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ABSTRACT 

School Culture is an important factor in the improvement of student 

achievement. However, the literature on the improvement of school culture 

reports that the concept of culture is vague and where improvement is attempted, 

it may take from three to five years. 

The purpose of this study was to describe the process of importing a 

culture of success to a school in a short period of fime using the Four 

Cornerstones . The study was divided into two phases. Phase I described 

changes in perspectives and understandings of the Four Cornerstones and 

importing a culture as a result of a weeklong workshop. Phase II described how 

the principal of one school used the Four Cornerstones to import a culture of 

success during the Inifiafion stage of change. 

Eleven principals from three rural West Texas school districts participated 

in phase one. In phase two, one elementary principal from the workshop 

volunteered to participate. Data were collected using questionnaires, interviews, 

observation, documents, and focus groups. 

Analysis was performed using the constant comparafive method. This is a 

research design for mulfidata sources, where the analysis begins early in the 

study and is almost completed by the end of the data collection. The data from 

all sources were reviewed through line-by-line inspecfion. Specific quotes were 

taken from the data and recorded under emergent categories in each phase. 

VII 



In phase one, three categories emerged: (1) the principals' movement 

from descriptive to proactive; (2) principals motivating teachers to become 

promoters of student success; and (3) principals motivafing students to a belief in 

success. In phase two, two categories emerged: (1) changing the guard (new 

principal) and (2) emphasis on success. 

Findings were interpreted using the theory of symbolic interacfionism as a 

lens to gain insight to the reciprocal influence of the principal, staff, students, and 

community in inifiating change using the Four Cornerstones to import a culture of 

success. Interaction occurred that helped the all the above to view themselves 

differently and allow them to believe success would happen. The initiation stage 

of change was accomplished in a period of two and one half months. 

VIM 



CHAPTER I 

INTRODUCTION 

With the publication of "A Nation At Risk" (National Commission on 

Excellence, 1983), scholars began to redefine the role of school administrators in 

educafional reform. Studies began to identify the importance of instructional 

leadership in school change and improvement inifiatives (Hallinger & Anast, 

1992). Hall (1988) described how the leadership of principals in change efforts 

made a major difference in terms of how successful teachers are in implementing 

new programs. Jacobus (1997) has reported that the managing of change is 

becoming a basic requirement of instrucfional leaders rather than just a specialty, 

and that school leaders of the future must be able to understand and successfully 

use the theorefical and practical aspects of the change process. 

Thompson (1992) described the new leadership roles of school leaders in 

this way: 

As demands on schools for improved quality and broader services 
(sic), a new leadership emerges. No longer managers of routines, 
school administrators need increasingly to take inifiative. They 
must understand change as well as manage it. They must involve 
and motivate staff, create a positive culture, build a group vision, 
develop quality educafional programs, provide a positive 
instrucfional environment, encourage high performance, apply 
evaluation processes, analyze and interpret outcomes, be 
accountable for results, and maximize human resources, (p. vi) 

Pounder, Ogawa, and Adams (1995) described research on leadership as the 

center of the field of educational administration due to the widely shared belief 

that leaders affect the performance of school organizations. 



A key factor in the change process through leadership is the change or 

improvement of the school culture. This process involves several aspects of the 

school organization. As Hannay and Ross (1997) stated: 

Reculturing involves adapting the cultural norms in schools, 
including how individuals interact, how priorities are established in 
the school, and conceptions of what is deemed to be the essence 
of secondary school education, (p. 589) 

Littledyke (1997) described the culture in a school as the process of teachers 

developing specific understandings about what is required of them such as skills, 

techniques, values, attitudes, and beliefs in order to be a member of that culture. 

Statement of the Problem 

Hall (1988) indicated that principals do make a difference in providing 

leadership for change in their schools. In the past two decades, demands on 

schools for achievement have increased which has made a dramafic impact on 

the role of principals. This role has become more complex and demanding in 

terms of knowledge and skills (Hallinger & Heck, 1996). 

The overall growth of leadership development programs has been 

attributed to needs expressed by principals for addifional training as well as 

needs expressed by external agencies and policymakers (Barth, 1986). 

Historically, professional development of administrators has been primarily 

delivered through workshops such as conferences, conventions or college 

courses. In addition to these, administrators have typically attended special state 



or federal conferences that covered curricular, policy, or instructional programs 

(Hallinger, 1992). During the 1980's, there was a major growth in the number 

and types of in-service training programs in response to the shifted role 

expectations of principals (Hallinger & Anast, 1992), such as leadership 

academies sponsored by states, private organizations, or professional 

organizations (Hallinger, 1992). Some examples of these academies are the 

Indiana Principal's Leadership Academy (Hallinger & Anast, 1992), the Institute 

for Development of Educafional Activifies (Dunn, 1986), California Leadership 

Academy (Marsh, 1992), and The Maryland Professional Development Academy 

(Huddle, 1982). 

Educafional change has typically been viewed as a process that takes a 

great amount of time. "A significant change takes three to five years from its 

inifiafion to the point at which it becomes truly incorporated into the ongoing life 

of a school and its classrooms" (Loucks-Horsley & Hergert, 1985, p. 45). 

Wermuth, Cunanan, and Maddy-Bernstein (1997) reflected the same senfiments: 

Successful restructuring seems to take time to develop, implement 
and evaluate. On the average, it has taken the partner-sites 
approximately three to five years to plan and develop restructuring 
activifies before they were initiated on a wide scale. In many 
cases, changes are not totally integrated even at the end of five 
years, (p. 7) 

The length of time it takes to institute change as stated above has been 

one of the problems that plagues school organizafions in their quest to make 

positive changes in the education process. Miller (1994) stated that the fime 



needed for change is too often in short supply. Positive results of the change 

take too much time to see, and commitment diminishes as the process moves 

foRA/ard. Not only does the length of fime for the change process tend to 

decrease the commitment of stakeholders, but so often these stakeholders 

change. Crandali, Eiseman, and Louis (1986) wrote that attempts toward 

improvement were often aborted. They fell victims to administrative and teacher 

turnover, reassignment of teachers and administrators, or the shifting in priorities 

based on new ideas. 

The process of change has been discussed in the educational literature. 

Participants' attitudes about and perceptions of change have been discussed as 

a barrier to successful implementafion. Fullan (1991) described the importance 

of perceptions of change in this way: 

We have become so accustomed to the presence of change that 
we rarely stop to think what change really means as we are 
experiencing it at the personal level. More important, we almost 
never stop to think what it means for others around us who might 
be in change situations. The crux of change is how individuals 
come to grips with this reality. We vastly underestimate both what 
change is and the factors and processes that account for it. (p. 30) 

Deal (1986) noted that in order to make schools different we need to focus 

on the attitudes and beliefs of people and the norms that develop in an 

organization. Changes in attitudes, beliefs, skills, and norms are the necessifies 

to move in new directions. These attitudes and beliefs are discussed in the 

literature as components of the culture of a school (Deal, 1993). 



Every school has a unique cultural environment, and administrators have 

an important role in its development. Even though administrators are key, the 

culture is larger than the sum of its parts (Harris, 1992). Since the culture of a 

school is so complex, many authors describe culture as evolving rather than 

managed. A school's culture is very influential, usually is unconscious, and 

generally is unexamined. These cultural aspects are the reasons schools are 

extremely difficult to alter or restructure in any fundamental way (Chrispeels, 

1992). 

Training principals to manage improvements in schools has been 

discussed throughout the literature. The literature, however, is lacking in 

informafion about the continuous follow-up and support systems for principals 

who are trying to implement specific processes to make lasting improvements in 

student achievement in their schools. In addifion to this gap, there is a lack of 

informafion to show that change can occur more quickly than the three to ten 

years suggested by Fullan (1991). Even though school culture has been studied 

for many years and has been described as a changing culture, an improving 

culture or a transforming culture, there has until recently been a void in the 

research that describes "importing a culture" (Reavis & Vinson, 1997). 

Theoretical Framework 

The theorefical framework of this study is the theory of symbolic 

interacfionism. Harris (1996) described Herbert Blumer's symbolic interacfionism 

as: 
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A down-to-earth approach to the scientific study of human group life 
and human conduct. Its empirical world is the natural world of such 
group life and conduct. It lodges its problems in this natural world, 
conducts its studies in it, and derives its interpretations from such 
naturalisfic studies, (p. 1) 

According to Harris (1996), Blumer described social interaction as the 

supposition that group life consists of interaction between members of a group. 

The actions of others must be constantly considered in the decision making 

process of the individual. It is the interaction with others that is the first and most 

important determinant of the behavior of the individual. 

Hewitt (1994) discussed George Herbert Mead's formulafion of ideas 

about symbolic interacfionism from the point of view that humankind, unlike the 

animals, learns about and controls their environments through social interactions. 

Humans use language as their primary form of interacfion. Language is used by 

the speaker and the spoken to as symbols that cause each party to identify those 

symbols with "self in order to anticipate the conduct of each other and to 

formulate responses that will alter the conduct of each. Bogdan and Biklen 

(1992) described "self this way: 

The self is the definition people create through interacting with 
others of who they are. In constructing or defining self, people 
attempt to see themselves as others see them by interpreting 
gestures and actions directed toward them and by placing 
themselves in the role of the other person. In short, people come to 
see themselves in part as others see them. The self is thus also a 
social construction, the results of a persons perceiving themselves 
and then developing a definifion through the process of interaction, 
(p. 37) 



Symbolic interacfionism was used in this study to examine how the 

principal of a campus interacted with staff, students, and community in order to 

inifiate change using the Four Cornerstones and importing a culture based on 

what was learned during the summer workshop. Preparing to implement the 

change process required the principal to interact with people in a way that 

assisted him to import a culture of success before implementation could take 

place. Interacfion is an important factor in the culture of an organizafion. 

Symbolic interacfionism is the theoretical base that assists us to understand why 

people act in a certain way and why they react to what is going on around them 

(Bogden & Biklen, 1992). 

The culture of a school campus is a strong indicator of the success that is 

expected by the teachers, students and community (Chrispeels, 1992). Symbolic 

interacfionism as it influences culture guided this study in describing the changes 

in culture using the Four Cornerstones and an imported culture model. 

Components of the Study 

The components of this study were, inservice training for principals, 

culture of schools, and the inifiafion stage of change. In addition to the above, a 

theory proposed by Reavis, Vinson, and Fox (1999), The Four Cornerstones of 

Success was used to provide principal training to assist the change of culture in 

the schools. 
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Inservice Training for Principals 

In recent years, the primary job emphasis for principals has been 

redirected from school maintenance to instructional leadership (Johnson & 

Snyder, 1986). Marsh (1992) noted that a common element of a large body of 

research on the leadership of principals is "the potential power of the 

administrator as a significant force in the improvement of the organizational 

conditions and instructional forces that affect student outcomes" (p.386). These 

views are reflected in the literature as a strong basis for the need for inservice 

training of principals. Dunn (1986) described this need in this way: 

It can be argued that the role of the school principal will demand 
new knowledge, skills, and attitudes to bring about those changes 
required for long term school improvement. The dearth of 
structured inservice activities for principals assumes that all 
principals have the proficiency in those areas to meet the challenge 
of taking on new fledged duties, tasks, and responsibilities. The 
fact remains, though, that there seems to be a great need for 
inservice education for principals; principals need the opportunity to 
learn and grow professionally, (p. 91) 

Culture of Schools 

The term culture is found throughout the literature in reference to change 

in schools. Stolp and Smith (1995) describe school culture as: 

historically transmitted patterns of meaning that include the norms, 
values, beliefs, traditions, and myths understood, maybe in varying 
degrees, by members of the school community. In practical terms, 
educators speak of their school's culture when they explain to 
newcomers "the way we do things around here." (p. 13) 



Deal (1993) termed culture as a construct that helps explain why schools exhibit 

the same patterns across different conditions. Culture fuses individual identity 

with the same destiny (Deal, 1993). 

The Initiation Stage of Change 

According to Fullan (1991), there are four stages of change: initiation, 

implementation, continuation, and outcome. The initiation stage is the beginning 

stage of the change process in which planning and mobilization occur to prepare 

for change. Fullan (1991) wrote: 

Ideally, the best beginnings combine the three R's of relevance, 
readiness, and resources: 
• Relevance includes the interaction of need, clarity of the 

innovation and utility, or what it really has to offer the teachers 
and students. 

• Readiness involves the school's practical and conceptual 
capacity to initiate, develop, or adopt a given innovation. 

• Resources concern the accumulation of and provision of 
support as a part of the change process, (pp. 63-64) 

Fullan (1991) suggests other factors affecting the initiation stage might include 

the following: 

• Central administrative advocacy - Change never occurs without the 

proper advocates. Central office administrators are the most powerful 

advocates to have. 

• Teacher advocacy - Even though not all teachers are in contact with 

the new ideas at the beginning, the ones that are can provide 

important support for the change. 
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• Access to information - Occasionally information is provided 

selectively. The information that flows to the participants in the change 

process is important to the success of the project. 

• Community - The community can provide pressure, support, 

opposition or just be apathetic toward the change process. The 

support of the community is important to the success of the project. 

Hall and Hord (1984) described planning and initiation as the stage of change 

that includes agreement with the project and the communication of support and 

enthusiasm for the project. During the initiation stage the "taken-for-granted" 

assumptions are questioned and new ways of operating are learned (Hannay & 

Ross, 1997). For the purpose of this study, the term initiation will be used to 

indicate the early stage of change that all change processes must go through. 

The Four Cornerstones 

On the basis of a yearlong research of a high school in rural West Texas, 

Reavis, Vinson and Fox (1999) identifled the Four Cornerstones: 

1. A culture of success - Even before you entered the building, 
your expectations for success were established. Heroes and 
heroines of the culture were anointed. 

2. Systems - In brief, systems theory holds that there are no 
isolated events - that all elements in a system are connected. 

3. Capacity-building - It seems clear that if we want schools to 
change, then we must enable the teachers in those schools to 
develop their skills and abilities. Some schools follow a 
smorgasbord approach to professional development. But if one 
has a vision for systemic school improvement, a focused 
approach to professional development is more likely to yield 
results. 
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4. Motivation. Incentives were widely used at this high school. 
Contests, challenges, competitions were a daily event. The 
critical factor was whether the reward was used to highlight a 
value of the organization, (pp. 4-6) 

Purpose of the Study 

The purpose of this study is to describe a training opportunity for principals 

and the subsequent initiation stage of the change process in a school which 

chose to continue participation in the study. More speciflcally, this study 

describes and analyzes: (1) the outcomes of the training program in the Four 

Cornerstones; and (2) the initiation stage of change to provide insights for others 

who are involved in school change. 

Research Questions 

The following research quesfions guided this descriptive study: 

How did the principals' perspectives and understandings of 
the Four Cornerstones and importing a culture change as a 
result of the weeklong workshop? 

How did the principal use what was learned at the summer 
workshop on the Four Cornerstones and importing a culture 
as a process to interact with teachers, students, and 
community to inifiate change, and how did this inifiafion 
stage impact teachers, students and community? 

Delimitafions 

The delimitations of this study are: 

1. The scope of the research will be confined to the training program and 

the initiation stage of the change process. 
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2. This study will not investigate any improvement in student achievement 

as a result of the imported culture and the Four Cornerstones. 

3̂  The scope of the research will be confined to schools on the South 

Plains of Texas that are identified as under-performing on the Texas 

Assessment of Academic Skills (TAAS) and which volunteer to be a 

part of this project. 

Limitations 

The limitations on this study are defined as follows: 

1. The population of the study will be confined to the participants in the 

summer workshop and one rural school. 

2. This study will be limited to the initiation stage of the change process 

and cannot project beyond that point. 

3. The study is qualitative in nature and generalizability of results will be 

limited to schools similar to the one included in this study. 

Assumptions 

Assumpfions that were made for this study are: 

1. Views expressed by respondents provide a valid refiection of their 

experiences. 

2. The principals attending the workshop will make a diligent effort to 

initiate the Four Cornerstones. 
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3. The district will permit the volunteer principal to inifiate the Four 

Cornerstones. 

4. A graduate student will be able to provide data that will assist the 

volunteer principal in initiating the Four Cornerstones. 

5. The Four Cornerstones represent the key elements of an imported 

culture. 

6. A week-long workshop with follow-up seminars, Help line/Hot line, and 

graduate student assistance will provide sufficient support to enable 

the principals to initiate the Four Cornerstones. 

Definition of Terms 

The Four Cornerstones 

The four components that assist administrators in importing a culture: 

1. A culture of success - This component uses high expectafions for 

success, recognition for staff and students, rites and rituals, stories of 

success and the principal as "high phest." 

2. Systems - Systems theory states that all elements in a system are 

connected; there are no isolated events. All events are part of the 

larger interlocking system. 

3. Capacity building - Teachers must be enabled to develop their skills 

and abilities. In systemic improvement, a focused approach to 

professional development is more likely to yield results. 
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4. Motivation - Motivation is accomplished with the use of incentives and 

rewards. These come in the form of contests, challenges, and 

competitions with prizes for success. It is critical that the rewards are 

used to expound the value of the organization (Reavis, Vinson, & Fox, 

1999). 

"The Four Cornerstones provide a solid foundation for fast/effective school 

change" (Reavis, Vinson, & Fox, 1999, p. 201). The Four Cornerstones are 

applied in one or more ways on a daily basis in order to immerse the school in 

the four components for the purpose of emphasizing success and building the 

drive for success. 

Imported culture 

Imported culture is a term applied to transitioning a culture that is very 

different from the present culture and would probably never develop without an 

outside agent (Reavis & Vinson, 1997). Culture is a set of patterns in an 

organization that include the norms, values, beliefs, traditions, and myths that 

guide the everyday operation and direction of the organization (Stolp & Smith, 

1995). Sarason (1996) noted that in order to institute change in a school, one 

must understand the present culture and make strides to improve that culture 

before other changes can be made. Reavis and Vinson (1997) described 

imported culture this way: 

Cultures that hold the values of success, trying hard, believing in 
oneself, persevering, and never giving up until the job is done and 
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done well, can be imported into a school that has a very different 
culture. The importing of this culture is independent of the ethnicity 
of the students, their socio-economic status, or the isolation and 
tradition that may be associated with a rural location, (p. 9) 

Principal Inservice Training 

Inservice is additional training to improve skills and knowledge after 

service has begun. Daresh and LaPlant (1985) describe inservice training for 

principals as a process using strategies designed to help principals acquire new 

knowledge and skills to perform their jobs as key leaders of educational 

improvement. Hallinger and Anast (1992) noted that significant changes in a 

principal's pracfices could only occur when the professional skills have been 

strengthened through inservice training and there is a strong support from the 

local level. 

Initiation Stage of Change 

This is the process that leads up to and includes a decision to adopt or 

proceed with change. Initiation is what happens by way of mobilizafion, and 

planning to prepare for change. Initiation can cause "meaning or confusion, 

commitment or alienation, or simply ignorance on the part of participants and 

others affected by the change" (Fullan, 1991, p. 64). The initiafion stage of the 

change process can be called "getting started." This is the stage at which 

teachers come to terms with new ideas and practice new behaviors (Aldeman & 

Walking-Eagle, 1997). 
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Procedures 

This study was a descriptive study using qualitative methods to describe 

the outcomes of a weeklong principal training workshop using the Four 

Cornerstones (Reavis, Vinson & Fox, 1999) as a conduit to assist change in the 

school. The study was limited to the initiation phase of change (Fullan, 1991; Hall 

& Hord, 1984; Hannay & Ross, 1997) in order to describe outcomes of the Four 

Cornerstones addressed during the summer training workshop. This study was 

divided into two phases of data collection: Phase I - Data collection during a 

summer workshop at the summer campus of a major West Texas university and 

Phase II - Follow-up onsite of a volunteer school. 

In Phase I, the data for this phase of the study was collected during a 

workshop co-directed by a professor at a state university in Texas and the 

principal from the school in which the Four Cornerstones were originally 

identified. The workshop participants consisted of eleven principals, three central 

office administrators, and six doctoral students. The workshop was held from 

July 5 to July 10, 1998. One of the principals attending this workshop 

volunteered to participate in Phase II of this study. 

During Phase I, the enfire workshop was recorded on videotape. The 

principals in attendance were interviewed at the beginning of the workshop using 

an open-ended questionnaire. The responses to this quesfionnaire were 

recorded on audiotape and notes were taken by the researcher. The audio and 

videotapes of the principals were transcribed and analyzed. 
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Each attendee kept a journal of daily activities. These journals were a 

learning record of the activities and a reflection of the process by each subject 

(Jarvis, 1992). The observations of the doctoral students were discussed and 

compared each day during the week of training. 

At the end of the week, the journals kept by the principals were collected 

for analysis. A second interview using the same open-ended questions used at 

the beginning of the week recorded the views of the principals toward the Four 

Cornerstones and the imported culture concepts. 

Data gathered by the doctoral students on the participating administrators 

were utilized in this phase of this study. The professor who conducted the 

summer workshop conducted training sessions for data gathering. 

The data collected during the flrst phase of the study were reviewed and 

categorized. After the mechanical sorting (Bogdan & Biklen, 1992) was 

accomplished, the data were used to help formulate the processes used in phase 

two of the data gathering. Questionnaires, interview schedules, observations, 

and other qualitative data gathering methods were developed from the data in 

phase one based on the research question for this study. 

In Phase II, all data gathering was conducted on site at the campus of the 

volunteer school in a small rural West Texas school district. Data collection 

processes used were interviewing, observation, documents and records, and 

unobtrusive informational residues (Lincoln & Guba, 1985). Data were collected 
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during this phase by one researcher. The data collected were categorized, and 

analyzed. 

The data collection processes for Phase II were formulated using the 

research question and the data collected during Phase I. Qualitative data 

gathering is like a funnel. The first data collected is panoramic in nature bounded 

by the original research question. As the data are collected, the focus will be 

narrowed even further (Bogdan & Biklen, 1992). 

The process of data gathering included interviews with principals, 

teachers, other staff, students, and community members. Meefings were 

attended such as faculty meefings, principal meefings, departmental meefings, 

site-based committee meefings, and community meetings. Other forms of data 

gathering included focus group meefings, shadowing of teachers, principal, and 

students, documents produced by the school, and other residual data. One other 

source of data was the monthly trouble-shoofing seminar held by the co-directors 

of the summer workshop. 

After Phase II of the study, the data that had been gathered were 

consolidated and categorized. The research quesfions for this study guided the 

development of the categories. The data were mechanically sorted into 

categories in order to answer the research questions of this study (Bogdan & 

Biklen, 1992). 
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The constant comparative method of data collection and analysis was 

used (Glaser & Strauss, 1967). During Phase I of the data gathering, the 

doctoral students met daily to share data and begin analysis of the data. 

According to Bogdan and Biklen (1992), data gathering and analysis occur in a 

pulsating fashion. Bogdan and Biklen (1992) described pulsating this way, "First 

the data collecting session, then the analysis, another data collection session 

and more analysis, and so on" (p. 72). After each data collecting session, the 

data were categorized and analyzed on an ongoing basis. 

Significance of the Study 

This study is significant because it provides new insight into the change 

process in schools. The study investigated the use of principal inservice training 

with a follow-up support system on the Four Cornerstones (Reavis, Vinson, & 

Fox, 1999) as a process to assist principals in the inifiafion stage for the 

improvement of achievement on their campuses. According to Daresh and 

LaPlant (1985), administrators would prefer inservice in which they are actively 

involved in the sessions with programs that continue over a period of fime. 

Another significant point of this study was the use of the Four 

Cornerstones to import a culture of success. The literature refers to culture as 

evolving over a period of time (Harris, 1992). Stolp and Smith (1995) referred to 

cultural change as transforming culture. Other authors discuss the process as 

improving culture, changing culture, or managing culture. Importing a culture is a 

concept not found in the literature beyond the description given by Reavis, 
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Vinson, & Fox (1999). A first step in detailing the process of importing a culture 

is to describe and interpret the initiation stage of the process. An imported 

culture holds the promise of greatly increased student achievement in a short 

amount of time (Reavis & Vinson, 1997). 

A third significant part of this study was data sharing with the school where 

the data were gathered to assist in the initiation process. Each time data were 

gathered on site, the data were organized and returned to the campus for 

verificafion and shared with the principal in order for adjustments to be made in 

the inifiafion process. 

Organizafion of the Dissertation 

This dissertafion is organized into five chapters: 

Chapter I - This chapter introduces the study and explains the important 

components of the study with an introduction into the procedures to be 

followed. 

Chapter II - In this chapter, the available literature is reviewed in order to 

describe current and past study of the related topics of this research. This 

review helps identify the need for this research so as to fill a gap in the 

current knowledge base. 

Chapter III - This chapter reports the design and procedures that were 

followed in this study. The design and procedures are discussed in detail 

with reference to established pracfices. The analysis techniques are 

reported in detail. 
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Chapter IV - This chapter reports the findings of the study. All 

findings, charts and tables are reported in this chapter. 

Chapter V - This chapter summarizes the first four chapters. 

Results, conclusions, and implicafions for future research are 

reported in this chapter. 

Summary 

As noted in the statement of the problem, there is lack of literature to 

describe the importing of a culture into a school to assist the change process. 

This study describes the outcomes of a single school campus using the Four 

Cornerstones and importing a culture to inifiate change. 

Chapter II will review the literature to gain an understanding of principal 

training, the change process, and the culture of schools. The analytical review of 

the literature will identify the gap in the knowledge base that describes importing 

culture into a school. 



CHAPTER II 

LITERATURE REVIEW 

This chapter will review the literature pertinent to the purpose of this study. 

The literature review in this chapter will focus on professional development for 

principals, the change process, and the culture of schools. 

Professional development for principals is divided into two secfions. The 

first section deals with the sources of principal professional development, 

including inservice training. The second secfion reviews emergent training 

programs in principal inservice. 

The review of the change process is divided into three sections. The first 

section looks at the stages of change. The next section reviews the components 

necessary to institute the change process. The final section covers strategies 

that enhance the change process at all of the stages. 

The culture of schools is reviewed last. In this portion of the literature 

review, the definition of school culture and processes of changing or transforming 

the culture are discussed. 

Professional Development for Principals 

The successful educational leader exhibits the following characterisfics 

according to Block (1997): 

• The successful educafional leader must possess some image of 
the learning-teaching process. 

• The successful educational leader must focus on the 
institufionalizafion of the image of being innovative and 
committed. 

22 
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• The successful educafional leader must be funcfional in 
accomplishing this institutionalization, (p. 171-173) 

Professional development for principals is provided through university programs, 

pre-service, or through staff development, inservice. 

Milstein and Krueger (1997) described successful leadership preparation 

programs as those characterized by successful student recruitment, motivation to 

prepare strong leaders, and commitment to continuous improvement in the 

program. Principals are required to go through a pre-service program to gain the 

required credentials to move into administrative positions. La Plant (1979) stated 

that there was a greater need for improved pre-service and especially inservice 

education for principals to improve principal performance and to improve 

education for our children. Barth (1986) stated that principals have an important 

influence on what teachers teach and what students learn. Principals must keep 

abreast of the newest literature and be able to consider the implications of recent 

research to improve the achievement of students. 

"Inservice professional development programs for educational 

administrators are being offered with increasing frequency" (Silver & Moyle, 

1984, p. 18). School leaders are increasingly coming to recognize that the 

effective improvement of education in school systems cannot be brought about 

without continuing educafion programs for personnel responsible for 

improvement activities (Podemski, 1980). 
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The literature review for this study focused on the inservice staff 

development of principals rather than the pre-service development of principals 

primarily because of the changing needs of principals in achieving effective 

administration of school campuses. Leaders affect the performance of school 

organizations and must be prepared to make the changes necessary to improve 

the achievement of students on their campuses (Pounder, Ogawa, & Adams, 

1995). 

Sources of Professional Development 

Prior to 1980, the professional development experience for most 

school leaders in America was typically delivered in one or more of the 

following ways. One was the attendance, annually or sporadically, at the 

nafional convenfion of the administrator's respective professional associafion. 

Another consisted of enrollment in graduate courses taken to earn an advanced 

degree and/or addifional salary increments. Sfill another involved participafion in 

staff development offered in conjuncfion with a special state or federal curricular 

or instrucfional program. To this point, professional development for 

administrators was essentially ineffective in improving administrative practices 

(Hallinger, 1992). 

In 1980, leadership development centers, and academies were few 

in number; by 1990 they exceeded 150. These centers began to alter the 

professional development experience of principals (Hallinger, 1992). 
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The revolufion in leadership development in the United States can 

be traced to the beginning of the Harvard Principals' Center in 1981. The 

center originated to meet needs expressed by principals for ongoing 

professional growth and development The center cultivated experiences 

and activifies that were consistent with the problems, pressures, and demands 

experienced by principals in their schools (Barth, 1986). Moreover, the center's 

program was conceived by and designed for practicing school principals as 

opposed to aspiring school administrators. These features differentiated the 

Harvard Principals' Center from university-sponsored administrative preparation 

programs, which usually have derived their rationale and program from theory 

rather than pracfice (Hallinger, 1992). The positive response of principals who 

participated in the Harvard Center's program led to the replicafion of this model 

all over the United States (Barth, 1986). 

Concurrent with the increase in number of these principal-led centers, 

pressures to improve the quality of school leadership also increased. 

Administrative training represented one potenfial solution for policy makers to 

solve educational problems. Legislation was enacted to create state leadership 

academies. The central purpose of these academies was to increase the 

capacity of local school leaders to implement and sustain education reforms. 

Dual forces contributed to the overall growth of leadership development 

during the 1980's. These were the needs expressed by principals for addifional 
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professional development and support, as well as the needs expressed by policy 

makers and external agencies for school-based leadership that could support 

educafional reform (Hallinger, 1992). 

Dunn (1986) has oufiined five different models of inservice for principals: 

1. Traditional Model - This model involves school administrators enrolling 

in colleges or universities in order to complete course work for credit. 

They take this additional course work for the purpose of professional 

development, advanced degrees, or to gain addifional certificafions. 

2. Institute model - This model includes institutes, workshops, seminars, 

or any topical learning experience of a brief durafion. Professional 

associations, state education associations, colleges/universities, 

private foundations, and consultants deliver these institutes. 

3. Academy Model - The Academy Model is similar to the Tradifional 

Model. It is sponsored, usually, by an agency like the state agency or 

a large school district. Most often, a college or a university is involved. 

The primary difference is that the curriculum is based on the perceived 

needs of the principals rather than credit or certificafion. 

4. Networking Model - This model is usually an informal agreement 

whereby the principals share ideas with, and learn from, other 

principals on a continuous basis. Groups of principals join together 

and set their own agendas. 
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5. Competency-based Model - The purpose of this model is to meet the 

unique professional development needs of each participant. The 

efforts are focused on the principal, with each of the participants being 

totally involved in the decision-making process regarding specific 

competencies, which should be incorporated into the inservice 

programs. 

Staff development and training of principals is delivered from several 

different sources. This section has discussed several types of training that have 

been or are currently being used in an effort to prepare educators to become 

successful school administrators. 

Examples of Emergent Models of Principal Inservice 

The following are the questions that were asked on how school leaders 

manage their expanded roles (Roundtree & Marsh, 1997). How can school and 

district leaders, already overburdened by a number of complex tasks, manage 

full and immediate implementafion of a bold new initiative? What strategies do 

administrators use to meet increasing demands that expand the complexities of 

their jobs? 

The study dealt with the implementation of class size reduction (CSR). 

The study was designed to explore the impact of CSR on district leaders in three 

K-8 school districts that intended to immediately implement CSR (Roundtree & 

Marsh, 1997). 
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The portion of the study of interest here is the part that deals with 

developing professional capacity. The study highlighted the magnitude of 

the demands on district personnel for professional development, and the 

lack of resources to meet those demands. 

In at least one district, professional development was driven by the focus 

on student results. Over the course of two years, professional development 

activities for teachers, administrators, and parents had focused on identifying 

what students should know and do. 

Administrators focused on strategies to promote focused, sustained 

improvements in a rapidly changing environment. They were trained in high 

performance management strategies using organizational arrangements for 

sharing information, knowledge, power, and rewards that would enhance the 

district's capacity to respond (Roundtree & Marsh, 1997). In the training 

component for the administrators, opportunities were provided to reflect on 

emerging leadership roles and emphasis was placed on bold leadership efforts. 

In addition, training was given in information-sharing strategies that would enable 

administrators to adapt to the quickly changing and highly demanding 

environment because full and immediate implementation required rapid 

communication for decisive action. Finally, administrators received training to 

help them meet the challenge of managing multiple, and sometimes conflicting, 

initiatives and policies. 
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The social realities of schools, the complexities of school cultures, and the 

difficult nature of the change process influence local school improvement efforts. 

After analysis of the in-depth interviews with administrators and survey data 

results, the following strategies to aid successful implementation emerged: 

• Articulate goals for students. Gain agreement among stakeholders on 

a few essential expectations for students at each grade level, and 

corresponding measures of student performance. 

• Focus energy on attaining those standards. Time and money are 

precious resources. Maintain the course, staying focused on 

improving student performance. 

• Develop and implement professional development plans focused on 

measuring progress and making thoughtful decisions about ongoing 

results (Rountree & Marsh, 1997). 

Finally, the authors stated that as leaders guide endeavors to achieve student 

success, their responsibilities will continue to expand in order to maintain stability 

for a steady course. This stability requires collaboration among parents, 

students, government leaders, social agencies, and members of the business 

and educational communities (Roundtree & Marsh, 1997). 

In an eartier study. Silver and Moyle (1984) studied the impact of intensive 

inservice programs on educational leaders and their organizations. The 

researchers wanted to determine what effect a series of inservice programs for 

school administrators had on participating school principals and their schools. 
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The inservice programs offered by the Institute of Educational 

Administration (lEA) in Melbourne provided the natural laboratory for studying the 

effects of professional development projects. The length and scope of the lEA 

programs as well as their structure and processes made these programs 

uniquely worthy of study (Silver & Moyle, 1984). 

Approximately five times each year, between thirty and forty educational 

administrators were selected and granted a leave of absence with pay to reside 

at the lEA facility while participating in a month-long professional development 

experience. Primarily one external consultant who provided a preplanned 

sequence of learning experiences involving lectures, discussions, readings, 

group projects, and activities of diverse types conducted the flrst half of each 

program. The second half of each program was conducted by a variety of 

external consultants in the form of one-, two-, or three-day programs designed to 

reinforce, elaborate, and complement the contents of the first two weeks. The 

features of the lEA programs included collaborafion, individualized instrucfion, 

extensive modeling by professional staff, role-play, and synthesis and adaptafion 

of content encouraged through case analysis. This study selected a sample of 

80 participants over five programs offered during 1980 and 1981. Three months 

prior to the beginning of the program the principals who agreed to participate in 

the program and ten of their staff members were sent packets of quesfionnaires 

to complete. Three months after the end of each of the lEA programs, the 
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participants were sent another packet of quesfionnaires for complefion by 

themselves and ten randomly selected staff members. 

Cognitive, affective, psychomotor, and organizational measures were 

used to gather data from the participants and their staff members. To determine 

whether there were differences between the pretest and the posttest periods, the 

lEA participant was regarded as the unit of analysis, pretest and posttest scores 

were recorded, and t-tests for significance of differences in all pairs of scores 

eere conducted. An alpha level of .05 was used to determine significance. 

The findings of the study were as follows: 

• Cognitive Changes - While there was no significant change in the lEA 

participants' levels of conceptual complexity, there were significant 

changes in their concepfions of the educafional leadership role. 

• Affective Changes - Two of the three measures of participants' 

attitudes revealed statistically significant changes between the pretest 

and posttest periods. The acceptance of self and acceptance of others 

increased considerably. 

• Psychomotor Changes - There were clear changes in the lEA 

participants' behavior patterns and changes in the leader's skills as 

perceived by staff members. 

• Organizafional Changes - There was a measurable increase in the 

organizafional health of the school units that participated, even though 

it was not statisfically significant. There was a significant change in the 
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degrees of bureaucratizafion of the schools. Centralizafion, autonomy, 

formalizafion, rule boundedness, and professional knowledge reflected 

these. In conclusion, the results indicated that there was a change in the 

participants as well as the characterisfics of the organizafions. 

This study, limited to this sample, shows evidence that inservice professional 

development programs for educational administrators can have measurable 

impact both on the participants in the programs and on the schools they 

administer (Silver & Moyle, 1984). 

The Illinois Administrators' Academy (IAA) was organized to offer a 

statewide leadership development program that emphasized several features not 

often found in inservice programs: theory, individualizafion, and elements of 

cognitive apprenficeship. According to this report, significant changes take time 

so the program required a long-term commitment from participants. The time 

period was usually one academic year or more. 

The program paired each participant with a leadership analyst. The 

analysts were similar to mentors, sharing their extensive administrative 

experience with the participants. These analysts were specifically trained to 

assess the participants' performance of activities designed to develop leadership. 

The participants completed a self-assessment. After reviewing these 

assessments the leadership analysts observed the participants performing their 

jobs. The combinafion of the self-assessment and on-site observafions enabled 

the leadership analysts to familiarize themselves with the participants' unique 
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situafions and to become aware of any special needs to be considered in 

tailoring individualized objectives. 

The participant and analyst worked together to identify and examine 

issues in the context in which they occurred. The interaction between the 

participant and the analyst during the program focused on various leadership 

opportunifies and how leadership skills could be improved. 

Evaluafions of the program found that the participants and analysts both 

reported benefiting greatly from the program. This research demonstrated that 

an instructional leadership development program grounded in theory, with sound 

assessment practices, and situated learning provides a solid model for the 

effective training of school leaders (Krug, 1993). 

In a study of the Indiana Principal Leadership Academy (IPLA), Hallinger 

and Anast (1992) used a case study design to explore the manner in which the 

IPLA operated and the degree to which it was accomplishing its goals of 

administrative development and educational improvement. 

Thirty principals were selected to participate in the study. A series of 

interviews were used to collect the data. The sample included 20 graduates of 

the IPLA and 10 current participants. The sample was selected to represent all 

levels of the principalship as well as for school size and location (rural, suburban, 

and urban). 

Data were gathered from IPLA's staff and the principals using document 

collection, direct observation of programs, and informant interviews. 
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The IPLA goals were to: 

• Identify and select principals who have demonstrated a potential for 

professional self-growth and develop that potential through an 

intensive improvement program. 

• Create a self-perpetuating group of administrators to serve as trainers 

of other administrators. 

• Create continuous growth among participants in academy programs. 

• Ensure school effectiveness by developing leaders as well as efficient 

managers. 

• Strengthen leadership skills through exposure to an in-depth 

application of themes including leadership, school culture, school 

programs, and communication (Hallinger & Anast, 1992). 

The IPLA's program consisted of an eighteen day series of training 

activities that took place over a two year period. The principals could either be 

nominated by a colleague or apply on their own. 

The curriculum included research on effective schools, school 

improvement, teacher effectiveness, instructional supervision, organizational 

change, and instructional leadership. A variety of instructional methods during 

the two-year period were used. These included self-awareness techniques, 

teaching and learning styles, value clarification, stress reducfion, and fime 

management. All were accomplished by using team teaching, collegial support 
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teams, field-based experiences, small-group and individual projects, readings, 

lectures, and self-directed learning contracts. 

The results of this study reflected highly favorable responses to the IPLA 

program from the participants. Principals clearly attributed the development of 

important understanding and skills as an instrucfional leader to the IPLA training. 

The authors questioned, however, if the IPLA program maximized the likelihood 

that principals developed and employed powerful instrucfional leadership 

strategies in their schools. Significant widespread changes in workplace 

pracfices will only occur when the professional skills of principals have been 

strengthened and there is a concerted support for implementafion at the local 

level. 

The findings supported two final recommendafions in this study: (1) clarify 

the role of school districts in supporting the training of school leaders and (2) 

provide resources to conduct more systematic follow-up assessments of 

principals as they engage in the implementation of the training they received 

(Hallinger & Anast, 1992). 

Training for principals either focuses on roufine daily matters or attempts 

to build a knowledge base for principals to make changes and improvements in 

the achievement of students in their schools. The literature reviews on principal 

training in this secfion focused on training programs that assist principals in 

making changes and improvements. The next secfion of this review looks at 

literature on the change process. 
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Many people who enter leadership posifions, such as the principalship, do 

so after quite a bit of fime has elapsed between their pre-service training and the 

obtaining of a position. In addifion, there are constantly changes in the 

organizational structures of schools and the needs of students. Incumbents must 

confinually reexamine their roles and skills. For these reasons confinuing, 

professional training becomes crifical to develop the kind of leadership that is 

important for creafing effective schools (Krug, 1993). 

The Change Process 

Educational reform in America calls for major increases in student 

achievement and changes toward improvement of curriculum and teaching. 

School improvement is critical, and administrators need to get better at leading 

and managing change (Louis & Miles, 1990). Fullan (1985) described the 

change process this way: 

We know that deliberately attempting change is a complex, 
dilemma-ridden, technical, sociopolifical process. Looked at one 
day, in one setting, successful educafional change seems to be 
sensible and straightforward; on another day, in another situafion, 
improvement cannot be attained with the most sophisticated efforts. 
Change is at once simple and complex, and therein lies the 
fascinafion. (p. 391) 

This section of the literature review focuses on the change process as it 

refers to schools. The review of the change process is divided into three 

sections: the stages of change, the components of change, and strategies for 

change. 
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The Stages of the Change Process 

What is required to institute constructive change? Goodlad (1975) stated 

that a productive tension between an organism wanfing a better condifion for 

itself and an organism whose self interests are served by assisting in the process 

constitute reasons for the pursuit of change. 

Fullan (1991) writes that while various terms have been used to describe 

the stages or sequences that a change effort passes through, most researchers 

now see three broad stages to the change process. Stage I - generally labeled 

as initiation, mobilization, or adoption consists of the process that leads up to and 

includes a decision to adopt or proceed with a change. Stage II - I 

implementation or initial use involves the first experiences of attempting to put an 

idea into practice. Stage III - called confinuafion, incorporafion, roufinization, or 

institutionalization. This stage refers to whether the change gets built in as an 

ongoing part of the system or disappears. 

As stated above, during the inifiafion stage mobilizafion and planning for 

change occur. There is no easy answer as to what represents successful 

initiafion because, as with so may parts of the change process, those wanfing 

change are faced with many dilemmas. Timelines, internal or external 

innovafions, small or large groups, focus on instrucfion or organizafion, major 

change or minor change, broad participafion or not are just some of the 

dilemmas that have to be addressed (Fullan, 1991). 
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Reavis and Griffith (1992) stated that the following stages might be 

experienced as change is being tried. 

• Planning and Inifiafion - This stage represents the point at which the beliefs 

have been established and the group has moved to the considerafion of 

actions that will meet the expectations of those beliefs. This stage represents 

the clarification of goals, the relafion of the goals to the needs, and the 

identification of resources that aid the change. Steps are planned and 

responsibilifies are assigned. 

• Momentum - In this stage, goal-directed activities accelerate. Teachers and 

administration begin to see how they fit. 

• Problems - As the change process confinues, problems will develop. 

Different interpretafions of goals may surface, responsibilifies may mulfiply, 

and old practices may have to give way to new ones which will cause anxiety. 

• Turning Point - In this stage, the problems confinue or have been dealt with 

in such a way that allows the change to confinue. 

• Institufionalizafion or Termination - In this stage, the administrator must have 

moved quickly to solve problems and be sure that all resources are in place. 

At that point, the culture of the organizafion can change and the changes 

become institufionalized. On the other hand, the change can fail because of 

confinued discontent or lack of assistance. In that case, change will be 

difficult to impossible to accomplish for some fime in the future. 
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Hall and Hord (1984) divided the change process into four stages. These 

were planning and inifiation, building a temporary operafing system for the 

project, developing and implemenfing, and ending and institutionalizing. At each 

stage, the leadership is crucial for the process to succeed: 

• Planning and inifiafion - The principal's agreement with the project, his 

input into the project, and the communication of support and 

enthusiasm are crucial. 

• Building a temporary operating system for the project - The principal's 

active, positive role in the project along with providing materials and 

other resources is important. 

• Developing and implementing - During this phase, the principal 

remained interested and continued to help solve any problems that 

might occur, as well as, beginning to turn over operafion of the project 

to other personnel. 

• Ending and institufionalizing - The crifical behaviors for the principal in 

this stage were to continue commitment to the project and an ability to 

provide the resources needed for project continuation. 

Components of the Change Process 

Hannay and Ross (1997) conducted a study that examined the 

experiences of eight secondary schools as they initiated substantial reform. 

There have been many calls for reform in secondary schools over the last 

decade, and yet little has changed in the organizafion, operafion of schools, or in 
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student learning opportunities. The lack of sustained and substantial reform 

might well depend on how change has been conceptualized, interpreted, and 

implemented. This study was based on the exploration of the experiences of 

eight secondary schools in Canada that were attempting to restructure and 

reculture their organizafions to support teacher and student learning. 

Reculturing involves adapfing the cultural norms in schools, including how 

individuals interact, how priorities are established in the schools, and concepfions 

of what is deemed to be of importance in secondary school educafion. Basically, 

the schools developed new leadership formats that were described as positions 

of responsibility (POR). These were facilitator positions that took the place of 

department heads. All of the restructuring and reculturing processes were 

implemented through collaborative decision making (Hannay & Ross, 1997). 

Reculturing is especially complex at the inifiation stage because it entails 

questioning "taken-for-granted" assumptions and generating new ways of 

operating. Secondary schools are complex organizafions with powerful and 

enduring cultures. The change process is complex and difficult. The 

experiences of the sample schools in Hannay and Ross's (1997) study examined 

restructuring and reculturing. The pivotal element influencing the experiences of 

the sample schools was the form of the new organizafional models. 

The elements that were identified during the inifiafion phase, were as 

follows: 
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Common Direcfion - Common direcfion is important to the success of 

change. Common direcfion might be the most fundamental recultural element 

because secondary schools typically have been organized around 

fragmented departments rather than cohesive groups. Developing and 

employing a common direction will be problemafic and will be a struggle. 

Change Facilitafion - The general attitude of secondary schools has been a 

sense of individualism. These teachers typically define themselves as 

subject-area experts, but have difficulty in helping identify change inifiatives to 

anyone outside their content areas. They must think of facilitafing change in 

ways that are fundamentally different than before. These changes constituted 

a redefinifion of the roles which in turn required a reculturing both of how the 

schools operate and the images held by individuals. 

Culture of Inquiry - Making decisions on program or organizafional structures 

from a database means that one cannot just rely on past assumpfions 

unsupported by evidence. By using a culture of inquiry approach to make 

decisions on the school's common direcfion or organizational structure, all 

teaching staff contribute to the decision making process. Working through 

data not only encourages people to act in ways that demonstrate 

accountability but also provides them with a means to question past 

assumptions. 

Images - Images provide one way of understanding the pervasiveness of 

past practice. As a key component of personal practical knowledge, images 
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are personal pictures of what should exist based on prior personal and 

professional experiences and knowledge. A key attribute to facilitating 

change is to understand the images held by teachers that come from past 

experiences as students and as teachers, from years of service, and from 

their hopes and fears of the future. The vast majority of the new facilitators 

involved were beginning to develop new images of secondary school 

education and what that might mean for students, teachers, and the 

community at large. The problem was one of assisting other teachers in their 

schools to develop alternative images and then moving fon^/ard to a collective 

entity that will allow the school to initiate and keep an ongoing change viable 

(Hannay & Ross, 1997). 

The new organizational models defined in this study reorganized the 

leadership roles in the school. New posifions were defined. The schools moved 

away from the subject area defined department heads to positions that covered 

the entire campus. "These were student assessment, community relations, staff 

development, and curriculum integration" (Hannay & Ross, 1997, p.583). 

Ulfimately, the schools, which modified the organizational models a great 

deal, experienced stronger change. The evidence suggested that little 

schoolwide change was attained when the models were only slightly modified. 

The restructuring and reculturing elements identified in this study should be 

considered in terms of whether they address the means to facilitate change or 

address the new ends that are emerging. These elements were new ways of 
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operating, culture of inquiry, change fadlitafion, and the role of the administrafion 

(Hannay & Ross, 1997). 

Miller (1992) suggested similar components of change. The inifiafion of 

effective systemic change in education can only occur when the following 

condifions are met: 

• Common Vision - All stakeholders agree on a common vision of 
what education should encompass, including the expected 
results. 

• Existing System Cannot Succeed - All must agree that the 
system cannot succeed in meeting the expectations of students. 

• New System Designed - A new system is designed, including 
identification of participants, goals, objectives, processes and 
products. 

• Implementafion Plan Developed - A n implementation plan is 
developed whereby participants are prepared for their roles in 
the new system. 

• Support - Support for the vision, goals, and plan of acfion is 
obtained from all sectors which affect or are affected by the 
system. 

• Pressure - Pressure for proceeding with the plan is applied from 
all sectors, or a traumatic event occurs which shocks the plan 
into acfion. (pp. 58-59). 

The immediate challenge is to prepare the stakeholders, old and new, to survive 

and even thrive in an environment of change. The first task in effecting systemic 

change in educafion is to change human attitudes and then change human 

behaviors, which is the greatest challenge of all. 

In their case study of pioneering school change, Wallace and Wildy (1992) 

focused on the restructuring efforts of Waverly High School in western Australia. 

They discovered the following components throughout the change process: 



44 

• Changes tended to be cultural rather than structural. These cultural changes 

became the manifestafion of the school's vision. 

• Process and content were interrelated. The processes of the staff were as 

important as the content of the educafional changes they attempted. 

• The vision needed constant attenfion. The vision became a vehicle for pulling 

people together and the activity provided a concrete focus for their work. 

• Team building extended to the whole school. Somefimes the collaborative 

process seemed to slow down, but there were marked benefits in terms of 

staff ownership in the process. 

• Leadership was shared throughout the school. Regardless of their formal 

status, other staff members assumed key organizational roles. 

• Working together created its own complexities. The staff worked their way 

through difficulties over fime and learned new behaviors and developed new 

relafionships. 

• Time was a significant restructuring issue. Sustaining the effort in the face of 

the constant pressure of time was a significant concern. 

This study of a school involved in all the stages of restructuring provides some 

lessons about what to expect when change of this kind is attempted. 
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Strategies of the Change Process 

In his study of the change process. Jacobus (1997) discussed several 

strategies that were used when inifiafing and implemenfing change as reported 

by principals who participated. These are the strategies that were discussed: 

• Develop a Vision - Developing a vision and working to achieve the goal 

should be the foundation that drives any and all change efforts in the school. 

• Identify the Problem - Once a vision is developed, the identificafion of 

problems can be based on what needs to change in order to realize the 

vision. 

• Communicate the Need for Change - Communicafing the need to change to 

the staff and other stakeholders may incorporate helping people to reach their 

own conclusion that the change will be beneficial. 

• Identification of Staff Needs - Using the survey process, strategies to address 

both the needs and concerns of the staff will increase the chance of 

implementing the change. 

• Design of an Implementation Strategy - Designing a strategy based on the 

concerns and needs of the staff, the available resources and the desired fime-

line of the change is difficult and challenging. 

• Evaluate the Change - Evaluation should be done during and after the 

change is implemented. 
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Along with these elements that were identified in the study, the use of current 

research and the incorporafion of outside consultants need to be considered 

when inifiafing change. 

Aldeman and Walking-Eagle (1997) examined various strategies of school 

reform using time resourcefully to improve educational experience. Their study 

looked at the restructuring of time and schedules to allow teachers to work their 

way into the improvement process with the knowledge and understanding of 

what they were trying to do and where they were going. Fourteen schools were 

selected for staff interviews, classroom observations, and activity observafions 

about the teacher and administrator perspectives on the fime dilemmas 

associated with the stages of reform. 

The initiation stage of the reform process, in this study called "Getting 

Started," found that the teacher's perspective was that time was needed to come 

to terms with new ideas and practice new behaviors. Each of the instrucfional 

related reforms such as team teaching, multi-age classrooms, heterogeneous 

pods, themafic curriculums, authenfic assessments, or technology use required 

teachers to organize and conduct day-to-day instruction in ways that were quite 

different from the teacher's norm. Many of the teachers did not initially have the 

confidence in themselves or commitment to the effectiveness of the reforms 

(Aldeman & Walking-Eagle, 1997). 

Findings based on the perspectives of the campus administrator showed 

that the reform was more successful with a principal that led and supported staff. 
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The success was enhanced when the principal "wooed" reluctant staff with a 

period of fime during which teachers could try new strategies outside the normal 

accountability structures of the school. The principal would negotiate an 

agreement with the staff stipulafing that if they were unhappy with the outcomes 

after a year, the reform effort would be stopped. Incorporating time up front in 

the change process for teachers to study new materials, practice new 

techniques, and weigh the possibilities of the reform was critically important to 

the success of reform efforts (Aldeman & Walking-Eagle, 1997). 

Sagor (1997) stated that a driving force that has a potenfial to stimulate 

change is collaborative action research. The process that leaders have used, 

even though the style of leaders differ, includes the following specific actions: 

• Pose quesfions that teachers cannot answer with their current level of 

knowledge. Leaders should discuss with faculty issues that really matter and 

which could only be understood through disciplined investigation. 

• Support teachers in carrying out their investigations. Leaders demonstrate to 

teachers that their work is valued by becoming partners with a group of 

teachers in a project or provide released time and training for their work. 

• Publicly celebrate learning. By creafing an atmosphere where people are 

willing to take risks and examine their results, a new openness to untried 

possibilities and potenfial emerges. 
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• Model high expectafions. Leaders that are deeply committed to student 

success and model the belief that all children can succeed at a high level 

impart this feeling to the staff, which causes it to be contagious. 

According to Glickman (1998), the lack of responsiveness to purposeful 

democrafic change on the part of many teachers may be attributed to the 

numerous mandates that seem to be endless and come regularly. Teachers 

begin to think that if one waits long enough the current mandates will pass. In 

order for change to be successful, a depth of leadership throughout the 

organizafion must be developed: 

• Classroom-level leadership - The change needs to be public. Teachers must 

seek out colleagues as crifical friends, and understand at a personal level that 

change involves recursive human decisions within an environment of 

compefing tensions and predicaments. 

• School-level leadership - The ideal situafion for changes in teaching and 

learning is in a school where all members have developed and share the 

same beliefs about their organizafion. 

• Parent and community-level leadership - As a parent or community member, 

one has the right and responsibility to be involved in the education of one's 

own children as well as the children of the entire community. There is not a 

unilateral right to impose one's own view of education on others in a school, 

but there is a right to be involved as a participant to help in the direction taken 

in educafing the students. 
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Loucks-Horsley and Hergert (1985) referred to the stage of the change 

process just prior to implementation as "preparing for implementafion." The 

following strategies were prescribed to administrators to help accomplish this 

phase: 

• Creating awareness - The best strategy for improving schools is to keep the 

important players aware of what you are doing as you proceed. At each step, 

different people need to know different things. 

• Selecting implementers - Early in your preparation, you will need to select the 

staff to implement the program. 

• Assessing current practice - Common sense and research indicates the 

importance of assessing the current pracfice of each implementor with 

respect to the components of the new program. 

• Setting expectafions - Whether the inifial implementation is voluntary or 

mandatory, it is essential the appropriate expectations and standards are set. 

• Making logistical arrangements - Everything required for the implementafion 

like materials, facilities or personnel must be part of the preparing for the 

implementation stage. 

• Assigning support roles - The staff needs ongoing support to successfully 

implement a new program and to integrate it in to the system. Various 

examples of support include personnel, materials, and moral support. 

• Creafing a fimeline - Preparing for implementafion of the project takes fime, 

and it is easy to forget what should occur and when. 
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The initiation phase of a change project draws a lot of attenfion from all 

participants in the process. The early part of a project is a balancing act. The 

benefits of the project must be maximized while the costs are minimized. During 

inifiafion, the problems cannot overshadow the purpose of the change project. 

The participants and non-participants must be kept informed in order to make 

sure progress toward implementation is moving fonA/ard (Corbett, Dawson, & 

Firestone, 1984). 

Louis and Miles (1990) discuss inifiafion of change using two different 

strategies: (1) dramatic structural reforms in schools that completely abandon 

curriculum requirements and current practices and reinstituting new curriculum 

and procedures; or (2) steady and patient efforts. Even though revolufionary 

changes as discussed first may be desirable, it is not very likely that it will occur 

in most schools. It is more likely that change will occur in an evolutionary and 

much less rapid fashion. Louis and Miles (1990) refer to evolving change as a 

braid that is a collection of reform and plans that become integrated with the 

exisfing polifical and cultural setfings. 

According to Reavis, Vinson, and Fox (1999), the Four Cornerstones of 

Success are simple to implement and powerful enough to make a difference in 

student achievement. These are: 

• A culture of success - This strategy assists in developing a success culture 

by encouraging high expectafions. This is accomplished by creafing heroes 

and heroines by giving recognition for staff and students in success and 
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encouragement in failure, rites and rituals that publicly celebrates success, 

stories of success that stress hard work and always doing the best possible, 

and the principal as "high priesf that constantly proclaims the values and 

progress that is expected. 

Systems - Systems theory states that all elements in a system are 

connected; there are no isolated events. All events are part of the larger 

interlocking system. Everyone in the organization is involved and contributes 

to the success of the school. Students and teachers are consulted on a daily 

basis in order to make sure that everyone is on track and is part of a system 

that shares success and failure. 

Capacity building - Teachers must be enabled to develop their skills and 

abilifies. In systemic improvement, a focused approach to professional 

development is more likely to yield results. All professional development is 

focused on the goals and purposes of the school. Community outreach 

contributes to capacity building by including the community in all phases of 

the school and allowing them to contribute to the success of the school as 

well as the school contribufing to the success of the community. 

Leadership for success - This is accomplished with the use of incentives and 

rewards. These come in the form of contests, challenges, and competifions 

with prizes for success. "By giving incentives and rewards, students are 

given hope, increasing their belief in themselves, and letting them know that 

the community cares about them and what they are doing" (Reavis, Vinson, & 
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Fox, 1999, p. 200). It is critical that the rewards are used to expound the 

value of the organization in every way and are of value to the recipient. 

The Four Cornerstones are strategies that can and should be applied through all 

of the stages of change (Reavis, Vinson, & Fox, 1999). 

Culture of Schools 

In the past few years, research has attempted to understand complex 

leadership and organizafions by studying the culture of the organization. The 

concept of organizafional culture is described as the underlying assumpfions, 

shared values, beliefs, and ideology that guide organizational behavior (Peters & 

Waterman, 1982). According to Reitzug (1994), the tradifional concepfions of 

culture and leadership help describe how leadership and culture can control the 

direcfion of an organizafion. Reitzug (1994) oufiined the following assumptions: 

Organizational goals can be prospectively specified, the path 
leading to goals can be determined, and organizafional members 
can be influenced or controlled to pursue the direcfion proposed by 
organizafional goals. Consequently, from this perspective, it is the 
responsibility of the organizafion's designated leader to insure that 
the direcfion oufiined by organizafional goals is pursued, (p. 285) 

Meyer and Rowan (1983) described culture as a construct that helps 

explain why classrooms and schools exhibit common patterns of behavior over 

different condifions. Inside the school, culture gives meaning to instrucfional 

activity and provides a bridge between acfion and results. It brings individual 

identities together with collective destiny. From the outside, culture provides the 



53 

view of the school that causes outsiders with a stake in education either to have 

faith and confidence in the school or distrust the school. 

The appropriate culture for a good school can come from other successful 

institutions. A study of innovative schools identified cultures that emphasized 

diversity in services, improving educational service, open boundaries to allow 

teachers to learn new approaches and resources, and mutual trust and 

encouragement to move fonA/ard. Emphasis on basic skills, high expectafions for 

all students, and an orderly environment indicates an appropriate culture. In 

addifion to these factors, a commitment to quality service, a willingness to take 

risks, and close ties to outside resources also assist in helping create a 

successful culture (Firestone & Wilson, 1993). 

Deal and Peterson (1993) discussed culture as a description of the 

character of a school and reflections of deeper themes and patterns of values, 

common beliefs, and tradifions that develop over fime. Culture often exists 

without conscious awareness, but it shapes everything that goes on in the 

school. The culture of an organization can influence productivity, the 

commitment to improve, professional development, and methods of organization 

and coordination of the complex activifies of schools. To build a school culture, 

the principal must be alert to the school's character (history, traditions, values, 

and beliefs), examine what exists in the school and compare it to ideas of what a 

quality school is, and be an actor to shape school culture through daily roufines 
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and yearly rhythms by modeling the activities required for a positive school 

culture. 

In a study of the impact of school culture, Gaziel (1997) looked at the 

following research questions: 

1. To what extent does the effective school differ in its school 
culture from the average school? In the few studies conducted, 
were the cultural variables that were found to differentiate 
between effective schools and average schools valid? 

2. What is the contribufion of each cultural variable in explaining 
the differences between effective and average schools? (p. 312) 

His sample included 20 public secondary schools from development towns in 

Israel. A development town is a town that was set up in the first years after 

Israel's independence and is populated primarily by new immigrants from either 

Africa or Asia. Using an analysis of variance with a critical alpha of .01, he tested 

six factors of cultural effectiveness: academic emphasis; confinuous school 

improvement; orderliness; teamwork; adaptation to customers' demands; and 

student participation. 

Gaziel (1997) found that school culture helps to explain varying 

effectiveness in schools with disadvantaged students. He concluded that school 

staff commitment to confinuous improvement, academic achievement, and 

teamwork, as well as a clear school policy emphasizing achievement and its 

realization might help average schools become more effective. 

Harris (1992) stated that the term culture in an organizafion generally 

deals with the diversity of human tradifions, beliefs, values, customs and 
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practices. His study proposed how and what aspects of organizational culture 

could be managed. 

The field research for this study was conducted over a five-month period 

at a junior high in Northeast Texas. He gathered data through interviews, 

observafions and documents. Analysis of the data occurred throughout the 

study. 

The findings of Harris's (1992) study demonstrated that, "Purposed ritual 

and ceremony and personal interacfion and relafionship give life and meaning to 

values and enhance the enfire educafional process" (p. 41). School leaders have 

an important role in the culture of a school. The principal sets the tone by 

decisions and modeling expected behavior. The rituals, ceremonies, and other 

activities symbolically communicate the content of the junior high's culture. The 

school's principal and teachers play active roles in the process through how they 

develop relationships and interact with students and community. 

Harris's conclusion provided a glimpse into the evolutionary process of the 

school's culture. Although support is given to the fact that school culture can be 

managed: 

The findings do not suggest a definite answer to the quesfion, "Can 
culture be managed?" Rather, it offers a particular instance where 
a principal ufilizes symbolic resources to effect, in some degree, the 
school's cultural values, (p. 42) 

Ediger (1997) stated that cultures tend to remain stable yet are subject to 

change. "Culture then does change rapidly, or slowly and surely where there is 

more resistance to change" (Ediger, 1997, p. 36). How do certain patterns of 
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behavior change in school culture? The school principal is a key person in 

stressing and assisfing in bringing about positive changes in culture. Leadership 

is important in bringing about increased energy levels for achievement for 

students and to make the needed changes in the school in order to improve the 

culture. 

The leader of the school initiates new ideas in emphasizing cultural 

change. The following enculturafion principles for school principals are offered: 

• Envision collaborative direcfion for the future. Teamwork is 
needed so that today's pupils are able to deal critically with the 
future. 

• Establish a clear vision between mission and practice. 
• Focus on solutions. Identified problems need to be solved. 
• Be creative. The principal needs to find creative ways to 

sfimulate quality teaching. 
• Think of others. The welfare of others is paramount in a good 

school future. 

• Foster staff development. (Ediger, 1997, p. 40) 

"We sense that each school has a certain 'feel,' a 'character,' or a 

'personality' of its own, and these intuitions are being verified by a growing body 

of evidence" (Maehr & Buck, 1993, p. 41). Culture is a concept that includes the 

perceptions, thoughts, beliefs, and goals that determine motivafion. 

Transforming school culture involves administrators and staff reassessing how 

they think, what they believe, and what their motivations to improve instruction 

are. The opportunity for schools to transform their cultures lies in the leaders 

actively engaging the teachers, students, and community in examining the results 
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of practices, policies, and procedures that can move the school into a higher 

achievement level (Maehr & Buck, 1993). 

Deal (1986) describes culture this way: 

Culture is an evolving human invention that shapes behavior and 
gives meaning to any social collective. Core values define the 
essential character. Heroes and heroines embody and represent 
values, providing role models and symbols of virtue. Rituals enact 
the values, binding people together, providing reassurance, and 
reinforcing core understandings and beliefs. Ceremonies offer 
episodic occasions for the culture to be displayed dramafically, to 
be revitalized and reinforced. Stories personify and carry values 
and spread the exploits of heroes and heroines. An informal 
network of priests and priestesses, storytellers, gossips, spies, and 
whisperers conspires to keep the culture strong and stable. Where 
the elements of culture are consistent and mutually reinforcing, 
productivity, confinuity, morale, and confidence are assured - as 
long as the culture fits the requirements posed by the external 
environment, (p. 120) 

Change in culture becomes necessary when external or internal influences 

causes the need for change and the present culture does not fit the requirements 

of the change. Change in the culture is a hard event for many people. People 

cling to the old and strongly resist the new. The feelings experienced are akin to 

the loss of a friend. Only through mourning can cultural transformafion be made 

and cohesion and meaning be restored (Deal, 1986) 

A supportive culture is very important for reform in a school to be 

successful. Culture has a powerful infiuence on a school's effectiveness 

because it tells people in the school what is important and how they are 

supposed to act. School change can be effective only if it is supported by a 

strong culture (Stolp & Smith, 1995). 
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Stolp and Smith (1995) formulated the following guidelines for principals to 

use when trying to change the school culture: 

• You must understand the culture of the school before you can change it. 

• Promote your teachers. Assist them in their professional growth. 

• Project your values. Be sure to express what you value. 

• Promote collaborafion. Make sure everyone feels a part. 

• Make menus, not mandates. Extend the needs of the school rather than 

orders. 

• Use bureaucratic means to facilitate, not to constrain. 

• Connect with the entire environment. Include teachers, students, parents, 

and the community. 

The above guidelines are not solutions, but they do give some direction for 

leaders who are trying to make changes in the culture of a school (Stolp & Smith, 

1995). 

Summary 

The literature review in this chapter gives an insight into the training needs 

of principals who are attempting to change a school. The change processes and 

school cultures described here help this study describe the initiation stage of 

change and imported culture. 

The literature is lacking in information on how to bring a culture into a 

school quickly. Stolp and Smith (1995) discuss transforming the culture of 
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schools and Chrispeels (1992) refers to creating a culture of learning in a school, 

but the only reference to importing a culture comes from Reavis, Vinson, & Fox, 

(1999). This study was designed to describe the outcomes on one school 

campus using the Four Cornerstones and an imported culture in the initiation 

stage of change. According to Reavis and Vinson (1997), "Cultures that hold the 

values of success, trying hard, believing in oneself, persevering, and never giving 

up until the job is done and done well, can be imported into a school that has a 

very different culture" (p. 9). This study will describe the initiation stage of 

change using the Four Cornerstones and an imported culture while attempting to 

improve the achievement on a school campus. 

Chapter III will describe the design, methodology, data collection, and data 

analysis used for this study. The trustworthiness of the study will be discussed 

as well. 



CHAPTER III 

RESEARCH DESIGN AND METHODS 

A qualitative design was chosen for this study in order to identify the 

outcomes of the initiation stage of change using the Four Cornerstones (Reavis, 

Vinson, & Fox, 1999) and an imported culture. This was a descriptive study 

involving one campus of a rural school district in West Texas. The principal was 

a participant in a one week workshop conducted at the summer campus of a 

major West Texas university. The agenda of the workshop included sessions 

discussing the components of the Four Cornerstones (Reavis, Vinson, & Fox, 

1999) and importing a culture. This workshop was the basis for the first round of 

data gathering for this study. The second round of data was gathered during the 

inifiation stage of the change process on a school campus. 

Symbolic interacfionism theory was used as a lens to gain a better 

understanding of importing a culture. According to Charon (1992), "culture arises 

in symbolic interaction; it is learned from others in symbolic interacfion; it 

disappears without symbolic interacfion" (p. 56). 

Overview of the Research Design 

This was a descriptive study describing the impact of the inifiation stage of 

change using the Four Cornerstones (Reavis, Vinson, & Fox, 1999) and an 

imported culture (Reavis & Vinson, 1997). A descriptive study explores different 

experiences and attempts to capture a range of individual outcomes (Patton, 

1987). According to Patton (1980): 

60 
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The purpose of descriptive data is to take the reader into the 
setfing. The data do not include judgements about whether or not 
what occurred was good or bad, appropriate or inappropriate, or 
any other interpretive judgements. The data simply describe what 
occurred, (p. 36) 

The constant comparative method as described by Glaser and Strauss 

(1967) was used. The constant comparative method is a research design used 

with mulfidata sources in which analysis begins early and is almost complete by 

the end of the data collecfion (Bogdan & Biklen, 1992). The data for this study 

were collected in two phases in order to answer the research quesfion posed in 

Chapter I. The first phase of data collection and analysis occurred during a one-

week workshop to train principals in the Four Cornerstones and importing a 

culture. The second phase of collecfion and analysis occurred during the 

inifiafion stage of the change process in the fall of 1998. 

The remainder of this chapter describes selection of sites and participants, 

data collecfion methods, gaining entrance and exifing the site, data analysis, and 

informafion describing the provisions for establishing the trustworthiness of the 

study. 

Site and Participant Selecfion 

The principal volunteered his elementary school during the summer 

workshop to participate in the inifiafion stage of the study. This principal was 

new to this campus but had prior experience as a principal of a high school. 

Information was collected from Region XVII Educational Service Center (ESC 
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XVII) concerning the achievement of campuses in districts that are members of 

the service center. The achievement criteria used were the TAAS scores from 

the school year 1996-1997. The TAAS (Texas Assessment of Academic Skills) 

is a criterion referenced test given to all Texas students in grades three through 

eight and a culminating tenth grade exit level test (Texas Administrative Code, 

Chapter 101). 

Schools in the region that had one or more campuses that scored under 

70% passing in one or more sub-tests were placed on a list of under performing 

campuses. Personnel at ESC XVII were consulted for recommendations of 

districts and schools that might be interested in participating in a project of 

campus improvement. Six districts with one or more under-performing campuses 

were selected for contact. The workshop director and his research assistant 

made onsite visits to all six of these districts at which time the superintendents 

received informafion about the summer workshop and the possible subsequent 

study to be performed. Each district was invited to participate and was presented 

with brochures that gave the background, agenda, and a registrafion form for the 

summer workshop (see Appendix A). 

Of the six districts approached, three opted to participate in the summer 

workshop. All the districts participating in this workshop are small rural West 

Texas districts. One district sent one principal, another district sent five 

principals and the superintendent, and the remaining district enrolled all five 

principals plus the superintendent and assistant superintendent. One school in 
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this district volunteered to be the site for the second phase of this study. In 

addifion to the thirteen public school administrators, six doctoral students from 

the college of education at West Texas university attended the workshop. These 

doctoral students served as participant observers (Bruyn, 1970). 

Data Collecfion 

This study used several methods of data gathering. As in most qualitative 

studies, the human instrument was the primary source of data. According to 

Lincoln and Guba (1985) the human as an instrument is the most adequate 

instrument for all phases of qualitative study. 

The forms of data collecfion for this study included participant observafion, 

open-ended quesfionnaires, individual interviews, focus groups, shadowing, 

video/audio tapes, documents, and residual data. Field notes were taken 

throughout the study during each of the data gathering sessions. The six 

doctoral students gathered the data in Phase I of the study. One doctoral 

student gathered the data on one volunteer campus during Phase II. 

All of the specific data collection activifies will be discussed in this secfion. 

The data collecfion team will be discussed first, next will be a discussion of field 

notes, then the remaining data collecfion techniques will be discussed. 

Data Collection Team 

The team of six doctoral students participafing in the summer workshop 

collected data for this phase of the study. There are advantages to using teams 

to collect data. Team data collection can provide the following advantages to 
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data collection in a qualitative study: assist in comprehensive data gathering; 

represent a variety of value perspectives; represent multiple areas of educafional 

training; assist in pursuing mulfiple strategies; provide varying specialized skills in 

data collecfing; provide internal checks; and provide support in the ambiguous 

context of a qualitative study (Lincoln & Guba, 1985). 

The doctoral students (research team) met with the director of the 

workshop in training sessions prior to the summer workshop. The team data 

collecfion training sessions considered three primary activities: the team 

members needed to familiarize themselves with the culture and language of the 

workshop; the team members needed to pracfice their assignments which 

included interview techniques, observation techniques, transcribing audio and 

video tapes, crifiquing artifacts, and onsite analysis of qualitative data; and use 

role playing to prepare for the data collecfion (Lincoln & Guba, 1985). The 

training sessions prior to the workshop confinued during the workshop as the 

research team met each day to discuss daily data gathering efforts. Each 

doctoral student gathered data on at least one principal. 

Fieldnotes 

In conjunction with other data collection methods, notes about ideas, 

strategies, reflections, and hunches were recorded. These are called fieldnotes: 

"The written account of what the researcher hears, sees, experiences, and thinks 

in the course of collecting and reflecting on the data in a qualitafive study" 
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(Bogdan & Biklen, 1992, p. 107). In most forms of data collecfion, fieldnotes are 

essential to record non-verbal responses as well as the researcher's role in the 

setting (Mason, 1996). 

The contents of fieldnotes are in two parts: descripfive and reflective. 

Bogdan and Biklen (1992) describe these parts: 

Descriptive fieldnotes 
Portraits of the subjects 
Reconstruction of dialogue 
Description of physical setting 
Accounts of particular events 
Description of activities 
The observer's behavior 
Reflective fieldnotes 
Reflections on analysis 
Reflections on method 
Reflections on ethical dilemmas and conflicts 
Reflections on the observer's frame of mind 
Points of darification. (pp. 120-123) 

Fieldnotes using both descriptive methods and refiective methods were recorded 

throughout the study. 

Participant Observation/Observation 

Participant observation is a data collecfion method in which the observer 

participates in the daily activifies of the subjects under study openly as a 

researcher observing, listening, and quesfioning people (Becker & Geer, 1970). 

In Phase I of the study, participant observafion was an important part of 

the data gathering process. Participant observation is a natural form of data 

collection for this study. The members of the data collection team were enrolled 
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participants in the one-week workshop this summer. As participant observers, 

the researchers blended into the workshop and become a natural part of the 

project (Bogdan & Biklen, 1992). 

Since the team members were direct participants as well as observers, the 

team members took notes during the sessions. Immediately following each 

session, the team members recorded any other obsen/afions made during the 

session as the notes were reviewed. The team met after each workshop session 

to compare notes and consult in order to sharpen their observational awareness 

and skills. 

Observation is a natural form of data collection. The observer can 

participate or not. The observation is in a natural setting rather than a contrived 

setting (Lincoln & Guba, 1985). Observafion is a powerful tool in qualitative data 

collection. Mason (1996) described observafion in this way: 

If you are intending to enter a setting, situafion or interacfion, to 
carry out some form of observafion, then you will need to prepare 
yourself not just for the process and technique of observance, but 
also for social interacfion. (p. 63) 

Observafions were part of every data gathering session during this study. 

All observations were recorded in field notes for analysis. 

Open-Ended Questionnaire 

"In general the word questionnaire refers to a device for securing answers 

to questions by using a form which the respondent fills in himself (Berdie & 

Anderson, 1974, p. 11). When developing an open-ended quesfionnaire, the 
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following must be considered: Ask quesfions that give the respondent the 

freedom to let thoughts roam freely inside the frame of the question; ask 

questions that do not lead the respondent to any conclusions; be sure the intent 

of the quesfions is understood; and make sure there is adequate space for the 

response. The amount of space allowed will give the respondent a hint to the 

amount of informafion intended (Oppenheim, 1966). The quesfionnaires 

developed for this study were open-ended. 

In Phase I, an open-ended questionnaire was administered to each school 

leader participafing in the workshop at both the beginning and end of the 

workshop. The quesfionnaire was designed to assess the understanding of and 

perspective toward the Four Cornerstones and an imported culture (see 

Appendix B). Responses to the quesfionnaire were used to compare to 

responses at the end of the summer workshop in order to describe changes in 

the workshop participants by the end of the week's training. 

In Phase II of the study, a questionnaire was developed to use on-site to 

assess the understanding and perspectives of the teaching staff during the 

inifiafion stage of change using the Four Cornerstones and importing a culture 

(see Appendix C). This quesfionnaire was given in mid-August and mid-October. 

If the imported culture is to be successfully implemented by the end of one year, 

then the inifiafion stage should be substanfially completed by mid-October. 
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Individual Interviews 

Interviewing is a conversafion with a purpose. The purpose of an 

interview is to find out about people, events, activifies, organizafions, feelings, 

motivafions, claims, concerns, and anything else that is brought up in the 

interview (Lincoln & Guba, 1985). According to Bogdan and Biklen (1992): 

In qualitafive research, interviews may be used in two ways. They 
may be the dominant strategy for data collection, or they may be 
employed in conjunction with participant observafion, document 
analysis, or other techniques. In all of these situafions, the 
interview is used to gather descriptive data in the subjects' own 
words so that the researcher can develop insights on how subjects 
interpret some piece of the world, (p. 96) 

In this study, interviewing was used in conjunction with several other data 

gathering techniques. 

In phase one of the study, interviews were structured to describe 

perspectives of principals prior to the training sessions. These interviews were 

brief and were used as a baseline to the understanding of the Four Cornerstones 

and imported culture. At the end of the workshop, a second interview was held. 

This interview was used to compare the understanding of the Four Cornerstones 

and imported culture at the end of the workshop to the understanding at the 

beginning. 

During phase two, interviews were used with the principals, teachers, 

students, parents, and community members to follow the perceptions and 

understanding of the Four Cornerstones and imported culture as the inifiafion 

stage of change progressed. These interviews were conducted on-site during 

the non-instructional time of the teachers and students. These times were prior 
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to the instructional day, during the teachers' planning period, or at the end of the 

instructional day. All formal interviews were scheduled. 

Focus Groups 

Greenbaum (1988) described the concept of focus groups as a 

methodology with the dynamics of the group process that can result in the 

generation of more useful information at less cost and are used for the following 

reasons: 

1. Most people feel more comfortable talking about almost any 
subject when they are involved in a discussion as part of a 
group. 

2. The interaction among the members of a group will result in the 
participants' being more talkative due to the stimulation 
generated by the feelings of others in the group. 

3. The group dynamics provide insights into how peer pressure 
plays a role in the degree of overall acceptance of a concept, 
product, or idea being presented, (p. 18-19) 

The focus group data collection technique was used in phase two of data 

gathering. These groups were formed at the beginning of the second phase of 

the study. Focus groups were used as needed to collect data. Another purpose 

of the focus groups was to perform member checking throughout the process in 

order to see that the data gathered is accurate and provided the correct insights 

to what was actually occurring (Greenbaum, 1988). 

Focus groups were formed on the volunteer campus in the small West 

Texas school district that sent all five principals, superintendent and assistant 

superintendent to the summer workshop. These groups were made up of 
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teachers assigned to the campus, as well as, students, parents, and community 

members. The purpose of a focus group is to select a representative group of 

people to respond to a given topic (Lederman, 1990). The focus groups involved 

six to ten individuals (Vaughn, Schumm, & Sinagub, 1996) who discussed their 

views on the principal's efforts to utilize the Four Cornerstones and to imported 

culture to their campus during the initiafion stage of change. The discussion was 

structured with "planned quesfions, and follow-up probes" (Vaughn, Schumm, & 

Sinagub, 1996, p. 148) to assure that the group remained on topic and provided 

a maximum amount of data from each meefing (Stewart & Shamdasani, 1991). 

Each focus group session was recorded and transcribed. Notes were 

taken in order to capture the non-verbal cues of the session such as body 

language, gestures, and facial responses (Lincoln & Guba, 1985). 

Shadowing 

Shadowing is a form of observation that allows an observer to follow a 

subject through normal activities. Typically, the shadower and the subject agree 

in advance that the subject will carry out the daily activifies as normal, notes will 

be taken during this specified period of fime, and the shadower will be as 

unobtrusive as possible (Polite, McClure, & Rollie, 1997). 

During Phase II of data collecfion, the principal was shadowed during 

routine daily activities. Interactions between the principal and teachers, students, 

parents, and community members were recorded in field notes for later analysis. 

The shadowing sessions lasted from one hour to an enfire school day, depending 
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on the schedule of the principal and the activities that were occurring on the 

campus at the fime. 

These shadowing sessions were used to record the interacfions between 

the principal and others during the initiafion of the Four Cornerstones and an 

imported culture. Data collected while shadowing the principal was shared with 

the principal as soon as possible after the shadowing to assist in the inifiafion 

process. 

Video/Audio Tapes 

It is difficult to completely record an interview or every word spoken during 

a meeting in notes taken by the researcher. A more efficient method of recording 

the dialogues is on tape (Bogdan & Biklen, 1992). 

In Phase I of data collection, which took place during the summer training 

workshop, each session was video taped in its entirety. These videos assisted 

the research team to embellish the field notes taken during the training session. 

Viewing the tapes allowed the team to insert non-verbal responses into the field 

notes recorded for each session. 

Audiotapes were used during structured interviews during phase one and 

phase two. During Phase I, each interview with the principals participafing in the 

workshop was recorded for transcription. These data were combined with other 

data collected during the first phase of the study. Interviews at the beginning, 

during, and at the end were conducted. These interviews assisted in 
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understanding the perspectives and knowledge base of the principals before, 

during, and after being trained in the Four Cornerstones and an imported culture. 

In Phase II, each structured interview was audio taped. These interviews 

included principal, teachers, students, parents, and community members. 

Audiotapes were also used during focus group meetings and any other meeting 

attended at the school such as faculty meetings or committee meetings. These 

tapes were transcribed and coded for analysis. 

Using audio or video equipment raises some quesfions. How comfortable 

does the interviewee, individual or group feel with the recording process? Are 

the interviewees assured of the confidenfiality of the tapes (Bogdan & Biklen, 

1992)? Permission was gained prior to taping an interview. The person or 

persons being taped were assured that the tapes would only be used as a data 

source. Immediately after the taping session, tapes were transported to a locked 

file. Names and positions were omitted from transcriptions. 

Documents 

Documents are a good source of data in qualitative research. Some 

documents already exist and others are being generated on a daily basis 

(Mason, 1996). Documents are almost always available, they are a stable 

source of information, they are a rich source of information, they might represent 

formal statements, and they are non-reactive like human sources are (Lincoln & 

Guba, 1985). Documents for this study primarily consisted of school documents 

generated from July 5, 1998 through mid-October of the same year. 
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In Phase I, the principals kept a daily journal of activifies. These journals 

were reflective journals of their experiences during the workshop. These 

reflections were meant to help the principal grow and develop through thoughts 

and possibly revelafions of learning (Wibel, 1991). The journals were collected 

at the end of the workshop, copied, and returned to the principals. These copies 

were used as a data source for Phase I. 

Other documents used from Phase I were any written material required 

during the workshop, informal notes, or any other source of written material 

generated during the one-week summer workshop. 

In Phase II, documents were a part of the data gathering process. 

Memos, meefing agendas, meefing minutes, and any other pertinent written 

material were used as data to inform this study. 

Residual Data 

Residual data is informafion that accumulates by accident or without intent 

during the study. Residual data is always present and it is important to consider 

such data as part of the study (Lincoln & Guba, 1985). All residual data were 

recorded in field notes. 

Gaining Entrance to and Exit from the Site 

Gaining Entrance to the Site 

The participants of the summer workshop were approached with the 

understanding that they would be encouraged to participate in a study. The 

doctoral students in attendance operated both as a research team as well as 
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participants in the workshop. Techniques for gaining access in phase one 

included developing rapport with the principals and establishing credibility of the 

research (Bogdan & Biklen, 1992). Credibility and rapport was established 

through the camaraderie of the workshop format and the content and methods of 

the workshop. The content of the workshop consisted of training in the use of the 

Four Cornerstones and importing a culture. Methods used were lecture and 

discussion during the morning sessions and hands on laboratory experiences in 

the afternoon. Also, teams were formed consisting of doctoral students and 

administrators from each of the participating districts. Each team consisted of 

one doctoral student and two principals, from different districts. There were two 

excepfions, one of which consisted of a doctoral student and three principals, 

each from different districts. The other exception included a doctoral student and 

the three participating central office administrators. Recreafional opportunifies, 

shared meals, and shared housing also served to foster trust and camaraderie. 

In addition, a permission letter was given to each subject assuring confidenfiality, 

explaining the use of the data, and decribing the purpose of the study (see 

Appendix D). 

In Phase II, the campus volunteering for the confinuafion of the study gave 

permission for the researcher to confinue gathering data. Rapport was 

established with the campus principal through the summer workshop. Entrance 

into the school was established with permission of the principal and the central 

office. 
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Gaining access with the campus staff and students took place through 

introducfions by the campus principal. The staff was assured that the study was 

a process to assist them to initiate the Four Cornerstones and an imported 

culture. In addifion, the staff was assured that there would be a minimal amount 

of disrupfions to the instrucfional day and that their responses would be 

confidential and solely for the purpose of improving the inifiafion of the Four 

Cornerstones and an imported culture. 

As an added gesture, each teacher involved in the study received a letter 

of explanafion of the purpose and scope of the research and an assurance that 

their names would be kept confidenfial. In addifion, a permission letter was 

signed and returned (see Appendix D). 

The frequent presence of an outside researcher over a period of time 

during the fall helped develop a rapport between the researcher and subjects. At 

the beginning of Phase II, the researcher spent fime informally with the staff and 

moved around the building in order to develop a rapport and establish a sense 

comfort and familiarity with the presence of an outsider. According to Bogdan 

and Biklen (1992), "During the first few days in the field you begin to establish 

rapport, you 'learn the ropes,' you become comfortable and work at making the 

subjects feel comfortable with you" (p. 87). 

Exit from the Site 

At the point in the on-site portion of this study in which it was concluded 

that the inifiation stage was substanfially complete and implementafion had 
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begun, the data collecfion came to an end. The campus that volunteered for this 

study was informed at the beginning of the on-site visits that the completion of 

the inifiafion stage of change was the end of data gathering. 

Even though data collecfion had to be completed at some point, the door 

was not closed to return visits. In the event that addifional visits were required, 

the school needed to be prepared. "Often, researchers stop data collection only 

to find later that more fieldwork is needed. To prepare for this contingency, it is 

important when stopping fieldwork to leave the door open for such returns" 

(Bogdan & Biklen, 1992, p. 105). 

Data Analysis 

The constant comparative method was used for data analysis (Glaser & 

Strauss, 1967). Bogdan and Biklen (1992) discussed the constant comparative 

method as collecfing data and analyzing data in an isochronal fashion. As data 

is collected, it is analyzed. Miles and Huberman (1984) stated that analysis 

during data collection allows the researcher to determine gaps in the data and 

gives the opportunity to collect additional data. In this manner, the data was 

coded into categories that showed trends or patterns to describe the outcomes of 

the initiation stage of change using the Four Cornerstones and the imported 

culture. 

Phase I of the data collection covered a broad range of information. Using 

the constant comparative method of data analysis, the data were sorted and 

coded into categories that developed while reviewing the data. These coding 
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categories are developed through words, phrases, and patterns of behavior, 

ideas and events that repeat and show trends throughout the data (Strauss, 

1987) described the purpose of coding: 

Both follows upon and leads to generative questions; 
Fractures the data thus freeing the researcher from description 
and forcing interpretation to higher levels of abstraction; 
Is the pivotal operation for moving toward the discovery of a 
core category or categories; 
Moves toward ulfimate integrafion of the enfire analysis; and 
Yields the desired conceptual density, (p. 55) 

The responses from the questionnaire given to the participating principals 

at the beginning of the workshop were reviewed and recorded. The responses 

were categorized and compared to the responses from the second questionnaire 

given at the end of the workshop. 

The videotapes of the workshop were reviewed and compared with the 

fieldnotes taken during each session. The videotapes aided in filling gaps in the 

fieldnotes since it was impossible to recall every event in detail even though 

these fieldnotes were recorded immediately following each session. These 

enhanced fieldnotes were coded along with all other data collected. 

Audiotapes recorded during semi-structured interviews during both phases 

of data gathering were transcribed. Transcripts are the main data of many 

interviews. Unlike fieldnotes, transcripts give an exact accounting of the words 

exchanged during the interview (Bogdan & Biklen, 1992). The transcripfions 

were reviewed and categorized as part of the Phase I data. 
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The analysis of journals provides a set of data that can inform the study 

with the subject's or the researcher's perspectives of self, subject matter, the 

task, and of learning (Thornbury, 1991). The journals kept by the principals, 

central office administrators, and doctoral students during the workshop were 

collected at the end of the workshop phase. 

All fieldnotes from observafions, shadowing, and all other data sources 

were sorted into the categories. Any residual data collected were added to the 

categories. 

The data were analyzed using the computer by entering all data into a 

word processing program using the first field as a coding system. These codes 

were alphabetic (A, B, C, etc.) to denote each specific category. Numerals were 

used to code the document and page number of the document. When this 

process was completed, the computer sorted the data according to category. 

The categories were reviewed several times and re-sorted to match the 

categories that were identified by this study. 

Based on the components of the Four Cornerstones and importing a 

culture, change literature as well as culture literature was reviewed in Chapter II. 

After consideration, symbolic interacfionism (Hewitt, 1994) was selected as a 

lens to inform this study. 

Bogdan and Biklen (1992) described symbolic interacfionism as the 

"conceptual paradigm" (p. 36) that motivates a person to act in a certain way or 

view a situafion in a certain way. "Human conduct depends upon the creafion 

and maintenance of meaning" (Hewitt, 1994, p. 71). Through symbolic 
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interacfionism the responses and changes in behavior of people on the campus 

that volunteered were described. All of the data that was coded and placed in 

categories were reviewed through the symbolic interacfionism lens. These 

interactions between the principal and teachers, students, parents, and 

community members gave this study insight into the mutual influences of these 

groups during of the initiafion stage of change using the Four Cornerstones and 

an imported culture. 

Trustworthiness 

"The basic issue in relafion to trustworthiness is simple: How can an 

inquirer persuade his or her audiences that the findings of an inquiry are worth 

paying attenfion to, worth taking account of (Lincoln & Guba, 1985, p. 290)? 

Reliability and validity, as it pertains to convenfional quantitative research, is 

inappropriate for qualitative research. In their place, the term trustworthiness is 

substituted. Within trustworthiness, the terms credibility, transferability, 

dependability, and confirmability describe how trustworthy the study is (Lincoln & 

Guba, 1985). In this study, credibility and transferability were discussed. 

Credibility 

Credibility is enhanced through prolonged engagement, persistent 

observafion, and triangulation transpires during the study (Lincoln & Guba, 

1985). The scope of this study covered a period of four months, the entire 

inifiafion stage of the change process. During this period, more than 200 hours 

were spent in collecfing data with mulfiple techniques. 
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Triangulation is a term used to describe data collecfion through mulfiple 

techniques. By using more than one form of data collecfion, a researcher can 

approach the quesfion(s) of the study from several different directions. 

Triangulafion increases the credibility of the study (Lincoln & Guba, 1985). 

Triangulafion in this study was accomplished through fieldnotes, quesfionnaires, 

journals, observafion, interviews, focus groups, shadowing, documents, and 

residual data. 

Credibility was further strengthened through the use of member checking: 

The member check, whereby data, analytic categories, 
interpretafion, and conclusions are tested with members of those 
stakeholder groups from whom the data were originally collected is 
the most crucial technique for establishing credibility. (Lincoln & 
Guba, 1985, p. 314) 

Member checking was accomplished by using the focus groups established at 

the beginning of the on-site part of the study. The group members were asked to 

discuss the data, analysis, interpretation, and findings in order to give feed back 

on the accuracy and applicability of the findings. 

Transferability 

Transferability can only be provided through the thick descripfion 

necessary for anyone wanfing to transfer the findings in this study to reach their 

own conclusion as to whether the transfer can be made. Lincoln and Guba 

(1985) describe transferability in a qualitative study this way: 

It is not the naturalist's task to provide an index of transferability; it 
is his or her responsibility to provide the data base that makes 
transferability judgements possible on the part of potential appliers. 
(p. 316) 
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It was the goal of this study to provide a thick description that will allow informed 

decisions by other administrators wishing to transfer or not transfer the findings 

of the study. 

Summary 

In Chapter III, the research design, selecfion of the site, entrance and exit 

from the site, data collecfion techniques, data analysis procedures, and 

trustworthiness of the study were discussed. The techniques described in this 

chapter were used to complete the findings of this study. 

Chapter IV will describe the findings of this study. The findings are 

supported by the data collected during both phases of this study. The findings 

will be interpreted by using the theory of symbolic interacfionism (Hewitt, 1994) 

as a lens to interpret the interactions between the principal and the teachers, 

students, parents, and community during the inifiafion stage of change using the 

Four Cornerstones and an imported culture (Reavis, Vinson, & Fox, 1999). 



CHAPTER IV 

FINDINGS 

This study describes the process of importing a culture of success 

(Reavis, Vinson, & Fox, 1999) during the initiafion stage of the change process 

(Fullan, 1991). This chapter will discuss the perspectives of the principals at the 

beginning and end of the summer workshop on the Four Cornerstones of 

success and importing a culture (Reavis, Vinson, & Fox, 1999). In addifion, this 

chapter will describe the effects of the Four Cornerstones during the initiation 

stage of the change process (Fullan, 1991) in a small rural elementary school in 

West Texas. 

The findings are described according to the research questions framed in 

Chapter I. Triangulafion was used in order to give a more credible descripfion of 

the findings. Triangulation is the process of using multiple data sources in order 

to approach the research question from different directions, as discussed in 

Chapter III (Lincoln & Guba, 1985). 

Analysis of Summer Workshop Data 

As described in Chapter III, the data for this study were gathered in two 

phases. In phase one data were gathered during the summer workshop in which 

the Four Cornerstones (Reavis, Vinson, & Fox, 1999) were the focus of the 

training process. The first part of this chapter will describe the change in 

understanding and perspectives of the principals during the summer workshop. 

82 
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The Summer Workshop 

The principal training workshop on the Four Cornerstones and importing a 

culture (Reavis, Vinson, & Fox, 1999) was held during the week of July 5, 1998 

through July 10, 1998 at a satellite campus of a major West Texas university. 

The setting was informal and relaxing, and it was intended to encourage 

camaraderie and open interaction between the participants of the workshop. 

The workshop theme was based on building successful schools. All of the 

symbols used in the workshop were geared toward this building theme. "The 

Empire State Building Factor" was used to describe the fact that the change 

process does not have to take three to five years (Fullan, 1991) to complete. 

The Four Cornerstones (Reavis, Vinson, & Fox, 1999) contend that the change 

process can be accomplished in a much shorter period of fime. The Empire 

State Building is an enduring skyscraper in New York City with over one hundred 

stories and was completed in one year and forty-five days in 1930 (Empire State 

Building Web Site, 1998). 

The agenda of the workshop (see Appendix E) was designed to offer a 

balance between instrucfion and participafion. Intertwined in the agenda were 

sessions to hear success stories from the participants, outside consultants, and 

videos. Also included were chances to relax and participate in the various leisure 

opportunities offered by the camp like setting. 

The orientation session on the first evening allowed the participants to get 

to know each other as well as set the spirit of the workshop and give an overview 
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of the days ahead. During this session various activities were used to get the 

principals ready to think about success, what causes success, and what inhibits 

success. Traditions, paradigms, and self rescripfing (Covey, 1989) were 

discussed as tools to prepare the participants to think about their schools, what 

makes them what they are, and what can be done to make them better. 

In addifion to these preparafion activities, the Four Cornerstones and 

importing a culture were introduced with brief definitions. Also introduced were 

the Four Bedrock Commitments (Reavis, Vinson, & Fox, 1999). These bedrock 

commitments were added to the training process just prior to the workshop. The 

Four Bedrock Commitments include the following: 

• Truth telling - The truth is always important even though it is not 
the most comfortable thing to do. 

• Gambare - Perseverance is the key to success. 
• Connecfing - Making connecfions with staff, students, and 

community enables a leader to be successful. 
• No fault - Do not place blame. Every event is the result of the 

success or failure of every member of the organizafion. The 
blame does not fall on one person or group of people. (Reavis, 
Vinson, & Fox, 1999, p. 200) 

These commitments are an integral part of each of the Four Cornerstones. They 

should be part of the everyday thought process to be successful in implemenfing 

the Four Cornerstones. 

The morning of day two was dedicated to the telling of success stories. 

Three successful administrators, two superintendents and one principal, were 

brought in to tell their success stories. At the end of this session, the participants 

were encouraged to tell a story of success that has occurred in their careers. 
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Each of the participants had a story that was important to his career. This 

session served as an inspirafion and gave everyone the feeling that success was 

within reach. 

The afternoon of day two was dedicated to the first Cornerstone "Capacity 

Building." Capacity Building was discussed as adult learning and problem 

solving rather than the typical definition of staff development as something that is 

done to teachers. Ineffective staff development was defined and examples of 

effective capacity building were given in order to explain that all of the members 

of an organization need to be involved in the learning process. 

"Culture of Success" was the Cornerstone discussed on day three. The 

essence of this cornerstone is to develop short-term goals for success that will 

move toward the long term goals of the school. Enthusiasm is essenfial. Don't 

hold back. No day or even hour should go by without something or someone 

being commended for a job well done. Importing a culture of success is a hard 

job. The principal must anoint heroes and heroines daily so that the feeling that 

success is at hand will be sewn into the fabric of every person's mind. 

The fourth day was dedicated to the "Systems for Success" Cornerstone. 

The basic nature of systems thinking is to see the relatedness of seemingly 

separate factors. Every event in an organizafion has a bearing on the enfire 

organization. Systems thinking rather than linear thinking promote success. 

"Leadership for Success," the final Cornerstone, was covered on the last 

day of the workshop. Two views of leadership were given: Clockworks I and 
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Clockworks II. Clockworks I leaders view the purpose of leadership as gaining 

control and regulafing the operafion of the organization. On the other hand, 

Clockworks II leaders give more latitude and provide the proper connecfions to 

allow the organizafion to operate smoothly (Sergiovanni, 1990). 

In addifion. Covey's (1988) Time Management Matrix was discussed as a 

guide to leadership (Figure 4.1). 
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Urgent 
1 
ACTIVITIES: 
Crises 
Pressing Problems 
Deadline-driven projects 

ill 
ACTIVITIES: 
Interrupfions, some calls 
Some mail, some Reports. 
Some meefings 
Proximate, pressing matters 
Popular activifies 

Not Urgent 
II 
ACTIVITIES: 
Prevention, PC activifies 
Relafionship building 
Recognizing new opportunifies 
Planning, recreafion 
IV 
ACTIVITIES: 
Trivia, busy work 
Some mail 
Some phone calls 
Time wasters 
Pleasant activities 

Figure 4.1 -THE TIME MANAGEMENT MATRIX (Covey, 1988, pg. 151) 

According to Covey (1988) a leader's goal is to move as much of his fime into 

Quadrant II (not urgent, but important) as possible. This quadrant allows the 

leader to exercise influence and be proactive. 

The "2 X 4 Visitation Program" was also introduced on the last day. This 

program was designed for a participant of the Four Cornerstones workshop to 

pair up with another participant to set up exchange visits to observe each other in 

acfion implemenfing the Four Cornerstones and Four Bedrock Commitments. As 

the name implies, there should be two visits every four weeks, one by each 
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participant. Following the visit, the observer has a fifteen-minute conference to 

discuss the success of the visiting principal's observafions of the host principal's 

implementation of one or more of the Cornerstones and/or Commitments 

(Reavis, Vinson, & Fox, 1999). 

The Workshop Data 

This section describes the change in perceptions and understanding of the 

Four Cornerstones and importing a culture by the principals from the beginning of 

the workshop to the end. The purpose is to give evidence that learning did take 

place during the workshop and that there was an impact on the principals' 

understanding of the cultures of their schools and what could be done to improve 

them. 

At the beginning of the workshop, each principal responded to the 

Principal Questionnaire No. 1 (see Appendix B) which was intended to gather 

insight into the understanding of the Four Cornerstones and importing a culture 

(Reavis, Vinson, & Fox, 1999) prior to the training program. At the end of the 

workshop, the Principal Questionnaire No. 2 (see Appendix B) was administered 

to the same respondents with basically the same quesfions in order to assess the 

changes. In addition to the questionnaires, data were collected by the data 

collecfion team, which consisted of the six doctoral students in attendance. 

These data were collected using participant observafion, individual interviews, 

daily journals, and residual data. These data were consolidated and analyzed in 

order to answer the first research question for this study: 
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How did the principals' perspectives and understandings of the 
Four Cornerstones and importing a culture change as a result of 
the weeklong workshop? 

These data were coded into themes and categories that emerged while 

reviewing the data. These themes and categories were developed through 

words, phrases, patterns of behavior, ideas and events that repeated and 

showed trends throughout the data (Bogdan & Biklen, 1992). 

In reviewing the data collected during the workshop by the data collecfion 

team, the one theme that emerged was the process by the principals of shifting 

from a general descriptive or passive mode in discussing their efforts to improve 

the success of their campus to a mode of pro-action or enthusiastic and more 

specific descripfion of what they would do at their schools to import a culture of 

success. From this theme, three categories emerged from the data: (1) the 

principals' movement from descriptive to pro-active; (2) principals motivating 

teachers to become promoters of student success; and (3) principals motivating 

students to a belief in success. 

During the data analysis, a disfinct division emerged in the way principals 

discussed their role as a leader. There were considerable data in which the 

principals discussed what they needed to do to motivate themselves to be good 

leaders before they could motivate others in their schools. A second distinct set 

of data indicated what the principals' thoughts were as to how they would use 

their leadership to motivate the teachers to be promoters of student success. 

The final set of data was their ideas on how to develop students toward a belief 
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of success. In this section samples of the data collected are described from each 

category. 

The research question concerned the change of the understanding and 

perspectives of the principals as a result of the weeklong training. As stated 

above, the theme that emerged from the data was the principal moving from 

descriptive to pro-active. This theme will be discussed using the three categories 

identified above. 

The Principals' Movement from Descriptive to Proactive 

The principals' movement from descriptive to pro-active is used in this 

study as a term to define the process of the principals participafing in the 

workshop increasing their understanding of the Four Cornerstones (Reavis, 

Vinson, & Fox, 1999) and changing their percepfions of importing a culture of 

success. Data from the quesfionnaires, participant observafion, principals' daily 

journals, the doctoral students' reflective journals and the videotapes of the 

workshop were used to describe this category. 

At the beginning of the summer workshop, the principals used descriptive 

or passive words and phrases to indicate their understanding of what they 

needed to do to be strong leaders. They seemed to be distant and detached 

from the process of improvement in their schools, as if they were standing on the 

outside looking in rather than being inside as an integral part of the improvement 

process. 
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Observations by the doctoral students from their reflective journals 

indicated a detached and non-focused demeanor by the principals in attendance. 

For example, one reflective note indicated that a participant "doesn't seem to be 

interested at all." In another instance, "...complacent, unwilling to listen" was 

noted. One principal stated that he was "skeptical about the ability to make 

something happen." One student reported that this principal "is just there, not 

buying into the process." In several notes, the students observed that some of 

the participants exhibited negative body language by reading a magazine, 

crossing their arms, or looking out the window. 

These observations were reinforced in the videotapes that were taken 

during the enfire workshop. In addifion to the above observafions, the 

videotapes indicated that at the beginning of the workshop, the participafion 

appeared to be one-way and that the principals were not responding to the 

informafion and quesfions very well. Their demeanor seemed to show a lack of 

understanding and not much interest in the information given to them. 

This passive, detached attitude that was reported by the doctoral students 

was repeated by the responses on the first principal questionnaire (see Appendix 

B) prior to the workshop training. The principals used words and phrases like: "I 

need to expect more from my teachers;" "I need to help others set high goals;" 

and "Providing better leadership should help my campus." The most commonly 

used phrases were "I need to...," "I want to...," and "I will try...." As an example, 

one principal stated "I will try to be more positive," "I want to become more aware 
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of myself," and another wrote, "I need to develop a better image of success." 

The above responses are descriptive and non-specific. They show a lack of 

commitment to any true action toward change or improvement. 

The principals' daily journals revealed the same passive attitude at the 

beginning of the workshop. Some examples of this attitude are: "I need to be 

more visible;" "I need to watch out for the quick fixes;" and "I will try to look at 

problems from the systems approach." One principal stated, "I'm not clear on my 

goals. I will try to make better goals." Another principal noted, "I need to improve 

my communicafion skills." Other comments described in the daily journals in the 

first days of the workshop were: "I need to get on the ball and provide some 

enthusiasfic leadership;" "I need to try to spend more time on the important and 

not the urgent;" and "I should learn to delegate more." Once again, these 

statements insinuated a detached, uncommitted view by the principals on their 

role in school improvement. 

As the workshop proceeded, the data began to suggest that the principals' 

view of their role as a leader was becoming more proactive and focused on 

specific actions for the behaviors they needed to exhibit in order to improve their 

schools. The following excerpts form the data discuss this change in the 

perspectives and understandings of the principals toward their own motivation. 

On the second questionnaire, the responses by the principals tended to 

deal with more specific actions. For example, "We must create a plan to be 

successful," "I must improve interacfion/relationships with my people," "We have 
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to capitalize on our resources," "I must be enthusiasfic, take inifiative, and be a 

strong leader," and "I must take a more energefic and enthusiastic leadership 

role." These statements indicate a stronger commitment and a more focused 

approach to the principals' role as a leader. 

These same proactive and focused attitudes were indicated by the 

comments from the daily journals of the principals. For instance: "I have to tell 

the truth, the truth is always better;" "I must clean up the clutter around the 

school, and keep my desk and office neat and orderly;" "I have to maintain 

credibility through consistency, and predictability;" "I will read and pracfice 

Covey's (1988) 7 habits;" "I am going to develop a system in my office to help me 

organize my priorities;" "I am going to be a risk taker;" "I must have better time 

management and focus on the Cornerstones;" "I have to work from the systems 

standpoint;" and "I need to use Covey's (1988) four quadrants to make my job 

more efficient." Once again, these quotes indicate a proactive and more specific 

understanding and perspective toward the principals' role as a leader using the 

Four Cornerstones and an imported culture (Reavis, Vinson, & Fox, 1999). 

In the reflective journals kept by the doctoral students, their observafions 

supported the above findings. One doctoral student noted in her journal that a 

principal stated, "If I expect teachers to change and improve, then I must model 

this in a very tangible and physically evident way." In other observafions, the 

data collecfion team noted the following: "This has given me the confidence to 
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know I can;" "I am going to post motivafional signs all over school," and "I'm the 

one that has to raise the bar." 

Some nonverbal data from the data collection teams' journals indicated 

demeanor and participation changed significantly by the end of the workshop. 

These are some comments from the doctoral students: "He is very inquisitive;" 

" is willing to discuss possible solutions to current problems" "The elementary 

principal from is very open-minded and is really interested in making 

improvements;"" sees great value in this workshop for himself and his 

school;"" has made quite a significant change in behavior about change;" 

"This principal is very positive;" and " is making notes about the Four 

Cornerstones that are specific to his school." One student noted, "Enthusiasm 

has grown and the atmosphere is one of excitement and understanding." These 

observations insinuate that the perspectives of the principals changed 

significantly from the beginning of the workshop to the end of the workshop. 

By the end of the workshop, the enthusiasm and commitment of the 

principals were evident. One principal noted, "I will start planning as soon as I 

get back to begin the first day of school talking about success." Another principal 

stated, "The appearance of the school is important and it is easy to make 

improvements to help make good first impressions on teachers, students, and 

parents. I have thought of several ways I can do this right away." Yet another 

principal said, "I will work hard on the changes I have learned here to start the 

school year off right." Some comments from the daily journals were: "The first 
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thing I will do when I get home will be to walk around my school looking at things 

through the eyes of a visitor;" "I appreciate the strength of the participants in this 

workshop. They have helped me be stronger and more focused;" "When I get 

my staff together, we will eliminate quick fix rules that do not promote our long 

range goals for success;" and "Covey's (1988) Four Quadrants are important and 

we will use them in our school." 

Observafions by the data collecfion team indicated the same enthusiasm 

and commitment. One doctoral student noted this statement by a principal, "I will 

do a much better job this year." Another principal stated, "The culture of our 

school will be improved greatly. I, the leader, will import a culture of success." 

Other comments noted by the data collection team were: "I will stop thinking 

linearty and move to a systems approach;" "I have gained a lot of new tools to 

help improve my school;" "I know my school culture will improve because I have 

improved;" and "I already had a good strong vision of what I want and expect for 

my school's culture. This workshop has helped me fine tune and gain ideas on 

how to communicate that vision." 

The above data has described the changes in the principals' percepfions 

and understandings of the Four Cornerstones and importing a culture. As noted, 

the principals began the workshop with a lack of understanding of the Four 

Cornerstones and detached, non-committed approach to the improvement of 

their schools. By the end of the workshop, the data suggested that the principals 

had gained an understanding of the Four Cornerstones and Four Bedrock 
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Commitments (Reavis, Vinson, & Fox, 1999). They were enthusiasfic and 

committed to improving their schools by importing a culture of success. The 

principals were more focused on specific ways to make improvements and what 

they needed to do to import a successful culture. 

Principals Motivating Teachers to Become Promoters 
of Student Success 

Principals motivating teachers to become promoters of student success is 

a term used in this study to describe the change in understanding and 

percepfions of the principals participafing in the summer workshop on what is 

needed to mofivate teachers to embrace a culture of success and believe that 

students will be successful. Data from the quesfionnaires, participant 

observation, principals' daily journals, the doctoral students' reflective journals 

and the videotapes of the workshop were used to describe this category. 

As described in the previous section, the principals in attendance at the 

summer workshop started the week with a detached, uncommitted attitude 

toward change and importing a culture of success. Some other observafions by 

the data collection team reinforced this: "We are pretty good, but that is probably 

not good enough"; "We need to provide opportunities for our staff to be agents of 

positive changes for kids"; "I need to provide a vision for my teachers"; and "I 

need to ask for teachers suggestions on how to connect to kids." 

On the first questionnaire at the beginning of the workshop, one principal 

stated, "I will try to redirect the actions of teachers from minor situations to the 
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real issues." Another principal responded, "We have some areas in our culture 

that need to be straightened up. We just need to keep working on it." One other 

principal stated, "I want to try to involve the teachers and students more in 

planning." 

The daily journals noted the same uncommitted attitude. In one journal a 

principal stated, "I want to take a more energetic and enthusiasfic leadership 

role." Another principal wrote, "My faculty should become more positive and 

supportive toward students." Yet another noted, "I am reviewing our past 

attempts for success, and I am not sure how I can get my teachers to get it 

done." 

Toward the end of the workshop these detached and uncommitted 

perceptions were becoming more focused on specifics and more enthusiastic 

about being able to make improvements. On the second quesfionnaire, one 

principal made this statement, "I have gained the knowledge to focus on the Four 

Cornerstones and how I will improve my school's culture." Another principal 

noted, "Effective teachers are the key to campus success. Our teachers will be 

effective." One other principal said, "Motivation starts with the leader. I will use 

my energy to sell success and make them believe they can." 

The daily journals revealed the same enthusiasm and commitment. "I will 

be more involved with the staff, more supportive of the staff, and make more 

connections with the staff," stated one principal. Another principal noted, "I won't 

be afraid of change and being a risk taker. I will support the staff and make staff 
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development worthwhile." Yet another principal said, "At my school, there will be 

a never ending push of the positive that encourages success of my teachers." 

One principal wrote, "This year we will plan staff development that is built around 

our goals." 

Observations by the data collection team noted the following statements 

about how the principals were becoming more focused and enthusiastic: "We 

will improve our culture as we improve our public/human relations"; "Our culture 

of success will be based on high goals and a constant reminder that we will have 

success"; "It will take a team effort and we will have a good planned out course to 

improvement"; and "I am going to use different types of motivations and learn 

how to push my staffs' buttons in a positive way." One doctoral student made 

this observation," is very open-minded. He sees the great value in this 

workshop for his organization." Another noted this statement by a principal, "It 

will happen with perseverance, consistency, and constantly pecking at them to 

keep going." One observation revealed this statement, "The majority of our 

problems are systems and not people. We are going to use the systems 

approach to solve our problems and stop thinking linearly." A principal that 

displayed strong enthusiasm stated, "My staff is going to stop this 'stinking 

thinking' and learn to believe they will be successful." 

Other statements that indicated a change in the enthusiasm and focus of 

the principals were: "I am going to get everyone involved"; "I am going to change 

teachers into risk takers and help them build avenues to be successful"; and 
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"We're going to establish clear goals and prioritize them." During an informal 

interview, one principal stated, "I have learned that culture shift can take place 

quickly, and we will have a successful culture this year." Another principal said, 

"I must give constant reminders of success throughout my school." Yet another 

noted, "We will present ourselves as a great school in this community." 

Some other comments made by the principals at the end of the workshop 

were: "We are going have a great staff meeting to start the new year. I am going 

to work with their strong points and work toward improving their weak ones"; "We 

will get parents involved and sell them on the direction we are going to take the 

school"; and "I am going to stress and require high expectations from my 

teachers." One principal made this statement, "If I expect teachers to change 

and shift directions during this process, then I must model this in a very tangible 

and physically evident way." Another responded, "I will surround myself with 

'challengers' and find the folks that will help to raise and then hold the bar." Yet 

another principal said, "I will reward teachers for successes and give 

complements that are genuine and specific." One other principal noted, "I am 

going to use many thoughts, theories and small items to encourage the teachers 

to bond and work to improve their own and other's work environment." 

All the above data demonstrated the enthusiasm and commitment to 

importing a culture of success and improving the focus of the faculty toward 

being successful. As one principal stated, "I have seen and learned things that I 

can use to be a better leader and help my staff be better leaders for their 
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students." Another principal said, "Success breeds success, and we are going to 

be successful." Yet another noted, "I am very excited, and I am going to model 

that excitement for my teachers so they will be excited about success." 

Principals Motivating Students to a Belief in Success 

Principals motivafing students to a belief in success is a term used in this 

study to describe the changes in understanding of the Four Cornerstones and 

percepfions of the principals participafing in the workshop on the methods they 

needed to use to develop students from a failure mode to a belief of success. All 

data sources described previously were used to describe this category. 

Once again, the detached, uncommitted percepfions of the principals 

toward importing a culture at the beginning of the workshop were discussed 

earlier in this secfion. Some comments by the principals that reiterate this were: 

"I need to spend more time with my students"; "I should review my student 

handbook to make it more usable for the students"; and "We need to be more in 

tune with the needs of the kids." As noted in the first category, the principals 

realized they needed to make improvements and changes on their campus but 

did not know where to start. One doctoral student observed, "At the beginning of 

the workshop, most principals were looking for ideas to help them improve 

instrucfion on their campuses, but they didn't know where to start." Another 

observation noted, "Mr. does not understand how students will assimilate the 

culture brought in by the principal." 



100 

At the completion of the workshop, the principals were becoming more 

focused and enthusiastic about how they would go home and motivate students 

to be successful. In the daily journals, one principal stated, "Our culture will 

change to one of success, no exceptions. We will motivate students to be 

successful." Another said, "We must set the goals high, the kids deserve it." In a 

group discussion toward the end of the workshop, a principal announced, "Our 

goal will be 90% passing on the TAAS. The kids will believe they can achieve 

that and will achieve it." 

Addifionally, the second questionnaire revealed these responses: "I am 

going to make connections and personalize experiences for my students"; "I am 

going to engage kids"; "We will demand high achievement for our students"; and 

"I am going to use means outside of our tradifional setting to motivate and 

educate kids." One principal, in discussing what he was going to do stated, "Our 

culture must show in everything we do. I will raise expectations for kids and 

celebrate their successes." 

Observations by the data collection team noted these statements by 

principals: "Our teachers' high expectafions of our students is the key to 

success"; "I am going to have better and more positive communication with my 

students"; and "Celebrate success of students every chance we can." One 

doctoral student stated, "Mr. said he would require his teachers to develop 

positive relationships with their kids." Another observation revealed, "We have 



101 

not had really positive attitudes. My teachers are going to become more positive 

and supportive toward their students." 

One principal stated at the end of the workshop, "In order to have a culture 

of success, we will develop the feeling that all students will succeed and succeed 

at a high level." Another noted, "I am going to post signs for success everywhere 

in my school so the kids will be reminded all the fime what it takes." Even 

another principal said, "I am going to visit every student's home at least once so 

that the student and parents know me and understand that I care about the 

success of all students." 

One principal talked about the "Proud Crowd." He had seen it work in 

another school. He said, "I am going to try something like that so that I can 

praise kids for successes. Anoint heroes and heroines." Another principal stated, 

"Perseverance is the main roadway to success, and I can make a strong impact 

on the kids." Sfill another principal noted, "By being out of my office more and 

with the kids, I can develop positive relafionships with a larger number of 

students." One more principal promised, "I will use all available resources to 

improve the success of students." 

Since the beginning of the workshop when the principals exhibited 

the uncommitted, non-focused attitude toward importing a culture of success to 

improve student achievement, they moved a great distance toward a more 

focused, enthusiasfic, and specific percepfion of what could be done to move 

students to a belief that that they can be successful. At the end of the workshop, 
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the principals were talking more in absolutes rather than possibilities about what 

they could do to improve the achievement of students at their schools. 

Workshop Follow-up Meetings 

Follow-up meefings were held each month after the school year began. 

These meetings were intended to review what was learned during the summer 

workshop and assist the principals to remain enthused and focused on the Four 

Cornerstones as a process to import a culture of success. The meetings were 

held as luncheon seminars at a local hotel. The setfing was pleasant and 

professional. 

The first meefing was held in September, giving the principals enough 

fime to get their school year started. This meefing focused on importing a culture 

of success. The Cornerstone was reviewed and discussed by the participants. 

There was a segment of the meefing in which principals reported on some 

of the things they were doing. One principal reported that his campus had 

adopted the Japanese word for "improvement every day," kaizen as their symbol 

to work for success. Another principal adopted the motto "reach for the stars" as 

their symbol of success. 

During the summer workshop, the goal for improvement by all of the 

schools was discussed as being a 50% improvement on the TAAS over last 

year's scores. As an example, if a district had an average score of 40% on the 

TAAS, their goal for this year would be 70% passing. However, almost every 

prindpal reported that he or she and his or her faculties had dedded that this 
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would not be enough improvement. Each of the campuses focused on 90% 

passing the TAAS as their high goal. For most of them this represented 

significantly more increase than the 50% improvement discussed in the summer 

workshop. 

The enthusiasm and focus gained during the summer workshop appeared 

to have been retained by the principals. Each of them talked about the fact that 

their school year had begun so much better and more positive. 

The second meefing was held during October, 1998. The focus of this 

meeting was using the Four Cornerstones of success as a process to effect 

significant change in a short amount of fime. The fact that Fullan (1991) stated 

that change takes from three to five years was discussed. Reavis and Vinson 

(1997) that demonstrated that a culture of success could be imported 

successfully in one year reminded the participants of the research. 

Once again principals shared some of things they were doing on their 

campuses to make improvements using the Four Cornerstones (Reavis, Vinson, 

& Fox, 1999). One principal talked about how his staff worked many hours to 

disaggregate the TAAS data from last year. They then developed an item by 

item analysis and review of why students did not master certain objectives. 

Another principal discussed his "Master the TAAS Picnic" with his students. Sfill 

another principal discussed the fact that he had posted motivafional signs all over 

his school and was getting a very positive response from his teachers and 

students. 
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The 2 X 4 Visitation program (Reavis, Vinson, & Fox, 1999) was reviewed 

and a demonstrafion by the session leader and a doctoral student was performed 

to inform the participants of how this program can be used. It appeared from 

information given by the participants that the 2 X 4 visitations were not 

progressing very well. It was reported that only two of the principals had 

engaged in a visit. 

The final meeting attended in November was focused on how to get the 

most out of teachers and students. The head football coach of a prominent West 

Texas university was the guest speaker. He discussed how he got the most out 

of his players and coaches. After his talk, the group discussed how they could 

use what the coach did to help them inspire their staff and students to do the best 

they can do. 

At this same meefing, the findings described in Chapter IV from the 

summer workshop were presented to the participants. This member check 

revealed that the principals agreed with the findings and felt that the results of the 

workshop were captured. 

The participants of the summer workshop felt that the follow-up meetings 

were valuable to their efforts and wanted these meefings to confinue. The follow-

up meefings will confinue throughout the 1998-99 school year. At each of these, 

further updates on the Four Cornerstones (Reavis, Vinson, & Fox, 1999) will be 

given. The intenfion is to continue sharing successes between the participants 
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and review the progress of importing a culture of success to the various 

campuses. 

Analysis of the Initiation Stage of Change on a School Campus 

During the summer workshop on the Four Cornerstones of Success 

(Reavis, Vinson, & Fox, 1999), the data were collected on all the participants in 

order to determine the changes in perspectives and understandings of the Four 

Cornerstones and the Four Bedrock Commitments. As the workshop 

progressed, one principal volunteered his campus to allow this study to proceed 

to the initiation stage of change (Fullan, 1991). 

The Campus 

The campus that volunteered as a site for the second part of this study is 

a small rural intermediate campus in West Texas. The school includes grade 

levels four through six with an approximate enrollment of 260. The staff consists 

of 43 members, 22 professionals and 21 para-professionals and auxiliary staff. 

The school is part of a small rural district with an enrollment of around 1,100 

students divided into four campuses. 

Currently used as an elementary school, the building was originally the 

high school built in the 1920's. The old age of the building was accentuated by a 

lack of proper maintenance prior to the arrival of the new principal in 1998. 

There had been leaks in the roof and many ceiling tiles were stained and partially 

deteriorated. The floors had not been waxed and buffed properly. Corners and 
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baseboards were dirty with the appearance that they had not been cleaned in a 

long time. At the end of the previous year, the walls had been painted, but they 

had not been taped, thus the two colors met in an uneven line. Each color had 

spilled over the other leaving streaks, and in places, one color had dripped on the 

other. The lockers were scratched and covered with graffiti and several locker 

doors were dented and only partially on their hinges. Soft drink machines were 

placed in the hall directly in front of the main entrance to the school to be seen by 

everyone who visited the school. The administrative office was in need of paint 

and was cluttered with unused and unneeded furniture. 

The grounds were untrimmed and there were dead trees that needed 

removing around the campus. The shrubbery around the building was not 

trimmed. In front of the school was a marquee sign that was in disrepair, the 

letter slots were broken, and the school name needed repainting along with the 

rest of the sign. In general, the building was just old, and its condition suggested 

there was no tradition of pride. 

The principal of this campus was new for the 1998-99 school year. He 

came to the district from another small rural district in West Texas at which he 

was principal of the high school. This position was his first principalship of an 

elementary school. 

During the workshop, the principal of the volunteer campus indicated that 

he was seriously interested in implemenfing a campus improvement program 

using the Four Cornerstones and the Four Bedrock Commitments (Reavis, 
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Vinson, & Fox, 1999). This was due to the fact that his campus was rated "low 

performing" as defined in the Academic Excellence Indicator System (AEIS) for 

the state of Texas (TEC, Titie 2, Subtitie H, Chapter 39, Section 39.051). 

The 1998 AEIS report indicated that the campus was below the score 

standard on the Texas Assessment of Academic Skills (TAAS) (TEC, Titie 2, 

Subtitie H, Chapter 39, Section 39.023) of 40 percent passing in the area of "low 

socioeconomic students." Even though this one area was the only one below the 

standard, Texas law states that this gives the campus the "low performing" rating. 

The one section was the only one below the standard, but all other sections 

averaged 59.5 percent. 

In addition to the fact that the campus was low performing, there was a 

strong discontent between the staff and the former principal to the extent that she 

resigned at mid-term. For the remainder of the year, a retired principal who lived 

in the community administered the campus. His tenure lasted until the end of 

April, at which time a teacher on the campus completed the year as the interim 

principal. The above indicated a lack of consistency in the campus leadership. 

All of the above as well as the basic need for improvement of student 

achievement at his school prompted the new principal to volunteer his school to 

be the site for this study. The superintendent of the district had given his 

permission for any of his campuses to participate in the study prior to the 

beginning of the workshop. When this principal volunteered, the superintendent 
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gave his approval and stated that he would give his complete support for the 

study. 

Data Collection 

Data collection for the second phase of this study began prior to the 

beginning of school in the fall of 1998. This consisted of three visits to the district 

early in the month of August. Tours of the volunteer campus and informal 

interviews with the principal were conducted during these visits. In addition, 

informal interviews with the superintendent and assistant superintendent were 

held. 

As the school year began, data were gathered at faculty meetings during 

inservice and student assemblies on the first day of school. Site visits occurred 

at least two days a week. 

During the site visits, several data collecfion techniques were used. 

Observafion took place through observing classes, attending campus 

improvement committee meetings, attending school board meetings, student 

meefings, and observing daily activifies of the school. Another form of 

observation used was shadowing. Once a week during the inifiafion stage of 

change, half days to full days were dedicated to shadowing the principal during 

his normal daily routine. In addifion to observafion and shadowing, focus groups, 

informal interviews, open-ended quesfionnaires, documents, and residual data 

were used for data collection. 
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The Campus Data 

This secfion describes the inifiafion stage of change (Fullan, 1991) while 

using the Four Cornerstones, Four Bedrock commitments (Reavis, Vinson, & 

Fox, 1999), and importing a culture of success to a school campus. This secfion 

also describes the process of inifiafion on this campus as the principal applied 

the knowledge and understanding learned during the summer workshop 

described at the beginning of this chapter. 

The on-site data were collected, sorted and analyzed using the constant 

comparative method of data analysis (Glaser & Strauss, 1967). These data were 

consolidated and analyzed in order to answer the second research question for 

this study: 

How did the principal use what was learned at the summer 
workshop on the Four Cornerstones and importing a culture as a 
process to interact with teachers, students, and community to 
inifiate change and how did this inifiafion stage impact teachers, 
students and community? 

The data were coded into categories. These categories were developed 

through words, phrases, patterns of behavior, ideas, and events that repeated 

and showed trends throughout the data (Bogdan & Biklen, 1992). The categories 

that emerged while reviewing the data were: (1) changing the guard and (2) 

emphasis on success. 
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Changing the Guard 

Changing the guard is a term used here to describe a change in 

leadership on the campus after the new principal was hired. Everyone 

associated with the school anficipated this event. The anficipafion was mixed. 

According the district superintendent, "some people were excited, some had 

mixed emofions, and some were just plain leery." 

The leadership of the former principal in the school, as stated earlier, had 

been perceived as weak. During the first semester of 1997-1998, formal and 

informal grievances had been filed against that principal. The district 

superintendent, during an informal interview, stated that "Twenty-one of the 

twenty-two professional personnel on this campus filed grievances against the 

former principal at various levels last fall." A teacher, who had been at the school 

for several years noted that, "The principal we had last year did not support us at 

all." Another teacher stated that, "I went home every day and cried." In another 

interview with a teacher, she stated that, "It was so bad, my husband came up 

here to talk to the principal." 

In an observafion session during the first faculty meeting of the year, one 

teacher noted that, "There was no support from the administration last year." 

Another teacher affirmed this by stafing, "The discipline here was terrible. You 

could send a student to the office and nothing would happen." During an 

informal interview with one of the teachers, she stated that, "The campus was not 
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run well last year. We had no direction from the principal, and we were not 

focused on any goals." 

As the school year began, the new principal began using the Four 

Cornerstones and Four Bedrock Commitments to assist in inifiafing change and 

importing a culture of success. While visifing with a group of parents one day 

prior to the beginning of school, the principal stated, "I am a very positive person. 

The staff and kids are hungry for enthusiasm and I know my enthusiasm will 

spread. It is going to be a winning team." In his introductory letter to the staff 

before school, the principal illustrated the fact that it would be a busy year and 

everyone needed to be prepared to "get to work." Some of the statements he 

made were: "Summer is about over and everyone should be ready to get busy," 

and "A lot is going to happen this year and we will accomplish great things." To 

prepare the teachers for the busy year of change ahead of them, the principal 

told the staff during their first faculty meeting: "I won't ask you to do anything I 

wouldn't do. I want to lead by example"; "I am here, I have a job to do and I want 

you to feel the same way"; and "Tell me what you need, and I will get it for you. 

After that you are accountable for teaching your students." He wanted to make 

sure the teachers understood the importance of improving test scores on the 

campus. 

During the first week of school, a teacher came by the office and told the 

principal, "Thank you for a smooth start of school." A note from one teacher 

read, "Our students and staff are lucky to have you this year. I will do my best." 
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A week later, one teacher stopped in the hall and said to the prindpal, "Thank 

you for being a positive role model for us. I am so glad you are here." A note 

was received from a Sunday school class at a local church, "We were discussing 

the beginning of school and decided to let you know we are proud of the way 

school started under your leadership. Thank you and have a great year." During 

an informal interview, the superintendent stated, "I am excited about what is 

going on. I like what Mr. is doing to lead his campus." He also stated that 

he had received notes from the teachers on that campus telling him "thank you" 

for the principal. 

Fullan (1991) noted that during the inifiafion stage of change, not 

everything will be accepted in the beginning. There will be skepficism and the 

lack of enthusiasm by the people involved. The positive comments above, 

notwithstanding, this campus was no exception. One teacher stated on the 

onsite quesfionnaire (see Appendix C) that, "Things are no better, he pushes too 

hard." At a focus group meeting, a staff member stated, "We can't do this. You 

are asking too much of the teachers and kids." Two teachers were observed at a 

faculty meefing sitfing in the back of the room whispering and shaking their head 

in a negative fashion, while the principal was explaining the processes to be used 

to prepare for the pracfice TAAS (Texas Assessment of Academic Skills). One 

teacher in the hall stated, "He is really making us work. I don't think it will help." 

As the fall semester progressed, the feelings toward the principal's 

leadership became more and more positive and teachers attributed this to the 
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energy and positive attitude of the principal. One teacher said, "He is very 

energefic and supportive." Another noted, "The best change we have seen is the 

arrival of our new principal. He is so positive." From the teacher questionnaire, 

the following were some comments made by the staff: "He expends huge 

amounts of energy to make this an environment more conducive to learning"; "He 

models the attitude and approach toward our work and students that he expects 

of us"; "I really appreciate all the positive messages I receive from the principal"; 

"The principal has brought a new focus to our staff and students"; "Mr. has 

an organized step-by-step plan to reach our goals of success"; and "He is 

involved in all aspects of the school and is very enthusiasfic." 

Specific processes utilized by the principal and noted by the teachers 

during informal interviews (see Appendix F) follow. Here are some answers 

given by the teachers: "We are being encouraged to collaborate with fellow 

teachers"; "He (the principal) makes you want to do your best and then some"; 

"We are getting a lot of 'pats on the back' from the principal"; "The principal is 

leading with genuine care for each teacher and student"; and "The principal is 

doing a lot of little things that make a big difference." During observafion of a 

campus improvement committee meeting, one parent noted, "I think this principal 

has come in here and fired everyone up to make improvements and I think they 

are on the right track." Another parent stated, "My kids really respect the 

principal. He is fair but firm with them at school." 
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Observafions of the principal showed that he was in the hall and in 

classrooms interacfing with teachers and students on a daily basis. He 

constantly called students by name and told them how proud he was of them for 

scoring well on a test or some other academic activity. A student that the 

principal had talked to the week before about not turning in his work stopped by 

the principal's office to show him a hundred he made on a paper he had turned 

in. The principal showed great enthusiasm for the success of the student, and 

the student smiled from ear to ear. The principal stopped a teacher in the hall 

and said, "Thanks for the work you did to prepare for the practice TAAS test. I 

really appreciate how much time you spend to help the students." One teacher 

stated, "The principal gives lots of rewards everyday and encourages others to 

do the same." Another teacher said, "He is in the halls all the time. He talks to 

teachers and students and always give positive perks." The principal's 

interactions with teachers and students were visual, as well as verbal. 

As noted above, the leadership on this campus was weak in 1997-1998. 

After the new principal came to the campus, he used the Four Cornerstones as a 

guide for leadership for success. The data given above shows that the new 

principal used the Cornerstone of "Culture of Success" to direct the students and 

teachers on the campus toward success. In this cornerstone, the principal is the 

"high priesf for the campus. He is always carrying the torch for the goals 

established to move the school toward success. As one teacher stated, "The 

motivational things and support we are getting from the principal are just 
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outstanding." Another teacher said, "He has motivated the teachers to focus on 

goals and try new things to make the students successful." To emphasize the 

"high priesf component, one teacher stated, "Our principal continuously 

emphasizes the strong determination to succeed in reaching our goals." Finally, 

one teacher noted, "He is enthusiastic and eager to try new ways to motivate 

students and teachers to success." 

The above data demonstrated strength in leadership by the principal as 

perceived by teachers, students, and the community. These and other data will 

show that there was a renewed emphasis on involving the parents and 

community, as well as improving the perception the community has toward the 

school. 

In the past, the community had viewed this school negatively. The 

principal stated, "I went around town and talked to community members. Their 

perception was that this school was not giving the students the best education 

possible." The principal noted that, "A parent told me that the image of this 

school is not very good." One parent stated, "I just wanted my child to get 

through this school as quickly as possible and move on to junior high." Another 

parent noted, "There has been a perception that there has been a lack of 

leadership and that the students were being neglected to some degree." 

Through leadership, the principal developed concepts that enhanced the 

involvement and perceptions of the community and parents. Some of these 

concepts outlined at the first faculty meeting were: "Use our parents to help as 
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volunteers or just as supporters"; "We have to have a good relationship with the 

community. This is their school"; "When parents come into our school, we want 

them to have a good feeling about the environmenf; "In order to improve our 

image, we have to be in the newspaper a lot with positive informafion"; and "To 

accomplish our goals, it is important to have the community and parents 

involved." During the open house at the beginning of school, the principal noted, 

"We want the parents to be involved with our school." He also said, "We want to 

be transparent. We want everyone to see what we are doing." 

In interviews with teachers on the campus at the end of the first six weeks 

of the school year, the teachers made these comments about parent perception 

and involvement: "The principal is using the community as a support for our 

school"; "The principal is making every effort to give a positive impression of our 

school to the community through the newspaper, etc."; "Parents are turning out in 

large numbers for everything we have here"; "We have a lot more parents 

volunteering this year. It is great", and "He is really involving the parents and 

businesses in the school." 

In October, toward the end of the initiation stage of the change process 

(Fullan, 1991), the teachers made these comments on the onsite quesfionnaire: 

"There is a lot more publicity in the paper"; "The community has rallied to support 

our efforts;" "Parents are more positive"; "The parents and community are 

beginning to have a higher opinion of our school"; "I have heard no negative 

comments from the community this year"; "I have heard parents say they truly 
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feel welcome at our school this year"; and "It is great to have parents tell me how 

good a year their child is having." 

While visiting with parents, these comments were made: "The Brownies 

for Dads was a great idea. I haven't seen this many parents up here in a long 

fime"; "I am impressed with what I see coming home with my kids"; "I have 

enjoyed coming up to school. The teachers and kids are working so hard"; and 

"The whole community is supporting the school." 

The principal discussed his views of what was happening with parent 

participafion and percepfion: "Our open house was a great success. We had a 

packed house. There were more people here this year than there has been for 

ten years"; "I know the parents have a lot to do. I appreciate them coming up 

here"; and "Parents are really getting involved." 

The comments above were substantiated by the response by parents to 

the open house, "Brownies for Dad," the large number of parents that visited the 

school during the day, and the enthusiasfic participafion by businesses. The 

local bank and a local bakery, for example, sponsored the "Brownies for Dad" 

project. A local fast food restaurant donated discount cards for each student and 

teacher. Another business, along with the bank, sponsored an ice cream cone 

for each student who passed at least one section of the pracfice TAAS test given 

in the middle of September. The data noted above demonstrate an increased 

involvement by the community and the parents. The businesses in the 

community that donated and sponsored different projects indicated a willingness 
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to contribute to an improved perception of the school. Volunteers at the school 

increased in numbers far beyond those seen in the past. 

Emphasis on Success 

Emphasis on Success is a term used in this study to describe the 

processes used by the principal to import a culture of success by constant 

reminders and daily emphasis on the fact that students and teachers could be 

successful. This emphasis was designed to impart a feeling to the teachers, 

students, and community that they could be successful and would be able to 

reach their high goals. 

As discussed earlier in this chapter, this campus was rated as low 

performing on the Texas AEIS. This secfion will discuss the efforts of the new 

principal using the Four Cornerstones and Four Bedrock Commitments as a 

guide to place emphasis on success by importing a culture of success to the 

campus in order to improve the achievement of students. These efforts take the 

form of improvements on the physical appearance of the building, setting high 

goals, using the leadership components described in the previous secfion, and 

other factors that will be discussed in this secfion. 

As discussed earlier in this chapter, the building was a 1920's high school 

building used currently as an elementary school. The building was not very 

attractive and needed a great amount of work to make it more presentable. In 

order to begin the change process to place emphasis on success, the new 

principal made changes to the physical facilities so the staff, students, and 
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community could begin to have pride in their school and to develop a sense that 

success was important and possible. Reavis and Vinson (1997) noted in their 

study, "The various improvements in the physical facilities were a visual reminder 

that change was not only possible but already occurring all around them" (p. 5). 

The new principal went on duty at the school on July 1, 1998. He 

immediately went to work improving the physical appearance of the campus. 

The first thing he did was to have the vending machines moved from the main 

entrance to the school down to the cafeteria area. Next, he and the junior high 

principal painted the sixth-grade lockers on the second floor covering the graffiti 

and repairing the locker doors and locks. Later in July, the new principal invited 

his staff to the school for a "paint scraping" party. He provided hot dogs and 

used the fime to improve the appearance of the new paint job by removing paint 

spills and straightening the convergence lines of the two paint colors. He also 

used this fime to get to know his staff better and on a personal basis. 

He and his custodians repainted the stairs to the second floor and down to 

the underground gym. There had been several leaks in the roof, and these leaks 

discolored a large number of ceiling files. The principal had most of these ceiling 

tiles replaced. His custodians stripped and re-waxed all the hardwood fioors 

using four coats of wax. The principal removed all the clutter and unused 

furniture from the faculty lounge and the office area. His secretaries pitched in 

and put up wallpaper border in the office and added some decorafions on the 

walls to improve the appearance of the office. 
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On the outside, dead trees and dead limbs were removed. The shrubbery 

was trimmed, the sidewalks were edged, and all the unused and discarded items 

around the building were hauled away. The principal called a meefing of the 

Activators (student council) and the students voted to go ahead and purchase the 

new marquee sign they had raised funds for the prior school year. The new sign 

was ordered and installed replacing the old one that was in disrepair. A high 

school student who was trying to earn a badge in community service for the 

Explorer Scouts volunteered to build a planter around the base of the new sign. 

In an interview with the principal prior to the start of school, he stated, "We 

want our school to look good." He also noted, "There is a lot of tradifion and a lot 

of history in this building. I thought if we had a litfie bit of color splashed here and 

there, we could show this community that we do sfill have a lot of life left." 

At the first faculty meefing in August, the principal took the teachers on a 

tour of the improvements on the campus. He discussed the fact that he needed 

the teachers' help to maintain the new look. He asked the teachers to remove as 

much clutter as they could from their rooms and make their rooms a place of 

which they and the students could be proud. He told the teachers, "This is our 

house, and we want to convince the students that it is their house as well. We 

want everyone to be excited to invite people into our house and be proud to show 

it off." The principal told the students on the first day of school, "Did you notice 

our beautiful building? We made it look good for you. We want you to help us 

keep it that way." 
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During the inservice days prior to the start of school, teachers noted 

during informal interviews: "I really like the emphasis on the appearance of the 

building"; "The building looks great. Cleaner, almost shiny"; "The new sign out 

front looks great. We will actually be able to post messages again"; and "This 

doesn't look like the same building I left in May." Later in the fall on the teacher 

questionnaires, teachers made these comments: "We have seen some long 

overdue changes in the physical appearance of our campus"; "There is a 

renewed pride in our building"; "The ownership and appearance of the building is 

much better by the teachers and students"; "There is a great emphasis on the 

physical appearance of the building"; and "Our school looks better than it ever 

has. The kids are sure proud of it." 

The community, as well, commented on the new emphasis regarding 

building appearance. One parent stated, "This school looks better now than 

when I went to school here, and that was eighteen years ago." Another 

community member noted, "I really like the new look in the office. I don't feel 

closed in when I visit it." At a focus group meefing, a local businessperson said, 

"It is nice to drive by and see the lawn trimmed and clean. I really like the new 

sign." The principal used the physical appearance of the school as an interactive 

symbol to make the statement that things would be different at the campus. 

In addifion to these physical changes on the campus, other interactive 

symbols were used such as signs and banners which were posted all around the 

school to announce the fact that this was going to be a successful school. In the 
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front entrance of the school a large banner announced "Welcome to Success." 

The sign was placed there so that it would be the first thing that students, 

teachers, and parents would see when they came into the school. At the first 

student assembly after school started, the principal asked the students if they 

saw the banner in the front of the school. Many students raised their hands and 

as a group they chanted "Welcome to success." Other motivafional signs and 

banners were placed around the school in order that the success message would 

be visible for everyone to see all the fime. 

The most prominent posfing was the word "Kaizen" which in Japanese 

means "improvement every day." At the initial faculty inservice in August, the 

principal and staff decided on the word "Kaizen" as a motto for the year. During 

the student assembly on the first day of school, the principal taught this word to 

the students. Addifionally, the teachers used "Kaizen" several times in their 

presentations. Teachers used this term on the bulletin boards by their classroom 

doors. In an interview, one teacher stated, "The signs all over the building are 

good motivators." Another teacher noted, "The bulletin boards in the halls are 

great. That is the image we want to project." 

At a campus improvement committee meeting held in September, a 

proposal was made by teachers to shift some of the budgeted money in order to 

purchase motivational banners to hang in the halls. The teachers had held 

contests in their classes for students to bring motivational sayings. The sayings 

that were selected by each class were placed on a single ballot. The entire 
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student body voted, and the winners were the ones to be posted in the school on 

the new banners. 

During the faculty inservice at the beginning of the year, the principal 

announced that the campus goal for the 1998-1999 school year would be 90% 

passing on the TAAS. The average passing rate the prior year was less than 

60%. The principal told the teachers, "We cannot accept 50% passing on the 

test because that means that 50% fail. If that happens, we are failures." Some 

of the teachers appeared to be somewhat skeptical that this goal could be 

reached. There were several teachers that sneered or rolled their eyes indicating 

that they did not believe that it could be done. During the next day of inservice, 

one teacher stated, "I don't think we can reach 90%, but we can improve a lot." 

Another teacher noted, "We should set a goal of 5% or 10% improvement. That 

might be attainable." 

Some teachers immediately embraced the high goal. One teacher stated, 

"We have to do three things. If we trust, are committed, and care, we can 

succeed at anything." Another teacher said, "We are beginning three laps down, 

but we can win the race." "In order to achieve this goal, we have to be committed 

and we have a lot of work to do." 

The principal constantly projected himself as the "high priest" (Reavis, 

Vinson, & Fox, 1999) of the new success culture. At a faculty meeting, he stated, 

"When a child comes into our school, don't tell him you will be glad when he 

leaves here. Tell him he is going to be Magna Cum Laude when he graduates 
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from high school. Tell him often enough that he will begin to believe it." While 

visiting with a teacher in the hall one day, the principal said, "Success is a 

commitment, not a wish. It doesn't accidentally happen. It takes hard work." 

During a campus improvement meeting, he said, "We are going to have 

the most improved school of the year." At a focus group meeting, teachers made 

these comments: "Everyone is more aware of our goals"; "The new "Gotcha 

Box" in the office is a great way to congratulate students and staff for a job well 

done"; "Students are appreciative of the incentives they get for their efforts"; 

"Emphasis is more on student success than ever before"; and "All the messages 

we receive from the principal and our fellow teachers are positive and always 

encouraging." 

During informal interviews with teachers, one teacher stated, "We are 

constantly reminded of our goals." Another noted, "Students and teachers are 

being rewarded every day." Yet another teacher said, "The students are being 

encouraged to succeed by the entire staff and each other." Other teachers made 

these comments: "There is a constant reminder so we can be aware of our 

goals"; "When we had our practice TAAS, students who passed received an ice 

cream cone from a local business. This was a great motivation for the students"; 

and "Mr. brought in the Speaker of the House of Representatives for Texas 

to speak to the kids. He was great. He encouraged students to excel and told 

them that they would have a successful year. It was a great pep rally." 
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By the middle of September, the majority of teachers were joining the new 

principal in proclaiming the high goals and assisting in the thrust toward success. 

During informal interviews, teachers exhibited some excitement and, on 

occasions, still a litfie hesitation at full commitment to success with the high 

goals. Some of the comments were: "I think we can do it, if we put our minds to 

if; "It will take a lot of hard work and dedication"; "I feel positive that together we 

will accomplish our high goals"; and "I am beginning to believe we really will 

reach our goal of 90%. The kids and teachers are working really hard." During a 

focus group meeting, a principal from another campus in the district dropped by. 

He told the group, "The change is happening, people. I can see all the good 

things going on here. Keep it up." At this same meeting, teachers were making 

suggestions on how to reward success for students. One teacher suggested 

having a school wide picnic to celebrate all the hard work the students were 

doing to be successful. Another teacher said her grade level suggested that 

some sort of recognition should be given for students who complete all their 

assignments during a six weeks period. 

During a campus improvement meeting in September, a community 

member in attendance commented, "You guys are really motivating these kids." 

A parent stated, "My daughter is really excited about school, and I like what I see 

coming home with her." The principal noted during the meeting, "I am seeing a 

lot of cooperation from the teachers and kids. We seem to be coming together 

for a common goal." 
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By the end of the data-gathering period in October, it appeared that the 

majority of the staff were enthused and believed that success was possible. 

These were teacher's comments from the teacher questionnaire (see Appendix 

C): "We are unified with specific common goals to achieve success with our 

students"; "All the positive changes this year have definitely improved the quality 

of educafion our students are getting"; "The staff is united in what is best for the 

kids instead of surviving the year"; "Raising the TAAS scores to 90% is 

paramount"; and "The success emphasis has made me more aware and 

determined to meet the challenge of reaching our goal of 90%." 

During a focus group meefing in early October, teachers said the 

following: "We now have an extreme push for success"; "The students are really 

eager to learn"; "We have all embraced the goal of 90% on the TAAS"; and "The 

students are very aware of the high expectations and are working smarter to 

attain them." In the teacher's lounge between classes, one teacher stated, "The 

kids are being challenged. It has changed from survival to mastery." Another 

teacher commented, "I feel more responsible for teaching every student and 

making sure each one succeeds." 

The teachers were excited and discussed the fact that the push for 

success was a reality for the campus. During informal interviews, teachers made 

these statements: "There is a strong emphasis on our academics this year"; "We 

have high expectations"; "We have seen an emphasis on success and in making 

improvement every day"; and "There is lots of emphasis on student success." 
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One teacher stated that the fourth grade motto was "never do less than your 

best." Another teacher noted, "With this belief that we can be successful, 

students are becoming much more accountable for their learning." 

The strong emphasis on success drew attention from outside the school 

as well. One teacher stated, "Other campuses in this district are looking to our 

school as the driving force behind overall school improvement." A teacher who 

lives in a neighboring town noted, "I have a friend who teaches in the 

Schools. I talked to her on the phone the other night, and she said she wishes 

she could come over here and teach. That is unbelievable. We have always 

envied their schools, and now they are beginning to envy us." A parent noted, 

"We moved here last year, and I was not really pleased with this school. This 

year is a lot different. The atmosphere and the smiles on everyone's faces are 

great." 

Prior to the 1998-1999 school year, the campus morale was very low. The 

teachers felt that they had no direction from the former principal and were less 

than motivated to do their jobs. A teacher in an interview noted, "My teaching 

was not very motivated last year." Another teacher said in an interview, "It was 

hard to concentrate on teaching when everyone on the staff were arguing with 

each other and the principal." At a faculty meeting, one teacher stated, "It was 

hard for me to get up each morning to come to school." Another noted, 

"Teaching has not been fun for several years." Other teachers made these 

comments: "I was getting really negative last year"; "I think I was burned out by 
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the end of last year"; "I was ready to quit"; and "No one worked together. We just 

stayed in our rooms and tried to teach." 

Community members, as well, commented that what they saw at the 

school prior to this year that did not please them. One parent at the open house 

noted, "My child did not like going to school here last year." Another parent 

stated, "This school is not very well liked by the kids and parents." 

With the change in leadership discussed in the first secfion, the campus 

morale was beginning to improve during the initiation stage of change (Fullan, 

1991). Interviews with teachers during the first six weeks of school revealed: "I 

feel a lot less stress from day to day this year"; "The atmosphere is much more 

positive;" "I feel more part of the team than last year"; "I began this year a little 

negative, but that has changed"; and "There is no comparison to last year. This 

year is much better." 

Observations during a campus improvement committee meeting in the first 

six weeks revealed that discussions between committee members were positive 

and enthusiasfic. Examples of these discussions are: "Everything is changing 

for the better"; "Much more positive this year"; and "Teachers seem to be more 

comfortable at work this year." During this meefing, the atmosphere was 

pleasant and positive plans were being developed with every committee member 

contribufing to the discussion. 

While shadowing the principal in the first weeks of school, it was noted 

that teachers and students in the hall exhibited positive attitudes during class 
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changes. The principal stated, "We have had very few discipline referrals to the 

office, and these have all been minor." He also noted, "The kids are really 

positive and seem to enjoy coming to school." One teacher stated, "A mom of 

one of my students stopped me in the grocery store last week and told me how 

much she appreciates what we are doing. She said that her child gets up every 

morning excited to come to school, and that that didn't happen last year." 

In informal interviews with sixth grade students, one student stated, "Mrs. 

is a lot of fun to have for a teacher. Last year in the fifth grade, Mrs. was 

really grumpy all the fime." Another student noted, "School is fun this year." Sfill 

another student stated, "I didn't want to come to school this year, but I am glad I 

did now." 

Toward the end of the data gathering on the teacher questionnaire (see 

Appendix C), teachers were more excited and focused than they were at the 

beginning of the year. Some of their comments on the quesfionnaire were: 

"Teachers are really working hard and are excited. They haven't been that way 

before"; "I have a child in the third grade this year. I wish she was already here 

at this school"; "There is a general attitude that we are working together with the 

principal in charge": "I am really focusing on my teaching now"; "I see people 

eager to work"; and "Everyone involved with our school is more positive." 

A few teachers were not excited. One teacher stated on the 

quesfionnaire, "It is about the same as last year, not much different." Another 

noted, "I don't think my teaching is as good this year. There are too many 
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interrupfions." In an interview the principal noted, "I have a couple of 'naysayers.' 

They have not bought into what we are doing." He stated during an interview, 

"Even though we still have a couple of teachers that are negative, everyone else 

is excited, and I think these other two will come along." 

Even though there were some teachers who did not exhibit a positive 

attitude, the majority of the staff did. Toward the end of the data-gathering period 

in mid October, the teachers' morale was high, and they were nofing how this 

affected their students' morale. One teacher stated on the questionnaire, "The 

kids are saying how much they enjoy school this year." Another teacher noted, 

"The kids are responding. They are beginning to believe we are here to help." A 

teacher noted at a faculty meeting, "...more positive feelings from students and 

parents." Still another teacher stated, "The students sense the difference and 

are working a lot harder." One other teacher said during an interview, "Students 

are taking more pride in what they are doing." Another teacher stated, "Students 

in the hall are more positive and more cooperative." Finally, one teacher noted, 

"The students are more positive about learning and are succeeding." 

With the morale much higher than it was the year before, teachers talked 

about how this affected themselves as teachers. Some comments from the 

quesfionnaire were: "I feel that what I do and what my students do now means 

something"; "I have a renewed determination to make a difference"; and "I am 

spending more time thinking through what and how I teach different topics." 

During a focus group meeting in early October, one teacher noted, "I am focusing 
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on new methods and approaches in ways I never have." Another stated, "My 

feeling toward my students and what I am doing is a lot better this year." Finally, 

one teacher revealed during an informal interview, "We were talking the other 

day about how tired we were, but that's because we are working our hinnies off, 

but we are happier than we ever have been." 

Maior Findings 

The findings in the previous secfion described how the principal used the 

Four Cornerstones (Reavis, Vinson, & Fox, 1999) to import a culture of success 

during the inifiafion stage of change. In addifion to the findings in Phase II of the 

study, there were two major findings that emerged from the data that are 

significant to this study. 

One of the major findings of this study was the fact that the initiafion stage 

of change was accomplished in a short amount of fime indicafing that change 

can be made quickly. According to Fullan (1991), significant and lasfing change 

takes from three to five years. In some instances, Fullan (1991) stated that it 

would take up to ten years to affect change. Even though initiation can be found 

to some extent throughout the change process, the findings of this study showed 

that the inifiation stage of change was substanfially accomplished in a period of 

about two and one half months. At the end of the data-gathering period, all 

indications pointed to the fact that the imported culture was being implemented. 

The fact that teachers, students, and community members had bought into the 

culture indicated that the culture was being implemented. 
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The second major finding of this study was the significant impact that the 

culture of success had on the initiation stage of change. Deal and Peterson 

(1993) described school culture as being vague and often exisfing without 

conscious awareness. This study focused on the culture of the school as the 

primary factor that could effect the changes needed to improve student success. 

The principal spent a great amount of time and effort interacting with staff, 

students, and community assisting them to buy into importing the culture of 

success to the campus. The data in the Emphasis on Success secfion supports 

the importance placed on the culture first by the principal and then by the staff, 

students, and community. The findings in this secfion show the strong impact 

that the culture of success had on the inifiafion stage of change. 

Symbolic Interacfionism 

Symbolic interacfionism is described as the supposifion that group life 

consists of interaction between members of a group (Harris, 1996). Hewitt 

(1994) discussed George Herbert Mead's formulafion of ideas about symbolic 

interacfionism from the point of view that humankind, unlike animals, learns 

about and controls its environment through social interacfions. Bogdan and 

Biklen (1992) described symbolic interacfionism as the attempt of people to see 

themselves as others see them by interpreting verbal interaction, gestures and 

actions directed toward them by others. In brief, then, social interacfion theory 

holds that people (1) attempt to infiuence others and (2) come to see themselves 
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as others see them, primarily through the use and interpretation of symbols, 

particularly language. 

In this study, symbolic interacfionism (Hewitt, 1994) was used as a lens to 

gain better insight into the reciprocal influence of the principal of the campus, 

staff, students, and community in inifiafing change using the Four Cornerstones 

to import a culture of success. The interactions with the principal that were 

reported by the teachers exhibit how the constant reminders and encouragement 

from the principal using symbols and language influenced the teachers to view 

themselves in a new light. They came to see themselves as promoters of 

student success and the carriers of the torch of the new culture. 

However, the teachers and the community, especially early on, exerted an 

influence on the new principal. By exhibifing their feelings about the former lack 

of leadership, they influenced the new principal to work that much harder to 

develop a strong culture of success on the campus. The teachers and 

community were adamant about their needs for direction and their desires to 

improve the students' achievement. As an example one teacher stated, "We are 

so glad you are here and are looking fonA/ard to having a great school year." 

Another teacher said, "We appreciate your enthusiasm and constant reminders 

that we can be successful." One parent noted, "I just wanted my kids to get 

through this school." Another parent said that they felt that students were being 

neglected to some degree. As a result of these infiuences through interacfion, 

the new principal came to see himself as the leader and "high priesf 
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(Reavis,Vinson, & Fox, 1999) of the process of importing a culture of success 

using language and symbols that infiuenced the teachers to see themselves in a 

new light and the community members to see the school as a place they wanted 

their kids to be and learn. 

In turn, as the teachers came to see themselves differently, they began to 

use language and symbols to influence the way students saw themselves and 

the school. The teachers began to interact with the students using the same 

methods. The teachers came to accept the role as promoters of student success 

and began to exhibit the same enthusiasm by confinually reminding students that 

they would be successful. They began to use language and symbols that 

encouraged students to do their best. The teachers used motivafional signs, 

rewards for success, and constant reminders of success. 

As the findings show, interactions by the principal and the teachers with 

the students and community gave them a new and more positive view of the 

school. The students were beginning to believe that they could be successful. 

The community members were becoming more involved with the school and 

supporting the new culture. 

According to Charon (1992), symbolic interacfion is so important because 

we intenfionally communicate so that we can share our interests, concerns, 

values, demands, ideas, intentions, and feelings. Throughout the data in this 

study, symbolic interacfionism assisted the principal to initiate the process of 

importing a culture of success by promoting the teachers, students and 
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community interacfions and encouraging them to share their experiences during 

the change process. According to Bogdan and Biklen (1992), symbolic 

interacfionism allows people to change and grow through the process of 

interacfion. The findings of this study show that symbolic interacfionism was 

prevalent throughout the data and was an important factor in making the inifiation 

stage of importing a culture successful. 

Summary 

The findings in this chapter demonstrated that the Four Cornerstones 

were used and were successful in assisfing the principal in inifiating the process 

of importing a culture of success. The prevailing Cornerstone exhibited in the 

findings was the "culture of success." The essence of this Cornerstone is to 

focus on short-term goals that lead to the long-term goals of the school and 

celebrate their attainment as the process moves along using mini-celebrations 

(Reavis, Vinson, & Fox, 1999) on a daily basis. 

The data showed that the push for success was grounded in the process 

of importing a culture. The principal, teachers, students, and community reported 

many instances where a "culture of success" was promoted through language 

and symbols on a daily basis. 

Other Cornerstones that contributed to the success of the initiation stage 

were "leadership for success" and "systems thinking." Leadership for success is 

the process of developing leadership techniques that allow for being consistent 

and sharing the values and vision of the school. This was exhibited through the 
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continuous encouragement by the principal toward success using incentives and 

rewards and using language and symbols throughout the initiafion stage of 

change to consistently keep the values and vision of the school in the forefront 

with the staff, students, and community. 

Systems thinking is to see every individual event as a part of the whole. 

No event is isolated. A decision on a single event effects everything else in the 

organizafion. This study described how the principal used systems thinking to 

inifiate importing the culture of success to his campus by confinuously linking 

each event to the whole. The data show that the principal was determined to 

make sure that the staff, students, and community saw the connectedness of 

every facet of the school by being the "high priesf of the imported culture and 

constantly keeping the vision and goals before them and in focus. 

The fourth Cornerstone "capacity building" did not emerge to a great 

extent during the initiation stage of importing the culture of success. Capacity 

building is the process of giving the staff the opportunity to engage in adult 

learning and problem solving that is directly connected to the vision and goals of 

the school. This Cornerstone would more likely emerge during the 

implementafion and institufionalizafion stages of the change process. There is a 

certain logic here as, at the initiation stage, the primary emphasis was in 

changing the percepfions of the staff, students, and community. 

The final chapter will summarize the literature, review the research 

methods, and discuss the findings and interpretafions of the data. In addition to 
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these, this chapter will discuss the implicafions for future research and the 

limitafions of the study. 



CHAPTER V 

CONCLUSIONS 

Introducfion 

With the increased pressure on schools to be accountable for student 

achievement at a much higher level than in the past, demands on principals as 

instructional leaders have increased as well. Leaders must learn how to manage 

change by involving and motivafing staff to build a vision, encourage high 

performance, and create a positive culture (Thompson, 1992). The knowledge 

and skills needed by principals have become more complex and demanding 

(Hallinger & Heck, 1996). Training programs for principals to help them meet the 

new demands have been typically delivered through workshops such as 

conferences or conventions, as well as college courses (Hallinger, 1992). The 

first phase of this study has described a principal training program that was 

designed to train principals to use the Four Cornerstones of Success and Four 

Bedrock Commitments (Reavis, Vinson, & Fox, 1999) as a process to import a 

culture of success to a school campus. 

Organizafional culture is a strong yet ill-defined conceptional element 

within the organizafion that expresses the organizafional values, ideals, attitudes, 

and beliefs (Cunningham & Gresso, 1993). School culture has been described 

as unique to each campus with the principal as a key factor in its development 

(Harris, 1992). Chrispeels (1992) describes a school's culture as evolving rather 

than being managed. Research, however, has been lacking in explaining how a 
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culture can be brought into a school by the leader as a process to make dramatic 

improvements in student achievement. Phase II of this study described the 

process of importing a culture of success using the Four Cornerstones and the 

Four Bedrock Commitments as a process to make improvements in student 

achievement in a short period of time (Reavis, Vinson, & Fox, 1999). Even 

though the fime line of this study deals only with the inifiafion stage of change 

(Fullan, 1991), it described the improvements in the culture and the thrust toward 

success that are important to make consequenfial gains in student achievement. 

This study is significant because it provides new insight into the change 

process on a school campus. The study describes a principal training program 

with a follow-up support system on the Four Cornerstones and Four Bedrock 

Commitments (Reavis, Vinson, & Fox, 1999). It was also significant in that this 

study has provided a thick descripfion of the inifiafion stage of change (Fullan, 

1991) while the principal used the Four Cornerstones and Four Bedrock 

Commitments to begin importing a culture of success. A further point of 

significance is that this was accomplished in a short amount of fime. Sfill further, 

the significance of a culture of success, not previously reported in literature on 

the initiafion stage of change was identified. 

Literature Review 

The literature review examined current and past practices in principal 

inservice and professional development. La Plant (1979) noted that there was a 
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great need for better inservice education for principals to improve their 

performance and to improve educafion for children. Principals have an important 

influence on what teachers teach and what students learn. They must keep 

abreast of the newest research and be able to apply it to improve achievement of 

their students (Barth, 1986). 

The first section of the literature review on principal inservice explored the 

sources of professional development available to principals. The review 

discussed leadership development centers and academies (Hallinger, 1992). 

Dunn (1986) oufiined five different models of inservice for principals: (1) 

tradifional model; (2) institute model; (3) academy model; (4) networking model; 

and (5) competency-based model. This section discussed several types of 

training and inservice delivered to principals in the past and present. 

The section on principal training also reviewed different examples of 

emergent models of principal inservice. Roundtree and Marsh (1997) discussed 

how principals were trained in high performance management strategies using 

organizafional arrangements for sharing informafion, knowledge, power, and 

rewards that would enhance their abilifies to respond to the increasing demands 

on their leadership. Intensive inservice programs for principals were studied and 

determined to have had measurable impact on both the principals and the 

programs that they administered (Silver & Moyle, 1984). Other models that were 

examined were The Indiana Principal Leadership Academy (IPLA) (Hallinger & 

Anst, 1992) and the Illinois Administrators' Academy (IAA) (Krug, 1993). 
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The literature review on principal training revealed that most training 

programs focus on routine daily matters or attempts to build a knowledge base 

for principals to improve their campus achievement. There was a lack of 

information dedicated to training programs that offer processes that can assist 

principals to import a culture of success and provide a follow-up support system. 

Next, the review of literature explored the change process in schools. 

According to Louis and Miles (1990), typical educational reform in this country 

requires administrators to get better at leading and managing change. This 

review of the change process was divided into the stages of change, the 

components of change, and the strategies for change. 

Fullan (1991) describes the stages of the change process as inifiafion, 

implementafion, and institufionalizafion. Reavis and Griffith (1992) used basically 

the same framework for the stages of change except that they split the 

implementafion stage into three parts calling them momentum, problems, and 

turning point. Hall and Hord (1984) used four stages: planning and inifiafion, 

building a temporary operafing system; developing and implemenfing; and 

ending and institufionalizing. In each of these variafions, the inifiafion stage 

of change remained conceptually intact. This study described the process of 

change during the inifiation stage of change. This stage is a crifical part of the 

process because it is the stage that beliefs have been established and the group 

has moved to the consideration of actions that will meet the expectafions of those 

beliefs (Reavis & Griffith, 1992). 
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The components to institute the change process were reviewed in the next 

secfion. Hannay and Ross (1997) conducted a study in secondary schools that 

were making important changes. They determined that there needed to be a 

common direcfion, facilitafion of change, inquiring culture, and images of the past 

pracfices as well as the proposed future practices in order to successfully 

implements the change process. Miller (1992) suggested similar components to 

the change process by offering the following condifions: having a common 

vision; understanding that the exisfing system cannot succeed; designing the 

new system; developing an implementafion plan; gaining support for vision and 

goals; and exerting pressure for proceeding with the designed plan. In a case 

study, Wallace and Wildy (1992) suggested that changes tended to be cultural 

rather than structural, process and content were interrelated, and that time was a 

significant issue for the change process. None of the literature suggested either 

the short fime frame found in this study or the significant part played by the 

culture of success, also found in this study. 

The final section on change inquired into the strategies needed to 

implement the change process. According to Glickman (1998), some strategies 

needed to implement change were classroom-level leadership, school-level 

leadership, and parent and community-level leadership. Loucks-Horsley and 

Hergert (1985) noted these strategies in order to prepare for implementafion: 

create awareness, select implementers, assess current practice, set 
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expectafions, make logistical arrangements, assign support roles, and create a 

time line. 

The initiation stage of change is a very critical part of the process. 

Everyone involved in the process must be kept informed in order to make sure 

progress toward implementation is moving fonA/ard (Corbett, Dawson, & 

Firestone, 1984). Louis and Miles (1990) offer two strategies to initiate change: 

(1) dramatic structural reform that abandons current practices and institutes new 

ones or (2) steady and patient efforts that are evolutionary rather than 

revolutionary. 

This study focused on a set of strategies that can be used throughout the 

change process. These strategies can be used during initiation, implementation, 

and institutionalization (Fullan, 1991) as a process to aid the change process. 

The Four Cornerstones of Success (Reavis, Vinson, & Fox, 1999) are simple to 

implement and powerful enough to make a difference in student perception of the 

possibility of success: culture of success; systems approach; capacity building; 

and leadership for success. Along with the Four Cornerstones, the Four Bedrock 

Commitments are an integral part of each of the Four Cornerstones. These are: 

truth telling; gambare (perseverance); connecting; and no fault. These 

commitments should be part of the everyday thought process in order to be 

successful in implementing the Four Cornerstones. Rather than taking three to 

five years as typically reported in the literature, change can occur in one year. 

(Reavis, Vinson, & Fox, 1999). 
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The final section of the literature review focused on the culture of schools. 

Deal and Peterson (1993) described school culture as a descripfion of the 

character of a school and the reflections of deeper themes and patterns of 

values, common beliefs, and tradifions that develop over fime. Harris (1992) 

stated that the term "culture" deals with the diversity of human traditions, beliefs, 

values, customs, and pracfices. 

The literature review found research that discussed cultural change 

(Ediger, 1997), managing culture (Harris, 1992), and culture as evolving (Deal, 

1986). Throughout the review there was a lack of literature and research 

discussing importing a culture to a school. This study described the process of 

quickly importing a culture to a school during the inifiafion stage of change. 

Research Methods 

This study was divided into two phases and focused on one summer 

workshop with eleven principals and three central office administrators from three 

rural West Texas school districts in the flrst phase and one principal and an 

elementary campus in the second phase. The purpose of phase one was to 

describe the changes in the understanding and percepfions of the principals 

involved in the summer workshop on the Four Cornerstones of Success (Reavis, 

Vinson, & Fox, 1999). The purpose of phase two was to describe the process of 

importing a culture of success to a school campus during the inifiafion stage of 

change. 
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This study was a descripfive study that explored different experiences and 

attempted to capture a range of individual responses during both phases of the 

study. According to Patton (1980), a descriptive study takes readers into a 

research setting to help them gain an understanding of what occurred and how 

these occurrences impacted the participants of the study. 

The first phase of the study occurred during the week-long summer 

workshop on the Four Cornerstones (Reavis, Vinson, & Fox, 1999). Data were 

collected using participant observafion, quesfionnaires, daily journals, and 

documents with analysis occurring using the constant comparative method 

(Bogdan & Biklen, 1992). Data analysis was almost complete at the end of the 

workshop with the themes and categories emerging directly from the data. 

The data were coded by close inspecfion of everything collected. A computer 

was used to transcribe and code all data using a letter and number-coding 

scheme. The coded data were sorted according to the themes and categories 

selected. The data were revisited several times to reorganize and re-code. At 

the end of this process, the data were reported as findings in Chapter IV. 

During the second phase of the study, data were collected using 

observation, quesfionnaires, focus groups, informal interviews, shadowing, 

documents, and residual data. Once again, the constant comparative method of 

data analysis was used (Bogdan & Biklen, 1992). Data analysis proceeded 

throughout the study and was almost complete by the end of the data gathering. 
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Using the same process as in phase one, the data were transcribed to the 

computer, coded, and sorted. The sorting process went through several stages 

unfil the final categories were identified. 

After the data were interpreted and put in written form, member checking 

(Lincoln & Guba, 1985) was ufilized. At the end of the first phase of data 

gathering, the member checking occurred during the monthly follow-up meefings 

that were held. The data interpretations were reported to the principals who 

participated in the summer workshops. The principals agreed with the findings 

and interpretations that were presented. 

At the end of Phase II of the study, the data were coded, interpreted, and 

written up. The campus principal and teachers who participated in the data 

gathering were convened to discuss the findings. The teachers and the principal 

agreed to these findings and felt that the process of importing a culture was 

proceeding into the implementation stage with a majority of the staff and students 

supporting the project. 

Reliability and validity, as it pertains to convenfional quantitative research, 

is inappropriate for qualitative research. In their place, the concept of 

trustworthiness is substituted (Lincoln & Guba, 1985). In this study the credibility 

and transferability components of trustworthiness were discussed. 

Credibility was enhanced by the use of triangulafion (Lincoln & Guba, 

1985). Triangulafion in both phases was achieved by the use of mulfiple data 

collecfion techniques as described earlier. Credibility was strengthened further 
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by member checks of the principals participafing in the summer workshop in 

Phase I and by the campus participants in Phase II. 

Transferability was offered through the thick descripfion of the data in 

Phase I and Phase II of this study. According to Lincoln and Guba (1985) the 

qualitative researcher's task is to provide a database that makes transferability 

judgments possible on the part of the reader. This study has provided the thick 

descripfion of the data that can allow an informed decision by the reader to 

transfer or not transfer the findings of this study to a setting with which they are 

concerned. 

The theory of symbolic interacfionism was used as a lens to gain better 

insight into the reciprocal influence of the principal of the campus, staff, students, 

and community in inifiafing change using the Four Cornerstones (Reavis, Vinson, 

& Fox, 1999) to import a culture of success. Symbolic interacfionism was 

described by Bogdan and Biklen (1992) as the process of people attempfing to 

(1) influence others and (2) come to see themselves as others see them, 

primarily through the use and interpretafion of symbols, particularly language. By 

using symbolic interacfionism as a lens to better inform the readers' 

understanding of the findings, this study indicated that the principal of a school 

can inifiate the importing of a culture of success in a short period of fime, and it 

also indicated the strong impact of the culture of success on the initiafion stage of 

change. 
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Findings and Interpretafion of the Data 

In this study, the data were collected in two phases. Phase I was during a 

principal training workshop held in the summer of 1998. The second phase of 

the study was conducted on site at an elementary school in a small rural West 

Texas district. 

Phase I 

The first phase of the study was conducted during the summer workshop 

on the Four Cornerstones of success. The participants of this workshop 

consisted of eleven principals from three small rural West Texas schools, the 

superintendent of one of the districts, and the superintendent and assistant 

superintendent for the other district. The purpose of this phase was to describe 

the changes in understanding and percepfions of the Four Cornerstones of 

Success (Reavis, Vinson, & Fox, 1999). 

The setting was very relaxed and the participants began the workshop 

with the attitude that they came to the training workshop to relax and not to work 

too hard. As the workshop progressed through the week, the participants began 

to gain an understanding of the Four Cornerstones and their perceptions 

changed from "just another workshop" to excitement and focus on how they 

could return to their schools and make impressive gains in student achievement. 

The understanding and perceptions by the participants of the Four 

Cornerstones and importing a culture of success were described in the findings. 

These findings described the data in one theme. This theme was the process of 
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principals shifting from a general descriptive or passive mode in discussing their 

efforts to improve the success of their campuses by importing a culture using the 

Four Cornerstones to a more pro-active one (Reavis, Vinson, & Fox, 1999). 

Three categories under this theme emerged from the data: (1) the principals' 

movement from descriptive to proactive; (2) principals mofivating teachers to 

become promoters of student success; and (3) principals motivating students to a 

belief in success. The data exhibited the transifion of the principals' responses 

from passive and uncommitted to a more focused, proactive mode when 

discussing what they would do to make improvements on their campuses. 

Under "principals' movement from descriptive to proactive," the findings 

showed that the training program assisted the principals to understand the 

process of using the Four Cornerstones to import a culture of success. 

Responses on the quesfionnaires from the beginning of the workshop to the 

responses on the quesfionnaires at the end of the workshop demonstrated that 

the training program was successful in improving the understanding of the 

components of the Four Cornerstones and importing a culture. Moreover, the 

findings established that the principals became more excited and more focused 

on specific strategies that would enable them to import the culture of success 

and make significant improvements in student achievement on their campuses. 

By using proactive and specific responses, the principals showed that they were 

motivated to make significant changes in the processes they were going to use 

on their campuses to begin importing a culture of success. 
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In the category of "principals motivating teachers to become promoters of 

student success," the findings demonstrated that the principals began using 

specific and focused responses on how they were going to motivate teachers to 

embrace the culture of success and a belief that students could achieve at a high 

level. The findings demonstrated an increased enthusiasm and commitment to 

using the components of the Four Cornerstones as processes to assist them in 

importing a culture and improving achievement on their campuses. 

Under "principals motivating students to a belief in success" the data 

revealed that at the end of the workshop principals demonstrated a resolve to be 

more student focused and spend more time on the methods they needed to use 

to develop students toward a belief that they can be successful. The findings 

indicated that the principals were going to use constant reminders that all 

students would be successful. Rewards and anointing heroes and heroines were 

discussed as specific methods to be used to develop students toward a belief of 

success. 

The findings in Phase I of the study indicated that the summer workshop 

was successful in changing the perspecfives of the participants from passive to 

proactive. The data revealed enthusiasm by the principals toward using the 

knowledge gained on the Four Cornerstones as a guide to import a culture of 

success and improve student achievement on their campuses and that this could 

be quickly accomplished. 
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Phase II 

During the summer workshop, one participafing principal volunteered 

himself and his campus to be the site for phase two of the study. This principal 

was new to the campus and district, however he had been a high school principal 

in another district. The majority of his staff agreed to participate as well. The 

purpose of this phase was to describe how the principal used what he learned 

about the Four Cornerstones of Success and importing a culture as a process to 

interact with teachers, students, and community to initiate change and how this 

inifiation stage impacted teachers, students and the community. 

Data collection and analysis proceeded from the early July, 1998 unfil the 

middle of October, 1998. During analysis, two categories emerged from the 

data. These were: (1) changing the guard and (2) emphasis on success. 

Findings under "changing the guard" revealed that everyone associated 

with the campus anficipated the arrival of the new principal. The principal began 

his tenure at the campus in July and immediately began using the components of 

the Four Cornerstones to assist in importing a culture of success. The teachers 

reported that the principal confinually emphasized the high goals and was visible 

in the school and the community with his quest toward excellence. It was 

reported that the parents and community were becoming more involved in the 

school and were beginning to develop a more positive attitude toward the school. 

The findings demonstrated that the principal was successful in developing a 
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positive morale by the staff and a supportive attitude by the parents and 

community. 

Under "emphasis on success" the findings demonstrated that the principal 

spent a great amount of fime and effort being the "high priesf of the 90% goal of 

passing the TAAS. He began by making long-needed improvements in the 

physical appearance of the school building and grounds. These changes were 

simple and made the statement that things were better and that the school was 

going to have pride in all endeavors. The principal used inspirafional signs all 

around the school and constant reminders that the students were going to be 

successful. 

The findings indicated that the inifiation stage of change and the start of 

implementation was achieved by the middle of October even though initiation 

occurs to some degree throughout the change process (Fullan, 1991). The 

majority of the teachers, a large number of community members, and many of 

the students were beginning to believe that success was going to be achieved. 

Teachers had taken up the quest to make students successful and students had 

begun to believe that they could be successful. Community members were 

talking about how impressed they were with the things going on at the school, 

and they were also becoming more involved with the school by participating in 

school events and volunteering time and resources to the school. 
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Research on Principal Training, The Change Process, 
and School Culture Compared to Findings 

Principal Training Research Compared to Findings 

According to Daresh and La Plant (1985), inservice training for principals 

is a process using strategies designed to help principals acquire new knowledge 

and skills to perform their jobs as key leaders of educational improvement. The 

first phase of this study described a principal training program designed to give 

principals the tools to import a culture of success on a school campus in a short 

amount of fime. 

A study by Roundtree and Marsh (1997) discussed principal professional 

development in conjunction with the implementafion of class size reduction. 

Their study sought to discover how school leaders managed their expanded roles 

while full and immediate implementafion of this bold new inifiative. Their findings 

revealed that the training for administrators was designed to help them meet the 

challenge of managing mulfiple, and somefimes conflicfing inifiatives and 

policies. The professional development focused on student results and 

opportunities were provided to reflect on emerging leadership roles and 

illuminafion was placed on bold leadership efforts. The first phase of this study 

researched a principal training program that focused on student achievement. 

The purpose of the workshop was to train principals to use the Four 

Cornerstones (Reavis, Vinson, & Fox, 1999) to assist them in importing a culture 

of success in order to improve student achievement and accomplish this in a 

short period of fime. 
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Silver and Moyle (1984) studied the impact of intensive inservice 

programs on prindpals and what effect it had on the administrator and their 

schools. They determined that the intensive training programs had measurable 

impact on both the participants and the schools that they administer. This study 

looked at an intensive training program for principals. The findings indicated 

measurable impact on the participants. The impact of the training program on 

one of the schools was dealt with in the second phase of this study. 

Hallinger and Anast (1992) conducted a study using the participants in the 

Indiana Principal Leadership Academy (IPLA) as subjects. The purpose of the 

study was to evaluate the success of the program. Findings indicated that the 

participants reported benefiting greatly from the program. However, the study 

indicted that there was some doubt as to whether the participants transferred 

what was learned to their respective campuses. They recommended that the 

principals' districts develop stronger supports for the training and that there 

should be a systemafic follow-up as the principals engage in the implementafion 

of their training. This study reported that the superintendents from two of the 

districts were represented at the summer workshop were participants as well. 

Each of them noted their support for the training. As well, monthly follow-up 

seminars were held throughout the fall. These follow-up meefings were intended 

to assess the level at which each participant was in regards to importing a culture 

of success using the Four Cornerstones (Reavis Vinson, & Fox, 1999). In order 
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to express the continued support from the districts, the two superintendents 

attended each of the follow-up meetings. 

The Change Process Compared to Findings 

In the literature, Fullan (1991) describes the stages of the change process 

as having three parts: inifiation; implementation; and institutionalization. The 

scope of this study deals only with the initiation stage of the change process. 

Fullan (1991) discusses initiation as being the beginning stage of the change 

process in which planning and mobilization occur to prepare for change. He 

deschbes initiation as having three components: relevance; readiness; and 

resources. Relevance has to do with the perception of what the change has to 

offer the teachers and students, readiness involves the school's practical and 

conceptual capacity to adopt a given innovation, and resources includes the 

accumulation of and provision of support (Fullan, 1991). In comparison, Reavis 

and Griffith (1992) describe the beginning stage as planning and initiation. This 

stage involves relevance as the clarification of needs and goals, readiness as the 

point at which action is considered, and resources as the identification of 

elements needed to accomplish change. 

In this study, relevance was determined by the fact that the school had 

been rated as low performing and there had been leadership problems as 

reported in Chapter IV. These factors determined that importing a culture of 

success was relevant and was needed to improve student achievement. At the 

same time, readiness was achieved by the fact that the staff and community 
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were ready for new leadership and the opportunity to improve their school. They 

anticipated the arrival of the new principal and were receptive to change. 

Resources were available through support from the central administrafion, staff, 

students, and community. The superintendent had supported the process of 

importing a culture of success and provided the resources needed to proceed. 

This study shows that all the components were present to initiate the importing of 

a culture of success and this inifiafion was accomplished in a short period of 

fime. 

None of the literature reviewed for this study reported changing the self-

percepfion of the teachers during the initiation stage of change. In this study, 

teachers consistently reported that their self-perception changed while the culture 

of success was being initiated. They reported that they viewed their roles as 

teachers differently than they had before. They talked about viewing the 

students differently and how their roles as teachers were to demand success 

from the students. The teachers noted that their perceptions of their own abilities 

would influence the percepfions of the students about themselves. 

The strategies for change used by the principal in this study to initiate 

importing a culture of success were the Four Cornerstones of Success (Reavis, 

Vinson, & Fox, 1999). These are: culture of success; systems; capacity building; 

and leadership for success. The culture of success assists in developing 

success by encouraging high expectations. This is accomplished by creafing 

heroes and heroines by giving recognition for small successes using mini-
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celebrations. Systems is a theory that states that all elements of the system are 

connected. There are no isolated events and all events are part of the whole. 

Capacity building is accomplished by enabling teachers to develop their skills 

and abilities through a systemic and focused approach to professional 

development. Leadership for success is accomplished by developing leadership 

techniques that allow for being consistent and sharing the values and vision of 

the school. 

Of the Four Cornerstones, the culture of success was the prevailing 

Cornerstone that emerged from the at the initiation stage. The culture of success 

was strongly present in the process by reports from the principal, teachers, 

students, and community members of many instances of the promofion of a 

culture of success through the use of language and symbols. 

Systems thinking was used by the principal to connect every facet of the 

school and focus them toward success. He discussed every event as a part of 

the whole process of developing a culture of success in the school. 

Even though capacity building did not emerge strongly in this study since 

the initiafion stage of change focuses on changing percepfions, the principal and 

staff engaged in capacity building by attending one significant workshop. This 

workshop was intended to help them develop an understanding of the results 

from the state testing program and help them build goals and strategies to 

improve these test scores. The workshop was well received by the staff and 
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gave them the ability to analyze their students' scores and work toward 

improvement of those scores. 

Leadership for success was exhibited through the confinuous 

encouragement by the principal toward success. Several teachers reported how 

the principal used incentives and rewards to encourage success and how he 

constantly kept the vision and goals of the school in front of the staff, students, 

and community. In addition, the principal enlisted the participation of teachers, 

students, and community in developing a vision and goals that included every 

aspect of the school to assist in importing the culture of success. 

School Culture Research Compared to Findings 

Reitzug (1994) noted that the traditional conceptions of culture and 

leadership help describe how leadership and culture can control the direction of 

an organization. The second phase of this study explored how the principal of a 

school campus used the Four Cornerstones (Reavis, Vinson, & Fox, 1999) to 

quickly initiate importing a culture of success. 

Deal and Peterson (1993) wrote that the principal of a school must be alert 

to the school's character (history, traditions, values, and beliefs), examine what 

exists in the school, and be the leader in shaping the school's culture through 

daily routines and activities by modeling what is required for a positive school 

climate. The principal of the school that participated in the second phase of this 

study did spend a lot of time becoming acquainted with the culture of the school 

by talking to teachers, students, and community members. As reported in 



159 

Chapter IV, the campus was anticipating the new leadership. By building on the 

needs of the campus, the principal modeled his high goal expectations and 

began importing the culture of success by demanding the same from the 

teachers and students. 

Gaziel (1997) studied the impact of school culture on a school campus by 

researching the difference between the cultures of average schools and effective 

schools. He found that school culture helps to explain varying effectiveness in 

schools. He concluded that school staff commitment to continuous improvement, 

academic achievement, and teamwork should help average schools become 

more effective. Harris (1992) conducted a study to see what aspects of the 

culture were critical and how these aspects of the organizational culture could be 

managed. His findings indicated that the principal sets the tone of the culture by 

making decisions and modeling expected behavior. Harris (1992) noted that the 

principal and teachers played active roles in the process through how they 

developed relationships and interacted with students and community. This study 

showed that the principal could import a successful culture by toufing 

commitment, high achievement, and teamwork. By being the "high priesf of the 

culture, the principal helped develop this commitment among the teachers who 

assisted in communicating the high expectations and commitments to students 

and community. 

Stolp and Smith (1995) formulated these guidelines to help the principal 

change a school's culture: understand the current culture; promote staff; project 
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your values; promote collaboration; use bureaucratic means to facilitate; and 

connect with teachers, students and community. In the second phase of this 

study these guidelines were evident as the principal began importing a culture of 

success. These guidelines follow closely with a culture of success. In this study, 

the culture was being brought in from outside by being imported by the principal. 

As defined in Chapter I, an imported culture is one that would not develop on its 

own but must be brought into the school by the leader. 

The second phase of this study described many of the same findings as 

reported in past research. These findings went beyond what was found in the 

literature, however, by describing the process of importing a culture of success 

rather than managing or changing the culture. It also offered a thick description 

of how the principal used the Four Cornerstones to begin importing a culture of 

success during the initiafion stage of change (Fullan, 1991). Further, this was 

accomplished quickly, rather than the three to five years typically cited as a time 

frame. 

Future Research 

This study was a qualitative study that focused on one summer workshop 

with eleven principals and three central office administrators in the first phase 

and one principal and an elementary campus in the second phase. Symbolic 

interacfionism was used as a lens to better inform the readers' understanding of 

the findings by reporting on the reciprocal interacfion by the campus principal and 

the staff, students, and community. The findings of this study indicated that the 
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principal of a school can inifiate the importing of a culture of success in a short 

period of fime by using symbols, primarily language, to infiuence staff, students, 

and community to view themselves as successful. The findings also indicated 

that the initiation stage of change could be strongly impacted by the culture of 

success that is being imported. 

Further research is needed to replicate these findings during the inifiation 

stage of change. Even though this study offered a thick descripfion of importing 

a culture during the inifiafion stage in one rural elementary school, more research 

is needed to develop a literature base for other types of schools that can assist 

other principals in importing a culture. Addifionally, further research on importing 

a culture of success is needed to carry the process through the implementation, 

and institufionalizafion stages of change (Fullan, 1991). 

This study was qualitative in nature. Quantitative studies using the same 

or similar subjects could be conducted in order to support the findings reported in 

this study. The findings of this study give an opportunity to other researchers to 

formulate hypotheses that could be tested in order to gain further knowledge into 

the process of importing a culture of success during the initiafion stage of 

change. A longitudinal study could be conducted to see if the apparent early 

success endures over time and to see what the effect is on teachers, students, 

and community. 
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PRINCIPAL QUESTIONNAIRE No. 1 

SUMMER WORKSHOP, 1998 

This questionnaire is designed as a pre-workshop exercise. The questions are 
intended to assess your perspectives and knowledge of the Four Cornerstones of 
Success and an imported culture. 

1. Take a moment to recall the culture of your campus. Explain, in the space 
provided, what your view of the campus culture is [School culture - The 
norms, values, beliefs, traditions, and myths understood by members of the 
school community (Stolp and Smith, 1995)]. 

Do you feel that the culture of your campus can be improved? Explain in the 
space provided. 

During this workshop, the co-directors will provide training on the components of 
the Four Cornerstones of Success and how to import a culture to your campus. 
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3. The components of the Four Cornerstones of Success are: Culture of 
success, systems, capacity building, and motivation. In the space provided, 
explain your present understanding of each of these terms. 

• Culture of Success -

Systems (Referring to System Theory) -

Capacity building -

Motivation -

Imported Culture 

4. What are your expectations from this workshop? 
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PRINCIPAL QUESTIONNAIRE No. 2 

SUMMER WORKSHOP, 1998 

This second questionnaire will assess the changes in perspectives and 
understanding of the Four Cornerstones of Success and an imported culture. 

Reflect back to the questionnaire at the beginning of the workshop. Please 
explain, in the space provided, what your school culture is based on any new 
knowledge you have gained during this workshop. 

2. Based on your experiences during this workshop, do you feel your school's 
culture can be improved? How? 
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3. Please explain your understanding of the Four Cornerstones and an imported 
culture at the end of the workshop. 

• Culture of Success -

• Systems -

Capacity building -

Motivation -

Imported Culture-

4. Do you feel that what you learned in this workshop can make an impact on 
your teachers, students, parents, and community while you are using the Four 
Cornerstones and an imported culture? Please explain. 
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ON-SITE QUESTIONNAIRE 

FOR TEACHERS 

NOTE: As explained in the introduction letter, this study is being conducted to: 
(1) describe the outcomes of the initiation stage of change during the fall 
semester of 1998 and (2) provide support for the change. Your thoughtful 
completion of this questionnaire will assist the efforts of this study. Thank you. 

1. What changes in emphasis, if any, have you noticed on your campus this fall? 
Please explain. 

Is your principal doing any thing new, different, or unique this year? Please 
explain. 

3. Have you noticed any changes in "messages" received from the principal, 
fellow teachers, students, parents, or community members? If so, please 
explain. 
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Compared to last year, do you feel that the way you view your students and 
your teaching has changed in any way? If so, please explain. 

5. If you feel there have been changes in emphasis on your campus, how have 
these changes impacted the students, parents, and community? Please explain. 
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INFORMATION LETTER TO PRINCIPALS 

Dear Principal, 

Welcome to the summer workshop on the Four Cornerstones of Success 

and an imported culture. During the course of the workshop, you will be given 

information outlining the Four Cornerstones and how to import a culture to your 

school. You will be given opportunities, through hands on laboratory exercises, 

to formulate perspectives on how the Four 

Cornerstones and imported culture can be implemented in your school to 

improve achievement. 

While you are learning during the workshop, you are being invited to 

participate in a study that will describe the outcomes of the workshop and the 

subsequent implementation on your campus. There are six doctoral students 

participating in the workshop. These students will be full participants as well as 

acting as a data gathering team for this study. You will be paired with one or two 

other administrators and a doctoral student during portions of the workshop. The 

student will participate in the activities while he/she is making and recording 

observations. 

You will be asked to fill out a questionnaire at the beginning and the end of 

the workshop. During the workshop, you will be asked to participate in an 

interview, which will be recorded on audiotape. The workshop sessions will be 
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recorded on videotape as well. As part of the workshop and as a data source, 

you will be asked to keep a personal journal of reflections on daily activities. 

The data collected during this workshop will be kept confidential and will 

be used only for the purpose of answering the question posed by the study. Your 

identity will be kept confidential and names will not be released for any purpose. 

Please fill out the enclosed permission form and return it to one of the co-

directors of this workshop. I would like to thank you in advance for your 

willingness to help this study to be a success. If you have any questions, please 

feel free to contact one of the co-directors or me. 

Sincerely, 

K. Fritz Leifeste 
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INFORMATION LETTER TO TEACHERS 

Dear Teacher, 

Your principal and the central office have volunteered this campus to be 

part of a study that will describe the change process as it progresses in your 

school. I am asking you for your help with the project during the first semester of 

the1998 - 1999 school year. 

Your participation may include informal discussions, sitting in on meetings, 

individual interviews, and a questionnaire. A few teachers will be asked to be 

involved in a focus group interview. The individual interviews and focus group 

interviews will be brief (not more than 30 minutes). 

Any interview or focus group will be held outside of instructional time. 

There will be minimal distractions during the school day. During the course of 

the study, I will become a familiar and, I hope, an enjoyable presence. Any 

knowledge I gain will be used to help improve the culture in this school. 

I sincerely hope you will participate in this project. Even though you will 

be asked to give your name on interviews and questionnaires, your name will be 

kept completely confidential. No written or recorded data will be released in any 

way that will identify you as an individual. Please fill out the attached permission 

form and return it to your principal so I will know which teachers will be 

participating. 
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I would like to thank you in advance for your willingness to help in this 

project. If you have any questions, please feel free to call me at (include phone 

numbers). 

Sincerely, 

K. Fritz Leifeste 
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PERMISSION FORM TO PARTICIPATE IN THE STUDY 

Please respond to the following and return it to your principal as soon as 

possible. 

I (agree, do not agree) to 
Please print name Circle one 

participate in the study being conducted (at the workshop, on my campus). 
Circle one 

I realize that my name will be asked for during certain parts of the data collection 

process, but only for the purpose of identifying which teachers might be asked to 

participate in a focus group. After this identification, names will be removed and 

all participants will remain anonymous. All written and recorded data will be 

removed from the campus and kept in a locked file. 

Signature of Teacher/Administrator 



APPENDIX E 

THE FOUR CORNERSTONES OF SUCCESS WORKSHOP 

JULY 5-JULY 10, 1998 

AGENDA 

SUNDAY: 
7:00 p.m. - 9:00 p.m. - Orientation 

MONDAY: 
9:00 a.m. - 12:00 p.m. - Panel on "Our Story" 

12:00 p.m.- 1:00 p.m. - Lunch 
1:00 p.m. - 3:00 p.m. - Capacity-building 
3:00 p.m. - 6:00 p.m. - Free Time 
6:00 p.m.- 7:00 p.m. - Dinner 
7:00 p.m. - 9:00 p.m. - Video, "The George McKenna Story" 

TUESDAY: 
9:00 a.m. - 12:00 p.m. - Culture of Success 

12:00 p.m.- 1:00 p.m. - Lunch 
1:00 p.m. - 3:00 p.m. - Culture of Success 
3:00 p.m.- 6:00 p.m. - Free Time 
6:00 p.m.- 7:00 p.m. - Dinner 
7:00 p.m. - 9:00 p.m. - Video, "Schools at Work" 

WEDNESDAY: 
9:00 a.m. - 12:00 p.m. - Systems for Success 

12:00 a.m. - 1:00 p.m. - Lunch 
1:00 p.m. - Until - Free Time/Golf Tournament 

Dinner is available at the campus. 
THURSDAY: 

9:00 a.m. - 12:00 p.m. - Leadership for Success 
12:00 p.m.- 1:00 p.m. - Lunch 

1:00 p.m. - 3:00 p.m. - 2X4 Visitation Program 
3:00 p.m. - 6:00 p.m. - TAAS, Accelerated Reader, etc. 
6:00 p.m.- 7:00 p.m. - Dinner 
7:00 p.m. - 9:00 p.m. - Covenant Session 

WORKSHOP ENDS 
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APPENDIX F 

INFORMAL INTERVIEW QUESTIONS 

1. Compared to last year. How do you feel this school year began? 

2. What are your impressions of the campus culture? 

• Has it changed from last year? 
• How? Explain. 
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APPENDIX G 

FOCUS GROUP 

AGENDA AND QUESTIONS 

I. Introductions. 

II. Explanation of study and focus group process. 

III. Discussion questions. 

1. Discuss this campus and its needs in order to be successful. 

2. How do you feel these needs are being met by the leadership? 

3. Do you feel this campus can meet the high goals set by the principal? 

4. Discuss anything else about your campus you wish to discuss. 

188 


