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ABSTRACT 

The purpose of this qualitative study was to focus on strategic communication 

between a principal and teachers in a productive, elementary school. The research 

questions were: What strategic communication does the principal at Walters Elementary 

School use when communicating to her teachers? and What strategic communication do 

teachers at Walters Elementary School use when communicating to their principal? 

Based on the findings of this study, I have three insights. First, strategic communication 

is the process through which micropolitical behaviors are implemented. Second, people 

have purposes behind their actions. Third, people respond to others' behaviors as if they 

are purposeful. 

Strategic communication between the teachers and principal in this school were 

found to fall into three categories. First, strategic communication was used to build or 

strengthen the relationship between the teachers and principal. This communication 

centered around ceremonial events, trust, respect, friendship, empathy, and humor. 

Second, strategic communication empowered teachers. This communication focused 

on training, money, support, extra work, involvement, and creativity. Third, strategic 

communication was used to relay expectations. Expectations centered around children, 

appraisals, the suggestion box, the basket, nonnegotiables, and praise. However, these 

three broad categories, relationships, empowerment, and expectations, were not 

mutually exclusive because I observed that people can use strategic communication to 

attempt to accomplish several goals simultaneously. This was a single-case study, and I 

recognize that different people may have different methods through which they 

strategically communicate their messages. This study describes how the principal and 

teachers at Walters Elementary School strategically communicated. 
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CHAPTER I 

INTRODUCTION 

The focus of this micropolitical study was strategic communication between a 

principal and teachers in one productive, innovative elementary school. I studied how a 

principal strategically communicated to her teachers to accomplish her goals and how 

teachers strategically communicated to their principal to accomplish their goals. As the 

literature review will reveal, studies have been conducted which have focused on how 

educators and other organizational members use communication to influence others. 

The research in this arena was drawn from the fields of micropolitics and 

communication. Some researchers have focused on either the principal's 

communication strategies or the teachers' communication strategies. A study 

simultaneously focusing on the strategic communication of the principal and the 

teachers adds to the existing micropolitical literature and communication literature in 

an educational leadership context. 

I begin with an introductory section which includes a discussion of the linkage 

between symbolic interactionism, micropolitics, and strategic communication. I follow 

with a general discussion of micropolitical and communication literature. This 

discussion will be more fully developed in the Chapter II literature review. I then give 

the study's theoretical framework, design, limitations, significance, and justification. I 

conclude with a summary. 

Linking Symbolic Interactionism. Micropolitics, 
and Strategic Communication 

Symbolic interactionism provided the theoretical framework for this study. 

Symbolic interactionism explains that people act toward things and other people 

1 



2 

contingent on their meanings, social interactions, and interpretive processes. Through a 

symbolic interactionism lens, the micropolitical phenomena of strategic communication 

was studied. Strategic communication deals with communication people use in order to 

accomplish their goals. 

Literature Background 

The focus of this study was strategic communication. The literature most relevant to 

the study of strategic communication was found in two disciplines, micropolitics and 

communication. In the following paragraphs I briefly discuss relevant micropolitical 

and communication literature. A more in-depth discussion of communication and 

micropolitical literature will be given in the second chapter of the dissertation. 

Micropolitical Literature 

"Micropolitics is about power and how people use it to influence others" (Blase, 

1991, p. 1). Micropolitical research recognizes among other things how people use 

communication to influence others to accomplish their goals. This particular type of 

communication can be considered strategic communication, and it is a significant part 

of micropolitical literature. For this reason, micropolitical literature provided a firm 

foundation on which to base this study. 

Mangham (1979) considered language as the basis for political behavior, and 

political behavior was viewed as a necessary consequence of individuals and groups as 

well as multiple coalitions and alliances seeking to achieve their own goals. Bums 

(1961) wrote, "Behavior is identified as political when others are made use of as 

resources in competitive situations" (p. 257). In other words, people had goals they 

wanted to achieve which required the cooperation or compliance of others. Those 

seeking goals used political strategies in order to gain compliance of others which 



moved the goal seekers closer to their goals. Hoyle (1986) wTOte that micropolitics 

consisted of strategies which were deployed in pursuit of individual or group goals. 

Strategic communication could be included among these many strategies. 

Micropolitical Teacher Behavior 

The strategic communication between principals and teachers was the focus of this 

study. This focus considered two-wa} strategic communication, from the teachers to 

the principal and from the principal to the teachers. Researchers have observed \ arious 

micropolitical behaviors of teachers. They noted not only the micropolitical beha\'iors 

of teachers but also the relevance of when they occurred. Below is a discussion of 

studies which addressed micropolitical beha\ior of teachers. 

Blase (1987) found teachers had political orientations toward people with whom 

they routinely worked. Teachers used their power in order to accomplish various goals. 

Blase (1987.1989) found teachers' different political orientations were influenced by the 

principals' characteristics. Anderson (1991) studied an affluent suburban elementary 

school and found teachers had collective power and influence over their principal 

through their organizations and through either helping their principal meet district 

expectations or not. These teachers also had collective power to get rid of a principal 

which caused a principal to be \iilnerable. and a principal dealt with this by building 

power bases among teachers or powerful community interest groups. 

Blase (1988a) observed that because of teachers' vulnerabilit\' to the principal and 

others, they developed political perspectives based on protection (the need to protect 

oneself from others) and power (the need to proactively influence others). Ball (1987) 

recognized teachers who had aspiring career goals employed particular strategies in an 

attempt to be promoted. 

file:///iilnerable


These studies generally described teacher micropolitical behaviors. However, what 

was not present in this literature was actual strategic communication from the teachers 

to the principal which occurred over an extended period of time in a productive school. 

This study contributes to the previous research by filling this gap. 

Micropolitical Principal Behavior 

The focus of this study was the simultaneous strategic communication between 

teachers and a principal. It not only included teacher micropolitical behavior, but it 

also included principal micropolitical behavior which wall be discussed below. 

Greenfield (1991) discovered that the principal employed a variety of micropolitical 

strategies. Anderson (1991) found that principals used political moves to prevent 

disrupting delicate power balances among teachers, principals, the central office, and 

parents. Open and effective principals praised teachers, conveyed high expectations, 

actively involved teachers in decision making, provided teachers autonomy to try 

creative approaches, supported teachers, encouraged teachers to consider alternative 

solutions to problems, judiciously evoked the power of authority, and consistently 

modeled effective practice (Blase & Kirby, 1992). Administrators revealed political 

skills for being visible, displaying values, valuing teaching, staying attuned to 

constituents, valuing teachers, staying tuned into curriculum, instruction, and children, 

and displaying a respectful and collegial attitude toward teachers (Marshall, 1991). The 

belief of teachers and the principal that it was their duty to serve the best educational 

and developmental interests of children was found to be very powerful (Greenfield, 

1991). Cooperation, respect, and care about instruction were valued symbols, and 

projected shared meanings kept people believing and working together (Marshall, 

1991). Ball (1987) identified four political styles of educational leaders and stated that 



leaders tended to adjust and mix leadership styles contingent on audiences, situations, 

or other variables. 

Principals' micropolitical behaviors were not always successfiil. For example, when 

the principal contrived collegiality by mandating teachers to work together at a 

particular time and place, teachers may have perceived this as a form of control which 

caused them to passively resist the principal's expectations (Hargreaves,1991). 

Principals' use of control tactics had profound negative consequences for teacher 

classroom performance, morale, decisional discretion, instruction, and classroom 

resources (Blase, 1990). Elementary teachers responded more by having more loyalty 

to personal relationships than joint involvement found in the initiation and enforcement 

of school rules and procedures where the principal enforced rules through explanation 

and understanding; teachers also had low levels of loyalty when close supervision and 

rule by punishment were used by the principal (Johnston & Venable, 1986). 

The previous studies suggested micropolitical behavior of principals affected teacher 

behavior. Principals who treated teachers as professional colleagues tended to have 

positive effects on teacher performance. Principals who were controlling tended to 

have adverse effects on teacher performance. 

Micropolitical Communication 

One area of micropolitical research specifically dealt with communication. 

Communication can be considered micropolitical since it is used by individuals to 

influence others. 

In her studies of strategic communication, Tracy (1991) assumed a link between 

people's goals and their communication strategies (e.g., make a request, be rational, be 

friendly). For example, a person who wanted to be friendly might attempt to maintain 

peace at all costs. However, a person interested in getting a particular policy 



implemented might use rational means to present a case to the appropriate decision

making individuals. 

Smith and Jones (1968) observed that increased communication, influence, and 

decision making in experimental groups in a manufacturing company caused employees 

to be motivated, to have increased satisfaction, and to have a basis for more effective 

decisions and actions which resulted in higher production. 

These studies specifically dealt with the communication aspect of micropolitical 

behavior. Communication within an organization was used by people to influence 

others. 

Communication Literature 

Strategic Communication 

Communication is a dynamic process in which participants influence and are 

influenced by each other through the use of verbal and nonverbal symbols (Book, 

1995). Verbal communication may be as simple as a person saying "hello" to another, 

and a nonverbal equivalent might be a person waving to another. In its simplest form, 

communication is the sending of a message from one person to another person who 

receives the message, and communication can be used by one person with the intention 

of influencing another. When the person uses communication with the intention of 

accomplishing a particular goal, the communication is classified as strategic 

communication. 

Strategic communication is a broad term which describes communication 

intentionally used to achieve social goals through human symbolic interaction (Daly & 

Wiemann, 1994). Daly and Wiemann write of three types of social goals: personal, 

relational, and institutional goals. Personal goals are relevant pnmarily to one person, 

relational goals are mutually constructed and agreed upon by two or more individuals. 



and institutional goals involve groups organized to achieve a task. A person may 

attempt to accomplish an institutional social goal such as improving student test scores 

or a personal social goal such as reducing paper work. An example of a relational goal 

would be if two teachers who taught the same subject and grade level decided to take 

turns photo-copying papers in order to consolidate efforts. 

Communication in schools has been a specialized area of organizational 

communication research. Everhart (1991) recognized that educational leaders spent 

much of their time meeting, talking, and making decisions that channeled other people's 

talk and decisions. Everhart stated that it was important for leaders to more clearly 

understand how the structure of and context of talk made a critical difference in 

education. 

How to improve communication in the classroom has been studied (Martin, 1971) as 

well as the use of oral communication as a predictor of teaching performance 

(McCaleb, 1984). Teacher behavior was found to affect student learning in a positive 

manner (Brophy & Good, 1986), but communication was also observed that had 

negative effects on recipients (Good, 1981; Rosengren, 1964). 

Organizations experiencing change provide valuable insights into the use of 

communication. In light of current educational reform, the importance of supervisor 

communication to teachers has been recognized (Barth, 1990; Feiman-Nemser & 

Floden, 1986; OTIair & O'Hair, 1992; Waite, 1993) as has the use of communication in 

attempting to bring about change or hinder it (Donnellon, Gray, & Bougon, 1986; Joyce 

& McKibbin, 1982). The current emphasis on shared decision making has also caused 

an emphasis to be placed on teacher communication (Weiss, Cambone, & Wyeth, 

1992). 
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Theoretical Framework 

The topic studied was strategic communication between the principal and teachers. 

The brief overview of relevant micropolitical and communication literature given above 

provided a viable foundation for this study. Also needed was an appropriate theoretical 

framework which provided a lens through which I observed strategic communication, 

and that theoretical framework was symbolic interactionism. 

The foundation for symbolic interactionism was laid by George H. Mead (1934) who 

explained in depth how minds and selves arise within human conduct. Mead asserted 

that human beings are involved in a process of self-interactions and act toward the 

world by interpreting events and organizing actions on the basis of their interpretation; 

people do not merely respond to their environments without any thought process. The 

person observes people's interactions with other people or objects. Then the person 

develops interpretations of these interactions which gives indications as to how this 

person is to act toward other people or objects. Mead wrote that each person acts on 

the world according to how the individual sees it, and new situations influence people 

to change or reinforce their interpretations and thus actions. 

Blumer (1969), who was influenced by Mead's work, coined the term symbolic 

interaction. It was Blumer's theory of symbolic interactionism which provided the 

theoretical framework for this study. Blumer (1969) wrote of his methodological 

position derived from symbolic interactionism which rests on three premises. First, 

people act toward things and other people contingent on meanings the things and people 

have for them. Things include physical objects, institutions, guiding ideals such as 

honesty, and events. A second premise is that the meanings of things and people come 

from social interactions a person has with others. A third premise is that meanings are 

modified through an interpretive process used by the person in dealing with things and 

people encountered. A more detailed explanation of Blumer's three premises follows. 



The first premise, that people act toward things and other people according to 

meanings the things and people have for them, does not refer to a person merely 

reacting to a stimulus. Symbolic interactionism's position is that people act toward 

things on the basis of meanings the things and people have for them, and these 

meanings play a central role in the formation of behavior. For example, a child first 

given a spoon may view it as a toy and may play with it. The spoon's meaning to the 

child is influenced by others in so far as other things given to the child were play items. 

The child's past experiences of playing with objects influences the child's decision to 

play wath the spoon. 

The second premise, that meaning is derived from social interactions, tells us that 

meaning does not emanate from the intrinsic makeup of the thing or person nor merely 

from psychological elements within the person but comes from social interactions 

between the person and others. The person establishes meaning through interactions 

with others and then acts according to meanings held about the thing or person being 

acted upon. "The meaning of a thing [or a person] for a person grows out of the ways in 

which other persons act toward the person with regard to the thing [or the person]" 

(Blumer, 1969, p. 4). Therefore, symbolic interactionism views meanings as social 

products that are formed in and through activities of people as they interact with each 

other. Returning to the child who was given the spoon, the child likely observed adults 

using the spoon to eat and was probably even told to use the spoon to eat. The child 

develops meaning for the spoon based on observations of how others use the spoon as 

well as instructions from adults for the child to eat with the spoon and not play with it. 

These experiences then influence the child to use the spoon as an eating utensil. 

The third premise, that meanings are handled in and modified through an 

interpretive process, does not mean once a person establishes meaning that the person 

merely applies the meaning as it is originally derived. In this phase of the symbolic 
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interaction process, the person interacts with himself or herself concerning the thing or 

person to be acted upon. The person who forms meaning about a thing or another 

person enters a process of interpretation which has two steps: 

First, the actor indicates to himself the things toward which 
he is acting; he has to point out to himself the things that 
have meaning. The making of such indications is an 
internalized social process in that the actor is interacting 
with himself This interaction with himself is something 
other than an interplay of psychological elements; it is an 
instance of the person engaging in a process of 
communication with himself Second, by virtue of this 
process of communicating with himself, interpretation 
becomes a matter of handling meanings. The actor selects, 
checks, suspends, regroups, and transforms the meanings in 
the light of the situation in which he is placed and the 
direction of his action. (Blumer, 1969, p. 5) 

Interpretation is therefore not a mere automatic application of established meanings but 

a formative process in which meanings are used and revised, and meanings are achieved 

through a process of self-interaction. An example of a child having self-interaction will 

further explain the third premise. Applying the third premise to the child using the 

spoon, the spoon's meaning of being a utensil to eat with is not necessarih a set 

definition. The child has self-interaction and may decide a spoon would be a usefiil 

tool to dig with in a sandbox or to pry things open by either watching others using 

spoons as digging or prying tools or by improvising a sandbox digging tool out of the 

spoon after using it to dig into food. 

Symbolic interactionism was the theoretical lens through w hich this research was 

conducted. It explained that human behavior is not merely a reaction to a stimulus but 

rather can be understood by observing the behavior in relation to interactions which 

occur between an individual and other people or things and within the individual. Since 

symbolic interaction emphasized the interactions which influence an individual's 
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behavior, it was important that an appropriate qualitative design be chosen which 

allowed data to be collected through partipant observation, documents, and interviews. 

Study Design 

Strategic communication between a principal and teachers was studied through a 

symbolic interactionism lens. The appropriate study design for observing strategic 

communication was a qualitative design. 

Research Purpose 

The purpose of this study was to locate and describe strategic communication 

occurring between a principal and teachers in a productive, innovative elementary 

school. This study simultaneously focused on both directions of strategic 

communication, i.e., from principal to teachers and from teachers to principal, and 

provided a deeper understanding of strategic communication occurring in a school 

setting. 

Research Questions 

The research questions which guided the research were: 

1. What strategic communication does the principal at Walters Elementary 

School use when communicating to her teachers? 

2. What strategic communication do teachers at Walters Elementary School 

use when communicating to their principal? 

The nature of these research questions allowed me to focus on strategic communication 

which had positive effects in the school. Thus, the findings reported m Chapter IV will 

reflect positive aspects of strategic communication between the principal and teachers. 
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Term Definitions 

Communication is a dynamic process in which participants influence and are 

influenced by each other through the use of verbal and nonverbal symbols (Book, 

1995). General communication is used to pass a message from one person to another. 

A principal greeting teachers as they enter a faculty meeting would be an example of 

communication. 

Goals include personal goals which are relevant primarily to one person, relational 

goals which are mutually constructed and agreed upon by two or more individuals, and 

institutional goals which involve groups organized to achieve a task (Daly & Wiemann, 

1994). Getzels and Guba (1957) refer to institutional goals as nomothetic and personal 

goals of the individual as idiographic. An example of a nomothetic or institutional goal 

would be a school's goal of raising test scores. An example of an idiographic or 

personal goal would be a teacher's desire to establish friendships with other teachers. 

An example of relational goals would be several teachers who decide to share 

classroom ideas in an effort to help children learn better. Institutional, relational, and 

individual goals may either complement each other or they may conflict. 

Strategic communication is a broad term which describes communication used to 

achieve social goals through human symbolic interaction (Daly & Wiemann, 1994). 

Strategic communication differs from general communication because it is used by a 

person in an attempt to achieve a particular organizational, relational, or personal goal. 

Site Selection 

Having completed a summer internship with a school district superintendent, I 

expressed an interest in finding a site for my research. I explained my interest in 

studying communication between a principal and teachers. I asked the superintendent 

to suggest a school in which I could study strategic communication. The school 
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suggested by the school superintendent was characterized in comparison with other 

schools by its high level of student progress, innovative programs, grants, programs, 

conmiunitv' in\ol\ ement, and activities. I confirmed that these characteristics of the 

school were documented in a variety of ways. Performance indicators for the grades 

tested showed significant improvements in academic achievement. This school earned 

a state monetary award for its student performance gains on the state academic test. 

The school used an inclusion program which included special education, gifted and 

talented students, and Chapter I staff aides with classroom instruction. This program 

showed documented gains for most students. This school addressed student learning 

styles. This school involved the community through its student run free enterprise 

system. Students applied and interviewed for positions in their school businesses and 

recei\ ed training from community experts. This provided an opportunity for further 

teaching of problem solving, mathematics, language arts, writing, economics, and 

responsibility through real world experiences. All students within this school received 

gifted and talented instruction, and all students learned to use higher order thinking 

skills. The school had thematically designed curriculum and thematic celebrations 

which included student presentations, workshops, guest speakers, field trips, and other 

such activ ities. It also had received numerous grants for se\ eral of its innovative 

programs, and it had been chosen by the state as a Mentor Campus for the last several 

years. 

I purposefully chose a productive, innovative elementar\ school located in West 

Texas as the site of this research because, based on prior observations of this school, it 

appeared to be a good place to obser\ e strategic communication. The first obser\ ation 

made was that there was significant communication occumng between the principal 

and teachers. There seemed to be a free exchange of ideas among the principal and 

teachers, and two-way communication existed from the principal to the teachers and 



14 

from the teachers to the principal. I observed teachers and the principal working 

together to implement innovative teaching programs in the school. They often talked of 

new ways to help students learn. In the staff meetings I attended I observed a principal 

who led the meetings and encouraged teachers to participate in the decision making. 

The relationship between the principal and teachers in this productive and innovative 

school seemed to be very healthy and productive. Moreover, student achievement had 

increased. 

This elementary school consisted of prekindergarten through fourth grades. There 

were approximately 400 students of which 73 percent of these were Hispanic and 27 

percent were Anglo. This school was a neighborhood school which meant most 

students lived within walking distance of the school. 

I spent one school year at this school conducting a pilot study. This pilot study was 

conducted as a part of an internship for a graduate class, but I purposefully chose a 

school in which I might later conduct research. During this time 1 attended faculty 

meetings, attended teacher special interest meetings, attended a site-based decision 

making meeting, interviewed the principal, and informally visited with the teachers. 

This provided me the opportunity to explore strategic communication possibilities in 

this school. It gave me an opportunity to explore data collection possibilities and 

investigate what kinds of questions I needed to ask in order to learn about strategic 

communication between the principal and teachers. My observations from this pilot 

study encouraged me to select this school for further investigation of strategic 

communication between the principal and teachers. 
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Sample Selection 

The sample included one Anglo elementary principal who was in her fourth year as 

principal. The sample also included twenty teachers in this school. The sample did not 

include other staff members. 

I obtained verbal permission for research access through the superintendent, the 

principal, and the school's site-based decision making team. The principal and teachers 

granted me permission to attend meetings, to interview, and to collect documents. I 

also received approval at the university level from the Human Subjects Committee. 

I explained the research focus and intended duration of the study to the principal and 

site-based decision making team. The site-based decision making team consisted of 

one teacher from each grade level, the principal, community representatives, parents, 

and other certified staff. I assured them of anonymity and confidentiality when 

reporting the findings in order to protect their identity. 

Data Collection 

This study was an observational case study in which the principal and teachers in 

one elementary school were observed (Bogdan & Biklen, 1992). Conducting this study 

in a natural setting facilitated an indepth description (Lincoln & Guba, 1985) of 

strategic communication which occurred between the principal and teachers. Data were 

collected from participant observation, interviews, and documents. Each one of these 

data collection methods will be further explained in Chapter HI. 

Participant Observation 

The primary means of data collection for this study was participant observation in 

which data were collected through sustained contact with the principal and teachers in 

their natural setting (Bogdan & Biklen, 1992). This was important given the research 
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purpose. In order to study strategic communication between a principal and teachers, I 

observed actual communication as it occurred in the school. 

Documents 

Documents are rich sources of information which can increase knowledge and 

understanding about a school (Patton, 1990). Documents such as memoranda, polic\ 

manuals, new sletters, weekly summary sheets, philosophy statements, and news 

releases provided valuable data about the communication between the principal and 

teachers (Bogdan & Biklen, 1992). 

Interview's 

In addition to participant observation and documents, data were collected in 

interviews with the principal and teachers. Interviews were valuable sources of data 

because I learned about participant thoughts and perceptions. I used data collected m 

observations and school documents to stimulate discussion during interviews (Bogdan 

& Biklen, 1992). 

Data Analysis 

Data were analyzed using the constant comparative method described by Bogdan 

and Biklen (1992). Analysis occurred as data were collected and was completed the 

following summer of 1996. Units of information, which are the smallest pieces of 

information which can stand alone and are interpretable in the absence of additional 

information, were found in the data, entered onto a computer, and referenced as to the 

source from which the unit was drawn, the type of respondent, and the episode during 

which the unit was collected. 
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As data were collected, they were sorted into categories by codes which were 

derived from common themes. Categorizing brought together data relating to the same 

content and provided rules justifying category properties and inclusion of data in each 

category. This process will be explained in depth in Chapter IH. 

Study Limitations 

This study focused on strategic communication between a principal and teachers in 

one productive, innovative elementary school located in West Texas which limited the 

representativeness of the study. The findings reflected the goals of the principal and 

teachers at the specific time of the study, and I recognized their goals may change over 

time and with additional experiences. Instead of conducting a study aimed at 

establishing representatives from numerous schools, I provided a thick description 

(Lincoln & Guba, 1985) of the strategic communication between a principal and 

teachers in this elementary school. This type of thick description is not possible in 

large samples representative of a particular population. As a single setting case study, 

the findings may not be generalizable at all. It is my responsibility as the researcher to 

give a thick description. It is the reader's responsibility to see how or if the findings fit 

the reader's unique situation and setting (Bogdan & Biklen, 1992). 

Study Significance 

Theoretical Significance 

The study is significant in two ways. First, this study has theoretical significance. 

Findings gained from this study will help inform future work on a strategic 

communication theory. Strategic communication may be an integral component of 

schools, but strategic communication theory is at a developmental stage and future 

research may help develop more comprehensive theories. This study adds to strategic 
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communication theory by enriching the existing information about which strategies are 

most effective in achieving school-site goals and gives insight into why these school-

site strategies are effective. 

Practical Significance 

This study also has practical significance. The focus on strategic communication 

between a principal and teachers adds to existing knowledge by giving educators more 

information on how to use strategic communication to accomplish their goals. 

Educators can benefit from information about how the principal and teachers in this 

elementary school used communication to accomplish goals. This information might 

be useful in others situations such as principals communicating to community members, 

media personnel, district administrators, other principals, school board members, 

teachers, parents, and students. Teachers may benefit by learning how the principal and 

teachers in this study used strategic communication. This may not only help teachers 

using strategic communication with their principal, but it might also help teachers when 

communicating with parents and students. Teachers use communication in the 

classroom to accomplish goals, and students may benefit from teachers learning how to 

better do this. Students can learn from their teachers a life skill of how to use strategic 

communication and could use it in peer mediations when there are conflicts between 

students. Findings could even be useful to members of organizations other than schools 

since they also consist of people working together to achieve goals. 

Study Justification 

Although there are numerous studies which have dealt with various aspects of 

organizations, few have dealt specifically with strategic communication between 

principals and teachers. Research on influence, power, and compliance gaining has 
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indirectly dealt with strategic communication since people use communication to 

attempt to get their wa}, or rather to reach their goals. Although strategic 

communication may be a relatively new term introduced in communication research, its 

content has been addressed in numerous studies. Studies of strategic communication 

are important to organizations, and more specifically schools, because people are using 

communication in attempts to reach their goals. Information gained from this studv can 

help educators as well as members of other types of organizations learn how to better 

use strategic communication to reach their goals. 

Summary 

The study's theoretical framework, design, limitations, significance, and justification 

were given. This micropolitical study benefits the research community and educators 

by providing a different perspective of strategic communication in a productive, 

innovative elementary school. In this study I simultaneously observed the strategic 

communication from the principal to the teachers and from the teachers to the principal. 

A literature review follows. It includes micropolitical and communication literature. 

Studies which are relevant to strategic communication and how individuals influence 

one another are included. Although a public elementary school was the focus of this 

study, literature was included representing research conducted in other organizations. 

The literature discussed in Chapter II provided a viable foundation upon which to base 

this study. 



CHAPTER n 

LFFERATURE REVIEW 

Introduction 

People use influence when attempting to get others to do w hat thev' want them to 

do. In other words they have a goal which they are attempting to reach by exerting 

influence ov er another person, and this is often accomplished through their 

communication. Although all of the following studies do not specifically address 

strategic communication, they indirectly deal with this topic because they focus on 

people using micropolitical strategies to reach their goals. In order to exert influence 

over others, people communicate verbally and nonverbally as well as in written forms. 

In the first section of the literature review, I define micropolitics and discuss 

relevant micropolitical literature. In the second section I discuss relevant 

communication literature. Since studies of micropolitics and communication occur in 

different types of organizations, I include research from schools and other 

organizations. The literature reviewed in these two sections provided a viable 

foundation for this study. 

Micropolitical Literature 

Micropolitical literature provided a first layer of the foundation for this study. 

Micropolitical definitions are given. Studies are then discussed which provide insight 

into how individuals use political strategies in attempts to achieve their goals. 

20 
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Definitions of Micropolitics 

"Micropolitics is about power and how people use it to influence others" (Blase, 

1991, p. 1). Blase (1991) synthesized previous conceptual works to arrive at a working 

definition: 

Micropolitics refers to the use of formal and informal 
power by individuals and groups to achieve their goals in 
organizations. In large part, political actions result from 
perceived differences between individuals and groups, 
coupled with the motivation to use power to influence 
and/or protect. Although such actions are consciously 
motivated, any action, consciously or unconsciously 
motivated, may have political "significance" in a given 
situation. Both cooperative and conflictive actions and 
processes are part of the realm of micropolitics. (p. 11) 

Blase's definition of micropolitics addressed several aspects of micropolitics. A 

position within an organization gave a person formal power. Informal power included 

power individuals have because their colleagues respected them or because they were 

considered experts in their field. The definition included not only individuals wanting 

to influence others to do what they wanted them to do, but it also addressed the issue of 

individuals using power to protect their interests. Blase wrote that political action may 

be conscious or unconscious. In addition, political action may be cooperative in nature, 

in which organizational members are working together, or conflictive in nature, in 

which they have different interests and are in conflict. 

Mangham (1979) considered language as the basis for political behavior, and 

political behavior was a necessary consequence of individuals and groups as well as 

multiple coalitions and alliances seeking to achieve their own goals. All behavior was 

fundamentally political since when people interacted, they were often motivated by 

benefits they would receive. People interpreted situations rather than merely reacting to 

a stimulus. Members built consensus in order to gain support for their positions, and 
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when experiencing conflict used political techniques such as persuasion, compromise, 

bargaining, and destabilization. 

Bums (1961) wrote, "Behavior is identified as political when others are made use of 

as resources in competitive situations" (p. 257). In other words, people had goals they 

wanted to achieve which involved the cooperation or compliance of others. Those 

seeking goals used political strategies in order to gain compliance of others w hich 

moved the goal seekers closer to their goals. 

Hoyle (1986) wrote that micropolitics consisted of strategies which were deployed in 

pursuit of individual or group interests. Hoyle wrote of micropolitics as being on a 

continuum, from conventional management procedures (i.e., interests, power, and 

legitimacy) to almost a separate organizational world of illegitimate, self-interested 

manipulation. Hoyle (1986) distinguished between power, authority, and influence by 

writing "that at the 'management' end of our hypothetical continuum the power will be 

exercised in the form of authority but as one moves along to the domain of 

micropolitics, influence will be the dominant mode" (p. 129). 

Mayes and Allen (1977) defined organizational politics as "the management of 

influence to obtain ends not sanctioned by the organization or to obtain sanctioned ends 

through non-sanctioned influence means" (p. 675). Although this definition did not 

address sanctioned means of influence to obtain sanctioned ends, it provided a helpful 

explanation of the influence process. Mayes and Allen explained that individuals 

within an organization first decided whether their desired outcomes were sanctioned by 

the organization. They determined if these outcomes were attainable through solitary 

action or if others needed to be involved. Individuals then identified targets of 

influence and incentives required to affect the desired target behavior. Although this 

process was not necessarily linear and several stages could occur simultaneously, this 

model gave insight into political influence within an organization. 
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There were several definitions of micropolitics which had common characteristics 

Individuals did not merely react to stimuli. Micropolitically speaking, individuals' 

behaviors were influenced by what they wanted to achieve. This type of goal-oriented 

behavior was directed toward others in an attempt to get them to do what the goal 

seeker wanted. Blase did not specifically address the issue of communication in his 

definition of micropolitics, but Mangham recognized the role of language in political 

behavior. Bums and Hoyle wrote about micropolitical strategies people use, and May es 

and Allen distinguished between the types of influence people use. However, thus far 

the important role of the strategic communication which takes place between people 

has not been added to micropolitical definitions. 

Micropolitical Teacher Behavior 

Researchers have observed various micropolitical behaviors of teachers. They have 

noted not only the micropolitical behaviors teachers used but also when they used them. 

Below is a discussion of studies which addressed micropolitical behavior of teachers. 

Blase (1987) found teachers had political orientations toward people with whom 

they routinely worked. Teachers used protectionistic action designed to avoid or 

ameliorate the impact of others' threatening behavior and influence responses to 

persuade, support, and facilitate other teachers. Teachers tended to adjust to those 

administrators they perceived as effective by developing positive, supportive, 

collaborative, integrative, and reciprocal political interactions. Positive interpersonal 

politics which were defined as diplomatic increased cohesion among faculty, but 

negative politics decreased faculty cohesion. Diplomatic strategies were consistent 

with equitable exchange in which both parties benefited, and mutual benefit promoted 

networks of indebtedness and mutual assistance among faculty. Being diplomatic was 

related to limiting negative emotion expressions and aggressive behavior, and not 
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limiting these could seriously damage one's reputation and cause others to avoid 

interactions with this person. Political friendliness which included smiling, touching, 

joking, and small talk was central to diplomacy and increased the probability of two-

way interaction, emphatic communication, support, and consensus. Support politics 

were central to diplomacy and included sharing materials, providing services to other 

faculty, praise and recognition of colleagues, advising other teachers, giving therapeutic 

advice, expressing gratitude, and having empathy for colleagues. Blase's (1987) study 

revealed political strategies which teachers used in differing situations. However, Blase 

did not report strategic communication which occurred between the principal and 

teachers during this three-year investigation. 

In a subsequent study of 770 teachers. Blase (1989) found that teachers described 

open and effective principals as: having high but reasonable expectations, being honest 

and nonmanipulative, being communicative, using participation in decision making, 

being collegial, promoting informality, and being supportive. Teachers characterized 

closed principals as being anxious to avoid conflict and as being authoritarian, coercive, 

inaccessible, nonsupportive, egocentric, indecisive, insecure, unfriendly, overly 

negative, and intimidating. Teachers with closed principals responded primarily by 

protecting themselves and by seeking material resources and permission. Teachers with 

open principals engaged in more interaction and sought material, technical, and 

symbolic support. Teacher political interactions with open principals were more 

effective by teachers having influence over their principals and included diplomacy, 

teacher conformity to principals' expectations, teacher acceptance of extra work, and 

teacher visibility (i.e., inviting the principal to the classroom). Other teacher strategies 

were avoiding actions perceived as threatening, ingratiation to elevate principals' self-

esteems, documentation of troublesome problems, employing intermediaries to 

communicate their interests, and issuing threats. 
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Blase (1989) found teachers' different political orientations were influenced by the 

principals' characteristics. Protective considerations were much more important to 

teachers with closed principals than those with open principals. About 85% of the 

feelings reported by teachers working with open principals were positive, but 70% of 

the feelings reported by teachers with closed principals were negative. Moreover, open 

principals tended to have an interpersonal leadership style which emphasized personal 

relationships and private persuasion rather than a managerial style which emphasized 

formal procedures, stmcturing, and planning. Blase found principal openness to be 

directly related to a relatively open political orientation of teachers which tended to 

reduce status differences and to promote effective communication and mutually 

beneficial decisions and outcomes. Blase noted that all teachers' strategies except 

threats were characterized by exchange dynamics and used to obtain valued outcomes. 

There were several kinds of intangible or symbolic exchanges that accounted for 

developing and maintaining relatively open political relationships between principals 

and teachers. For example, teachers gave praise and received recognition from 

principals. 

Not only did Blase study teachers with effective principals, but he also studied those 

with ineffective principals and found there was a difference in political strategies 

teachers used. In schools with ineffective administrators, teachers tended to use 

nonsupportive, noncollaborative, fragmented, and self-oriented interactions (Blase, 

1987). Blase (1987) wrote that negative politics which were associated with self-

serving purposes and offensive behavior (i.e., ingratiation, confrontation) tended to 

dismpt the school, reduce cohesion, lower levels of trust, support, friendliness, and 

morale, and increase conflict and alienation. Although these actions were viewed to 

have adverse consequences, teachers believed such actions were important for 

protection or influence purposes, especially in schools with ineffective principals. 
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Blase (1989) wrote that even with an increased interest in micropolitics, that "so little 

empirical research has actually been conducted on the topic, especially from the 

perspectives of subordinates" (p. 379). Blase's 1989 study gave the micropolitical 

perspective of teachers which filled a void in the literature, but his study did not give 

the simultaneous micropolitical perspectives of the teachers and the principals. 

Moreover, information was collected from questionnaires and not from actual 

communication of the teachers. 

Blase (1988a) conducted a three-year case study of between 75 and 80 teachers in an 

urban bi-racial high school. Because of teachers' vulnerability to the principal and 

others, they developed political perspectives based on protection (the need to protect 

oneself from others) and power (the need to proactively influence others). Teachers 

used six political strategies to deal with sources of vulnerability. Acquiescence was 

overt behavioral compliance to others' expectations or demands and was accompanied 

with intense negative emotions. Conformity included compromises teachers made in 

order to survive and was associated with greater teacher discretion and usually was not 

associated with intense negative feelings. Ingratiation, or flattering another for the 

reason of achieving one's purpose, was accompanied with negative emotions. Positive 

feelings were associated with dipomacy which was used with open principals and 

consisted of tactfulness, politeness, friendliness, positiveness, and empathy for others. 

Timing and related calculations were critical for diplomacy. Passive-aggressiveness 

consisted of indirect, covert, and devious means used to discredit others' actions and 

was employed infrequently and seemed less stable or predictable than other strategies. 

An example of a passive-aggressive tactic would be gossip. Confrontation, which was 

associated with feelings of fear and insecurity, was employed to challenge others' 

actions. It seemed teachers selected certain strategies contingent upon their perceptions 
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of principals' actions. In this Blase study, data were generated by interviews and not by 

actual communication which occurred between the principals and teachers. 

Ball (1987) recognized that teachers who had aspiring career goals employed 

particular strategies in an attempt to be promoted. They had widespread pattems of 

communication within the school, ensured high visibility among their peers and 

superiors, and deliberately got themselves noticed. Other strategies may have included 

fitting in with other school members, dressing appropriately, being involved in school 

activities, and seeking sponsorship of senior colleagues. These teachers may have 

viewed themselves as being in competition with their peers for advancement. Like 

Blase's several previously described studies. Ball's study addressed the micropolitical 

arena of teachers but did not simultaneously consider the communication between the 

principal and teachers. 

Anderson (1991) studied an affluent, suburban elementary school. The teachers at 

this school had collective power and influence over principals through their 

organizations and through either helping or refusing to help principals meet district 

expectations. Teachers had collective power to get rid of principals which caused 

principals to be vulnerable, and principals dealt with this by building power bases 

among teachers or powerfiil community interest groups. This is contrary to what Blase 

(1989) found which was that teachers seemed to operate individually in their political 

relations with principals. 

Different micropolitical behaviors of teachers were observed in the studies 

described. Sometimes teachers chose specific micropolitical strategies depending on 

what they wanted. Other times they selected strategies contingent on the principal with 

whom they had to work. These studies were important since they considered the 

micropolitical behaviors of teachers which had rarely been investigated previously, but 

they did not describe the actual strategic communication which occurs between 
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principals and teachers. The communication from the teachers to the principals were 

described by the teachers in Blase's several studies in interviews or questionnaires, but 

there has been no description of the strategic communication of teachers to their 

principal. There is also no description of the strategic communication of a principal to 

the teachers. The studies described above did not consider the simultaneous two-way 

strategic communication which occurs between a principal and teachers. 

Micropolitical Principal Leadership 

Greenfield (1991) defined leadership as the processes and activities which increased 

the school's effectiveness in accomplishing its goals. The principal facilitated the 

identification and solution of problems by modeling, sharing information, obtaining 

materials, giving praise, noticing noteworthy accomplishments, being accessible, 

showing care for the children, and going to bat for and being supportive of teachers and 

their needs. The principal employed a variety of micropolitical strategies such as 

involving teachers in the school's govemance and decision-making process, keeping 

herself available for consultations with individual staff members, and being strategic in 

recmiting and hiring staff. The principal also tested the Walters regarding issues before 

presenting them to the teachers which allowed her to test the timing of an issue or see if 

a plan needed to be modified. 

Greenfield (1991) wrote that the principal used more subtle strategies by letting 

teachers have ownership in decisions, presenting ample documentation to justify her 

point, surveying people's wants, feeling the tone of what was happening in the building, 

sharing her excitement about certain issues, using her body language and voice to make 

sure teachers knew she had some power in the situation but yet was not forcing them to 

do something, and being honest when there were mandates they had to follow. 
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She realizes, strategically, that not much will happen 
without the genuine support and involvement of her staff 
.... Much of this principal's effort to stimulate leadership 
focused upon gathering information about the concems and 
perspectives of teachers, discretely testing out ideas with 
key teachers, and always being ready to respond to signals 
from teachers about the timeliness or the saliency of one 
idea or another. (Greenfield, 1991, pp. 177, 178) 

This principal realized the power of working as a team toward a common goal which 

was directed at the best interests for the children. 

In a three-month study of how principals influence teachers' school-based decision 

making, Spaulding (1994) found five major strategies that were used: manipulating 

teacher suggestions, use of voting techniques, planting information, exchanging favors 

and support, and using expert knowledge. Spaulding noted that the principal went to 

great lengths to control teacher decision making. This study included data from 

interviews with the principal as well as observations. Spaulding explained major 

strategies the principal used when influencing teachers, but her study did not consider 

the strategies teachers were simultaneously using to influence the principal. 

Anderson (1991) found that to get along with teachers, principals supported teachers, 

protected them from parents, and even reported being able to legitimate weak teachers 

which prevented them from being dismissed. Such political moves enabled the 

principal to prevent dismpting delicate power balances among teachers, other 

principals, the central office, and parents. Anderson (1991) found principals used 

cognitive politics of language: the school had a "humanistic" philosophy; staffs were 

"teams" or "families"; arguments were "conversations" or "interactions"; problems were 

"challenges" or "growth expenences"; and "win-win" decision making took place (p. 

127). In an affluent, suburban elementary school, "established norms are reinforced, 

policies implemented, and hierarchical control maintained largely through the effective 

management of meaning" (p. 129). The political processes described were continuous 
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and thus were processes not mere events. As the previous studies omitted the 

principal's micropolitical behaviors, this study omitted the teachers' micropolitical 

behaviors. Anderson interviewed principals but did not observe the actual strategic 

communication which occurred between the principals and their teachers. 

Blase and Kirby (1992) conducted a study consisting of responses from 836 teachers 

who described influence strategies of their principals. Blase and Kirby (1992) found 

open and effective principals "praise teachers' efforts; convey high expectations for 

teacher and student performance; actively involve teachers in decision making; provide 

teachers the autonomy (freedom) to try creative approaches; support teachers by 

providing materials, training opportunities, and backing in student discipline matters; 

nudge teachers to consider altemative solutions to instmction and discipline problems; 

judiciously evoke the power of authority; and consistently model effective practice" (p. 

113). 

In Blase and Kirby's (1992) study, teachers reported many positive effects of actions 

of open and effective principals and positive effects on the teachers' thinking, attitudes, 

and behavior. Teachers having open and effective principals most frequently 

mentioned these positive effects: enhanced self-esteem and confidence, greater 

sensitivity to student needs, job satisfaction, commitment and loyalty, flexibility and 

creativity, extra time and effort, and improved faculty morale. Teachers reacted to 

praise by having greater esteem, satisfaction, belonging, motivation, and willingness to 

comply with principals' expectations. Teachers receiving praise modeled the behavior 

with their own students, supported their principals, and even reciprocated praise to their 

principals. Teachers positively viewed expectations which were generally clear, 

consistent, direct, and tactful; teachers responded by having improved interactions with 

students, use of time, teaching methods, communication with parents, and sense of 
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belonging. Teachers had greater self-control, consistency, and faimess in matters and 

would accept extra duties in response to expectations. 

Blase and Kirby (1992) had some teachers who said expectations of the principal 

could tax psychological and physical strengths, especially when there were changing 

values. Blase and Kirby (1992) gave this example: "Using that phone in the lounge to 

call six parents during a teacher's only free time during the day may mean that he 

cannot score those 147 tests his students took today, which may mean that he has to 

skip that PTO meeting, which his principal expects him to attend..." (p. 29). A few 

teachers were cynical about conforming to principals' expectations and felt that they 

were "playing the game" (p. 29). These teachers went along with what the principal 

wanted but did not become personally involved or committed. Teachers responded to 

increased involvement by the principal by having feelings of comfort, satisfaction, and 

heightened self-esteem. When involved in decision making teachers felt valued and 

important. Being delegated responsibilities made teachers have feelings of pride, 

inclusion, and empowerment. Teachers developed a whole-school perspective, were 

satisfied with faculty involvement, and worked harder. Granting professional autonomy 

to teachers resulted in positive attitudes and performance, increased creativity and 

reflection, conformity to principals' expectations, and teachers working harder and 

longer. Support from principals included areas of materials, finances, student 

discipline, protecting instmctional time, and tangible incentives. Teachers responded to 

principals' suggesting ideas rather than their directing or telling them what to do. 

Effective principals knew when it was appropriate to intrude into teachers' work space 

and when it was advantageous to proceed more cautiously. Blase and Kirby revealed 

the complexity of political strategies of principals and their effects. However, this 

study did not record actual strategic communication of the principals or the teachers. 
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Marshall (1991) interviewed twelve new school administrators. One principal 

indicated listening, patience, and skills learned in the classroom should be accentuated 

and expanded in the principalship, and he spent much time marketing ideas and 

behaviors he wanted people to adapt or to adopt. This administrator noted the 

principalship consisted of management, control, public relations, and politics. When 

asked about managing politics, this administrator responded, "I prefer to say, how do I 

do the things I knew were necessary to move to this point" (Marshall, 1991, p. 149). 

Another administrator stated, "I'm a child advocate and that doesn't change .... But in all 

the other things, politics come into it and you have to be aware of your constituents; 

that means to understand them, know where they are coming from, and, I think, keep 

them informed" (Marshall, 1991, p. 149). Although Marshall found that most 

administrators shied away from talking about politics, she found they displayed their 

values in their language such as using phrases like "be a people person" (p. 150). 

Administrators revealed political skills for being visible, displaying values, valuing 

teaching, staying tuned to constituents, valuing teachers, and staying tuned into 

curriculum, instruction, and kids. Administrators displayed a respectful and collegial 

attitude toward teachers and valued them as professionals. "Perhaps that is part of the 

work of administrators-to lead workers to acceptance of an agreement to put aside 

differences and conflicts and rally to common goals" (Marshall, 1991, p. 156). 

Administrators had skills in managing meaning, manipulating symbols, and limiting the 

diffusion of awareness of conflicts and dilemmas. Cooperation, respect, and care about 

instmction were valued symbols, and shared meanings kept people believing and 

working together. The information gained in this study was acquired from interviews. 

It would be helpful to have a study that would go further by recording actual principal 

strategic communication. 
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One study considered the power of common principal and teacher goals and 

micropolitical behavior. Greenfield (1991) studied an urban elementary school and 

found how potent the belief of teachers and the principal was that it was their duty to 

serve the best educational and developmental interests of children. The child-centered 

interest was a primary source of power used by the principal and teachers to influence 

one another at an interpersonal level to foster organizational leadership processes and 

activities. There was no question in the teachers' minds that their principal was 

committed to serving the children's interests. School leadership was fostered through 

cooperation and sharing among teachers. Teachers were stimulated and energized by 

the excitement and successes of their colleagues, compliments or positive recognition 

from colleagues and others, and the sharing of information and tips that might be useful 

in the classroom. Greenfield recognized the importance of teachers and a principal 

working together. This added a different dimension to previous studies which focused 

exclusively on the teachers or the principal. 

Ball (1987) identified four political styles of educational leaders. The interpersonal 

leader relied on personal relationships and face-to-face interactions to fulfill their role. 

These leaders were mobile and visible, preferred individual negotiation and 

compromise, encouraged staff members to be autonomous professionals, and de-

emphasized formal meetings and formal decision making. Managerial leaders used 

committees, memoranda, and formal procedures. These leaders communicated to staff 

members through a senior management team. The last was the political leader, and this 

style consisted of two subdivisions, the adversarial leader and the authoritarian leader. 

The adversarial leader tended to relish arguments and confrontation to maintain control 

and aimed to persuade and convince others whereas the authoritarian leader avoided 

and stifled arguments and straightforwardly asserted control. Ball stated that leaders 

tended to adjust and mix leadership styles contingent on audiences, situations, or other 
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variables. These types of leadership styles described by Ball help future researchers 

identify particular tendencies of principals when they attempt to influence teachers and 

accomplish their goals. 

Principals were not always successful in the micropolitical attempts of influence on 

teachers. In a study of how Canadian elementary teachers use scheduled preparation 

time during the school day and how this use related to the teachers' other working 

commitments, Hargreaves (1991) found what he called contrived collegiality, i.e. 

compulsory collaboration among teachers required by the principal, bounded and fixed 

in time and space, implementation oriented, and predictable in its outcomes. Contrived 

collegiality resulted in inflexibility and inefficiency because teachers would not meet 

when they should, would meet when there was no business to discuss, or be involved in 

peer coaching schemes they misunderstood or were not able to work through with 

suitable partners. This made it difficult for programs to be adjusted for purposes and 

practicalities of particular school or classroom settings and overrode teachers' 

exercising professionalism through discretionary judgment. Perhaps the contrived 

collegiality was so stmctured by the principal that teachers perceived it as a form of 

control which caused them to passively resist the principal's expectations. 

Blase (1990) also found principals' use of control tactics had profound negative 

consequences for teacher classroom performance, morale, decisional discretion, 

instmction, and classroom resources. Relationships among teachers, between teachers 

and the principal, and between teachers and students suffered as did school pride. 

Other effects of the principals' control tactics were a reduction of teacher worktime and 

effort, decreases in teacher control of decisions, decreases in concem for improvement, 

increases in difficulty with student problems, as well as decreases in voluntary 

participation in programs, influence regarding policies, risk-oriented behavior, and 

respect for and tmst in principals. Increases in defensive behavior among faculty 
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occurred. Teachers perceived control by principals to undermine overall teacher 

control and influence and caused them to question the legitimacy or authority bases of 

principals' actions. Principals, similar to teachers, also used protection strategies to 

reduce and control their vulnerability to school board members, superintendents, 

parents, and powerful teachers. This study highlighted the effects of principals' 

political actions, and their use of control could have detrimental effects on the teachers 

in a school. 

Similar to the findings of Hargreaves and Blase was a study by Johnston and 

Venable (1986) who found elementary teachers had more loyalty to personal 

relationships than the enforcement of school mles and procedures where the principal 

enforced mles through explanation and understanding. Elementary teachers had low 

levels of loyalty when close supervision and rule by punishment were used by the 

principal. 

Micropolitical behavior of principals was described in numerous studies. How this 

behavior affected teacher behavior was also discussed. Principals who treated teachers 

as professional colleagues tended to have positive effects on teacher performance. 

Principals who were controlling tended to have adverse effects on teacher performance. 

These studies were important to better understanding the micropolitical behaviors of 

principals, but they did not consider the strategic communication which actually 

occurred between a principal and the teachers. 

Other Micropolitical Behavior 

Micropolitics has been explored in numerous organizations other than schools. 

Strategic communication between a principal and teachers deals with educators 

attempting to influence each other, and research of how people in other organizations 

attempt to influence each other is significant to this study. The findings of these studies 
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are relevant to micropolitics in schools and will be included in this review of literature. 

Micropolitics within organizations and political tactics are discussed as well as power, 

influence, and compliance gaining which are components of micropolitics. 

Political Tactics 

Numerous political tactics were recorded by Vecchio (1988). Ingratiation was the 

gaining of good will of another by being attentive or giving favors. Networking was the 

forming of relationships with influential people. Information management was 

described as the use of information to control others or build personal status. 

Impression management was the creating of a favorable image by dressing and 

behaving appropriately, underscoring one's accomplishments, claiming credit when 

possible, and creating the impression of being important or indispensable. People thus 

used different political tactics. Vecchio's tactics were included in this literature review 

since strategic communication deals with how people attempt to influence others, and 

in their attempts to influence others they may use such tactics. Vecchio's political 

tactics served as a suggestion of influence types to investigate in a study of strategic 

communication between a principal and teachers. 

Micropolitical Influence 

Since principals are supervisors of teachers which can be considered their 

subordinates, the following study was included. Subordinate and supervisor opinions of 

influence tactics were studied by Schilit and Locke (1982) who found that subordinates 

and supervisors gave the most common method of upward influence within an 

organization as logically presenting ideas, and both thought it to be more commonly 

successful than unsuccessful. Subordinates and supervisors frequently noted repetition 

or persistence, using organizational mles, trading job-related benefits, and going over 
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the supervisor's head as both successful and unsuccessful attempts of influence. The 

content of the influence attempt was the most commonly mentioned cause of success by 

both subordinates and supervisors, and supervisors also mentioned it to be the most 

common cause of failure. Subordinates attributed failure of influence on the 

supervisor's closed-mindedness, and supervisors attributed it to the subordinate's lack of 

competence which may have been the result of defensiveness by the two parties. The 

most common outcomes of successful attempts of upward influence were the adoption 

of a new policy and an increase in productivity, and unsuccessful experiences seemed 

not to affect the organization's productivity. Schilit and Locke discussed influence 

attempts of subordinates and supervisors which may be similar to those used by 

principals and teachers. 

There were other influence tactics discovered by Kipnnis, Schmidt, and Wilkinson 

(1980). Influence tactics such as exchanging benefits, blocking production, and upward 

appeal (obtaining support from people higher up) were used by subordinates to 

influence superiors; coalitions (obtaining support of co-workers) were used by 

supervisors to influence workers; and assertiveness (demanding, ordering, and setting 

deadlines), sanctions, ingratiation (making the other feel important), and rationality 

(writing a detailed plan or explaining reasons for a request) were used by workers and 

bosses. Kipnis et al. also posited other influence tactics findings. As the status of the 

target person increased, respondents relied more on rationality tactics. Assertive tactics 

and sanctions were used more to influence subordinates than co-workers or superiors. 

Ingratiation, exchange of benefits, and upward appeal were used with equal frequency 

among subordinates and co-workers but much less when attempting to influence 

superiors. Rationality was used more frequently when influencing superiors than co

workers or subordinates. As Kipnis and colleagues discovered, different influence 
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tactics were used according to who was using them and toward whom they were 

directed. 

Kipnis et al. (1980) explained that the goal of the person exerting influence affected 

the tactic chosen. People who frequently sought personal assistance used ingratiation 

tactics; those who frequently assigned work used assertiveness; respondents who 

frequently tried to improve a target person's performance used assertiveness and 

rationality; and people who frequently tried to convince others to accept new ideas used 

rationality tactics. The higher the people's positions in the organization, the more likely 

they used more direct influence tactics and the less likely they depended upon superiors. 

The larger the work units, the more often assertiveness, sanctions, and upward appeal 

were used when influencing subordinates. Data for this study were collected through 

essays that managers wrote describing incidences in which they influenced their bosses, 

co-workers, or subordinates. Influence tactics the managers reported and those they 

actually used may have differed. However, these findings are significant and help build 

a stronger foundation upon which to base this study of strategic communication. V^at 

is needed is a study which reports the actual strategic communication which occurs 

between organizational members. 

Influence tactics of purchasing agents in different firms were studied by Strauss 

(1962) who wrote that an agent's effectiveness was "largely dependent on the political 

power he is able to develop" (p. 185). The purchasing agents used mle-oriented tactics 

which were legitimate under formal organizational mles (i.e., appealing to the boss, 

using mles, requiring written acceptance of responsibility or financial charges), mle-

evading tactics (i.e., passive resistance such as going through the motions to satisfy 

demands), personal-political tactics (i.e., friendships and favor exchanges), and 

educational tactics (i.e., persuading others to think in terms of purchasing terms) when 

dealing with other departments. Usually the agents attempted to initiate change in the 
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behavior of other departments, but they might also have tried to expand their formal 

authority by seeking formal organizational change. Most agents used all of these 

techniques, and their choice was contingent upon the problem. E\ en in dealing with 

one problem, agents used a mixture of tactics. Agents seeking expanded roles were 

flexible and chose informal tactics such as indirect persuasion, inducing others to make 

changes, and interdepartmental politics. They had long-run strategies and sought 

influence before decisions were made and were equally adept at using both formal and 

informal influence tactics. Those who merely talked about formal power seemed to be 

relatively unsuccessful even in informal influence. Strauss described different tactics 

used by purchasing agents in an organization but did not describe the actual 

communication which occurred between organizational members. 

Weick (1979) wrote that subordinates ultimately determine the amount of influence 

leaders exerted on them. Weick pointed out that an organizational leader can be in a 

vulnerable position, and subordinates often have more control than they are aware. 

Weick wrote that for the hierarchy to be maintained, the leader must send acceptable 

orders to subordinates, and order acceptance varied according to the subordinates' self-

interests. 

Barnard (1938) wrote: 

If a directive communication is accepted by one to whom it 
is addressed, its authority for him is confirmed or 
established. It is admitted as the basis of action. 
Disobedience of such a communication is a denial of its 
authority for him. Therefore, under this definition the 
decision as to whether an order has authority or not lies 
with the persons to whom it is addressed, and does not 
reside in "persons of authority" or those who issue orders, 
(p. 163) 

Just because a person attempted to exert authority on another did not mean that the 

recipient of the authority automatically surrendered to it. The recipient of the authority 
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ultimately decided whether or not he or she would allow authority to affect his or her 

behavior. Although this study was not conducted in an educational setting, it is 

important for two reasons. First, it added that the result of influence rests in the 

recipient's hands. Also, it added communication as the means people use to attempt to 

exert influence over other people. 

Compliance Gaining 

When people use strategic communication, they attempt to get another person to 

comply with them. Similar to influence, compliance gaining is another component of 

micropolitics. Cody and McLaughlin (1980) clustered perceptions of compliance-

gaining situations into six categories: intimacy of the relationship, dominance of the 

other person, resistance of the listener, rights of the person seeking compliance, 

personal benefits of the person seeking compliance, and long-term consequences on the 

relationship. These findings were derived from one group of college students writing a 

list of situations which involved some attempt at gaining compliance, and a second 

group of undergraduate subjects rating the degree of relevance of these to their social 

encounters. This method allowed Cody and McLaughlin to identify compliance-gaining 

strategies. This method did not allow them to report actual communication which took 

place in a compliance-gaining situation. 

People chose different compliance-gaining strategies. Females and people in close 

relationships tended to use more polite compliance-gaining strategies than males and 

persons in more distant relationships, and people with power used less politeness than 

less powerful people (Baxter, 1984). One study addressed compliance-resisting 

strategies and suggested people developed more sophisticated and complex resistance 

strategies as a function of age, and older subjects adapted their strategies more to gain 

compliance (McQuillen, 1986). However, the subjects of this study were first, fourth. 
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and tenth grade children. This study did not address the compliance-resisting strategies 

of adults but suggested that as people mature and gain new experiences that they change 

compliance-gaining strategies. 

People had different expectations concerning compliance strategy outcomes. 

Internals, who sought situations where outcomes were more dependent on the actor's 

skill, typically expected compliance-gaining to be easier than externals, who sought 

situations where outcomes were determined by chance factors (Canary, Cody, & 

Marston, 1986). In this study internals relied more on rationality, positive 

manipulation of feelings, and referent influence and relied less on coercion than 

extemals did. Powerless persons seemed to prefer a compliance-gaining context in 

which they manipulated feelings of a person upon whom they were dependent. People 

with a powerless predisposition tended to avoid relational risks, perhaps in an effort to 

avoid personal rejection. Data were collected from college students who completed 

questionnaires which assessed their reactions and likelihood of using several influence 

strategies. This study did not report actual communication which occurred in 

compliance-gaining situations, and Canary and his collegues (1987) suggested further 

research was needed within the broader context of goals. 

In a study of environmentalists, results indicated prosocial, compliance-gaining 

strategies were used more often than anti-social strategies in all situations; however, the 

strategies chosen were not necessarily the most effective (Baglan, Lalumia, & Bayless, 

1986). Wiseman and Schenck-Hamlin (1981) and Cody et al. (1986) found individuals 

selected different compliance-gaining strategies contingent upon the situation. In a 

study by Hunter and Boster (1987), persuaders considered the emotional reaction of 

listeners when choosing compliance-gaining strategies in an attempt to avoid negative 

emotional reactions in listeners. 
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Most compliance-gaining research reported types of strategies people use or the 

likelihood of people using particular strategies. These studies offered a promising area 

for further research which would not only identify compliance-gaining strategies but 

also give actual communication exchanged between people in compliance-gaining 

situations. 

Micropolitical Power 

Power was an important component of micropolitics and was studied in numerous 

organizations. A unique description of power was given by Dorsey (1957) who wrote 

that power was the extent to which a given communication influenced the generation 

and flow of later communication. A position of power would be one in which few 

outgoing communications generated more later communications or in which the 

position elicited, modified, increased, or diminished capacity of communication from 

other sources. Communication was more or less influential according to the response it 

elicited from those receiving it, and the influential communication ranged from 

authoritative to irrelevant communication (Dorsey, 1957). Dorsey recognized the 

importance of communication, and that it could be used to increase a person's power 

within an organization. 

Bacharach and Lawler (1980) described how people used power, coalitions, and 

bargaining to attempt to get what they want. As the primary means which 

organizational members acquired, maintained, and used power, coalitions caused 

conflicting interests of organizational subgroups. Through bargaining, coalitions 

attempted to reach their objectives and protect themselves from encroachments by 

opposing coalitions. Bacharach and Lawler distinguished between two dimensions of 

power, authority and influence. According to Bacharach and Lawler, an individual 

having authority obtained unquestioning, involuntary obedience from subordinates, and 
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an individual exercising influence offered advice, made suggestions, entered into 

discussions, and persuaded them to do what was desired. This study was conducted in 

an organizational setting and reported how people attempted to get what they wanted. 

French and Raven (1968) described five types of power. Reward power was used 

when an administrator influenced subordinates by rewarding particular behaviors. 

Coercive power occurred when the administrator punished subordinates for undesirable 

behavior. Legitimate power was based on the perception that the administrator had the 

right to prescribe behavior because of the administrator's formal position in the 

organization. Referent power was used by an administrator influencing behavior 

because of the subordinates' liking or identification with the administrator. Expert 

power occurred when the administrator influenced subordinates because of the 

administrator's specialized knowledge or skills. 

Not all types of power had the same effects within an organization or between 

people. The higher the person's position in the organization, the greater the potential 

for using legitimate, reward, and coercive power (Hoy & Miskel, 1991). However, the 

use of referent power and expert power depended more on personal attributes such as 

personality, leadership style, knowledge, and interpersonal skills than the other types of 

power (Hoy & Miskel, 1991). 

In a study of five organizational settings, Bachman, Bowers, and Marcus (1968) 

found legitimate power rated as one of the most important power bases, but it did not 

seem to be a factor of organizational effectiveness. Expert power was another 

prominent power base, and it was strongly related with satisfaction and performance. 

Referent and reward powers were found to be of intermediate importance as reasons for 

complying with supervisors' wishes; moreover, referent power was positively correlated 

with organizational effectiveness criteria while reward power did not consistently 

correlate with organizational effectiveness. Bachman and his colleagues found coercive 
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power was the least prominent reason for compliance and was negatively related to 

effectiveness. In five different work settings, legitimate and expert power were found 

to be the most important reasons for employees complying with organizational 

superiors. In this same study, referent and reward power were found to be less 

important for compliance, and the least likely reason for compliance was coercive 

power. 

Expert power was found by Student (1968) to be related to a low accident rate at a 

manufacturer of major home appliances; referent power was associated with low 

excused absences; and high referent power tended to be related to high turnover. 

Student found legitimate power ranked first among reasons for compliance with 

supervisory directives but was not related to performance. When attempting to achieve 

compliance, a supervisor would probably find it most effective to choose referent or 

expert power rather than relying on legitimate power. Reward and coercive powers 

were related to performance, but unintended consequences suggested that supervisors 

should temper their use with referent and expert powers; moreover, referent power was 

a better predictor of performance. 

Etzioni (1961) identified three forms of power which relied on sanctions. Coercive 

power consisted of threat of physical sanctions. Remunerative power was based on the 

control of material resources and rewards. The third form of power which relied upon 

sanctions was normative power which consisted of the control of symbolic rewards. 

Bacharach and Lawler (1980) used the Etzioni and the French and Raven typologies 

to distinguish between bases and sources of power. The four primary bases of power 

which were coercive, remunerative, normative, and knowledge enabled people to 

manipulate others' behaviors. The coercive power base controlled punishment; the 

remunerative base controlled rewards; the normative base controlled symbols; and the 

knowledge base controlled information. Relationships usually were characterized by 
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one of these bases but could consist of all of these. The sources of power were how-

people came to control bases of power. These sources were office and stmctural 

position, personal characteristics, expertise, and opportunity. 

Bennis (1984) described transformative power which he found to be common among 

effective leaders. Transformative power included three parts: the view by chief 

executive officers that they were leaders and not managers; a compelling vision by the 

leader; and an organization made up of people who knew who they were and what they 

were to do. 

Micropolitical behavior was described above as consisting of the use of power. 

There were numerous types of power given, and their uses varied according to the 

individuals, their goals, the organization, and whom they were addressing. A person's 

choice of a power type may influence the effects of its use. The lists of power types and 

their effects (Bacharach & Lawler, 1980; Bachman, Bowers, & Marcus, 1968; Bennis, 

1984; Etzioni, 1961; French & Raven, 1968; Hoy & Miskel, 1991; Student, 1968) 

should not be considered an end in themselves, but they should be considered a means 

for further investigation into the actual communication which occurred between people. 

These studies were not conducted in schools but are significant to educational research 

since schools are organizations. 

Micropolitical Communication 

Some micropolitical research has focused on the communication aspect of influence. 

Although not all of these studies mention strategic communication, they are relevant to 

this study because strategic communication for this study was defined as 

communication used by people in attempts to achieve their goals. Since micropolitical 

communication is communication people use in an attempt to influence others, it is 

strategic. 



46 

In her studies of strategic communication, Tracy (1991) assumed a link between 

people's goals and their communication strategies (i.e., make a request, be rational, be 

friendly). For example, a person who wanted to be friendly might attempt to maintain 

peace at all costs. However, a person interested in getting a particular policy 

implemented might use rational means to present a case to the appropriate decision

making individuals. 

Albrecht (1984) researched a component of micropolitics, influence, and ways 

individuals communicate influence over others. In a study of upper, middle, and lower 

level managers, position within the communication network was related to the extent to 

which a person identified with the organization. For example, linkers, or people with 

liaison communication roles, had more congmency between who they were personally 

and who they were as managers than nonlinkers who had more isolated roles. Linkers 

had access to diverse communication channels, were generally more active and 

involved in the workplace, and often emerged as influential and having control over the 

direction decisions were made. Due to a high internalization of the job which could 

cause increased vulnerability to others, linkers may have perceived themselves more 

positively than others perceived them in order to buffer themselves from stress. Linkers 

had more awareness and monitoring of relationships than nonlinkers, but they perceived 

more interactions took place between them and others than the others actually 

acknowledged having. 

Stohl (1986) studied quality circles which provided communication and influence 

opportunities. Stohl described quality circles as small employee groups of the same 

work area who met voluntarily on a regular basis to identify, analyze, and solve 

problems of production and quality. In a study of factory members, Stohl (1986) found 

quality circles impacted communication throughout the factory. Members of quality 

circles reported talking to the manager more. Workers' tenure in the circle was related 
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to the communication role they occupied; the greater the tenure, the more involved they 

were in the communication. Members of the circles were able to identify with and 

seemed to know more about the corporation, expressed more positive attitudes and 

greater satisfaction, increased the quality of information they gave and received, 

perceived a more positive communication climate, had greater job satisfaction, and 

generally reported higher levels of organizational commitment than nonmembers. 

There were several communication problems which quality circles helped overcome 

such as members from different shifts sharing information and members feeling that 

their opinions counted. Thus influence in quality circles provided communication as 

well as influence opportunities. 

One study which was particularly relevant to the effects of micropolitical uses was 

one in which Smith and Jones (1968) observed the effects of communication, influence, 

and decision-making power on employees. Because of increased communication, 

influence, and decision making in experimental groups in a manufacturing company, 

employees experienced greater uniformities of attitudes and perceptions. Smith and 

Jones wrote that when a large flow of multi-directional communication, a high rate of 

mutual influence, and a pattern of group decision making occurred throughout an 

organization, more two-way communication resulted as well as more adequate 

communication. Employees were then motivated, had increased satisfaction, and were 

provided a basis for more effective decisions and actions which resulted in high 

production. This study of communication and influence within an organization 

provided insights into employee reactions and production. 

These studies specifically dealt with the communication aspect of micropolitical 

behavior. Communication within an organization was used by people attempting to 

influence others. Communication or the lack of it can either help or hinder 

organizational members' performance and thus the organization. Applying this to the 
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educational setting is appropriate since schools are special organizations in which 

people are attempting to use communication to influence others. Educators may have a 

link between their goals and communication strategies as Tracy (1991; suggested. 

Albrecht's (1984) study of the ways individuals communicate influence over others can 

also be applied to the educational setting since principals and teachers attempt to 

influence one another. Stohl's (1986) research revealed how quality circles impacted 

communication throughout a factory which provided \ aluable insight into how groups 

of people communicating can be beneficial to an organization. Stohl's findings can be 

applied to schools since they are organizations aimed at educating children. Since 

schools are experiencing site-based decision making in which principals and teachers 

are working together to make decisions. Smith and Jones' (1968) findings are relevant 

to the school setting. Perhaps principals and teachers working together will also 

experience greater uniformities of their attitudes and perceptions. 

Microj3olitical Stmggles 

Micropolitical behavior may cause stmggles within an organization between its 

members. Micropolitical stmggles were observed to be caused for various reasons. 

One reason for micropolitical stmggles was noted to be conflicting goals among 

organizational members. Since schools are organizations made up of people who may 

have conflicting goals, the following studies are significant to the educational setting. 

Bacharach and Mitchell (1987) discovered power stmggles occurred at all levels of 

schools as people with their own needs, objectives, and strategies tried to obtain control 

over real and symbolic resources. \Miile members may have agreed on normative goals 

of the organization such as education, they differed on the weight given to subgoals and 

strategies used to achieve them. The primary arena for political conflict was the 

decision-making process. Members chose strategies to influence others by considering 

file:///Miile
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their perceptions of the district and other organizational members. Bacharach and 

Mitchell gave two classes of strategies. The fu-st involved the members' use of some 

expertise, authority, or work-related behavior to exert influence on others. The second 

class included coalitions in which members pool their efforts and expertise to exert 

influence on others. 

At a poor, urban elementary school Anderson (1991) observed a conflict which 

occurred between teachers over the use of literature-based instmction versus a basal-

reading program. Teachers initiated a campaign in other schools. The principal 

attempted to get his way by playing behind-the-scenes roles, giving legitimacy to his 

campaign, placing large literature book orders, bringing in pro-literature speakers, 

placing aggressive and articulate supporters on committees, and hiring teachers who 

agreed with his perspective. Another political strategy used was labeling of the 

adversarial side. The pro-basal "stick-in-the-muds" and the pro-literature "fanatics" 

were labels used. If labels stuck, the two extremes would be discredited, balance would 

be achieved, open conflict avoided, and "climate and cooperation" maintained 

(Anderson, 1991, p. 131). In another conflict, a principal used a divide and conquer 

strategy and dealt with upset teachers by grade level rather than collectively. This 

principal met with small groups of teachers instead of the faculty as a whole. The 

Anderson (1991) study revealed how teachers and principals both use political 

strategies when attempting to get their ways when there was conflict. 

Ball and Bowe (1991) studied effects of the Education Reform Act in British 

schools. They noted micropolitical stmggles between school budgeting and 

adjustments in management style and stmcture. School management was caught 

between a need to establish types of decision making and control that would best suit a 

budget-led organization and the need to maintain cooperation and commitment of the 

staff. In micropolitical terms, there was a problem of domination versus the problem of 
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integration. A conflict between managerial concems of management, the market, and 

the budget versus professional concems of student needs, educational philosophy, and 

collegiate relations existed. Ball and Bowe concluded that the outcome to the stmggles 

caused by reforms was a set of temporary resolutions and tentative accommodations. 

Blase (1988b) gathered data from 902 teachers and found 348 explicitly discussed 

favoritism as a political phenomenon. Favoritism was described as negatively 

influencing legitimate organizational policies, mles, and procedures, and it served 

special and narrow interests of only certain individuals which curtailed or eliminated 

opportunities for viable participation from others. Teachers seemed to reduce their 

work involvement as a result of favoritism. Their values and expectations associated 

with instmction, professional autonomy, participation in decision making, 

advancement, and professional status may have also been violated because of practices 

of favoritism. 

In a study about how a principal redistributed control in a high school and tried to 

avoid parental conflict, Corbett (1991) wrote that school politics are complex in: "(1) 

that superordinates rely on sources of power different from those that subordinates rely 

on to influence the behavior of others-primarily authority and endorsement in the 

former instance and primarily invisibility in the latter case; and (2) that positions in a 

school tend to be both superordinate and subordinate relative to other positions in the 

school..." (pp. 93-94). Corbett found everyone in the school maintaining endorsement 

from below and protecting their interests from above, and managing this superordinate 

and subordinate status was a delicate matter. A new discipline management plan had 

been put in place by teachers and administrators. However, the administration avoided 

confrontations with parents or other community members and did not follow the plan 

which resulted in a redistribution of power, away from teachers and toward students 

and parents. This caused teachers to question if the learning was the most important 
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activity in the school, and some teachers left the school or had the desire to leave. 

Some teachers experienced serious emotional consequences such as mental and 

physical health problems and had increasing levels of apathy. 

In micropolitical arenas, stmggles between parties and political tactics were 

observed. In some cases stmggles might have been avoided or diminished if certain 

micropolitical strategies had been used. In other situations stmggles might hav e been 

lessened if particular micropolitical strategies had not been used. Also, members 

attempting to get their ways may have used devious political tactics as described below. 

Thus, micropolitical behavior can have adverse effects on an organization and its 

members. 

Not only were micropolitical stmggles observed in organizations, but so were 

devious micropolitical tactics. Schein (1977) stressed the importance of the intent of 

individual powerholders. Powerholders aimed to achieve personal goals in order to 

obtain more power, maintain current power, and eliminate another's power. When their 

intent was to bring about personal goals congment with organizational goals, which 

Schein called organizational power, their means were overt. However, when personal 

goals were incongment with organizational goals, called political power, their means 

were covert. 

Communication was used by people attempting to get their ways, and their political 

tactics were not necessarily professional or ethical. Devious political tactics such as 

scapegoating, nurturing conflict by spreading false rumors, excluding rivals from 

important meetings, and making false promises were recorded by Vecchio (1988). 

However, individuals attempting to use any of the political tactics may have 

experienced political blunders such as violating the chain of command, losing one's 

temper in front of others, declining a superior's request too often, and challenging 

cherished beliefs (Vecchio, 1988). Individuals more concerned with social approval 
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reported using more indirect and less dismptive strategies of power such as hinting and 

bargaining than those less concerned about social approval who used threats or did what 

they wanted anyhow (Falbo, 1977). When there was conflict, individuals selected 

different strategies. Tactics chosen may have varied according to the level of 

commitment and gender of the participants (Fitzpatrick & Winke, 1979). 

Another type of micropolitical stmggle may occur because people have different 

perceptions of what behaviors are appropriate. People varied according to their 

perceptions of when assertive behavior was appropriate (Collier, 1986). Collier found 

gender and ethnicity affected whether or not individuals viewed assertive behavior as 

appropriate. Anglos and Black Americans viewed assertive behavior as more 

appropriate than Mexican Americans or Asian Americans. Mexican American women 

placed less importance on assertiveness than the men, but there seemed to be a lack of 

gender-related mles for Black Americans. However, Collier noted traditional gender 

and ethnicity stereotypes were not necessarily valid due to changing mles and 

acculturation processes. Davis (1969) wrote that behavior of other persons served as a 

source of cues or information about desirable or permissible behavior and sometimes 

served as a model for behavior. 

Micropolitics Summary 

The micropolitical studies listed above described various ways individuals interact 

with and attempt to influence others. The micropolitical behavior of teachers and 

principals was discussed, as was other micropolitical behavior such as political tactics, 

micropolitical influence, compliance gaining, and power. Micropolitical studies 

specifically addressing communication were given, and micropolitical stmggles were 

explained. The micropolitical arena is very complex, but the study of micropolitics is 
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useful in studies which consider how people interact with each other and attempt to 

influence one another. 

The micropolitical studies provided the first layer of the foundation upon which this 

study was based. The studies were significant, but they left questions unanswered that 

this study investigated. The studies discussed which were conducted in schools 

described principal and teacher micropolitical behaviors. However, most data were 

collected from questionnaires or interviews and not from actual strategic 

communication which occurred between principals and teachers. The organizational 

studies presented were significant to educational settings since schools are 

organizations, and these provided insight into the types and effects of power people use. 

However, the organizational studies were not conducted in school settings. The 

micropolitical literature presented dealt with the way people influence others to achieve 

their goals and recognized communication as a form of influence. Although the 

micropolitical research dealt with influence and communication, it did not specifically 

describe strategic communication which actually occurred between a principal and 

teachers. 

Communication Literature 

Micropolitical literature provided a body of literature which specifically dealt with 

strategic communication or communication used by individuals who are seeking to 

accomplish a particular goal. Communication literature described various aspects of 

communication and provided a second and more general frame of reference for the 

study. 
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Strategic Communication 

A section on strategic communication is appropriate for this review of literature. 

This section includes communication literature which specifically addresses strategic 

communication. The term "strategic conmiunication" has been used in different ways, 

and only literature relevant to this study are included. 

Communication is a dynamic process in which participants influence and are 

influenced by each other through the use of verbal and nonverbal symbols (Book, 

1995). Verbal communication may be as simple as a person saying "hello" to another, 

and a nonverbal equivalent might be a person waving to another. Communication is a 

dynamic process since it is constantly changing and shifting in response to the total 

situation (Dance, 1970). In its simplest form, communication is the sending of a 

message from one person to another. 

Communication can be used by one person with the intention of influencing another 

person. When the person uses communication with the intention of accomplishing a 

particular goal, the communication is classified as strategic communication. Strategic 

communication is a broad term which describes communication intentionally used to 

achieve social goals through human symbolic interaction (Daly & Wiemann, 1994). 

Daly and Wiemann write of three types of social goals: personal, relational, and 

institutional goals. Personal goals are relevant primarily to one person, relational goals 

are mutually constmcted and agreed upon by two or more individuals, and institutional 

goals involve groups organized to achieve a task. A person may attempt to accomplish 

an institutional social goal such as improving student test scores or a personal social 

goal such as reducing paper work. An example of a relational goal would be if two 

teachers who taught the same subject and grade level decided to take turns photo

copying papers in order to consolidate efforts. 
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In a study of strategic communication of principals in restmcturing schools, 

Vanderslice (1995) identified thirteen communication strategies used by principals: 

shared responsibility, visibility, relationship building, accessibility, listening, direct 

request, humor, giving advice, sharing information, networking, eye-on-the-goal/vision, 

positive reward, and shared problem solving. Female teachers in this study reported to 

prefer the first eight strategies listed. This study provided categories of strategic 

communication but did not provide actxial strategic communication which occurred 

between the principals and teachers. 

Communication Effects 

Communication in schools has been a specialized area of organizational 

communication research. Language and communication in schools was found to be an 

indicator of underlying beliefs, and communication shaped behavior of organizational 

participants (Beck & Murphy, 1992). Since educational leaders spent much of their 

time meeting, talking, and making decisions that channeled other people's talk and 

decisions, it was important that they more clearly understand how the stmcture of and 

context of talk made a critical difference in the practice of education (Everhart, 1991). 

Concems of how to improve communication in the classroom have been addressed 

(Martin, 1971). Communication ability appeared to be one of the most important 

competencies to test as an admission requirement to a teacher education program, and 

tests were used to predict communication performance in teaching (McCaleb, 1984). 

Wiemann (1977) explained communication competence as "the ability of an interactant 

to choose among available communicative behaviors in order that he may successfully 

accomplish his own interpersonal goals during an encounter while maintaining the face 

and line of his fellow interactants within the constraints of the situation" (p. 198). 

Wiemann explained how the individual balanced getting a personal goal defined and 
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maintaining the relationship with the other person and gave the following signals of 

communicative competence. First, affiliation and support included eye behavior, status 

marker use, nods, duration of speaking time, speaking rate, pleasantness of facial 

expression, and physical proximity. Second, social relaxation included posture, 

movement, speaking rate, speech disturbances, and object manipulation. A third signal 

of communicative competence was empathy in which there was a reciprocity of affect 

displays, active listening, and responses indicating feeling and understanding. 

Behavioral flexibility was the fourth signal which included verbal immediacy cues, 

status, and affiliation markers use. The last signal Wiemann (1977) described was 

interaction management in which the person established and maintained a smooth and 

easy pattern and interaction as well as planned and controlled the direction of the 

interaction without being dominating. 

Studies have been conducted which revealed how teacher behavior affected student 

achievement. Teacher communication was a behavior which affected student learning, 

and it was found that redundancy, sequencing, clarity, enthusiasm, pacing, and wait-

time were several aspects of lessons which influenced student learning (Brophy & 

Good, 1986). 

Teachers observed in the classroom were found to use four types of communication 

(May & Devault, 1967). Stmctural orientation was communication in which the 

teacher gave much direction and stmcturing. Factual orientation occurred when there 

was much recitation. Personal orientation involved a teacher's ability to relate 

academic knowledge to the students' nonacademic experience. The last type of 

communication was boundary orientation in which teachers established boundaries and 

kept students on task. 

Beginning teachers tended to accomplish three primary tasks using communication: 

acquiring knowledge of pupils, using this knowledge to modify and reconstmct personal 
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images of self as teacher, and developing standard procedural routines that integrate 

classroom management and instmction (Kagan, 1992). Beginning teachers may have 

differed from more experienced teachers and their principals in how they use 

communication. As students became teachers they experienced changes in 

socialization (Feiman-Nemser & Floden, 1986; Lacey, 1977), and thus they may have 

also experienced changes in communication skills. 

Studies of schools and other organizations both had important implications for 

effects communication can have. Communication was noted above to facilitate 

progress toward goals. However, communication was observed by other researchers to 

have a potential to negatively affect its recipients. Although the emphasis of most 

communication research in classrooms focused on the benefits of communication, 

there were studies which observed when communication had negative effects on 

students. Some teachers were observed treating high achieving and low achieving 

students differently, and low expectation communication to students tended to 

negatively affect their performance (Good, 1981). Examples of this negative 

expectation communication included criticizing low achievers more than high achievers 

and praising them less. Low achievers often responded to this communication by 

reducing their effort and adopting a passive learning style. 

Similar findings were observed by Rosengren (1964) who studied hospitals and 

observed a self-fulfilling prophecy similar to that found in schools. Hospital patients 

were observed to act in a manner consistent with how the staff treated them or expected 

them to act. 

Organizational Change 

Organizations experience change for various reasons. Sometimes change is 

mandated. Other times change occurs because members feel change would help them 
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better accomplish their goals. Since a principal and teachers in an innovative school are 

under a somewhat continuous state of change, it is valuable to consider the literature on 

organizational change. 

Organizations experiencing change provide valuable insights into the use of 

communication. Often changes in an organization required changes in the 

communication between members of the organization. Both schools and other 

organizations have experienced change. In light of current educational reform, 

supervision of teachers was no longer viewed as a one-way phenomenon or as a 

supervisor imposing supervisor control over a docile teacher; rather, supervisors aimed 

for collaborative conferences (Waite, 1993). Supervisors needed to model skills they 

prized in empowered teachers: reflection, collaboration, risk taking, caring, and the 

ability to enable the learning and growth of self and others (Waite, 1993). Supervisors 

modeled collaborative conference skills by allowing teachers to begin conferences, 

pausing more often, using more acknowledgment tokens, active listening, and 

incorporating what the teacher said in the supervisor's own talk (Waite, 1993). 

Supervisors' communication skills during conferences were important since teachers 

typically thought the principal was not capable of adequately assessing their classroom 

practices and resented infrequent observations by a principal who knew little of what 

was happening (Feiman-Nemser & Floden, 1986; O'Hair & O'Hair, 1992). Teachers 

wanted principals to be aware of what was going on and not just visit their classrooms 

for evaluations or conferences. Conference skills were important for principals to use 

when communicating with teachers. 

With reforms and change being focuses in many schools, staff and a principal in one 

school were unanimous that it was relatively easy for individual teachers to bring about 

change within their classrooms since the principal supported most attempts and made 

resources available; however, they thought change on a larger scale, whether initiated 
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by a teacher, an administrator, or anyone else, was virtually impossible since it was 

difficult to get teachers to engage in a concerted action (Joyce & McKibbin, 1982). 

However, Donnellon, Gray, and Bougon (1986) observed how individuals used 

communication to organize action among members of an organization. Therefore, 

communication may facilitate change. 

The current emphasis on shared decision making placed new demands on teachers 

such as participating face-to-face with their colleagues and confronting them on issues 

for themselves and for the school; teachers had to engage with other aduhs, negotiate, 

resolve differences, and come to decisions (Weiss, Cambone, & Wyeth, 1992). Weiss 

et al. (1992) reported the following findings. Teachers involved in shared decision 

making resented those who did not participate since the involved teachers did all the 

work and put in all the time, and their colleagues reaped the benefits. Sometimes there 

was resentment by veteran teachers who accused younger teachers of trying to take over 

when they participated in shared decision making. In decision-making situations, 

relationships were no longer social, and tolerable behaviors became annoying to some. 

Although teachers admired the willingness of a person to speak one's mind, to confront 

other teachers and administrators, and to hold one's ground, teachers tended to back 

away from conflict or talk behind others' backs. Teachers resented the principal 

overriding their decisions, and they felt they should be able to challenge the leader on 

particular issues. When decisions were made and passed up the chain of command for 

approval, there was often confusion as to who had final decision authority. 

One way schools attempted to bring about change was through professional 

development. According to Ross and Regan (1993), teachers who listened and 

intermpted during professional sharing, especially those who had substantive and 

affective feedback, derived greater benefit from inservice activities than those who did 

not. For example, teachers who intermpted a speaker at an inservice meeting would 
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benefit more than teachers who merely listened to the speaker. Some support was 

found that professional sharing had a weak impact on the professional development of 

the speaker, perhaps because recounting events of professional practice was insufficient 

for conceptual change to occur. There was little evidence that narrators who were 

challenged by peer feedback gained more in their professional development. Therefore, 

inservice speakers will experience only small gains in their professional development, 

but listeners who actively intermpt the speaker will experience significant gains in their 

professional development. 

As school members' roles have been changing, so have roles of members of other 

organizations. Rosengren (1964) observed a therapeutic milieu in hospitals which 

consisted of overlapping responsibilities between organizational members; a minimal 

emphasis on relationships based upon power, authority, and prestige; a minimal 

articulation of specific ways to perform roles; a minimal utilization of formalized 

methods of communication; and less rigid distinctions between patients and staff. 

Hospitals experiencing a therapeutic milieu had spontaneous communication in which 

new procedures for exchanging information were continually created, and all staff 

members regardless of power, prestige, or administrative prerogatives continually 

exchanged information about patients, reassessed therapeutic interventions, and 

contributed to a patient's treatment. The more informal the communication became, the 

more personalized relationships became between patients and staff and among staff 

members themselves. 

Communication was found to prevent change as well as to facilitate change. In one 

school, faculty members were observed to talk, laugh, and interact easily on their way 

to a faculty meeting, but once inside the meeting room the atmosphere became formal 

and stilted (Joyce & McKibbin, 1982). These faculty members had relatively close 

interchange with two or three individuals and tended to visit with teachers at their same 
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grade level. One teacher openly resisted change and became a powerful person in an 

informal system which not only protected herself from change but insulated the entire 

school from attempts to improve it. Schools with open and strong formal and informal 

systems were found to have a free interchange of ideas from inside and outside the 

school and spent considerable energy in self development, but schools with a weak 

formal system and negative oriented informal system worked against change (Joyce & 

McKibbin, 1982). 

Communication between people was found to give information about the type of 

relationship the people had. Barth (1990) distinguished between collegiality, where 

educators talked about practice, observed each other's practice, worked on curriculum, 

and taught each other, and congeniality, which suggested people were friendly and got 

along with each other. According to Barth, educators who worked to establish collegial 

relationships developed healthy schools in which continual improvement was possible. 

Collegial relationships may also have been congenial, but congenial relationships alone 

did not suggest that educators were working to better the education of their students. 

Communication was not always found to be used to build closer professional 

relationships. Barth (1990) observed parallel play which involved adult relationships 

attempting to be independent. Parallel play occurred when teachers sensed a taboo of 

observing other teachers teach and when the principal did not venture into other 

schools. Even though the adults attempted to establish independent relationships, Barth 

noted the relationships were not isolated. 

Organizational change often caused changes in communication between 

organizational members. Members of an organization were noted to use 

communication to facilitate change or to attempt to prevent it. Communication 

between organizational members was also noted to have positive and negative potential 

according to how it was used. 
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Communication Feedback 

Members of organizations found ways to help prevent or correct miscommunication 

which could also impact performance. Among ways to maintain the accuracy of 

messages were repetition and verification which were often in the form of feedback 

(Guetzkow, 1965). Feedback consisted of messages which conveyed to a receiver about 

his, her, or its (a group) task performance (Cusella, 1987) and was used to decrease the 

gap between performance and a desired behavior. Feedback described behaviors as 

adequate or accurate (Bourne, 1966), and its value depended upon information received 

by the recipient (Ilgen, Fisher, & Taylor, 1979). Useless information distracted 

recipients (Lucas, 1975), and the mode of communication affected the feedback 

useftilness (Lucas & Nielsen, 1980). Immediate feedback improved performance, but 

delayed feedback was not as effective (Ammons, 1956; Holland & Henson, 1956). 

Effective feedback had to include information of the recipient's performance compared 

to the goal (Bilodeau & Bilodeau, 1961); therefore, feedback did not necessarily 

guarantee an improvement in performance (Locke, 1967). 

One form of feedback was provided by appraisals. The appraisal process was 

important since employees needed performance information (Cummings & Schwab, 

1973). There was an aversion to negative feedback by recipients and senders (Redding, 

1972). Negative feedback was distorted since recipients usually perceived it to be more 

positive than it actually was (Ilgen et al., 1979) and because supervisors also distorted 

negative feedback to make it seem more positive (Ilgen & Knowlton, 1980). 

Feedback from individuals at different organizational levels was perceived 

differently by members of the organization. Individuals in industrial trade organizations 

rated feedback from themselves highest, feedback from tasks second highest, and then 

feedback from supervisors, co-workers, and formal organizations as third highest 

(Herold, Liden, & Leatherwood, 1987). 
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Appraisals were observed in schools. Communication used in conferences between 

teachers and their supervisors varied according to the individuals. Waite (1993) noted 

three types of teacher conference roles. The passive teacher conference role occurred 

when the supervisor had a relatively strong supervisory agenda and the teacher had little 

or no resistance, accepted the supervisor's authority and suggestions, and aligned 

teaching with the supervisor's beliefs. The collaborative teacher conference role 

consisted of strategic compliance and strategic redefinition. In this case the supervisor 

had a weaker agenda than in the first case which allowed the teacher more 

determination in deciding which of the supervisor's interpretations or suggestions to 

respond to and how so. The adversarial teacher conference role occurred when both 

teacher and supervisor brought strong agendas to the conference and the teacher did not 

negotiate. Educators were described as possibly having adversarial relationships, which 

could be caused by a principal obliterating a teacher during an evaluation, or 

competitive relationships, which could cause them to withhold extraordinary insights 

(Barth, 1990). 

Feedback can help alleviate or elevate miscommunication within an organization. It 

can also influence individual organizational members' performances and thus the 

success of the organization. Therefore, feedback was another aspect of communication 

which can help an organization to perform better. 

Nonverbal Communication 

Communication researchers have noted the importance of nonverbal 

communication. O'Hair and O'Hair (1992) described nonverbal communication as 

including paralanguage (verbal communication unrelated to the words used), facial 

expression, eye and visual behavior, gesture and body movement, personal space (how 

close individuals stand or sit when communicating), and environment space 
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(constmction and manipulation of physical space). Approximately 70 to 80 percent of a 

message was found to be sent nonverbally, and when verbal and nonverbal messages 

contradicted each other, people tended to believe the nonverbal (Burgoon, Buller, & 

Woodall, 1989). 

Nonverbal communication was an important part of communication which was 

studied. In group settings a great deal of fidgeting, moving about, and trying to get 

comfortable communicated much about the group process (Patton, 1990). Those not 

interested in the communication tended to fidget more than individuals highly 

interested in the topic being discussed. The way participants dressed, expressed 

affection, physically spaced themselves in discussions, and arranged themselves in their 

physical setting were nonverbal cues about what was happening in a school. 

Mehrabian (1969) studied the distance, eye contact, and body orientation of speakers 

to their listeners. The distance, eye contact, and body orientation between a 

communicator and the listener seemed to increase according to the degree of liking of 

the listener by the communicator. Other findings suggested the position of arms and 

legs, posture, and position of the communicator varied according to attitude or status of 

the communicator in relation to the addressee. 

Nonverbal cues played an important role in communication. Nonverbal 

communication not only was observed to relay messages from the person speaking, but 

it also revealed something about the thoughts of the recipients. 

Communication Summary 

There were numerous characteristics of communication which have been studied in 

schools as well as other organizations. These studies built a general background upon 

which this study was based. They indicated the complex nature of communication and 

many of its characteristics and possible effects on recipients. Communication literature 



65 

described various aspects of communication. Some communication researchers even 

wrote about strategic communication. However, the communication literature did not 

provide a description of strategic communication which actually occurred between a 

principal and teachers. 

Summary 

In this section, I discussed micropolitical and communication literature relevant to 

this study. I discussed definitions of micropolitics and sited studies of micropolitical 

behavior in schools and other organizations. I then gave different aspects of 

communication which were relevant to this study. Combining micropolitical and 

communication literature and theory provided a viable foundation for this study. 

The micropolitical literature dealt with ways people influence others to achieve their 

goals and recognized communication as a form of influence. The communication 

literature described various aspects of communication including strategic 

communication. Although the micropolitical research dealt with influence and the 

communication research dealt with various aspects of communication, neither body of 

literature specifically described strategic communication which actually occurred 

between a principal and teachers. 



CHAPTER m 

RESEARCH DESIGN 

Introduction 

Qualitative methods were used in this micropolitical study of strategic 

communication between a principal and teachers in a productive, innovative elementary 

school. Symbolic interactionism provided the theoretical framework through which this 

micropolitical perspective was viewed. I will first discuss a pilot study conducted at the 

site. I will then give the research purpose and research questions. Following an 

explanation of the selection of the site and sample, I will discuss data collection 

procedures which include participant observation, documents, and interviews. Data 

analysis procedures will be discussed followed by explanations of the research 

notebook organization. Tmstworthiness of the study will be discussed. In this 

discussion, I will discuss ways credibility for the study were established which included 

prolonged engagement, persistent observation, triangulation, and peer debriefing. 

Included in the tmstworthiness discussion, I will explain the transferability and 

dependability of the study. 

Pilot Study 

During the 1994-1995 school year, a pilot study was conducted in the elementary 

school selected as the site for this study. I asked the superintendent of this school 

district to suggest a school in which I could do an internship. I also expressed my 

interest in possibly later conducting research on strategic communication in this school 

and asked him to consider this in his suggestion. This pilot study allowed me to test my 

data collection sources and methods. Data were collected during general faculty 

66 
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meetings, interviews with the principal, and small group meetings of teachers. During 

the time I was in the school completing the internship, I made observations to see if this 

school would be a good one to choose for my future dissertation research on strategic 

communication between a principal and teachers. 

During the pilot study, I collected documents such as staff meeting agendas and 

school newsletters. I also took field notes while observing at the various meetings I 

attended. Although I attended these meetings for the internship, my observations were 

concentrated on the strategic communication between the principal and teachers. After 

being in the school for the first semester, I told the principal that I thought her school 

would be a good place in which to observe communication between her and the 

teachers. I asked her if I could return the following semester to continue observations. 

She said 1 would need to ask the site-based decision-making committee. Later I was 

placed on this committee's agenda and explained my research interests. I left the 

meeting and assumed that they discussed this issue. I contacted the principal several 

days later and found out that the committee had approved my research request. 

Research Purpose 

The purpose of this study was to locate and describe through a micropolitical lens 

strategic communication occurring between a principal and teachers in a productive, 

innovative elementary school. This study was unique in that it simultaneously focused 

on both directions of strategic communication, i.e., from principal to teachers and from 

teachers to principal, and provided a deeper understanding of strategic communication 

occurring in a school setting. 

The purpose of this study was to describe strategic communication between the 

principal and teachers. Therefore, the findings discussed in Chapter FV tend to be 

evidentiary of positive communication opportunities and interactions between the 
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principal and teachers. I cannot say that Walters Elementary was a school without any 

problems. However, I can say that if there were problems that they were dealt with 

appropriately by the principal and teachers. I acknowledge that I could not have 

observed every communication which occurred between the principal and teachers, and 

I learned what the principal and teachers shared with me and what I observed. 

However, I was in the school over a two year period, and what I observed and what was 

shared with me coincided with the findings which I report in Chapter FV. Access to 

teacher appraisals and information which dealt with student privacy were beyond the 

scope of this study. 

Research Questions 

The research questions which guided the research were: 

1. What strategic communication does the principal at Walters Elementary 

School use when communicating to her teachers? 

2. What strategic communication do teachers at Walters Elementary School use 

when communicating to their principal? 

The nature of these research questions allowed me to focus on strategic communication 

which had positive effects in the school. Thus, the findings reported in Chapter IV will 

reflect positive aspects of strategic communication between the principal and teachers. 

Site Selection 

Having completed a summer internship with a school district superintendent, I 

expressed an interest in finding a site for my research. I explained to the superintendent 

my interest in studying communication between a principal and teachers in a school. 

The superintendent suggested a school, which I will refer to as Walters Elementary, 

because of its student progress, innovative programs, grants, programs, community 
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involvement, and activities. This is the same school in which I had completed an 

internship and the pilot study. I confirmed that these characteristics of the school were 

documented. Performance indicators for the grades tested showed significant 

improvements in academic achievement. This school earned a state monetary award 

for its student performance gains on the state academic test. The school used an 

inclusion program which included special education, gifted and talented students, and 

Chapter I staff aides with classroom instmction. This program showed documented 

gains for most students. Learning styles were addressed in this school. This school 

involved the community through its student-run free enterprise system. Students 

applied and interviewed for positions in these school businesses and received training 

from community experts. This provided an opportunity for further teaching of problem 

solving, mathematics, language arts, writing, economics, and responsibility through real 

world experiences. All students within this school received gifted and talented 

instmction and learned to use higher order thinking skills. The school had thematically 

designed curriculum and thematic celebrations which included student presentations, 

workshops, guest speakers, field trips, and other such activities. It also had received 

numerous grants for several of its innovative programs, and it had been chosen by the 

state as a Mentor Campus for the last several years. 

I purposefully chose a productive, innovative elementary school located in West 

Texas as the site of this research. I considered several factors when selecting this 

school. Based on the pilot study conducted in this school, this school appeared to be a 

viable place in which to observe strategic communication. One reason was because the 

school principal and teachers were innovative and appeared to work together to 

accomplish their goals. Organizational goals were being accomplished such as being 

awarded grants. Personal goals also appeared to be accomplished. For example, the 

teachers showed pride in their school which may have been because they had personal 
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goals of being recognized for their accomplishments. Relational goals seemed to be 

present because the principal and teachers worked well together toward common goals 

such as student achievement. A second reason was because the principal and teachers 

were accustomed to visitors coming into their school to observe, and they did not seem 

disturbed by having others observe them. This elementary school consisted of 

prekindergarten through fourth grades. One of the most significant reasons for selecting 

this school as the site for this study was based on observations I made in the school. I 

spent one school year at this school conducting a pilot study. During this time, I 

attended faculty meetings, attended teacher special interest meetings, attended a site-

based decision making meeting, interviewed the principal, and informally visited with 

the teachers. This provided me the opportunity to explore strategic communication 

possibilities in this school. The findings of this pilot study encouraged me to select this 

school for further investigation of strategic communication between the principal and 

teachers. Another reason for selecting this school was because it was within a 

reasonable traveling distance of my home. 

Sample Selection 

The sample included one elementary principal who was completing her fourth year 

as principal in the school. The sample also included twenty teachers in this elementary 

school. There were four Hispanic teachers and sixteen Anglo teachers. The sample did 

not include other staff members. 

I obtained verbal permission for research access through the superintendent, the 

principal, and the school's site-based decision-making team. The principal and teachers 

granted me permission to attend meetings, to interview, and to collect documents. I 

also received approval at the university level from the Human Subjects Committee. 
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I explained the research focus and intended duration of the study to the principal and 

site-based decision-making committee. I assured them of anonymity and confidentiality 

when reporting the findings in order to protect their identity. 

Data Collection 

This study was an observational case study since the principal and teachers in one 

elementary school were observed (Bogdan & Biklen, 1992). Conducting this study in a 

natural setting provided an indepth description (Lincoln & Guba, 1985) of strategic 

communication which occurred between the principal and teachers. Data were 

collected from participant observation, interviews, and documents. 

Participant Observation 

The primary means of data collection for this study was participant observation in 

which data were collected through sustained contact with the principal and teachers in 

their natural setting (Bogdan & Biklen, 1992). This was important given the research 

purpose. In order to study strategic communication between a principal and teachers, I 

observed actual communication as it occurred in the school. 

I began collecting data through participant observation at the first of the 1995 school 

year. Engaging in participant observation at the beginning of a new school year 

allowed me to observe how communication for the year was initiated. I observed 

meetings the principal of the elementary school had with teachers before the school 

year officially began. I also attended staff meetings, team meetings, and other meetings 

which were held throughout the fall semester. Observing in the fall of a new school 

year provided many opportunities to collect data on strategic communication required 

to start new programs and continue previous programs. 
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Based on my experiences during the pilot study, I participated in the school in a 

number of ways by observing small group discussions in campus committee meetings. 

During the pilot study, I attended a mathematics committee which discussed the 

mathematics curriculum, and teachers occasionally asked me for information. For 

example, since I teach mathematics, they were interested in any mathematics programs 

which I was aware of that they might consider. I also participated as a member of the 

site-based decision-making committee. I was asked to join this committee after this 

committee had granted me permission to conduct my study at Walters. Members of this 

committee came with suggestions from teachers of their own grade level and sought 

their input on campus issues. These opportunities for participation fostered free 

communication between those I was observing and myself 

Documents 

Documents were rich sources of information which increased knowledge and 

understanding about the school (Patton, 1990). Documents such as memoranda, policy 

manuals, newsletters, weekly summary sheets, philosophy statements, and news 

releases provided valuable data about the communication between the principal and 

teachers (Bogdan & Biklen, 1992). These types of documents were sources of 

communication between teachers and the principal. They were often used by parties 

who were attempting to achieve a particular task. Such documents thus included 

strategic communication. Documents provided valuable data on the goals of the 

principal and teachers by revealing what each was trying to accomplish. They also 

provided topics of conversation for interviews and generated important questions to 

pursue through more direct observations in which further data was collected (Patton, 

1990). For example, I read of a particular school event such as a school faculty 
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fellowship. This was a new area for me to explore and find out why the principal 

and/or teachers had the fellowship and what they planned to accomplish. 

Interviews 

In addition to participant observation and documents, data were collected from 

interviews with the principal and teachers. Interviews were valuable sources of data 

because I learned participant thoughts and perceptions. I used data collected in 

observations and school documents to stimulate discussion during interviews (Bogdan 

& Biklen, 1992). The purpose of interviews was to find out what someone was 

thinking, and the purpose of open-ended interviewing was to let participants answer 

unbiased, open-ended questions (Patton, 1990). An example of an open-ended 

interview statement to a teacher would be, "Describe communication you have had with 

the principal this week." Open-ended interviews were flexible enough to allow for data 

collection of unexpected dimensions of strategic communication between the principal 

and teachers (Bogdan & Biklen, 1992). 

Some interviews were short since teachers and the principal were very busy 

throughout the school day. Some interviews were short informal interviews which 

occurred before or after scheduled meetings. Longer interviews were scheduled and 

occurred during teacher conference periods. A final interview with the principal took 

place a few weeks after the school year was over. Informal interviews were not highly 

stmctured and some consisted of one or two questions I asked a teacher or the principal. 

During the interviews, I asked for clarifications of meanings of what was observed. I 

asked what strategic communication between the principal and teachers had occurred, 

what was intended by it, and what was achieved by it. Interviews provided additional 

data concerning the goals the principal and teachers had and how they were going about 

achieving them. 
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Data Analysis 

Data analysis occurred as data were collected and after I left the school (Bogdan & 

Biklen, 1992). Data were grouped together by codes. Codes represented topics and 

pattems present in the data and were the smallest tracers used to go through the data. 

The codes came from research literature, observations, interviews, and documents. 

Descriptions were written describing what each code included. 

Data were sorted by codes. This was done by going through the data collected by 

observations, interviews, and documents and placing them under the appropriate codes. 

Data collected from observations and interviews were printed out on the computer and 

cut in order to place data under the appropriate codes. Documents were copied and 

then cut so that each part could be placed under the appropriate code. 

As data analysis progressed and upon further inspection, I noticed some codes 

overlapped and could be merged. Some codes had few data representative of them, and 

these codes were either dropped or merged with other codes. Data analysis continued 

until only 122 codes were left. These codes formed three large categories. These 

categories are described in depth in Chapter FV. 

Research Notebook 

A research notebook was used throughout the entire study, and some parts of it were 

kept on the computer. The research notebook included participant observer fieldnotes, 

observer comments, memos, and documents. Fieldnotes were taken during 

observations, when appropriate, or immediately following. Fieldnotes were 

descriptions and details from observations of events such as meetings or interviews 

taken while participating in the naturalistic setting and were the fundamental work of 

the observer (Bogdan & Biklen, 1992; Patton, 1990). Also, fieldnotes included 

quotations which represented participants in their own terms (Patton, 1990). Observer 
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comments included personal thoughts, preconceptions, speculations, and biases 

concerning the research (Bogdan & Biklen, 1992). Observer comments included my 

reflections on what was happening and provided speculation for growing insights 

(Lincoln & Guba, 1985). These helf)ed me monitor and guard against personal biases 

and preconceptions as the research progressed. Memos included what was being 

learned, emerging themes, pattems which were present, connections between pieces of 

data (Bogdan & Biklen, 1992), and methodological decisions and rationales (Lincoln & 

Guba, 1985). Documents collected were placed in the last part of the notebook. 

Tmstworthiness 

Tmstworthiness is the extent to which readers place their confidence in a study 

(Lincoln & Guba, 1985). Criteria of credibility, transferability, and dependability will 

be used (Lincoln & Guba, 1985). Tmstworthiness was established by meeting each 

one of these criteria for sound qualitative research (Lincoln & Guba, 1985). 

Credibility (Internal Validity) 

Conventional internal validity refers to the extent to which results of a study are 

authentic representations of characteristics of the phenomena in question (Briggs, 1986; 

LeCompte & Goetz, 1982). Lincoln and Guba (1985) argue that the qualitative 

equivalent to internal validity is credibility. Credibility must be established not only for 

the participants in the study but also for other practitioners and the research community. 

The following activities established credibility for this study. 

Member Checks 

Credibility of the study was cmcial and could not be well-established without 

recourse to the participants (Lincoln & Guba, 1985). Member checks in which I 



76 

verified data and my preliminary interpretations with participants were carried out 

throughout the study to establish overall credibility of the study (Lincoln & Guba, 

1985). A comprehensive member check tested for not only factual and interpretative 

accuracy but also provided evidence of credibility (Lincoln & Guba, 1985). 

Prolonged Engagement 

Prolonged engagement in which I remained in the school for an extended period of 

time of two semesters was another means of establishing credibility. Prolonged 

engagement assured that the researcher spent considerable time with participants in the 

naturalistic setting laboriously collecting and reviewing the data (Bogdan & Biklen, 

1992). In doing so, the researcher also gradually lost the "stranger" status and became 

an accepted member of the school. I carried out a pilot study in this school for a year 

preceding this study. This gave me a year to learn about the school's culture, to build 

tmst, and to have a basis on which to later test for misinformation. Being in this school 

a year before the study began provided another opportunity to somewhat become more 

of an accepted member of the school. Teachers and the principal were already used to 

seeing me in the school well before this study began. This study began with the start of 

the 1995 school year in August and involved slightly less than nine months of data 

collection. During these months, I was not merely a passive recipient of data but 

participated in some school meetings. This allowed me numerous opportunities for 

observations of strategic communication between the principal and teachers. 

Persistent Observation 

Persistent observation was another way credibility was established. Persistent 

observation occurred when I consistently focused my observations on the research 

topic, strategic communication, so as to deepen my understanding of it. Whereas 
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prolonged engagement provided scope of the study, persistent observation provided 

depth (Lincoln & Guba, 1985). Lincoln and Guba explained that the purpose of 

persistent observation was to identify those characteristics most relevant to the issue 

being pursued and to focus on them in detail. I researched strategic communication 

between the principal and teachers in a productive, innovative elementary school. I 

went into the study with this purpose and actively searched for data which pertained to 

it. 

Triangulation 

Triangulation was another means used with member checking, prolonged 

engagement, and persistent observation by which to establish credibility. One form of 

triangulation was the use of multiple and different sources and methods in data 

collection. This enabled me to judge the accuracy of specific data items as I compared 

across sources and methods (Lincoln & Guba, 1985). Different sources included the 

principal and teachers within the school. Different methods referred to different data 

collection modes which were used, in this case participant observation, document 

collection, and interviews. 

Peer Debriefing 

Peer debriefing was another means of establishing credibility. It was the process of 

exposing one's thinking to a peer with the purpose of exploring aspects of the inquiry 

which might otherwise have remained only implicit within the researcher's mind 

(Lincoln & Guba, 1985). Peer debriefing also helped keep the researcher aware of 

personal biases, prejudices, and opinions. Peer debriefing required the researcher to 

constantly confront personal opinions and prejudices with the data (Bogdan & Biklen, 

1992). I discussed this study with committee members. This enabled me to be aware 
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of personal biases, to explore meanings, and to clarify interpretations (Lincoln & Guba, 

1985) and kept me conscious of my decisions and the rationale supporting them. 

Transferability (External Validity) 

Traditional external validity addresses the degree to which representations may be 

compared legitimately across groups (LeCompte & Goetz, 1982). In a qualitative study, 

the concem is not with the question of whether or not the findings are generalizable to 

all situations but rather with the question of to which other settings and subjects they 

may provide insight and deeper understanding (Bogdan & Biklen, 1992). Purposeful 

sampling as described for this study facilitated a thick description of the study (Lincoln 

& Guba, 1985). A thick description provided readers with a data base that makes 

transferability judgments possible on the part of potential appliers (Lincoln & Guba, 

1985). The researcher's responsibility was to give a thick description, and it is the 

reader's task to see how, or if, the findings inform the reader's situations (Bogdan & 

Biklen, 1992). 

Dependability (Reliability) 

Conventional reliability refers to the probability that repetition of the same 

procedures by independent researchers will produce the same results (Briggs, 1986; 

LeCompte & Goetz, 1982). Conventional reliability assumes reality is not changing 

(Lincoln & Guba, 1985), and since human behavior is never static, no study can be 

replicated exactly, no matter what methods and designs are employed (LeCompte & 

Goetz, 1982). Qualitative researchers are not concerned with study replication but with 

dependability which is the accuracy and comprehensiveness of the data; moreover, 

reliability is viewed as the fit between what is recorded as data and what actually occurs 

in the setting under study (Bodgan & Biklen, 1992). 
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Since there is no validity without reliability, validity must be established first 

(Lincoln & Guba, 1985). Therefore, the previous discussions of ways of establishing 

credibility and transferability provides a basis for establishing dependability. In 

establishing further reliability, the researcher should provide sufficient design 

specificity (LeCompte & Goetz, 1982). In establishing dependability, a thorough 

discussion of the study's design, data collection, and data analysis are given. 

To increase reliability, researchers should explain their status position with respect 

to the participants (LeCompte & Goetz, 1982). I taught secondary school mathematics 

for five years and mathematics on the university level for four years. I took these 

experiences with me into the study and shared a common ground with the participants 

since I was also an educator. However, one benefit of my past experience is that I never 

taught elementary school. This study provided the opportunity for me to go into this 

elementary school without previous elementary teaching experience to learn how these 

elementary teachers and their principal strategically communicated. 

Summary 

The qualitative methods provided the best way to study strategic communication 

between a principal and teachers in a productive, innovative elementary school. The 

micropolitical and communication literature provided a viable foundation for the study. 

Strategic communication was a micropolitical phenomena which was observed through 

the symbolic interactionism lens. 



CHAPTER IV 

FINDINGS 

Introduction 

The focus of this micropolitical study was strategic communication between a 

principal and teachers in a productive, innovative elementary school. The research 

questions for this study were: (1) What strategic communication does an elementary 

school principal use when conmiunicating to the teachers? and (2) What strategic 

communication do elementary teachers use when communicating to the principal? In 

this study, the research questions were studied simultaneously, and thus findings for the 

two questions were merged. In initial stages of data analysis, there were one hundred 

twenty-two codes found in the literature and data. Through further data analysis, these 

codes were merged into three categories: relationships, empowerment, and 

expectations. 

Relationships 

Strategic communication was used to build or strengthen the relationship between 

the pnncipal and teachers. The findings of this research which are discussed below 

were consistent with other researchers' findings concerning the importance of 

relationships. Ball (1987) and Blase (1989) wrote that principals who were 

interpersonal leaders emphasized personal relationships rather than formal procedures. 

The principal in this school emphasized personal relationships with her teachers and 

was an interpersonal leader according to the previous statement. The teachers 

responded to Mrs. Doss in a similar manner by also emphasizing their relationship with 

their principal. Johnston and Venable (1986) found teachers had more loyalty to 

80 
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personal relationships than the enforcement of rules and procedures. The degree of 

intimacy of a relationship affected influence a person exerted upon another (Cody & 

McLaughlin, 1980). In this school the principal and teachers had a close relationship, 

and the influence they had upon one another was frequently observed. Examples of this 

influence will be provided throughout this chapter. The closeness of relationships was 

observed by Baxter (1984) who observed that females or people in close relationships 

tended to use more polite compliance-gaining strategies than males or persons in more 

distant relationships (Baxter, 1984). I observed polite compliance-gaining strategies of 

the principal and teachers in this school. Since all of the teachers and the principal 

were females who had close working relationships, this observation was consistent with 

Baxter's (1984) findings. 

The relationship between the principal and teachers at Walters had different 

dimensions. The relationship was found to have ceremonial elements which 

strategically communicated the bond between the principal and teachers. The 

relationship was also built on tmst and respect which were strategically communicated 

between the principal and teachers. Strategic communication was used by the principal 

and teachers to establish or strengthen their friendship. Also found to be important to 

the relationship between the principal and teachers was strategic communication which 

conveyed empathy and humor. Examples from the data of ceremonial elements, tmst, 

respect, friendship, empathy, and humor which helped build or strengthen the 

relationship between the principal and teacher are presented and discussed below. 

Ceremonial Elements 

The Walters staff had certain ways of conducting meetings which were ceremonial 

in nature. I found in the data that these ceremonial elements strategically 

communicated the strength of the relationship between Mrs. Doss and the teachers. For 
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the past three years Mrs. Doss had planned the first inservice meeting to be a special 

one. Mrs. Doss told me in an interview about a week before school started, "I didn't 

think teachers thought much of this but when I said I wasn't going to do something 

special, they said how much they liked it, so I'll do something special." She told 

teachers at a meeting held before this first inservice, 

I did not realize how much you like the things I had 
planned in the past for the first day until I mentioned to 
some teachers that I was not planning anything special. 
They were disappointed and encouraged me to do 
something fun. So I am planning something special for 
Monday. We will have a fun first day. I'll need help from 
those in the library to get ready. I have the decorations 
ready to go, and I'll explain what to do. 

Mrs. Doss did not realize how important this ceremonial event was to the teachers until 

they told her how much they enjoyed her past special inservices. The teachers 

strategically communicated that they liked this ceremonial event, and their influence 

was successful since she consented to again do something special at the beginning of 

the 1995-96 school year. Teachers said they liked the special things Mrs. Doss planned 

the first day of inservice because they were fun and creative. 

For the first inservice held August 14, 1995, Mrs. Doss selected the theme of Walters 

Elementary being "Marvelous and Magical," and this theme was referred to throughout 

the year. This theme strategically communicated several messages. It was a 

complimentary way for the principal to describe the teachers, the school, and the 

students by saying they were "marvelous and magical." The theme was versatile and 

could be used throughout the year, and it communicated high expectations for the new 

year because Mrs. Doss expected "marvelous and magical" things to happen in this new 

school year. Several staff members assisted Mrs. Doss with this ceremonial event 

which was quite a production. When the teachers entered the library for this meeting, 

they entered a room decorated with dry ice, stars, streamers, decorated tables, and 
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balloons. Festive flute music on a cassette tape was also being played. There was a box 

at the entry out of which teachers drew headbands with streamers on them and a bag of 

goodies which will be discussed later. Teachers entered laughing, smiling, visiting, and 

enjoying the festive atmosphere. Mrs. Doss greeted teachers in her Meriin the Wizard 

costume which consisted of a black outfit, pointed hat, and shoes with curied up toes. 

Teachers were delighted with the inservice which resembled a festive party. The 

decorations and costumes Mrs. Doss used were strategically communicating to teachers 

that they were special because she was willing to plan such a special day for them. 

They also were a way of strategically communicating quality, excellence, and creativity 

which were anticipated at Walters by Mrs. Doss. She planned and carried out a quality 

creative program for the teachers just as she expected them to do for their students. 

The inservice began with Mrs. Doss saying, "Be prepared for a wonderful day." Mrs. 

Doss strategically communicated to the teachers in a positive manner and used positive 

language. Teachers appreciated the effort Mrs. Doss put into the first inservice. 

Teachers commented that it "is magical and wonderful because we are made to feel 

special at the beginning of each year." Mrs. Doss strategically attempted to make 

teachers feel special, and she had accomplished this. This began the school year by 

having a fun event for teachers. Now all of the teachers had been through a common 

ceremony. This ceremony was a way for Mrs. Doss to sttategically communicate that 

Walters was a fun place and not just a place where teachers worked. Through this event 

Mrs. Doss also communicated that she was willing to go the extra mile for her teachers, 

and it was a way of sttategically communicating that she expected them to do the same 

for their students. Mrs. Doss communicated this by putting on such a production and by 

paying attention to all of the details to make the day enjoyable and successful. This was 

the first ceremonial event of the year, and it strategically communicated the importance 

of the relationship between the teachers and Mrs. Doss. The relationship between the 
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teachers and Mrs. Doss enabled the teachers to influence their principal to have the 

special day. The relationship was so sfrong that the principal put much time and effort 

into planning and hosting such a special event for the teachers. Mrs. Doss could have 

just had an inservice meeting that was predominantly informational in nature, but she 

had a meeting that was entertaining and informational. The "marvelous and magical" 

theme was referred to throughout the inservice, and it was also referred to throughout 

the year in meetings, memoranda, and newsletters. The theme was used to describe the 

"marvelous and magical" things the teachers did, but it was also used to describe the 

"marvelous and magical" things the students did. Mrs. Doss' strategic communication 

exemplified by this special ceremony was successful and helped begin the year on a 

positive note. 

Food and drinks were served at each meeting, whether it was a staff meeting, a 

committee meeting, or a grade level meeting. Food seemed to be a ceremonial element 

at Walters. A teacher commented in an interview, "We have refreshments at meetings. 

We wanted this. There is a refreshment chairman." The teachers had influenced the 

principal to have people organize refreshments, and this sttategic communication of the 

teachers making this request was successful. A hospitality committee assured that 

refreshments were provided at staff meetings, and the chairperson of this committee 

was sometimes referred to as the "refreshment chairman." Each staff member paid 

hospitality dues of $20. Occasionally refreshments were donated by a local business, 

but usually school fimds and dues were used to purchase refreshments. One local pizza 

business owner donated pizza at a meeting; the owner talked briefly to the staff about 

educational programs his business offered for schools. Mrs. Doss assisted him in 

serving the teachers pizza, and teachers appreciated her serving them. At other 

meetings refreshments ranged from Dairy Queen Blizzards, Coke floats, and pies to 

vegetable and cheese trays. The refreshments influenced teachers to look forward to 
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their meetings and to accomplish items printed on agendas. Even after a long day, 

teachers seemed refreshed by the foods and drinks provided for them. Teachers and the 

principal enjoyed visiting as they got their refreshments. This did not take much time 

before each meeting, and teachers and the principal ate as they took care of business. 

Occasionally the principal would leave food in the lounge for her staff, or food from 

events the day before would be left. Teachers would come to the lounge during their 

conference or preparation periods to eat and visit. Teachers looked forward to these 

refreshments. This was revealed by one teacher who said in an interview, "Since our 

conference is at the end of the day, we miss the food in the lounge." This teacher was 

slightly disappointed that when her grade level went to the lounge to eat refreshments 

that the foods would already be gone. This was only a slight disappointment for this 

teacher, and she did not think enough of it to even mention it to her principal. 

Food was a ceremonial element at Walters, but it was not always a priority. At a 

meeting held before regisfration, Mrs. Doss told teachers, "Take lunch breaks during the 

slack times, and tell someone to cover for you for 30 or 40 minutes. We can't really 

afford an hour today, but if your restaurant does not have your food out in that time it'll 

be okay." Mrs. Doss recognized that teachers enjoyed taking lunches together, but she 

specifically told them what the day's schedule would allow. She explained that this 

particular day was a busy one and asked teachers not to take too long of a lunch break. 

However, she did not assign lunch times to be taken and felt the teachers could do this 

on their own. Mrs. Doss told the teachers to take 30 or 40 minute lunches, but she also 

told them not to worry if their restaurant delayed them. Mrs. Doss was telling teachers 

not to spend more time than was absolutely necessary to order, have the food prepared, 

and eat. Teachers did not have time this day to stay and visit after the meal. Teachers 

did not seem to mind the request, and Mrs. Doss' strategic communication was followed 
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by the teachers who yielded to her request by not taking more time than was needed to 

eat. 

Not only was food a ceremonial element at Walters, but so were door prizes which 

were given away at each staff meeting. As teachers entered, they received tickets. 

During meetings tickets would be drawn and prizes awarded. A shelf which had been 

damaged and repaired was given away at one meeting. The teacher who won it 

proclaimed, "Wow!" After her number was called out, the others teachers applauded 

for the winner. They seemed to enjoy seeing other teachers win. The prizes were not 

always as big as a shelf, but they were anticipated and appreciated by the staff In a 

grade level meeting a teacher told me, "At meetings there are door prizes, although I've 

never won one." She and the other teachers laughed. She continued, "Perhaps it would 

be good to eliminate those who have received one, but then they might quit coming." 

This teacher enjoyed the idea of having door prizes, but she wondered if there could be 

a way to increase her chances of getting a door prize or preventing people from winning 

twice. At each meeting all present had equal chances of winning. Theoretically, the 

same teacher could win a prize at every meeting. However, this teacher recognized that 

to be fair and for door prizes to be incentives for teachers to attend, there would have to 

be a chance for every person attending to win even if the person had been a winner at a 

previous meeting. Door prizes were a way Mrs. Doss sttategically communicated to her 

teachers that they were special and that fun things happened at staff meetings. The door 

prizes also were ways Mrs. Doss gave incentive to teachers to attend meetings, and the 

prizes also rewarded them for attending. 

Another ceremonial element at Walters was that chairs and tables were moved to 

accommodate the number of people attending meetings. During staff meetings, tables 

and chairs mostly remained where they were which was probably because there did not 

appear to be many other ways to arrange them. However, during smaller meetings such 
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as the site-based decision making committee (SDMC), chairs and tables were moved in 

particular pattems so that all attending could see each other. The arrangement of the 

tables and chairs did not provide for a head of the table which seemed to communicate 

that every person was important to the meeting. Even though there was a person who 

led the committee, this person did not sit in a designated place. A square arrangement 

was usually made with the tables which was conducive to participation of each 

member. Moving the tables and chairs took a few minutes and seemed to communicate 

that committee members were going to be there a while. Also, when committee 

members met, they had a particular room in which they met. Having details like this 

already decided saved time which could be used for meeting instead of deciding where 

to meet. The chair, table, and room arrangements were ways teachers and the principal 

sttategically communicated that they were ready to begin meetings which began when 

teachers arrived and everything was already in place. 

Tmst 

The Walters principal and teachers not only used ceremonial events to sttengthen 

their relationships, but they also strategically communicated their trust which was an 

important element upon which to base their relationships. The importance of having a 

good relationship between the principal and teachers was heard in one teacher's 

comment given to me in an interview: 

If I need to talk to her, I do and vice versa. She's 
approachable. She has an open door policy. She is honest. 
If it's not a good time to talk to her, she'll tell me. It's good 
to know. You don't want to get started on a topic and have 
to take a break. 

This teacher was comfortable communicating with IVfrs. Doss because she tmsted her. 

The teacher believed her principal was courteous because if she talked to her she 
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believed Mrs. Doss would listen and not let the conversation be intermpted. However, 

the teacher also recognized that Mrs. Doss might be busy and suggest another time to 

talk. The teacher understood and appreciated her principal's courtesy, and this courtesy 

helped sttengthen the tmst which this teacher had in her principal. This teacher 

decribed Mrs. Doss as honest which described a genuine relationship and not just one 

on the surface. The principal's honesty enabled this teacher to tmst her principal. 

Another teacher also commented in an interview on Mrs. Doss' honesty, "If [Mrs. Doss 

doesn't] think the [centtal] administration will accept an idea, she's honest. She keeps 

us out of hot water." This teacher tmsted that Mrs. Doss gave teachers her honest 

opinion, and this meant that if she thought the administration at the district's central 

office might not agree to certain ideas they suggested, she would tell them so. This 

teacher tmsted the principal because she believed the principal would protect teachers 

by helping them avoid losing credibility by proposing ideas or projects which would not 

be received favorably by the school district's administtation. Another teacher expressed 

her tmst in her principal when she said in an interview, "She is so honest. You just 

know that there is security during standardized testing. She'd do nothing to jeopardize 

that." This teacher tmsted her principal because she knew the principal kept testing 

procedures secure. The honesty of the principal was sttategically communicated to 

teachers by the principal's words and actions, and it caused teachers to tmst her. Blase 

(1989) found open and effective principals to be honest, and this characteristic was 

observed in Mrs. Doss by her teachers. 

Teachers having a tmsting relationship with their principal was shown in other ways. 

One teacher sent Mrs. Doss a note asking to talk to her about concems she had about a 

university student who observed her class and a professional concem about a fellow 

staff member. This teacher believed Mrs. Doss would listen to her concems, and she 

tmsted Mrs. Doss with her concems. This teacher's tmst of her principal was so sttong 
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that she believed that she could share information about a fellow staff member with her 

in confidence, and Mrs. Doss would not reveal the teacher as the source of the 

information or retaliate and later use the information against the teacher. The teacher 

also tmsted that making the principal aware of her concems would enable the principal 

to do something about the problem. This also showed how Mrs. Doss was available for 

consultations with individual staff members which was considered by Greenfield (1991) 

to be a micropolitical sttategy that principals employed. 

One teacher talked of her feelings about Mrs. Doss in a grade level meeting, "One of 

the things I appreciate the most is that you can depend on her to do something if it 

needs to be done, if she can. She'll even try if she can't." This teacher tmsted Mrs. 

Doss because of her dependability, and she believed her principal would help teachers 

get things done in the school. 

Teachers explained that the relationship between Mrs. Doss and the teachers was not 

static but had developed over the previous three years. A teacher said in an interview, 

"Our communication is informal and relaxed, and we visit with her. It has developed 

over the years. It has taken a while. I've just gone in and said they're [the children] 

driving me crazy. I would not have done that before." The strong tmst relationship 

between principal and teacher was revealed by this teacher being comfortable to tell the 

principal what she was thinking and to blow off steam without fearing the principal 

would think any less of her. In an interview another teacher described her 

communication with Mrs. Doss as "open" and said there was "ttrist" and "respect" 

between them. Yet another teacher said, "When we communicate I have a real feeling 

of tmst in us. If I do different things than others teaching or disciplining a child, she'll 

back us. It took a while for her to do this, but we have her unspoken tmst. We 

communicate tmst to her, too. She's done research on it." This teacher recognized that 

it took a while for tmst to be built between Mrs. Doss and the teachers. This teacher 
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also recognized Mrs. Doss' expertise in this matter because of the research she had 

done. The teacher was impressed and influenced by Mrs. Doss* expertise which was 

revealed by her statement, "She's done research on it." Expertise being a means of 

influence was also found in research conducted by French and Raven (1968). Mrs. 

Doss' research included reading professional literature, attending professional 

conferences, attending fraining, and visiting quality schools. Expert power was found 

to be one of the most important reasons for employees complying with their superiors 

(Bachman, Bowers, & Marcus, 1968). People with personal attributes such as a 

leadership style, a style which focused on leading subordinates and not managing them, 

and interpersonal skills often used expert power when influencing people, and it was 

associated with satisfaction and performance (Hoy & Miskel, 1991). Mrs. Doss had 

interpersonal skills which enabled her to relate to her teachers and influence them by 

using her expertise in educational matters. Without the interpersonal skills, Mrs. Doss' 

expertise influence may not have been as effective with the teachers. 

Mrs. Doss also acknowledged the tmst between her and the teachers. She said in an 

interview, "We can talk among ourselves but not outside the campus." She wanted her 

staff to feel comfortable talking about school matters within the school but did not want 

teachers to complain about the school out in the community. Mrs. Doss felt things 

shared in confidence in the school would go no further. In other words, she tmsted her 

staff About two years prior to this study, teachers decided to adopt an inclusion model 

for educating students with special needs in regular classrooms rather than in special 

resources classes. Instead of pulling such students out of regular classrooms, special 

services teachers came into the classrooms and worked with all students. One teacher 

recalled in a grade level meeting, "People covered our classes and teachers talked for 

one or two hours every week to air our fmstrations. We were all going nuts. This was a 

good communication thing she did." Mrs. Doss recognized teachers needed each other 
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during this difficult time of change. They needed to talk with people they tmsted about 

their fhistrations. Mrs. Doss gave teachers school time to do this. Inclusion was 

observed to be working well at the school during the time of the research. Providing 

teachers with opportunities to communicate with those they tmsted two years 

previously was still paying off". It helped teachers build even more ttiist among 

themselves and their principal. It also enabled the staff to implement a program which 

was beneficial to students. 

Honesty was an important dimension of tmst for teachers to strategically 

communicate to the principal. However, when ingratiation, a political tactic of 

flattering another person with the purpose of achieving one's purpose (Blase, 1988a; 

Kipnis, Schmidt, & Wilkinson, 1980; Vecchio, 1988), was used by teachers, their 

influence was actually lessened. In an interview Mrs. Doss said, "They influence me 

the least when they are gooshy gooshy sweet and not sincere. I tolerate this and smile." 

This principal did not appreciate insincere actions of teachers but rather honest ones. 

This type of strategic communication in which teachers attempted to influence their 

principal with flattery was not very effective with this principal. Mrs. Doss said it was 

the least effective way teachers influenced her. Since researchers found that 70 to 80 

percent of a message was found to be sent nonverbally, teachers attempting to influence 

their principal using ingratiation sent verbal messages which contradicted their 

nonverbal messages (Burgoon, Buller, & Woodall, 1989), and the principal perceived 

the insincerety of teachers using ingratiation. Moreover, Mrs. Doss was not influenced 

much by insincere teachers, and ingratiation did not appear to be an effective means by 

which to attempt to reach their goals. Mrs. Doss had negative feelings about teachers 

using ingratiation in attempts to influence her, and this was consistent with Blase's 

(1988a) findings in which ingratiation was accompanied with negative emotions. 
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Respect 

Not only was the principal and teacher relationship built upon tmst, but it was also 

built upon respect. The respect between the principal and teachers was mutual. Mrs. 

Doss said in an interview, "I really like my teachers. Not only do I like them but I 

admire and respect them. They are quality people." The principal respected her 

teachers for several reasons. Mrs. Doss said her teachers were "quality people" whom 

she "liked" and "admired." She liked and admired them personally and professionally. 

The teachers centered their actions around the needs of the children which will be 

discussed later in this chapter. They implemented creative and innovative programs 

which helped their students as evidenced by their increased scores on the state 

mandated test. This principal respected her teachers as professionals, and she displayed 

a respectful and collegial attitude toward them which was noted to be a political skill by 

Marshall (1991). 

Teachers and principals had busy days, and meetings made their days even longer. 

Mrs. Doss realized this and showed respect for the teachers' time. A teacher described 

in an interview this respect for their time, "We had more staff meetings last year with 

tidbits of information. This year she cut back on meetings. We have memos with 

details and hear more things on the intercom like reminders about pictures or report 

cards." This teacher appreciated not having uimecessary meetings and being given 

information in other ways. Another teacher told me, "We wanted less meetings, and 

she is having less. There are now more bulletins and less meetings. This has worked 

well." This teacher believed there were less staff meetings because teachers 

sttategically communicated this request and Mrs. Doss consented to their request. Mrs. 

Doss confirmed the reason for having less meetings. Mrs. Doss said at a staff meeting 

early in the year, "Welcome. I hope you notice I'm trying to keep to one meeting a 

month." The teachers applauded. She continued, "To do that, it's important that you 
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read the memos. I try to put informational items in the memos." The principal found 

other ways to sttategically communicate daily happenings and information to teachers 

without calling formal meetings. Mrs. Doss de-emphasized ttaditional formal staff 

meetings which was a characteristic of an interpersonal leader according to Ball (1987). 

Based on Ball's (1987) description of the characteristics of an interpersonal leader, I 

would consider Mrs. Doss to be an interpersonal leader. Mrs. Doss used her 

interpersonal skills to lead teachers in this productive, innovative elementary school, 

and she was not afraid to try new ideas even if they deviated from traditional ones. She 

showed her respect for her teachers' time by implementing new ways to sttategically 

communicate with her teachers which prevented her from calling ttaditional staff 

meetings. 

When there were staff meetings, Mrs. Doss worked to have efficient meetings in 

which time was utilized wisely. At one meeting she had placed herself as the last item 

on the agenda. She said, "Now to my part. I have to do it in 12 minutes to meet our 

goal." Meetings began at 3:40 p.m. and were usually over in approximately 45 minutes. 

Mrs. Doss had strategically communicated a goal to her teachers of dismissing teachers 

from meetings at 4:30 p.m., and she aimed to reach it. An important tool Mrs. Doss 

used to make meetings run efficiently was an agenda. One teacher said, "I dislike after 

school meetings the most We have fewer of them. They are very well planned. We 

follow the agenda and are out by 4:30. She is very considerate of our time." This 

teacher recognized the role agendas played in helping meetings mn efficiently, and she 

knew meetings were planned to be over by 4:30. Those on the agenda knew when they 

would make their presentations. Teachers did not ask questions about items further 

down on the agenda but waited to ask questions at appropriate times. Mrs. Doss' use of 

agendas not only informed teachers of topics to be covered in staff meetings, but 
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agenda also sttategically communicated to teachers that Mrs. Doss wanted meetings to 

be efficient and organized and that she respected their time. 

Friendship 

Based on the way the principal and teachers at Walters worked together, they had a 

productive working relationship, and one reason for this was because they not only had 

a professional relationship but they also considered themselves friends or family. Blase 

(1988a) wrote that positive feelings were associated with diplomacy which consisted of 

friendliness. The friendliness and congeniality at Walters created positive feelings 

between the principal and teachers which was consistent with the research findings of 

Barth (1990). The friendliness between the principal and teachers fostered their 

working together to reach high student academic achievement for which their school 

had received state awards. 

The friendliness at Walters was porttayed at an inservice meeting held before the 

first official staff meeting in which teachers entered and continued visiting with each 

other. This was conttary to what Joyce and McKibbin (1982) found when they 

observed teachers visiting before entering a meeting room and then once inside the 

atmosphere became formal and stilted. In my study, some teachers at the inservice 

meeting hugged since they had not seen each other over the summer. This sttategically 

communicated the friendships teachers had developed at Walters. At this meeting Mrs. 

Doss gave teachers their responsibilities for registtation. She reminded teachers to 

"greet all with a smile. This will be their first impression of us. Give one you want 

them to leave with. We have a friendly staff" Mrs. Doss believed her staff was 

friendly, and she wanted others to know this. This was a reminder to teachers that even 

though registration could be hectic that they should take time to show their friendly 

side. 
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At the first inservice meeting, Mrs. Doss gave each teacher a goodie bag filled with 

items which she considered symbolic. She thanked one of the teachers for sharing this 

idea with her. Mrs. Doss explained to the teachers at this meeting the symbolism of the 

items in the goodie bags: 

a cotton ball because we're a room of kind words and warm 
feelings; a chocolate kiss for comfort when you're feeling 
bad; a sticker to remind us we all stick together and have 
loyalty to this school; a mbber band to remind you to hug 
and show how much you care; a penny because you're 
valuable; a star so you'll shine and always do your best; a 
tissue to help dry someone's tears; a toothpick to pick up 
good qualities in you and to focus on the positive; a 
bandage to heal hurt feelings; a gold thread so that 
friendship ties our hearts together; an eraser because 
everyone makes mistakes and it's okay; and a lifesaver 
because there are people on this staff who will help you. 

Each item symbolized and strategically communicated the relationship the principal 

wanted her and the teachers to have. The relationship was not just merely a working 

relationship but a friendship in which people's feelings were considered. Mrs. Doss told 

me, "I stress family especially at the beginning of the year. We're family." The goodie 

bags were one way Mrs. Doss sttategically communicated this relationship to the 

teachers. Mrs. Doss' use of the term "family" was consistent with Anderson's (1991) 

findings in which a principal used politics of language to influence teachers. Mrs. Doss' 

use of "family" strategically communicated the relationship she desired to have with her 

teachers, and it sttessed how important this relationship was to her and for the 

betterment of the school. 

Another way the family relationship was shown was during the first inservice 

meeting in which Mrs. Doss asked teachers to consider getting like tee shirts. She gave 

several options of styles to choose from but did not say teachers had to choose from 

them. Mrs. Doss told the staff, "Visit about these. Nearly all schools have some similar 
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to these. We have other books of shirts. This is a lot of money and there are other 

options. It's fine with me whatever ya'll decide." The shirts would serve as a common 

bond among the teachers. They would be a symbol which strategically communicated 

that the principal and teachers were a family. Mrs. Doss was careful to let the 

purchasing of shirts be the teachers' decision since they would pay for these themselves. 

She offered the suggestion of getting the tee shirts and then let the teachers decide what 

they wanted to do. She was careful not to tell teachers that they had to buy tee shirts 

because they were expensive, but most of the teachers did purchase the shirts. 

At the end of the first inservice meeting, Mrs. Doss had teachers do a team building 

activity. She asked teachers to find the partner who had a string like theirs and to work 

with them to write something "marvelous and magical" about their staff on papers that 

had a picture of a wizard on them and the title "Marvelous and Magical Ties that Bind." 

This was how Mrs. Doss ended the inservice in which she had dressed as Merlin the 

Wizard. She came around to each teacher and gave them magic wands "for you to use 

to make your classrooms magical." "Dance on the Moon" was played on a cassette 

player as teachers completed this activity. They had fim finding their partners. They 

smiled, hugged, laughed, and talked. Teachers wrote that they were a "happy staff" 

Teachers wrote that they had a "friendly and warm atmosphere" and the staff was 

"friendly and wonderful to work with." Another pair wrote that Walters Elementary 

"has the BEST_staff in the district. Everyone is a part of one big family who love and 

care about everyone else." Many teachers were conscious of their special family or 

friend relationship that they had between the principal and teachers. 

On the way out of this inservice meeting a teacher walked up to me and said, "I 

worked at another school before here. I really like it here. I learned sometimes it's not 

the teaching that you don't like. The staff here is really neat." This teacher recognized 

the importance of the friendliness of the staff and how this could make a pleasant work 
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environment. She had previously worked at a school where the staff was not friendly. 

and she did not enjoy teaching there. 

One way many teachers revealed their close relationship with their principal was by 

calling her by her first name which was common at Walters. This showed how close 

the relationship was between the principal and teachers. One teacher described her 

relationship with the principal. 

Most teachers call her Jan. She signs her notes Jan. or JD. 
I feel comfortable calling her that. She comes across very 
personal, although she's the boss. She has sat down with us 
and eaten with us. I love the fact that she knows I have 
kids, too. She knows my kids names. That's very 
important to me. This friendship had to be built. Ya'll 
spent the years building it. She's open to everyone. 

This teacher recognized teachers who had been at the school longer than she had had 

spent time building a friendship with the principal, and that she reaped the benefit of 

this. Mrs. Doss took an interest in knowing about teachers' personal lives such as 

knowing their children's names. She sttategically communicated her interest in 

teachers' families. This teacher did not observe any favoritism of particular teachers by 

the principal, and this teacher recognized that even though she had not been at Walters 

as long as others that Mrs. Doss was just as open to her as she was to other teachers. 

Not practicing favoritism increased the influence this principal had (Blase, 1988b), and 

teachers liking their principal as this teacher did were more likely to be influenced by 

her (French & Raven, 1968). 

A new activity designed to make teachers feel more like a family was the Walters 

Christmas tree. Mrs. Doss told the staff at a meeting, "We'll have a staff Christmas tree 

this year. Bring an ornament with your name and the year donated on it. It will remain 

here. If you leave, we'll think of you. It's a sweet thing to do. I encourage you to do 

this." The teachers responded positively to this idea by nodding, smiling, and saying 
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"good idea" or "neat" or "cute." These ornaments would be used in successive years. 

Even when teachers were no longer teaching at Walters, those who remained would be 

reminded of them by the ornament they left behind. This communicated to teachers 

that they not only had a working relationship but a friendship which would not be 

forgotten when they left Walters. When they no longer worked at Walters, they would 

still be remembered because they were part of the family. 

Personal notes from Mrs. Doss were ways she sttategically communicated her 

friendliness. In a typed agenda sent to teachers attending a conference, Mrs. Doss hand 

wrote, "We'll leave Friday. I'll pick you up at your home. We'll return Sunday 

evening." Although teachers were attending a work-related conference, Mrs. Doss 

thought enough of them to pick them up at their own homes. This was a friendly 

gesture because teachers would not have to allow for driving time which would have 

been needed if they had met at the school. In fact, Mrs. Doss had to leave earlier in 

order to allow time to pick up all the teachers attending the conference. This was an 

example of Mrs. Doss acting in the interest of her teachers. Teachers would not have to 

leave their cars at the school over a weekend. This was a way for Mrs. Doss to make 

the teachers feel special by providing transportation for them to the airport and back 

home. Mrs. Doss did not treat her teachers as just fellow workers which might have 

been shown if she had them meet her at the school, but she treated them as friends. The 

friendship between the principal and teachers did not interfere with their 

professionalism but enhanced it. The professional relationship between them was 

sttonger because of their friendship, and it enabled them to work toward a common 

goal-student achievement. 

Mrs. Doss scheduled fellowships tsvice a year which were held immediately 

following the dismissal of students. Fellowships were a time when the staff got 

together to play games, eat, and visit. They were not business times but fton times. 
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Staff members were expected by Mrs. Doss to attend fellowships as any other meeting, 

but teachers told me that they looked forward to and enjoyed fellowships. Mrs. Doss 

had the targeted dates of fellowships listed in the policy manual so teachers could plan 

around them. The policy manual included important dates, times, and information 

about what went on in Walters Elementary. One teacher said in an interview, "The 

fellowships are nice. We don't mind these as much." Mrs. Doss told me the goals she 

wanted to accomplish by having fellowships were: "to sttengthen a family, to get to 

know one another, to enjoy and value personalities, a sttess reliever, an opportunity to 

come together regardless of what's going on elsewhere, it's the lighter side of what we 

deal with." The fellowships were an event that brought teachers together to be 

refreshed and for friendships to be strengthened. The principal recognized that 

fellowships, although they were designed to be fun, were accomplishing a goal of 

sttengthening the relationships between her and the teachers. Although Mrs. Doss 

expected teachers to attend fellowships, she did not lead or plan them. Fellowships 

were organized and led by other staff members. At fellowships, she visited with 

teachers, and conversations centered around school, family, new hair styles, and other 

such topics. Mrs. Doss talked about her personal interests with teachers. The 

fellowships were a way Mrs. Doss successfully communicated the importance of the 

staff being family, and she participated in the activities like other staff members did. 

The building of the Walters' family was shown throughout the year as teachers and the 

principal worked together. The goal of fellowships was for teachers and the principal 

to have fun, and this goal appeared to be achieved since teachers and the principal 

anticipated and enjoyed the activities. Each teacher had a chance to plan a fellowship. 

These responsibilities were printed in the policy manual. This strategic communication 

of the principal was also successfiil because fellowships were always well planned by 
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teachers who selected activities they thought their peers would enjoy. Teachers always 

attended the fellowships because they enjoyed them so much. 

There were other plans the principal made to strategically facilitate fiiendship 

building among grade levels. Mrs. Doss wrote in the policy manual, "Grade levels will 

have a dutch freat working lunch." This was followed by a schedule of which grade 

levels had lunches per six weeks. Mrs. Doss arranged for each grade level to have a 

dutch tteat working lunch together once a year. Teachers of the same grade level had 

an extended lunch period which enabled them to eat at a restaurant of their choice. One 

teacher jokingly said during a grade level meeting, "We're trying to convince her to let 

us do this once every six weeks, and she pays for it. We wanted longer lunches so that 

we could go out of town to eat." Teachers I talked to really enjoyed the grade level 

lunches. It was a time they spent with other teachers of the same grade level to get to 

know them better and enjoy visiting with them. Mrs. Doss wrote that grade levels were 

to take "working" lunches. Her sttategic communication written in the policy manual 

was followed by the teachers, and placing these in the policy manual and describing 

them as "working" lunches may have been a way Mrs. Doss legitimized such a fun 

event. It was interesting that these were considered working lunches because teachers 

did not seem to consider them work. Teachers were not asked to turn in agendas before 

their working lunch or turn in minutes afterwards which Mrs. Doss expected for 

committee meetings. Moreover, these working lunches were listed in the policy manual 

under fellowships. Mrs. Doss considered these grade level lunches worthwhile enough 

to put them in the policy manual, and teachers thought these worthwhile enough to have 

more of them. The work which Mrs. Doss wanted teachers to accomplish was not the 

traditional idea of grading papers or making out lesson plans, although these could have 

taken place at a grade level lunch. The work Mrs. Doss seemed to intend was for 

teachers to be together, to get to know each other better, and to have an opportunity to 
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visit outside of the school setting. It was a time teachers could brainstorm or visit about 

their school concems, but this did not have to be the focus of the meetings. Mrs. Doss' 

goal was accomplished through her sttategic communication placed in the policy 

manual, and teachers had another opportunity to nurture their friendships. These 

working lunches were not stmctured by Mrs. Doss. This prevented the contrived 

collegiality that Hargreaves (1991) described in which teachers passively resisted their 

principal's expectations because the principal had specified when and where teachers 

were to meet and what they were supposed to do. Even though these lunches were 

required by Mrs. Doss, teachers did not resent them because they were a fun time when 

they could have an extended lunch off campus. The Walters' lunches provided teachers 

an opportunity to strengthen their relationships, and their success may have resulted 

from the principal letting teachers decide for themselves what they wanted to do. 

Teachers appreciated Mrs. Doss' thoughtfulness to let them go out and eat together. In 

fact, they would have liked to have had more of these lunches. 

One future event which was aimed at strengthening the Walters family had not taken 

place during the course of this study was a retreat. Teachers were not certain if there 

would be one in 1996 or not, but it was another example of the type of event that the 

principal and teachers might be willing to try. One teacher described for me what this 

might be like: 

Mrs. Doss might want to have a retreat for us this summer. 
It would be an informal inservice during the day, and we'd 
have fun at night. We could bring our babies. We'd be 
where everybody would be comfortable. Not all would like 
the lake. It also has to be accessible to us. She's been 
working on this for two years. 

Although this event had not come about at the time of this study, it was included to 

show interests the teachers and principal had in not only working together but building 

friendships with each other. 
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Empathy 

The friendship or family relationship between the principal and teachers was so 

significant that they showed empathy for each other. Empathy, or the ability of one 

person to relate to the feelings of another, was sttategically communicated through the 

words and actions of the teachers and principal. Blase (1987, 1988a) found that 

empathy was an important element in relationships between principals and teachers. 

People displayed empathy when they balanced their personal goals and a relationship 

with another person (Wiemann, 1977). Examples of strategic communication used to 

show empathy between the principal and teachers were found. 

The presence of empathy in the relationship between the principal and teachers was 

exhibited before the school year officially began. At a meeting held before the first 

inservice, Mrs. Doss explained to the staff that one of the teacher's husbands had found 

a job in another town, and this teacher probably would be moving. A new teacher 

would be needed to fill this vacancy if this teacher moved, and this was only a few days 

before school was to begin. A teacher to fill the probable vacancy had been selected 

and would be hired if the Walters teacher moved. Mrs. Doss introduced her along with 

other new staff members and said, "These two need compassion and understanding 

right now." Mrs. Doss wanted teachers to recognize the difficulty of these two teachers 

being in uncertain situations. She also revealed her awareness of the difficult time 

these two teachers were experiencing. The teacher whose husband found a job in 

another town did not know if she would move or not which caused the other teacher 

who would take her place if she moved to not know if she would be teaching at Walters 

or not. Teachers nodded when Mrs. Doss expressed her concem for these teachers. 

Mrs. Doss realized mistakes might occur at Walters. Moreover, she could tmly 

empathize with teachers who made mistakes because she occasionally made mistakes 

and apologized to her teachers for them. In a meeting held prior to registration, she 
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failed to introduce one of the new teachers. She said to her staff, "I apologize for 

overiooking Barbara. She's a familiar face to most of us. I make a lot of mistakes and 

will let you, too." Mrs. Doss was not advocating that teachers make mistakes, but she 

was letting them know that she was human just like they were. This strategic 

communication could help teachers feel more at ease about sharing their mistakes with 

Mrs. Doss which could allow her to assist teachers in correcting errors or to just be 

aware of mistakes which were made. 

At the beginning of the school year, Mrs. Doss inadvertantly planned a Parent-

Teacher Association (PTA) open house the same week as a SDMC meeting in which 

school goals were compiled. The same week report cards were also to be sent out. 

After a SDMC meeting Mrs. Doss told a teacher expecting a child that she could finally 

go home and lay down. The teacher responded, "No, I can go home and do report 

cards." Mrs. Doss empathized with the teacher and said, "I agree, this is not a good 

week for PTA." Not only was this teacher tired because she was expecting, but she was 

also tired because of the busy week that the principal had planned. In a staff meeting 

Mrs. Doss admitted to her teachers, "It was a mistake I made to have school report 

cards, open house, and goals all in one week." Mrs. Doss' comments were strategic in 

that she publicly empathized with the teachers who were extremely busy because of her 

plaiming. She also admitted that she had made a mistake in planning such a busy week. 

This allowed teachers to know that Mrs. Doss was human, and that she made mistakes, 

too. 

Teachers recognized their principal's empathy. One teacher told me, "I think Jan has 

a pretty big heart. We've even cried together." This teacher told me briefly about 

personal concems that she had shared with her principal. This principal empathized 

and cried with the teacher which revealed the deep level of empathy this principal felt 

and expressed for a teacher's personal concems. This was successful sttategic 
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communication since the principal empathized even to the point of tears. The 

principal's tears did not make the principal appear weak in this teacher's eyes but 

strengthened the relationship between her and the principal. Although the tears were 

not intentional, they were a sttong nonverbal expression of her empathy. The ability to 

relate to another person was a form of influence identified as referent power by French 

and Raven (1968), and its use was contingent on a person's interpersonal skills and 

leadership style (Hoy & Miskel, 1991). This principal placed a priority on personal 

relationships. I previously described Mrs. Doss as an interpersonal leader because of 

leadership characteristics which she had. Her priority on personal relationships was 

another characteristic which made me consider her an interpersonal leader. 

Not all expressions of empathy were spontaneous since there were some things 

planned well in advance by the principal to show teachers that she tmly cared for them. 

These strategically communicated the empathy Mrs. Doss had for her teachers when 

they were ill. There was a hospitality committee which took meals to staff members 

who were home ill, had a death in the family, or were in the hospital. Mrs. Doss not 

only made sure the committee was aware of sick staff members, but even called 

teachers who were ill when they were home to see how they were doing. Teachers 

appreciated Mrs. Doss caring about them as people and not just thinking of them as 

teachers. A teacher said in an interview, "She is caring. She will give us personal calls. 

She asks for meals for sick staff members. She knows who's down and who's not. She 

goes by to visit them. She pops her head in and sees how the day was." This teacher 

described how caring her principal was. Mrs. Doss took time to let teachers know that 

she cared for them and strategically communicated her empathy through her actions and 

involvement with the hospitality committee. 

Empathy was not only expressed by the principal, but it was reciprocated to Mrs. 

Doss by the teachers. At a committee meeting a teacher asked, "Where did Jan pick up 
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her cold?" Mrs. Doss answered, "It's just a sinus infection. I'm better today with 

medicine." The teacher expressed a concem for her principal's health even during a 

meeting with a busy agenda. Mrs. Doss appreciated her teacher's concem for her 

health. This teacher's concem sttategically communicated her empathy towards Mrs. 

Doss, and it was a way of showing that the relationship between the principal and 

teacher was not just a mere working relationship. 

Another time teachers empathized with their principal concerned their attendance at 

meetings of mentor school personnel which were held in another city. Teachers said 

they became aware of these meetings in a memorandum from Mrs. Doss who wanted 

them to consider giving a presentation about their school. She had also mentioned 

these at a staff meeting. A teacher said at a grade level meeting, "We all do not think 

it's required, but we go. We know she'd be disappointed if we were not there." This 

teacher realized that the meetings may not have been required, but the teachers attended 

anyhow. This teacher went to the meetings not because she was told to attend but 

because she was concerned about her principal's feelings. The teacher took her 

pnncipal's feelings into consideration when deciding to attend these meetings. 

The relationship between the principal and teachers was one in which the teachers 

sttategically communicated their needs to Mrs. Doss. One teacher sent a note asking, 

"May I be excused from P.T.A. Thursday*^ It is the annual turkey dinner at my church, 

and I need to work." Mrs. Doss responded on the same note, "o.k.. JD." Mrs Doss 

knew this event was important to this teacher, and she let her go and did not ask her to 

compensate the time in any way. This principal did not want teachers to feel guilty 

when thev had important events outside of Walters that they needed to attend. 

Teachers often wrote notes requesting personal leave and left them in the basket on 

Mrs. Doss' door. Notes were a convenient way to communicate with Mrs. Doss who 

often was out of her office during the school day. Teachers were writing requests to 
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strategically ask for leave and perhaps empathy. One teacher said when she wanted a 

personal day off, she both asked Mrs. Doss in person and wrote a note requesting the 

day off Policy required teachers to have personal leave approved at least two weeks 

prior to the date requested. A typical note was hand written and said something like, 

"May I please take a personal day on October the 13th which is a Friday. Thanks." The 

typical response from Mrs. Doss was signing the note "Approved, JD." These notes 

were short and to the point. The teachers wanted off and Mrs. Doss either approved 

them or did not. Based on copies of these notes which teachers submitted to me, it 

seemed Mrs. Doss approved most requests. One teacher wrote to Mrs. Doss, "My niece 

is having an operation on her leg next Tuesday. I would like to have a personal day. I 

will make arrangements for a substitute. P.S. This is out of town." Mrs. Doss wrote on 

the note, "Remember to call for a sub. now." Mrs. Doss granted the leave but gave a 

helpful reminder for this teacher to get a substitute teacher then. Mrs. Doss told 

teachers at the beginning of the year to get substitutes early so they would get good 

ones. One particular teacher typed her request, "I would like to request a personal leave 

day on Friday, March I, so I can attend a tournament which is out of town. My son is 

playing." Mrs. Doss replied, "Approved, 2-7-96 JD." Once again a request was made 

and approved. Mrs. Doss did not see a need to elaborate. 

Teachers described how they thought Mrs. Doss considered their feelings when she 

delivered their contracts for the next school year. One teacher said in a grade level 

meeting, "She delivered letters of intent to us. Previous years she just said they were in 

the office." The principal empathized with how teachers would feel if she hand 

delivered the conttacts, and this teacher appreciated this. Another teacher told me. 

When contracts came out, others had heard about theirs. I 
wondered all weekend about me. She shook my hand and 
said, "Congratulations, here's your letter. Sorry I forgot to 
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This teacher was nervous about not receiving her contract when her other peers had. 

She was relieved when she received it, but she was also glad Mrs. Doss went out of her 

way to hand her contract to her personally. This teacher appreciated this gesture of her 

principal. 

Mrs. Doss sttategically communicated information about herself which enabled 

teachers to empathize with her. One teacher said in an interview that mornings were 

not a good time to visit with Mrs. Doss because "in the morning she already has people, 

parents waiting for her." Mrs. Doss' mornings were busy, and she told teachers this. 

This teacher empathized with Mrs. Doss and realized this was not a good time to talk to 

her. Also, Mrs. Doss empathized with teachers who might waste time and become 

fmstrated if they thought they could visit with her in the morning only to find that she 

was busy. 

Empathy came into play in other strategic communication. Mrs. Doss said in an 

interview, "Teachers influence me the most when they talk to me one on one, when they 

invite me to team meetings, or when all four members of a grade level come into my 

office I know it's important to all of them." Talking to them face to face allowed Mrs. 

Doss not only to hear what the teachers had to say but also allowed her to see nonverbal 

cues of the teachers. She was able to check the consistency between the verbal request 

and the nonverbal cue; in this respect, face to face communication was a more powerful 

form of communication. Also, if several teachers got together to ask her for something, 

there was a collective influence of teachers on the principal which she recognized. If 

they took the time to get together and come see her about a request, then it impressed 

the principal that it must be important. How teachers strategically communicated with 

their principal affected her decisions. Sttategic communication which involved 

personal requests made by several teachers was often successful in having the teachers' 
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requests granted. Blase (1989) wrote that teachers seemed to operate individually and 

not have collective actions, but Anderson (1991) observed teachers' collective influence 

over their principal. As Mrs. Doss explained, teachers acting collectively to make 

requests had more influence on her than individual teachers making requests. 

An example of a teacher coming to Mrs. Doss to strategically communicate a 

personal request occurred at the end of the year. A teacher was aware of an opening in 

another grade level, and she wanted to change and fill this opening. Mrs. Doss told me 

about this. 

This was a staff member who needed a change, and I knew 
it. It may not be to your advantage or your whole campus' 
advantage since there were two other teachers at this 
teacher's grade level leaving. I'm not sure if this was the 
best thing to do for her grade level, but I knew it was the 
best for her. She was torn. She talked to me daily about 
wanting to change. She has a child. She has had stress 
over the standardized testing and needed a break. It is a big 
chance to let her leave her grade level and at the same time 
two others were leaving. She had come in so many times, 
and I knew this was a lifelong dream of hers. 

This teacher specifically told Mrs. Doss what she wanted, told her in person, and was 

persistent with her request. This type of strategic communication was successful in 

influencing her principal. The principal empathized with this teacher's dream and with 

her personal needs. Moreover, in this situation the principal put the teacher's needs 

above her school's since she let the teacher change grade levels even though there were 

two teachers already leaving this particular grade level, and this would make three out 

of four leaving. Students at this grade level were given state mandated tests each year, 

and the children had been doing well. The principal was taking a chance on having so 

many teacher changes at this particular grade level. In this situation the principal heard 

what the teacher really wanted, a grade level change. This was something the teacher 

needed and something the principal could do. The principal questioned if this was the 
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best thing to do for the school. However, if it was the best thing for the teacher, then 

the principal thought in the long run it was the best thing for the children. This sttategic 

communication of one teacher was successful, and she obtained her goal. 

After telling about the teacher who wanted to change grade levels, Mrs. Doss shared 

with me, "Teachers influence me pretty regulariy. I need to listen to what they are 

saying." She realized the importance of listening to her teachers. She was not 

threatened by the fact that her teachers influenced her regularly. She feh a need to 

listen to her teachers, and this need may have been personal as well as professional. 

Moreover, she not only listened to what they said, but she seriously considered their 

suggestions. 

Mrs. Doss had children of her own, and this gave her experiences which allowed her 

to empathize with teachers who had children. A teacher told me in an interview, "She 

lets us know her children are important. She is very understanding about family 

emergencies or awards assemblies." Another teacher told me in an interview, "It's 

helpful that she has kids who are involved since her concem carries over to us. She 

allows you to feel you're parents first and then a teacher." These teachers believed Mrs. 

Doss empathized with them over parenting concems because Mrs. Doss was a parent 

herself One teacher who was expecting a child told her peers at a staff meeting, 

"Thank you for helping me through this blessing." This teacher appreciated other 

teachers and the principal helping and empathizing with her. At a committee meeting 

Mrs. Doss told this teacher, "Now you can go home and lay down." Even at the end of 

a long day, Mrs. Doss still remembered to empathize with this teacher and express her 

concem for her personal well being. In a bulletin Mrs. Doss wrote, "Those of you 

having children may want to read the attachments concerning college." Mrs. Doss 

shared information with teachers that they may have found helpful for their own 

children. Mrs. Doss scheduled PTA on Tuesdays, and she told teachers why, "PTA will 
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be on Tuesday, for my convenience. My child plays sports. I can ha\ e the meeting 

Monday or Tuesday, just not Thursday." This was an example of how Mrs. Doss told 

teachers that her children were a priority. This allowed teachers to be comfortable 

telling her when they had events for their children that they needed to attend. In 

planning a meeting time, Mrs. Doss told teachers of the SDMC, "What da> do you want 

to meef̂ " (3ne teacher responded, "Tomorrow is not good." Mrs. Doss said, "Is anvone 

going to the football game? I'llbetCariis. If she is, we need to go ahead, okay?" Mrs. 

Doss was aware of her teachers' interests outside of the classroom and knew of their 

children's involvement. Mrs. Doss often empathized with teachers who had families, 

and the teachers did the same for her. 

Mrs. Doss empathized with teachers in another situation. Two teachers who had 

children bom this school year approached Mrs. Doss with a nonttaditional request. 

They wanted to job share which would allow them to each teach for half of the week. 

Mrs. Doss told me about this request. 

They came in and wanted to do this. I went and begged, 
and they got to do it. As a young mother, I would have 
liked that. From being a mother, I've alw ays felt very torn. 
My previous principal always let me go to m> children's 
events, but I alvvav s felt guilty'. I don't want teachers to feel 
guilty about going to their children's events. However, they 
are told that they may only get out to go to their own 
children's classrooms, not to see a cousin or nephew. 

Mrs. Doss' experiences as a mother caused her to empathize with these two new 

mothers who wanted to job share. Mrs. Doss went to the centtal administration with 

these teachers' request, and it was granted. She was willing to listen to what the 

teachers wanted and to approach the administration with the unusual request. She 

remembered when she had been a teacher and always felt guilty' about leaving school to 

attend her children's events. She wanted her teachers to attend their children's events 

and to not feel guilty about it. However, she did tell teachers not to abuse this trust and 
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to only go to their own children's events. This job sharing request was another example 

of how teachers collectively influenced Mrs. Doss when they requested things together. 

Mrs. Doss empathized with teachers' busy days and hard work. In the first inservice 

meeting of the year she told them, "There's another reason to celebrate. We had enough 

volunteers so you do not have duty unless you're one of those teachers." Teachers gave 

a standing ovation for this. She knew most of her teachers did not like having assigned 

duties, so she had asked for volunteers. Those who volunteered had adjusted schedules 

in which they could come late or leave early. Therefore, this met needs these teachers 

had since some of them had children they needed to drive to school or other events for 

which they needed off early. Mrs. Doss was creative in meeting teachers' needs and 

wants. 

Mrs. Doss empathized with her teachers who were busy doing several things at once. 

In trying to do several programs at once, teachers asked how they could get the students 

from one place to another so they would not miss the second program. Mrs. Doss said, 

"I'd be glad to help with that. I may have to make two trips. We'll get them there some 

way." Mrs. Doss recognized the teachers were working hard and trying to get several 

programs going back to back. She volunteered to help the teachers with the 

transportation of the students which took a load off of the teachers' minds. 

Mrs. Doss empathized with teachers in other ways. Teachers recognized Mrs. Doss' 

interest in lessening their work load, and one said, "She has brought grants to Walters 

on her own. We did not have any computers before. The whole purpose of computers 

is to make it easier on us. I keep my gradebook on the computer. Ever since she came 

she wanted to make it easier on us." One contribution Mrs. Doss brought to Walters 

was appying for and receiving educational grants. This teacher appreciated Mrs. Doss' 

grant-writing abilities, and she recognized the reason Mrs. Doss applied for grants was 

to not only benefit the school but to help teachers. 
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One teacher recalled her first year at Walters. She taught children at a grade lev el 

that had state standardized testing. The teacher said at a grade level meeting, "I go into 

other rooms to watch their test preparation. Mrs. Doss offered to hav e my class 

covered. She was aware that I might need the observation time." Mrs. Doss 

empathized with this first year teacher and gave her school time to leara how others 

prepared their sttidents. This teacher greatly appreciated Mrs. Doss' sensitivirv to her 

needs. 

Another responsibilitv teachers had was decorating school bulletin boards. Mrs. 

Doss said to the teachers in a meeting, "Something else which is marvelous and 

magical~our entrance bulletin boards. You do not have to do these as often as you used 

to. In the cafeteria, we've reduced the number of bulletin boards you have to put up." 

Mrs. Doss celebrated when teachers' w ork was lessened. She told teachers other good 

news, "You have more personal leave this vear You can use five davs of sick leave for 

personal leave." She empathized with teachers by being excited when they received 

more benefits. She showed this when she told them that they received more personal 

leave. She was glad for them and made them aware of this benefit. 

Teachers empathized with Mrs. Doss. In a SDMC meeting in which goals where 

being discussed, Mrs. Doss suggested, "The school needs 10 percent more parent 

volunteers. I do have the business volunteers. Do we want to target a 10 percent 

increase here, too? Fll know with some businesses in weeks." A teacher responded, 

"This means more work for you." This teacher empathized with Mrs. Doss and did not 

want to add too much extta work to what her principal already did. This showed that 

the relationship between the teachers and principal consisted of empathy which was 

expressed from both directions, from principal to teacher and from teacher to principal. 

Teachers empathized with their principal when goals were not reached. In a grade 

level meeting a teacher told me, "She wanted the flags really bad. We never got them. 
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It was discontinued by the state before we got one. I guess she was disappointed. She 

did not say." This teacher knew Mrs. Doss wanted a flag which the state gave schools 

for a particular achievement. Walters did not reach this goal before the flags were 

discontinued. This teacher was aware that her principal might have been disappointed 

concerning not reaching this goal. 

Humor 

The principal and teachers at Walters often exchanged humor, and humor 

strategically communicated the special relationship that existed between them. This 

was consistent with Blase's (1987) findings. Blase wrote that political friendliness 

which included joking was central to diplomacy and increased two-way interaction, 

emphatic communication, support, and consensus. Blase identified joking to play a role 

in relationships between the principal and teachers. My study extended Blase's study 

because it provided examples of actual humor which were exchanged between the 

principal and teachers. 

Even before the beginning of the new school year, the principal used humor in her 

strategic communication to the teachers. Before the school year started Mrs. Doss sent 

teachers a memorandum which told them of the times and places for meetings. At the 

beginning of the memorandum she typed, '"95 - '96 Here it comes, ready or not." This 

bit of humor put her personality into an otherwise informational memorandum. The 

first official staff meeting was preceded by other meetings and registration. At the 

meeting following the Meriin the Wizard inservice, Mrs. Doss told her staff, "Welcome. 

This is our first official staff meeting. I tried to put one off until after the first three 

weeks. The honeymoon's over." The teachers laughed. This was a humorous way for 

Mrs. Doss to recognize that much work was ahead and how much had already been 

done. At this same meeting, Mrs. Doss asked some teachers to share marvelous and 
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magical ideas with the staff One teacher said at the meeting, "What is marvelous and 

magical is that I don't have porch duty." The staff members and principal laughed. 

This teacher had previously had porch duty which consisted of standing near the porch 

of the school and monitoring students. The teacher continued, "I told Mrs. Doss if you 

don't give me porch duty, I'll use the time wisely." This teacher used her humor to 

sttategically communicate her appreciation for not having porch duty assigned to her. 

She then proceeded and shared her professional tips with the staff This humor was 

actually a nice way to get her staff members' attention. 

Another example of humor was in an agenda for teachers who were going to a 

conference. Mrs. Doss wrote at the bottom of the typed agenda, "Be ready to shop." 

This let teachers know that not only would they be attending the conference, but they 

would also have fun. It also revealed to teachers that Mrs. Doss was looking forward to 

having fun with them, and that she enjoyed some of the same things they did. 

The principal and teachers often joked with each other before and after meetings. 

However, humor occurred during meetings, too. At the first official staff meeting in 

which teachers wrote marvelous and magical things about their staff, two teachers 

wrote, "Walters is a place where humor and 'work' can share the same environment." 

Even before the school year began, teachers appreciated the role humor played in their 

school. It was interesting that these teachers wrote "work." This insinuated that these 

teachers did not think of their jobs as work because they enjoyed what they did. The 

humor used in this school between the principal and teachers fostered a positive attitude 

in the teachers. Thus it helped establish a close relationship between the principal and 

teachers, and this was beneficial in their working together to be productive and 

innovative. 

A teacher describing Mrs. Doss' humor told me, "She uses humor. She realizes that 

she is not perfect either and laughs about it. She uses dry wit. Sometimes you have to 
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think about it." When I asked teachers in a grade level meeting to give an example of 

Mrs. Doss' use of dry wit, one told me the following. 

Here's another way she was generous. The teacher before 
me had spent this year's money. Jan said why don't you 
spend X amount of money. I decided to get Scholastic 
News but had forgotten to give it to her secretary. I 
charged other things at a teacher store. I offered to pay for 
it. She said, "That's okay, that's your mistake for the year," 
and she laughed. 

Even when teachers made mistakes, Mrs. Doss tempered her guidance with humor. 

This teacher was worried about having spent too much, and she was prepared to spend 

her own money to pay for her mistake. Mrs. Doss let her know that it was a mistake, 

and her use of humor prevented the teacher from being devasted by having made it. 

This forgiving attitude of the principal made this teacher view her principal as 

generous. The teacher knew the principal did not take joy in mistakes but realized that 

people make mistakes, and this teacher had made one. Mrs. Doss said this was "your 

mistake for the year" which humorously let the teacher know that she did not expect her 

to make many such mistakes. In a hand written note to a teacher Mrs. Doss wrote, 

Yoo-hoo! Oh my little teachers who sometimes don't read 
directions. It's only a minor thing, but you did not return 
both copies of your conttact so that the Board President can 
sign 'em. Unless you plan on working for free this year you 
need to turn in the other copy today. Centtal Office called 
me about the error. JD 

Mrs. Doss could have merely told the teacher to tum m the needed copy. Instead, she 

used humor to strategically communicate what needed to be done, and this humor was 

appreciated by the teacher. The phrase "my little teachers" was not belittling this 

teacher, and since she knew her principal's sense of humor and personality, she did not 

take it as such. Mrs. Doss used this phrase in a humorous way, and this may have been 

a way to keep this teacher from feeling cmshed over having made this mistake. Mrs. 
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Doss used humor often when helping teachers realize their mistakes or oversights. In a 

note to the hospitality chairs, Mrs. Doss wrote, "Yoo hoo. Hospitality Trio Chairs. 

None of you have met with me to set an agenda for your cadre meeting. Please stop by 

today before your meeting. Thanks. JD" Mrs. Doss began the letter with humor. She 

then told teachers what they had not done and what needed to be done to correct this. 

The note was brief and the use of humor kept it from being intimidating. Notes such as 

these in which the principal used humor to make teachers aware of their mistakes kept 

communication open between the principal and teacher instead of making teachers 

avoid the pnncipal. Mrs. Doss chose to influence this teacher in a manner which 

avoided negative emotional reactions. These elementary teachers knew Mrs. Doss' 

sense of humor and knew this was an imintimidating way to let them know that they 

had made a mistake. Often persuaders considered the emotional reaction of listeners 

when selecting an influence strategy (Hunter & Boster, 1987), and Mrs. Doss did this 

when using humor in her notes in which she pointed out mistakes teachers had made. 

In a staff meeting Mrs." Doss told teachers that a person from the state department of 

education would be visiting their school on Friday which was a day teachers dressed 

more casually than the other days. A teacher asked, "Can we still wear jeans?" Mrs. 

Doss replied, "No, ya'll will have to wear a suit." She and the teachers laughed, and 

other humor was exchanged. Mrs. Doss did not expect teachers to do anything different 

even if someone special was coming to the school. She used an exaggeration to 

humorously let teachers know it would be a regular Friday. 

There were other times humor was used at Walters. In a SDMC meeting, goals were 

being discussed. The topic was to be continued at the next meeting in which some 

teachers would not be able to attend. Mrs. Doss said to these teachers, "Highlight the 

ideas you want to delete, and we'll consider your idea." Teachers laughed at the 

inflection of her voice. She wanted these teachers' input at the meeting, but she 
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humorously was saying that those present would have the final say; thus attendance was 

important. However, she did not make the teachers feel badly who could not attend the 

next meeting. 

At this same meeting teachers were discussing the difficulty they were having trying 

to videotape their classrooms. A teacher said, "It's difficult to video students. You have 

to move the camara the opposite direction as it appears, like a mirror image." Mrs. 

Doss replied, "I did it last year and did not have trouble with it." She paused for a 

moment and then said, "Or maybe I dreamed that I did that." Teachers laughed 

intensely. The teachers were asking for a purchase of a device that would move the 

video camara automatically, and Mrs. Doss was trying to assure teachers that until they 

could make this purchase that it was not so difficult. Then on second thought she 

wondered if she had done this after all. Mrs. Doss used similar humor in another 

situation. She asked teachers, "Did we get a program that translated English to Spanish, 

or did I dream it?" The computer teacher replied, "You must have dreamed it." Mrs. 

Doss and the teachers in this meeting laughed. Mrs. Doss' humor in this situation was 

reciprocated by the teacher's humor. Teachers appreciated the humor of their principal. 

It made them feel at ease during discussions. 

When discussing the purchase of banners for teachers to hang in the halls when their 

rooms had perfect attendance, there was speculation at the cost per flag. This cost was 

somewhat high, but Mrs. Doss justified the expense by saying that they could be used 

every year. She then said, "When we buy these banners, I want them out everyday." 

Everyone laughed. Mrs. Doss was trying to justify such a large expenditure on the 

baimers. She wanted teachers to get their money's worth out of them, and she used 

humor to get her point across. 
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When I asked Mrs. Doss about her use of humor in the school, she was not aware 

that she even used humor and did not think of herself as funny. She was surprised that 

her teachers noticed her use of humor. She shared with me her thoughts on humor. 

I remember my first day as a principal. I asked teachers to 
brainstorm and give characteristics of the perfect principal. 
I pull these out every year. A sense of humor was on 
almost all of them. The last principal was funny. He 
pulled pranks on teachers. As a woman, they might not 
take it so well from me. Maybe I'm loosening up. 

Mrs. Doss used humor in a way that teachers liked. She used humor that came naturally 

to her, and she did not try to use the humor of the previous principal. In fact, she 

questioned if teachers would have liked her to have used his type of humor which 

involved pranks. I asked Mrs. Doss about the benefits of using humor, and she said, 

"Humor is a stress reliever. When we laugh together, it means we are at ease with one 

another. It sets the atmosphere. It shows humanness." Mrs. Doss realized the value of 

the sttategic communication of humor, and she and the teachers benefited from its 

exchange. 

Teachers used humor in other meetings. In a SDMC meeting, a teacher said they 

were going to parents with an idea. One teacher said they could use a billboard to post 

the idea. Mrs. Doss agreed. Another teacher topped this and said, "We could get PTA 

to buy a flashing billboard." Teachers were trying to think of a way to get information 

out to parents. Even though teachers were using humor, they were brainstorming on 

how they could get the information out to parents. The flashing billboard idea was 

intended to be funny, but some teachers thought it was actually a good idea. This 

humor gave teachers a brief moment of comic relief but kept them thinking about ways 

to get their message out to parents. 

When discussing a new entry at which parents left and picked up their children, a 

teacher asked Mrs. Doss, "How's the new entry working?" Mrs. Doss said, "I think it's 
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much improved. It may not be ideal, but it's much safer." A teacher said, "How about a 

five miles per hour sign at the enttance so parents will slow down?" Mrs. Doss asked, 

"In the parking lot?" Another teacher suggested, "Maybe we need a speed bump." Yet 

another teacher offered an even bigger solution, "Let's get a radar gun and make some 

money." Teachers and Mrs. Doss laughed. Then this teacher added that they could 

extend their student-run free enterprise program to include a Walters Patrol. Teachers 

and Mrs. Doss were having a good time problem solving. They had many things in 

common that they could use for humor without having to explain what they meant. 

Walters' staff members actively applied for grants in attempts to get more money to use 

for their school, and they were awarded numerous grants. This was a funny example of 

another way to raise money. Such humor did not disttact from the topic at hand but 

kept all thinking about how to solve the problem. It also made an otherwise serious 

meeting enjoyable. It seemed that these humorous breaks helped refresh teachers so 

that they could continue working through the agenda. They did not appear to be 

looking for humorous opportunities, but they just occurred spontaneously. 

Another humorous example involving money occurred at a SDMC meeting. There 

had been much discussion on the cafeteria providing cupcakes to students on their 

birthdays. However, the cafeteria staff wanted to provide these to only students who 

purchased cafeteria food. The teachers did not want any students to be left out. 

Teachers considered how to deal with this problem. A teacher was thinking aloud, 

"That's 45 cents each, a dollar fifty a day, one hundred eighty days a year. That's about 

four hundred dollars per year on cupcakes!" Everyone laughed at the ridiculous idea of 

spending so much money merely on cupcakes. The birthday cupcakes idea was finally 

dropped several weeks later. 

WhQn deciding on what percentages to put down for their student achievement goals 

for this year, teachers and Mrs. Doss aimed high. At a SDMC meeting Mrs. Doss 
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suggested, "Let's maintain 90 percent in all subgroups." A teacher said, "I can't believe 

you don't want to go for 100! Just joking." The teacher used humor to recognize that 

the principal had high expectations. When continuing the discussion about goals, Mrs. 

Doss said, "I'm trying to figure out how to word it. Ya'll don't care how I word that?" A 

teacher quickly replied, "Just no sloppy copy, and be sure to capitalize." Everyone 

laughed at this teacher for humorously reminding her principal about writing skills as if 

she were a student. 

Empowerment 

Just as strengthening relationships was a major goal of sttategic communication 

between the principal and teachers at Walters, so was the empowerment of teachers. 

Empowerment was the ability of teachers to make decisions not only in their 

classrooms but also in their school. In an interview Mrs. Doss said when giving her 

educational philosophy that she could give the traditional "all children can learn," but 

she said, "Empowerment is the key to success. So is ownership." Mrs. Doss' actions 

were consistent with her belief in the empowerment of teachers. Sttategically 

communicating this belief to her teachers allowed her and the teachers to achieve goals. 

She gave examples of major goals which had been accomplished at Walters as a result 

of teacher empowerment. She told me, "The increase in student achievement is hard 

evidence for that. We had 100 percent pass in writing. We do not lack much to be 

exemplary. This year we were recognized." Walters' student achievement had 

improved, and Mrs. Doss attributed this to the empowerment of her teachers. 

Mrs. Doss told me about when she had been a teacher. 

We had a lot of freedom to help kids achieve and had 
quality training. I saw what a different approach to 
education had. We were very empowered as teachers. It 
gave me a vision to be a principal. I wondered what if a 



121 
whole campus did this and was empowered to improve the 
instmctional setting. 

Mrs. Doss had the opportunity as a teacher to be empowered by her principal. When 

Mrs. Doss was a teacher she had read professional literature which described what 

happened when teachers were empowered. She said what she read "reaffirmed me 

because it was what I had experienced." Her experiences revealed to her the benefits of 

empowering teachers, and she believed in and acted upon the empowerment of her 

teachers. 

Teachers were empowered by their principal's strategic communication in several 

ways. The principal's sttategic communication not only included verbal 

communication, but it also included nonverbal communication such as her actions 

which strategically communicated the message of empowerment to the teachers. 

Training gave teachers skills to use in their school which empowered them. The 

principal empowered teachers to make decisions on how to spend the school's money. 

The principal supported the teachers in other ways which empowered them and even 

resulted in teachers doing extra work. The involvement of the teachers by the principal, 

especially in decision making, facilitated the empowerment of the teachers, and the 

freedom teachers had fostered their creativity. Data supporting each of these aspects of 

empowerment will be given and discussed. 

Training 

One of the most significant ways teachers at Walters were empowered was through 

the ttaining which they received. This was consistent with findings of Blase and Kirby 

(1992) in which open and effective principals provided training opportunities to their 

teachers. Mrs. Doss placed a priority on training, and she strategically communicated 

the importance of it through her words and actions. She told me, "One of the most 

important roles of my job is to get the best staff development." This was consistent 
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with Waite (1993) who wrote that supervisors needed to model skills they prized in 

empowered teachers, and one of the skills was learning and growing professionally. 

Not only did Mrs. Doss seek staff development for her teachers, but teachers often 

requested training in which they were interested. The staff development which the 

teachers received allowed them to do have additional skills which they could use to do 

their jobs even better. This was evidenced by the higher student scores on the state 

mandated test. The importance of training to empowerment was found on an agenda of 

a conference which the principal and each teacher attending received. The objective of 

the conference read, "To provide ongoing training and support to empower mentor 

schools to deliver effective training to network members through a train-the-ttainer 

model." The presenters of this conference realized that training and support 

empowered people. 

Mrs. Doss explained to me the value of taking teachers with her to training. 

Taking teachers with me places has increased their vision 
or ability to see what is possible. They are always looking 
for a better way, even though they're an outstanding staff 
Maybe this is because I have allowed them freedom. 

Mrs. Doss recognized the value of letting teachers experience what she did in training 

and observations of other schools. She did not go without them, and she did not send 

them; they went together. She continued, "When we have gone on trips and seen and 

heard things and brought them back, we have a vision for our campus." Having 

common experiences allowed teachers and their principal to share a vision of what was 

possible. Having training in common also gave them shared meanings which kept them 

believing and working together which was consistent with Marshall's (1991) findings. 

Mrs. Doss had a compelling vision, and she took teachers with her to training and 

observations of other schools in order that they could share her vision. Mrs. Doss had 

what Bennis (1984) called transformative power in which a leader had a compelling 
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vision in an organization in which people knew who they were and what they were to 

do. The ttaining the principal and teachers had in common increased this principal's 

transformative power. 

The training teachers received gave them experiences which caused them to aim 

higher than they would have if they had not traveled with their principal. A teacher 

recognized the importance of receiving ttaining when she said in a grade level meeting, 

"She's done research and gives us training to back it up." This teacher had confidence 

in her principal because she believed her principal had done research on different 

educational programs. Greenfield (1991) considered presenting ample documentation 

to be a subtle micropolitical sttategy a principal used. Moreover, the teacher 

recognized that the principal did not just do the research, but she followed through with 

the ttaining the staff needed. 

Not only did the principal think it was important to have her teachers at the training 

she attended, but the teachers also recognized the importance of having their principal 

at the training they attended. One teacher explained this to me in an interview. 

She participates in the training just like the teachers. She 
attends our inservice so she knows what it's about. This is 
a more informal time to visit with her. The second day of 
seminars or training she usually initiates a discussion about 
what we want to do in our school. We toss around ideas. 
This is very informal. She gives us a lot of opportunities to 
go to seminars. 

This teacher appreciated the fact that her principal attended training with the teachers. 

She stressed the fact that discussions with her principal at seminars were informal. 

Seminars provided a communication opportunity with the principal which teachers 

might not have otherwise. The teacher believed she had influence on her principal in 

an informal setting. Walters teachers and the principal had free interchange of ideas 

and spent considerable time in self development, and Joyce and McKibbin (1982) found 



124 

that this was common in schools with strong formal and informal systems. This teacher 

thought of attending seminars as opportunities, and she liked attending them. The 

seminars not only gave her new skills to use m the classroom or in the school, but the 

training empowered her with knowledge. The teacher liked the way the principal asked 

teachers what they wanted to do in their school. The principal and teachers did not 

attend training and then forget it. They attended training and then applied it. The 

strategic communication which occurred during training was two way. The principal 

strategically communicated the empowerment of the teachers by asking what they 

wanted to do in their school. The teachers then strategically communicated what it was 

that they wanted. 

Taking the teachers with her affected the degree of influence Mrs. Doss had with her 

teachers. She described this affect to me. 

When I have the greatest influence is when I take the 
teachers with me. Until they see it for themselves, it does 
not matter what I tell them. They came with me, saw the 
same thing I did, and they started to dream. It allows them 
to get to know me in a new way. We talk a lot. I get them 
out and go with them. I don't just send them. We see 
things together. 

The training not only strategically communicated to her teachers that they were 

empowered to make decisions, but it also served as an effective means of influence 

from the principal to the teachers. The greater influence the principal had as a result of 

taking teachers with her to ttaining or observing schools was caused for several reasons. 

Indeed, the principal and teachers received common training which allowed them to 

begin thinking of similar ways to improve their own school. However, the principal 

recognized that the teachers got to know her better personally on these trips, and she got 

to know them personally, too. This was another reason taking teachers with her helped 

increase her influence with them. 
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The empowerment of teachers affected the ttaining they received. Mrs. Doss 

explained to me how a teacher used sttategic communication to influence her 

concerning a particular training. 

I had a nondirective, high level master teacher who told me 
about a particular writing/reading program. She wanted to 
try it. She told me how it would improve our reading 
program, so we started thinking about it. We needed the 
staff to buy into a phonics-based program. We needed 
money. I went begging for money. I believe we've had 
great gains because of this program. It's a new tool, and I 
tell teachers to pull from the best and add things to their 
repertoire. We trained for this and got the materials. Then 
we had a second ttaining for it. I send the new teachers to 
training, and the aides are trained, too. Training is campus 
wide. It has improved student achievement. I do not send 
a few here and there for training. We train as a whole 
campus. This gives us a consistent method from grade 
level to grade level. First we train. Second we get the 
materials to help increase student achievement, and this is 
the same with cooperative learning. 

This campus-wide training for this phonics-based program began as a vision of one 

teacher who strategically communicated her desire for training to her principal. This 

teacher influenced her principal initially because she was a master teacher and secondly 

because this principal thought it important to listen to her teachers. The teacher was 

empowered to make decisions, but in this situation she needed her principal's support. 

When the teacher convinced Mrs. Doss the entire staff needed this training, they 

realized that the next step was to influence the teachers. Strategic communication in 

this situation had a snow ball effect. It began with one teacher requesting the ttaining, 

and it ended up with the principal and all the teachers wanting and getting the training. 

Moreover, the training of new teachers and aides continued the school's commitment to 

this training. This campus-wide training of this teaching method was consistent for all 
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teachers, and students' achievement on the state mandated tests increased as a result of 

this. 

A similar situation occurred with a specialized mathematics program ttaining. The 

interest in the program began about two years ago with two teachers receiving the 

training. One of the teachers explained this to me in an interview. 

We went and then shared what we learned. We had a short 
staff development, and she sent another teacher this year. 
We had a whole day staff development on it. She wanted 
to hit problem solving and estimation. In the gifted and 
talented area, we used higher level thinking skills. We 
made available copies of all the activities. She did a math 
newsletter. We weren't checking around so she sent them 
around. She wrote grants and got money for school 
training this summer. We can use this as a part of an 
inservice, comp. day, or be paid for summer ttaining. 
We're still deciding when and how. She asks us to let her 
know what we want, and she'll come back with a proposal. 
We'll vote by grade levels. It will take two years from first 
implementation to see if it's worthwhile. Mrs. Doss asks 
over and over again what did I learn at the ttaining, what I 
did, or for something different I picked up. 

This math program began with the strategic communication of two teachers who 

wanted to attend the ttaining. Then the principal became interested in the program and 

sent a third teacher. The entire staff received ttaining as staff development, and new 

teachers would also receive the ttaining. This teacher recognized that the staff was able 

to receive this training because Mrs. Doss wrote grant applications to get the money for 

them. Training was expensive and especially training for an entire staff. Mrs. Doss 

told teachers, "The training we have dreamed of is some of the best in the nation." This 

year Mrs. Doss told teachers they would receive more of this math ttaining from a 

national trainer. Some teachers responded with "Oh!," "Wonderful!," "Good!," and "All 

right!." This showed how excited these teachers got about ttaining opportunities. She 

then told them they would receive the training at Walters. I observed several teacher 
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reactions which revealed that they were also excited to hear this. Mrs. Doss told the 

teachers that she had told the school superintendent that "ya'll like to ttain all the staff." 

Mrs. Doss knew teachers wanted campus-wide training, and she assisted them in getting 

it. Since there were so many teachers needing the training, it was possible to bring the 

training to them. This teacher said that Mrs. Doss sent a math newsletter around. This 

was another way Mrs. Doss continued to reap the benefits of the ttaining. When she 

sent the newsletters around, she was strategically communicating to the teachers that 

the newsletters were important, and needed to be read. This teacher said it took two 

years to implement this training. This teacher and the principal were not looking for 

something which was necessarily fast to implement. They were looking for a quality 

math program, and they were willing to invest the time and money it took to get the 

entire campus to have this special training. 

Teachers realized the benefit of receiving the same training. Teachers of one grade 

level wrote on their weekly summary sheet, "We are interested in taking the training for 

math and science." These teachers recognized that if they received the same ttaining, 

that they all could benefit from sharing common teaching skills. These teachers worked 

together, and they wanted to have common training to facilitate this. They sttategically 

communicated their request to their principal. The fact that all the teachers wanted the 

training increased their influence with their principal. 

In a SDMC meeting a teacher suggested teachers visit an outstanding teacher at a 

school approximately 30 miles away from Walters. Mrs. Doss asked, "Why don't we 

bring her here? If I could get substitutes for a half day or parent volunteers, then you 

would have time for this." The teacher strategically communicated her idea, and her 

influence on the principal was so effective that the principal was prepared to do more 

than the teacher asked for which was to bring the teacher to Walters. The principal was 

prepared to let teachers receive ttaining from this visiting teacher during the school day 
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and to make the necessary arrangements. She assisted teachers in receiving the training 

they wanted. 

Although Mrs. Doss preferred attending training or visiting other schools with her 

teachers, occasionally she was not able to go with them. She explained to me, "Even 

when they go without me, they come back and tell me that they're excited. This fosters 

an irmovative spirit." The teachers got excited from their ttaining. They gained skills 

to use in the classroom and new ideas for their school. One teacher explained in a 

grade level meeting how she and her peers of this grade level went to training without 

Mrs. Doss. "We came back and told her what we liked. There was a staff 

recommendation for staff development. She tmsted that they were good if we said so." 

These teachers came back excited, and they strategically communicated to the principal 

that they wanted all of the teachers to have the ttaining they had received. Once again 

the empowerment of teachers influenced the principal about their staff development. 

Mrs. Doss listened to her teachers and helped them get the training they wanted. 

The teachers at Walters were often allowed to choose or suggest training they 

wanted. During staff development which the local school district provided, teachers 

sometimes had options of what they could attend. Teachers occasionally requested to 

attend other training not offered by the district. Their requests were usually granted, 

and these teachers also received credit for staff development. Teachers of a particular 

grade level asked to attend a particular math workshop. Mrs. Doss sent them a note and 

told them verbally in the hall that they could all go. Another teacher told me of a 

reading conference she wanted to attend. She said, "I asked if I paid for it if I could go. 

She got the money for me and gave me days off to go." This teacher strategically 

communicated that she wanted to attend the conference. Her approach to influence the 

principal was one in which she had a small request; she just wanted the time off to go to 

the conference. However, Mrs. Doss believed in teachers receiving the training they 
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requested and she not only let the teacher go, but the school paid for it. Mrs. Doss 

stood behind her belief that teachers should not have to pay for things needed for 

school, and this included ttaining. The teacher was excited about getting to go to this 

training and said, "This was my first experience that I could go to something I was 

interested in." Attending this conference was a morale booster to this teacher. Mrs. 

Doss had empowered her to make decisions about her own professional training. She 

had made a request, and it was granted by her principal. 

Although teachers often requested particular training they wanted to receive, Mrs. 

Doss occasionally encouraged teachers to receive special training. Mrs. Doss hand 

wrote a note to one of her teachers, "Kim, since you're a (campus representative) and 

have to receive the site-based training anyway, it makes perfect sense that you'd also be 

the campus advisory person to receive training. Don't you agree? JD" Mrs. Doss 

suggested that Kim receive this training. It not only allowed one person to consolidate 

two ttaining needs at the school, but it also allowed Kim to become more specialized in 

the area of site-based management. Mrs. Doss' strategic communication was delivered 

in such a way that a positive response would likely follow. However, she ended her 

suggestion with a question which still empowered the teacher to make the final 

decision. 

Once teachers decided what ttaining they wanted to attend and strategically 

communicated this to Mrs. Doss, she assisted them in receiving it. A teacher described 

this to me in a grade level meeting. 

She's very encouraging. For summer staff development, 
she checked into information for us, just out of courtesy. 
She helps us with what we have to tum in, to charge,...for 
summer staff development. Money goes to workshops and 
seminars. She tried to find money for it. 
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This teacher described how the principal placed a pnority on training by finding money 

for it and by helping teachers with the details of attending a seminar. 

Training was not the only professional development which occurred at Walters, but 

there was also professional sharing among the staff. Teachers were stimulated and 

energized by the sharing of information and tips that might be useful in the classroom, 

and this was consistent with what Greenfield (1991) found. A weekly bulletin 

explained what teachers were planning on a campus staff development day, "Mrs. Cross 

is planning a half day of technology and Mrs. Black, Mrs. Blake, and Mrs. Smith are 

plarming a half day of math ttaining. The computer lab has MAC computers which will 

allow thirty to work together. It will be an enjoyable and worthwhile day." This 

campus training was led by Walters teachers. They were sharing their areas of expertise 

with their peers. This ttaining allowed all teachers at Walters to receive the same 

training and was another way to promote consistency in the school. It was also a way to 

empower all of the teachers because they would all be informed on the same topics. 

Mrs. Doss strategically communicated that the day would be "enjoyable and 

worthwhile." She ended her note with positive comments so that teachers would look 

forward to it. 

Not only did Walters teachers receive training, but they also gave professional 

presentations to others. In a weekly bulletin Mrs. Doss wrote, "Those of you that have 

applications to present at the regional mentor conference need to tum in the 

presentation forms by Friday morning. I will be faxing those Friday." IVIrs. Doss 

empowered her teachers to decide whether or not they wanted to make these 

presentations. However, she was helpful in reminding them of deadlines, and she also 

sent forms in for them. 
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Money 

Another way Mrs. Doss empowered teachers was through her allocation of money. 

Teachers decided how most of the money was to be used, and this was consistent with 

Blase's (1989) findings that teachers with open principals sought material support and 

Blase and Kirby's (1992) findings that open and effective principals supported teachers 

by providing materials. Once again I found evidence that Mrs. Doss was an open and 

effective principal based on the monetary support which her teachers requested and 

which she granted. Mrs. Doss said, "I believe teachers should not spend their own 

money, but that we should pay for educational things out of the budget." She 

empowered teachers to make decisions about how to spend the money in the budget, 

and she did not expect them to pay for resources needed in the school. One teacher told 

me, "She'll tell us if we have money or not. Some is spent on school supplies. 

Sometimes we get a list of how to spend our money, and we have to give priorities." 

This teacher had authority to decide how money was to be spent. Since there was not 

always enough money to buy everything teachers wanted, they also had authority to 

prioritize what they wanted to purchase. Mrs. Doss made sure the school operated 

within its budget, but she let the teachers tell her what they needed. Mrs. Doss 

sttategically communicated to teachers how much money they could spend. The 

teachers used strategic communication to tell Mrs. Doss what they wanted to purchase. 

Through this two-way communication, Mrs. Doss empowered teachers to purchase 

what they asked for and for what the budget allowed. 

The empowerment of teachers to spend money on what they needed was described 

in a grade level meeting by another teacher. 

I saw a need for more reading games so we could have 
them for our students. She gave us more money for these. 
She gave us more money for flashcards. She's very good 
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with money. She's very generous. She tmsts us to know 
the needs. If we recognize needs, she's generous. 

The teacher used strategic communication to accomplish her goal of purchasing 

materials she wanted for her classroom. She communicated to Mrs. Doss the needs of 

her students, and Mrs. Doss responded positively since the purchase requests were 

based on student needs. This teacher said Mrs. Doss was generous which described 

how the principal strategically communicated to teachers that money was to be spent on 

what they or the students needed. Mrs. Doss believed teachers best knew the needs of 

their students, and she empowered them to make purchases to meet these needs. This 

was consistent with the way Greenfield (1991) described principals as leaders who 

facilitated the identification and solution of problems by obtaining materials for 

teachers. Although teachers were empowered to make purchasing requests, the 

principal still made ultimate purchasing decisions for the campus. 

Mrs. Doss reminded teachers about money which had already been requested to 

meet student needs. A teacher told me in an interview, "I caught Mrs. Doss in the hall 

and told her about children not giving their all. She asked if I'd told them about the 

field trip. She is good about money for those trying their best." This teacher was 

concerned that her students were not trying as hard as they could. Mrs. Doss quickly 

associated this problem to a possible solution, the field ttip, which was designed as an 

incentive for students who were doing their best. This example revealed how sttategic 

communication between the principal and teacher was productive in this school, and 

productive communication might occur as a brief encounter in the hall. In this situation 

Mrs. Doss offered an altemative solution to the instmction problem. This was 

described by Blase and Kirby (1992) to be a characteristic of an open and effective 

principal. 

Strategic communication was important in order for teachers to purchase items they 

wanted. Teachers of one particular grade level recognized this when they had failed to 
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request an item that they assumed all teachers were automatically receiving. A teacher 

explained this to me in a grade level meeting. 

When we wanted computer programs, we discussed it with 
the computer teacher first, then she went to Mrs. Doss who 
then agreed to it. When we wanted a computer we went to 
Mrs. Doss, and she said if we wanted it we would have to 
request it. I did not really know we had to ask. I thought 
all teachers were just getting them. 

IVIrs. Doss would not know what the teachers wanted to purchase if they did not 

sttategically communicate this need to her. This example shows how these teachers did 

not understand appropriate procedure for acquiring computers. Mrs. Doss clarified this 

procedure to these teachers, and reaffirmed their empowerment to make purchasing 

requests. 

The purchase of computer items was a concem for the Walters staff In a SDMC 

meeting one teacher asked, "Could we talk technology?" Mrs. Doss answered, "Yes." 

The teacher continued, "I need more memory because the programs are working so 

slow." Mrs Doss responded, "I'd say check with the disttict computer coordinator to see 

if we need more memory so I could budget for this. My desktop needs it, too." This 

teacher strategically communicated her need for more computer memory, and the 

principal asked her to gain more information about it. Mrs. Doss revealed that her 

computer also needed more memory. This revealed that Mrs. Doss' needs also had to 

be budgeted, and that she, like the teachers, sometimes had to wait in line to get 

purchases. 

Not all money in the budget at Walters came from the district's general budget. 

There were other programs which the staff wanted to implement at Walters which 

required more money than they received locally. Mrs. Doss told teachers in a SDMC 

meeting, "We're still thinking about grants because we think big." Mrs. Doss and her 

staff applied for grants to meet their purchasing needs. This was an innovative school. 
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and being innovative often took money. Training, materials, technology, and other 

purchases required to implement innovative programs required money. The principal 

and teachers at Walters believed acquiring more money through grants would make a 

difference in their school. Moreover, they believed it would make a difference in 

improving their students' academic achievement. One teacher explained to me, "She is 

really good to get us nearly everything we ask for. If she has money or if it is 

worthwhile, she'll get it-such as teaching problem solving books. She had to wait until 

the grant money came in, but she got it." This teachers explained how Mrs. Doss 

responded to worthwhile purchase requests which were student oriented. This teacher 

and her principal recognized funds for Walters from the local school disttict were not 

enough to meet their needs. Additional money from grants allowed teachers to 

purchase what they needed. 

Mrs. Doss did not often refuse purchase requests, but rather she postponed them 

until there was money available. She strategically communicated the status of purchase 

requests the teachers made. This did not reduce the empowerment of teachers to make 

purchases but increased it because teachers were not afraid to make requests even if 

funds were low. They could go ahead and let Mrs. Doss know their purchasing 

requests, and they realized they might have to wait on the arrival of grant money. At a 

SDMC meeting teachers were wanting to implement a program which would take more 

money. Mrs. Doss told them, "We can decide how to spend the money we were 

awarded last year. We could submit the grant if ya'll want to. I feel we could get it 

again. This fund gave $2000 ttavel for me and teachers and training and notebooks. 

Do ya'll want me to submit this? I think this is pretty exciting." Even when planning 

new programs, the role of grant money would come up as a possibility of how to fund 

them. Mrs. Doss did not force grants on the teachers, but rather she empowered them to 

begin and be involved in the grant-writing process. Mrs. Doss shared her excitement 
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for the program they were wanting to implement and the possibility of obtaining the 

grant. Sharing excitement about certain issues was identified by Greenfield (1991) to 

be a subtle micropolitical strategy of a principal. 

Mrs. Doss was active in seeking grant money. When a representative from the state 

education agency was to visit Walters, IVlrs. Doss informed her teachers. She also 

reminded them that she would not be there and told them in a staff meeting, "He'll 

wonder why I'm not here. Be sure and tell him I'm out getting money so ya'll can do 

what you want to do." Mrs. Doss was strategically communicating the empowerment of 

her teachers to purchase what they wanted. She was also reminding them that she was 

there to assist them in obtaining their goals. 

Support 

The teachers at Walters were empowered by their principal who strategically 

communicated her support of them in different situations. Greenfield (1991) wrote that 

principals facilitated the identification and solution of problems by going to bat for 

teachers and being supportive of them and their needs. There were numerous ways 

Mrs. Doss communicated her support for her teachers and teachers communicated their 

support of their principal. 

At the first inservice meeting when Mrs. Doss asked them to write marvelous and 

magical things about their staff, many teachers commented on the support of their staff 

Teachers wrote, "Our staff consistently pulls together and supports each other" and "we 

all work together as a team and are supportive of each others' needs." These teachers 

believed their principal supported the teachers, and the teachers supported the principal. 

Also at this meeting Mrs. Doss told teachers, "We try to be very supportive and work as 

a whole so you are expected to be at additional school functions. You need to be at 

some PTA meetings, but you do not have to be at all of them. You cannot know all of 
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the great things we are doing if you're not there." Mrs. Doss strategically 

communicated two things to her teachers. First, this staff supported each other and all 

school functions. Second, the staff could show their support by attending PTA 

meetings. 

The support at Walters was felt throughout the year. One teacher described to me a 

situation where a student had excessive absences, and she had sttategically 

communicated this problem to Mrs. Doss. Mrs. Doss told her this problem would 

require an attendance meeting with the parent. The teacher said, "Mrs. Doss is very 

supportive. In the first attendance meeting I was very nervous, but she is courteous to 

all and to the parent, but she is firm." Other teachers who were listening to this teacher 

speak agreed that Mrs. Doss was a very supportive principal. This was consistent with 

Blase's (1989) findings that teachers who worked with open and effective principals 

described them as being supportive, and to Blase and Kirby's (1992) findings that open 

and effective principals supported teachers by backing them in student discipline. The 

teacher continued, "She says, 'If you can't get the job done with the parent you can call 

her.' She will not put up with a parent chewing you out in front of the student." This 

teacher experienced the support of her principal in a situation with a parent. This 

support empowered the teacher because if she made a decision which required the 

cooperation of a parent, Mrs. Doss would support her in this effort. This teacher 

recognized Mrs. Doss could be supportive for her and fair with her and the parent at the 

same time. Mrs. Doss followed the discipline policy of the school in dealing with the 

parent; this prevented problems described by Corbett (1991) in which a principal did 

not follow the discipline management plan and redistributed power away from teachers 

and toward parents and students. In Corbett's study a principal's redistributing power 

away from teachers would greatly diminish teacher empowerment. 
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Mrs. Doss also supported her teachers by letting them know about available 

technology. Teachers with open and effective principals in Blase's (1989) study were 

found to seek technical support. One teacher said in a grade level meeting, "She uses a 

lot of technology. She makes us know what's available." Not only did Mrs. Doss let 

teachers know what was available, but she used the technology herself Teachers of the 

same grade level wrote on the weekly summary, "We leamed how to make a newsletter 

on the computer." They wanted Mrs. Doss to know that they were using the technology 

available in their school, and they were learning new ways to use it. There was a 

computer teacher in the school, and often in meetings teachers said how helpful she was 

in teaching them what they needed to know. Technology was another way teachers 

were empowered. 

Extra Work 

Teachers with open principals or who had principals who involved them or granted 

them autonomy were found to accept extra work, work harder, and work longer (Blase, 

1989; Blase & Kirby, 1992). Teachers at Walters did extta work, and some of the 

things they did were not listed in their contracts. They spent extra time and effort 

working on things to make their school and community better. At Walters teachers not 

only accepted extra work, but they also created extra work for themselves by having 

many innovative programs in their school, by participating in community events, and by 

giving professional presentations. 

One example of teachers doing extra work was their helping students make signs for 

the varsity football team; the signs were hung in the fieldhouse. Walters Elementary 

also had a float m the community Christmas Parade. Conceming the float, Mrs. Doss 

told teachers at a SDMC meeting, "I'm not recommending we do it. What's your 

feeling?" Mrs. Doss was careful not to tell teachers what to do or not to do, but she 
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sttategically communicated that the teachers were empowered to make such decisions. 

A teacher responded, "It's important to do it. We need to be involved in community 

things." The principal explained that the previous year about eight parents got upset 

because their children were not allowed to walk in the parade without them. Mrs. Doss 

said there had even been a letter to the editor in the local paper from a parent who said 

she had two jobs and could not walk with her child in the parade. A teacher expressed 

her support of Mrs. Doss' decision and told her, "But eight students out of how many 

students? She had to have someone responsible for her child when she was at work." 

The teacher supported the principal which gave the principal a more positive 

perspective on this year's parade. The teachers decided to participate in this year's 

parade. Student names were submitted based on perfect attendance, and then one 

student was drawn from each room to be in the parade. The principal was prepared to 

support the teachers' decision of whether or not to be in the parade and to support what 

they wanted to do. Moreover, Mrs. Doss told the teachers, "Go back to your teams and 

brainstorm float ideas. Write ideas on the back of team sheets." Once the teachers 

decided they wanted to participate in the parade, the principal strategically 

communicated that they needed to decide how they would participate. IVlrs. Doss 

assisted them in coordinating efforts for the float. The support of the principal and 

teachers was mutual as was their use of strategic communication. 

The staff at Walters allowed different groups or individuals to visit their school. 

University students often observed and assisted in classrooms. Mrs. Doss told teachers 

that a university professor asked her if teachers would give several presentations to the 

university students. Mrs. Doss asked the teachers, "She'd like the staff to present to her 

class reading and math presentations. Do you mind?" Teachers said they did not mind 

doing this. Mrs. Doss' use of strategic communication was used in a way that teachers 

would give a positive answer. This might have been done because she hoped to 
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influence teachers to do the presentations, or this might have been done because she 

knew her staff well enough to predict their answer. 

Being in a productive, innovative school, teachers at Walters were willing to try new 

ideas. To help students improve their math skills, a teacher suggested a new idea called 

a math mall. A teacher said in a SDMC meeting, "We could try it once to see if it is 

valuable. This could determine how often we do it." This teacher was ready to try the 

new idea. Mrs. Doss suggested to the teachers, "To me, I like to try things on a small 

basis before doing them school wide. Let's look at this and see what our cohorts say." 

The principal strategically communicated a word of caution for teachers. Trying the 

math mall on a small basis would help teachers understand more about it. Those who 

wanted to do it this time could, and other teachers might be influenced to do it later. 

The principal also reminded teachers that their empowerment was mutual, and they 

needed to consider what the other teachers wanted. A principal's surveying people's 

wants was a subtle micropolitical strategy described in Greenfield's (1991) study. 

However, in the situation just described, the principal was reminding teachers to survey 

each other's wants before making a decision. As the conversation progressed another 

teacher commented, "We'll explode. We might be overloading ourselves." This teacher 

gave another word of caution to her peers, and she recognized the extra work they were 

about to accept. This conversation showed how the principal empowered teachers 

while providing guidance along the way. 

Two grade levels decided to do the math mall. One teacher described the process to 

me in an interview. 

When we were thinking about doing a math mall, we sat 
down and met with her. We sat down and discussed how to 
carry out the math mall. She said to come up with a plan. 
She said she would do whatever we needed her to do. We 
had to change lunch times. Different aides helped us with 
the math mall. 
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Mrs. Doss empowered teachers to make decisions, but she did not expect them to try to 

do everything by themselves. She was there to help teachers. She would help them 

from the very beginning stages of planning and continue helping them until the program 

they wanted to do was completed. Teachers strategically communicated what they 

needed to accomplish the math mall, and Mis. Doss helped them meet their goal. 

Another teacher told me about Mrs. Doss' assisting teachers, "She will take groups and 

work with them. She is doing it with them." This teacher said that IVlrs. Doss not only 

suggested to her teachers what needed to be done, but she also did what needed to be 

done along side of them. This was another way Mrs. Doss supported her teachers who 

were very busy doing things for their school and students. 

Teachers and Mrs. Doss were aware that they were busy in their school. In a SDMC 

meeting teachers were setting goals for the new school year. A teacher said, "I don't 

want to do so much that we're not doing anything." Another teacher agreed, "We had a 

lot of ideas but when you put them all together, they add up." Mrs. Doss cautioned 

teachers, "We'll have to prioritize these. These are all very good ideas." The teachers 

had listed many old and new goals they wanted to accomplish this year. However, 

setting goals meant carrying out the goals. This teacher did not want to have so many 

things going on that the staff would not do things well. Mrs. Doss thought the teachers 

had good ideas, but she suggested they prioritize their goals. This would help them 

determine which goals they would accomplish this year. Teachers decided to 

implement some of the goals in later years. Mrs. Doss also said to them, "To me, if 

something seems like a good idea, we will want to research it." Mrs. Doss wanted 

teachers to be informed about the programs they wanted to implement which would 

help them be successful in obtaining their goals. 

The staff did not implement every program which was suggested by IVlrs. Doss. 

Some teachers recognized the extta work they undertook and were cautious about doing 
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too much. A teacher said to me in a grade level meeting, "We can say 'no' or that we 

need more information. We have said 'no' before because we had so much and felt we 

could not handle more. She waited for a better time to present the idea to us." The 

teachers were empowered to the extent that they could say "no" to their principal's 

suggestions of implementing new programs or ideas. This teacher realized her principal 

might strategically communicate the same request later, and teachers might accept the 

idea then. Timing was found to be critical in previous research (Blase, 1988a; 

Greenfield, 1991). Greenfield (1991) found that a principal tested the Walters before 

presenting issues to teachers which allowed her to test the timing of an issue or see if a 

plan needed to be modified. Mrs. Doss was described by this teacher as considering the 

timing when presenting issues to her teachers. In addition, Mrs. Doss was aware of 

what was happening in her building when presenting ideas which was as a subtle 

micropolitical strategy a principal used in Greenfield's (1991) study. 

There were numerous examples of how teacher input caused things to be changed in 

the school. A teacher explained this to me in an interview. 

Theme days were changed because of teacher input. We 
had more days with various activities. These were back 
breaking. Now we have only two. We cut down on theme 
days, and I like this. The theme days were cutting down on 
instmctional time. 

Theme days required extra work from teachers. They not only had to plan activities for 

these days, but they also had to find ways to try to teach a regular day's content in a 

shorter period of time. Teachers strategically communicated that they wanted fewer 

theme days. For empowerment of teachers to be genuine, there had to be a principal 

who listened to teachers which Mrs. Doss did. Moreover, for empowerment to be 

successful, there had to be a principal who was willing to allow change to occur as a 

result of teachers' requests. This occurred when teachers requested to have fewer theme 



142 

days. The teachers in this situation exerted influence over their principal. Some of the 

teachers were surprised that their principal would make some of the changes they 

requested. Teachers often had more influence over their principal than they were aware 

(Weick, 1979). 

Involvement 

The empowerment of the teachers was evident in their involvement in decision 

making at Walters. Mrs. Doss told teachers at a SDMC meeting, "We all have a vision. 

We all have leadership roles." Mrs. Doss reminded teachers that they were also leaders 

in the school with visions, and this strategic communication reminded teachers of their 

empowerment. Involving teachers in school govemance and the decision-making 

process was identified as a micropolitical strategy used by principals, and it resulted in 

teacher conformity to principals' expectations (Blase & Kirby, 1992; Greenfield, 1991). 

Blase and Kirby (1992) found teachers responded to involvement by their principals by 

having feelings of empowerment, and this was consistent with what was observed at 

Walters. 

Teachers were involved in numerous aspects of Walters, and Mrs. Doss facilitated 

teacher empowerment through delegating responsibilities. She, like the principal in 

Greenfield's (1991) study, knew her staff must be involved in order for things to happen 

in her school. In an interview a teacher said, "She delegates responsibilities to others to 

take problems and let her know what we did. She delegates goals to those with an area 

most relevant or pertinent to the issue at hand, too. We moved to site-based 

management long before it was mandated." This teacher knew what it was like to be 

involved in decision making and to be empowered. She realized Mrs. Doss sttategicallv 

communicated empowerment to teachers before site-based management had been 

mandated by the state legislature. This teacher described Mrs. Doss as encouraging 
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teachers to participate in decision making, and this was once again consistent with 

Blase's (1989) finding regarding teachers' description of an open and effective principal. 

Based upon my observations, involving all teachers in the decision-making process 

prevented problems that Weiss, Cambone, and Wyeth (1992) observed of teachers 

resenting those who did not participate but reaped the benefits of others' work. All of 

the teachers at Walters were involved in the decision-making process, and all the 

teachers benefited from each other's decisions. 

Grade level meetings were an important way teachers were involved in decision 

making. Each grade level had weekly meetings and had a chair who met with Mrs. 

Doss to set the agenda for them. One teacher described to me the benefits of having 

grade level chairs, "The grade level meetings help communication. She'll ask what's 

your feel for how everything is going." Grade level meetings helped communication 

between the teachers, and the principal's meetings with the chairs helped 

communication between the principal and teachers. Meetings between the chair and 

the principal also gave Mrs. Doss a feeling for what was occurring in her building 

(Greenfield, 1991). A teacher reported to me her responsibilities as a grade level chair. 

We communicate with her when the need arises. She'll 
come to our meetings if we ask her or if she has something 
to tell us. If all of us need to consider something, I'm 
responsible for this grade level. We are not too formal 
about our communication. Communication goes through 
representatives both ways. I'm responsible for certain 
things. They know I'll communicate with most of the 
group. 

This teacher had confidence in her decision making responsibilities which were a resuU 

of empowerment. Mrs. Doss had sttategically communicated to grade level chairs their 

responsibilities, and chairs were a means of communication between the principal and 

the teachers. 
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Teachers were empowered in such a way that when they had meetings, the principal 

did not have to be present. However, Mrs. Doss would be there if teachers requested 

her attendance, or she might drop in to give teachers information. One teacher 

explained this to me. 

The grade level meeting form asks who attended, do we 
need her, and questions we have. She saves these and 
refers back to them or will sit in on a meeting occasionally. 
If she can add to the meeting, she will. Sometimes she's 
just there to stay in touch with what we are doing. 

Each grade level chair and Mrs. Doss set an agenda prior to each grade level meeting. 

Mrs. Doss required grade levels to meet an hour and a half each week, and one teacher 

said, "It's up to us to decide when we meet." This teacher was confident in being 

empowered conceming setting these meetings. Mrs. Doss had strategically 

communicated this to the teachers. Mrs. Doss worked with teachers to stmcture their 

days so that teachers of the same grade level had time during the school day to meet 

together. She asked teachers at the first inservice, "Last year you wanted to have one 

and a half hour or two 45 minute meetings. This year ya'll decide and let me know 

what you want, as long as you meet for an hour and a half total." At the beginning of 

the year Mrs. Doss strategically communicated to teachers that they were empowered to 

make decisions of when they wanted to meet. She worked the schedule around what 

the teachers wanted. A teacher described this process to me in a grade level meeting. 

When restmcturing grade level meetings, she worked to 
give us a common planning time and questioned how we 
could reshuffle the day so we could do this. She asked us. 
She then showed us what it looked like and asked if we 
wanted it. This made a big difference as grade levels and 
helped us accomplish our goals. 

This teacher realized the importance of teachers meeting together to strategically 

communicate about their goals. Moreover, these teachers not only talked about their 
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goals, but they accomplished them. The principal found a plan that would work and 

that the teachers wanted. Teachers strategically communicated what they wanted, and 

Mrs. Doss worked until she came up with a schedule they approved. 

On the grade level meeting form there was a place to note if teachers wanted Mrs. 

Doss to attend or not. A teacher said in an interview, "She says, 'I will come if you 

want me to come.' She does not want to inhibit you by attending, but she will come any 

day she is asked to." This teacher recognized her principal was there to assist teachers 

when they strategically communicated their desire for assistance. Helping the grade 

level chairs establish an agenda each week was a way IVIrs. Doss strategically 

communicated her ideas to teachers and influenced them. This meeting with Mrs. Doss 

and chairs served as a means of keeping Mrs. Doss informed of what each grade level 

was doing. Another way Mrs. Doss stayed informed was by having chairs tum in grade 

level summaries of what was discussed after each grade level meeting. Mrs. Doss told 

teachers the first day of inservice, "I do read these (summaries). They keep me 

informed of what you are doing." The summaries were yet another way the principal 

stayed aware of what was occurring in her school (Greenfield, 1991). A teacher told 

her peers in a meeting later in the school year, "She DOES read the summary." 

Teachers knew their principal read these summaries, and one teacher explained to me, 

"Our team planning summary shows how we are working together." This teacher 

recognized weekly summaries were a way teachers strategically communicated their 

working as a team. Mrs. Doss let teachers talk about what they needed or wanted in 

their grade level meetings, and teachers knew she was there to assist them if they 

needed her. However, the teacher quoted above said Mrs. Doss did not want to 

"inhibit" teachers by attending grade level meetings. Mrs. Doss tmsted her teachers to 

take care of what needed to be done. Mrs. Doss' letting teachers meet without her 
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showed her confidence in their professionalism. It also showed that she realized 

teachers might be able to talk more freely if she were not present. 

Teachers made many decisions on their own and kept Mrs. Doss informed of them. 

One grade level summary read, "Discovery Time (our new name for 

tutorial/enrichment) which will be on Tues. & Wed. from 2:45-3:20-each teacher will 

do her own tutorial & be responsible for 4 centers-children will rotate between 

classrooms." These teachers made decisions which affected their students' learning and 

the organization of their school day. The teachers feh empowered to make this decision 

and then inform Mrs. Doss. Mrs. Doss strategically communicated that she wanted to 

know what each grade level was doing, and the teachers honored her request. This 

summary note was handwritten, and the teacher even wrote symbols and abbreviated 

words. The summaries were used to communicate with Mrs. Doss, and teachers did not 

spend valuable planning time typing notes or writing out all words. In the summaries 

teachers strategically communicated not only what they were doing, but questions they 

had or assistance they needed. A teacher talked to me about Mrs. Doss' willingness to 

help teachers. 

One of the best characteristics is she's open to new ideas. 
She listens to our brainstorming. She gives an honest 
opinion. She gives all sides of the issue. She lets us get an 
idea, and she guides us through it. 

This teacher knew that her principal was there to listen to teachers and assist them. 

Not only were teachers involved in grade level meetings, but they were also involved 

in staff meetings. A teacher described to me how teachers participated, "She breaks the 

agenda in parts and lets teachers present them." Staff meetings may have been principal 

led, but they were not principal dominated. I observed that Mrs. Doss had teachers 

present many items on the agenda. This further empowered teachers because they had a 

part in mnning a meeting and presenting ideas the way they saw appropriate. This not 



147 

only empowered teachers, but it also was a sttategic move on the principal's behalf 

Teachers' presenting items on the agenda had influence over their peers on particular 

issues. Varying the presenters also kept meetings interesting since various teachers 

with different personalities spoke at staff meetings. 

When Mrs. Doss had teachers present items on staff meeting agendas, she did not 

tell them what to say. Often Mrs. Doss gave teachers a general topic on which she 

wanted them to come up with something to present at a meeting. For example, teachers 

were asked at several meetings to share something marvelous and magical. Teachers 

were empowered to decide what it was that they wanted to present. This was also a 

way Mrs. Doss strategically communicated to teachers that she knew they were doing 

something wonderfiil in their classes, and she wanted them to share it with others. It 

was a way to get teachers more involved in staff meetings. Teachers' presentations 

ranged from suggestions of books to read to creative ways to keep attendance, organize 

classroom tasks, and keep ttack of student discipline infractions. In a SDMC meeting 

Mrs. Doss told teachers, "We do a lot of sharing. We may need one meeting per week 

just to share." Mrs. Doss liked her staff sharing ideas with each other. 

Teachers were empowered to make decisions at Walters even if their decisions were 

different than what their principal had in mind. At a meeting before school started, a 

teacher made a suggestion to Mrs. Doss about the registration procedure. Mrs. Doss 

agreed with the suggestion made and thanked the teacher for her contribution. One 

teacher told me in an interview, "At times if I disagree I can tell her why I don't feel that 

way. We come to a happy medium. She never just turns me off and says no. I make 

sure she knows where I stand and vice versa." This teacher feh she could freely express 

her opinions to her principal. Moreover, her strategic communication influenced the 

principal at least to the point of compromising when the two disagreed. The principal 

never just refused this teacher's requests which was a way of recognizing the 
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empowerment of her teachers and the decision making which was a major part of this. 

Mrs. Doss was careful not to override teachers' decisions which Weiss, Cambone, and 

Wyeth (1992) observed to cause teacher resentment. The important issue with Mrs. 

Doss was not who came up with an idea but rather if it was an idea which would benefit 

the school and students. 

The involvement of teachers in decision making meant many ideas were sometimes 

given before a final product was decided upon. In a SDMC meeting, teachers were 

discussing how to grade writing assignments of students. Mrs. Doss asked teachers to 

find a way to grade assignments consistently on the campus. There was discussion on 

w hether teachers wanted to emphasize spelling, which was not counted off for on the 

state mandated test, or creativity. Teachers discussed grading capitalization and 

punctuation. Mrs. Doss told teachers her concems of how different grading emphases. 

If you put these skills in terms of having to have these to 
publish, then they would have to have correct spelling to 
publish. Otherwise, we would focus on creativity. If you 
focus on spelling, some teachers will count off for spelling 
everytime. I guarantee what will happen. Tell me how to 
put a balance on these, and I will. The spelling on the state 
test is like our editing. 

Mrs. Doss knew her teachers' classroom practices pretty well. In this case she 

forecasted what would happen if teachers decided to count off for spelling. She was 

afraid this might stifle students' writing creativity. She presented teachers with the 

problem and asked them to come up with a solution. A teacher suggested how to use 

different colors of ink to teach writing, "Green, meaning go, will be used at the 

beginning and red, meaning stop, at the end." Mrs. Doss said, "Good! Is that your 

idea?" Mrs. Doss was not concerned with who came up with the idea here, but rather 

she was praising this teacher for her creativity. Mrs. Doss thought it was a good idea 
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and might be part of a solution to their problem. Teachers worked until they finally 

came up with a grading criteria they liked. 

Teachers of one grade level had been writing curriculum and getting new materials. 

They told me they were building it week by week, and other curricula did not fit very 

well or have their favorite things in them. One teacher described how the teachers were 

empowered to make curriculum decisions. 

We did not really ask Mrs. Doss, we told her that's what we 
were doing. Other grade levels had done their own so we 
thought we would be okay to do our own. Mrs. Doss said it 
was a good idea on one of our ttips. Overall, she has 
encouraged us. She likes us to do a lot of things together. 

This teacher explained how the teachers took their empowerment for granted on 

developing their ovm curriculum. They did not ask before they began, but they kept 

Mrs. Doss informed of what they were doing. Mrs. Doss encouraged them with the 

decision they made. This teacher recognized that Mrs. Doss liked collective 

empowerment in which teachers made decisions and worked together. This was 

contrary to Blase's (1989) findings in which teachers operated individually and not 

collectively. 

In a SDMC meeting, Mrs. Doss and the teachers were going through their goals for 

the year. Mrs. Doss asked, "How about the accelerated reader? You'll have to fill me in 

on this." A teacher explained that teachers were to make out tests on books students 

were to read and put the tests on the computer for other teachers to use. This allowed 

teachers to have more tests to give students over the books they read, and it would pool 

efforts and reduce the time it would take if each teacher had to make out her own tests. 

Another teacher responded, "Good idea! Our books are longer, and time is precious." 

Mrs. Doss asked, "Teacher will share copies of the tests? It seems that this needs to be 

taken to grade levels." Mrs. Doss was careful to not let the SDMC hand down decisions 
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which affected teachers who did not have input into the decisions. A teacher said, 

"This (sharing tests) could be a strong suggestion." Mrs. Doss added, "It is not 

mandated. We don't mandate much around here." The SDMC was an important 

decision making body, but it was designed to be representative of the teachers. The 

committee made decisions with the input of all teachers, and occasionally Mrs. Doss 

had to remind members to take issues back to their grade levels to discuss them before 

making certain decisions. The teachers felt so empowered to make decisions that they 

were prepared to make a decision at this meeting. In this situation they were ready to 

make decisions before Mrs. Doss thought they should. She used sttategic 

communication to express this concem, and the teachers agreed to take these back to 

their grade levels. 

The teachers often commented in meetings and interviews on how they wanted 

training or to implement a program which required money, and how their principal 

found the money for them. Mrs. Doss often found extta money in grants. Mrs. Doss 

believed teachers should be involved in the grant writing process as she explained to me 

in an interview. 

When writing grants, I would give them a vision of the 
grant. It is important that every faculty member feel a part 
of the grant I give the narrative part to every grade level. I 
ask them how they would meet the targets and use all of 
their input to write the grant. This gives them ownership. 

Mrs. Doss felt it was important to empower teachers through the grant application 

process. She strategically communicated what information she needed from each 

teacher for each grant, and all of the teachers' input would be compiled into the final 

grant application. Mrs. Doss said getting the teachers involved gave them ownership. 

Greenfield (1991) considered letting teachers have ownership in decisions to be a subfle 

micropolitical strategy used by a principal. When a grant was awarded, it was not Mrs. 
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Doss' grant, but it was a grant for Walters Elementary. Moreover, teachers were excited 

when they were awarded grants because they could do the creative programs they 

wanted to do. 

Creativity 

The empowerment of the Walters staff fostered creativity. When Mrs. Doss asked 

teachers to write marvelous and magical things about the staff at the first inservice, 

some teachers wrote, "We have intelligent ideas for inventive teaching." They also 

wrote that they used "new approaches to learning." Others wrote, "The staff isn't afraid 

to step out into the unknown and try something new and innovative," and "we are on the 

cutting edge of new ideas." These teachers communicated that their staff was creative. 

There were many innovative programs already adopted at this school, and there were 

others that the staff talked about implementing during this school year and in the near 

future. Some of the innovative programs were very involved such as the student-run 

free enterprise system. The classrooms had reading lofts for students to crawl up into 

and read, and teachers used innovative teaching techniques they leamed in their 

ttaining. There were many innovative things happening at Walters Elementary. 

Not only did the teachers believe their staff was creative, but so did their principal. 

Mrs. Doss told me that attending staff motivation sessions at conferences helped her 

motivate her staff to be creative. Mrs. Doss had an enthusiasm for creativity, and one 

way she showed this was by quoting Franklin Roosevelt in one of the bulletins, 

"Happiness lies in the joy of achievement and the thrill of creative effort." This was a 

way the principal strategically communicated an inspiring idea for teachers to continue 

being creative. However, the principal did not just want teachers to let creativity be the 

end in itself, but their creativity was to be the means through which the students would 

learn more and achieve at higher levels. Teachers were influenced by Mrs. Doss to be 
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creative as one teacher said in a grade level meeting, "IVIrs. Doss wants teachers to 

come up with ideas and how to implement them." Teachers knew Mrs. Doss wanted 

them to use their creativity. In an interview Mrs. Doss explained how empowerment of 

teachers aided in their creativity. 

Empowerment gives teachers the freedom to create. They 
do what they think they need to do. I don't give them a 
schedule or mandated times. I let them use their skills to 
create quality educational programs in their classrooms. 
You get really neat things from them. When this is 
channeled in teams, you get a lot more. 

Mrs. Doss was careful not to restrict teachers in what they did, but she allowed them 

much independence in decisions they made for their classroom and the school. She 

believed her teachers had the skills they needed, and she allowed them to use their skills 

as they saw fit. Mrs. Doss was very pleased with what her teachers did, and she placed 

confidence in their abilities. She realized empowering teachers fostered their creativity. 

This was consistent with research conducted by Blase and Kirby (1992) who found 

open and effective principals provided teachers freedom to be creative. Mrs. Doss' 

fostering teachers' creativity was another characteristic which caused me to consider her 

an open and effective principal. Mrs. Doss also revealed that when teachers worked 

together, results were even better than if they worked independently. 

A teacher told me how the training teachers had received could be used creatively. 

She said, "Mrs. Doss said we could adapt the program, and that we did not have to use 

it verbatim. We needed to alter it to our style. She gave us the freedom to adapt and 

modify." The teachers were empowered to decide what parts of ttaining they wished to 

implement into their classrooms and school and how they wanted to do it. The teachers' 

empowerment was felt by a teacher who said in a grade level meeting, "She's very 

supportive of any program you come up with." This teacher not only knew the principal 

wanted her to be creative, but that she would also support programs created by teachers. 
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Teachers knew Mrs. Doss was open to their creativity. One teacher explained to me 

how the principal had initially had one idea, and how the teachers came up with a 

creative altemative. 

She does not tell us exactly what she wants. She is open to 
what we want to say. She leaves many ideas up to us. If 
we tum down one of her ideas, it's okay. For example, she 
wanted kids to come to our rooms at eight a.m. Many of us 
wanted them to go to P.E. until 8:10, and she saw it worked 
well. 

Because of the teachers' empowerment they suggested a creative altemative which was 

different than Mrs. Doss'. The principal did not tell the teachers what to do, but rather 

she listened to and accepted their input. The principal was open to her teachers' 

suggestion. This teacher appreciated the principal's trying creative ideas which the 

teachers suggested. 

There were other times the principal did not stmcture the school day but let the 

teachers decide how to do this to meet their students' needs. The inclusion model was 

used at this school in which special needs children were not pulled out of classrooms 

but stayed in the same classroom with the other children. Special services staff came 

into the classroom and worked with all of the children on a rotating basis. Mrs. Doss 

described to me in an interview how empowering teachers facilitated this process. 

Some principals may have thought they could schedule 
inclusion, but we needed a flexible schedule. I let each 
teacher change her class schedule as needed to facilitate 
cohesion and bonding. This empowered teachers to create 
schedules to facilitate learning. It would be a nightmare if 
I tried to schedule this. They've bonded and respect each 
other as a result. 

Mrs. Doss let teachers use their own creativity to come up with schedules that met their 

students' needs. She empowered them to do this by sttategically communicating what 

they could do. Mrs. Doss recognized an extra benefit of the scheduling decisions that 
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these teachers made, and that was that they bonded and respected each other. 

Empowerment created cohesion among the faculty. 

Expectations 

The strategic communication of expectations occurred between the teachers and 

Mrs. Doss on a regular basis. The communication of expectations was observed to be 

important in previous studies (Blase, 1989; Blase & Kirby, 1992). Mrs. Doss had 

certain expectations of her teachers, and the teachers had certain expectations of their 

principal. At the first inservice when Mrs. Doss asked teachers to write something 

marvelous and magical about their staff, and several teachers wrote that the Walters 

staff had "high expectations for all." These expectations were communicated in 

different ways. 

Some expectations were strategically communicated through goals. Mrs. Doss told 

me, "I'm a goal setter personally. I'm very determined once I set a goal to get there. I 

don't always get accomplished for a day what I want." Mrs. Doss took setting goals 

seriously, and she used them as a means to an end. Teachers of all grade levels helped 

set school goals for the year. These were compiled and reviewed in the SDMC. Not 

only did Mrs. Doss aim to achieve goals which the teachers set, but she also aimed to 

reach personal professional goals. For example, she had daily goals of what she would 

get done for each day. She might not reach her goals, but she accomplished much by 

aiming for the goals she set. 

The teachers set the goals for the school, and they and Mrs. Doss worked toward 

achieving these. Mrs. Doss reminded teachers of the importance of setting goals. She 

put the following quote of Earl Nightingale in a bulletin, "People with goals succeed 

because they know where they're going." Mrs. Doss wanted teachers to remember the 

goals they set helped determine their destination. I asked Mrs. Doss about her future 
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interests and career goals. She said, "At this moment it is to have this campus become a 

National Blue Ribbon Campus. The community needs to know they have quality 

schools-national quality. That we really have good things going on here. I enjoy what 

I'm doing right now. I'm not looking right now beyond this." Mrs. Doss kept her goals 

focused on bettering her school. She knew her staff created a quality' school, and she 

wanted them to be recognized for their accomplishments. 

Mrs. Doss strategically communicated her expectations to teachers. Mrs. Doss 

asked teachers of each grade level to write on their grade level planning sheets what 

service project they had chosen. Chairs wrote, "We will check our playground area 

each day at recess and pick up litter as necessary" and "We will be inviting the parents 

to come to class and observe small group interaction." Another grade level wrote, "Our 

service project will be to plant flowers or bulbs along the side walk to the gym and 

possibly at the other end of the gym." Mrs. Doss expected teachers to choose a project, 

but she wanted them to decide what they wanted to do. She told me she had leamed not 

to ask "if they had chosen a project, because teachers might write on their sheet that 

they had decided not to do one. Instead, she asked "what" project they had chosen. 

Mrs. Doss purposefully worded her expectations so teachers would understand exactly 

what she wanted. Giving clear and consistent expectations caused teachers to respond 

positively as Blase and Kirby (1992) also had observed in their study. Mrs. Doss told 

me, "In staff meetings I tell them to tell me 'what' they decided to do as a service 

project. This meant I expected them to choose a service project. Some years I had 

some not participate. They know that I mean all." From past experience Mrs. Doss had 

leamed when asking teachers to tell her //they would participate, some would take the 

option of declining. By strategically selecting her wording, she better communicated 

her expectations to her teachers. She influenced them more because her expectations 

were clear, and this resulted in her expectations being met by teachers. 
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Mrs. Doss' choice of words determined how she influenced teachers. In a bulletin 

she wrote, "All grade level teams should review the campus goals. Please indicate 

when your team reviewed the goals on the team planning sheet." Mrs. Doss asked for 

teachers to tell her when they had reviewed the goals. In discussions about goals I 

observed teachers seriously consider their goals. In grade level meetings they took time 

to review their goals, and they knew what their goals were so they could work toward 

them. Mrs. Doss told teachers that it was important for them to set a time to do this 

because they would have to report it to her. Mrs. Doss would know if teachers did what 

she wanted them to by reading their team planning sheets. Mrs. Doss was tactful and 

direct in her sttategic communication of this expectation, and teachers had positive 

reactions to the expectations. The positive reactions of teachers to Mrs. Doss' tactful 

and direct communication of her expectation was consistent with findings of Blase and 

Kirby (1992). 

Another expectation Mrs. Doss had was for teachers to participate in School Board 

Recognition Month. Mrs. Doss wanted teachers to have students honor local school 

board members. This was discussed in a SDMC meeting, and representatives were to 

tell their grade levels. Mrs. Doss gave each grade level a board member to honor and 

wrote her expectation m a bulletin. 

Each classroom is to plan some type of recognition as was 
discussed in the SDMC. Some examples are a banner, a 
class or individual cards, a story, picture with a title or 
main idea sentence, a class video, or an audio cassette, etc. 
Use creativity. (No dittos, please.) 

Grade levels should have already known about this expectation, but Mrs. Doss 

emphasized her expectation by putting it in the bulletin. She suggested ideas to 

teachers to help them know what she had in mind. However, she did not want them to 
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necessarily do the activities she suggested because she wanted them to use their own 

creativity. 

Mrs. Doss also expected teachers and students to participate in Random Acts of 

Kindness Week. She wrote about this in a bulletin. 

Please document in your team planning what is planned for 
Kindness Week. Mrs. Wright (the counselor) may have 
some additional ideas for us to use campus wide. Anv 
ideas on how we can focus on kindness among our staff 
during that week? Put suggestions in the suggestion box 
ASAP. Let's enjoy a week that just makes us feel good. 

Mrs. Doss wanted to know what was plaimed for the week. She assumed teachers were 

doing something by asking "what" and not "if" Teachers wrote their plans on their 

team plaiming sheets which made their plans more concrete since thev- had to commit to 

what they were going to do. Not only did Mrs. Doss want students to participate, but 

she also wanted the staff to participate. She wanted the staff to decide what they 

wanted to do, and she asked for ideas to be put in the suggestion box. To sttess how 

important this expectation was to Mrs. Doss, she attached to the bulletin a copy of a 

local newspaper article about Random Acts of Kindness Week. This explained to 

teachers what it was and what some people did to participate. It also let teachers know 

this was a week that many people would be participating in, and that it was not just a 

week designated by Mrs. Doss. 

The team planning sheets were one way Mrs. Doss determined if her expectations of 

teachers were being met. Mrs. Doss wanted to be informed of what the grade levels 

were doing. Mrs. Doss explained to me, "They tum in team planning sheets on Friday. 

I know what was discussed. I know ifthey did the task without me asking." These 

summaries allowed teachers to tell Mrs. Doss ifthey had done what she had asked. 

This saved time because teachers and the principal did not have to meet with each other 
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for Mrs. Doss to find out if the teachers had followed through on what she expected. 

Also, Mrs. Doss could refer to these if she had a question. 

Some expectations of Mrs. Doss were optional for teachers. For example, Mrs. Doss 

told teachers in a staff meeting, "I encourage you to give something (to United Way). 

Only you can determine how much." Mrs. Doss considered this a personal decision of 

each teacher, but she wanted them to participate. She exerted a little more influence by 

telling them, "I will tell you what you're giving is published in the district office. It is 

published, but I can't remember if I gave you a copy last year." Mrs. Doss considered 

this a personal decision, but she wanted teachers to know that their decisions were 

made public knowledge. However, she did not say whether or not what was published 

was a campus total or individual teachers' donations. Informing teachers that 

contributions were published was a way to influence teachers to contribute to this fund. 

Another community activity which Mrs. Doss encouraged teachers to participate in 

was a community protest against dmgs. Mrs. Doss said in a staff meeting, "Training 

will be tomorrow. I encourage you to participate." Mrs. Doss did not know which 

teachers would be participating, but she wanted teachers to know that she would like 

for them to participate. Some teachers were already involved in the community protest, 

and they encouraged their peers to get involved. Mrs. Doss and the teachers who 

participated recognized this was another way to help make the community a better 

place for them, their families, and their students. 

Teachers were aware of Mrs. Doss' expectations. A teacher told me in an interview, 

"She does give you her expectations. You feel pressure because of that, but no undue 

pressure. You put pressure on yourself She does not put it on you." This teacher knew 

her principal's expectations. She feh pressure to meet these expectations, but the 

pressure was pressure she put on herself and was not pressure the principal or anyone 

else put on her. This teacher described how Mrs. Doss' expectations motivated her to 
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meet them. She knew the expectations and aimed to meet them. This teacher described 

Mrs. Doss as having high but reasonable expectations. This was another characteristic 

of an open and effective principal which Blase (1989) identified. Another teacher told 

me about Mrs. Doss' expectations, "It may seem overwhelming, but she will not give us 

more than what we can do." Mrs. Doss had many expectations for her teachers, but this 

teacher knew she would not expect teachers to do more than they could handle. This 

teacher also described her principal's expectations as reasonable. 

Child Centeredness 

The most important expectation the principal and teachers at Walters shared was 

that their decisions and work be centered around the children's best educational interest. 

Greenfield (1991) described how powerful this shared interest in children could be. 

Mrs. Doss explained to me that the school's motto, "Do it the Walters way, do it 

successful every day," had been at the school before she came. She said, "We live by it. 

We encourage kids to be successful and not to give up and not to worry about making 

mistakes." Mrs. Doss had high expectations for student performance, and Blase and 

Kirby (1992) identified this as a characteristic of an open and effective principal. The 

school motto summarized the child-centered beliefs of the staff, and Greenfield (1991) 

observed that a principal facilitated the identification and solution of problems by 

showing care for the children. Mrs. Doss showed her care for her students in various 

ways. She and her staff wanted students to be successful, and they were there to help 

them succeed. 

The Walters' motto was at the school before Mrs. Doss came, but after becoming 

principal at Walters she helped teachers fmd different ways to live out this belief A 

teacher told me in an interview, "We're a team. It was like that before she came. She's 

really been open. We were molded before she came, but she changed us. It's been a 
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good thing. We're a child-centered atmosphere." This teacher said teachers had always 

worked as a team and been child centered. However, Mrs. Doss molded teachers to 

work together as a team in a different way than they had done before she came. 

Teachers still had the same child-centered focus, but they worked together in a different 

way because she "molded" them. New innovative programs were implemented at the 

school because of the vision Mrs. Doss had. After these programs had been 

implemented, student scores on the state mandated test improved. At the first inservice 

when Mrs. Doss asked teachers to write marvelous and magical things about the staff, 

some teachers wrote, "We put children's needs first." These teachers recognized the 

staff was there for the children and would make decisions and do what was best for the 

children. Teachers' placing a priority on the children's needs was another characteristic 

Blase and Kirby (1992) observed in teachers who had open and effective principals. 

Other teachers wrote "of the concem and care the teachers have for each student" and of 

the staff as "caring and loving with the children." These teachers described their staff 

as child centered. The teachers expressed a genuine care and love for children. Other 

teachers wrote how the staff promoted "self esteem in both students and staff. It makes 

everyone see and believe the best in themselves." Teachers wrote how the staff worked 

"cooperatively to make Walters a child-centered learning environment full of love and 

high expectations." These teachers were describing a staff that worked to create a 

loving environment in which children could leam. 

Not only was the staff interested in the academic achievement of the students, but 

they also cared about personal concems of students. One example of this involved a 

service project of a local organization. Mrs. Doss told teachers ifthey knew students in 

need of clothes, "Kate needs names of children. They are due Friday." Mrs. Doss was 

reminding teachers of this service project which helped the children. This was a way 

the staff could help meet personal needs of their students. Mrs. Doss strategically 
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communicated her concem for meeting the children's needs by keeping teachers aware 

of deadlines such as this. 

The teachers and principal had the expectation to put children first in the decisions 

they made, programs they planned, and daily actions. They told me about this in 

interviews, I observed this in meetings, and I observed this by the programs they 

implemented. Mrs. Doss told me in an interview how children were the top priority at 

Walters. 

Our ultimate goal is to improve student achievement and 
create a welcoming atmosphere, a nonthreatening 
atmosphere where I'm not threatening to teachers, and they 
are not threatening to parents. Creativity helps this. We 
work a lot with encouraging creativity. 

Mrs. Doss stated the most important goal of the school was the academic success of 

students. Also, she said this was "our" goal. She and her teachers were in agreement on 

this child-centered expectation. In order to achieve this goal, she expected there to be a 

nonthreatening environment in which she, the teachers, and the parents could work 

together to help the children. She believed the creativity in the building helped create a 

nonthreatening environment which facilitated the improvement of student achievement. 

Mrs. Doss reinforced her belief in putting children first by what she printed in the 

bulletins. In a bulletin IVIrs. Doss attached a poem by Ina Hughes titled "Our 

Responsibility." The poem expressed the importance of being child centered. Part of 

the poem reads as follows. 

We have the responsibility for children; 
who put chocolate fingers everywhere, 
who like to be tickled, who stomp in puddles... 
And we have the responsibility for those children:... 
who are bom in places we wouldn't be caught dead, 
who never go to the circus.... 
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This poem contrasted children who had nice childhoods and those who did not. It was a 

poem which told how important adults were who came into contact with all children. It 

reminded readers that some children do not have happy childhoods. Mrs. Doss' use of 

this poem strategically communicated how important teachers were in the lives of 

children, and it communicated her expectations of the staff to put children first. 

Teachers strategically conmiunicated their child-centered expectations to their 

principal. At a parent visitation night, teachers of one grade gave parents information 

which included the teachers' home and work phone numbers and the message, "Call me 

if I can help." These teachers were not only communicating this message to their 

parents but also to Mrs. Doss because they sent her a copy of this. They wanted Mrs. 

Doss to know they were there to help students and their parents. The information these 

teachers sent home with the parents told about what the children were learning so that 

parents could reinforce it. The teachers placed an emphasis on student learning, and 

they wanted Mrs. Doss to know what they were doing to help students leam. They also 

wanted their principal to know how they were keeping parents informed of what their 

children were doing. These teachers wrote in this letter to parents, "Your children are 

great and we are expecting a great year." These teachers wanted parents and Mrs. Doss 

to know that they expected a great year, and the reason was because of the children. 

After the Christmas holidays, Mrs. Doss wrote a note of her expectations in another 

bulletin. 

Let's begin the last half of a great school year! January and 
Febmary are wonderful months for teaching. The hustle 
and bustle holidays are over. The students are in a school 
routine and eager to leam. Enjoy these mid-months! 

Mrs. Doss gave her expectations in a positive way. She believed the school year had 

been a great one and her saying so was a way to recognize what all had been 

accomplished. She expected the great school year to continue and for even more to be 
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accomplished. The emphasis she made was on the teachers teaching and on the 

students learning. This insttuctional emphasis was identified by Marshall (1991) as a 

political skill of administtators. 

Parent-teacher meetings were important in making child-centered decisions, 

especially if there was a problem with a student. A teacher described to me at a grade 

level meeting how Mrs. Doss assisted in these meetings. 

She is good to come with us when we meet with parents. 
She has the facts on problems, how often, and what we 
need to do to alleviate the problem. Meetings with parents 
are always positive and aimed at the child's best interest. 

This teacher liked the way her principal supported teachers in parent-teacher meetings. 

Mrs. Doss came to meetings prepared to solve the problem. More importantly, Mrs. 

Doss came to these meetings with solutions which were at the child's best interest. This 

teacher liked this quality of her principal. 

Concems about students were often discussed between Mrs. Doss and teachers. 

Teachers described to me their preferences when discussing concems about the 

children. One teacher said, "I don't like discussing kids except in her office." This 

teacher wanted privacy when discussing her student concems with the principal. She 

also wanted Mrs. Doss to have time to discuss the concem without being intermpted, 

and her office was a good place to prevent distractions. Another teacher said, "If it 

deals with the kids, I'll talk to her personally." This teacher did not want to leave a note 

in Mrs. Doss' box and then have her principal reply in writing. She wanted to talk to 

Mrs. Doss personally about her child-centered concems. Many teachers expressed their 

preference for talking to the principal personally about such concems. A teacher 

commented, "I like face to face communication when there's a problem with a kid. I 

like face to face because I can get clarification." This teacher wanted clarity when 

communicating with her principal about her students. Face to face communication 
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provided this for several reasons. If the teacher had a question, then she could ask the 

principal who could immediately answer it. Also, she could see the nonverbal cues 

which accompanied the principal's verbal communication. Nonverbal cues were found 

by Burgoon, Buller, and Woodall (1989) to account for 70 to 80 percent of a message. 

These nonverbal cues provided more information to the teacher about what the 

principal was saying about an issue. 

Walters Elementary had an inclusion program in which special needs children 

remained in classrooms with other students. Special service teachers came into 

classrooms and helped all students on a rotating basis. Mrs. Doss wrote her 

expectations in a bulletin reminding teachers to use special service teachers to help the 

children. She wrote that special service teachers were a "valuable tool and resource for 

strengthening the learning environment." She told teachers if the special service 

teachers often monitored students as the teachers taught the whole class or just listened 

to teachers teach that "a valuable resource you have is not being tapped and the students 

needing additional help are missing an opportunity to accelerate their learning." The 

staff at Walters was committed to inclusion, and she strategically reminded teachers of 

the child- centered expectations which came along with inclusion. If teachers did not 

utilize the resources available to them, then they were not benefiting students as much 

as they could. 

The Walters staff members had high achievement expectations for their students. 

Teachers of two grade levels decided to put on a math mall which consisted of 12 

hands-on centers that targeted specific objectives on the state mandated test. Mrs. Doss 

wrote in a bulletin, "Assistants and special service staff, please be prepared for us to 

pull together to add that extra boost to achieve soaring scores on the math test." Mrs. 

Doss expected the staff to work together, and she expected the math scores to be high as 

a result of their unified effort. 
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In planning special events for children teachers expressed concem in what was 

served for children to eat. They wanted to provide refreshments which children liked, 

but they also were concemed about the nutritional value of what was served. In one 

meeting there was talk of a pizza party. Mrs. Doss commented to the teachers, "But we 

have so much pizza around here." There was further talk about what kind of party to 

have, and Mrs. Doss suggested, "Instead of a coke party, maybe have a Sunny Delight 

party." Mrs. Doss was trying to think of something children would like but which 

would be a healthier altemative than soft drinks. On another occasion a teacher asked 

about snack cakes being served to the children in the cafeteria. Mrs. Doss thought these 

were no longer being served. She said she wanted to talk to the cafeteria manager about 

this. She asked teachers to give her recommendations conceming what should be or 

should not be served at the cafeteria, and she would talk to the cafeteria manager about 

these. Even though the cafeteria was a service which was contracted from outside of 

the school district, teachers were still concemed about what was being served to the 

children. 

Walters' free enterprise program had a student-mn business which had snacks 

students could buy. A teacher said at a meeting, "Let's have healthy stuff-popcom, 

pickles." Mrs. Doss added, "Granola, apples." Fruit roll ups were also suggested. A 

teacher suggested, "Limit them to one snack." These teachers were concemed about the 

well being of students. They recognized there were healthy alternatives for snacks, and 

children needed guidance in making these choices. 

Another example of the Walters staff being concemed about the well being of their 

students occurred when new seesaws arrived for the playground. At a meeting Mrs. 

Doss told teachers the seesaws would soon be installed. She cautioned teachers, "We'll 

need to talk about getting on and off and safety, and not to get off when the other 

person is up. Before we let anyone on these, we want safety training and let your aides 
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know what ya'll want." Mrs. Doss wanted Walters to be a safe place for the children, 

and she wanted to prevent any hann which might occur if children were not told how to 

play safely on the new playground equipment. 

Walters had a program which taught students social skills. The staff expected social 

skills to be taught so students would leam values and build character. In a staff 

meeting, the principal clarified the separation of church and state law to teachers. She 

reminded teachers that the social skills program taught students "manners and 

responsibility. This is teaching values in a different way. I hope this is encouraging to 

you." Teachers were concemed about implications the separation of church and state 

law had on their teaching of values to students. Mrs. Doss and the teachers wanted 

students to leam life skills, and Mrs. Doss encouraged teachers by reminding them 

about how to go about this. 

Not all students did as well as the staff would have liked, and there were some 

students who might not be promoted to the next grade. The state legislature provided 

an extended year for students who had difficulties in school and were not likely to be 

promoted. Mrs. Doss told teachers to make her aware of these students. In a newsletter 

sent home to parents, Mrs. Doss explained the program which allowed "students 

additional learning opportunities thus preventing student failure and/or being behind in 

their school work." Mrs. Doss emphasized student learning first, and then the 

prevention of student failure. Both of these were important child-centered issues. At 

the end of the principal's note she told parents to "please take pride in this effort by the 

state legislators and local school district to provide additional quality learning 

opportunity to students in need of assistance. It gives children another chance, and 

there is nothing more important than helping children!" Mrs. Doss was a child advocate 

and kept parents informed of programs affecting their children. Marshall (1991) also 

had observed a principal being a child advocate. Although this newsletter was sent to 
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parents, the teachers also received copies of it. Mrs. Doss boldly communicated her 

expectation that she and her staff had the children's best interests in mind. 

Appraisals 

Mrs. Doss strategically communicated expectations to teachers conceming their 

appraisals. Appraisals were a way Mrs. Doss compared teacher performance to her 

expectations and then gave teachers feedback on how the two compared. Researchers 

have documented the usefulness of feedback (Ammons, 1956; Bilodeau & Bilodeau, 

1961; Bourne, 1966; Cusella, 1987; Herold, Liden, & Leatherwood, 1987; Holland & 

Henson, 1956; Ilgen, Fisher, & Taylor, 1979; Lucas & Nielsen, 1980). One specific 

form of feedback studied was appraisals (Cummings & Schwab, 1973; Ilgen et al., 

1979; Ilgen & Knowlton, 1980; Redding, 1972; Waite, 1993). 

Before beginning spring appraisals IVIrs. Doss wrote her expectations in a bulletin. 

Appraisals will begin the week of January 8th. I will be 
doing 4-5 weekly until completion. Please be cautious 
about intermpting instmction. Intermpting instmction is 
something that should always be a concem, but during the 
already stressful time of appraisals, intermptions are 
definitely undesirable. 

Appraisals of teachers were important, but Mrs. Doss placed the emphasis on the 

instmction of the students and not the appraisal of teachers. Mrs. Doss valued teaching 

which Marshall (1991) identified as a political skill of administrators. Mrs. Doss 

informed the teachers of how many appraisals she would do each week. She also 

empathized with teachers about the sttess they might experience because of appraisals, 

and she reminded the staff to be careful when intermpting a teacher. First of all, 

instmction would be intermpted, and, secondly, a teacher might be having an appraisal. 

Both of these were concems Mrs. Doss had, and she made teachers aware of them. 
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Mrs. Doss gave each teacher a uniform typed note in which she filled in their first 

name and the week the teacher would be appraised. Mrs. Doss kept teachers informed 

about the appraisal process so that it was not a mysterious event. One teacher's note 

read as follows. 

Jan. 22-26 is the week's window for your appraisal. Please 
tum in a schedule of the two 45 minute blocks daily that 
you would prefer. You may highlight these on your daily 
schedule or write them on a regular piece of paper. Please 
tum the schedule in by the Friday previous to your week's 
window. Thanks! J.D. 

Mrs. Doss let her teachers know the week they would be appraised. She allowed 

teachers input into this process by asking them for the times during each day they 

preferred to be appraised. This allowed teachers to have some say about when they 

would be appraised, and it helped Mrs. Doss in scheduling appraisals. She knew when 

she showed up at these times that she could appraise a lesson. This prevented Mrs. 

Doss from showing up at a time which was inconvenient for the teacher and students. 

For example, students might be putting on a play or taking a test. One teacher was new 

to the building, and Mrs. Doss wrote at the bottom of her note, "Come by and let's visit 

before your week." Teachers who had taught at Walters before knew what to expect. 

Mrs. Doss wanted to make sure her expectations were known to all of her teachers, and 

she made a point to tell teachers new to the school what to expect during appraisals. 

Mrs. Doss did this to help alleviate some of the sttess these teachers might have over 

the appraisal process and to help them. 

Mrs. Doss explained to me in an interview her thoughts about the appraisal system. 

I don't value that appraisal system that much. I try to make 
it meaningful. To me they have to grow professionally to 
be meaningful. They could do the same lesson every year, 
and I had seen that. I told them to choose a weak area and 
to work on it. Some said they were proud of the lesson 
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they prepared. When they create, you really have quality at 
the end. 

Mrs. Doss sttategically conmiunicated to teachers that the purpose of appraisals was to 

improve their teaching. She gave teachers a voice in the appraisal process. She told 

them to choose what they wanted to work on this school year and to tell her what it was. 

She used the appraisal process to help teachers accomplish their goal and to improve in 

this particular area. 

Mrs. Doss did not think of appraisals as summative in which she merely observed 

teachers on a particular day and scored what she observed. She thought of appraisals as 

formative in which she helped teachers continue their professional development. One 

teacher explained to me what occurred after appraisals, "We have a conference within a 

week of our appraisals." Mrs. Doss did not merely give teachers their appraisal results 

at these conferences, but she used these meetings as an opportunity to sttategically 

communicate ways teachers could improve their skills. Another teacher explained in an 

interview how Mrs. Doss used the information she gained in appraisals during these 

conferences to help teachers improve their teaching. 

It's okay if you do not do something right. Evaluations are 
not closed but are ongoing. If she sees something later, 
she'll give you points for it. If you bomb something, she'll 
say, "Maybe a better way to approach this would have 
been." She gives suggestions to help you. 

This teacher described how Mrs. Doss used appraisals to help teachers improve their 

teaching. Once an appraisal was conducted, the process did not end. This teacher feh 

that if a teacher did not do well on the appraisal that Mrs. Doss continued to look for 

positiv e things the teacher did even after the formal appraisal was over. Mrs. Doss 

would take the time to give the teacher credit for good things she observed even after 

the appraisal was over. 
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Mrs. Doss' strategic communication conceming appraisals resulted in teachers' 

thinking of her as being fair. In an interview a teacher told me her thoughts about 

appraisals. 

When she goes over appraisals, she tried to be positive. 
She explained mistakes and pointed out positive things. 
She is very thorough and points out specific things. This 
was the first time an evaluator let me see what was 
scripted. I like that. Before Ihadjust seen the appraisal 
sheet. She takes her job very seriously. She goes by the 
book. 

This teacher believed Mrs. Doss based every appraisal comment on specific things 

which she observed in the classroom. Mrs. Doss took time to explain her appraisal 

evaluation. Moreover, Mrs. Doss let the teacher see her actual scripting which she did 

during the appraisal. Mrs. Doss kept teachers informed about the entire appraisal 

process which made this teacher view Mrs. Doss as being fair because she went "by the 

book." 

Mrs. Doss' faimess in the appraisal process was described to me by another teacher, 

"She tries to be very positive when she gives criticism but also be very fair. If you are 

not doing your job, she lets you know." This teacher described her principal as being 

"positive" and "fair" when conducting appraisals. However, being "fair" to this teacher 

meant the principal not only pointed out the good things she observed, but she also 

pointed out the bad things. However, when Mrs. Doss pointed out bad things she 

observed, she did this in a positive sense by giving the teacher constmctive criticism. 

Another teacher told me, "She really tries to be fair. Coming right out of the classroom 

made her more informed about evaluations and our kids." This teacher believed her 

principal's teaching experiences caused her to better understand and empathize with 

what teachers and students went through during appraisals. 
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One teacher who had taught many years explained to me how Mrs. Doss helped her 

work on a particular area of her teaching. 

One of the best examples of using communication to 
accomplish our goals was getting our TV and VCR. We 
use these as a teaching tool. I've leamed more through 
video. It's better explained appraisals and what was meant, 
especially students off task. I could see what she was 
talking about, and she would point things out. I've leamed 
more through one video session about the state appraisal 
system than in my many years of teaching. 

This teacher valued what she had leamed in her appraisals. Mrs. Doss and this teacher 

cared about instmction which Marshall (1991) found to facilitate administtators and 

teachers believing and working together. Mrs. Doss videotaped this teacher's lesson. In 

a conference with the teacher about the appraisal Mrs. Doss referred to the video to 

show the teacher what she did. The videotape enabled the principal to relate appraisal 

comments to actual observations which the teacher could see. Mrs. Doss used strategic 

communication to help this teacher improve on-task behavior of students, and she 

accompanied her communication with the video. This combination resulted in very 

rich communication from which the teacher believed she had benefitted. 

Although teachers felt Mrs. Doss was fair and positive about the appraisal process, 

some teachers shared with me their feelings of anxiety about appraisals. 

Appraisals still make me nervous. She comes with a pad in 
her hand. She makes me feel relaxed in appraisals. She 
helps my kids during evaluations. She'll walk around and 
look at stuff 

Although this teacher felt nervous about appraisals, she recognized Mrs. Doss' attempts 

to help her feel more relaxed about them. Mrs. Doss' actions made teachers feel she 

empathized with their feelings. Mrs. Doss assisted students during appraisals, and this 

teacher appreciated her helping them. This helped her relax. Another teacher said in 

an interview with me, "The responsibility for the kids falls on the classroom teacher. 
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She knows how to work with little kids." This teacher believed Mrs. Doss' past 

experiences with elementary students allowed her to know how to work with them even 

during appraisals. However, the teacher knew the students were ultimately her 

responsibility. 

When Mrs. Doss left a teacher's room after an appraisal, she left a positive note 

about the lesson. Almost every teacher mentioned this to me. Mrs. Doss typically 

wrote the teacher's first name on the outside of the note, folded it, and left it on her 

desk. Although the actual appraisal results were not collected in this study, the notes 

from the principal to the teachers provided valuable insight into the expectations of the 

principal which will be discussed below. Mrs. Doss took time to write notes before 

leaving the teacher's room, and these notes affirmed that the teacher had met some of 

Mrs. Doss' expectations. 

These notes were important to teachers, and they looked forward to getting them 

after each appraisal. One teacher said in an interview, "She leaves a note of positive 

things on your desk. I even sent her a thank you note for these." This teacher 

appreciated the note Mrs. Doss left after her appraisal so much that she wrote a thank 

you note for it. Another teacher said to me, "I look forward to these notes. They are 

always positive, even if the appraisal is not." Mrs. Doss' strategic compliments after 

appraisals were effective in influencing her teachers. They knew Mrs. Doss looked for 

something positive in lessons on which to comment. A teacher said in an interview, 

"Her notes on evaluations are complimentary and positive." Teachers said it made them 

feel good to know Mrs. Doss looked for something positive in lessons. One teacher 

commented to me, "She always leaves notes on your desk. She helps calm you down 

which is really nice. You know she has found at least one good thing." This teacher 

also looked forward to getting a note from Mrs. Doss after her appraisal, and she knew 

Mrs. Doss would find something good about her lesson which had a calming effect on 
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this teacher. Many teachers shared their notes with me which Mrs. Doss had left for 

them after their appraisals. The notes usually had a postscript such as "It was a 

wonderful lesson!!" or "Have a good week!!" The notes helped teachers relax after their 

appraisals were over. Some teachers told me they appreciated these notes so much that 

they kept them in a file. 

Mrs. Doss' expectation of teachers having lessons which were well planned and 

executed was found in some of the notes she left for them after their appraisals. She 

wrote to one teacher, "Super organization to the lesson." She left another teacher a note 

conceming her lesson's organization, "The lesson was well sequenced and well paced." 

This teacher planned her lesson well, and when she taught it, she progressed through the 

lesson at what Mrs. Doss considered an appropriate pace for the students. Mrs. Doss 

made similar comments to another teacher in her note, "Super lesson! So well paced 

and sequenced." Mrs. Doss let teachers know what she liked about their lessons, and 

how they met her expectations. 

The appropriate behavior of students in the classroom was an important expectation 

of Mrs. Doss, and she noticed this during appraisals. She commented to one teacher in 

a note, "Your kids were exceptionally courteous and supportive of one another." In 

another note Mrs. Doss wrote, "The students worked well together actively involved, 

cooperating and supporting one another." Mrs. Doss complimented teachers on their 

students' behavior. She liked to see students who "worked well together," and who 

were "courteous and supportive of one another." She liked seeing cooperative leaming. 

She wrote in a note to another teacher, "The students worked so well in partners. They 

shared responsibilities and successfully completed the activities." Students leaming 

together was important to Mrs. Doss. Student behavior was important to Mrs. Doss as 

well as her staff, and this was emphasized in their program which taught students social 

skills. Mrs. Doss was pleased when she saw students porttaying appropriate behavior in 
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the classroom. Appropriate behavior was a social skill which Mrs. Doss noted fostered 

a leaming environment. 

Not only did Mrs. Doss expect students to behave appropriately, but she also 

expected to see evidence of student leaming. She sttategically communicated this 

expectation in some of the notes she left for teachers after their appraisals. Mrs. Doss 

commented on ways students exhibited understanding of concepts being taught. She 

wrote to one teacher, "Students generated wonderful examples." She left another 

teacher a note which said, "Kids were highly successful with this higher level activity of 

having students classify adjectives, verbs, and nouns." Mrs. Doss commented on how 

this teacher taught a lesson which required higher level thinking skills. Mrs. Doss 

understood that students would show they were leaming in different ways. Mrs. Doss 

wrote to one teacher what she had observed, "Ever so many extensions were provided 

by you and the students." By extending the lessons, Mrs. Doss could see that students 

showed their depth of understanding. She wrote to a teacher, "Liked the many varied 

ways you used to evaluate student mastery of the concept." Mrs. Doss liked seeing 

teachers evaluate student leaming in different ways. 

Another quality Mrs. Doss expected to observe was variety within lessons, and this 

was found in several appraisal notes she left teachers. Mrs. Doss left a note saying to a 

teacher, "Super hands on teaching." Getting students involved with hands-on 

experiences facilitated their leaming, and Mrs. Doss liked to see appropriate hands-on 

leaming. Mrs. Doss valued variety within lessons, and she wrote to another teacher, "It 

was so meaningful the way you taught the concept in such a variety of ways. Enjoyed 

every minute!" This teacher taught a concept several ways, and Mrs. Doss enjoyed this 

lesson. Mrs. Doss looked to see if the variety teachers presented was effective in 

teaching the students. She wrote to a teacher, "Your use of varied activities, but 

continually establishing relevancy, was outstanding." This teacher had much variety in 
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her lesson, but everything she did related to the concept being taught. There were many 

ways teachers taught different concepts. Mrs. Doss recognized this and commented to a 

teacher in a note, "Such practical modeling and demonsttation facilitated understanding 

and high rates of success." Mrs. Doss considered modeling and demonstration as 

appropriate ways to teach the concept for this lesson, and students in this classroom 

leamed from their use. Mrs. Doss also liked seeing the high rate of success which 

occurred in this teacher's lesson. 

Students experiencing success as they leamed was an expectation Mrs. Doss had 

which she included in other appraisal notes. She wrote, "What a motivating, high 

interest lesson that the students enjoyed and demonsttated such success!!" Mrs. Doss 

noted the students in this class experienced success during the lesson. She also 

observed students who were interested in the lesson and motivated to leam. Mrs. Doss 

often commented on this quality in lessons she appraised. She wrote to another teacher, 

"The kids stayed interested and asked for more." This teacher's lesson was so 

interesting to students that they were asking for more. Mrs. Doss liked to see students 

this excited about leaming. Mrs. Doss commented to a teacher in her appraisal note, 

"High interest lesson from beginning to end." This teacher kept the students' attention 

throughout the lesson, and Mrs. Doss even thought the lesson was interesting. For 

students to leam, Mrs. Doss expected lessons to motivate and interest students, and this 

was evident in appraisal notes which she left. Mrs. Doss looked for enthusiasm in the 

classroom. She revealed this in a note she wrote to a teacher, "Loved it! Such 

enthusiasm for the teaching and leaming. The kids were involved in such quality active 

leaming situations." Mrs. Doss liked to see students enthusiastic for lessons because 

they would more likely leam the concept being taught, but she also liked to see teachers 

who were excited about what they were teaching. The last part of this note left by Mrs. 

Doss summarized what she was really was looking for in all appraisals, and that was 
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"quality active leaming situations." All of Mrs. Doss' expectations could be 

summarized by this one statement. Mrs. Doss conveyed high expectations for teacher 

performance which Blase and Kirby (1992) identified as an influence sttategy of open 

and effective principals. 

Nonnegotiables 

Although Mrs. Doss told teachers that there was not much mandated at Walters, 

there were certain expectations she had which were not negotiable. In an interview 

Mrs. Doss told me that mandates were not a good way to influence teachers. She said, 

"When I influence them the least is when I tell them or mandate something. I only 

mandate something when I see poor instmction in the classroom or when I see children 

in danger." Mrs. Doss rarely intervened with teacher empowerment by mandating 

something except when there was a child-centered concem. Mrs. Doss said there were 

two situations in which she would give teachers mandates, and these nonnegotiables 

dealt with the instmction and safety of children. Mrs. Doss believed mandating or 

conttolling what teachers did was not an effective way to influence them, and this was 

consistent with Blase's (1990) study in which principal conttol tactics negatively 

affected teacher performance and the relationship between the principals and their 

teachers. 

There were times when Mrs. Doss sttategically communicated to teachers her 

nonnegotiable expectations. At the first inservice Mrs. Doss informed teachers, "Keep 

Tuesday afternoons open. This does not necessarily mean we will have meetings these 

days, but please do not make appointments then." Mrs. Doss wanted there to be a time 

when the staff could meet ifthey needed to, and so she asked teachers to keep one day 

open for this. 
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Mrs. Doss' nonnegotiable expectations were often related to school policy. Mrs. 

Doss expected teachers to follow policies, and she tried to remind teachers of policies 

which had deadlines. Mrs. Doss reminded teachers about three week reports which 

were about to go out. She told them in a meeting, "This is policy. Sometimes I forget 

to remind you, but I'll try to do better." Mrs. Doss prefaced her statement with "this is 

policy" which sttategically communicated this item was mandated by policy and thus 

nonnegotiable. As was the case here, Mrs. Doss was honest when there were mandates 

which teachers had to follow, and this honesty was identified by Greenfield (1991) as a 

subtle micropolitical strategy of a principal. Conceming report cards, Mrs. Doss wanted 

teachers to do them a certain way so they would be done consistently on campus. She 

wrote report card instmctions in a bulletin so teachers could follow her expectations. 

Sttategically communicating these expectations in written form allowed teachers to 

read them at their convenience and refer to them ifthey had questions. 

Mrs. Doss strategically communicated to teachers her expectations conceming 

textbooks. She said in a staff meeting, "You must keep accurate count of them. Make 

sure to keep up with these." Teachers had to keep track of their textbooks since they 

would have to account for all books at the end of the year. Mrs. Doss reminded 

teachers of this before textbooks were issued to students. She also told teachers to write 

in the front of the books so that if a student lost one, it would be returned to Walters 

Elementary and to the student. Mrs. Doss told teachers, "New textbooks MUST be 

done this way." Mrs. Doss explained the benefit of doing textbooks this way, and she 

stressed to the teachers that this was nonnegotiable by saying they "MUST be done this 

way." 

Mrs. Doss expected Walters' policies to be followed by all students. At the first 

inservice meeting Mrs. Doss told teachers, "Go over playground mles the first day 

before lunch. You may want to remind them the next day of these." Mrs. Doss wanted 
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students to be safe on the playground, and these mles were designed to prevent students 

from getting hurt. Safety was a nonnegotiable item of Mrs. Doss. Another policy about 

safety concemed who picked up students at school. Mrs. Doss reminded teachers of 

another nonnegotiable item which was to post an alphabetical list of parents who were 

to pick up students near their classroom doors. Mrs. Doss told teachers in a meeting, "If 

a person has a note for a child, double check. If the name's not on the list, write a note 

to the office saying the name's not on the list." Mrs. Doss was concemed about student 

safety, and she told teachers how they needed to make sure a person picking up a child 

was suppose to pick up the child. This was an important responsibility of the teachers, 

and this expectation had to be followed. 

Another school policy conceming hats was discussed at a meeting. Mrs. Doss had 

noticed some students wearing hats at school which was against the policy. A teacher 

asked, "Does the hat policy go for girls, too?" IVlrs. Doss answered, "Yes, we'll be 

consistent. In elementary they need you to read the policies to them. The discipline 

policy says no hats at school. Enforce this. Tell students to put them in their locker. 

We have gotten lax on this." Another teacher asked, "How about on recess?" Mrs. 

Doss replied, "Anytime-all day." Mrs. Doss strategically communicated to teachers 

that they were to enforce mles printed in the policy manual consistently and with all 

students. Teachers were seeking clarification of this policy because they wanted to 

meet her expectations conceming this policy. 

The staff also discussed attendance policies. In a SDMC meeting a conversation 

about taking roll and counting tardies and absences occurred. A teacher asked Mrs. 

Doss, "Do we count students who come in after 10:00 as tardy and absent." Mis. Doss 

quickly responded, "No, I think no. We should not count them for both." Mrs. Doss 

wanted the attendance policy to be followed, but she did not want to double penalize a 

student. 
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Some of the things Mrs. Doss told teachers to do were reminders of how to make 

Walters a better place. Before the first open house Mrs. Doss told teachers, "Redo your 

biography or write one if you are new." IVlrs. Doss wanted all teachers to be in the 

Walters handbook which told parents about the teachers and the school. Mrs. Doss had 

other nonnegotiable expectations of which she informed teachers. She instmcted them 

at a meeting at the beginning of the school year, "When the bell rings be at your doors. 

Kids who ride the bus must be in the cafeteria. There is not an option. They are not to 

leave without a pass so we will not have them missing buses." Mrs. Doss reminded 

returning teachers and informed new ones of her expectations. Mrs. Doss not only told 

teachers what they needed to do in this situation, but she also told them why. 

Mrs. Doss gave expectations which would keep the school looking nice. In a 

meeting she told teachers, "Ask children not to bring red punch. Red it the hardest 

color to get out." There was carpet in some areas of Walters, and red punch could stain 

it. Mrs. Doss told teachers of this expectation so they could tell their students before 

they brought red punch. 

Walters was a place where many innovative things were going on, and teachers 

needed assistance in doing some of these things. Mrs. Doss told teachers, "I meant to 

remind you at Open House to get a room mother. If I didn't, you need to do that for the 

Carnival next week." Mrs. Doss reminded teachers that they needed a room mother to 

help with special events in the school. The room mother would help the teacher with 

special events for the children, and this was also a way to get a parent involved in the 

school. 

Sometimes teachers asked Mrs. Doss what they needed to do in certain situations. A 

teacher told me that the hospitality committee had asked Mrs. Doss about the amount of 

money which they should spend on gifts for several supporting staff members. Some 

teachers thought they should spend more on supporting staff members who had been at 
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the school longer. Mrs. Doss said all staff members should receive gifts of equal value. 

This nonnegotiable item was not policy and did not deal with the safety or instmction of 

children, but Mrs. Doss believed this was important to treat supporting staff members 

the same. Teachers asked for her guidance on this decision, and although some mav 

have disagreed with her, they followed her request. 

Based on my interviews with teachers and observations of their reactions and 

comments at meetings, teachers did not seem to perceive nonnegotiable items 

negatively. One teacher said, "She's very honest when presenting a new idea. She says 

it's an idea and for us to take it back and talk about it. There's nothing really forced at 

us." This teacher explained how Mrs. Doss did not force decisions on teachers. Even 

though there were nonnegotiable things Mrs. Doss expected teachers to do, this teacher 

did not think of them negatively. The way Mrs. Doss strategically communicated 

nonnegotiable items to her staff kept them from perceiving these negatively. For 

example, if there was something that had to be done a certain way, she often explained 

why. Also, Mrs. Doss presented nonnegotiable items using her social skills, and she led 

her teachers instead of managing them. She had a relationship with her staff built on 

tmst which was previously described. A third reason was teachers knew Mrs. Doss 

empowered them to make most decisions, but there were some things which had to be 

done a certain way. Sometimes this was because there was a policy which dictated to 

the principal and staff what needed to be done. Mrs. Doss reminded teachers of 

policies and deadlines which had to be met. Mrs. Doss sometimes gave teachers 

specific directions on how to do things, like how to fill out the report cards. Her 

directions were followed by the teachers, and Mrs. Doss by making this decision 

prevented teachers from having to meet and decide how to do this. Mrs. Doss may have 

saved time by thinking out what needed to be done on certain issues and then informing 

her teachers of what she expected. 
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Visibility 

The teachers also had expectations of their principal, but there was one expectation 

they strategically communicated to her even before she was hired. Teachers wanted a 

principal who was visible. Visibility was a characteristic of an interpersonal leader as 

described by Ball (1987), and a political skill of an administrator as described by 

Marshall (1991). A Walters teacher explained, "We wanted someone who would walk 

halls and be out and be seen, and she does that." The teachers at Walters wanted a 

principal who would be out in the school and know what was happening. 

Mrs. Doss demonsttated her visibility to her teachers in several ways. One teacher 

wrote, "In the hall she stops and asks if everything is going ok." The principal was not 

only visible, but she talked to teachers and students when she was out in the halls. The 

principal being in the halls presented a communication opportunity for her as well as 

the teachers. A teacher said, "If I have a new idea, I just tell Mrs. Doss when I see her." 

This teacher believed she could share information with her principal any time she saw 

her. She did not have to make an appointment to talk to her or write her a note. When 

she saw Mrs. Doss in the halls, this teacher would tell her whatever was on her mind. 

Another teacher told me in an interview about a similar example of spontaneous 

strategic communication. She said, "I asked Mrs. Doss for additional outlets for my 

computers to reduce the number of cords in my classroom. I received a favorable 

response." Teachers made Mrs. Doss aware of what they needed when she made her 

rounds in the school, and Mrs. Doss took note of these things which were mentioned. 

When Mrs. Doss was in the hall and a teacher made a request like this, Mrs. Doss could 

immediately see what the teacher was talking about. Mrs. Doss had said safety was a 

nonnegotiable item, and reducing the number of cords was a safety concem this teacher 

brought to her principal's attention. Teachers benefited because they could tell Mrs. 
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Doss things which needed to be done while they were thinking about it, and this was an 

efficient way to let Mrs. Doss know their expectations. 

Mrs. Doss took advantage of opportunities to be visible. At the beginning of the new 

school year Mrs. Doss told teachers she would visit each classroom during the first 

week to tell students about an award which would be given to the cleanest room. This 

would be the first time some of the students would meet their principal. Mrs. Doss 

made an effort to get to know the children. She wanted them to know who she was and 

that she was here to help them. She did not want students to merely think of her as the 

person who took care of discipline problems, and she did not want them to fear her. 

This was also an opportunity to informally visit each teacher in her own classroom. 

Mrs. Doss was in the classrooms at other times. A teacher explained to me in an 

interview how Mrs. Doss was visible in the school. 

She comes by and asks how things are going. She does walk throughs. 
She talks to kids and helps them. I may not even notice her. She's trying 
to be fair and catch all she can that's good. You can tell she wants to 
know what is going on. 

Mrs. Doss not only was visible in the hall, but she also visited teachers' classrooms on a 

regular basis. She visited this teacher's room so much that she sometimes would not 

notice when Mrs. Doss had entered. Mrs. Doss did not intermpt instmction when she 

visited classrooms. Moreover, she assisted the children and talked to them. This 

teacher appreciated having a principal who knew what she was doing and who would 

help the children. 

Another teacher explained to me how the children reacted when the principal visited 

her classroom, "On walk throughs, she goes to see what students are doing. Everyone 

keeps on going. She may help a child or ask what they are doing. Kids love to have her 

in. They hug her." The students liked having the principal visit their classroom. Mrs. 

Doss wanted to know what they were doing, and she spent time in the classrooms with 
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the students so that they got to know her. Students liked their principal and even felt 

comfortable hugging her. This principal did not conduct walk throughs by merely 

peeking into classrooms to see what was happening which may not have given her an 

accurate observation of what was actually occurring. She took time to get to know the 

students, find out what they were doing, and to help them. Mrs. Doss did this in a 

nonthreatening way so teachers and students did not change their activities when she 

visited them. Teachers appreciated the genuine care Mrs. Doss had for the students. 

Teachers inviting the principal to their classrooms was identified as a political 

interaction of teachers with open principals (Blase, 1989). Teachers at Walters 

occasionally formally invited Mrs. Doss to their rooms, but they expected her to come 

by and see what they were doing. 

Mrs. Doss was aware of what was going on in the building because of her visibility, 

and her teachers liked this. One teacher explained how she felt about the principal's 

walk throughs. 

I like walk throughs. She looks at what kids are doing. 
She talks to kids. They know who she is. I get a real feel 
that she knows what's going on in my classroom. She uses 
nonverbal communication such as smiling and nodding as 
if to say, "Yes, this is what should be going on." You 
always know where you stand with her. She's aware of 
both the good and the bad. This is a very positive 
atmosphere. 

This teacher had positive feelings about her principal visiting her classroom. She 

wanted her principal to know what she was doing. Mrs. Doss' frequent visitations to 

classrooms prevented problems of teacher resentment caused by principals who 

infrequently observed teachers except for formal appraisals (O'Hair & O'Hair, 1992). 

This teacher said Mrs. Doss was aware of bad instmction because of her visitations. 

Mrs. Doss' walk throughs made her aware of any instmction that did not meet her 

expectations so that she could deal with teachers on an individual basis. Mrs. Doss 
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dealt with these problems as she saw them and did not wait until formal appraisals. 

Mrs. Doss' nonverbal cues of smiling and nodding strategically communicated to 

teachers that they were doing a good job. The role of nonverbal communication was 

noted as important by other researchers (Burgoon, Buller, & Woodall, 1989; 

Mehrabian, 1969; O'Hair & O'Hair, 1992; Patton, 1990). Mrs. Doss might not say a 

word to them, but they knew she was pleased with what she observed. Mrs. Doss did 

not visit classrooms if she might disturb the students. A teacher explained to me, "If 

you have your door shut, Mrs. Doss will not disturb practice tests for the state mandated 

test." Mrs. Doss was considerate of student needs, and she did not want to interfere 

with the leaming process. 

Mrs. Doss classified teachers into one of four categories based on her observations 

conducted during walk throughs. Classifications of teachers ranged from those who 

were high level, nondirective teachers to those who were told what they had to do to 

improve their teachings. Mrs. Doss told me most of her teachers fell into the highest 

two categories which described teachers as being collaborative and nondirective. She 

might place literature in their boxes which she thought they might find interesting or 

might encourage them to get specific training which she thought they would find useful. 

Most of all, Mrs. Doss listened to these teachers because "they have good ideas." Mrs. 

Doss said in an interview, "If a master teacher bring an idea to me, it's my job to listen 

and act and gamer support needed to do what's suggested." Mrs. Doss' visibility 

provided her with information about her teachers' teaching which she would not have 

otherwise. It allowed her to better know her staffs sttengths and weaknesses and to 

respond accordingly. 

Mrs. Doss often visited with teachers when they were eating in the lounge. A 

teacher told me in an interview, "Most of our communication to her is in the halls or at 

lunch. She walks through our classroom. Icatchheralot at lunch." This teacher knew 
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Mrs. Doss was visible in the school and that she would see her principal and could talk 

to her. If Mrs. Doss knew she would be out of the building for meetings or other 

reasons, she would let teachers know in the bulletin. Otherwise teachers counted on 

seeing her throughout the day. This teacher knew IVlrs. Doss was often in the lounge at 

lunch, and this was a good opportunity to communicate with her. Another teacher said 

to me, "I see her in the moming. She does walk throughs. I see her at lunch, in the 

moming, and afternoon or when we go down the hall." This teacher also recognized 

IVlrs. Doss' high visibility in the school. One teacher said to me in a grade level 

meeting, "We talk in the hall, at lunch, after and before school about general school 

things. For example, she'll ask how are things going?" When Mrs. Doss saw teachers, 

she asked them how things were going. This question allowed them to give a simple 

answer. This question also gave them an opportunity to tell Mrs. Doss if there was 

something which needed her attention or to tell her anything on their minds. Mrs. Doss 

initiated talk with her teachers. She did not merely want them to see her in the halls, 

but she wanted them to know that she was approachable. Teachers not only visited 

casually during lunch time, but they also strategically communicated their needs to their 

principal. One teacher explained, "At lunch yesterday, something was said about our 

grade level and that we could use more math materials." Teachers kept Mrs. Doss 

informed about what they needed, and lunch time was a good time to catch her. 

Suggestion Box 

Teachers had a way of letting the principal know their expectations anonymously 

through a suggestion box which Mrs. Doss had put in the lounge. The principal told 

about the suggestion box. 

This is where I get less personal comments. It's where a 
teacher saying, "I have a concem. I don't want to talk to 
you but I want you to be aware of it" [can place her 
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comments]. When I first came here, it was used more 
often. 

The principal knew sometimes teachers wanted her to know something without her 

knowing who the source was. The suggestion box was used more often the first year 

Mrs. Doss was principal at Walters. Teachers with a new principal had many 

expectations or suggestions which they made known to her. Teachers used the 

suggestion box less now than they had before. This was the result of teachers 

approaching Mrs. Doss personally to make her aware of their expectations. Also, when 

Mrs. Doss was a new principal, there were many things about which teachers wanted 

her to become aware. Mrs. Doss read and considered suggestions placed in this box 

which was an actual black mailbox placed in the teachers' lounge. Teachers did not 

have to go out of their way to place comments in it since it was located in a place where 

they had to go at least once a day to check their boxes. It was also located in a low 

traffic place where they could place their comments in it anonymously. 

Teachers knew Mrs. Doss read and considered the ideas they placed in the 

suggestion box. One teacher explained in a grade level meeting. 

The ideas we put into the suggestion box she does take into 
consideration. We may leave these anonymously. We get 
some really good ideas from these. The worst she could 
say is no. Many times we actually get to do what we ask 
for. 

The suggestion box was considered by Mrs. Doss and the teachers as an effective means 

for strategic communication. This teacher said "we get some really good ideas" which 

revealed that Mrs. Doss and the teachers benefited from its use. Teachers sometimes 

put an idea in the suggestion box which they had some doubt of Mrs. Doss approving. 

This teacher said teachers had nothing to lose by giving their suggestions to the 

principal. There were no negative consequences for making a suggestion, and she did 

not try to find out who were the sources of comments. Mrs. Doss considered the idea 
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on its owTi merit, and many times she did what the teachers strategically communicated 

to her. 

A teacher said, "the suggestion box is for communication." It was one more way 

Mrs. Doss provided for teachers to communicate to her. There were no guidelines for 

communication which went into the suggestion box. One teacher explained to me, "I 

feel like I can say pretty much what I want to as long as it is constmctive and her not 

want to hear or get upset. She's interested in what we have to say." This teacher 

believed her comments should be constmctive, but she thought her principal wanted to 

know what was on teachers' minds. She felt that she could put whatever she wanted in 

the suggestion box, and it would not upset her principal. A teacher said in an interview, 

"The suggestion box is wide open for its use. It's easier to use if you're not comfortable 

talking to her about a particular issue." The suggestion box was a way of 

communicating with the principal about any topic teachers desired. For teachers who 

felt uncomfortable with face to face communication on a particular issue, they had 

another means of letting her know their thoughts. 

Teachers recognized suggestions would not always change things in the school. In 

an interview a teacher said, "You can put an anonymous letter in it if you want to get 

something off your chest, even though it might not change anything." A teacher might 

choose to use the suggestion box to vent her fmstrations. This could be somewhat 

therapeutic to the teacher, and it would also alert the principal to the feelings of 

teachers. This teacher realized comments placed in the suggestion box did not have to 

be ones requesting change, but they could be anything the teachers wanted to submit. 

Teachers were certain Mrs. Doss read what they had to say. 

The principal described to me in an interview another situation in which teachers 

used the suggestion box. They had told her their feelings conceming a program to 

which they had taken their students. This program had informed students of how 
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people might attempt to lure them away from the school. The principal said it was a 

good program. However, she explained teacher reactions to the program which she 

received in the suggestion box. 

We weren't prepared for all it covered. The teachers 
wished that we had known more about what we were 
taking the kids to. That way we'd have been more 
prepared. Teachers would like to have prepared the 
children for it. We thought that it would give maybe one 
example of how a child might be lured away. Instead, 10 
ways were given. Children were taught that they should 
not be touched anywhere a bathing suit covered. This 
bothered the teachers more than the kids. I'd do it again. It 
would have been nice to have known more about the 
program before we took the kids. 

Teachers vented their fmsttation of taking their students to a program for which they 

nor the students were prepared. The principal agreed with the teacher comments that 

more information before the program would have been a good idea. However, she said 

the program was a good one. The teacher comments of wanting to know more about 

programs before they take their children to them will influence Mrs. Doss in future 

situations. These teachers' comments could not change anything immediately, but they 

did let Mrs. Doss know how they felt and could influence her in the future. 

The principal implemented several ideas which came from teachers placing ideas in 

the suggestion box. Teachers told me about these in a grade level meeting. A teacher 

told me that wearing jeans on Friday came from the suggestion box. A teacher placing 

this comment in the box did not know how Mrs. Doss would react to this suggestion, 

and so she sttategically communicated this idea anonymously. Another concem which 

a teacher said one of her peers had put in the box was about student helpers who were 

roaming the halls and not going to their jobs. This made Mrs. Doss aware of the 

problem so it could be solved. In interviews teachers gave me other examples of how 

they had used the suggestion box. Another teacher suggested that instead of just 



189 

punishing children who misbehaved, that the teachers and principal reward those who 

behaved. Early after school dismissal was another suggestion which came from a 

teacher. Students who walked left school at 3:25 p.m., and bus riders and those who 

were picked up by parents left at 3:30. Another suggestion from teachers was that they 

did not want sugared fmit punch served in the cafeteria. This was a problem on which 

the principal said they were still working. The teachers made her aware of this, and 

Mrs. Doss was working with them and the cafeteria management to get this changed. 

Mrs. Doss said, "If something is not being kept clean, I'll leam about it in the suggestion 

box." The teachers influenced their principal by sttategically communicating to her 

through the suggestion box. A variety of changes had come about because of the 

teachers' influence. 

Mrs. Doss commented, "Procedures and policies they want changed come in the 

suggestion box. More formal things are put here." One such change given in the 

suggestion box was a change of the committee stmcture. The principal explained how 

the previous years she had appointed staff to the leadership, social, and curriculum 

alignment committees which were called cadres. Mrs. Doss said, "Now they decide 

within teams what committee they are on. This came out of the suggestion box." 

Teams consisted of teachers of the same grade level. It was suggested that team chairs 

and committee positions rotate among team members, and a teacher could be on a 

particular committee for only two consecutive years. A teacher strategically 

communicated this suggestion to Mrs. Doss who implemented it. Mrs. Doss and the 

teachers were pleased with this rotation of responsibilities among team members. A 

teacher said, "Before, Kay went to all the meetings. Now we rotate so everyone has a 

job." This suggestion allowed teachers to share responsibilities and prevented one 

teacher from becoming too overloaded with committee meetings. This committee 

member rotation was another example of how teachers could sttategically communicate 



190 

their expectations to their principal, and even anonymous communication influenced 

her. 

The Basket 

Teachers not only used a suggestion box to sttategically communicate their 

expectations to Mrs. Doss, but they also signed and left notes in a basket on her door. 

Mrs. Doss described for me in an interview what teachers communicated to her using 

the basket. 

Notes in the basket are informal notes. Many times they 
are to remind me of something, tell me of something they 
want to do, and tell me of something they have done and 
making sure it's all right, or thank you notes. Many times it 
is used to achieve goals. I get really busy. 

The notes left in the principal's basket were more informal than those she received in 

the suggestion box. Instead of trying to catch Mrs. Doss, teachers left notes for her in 

the basket. Mrs. Doss said, "It's easier than trying to catch me." Teachers often left 

notes reminding Mrs. Doss of things going on in the school which needed her attention. 

She said, "The reminders help us reach a lot of goals-presentations, details to complete 

a project thoroughly." One specific example of teachers using the basket was when two 

teachers were going to attend a conference. They gave Mrs. Doss a note asking if she 

had filled out the travel form and if there was enough money. Mrs. Doss smiled and 

said to me, "We got everything done. They went and have returned." Teachers 

strategically communicated what they needed Mrs. Doss to do. They reminded her of 

details which needed to be taken care of, and she did them. 

There were other expectations teachers sttategically communicated to Mrs. Doss by 

using the basket. Mrs. Doss told me, "A lot of notes are on discipline if I was out and 

for me to take care of when I get back. I get notes from hospitality, was this amount 
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okay. I often initial the note and say okay." Discipline concems were something Mrs. 

Doss took care of when teachers informed her of what needed to be done. Hospitality 

expenditures was another item which teachers could merely inform Mrs. Doss about, 

and she could let members know by retuming a note to their box if the expenditure was 

acceptable. The basket on Mrs. Doss' door allowed her and the teachers to 

communicate as soon as their schedules allowed. Teachers and Mrs. Doss considered 

the basket to be an efficient way to communicate. 

Many teachers mentioned how often they used the basket on Mrs. Doss' door to 

communicate with her. One teacher told me in a grade level meeting, "If I want to have 

a conference with her, I leave a note to see her." Leaving Mrs. Doss a note allowed her 

to check her schedule to find a good time for her to meet with the teacher. This saved 

time for the principal and the teacher. They did not have to see each other to 

communicate. Another teacher said to me, "We have lots of notes because everyone is 

so busy. We use the basket on her door, especially during or before school hours. I can 

get her before I leave if I need to." This teacher recognized how the basket facilitated 

communication between her and her principal. Mrs. Doss and teachers were busy 

before and during the school day, and the basket helped teachers keep her informed of 

what they needed or what was happening. This teacher found it easier to catch her 

principal after the school day. If she needed to talk to her, then she could catch Mrs. 

Doss at this time. Otherwise, she used the basket on the door. 

Rewards 

Expectations of the principal at Walters were reinforced by her use of rewards. The 

use of rewards was recognized by other researchers as a means by which an 

administrator influenced subordinates by rewarding their behaviors (Bachman, Bowers, 

& Marcus, 1968; Etzioni, 1961; French & Raven,1968; Hoy & Miskel, 1991; Sttident, 
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1968). In an interview Mrs. Doss shared with me her thoughts about rewards and 

praise. 

I believe a lot in praise. I give coupons for teachers to 
leave early. This recognizes their extra efforts. They are 
very dedicated. They work long, long hours. It makes me 
feel good to give something extta for them doing 
something extta. In mid-management classes, we were 
always told not to let teachers out early for hair 
appointments. I had one teacher who earned a two hour 
early leave. She came back the next day with a new perm. 
I complimented her on it. She said it was so exciting to get 
out early, and it was so relaxing to get her hair done. She 
earned it by probably putting in 20 extta hours. It's nice to 
give that extta boost. I try to keep a checklist of praise I 
give as a group or individually. I try to get all of them as a 
team and as an individual. Our goal is to achieve 
cohesiveness and improve student achievement. I hope 
praise is helping. 

Mrs. Doss enjoyed rewarding and praising her staff. She rewarded their extta efforts, 

dedication, and long hours. When teachers earned rewards such as early leave coupons, 

Mrs. Doss did not restrict what teachers did when they left early. The teacher earned 

the reward and had the descretion to use it as they pleased. Teachers could eam several 

early leave coupons and redeem them at one time. Mrs. Doss believed rewards were a 

small way she could pay teachers back for all of the extta time they spent on school-

related events. Mrs. Doss recognized teachers received an "extta boost" from rewards. 

Greenfield (1991) also found teachers to be stimulated and energized by compliments 

or positive recognition from their principal. 

Some teachers confirmed rewards did give them a boost. In a grade level meeting a 

teacher told me, "I may never use these, but just the fact that I have these makes me feel 

good." Another teacher said these rewards were like "pats on the back" from her 

principal. These rewards had a positive impact on how teachers felt about teaching, 

their school, and the principal. Other teachers had similar comments about Mrs. Doss' 
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rewards. In a grade level meeting a teacher told me, "We like her extras like her 

incentives for teachers." The good feelings these teachers had because of the praise and 

rewards they received were consistent with Blase and Kirby's (1992) findings that 

teachers who receive praise comply with expectations and support their principals. 

Mrs. Doss used rewards as a means to an end. She aimed to "achieve cohesiveness and 

improve student achievement," and she hoped praise was helping to achieve these goals. 

Mrs. Doss' use of rewards and praise helped develop and maintain a relatively open 

political relationship between her and the teachers; this was also observed in a study by 

Blase (1989). Mrs. Doss described this open relationship as "cohesiveness." 

Mrs. Doss gave teachers rewards when they did certain extra things for the school. 

For example, teachers told me at a grade level meeting that Mrs. Doss gave those who 

helped with the Walters' float at the Christmas parade a coupon for an hour lunch or a 

30 minute early leave from school. For attending Peirent-Teacher Association (PTA) 

meetings and staff development, teachers told me they also got coupons for 30 minute 

early leaves from school. In a SDMC meeting teachers were talking about the PTA, 

and one said to Mrs. Doss, "We appreciate you letting us leave early. It was a real 

morale booster." Another teacher added, "95 percent of us probably won't leave early, 

but it's nice to know that we can leave early." Teachers laughed, and some joked about 

coming 30 minutes late instead of leaving 30 minutes eariy. One teacher shared with 

me in a grade level meeting, "I could never use these early leave coupons, so she said 

maybe I could come late instead." Mrs. Doss wanted teachers to realize the benefits of 

their rewards, and she considered altering rewards to the needs of the teacher. Teachers 

appreciated Mrs. Doss' rewards. Some teachers might not ever even use the early leave 

coupon, but they felt good having been rewarded for their efforts. This reward made 

teachers feel good about attending the PTA meeting which took up some of their 

personal time at night. Teachers who attended a special mathematics training received 
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a two hour early leave coupon. One teacher told me, "I'm saving this one." The teacher 

appreciated this reward, and she was saving it for a time that she really wanted or 

needed to leave early. These coupons could be used whenever teachers wanted. All 

they had to do was to make Mrs. Doss aware of when they wanted to use them. Mrs. 

Doss gave her teachers rewards to use at their own discretion, and they could be used 

anytime before the school year ended. Some teachers even saved these until they had 

several coupons to use at once. Mrs. Doss' use of incentives for teachers was a way she 

supported her teachers who worked so hard, and this was consistent with findings of 

Blase and Kirby (1992). 

There were other times Mrs. Doss rewarded teachers for their efforts. Teachers who 

did extta work on innovative programs for the campus received hour lunch coupons. 

Mrs. Doss left an early leave coupon in the boxes of teachers who stayed late after a 

committee meeting to clean a work room. Teachers who helped with registration got a 

free day after Christmas which was a work day these teacher did not have to attend. 

Teachers who hosted progressive diimers for the staff received hour lunch coupons. 

The typical coupon had the teacher's name on it and read, "Thanks for putting in lots of 

extra time on . Redeem this coupon and take an hour for lunch." Mrs. Doss 

sometimes wrote notes of praise on these coupons such as "What a feat!! You did a 

super job as hosts." Mrs. Doss added personal comments about the talents of teachers 

on some coupons. There were blanks on the coupon for the teacher's name, the date 

and time the teacher wanted to redeem the coupon, and whether or not she needed 

someone to cover her class. Teachers who helped with a progressive dinner received 

early leave coupons which typically said, "Thanks so much for helping with . 

Redeem this coupon to leave eariy one day. I plan to leave early Time ." I 

found another example of Mrs. Doss praising a teacher who had helped with a 

progressive dinner. Mrs. Doss wrote to her, "It was such fun and so well received by 
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many. J.D." Mrs. Doss showed her appreciation for the extra work of her staff, and she 

showed this by giving them rewards. 

Teachers who helped ttain other staff members were also rewarded for their efforts. 

Mrs. Doss sent several teachers a note which had a picture of a man holding a telescope 

on it and the wording, "I saw you doing something WONDERFUL." Mrs. Doss wrote 

to these teachers, "The ttaining was 'simply superb.' Ya'll otta go on the road. 

Appreciate all your time, effort, and talent. You have an official 'leave 2 hrs early pass.' 

It's just a little compensation for a JOB WELL DONE! Jan" Mrs. Doss took time to 

praise and reward teachers for their extta work. Rewards Mrs. Doss gave her teachers 

made them perceive her as a positive person. One teacher told me after a discussion of 

the coupons which Mrs. Doss gave teachers, "She's really positive." 

Teachers not only received rewards from their principal in the form of coupons, but 

they also received rewards in the form praise. At the first inservice meeting when Mrs. 

Doss asked teachers to write something marvelous and magical about their school or 

staff, she also asked teachers to share what they had written. Mrs. Doss praised her 

staff by this request because it revealed that she thought teachers had marvelous and 

magical things to share. Mrs. Doss asked teachers to read to the staff what they had 

written, and Mrs. Doss responded with comments of "Oh, that was great!" and "That's 

tme, very tme." She also said, "That's neat, yea." and "Great!" Mrs. Doss praised these 

teachers for the positive things they shared about their staff. Mrs. Doss began the 

school year praising teachers for what they did. 

At the first inservice meeting, teachers were talking about what teachers in other 

schools told them. One teacher said a teacher from another school asked her, "Where 

does Walters get their staff? What are ya'll trying to do, have the highest test scores." 

This was a compliment, and teachers were excited to hear that other teachers admired 

them and thought they were a good staff. This was consistent with findings of 
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Greenfield (1991) in which teachers were energized and stimulated by compliments of 

their colleagues. Mrs. Doss was strategic in the hiring of quality staff members which 

was a micropolitical strategy Greenfield (1991) observed a principal use. At Walters 

Mrs. Doss gave teachers a list of applicants which met her approval, and teachers would 

make selections from these teachers. Another Walters teacher said a teacher from 

another school told her, "Ya'll are always such leaders." Even teachers from other 

schools praised the Walters' staff, and teachers shared this praise with one another. 

This Walters teacher said other schools were just now implementing some of the 

programs which Walters had already been doing. This teacher did not realize teachers 

at other schools were not doing things the Walters teachers were doing. 

During this sharing time at this inservice, teachers continued to share compliments 

from others. Another Walters teacher said someone at the central office told her, "Ya'll 

may be a little bit ahead of centtal office." Teachers really enjoyed hearing how their 

innovativeness was ahead of the other schools. Mrs. Doss said, "I have good feelings. 

When I went to the state meeting and heard what others were doing, we're doing what 

made other schools successful. We could not do this without all ya'll. I appreciate you 

so much. Go forth." These teachers had praised the staff for being leaders in their 

iimovativeness. Mrs. Doss also praised teachers for this, and she sttategically 

communicated her expectation of Walters becoming even more successful because of 

this. 

Mrs. Doss often gave words of encouragement and praise to the staff In the first 

inservice meeting Mrs. Doss told teachers, "You're a hard working staff and you do 

great things." Mrs. Doss praised teachers for their hard work and for what they did. In 

a SDMC meeting held in Febmary, Mrs. Doss told teachers, "It's been a great year. We 

hit the ground mnning and haven't quite. Our kids are good. Teachers are doing a good 

job at parenting. The steps on courtesy may help." Mrs. Doss once again praised her 
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teachers for their hard work. She also praised their students and felt the program 

designed to teach social skills was working. Mrs. Doss praised teachers for their 

accomplishments in a staff meeting. 

We have good reason to believe we're marvelous and 
magical. We received top recognition for achievement. 
(Teachers applauded.) Walters has received recognition 
eight out often years. You are consistent. It's great what 
you do. You're marvelous and magical, and I appreciate all 
you do. 

Mrs. Doss praised her teachers for what they did to receive recognition from the state. 

She also praised them for their consistency in maintaining recognition status. Teachers 

responded to Mrs. Doss' praise by applauding. When she praised teachers, 1 observed 

many of them smiling and nodding in agreement with her. 

At the first of the school year Mrs. Doss told members of the SDMC, "It's a good 

beginning. I'm proud of our kids and what you are doing. You're working so hard." 

Mrs. Doss praised teachers for what they were doing, and she felt school was off to a 

good start because of the teachers' efforts. A principal praising teachers' efforts was 

consistent with findings of Blase and Kirby (1992) in which open and effective 

principals were described by their teachers as using praise. Mrs. Doss not only praised 

teachers for working hard, but she praised them for their input. At another SDMC 

meeting Mrs. Doss praised teachers for their ideas when she said, "You came up with 

good ideas. I'm excited to see what all you came up with." 

Mrs. Doss often praised teachers at staff meetings. At one meeting she praised 

teachers on their PTA open house. 

We have a good parent tum out. When I talk of parent 
involvement, I come from a different perspective. I used to 
teach at Sands, and they do wonderful things over there. 
We worked just like you did and we did not have parent 
tumout like ya'll had. When I say we had a good parent 
participation, we had GOOD parent participation. The last 
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year I was at Sands I won the attendance award, and I only 
had two parents show up. When ya'll went to the rooms, 
the parents responded. They were excited. 

Mrs. Doss praised teachers for the good parent participation they had for this open 

house. She shared her personal experiences to make the point that her teachers had a 

good parent tumout for PTA. This was also an opportunity for Mrs. Doss to 

strategically communicate her expectations of parental involvement in the school, and 

she told teachers that parents "responded" and were "excited." 

Walters Elementary had received several awards, and Mrs. Doss praised teachers at 

a SDMC meeting for the role they played in winning these. 

I really want you to realize that this campus could not have 
won awards without all of these wonderful things you do. 
You are a creative and analytical group who continue to 
problem solve and improve so that we can pull the campus 
up where it should be. 

Mrs. Doss praised teachers for the "wonderful" things they did. She praised them for 

being "creative" and "analytical." She liked the way they worked to "problem solve" 

and looked for ways to improve the school. She praised teachers for their work and 

strategically communicated that more improvement was needed until the campus was 

"up where it should be" which would occur when student scores rose even higher. Mrs. 

Doss praised teachers which facilitated their identification and solution of problems 

within the school, and this was consistent with Greenfield's (1991) observations of a 

principal who experienced this. 

Aiming for higher student achievement was the major goal at Walters. Mrs. Doss 

praised and encouraged teachers at a SDMC meeting when she said, "We are a high 

achieving school for our demographics. We're great but we want to be greater." Mrs. 

Doss praised the teachers and told them "we're great." However, she strategically 

communicated that there still was room for improvement when she said, "but we want 



199 

to be greater." Mrs. Doss' phrasing the desire for improvement in this manner made it a 

positive goal attached to praise because she told teachers that they were already great. 

When IVlrs. Doss walked through the building she observed what teachers were 

doing. She wrote a teacher a note on her "I saw you doing something wonderful" 

stationery. 

The active hands on activities you have been providing the 
students are super. I wish my kids could have had such 
super leaming opportunities. Thanks for you extra efforts. 
Jan 9-15-95 

Mrs. Doss praised this teacher for providing hands-on activities for the students. This 

was an expectation Mrs. Doss had which this teacher met. Mrs. Doss' praise was 

specific about what she liked about the teacher's teaching. This note was given to the 

teacher at the beginning of the new school year. Mrs. Doss sttategically communicated 

to this teacher what she was doing right so the teacher would know to continue doing it. 

Teachers were praised by Mrs. Doss on their student accomplishments. Mrs. Doss 

used a computer to write a note to teachers of a particular grade level. These teachers 

had to prepare students for the state mandated test. 

Somebunny thinks you did a great job teaching our students 
their writing skills. I am very proud of what our students 
accomplish after they receive such quality instmction. 
Your efforts are greatly appreciated! Jan 

Mrs. Doss used a little humor which showed her personality in this note of praise. She 

wrote "somebunny" instead of "somebody." She specifically commended these teachers 

on their student accomplishments in writing. She also praised these teachers for 

providing "quality instmction" which Mrs. Doss considered the reason for the students' 

success on the test. 

Mrs. Doss praised teachers in different ways. A teacher told me in an interview, 

"We get positive notes a lot." Mrs. Doss wrote notes to teachers and praised the things 
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they did which she liked and which helped the school. Mrs. Doss wrote a note to 

teachers of one grade level on a notepad with "Terrific Teamwork!" typed at the top of 

it and pictures of beavers working together on it. Mrs. Doss had observed these 

teachers doing something she liked. 

It is great to see you planning closely as a team. I know 
you will become a strong support group. Love your halls 
and stairwell. It's so kid centered. Thanks for your extra 
efforts to make it special. 

Mrs. Doss noticed when teachers worked together as a team, and she praised them for 

this. Mrs. Doss predicted these teachers would "become a strong support group." She 

took this opportunity to not only praise the teachers but to let them know of her 

expectations of their continued teamwork. IVlrs. Doss also praised these teachers for 

their decorations in the halls and stairwell. She noticed and appreciated the things 

teachers did in her school. Mrs. Doss wanted the school to be child centered, and she 

praised teachers for their "kid centered" decorations. Mrs. Doss often used the term 

"team" to communicate her expectations of her staff working together. Anderson 

(1991) described this tactic used by principals as cognitive politics of language. 

This same "Terrific Teamwork" stationery was used to praise teachers of another 

grade level. Mrs. Doss complimented these teachers on planning a special event for 

their students and the students' parents. 

Thanks for planning and conducting such a super day for 
our kids and their parents. You went all out. I know you're 
exhausted, but enjoy the weekend with that feeling of great 
accomplishment. I appreciate all you do! 

IVlrs. Doss praised these teachers for working together on this successful event. She 

knew the teachers had put a lot of work into this special day, and it turned out like the 

teachers had planned. Mrs. Doss was aware of what was occurring in her building, and 

her praise was timely since she gave it soon after this event had taken place. 
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Mrs. Doss found other ways to praise teachers for their teamwork. She praised 

teachers of another grade level on a note entitled "You're special." She wrote the 

following. 

Thanks for providing me with a copy of your lesson plans 
on such short notice. The planning you obviously do 
reflects the outstanding instmction occurring in your 
classrooms. The plans reflected team planning and a 
quality of "preparedness" that is evident as I walk through 
your classrooms. As your principal it is reassuring to know 
that your level of commitment to providing quality requires 
no demands from me. I appreciate your efforts! Jan 

Mrs. Doss not only thanked teachers for their efforts, but she also praised them for their 

quality work. What these teachers tumed in and what Mrs. Doss observed in their 

classrooms both porttayed "outstanding instmction." Mrs. Doss sttategically reinforced 

teachers for meeting her expectations of planning together, being prepared for lessons, 

and being committed to quality. 

Mrs. Doss not only praised teachers as groups, but she also took opportunities to 

praise things which they did individually which helped the school. IVlrs. Doss wrote a 

note on colorful scarecrow stationery to one teacher, "Thanks for sharing your super 

ideas and successful practices. With your continued efforts I know we'll soar. Jan" 

Mrs. Doss praised this teacher for sharing helpful ideas with her peers. Mrs. Doss 

strategically communicated two things to this teacher. First, Mrs. Doss expected this 

teacher to continue sharing her ideas with the staff Second, Mrs. Doss wrote that "we'll 

soar" with the teacher's continued input. This strategically communicated that this 

teacher would help the school, other teachers, and the students succeed. Mrs. Doss 

stressed teamwork here by using the terms ''we'll soar." 

Mrs. Doss praised another individual teacher for her efforts. Mrs. Doss wrote this 

note on stationery that had the following quote of Henry Brooks Adams on it: "A 

teacher affects eternity; he can never tell where his influence stops." The quote on the 
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stationery strategically communicated a message to teachers from Mrs. Doss who 

believed teachers had great influence with their students. Mrs. Doss wrote to this 

teacher, "I greatly appreciate the way you tackle the challenges. Researching, 

experimenting and creating an exceptional leaming environment is one of your many 

talents. So glad you're here at Walters. Jan" Mrs. Doss praised this teacher eariy in the 

school year on how she looked for ways to provide "an exceptional leaming 

environment." Mrs. Doss liked the way this teacher researched and experimented to do 

this. Mrs. Doss praised this teacher for being talented in this area, and she closed with a 

note of appreciation for the teacher being at Walters. 

At the beginning of the school year Mrs. Doss praised teachers collectively in the 

bulletin for their efforts. 

ENCORE! ENCORE! To a staff that has worked 
diligently exhibiting patience, humor, compassion, and 
dedication as you got this year off to a great start. You are 
to be commended and admired for you professionalism. 
The entire staff is a group that can be counted on to give 
their best and then some. What a group! 

Mrs. Doss praised teachers for all of their efforts for making the new school year 

"great." She praised them for their diligence, patience, humor, compassion, dedication, 

professionalism, and dependability. Beginning a new school year successfully took 

these different efforts from the teachers, and Mrs. Doss wanted them to know that they 

were appreciated. 

In another bulletin Mrs. Doss praised teachers for an event they put on at their 

school. 

ENCORE! ENCORE! Thanks so much for all your help 
with and support shown for the "Fall Festival." Many 
parents commented on the number of staff at the festival. 
Many of you worked, brought your family and friends to 
work and or enjoy the festivities. Due to the joint effort the 
festival was highly successful. Always know parents do 
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notice and appreciate the many exttas you do. You 
continue to demontrate your dedication and caring. You 
are a great group!!! 

Mrs. Doss let teachers know that because of them the Fall Festival was a success. She 

let them know that parents noticed how many of them were there, and that parents 

appreciated teachers for all they do. She praised teachers not only for their efforts but 

for showing their dedication and care. 

Mrs. Doss encouraged teachers to praise each other. A teacher told me in an 

interview, "She encourages us to tell others when they do a great job." Mrs. Doss began 

a new activity designed to encourage teachers to praise their peers. She told teachers 

about this activity in a bulletin. 

GIVE 'EM A HAND A staff appreciation activity will 
begin this week. Two staff members will be recognized 
weekly. Their pictures will be placed in a file folder in the 
lounge. Two hands will be placed in your box. Write 
something positive about each staff member and glue the 
hand in their file folder. Just another way to recognize the 
greatest staff in the state. Give 'em a hand!! 

Mrs. Doss wanted teachers to think of something for which to praise their peers. Giving 

their colleagues praise was a way teachers supported one another, and this was 

consistent with findings of Blase (1987). Mrs. Doss praised her teachers and said they 

were "the greatest staff in the state." Her strategic communication in the bulletin 

explained this creative way teachers would praise each other. Teachers I talked to felt 

good to be complimented by their peers which was consistent with of Greenfield's 

(1991) research. 

The success of the inclusion program at Walters gave another reason for Mrs. Doss 

to praise her teachers. She told them in a bulletin that their school had "been selected 

as a site visit from teams attending an area inclusion conference." Mrs. Doss wrote, 

"This is always exciting." Mrs. Doss shared this information with teachers so that they 
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would be informed about the visits. It was also another way to recognize that the 

Walters' staff was successful in implementing this innovative program. Mrs. Doss 

received a sunmiary of surveys completed by these visitors. She shared a copy of this 

summary with her teachers and added the note, "I thought you would enjoy reading this 

summary of the mentor program. All those positive comments from the surveyed 

campuses reflect the many things I have seen you do. Burst with pride! J.D." Mrs. 

Doss wanted teachers to know that she and others recognized the good things the 

teachers were doing. Mrs. Doss once again praised teachers for their efforts. She also 

sttategically communicated that teachers should be proud of what they did and proud of 

their school. 

I previously explained how Mrs. Doss asked teachers to share marvelous and 

magical things at staff meetings. Mrs. Doss told teachers how this would work in a 

bulletin. 

If you find a "Marvelous & Magical" Wizard in your box 
please share something marvelous and magical at the next 
staff meetings. It can be something neat that has happened, 
an activity you found successfiil, a good book or article you 
have read. 

Mrs. Doss got teachers involved in staff meetings by having them share ideas with each 

other. This was a way to recognize teachers in front of their peers. When introducing 

them, she would say that they would be sharing something marvelous and magical. 

This praised teachers by letting them know that their principal believed they had 

something important to share with their peers. After teachers shared their ideas, Mrs. 

Doss would always thank them in front of the entire staff and say something 

complimentary about the teacher and what they presented. 

Mrs. Doss also praised things teachers did well the past school year. In a SDMC 

meeting Mrs. Doss told teachers, "We did the estimation jars. I think ya'll did a great 
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job with that last year." Mrs. Doss praised teachers for a specific educational tool they 

used, the estimation jars. In a bulletin Mrs. Doss wrote, "Be proud of what you do. 

You work diligently, continuously searching for ways to help our students. You have 

made Wahers what it is." Mrs. Doss appreciated how teachers continuously looked for 

ways to help the children. She praised teachers for making Walters Elementary what it 

was. 

There were other times when Mrs. Doss found opportunities to praise the teachers. 

At a SDMC meeting teachers and Mrs. Doss were discussing goals. Mrs. Doss referred 

to the math scores on the state mandated test when she said, "Ya'll are definitely to be 

commended. We set our goals pretty high, and ya'll laughed at last year's, but we 

exceeded all but one." Mrs. Doss was praising her teachers on setting and 

accomplishing high goals. Teachers set their goals so high last year that they laughed at 

them, but they not only met them but exceeded all but one. In another SDMC meeting 

Mrs. Doss explained that the school had received an award from their state department 

of education because 70 percent of the students passed the state mandated test. Mrs. 

Doss told the teachers, "We want to move to the 90th percentile then we would be 

exemplary. We want to be exemplary because that's what we think we are." Mrs. Doss 

praised the academic accomplishments of the teachers which was shown on the results 

of the state mandated test. They may not have received "exemplary" status from the 

state the previous year, but she believed her school and the teachers were exemplary. 

Teachers remembered praise which Mrs. Doss gave them. In a grade level meeting a 

teacher told me, "She says, 'Ya'll do more than any school I've ever taught at.' She said 

we work harder than others. She said she would like to get higher than 90 percent 

recognition. I feel pressure of the 90 percent pretty hard." Mrs. Doss had praised 

teachers on their hard work, and she coupled this with her expectations for more than 



206 

90 percent of the students to pass the state mandated test and reach exemplary status. 

This was an expectation Mrs. Doss often strategically communicated to her teachers. 

In my previous discussion of how Mrs. Doss empathized with teachers, I explained 

how she wanted teachers to attend their children's events without feeling guilty. In an 

interview teachers told me more about how the principal was supportive when they 

needed to go to the doctor or wanted to go to their children's award assemblies. They 

said Mrs. Doss would get someone to cover their classes so they could leave and go to 

these. One teacher said, "She is rewarding us for doing a good job, and we're not taking 

advantage of it. She recognizes it as a definite need since it occurs rarely." This 

teacher considered her principal's letting teachers leave the school for these things to be 

a reward for their "doing a good job." This teacher said attending these were needs of 

teachers which Mrs. Doss helped them with by letting them leave during the school day. 

This teacher also added that leaving during the school day for these things did not occur 

often, and teachers were careful not to abuse this. Making arrangements so that 

teachers could attend family-oriented happenings which were important to them was 

another way Mrs. Doss sttategically communicated that the teachers were "doing a good 

job-

Mrs. Doss shared praise she received about Walters Elementary with her teachers. 

She received a letter from the superintendent about the school being recognized by the 

state for their student success on the state mandated test. The letter was addressed to 

Mrs. Doss and her advisory committee. It invited them to the school board meeting so 

they could be presented a certificate of appreciation. The superintendent wrote, "This 

achievement has brought honor to your school, and the community of Plainview." Mrs. 

Doss copied this letter and distributed it to her teachers. She wanted them to know that 

they were praised by the superintendent for their efforts and accomplishments. Mrs. 

Doss took advantage of situations in which she could pass praise along to her teachers. 
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Summary 

The purpose of this study was to describe strategic communication between the 

teachers and principal in a productive, innovative elementary school. I found strategic 

communication in this school to fall into three categories. First, the sttategic 

communication was used to build or strengthen the relationship between the teachers 

and principal. This communication centered around ceremonial events, ttust, respect, 

friendship, empathy, and humor. Second, sttategic communication empowered 

teachers. This communication focused on training, money, support, extta work, 

involvement, and creativity. Third, strategic communication was used to relay 

expectations. Expectations centered around children, appraisals, the suggestion box, 

the basket, nonnegotiables, and praise. As well as providing a thick description of 

strategic communication between a principal and teachers in a productive, innovative 

elementary school, this study was productive in another way. The principal in this 

study was found to have many of the characteristics of an open and effective principal 

which Blase (1989) and Blase and Kirby (1992) identified. Mrs. Doss' being an open 

and effective principal had an effect on the strategic communication which occurred 

between her and her teachers. 

Strategic communication between teachers and the principal in this productive, 

innovative school was studied from a micropolitical perspective which not only 

provided a foundation upon which to base this study but also provided an additional 

area of findings. When viewed through a micropolitical lens, behavior in an 

organization has purpose. Blase (1991) wrote, "Micropolitics is about power and how 

people use it to influence others" (p. 1). Micropolitics may be about power, but people 

attempt to exert their power by using strategic communication. All micropolitical 

behavior grows out of strategic communication since power has to be communicated 

some way. Strategic communication includes communication which a person 
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consciously or unconsciously uses to influence others. Blase did not focus on strategic 

communication in his studies. However, what he studied was closely related to 

strategic communication since he studied how people influenced each other. People 

attempt to influence others through their actions, and these actions strategically 

communicate messages to others. Social organizations are inhabited by people whose 

behaviors have a micropolitical purpose, and these purposeful behaviors involve 

strategic communication in some way. People in organizations consciously or 

unconsciously attempt to influence others by using some type of strategic 

communication. 

I acknowledge an interesting issue. What is the difference between communication 

and strategic communication? I purposefully chose to use the term "strategic 

communication" because I believed it reflected better what happened in the 

organizational context. Even though Daly and Wiemann (1994) said sttategic 

communication described communication intentionally used to achieve goals, I am 

more inclined to accept Blase's definition of micropolitics as a more accurate definition 

to describe the strategic communication which I observed. Generally, communication 

is the medium through which people interact. Through a micropolitical lens, 

communication takes on a different role than if looking merely at organizational 

communication. Micropolitical behavior suggests people attempt to influence others. 

Communication that has sttategic elements in it could be defined more widely. 

Micropolitics allowed me to look at nonintentional behaviors which might not 

otherwise have looked purposeful. However, looking at these through a micropolitical 

lens shaded what I looked at and caused me to notice the purpose of these 

nonintentional behaviors. For this reason, in this study communication moved from an 

organizational issue to a purposeful communication issue. For example, settings 

symbolically communicated messages to people and thus had a purpose. Formal and 
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informal communication between people had purpose. People had purposes behind 

their actions, and others responded to people's behaviors as ifthey were purposeful. 

Micropolitical actions came in various forms. Any action has a purpose, but what is the 

action itself but some form of strategic communication? In this study, sttategic 

communication was fundamental to all of this. Sttategic communication between this 

principal and teachers was the process through which micropolitical behaviors were 

evidenced. 



CHAPTER V 

SUMMARY 

Introduction 

The purpose of this study was to locate and to provide a thick description of strategic 

communication occurring between a principal and twenty teachers in one productive, 

innovative elementary school. This single case study simultaneously focused on both 

directions of strategic communication, i.e., from principal to teachers and from teachers 

to principal. The findings provide deeper understanding of the strategic communication 

which occurred in this productive, innovative school setting. Chapter V summarizes 

limitations, insights of micropolitics and strategic communication, the three broad 

strategic communication categories described in Chapter FV, principal and teacher 

strategic communication behaviors, study contributions, and future research questions. 

Limitations 

This study focused on strategic communication between a principal and teachers in 

one productive, innovative elementary school located in West Texas which limited the 

representativeness of the study. The findings reflected the goals of the principal and 

teachers at the specific time of the study, and I recognized their goals may change over 

time and with additional experiences. Instead of conducting a study aimed at 

establishing representatives from numerous schools, I provided a thick description 

(Lincoln & Guba, 1985) of the strategic communication between a principal and 

teachers in this elementary school. This type of thick description is not possible in 

large samples representative of a particular population. As a single setting case study, 

the findings may not be generalizable at all. It is my responsibility as the researcher to 
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give a thick description. It is the reader's responsibility to see how or if the findings fit 

the reader's unique situation and setting (Bogdan & Biklen, 1992). 

Micropolitics and Sttategic Communication 

As previously stated, this micropolitical study simultaneously focused on strategic 

communication from the principal to the teachers and from the teachers to the principal. 

Viewing strategic communication from a micropolitical perspective was advantageous 

to this study. Based on the findings of this study of two-way communication between a 

principal and teachers in a specific school setting, I have three insights. First, strategic 

communication was the process through which micropolitical behaviors were 

implemented in this school. Second, people had purposes behind their actions. Third, 

people responded to others' behaviors as ifthey were purposeful. 

Strategic communication was the process through which micropolitical behaviors 

were implemented. Recognizing the limitations of a case study in a single setting, I 

cautiously propose a new dimension to add to previous definitions of micropolitics. 

Blase (1991) wrote, "Micropolitics is about power and how people use it to influence 

others" (p. 1). Micropolitics may be about power, but people in this school attempted to 

exert power over others by using strategic communication. Teachers and the principal 

used strategic communication to influence each other. Sttategic communication may 

be used consciously or unconsciously to attempt to influence others, and it may be 

verbal or nonverbal. When viewed through a micropolitical lens, actions which would 

otherwise be considered ordinary become purposeful. These micropolitical actions are 

then implemented through sttategic communication. I cannot but wonder if people who 

leam how to better use strategic communication to influence others can benefit by 

increasing their likelihood of accomplishing their own goals. 
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The pnncipal and teachers had purposes behind their actions. They behaved the 

way they did for a reason or for several reasons. They may have been conscious of 

these reasons. Conversely, they may not even have been aware of why they were 

behaving as they did. Is it advantageous for people to become aware of why they 

behave as they do? When people are aware of their purposes, can they behave in a 

manner consistent with these purposes? Moreover, when people are aware of their 

purposes or goals, then they can better use strategic communication to help them 

accomplish their goals. 

The principal and teachers responded to each others' behaviors as ifthey were 

purposeful. When viewed through a micropolitical lens, actions which might otherwise 

have been considered ordinary became meaningful. When teachers or the principal 

observed actions of others, they imparted meaning to them. They responded to others' 

actions by assigning meaning to the behaviors they observed. These perceived 

meanings may have coincided with the original purposes of the actor. However, even 

actions which an actor might have considered meaningless might have meaning to an 

observer. An observer will assign meaning to actions whether or not they are intended 

by the actor. Thus, it may be advantageous for people to be aware of their actions 

which strategically communicate messages to others, and to use these actions to help 

them accomplish their goals. 

Relationships, Empowerment, and Expectations 

Sttategic communication between the teachers and principal in this productive, 

irmovative elementary school were found to fall into three categories. First, strategic 

communication was used to build or strengthen the relationship between the teachers 

and principal. This communication centered around ceremonial events, tmst, respect, 

friendship, empathy, and humor. Second, strategic communication empowered 
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teachers. This communication focused on ttaining, money, support, extta work, 

involvement, and creativity. Third, strategic communication was used to relay 

expectations. Expectations centered around children, appraisals, the suggestion box, 

the basket, nonnegotiables, and praise. However, these three broad categories, 

relationships, empowerment, and expectations were not intended to be mutually 

exclusive. 

The principal and teachers used strategic communication to attempt to accomplish 

several goals simultaneously. For example, training opportunities gave teachers at 

Walters new skills and ideas which empowered them to make decisions in their 

classrooms and school. Mrs. Doss attended ttaining sessions with her teachers. Not 

only did it help her and the teachers to obtain common knowledge, but it also provided 

an opportunity for them to get to know each other better and sttengthen their 

relationship. Mrs. Doss also communicated her expectation for teachers to continue 

professional growth by providing training for her teachers. As previously stated, the 

principal and teachers had purposes behind their actions, and these actions strategically 

communicated messages to others. The plural word "purposes" was chosen 

intentionally. When people strategically communicate, they may attempt to accomplish 

several goals at one time. Since people respond to others' behaviors as ifthey are 

purposeful, there is also another issue to consider. When people interpret others' 

behaviors as purposeful, they may assign several purposes to the behaviors they 

observe. 

The teachers and the principal used different methods to strategically communicate 

messages. Mrs. Doss' dressing as a wizard at the first inservice was well received by 

her teachers. Her teachers liked the goodie bags and other methods which Mrs. Doss 

used to strategically communicate her messages to them. However, the methods which 
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Mrs. Doss used to strategically communicate to her teachers were useful in her school 

with her teachers at this particular time. 

Strategic Communication Behaviors 

People have purposes behind their actions. Coordinating goals with their actions 

may help people better accomplish what they set out to do. People attempt to influence 

others by their actions. Becoming more aware of these actions and what they 

sttategically communicate to others may help individuals to better reach their goals. 

Since people respond to others' behaviors as ifthey are purposeful, people should be 

aware that others are continuously assigning meaning to their behaviors whether or not 

the meanings are intended. Since observers assign meanings to behaviors anyhow, it 

would be advantageous to be more aware of one's actions and what they really 

sttategically communicate to others, and align them with the goals one is attempting to 

reach. The following discussion summarizes the sttategic communication exchanged 

between the principal and teachers at this school. 

The Principal 

Actions of this principal sttategically communicated messages to her teachers, and 

her strategic communication was important in influencing teachers. What did Mrs. 

Doss do? 

Mrs. Doss invested meaning in her actions by looking for ways to strategically 

communicate rich messages to her teachers. The principal realized that if her actions 

were not enhancing her relationship with teachers, then her actions were thwarting the 

relationship. It was important for the principal to make sure her relationship with 

teachers was being strengthened. All actions of the principal sttategically 

communicated messages to teachers, whether these were intentional or not. From the 
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moment the principal arrived at the school in the moming until she left at the end of the 

day, all of her actions had meanings to the teachers in the school. Even actions in 

public had meaning for the teachers. The principal could not go through the day in an 

autopilot mode because teachers responded to even the most ordinary of her actions as 

ifthey did have purpose. Teachers treated everything the principal did as strategically 

communicating messages to them. Thus, it may be to a principal's advantage to utilize 

strategic communication so that it will enhance the principal-teacher relationship. How 

are principals to do this? They must not overlook the obvious and must invest time to 

strategically communicate rich messages to their teachers. Principals must be aware of 

their purposes, their actions, and their teachers' responses to their actions. This was 

what made Walters Elementary a productive place to study strategic communication 

between Mrs. Doss and her teachers. Mrs. Doss did many of the tasks other principals 

do, but it was how she did these tasks which made a positive difference in her school. 

Mrs. Doss made teachers feel special. Mrs. Doss did this by having refreshments 

and door prizes at meetings. She organized special events which provided a common 

fun experience for teachers, and these were especially important at the beginning of a 

new school year. However, making teachers feel special occurred throughout the year. 

Mrs. Doss made the initial inservice meetings fun and interesting for the teachers. She 

used a positive theme which she referred to throughout the year which reminded 

teachers about the special inservice. By making meetings special for teachers, Mrs. 

Doss accomplished several purposes. The meetings accomplished what business 

needed to be covered, but the meetings which made teachers feel special boosted 

teacher morale and motivated teachers. Otherwise ordinary mundane meetings became 

more productive because Mrs. Doss spent time planning special events for her teachers. 

Mrs. Doss strategically communicated the trust and respect she had for her 

teachers. Mrs. Doss communicated tmst in her teachers when she said they talked 
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among themselves about campus concems and did not talk about these with people out 

in the community. Mrs. Doss respected her teachers personally and professionally. She 

also respected their time by having fewer staff meetings. When staff meetings were 

held, they were run efficiently. 

Mrs. Doss used strategic communication to build and strengthen the friendship 

element of her relationship with teachers. This did not mean the teachers and Mrs. 

Doss were social friends, but rather that they had a relationship in which they enjoyed 

working together. Mrs. Doss was interested in teachers for who they were and was 

careful not to think of them merely as workers. Mrs. Doss strengthened her friendship 

with teachers in her actions, such as organizing fellowships, and in her words, such as 

the goodie bags which held items she considered symbolic. The goodie bags were an 

appropriate way to emphasize the friendship between the staff at Walters. IVlrs. Doss 

also did not merely manage her school and teachers, but she worked with them to set 

goals and to work toward achieving them. The friendship between Mrs. Doss and her 

teachers created somewhat of a buffer so that there was room for them to make 

mistakes. Mrs. Doss and the teachers were not anxious with each other. There was a 

relaxed relationship between them. 

Mrs. Doss showed empathy to teachers. Teachers at Walters responded positively to 

Mrs. Doss who empathized with their professional and personal concems. Mrs. Doss 

empathized with teachers by knowing who was ill, and she made the hospitality 

committee aware of these teachers so they could take meals to them. I did not observe 

teachers taking advantage of Mrs. Doss' empathy. Mrs. Doss may have empathized 

with teachers, but teachers knew they must fulfill their responsibilities. 

Mrs. Doss' use of humor strengthened her relationships with teachers. Mrs. Doss' 

humor served as a stress reliever and helped teachers enjoy what otherwise might have 

been mundane meetings. Mrs. Doss occasionally used humor when making teachers 
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aware of their mistakes. She told teachers what they did wrong, what they needed to 

do, and she used a little humor which seemed to keep them from feeling negative about 

being corrected. This prevented teachers from avoiding her after they had made a 

mistake. The appropriate time, place, and topic was considered when Mrs. Doss used 

humor. 

Mrs. Doss provided training for teachers. Mrs. Doss gave ttaining to all teachers of 

a particular grade level or to all teachers of the same subject area. Every teacher who 

could benefit from or apply the training received it. This allowed teachers to work 

together to implement ttaining as they saw appropriate. Training was not be done on a 

hit-and-miss basis. Mrs. Doss provided the ttaining teachers requested and made 

teachers aware of available ttaining. She looked for ways to pay for the training 

teachers requested or needed. Most teachers at Walters told me how they looked 

forward to receiving additional ttaining. There seemed to be a snowball effect from 

receiving ttaining. The training helped teachers dream about what was possible in their 

classrooms and school. Since Mrs. Doss went to training with teachers, she shared their 

visions. Mrs. Doss empowered her teachers by providing ttaining for them. IVlrs. Doss 

and teachers at Walters found campus-wide training to be most effective. Mrs. Doss, 

the teachers, and even the aides attended the ttaining together. 

Mrs. Doss provided resources teachers needed. She sought grants for additional 

funds. Mrs. Doss believed her teachers best knew their needs, and she told them to 

request what they needed. If teachers requested something which could not be 

purchased right away, Mrs. Doss told them they might have to wait until she received 

another grant. Mrs. Doss did not merely tell teachers they could not have what they 

requested. She asked teachers to prioritize their purchase requests which helped her to 

fill the requests as money became available. 



218 

Mrs. Doss strategically communicated her support for her teachers. Mrs. Doss 

supported her teachers in parental meetings. She also supported her teachers by making 

them aware of technology that was available. Mrs. Doss often communicated with her 

teachers. She was in the halls and classrooms. She knew what they were doing and 

was supportive of their efforts, and she was not known by her teachers as a critic. 

When she had helpful suggestions, she shared them with her teachers. She gave 

teachers suggestions because she wanted to help and support them in their work. 

Mrs. Doss was prepared for extra work. Teachers often responded to empowerment 

by doing extra work which sometimes meant more work for the principal. Teachers 

needed help or guidance carrying out programs. Mrs. Doss sometimes needed to 

caution teachers to not do too much at one time and to plan well when implementing 

new programs. Mrs. Doss realized how much her teachers did. When implementing 

new programs she encouraged teachers to do these on a small trial basis first. She also 

encouraged them to research programs in which they were interested. Mrs. Doss also 

researched programs to introduce to her teachers. She stayed informed about what 

others schools were doing to help increase student achievement. 

Mrs. Doss encouraged teacher involvement in the school. Mrs. Doss delegated 

responsibilities to teachers, and her teachers were actively involved in making decisions 

for their school. The committees which Mrs. Doss called cadres were an effective way 

to get teachers involved in the school. Mrs. Doss helped chairs set agendas before 

meetings, and chairs tumed in meeting summaries afterwards which kept Mrs. Doss 

informed. Mrs. Doss attended meetings if teachers asked her to or if she had something 

to tell them. Mrs. Doss listened to her teachers. If their opinion differed from hers she 

seriously considered what they said and often changed things in the school to better 

reflect what the teachers wanted. Mrs. Doss was not afraid to try new ideas, and this 

encouraged teachers to find new ways to accomplish their goals. 
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Mrs. Doss encouraged creativity. Mrs. Doss encouraged teachers to be creative in 

their classrooms, in their school, and in their problem solving. She let teachers 

schedule their days to meet student needs. One unexpected benefit of this was that 

teachers bonded and respected each other. She often gave teachers general guidelines 

to follow and let them decide how they would follow them. Mrs. Doss encouraged 

creativity and did not stifle it by being consumed with a fear of failure. If a new idea 

did not work, then it was considered a leaming experience. 

Mrs. Doss strategically communicated child-centered expectations. Mrs. Doss' 

ultimate goal was to improve student achievement. This was a goal she and her 

teachers shared. This goal was obvious in her actions. Irmovative programs were 

implemented for the children's benefit. The principal and teachers at Walters genuinely 

cared about children. 

Appraisals were an opportunity for Mrs. Doss to strategically communicate to 

teachers what she expected them to do in the classroom. Mrs. Doss gave teachers input 

into their own appraisals. She let them give her times they preferred having their 

classrooms visited for formal appraisals. She asked teachers to choose an area they 

were weak in and to work on it. She used appraisals to help teachers meet their own 

goals. Mrs. Doss used appraisals more as a formative process and than as a summative 

one. Her actions during appraisals helped her teachers somewhat to relax. No matter 

how the appraisal of a teacher went, Mrs. Doss always found something positive about 

the lesson, and she left a complimentary note on the teacher's desk. Teachers looked 

forward to these and appreciated them. Mrs. Doss was in her teachers' classrooms often 

and not just when formally appraising them. This helped to alleviate teacher sttess. 

This also prevented teachers from resenting a principal who only visited their 

classrooms to appraise them. Mrs. Doss was sensitive to the stress which appraisals 

caused teachers, and she found ways to reduce this. She made sure teachers new to the 
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school understood what to expect during appraisals. After appraisals Mrs. Doss took 

time to explain what she meant by her comments. She also used videotaped lessons to 

help teachers see what she observed. This was a helpful tool to use m teacher 

conferences. 

Mrs. Doss told teachers when expectations were nonnegotiable. Mrs. Doss was 

honest with teachers and told them when there was a policy which had to be followed. 

She also told them when she had expectations she wanted them to meet. Often she 

gave them a general expectation and asked teachers to decide how they wanted to meet 

it. Mrs. Doss was careful how she phrased her expectations. For example, she would 

ask teachers to tell her "what" they had decided to do for a service project instead of 

asking "if they had decided to do a project. This let teachers know that she expected 

them to choose a project. 

Mrs. Doss was visible. She was where the teachers were. Mrs. Doss was in the 

halls, in the classrooms, in the cafeteria, on the playground, and in the lounge. 

Teachers knew they would see her. She often visited classrooms which kept her 

informed of what teachers were doing. Teachers liked having a visible principal. She 

was not only visible, but her visibility made her accessible to the teachers. 

Mrs. Doss offered alternative ways for teachers to strategically communicate to her. 

Mrs. Doss had a suggestion box which allowed teachers to offer suggestions 

anonymously. She and teachers agreed that good ideas had come from the suggestion 

box. She also had a way for teachers to communicate with her when she was out of her 

office. Mrs. Doss had a basket on her door in which teachers left notes. This allowed 

teachers to tell Mrs. Doss what she needed to do to help them or to just keep her 

informed. 

Mrs. Doss praised teachers for their individual and group efforts and 

accomplishments. Mrs. Doss praised teachers in front of their peers, and she left notes 
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in their boxes praising their individual and group efforts. This let teachers know that 

they were meeting or exceeding her expectations and that she recognized and 

appreciated their work. It also let teachers know Mrs. Doss was aware of what was 

going on in her school. Mrs. Doss also rewarded her teachers with different types of 

certificates. Teachers appreciated receiving early leave certificates they received for 

their extta work. Mrs. Doss decided what was appropriate praise for her teachers. Her 

praise was sincere. 

The Teachers 

Actions of the teachers in this school also sttategically communicated messages to 

their principal, and the sttategic communication of teachers was important in 

influencing their principal. What did the teachers do? 

Teachers looked for ways to strategically communicate rich messages to their 

principals. Teachers used weekly summary sheets to sttategically communicate with 

their principal and left notes in the basket on her door to keep her informed. If teachers 

wanted to sttategically communicate to their principal anonymously, then they used the 

suggestion box. Many teachers simply sttategically communicated with Mrs. Doss 

when they saw her. The teachers strategically communicated with Mrs. Doss when they 

needed or wanted. 

Teachers expressed appreciation for the special things their principals did. V^en 

teachers told Mrs. Doss how they appreciated her past special inservice meetings, this 

influenced her to plan one again this year. Mrs. Doss organized a hospitality committee 

made up of teachers who provided refreshments for each staff meeting. Teachers were 

willing to help organize activities which made their peers feel special. Teachers also 

looked for sincere ways to reciprocate kind gestures to their peers and principal. After 
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the first special inservice, many teachers expressed their appreciation to Mrs. Doss for 

all the work she had done. 

Teachers portrayed actions which caused the principal to trust and respect them, 

and they strategically communicated their trust and respect for their principal. Walters 

teachers showed their ttoist for Mrs. Doss by confiding in her. This relationship 

between Mrs. Doss and her teachers had grown over the past years, and as the 

relationship grew so did the teachers' tmst in her. It had taken several years for Mrs. 

Doss and the teachers to build the relationship described in Chapter IV. Teachers 

noticed when their principal showed respect towards them and communicated their 

appreciation for this. For example, Mrs. Doss showed respect for teachers' time by 

limiting the time spent in staff meetings. Her teachers expressed their appreciation for 

this which reinforced Mrs. Doss' efforts. 

Teachers played an important role in building a friendly relationship with their 

principal. Teachers promoted this relationship by sharing ideas with their principal. 

One teacher at Walters shared the goodie bag idea with Mrs. Doss who in tum shared it 

with the entire staff Another way teachers and the principal showed the special 

relationship they had was by purchasing identical tee shirts. Teachers also participated 

in friendship-building activities which were provided by their principal. Walters 

teachers participated in fellowships and other activities such as bringing ornaments to 

the staff Christmas tree. Mrs. Doss allowed teachers to have an extended lunch to help 

build the friendship of teachers. 

Teachers showed empathy for their principal's personal and professional concerns. 

Teachers at Walters showed this by being concemed about Mrs. Doss' health. Teachers 

considered their principal's feelings. For example, Walters teachers attended meetings 

because they thought Mrs. Doss would be disappointed ifthey did not attend. When 

teachers wanted to influence their principal, they collectively made requests. Mrs. Doss 
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said her teachers influenced her most when all the teachers of a grade level came to 

make a request. Making the request in person also had other advantages. When 

individual teachers wanted to influence their principal, they were persistent about 

making their request. The Walters teachers who requested a grade level change did 

this. She requested the grade level change daily. She was persistent and direct with her 

request, and Mrs. Doss was influenced to allow this teacher to change grade levels. 

Humor was used by teachers at Walters, and it showed the relationship they had with 

their principal. Teachers at Walters worked hard, but they did take time to see humor 

in different circumstances. The humor I observed at Walters seemed to enhance the 

relationship between Mrs.Doss and the teachers. The humor I observed at Walters 

seemed appropriate for topics being discussed and did not conflict with the 

professionalism of the teachers or Mrs. Doss. 

Teachers requested training they desired to have and encouraged their principal to 

give training to all of those needing it. Training at Walters was usually campus wide, 

and Mrs. Doss trained along side of her teachers. The principal and teachers having the 

same experiences helped them to dream together. Mrs. Doss and the teachers also 

benefitted from traveling to and from ttaining. It helped them share ideas and get to 

know each other better and on a more personal level. 

Teachers requested and sought resources they needed. Walters received many 

grants which gave teachers extta money to spend on training and other resources. 

Teachers at Walters did not always get what they wanted right away, but they 

understood that they had to prioritize their purchases. They might have had to wait 

until additional funds were raised before they could get what they wanted. Teachers 

had a say in how money was spent in their school through site-based decision-making 

committees. The principal actively sought fimds for teachers to spend, and teachers 

expressed their appreciation for this. 
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Teachers supported their principal and expressed appreciation to their principal for 

supporting them. Teachers at Walters were empowered and often accepted extra work. 

Teachers had to make sure that they did not take on too much at one time which could 

have prevented them from doing quality work. Several teachers described how their 

principal supported them in meetings with parents, and they appreciated this support. 

Teachers supported their principal by talking among themselves or with Mrs. Doss 

when they had concems about the school. Teachers also supported Mrs. Doss by 

attending meetings with her. 

Teachers shared creative ideas with one another and their principal. Walters 

teachers often shared their ideas with Mrs. Doss and influenced her to let them try new 

ideas. Teachers at Walters Elementary were empowered and took on greater 

responsibilities. As a result, educational benefits were realized for their students. At 

Walters creativity was encouraged in all aspects of the school, from scheduling to new 

educational programs. 

Teachers strategically communicated and acted upon child-centered expectations. 

The principal and teachers both had children as their first priority. Teachers and Mrs. 

Doss had child-centered expectations which was evident in their school. Teachers 

made sure they strategically communicated their child-centered focus to their principal 

by their actions and words. Teachers were not only concemed about the academic 

progress of the students, but they also were concemed about the well being of students. 

From refreshments being served to children to playground safety mles, teachers had 

child- centered expectations as revealed by their words and actions. 

Teachers sought clarity of the principal's expectations. At Walters Elementary, 

appraisals were one way Mrs. Doss let teachers know her expectations. Teachers asked 

questions when they were not sure what to expect during appraisals. They also made 

sure they understood what the principal considered their weaknesses and strengths in 
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the appraisal. If there was an area the principal perceived to be weak, teachers made 

sure they understood exactly what the principal expected them to do in order to improve 

their teaching. Teachers also made sure they understood their principal's expectations. 

Teachers recognized some expectations of the principal were nonnegotiable. 

Teachers at Walters recognized certain expectations Mrs. Doss had were nonnegotiable 

such as the three week reports which were mandated by policy. When teachers 

disagreed with a principal's expectations, they asked if the principal would consider 

other alternatives. 

Teachers looked for productive ways to let the principal know their ideas. Teachers 

at Walters used the suggestion box when they wanted to make suggestions 

anonymously. Presenting ideas to representatives of a site-based decision making 

committee was a productive way to get new ideas considered. If teachers needed to 

communicate with their principal when she was out of the office, teachers left notes in 

the basket on the principal's door. Walters teachers left many notes in the basket on 

Mrs. Doss' door to keep her informed. Teachers looked for ways to keep their principal 

informed. 

Teachers genuinely praised their principal. This praise was not used in expectation 

of receiving anything in retum and was sincere. Teachers knew Mrs. Doss often 

recognized ingratiation and was not influenced much by it. Mrs. Doss said she was 

influenced the least by insincere flattery. 

Sttidy Contributions 

This study of one productive, innovative elementary school makes the following 

contributions to theory and practice. The insight of strategic communication being the 

process through which micropolitical behaviors are implemented provides contributes 

to micropolitical theory and is a promising area for future research. This insight also 
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informs communication theory. This study also contributes to micropolitical literature 

and communication literature by providing a rich description of strategic 

communication which actually occurred between a principal and teachers in one 

elementary school. 

Future Research 

The purpose of this study was to locate and describe strategic communication 

between a principal and teachers in a productive, innovative elementary school. This 

study did not include all communication which occurred between the principal and 

teachers, but it provided a thick description of the strategic communication which 

occurred between them. The data collected were collected from willing participants 

who shared information with me. For this I am grateful. I did not actively seek 

negative attitudes or situations at Walters, and I did not observe any negative attitudes 

or situations. This is not to say that all staff members were always happy with 

everything. However, based on my many visits to Walters I can honestly say that I 

believe such negative elements were rare. The topic of negative attitudes lends itself to 

future research questions as to how negativity is strategically communicated and how 

strategic communication might be used to overcome negative attitudes in a school. 

This study focused on positive effects of strategic communication. However, I do 

acknowledge that there could be a darker side to the use of sttategic communication. 

Some people may have negative or even malicious purposes; even they use sttategic 

communication in attempts to accomplish their goals. For example, a principal or 

teacher might not like another person on the staff and use strategic communication to 

negatively impact this person. For example, this could be done by communicating 

negative information about the person or by not communicating accomplishments of the 

person. In this case the goal of the strategic communication is to have a negative 
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impact on another person. Futtire research can be done to find out how principals or 

teachers effectively use sttategic communication in a negative or counterproductiv e 

way 

This study gave insight into the sttategic communication between a principal and 

teachers in a productive, innovative elementary school. The studv also demontrated 

that sttategic communication can be observed and analyzed in a school setting. Thus, 

there are other questions which might be investigated in future research. Is strategic 

communication the means by which micropolitical behaviors are implemented in other 

settings? What effective sttategic communication is used by teachers and principals 

w hen schools are undergoing change in order to become more productive? What type 

of strategic communication is used when there are different professional objectives or 

opinions between the principal and teachers? What sttategic communication is used by 

a principal and teachers in a middle school? What sttategic communication is used by a 

principal and teachers in a high school? Do principal and teachers in productive and 

innovative schools use different types of sttategic communication than principals and 

teachers in other schools? What effective sttategic communication is used by educators 

in parental encounters? What effective sttategic communication do teachers use to help 

students achieve? What sttategic communication do students use in the classroom? 

How can teachers help students leam how to better use sttategic communication? What 

effective sttategic communication do centtal administtators use in their school districts 

and community? How does being aware of sttategic communication help a person 

better use it to accomplish goals? What ttaining can be added to educational programs 

which would help educators better use sttategic communication? Does sttategic 

communication differ for males and females? These are but a few questions others 

might explore. 
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