor, as well as moral purpose.   With an emphasis on the ethic of care, 

students would be learning to live and grow together.  Noddings (1992) suggested: 

Education should be organized around centers of care: care for self, for intimate 
others, for associates and acquaintances, for distant others, for nonhuman animals, 
for plants and the physical environment, for the human-made world of objects and 
instruments, and for ideas. (p.70)   

Noddings emphasized the importance of continuity in building relations of trust.  

She described four forms of continuity in the education of children: continuity of place, 

continuity of people, continuity of purpose, and continuity of curriculum.  She drew upon 

Dewey’s idea of continuity as one of the criteria of educational experience.  She stated: 

For Dewey (1939), an educational experience had to be connected to the prior 
personal experience of students and also to a widening or deepening of future 
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experience…Schools should be committed to a great moral purpose: to care for 
children so that they, too, will be prepared to care. (Noddings, 1992, p.64)  

To act as an ethical, educational leader, one might look to John Dewey (1902, p.3) 

for guidance.  Dewey stated, “What the best and wisest parent wants for his own child, 

that must the community want for all its children.  Any other ideal for our schools is 

narrow and unlovely; acted upon, it destroys our democracy” (Noddings, 1992, p.180). 

 The enormous changes in educational policy in recent years have raised 

fundamental questions concerning the purpose and value of an education.  Fullan (2003) 

discussed the role of public schools in a democracy, asserting that “moral purpose is at 

the heart of the matter” (p.3).  He believed that a good public school system is important 

for all members of society.  Public schools must serve all students in order to continue to 

have a “civil, prosperous, and democratic society” (p.3).  Along with a focus on 

achievement for all students, education must include citizenship and character education.  

Fullan (2003) stated: 

Moral purpose of the highest order is having a system where all students learn, the 
gap between high and low performance becomes greatly reduced, and what 
people learn enables them to be successful citizens and workers in a morally 
based knowledge society. (p.29) 

In order for public schools to be successful, educational leaders must be focused 

on moral purpose.  Fullan believed that there are four levels of the moral imperative:  

making a difference in individuals, in the school, regionally, and in society.  In the first 

level, the principal is “committed to making a positive difference in the lives of 

individual students and teachers” (Fullan, 2003, p.31).  He believed that when there is a 

combination of moral purpose and “relational trust,” implementing the moral imperative 

becomes possible. It also requires a combination of support and push.  He quoted Heifetz 

and Linsky (2002, pp.2-3) from their book, Leadership on the Line: Staying Alive 

Through the Dangers of Leading:  
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Every day you must decide whether to put your contribution out there, or keep it 
to yourself to avoid upsetting anyone, and get through another day…You risk 
people’s ire and make yourself vulnerable.  Exercising leadership can get you into 
a lot of trouble…Leadership is worth the risk because the goals extend beyond 
material gain or personal advancement.  By making the lives of people around 
you better, leadership provides meaning in life.  It creates purpose. (p.63)   

The second level looks at moral purpose to encompass the entire school.  Fullan 

(2003) stated: 

The criteria of moral purpose are the following: that all students and teachers 
benefit in terms of identified desirable goals, that the gap between high and low 
performers becomes less as the bar for all is raised, that ever-deeper educational 
goals are pursued, and that the culture of the school becomes so transformed that 
continuous improvement relative to the previous three components becomes built 
in. (p.31) 

Fullan (2003) continued:  

Leading schools requires principals with the courage and capacity to build new 
cultures based on trusting relationships and a culture of disciplined inquiry and 
action.  Leading schools through complex reform agendas requires new leadership 
that goes far beyond improving test scores. (p.45) 

In the third level, the principal looks beyond the individual campus and is also 

concerned with the success of other schools. Fullan (2003) stated: 

This is the only way that large numbers of schools and communities will be able 
to operate with moral purpose, literally, because system action continually 
reinforces this direction through capacity building and accountable monitoring, all 
focused on moral purpose. (p.48) 

In the fourth level, the principal is working with other school leaders.  The work 

they do together “enlarges the scope of their thinking in a way that benefits society” 

(Fullan, 2003, p.59).  In the fourth level, the principal is very aware of the big picture, the 

key developments and policies that affect education in the district, state, and country. 

 In order to pursue the moral imperative of school leadership, Fullan believed that 

we should not get caught up in how to implement the moral imperative, but instead we 
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must continue to ask why.  Fullan (2003) quoted Peter Block (2002, p.1) from his book, 

The Answer to How Is Yes:   

My premise is that this culture, and we as members of it, have yielded too easily 
to what is doable and practical…In the process we have sacrificed the pursuit of 
what is in our hearts.  We find ourselves giving in to our doubts, and settling for 
what we know how to do, or can learn to do, instead of pursuing what matters 
most to us and living with the adventure and anxiety that this requires. (p.61) 

 
 

ETHICAL, EDUCATIONAL LEADERSHIP 

Moral leadership invites others to transform each day into something special, 
something wonderful, something unforgettable, something that enables their 
human spirit to soar and, giddy with the joy of the moment, know who they are.  
(Starratt, 2004)  

The educational leader is responsible to students, teachers and support staff, to 

parents, to school district officials, and to the entire community.  A primary duty of all 

leaders is establishing priorities for balancing competing demands and carrying out one’s 

job.  Starratt (2004) believed, “Since students’ development is the primary work of the 

institution, their welfare should prevail over all other considerations in school decisions” 

(p.52).  He continued, “When responsibilities conflict, the leader has to seek the course of 

action that most benefits the students while taking into consideration his or her 

responsibilities to the other stakeholders” (p.62). 

 Starratt (2004) described ethics “as a study of the underlying beliefs, assumptions, 

principles, and values that support a moral way of life… Morality is the living, the acting 

out of ethical beliefs and commitments” (p.5).  Starratt provided “an ethical analysis of 

the virtues needed to infuse and energize the work of schools and hence the work of 

leaders in schools” (p.9).  The three virtues he described are responsibility, authenticity 

and presence. 
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 The ethic of responsibility for the educational leader is described by Starratt 

(2004) as needing to be morally responsible, “not only in preventing and alleviating harm 

but also in a proactive sense of who the leader is, what the leader is responsible as, whom 

the leader is responsible to, and what the leader is responsible for” (p.49).  For Starratt, 

“The educational leader is expected to be responsible as a human being, as an educator, 

as an administrative leader, and as a citizen administrator” (p.49). 

 In addition to these responsibilities, the educational leader is responsible for 

“creating and sustaining authentic working relationships with all stakeholders, a healthy 

organizational environment for authentic learning and teaching for all students and 

teachers, and a healthy environment for the learning and practice of civic virtue for all 

students and teachers” (p.62). 

The second virtue that Starratt (2004) discussed is the ethic of authenticity:  

By the virtue of authenticity, I mean the healthy grounding of morality in a 
profound sense of the human vocation of being true to what one is, of being fully 
human.  That means, of necessity, being in mutually affirming relationships with 
others.  Thus, the authentic leader always acts with the good of others in view. 
(p.71) 

In order to be authentic, the leader must truly respect the dignity of all teachers, students, 

parents, and community members.  Starratt (2004) stated:   

Extending respect to a colleague means listening carefully, discerning the needs 
behind the requests, and responding to the person, not just their organizational 
role…The authentic leader must remain an authentic educator, with a clear eye on 
promoting the learning of students, and seeking ways that administrative 
decisions can further that work. (p.79) 

Starratt’s (2004) third virtue for ethical leadership is the ethic of presence.  “Being 

fully present means being wide awake to what’s in front of you” (p.86).  Starratt (2004) 

suggested that there are three ways of being present that bring an ethical dynamic for 

educational leaders.  Affirming presence communicates “an attitude of unconditional 

regard for the person or persons you are working with” (p.93).  People respect each other 
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for who they are.  “The leader reveals the strong belief that the primary work of the 

school - student learning – is enriched by a plurality of talents, interests, and backgrounds 

among both students and teachers” (p.93).  Critical presence allows us to “critically look 

out for self-serving affirmation that can easily turn into manipulation” (p.96).  An 

enabling presence begins with the idea that “I can’t do it alone; you can’t do it alone; 

only we can do it” (p.102).  Staratt (2004) believed: 

What distinguishes exceptional educational leaders from their colleagues is the 
intensity and depth with which they exercise these virtues in their work… and the 
dynamic influence that each virtue exercises on the other two generates the moral 
reflection and action of an educational leader. (p.106)  

 
 

DEMOCRATIC, ETHICAL, EDUCATIONAL LEADER 

In recent years, educational leadership scholars have continued to study ethical 

leadership.  Scholars such as Begley (1999), Gross (2002, 2006), Sergiovanni (1992, 

1996), Shapiro (2005), and Starratt (2004) have grappled with the issues of the current 

state of educational administration as a top-down, bureaucratic model that is more 

interested in the scores on standardized tests than in student engagement and shared 

responsibility. Their frustrations concerning the present educational challenges led them 

to form a movement called the New Democratic, Ethical, Educational Leadership 

(DEEL).   

 The New DEEL is an emerging movement of education scholars based at more 

than 30 colleges and universities focused on changing educational policy from a top-

down bureaucracy to a process where democratic and ethical values drive decisions.  

They believe that “the first job of the school is to help young people become effective 

citizens in a democracy” (Gross, 2006, p.5).  The founders of this movement have shared 

their thoughts at educational conferences such as American Educational Research 
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Association, University Council for Educational Administration, and at the annual Values 

and Leadership Conference sponsored by the D.J. Willower Center of the Study of 

Leadership and Ethics of UCEA. Gross and Shapiro (2006) described the New DEEL 

Mission:     

The mission of the New DEEL is to create an action-oriented partnership 
dedicated to inquiry into the nature and practice of democratic, ethical educational 
leadership through sustained processes of open dialogue, right to voice, 
community inclusion, and responsible participation toward the common good.  
We strive to create an environment to facilitate democratic ethical decision 
making in educational theory and practice which acts in the best interests of all 
students. (p. 5) 

The vision for the New DEEL is transformational leadership, rather than 

transactional leadership.  Gross used the chart shown below to compare the New DEEL 

vision for leaders with the behavior of traditional school leaders: 
 

New DEEL Vision for Leaders   Traditional School  

Transformational                Transactional 

Guided by inner sense of responsibility  Driven by an exterior pressure 
to students, families, the community   of accountability to those above in  
and social development on a world   the organizational/political 
scale.       hierarchy. 
 
Leads from an expansive community-  Bound by the system and the  
building perspective.  A democratic   physical building.  A small 
actor who understands when and how to  part of a monolithic, more  
shield the school from turbulence and  corporate structure.  
when and how to use turbulence to  
facilitate change. 
 
Integrates the concepts of democracy,  Separates democracy and social  
social justice and school reform through  justice from guiding vision and  
scholarship, dialogue, and action.   accepts school improvement (a 
       subset of school reform) as the 
       dominant perspective. 
 
Operates from a deep understanding of  Operates largely from perspective 
ethical decision making in the context of  of the ethic of justice wherein 
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a dynamic, inclusive, democratic vision.  obedience to authority and current 
       regulations is largely unquestioned 
       despite one’s own misgivings. 
 
See one’s career as a calling and has a well  See one’s career in terms of specific  
developed sense of mission towards   job titles with an aim to move to   
democratic social improvement that cuts  ever greater positions of perceived 
across political, national, class, gender,  power within the current system’s 
racial, ethnic, and religious boundaries.  structure. (Gross, 2006, p.6) 

Campus principals’ leadership affects the lives of the students, teachers, and 

parents of the school community.  Similarly, the personal beliefs that guide school 

leaders have an impact on the kind of school environment that is created.     

 

ETHICAL, EDUCATIONAL LEADERSHIP AND DECISION-MAKING 

A crucial part of ethical, educational leadership is the importance of ethical 

decision-making.  To examine ethical decision-making, Shapiro and Stefkovich (2005) 

described four ethical frameworks “emanating from diverse traditions” (p.10) as: the 

ethic of justice, critique, care, and the ethic of the profession.  The ethic of justice focuses 

on “rights and law and is part of a liberal democratic tradition” (p.11).  The ethic of 

justice is based on a foundation for legal principles and ideals.  Questions related to the 

rule of law and issues dealing with fairness, equity, and justice are a focus of this 

framework.  Shapiro and Stefkovich (2005) suggested that when examining situations 

through the framework of the ethic of justice, one must consider:  “Is there a law, right, or 

policy that relates to a particular case?  If there is a law, right, or policy, should it be 

enforced?  And if there is not a law, right, or policy, should there be one?” (p.13)    

 Based on critical theory, the ethic of critique is an analysis of the inequities of 

social class, race, and gender.  Shapiro and Stefkovich (2005) stated: 
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Many scholars raise difficult questions by critiquing both the laws themselves and 
the process used to determine if the laws are just.  Rather than accepting the ethic 
of those in power, these scholars challenge the status quo by seeking an ethic that 
will deal with inconsistencies, formulate the hard questions, and debate and 
challenge the issues.  Their intent is to awaken us to our own unstated values and 
make us realize how frequently our own morals may have been modified and 
possibly even corrupted over time. (p. 14) 

The ethic of critique forces the leader to look at issues such as privilege, power, culture, 

language, and justice.  This examination of inequalities in schools and how to create 

opportunities for all students is crucial in school leadership.  Using the ethic of critique, 

educational leaders are asked to consider: “Who makes the laws?  Who benefits from the 

law, rule, or policy?  Who has the power?  Who are the silenced voices?” (p.16)  

  Shapiro and Stefkovich (2005) studied the ethic of care from other scholars and 

included it as one of the four frameworks to examine ethical, educational decision-

making.  The ethic of care places “care” at the top of the educational hierarchy and 

students are at the center of the educational process.  Through the ethic of care, a 

traditional management model of leadership is replaced with a model that highlights 

relationships and connections with the community of learners.  The ethic of care focuses 

on leadership traits such as listening, collaborating, and knowing and respecting other 

cultures.  Shapiro and Stefkovich (2005) suggested questions to consider using the ethic 

of care:  

Who will benefit from what I decide?  Who will be hurt by my actions?  What are 
the long-term effects of a decision I make today?  And if I am helped by someone 
now, what should I do in the future about giving back to this individual or to 
society in general? (p.18) 

The ethic of the profession focuses on those moral aspects unique to the 

profession and the questions that arise as educational leaders become aware of their own 

personal and professional codes of ethics.  As educational leaders, it is imperative to 

grapple with ethical decisions based on personal ethics and the professional code of 
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ethics. The ethic of the profession suggests that school leaders ask questions such as: 

“What would the profession expect me to do?  What does the community expect me to 

do?  And what should I do based on the best interests of the students who may be diverse 

in their composition and their needs?” (Shapiro & Stefkovich, 2005, p.26)  Shapiro and 

Stefkovich (2005) stated: 

Educational leaders must struggle over issues of justice, critique, and care related 
to the education of children and youth and through this process, they gain a sense 
of who they are and what they believe personally and professionally…judgments 
that place the best interests of the students at the center of all ethical decision 
making. (p. 23) 

 

Administrative Ethical Codes and Standards 

TEXAS ADMINISTRATIVE CODE - ADMINISTRATIVE CODE OF ETHICS 

The importance of ethics in educational administration is part of the Texas 

Administrative Code and educational administrative professional standards.  The Texas 

Administrative Code, Title 19, Part 7, Chapter 241, The Standards for the Principal 

Certificate, Rule Section 241.15 listed and described the professional responsibilities of 

the Texas principal.  These six standards described in detail the expectations of behavior 

for principals in Texas. The beginning of the Texas Administrative Code (2007) stated, 

“Learner Centered Values and Ethics of Leadership.  The principal is an educational 

leader who promotes the success of all students by acting with integrity and fairness, and 

in an ethical manner” (p.1). 
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INTERSTATE SCHOOL LEADERS LICENSURE CONSORTIUM STANDARDS 

A critical element for educational administration certification is the Interstate 

School Leaders Licensure Consortium (ISLLC, 1996) Standards Based Professional 

Development for School Leaders.  These six standards help to guide the practice of 

school leaders.  One of these competencies specifically recognizes ethical, educational 

leadership.  Standard Five states, “A school administrator is an educational leader who 

promotes the success of all students by acting with integrity, fairness, and in an ethical 

manner” (p.18).  Educational leaders are mandated by state law and professional 

standards to perform their duties in an ethical manner. 
 

Studies on the Ethical Dimensions of Educational Leadership 

Scholars are examining leadership using a variety of methodologies to gather data 

from teachers, principals, and administrators.  Some studies also seek information from 

students.  In their study, Gross and Shapiro (2002) looked at five schools across the 

United States to explore the need to prepare responsible educational leaders rather than 

accountable ones and how this would affect schools.  They interviewed and observed 

school administrators, teachers, and students, and viewed school documents to collect 

their data.   The researchers began with the idea that unlike accountability, “responsibility 

generally comes from within rather than from without” (p.256).  They found that “in this 

era of accountability, there are educational leaders who are willing to act in the best 

interest of their students even if it meant subverting or challenging standards and 

standardization” (p. 261).  The data, from one of the schools in particular, show three 

core themes: shared values of learning, democratic organization, and strategic moves by 

the principal.  Another important finding was the idea of connection between the 
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principal and the teachers.  These connections led to more trust and a shared 

responsibility for making decisions. 

 Teachers are an important group of stakeholders in evaluating educational 

leadership.  Blase and Blase (2000) examined teachers’ perspectives on effective 

instructional leadership that complemented Starratt’s work on ethical leadership detailing 

the virtues of responsibility, authenticity, and presence.  Blase and Blase used an open-

ended questionnaire; they received responses from 809 teachers, representing elementary, 

middle/junior high, and high school.  The researchers found two major themes: “talking 

with teachers to promote reflection and promoting professional growth” (p.132).  

Dialogue was a focus of the results.  Their findings emphasized:  

Principals’ leadership reflected a firm belief in teacher choice and discretion, non-
threatening and growth-oriented interaction, and sincere and authentic interest.  
Teachers were not forced to teach in limited ways, nor were they criticized by 
their instructional leaders. (Blase & Blase, 2000, p.137) 

 Principals must constantly assess their actions.  Everyday, principals are called 

upon to make decisions and resolve problems, and every decision has a moral 

component.  In their study, Cranston, Ehrich, and Kimber (2004) interviewed five 

principals in Australia concerning ethical dilemmas that they faced in their role as school 

leaders.  The researchers used a model “as an analytical framework to assist in better 

understanding the dynamics of the ethical dilemmas, and the forces at play” (p. 2) as the 

leaders try to resolve these dilemmas.  The model “represents diagrammatically the 

context, forces, and decision-making process that individuals facing ethical dilemmas are 

likely to experience” (p.6).   Most of the issues raised by the principals involved 

problems with difficult staff and students.  The research suggested that for all five 

leaders, dealing with ethical dilemmas was a major part of their jobs.  The significance of 

the values and beliefs of the principal, the staff, and others who might be involved in the 
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dilemmas was another finding.  Further, the researchers stated, “The professional ethics 

of the head manifested by the strong sense of duty of care of young people was 

highlighted as a key contributor to decision-making in such circumstances by all heads in 

some way during their discussions” (p. 14).  Using the model, the study showed that 

“ultimately it is the school leaders, and them alone ‘guided’ by their own values, their 

professional ethics, and their institution’s values, who must resolve such dilemmas”  

(p.14).  

 As in other spheres, we look to leaders who consistently model best practices; 

those who stand out.  Some principals routinely replicate their success and grow effective 

teams of campus leaders.  Different leaders have different styles, but they typically share 

values and traits.  Moorhead and Nediger (1991) studied the impact of values on 

principals’ daily activities.  In their study they analyzed the observed influence of values 

identified on the activities and decisions of four high school principals who had 

reputations for being effective.  They discovered that the principals’ values, principles, 

and traits were “major personal motivating influences which indicated what activities and 

initiatives would be undertaken and with what degree of enthusiasm” (p.14).   

 The activities and focus for each principal were quite different and they aligned 

with the values and beliefs that the principals felt were most important.  All four 

principals were regarded by their teachers, students, and communities as being effective, 

even through the way they went about their jobs and the areas they focused on were 

different.  These differences were dependent upon each principal’s value system.  For 

these four principals, values were “springboards to action” (Moorhead & Nediger, 1991, 

p.14).  
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Summary  

This chapter provided a review of the literature starting with a philosophical 

foundation of ethical considerations and models of ethical, educational leadership. It 

noted the ethical requirements mandated through state law and administrative codes and 

professional standards of ethical conduct.  The chapter also examined the application of 

ethics in leadership through a number of studies on the ethical dimensions of educational 

leadership.  The following chapter will provide a discussion of the methodology used for 

the research.    
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CHAPTER III: METHODOLOGY 

 

Introduction 

The purpose of this chapter is to explain the specific methodology used by the 

researcher.  The chapter will explain the research design, the description of the 

participants, the procedures and data collection, and the data analysis.  To explore what 

ethical leadership looks like in an era of high stakes testing (HST) within an elementary 

school setting, the researcher answered the following research questions: 

 
  1.  What does an elementary school principal do to support teaching and 

 learning in an accountability context? 

  2.  How does an elementary school principal balance the pressures of 

 accountability and the needs of the students?  

 3.  How does an elementary school principal balance the pressures of 

 accountability and the needs of the teachers? 

 4.  How does an elementary school principal balance the pressures of 

 accountability and the needs of the parents? 

 

Research Design 

Although we do not create data, we create theory out of data.  If we do it 
correctly, then we are not speaking for our participants but rather are enabling 
them to speak in voices that are clearly understood and representative.  (Strauss 
and Corbin, 1998) 
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This research study was conducted using qualitative research methodology.  As 

described by Strauss and Corbin (1998), “By the term ‘qualitative research,’ we mean 

any type of research that produces findings not arrived at by statistical procedures or 

other means of quantification” (p.10-11).  The aim of qualitative research is to explore a 

phenomenon in a natural setting with participants doing what they do everyday.  Marshall 

and Rossman (1999) stated,  “Qualitative researchers are intrigued with the complexity of 

social interactions as expressed in daily life and with the meanings the participants 

themselves attribute to these interactions” (p.2).  

  The researcher used a single-case study of a principal at a high achieving, low 

SES elementary school in central Texas.  A qualitative single-case study was chosen to 

explore deeply and thoroughly the skills used by an ethical principal.   Merriam (2002) 

explained:  

Qualitative case studies share with other forms of qualitative research the search 
for meaning and understanding, the researcher as the primary instrument of data 
collection and analysis, an inductive investigative strategy, and the end product 
being richly descriptive. (pp. 178-179)   

This rich description is especially important in exploring what and how things are 

happening with leadership in a particular place like school.  “Case studies take the reader 

into the setting with a vividness and detail not present in more analytic reporting formats” 

(Marshall & Rossman, 1999, p.159).  The use of a case study is suitable to fully explore 

the ethical leadership of the principal in a school setting.  “A case study…may entail 

multiple methods – interviews, observations, document analysis, even surveys” (Marshall 

& Rossman, 1999, p. 61). Merriam (2002) explained: 

The process of conducting a case study begins with the selection of the ‘case.’  
The selection is done purposefully, not randomly; that is, a particular purpose, 
site, program, process, community, or other bounded system is selected because it 
exhibits characteristics of interest to the researcher…Except for the selection of a 
“bounded system,” qualitative case study researchers proceed in data collection 
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and data analysis like other qualitative researchers.  The findings of the 
investigation are written up as a comprehensive description of the case. (p.178) 

Although there are numerous strengths in a qualitative single case study, such as      

the in-depth, rich description of participants observed and interviewed in their natural 

setting, there are also weaknesses to this particular methodology.  Three common 

concerns with a case study are described by Yin (2003, pp.10-11), who states that it lacks 

rigor, provides little basis for scientific generalization, takes too long, and shows results 

in massive, unreadable documents.  However, these weaknesses can be addressed by 

“following systematic procedures,” acknowledging that “case studies, like experiments, 

are generalizable to theoretical propositions and not to populations,” and implementing 

strong data collection and analysis procedures (Yin, 2003, p.10).  

 

Description of Sample 

A study cannot feasibly research all people and sites; therefore, a sample must be 

used to explore the research questions.  Marshall and Rossman (1999) stated:  

A realistic site is where (a) entry is possible; (b) there is a high probability that a 
 rich mix of the processes, people, programs, interactions, and structures of interest 
 are present; (c) the researcher is likely to be able to build trusting relations with 
 the participants in the study; and (d) data quality and credibility of the study are 
 reasonably assured. (p.69)  
 

The principal and elementary school included in this study were chosen in a 

purposive and realistic manner.  The criteria that were used to select a school were: an 

elementary school, low socio-economic student population, student population over 700, 

and, over time, had made academic gains as shown on standardized tests.  The principal 

was selected according to the following criteria: she had worked at the school for at least 
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five years, was regarded as an ethical leader by her/his peers, and was respected in the 

neighborhood community and in the educational community.   

 The teachers, staff, and parents at the school were interviewed and observed to 

gain further knowledge concerning what an ethical elementary school principal does to 

support teaching and learning in an accountability context and what a principal does to 

balance the pressures of accountability with the needs of the students, teachers and the 

parents.  People were asked to participate in semi-structured interviews through random 

selection and by convenience; the researcher made sure that a cross-section of the school 

population was represented by grade levels, number of years experience, number of years 

at the school, and by racial, ethnic, and gender diversity.  Throughout these interviews, 

the researcher looked for ethical leadership in accordance with information gathered from 

the literature review. The members of the administrative team and the members of the 

Campus Advisory Council were interviewed.  Other teachers were interviewed to provide 

a cross section of data from a wide variety of grade levels and years of experience at the 

school.  Non-professional staff was also interviewed to gather additional information 

concerning particular skills that the principal used to better meet the needs of the school 

community. 

 

Procedures and Data Collection 

In this qualitative single case study, the researcher gathered data using semi-

structured interviews, observations, and relevant documents in order to triangulate the 

data.  As the primary instrument to collect and analyze the data, the researcher was 
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constantly aware of possible bias.  Using multiple sources of data, “being sensitive and 

responsive to contradictory evidence” (Yin, 2003, p.59), and applying member checks 

assisted in remedying this concern.       

 Through the use of semi-structured, in-depth interviews with the principal, 

teachers, staff, and parents, the interviewees had the opportunity to express their thoughts 

and perspectives in their own words.  Marshall and Rossman (1999) stated, “The 

researcher explores a few general topics to help uncover the participant’s views but 

otherwise respects how the participant frames and structures the responses” (p.108).  In 

order to see the principal actively involved with the school community, observations at 

faculty meetings, PTA meetings, in the teachers’ lounge, in the cafeteria, in classrooms, 

and in the hallways were used and field notes were written.  “Observation is a 

fundamental and highly important method in all qualitative inquiry: It is used to discover 

complex interactions in natural social settings” (Marshall and Rossman, 1999, p.107).  

Relevant documents such as memos, letters, minutes of meetings, newsletters, and other 

written artifacts were collected.  Marshall and Rossman (1999) said, “Researchers 

supplement participant observation, interviewing, and observation with gathering and 

analyzing documents produced in the course of everyday events…the review of 

documents is an unobtrusive method, rich in portraying the values and beliefs of 

participants in the setting” (p.116). 

 The following steps were used to collect the data.  After the researcher was 

approved to conduct the study by the university and applied for an IRB, she requested 

permission from the district and school to conduct the study.  The request contained 

information about the researcher and the abstract of the project.   

 In February of 2008, after the researcher obtained approval, she contacted the 

principal to set up an appointment to conduct an initial semi-structured in-depth interview 
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of approximately one hour in length to gather historical information about her and about 

the school.  Throughout the months of February, March, April, and May, data were 

gathered using semi-structured interviews of approximately one hour in length with 

teachers, staff, and parents.  These interviews were scheduled according to the 

convenience of the interviewees.  All formal interviews were recorded.  

 Furthermore, additional data were collected through focused observations of the 

principal while she was actively engaged with the school community.  Observations 

provided additional sources to document actual ongoing activities where the principal 

was involved.  The observations occurred throughout the school during structured and 

unstructured times between 7:00 a.m. and 9:00 p.m.  The researcher looked for formal 

and informal interactions between the principal and all members of the school 

community.  These observations took place before, during and after school; in the office, 

hallways, classrooms, cafeteria, and library.  During these observations the researcher 

looked for examples of: collaborating, dialogue, problem solving, shared decision-

making, listening to all voices, promoting high expectations for all, and encouraging each 

other. 

 Relevant documents were used to triangulate the information gathered in the 

interviews and through observations to validate the accuracy of the information.  This 

archival information provided written evidence of the beliefs of the principal.  

Newsletters, memos, and notes of the principal were collected to gather written 

documentation and check for the level of trust, respect, collaboration, and praise that the 

principal showed.  Other types of documents included: the Campus Improvement Plan, 

the Teacher Climate Survey, and the Texas Education Agency-School G School Report 

Card, in addition to the mission and goals for the school.  By using the above listed data 
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collection protocols, the researcher was able to find evidence confirming the data from 

the interviews. 

 

Data Analysis 

Data from the transcribed interviews, field notes, and relevant documents were 

read and reviewed.  Then the researcher used open coding of the data to again go over the 

entire dossier of written documents.  Strauss and Corbin (1998) defined open coding as, 

“The analytic process through which concepts are identified and their properties and 

dimensions are discovered in data” (p.101).   As actions, interactions, and relationships 

began to surface a number of times, in a number of different settings at the school, and in 

a number of different conversations, these themes were grouped together. 

Broadly speaking, during open coding, data are broken down into discrete parts, 
closely examined, and compared for similarities and differences.  Events, 
happenings, objects, and actions/interactions that are found to be conceptually 
similar in nature or related in meaning are grouped under more abstract concepts 
termed “categories.” (Strauss and Corbin, 1998, p.102) 

Next the researcher used axial coding to fully develop “categories and 

subcategories along the lines of their properties and dimensions.  This process is termed 

‘axial’ because coding occurs around the axis of a category” (Strauss & Corbin, 1998, 

p.123-124).  The next step in the coding process is selective coding, “the process of 

integrating and refining categories” (Strauss & Corbin, 1998, p.143).  As the researcher 

reexamined the data, revised themes or categories emerged.  The integration process 

weaved throughout the coding process.  Refining took place as categories were developed 

and needed additional clarification or improvement.  Repeated examination of the 

transcripts of the interviews, the field notes, and the relevant documents occurred to 
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triangulate the data. Triangulation of the different data sources helped to establish 

trustworthiness and to increase the credibility of the study.  To ensure dependability and 

reliability the researcher used several techniques as Merriam (1998) suggested: “The 

investigator’s position, Triangulation, and Audit Trail” (p.206-207).   Throughout the 

coding processes, the researcher used member checks to review the findings to “ensure 

the truth value of the data” (Creswell, 1994, p.167).     
 

Summary  

 Chapter III included four sections explaining the method and procedures used in 

this study.  They included:  Research Design, Description of Sample, Procedures and 

Data Collection, and Data Analysis.  Chapter IV will present the findings from the case 

study.     
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CHAPTER 4: FINDINGS 

 

Introduction 

This chapter is organized in two sections.  The first section presents the profile of 

the selected site for the study.  The second section is organized by the order of the 

research questions including the emergent themes.  The focus of the study was to explore 

what ethical leadership looks like in an era of High Stakes Testing (HST) within an 

elementary school setting that serves a low socio-economic status (SES) student 

population of more than 700 students and has made academic gains as shown on 

standardized tests.  The over-arching finding was that the leadership practices of the 

principal who is considered ethical can make a difference in the success of all students.  

Evidence of success for all students was found throughout the research.  

 

Profile of Selected Site 

PHYSICAL LOCATION AND DESCRIPTION OF SITE 

Emma School G Elementary, located in South Central Austin, is in the Austin 

Independent School District.  The campus is in a neighborhood near South First Street 

and Ben White Blvd.  The surrounding neighborhood is made up of small single family 

homes, businesses, and newly constructed single family homes and condominiums. 

 The attendance area for School G Elementary, however, is not simply the 

surrounding neighborhood.  According to the principal, the students who attend School G 

come from three different locations:  the adjacent neighborhood, a neighborhood located 

across a highway near another elementary school, and another area across two busy 
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streets closer to yet another elementary school.  Because of the distance from the school 

for approximately half of the students, the principal said, “you don’t get this sense of kids 

coming back to play.”  With approximately half of the students traveling by school buses, 

it makes it more difficult to get the participation of all of the families whose children 

attend the school.      

 The school, built in 1986, has three long hallways of classrooms with a large open 

area in the center of each of the hallways that are surrounded by classrooms.  In addition 

to the 36 regular classrooms, two art rooms, two music rooms, resource rooms, library, 

cafeteria, and gymnasium, there are six portables that house students in grades Early 

Childhood, Pre-Kindergarten, and second grade.  Along with the 700 students in 42 

regular classrooms, School G is served by a counselor, a parent support specialist, a 

librarian, 2 curriculum specialists, 2 curriculum coaches, 6 special education teachers, 

and 10 teaching assistants.  Because of the large student population, School G is also 

served by full time physical education, music and art teachers, as well as additional half-

time physical education, music and art teachers.  The large playground has a play area for 

pre-kindergarten and kindergarten students and a play area for older students.     

 Walking into the school building at the main entrance, there is a foyer, which 

contains several office-type cushioned chairs and sofas with a paper holder to the left that 

contains school information.  Along the right hand side of the entryway is a picture of 

Emma G, the person for whom the school was named.  The school was named for her 

because of her leadership in establishing bilingual education in Austin.  Near the picture 

of Ms. G is a display case with items that belonged to Ms. G.  The case holds an old doll, 

school books, and pictures of Ms. G that were taken throughout her life. 
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 Looking down the front hallway, one sees a large banner hanging from the ceiling 

that reads, “Success For Everybody!  Whatever It Takes!”  Moving a few steps in from 

the foyer on the left is the door to the main office.  Inside the office, comfortable 

cushioned chairs line the wall of the office.  Behind the office counter are the desks of the 

two bilingual secretaries who answer the phones, help parents and other visitors, and take 

care of the numerous students who pass through the office everyday.  To the left of the 

secretaries’ desks are the administrative assistant and the principal’s offices.  To the right 

of the secretaries’ desks are the assistant principal’s and the nurse’s offices.  The entire 

office area is calm, inviting, comfortable and organized. 
 

PRINCIPAL PROFILE 

The principal of School G Elementary, Ms. D, has been at School G for eight 

years: three years as the assistant principal and five years as the principal.  Before coming 

to School G, she was an assistant principal for one year at a high socio-economic-status 

(SES) public school in southwest Austin.  She had the choice of staying at the high SES 

school as an assistant principal or moving to School G.  She chose to move to School G.  

 According to the principal, School G was a much better match for her.  She 

believed that because of her own childhood in a low income neighborhood in Somerville, 

Massachusetts and the wonderful memories that she has.  In part because she spent her 

third through sixth grades living in public housing – the projects as Principal D called 

them – she felt more comfortable and at home at School G.  She remembers that time as 

being “a rich time in my life and a happy time; not being aware of the fact that you don’t 

have a lot of money.”  Principal D has a photo in her office of where she lived in 

Somerville.  She noted that children sometimes notice the photo and ask about it.  “Ms. 

D, you need to talk about that,” she said was the response from one of her students.  For 
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some of her students, it represents a bond or shared experience.  When her family moved 

to Chelmsford, Massachusetts, a middle to upper-middle class area, she went from 

feeling like a bright student in elementary school to being in a middle school where kids 

had better clothes, more opportunities, and an air of snobbery.  She expressed that she felt 

lost and that no adults picked up on her feelings. 

Principal D came to Texas to attend Texas A&M in College Station and graduated 

with a Bachelor of Science in Education in 1977.  After working her way through 

college, she believed that two pivotal events happened that had a major impact on her 

life.  The first event was teaching middle school in Navasota, Texas in 1977, where she 

worked primarily with African-American students.    Then she went to McAllen, Texas at 

age 23 and taught at a middle school with a predominately Latino student population.  

Both of these teaching experiences were in what amounted to segregated schools where 

students were not expected to achieve academically.  She was delighted when she moved 

to Austin and taught at integrated middle and high schools with a more diverse group of 

students.  The expectations for the students were different and the opportunities for all 

students were better. 

 After teaching a total of five years, the principal began working in the Gifted and 

Talented (G/T) office for AISD.  In the early 1980s, one of the goals of the G/T office 

was to work with low income schools with high minority populations in order to build 

their gifted programs at the campus level.  Principal D provided support for the students 

and parents, as well as staff development for teachers on low SES campuses.  Many of 

the schools that she worked with had not identified G/T students in their school 

population and had not provided G/T services.  The schools had lower expectations for 

their students and were not providing the same educational opportunities as higher 

income schools. Principal D’s job was to help bridge that academic gap.      
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 In 1996, Principal D received her Masters in Educational Administration from 

Southwest Texas State University in San Marcos and received her Administrative 

Certification in 2001 at the same institution.  Principal D’s initial administrative position 

as assistant principal was at a high income school in Southwest Austin.  After one year at 

that school, she became the assistant principal at School G.  She expressed shock to find 

that the expectations were lower for the students than at her previous school and that the 

parents were not involved.  She felt that her own experiences in school, as well as her 

experiences as an educator, prepared her to work at School G.  She immediately felt more 

comfortable at School G than at the higher SES school.  It was her strong personal belief 

in expecting great things for all children that has enhanced her vision for the school.  

 During the past five years, Principal D, along with teachers from School G, has 

presented information on Professional Learning Communities (PLCs) at education 

conferences and for Austin ISD principal meetings.  She is the leader of a group of AISD 

principals working to develop the PLCs for the district.  School G was selected to be in a 

variety of professional development video tapes on Professional Learning Communities.  

Along with her many accomplishments supporting other principals and schools in the 

district, Principal D was one of three finalists for Austin ISD Principal of the Year in 

2007-2008. 

 The principal has been married for 26 years and has two teenage daughters.  

Although her husband is helpful, her afterschool time is filled with activities that center 

around her children, and their extracurricular activities; Principal D spends significant 

time at soccer games and weekend tournaments.  On several occasions, the researcher 

noticed a new note or picture from one of Principal D’s daughters in her office.  During 

the months that the researcher was at the site, the principal seemed to comfortably 
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balance her hectic professional and personal schedules, a difficult task for any full time 

working mother with teenage daughters.   

 

SCHOOL MOTTO, MASCOT, MISSION STATEMENT, AND COMMITMENT 
STATEMENTS 

Motto 

Success For Everybody: Whatever It Takes!  The School G motto, which is 

written on a large banner, hangs in the front hallway for everyone to see as they enter the 

school building.  The motto was mentioned repeatedly in many of the interviews for this 

study. 

Mascot 

The School G Grizzly and his family of stuffed bears are displayed in the front 

office.  There are a variety of awards given to students and teachers that are named for 

the School G Grizzly.   

Mission statement 

Students at School G will be provided opportunities and services that allow them 
to be enthusiastic and successful learners as well as productive, forward-thinking 
citizens.  They will come to understand the vast possibilities for their future and to 
believe in their abilities to succeed. 

Teacher and staff commitment statements 
 
We believe the most promising strategy for achieving the mission of School G 
Elementary School is to develop our capacity to function as a Professional 
Learning Community.  Within this context, we commit to: 
• Understand and agree upon what it is that students are expected to know; 
• Collaborate about how we will teach these essential knowledge and skills 

using agreed upon best practices; 
• Monitor each student’s progress using timely formative assessments that 

provide students with specific feedback as to how to improve their learning; 
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• Provide timely, systematic interventions when students struggle to meet 
learning targets and provide extensions for students who have mastered 
learning targets; 

• Push students’ thinking by providing rigorous assignments and asking 
thought-provoking questions; 

• Communicate to parents specific ways to assist students at home to further 
support what is being learned at school; 

• Create learning communities in all classrooms where students are encouraged 
and supported by their fellow students and by their teachers. 

 

Parent commitment statements 
 
We believe the most promising strategy for helping our children succeed is to 
form a partnership with the teachers and staff of School G Elementary School.  
We commit to: 
• Set aside at least 15 minutes each day to interact with my child about his/her 

learning 
• Create a space in my house that is designated for learning 
• Collaborate with teachers and staff about my child’s academic, social, and 

emotional needs 
• Check to make sure my child has completed his/her homework 
• Participate in school activities and events 

 
 

STUDENT INFORMATION 

 School G Elementary serves Early Childhood through grade five, with an 

enrollment of 742 students.  During the 2007-2008 school year, the student attendance 

rate was 95.6% and only two students were retained.  The information shown in the 

following tables was retrieved from the 2007-2008 Texas Education Agency (TEA) 

School Profile.  Table 1 provides the student enrollment at School G Elementary by grade 

level, Table 2 shows the number of students by gender, and Table 3 lists the number of 

students by ethnicity and the number of students eligible for free or reduced price meals.  

Special services are available at School G to students who qualify for Bilingual and 

English as a Second Language (ESL).  Support is also provided for students who qualify 
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for Gifted and Talented and Special Education.  Table 4 lists the number of students who 

receive support in each special service. 

 

Table 1:  Number of Students by Grade Level 

 
Grade Level Number of Students
 
Early Childhood 8 
Pre-Kindergarten 84 
Kindergarten 123 
Grade 1 111 
Grade 2 108 
Grade 3 126 
Grade 4 87 
Grade 5 95 

 

Table 2:  Number of Students by Gender 

 
Gender Number of Students 
 
Male 387 
Female 355 

 

Table 3:  Enrollment of Students by Ethnicity and Eligibility for Free or Reduced Price 
Meals 

 
Ethnicity Student Enrollment Free/Reduced Lunch 
 
Am. Indian/Alaskan 1 1 
Asian/Pacific Island 2 2 
African American 32 28 
Hispanic 659 600 
Anglo 48 32 
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Table 4:  Students by Ethnicity Who Receive Special Services 

 
Service  Asian/Pacific Island African American Hispanic Anglo
 
Bilingual   335 3 
ESL   18 1 
Gifted/Talented 1 1 18 2 
Special Education                                               6 51 6 
 
 
 

The past six years of Texas Assessment of Knowledge and Skills (TAKS) results 

reported for School G in Reading, Math, Writing, and Science are presented in Table 5.  

The six years of data indicate gradual improvement in the areas of Reading, Math, 

Writing, and Science.   

 

Table 5:  2003 – 2008 TAKS Results:  Percent Meeting Passing Standard Summary of 
All Grades  

 
Subject 2003 2004 2005 2006 2007 2008
 
Reading/LA 63% 77% 80% 84% 84% 87% 
Math 54% 74% 77% 83% 72% 84% 
Writing 70% 88% 86% 84% 92% 83% 
Science 31% 37% 56% 48% 62% 69% 
 

The Austin Independent School District (AISD) has created three magnet 

programs for middle school students in Austin.  The Kealing Magnet Program focuses on 

math, science, and the liberal arts; the Fulmore Magnet Program focuses on international 

law and humanities, and; the Ann Richards School is a girl’s school focused on 

leadership.  Of the 95 fifth grade students at School G during the 2007-2008 school year, 
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31 students were accepted to a magnet program.  This was the largest percentage of 

students accepted from a low SES campus of AISD schools.   

Principal D believed that it was important for the students and their families to 

know about the variety of middle school opportunities offered in AISD.  Therefore, 

beginning in December, the principal, assistant principal, counselor and teachers 

supported the students through the magnet program application process, as well as 

communicated with parents about these additional choices. The principals from the 

magnet programs have shared with Principal D that the students from School G come to 

these programs well prepared academically and that the portfolios that are submitted are 

some of the best from across the district. 
 

 

TEACHER INFORMATION 

During the 2006-2007 school year, 57 teachers were employed at School G 

Elementary.  Teacher information data show the number of teachers by gender (Table 6) 

and the number of teachers by ethnicity (Table 7).  Table 8 provides the number of 

teachers by years of experience.  More than 1/3 of the teachers have five years or less 

teaching experience; while almost 1/3 of the teachers have over 20 years of experience.  

Out of the 57 teachers, eight teachers resigned or retired and four transferred to other 

schools within the Austin Independent School District during the academic year. 

 

Table 6:  Number of Teachers by Gender 

 
Gender Number of Teachers
 
Female 50 
Male 7 
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Table 7:  Number of Teachers by Ethnicity 

 
Ethnicity Number of Teachers 
 
African American 2 
Hispanic 25 
Anglo 30 

 

Table 8:  Percent of Teachers by Years of Experience 

 
Years of Experience Percent by Category 
 
Beginning Teachers 4% 
1-5 Years Experience 32% 
6-10 Years Experience 18% 
11-20 Years Experience 14% 
Over 20 Years Experience 32% 

 

 

Research Question One 

What does an elementary school principal do to support teaching and learning in an 

accountability context? 

The data showed that the principal supported teaching and learning by using the 

ongoing leadership practices of establishing a clear vision, building positive relationships, 

communicating honestly, and providing school-wide systems.  These practices were 

intentional. It takes years to put these leadership skills in place on a campus and to 

sustain meaningful support for teaching and learning.  By modeling these leadership 

practices, the entire campus community became engaged in supporting student success.  

A principal must constantly reinforce the importance of these leadership skills. 
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ESTABLISHED A CLEAR VISION 

In order for a principal to support teaching and learning in an accountability 

context, a principal must be willing and able to establish a clear vision for the school and 

to change the school culture over time. A vision is the ideal that guides the work of the 

school.  It takes time, vision, and action to transform a school into a community.  The 

priority of the principal’s vision was to create a culture that would promote success for all 

students.  The principal stated: 

My primary job is to ensure that children are successful and that they have high 
expectations set for them; and that we expect all of the children to meet those high 
expectations, not because of the accountability system, but because that is the 
right and ethical thing to do. 

That vision represented the core value upon which everything that the school did 

was based. The school motto, “Success For Everybody:  Whatever It Takes,” was 

mentioned repeatedly in many of the interviews.  Over the course of her six year tenure, 

the principal had grown the school organically.  She constantly modeled and lived her 

vision for the school.  The principal suggested: 

In order to unify a school, first of all, you have to have the vision.  I think as the 
leader you have to know what needs to take place in order for that school to be 
successful.  But, secondly, you have to have buy-in.  You have to have buy-in by 
respecting teachers, by putting teams together that will work well, by listening a 
lot to what is being said one conversation at a time. 

One pre-kindergarten teacher said: 

I think she’s very good at modeling, and very good at giving us a picture of what 
she sees around the campus, about what she sees is important, about what her 
ultimate goals are. 

 
The principal added:   
 

We have to come together with the premise that this is a school where 
collaboration is a non-negotiable.  It is a school where if children are to be 
successful, then we are going to have to collectively think about what it is that is 
going to help everyone be successful.   
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As time passed and her steadfast attention to establishing a vision to create a 

culture to promote success for all students continued, relationships became more trusting, 

communication became more open and honest, and systems became more interwoven and 

multilayered.  Through the practices of a shared overarching vision and collective 

commitments, the community worked together for the good of all students.  One first 

grade teacher stated: 

Donna [the principal] has a vision of the whole community, like a family.  What 
she has tried to instill in us, is a belief that we take care of each other.  We 
actually have adopted  some kids that we thought needed extra attention in the 
fourth and fifth grades.  Each teacher adopted one.  I think Donna instills that in 
us, to care for the whole community.  It actually takes a village, that kind of 
philosophy. 

 

BUILT POSITIVE RELATIONSHIPS 

Working relationships are defined by the roles or behavior exhibited by 

participants in their formal and informal daily interactions at school, including 

differences based upon power and authority.  Positive relationships are based upon open, 

honest, and respectful communication and interactions between the actors and are 

characterized by constructive actions and attitudes that progress over time.  The data 

showed that building positive relationships with the students, teachers, and parents was a 

priority of the principal.  She spent time getting to know the students, teachers, and 

parents both personally and professionally.  One pre-kindergarten teacher said, “She 

leads by example.  She shows concern for everybody on campus.  She’s crazy busy, but 

still tries to establish relationships with everybody.”  She built positive relationships by 

being visible, by listening and asking for input, by supporting everyone for their hard 

work, and by praising people for their successes.  One teacher commented: 



 54

Just like a classroom doesn’t work if you don’t have a great relationship, a school 
is not going to work right if a principal doesn’t have a close relationship with the 
teachers.  One of the things I think that Donna has modeled for us is that she kind 
of treats us like we’re her class.  She looks for the good in everybody.  She listens 
to us respectfully.  I’m never afraid to go and ask her anything.  I can go tell her 
that I’m confused about something and I disagree about something.  I know that 
she is not going to snap at me or tell me that she doesn’t have time.  She always 
makes time.  We have a very respectful exchange of ideas on everything-anything 
that is going on.  So I think the first thing is relationship.   

An example of building positive relationships was evident as the researcher 

observed the principal.  She had several papers and a note in her hand of a list of teachers 

she needed to see.  Instead of writing emails to these teachers, she walked all over the 

school to have face-to-face conversations with those persons who wanted advice or 

consultation before dealing with a school issue.  Along the way, she had contact with 

students, parents, and staff who were not on that initial list.  Students stopped the 

principal to tell her about their day or to show her their work. She freely gave out hugs 

and talked with them as if they were the most important part of her day.  Parents and 

teachers asked her questions and she patiently talked with each of them.  A principal 

cannot have such a degree of personal contact and nuanced communication simply 

through email. 

As she made her way through the to-do list, not only was she talking with the 

persons that she needed to see, but she was also reaching out to students, making 

observations in classrooms, and checking on teachers who she knew to be having 

personal problems or problems with certain students.  Principal D’s preference for 

leading by walking around helped to build positive relationships with students, teachers, 

and parents. 

Another example of building positive relationships was noted by the researcher 

during the span of a few hours one Monday morning at the school.  The principal made 

time to focus on staff members who needed emotional support. In one instance the 
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secretary came into the principal’s office to discuss the secretary’s weekend she had 

spent in Michigan helping her older parents who both have health problems.   

After listening attentively to the secretary’s personal concerns, the principal 

walked to the library to check on the librarian, who had taken a weekend trip to Ft. 

Worth.  The librarian and her husband were having financial problems. Their house in Ft. 

Worth had been for sale for some time but had not sold, and the librarian feared that she 

might have to move back to Ft. Worth.  Again, the conversation was focused on the 

librarian’s personal problems.  The principal listened as though she had nothing else to 

think about but the concerns of her librarian. 

As Principal D walked down another hallway to check on the physical education 

teacher whose 41 year-old brother had recently died, several children stopped to visit 

with her about what they were working on with the counselor.  The same focused 

attention that she had given the adults throughout the campus was now given to the 

students.  Next, Principal D walked to another classroom to visit with a teacher who had 

just separated from her husband, two fifth grade teachers stopped her to tell her about 

how well the Saturday, Science TAKS Camp had gone with their students.  At that point, 

the principal’s focus was on the following day’s Science TAKS test.  The Saturday 

TAKS Camp had been an idea that these two teachers had decided to implement.  They 

felt that they wanted a fun day to reinforce the science objectives that they had been 

teaching for the test.        

In these brief conversations, the principal was only able to convey empathy and 

sympathy; she was unable to resolve these personal, family based problems.  However, 

her willingness to take a few minutes for these discussions acknowledged that such 

situations intrude into the business of the school by deflecting the individual staff 

member’s concentration.  These personal interactions appeared to allow the individual 
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staff members to remove a burden and refocus on the school tasks at hand.  Providing this 

emotional support constituted one more layer of connection in the interpersonal working 

relationships at the school.   

The principal’s ability to build positive relationships with the teachers permitted 

her to move the work of academic success for all students forward.  The data revealed 

that teachers were enthusiastically willing to do “whatever it takes” for their students to 

be successful partly because of their respect and trust of their principal.  A second grade 

teacher who was new to the campus stated: 

When friends who teach at other schools in AISD found out that I came to School 
G last year, they just ranted and raved about “Oh, you’re at School G!  I’ve heard 
so many good things.”  And now I can say, “Yes, it’s all true.”  But it is truly an 
amazing place to be, and like I said I cannot say enough good things about Donna 
and all the good people I’ve worked with because I truly, truly feel that the 
majority of the people are here because they want to and they’re passionate about 
what they’re doing and they love the kids and it’s just a great community to be in. 

Not only did Principal D believe in the importance of building positive 

relationships with her staff, but also with the students.  A new fourth grade teacher 

commented: 

Even Marcus, the student who goes to her every day for lunch, if he is struggling 
in something, it usually comes out in his behavior if he finds something hard in 
school.  I’ll say, “Marcus, do you need a break?  Take your work down to Ms. D.”  
He’ll come back and she’s done the whole thing with him…With Marcus, he was 
actually suspended in the office while we were doing our science fair projects.  
She did the entire project with him.  She looked things up on the internet with 
him.  And so just really being available and working one on one with them.  I’ve 
never seen a principal be willing to do that before, just really taking time to see 
that everybody’s doing their best. 

By creating positive relationships with her school community, the principal had 

enriched the collaboration for decision-making.  The interaction led to the school culture 

being more democratic, rather than a more traditional top-down leadership with one 
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person making all of the decisions for the school without extensive consultation.  By 

working together to solve problems, the community felt more ownership of the school.  

COMMUNICATED HONESTLY 

Everyday there were both formal and informal communications between the 

principal and the school community.  Honest communication was based on the ingenuous 

sharing of information between the principal and the community that was sincere, 

truthful, and candid.  Honest communication by the principal was critical in keeping the 

focus on the success for all students.  The principal worked from a collaborative model of 

communication and showed the belief in “We Can Do This Together.”  Focused on 

student success and strategies to support student learning, honest communication was an 

expectation of the principal for the entire school community.  By articulating and 

modeling honest communication, the principal enhanced the ability of the teachers to 

engage in more collaborative conversations with each other and with the principal.  The 

researcher noted numerous examples of open and honest communication at grade level 

meetings, academic team manager (ATM) meetings, faculty meetings, campus advisory 

council (CAC) meetings, and parent-teacher association (PTA) meetings.        

      In these formal and informal sessions, honest communication often took the form 

of the principal simply appearing to be another participant in the conversation.  She was 

an active listener, as well as a leader of the conversation.  On numerous occasions, the 

researcher observed group meetings where the principal was simply a member of the 

group discussion; all members of the group were respected and heard.  No one voice was 

more important than another, and everyone was treated as a professional with important 

information to share. 

Honest communication about data was an expectation of the principal.  Honest 

communication was observed in the analysis of assessment data at grade level team 
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meetings.  It enhanced professional conversations focused on teaching and learning.  

Because of the relationships that had been built over time and the ongoing honest 

communication that the principal modeled, the staff could look at and discuss data openly 

without fear or implication of threat, jealousy, or retribution.  Data was used as one 

measure to support teaching and learning for individual students and teachers.  

Examining data helped to determine which curriculum and instructional methods were 

working and which were challenging.  Teachers became comfortable and collaborative in 

sharing information that otherwise might have been used against them at other campuses 

or by the district. 

 A new fourth grade teacher stated: 

She’ll sit there and analyze data with us and make sure that what’s going on with 
this kid, or what happened with this group, talking about the data, who do we 
think is going to pass, who do we think is maybe not going to make it this time.  
So she’s right there with us when we get our middle of year benchmark results.  
She is just ready to really disaggregate and see everything where we are as a 
classroom and as a grade level, making sure we are all at the same level and not 
one is falling way behind.  And if someone is really up there, seeing what they are 
doing that is different from everybody else…so, just helping us to be more 
reflective about our teaching. 

The principal explained: 

Early on during the very first year, I said, “It is not a crime to ask for help.  The 
crime is in not asking for help.”  And so, I think there is a culture here that says 
it’s okay not to know what you’re doing, and it’s okay for other teachers to come 
into your classroom and observe you, or maybe another teacher will come  in and 
teach your class so that you can look at the management strategies.  All sorts of 
combinations  of public awareness go on in this building.  All data are public.  
Practices are public. 

The principal and teachers indicated that conversations that had once seemed 

difficult became less personal and more professional when decisions were based on data. 

Honest communication was not about placing blame on this teacher or that student, but 

instead about how and what they could learn from the data-based information to support 
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student success and improve student and teacher learning.  Conversations were a 

collaborative dialogue that allowed the school community to work together for the benefit 

of all students.  A new fourth grade teacher stated:   

After looking at my data in particular, she provided a more intensive support by 
the coaches coming in and doing some modeling to help get me up to speed.  She 
really nailed it on the head when she said later, “I think you talk the talk.”  I’m 
very well versed in education theory, but I don’t have practical experience in the 
classroom, so implementing those things does not always work without the 
practical model.  She was really great about giving me all of the support. 

During May 2008, each grade level spent a full day reflecting on the current 

school year and planning for next year.  At the beginning of each grade level work day, 

the principal reviewed a diagram of ways a team can work together.  The words on the 

sheet were: compete, avoid, compromise, accommodate, and collaborate.  She opened up 

the discussion by asking where they thought they were in building a professional learning 

community and working collaboratively.  Some of the teachers in each group were able 

to speak honestly about where they thought they and their grade level teams were with 

respect to voicing differences of opinions on issues concerning curriculum, instruction, 

and assessment. This honest communication helped them to reflect on where they were as 

a team and how they could move forward to support their students for next year.          
 

PROVIDED SCHOOL-WIDE SYSTEMS 

In order to stay focused on student learning, the principal provided school-wide 

systems.  Over the past six years, the principal has put systems or interconnected 

structures in place to guide the priorities of the school.  Using research and encouraging 

risk-taking, these systems have organically changed and grown over time.  In retrospect, 

the focus of the systems created each school-year looks sequential; yet the principal 

expressed that the focus was created organically and was based on the intuition of what 
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was needed at the time. Each year, the system for determining the focus became more 

formalized.  The teachers, with guidance from the principal, determined a prioritized set 

of needs, as well as goals, objectives, and procedures to address those needs.  This 

formalized school-wide system has determined different sets of problems as priorities or 

themes for the academic year.  This process has become a centerpiece of the school’s 

culture, a school-wide system that is now interwoven into the process of evaluating and 

solving major and minor problems.  School-wide systems have changed the culture of the 

school into a culture of persistent attention to working together to improve practices that 

enhance student learning.  The principal suggested: 

In terms of the systems, we had to have tools; so we started very basically…. with 
team tasks that teachers had to put together.  They talked about how they were 
supposed to plan together, analyze the student work, reflect on practices, and so 
we got use to this cycle of work together.   

The principal introduced systematic changes according to the school priorities.  

These were organized specifically according to each academic year’s needs or priorities.  

As a result, starting in 2002-2003, the school had a new focus for each year.  The 2002-

2003 school year was Principal D’s first year as the principal and she knew if they were 

going to be a successful campus for their students, they were going to have to work 

together.  During that year, the principal focused on three areas:  1. New Standards/More 

Accountability, 2. Principal Initiated a Change in Thinking, and 3. Teachers Trained in 

District Initiatives.  The principal reported that it was essential for the teachers to have a 

clear understanding of the standards that the district and state expected the students to 

know and for the teachers to be knowledgeable about the district initiatives in reading and 

math and the new instructional planning guides (IPGs).  The principal expressed that at 

the time, the structure of the school had been very traditional.  Teachers closed their 

classroom doors and taught what they thought needed to be taught.  A change in thinking 
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about their students as successful learners and about their teaching as critical to their 

students as learners had to take place. The principal remembers telling the teachers, “We 

are in an education crisis.  We cannot do this job individually.  We have to do it together.  

We are always going to be as strong as our weakest link.”   

The work that the principal and teachers implemented during the 2002-2003 

school year laid the groundwork for the following year. The 2003-2004 school year 

focused on “The Power of Teams.”  At this point, it was important for the teachers to 

understand who they were as teachers and what was important to them as a community of 

learners.  Guided by the principal, the grade level teams developed values and norms, 

created a new leadership structure, and provided more opportunities for conversation and 

reflection.  Responding to the needs of the teachers, the principal provided more time for 

teams to plan together.  In addition to their other weekly grade level meetings, the grade 

level teams began spending one full day each semester to plan.  The principal and 

teachers began looking more closely at the research on professional learning communities 

(PLCs). 

Together Everyone Achieves More was the focus of the 2004-2005 school year. 

During that year, the faculty reviewed the previous year’s focus on “The Power of 

Teams” and became more involved in determining the needs of the campus.  The team 

leader retreat concentrated on how best to support the teachers in working together to 

analyze student work.  The principal and teachers created team tasks to help the faculty 

concentrate on the teaching and learning cycle in science, writing, and math.  The criteria 

for these tasks were:  1. Focus on academic rigor; 2. Create criteria/rubric for each task; 

3. Model to ensure expectations are clear; 4. Embed Accountable Talk in the tasks; 5. 

Engage students in critical/higher level questions, and; 6. Acknowledge effort-based 

learning (Socializing Intelligence).  The faculty collaborated on team tasks, they 
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reviewed the planning cycle for communicating team progress, and teachers led campus 

staff development.  The principal felt that January of 2005 was a major turning point for 

the faculty and the development of PLCs.  Teacher-led staff development was focused on 

grade-level team tasks.  The teachers shared student work and reflective insights.  

Because of these efforts, the teachers became more engaged in student centered 

instruction.  They became more comfortable talking as a group about their team tasks and 

respectfully challenged each other, making sure that students were involved in rich and 

rigorous work.   

In the spring of the 2004-2005 school year, school-wide reflections revealed the 

need for building caring relationships with students.  Teachers began to notice that the 

teachers who had built strong communities in their classrooms were also getting higher 

test scores on assessments.  Therefore, looking at ways to create learning communities in 

the classrooms was as vital as creating professional learning communities with the 

faculty.  Throughout the year, the academic team managers (ATMs) met monthly to 

discuss team progress, and grade-levels met weekly to plan, analyze, and reflect.  

Monthly faculty meetings were also held to reflect on team progress. 

During the 2005-2006 school year, the theme was “Shaping A School Culture: A 

Commitment to Success.”  The same commitments to the highlights from 2004-2005 

continued with a focus on planning and reflecting on team tasks/assessments and building 

caring relationships.  What had become clear to the principal was that as the teachers 

were working toward building professional learning communities (PLCs), it was critical 

for them to feel more competent and confident about their work.  The principal was able 

to show them through the work they were doing at the campus as well as their TAKS 

scores that they were becoming better and better as teachers.  The principal commented, 

“The students had not changed, we did.”  Their scores were no longer at the bottom.  



 63

These successes helped to change the attitudes of many teachers and changed the culture 

of the school to a real commitment to success.  Along with this shift in awareness of their 

successes came a greater appreciation for the culture of the students and families at the 

school.  The new parent support specialist (PSS) and other new faculty members brought 

a greater awareness and appreciation of family cultures to the school.  The focus on 

building a high level of trust among the staff and a sense of common purpose continued.  

Planning team tasks and common assessments helped to build opportunities to 

communicate as a team and therefore to enhance the quality of student work.  They also 

provided structures and expectations for collaborative meetings.  

The areas of focus that started during the 2005-2006 school year, continued 

during the 2006-2007 school year.  While they continued to build communities of 

learners in each classroom, the teachers created formative assessments that were aligned 

with their team tasks.  They also looked at the importance of student effort, as opposed to 

simply looking at student outcomes. Aligning curriculum and instruction for special 

education, gifted and talented, and bilingual students was an essential part of achieving 

the goal of success for all students.  With the assistance of the parent support specialist 

(PSS), the creation of parent partnerships to support student academic success became an 

area of focus as well.   

The researcher observed that the 2006-2007 areas of focus continued during the 

2007-2008 school year, with a particular focus on Professional Learning Communities 

(PLCs) by working together on team tasks. The principal explained: 

The PLCs here at School G have been taking place for about four years since we 
began our journey.  The systems that are in place in a school have to support the 
life of a school.  And, it was real clear to me four years ago that with the IPGs 
being in the second year, and TAKS and the TEKS that we had to work together.  
Principals in Title I schools especially have to rely on the strengths of each other.  
And so, my message to people was, we are going to have to find ways to work 
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together collaboratively, building on each others’ strengths, because there was no 
way that we were going to get the work done without that.  

Using DuFour, DuFour, Eaker, and Karhanek’s (2004) book, Whatever It Takes, 

the staff concentrated on the four questions described in the book.  1. Exactly what is it 

we want all students to learn? 2. How will we know when each student has acquired the 

essential knowledge and skills? 3. What happens in our school when a student does not 

learn? 4. How will we respond when students master the intended learning expectations 

at a faster pace than their peers? An additional question, “How will we teach these 

essential concepts and skills?” generated from the staff.  These five questions weaved 

throughout conversations related to moving student work forward.  A fifth grade teacher 

stated: 

One of the great things about the Professional Learning Communities has 
developed here is that we see that all the children as our children.  We do a lot 
with each other’s children in the grade levels, lots and lots of things within the 
grade level.   

The principal expressed that too often in schools we spend time looking at the 

“what”; we tell teachers what they have to do and then give them a list of directives.  The 

principal suggested that the structures that have been put in place at School G concentrate 

on the “how.”  She stated that using questions such as, “How can we put structures in 

place to help our teachers make changes for greater student success?  How can we 

provide more tools for deeper conversations about student work?  How can we provide 

assistance in building Learning Communities?” changed the conversations about student 

and teacher learning.  The change from focusing on the “what” to focusing on the “how” 

has led to a deeper understanding of how to support students and how to support each 

other.    
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Research Question Two 

How does an elementary school principal balance the pressures of accountability and the 

needs of the students? 

The data revealed that educators were very concerned about the stress that high 

stakes testing (HST) placed on students.  Teachers believed that assessment was 

important to show whether and to what degree students were learning what the faculty 

was teaching, but the teachers felt that the pressure that the high stakes testing placed on 

the students was inappropriate and did not promote learning.  According to the teachers, 

for certain students who were making academic progress, the reality of failing a 

benchmark or the TAKS test was so devastating that they shut down completely.  These 

students felt like failures and this was very difficult for the teachers to change.  The 

teachers were also troubled by the pull towards narrowing the curriculum and teaching to 

the test.  The lack of time to focus on the social, physical, and emotional needs of the 

students was another concern of the staff.  One teacher expressed her feelings about the 

HST:   

As a teacher, I think it is a huge waste of time.  It is just a huge waste of our time.  
And the amount of time that we spend on test taking skills; not testing; not 
teaching…that is a lot of wasted time.  I don’t think they need to learn that in 3rd 
grade.  I could do so much more with them and just have a wonderful open, self-
regulated class where they could learn at their own pace…We are here to develop 
the whole child.    

In order to balance the pressures of accountability and the needs of the students, 

the principal promoted meaningful curriculum, instruction, and assessment; built caring, 

supportive relationships; and created a student-centered school culture. 
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PROMOTED MEANINGFUL CURRICULUM, INSTRUCTION, AND ASSESSMENT 

The data revealed that in order to balance the pressures of accountability and the 

needs of the students, the principal promoted and placed strong emphasis on rich 

curriculum, engaging instruction, and meaningful assessment.  From the first year that 

Principal D was the principal, she worked together with the teachers to plan and 

implement learner centered curriculum, instruction, and assessment.  Her years of 

experience working at the Office of Gifted and Talented enhanced her knowledge of and 

commitment to the promotion of meaningful curriculum, instruction, and assessment.  

Throughout the research, participants clearly stated, “School G is not a drill and kill 

school.”  The principal stated: 

From my background in gifted education, I think that it was real clear to me that 
kids do well if they are instructed well.  So you of course, have to prepare them 
for how to take a test, but that’s just a little process of how do you take a test well; 
what are the tricks of the test…We [The principal and teachers] had to really 
become clear about what it was the kids were expected to know…And not just 
look at the test, because the test changes from year to year.  Even though the 
strands are the same, the test changes.  So what is it that the test is asking the kids 
to do, what is the state asking, and what are the expectations…The expectations 
are good and solid.  

The curriculum at the school was based upon the Texas Essential Knowledge and 

Skills (TEKS).   As promoted by the principal, academic planning included the creation 

of grade level team tasks that focused on academic rigor and were aligned with the 

TEKS.  Released TAKS tests were not the curriculum at School G. The researcher 

observed subject matter that connected with the students’ everyday lives.  Whether it was 

articles of local interest from Spanish language newspapers or fiction and nonfiction 

books about Mexican culture, rich curriculum that connected with the lives of the 

students was used often in classrooms and throughout the school.   
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The librarian taught a writing unit for each of the fourth grade classes using a 

traveling exhibit that she had ordered from the University of Texas.  Using pictures and 

articles on Africa, she brought this culture into the students’ lives and made connections 

with their own culture.  The art teacher gave lessons on Mexican culture using 

photographs and artifacts that she had collected over the years to connect the students’ 

lives with Mexican history and culture.  The students made pottery, weavings, and 

drawings reminiscent of cultural artifacts. 

The TAKS test was a clear reality for the intermediate teachers.  Teachers shared 

that they taught the TAKS reading passages and questions as a different genre study.  It 

was a part of the curriculum, not the entire curriculum.  It helped the students understand 

that just as they learned to read and study poetry or biographies, they could learn the 

strategies for the best ways to read through the TAKS passages and have a better grasp of 

how to answer TAKS questions.   

Another example of providing rich curriculum was observed in the intermediate 

grades, where the students were studying subjects that other schools might consider 

extracurricular or only offer to a select group of students.  The researcher had the 

opportunity to observe several classes learning about Shakespeare and practicing for a 

Shakespeare Festival presented by the fourth and fifth grade students.  The students were 

very enthusiastic about performing for their families.  The principal mentioned that there 

were several students who had not passed the previous year’s TAKS test, but were the 

first to memorize their lines for the play.  She also mentioned that some of the quietest 

students became the best actors.  Many of these students were English language learners 

whose oral English had flourished during the practices for the performance.  The 

principal explained that the Shakespeare Festival had not been her idea.  She said: 
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I think that when you are open to risk-taking, when you are open to the teachers 
trying things and maybe allowing them to say, “That didn’t work like I wanted it 
to, but I wanted to do this,” you attract a certain kind of teacher who is passionate 
about what he/she is doing; so more teachers come in with ideas.  Shakespeare 
didn’t come from me, but the idea came from a teacher who was interested in that 
and finding a vehicle at school where that could happen.    

The principal was open to the idea of the Shakespeare festival.  Because of the openness 

of the principal to new ideas, a fifth grade teacher who was passionate about teaching 

Shakespeare felt comfortable to begin this study with her students.   The first year, this 

particular fifth grade teacher taught Shakespeare to her students.  Now all of the fourth 

and fifth grade classes participate in the study of Shakespeare and the Shakespeare 

Festival.  

Another opportunity that was promoted by the principal was participation in the 

University Interscholastic League (UIL) contest.  During her years at the Gifted Office, 

Principal D knew that schools with high SES student populations participated in the UIL 

contests.  She believed that it was important for her students at School G to have this 

enrichment opportunity.  Students in the second through fifth grades were invited to 

participate.  The UIL contest included curriculum in Language Arts and Math.  The 

events were held at School G, the only low SES school from the Austin Independent 

School District that participated in the competition.  Several School G students came in 

first or second place in the events.  School G students had worked diligently to prepare 

for contests in subjects such as: Number Sense, Ready Writing, Creative Writing, and 

Storytelling.  Table 9 lists the enrichment opportunities provided to the students at School 

G.   
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Table 9:  Enrichment Opportunities by Grade Level   

 
Activity Grade Level Served 
 
4H Grades 4 & 5 
Art Enrichment Grades 3 – 5 
Ballet Folklorico School-wide 
Book Buddies Grade 5 
School G Choir School-wide 
Junior Great Books Grades 2 – 4 
Leadership/PALS Grades 4 & 5 
Master Builders Grades 3 – 5 
Neighborhood Longhorns Grades 2 – 5 
Shakespeare Festival Grades 4 &5 
University Interscholastic League Grades 2 – 5 
Walk Across Texas School-wide 
 

The principal expected engaging instruction in all classrooms where students were 

actively involved in learning.  As mentioned before, creating grade level team tasks was 

an integral part of academic planning.  The Team Task Cycle was a collaborative tool 

used for improving classroom instruction that focused on student work and student 

success.  Quality classroom instruction was planned by the team to ensure that rigorous 

learning would occur.  After implementing the team tasks, the teachers reflected on their 

instructional practices to move the academic success for all students forward.  The 

principal stated: 

So what you have here are the expectations that you have to teach.  That is the 
curriculum…Here is how we do that.  We do that by providing hands-on 
opportunities, by providing the best methods in terms of research…We pulled in 
people as much as we could to tell us what these practices looked like, what they 
sounded like and then observing, watching people within the school…and the 
emphasis on team meetings being centered around what does good instruction 
look like in these particular areas?...When you set up that expectation that people 
are going to share, then people would say, “Let me bring it to the meeting and let 
me show you what I’m talking about.”   
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The fourth and fifth grade students took their science instruction in the science 

lab.  A bilingual and an English speaking class worked in the lab together, and the 

students worked in groups composed of students from both classes.  The two teachers 

jointly taught and monitored the students.  The small groups of students experimented 

and solved scientific problems together.  Teachers worked side by side to ensure that all 

students received quality curriculum and instruction. 

During the spring semester, the intermediate classes held TAKS Camps for the 

first 45 minutes of the school day.  This morning camp period was the only time during 

the school day focused specifically on the TAKS test.  The students were divided into 

flexible groups according to their needs, based upon the assessment data.  Some students 

worked with the classroom teachers while others worked with instructional coaches and 

curriculum specialists.  Various instructional strategies were used to actively engage the 

students.  Working with manipulatives, playing instructional games, problem-solving in 

small groups, and peer revising and editing were a few of the strategies that the 

researcher observed.    

With guidance from the principal, the teachers developed student assessments 

used to support teaching and learning in the classrooms.  One of the guiding questions for 

the professional learning communities (PLCs) at School G was: How will we know when 

each student has acquired the essential knowledge and skills?  Answering this question 

required the teachers to create ongoing formative and summative assessments that 

aligned with what teachers expected students to learn and the material being taught.   

Students were included in the discussion about assessment.  As a result, they 

knew what they were doing, why they were doing it, and how they were doing.  

Assessment was neither a surprise nor a tool used against students; it was a distinctly 

explained and understood measure of progress and achievement.  It was clearly to help 
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teachers understand where their students were academically and what they needed. One 

fifth grade teacher described the use of assessment strategies: 

We [The 5th grade teachers] use a lot of the same strategies, such as discussion 
questions and diagnostic questions to assess where the student learning is on a 
daily basis.  We are all looking for ways to improve the feedback we give to 
students and how we use that to make decisions about what we are going to be 
teaching and we’ve also all agreed on using tests formatively.  That means when 
we give a test it is not the end of student learning.  We look at it and we figure out 
who got it and who still needs help and we re-group and re-teach.         

The researcher observed ongoing formal and informal assessments used in 

classrooms to support student success.  The teachers and the principal knew the students’ 

academic strengths and challenges.  They worked together to provide strategic 

interventions when students needed them.   

The intermediate teachers described the TAKS test to the students as a way to 

celebrate their learning.  One third grade teacher explained to her students that the test 

was a way to show the state of Texas how smart they were.  Since assessments were 

ongoing, many students seemed less anxious and more excited about the TAKS test.   
 

BUILT CARING, SUPPORTIVE RELATIONSHIPS WITH STUDENTS 

Another theme that emerged from the data related to the building of caring, 

supportive relationships with students.  As the researcher observed this practice 

throughout the semester, it became clear that forging such relationships with students was 

a priority.  As she walked through the hallways and visited classrooms, the principal was 

talking with students, answering their questions, and praising their efforts.  She took time 

to give support to every student and called children by their names.  The principal 

modeled and articulated her belief in the importance of caring, supportive relationships 

with students.  One pre-kindergarten teacher noted, “I see her walking up and down the 
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halls with a variety of students, eating with them in her office, providing that kind of one 

on one relational support.”   A second grade teacher who had been at School G for two 

years stated: 

Yesterday when I walked in to her office to talk with her about something, she 
had a group of kids helping her with our Trail of Success Paws.  I think her 
interaction with the kids, not just on an academic level, but taking time to know 
them and the students helping out with things like preparing the Trail of Success 
or having lunch with her in her office, that builds their self-esteem and attitude, 
and then, just like we as teachers, when she treats us like equals, we want to do 
more for her.  I think the kids kind of get that too; do I think indirectly those little 
bonding situations she has with the kids can then also be somewhat of a support in 
academic areas because it gives them a “I want Ms. D to be proud of me” kind of 
attitude.   

Just as she modeled the importance of positive relationships with the school community, 

the principal discussed the critical role that building caring, supportive relationships 

played in the classroom to enhance student success.  She said:   

When you look at teachers who build relationships with their kids, their students’ 
scores skyrocket.  Those teachers have built relationships with their kids and the 
parents.  Expectations are in place, the kids feel supported, and they do well.  

One 4th grade boy came to School G late in the fall semester of the 2007-2008 

school year.  School G received information about the student from his previous school 

that the student lived in a motel with his mother and had problems controlling his anger; 

that he would lash out at his classmates and teachers.  While enrolled at the previous 

school, the student spent much of the first semester at the alternative learning center.  

When he enrolled at School G, his teacher and the principal noticed that he had a 

particularly difficult time controlling his behavior in the lunchroom.  In order to have a 

better day, the principal began having him eat lunch in her office everyday.  When he had 

a good morning in his classroom, he could invite two friends to eat with him.  If he had 

not had a good morning, he would eat in her office by himself.  This provided time for 
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the principal and the student to get to know each other.  As time passed, the student was 

able to invite friends to eat lunch with him more often than not.  His teacher said:   

She [The principal] has him in her office every single day for lunch.  No joke; he 
goes to her office every day for lunch.  He gets to bring two friends and they get 
to play board games.  She talks to him and he knows that he can go to her office 
any time that he needs to just take a break or cool off and talk to her.   

The teacher continued: 

She [The principal] has almost been more of a counselor to him.  Instead of being 
the firm disciplinarian that he was used to, she has taken on this role as mentor to 
him and a helper to him, and he has made amazing progress for us this year.  He is 
like a completely different kid from what he came here with, you know, gang 
stuff, homelessness, just really tough fights and all.  He hasn’t been in one fight 
since he’s gotten here.  He stopped his bullying, his absenteeism, yelling at 
teachers… We’ve had really, really good progress with him.  I know it is 
completely because of her support, her not just making me deal with it every day 
in the classroom but actively engaging herself with the kids, with us as teachers, 
supporting us in anyway that we need, whether it is academically, socially, 
behaviorally.  She just really goes out of her way to  make sure that we’re getting 
whatever we need.  

The researcher observed that building caring, supportive relationships with 

students played a vital role in the actions of the principal.  As noted by the librarian, 

“Donna acts like all of the kids are her biological children.  It is very heartwarming.”  

The students knew that their principal cared about them and supported them.   
 

CREATED A STUDENT-CENTERED SCHOOL CULTURE 

The data indicated that in order to balance the pressures of accountability and the 

needs of the students, the principal created a student-centered school culture.  One 

teacher commented that the students were the top priority at School G, not the test.    

Another teacher who taught fourth grade stated: 

I think that Donna [the principal] is really good at not letting the kids see the 
stress.  I’ve never seen her question a child or put pressure on the kids or anything 
like that.  She’s so happy and positive with them and is always a cheerleader for 
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them.  We know that if we do our best and help them [the students] do their best; 
then they’re going to do the best that they possibly can.  And you know kids want 
to be successful; nobody wants to fail the TAKS test, and they don’t need added 
pressure from any of us. 

During interviews and observations, the researcher noted that the teachers and principal 

focused on what was best for students.  The librarian stated: 

Our theme this year is “Whatever It Takes.”  In a faculty meeting she [the 
principal] said that we are not going to do something just to be doing it.  It has to 
be in the best interest of the kids.  Everything that I see her [the principal] doing 
supports that attitude. 

She continued: 

She [The principal] always seems to bring us back to the question: What is in the 
best interest of our students?  As long as we keep the kids at the top of the 
pyramid, the rest of it is going to be okay. 

A student-centered culture meant that decisions were based on what was best for 

students, not what was most convenient or easiest for the teachers.  For example, the 

researcher observed that students were heterogeneously grouped for most of the school 

day to help ensure that all students were receiving academic rigor.  By working together, 

the special education teachers and the regular classroom teachers were able to serve the 

special education students in the regular classrooms.  In many schools, the special 

education students are removed from the regular classrooms for all or part of the school 

day to make it easier for the regular classroom teachers.  At School G, the principal 

created a student-centered school culture that provided all students the opportunity to 

receive a rich curriculum in the regular classrooms.  She believed that too often schools 

that taught large numbers of low SES students narrowed the curriculum for all or some of 

the students in order to provide more time for test taking skills and strategies. 

Another example of the principal creating a student-centered school culture was 

the focus on students during grade level meetings and the academic team manager 

(ATM) meetings.  These meetings took a great deal of time.  Often these meetings would 
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continue past 4:00 p.m., yet no one seemed to notice or mind.  During these meetings, the 

teachers concentrated on the needs of the students.  One teacher stated: 

Our purpose is what our students are learning; and because we’re putting all our 
heads together, what we’re able to do for our students, goes way farther than what 
we could do all by ourselves. 

The teacher continued: 

I tell all my friends that I’ve come to teacher heaven, because, even though we 
work really hard here, we’re working on what’s really important.  Donna [The 
principal] really puts what’s going on in the classrooms first, and because all the 
emphasis is on what we’re doing and we’re given the time to do it, it’s just very 
rewarding. 

Two or three times a week, grade level teams met to plan and analyze student 

work and to reflect on their instructional practices.  The guiding questions from DuFour’s 

(2004) book kept the meetings centered on student learning and the improvement of 

instructional practices.  The ATM meetings discussed the needs of the students school-

wide.  Each member talked about the grade level celebrations and concerns.  A student-

centered culture was evident at each of the teacher meetings. 

The belief in a student-centered school culture was evident in the principal’s 

actions.  One example was an observation made by the researcher in February.  Principal 

D was on the telephone speaking with a parent whose 4th grade child had poor 

attendance.  After the principal discussed the importance of getting her child to school 

everyday, the principal asked the parent if she could speak with the student.  The 

principal told the student, “If you can’t get to school, I’ll come get you.”   

Another example of a student-centered culture was noted during the final week of 

school.  The students in classrooms were actively engaged in rigorous curriculum.  

Teaching and learning had not stopped simply because the TAKS test had already been 

administered, or because it was the final week of school.  The expectation was clear; part 

of a student-centered culture meant that everyone was respected and responsible for 
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teaching and learning, not just for performing on the TAKS test.  Students and teachers 

appeared focused on their work.  No one seemed distracted by the fact that school would 

be ending in a few days.   Small groups of students were working in the open areas 

outside of classrooms, hallways were calm, and class lines of students were orderly. One 

of the 4th grade bilingual teachers said: 

She tries to keep things as relaxed and as calm as possible, which will help the 
needs of the students because the students need to feel like just do your best and it 
is going to be great. 

In order to enhance a student-centered school culture, all staff members – 

teachers, custodians, secretaries, administrators, and coaches – were involved in a student 

mentoring program called Save One Student, or SOS.  This mentoring program surfaced 

repeatedly during the conduct of this research as a powerful strategy to support students 

who needed an extra boost. A pre-kindergarten teacher who has been at the school since 

it opened said: 

She has set up structures in the school so that teachers mentor children, teachers 
have be able to work with flexible groups, hire coaches to do research, to teach 
teachers, to do a lot of facilitating. 

One of the custodians was very pleased to be a mentor for an intermediate male 

student who had not been successful on the TAKS test the previous year.  The custodian 

said that he would visit the student during lunch and that sometimes the student would 

seek out the custodian to tell him how he was doing in class.  The custodian made a 

special effort to see the student before the TAKS testing began this spring to help 

motivate the student to do his best.  In addition to being a part of the mentoring program, 

the custodian commented that he was involved in many different activities that were 

going on at the school.  

It was not unusual for the principal to check in with students while in their 

classrooms.  The students were often delighted to show the principal their work and to 
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talk with her about the progress they were making.  Because of her ongoing 

conversations with the teachers and students, she recognized and appreciated the 

individual needs of the students.  A pre-kindergarten teacher who was new to School G 

stated: 

I think what she has done, at some point to herself or to her administrative team is 
said, “We need to keep the perspective that the child is important, that the 
environment or the climate needs to be positive, or we’re going to initiate failure.”  
And I think because her intuition has allowed that she remains open, and so when 
you say, “How is it balanced?” I don’t think she has a problem at all, because she 
has put in place the techniques, the openness, the climate necessary for success. 

 

Research Question Three 

How does an elementary school principal balance the pressures of accountability and the 

needs of the teachers? 

Initially, as teachers reflected on the pressures of accountability, they expressed a 

great deal of negative feelings about high stakes testing (HST).   The teachers said that 

they hated the test, that it gave them nightmares, and that around test time in the spring, 

they felt themselves to be the kind of teachers that they had promised themselves they 

would never be.  When one teacher was asked about how the pressures of accountability 

had affected her she stated, “I hate it!  It has nothing to do with Donna [the principal]…It 

makes me honestly question whether I want to teach anymore.”   

The teachers suggested that much of the pressure from the test was self-induced.  

They knew that their school’s Texas Education Agency (TEA) rating would be in the 

newspaper.  They felt that their school was exemplary and they wanted everyone to know 

that.  The teachers said that the stress came from not wanting to let their colleagues and 

their school down.  The desire to see their students receive the best education and do their 
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best on the tests placed incredible pressure on the teachers.  As the data disclosed, some 

teachers had difficulty coping with the pressures of the tests.  They felt driven to make 

sure that they had done everything possible for their students to perform well on the tests. 

One fourth grade bilingual teacher who had taught for four years expressed that she did 

not feel that the principal added to the pressures of accountability.  The teacher stated: 

She [The principal] does not constantly bombard us with a reminder about the test 
because she knows that we already know and that we’re already putting enough 
pressure on ourselves.  …I’m sure with all this coming down on her, there’s so 
much more [pressure] that she could give us, but I don’t know if she’s like a sieve 
where only some of it comes through and she holds back a lot…Like she knows 
that she trusts us and she knows we’re doing the best that we can and if you trust 
someone, you don’t just shove it down their throat, because they’re already 
shoving it down their own throat.  They’re already…they’re taking matters into 
their own hands and you don’t need to be there making sure because that shows 
that you don’t trust them or respect them because you don’t think they can do the 
job, and she knows that we can do the job as best as we can.  So, she just tries to 
make it as a relaxed environment as possible.  

The teachers expressed that the principal knew how difficult it was for them to 

balance the pressures of accountability and the needs of their students. They felt that 

Principal D truly tried to do everything that she could to support them.  The teachers said 

that when they felt that support from their principal, it was easier to support their 

students. The principal balanced the pressures of accountability and the needs of the 

teachers by providing resources, sharing decision making, and creating a culture of 

mutual respect and responsibility. 

 

PROVIDED RESOURCES   

In order to balance the pressures of accountability and meet the needs of the 

teachers, the principal provided a variety of resources for the teachers and students.  

Teachers often cited the following examples of resources: funds used for additional 

personnel, opportunities for training and staff development, educational materials, and 
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additional time for planning as grade level teams.  Data from teacher interviews revealed 

that the teachers viewed their principal as a leader who cared about meeting their needs.  

The teachers appeared extremely grateful to the principal for providing the resources that 

they felt were necessary to do their best work; they knew that these resources were not 

always available to teachers on other campuses.  Many of them commented that she was 

there to support them and that she always asked them, “What do you need?” “How may I 

help you?” “What do you need from me to help you carry through with your goals?”  The 

principal viewed herself as a facilitator and the person to support the teachers in order to 

allow them to do the best for their students.  She did not want a lack of resources for the 

classrooms to be an obstacle to providing the best education for the students.  The 

teachers provided a variety of examples of resources that showed the principal 

responding to the need of the teachers to support their students.  

One example of providing resources to meet the needs of the teachers to support 

student learning was the allocation of Title I funds on the campus.  The money was used 

directly to help the students.  In Texas, the pupil teacher ratio in kindergarten through 

fourth grade classrooms is 22 to 1.  At the fifth grade year, this ratio can increase to 28 or 

30 students.  A portion of the School G funds was earmarked to pay for an additional fifth 

grade teacher to allow for smaller class sizes.  Funding was also provided for additional 

coaches and teaching assistants to work with groups of students.  Investment in people 

who worked directly with the students was a high priority for the principal.  The teachers 

felt that the students were able to receive more support with more teacher support.  The 

librarian expressed: 

Donna [The principal] uses resources for people.  We have more coaches, an extra 
5th grade teacher to help teachers.  She does not spend money on flashy things.  
She invests in people.  She has really good people around her that share her 
philosophy.  She hires incredible people.     
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During a grade level team meeting, the teachers reported that minutes from their 

meetings generally included a list of items that they were requesting from the principal.  

The teachers knew that the principal would do whatever she could to fulfill their requests.  

An example of a request was to allow the third grade team to attend a training that they 

felt would benefit their students.  The team members were willing to use personal leave 

time if the principal would let them go to the training as a team and pay for the training.       

      Another resource provided by the principal to balance the pressures of 

accountability and the needs of the teachers was allocation of time.  According to the 

data, teachers were concerned about time to meet as a team in order to plan together and 

to analyze current data.  Instead of weekly faculty meetings, the grade level teams met 

twice a week.  The principal felt that this was a useful trade of time.  In addition to more 

time for grade level meetings, the teachers had asked their principal for more time 

throughout the year to focus on team tasks, reflection, and data analysis.  The principal 

listened and she provided substitutes. Subsequently, the grade levels met for two full days 

during the school year.   
 

SHARED DECISION-MAKING 

In order to balance the pressures of accountability and the needs of the teachers, 

the principal shared decision-making with the teachers.  The principal believed that the 

teachers were the experts and were critical in making decisions concerning students.  

Principal D stated: 

I don’t ever think that I have the most information about something or that I can 
make good decisions without talking with the people who are most impacted by 
them [the decisions].  So after we have had conversations, then we decide. 
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One fourth grade teacher said, “... [The principal] is willing to take our suggestions and 

really implement our suggestions…She’s always wanting our input for decision-making.  

I think that’s a key in why great things happen here.”  

The data indicated that shared decision-making took place during grade level 

team meetings.  After looking at the data from one of the spring TAKS practice tests, the 

fifth grade team of teachers decided on the strategies and interventions that would best 

support the students.  They also discussed different options for scheduling tutoring for 

students who needed extra time for instruction and practice.  Through shared decision-

making, they used their knowledge of the students, their professional training, and their 

experiences to make the best decisions concerning student success.   

Another example of shared decision-making occurred when the teachers first 

realized that the science TAKS scores were low. The teachers met and discussed ways to 

solve this problem.  One of the suggestions was turning the open area outside of the 

fourth and fifth grade classrooms into a science lab.  The space was large enough to 

accommodate two classes of students at one time.  The teachers decided to have a 

bilingual and an English speaking classroom go to the lab together for instruction.  This 

decision was not made from the top by the principal.  The culture of the school 

encouraged teachers to share in the decision-making and solve problems as a learning 

community.  A fourth grade teacher described the shared decision-making about science: 

Last year we were really focused on getting our science scores up, because that 
was the one thing that was holding us back from being recognized [TEA rating].  
So as a campus, we decided to read more science literature [with our students] 
and each grade level chose what kind of science goal they wanted to set.  It was 
called “a smart goal” and they really focused on that.    

At School G, decisions about students were a collaboration of the people closest 

to the students.  The principal played a facilitative role in these discussions, but it was a 

group process.  The teachers were very much a part of shared decision-making.  Two 
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years ago, the third grader students had a 100% passing rate for the reading TAKS test.  

The third grade teachers led the discussion about the strategies and interventions that they 

had implemented to help their students succeed.  The session was centered on the 

intermediate teachers.  It was an open dialogue of a learning community.  Rather than the 

principal presenting a list of directives, the teachers were the experts who respectfully 

shared their knowledge with their colleagues.    

Another example of collaborative decision-making was the involvement of the 

teachers in deciding the make up of the grade level teams for the coming school year.  

Because of the focus on professional learning communities (PLCs), the grade level teams 

were very important.  Looking at the strengths and experience of each member and 

receiving input was crucial.  When one fourth grade teacher discussed how the grade 

level teams were decided for next year, she said: 

She [The principal] also likes to go around and talk to all the teachers individually 
and get their input…What do you think about this change?  What do you think if 
this person came down and this person moved up and this is what we’re thinking, 
not just sitting us all down and saying this is how it’s going to be, but really 
getting individual input from each person separately and then we talk about it 
afterwards, and if there are any problems or issues we can go back to her.  But 
she’s just really all about everyone feeling like they have a say.   

    

Shared decision-making was noted by the researcher in the way the principal 

interviewed and hired teachers. The principal stated: 

My teachers participate in the hiring of teachers.  In the last three years, especially 
since we have started this professional learning community (PLC), we’ve gotten a 
reputation for that and quality teachers generally want to be on this campus and 
student teachers too get word of that.  We hardly hire anybody who hasn’t spent 
some time on this campus.  The way that works is that we’ll look at student 
teachers or we’ll get recommendations from teachers who want to transfer here…   
whether or not they fit with our team and then I make it very clear that learning 
communities are not by invitation.  They [PLCs] are an accepted culture on the 
campus and if you are someone that does not want to put in the time or the work, 
then this campus is not for you.  
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The principal believed that it was essential for the grade level teachers to be members of 

the hiring committees to inform the teacher hiring decisions of future colleagues.  The 

principal knew that the teachers would be working together on a daily basis, and that it 

was vital for grade level teachers to participate in choosing the applicant that all believed 

would be most likely to support the team and the students.  Shared decision-making 

supported the belief that all teachers play a vital role in the success of all students.     

 

CREATED A CULTURE OF MUTUAL RESPECT AND RESPONSIBILITY 

The data indicated that the principal created a culture of mutual respect and 

responsibility in order to promote the success of all students.  Many of the teachers stated 

that the principal respected the teachers and treated them as professionals.  The principal 

believed that part of being a professional was holding one’s self responsible for helping 

all students to be successful.  She expected the grade level teams to work together, to 

discuss student work, and to plan curriculum and activities that would help all students to 

learn and succeed.  The teachers felt a sense of responsibility for designing and teaching 

an education for the students, and resources and support were provided in order to 

accomplish these expectations.  A third grade bilingual teacher said, “She does 

everything she can do to support us as teachers…She holds you accountable as a 

professional, as well as herself.”  A fourth grade bilingual teacher stated: 

She [The principal] really trusts us and respects us as professionals and she knows 
we’re going to get what needs to be done…She has really done a good job of 
having us help each other…having us all take accountability for all of our 
children. 

Another teacher said, “We want to do everything we can because we feel respected … 

and when you form that type of relationship with your principal, you want to go above 

and beyond.”  Taking responsibility for the overall success of School G was critical to the 
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teachers.  For the teachers, learning was valued, colleagues respected each other, and they 

talked about teaching and learning together.  A second grade teacher said: 

When I first met the principal, I felt like she saw her teachers as equals; not “I’m 
way up here and you’re just a teacher, and do as I say, not as I do.”   I felt very 
comfortable with her as though she was going to respect our time in the 
classroom.  She wasn’t one of those principals who has been out of the classroom 
so long that she has forgotten all the responsibilities of a teacher and bombards us 
with meeting after meeting when we have planning and everything else on our 
minds.  That was one huge thing, and I think that the community that she has 
helped form here is a reflection of herself and her personality and leadership and 
skills, and encouraging people to work collaboratively with one another.  Also, 
she truly, truly listens to the teachers.  With all of those things, I think it has 
created this atmosphere of wanting to continue to do all the things that the 
teachers are already doing.  And knowing that we already have her support makes 
us want to continue to work hard and make the school what it is. 

One new fourth grade teacher commented: 

Leadership exists on many levels because of the quality and the expectations that 
she has set up…So I think this principal is facilitative leadership and I really 
cherish that.  You see the teachers here work really hard because she has created 
an environment where there is internal motivation to do that.  There isn’t a lot of 
the fear factor that you see on other campuses where you see a lot of in fighting 
and back biting.  The expectation is that you will work together and people want 
to work together.  And they give their best effort.  That says a lot about her 
leadership.  

The researcher observed a faculty pre-kindergarten meeting concerning 

expectations for the team and their students in the next academic year.  The principal 

made it clear that the teachers had a responsibility to provide a variety of opportunities to 

help students grow.  She suggested that they use both hard and soft data to help analyze 

the academic growth of the pre-kindergarten students.  The principal made it clear that 

the expectation was not that all of the students would necessarily be reading at the end of 

their pre-kindergarten year, but that the opportunities for the students would not be 

limited by the curriculum or instruction provided in the classrooms.  She explained that it 

was important to use the data to evaluate: How does the data inform our work?  What did 
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we learn? What does this tell us?  She also talked about going back to a question 

described by DuFour et al (2004):  What are we doing for those students who are not 

getting it?  The principal described how helpful the data had been to evaluate students 

and curriculum in the upper grades; she told the pre-kindergarten teachers that she 

viewed their conversation as an opportunity for all of them to discuss the teaching team’s 

responsibilities to the students. 

Throughout this meeting, teachers voiced differences of opinion concerning 

various responsibilities.  One teacher expressed her fear that they would begin to deliver 

instruction in a way that was not appropriate for four year olds.  Another teacher voiced 

her concern that the assessments used by the reading specialists had not been appropriate.  

The principal reminded the teachers that every philosophical position was represented at 

this grade level and that it was important for them to discuss these differences openly in 

order to work together as a grade level team the following academic year.  The dialogue 

was passionate and respectful, and disagreements surfaced and were discussed openly. 

      The data revealed the principal’s belief that in order to work best to support 

students, educators had a responsibility to work together.  She expressed the importance 

of “collaboratively building on each others’ strengths, because there was no way that we 

were going to get the work done without that.”  She spent time supporting and pushing 

grade levels to meet together and talk about student work.  The principal commented: 

In any given group of people you are going to have conflict when you are 
working on something that is important.  It just happens.  It is hard for us to get 
our egos out of the way… A lot of times I’ll put a group of people together who 
are just highly passionate and committed, so sometimes my role becomes, for 
example, to listen to them and help them get along.  I know sometimes someone’s 
feelings will be hurt and so we’ll talk about [as a team] what are your norms… 
Sometimes my counselor will sit in and work with the team, so we’ll spend time 
doing that sort of thing because if my team can’t work together, we can’t get the 
important work done on this campus.  I spend a lot of time checking in with 
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people, talking to them about what are you proud of right now.  I give a lot of 
praise.        

By creating a culture of mutual respect and responsibility, all teachers shared ownership 

of the school theme “We Can Do This Together.”  The principal fostered the idea that in 

order to help all students be successful, all teachers must work together respectfully and 

accept a responsibility for the success of the school.  
 

Research Question Four 

How does an elementary school principal balance the pressures of accountability and the 

needs of the parents? 

Collected through interviews and observations, the data disclosed that many 

parents were very aware of the importance of the TAKS test to their children’s schooling.  

The parents expressed their anxiety about the students’ need to pass the test in order to 

advance in grade level.  The pressure placed on the children, because of one test, was of 

great concern to the parents.  Even though the parents expressed a belief that the school 

provided an excellent education for their children, they remained anxious about the test 

until the testing results were announced and they learned that their children had passed.  

Because of the school’s open dialogue between faculty and parents, it was evident that 

parents wanted to do whatever they could to help their children.   

In order to balance the pressures of accountability and the needs of the parents, 

the principal created a welcoming environment, provided information, and promoted 

opportunities for all parents to get involved.      
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CREATED A WELCOMING ENVIRONMENT 

The principal believed that one component of balancing the pressures of 

accountability and the needs of the parents was to make certain that parents felt 

welcomed at school and considered themselves an integral part of the academic success 

of their children. The data indicated that the principal succeeded in creating a welcoming 

environment for parents.  The principal expressed that finding meaningful ways for 

parents to be involved with the school was more than a job for her; it more closely 

resembled a mission.  One parent expressed that the school was a happy and welcoming 

place.  She said, “The teachers invite me in to help make copies or do other things.  The 

school is very open and free.”   

The PTA president shared that the former principal had not been outgoing and 

friendly.  Therefore, the parents had not felt that School G had a welcoming environment; 

the school was not a place they felt comfortable visiting.  The PTA president shared her 

belief that because the former principal had not stressed the importance of parental 

involvement, the PTA executive board had become a closed and exclusive group.  The 

PTA president believed that the nature, membership, and perception of the executive 

board had changed because of the current principal.  The current principal met with the 

PTA executive board shortly after her appointment and outlined her vision of the 

importance of including all parents in the school community through the PTA or through 

other school activities.  The PTA president also mentioned that the principal was 

constantly trying to find ways to improve parental engagement.  

The creation of a welcoming environment was a priority for the current principal.  

The PTA president said that even though the principal did not speak Spanish, she reached 

out to all parents.  The parents who were interviewed found her to be very approachable.  

When they had concerns, the principal was always respectful and willing to listen.  The 
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parents who were interviewed did not believe that Principal D’s lack of Spanish-language 

speaking was a problem because of her friendly demeanor and that she always had a 

smile.  One parent said, “No, communication [with the principal] is not a problem.  If we 

need someone to translate for Ms. D, they will either get Ms. Camarillo or Ms. Mayo to 

translate.  The lines of communication are very open.”  Another parent said, “Ms. D 

always has a smile on her face.  She always has respected the Spanish population.  She 

always tries to speak some Spanish and that tells the parents that she is very respectful.”  

When parents needed to conference with the principal, she always had the assistant 

principal (AP) or parent support specialist (PSS) available to translate if necessary.  

These parents expressed no concern about the language barrier, pointing out that the 

former principal had been bilingual, and that they believed he had not been approachable. 

Other observations supported the evidence of a welcoming school environment.  

Starting in the morning during breakfast and morning assembly, parents were observed at 

school visiting with children and other parents.  At lunch, the open hallway outside of the 

cafeteria was set up for students whose parents had come to eat lunch with them.  The 

tables were always filled with mothers and infants, fathers and toddlers, and 

grandmothers and aunts sharing stories from the morning and giving extra hugs.  

Breakfast and lunch were very family-friendly.  It seemed to make it easier for the 

parents to leave their children at school when they had enjoyed a meal together. 

Another area in the school that was often filled with families was the library.  

When the researcher was present, the library was a constant buzz of activity.  Classes 

could be seen working with the librarian or classroom teachers.  At the same time, it was 

usual to see parents shelving books or tutoring individual students.  The librarian had one 

corner filled with toddler books, dolls, a baby bed, and a children’s rocker.  The young 

siblings of the students could be seen going to this corner, putting the baby doll to bed or 
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sitting in the rocker and reading.  The library was a very warm and comfortable place for 

students, teachers, and families to visit and work.       

 

PROVIDED INFORMATION 

In order to balance the pressures of accountability and the needs of the parents, 

the principal provided information to parents about the TAKS test, as well as a variety of 

other topics concerning the students and the school.  This information included learning 

objectives that students worked on in their classrooms, ways for parents to get involved, 

dates for upcoming parent meetings and student activities, and activities that families 

could do at home to support their students’ learning at school.  This information was 

conveyed through various written and verbal forms of communication.  One parent 

stated, “She [The principal] always lets us know what is happening.  She keeps us 

informed.”   

Written information was provided through school, grade level, and teacher 

newsletters in English and Spanish.  The school newsletters contained: a calendar of 

upcoming school events, a letter from the principal, assistant principal, or the PTA 

president, news about a particular grade level, or ways for parents and families to get 

involved at school.  One example of an article in the school newsletter, entitled The 

Grizzly Dining Hall, was written by the assistant principal in English and Spanish and 

stated: 

The Grizzly Dining Hall is located right outside the mail cafeteria.  We are very 
fortunate to have this nice area for parents, relatives, mentors, and students to 
enjoy.  We extend the invitation of eating with your child during their designated 
lunchtime.  Parents must accompany children when eating in the dining hall.  Due 
to the limited space, a student may only invite one friend to eat with them.  When 
the family has finished eating, please wipe down the tables and throw away trash 
so that other families may enjoy their dining experience.  If younger siblings are 
visiting, please be sure they are sitting with parents and not running around the 
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dining hall/cafeteria.  Safety is important and we want everyone to be safe and 
have an enjoyable lunch. 

El Comedor Grizzly Hall esta localizado afuera de la cafetería.  Somos muy 
privilegiados de tener este lugar para que los padres, familiares y tutores lo 
disfruten.  Lo invitamos para que venga a comer con su niño/a durante el tiempo 
designado para la comida.  Pueden acompañar a su hijos/as cuando coman en este 
comedor.  Debido al espacio limitado, un estudiante puede invita a un/una 
amiguito/a.  Cuando la familia termine de comer, por favor limpie la mesa y 
ponga la basura en su lugar para que otras familias que vengan después de usted.  
Si algunos de sus hijos pequeños los acompañan, haga todo el esfuerzo por 
mantenerlos sentados con usted y que no corran por toda el comedor.  La 
seguridad es muy importante y queremos que todos estén bien y que tengan un 
momento agradable.  

Another example of an article in the school newsletter read: 
 
 What Can You Do As A Parent To Help Your Student Be Successful In School?  
 

• Be sure your child gets enough sleep.  Regular bed times are essential to 
learning. 

• Be sure your student has time set aside to accomplish his/her homework. 
• Talk with your student about what he/she is doing in school every day. 
• Tell your student how proud you are of his/her hard work. 

 
¿Que puede hacer usted como padre para que su niño tenga un éxito en la 
escuela? 

 
• Este seguro que su niño obtenga suficiente tiempo para dormir. 
• Significando un tiempo para irse a dormir es muy importante en el proceso de 

aprender. 
• Este seguro que su niño tiene un tiempo regular para hacer su tarea. 
• Hable con su niño acerca de lo que esta hacienda en la escuela diariamente. 
• Dígale a su niño que esta orgulloso del trabajo que esta hacienda en la escuela. 

Teacher newsletters included information such as: a calendar of upcoming events, 

important phone numbers to reach the teacher or the school, an article about a book study 

in the classroom, and ways that parents can help at home.  Each grade level also used 

home-school folders that went home each day that included school work, notes, and 

progress reports.  The folders provided ongoing home-school communication.  
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Information about upcoming events, such as the dates of the TAKS tests, was always 

posted on the school marquee outside the building near the main entrance.  Inside the 

school building, hallway bulletin boards had information posted specifically for parents.  

Other bulletin boards showed examples of student work.  Morning Assembly usually 

included information about the TAKS test.  Whether it was a tip about making sure to get 

plenty of rest or a skit about how to do well during the test, parents remained informed 

and able to share the ideas. 

The principal held monthly Coffee Talks at 7:45 am on various days of the week. 

This enabled parents who brought their students to school to have a brief visit with the 

principal.  In these coffee talks, the principal, along with the assistant principal, 

counselor, or parent training specialist, would furnish timely and helpful news about 

questions or concerns shared by the parents or news that would be beneficial to their 

children.  The parent specialist believed that the Coffee Talks were usually attended by 

around 30 parents.  

Near the end of the school year, teachers at each grade level met with the parents 

of students and the students who would be advancing to their grade level the following 

year.  The teachers visited with them about the expectations of the grade level and 

provided them with examples of the work that they would be producing.  This Open 

House helped prepare the parents for the upcoming school year and gave them a better 

sense of the needs of their children.         

Particularly in the intermediate grades, where the TAKS test was administered, 

teachers used an assortment of venues to provide information about curriculum, 

instruction, and assessment.  Teachers shared that they held pot luck suppers and dessert 

socials to draw parents into the school in the evenings to share knowledge about what the 
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TAKS test looked like.  They showed the parents examples of how they were preparing 

their students to be ready to do well on the tests.   

Another way that information was presented was through parent-teacher conferences.  

Although the district required a conference in the spring and a conference in the fall, 

many teachers mentioned that they held parent conferences more frequently.  Whether 

the conferences were held over the telephone or when a parent picked up the student from 

after-school tutoring or Extend-a-Care, the parents and teachers knew that increased 

communication would positively impact the success of the students.  The principal 

expected parents to be partners in the education of their students, and school personnel 

worked to make that partnership happen.   

 

PROMOTED OPPORTUNITIES FOR PARENTS/FAMILIES TO GET INVOLVED  

The data showed that opportunities for parent engagement and actual parent 

involvement had increased over the last several years.  One of the biggest changes made 

in recent years was the hiring of a different parent support specialist (PSS) who not only 

spoke Spanish, but was very gregarious and open to exploring new ways to involve 

parents.  One teacher expressed: 

Four or five years ago we had a parent specialist but she was not bilingual.  I think 
the fact that we have a parent specialist now who is bilingual, the parents can 
communicate with her and they can call her.  She’s also hilarious and she’s sassy 
and you know they feel like she’s not this staid person, and so they feel like, hey, 
this is one of my gals that I can come and hang out with. 

      During the spring semester, the data revealed a large number of formal and 

informal opportunities for parents to get involved.  Parents and families were an integral 

part of the school community morning, noon, and night.  One bilingual teacher said: 

Parents really are involved in the school.  What I love is that we’ve had a lot more 
bilingual parents involved because of Donna [the principal] and our parent 
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specialist.  I feel like in the past they use to feel like they kind of had to hide 
because they spoke Spanish, but now they are coming out and helping with a lot 
of things.  I think hopefully, they are learning to see that TAKS is just a drop in 
the bucket, just a part of what we do and not huge; and I think that’s part of what 
Donna [the principal] and Elia [the assistant principal] have done.  The whole 
community thing is key to everything.     

The PSS provided additional opportunities for parents to get involved.  Various classes 

and group meetings were held at times that were convenient for the parents.  The PSS 

taught English as a Second Language classes.  The classes, held during the school day, 

usually attracted thirty to forty parents.  Another class made available to parents was a 

nutrition class that taught parents about inexpensive grocery shopping and the cooking of 

nutritious foods.  Parents were also invited to attend a Commadre group to discuss ways 

to help their children with difficult issues such as dyslexia, ADHD, bullying, and 

transitioning to middle school.  The principal said that these classes and meetings have 

been very well attended by parents in large part because of the relationships that they 

have with the PSS.       

Parents were also invited to be members of the Campus Advisory Council (CAC), 

which met monthly to discuss school issues and to advise the principal on decisions that 

needed to be made for the school.  The PTA Executive Board members were elected from 

the parents who were members of the PTA.  In addition to these more formal settings, 

parents were invited to participate in Learning Walks through different classrooms in 

order to observe what the teachers were teaching and what the students were learning.  

By observing what was happening in the classrooms, the parents had a better 

understanding of what their students were learning and how the parents might support 

them at home.  The teachers were very comfortable with parents and guests visiting in 

their classrooms.  The teachers felt that it enhanced parent understanding and 

engagement. 
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Many of the spring events centered on the children and were public celebrations 

of their successes.  One such event that was especially exciting was the School G Ballet 

Folklorico.  There was excitement in the air for several weeks before the evening 

performance.  Led by the parent support specialist (PSS), the parents became deeply 

involved in the event.  With parents helping with transportation, practices, and costumes, 

the student group was very successful and had a wonderful time performing.  Along with 

their continued work with the PSS and in classrooms, parents also volunteered or 

participated in the fourth and fifth grade Shakespeare Festival, grade level Track and 

Field days, the May evening Health Fest, and the Teacher Appreciation Luncheon.  These 

major spring events were supported greatly by parents.  

The principal, the PSS, and the school staff held a May Appreciation Luncheon 

for the parents as well as the community members who mentored students and who 

volunteered at the school.  The beautifully arranged luncheon was held in the library.  In 

addition to the meal, each volunteer received a formal certificate of appreciation as well 

as a lapel pin in the shape of a star or heart.  The principal thanked all of the parents for 

the support and contributions they had provided over the course of the school year.  The 

principal expressed being overwhelmed with gratitude for all they had done to help the 

students and the school.   

      The End-of-Year Grade Level Honor Assemblies, which were all held during one 

school day with the fifth grade ceremony held in the evening, were well attended by 

parents and families. Teachers and administrators gave heartfelt speeches about the 

successes of all of their students.  Parents brought balloons and flowers to make the 

celebrations even more festive and took pictures to remember these special moments. 

The evening of the end-of-year PTA meeting captured the essence of the 

leadership of the principal.  Before the meeting, the PTA hosted a supper for the teachers 
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and staff in the library.  In addition to visiting and celebrating with the group, the 

principal talked about how honored she was to be the principal of this outstanding school 

and to work with an exemplary staff.  She applauded the incredible work that the entire 

school community provided everyday for the students at School G.  She read a heartfelt 

letter that had been written by a former student who was now graduating from high 

school.  The letter talked about the loving memories of School G that the student carried 

with him.  The principal ended her comments by telling to the staff that this letter 

represented what she believed: the memories that students carry away with them are the 

most important part of their jobs as teachers.  Many teachers had tears in their eyes as 

they applauded their principal.     

      The last PTA meeting of the year was an opportunity to share with the parents and 

families all of the successes of the school year.  The principal praised the community for 

the work that the students had accomplished during the TAKS tests, as well as their 

successes at events such as the UIL competition held at School G.  School G was the only 

low SES school that participated in the competition and many students took 1st and 2nd 

place awards in a variety of categories.  The principal was also able to make the group 

aware of many other activities and successes of the school year; many students 

participated in the Shakespeare Festival and the Neighbor Longhorn Program, both 

sponsored by the University of Texas, and the Rule of Law Art Contest, sponsored by the 

Travis County Bar Association as part of the Law Day Luncheon. 

      After the program, the librarian, with tears in her eyes, commented on how 

amazing it was to hear about the wide variety of opportunities for students to get involved 

and how inspirational it was to hear the principal talk about the students and the school.  

She said that she felt that the principal was talking about the school community with the 

same pride that she would have when talking about her own biological children.  The 
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librarian said that it was very heartwarming to listen to the principal praise the students, 

the teachers, and the parents.         

      By creating a welcoming environment, providing information, and promoting 

opportunities to get involved, the principal fostered a true sense of parental involvement 

that went beyond a superficial level of simply telling parents to visit the school.  School 

G became “our school,” many parents stated. 

       

Summary 

Chapter IV presented the findings from the case study.  This chapter was 

organized in two sections.  The first section presented the profile of the selected site for 

the study.  The second section of the chapter was organized by the order of the research 

questions.  The emergent themes for each question were discussed.        

       Chapter V is divided into three sections.  The first section contains a summary of 

the findings supported by the literature review.  The second section presents the major 

conclusions from the study.  The third section presents the implications for practice and 

for future research.  
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CHAPTER 5: SUMMARY OF FINDINGS, CONCLUSIONS, AND 
IMPLICATIONS 

 

Re-Statement of the Problem 

In recent years, the federal No Child Left Behind (NCLB) Act has had a growing 

impact on daily decisions in schools, especially for principals.  As a result of an assigned 

accountability rating – Academically Unacceptable, Academically Acceptable, 

Recognized and Exemplary – some schools are in jeopardy of closing, and principals and 

teachers are at risk of being fired (McGhee & Nelson, 2005).  Policy makers are 

demanding more from schools while providing less money and support to deal with 

greater challenges.  As educational demands and sanctions have evolved, some districts 

and schools have used threats and fear tactics to lead teaching and present curriculum, 

just as NCLB has used the threat of negative school ratings and fear of sanctions to 

reconstitute or close schools.  In this process, policy makers began placing greater 

emphasis on standardized curriculum, instruction, and testing, instead of on the 

implementation of a quality and rigorous curriculum, meaningful instruction, and rich 

connections with students and teachers.  It is difficult for a campus leader to make daily 

ethical decisions on behalf of students and teachers when much of the focus at some 

schools is on accountability ratings and the campus leader feels forced to pressure 

teachers to narrow the curriculum and instruction in order to focus on the standardized 

test.  Sergiovanni (1996) suggested, “School decisions should be based on what we 

believe is good and on what we know is effective for enhancing student academic, social, 

and moral development” (p. XVII). 
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There has been much written about the negative consequences of HST.  Many 

educators have suggested that the needs of students have been left behind and that the 

goal of education has become drilling students to perform well on a standardized test in 

order to raise the state agency’s accountability rating of the school or district.  Principals 

have been found to manipulate test scores and data, while in some districts they have 

been reprimanded or fired for producing low test scores on their campuses.  Principals are 

rewarded for good test scores, rather than for the promotion of quality teaching and 

learning.  Sergiovanni (1996) suggested: 

As schooling becomes more routinized and impersonal, teaching and learning 
becomes more “teacher-proof and learner-proof.”…  Principals, teachers, and 
students are rewarded for following rules rather than solving problems, for 
following procedures rather than making good decisions, doing things right rather 
than doing right things. (p.11)   

 High Stakes Testing (HST) is only one of many areas in which principals 

articulate, model, and practice ethical leadership.  The HST dilemma exemplifies the 

constant struggle that educators face everyday and in virtually every decision.  The 

questions some educators are raising over the latest wave of HST demonstrate the need 

for classroom teachers, parents, and campus leadership to discuss the ethical 

ramifications of everyday actions.  This dialogue is the critical step in elevating these 

issues to district, statewide, and national relevance and consideration. 

 

Purpose of the Study 

The purpose of this study was to describe how a principal balances accountability 

and ethics within an elementary school setting that serves a low socio-economic status 

(SES) student population of over 700 students and has made academic gains as shown on 

standardized tests.  The researcher selected a school based on these criteria to 
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demonstrate how the principal of a large school with a low SES student population can 

balance the pressures of accountability with the needs of the community.     
 

Research Questions 

Four questions have informed this research: 

 1.  What does an elementary school principal do to support teaching and 

 learning in an accountability context? 

  2.  How does an elementary school principal balance the pressures of 

 accountability and the needs of the students?  

 3.  How does an elementary school principal balance the pressures of 

 accountability and the needs of the teachers? 

 4.  How does an elementary school principal balance the pressures of 

 accountability and the needs of the parents? 

Methodology 

This study was a qualitative single-case study of a principal and one high 

achieving, low socio-economic status (SES) elementary school in central Texas. The 

principal was selected according to the following criteria: she had worked at the school 

for at least five years, was regarded as an ethical leader by her peers, and was respected 

in the neighborhood and in the educational community.  The criteria used to select a 

school were: it was an elementary school, with a low SES population, had a student 

population over 700, and over time had made academic gains as shown on standardized 

tests. The researcher chose a single-case study to deeply and thoroughly explore the skills 

used by an elementary principal in an accountability context.  Marshall and Rossman 
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(1999) stated, “Case studies take the reader into the setting with a vividness and detail not 

present in more analytic reporting formats” (p.159).   

Transcribed in-depth interviews, field notes from a wide variety of observations 

and discussions at the school, and relevant documents were collected and used as the data 

for the study.  The researcher interviewed the principal, the assistant principal, the 

secretary, the head custodian, the parent support specialist, the librarian, a math 

instructional coach, a reading specialist, a music teacher, an art teacher, a physical 

education teacher, 15 classroom teachers, and 8 parents.  A variety of state, district, and 

campus documents were collected and examined.  Examples included the Campus 

Improvement Plan, TAKS scores, newsletters, meeting agendas, and survey results 

(Appendix A).   

 

Summary of Findings 

As the pressure on principals to invest more time and resources on successful high 

stakes testing (HST) results, it is increasingly difficult to balance these pressures with the 

needs of the students, teachers, and parents.  Findings indicated that even in this case 

study, in a situation where the principal consciously worked to balance the pressures of 

HST, as testing approached, the principal and teachers increasingly turned their attention 

to the test.  The pressures to score well on the test and the fears of potential sanctions 

resulting from low scores have a corroding effect even in a school that works to minimize 

those pressures.  However, the main focus of this study was the leadership practices that 

support teaching and learning and to meet the needs of the students, teachers, and parents, 

and not the feelings of fear or pressure.  The leadership practices summarized here are 

supported by the ethical models of educational leadership presented in the literature 
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review (Greenleaf, 2002; Gross, 2006; Sergiovanni, 1992, 1996; Starratt, 2004).  

Practices would be based on moral obligations to the needs of all students rather than on 

standardized rules and outcomes.   

As previously discussed, educational scholars (Apple, 1987; Kozol, 2005; 

McNeil, 2000; Valenzuela, 2005) believed that the use of HST had not been fully 

examined for possible negative consequences.  Concerns, such as firing teachers and 

principals or reconstituting and closing schools, caused some educators to make 

inappropriate decisions based on fear, rather than the best interests of the students. Fullan 

(2003) suggested that in order for public schools to be successful, educational leaders 

must be focused on moral purpose.  He stated: 

Leading schools requires principals with the courage and capacity to build new 
cultures based on trusting relationships and a culture of disciplined inquiry and 
action.  Leading schools through complex reform agendas requires new leadership 
that goes far beyond improving test scores. (p.45)   

Hence, the following summary illustrates how a principal, who is regarded as ethical, can 

enact leadership practices that indeed balance accountability and ethics to meet the needs 

of the students. 

 

LEADERSHIP PRACTICES THAT SUPPORT TEACHING AND LEARNING  

 Findings suggested that the principal used the ongoing leadership practices of 

establishing a clear vision, building positive relationships, communicating honestly, and 

providing school-wide systems to support teaching and learning in an accountability 

context.  It was evident from the study that the priority for the principal was the success 

of all students.  This priority weaved throughout the research, not because of the 

accountability system and its demand for successful test results, but because the principal 

believed it was the right and ethical thing to do.  This view is congruent with the 
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foundational base of ethical or transformational leadership (Burns, 1978; Sergiovanni, 

1989, 1996; Starratt, 2004).  As stated in the New Democratic, Ethical, Educational 

Leadership, the transformational leader is “guided by an inner sense of responsibility” 

unlike the transactional leader who is “driven by an exterior pressure of accountability to 

those above” (Gross, 2006, p.6).      

 The over-arching theme that emerged from the study was that the leadership 

practices of the principal can make a difference in the success of all students at a school. 

The focus on success for all students was noted throughout the research.  The principal 

and the teachers recognized that transforming a school into a community of learners that 

prioritizes success for all students takes time.  The school has evolved into a learning 

community over the six years that Principal D has been the principal.   

 The principles articulated in this study, that the principal modeled and practiced a 

clear vision, positive relationships, honest communication, and school-wide systems to 

engage the entire school community in ensuring that all children are successful, support 

Starratt’s (2004) work on ethical leadership.  Starratt (2004) described educational 

leadership as needing to be “morally responsible” (p.49).  He suggested that the leader is 

responsible for:   

creating and sustaining: authentic working relationships with all stakeholders, a 
healthy organizational environment for authentic learning and teaching for all 
students and teachers, and a healthy environment for the learning and practice of 
civic virtue for all students and teachers. (p.62)  

The principal established a clear vision to create a culture to promote success for 

all students.  This vision was an essential focus and its articulation and implementation 

were of high importance to Principal D.  Success for all students is the primary function 

of a school; keeping the focus on this vision is the job of its leader.  Not only was 

Principal D committed to the creation of a culture that would promote success for all 
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students because she was the principal, but also because it was a strong personal belief 

that she had held since becoming an educator.  This practice is also congruent with 

previous research literature on educational leadership (Bolman & Deal, 2003; Senge, 

2000; Sergiovanni, 1989).  Sergiovanni (1989) stated: 

Leaders who are remiss in expressing and articulating a vision in terms of values 
and dreams miss the very point of leadership.  The vision of a school must also 
reflect the hopes and dreams, the needs and interests, the values and beliefs of the 
group.  When a school vision embodies the sharing of ideals, a covenant is created 
that bonds together leader and followers in a common cause. (p.220)          

The principal in this study modeled the leadership practice of building positive 

relationships.  The school became more of a community with a moral commitment to 

teaching and learning.  Because of the trust and respect that members of the school 

community felt for each other, the school vision was shared and nurtured by the 

community.  During this investigation, words such as “caring,” “family,” and 

“relationships” were used to describe the priorities of the principal.  As the principal 

modeled the importance of caring relationships with other educators and the community 

in order to foster a culture of caring, there were significant implications for the students.  

The teachers felt trusted and respected, and the students were given that same quality of 

trust and respect.  The school climate was calm, friendly, and focused on learning.  

Noddings (1992) expressed, “…schools cannot accomplish their academic goals without 

attending to the fundamental needs of students for continuity and care” (p. 63 & 64). 

      In addition to the leadership practice of building positive relationships, the 

principal in this study articulated the importance of honest communication in the school 

community.  For example, through daily contact, in grade level meetings, in academic 

team manager (ATM) meetings, and in Campus Advisory Council (CAC) meetings, 

dialogue was honest, open, and focused on the needs of the students.  The honest 

communication observed in the study supports the work on moral and ethical leadership 
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of educational researchers such as Gross (2006), Noddings (1992), Sergiovanni (1989, 

1992, 1996), and Starratt (2004).  Starratt (2004) suggested that the leader must truly 

respect the dignity of all teachers, students, and parents.  “Extending respect to a 

colleague means listening carefully, discerning the needs behind the requests, and 

responding to the person, not just their organizational role” (Starratt, 2004, p.79).   

      Starratt (2004) goes on to state that the ethical leader communicates “an attitude 

of unconditional regard for the person or persons you are working with” (p.93), and that 

an ethical leader “brings oneself fully into the situation with the other person” (p.99).  

The ethical principal begins with the idea, “I can’t do it alone; you can’t do it alone; only 

we can do it” (p.99).  The principal in this study communicated this idea whether she was 

interacting with students, teachers, or parents.  Genuine respect and open communication 

were observed frequently when important decisions were being made on behalf of 

students.   

      The findings suggested that teachers’ knowledge and opinions were heard and 

respected.  A commitment to learner-centered dialogue by all of the experts was the 

standard practice at School G.  Noddings (1992) explained that part of moral education is 

dialogue.  It is a way to discover understanding, empathy, and appreciation.  She stated, 

“Dialogue is open-ended; that is, in genuine dialogue, neither party knows at the outset 

what the outcome or decision will be” (Noddings, 1992, p.23).  Differences of opinion 

were respectfully public.  Teachers participated in dialogues to formulate the best 

solutions for the students.  As long as the focus stayed on the need of the students, the 

principal believed that coming together and agreeing or disagreeing would only make the 

community stronger and decisions wiser.   

      The principal provided school-wide systems to support teaching and learning.  In 

order to keep the focus of the school on the academic success of all students, the principal 
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and the teachers re-evaluated the school's priorities every year.  Each year, the school-

wide system became more formalized.  The teachers, with guidance from the principal, 

determined prioritized goals, objectives, and procedures to address the needs of the 

campus.  This school-wide system is interwoven into the process of evaluating and 

solving major and minor problems for each academic year and has become the 

centerpiece of the school culture.  School-wide systems have created a school culture that 

pays persistent attention to working together to improve practices that enhance student 

learning.  The act of providing school-wide systems is aligned with DuFour, DuFour, 

Eaker, and Karhanek’s (2004) research on Professional Learning Communities and 

Sergiovanni’s (1996) description of a means-ways-end approach which “allows people to 

choose goals and paths as they go along” (p.35).  Through school-wide systems, teachers 

showed increased commitment and sense of purpose for the teaching and learning of all 

students.        

 

LEADERSHIP PRACTICES THAT BALANCE THE PRESSURES OF ACCOUNTABILITY 
AND THE NEEDS OF THE STUDENTS  

      The principal balanced the pressures of accountability and the needs of the 

students by: promoting meaningful curriculum, instruction, and assessment; building 

caring, supportive relationships; and creating a student-centered school culture. This 

study identified leadership practices that are congruent with ethical conduct for school 

principals as reported in the literature (DuFour et al, 2004; Gross, 2006; Noddings, 1992; 

Sergiovanni, 1989, 1992, 1996; Starratt, 2004).  The most critical attribute that emerged 

was the belief in success for all students, and the belief that certain leadership practices 

utilized by the principal made a difference in affecting the success of all students.  
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Meeting the needs of the students is essential in creating a school culture based on 

learning.   

      The first practice was a commitment by the principal to promote meaningful 

curriculum, instruction, and assessment.  The principal did not use the problems 

associated with HST as an excuse for not implementing rich curriculum, sound 

instruction, and relevant assessment.  As Sergiovanni (1996) suggested, “School 

decisions should be based on what we believe is good and on what we know is effective 

for enhancing student academic, social, and moral development” (p.XVII).  The principal 

in this study was clearly aware of the ramifications of poor school performance on the 

TAKS, yet she trusted herself and her teachers to make the standardized test a part of the 

curriculum, instruction, and assessment, not the curriculum, instruction, and assessment.        

      A second practice that the principal used was building caring, supportive 

relationships to balance the pressures of accountability and the needs of the students.  The 

data indicated that the fostering of caring, supportive relationships by the principal played 

a critical role in meeting the needs of the students.  This practice is aligned with the 

approach that Noddings (1992) has suggested, “Students will do things for people they 

like and trust…Kids learn in communion.  They listen to people who matter to them and 

to whom they matter” (p. 36).  She continued, “A faithfully caring relation allows 

children to select and affirm their own interests after initial exposure” (p.37).   

 Taking the time to foster caring, supportive relationships was a critical practice in 

supporting the needs of the students.  As Noddings (1992) stated, the schools are more 

concerned with a “drive for academic adequacy than the goal of producing caring 

people…The structures of current schooling work against care, and at the same time, the 

need for care is perhaps greater than ever” (p. xii).  The principal in this study was aware 

of the drive toward the singular focus on HST, but remained committed to caring, 



 107

supportive relationships with students.  Although some educators might see time spent 

building supportive, caring relationships with students as distraction from a critical focus 

on HST, the principal in this study, as well as other scholars (Noddings, 1992; 

Sergiovanni, 1996; Starratt, 2004), believe that this commitment is essential to the overall 

educational development of the students. 

      The third practice that the principal used was creating a student-centered school 

culture to balance the pressures of accountability and the needs of the students.  This 

practice is congruent with the notion of ethical leadership advanced by Starratt (2004).  

“Since students’ development is the primary work of the institution, their welfare should 

prevail over all other considerations in school decisions” (Starratt, 2004, p.52).  He 

continued, “When responsibilities conflict, the leader has to seek the course of action that 

most benefits the students while taking into consideration his or her responsibilities to the 

other stakeholders” (p.63). 

      Findings suggested that the principal’s top priority was the students, not the HST.  

Decisions were based on the needs of the students, not what was easiest or most 

convenient for the teachers.  The student-centered school culture was evident during 

teacher meetings and conferences. Using the questions presented by DuFour et al. (2004), 

discussions stayed focused on students.  The principal stated her belief in and practiced 

the idea of a student-centered school culture. With her guidance, the School G campus 

has formed a school culture that places students in the center.  Greenfield’s (1991) study 

of an urban elementary school is congruent with the leadership practice of creating a 

student-centered school culture.  As cited by Sergiovanni in his book, Moral Leadership 

(1992), Greenfield stated: 

Their [teachers’ and principal’s] persistence in searching out strategies to increase 
their colleagues’ or their personal effectiveness in serving the needs of the 
school’s children was motivated not by bureaucratic mandate or directives  from 
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superiors, but by moral commitment to children, rooted in their awareness of the 
needs of these children and their beliefs about the significance of their roles, as 
teachers, in these children’s lives. (p.120)  

 

LEADERSHIP PRACTICES THAT BALANCE THE PRESSURES OF ACCOUNTABILITY 
AND THE NEEDS OF THE TEACHERS 

 Findings indicated that the principal provided resources, shared decision-making, 

and created a culture of mutual respect and responsibility to balance the pressures of 

accountability and the needs of the teachers. It was the goal of the principal to make 

certain that the teachers’ needs were met so that they could better meet the needs of their 

students.  Teachers clearly stated their belief that the principal tried to do everything she 

could to support the teachers. 

      The practice that was most often mentioned by teachers was that the principal 

provided the resources that the teachers needed to support their students.  This practice is 

clearly aligned with Greenleaf’s description of servant leadership.  The principal believed 

that it was her job to serve her teachers.  Greenleaf (2002) believed that servant 

leadership first requires making sure that other’s priority needs are being served.  

Supporting teachers by using funds for additional personnel and educational material, 

providing opportunities for training and staff development, and setting aside additional 

time for teacher planning were examples of the resources provided by the principal.  By 

frequently asking the teachers questions such as, “What do you need?”  “How may I help 

you?” the principal made sure that the teachers had everything they needed to provide the 

best education for the students.    

      The second practice used to meet the needs of teachers was sharing decision 

making with teachers.  The principal believed that the teachers who spent the most time 

with their students were best able to make decisions on behalf of the students. The 
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principal presented many opportunities to solve problems through shared decision-

making.  She felt that by making decisions about students in collaboration with the 

teachers, the decisions would be better.   

Shared decision-making was equally beneficial for the principal, the teachers, and 

the students.  By treating the teachers as the experts and making them an integral part of 

the decision-making process, the principal gave the teachers the confidence to make 

critical decisions on behalf of the students. This leadership practice of sharing decision 

making supports Gross’ (2006) vision of a democratic, ethical educational leader.  

According to Gross (2006), an ethical or transformational leader “operates from a deep 

understanding of ethical decision making in the context of a dynamic, inclusive, 

democratic vision” (p. 6). The transformational leader is very different from the 

transactional leader, who “operates largely from perspective of the ethic of justice 

wherein obedience to authority and current regulations is largely unquestioned despite 

one’s own misgivings” (p.6).  Shared decision making fosters shared ownership, 

collectives, values, and commitments to the common good. 

      The third practice that the principal used was creating a culture of mutual respect 

and responsibility. A strong sense of mutual respect and responsibility between the 

principal and the teachers was evident throughout the study.  It appeared that the teachers 

felt a real responsibility for the success of their students, and that their principal was an 

exemplary model of taking responsibility for the success of the students while also taking 

responsibility to support the teachers.  This practice of creating a culture of mutual 

respect and responsibility is congruent with Hoerr’s (2005) and Gross’s (2006) models of 

educational leader.  Gross (2006) suggested that the ethical or transformational leader is 

“guided by inner sense of responsibility to students, families, the community and social 

development on a world scale” rather than a transactional leader who is “driven by an 
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exterior pressure of accountability to those above in the organizational/political 

hierarchy” (p.6).                         

      Teachers viewed the principal as a colleague who worked as hard or harder than 

they did.  They viewed leadership coming from many different levels, not just from the 

principal.  The leadership practice of creating a culture of mutual respect and 

responsibility is also congruent with Sergiovanni’s (1989) notion that, “Successful 

principals view themselves as principal-teachers.  Teachers, in turn, assume a great deal 

of responsibility; they exercise leadership freely” (p. 222).   

 

LEADERSHIP PRACTICES THAT BALANCE THE PRESSURES OF ACCOUNTABILITY 
AND THE NEEDS OF THE PARENTS 

 Findings indicated that the principal created a welcoming environment, provided 

information, and promoted opportunities to get involved in order to balance the pressures 

of accountability with the needs of the parents.  The data indicated that it was important 

to the principal to encourage parental involvement.  To fulfill this goal, the principal 

spent time cultivating a positive change in the school culture.  One of the greatest 

changes made to achieve this goal was the hiring of the new parent support specialist 

(PSS).  The PSS has made the school more inviting for parents and provided more 

opportunities for parental involvement.  

      The first practice that the principal used was creating a welcoming environment to 

meet the needs of the parents.  This leadership practice is aligned with Gross’ (2006) 

vision of a democratic, ethical educational leader.  Gross (2006) stated that an ethical or 

transformational leader “leads from an expansive community-building perspective” rather 

than one who is “bound by the system and the physical building” (p.6).  The principal in 

this study took the time and made the effort to create a welcoming environment.  Not 
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only was the expectation of a welcoming environment for parents made clear to the 

teachers and staff at the school, but the school had been physically opened up to the 

parents.  Parents were greeted with smiles and open arms morning, noon, and night.  

Spaces were created throughout the school that were clearly family-friendly.  Parents 

were in the halls and in the cafeteria during breakfast, lunch, and after school, as well as 

throughout the day.  This welcoming environment had been deliberately created over 

time. 

      The second practice that the principal used was providing relevant information to 

balance the pressures of accountability and the needs of the parents.  The parents felt 

informed and aware of school life, activities, and events.  Information was provided to 

parents in a variety of written and verbal forms.  All communication was provided in 

English and Spanish which affirms Sergiovanni’s (1996) notion that: 

…leadership based on moral authority relies on ideas, values, and commitment… 
It seeks to develop a shared followership… a followership that compels parents 
and principals, teachers and students to respond from within. (p.34)   

The principal in this study believed that keeping parents informed was part of a 

commitment to the overall success of the students.  The principal expected parents to play 

an active role in their children’s education, and by providing information, she was 

helping them support their children. 

      The third practice that the principal used was promoting opportunities to get 

involved to balance the pressures of accountability and the needs of the parents.  The 

principal in this study believed as Sergiovanni (1992) did that parents play an integral 

role in supporting students in a meaningful and effective manner.  Sergiovanni (1992) 

stated, “…parents, teachers, community and school are partners, with reciprocal and 

interdependent right to participate and benefit and with obligations to support and assist” 

(p.112).  He continued, “… the school needs the advice and support of parents if its work 
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in teaching and learning is to be meaningful and effective” (p.112).  With the help of the 

parent support specialist (PSS) and the commitment of the principal, the opportunities for 

parents to get involved have increased dramatically since the current principal has been at 

School G. 

 From the above findings, the research constructs a framework displayed in 

Illustration 1.  Illustration 1: A Framework for Balancing the Pressures of Accountability 

and School Needs shows the principal’s considerations for achieving success in a high 

stakes testing accountability context.  It contains two main levels: school-wide leadership 

practices and leadership strategies to meet the needs of the students, teachers, and 

parents.  The first level includes four essential components: a clear vision, positive 

relationships, honest communication, and school-wide systems to prioritize needs and 

assess progress. 

 Along with these school-wide leadership practices, the second level stresses 

specific strategies that school leaders may use to balance the pressures of accountability 

and the stake holders’ needs.  In order to support the students, the following strategies 

should be in place: meaningful curriculum, instruction, and assessment; caring, 

supportive relationships; and a student-centered school culture.  To help support the 

teachers, the following strategies should be in place: resources (time, materials, human 

resources, and staff development), shared decision-making, and a culture of mutual 

respect and responsibility.  The strategies to help meet the need of the parents are: a 

welcoming environment, pertinent information, and meaningful opportunities to get 

involved.  Using these leadership practices school-wide and to meet the needs of the 

students, teachers, and parents, the principal ensures a community-wide focus to achieve 

success in school accountability through improved scores on high stakes tests. 

 



 

 

 

 

A Framework for Balancing the Pressures of 
Accountability and School Needs 

School-wide Leadership Practices 

 Clear Vision 

 Positive Relationships 

 Honest Communication 

 School-wide Systems 

Leadership Strategies to Meet the Needs of the  
Students, Teachers, and Parents 
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• A welcoming environment • Meaningful  curriculum,      
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• Caring, supportive 
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respect and responsibility 

• A student-centered school 
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Illustration 1: A Framework for Balancing the Pressures of Accountability and School 
Needs 
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Conclusions 

The purpose of this case study was to describe how an elementary principal 

balances accountability and ethics within an elementary school setting that serves a low 

socio-economic status (SES) student population of more than 700 students and has made 

academic gains as shown on standardized tests.  It may be asserted that a principal who 

embraces ethical principles can indeed balance the pressures of accountability and the 

needs of the students, teachers, and parents.  In this case study, the principal used 

leadership practices that were congruent with the ethical principles described by 

Greenleaf (2002), Gross (2006), Sergiovanni (1992, 1996), and Starratt (2004).   

 Given the nature of this study, the following propositions are advanced.  A clear 

vision, positive relationships, honest communication, and school-wide systems lend 

strong support to teaching and learning in an accountability context.  These leadership 

practices may help to create a community with shared values, covenants, and purposes.  

This is congruent with Yukl’s notion regarding ethical behavior of educational leaders.  

Yukl (2005) stated:   

Leaders can do many things to promote ethical practices in organizations.  The 
leader’s own actions provide an example of ethical behavior to be imitated by 
people who admire and identify with the leader. (p.424)  

Meaningful curriculum, instruction, and assessment; caring, supportive 

relationships; and a student-centered school culture, are essential components of intended 

efforts to balance the pressures of accountability and the needs of the students.  Thus, 

these practices may help to keep the educational emphasis on the needs of the students, 

not the score of a high stakes test.  By providing the focus to ensure the success of all 

students, the principal may contribute to increases in student achievement. 
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Resources (time, materials, human resources, and staff development), shared 

decision-making, and a culture of mutual respect and responsibility may lead school 

leaders to address the pressures of accountability and meeting the needs of the teachers.  

These may help teachers to better meet the needs of their students.  As others report, a 

critical attribute of successful school leadership (Barth, 1990; Hoerr, 2005), is enacting 

practices that directly assist teachers.  In this study, when teachers did not have to focus 

on meeting their own needs, they were able to focus on the needs of their students and, 

therefore, their students were more successful. 

A welcoming environment, pertinent information in English and Spanish, and 

opportunities for parents and families to get involved are critical avenues to meet and 

address the concerns of the parents.  When the needs of the parents are taken into 

account, they are better able to meet their children’s needs.  Thus, parents may truly 

become a part of the education of their students.  This home-school connection could 

help students be more successful, which lends support to assertions that collaboration 

with parents is of particular importance (Scheurich & Skrla, 2003; Reyes, Scribner & 

Scribner, 1999).       

By her own actions and the procedures she put in place, the principal in this case 

study created a culture at the school which valued learning and collaboration and 

demanded formal and informal assessment of the educational progress of all students.  

This achievement occurred over time and required the active support of the entire school 

community.   
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Implications for Practice and Further Research 

      With the increasing demands for accountability, principals are faced with the 

challenge of balancing the resulting pressures and the needs of the students, teachers, and 

parents.  Many principals have begun to focus more on the scores of standardized tests, 

rather than on leadership practices that support teaching and learning.  Thus, it is relevant 

to emphasize the need to understand and document how a principal responds to the 

pressures of accountability.  Current and aspiring school leaders may develop some of the 

leadership practices needed to support teaching and learning in an accountability context, 

as well as balancing the pressures of accountability and the needs of the students, 

teachers, and parents.  Educational leaders can utilize the instructional leadership 

practices from this study to benefit other educators who are faced with the ongoing 

accountability challenges, and the needs of the students at their schools.  These practices 

may serve as suggestions for pre-service and in-service training designed to build 

principal preparation programs to better equip future ethical school leaders.  

      However, it is relevant to state that this study was limited to a single-case study of 

a principal who was perceived to be an ethical leader.  The study was conducted in one 

elementary school in an urban district in Texas only.  The use of a qualitative single case 

study limits the generalizability of the findings to some extent.   

Therefore, this study could be replicated with more than one school or with 

campus principals at other school levels.  Further study of balancing accountability and 

ethics of campus principals should be undertaken.  For instance, further inquiry may 

compare one campus principal of a high performing campus with a second campus 

principal of a low performing campus.  Further research may examine how principals 

make ethical decisions on their campuses in order to better address the current 
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accountability demands.  Additional examination of the challenges and opportunities that 

all campus leaders face in an era of accountability may lead us to an enhanced 

understanding of how principals should be prepared in order to function as ethical leaders 

whose main responsibility is the success of all students.     

Educational leaders have a responsibility to speak up to lawmakers and policy 

makers, to inform the public debate, and to engage the community in the questioning of 

what constitutes education and what it truly takes to leave no child behind.  In attempting 

to expand equity to all students, the notion of accountability has shifted from the school 

district and the individual school to the individual student.  Perhaps it is time for us to ask 

what responsibility each party in the educational process bears as we lift up and educate 

the next generation of students.   
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List of Documents Reviewed and Analyzed 

1.  AISD 2007-2008 Parent Climate Survey Results-School G Elementary School  

2.  AISD 2007-2008 Student Climate Survey Results-School G Elementary School  

3.  AISD 2007-2008 Teacher Climate Survey Results-School G Elementary School  

4.  Austin ISD Video Case Study-School G Grade 5 PLC Task Sheets and Handouts 

5.  Center for Improving School Culture Survey 

6.  School G Elementary Academic Team Managers Meeting Agendas 

7.  School G Elementary Campus Advisory Council Meeting Agendas 

8.  School G Elementary Campus Improvement Plan - 2007-2008 

9.  School G Elementary End of Year Schedule and Information Packet 

10.  School G Elementary Grade Level Meeting Agendas 

11.  School G Elementary Mission Statement and Commitment Statements 

12.  School G Elementary Parent Newsletters and Event Flyers  

13.  School G Elementary-Professional Learning Communities Document 

14.  School G Elementary School Culture Triage Survey 

15.  School G Elementary Staff Meeting Agendas 

16.  School G Elementary Teacher Reading Assignment for November 12, 2007 

17.  School G Elementary Teacher Reading Assignment - Spring, 2008-Data Wise by 

Boudett, City & Murnane 

18.  School G Elementary Testing Calendar - Spring 2008 

19.  School G Elementary Testing Groups - Spring 2008 

20.  School G Elementary Values and Norms Packet   

21.  Partners in Education-Administrator of the Year Nomination Questionnaire 
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22.  Shaping a School Culture: A Commitment to Success, Handout for Presentation by 

Principal D at Texas Partnership for Accomplished Teaching Conference 

23.  Texas Education Agency-Academic Excellence Indicator System - 2006-07 Campus 

Performance 

24.  Texas Education Agency-Academic Excellence Indicator System - 2007-08 Campus 

Performance 

25.  Texas Education Agency-School G Adequate Yearly Progress Campus Data Table - 

2007 

26.  Texas Education Agency-Glossary for the Academic Excellence Indicator System - 

2006-2007  

27.  Texas Education Agency-School Report Card Definitions - 2006-2007 
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