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PERCEPTIONS OF MIDDLE SCHOOL PRINCIPALS AS INSTRUCTIONAL 
LEADERS: A CASE STUDY OF TWO SCHOOLS 

Todd J. Van Erp 

The purpose of this mixed methods study was to investigate the perceptions of 
middle school teachers and principals regarding the instructional leadership behaviors 
of the middle school principal in two top performing Minnesota middle schools. 
Similarities and differences in those perceptions were explored. Multiple data 
collection methods were used. The Principal Instructional Management Rating Scale 
(PIMRS) was used to measure the perceptions of Minnesota middle school teachers 
and principals in relation to the principal's instructional leadership behaviors. 
Interview questions were based on the ten subscales of the PIMRS survey. Interviews 
were conducted in both schools with the principal, randomly selected teaching staff, 
and teacher focus groups. Analysis of the data revealed the most frequently perceived 
principal behaviors included clear goal setting, promoting instructional improvement 
and staff development, monitoring student progress, communicating the school's 
goals, supervision and evaluation of instruction, and building positive relationships 
and trust. 
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May this study provide principals everywhere guidance toward instructional 

leadership that makes a positive impact on the students we serve . 
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Chapter I 

INTRODUCTION 

INTRODUCTION TO THE PROBLEM 

Principals play an important role in instructional leadership for a school. 

Marzano (2005) stated, "Leadership is considered to be vital to the successful 

functioning of many aspects of a school" (p. 5). Because of the nature of a principal ' s 

work, he or she has a wide-ranging impact on the school building and activities that 

occur within its walls (Marzano, 2005). According to Marzano (2005), areas in which 

principals provide instructional leadership include identifying missions and goals, 

addressing building-wide and classroom climate, forming teacher attitudes, affecting 

teacher classroom practices, and monitoring curriculum and instruction. 

Despite the positive impact an effective principal can have on student learning, 

statistics describing the results of America' s education system have been discouraging. 

For example in a 2009 report, "Mission Readiness," written by a group of retired 

military leaders, noted that 75% of Americans in the 17-24 age range were not fit to 

serve in this nation' s military because they lacked a high school diploma, had slipped 

into the judicial system, or lacked the mental and physical capabilities needed to serve 

(Christeson, Dawson-Taggart, & Messner-Zidell, 2009). In another example, Stillwell 
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(20 I 0) reported that approximately 25 of every I 00 students dropped out before 

graduating from high school. Some might argue that schools cannot singlehandedly 

meet every student' s needs, but even the college-bound population show dismal 

statistics. In the fall of 2000, 28% of entering college freshmen were enrolled in one or 

more remedial reading, writing, or mathematics course (Parsad & Lewis, 2003). A 

2010 ACT report found that a startling 76% of high school students who took the ACT 

were not college-ready in all subject areas. Further evidence of a lack of college 

readiness is revealed by the National Center for Education Statistics (2009), which 

reported that only 55.9% of first-time full-time bachelor' s degree-seeking students 

earned a degree within 6 years. 

In a 2008 report on poverty by the Congressional Research Service, 34. 7% of 

individuals age 25-34 who did not obtain a high school diploma lived below the 

poverty line. Of those in the same age group who lived in poverty, only 4.4% earned a 

college degree (CRS Report RL 33069, 2009). Another report attempted to quantify 

the cost of lost wages from high school dropouts. The report calculated lost wages 

from dropouts nationwide in 2006-2007 was nearly $329 billion. Minnesota' s 

graduation rate of 78. 7% is one of the best in the nation, but a 2007 report still 

calculates over $3.8 billion of lost wages from high school dropouts during their 

lifetime (Alliance for Excellent Education Issue Brief, 2007). 

In addition to poverty and lost wages, crime in the United States can be traced 

to the level of a prisoner' s education. According to a 2003 Bureau of Justice Statistics 

special report, the total number of incarcerated individuals drops significantly as the 
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level of education increases (Harlow, 2003). Incarcerated individuals who did not 

finish high school made up 41.3% of the total prison population. Those earning a GED 

made up 23.4% of the total prison population and those with a high school diploma 

constituted 22.6%. Only 12. 7% of the incarcerated population held a post-secondary 

degree. 

Principals cannot ignore the sad realities of lost human capital, lost income, 

dropouts, and poverty. This much is clear; the current PreK-12 education system does 

not work for all students. Robinson, Lloyd, and Rowe (2008) contend that school 

leaders who focus on instructional leadership have a positive effect on student 

achievement three to four times greater than leaders who focus on transformational 

leadership. They explain that school leadership focused on student growth has a 

greater impact on student progress than other forms of leadership, even that which 

emphasizes intrinsic motivation and the "the positive development of followers" 

(Bass & Riggio, 2006, p. xi). Principals with a focus on instructional leadership play a 

central role in the improvement and success of the public education system. 

Principals need working knowledge of leadership theory in order to be 

instructional leaders. McGregor's leadership theories of Theory X and Theory Y 

(Northouse, 2009) are the foundation for this study. Those who believe in Theory X 

leadership style, which is synonymous with an authoritarian leadership style, believe 

that the average employee does not like to work, must be directed to do so, and shirks 

responsibility when possible (Boles & Davenport, 1975; Langley & Jacobs, 2006; 

Northhouse, 2009). An authoritarian leadership style fosters dependence, 



submissiveness, and a loss of individuality for the workers, who become increasingly 

dissatisfied with their work; creating discontent, hostility and aggression toward their 

supervisor (Northouse, 2009). 

In comparison to Theory X or the authoritarian leadership model, Theory Y 

can be considered equal to the democratic leadership style. Theory Y leaders are 

thought to be more flexible in their work, allowing subordinates to engage in their 

work with little direction (Northouse, 2009). Workers in a Theory Y or democratic 

setting are encouraged to take the opportunity to think creatively to solve problems 

that may arise in the organization, leading to a higher rate of job satisfaction than 

workers under Theory X supervision (Boles & Davenport, 1975; Langley & Jacobs, 

2006; Northouse, 2009). 

4 

In addition to a working knowledge of important leadership theories, principals 

also need to be mindful of how to best implement change in their organization. 

Change is an essential component of progressive education. Fullan (2008) outlined 

components necessary to implement change in an organization to support its 

livelihood, including developing leaders by building capacity in staff and connecting 

teacher peers with purpose through collaboration. Wagner and Kegan (2006), Reeves 

(2009), and Senge (1999) all made a case for guiding school change with a thorough 

process. Some of those process ideas include creating conditions and planning for 

change (Reeves, 2009), focusing on change that leaders can control (Reeves, 2009), 

making growth and learning a continuous process and a way of being (Senge, 1999), 

recognizing that instructional change is a complex process. A principal must be an 
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informed and intentional instructional leader to orchestrate these processes effectively 

(Wagner & Kegan, 2006). 

Principals are not alone in implementing change and providing instructional 

leadership for a school staff. Marzano, Pickering, and Marzano (2003) stated: "We 

live in an era when research tells us that the teacher is probably the single most 

important factor affecting students ' achievement-at least the single most important 

factor that we can do much about" {p. I). Teachers set the tone for the learning 

environment, as well as the what, when, why, and how learning occurs. Creating a 

positive learning environment promotes higher student achievement (Marzano et al. , 

2003). A principal ' s instructional leadership is a key factor in empowering effective 

teaching. 

All principals are responsible for understanding student development. 

However, a principal at the middle school level must also appreciate how early 

adolescents present a distinctive challenge to educators. Students in middle school 

experience an enormous amount of physical, social, emotional, and intellectual 

change. An early leader in the middle school movement Eichhorn (1966) coined the 

term "transesence" to describe the uniqueness of mind and body changes in the early 

adolescent learner. Experiences such as handling major physical changes, asserting 

independence from the family, developing peer group relationships, establishing sex 

role identity, developing an acceptable self-concept, and utilizing new reasoning 

capacities are all common for the transescend (Thornburg, I 974; Wiles & Bondi, 

1981 ). Middle school principals and teachers must understand the wide range of 



physical, social, emotional, and intellectual differences in middle school learners so 

they can foster student learning by means of their instructional leadership. 

BACKGROUND OF THE STUDY 

6 

Studies have shown a discrepancy in perception of the principal ' s instructional 

leadership and teacher perceptions of the principal ' s instructional leadership in the 

same school (Hallinger, 1990; Lyons, 2010; Ridlehoover, 2010). Although 

Ridlehoover' s (20 l 0) study found agreement in teacher and principal views on desired 

leadership characteristics, differences were found in teacher experiences with 

exhibited principal leadership behaviors. Lyons (2010) conducted a study in which 

teacher and principal perceptions of New York middle school principals were 

investigated. Lyons recommended a mixed methods study to further explore teacher 

and principal perceptions of a principal' s leadership, because the Principal 

Instructional Management Rating Scale (PIMRS) was the only device used to collect 

information regarding teacher and principal perceptions. 

The literature review for this study focused on three main themes of the 

instructional leadership of middle school principals: l) general leadership theories and 

styles; 2) effective instructional leadership; and 3) the uniqueness of the middle school 

and its learners. The study examined teacher and principal perceptions of the 

principal' s instructional leadership behaviors. Minnesota middle schools that have 

scored above 80% on the Multiple Measurement Rating scale (MMR) during the 

2010-2012 school years were the target schools for this study. Perceptions were 

r 



measured with the Principal Instructional Management Rating Scale (PIMRS) survey, 

teacher and principal interviews, and teacher focus groups. 

ST A TEMENT OF THE PROBLEM 
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Studies have been conducted on the perceptions of instructional leadership, but 

few have focused on the middle school principal. No studies were found that 

combined a case study approach that included surveys, interviews, and focus groups. 

As Lyons (2010) indicated, there was a need to explore teacher and principal 

perceptions of the principal ' s leadership in a mixed methods study. Lyons only used 

the PIMRS to collect information regarding teacher and principal perceptions and did 

not gather qualitative data from teachers or principals. 

ln a study that focused on instructional leadership behavior of middle school 

principals and their impact on student achievement, Minus (2010) used the PIMRS to 

identify instructional leadership behavior perceptions from principals and teachers and 

correlated those behaviors with student achievement, measured by the Maryland 

School Assessment. Minus found that the instructional leadership behaviors with high 

correlations to student achievement were: framing school goals, supervising and 

evaluating the curriculum, and protecting instructional time. Teacher input through 

interviews or focus groups was not part of the data collection process for this study. 

In a study focusing on assistant principals, Howard-Schwind (2010) 

administered the PIMRS in Texas to 257 assistant principals from high schools with 

more than 984 students. The investigation found that most Texas high school assistant 
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principals perceived themselves to exhibit instructional leadership behaviors with high 

frequency. The 97 Texas high school principals that responded to the PIMRS survey 

agreed with the perception that assistant principals exhibited instructional behaviors 

with high frequency. Teacher perceptions were not solicited for that particular study. 

PURPOSE OF THE STUDY 

The purpose of this study is to investigate the perceptions of middle school 

teachers and principals about instructional leadership behaviors of the middle school 

principal and to determine similarities and differences in those perceptions. The 

perceptions of the principal ' s role in providing instructional leadership, specifically at 

the middle school level in Minnesota, have not previously been explored. 

SIGNIFICANCE OF THE STUDY 

This study examined the perceptions of teachers and principals regarding the 

principal ' s instructional leadership behaviors in top performing Minnesota middle 

schools. By exploring the perceptions of principals and teachers, areas of strength and 

potential improvement in principals' instructional leadership behaviors were 

identified. The findings of this study will be shared with school principals to highlight 

possible characteristics that current and emerging instructional leaders should consider 

to improve their skills or when moving into new roles. In addition, this information 

may be used by school organizations to increase principal effectiveness, and to clearly 

identify characteristics of new instructional leaders in the hiring process. 



This study is critically important to principals who wish to improve the 

instructional leadership behaviors that have the greatest impact on student learning. 

This study also highlights the importance of intentional efforts to support learning 

since principals are ultimately responsible for student learning in their schools. 

RESEARCH QUESTIONS 
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1. What are principals' perceptions of their instructional leadership behaviors 

in selected top performing Minnesota middle schools? 

2. What are teachers ' perceptions of principals' instructional leadership 

behaviors in selected top performing Minnesota middle schools? 

3. What are the similarities and differences in perceptions of principals and 

teachers regarding principals' instructional leadership behaviors? 

ASSUMPTIONS 

This study assumes that: 1) principals and teachers are concerned with the 

positive impact instructional leadership can have on student learning; 2) the study 

subjects will be honest when completing their surveys, as well as during the interview 

and focus group process; and 3) teachers recognize and are able to articulate 

adequately the degree to which their principals' instructional leadership affects student 

learning in their buildings. 



DELIMITATIONS 

Delimitations of a study consist of factors that the researcher can control. 

Listed below are delimitations of this study identified by the researcher. 

1. The researcher chose to consider only middle school selection sites that 

achieved at or above 80% on the Multiple Measurement Rating (MMR) 

during the 20I0-2012 school years. 
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2. The researcher chose to focus on the MMR calculation for school selection 

to emphasize the entirety of a school ' s programming. The components of 

the MMR score: proficiency, growth, and closing of the achievement gap 

were considered important for this study. 

3. The study was conducted during the months of December 2012 and 

January 2013. 

4. Office staff, paraprofessionals, and custodians were not selected for the 

study. Only teachers and principals at the selected schools were invited to 

participate because the researcher believed this group could deliver the 

most accurate assessment of the principals' instructional leadership 

behaviors. 

ORGANIZATION OF THE REMAINDER OF THE STUDY 

The dissertation is organized into five chapters. Chapter 1 includes the 

introduction to the study, as well as the study' s purpose, research questions, nature and 

significance of the study, definition of terms, assumptions, and limitations. Chapter 2 
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outlines a review of the literature and related research supporting the study design 

related to principals as instructional leaders. Chapter 3 identifies the research design 

and methodology of the study. Chapter 4 provides an analysis of the data and a 

discussion of the findings from the study. Chapter 5 provides a summary, conclusions, 

recommendations for principals' future practices, as well as recommendations for 

future studies. 



Chapter 2 

REVIEW OF LITERATURE 

INTRODUCTION 

The purpose of this study is to investigate the perceptions of middle school 

teachers and principals regarding the instructional leadership behaviors of the middle 

school principal and to determine similarities and differences in those perceptions. The 

perceptions of the principal ' s role in providing instructional leadership, specifically at 

the middle school level in Minnesota, have not been explored. 

Over the past decades, researchers have examined the importance of 

instructional leadership in schools and found that principals and other school 

administrators have a significant function in the enhancement of classroom instruction 

(Burch, 2007; Marzano, Waters, & McNulty, 2005 ; Robinson, Lloyd, & Rowe, 2008). 

An ever-changing global society requires constant review and reflection about 

education. 

Stigler and Herbert ( 1999) questioned the effectiveness of public education in 

the United States. Test scores indicate that American students have performed poorly 

when compared to other industrialized nations. The results of the 1999 Third 

International Mathematics and Science Study (TIMSS) revealed that the United States 

12 



finished 19th out of 38 countries that administered the eighth grade math test (NCES, 

1999). By 2007, the United States improved its standing among other countries, 

finishing ninth out of 48 countries in the 2007 TIMSS (NCES, 2007). Even with this 

gain, the United States remains significantly behind countries like China Taipei, 

Korea, Singapore, Hong Kong, and Japan. These results illustrate the need for 

attention and improvement of American education. The TIMSS studies offer two 

examples demonstrating the need for focused improvement of education. 

13 

In today' s era of accountability, test scores are used to identify deficiencies in 

the current American systems. Educating children is an important priority for the 

future of America. As the United States faces challenges in national security, energy 

usage, international relations, and a struggling economy, the loss of human creative 

capital could be one of the greatest costs we incur; furthermore, it is one that will 

never be recovered. It is crucial that educators continue to recognize and respond to 

their role as a key developer of this human creative capital. 

LEADERSHIP 

Leadership Defined 

Leadership has many definitions. Mumford (2010) defined leadership as "the 

influence of others toward a collective goal" (p. 5). Langley and Jacobs (2006) share a 

similar broad definition : "Any situation in which a person must make a decision that 

affects others defines that person as a leader" (p. 3). Others identify the spiritual 

dimensions of leadership. Greenleaf and Spears (2002) claimed that great leaders are 



seen first as servants and that their act of service is what determines their greatness. 

Boles and Davenport' s definition is more complex: "Leadership then is a process 

which is a function of group interaction and is an outgrowth of the attempts to bring 

into focus both institutional and personal goals, as well as the means that could 

enhance the prospects for the achievement of goals" (I 975, p. 225). 

14 

Although the 1925 publication of Manual for School Officers includes no 

mention of the term "leadership," by 1955, Weber and Weber identified leadership 

principles and traits and explained how those traits related to democracy. Those traits 

included participation in policy formation, imagination and willingness to take risks, 

as well as energy, friendliness, and leadership and efficiency. These principles and 

traits named by Weber and Weber became an influential force in the field of 

education. Since that time, the concept of leadership and its influence on teaching and 

learning has continued to evolve and serve as a primary focus in education. 

Researchers have examined both the definition and role of leadership. Their 

varied views reveal how difficult it is to define such a broad concept. It is helpful to 

look at which facet of leadership the definition is attempting to identify. Patterson 

states that leadership has had a shifting definition, from "bossing" to "managing" to 

"leading" which is "the process of influencing others to achieve mutually agreed upon 

purposes for the organization" (1993, p. 3). Lindstrom and Speck (2004) support the 

concept of shared leadership. In a school, this may mean the school leader engages in 

many leadership roles to assist in staff development; a principal may play the role of 

"lead learner," in contrast to being a "lead teacher." One view ofleadership may focus 
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on the personality traits of the leader, while another may concentrate on jobs or actions 

that a leader must do in his/her position. Another view may center on the influence 

that the leader may have on their subordinates. Each definition reveals how many 

different elements are involved in leadership. 

Leadership Styles 

A leader' s perspective and definition of leadership will determine how he or 

she will assume the duties of leadership in his/her environment. This is referred to as 

leadership style. Leadership style affects not only how the leadership takes form, but 

the ways and circumstances in which that leadership can be considered effective. 

Leadership can be along a continuum of two extremes-authoritative leadership at one 

end and democratic leadership at the other. McGregor calls authoritative leadership 

"Theory X" and democratic leadership "Theory Y" (as cited in Northhouse, 2009). 

McGregor (as cited in Northouse, 2009) described how individuals in 

leadership perceive employees, and how their leadership style is affected by that 

perception. The Theory X leadership style, which can be called an authoritarian 

leadership style, is built on the idea that the average employee does not like to work, 

must be directed to do so, and shirks responsibility when possible (Boles & 

Davenport, 1975; Langley & Jacobs, 2006; Northhouse, 2009). An authoritative 

leadership style fosters dependence, submissiveness, and a loss of individuality for the 

workers, who become increasingly dissatisfied with their work, which creates 

discontent, hostility and aggression toward their supervisor (Northouse, 2009). 
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Under this authoritarian style, it is assumed that employees must be supervised 

closely and are motivated primarily by threats, coercion, and punishment. 

Authoritarian leadership style is generally considered rigid and bureaucratic in 

dealings with employees, business associates, and customers (Boles & Davenport, 

1975; Langley & Jacobs, 2006). According to Mumford (2010), individuals with an 

authoritarian style of leadership are "conservative, emotionally withdrawn, power 

seeking, and resistant to change" (p. 96). Mumford points out that authoritarian leaders 

can also be considered tyrannical at times. Langley and Jacobs (2006) write that the 

authoritarian leadership style "all too often results in undesirable and/or unproductive 

relationships riddled with feelings of distrust and doubt as to the efficiency of the 

leaders" (p. 7). Despite these strong and valid concerns, authoritarian leadership is not 

necessarily ineffective; a counter view is that authoritarian leadership provides needed 
. 

direction and goals for subordinates, thus assisting with completing tasks that are 

expected of the job (Northouse, 2009). The oversight that the authoritarian leader 

provides helps motivate the worker toward the simple and stated goal: to attain a 

paycheck. In the authoritarian mindset, the worker only works to get paid. Northouse 

(2009) explains, "From the Theory X (authoritarian) perspective, it is clear that 

subordinates have a need for leadership" (p. 38). 

In comparison to Theory X or the authoritarian leadership model, Theory Y 

can be considered as synonymous with the democratic leadership style. Leaders are 

thought to be more flexible in their work, allowing subordinates to engage in their 

work with little direction (Northouse, 2009). Theory Y, or democratic, leaders tend to 
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accept new challenges readily and look upon the change with a positive mind. The 

style encourages leaders and workers to accept responsibility in helping the 

organization reach its goal, which provides for a high level of satisfaction. Workers in 

a Theory Y or democratic setting are encouraged to take the opportunity to think 

creatively to solve problems that may arise in the organization (Boles & Davenport, 

1975; Langley & Jacobs, 2006; Northouse 2009). One of the criticisms of the 

democratic leadership style is that the process of taking responsibility and developing 

ownership can "take more time and commitment to accomplish work" (Northouse, 

2009, p. 39). However, this style of leadership assists in building relationships that 

"help increase interpersonal competence, intergroup cooperation, and flexibility, and 

this should result in an increased organizational effectiveness" (Langley & Jacobs, 

2006, p. 7). 

While there are positives and negatives about both of the extremes of this 

leadership continuum, the core element of leadership is that leaders are responsible for 

task completion, as well as providing subordinates with opportunities to flex creative 

muscle. Research suggests an educational setting is best served by a style that, though 

possessing authoritarian elements, is defined mostly by the democratic or "Theory Y" 

style of leadership (Northouse, 2009). 

Important Skills for Leaders 

Leadership style is one important part of leader behavior; another leadership 

behavior is to identify and build specific skills to best serve the organization and the 

individuals associated with the organization. Leaders bring different skill sets to their 



positions, and each organization's setting includes a multitude of variables that 

determine how successfully those skills are applied. Studies identify a number of 

personal skills an effective leader possesses. These personal skills have an effect on 

the success of a leader. Langley and Jacobs (2006) outline a wide set of skills: 
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1. The ability to be insightful. The leader "must keep in mind the whole 

picture-the district, department, or group in which they lead-and work 

to incorporate as many components as necessary to get the desired results" 

(p. 20). Also included in this skill: knowledge of potential resources and 

how they can be accessed, as well as an awareness of new policy, reforms, 

and other happenings outside of the district that may impact the 

organization. 

2. Positive, strong interpersonal relationships. A leader' s ability to have an 

authentic connection with subordinates is important, "because we all feel 

much better when we get the sense that the person with whom we were 

engaged in conversation actually listened to what we had to say" (p. 29). 

Leaders will support staff members in continuous professional 

development, "for the good of the individual as well as the system as a 

whole" (p. 31 ). The result of the leader' s encouragement can result in trust 

building, and the expansion of confidence in the worker' s own skills. 

3. Self-growth. As school leaders, "we must demonstrate the desire to learn 

and study new ideology that will help initiate and launch new programs, 

skills in leading, concepts of scheduling and ways of motivating and 
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improving the learning environment of your building or district" (p. 41 ). In 

addition to actively seeking learning opportunities at professional 

conferences, workshops, seminars, and webinars, the effective leader 

willingly shares new and useful information with his or her coworkers. 

4. Flexibility. Being open to consider operating in a different way than what 

the leader is used to, as well as being able to implement changes that the 

leader may support, but are not his or her own. Langley and Jacobs (2006) 

referred to skill as the "ability to be creative and to solve problems" (p. 9). 

Allowing risk takers the latitude to try new teaching methods or ideas can 

infuse a sense of innovation into the organization: "Our lives are filled with 

unpredictable occurrences-some good, some bad-but we must learn to 

meet these unscheduled actions with a plan to deal with them by being able 

to change our stance" (p. 4 7). 

5. Keeping in touch with the community. Know what is going on around you. 

At times this means the leader needs to know what resources are available 

within the community and how to leverage those resources for the mutual 

benefit of the community and organization. The resourcefulness of a school 

leader cannot be understated. Langley and Jacobs (2006) state "the 

resources available to a school district are limited only by the ability of the 

leaders in the district to obtain them" (p. 56). 

The traits outlined by Langley and Jacobs are echoed by the research of 

Mumford (20 I 0) in naming important traits for leaders. One example of these parallel 
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ideas lays in what Mumford (2010) dubs "personality". He includes openness, 

conscientiousness, extroversion, agreeableness, and neuroticism (having to do with a 

person' s ability to be emotionally stable). Mumford also includes cognitive skills, 

interpersonal traits, and needs or motives which are all concepts that appear with same 

or similar language in the work of Langley and Jacobs (2006). Similar qualities of 

effective leadership were identified by the National Institute on Educational 

Governance, Finance, Policymaking, and Management in 1999. Vision, 

communication, and community building were among those that were also considered 

keys to effective leadership practices (National Institute on Educational Governance, 

Finance, Policymaking, and Management, 1999). 

Change Leadership 

Focusing primarily on instructional leadership often requires changing the 

structure of leadership in schools. Therefore, principals assuming an instructional 

leadership role must know how to implement change within an organization, how to 

become a change agent, and how to sustain change. There is no universally accepted 

plan for carrying out change in an organization. Each organization has its own unique 

environment that can affect the proposed change. 

There are numerous theories that address the change process in education. 

Fullan (2008) outlined six secrets to implement change in an organization to help it 

survive. 

1) Love your employees. Organizations need to be intentional about investing 

in employees to assist in their development, as well as helping them "find 
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meaning in their work and in their relationship to coworkers and to the 

company as a whole" (p. 12). Principals can stimulate positive relationship 

building among staff, leading to a more positive work environment for 

staff, and enhanced student success. 

2) Connect peers with purpose. Fullan refers to "purposeful peer interaction" 

(p. 12), which occurs when leaders "provide good direction while pursuing 

its implementation through purposeful peer interaction and learning in 

relation to results" (p. 12). This refers to principals providing the structure 

for teachers to work collaboratively in groups with the intention to improve 

student learning. 

3) Capacity building. For leaders to enact a change environment, leaders need 

to help build new skills, resources, and motivation in employees. 

Employers practice Theory X behaviors to create fear and motivate 

workers. Fullan believes motivation will grow as leaders give 

responsibility to employees and then take time to give feedback and 

mentoring to develop the employees' new skills, much like that of a Theory 

Y leader. As an example, principals may encourage teachers to take a lead 

role in a school-wide initiative, while providing support as needed so 

teachers can build their leadership skills. The new leadership skills 

developed from this experience may be called upon at a later date by the 

principal, colleagues, or the school. 
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4) Learning is the work. In a school setting, this is especially evident. Just as 

teachers expect learning of students, teachers can advance their talents. 

Leaming new skills can be embedded into everyday responsibilities, 

resulting in personal benefit and student success. Some may consider this 

relevant on-the-job training. 

5) Transparency rules. Fullan describes this principle as a "clear and 

continuous display of results, and clear and continuous access to practice 

(what is being done to get the results)" (p. 14). Results should be used in a 

positive manner that creates a positive pressure to produce a fair and 

reasonable working environment. Principals can use data like test scores to 

focus on what can be done to improve student learning, but not as a tool to 

harass or embarrass teachers. 

6) Systems learn. Leadership is demonstrated by many individuals within an 

organization. But when there is change in top-level leadership, or the 

principal in a school setting, the organization relies on the skills and 

expertise of many leaders in all levels of the organization to endure the 

change process. 

An implementation process may be needed to help guide the change. When 

changes are planned for an organization, leaders must not neglect the need to ask and 

answer key questions: Why do we want to change? Why do we need to change? 

(Reeves, 2009; Senge, 1999; Wagner & Kegan, 2006). Especially in the educational 

setting, superintendents, principals, and teachers need to be vocal and specific. Senge 
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(1999) would call this a "quality movement" in which change permeates throughout 

an organization. The central topic is "to make continual learning a way of 

organizational life, especially improving the performance of the organization as a total 

system" (p. 34). 

When implementing change, specifically in the educational field, many 

components are considered, measured, and managed to be successful. For example, 

this list of seven components for improving instruction at a school by Wagner and 

Kegan (2006) could be applied by a principal when implementing a change in their 

school: 

1. Urgency for instructional improvement using real data; 

2. Shared vision of good teaching; 

3. Maintain focus on student learning and teacher instruction; 

4. A shared vision of student results; 

5. Effective teacher supervision by the principal; 

6. Professional development; 

7. Diagnostic data with accountable collaboration. 

Whether it is a principal hoping to change teacher leadership styles or an entire 

organization reflecting on their efficacy, change is a process. Reeves (2009) identified 

areas of the change process specific to schools. Creating conditions for planning, 

implementing, and sustaining change are four main points that are addressed by 

Reeves, and each point has many subparts, variables, efforts, and relational 

components. With the enormity of the change task, it is a marvel that successful 
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change is implemented with any kind of consistency. Because many people and 

variables are involved in the change process, even in the very best situation, successful 

change can be a fragile process. 

Instructional Leadership 

The terms school leadership, educational management, and educational 

leadership are synonymous to the general public. Since most members of society 

attended a K-12 school, there are varied understandings of the leadership concept. 

Each individual ' s understanding likely will depend on his or her past experiences. 

Some would regard educational leaders as people who "run the school," while others 

view school leaders as the authoritative "disciplinarians" whose job is to maintain a 

safe and orderly learning environment. Community members may see school 

leadership as a means of getting what the community member wants in terms of 

course selection, curriculum changes, and a host of other requests. 

Implementation of proposed changes is as important as the reform itself. For 

example, in 1995, the State of California confronted low reading and mathematics 

scores on the National Assessment of Educational Progress (NAEP). In response to the 

uninspiring results, California formed two groups to address reading and math 

curriculum deficits. The interesting aspect of the state of California response was that 

at no time during this process was the question raised of what kind of teaching actually 

occurred in the classroom (Stigler & Hiebert, 1999). This situation exemplifies how 

instructional leadership could have helped guide California policymakers to ask 



questions that educators would ask, having the expertise in teaching and student 

learning. 
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Schools operate differently than private companies or other governmental 

organizations. The core goal of a school is to provide effective instruction for students 

so they can learn; the specific goal of building on instructional leadership is critical 

for school leaders. Aspiring school leaders should understand that becoming an 

instructional leader takes time. According to Fink and Resnick (200 l ), successful 

instructional leaders need to build " intellectual capital and social capital with their 

organizations" (p. 606). Intellectual capital is built when principals take the time and 

energy to assist in or facilitate the decision-making process of curriculum, teaching, 

and learning. Social capital is developed through cultivation of a safe learning 

environment among staff members (Fink & Resnick, 2001). The knowledge and trust 

required for this environment takes time to create and nurture. One model that 

principals can use to improve instruction involves following a set of tenets including: 

having teachers use student data to make instructional decisions; working with 

colleagues to identify good teaching and share student results in a supportive, collegial 

manner; and providing teacher support by assessing what students should know and do 

at the end of the lesson (Wagner & Kegan, 2006). 

Being a successful instructional leader involves more than knowledge of 

teaching and learning. Many studies have alluded to the importance of the principal ' s 

interpersonal skills. This is congruent with other research regarding general leadership 

skills (Langley & Jacobs, 2006; Mumford, 20 I 0). These findings are further supported 
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by a 2004 study of schools in Botswana, Africa that uncovered a perceived deficiency 

in interpersonal skills of the members of the school management team, causing the 

teachers to question the leadership abilities of school administrators (Pansiri, 2008). A 

meta-analysis revealed that interpersonal behaviors were among the top 21 leadership 

responsibilities recognized in successful school leaders, specifically that of building 

positive relationships with teachers and staff (Marzano et al., 2005). Seashore-Louis 

and Wahlstrom (2011) identified a combined approach to instructional leadership. The 

first part of the approach addresses a shared or distributed leadership model in which 

those who are impacted by decisions are allowed to participate in decision-making. 

The second involves instructional leadership in which the principal focuses on and 

assumes responsibility for improved teaching and learning at the classroom level. 

Instructional leadership can be accomplished with the assistance of numerous 

personalities in a school building. Marzano et al. (2003) explain: "We live in an era 

when research tells us that the teacher is probably the single most important factor 

affecting students' achievement-at least the single most important factor that we can 

do much about" (p. 1 ). Teachers set the tone for the learning environment, as well as 

the decisions regarding what, when, why, and how learning occurs. Creating a positive 

learning environment promotes higher student achievement (Marzano et al. , 2003). A 

principal' s instructional leadership is a primary factor in creating effective teaching. 

Marzano (2001) identified nine categories of instructional strategies that had 

the greatest positive effects on student achievement. Those strategies included 

1) identifying similarities and differences; 2) summarizing and note taking; 
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3) reinforcing effort and providing recognition; 4) homework and practice; 

5) nonlinguistic representations; 6) cooperative learning; 7) setting objectives and 

providing feedback; 8) generating and testing hypotheses; and 9) questions, cues, and 

advance organizers. 

Regarding instructional strategies, the school setting does not seem to make a 

difference in how the instructional strategies are implemented, just as long as 

implementation occurs. Stigler and Hiebert (1999) found that student achievement 

remains the same, regardless of whether the school was public, private, or charter. In 

addition, researchers found in a TIMSS video study that teachers utilized high-quality 

teaching methods with varying frequency. What made the most positive difference, 

however, was when teachers employed high-quality teaching methods in a highly 

consistent manner (Stigler & Hiebert, 1999). Effective instructional leadership 

reinforces these findings. 

The participants of the National Institute on Educational Governance, Finance, 

Policymaking, and Management forum on educational policy entitled Effective 

Leaders (1999) recognized the following desired attributes of educational leaders: 

instructional leadership; management skills; communication, collaboration, and 

community building skills; vision, risk, and change; and having the ability to create a 

cadre of leaders. Others have narrowed their focus of educational leadership to fewer 

desired characteristics. Halpin (as cited in Mullican & Ainsworth, 2001) explained 

school leadership as having two aspects, one that addresses the school order, and the 

other which addresses the personal relationships between the principal and staff. 
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Additional researchers have included a theme of cultivating a relational 

component with teachers (Fullan, 2008; Langley & Jacobs, 2006; Mangin, 2007). 

Mangin (2007) specifically noted the evidence of links among principals' knowledge 

of their own positions, their interactions with teacher leaders, and their support for 

teacher leadership. The research further demonstrated that districts could influence 

principals' level of support for teacher leaders by increasing communication to all 

staff members about the role of teacher leadership. Sirota et al. (as cited in Fullan, 

2008) documents "the power of three factors in motivating employees-fair treatment, 

enabling achievement, and camaraderie" (p. 36). Allowing for the aforementioned 

factors provides a high level of engagement for employees, even though they, 

themselves, are not in formal leadership positions. 

Langley and Jacobs (2006) identified positive, strong interpersonal skills as 

essential for a school leader. These include shared decision-making as well as 

optimism. Langley and Jacobs (2006) also identify five essential skills for leadership. 

Those skills include: understanding, foresight, flexibility, interpersonal skills, and 

desire for continual personal and professional growth. Similar characteristics are 

required in the superintendent and principal relationship, as well as between a 

principal and teacher. Being an effective communicator, a life-long learner, a 

successful teacher, and willing collaborator are desired skills a teacher-principal 

relationship as well (VandeBorgert & Boris-Schacter, 1999). The research indicates 

that interpersonal and relational awareness are two contributing factors to effective 

instructional leadership. 
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Marzano et al. (2005) produced a collection of desired school leader attributes 

when they conducted a meta-analysis of 69 studies that involved 2,802 schools, 

approximately 1.4 million students, and 14,000 teachers. They analyzed studies that 

identified the correlation between leadership attributes and student achievement. The 

list of responsibilities identified in this meta-analysis provided a wide range of 

characteristics of a successful instructional leader. Most leaders may have several of 

these attributes; it would be virtually impossible to be proficient in all 21 areas. 

Appendix A identifies the 21 behaviors and characteristics highlighted in the work of 

Marzano et al. (2005). 

Of the 21 leadership behaviors outlined by Marzano et al. (2005), there are a 

number of responsibilities that have the most significant effect on student 

achievement. Those include situational awareness, with a .33 correlation with 

achievement; flexibility, which had a .28 effect size; and discipline, outreach, and 

monitoring/evaluating, which all have an effect size of .25. Leadership 

responsibilities with the lowest effect size according to the meta-analysis included 

affirmation (.19), involvement in curriculum, instruction, and assessment (.20), 

optimizer (.20), relationships (.18), and visibility (.20). This information raises the 

question of whether school leaders should focus on only those responsibilities that 

have the largest effect size, while minimizing or ignoring the leadership 

responsibilities with the lowest effect size. All of these factors play a significant role 

in research being done regarding instructional leadership and student achievement. 
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One study related to the work of Marzano et al. was done in 20 IO by 

Ridlehoover. Ridlehoover identified the perceptions of Minnesota principals and 

teachers with regard to effective leadership practices and how those impact student 

achievement and school climate. Teacher perceptions of effective leadership practices 

were also recorded. Perceptions were identified in layers of desirability. 

Communication was identified as the most important leadership characteristic in 

student academic achievement and improved school climate; teachers also valued it 

most. The next three most desirable leadership attributes were educational vision, 

collaboration, and being an effective problem solver. The next set of desirable 

attributes included knowledge of curriculum, instruction, and assessment, followed by 

being an agent of change and situational awareness. Optimizer of oneself and others, 

evaluation, and resource allocator made up the last set of responses. Teachers and 

principals agreed that these characteristics were the least important of the effective 

leadership practices selected for the study (Ridlehoover, 2010). 

EFFECTIVE INSTRUCTIONAL LEADERSHIP 

Like the general concept of leadership, the concept of instructional leadership 

has been defined and perceived differently throughout the years. One definition 

describes instructional leadership as referring to "those sets of leadership practices that 

involve the planning, evaluation, coordination, and improvement of teaching and 

learning. It is also referred to as learning-centered leadership" (Goldring, Porter, 

Murphy, Elliott, & Cravens, 2009, p. xx). Sava (1986) uses a slightly different 
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interpretation, explaining, "Instructional leadership entails, among other things, the 

ability to evaluate a teacher's skill, to demonstrate to novices alternative methods of 

conveying subject matter if one method fails, and to create a positive learning 

environment for children and teachers" (p. 130). Another view of instructional 

leadership includes a solid base of knowledge in teaching methods, as well as the 

ability to hire good teachers who work well with certain grade levels and content. 

Instructional leaders are also viewed as holding important roles in creating a 

community of learning and improvement among teachers so teacher development 

recommendations for one person serve to extend the learning of the entire group (Fink 

& Resnick, 2001). Finally, instructional leadership includes the continual monitoring 

of classrooms so principals can view teachers in their environments to understand 

what is happening in their classrooms (Litchfield, 1985). 

Not all educators or scholars agree that the principal ' s work in a building is to 

serve as an instructional leader. Some believe a principal ' s main role should be one of 

management. Although the comparison is not entirely parallel, the case for 

instructional leadership can be built using the same ideas which support democratic 

(Theory Y) leadership as an alternative to authoritative leadership (Theory X). Former 

Secretary of Education William Bennett wrote in his report First Lessons that 

abbreviated courses in curriculum, child development, and practicums in the 

principalship would suffice for leadership development. ln contrast, Sava ( 1986) 

argued that eliminating teaching as a requirement for principal development would be 

similar to asking an army general to serve as a school principal, and vice versa. Sava 
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goes on to support the idea that leaders need the experience of teaching in an authentic 

setting to better understand the day-to-day needs and potential challenges of teaching 

so that they may be effective instructional leaders. 

Bennett also noted in First Lessons that a principal should be the individual 

who is "directing the actual teaching and learning process itself .. . and making choices 

about materials and instructional strategies" (as cited in Shanker, 1986). According to 

Shanker, Bennett expects principals to be ever-present in all areas of the building; to 

be "experts in public relations, mediation, and child development and in curriculum 

theory, the applications of research, and the techniques of personnel evaluation" in 

addition to their teaching and learning responsibilities (p. 132). Depending on the size 

of the school, principals may be required to engage in a plethora of administrative 

tasks, all or any of which could distract the principal from focusing on the key 

responsibility of a school-instruction. 

The case for the principal valuing and embracing the instructional leadership 

model is made more persuasive considering that, even among the challenges and 

expectations that come with the position, most principals are already expected to serve 

as the building' s instructional leader. According to Sava, "Instructional leadership 

entails, among other things, the ability to evaluate a teacher' s skill, to demonstrate to 

novices alternative methods of conveying subject matter if one method fails, and to 

create a positive learning environment for children and teachers" (1986, p. 130). 

Another view of instructional leadership includes a solid base of knowledge in 

teaching methods, as well as the ability to hire good teachers who work well with 
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certain grade levels and content. Instructional leaders are viewed as holding important 

roles in creating a community of learning and improvement among teachers, so that 

teacher development recommendations for individuals serve to extend the learning of 

the entire group (Fink & Resnick, 2001). In addition, instructional leadership requires 

consistent monitoring of teachers and classrooms in order to provide informed support 

and guidance (Litchfield, 1985). Goldring et al. (2009) provide a definition of 

instructional leadership: "Instructional leadership refers to those sets of leadership 

practices that involve the planning, evaluation, coordination, and improvement of 

teaching and learning. It is also referred to as learning-centered leadership" (p. X). 

Another positive aspect and benefit of instructional leadership is the opportunity to 

influence positive relationships with teachers and students. A meta-analysis from 

Goldring et al. (2009) found "the more leaders focus their relationships, their work, 

and their learning on the core business of teaching and learning, the greater their 

influence on student outcomes" (p. 2). 

Instructional leadership concepts that recognize teachers ' leadership 

capabilities are human capital and social capital. Leana (2011) describes how teachers 

have human capital and that social capital is needed to improve instructional practices 

thus helping students to be more successful. Human capital centers on the idea of all 

of the knowledge and experiences that a teacher collects over his/her career and using 

those experiences to improve student learning. Social capital is the collective 

knowledge and skills of a team of teachers; it is also the construct that explains how 

teachers learn from each other to best provide instruction for a particular group of 
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students. Social capital is one ingredient in school refonn that is absent. Leana also 

explains that included in social capital is the stability of the teaching team. Movement 

of teachers into and out of teams has a negative overall effect on student learning. 

Leana' s study proposed the idea that teachers tend to be more willing to listen to 

suggestions from their colleagues regarding instructional methods and techniques than 

they would from their building administrator. Leana stated, "Teachers were almost 

twice as likely to turn to their peers as to the experts designated by the school district, 

and four times more likely to seek advice from one another than from the principal" 

(p. 33). The findings of this study emphasize the delicate balance principals must 

achieve when serving as instructional leaders: they must be active leaders and 

proponents of change, yet they must also nurture learning using collaborative 

processes among their teaching staff. 

Challenges for Instructional Leaders 

Embracing the school ' s instructional leader role seems an obvious choice for a 

principal seeking to have effective democratic leadership that capitalizes on the gifts 

and contributions of the entire teaching staff. However, because of the numerous 

challenges inherent in the position, many principals lament that the task has not risen 

to their level of approval (Fink & Resnick, 2001; Mullican & Ainsworth, 2001; Reilly, 

1984). Principals are required to handle managerial tasks of the school building, which 

may interfere with instructional leadership function. Fink and Resnick explain that a 

principal ' s days "are filled with the activities of management: scheduling, reporting, 

handling relations with parent and the community, and dealing with the multiple crises 
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and special situations that are inevitable in schools" (2001, p. 598). Consequently, 

expecting a principal to be well infonned in all curricular areas is not realistic or 

practical (Reilly, 1984). It is critical that the principal take on the challenge of making 

distinct his/her function as an instructional leader. 

Additional responsibilities and pressures may preclude educators from 

assuming administrative roles. The additional education and responsibilities required 

of an administrator are compensated by the school districts to varying degrees, but the 

intense demands and scrutiny experienced by administrators can certainly dissuade 

many potential leaders from taking on the administrative role (Allen, 2000). A June 

2000 Washington Post article shed light on the difficulty that principals face when 

they are not able to employ or dismiss teachers, yet are held responsible for high 

stakes test scores (Christie, 2000). The pressures of testing and its consequences on 

educational leaders have increased significantly since the article was written. Teachers 

have been left to make choices on curriculum and instruction in the past, and 

administrators have assisted in keeping those processes internal (as cited in Wagner & 

Kegan, 2006). Principals face more responsibility for test results, resulting in public 

scrutiny and potential job loss. Therefore, it is understandable that principals desire to 

be deeply involved in curricular decisions. 

In another study, Reitzug, West, and Angel (2008) explored how principals 

viewed their practices and how they perceived these as impacting teaching and 

learning in their schools. Interviews were conducted with 20 principals. Researchers 

focused on quotes related to recurring concepts or practices, such as data-driven 
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instruction, testing, and data analysis. Four central themes emerged from the data 

regarding how principals influenced their schools. They included a focus on building 

positive relationships with staff and students, alignment of curriculum and instruction 

to meet test scores, asking teachers about how they think the curriculum and teaching 

should happen (creating a higher level trust toward teachers and collaboration) and 

finding out from teachers if their beliefs match their actions as instructors. 

Similar concerns were noted in an article titled "The School Leadership 

Challenge" by the Panasonic Foundation, in cooperation with the American 

Association for School Administrators. The article acknowledged that principals face 

increasing responsibilities in today' s world of education: "The operational demands 

that school principals always faced-school safety, keeping the buses running on 

schedule, contending with mounds of paperwork, disciplining students, mediating 

adult interrelationships, and handling central office requests and requirements, etc.­

have not gone away" (Thompson, 2001 , p. 1 ). Appendix B highlights areas of 

increased responsibility of the principalship. 

Because of the challenges facing principals, sometimes teachers are needed to 

fill leadership roles. In Washington where teacher leaders participated in the National 

Board Certified Teachers (NBCT) training, 88% of teachers reported they felt 

supported by colleagues and supervisors in their leadership roles (Loeb, Elfers, & 

Plecki, 2010). That sort of support and encouragement is exactly the kind of 

leadership a principal can cultivate in a school. It again echoes the gratification of 

leadership based on "Theory Y" or democratic leadership (Northouse, 2009). 
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Just as Northouse (2009) does not entirely discount authoritative elements of 

leadership, others agree that a holistic and responsive model must be established. 

Some assert that leadership needs to address the managerial duties of the position, but 

more importantly, should address the human element of leadership. Giancola and 

Hutchison (2005) outline the concept of the human dimension of leadership that 

focuses on communication based on trust, empowering relationships, other-centered 

purpose, and personal transformation that will lead leaders to transform their culture. 

UNlQUENESS OF MIDDLE SCHOOLS 

A third area explored in this literature review pertains to the uniqueness of 

middle schools, including the administrators, teachers, students, and quality of 

learning. As explained later in this section, the unique middle school learner needs an 

equally unique education. This area helps describe the importance of instructional 

leadership at the middle school level. 

Middle Schools' History 

Before the early 1900s, most schools were organized into an 8-4 pattern. This 

meant that students spent 8 years in elementary school, then 4 years in high school 

(Alexander & George, 1981 ; McGlasson, 1973; Wiles & Bondi, 1981 ). Around the 

tum of the twentieth century, education leaders began to recognize a need for a 

different type programming for students due to their unique needs in their early 

adolescent years. At that time in history, most dropouts left school between seventh 

and ninth grade (McGlasson, 1973). As students moved from the elementary 
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environment to secondary environment, they needed a transitional period, or bridge, in 

their physical and intellectual development (Alexander & George, 1981; Overly, 

Kinghorn, & Preston, 1972; Wiles & Bondi, 1981 ). It is during this time when 

students learn to make their own choices regarding special interests, career, and leisure 

time activities in middle school, since parents or guardians have made these choices 

for their students up to this point in their lives (Alexander & George, 1981 ). This 

relatively recent change in the understanding of student needs and development calls 

for informed leadership of early adolescent students and the teachers who play such a 

large role in their lives. The essence of that change is understanding, supporting, and 

viewing middle school students as decision-makers who are just learning the impact of 

their personal choices. 

Transesence 

In addition to the onset of decision-making, the early adolescent body is also 

undergoing an enormous amount of physical, social, emotional, and intellectual 

changes. An early leader in the middle school movement, Donald H. Eichhorn, coined 

the term "transesence" to describe the uniqueness of the early adolescent learner's 

physical and mind changes (Eichhorn, 1966). Transesence is: 

The stage of development which begins prior to the onset of puberty and 
extends through the early stages of adolescence. Since puberty does not occur 
for all precisely at the same chronological age in human development, the 
transescent designation is based on the many physical, social, emotional, and 
intellectual changes in body chemistry that appear prior to the puberty cycle to 
the time in which the body gains a practical degree of stabilization over these 
complex pubescent changes. (p. 3) 
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Sociologist Robert Havighurst identified the developmental tasks of human 

growth throughout an entire human life during his work in the 1950s (Wiles & Bondi, 

1981 ). The developmental tasks for the preadolescent, which are similarly identified 

by Thornburg (1974), are important to understanding the needs of the middle school 

student and planning for middle school programming. Havighurst and Thornburg 

agreed that managing major body changes, asserting independence from the family, 

developing peer group relationships, establishing sex role identity, developing an 

acceptable self-concept, and utilizing new reasoning capacities were all 

developmentally appropriate for middle school learners to experience during this time 

of their lives. This knowledge is important to instructional leaders so programming 

can be developed to meet the unique needs of the middle school aged student. 

lmplications for Principals and Teachers 

Middle school principals and teachers need to understand the wide range of 

physical, social, emotional, and intellectual differences in middle school learners so 

they can employ effective teaching strategies and programming. Thoughtful and 

responsive configuration of teacher contacts and scheduling of the school day can 

alleviate these differences and potential conflicts. Multiple researchers over time 

(Alexander & George, 1981 ; Juvonen, 2004; Muth & Alvermann, 1999; Overly et al. , 

1972; Wiles & Bondi, 1981 ; Wormeli, 2001) advocated for a host of similar 

programming characteristics in the middle school, which will be addressed later. 

A safe learning environment, important to all learners regardless of age, must 

not be ignored by the middle school principal. Wiles and Bondi (1981) identified the 
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basic needs for a transescend learner as a safe and free of threat, to be loved, part of a 

group with identification and acceptance, and to be recognized and independent. 

Satisfying this basic need is critical for the adolescent learner to fully engage in the 

learning opportunities. 

Developing the student-teacher relationship is an important part of a 

preadolescent' s development. Alexander and George (1981) state "Every student 

needs to have a relationship with at least one adult in the school which is characterized 

by warmth, concern, openness and understanding" (p. 201). This can be accomplished 

through an advisory program, where each student connects on a regular basis with an 

adult to provide mentoring, guidance, and goal setting. 

In addition to an advisory program, other programming and staffing concepts 

are considered unique to the middle school setting. Muth and Alvermann (1999) 

identified the following as essential: interdisciplinary teams, an integrated curriculum, 

exploratory programs, and educators knowledgeable about young adolescents as 

middle school specific ideas that support what is considered to be an optimal middle 

school program. 

It is recommended that interdisciplinary team teaching and an integrated 

curriculum be implemented so the same team of teachers shares the same group of 

students (Alexander & George, 1981 ; Muth & Alvermann, 1999; Wormeli, 200 I). By 

using the teaming approach, teachers "can design lessons and units that help students 

see connections among the various disciplines" (Muth & Alvermann, 1999, p. 5). 

Teachers can easily discuss strengths, weaknesses of students and adapt to student 
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needs more quickly, facilitate connections across disciplines, and allow for increased 

positive peer and teacher-student relationships. 

Flexible scheduling is another aspect of middle school programming that 

should be considered. This adaptation provides extra time for activities that emphasize 

problem-solving and critical thinking. Extended time periods also provide 

opportunities for students to make connections across disciplines, as well as more time 

for interactions and improving interpersonal relationships between students and 

teachers. 

An exploratory curriculum is yet another programming consideration for a 

middle school, which allows middle schoolers to explore new set of interests and skills 

they have not experienced in their academic career. Messick and Reynolds (1992) 

stated, 

research suggests that this age is the optimal time for bonding to occur between 
students and the larger society. Such bonding occurs when students have 
opportunities to show competence in diverse areas, are encouraged to pursue 
individual interests, and participate in classroom settings where fairness is 
modeled, and have opportunities to exert influence. (p. 111) 

Messick and Reynolds (1992) further explain that exploratory subjects can take many 

forms. Examples include music, art, theater, dance, physical education, health, family 

and consumer science, and industrial arts. Other offerings such as activity periods, 

mini-courses, and schoolwide activities provide opportunities to investigate life 

activities the school may not be able to provide, such as downhill skiing, career day, 

seasonal carnivals, intramural sports, Greek mythology, and field trips in the 

community. 
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In addition to offering a curriculum of English, math, science, and social 

studies, as well as experiences in art, physical education, industrial technology, family 

and consumer science and health, teaching the transesend how to study and manage 

their time is essential to their success. Mastering the skill of note-taking, for example, 

is one important aspect of learning how to study. As Miller and Desberg (2009) 

declared, "Note-taking is really part of a bigger skill: distinguishing between 

important and unimportant information" (p. 102). Providing strategies for note-taking, 

pre-reading a textbook, and decoding vocabulary are skills that middle school students 

have generally not needed or used until this time in their academic career, and will be 

invaluable as they move on to high school and beyond. Teaching increasingly active 

middle schoolers how to budget and manage time is an important life long skill. The 

adolescent learner needs practice in understanding how much time they have for the 

activities they need to do, as well as what they want to do (Miller & Desberg, 2009). 

Strong instructional leaders are also mindful of the human capital necessary 

meet the needs of the learners. A critically important task of the middle school 

principal is hiring and retaining staff members who truly enjoy middle school children 

and who may be seen by others as loud, energetic, and active. Even though Wiles and 

Bondi (1981) book, The essential middle school, was written over 30 years ago, their 

words may provide the best description of what it means to be a middle teacher or any 

other middle school staff member. "Perhaps the most important attributes of the 

middle school teacher are an honest desire to work with this age group, flexibility, 

enthusiasm, a good sense of humor, compassion, and tolerance" (p. 50). They further 
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state that flexibility and enthusiasm, in terms of learning and trying new methods or 

ideas, are essential traits of the middle school teacher. Patience is also noted as a 

desirable attribute of the middle school teacher. In addition, "The great disparity in the 

ability to understand directions and in the length of attention spans calls for a patient 

approach by the middle school teacher" (Wiles & Bondi, 1981 , p. 50). It should be 

noted that all of the aforementioned characteristics are important for all teachers, but 

are especially important for middle school staff members, as these characteristics are 

particularly well suited to the middle school learner. 

Instructional leadership is an essential ingredient to improving the education 

offered to our student throughout the country. Research shows that instructional 

leadership can have a positive impact on student achievement (Burch, 2007; Marzano 

et al., 2005; Robinson et al., 2008). A working knowledge of effective instructional 

leadership practices is critically important to improving student learning. Middle 

school instructional leaders understand the uniqueness of the students in his/her 

building and their development as preadolescents. Students are experiencing changes 

inside and outside of their bodies. These changes require unique teaching and learning 

strategies. Effective middle school principals use knowledge of student developmental 

characteristics to help plan and implement optimal programs for learning. 



Chapter 3 

METHODOLOGY 

INTRODUCTION 

The purpose of this study was to investigate the perceptions of middle school 

teachers and principals regarding the instructional leadership behaviors of the middle 

school principal. Similarities and differences in those perceptions were explored. Two 

top performing Minnesota middle schools, which will be referred to as School A and 

School B, were selected for the study. This case study used multiple data collection 

methods. A survey, the Principal Instructional Management Rating Scale (PIMRS), 

was used to measure the perceptions of Minnesota middle school teachers and 

principals in relation to the principal's instructional leadership behaviors. Following 

the completion of the survey, interviews with the principal and randomly selected 

teaching staff were completed. Interviews were also conducted with teacher focus 

groups in both schools. 

Studies show that school leadership has a positive impact on student 

achievement (Burch, 2007; Marzano et al., 2005; Robinson et al., 2008). Robinson et 

al. (2008) posit that school leaders who focus on instructional leadership have a 

positive effect on student achievement three to four times greater than leaders that 
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focus on transformational leadership, or as Conger explains, " leaders who are able to 

motivate their followers to achieve above and beyond their followers ' own 

expectations" (p. 177, as cited in Mumford, 20 I 0). Over the past 20 years, researchers 

have examined the importance of instructional leadership in schools and found that 

principals and other school administrators have a significant function in the 

enhancement of classroom instruction (Burch, 2007; Marzano et al. , 2005; Robinson 

et al., 2008). While there has been disagreement over how well children are educated 

in the United States (Stigler & Herbert, 1999), improvement depends on the quality of 

educational leaders and their instructional leadership abilities. 

The importance of this study is highlighted by the increasing demand for 

instructional leadership in today' s schools, not just managerial skills has have been the 

focus for principals in the past. This change in leadership ideology is in response to 

greater expectations of accountability schools for student learning. 

This chapter addresses the general study design, instrumentation, rationale for 

the study, site selection and potential participants, research methods, data collection 

procedures, and data analysis procedures. The findings of this study will be shared 

with school principals to identify characteristics that current and emerging 

instructional leaders should consider to improve their skills. This information can be 

used by school districts to assist in identifying characteristics of new instructional 

leaders when hiring principals. 
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Research Questions 

Research questions for this study were replicated, in part, from the work of 

Howard-Schwind (2010), which focused on the instructional leadership 

responsibilities of assistant principals in large Texas high schools. This study focused 

on the instructional leadership of principals in two high performing Minnesota middle 

schools. 

1. What are the principals' perceptions of their instructional leadership 

behaviors in selected top performing Minnesota middle schools? 

2. What are the teachers' perceptions of the principal's instructional 

leadership behaviors in selected top performing Minnesota middle schools? 

3. What are the similarities and differences in perceptions of principals and 

teachers regarding the principal's instructional leadership behaviors? 

Study Design 

The purpose of this mixed methods case study was to determine the 

perceptions of teachers and principals regarding the principal's instructional leadership 

behaviors in two selected Minnesota middle schools. This study used the Principal 

Instructional Management Rating Scale (PIMRS) survey to measure the perceptions of 

participating teachers and principals. Interviews, using a set of questions that aligned 

with the IO subscales of the PIMRS survey, were conducted with teachers and 

principals regarding the active instructional leadership behaviors of the principal. 

Teacher focus groups were administered with subjects that were not involved in 

individual teacher interviews, using the same set of questions as the teacher 
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interviews. The researcher focused on common phrases, themes, ideas, or verbalized 

thoughts that were repeated by principal and teacher participants. Commonalities and 

differences in the data were analyzed and reported. 

Rationale 

The mixed methods case study approach was chosen to provide an in-depth 

look at two middle schools that have demonstrated strong student achievement scores 

on the Minnesota Comprehensive Assessment (MCA) as demonstrated by their 

Multiple Measurement Rating (MMR) score. This approach was chosen to provide the 

most complete and in-depth picture of the principal's instructional leadership 

behaviors. As Best and Kahn (1998) stated, case studies allow for deep probing and 

analysis of "interactions between the factors that explain present status or that 

influence change or growth" (p. 248). The small number of sites allowed the 

researcher to obtain an in-depth look at what instructional leadership behaviors the 

principal exhibited at two high-achieving middle schools. The PIMRS survey allowed 

the researcher to efficiently collect instructional leadership data from the principals 

and teachers. By itself, the survey would not provide the in-depth information that the 

added interviews and focus groups provided. Powell (2004) advocates for a number of 

data collection techniques in a case study to obtain the most complete picture of the 

phenomena. 
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Site Selection and Participants 

Using the Multiple Measurement Rating (MMR) for the 2010-2012 school 

years, two middle schools were selected for participation in the study. The Minnesota 

Department of Education (MOE) implemented the MMR in 2012 as a new school 

accountability measure in accordance to the No Child Left Behind waiver obtained by 

MDE from the United States Department of Education (MDE, 2012a). 

The MMR represents a combination of four student achievement measures: the 

number of students proficient in a subject area, student growth, closing of the 

achievement gap for disadvantaged students, and a school's graduation rate (MOE, 

2012a). Minnesota middle schools, however, are scored in only three areas of the 

MMR: the number of students proficient in a subject area, student growth, and closing 

of the achievement gap for disadvantaged students. A school with a score of I 00% 

would indicate that: students are meeting the proficiency requirements, those students 

who are not proficient are growing at or above the state averaged growth target, 

disadvantaged students are making gains better than the state average for non­

disadvantaged students, and for high schools, that students are graduating from high 

school. 

Using the MMR calculation for all three components of the middle school 

MMR score, the researcher chose 80% as the "cutoff'' criteria for potential study sites 

because a small number of middle schools in Minnesota achieved this score during 

both school years. The initial designation data from the 2011 MCA scores were 

examined, then cross-referenced with the MMR data from the 2012 MCA results. Out 
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of 227 middle schools listed on the 2011 MDE MMR report, only 38 schools, or 

16.7%, achieved a MMR score over 80% (MOE, 2012b). In 2012, 49 out of the 224 

middle schools, or 21.9%, achieved a MMR score over 80% (MOE, 2012c ). Only 23 

Minnesota middle schools scored at or above 80% on the MMR both years. Three 

schools with an MMR over 80% both years were not considered as potential selection 

sites based on the researcher' s relationship to the schools. 

Two schools were selected using the aforementioned criteria. School A 

recorded MMR scores of91.15% for 2011 , and 93.02% in 2012 (MDE, 2012b,c). 

School B recorded MMR scores of99.48% for 2011 , and 93.92% in 2012 (MOE, 

2012b,c). 

Teacher participants were selected at each of the high performing Minnesota 

middle schools. Teachers that participated in the PIMRS survey were asked to have at 

least one year of experience working with the principal. Teacher interview and teacher 

focus group participants were selected randomly. Principal participants were selected 

because they served in the role of principal during the time period that MMR data 

were collected at their school. 

Sample 

A form of nonprobability sampling, called convenience sampling, was used. 

Powell (2004) identified this form of sampling as one that "simply selects the cases 

that are at hand" (p. 94). The advantage of using this type of sampling is that the 

researcher has sufficient access to the site and subjects to collect desired data. The 

limitation of this form of sampling is that the sample group may not represent a 
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reasonable population of the potential subjects, and therefore, may make this type of 

sampling inadequate for some types of surveys (Powell, 2004). 

Convenience sampling was the best option for the researcher to thoroughly 

investigate the instructional leadership behaviors of the selected sites. Consideration 

was given to the sites' proximity and accessibility which allowed the researcher 

multiple occasions to collect in-depth data from principals and teachers. 

Instrumentation 

Multiple data sources were used for this study. One instrument, the PIMRS, 

collected quantitative data relating to the instructional leadership of the principal. The 

other instrument, the interview questions, allowed the researcher to collect qualitative 

data from principal interviews, teacher interviews, and at least one teacher focus group 

at each school. 

The quantitative device used in this study was the Principal Instructional 

Management Rating Scale (PIMRS), which was developed in the early 1980s 

(Hallinger, Chung, & Wen, 2012). The instrument was chosen because, "This was the 

first research instrument explicitly designed to measure instructional leadership that 

met accepted standards of reliability and validity" (Hallinger et al. , 2012). The PIMRS 

has been used in over 200 empirical studies in 22 countries (Hallinger et al., 2012). 

Three different forms of the PIMRS exist for teachers, principals, and supervisors. 

Each form contains the same questions, with only the wording changed to reflect each 

group's relationship to the principal. The most current version of the PIMRS was a 50-

question, two-part survey that focuses on the instructional leadership behaviors of the 

-



principal. Each question of the PIMRS survey consisted of a Likert scale from 1 to 5 

to identify perceptions of principal instructional leadership behaviors, with one 

meaning the behavior almost never occurred and five meaning the behavior almost 

always occurred. 
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All versions of the PIMRS survey take about 15-20 minutes to complete. All 

versions of the PIMRS survey ask demographic information at the beginning of the 

instrument, asking the participants length of time serving as a teacher in that school as 

well as the total length of teaching career. All versions of the PIMRS survey contain 

the same questions regarding instructional leadership practice; only the wording of 

each question was changed to reflect the difference in relationship with the principal. 

The framework of the PIMRS instrument is based on three dimensions of 

instructional leadership: I) defining the school ' s mission, 2) managing the educational 

program, and 3) developing the school' s learning climate (Hallinger et al. , 2012). The 

three dimensions are further disaggregated into ten instructional leadership functions. 

Two functions relate to defining the school ' s mission: framing the school ' s goals and 

communicating the school ' s goals. Three functions support the dimension of 

managing the educational program: coordinating the curriculum, supervising and 

evaluating instruction, and monitoring student progress. Five functions support the 

dimension of developing the school ' s learning climate: protecting instructional time, 

providing incentives for teachers, providing incentives for learning, promoting 

professional development, and maintaining high visibility. 
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Reliability and Validity 

The PIMRS has been used in over 200 dissertation and thesis studies. Best and 

Kahn (1998) stated that "Reliability is the degree of consistency that the instrument or 

procedure demonstrates: Whatever it is measuring, it does so consistently" (p. 276). In 

administering the PIMRS, all current members of the teaching staff that have at least 

one year of teaching experience will be asked to complete the teacher version of the 

PIMRS, as this supports the reliability of the instrument (Hallinger, 1990). 

Using the Cronbach Alpha coefficients, all subscales of the PIMRS except one 

scored in the acceptable to excellent range for reliability. Appendix C shows the 

subscale and Cronbach Alpha coefficients. Validity is "that quality of a data-gathering 

instrument or procedure that enables it to measure what it is supposed to measure" 

(Best & Kahn, 1998, p. 276). 

To maintain continuity and focus on instructional leadership behaviors, 

interview questions for principals, teachers, and focus groups were derived from the 

ten subscales of the PIMRS survey. The interview questions were piloted in two 

settings. One site included a group of administrators and teachers within the 

researcher' s place of employment and was completed on September 21 , 2012. Another 

piloting session occurred with a group of St. Cloud State University doctoral students 

in Educational Administration during a class meeting, and was completed on 

September 28, 2012. As a result of the two piloting sessions, minor wording changes 

for clarity purposes were made to the instruments. 
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Collection of Data 

A uniform procedure for data collection was conducted at School A and 

School B. A formal request was made to the superintendent of each of the two school 

districts to conduct a study of the middle school principal's perceptions of their 

instructional leadership behaviors. Principals were notified of the superintendent's 

approval. 

A timeframe for conducting the survey was identified by the researcher and 

principal. The researcher sent an introductory email message to the principal to share 

with staff. Email was used to deliver the PIMRS survey hyperlink, which participants 

could easily click to access the PIMRS survey instrument. Timeframes were 

communicated to teachers with a request for teacher participation since they were 

current members of the teaching staff at the selected school. Principals completed the 

principal version of the PIMRS during the same time frame as teachers. On 

November 30, 2012, the principal of School A allowed the researcher to meet with 

staff during an in-service day. The researcher introduced the study to teaching staff 

and answered questions for approximately twenty minutes. The researcher offered to 

meet with School B teaching staff, but was not able as there were no scheduled 

meetings near or during the study timeframe. 

The rationale for conducting individual teacher interviews was to develop a 

deeper understanding of the perceptions of teachers in that school. According to 

Greenbaum (2000), the goal of the focus group was "to delve into attitudes and 

feelings about a particular topic" (p. 3) or to understand the reasoning behind a 
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subject' s thinking or behavior. Focus groups were conducted because it was not 

feasible to interview an entire teaching staff. A manageable way of gathering multiple 

perspectives can be achieved via the focus group process because multiple subjects 

can be heard in one session. While a focus group does not allow for in depth 

individual probes, it does allow for individual voices to be heard. Furthermore, data 

gathered during the process can add layers of meaning beyond that which can be 

obtained using a survey method. Morgan, Krueger, and King (1998) described the 

focus group process as a way of learning from people simply by listening to them. 

The PIMRS survey available for teacher and principal data collection from 

School A from December I 0-23, 20 I 2, with 31 teacher responses and one principal 

response recorded during the data collection period. The PIMRS survey was open for 

School B teacher and principal data collection from January 7-28, 2013. Thirty-two 

School B teacher responses and one principal response were recorded during the data 

collection period. Most responding teachers completed the PIMRS survey in its 

entirety at both schools. 

In addition to administering the PIMRS to collect data on the principal ' s 

instructional leadership behaviors at two high performing Minnesota middle school 

principals, interviews were conducted with principals, individual teachers, and with 

teacher focus groups. Interviews and focus groups were scheduled within the PlMRS 

survey data collection period. Greenbaum (2000) supports this practice explaining that 

the "format (individual in-depth interviews) offers the researcher the ability to probe 

more in depth with the participant" (p. 17). In short, interviews of principals and 
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teachers help develop a more complete picture of the instructional leadership that the 

principal provided at the school. 

Teachers were chosen for interviews through random selection at both schools. 

The researcher obtained a list of teaching staff from the principals at each school, and 

then entered those names in a Microsoft Excel spreadsheet. The random selection 

function was then applied to the Microsoft Excel spreadsheet, creating a random list of 

teacher interview candidates. Teachers selected from the random function were 

contacted directly by the researcher through email communication to schedule an 

interview. 

All interviews were scheduled directly with the researcher using email 

communication. Five teacher interviews at School A were conducted during the school 

day on Friday, December 14, 2012. Two teacher interviews at School A were 

conducted during the school day on Wednesday, December 19, 2012. Interview time 

lengths ranged from 16 minutes to 29 minutes. The mean interview time was 

approximately 25 minutes. The interview for Principal A was scheduled through email 

communication and conducted on Friday, December 14, 2012. Principal A' s interview 

lasted approximately 53 minutes. All interviews were recorded with a Philips Digital 

Voice Tracer and all subjects wore a lapel microphone for improved recording sound 

quality. 

Subjects for School A' s focus group were selected randomly from the list of 

staff members. The focus group was scheduled to meet before the school day on 

Friday, December 14, 2012. Six teachers confirmed they would be at the meeting, but 



only two teachers attended. The focus group meeting was recorded with a digital 

recording device. The focus group meeting lasted approximately 33 minutes. 
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In an effort to collect more data, a second focus group meeting was scheduled 

for Wednesday, December 19, 2012 after the school day. The researcher contacted 

members of the original focus group that did not attend the first meeting and invited 

them to attend the second. Additional teaching staff from the random list were invited 

to attend. The researcher confirmed each member' s attendance using a telephone call 

on the day of the meeting. Six teachers attended the focus group meeting. The focus 

group meeting was recorded with a Philips Digital Voice Tracer. The second focus 

group meeting lasted approximately 44 minutes. 

A similar interview process was followed at School B. Ten School B teachers 

were interviewed, five on Friday, January 25, 2013 and five on Monday, January 28, 

2013 when the teachers did not have teaching duties before or during the school day. 

Licensed teachers were again selected at random, with the researcher scheduling 

interview appointments using email communication. Phone calls were made in the 

days preceding the interviews at School B to confirm attendance and meeting places. 

Interview time lengths ranged from 18 minutes to 33 minutes. The mean interview 

time was approximately 24 minutes. The interview for Principal A was scheduled 

through email communication and conducted on Friday, January 25, 2013. Principal 

B' s interview lasted approximately 33 minutes. All interviews were recorded with a 

Philips Digital Voice Tracer and all subjects wore a lapel microphone for improved 

recording sound quality. 
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Data Analysis 

Following the recommendations of the PIMRS resource manual, each subscale 

was averaged separately (Hallinger, I 990). The PIMRS was not intended to compute a 

single instructional leadership score, rather a diverse view of instructional leadership 

behaviors. Individual items from each subscale were also averaged. Averages for each 

item and subscale were analyzed to determine areas of strength and potential 

improvement. Frequency distributions were used to help understand potential 

agreement or disagreement among teacher subjects regarding the principal ' s 

instructional leadership behaviors. 

Gall, Gall, and Borg (20 I 0) explained how case studies typically require 

researchers to begin analyzing the data as it is collected. In doing so, researchers can 

be responsive to the data in a way that allows them to glean more meaning than they 

otherwise would be able to do. In this process, researchers consider the data they are 

collecting and begin to determine what findings are emerging. Then findings are used 

to modify their data-collection procedures to " in whatever way they consider best to 

shed further light on the phenomenon of interest" (p. 350). This process is continued 

until theoretical saturation has been reached. Theoretical saturation refers to "a point 

in the process of comparing theoretical constructs and empirical indicators of their 

meaning when additional data collection and analysis no longer contribute anything 

new about the phenomenon under investigation" (p. 350) at which point the analysis is 

concluded. It would be difficult to fully achieve theoretical saturation without 



analyzing data as it became available, as one can no longer be responsive to the data 

after the data collection process has ceased. 
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In this case study, interpretational analysis was used to examine and group 

elements "in order to fully describe, evaluate, or explain the phenomenon being 

studied" (Gall et al. , 20 I 0, p. 350). Gall et al. explain that the goal of interpretational 

analysis is to make meaning of data collected in a case study via the practices of 

identifying themes and patterns. 

To aid in the identification of patterns and themes, interview and focus group 

data were converted to transcripts, which were then coded by similar ideas or themes. 

Gall et al. (20 I 0) describe a theme as a "salient, recurring feature of a case" (p. 350). 

The researcher also analyzed the transcripts for patterns in interviews and focus group 

responses. Patterns, as described by Gall et al. represent "systematic relationships 

between two or more phenomena within a case or across cases" (p. 350). While 

focusing on themes and patterns that arose through the coding process, the researcher 

also analyzed the survey and interview data in ways related to the research questions 

for this study. Beyond the framework of the survey questions, however, categories for 

the data are not able to be determined ahead oftime, as they emerged organically from 

the data analysis process. 

The primary focus of the study was to record and analyze the perceptions of 

principals and teachers regarding the principals' instructional leadership behaviors 

through multiple forms of data collection. Data analysis began as the data were 

gathered. The researcher responded to the survey data by modifying the interview and 



focus group processes to bring more meaning to the survey data as needed. Themes 

and patterns were identified in all data sources: the survey, interviews, and focus 

groups. Final analysis of the data, the development of conclusions, and the final 

summary were completed at the end of the study. 

LIMITATIONS 

Limitations of a study, as defined by Best and Kahn (1998) "are those 

conditions beyond the control of the researcher that may place restrictions on the 

conclusions of the study and their application to other situations" (p. 37). The 

following limitations have been indentified for this study. 
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1. As with all case studies, generalizability is a concern (Best & Kahn, 1998; 

Slavin, 2007). The recorded perceptions of the selected sites are certain to 

provide insight into each specific situation, but may not be true for a large 

number of sites. Every effort was made to gather a wide range of 

representative perspectives. However, the limited scope cannot presume to 

represent all individuals or teaching situations. For example, a teacher' s 

experience with previous administrators, how those experiences have 

affected teacher opinions regarding administrators, socioeconomic status of 

the community, other issues the community is experiencing, size of the 

community, and other factors may affect the opinions and perceptions of 

the interviewee and have nothing to do with the instructional leadership of 



the current principal. Furthermore, the sample size of the study is small 

which makes it difficult to extrapolate generalizations. 
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2. A limitation in any study is how to determine, examine, and analyze the 

most representative data. Slavin (2007) explains that the "most talkative 

subjects may not have the essential knowledge that's needed" (p. 153). It is 

possible that the researcher did not hear from the people that could give the 

most accurate perception of the principal and their instructional leadership 

behaviors. Potential participants with negative perceptions of the principal 

may not have participated, and conversely, potential participants with 

positive perceptions of the principal may have participated. 

3. School test scores were not determined solely by factors related to 

principals and their effectiveness as instructional leaders. One should 

question the specific ways that principal's instructional leadership affected 

test scores amidst other possible contributing factors, such as structures 

provided from district level administration, change or retention of teachers 

and teacher leaders, socioeconomic status of the community, as well as a 

variety of other unknown and uncontrollable factors. 

4. Accuracy of principal and teacher responses. The researcher trusted that 

subject responses were honest and forthright. However, some teachers 

could have been afraid that the principal would hear their comments. Even 

though subject responses were reported anonymously and principals were 

not present or privy to participant identities during the interviews or focus 



groups, teachers could have been concerned that any negative responses 

would result in some form of retribution from the principal or other 

administrators. 

SUMMARY 
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This mixed methods study investigated the principals' instructional leadership 

behaviors as perceived by principals and teachers at two high performing Minnesota 

middle schools. Multiple data collection methods were used; the Principal 

Instructional Management Rating Scale survey, teacher interviews, principal 

interviews, and teacher focus groups. Similarities and differences in those perceptions 

were explored. Data were analyzed during and after collection to determine themes 

and patterns for reporting purposes. 



Chapter 4 

DAT A COLLECTrON AND ANALYSIS 

OVERVIEW OF THE STUDY 

This mixed methods case study explored the perceptions of teachers and 

principals regarding the principal ' s instructional leadership behaviors in two top 

performing Minnesota middle schools. A survey, the Principal Instructional 

Management Rating Scale (PIMRS), was used to measure the perceptions of . 

Minnesota middle school teachers and principals in relation to the principal ' s 

instructional leadership behaviors. In addition to the survey, interviews with the 

principal and selected teaching staff were completed, as were teacher focus groups in 

both schools. The purpose of this study was to investigate the perceptions of middle 

school teachers and principals regarding the instructional leadership behaviors of the 

middle school principal and to determine similarities and differences in those 

perceptions. The perceptions of the principal' s role in providing instructional 

leadership, specifically at the middle school level in Minnesota, had not previously 

been explored. 

This chapter reports the findings of the study. The data were analyzed and 

findings presented according to each research question. 
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RESEARCH QUESTIONS 

I. What are principals' perceptions of their instructional leadership behaviors 

in selected top performing Minnesota middle schools? 

2. What are teachers ' perceptions of principals' instructional leadership 

behaviors in selected top performing Minnesota middle schools? 

3. What are the similarities and differences in perceptions of principals and 

teachers regarding principals' instructional leadership behaviors? 

SUMMARY OF STUDY DESIGN 

Two Minnesota middle schools were chosen to participate in the study 

according to their performance on the Minnesota Comprehensive Assessment as 

measured on the Multiple Measurement Rating scale. Schools meeting the criteria for 

the study scored 80% or better on the MMR during the 20I0-2012 school years. 

The PIMRS survey used in this study included a principal and teacher form 

that was administered via SurveyMonkey, a web-based survey collection program. 

The PIMRS consisted of 50 questions, grouped into IO five-question subscales. The 

researcher also conducted teacher interviews, teacher focus groups, and principal 

interviews that were designed to gain more information and depth into the perceptions 

of instructional leadership behaviors of the principal. The interview and focus group 

questions were developed based on the ten subscales that make up PIMRS survey. 

Principal interviews, teacher interviews, and teacher focus groups were conducted 

using the same interview questions. 
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According to the Minnesota Department of Education, School A has an 

enrollment between 750-1200 students in grades six through eight, employed 54.6 full 

time equivalent (FTE) certified staff, and maintained a 20: I teacher/student ratio 

(MOE, 2013). Included in the certified staff are teachers, media specialists, other 

licensed professionals, and administrators. School A' s student demographic included 

90.5% white, 3.6% black, 2% Hispanic, 2.8% Asian, and 1.1 % American Indian. The 

number of students receiving free or reduced price lunches totaled 33.6%, students 

receiving special education services were 15.9%, and English learners comprised 0.4% 

of the student population (MOE, 2013). 

School B maintains a school enrollment between 900-1400 students in grades 

six through nine, employed 96.8 full time equivalent (FTE) certified staff. Included in 

the certified staff were teachers, media specialists, other licensed professionals, and 

administrators. The student demographic for School B included students that were 

84% white, 4% black, 3% Hispanic, 8% Asian, and 0.1 % American Indian (MOE, 

2013). The free and reduced lunch population is identified at 7.6%, special education 

population is 8.9%, and students identified as English learners is 2.7% (MOE, 2013). 

RESEARCH QUESTION ONE 

What are principals' perceptions of their instructional leadership behaviors in 

selected top performing Minnesota middle schools? This section reports data collected 

from the PlMRS survey principal form, as well as principal interviews from both 

schools. The principal from School A will be referred to as Principal A, and the 



principal from School B will be referred to as Principal B. Both principals have over 

30 years of experience in education and served as school principals for 10 years or 

more. 
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Tables 1-10 show principal responses that were collected from the PIMRS 

survey for each subscale, followed by a summary of the interview data from Principal 

A, then Principal B. Interview themes and patterns were identified at the end of each 

subscale discussion. 

Table 1 provides principals' perceptions of his/her own instructional leadership 

behaviors in framing the school goals. Each question of the PIMRS survey consisted 

of a Likert scale from 1 to 5 to identify perceptions of principal instructional 

leadership behaviors, with 1 meaning the behavior almost never occurred and 5 

meaning the behavior almost always occurred. 



Table 1 

Subscale 1: Defining the School Mission (!}-Framing the School Goals 

PIMRS Survey Question 

I. Develop a focused set of annual school­
wide goals 

2. Frame the school's goals in terms of 
staff responsibilities for meeting them 

3. Use needs assessment or other 
systematic methods to secure staff input 
on student academic performance 

4. Use data on student academic 
performance when developing the school's 
academic goals 

5. Develop goals that are easily translated 
into classroom objectives by teachers 

Subscale 1 principal averages 

Principal A 
Response 

5 

5 

4 

5 

5 

4.8 

Principal B 
Response 

5 

4 

4 

5 

4 

4.4 

Principal 
Average 

5.0 

4.5 

4.0 

5.0 

4.5 

4.6 
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Individual principal responses for Subscale I are represented in Table 1. In the 

subscale of framing the school goals, both principals perceived that they exhibited this 

behavior frequently, as indicated by a combined subscale average of 4.6. When 

comparing subscale averages for the principal's version of the PIMRS survey in 

Table 11, the average rating of 4.6 on Subscale 1 is tied for the second highest 

principal response average with Subscale 5 monitoring student progress. A rating of 

4.6 indicated that principals perceived their instructional leadership behavior of 

framing the school goals to occur almost always. 
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Principal A explained how the School Improvement Team (SIT), which 

included representation from all teaching and administrative teams, developed the 

school goals. Goals and data from the previous year were reviewed, and changes and 

new initiatives for the upcoming year were discussed. One school goal was established 

for the current school year. The goal was for all staff to use action research and data to 

make instructional decisions about the role of homework in student learning. That goal 

became the focus for all data collection, action research, instructional decisions, 

professional development, and planning for the current year. 

Principal B stated "goals are set in terms of kids." Students that were at risk 

for failure on standardized tests were identified as "focal students." Principal B said 

that, " instead of saying that our school goal is to increase our scores by 2% or 3%, our 

school goal is always trying to make sure that these kids pass, getting these students 

over the hump, making sure there' s growth." It has become the culture of the school 

for teachers to identify the at-risk students, particularly those who may be part of the 

"racialized disparity in achievement," as explained by Principal B. Principal B 

described how an emphasis is placed on achievement for all students because each 

student is important to someone in the world: "They are someone' s child, they are 

someone' s brother, sister, niece, nephew, so we need to honor that." 

Table 2 provides a context for Principal A' s and Principal B' s perceptions of 

his/her instructional leadership behaviors in communicating the school goals. 

Individual principal responses for Subscale 2 are represented. Both principals rated 

themselves high, 4.5, in communicating the school ' s goals to the community, to 

-



teachers, and when making curricular decisions with teachers. The principals rated 

themselves slightly lower, 3.5, in the areas of ensuring that the school's academic 

goals are reflected in highly visible displays in the school and in reference to school 

goals in forums with students. 

Table 2 

Subscale 2: Defining the School Mission (11}-Communicating the School Goals 

PIMRS Survey Question 
Principal A Principal B Principal 
Response Response Average 

6. Communicate the school's mission 
effectively to members of the school 5 4 4.5 
community 

7. Discuss the school's academic goals 
5 4 4.5 

with teachers at faculty meetings 

8. Refer to the school's academic goals 
when making curricular decisions with 5 4 4.5 
teachers 

9. Ensure that the school's academic goals 
are reflected in highly visible displays in 

4 3 3.5 
the school (e.g., posters or bulletin boards 
emphasizing academic progress) 

10. Refer to the school's goals or mission 
in forums with students (e.g., in 3 4 3.5 
assemblies or discussions) 

Subscale 2 principal averages 4.4 3.8 4.1 
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Principal A reported that School Improvement Team members shared the goals 

with their team members and how the goals would be implemented. The teaching staff 
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was also made aware of the goals during the fall in service, before students returned 

for classes. Parents and students were told that the school was working on the role of 

homework in student learning and that the school would like feedback from them. 

Presentations to the school board outlined yearly goals, a summary of initiatives, and 

data to support past and present goals. 

Principal B reported that the teaching staff participated in a data session as 

part of the fall in-service. The teaching staff was reminded that all students are 

important, not just those who are close to achieving proficiency on the MCA test. 

Principal B explained, "Every year I feel like I have to prove that there is a racialized 

disparity." Goals are communicated to parents and students through a weekly update 

from the principal. Teachers assist students in setting goals for the school year during 

advisory time. Principal B shared, "So, again, I don't talk about the school 

improvement goals with kids in terms of what is the school goal, it's more of an 

individual goal. How can you be your best? How can you grow to your potential? I 

think that resonates with them (students) better." 

■ 



Table 3 

Subscale 3: Managing the Instructional Program (I)-Supervision and 
Evaluation of Instruction 

PIMRS Survey Question 
Principal A Principal B Principal 
Response Response Average 

I I. Ensure that the classroom priorities of 
teachers are consistent with the goals and 4 4 4.0 
direction of the school 

I 2. Review student work products when 
4 3 3.5 

evaluating classroom instruction 

13. Conduct informal observations in 
classrooms on a regular basis (informal 
observations are unscheduled, last at least 5 2 3.5 
5 minutes, and may or may not involve 
written feedback or a formal conference) 

14. Point out specific strengths in teacher's 
instructional practices in post-observation 

5 5 5.0 
feedback ( e.g., in conferences or written 
evaluations) 

15. Point out specific weaknesses in 
teacher instructional practices in post- 4 5 4.5 
observation feedback (e.g., in conferences 
or written evaluations) 

Subscale 3 principal averages 4.4 3.8 4.1 
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Table 3 provides principals' perceptions of his/her instructional leadership 

behaviors in supervising and evaluating of instruction. Individual principal responses 

for Subscale 3 are represented. Principal B perceptions of her supervision and 

evaluation of instruction behaviors, 3.8, were not as strong as Principal A at 4.4. 

Principal B assigned lower scores to herself than did Principal A for evaluating 



classroom instruction and conducting infonnal observations on a regular basis. Both 

principals perceived themselves to regularly give positive and negative feedback 

regarding teachers ' instructional practices. 
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Principal A reported that there is time blocked off in his schedule every day to 

visit classrooms. "The schedule is specific, and 1 usually do it by team. I like to do the 

sixth grade team, for instance, because I like to see how they are aligning, and it ' s just 

dropbys. So every week I'm in every classroom at least once." Teacher feedback is not 

given during every visit, unless it is "really good instruction," or if the principal 

needed additional infonnation to make sense of what was observed. 

Principal B noted the importance of hiring quality teachers and that he/she 

does all hiring of teachers. The principal is the sole evaluator for the new teachers. 

This enables the principal to conduct an induction process in which instructional 

strategies and expectations are made clear. Principal B believed that this strategy is a 

direct way to influence the quality of instruction in the school. The number of 

teachers in the building has grown substantially and he/she is not in the building every 

day due to district level committees and commitments. Completing walk-through 

observations is a way for Principal B to collect infonnation for future staff 

development, specifically research-based instructional methods. Principal B remarked 

that getting into classrooms has been more difficult because of an expanded role on 

district wide committees. 

Two main differences appeared in how the two principals supervise and 

evaluate instruction. Principal A frequently observes "short snippets" of teacher 
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lessons on a daily basis of all teachers, regardless of their years of service. Principal B 

focused on the beginning stage of a teacher' s tenure. He/she influenced hiring of 

quality teachers, and then led new teachers through an orientation of teacher 

expectations ~nd instructional methods. There was a difference in the amount of time 

spent in classrooms. Principal A reported scheduled time in classrooms, whereas 

Principal B reported observing probationary teachers. It is important to note a 

significant difference in staff size and student population between the two schools. 

Principal B had an assistant principal to help with teacher evaluations of remaining 

staff, whereas Principal A did not. 

Table 4 provides principals' perceptions of his/her instructional leadership 

behaviors in curricular coordination. Each question of the PIMRS survey used a Likert 

scale from 1 to 5 to identify perceptions of principal instructional leadership 

behaviors, a one indicated that the behavior almost never occurred and five that the 

behavior almost always occurred. 
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Table 4 

Subscale 4: Managing the Instructional Program (11)--Curricular Coordination 

PIMRS Survey Question 
Principal A Principal B Principal 
Response Response Average 

16. Make clear who is responsible for 
coordinating the curriculum across grade 

5 3 4.0 
levels (e.g., the principal, vice principal, 
or teacher-leaders) 

17. Draw upon the results of school-wide 
5 5 5.0 

testing when making curricular decisions 

18. Monitor the classroom curriculum to 
see that it covers the school's curricular 4 3 3.5 
objectives 

19. Assess the overlap between the 
school's curricular objectives and the 5 4 4.5 
school's achievement tests 

20. Participate actively in the review of 3 3 3.0 
curricular materials 

Subscale 4 principal averages 4.4 3.6 4.0 

Individual principal responses for Subscale 4 are represented in Table 4. 

Principal B rated herself lower in Subscale 4 than Principal A. The largest difference 

in perception was in making clear who was responsible for coordinating the 

curriculum across grade levels. This difference may have occurred because of the 

difference in curriculum review procedures that each district utilized. 

Principal A' s district did not employ a curriculum director, therefore, Principal 

A provided administrative oversight for the science curriculum district wide. Principal 



A reported, "I rely a lot on my people. I like to learn about it, I like to have a basic 

knowledge about it, but I'm not the expert." Principal A described his/her role as a 

facilitator in the curricular process. He/she organized meetings and led discussions 

regarding vertical alignment in the particular core curricular area. 
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As Principal A noted, teachers have been entrusted to develop a curriculum 

that will cover the state standards. Principal B reported a weak connection to 

coordinating curriculum in the building until this school year. "Unpacking the 

standards" has become a focus at Principal B' s school. During the past summer, 

Principal B' s work was focused on "looking at creating learning targets for the 

standards, pulling out the vocabulary, and writing the formative assessment piece. It 

also included writing down background knowledge that the teachers thought the kids 

needed to have prior to really attaining the standard requiring the standard." 

Both principals reported that they do not have the final say in selecting books 

for the chosen curriculum, as that decision is made by an outside committee or district 

curriculum team. Principals reported that teachers are trusted to select materials that 

will provide the best possible resource for teachers and students. 

Table 5 provides principals' perceptions of his/her instructional leadership 

behaviors in monitoring student progress. 
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Table 5 

Subscale 5: Managing the Instructional Program (IIl}-Monitoring Student Progress 

PlMRS Survey Question 
Principal A Principal B Principal 
Response Response Average 

21. Meet individually with teachers to 
3 4 3.5 

discuss student progress 

22. Discuss academic performance results 
with the faculty to identify curricular 5 5 5.0 
strengths and weaknesses 

23. Use tests and other performance 
measure to assess progress toward school 5 5 5.0 
goals 

24. lnform teachers of the school's 
performance results in written form (e.g., 5 5 5.0 
in a memo or newsletter) 

25. Inform students of school's academic 
4 5 4.5 

progress 

Subscale 5 principal averages 4.4 4.8 4.6 

Individual principal responses for Subscale 5 are represented in Table 5. In 

Subscale 5, monitoring student progress, both principals perceived that they exhibited 

this behavior frequently, as indicated by a combined subscale average of 4.6. When 

comparing subscale averages for the principal ' s version of the PIMRS survey, the 

average score of 4.6 is the second highest behind Subscale 9 promoting instructional 

improvement and staff development and tied with Subscale l framing the school 

goals. Both principals scored themselves lowest in the area of meeting individually 

with teachers to discuss student progress. 
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Principal A kept data on a number of student academic indicators, including 

standardized test scores, student grade data from the last ten years, and percentage of 

students ineligible for activities. Another data point for Principal A is from the Zeros 

Aren 't Productive (ZAP) program. The ZAP program helped identify students who 

were failing due to incomplete homework. Principal A explained, "We use it to 

identify students - when they start showing up frequently, it' s quick (response to 

student needs). We know when three or four weeks if we've got some struggles. We 

have a conversation with the parents, and if it really becomes a problem we know it's 

probably bigger than just homework." 

Principal B frequently reviewed standardized test score data, student grades, 

and results from the progress monitoring system used by the school. Students who 

have not passed the MCA tests are monitored on a frequent basis. Because Principal 

B' s school has ninth-grade students, he/she monitored the "F list" because of credits 

earned towards high school graduation. The administrative Professional Learning 

Community (PLC) frequently engaged in interventions and conversations to connect 

with new students "to see if that makes a difference in their grades." 

Both principals cited the use of data, specifically standardized tests such as the 

Measurement of Academic Progress (MAP) and Minnesota Comprehensive 

Assessment (MCA), as important tools to monitor student progress. Data are used to 

ensure students receive the appropriate interventions for academic success. 

Table 6 provides principals' perceptions of his/her instructional leadership 

behaviors in protecting instructional time. 



Table 6 

Subscale 6: Developing the School Learning Climate (11)-Protecting 
Instructional Time 

PIMRS Survey Question 
Principal A Principal B Principal 
Response Response Average 

26. Limit interruptions of instructional 4 5 4.5 time by public address announcements 

27. Ensure that students are not called to 
3 4 3.5 the office during instructional time 

28. Ensure that tardy and truant students 
suffer specific consequences for missing 4 4 4.0 
instructional time 

29. Encourage teachers to use 
instructional time for teaching and 5 4 4.5 
practicing new skills and concepts 

30. Limit the intrusion of extra- and co-
3 3 3.0 curricular activities on instructional time 

Subscale 6 principal averages 3.8 4.0 3.9 

Individual principal responses for Subscale 6 are represented in Table 6. 
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Subscale 6 represents the third lowest average, 3.9, as reported by the principals on the 

PIMRS survey. Subscale 6 was also the third most similar in principal perceptions of 

their instructional leadership behaviors. 

Principal A reported, "I think that everyone in this building is important for the 

success of our students. It is the teacher's job to prepare instruction and teach. A 

teacher's job is not about fixing pencil sharpeners, carrying out clerical tasks, or 

worrying about what students are eating in lunch. What I'm saying is that we each 



78 

need to play our role and to minimize the time the teachers are doing other things." 

Principal A viewed his/her role as providing resources to teachers to be successful. 

Resources may be in the form of curriculum, materials, or time. Visibility in the 

building is another way to protect instructional time. Concerns could be addressed in a 

face-to-face conversation instead of through email or voicemail. Principal A believed 

that anything he/she could do to keep the teacher focused on instruction and teaching 

was protecting instructional time. 

Other than MCA preparation and celebration assemblies, Principal B reported 

there are few interruptions to instructional time. Assemblies are generally held during 

advisory time, so little instructional time is lost. Collaborative team time is used to 

discuss students and curriculum. Principal B elaborated, " I think team time in some 

schools can be about falling in love with the problem. So we have tried to move away 

from that and into more of a problem-solving mode and a student support mode." 

Both principals discussed the need to keep instruction and student concerns as 

a focus of all team meetings as a way to protect instructional time. Principal B stated, 

"So I feel like when everyone is really intense on students and instruction, once you 

get to the classroom and you have your eighty-eight minutes of instruction, I think it's 

better use because it is more focused and purposeful." Principal A added, "Our 

meetings are focused, our everyday teaming, I really tried to push on focusing on 

instruction and learning." 

Table 7 provides principals' perceptions of instructional leadership behaviors 

in visibility. 
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Table 7 

Subscale 7: Developing the School Learning Climate (11}-Visibility 

PIMRS Survey Question 
Principal A Principal B Principal 
Response Response Average 

31. Take time to talk informally with 
students and teachers during recess and 5 4 4.5 
breaks 

32. Visit classrooms to discuss school 
5 3 4.0 issues with teachers and students 

33. Attend/participate in extra- and co-
4 4 4.0 curricular activities 

34. Cover classes for teachers until a late 
2 3 2.5 or substitute teacher arrives 

35. Tutor students or provide direct 
3 2.0 instruction to classes 

Subscale 7 principal averages 3.4 3.4 3.4 

Individual principal responses for Subscale 7 are represented in Table 7. 

Subscale 7 represents the second lowest average as reported by the principals on the 

PIMRS survey. This subscale average equaled Subscale 9, promoting instructional 

improvement and professional development, as representing the most similar principal 

perceptions of their instructional leadership behaviors. 

Principal A conveyed the importance of visiting classrooms for two reasons. 

The first reason provided was because the visit provided information regarding 



teaching and learning in the classroom. The second reason was that his/her presence 

conveyed to students the importance of teaching and learning. 
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Both principals reported that district level meetings kept them away from their 

building and have decreased their ability for visibility within the school. For example, 

Principal B has been on the superintendent' s cabinet for the past two years. In 

addition, Principal B has been placed on multiple district committees which meet 

during the school day. According to Principal B, "What I found is that the longer I'm 

here, the more committees I get put on. Because now I am the most senior secondary 

principal and I've got the (context of the district) history." When responding to 

question 3, Principal B referred to a perceived lack of visibility, "I'm not saying it as 

an excuse, rather it's an explanation because people want to see me more visible. But 

it's hard, it's really hard and it's one of the things that I lament." 

Table 8 provides a context of the principals' perceptions of his/her 

instructional leadership behaviors in incentives to improve teaching. Each PIMRS 

survey question asked principals to indicate on a I to 5 Likert scale (I is almost never 

and5 is almost always) perceptions of their instructional leadership behaviors. 



Table 8 

Subscale 8: Developing the School Leaming Climate (Ill)-Incentives to 
Improve Teaching 

PIMRS Survey Question 
Principal A Principal B Principal 
Response Response Average 

36. Reinforce superior performance by 
teachers in staff meetings, newsletters, 2 5 3.5 
and/or memos 

37. Compliment teachers privately for 
5 5 5.0 

their efforts or performance 

38. Acknowledge teachers' exceptional 
performance by writing memos for their 2 5 3.5 
personnel tiles 

39. Reward special efforts by teachers 
with opportunities for professional 2 5 3.5 
recognition 

40. Create professional growth 
opportunities for teachers as a reward for 2 5 3.5 
special contributions to the school 

Subscale 8 principal averages 2.6 5.0 3.8 

individual principal responses for Subscale 8 are represented in Table 8. 
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According to principal responses on Subscale 8, this area provided the largest 

difference in instructional leadership behavior perceptions, 2.4, between the two 

principals. Principal A perceived his/her behavior of providing incentives to improve 

teaching as mostly "seldom," whereas Principal B perceived his/her behavior in this 

subscale as mostly "almost always." 
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During the interview, Principal A said, "I don 't do public stuff, because many 

people don 't like that. But one-on-one, I know everyone likes that." Principal A 

provided examples of one-on-one conversations with teachers recognizing them for 

the work they do. Recognition in front of teacher peers would not be appreciated by 

some teaching staff. "But I've got to know my staff, because some wouldn' t 

appreciate that, as a matter fact some would hate it. But I could go to that same person 

individually and they would appreciate being recognized." Principal B said, "I try to 

reinforce the individuals and give them positive feedback. Again, I spend an awful lot 

of time with probationary teachers and I tried to give them really good feedback. I try 

to give them confidence and build their competence." 

Both principals reported calling upon teachers to lead in-service activities 

during fall workshop or collaborative team meeting time. Many teachers have 

opportunities to share the instructional strategies they have acquired in workshops 

outside of the district or through their own experiences. Principals acknowledge 

teacher expertise and encourage presentations to entire staff. 

Table 9 provides principals' perceptions of their instructional leadership 

behaviors in promoting instructional improvement and professional development. 
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Table 9 

Subscale 9: Developing the School Leaming Climate (IV}-Promoting Instructional 
Improvement and Professional Development 

PIMRS Survey Question 
Principal A Principal B Principal 
Response Response Average 

41 . Ensure that in-service activities 
attended by staff are consistent with the 5 5 5.0 
school's goals 

42. Actively support the use in the 
classroom of skills acquired during in- 5 5 5.0 
service training 

43. Obtain the participation of the whole 5 5 5.0 
staff in important in-service activities 

44. Lead or attend teacher in-service 5 5 5.0 
activities concerned with instruction 

45. Set aside time at faculty meetings for 
teachers to share ideas or information 5 5 5.0 
from in-service activities 

Subscale 9 principal averages 5.0 5.0 5.0 

Individual principal responses for Subscale 9 are represented in Table 9. In the 

subscale of promoting instructional improvement and professional development, both 

principals perceived they exhibited this behavior almost all the time, as indicated by a 

combined subscale average of 5.0. When comparing subscale averages for the 

principal's version of the PIMRS survey responses, promoting instructional 

improvement and professional development received the highest average score from 



both principals. Also, Subscale 9 recorded the highest level of agreement on the 

PIMRS survey between both principals. 
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Both Principal A and Principal B referred to "using the experts in the 

building." Professional development opportunities outside of the building were 

encouraged, and teaching staff did an increasing amount of professional development. 

Principal A stated, "We do say that all the answers are in the building. We've had 

internal people do staff development for us. Also, when people go to a workshop they 

are expected to come back and present on a Discovery Day (teachers learning from 

colleagues) in a mini staff development situation." Also, both principals stated that 

collaborative team and PLC time provided more opportunities for staff to learn from 

each other. 

Table IO provides principals' perceptions of their instructional leadership 

behaviors in providing incentives for learning. 



Table 10 

Subscale 10: Developing the School Leaming Climate (V)-Providing 
Incentives for Leaming 

PIMRS Survey Question-
Principal A Principal B Principal 
Response Response Average 

46. Recognize students who do superior 
work with formal rewards such as an 

3 2 2.5 
honor roll or mention in the principal's 
newsletter 

47. Use assemblies to honor students for 
academic accomplishments or for 3 2.0 
behavior or citizenship 

48. Recognize superior student 
achievement or improvement by seeing in 3 2 2.5 
the office the students with their work 

49. Contact parents to communicate 
improved or exemplary student 3 3 3.0 
performance or contributions 

50. Support teachers actively in their 
recognition and/or reward of student 

5 3 4.0 
contributions to and accomplishments in 
class 

Subscale IO principal averages 3.4 2.2 2.8 

Individual principal responses for Subscale 10 are represented in Table I 0. 
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Both principals perceived they exhibited this behavior, providing incentives for 

learning, the least among the 10 subscales with an average score of 2.8. This area also 

had second widest variation, 1.2, in instructional leadership behavior perceptions as 

reported on the PIMRS survey. Subscale 10 also produced the lowest individual 

principal rating of 2.2. 
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Principal A shared how a surprise assembly was held to celebrate and honor 

teachers for their hard work in meeting their goals for the MCA test. "We really did 

well (on the MCA's) and we had a celebration. The kids did a gauntlet for the staff to 

recognize them for all of their hard work." The school also recognized extraorc;nary 

students, who are not necessarily the top academically performing students, but 

students who have shown growth or given tremendous effort in their academic work. 

Students are recognized for good deeds they perform during the school day. Teachers 

send home good news notes to recognize students for outstanding academic work or 

citizenship. 

Principal B reported, "we have a celebration at the end of our MAP testing to 

honor kids, not only to celebrate that we are done but to also thank students for all of 

their hard work." A student recognition program is held at the end of the school year. 

Students who achieve a 3.5 grade point average or above receive a certificate from the 

principal. Ninth-grade students can receive the President' s Award if their cumulative 

GP A meets a certain standard. "Kids love getting the certificate that is signed by 

President Obama." Principal B shared a new idea, called a Celebration of Learning, in 

which students will participate in a learning open house. Students create and present 

an artifact or an e-portfolio that showcases student learning for the school year. 

Table 11 provides a summary of the principals' perceptions of their 

instructional leadership behaviors in the 10 subscale areas. 



Table 11 

Summary of Principal Averages by Subscale 

PIMRS Subscales 

1. Framing the school goals 

2. Communicating the school goals 

3. Supervision and evaluation of 
instruction 

4. Curricular coordination 

5. Monitoring student progress 

6. Protecting instructional time 

7. Visibility 

8. incentives to improve teaching 

9. Promoting instructional 
improvement and staff development 

10. Providing incentives for learning 

Principal A 
Response 

4.8 

4.4 

4.4 

4.4 

4.4 

3.8 

3.4 

2.6 

5.0 

3.4 

Principal B 
Response 

4.4 

3.8 

3.8 

3.6 

4.8 

4.0 

3.4 

5.0 

5.0 

2.2 

Principal 
Average 

4.6 

4.1 

4.1 

4.0 

4.6 

3.9 

3.4 

3.8 

5.0 

2.8 
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The PIMRS survey subscale averages were used to explore the perceptions of 

principals and teachers, as stated in the previous chapter. A total rating was not an 
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indication of the quality of principal behavior. The principals rated themselves highest 

in three areas: promoting instructional improvement and staff development with a 5.0 

average, framing school goals with a 4.6 average, and monitoring student progress 

with a 4.6 average. The principals rated themselves lowest in two areas: providing 

incentives for learning with a 2.8 average; and visibility with an average of 3.4. The 

principal' s greatest difference in perception was found in the area of incentives to 

improve teaching, with a difference of 2.4. Both principals shared similar perceptions 

in two areas: visibility, with a rating of 3.4; and promoting instructional improvement 

and staff development, with a rating of 5.0. 

RESEARCH QUESTION TWO 

What are the teachers ' perceptions of the principals' instructional leadership 

behaviors in two top performing Minnesota middle schools? To answer this question, 

data were collected through the teacher form of the Principal Instructional 

Management Rating Scale (PIMRS) survey, teacher interviews, and focus group 

meetings. Interview and focus group questions were based on the ten subscales of the 

PIMRS survey. 

According to the Minnesota Department of Education, School A enrolled 

between 750-1200 students in grades six through eight, employed 54.6 full time 

equivalent (FTE) certified staff, and maintained a 20: I teacher/student ratio 

(Minnesota Department of Education, 2013). lncluded in the certified staff are 

teachers, media specialists, other licensed professionals, and administrators. The 
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average salary compensation for teachers at School A was $53,219, with a range of 

$32,286-$65,593. Education levels of the teaching staff included 29.4% holding a 

Bachelors degree, and 70.6% a Masters degree. Longevity of the teaching staff 

included 83.9% having over 10 years of teaching experience, 13.9% having 3-10 years 

experience, and 2.2% having less than three years experience. Teachers meeting 

Minnesota teaching license compliance for School A totaled 99.3%, with only 0.7% 

teaching with special permissions or waivers (MOE, 2013). 

School B enrolled between 900-1400 students in grades 6 through 9 and 

employed 96.8 full time equivalent (FTE) certified staff (MOE, 2013). Included in the 

certified staff were teachers, media specialists, other licensed professionals, and 

administrators. The average salary compensation for teachers at School B totaled 

$60,350, with a range from $34,306-$72, 175 (MOE, 2013). Education levels of the 

certified staff included 18. l % holding a Bachelors degree, and 72.5% a Masters 

degree, and I .2% holding a doctorate degree (MDE, 2013). Longevity of the teaching 

staff included 73.4% with 10 years or more of teaching experience, 25.7% with 3-10 

years experience, and 1.0% with less than 3 years experience (MDE, 2013). Teachers 

meeting Minnesota teaching license compliance for School A totaled 99.5%, with only 

0.5% teaching with special permissions or waivers (MDE, 20 I 3). 

Teacher participant demographics are listed in Tables 12-14. The 

demographics only represent teacher responses collected from the PIMRS survey for 

each of the ten subscales. Following each table, a summary of the interview data from 
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each school will be reported. Interview themes and patterns were identified at the end 

of each subscale discussion. 

Table 12 

Teacher Respondent Demographics-PIMRS 

Teacher Demographics School A School B 
Total 

Participants 

Male 11 8 19 

Female 20 22 42 

Skipped question 0 2 2 

Total respondents 31 32 63 

Total teaching staff 55 101 156 

Response rate 56.4% 31.7% 40.4% 

Teacher responses for demographic information are represented in Table l2. 

School A had 31 participants, or 56.4%, who began the PIMRS survey. School B had 

32 participants, or 31.7%, who began the PIMRS survey. Of the 156 teachers that 

were invited to participate in the PIMRS survey, 63 completed the survey, reflecting a 

40.4% participation rate for the study. Female teachers participated at twice the rate of 

male teachers, 42 females and 19 males, respectively. 



Table 13 

Teacher Respondents by Years of Service with Principal-PIMRS 

Teacher Respondents by 
Total 

Years of Service with School A School B 
Participants 

Principal 

2 0 2 

2-4 5 7 12 

5-9 9 15 24 

10-15 9 7 16 

15+ 2 2 4 

Skipped question 4 5 

Total participants 31 32 63 

Teacher respondents by years of service with the current principal are 

represented in Table 13. The greatest number of respondents was teachers with 5-9 

years of service with the current principal, 38. l % (N = 24) of the total participants. 
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The lowest number of respondents was teachers who served with the principal for over 

15 years. This information indicated that teachers did not understand the question, 

since neither principal had served in their current positions for more than 15 years. 

Teachers with only l year of service with the current principal were instructed to 

refrain from taking the PIMRS survey (as is recommended in the PIMRS survey 

administration manual). 
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Table 14 

Teacher Respondents by Years of Teaching Service-PIMRS 

Teacher Respondents by Total 
School A School B 

Total 
Years of Teaching Service Participants 

1 2 0 2 

2-4 2 2 4 

5-9 3 2 5 

10-15 2 11 13 

15+ 17 16 33 

Skipped question 5 6 

Total respondents 31 32 63 

Teacher respondents by years of teaching service are represented in Table 14. 

The largest number of respondents were teachers who have more than 15 years of 

teaching service, or 52.4% of the total participants. 

The following tables depict responses collected from the PIMRS survey for 

each subscale. A summary of the interview data from teachers at School A and School 

B is provided. Common themes and patterns were identified in the subscale results. 

Table 15 provides teachers ' perceptions of the instructional leadership 

behaviors of the principal in framing the school goals. Each question of the PIMRS 

survey consisted of a Likert scale from I to 5 to identify perceptions of principal 

instructional leadership behaviors, with I meaning the behavior almost never occurred 

and 5 meaning the behavior almost always occurred. 
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Table 15 

Subscale 1: Defining the School Mission (I): Framing the School Goals 

PIMRS Survey Question School A School A School B School B 
(N) Average (N) Average 

I . Develop a focused set of annual 
27 4.59 29 4.86 school-wide goals 

2. Frame the school's goals in terms of 
27 3.96 29 4.62 staff responsibilities for meeting them 

3. Use needs assessment or other 
systematic methods to secure staff 

22 4.14 29 4.21 input on student academic 
performance 

4. Use data on student academic 
performance when developing the 27 4.74 29 4.90 
school's academic goals 

5. Develop goals that are easily 
translated into classroom objectives by 27 3.81 29 4.07 
teachers 

Subscale 1 teacher averages 4.25 4.53 

Teacher responses for Subscale 1 on the PIMRS are represented in Table 15. 

Teachers in School A rated the principal ' s instructional behavior of framing the school 

goals as 4.25 , the second highest rating from the teachers. Teachers in School B rated 

Subscale 1 highest, 4.53. Both principals were perceived to almost always use data on 

student academic performance to develop the school ' s academic goals. This is 

indicated by the ratings of 4.74 for School A and 4.90 for School Bon the PIMRS 

survey question about student data use. 
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Four of the seven teachers interviewed and both focus groups from School A 

specifically reported that a team of teachers and administrators met during the summer 

to review data and develop goals for the upcoming school year. The data from the 

most previous school year, as well as historical data, were used to develop the goals. 

According to School B teacher responses from the PIMRS survey, framing the 

school goals was rated the strongest behavior of the Principal Bat 4.53 . Teachers 

believed the principal was working directly with the superintendent and other middle 

school principals using test data from the previous school year. One teacher stated, 

"Goals are always tied to data." A comment from another teacher, "(Principal B) is 

looking at test scores and other data-{Principal B) is a big data and number cruncher. 

(He/she) is very good at looking at our holes, what do we need to do to make our 

school better." 

Question 4, using data on student academic performance when developing the 

school ' s academic goals, received the highest teacher rating, 4.74 from School A and 

4.90 from School B. The perceived processes used to develop the school goals were 

different; School A used a team from their own building to develop school goals, 

while School B primarily used a district level team to develop the goals. Regardless of 

the process, teachers perceived that goals were developed from multiple data points 

from the previous school year. 

Table 16 provides teacher' s perceptions of the instructional leadership 

behaviors of the principal in communicating the school ' s goals. 
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Table 16 

Subscale 2: Defining the School Mission (II): Communicating the School ' s Goals 

PIMRS Survey Question 
School A School A School B School B 

(N) Average (N) Average 

6. Communicate the school's mission 
effectively to members of the school 26 4.27 29 4.59 
community 

7. Discuss the school's academic goals 
26 4.50 29 4.72 

with teachers at faculty meetings 

8. Refer to the school's academic goals 
when making curricular decisions with 25 4.16 29 4.55 
teachers 

9. Ensure that the school's academic 
goals are reflected in highly visible 
displays in the school (e.g., posters or 26 4.08 29 3.45 
bulletin boards emphasizing academic 
progress) 

10. Refer to the school's goals or 
mission in forums with students (e.g., 25 3.52 28 3.32 
in assemblies or discussions) 

Subscale 2 teacher averages 4.11 4.13 

Teacher responses for Subscale 2 of the PIMRS are represented in Table 16. 

School A teachers rated their perceptions of the principal ' s communication of the 

school goals as 4.11 ; whereas School B teachers rated their perceptions at 4.13 . It is 

noted that the perceptions of the teachers at both schools were nearly identical, with a 

difference of .02. 



96 

During the fall teacher in-service, Principal A introduced school goals to the 

teaching staff. School A teachers reported that school goals were distributed in written 

form, along with the expectation that the goals be posted in classrooms. The principal 

sent email communications to parents during the course of the year. In those 

communications, Principal A identified the goals that the school would be working on 

during the school year. Teachers reported that there was to be implementation of only 

one goal. Five of seven teachers specifically referenced the fact that goals are revisited 

throughout the year. 

According to all teachers from School B, school goals are communicated to 

staff during the fall teacher in-service. All teachers also reported that school goals are 

communicated to parents through a weekly principal email sent to all parents. Other 

modes of parent communication were identified, but none specifically that 

communicated the school goals. One focus group member perceived that information 

shared with parents was more generic when compared to information the teachers 

receive. 

Teachers at both schools reported having school goals shared with them 

during their fall teacher in-service meetings. Even though teachers from both schools 

perceived that the school goals were shared with parents, this seemed to be speculation 

on the teacher's part. Teachers at both schools referenced the revisiting of goals 

throughout the year; the goals were used as a focal point in planning instruction. 

Table 17 provides the teachers/ perceptions of the instructional leadership 

behaviors of the principal in supervision and evaluation of instruction. 



Table 17 

Subscale 3: Managing the Instructional Program (I): Supervision and 
Evaluation of Instruction 

PIMRS Survey Question 
School A School A School B School B 

(N) Average (N) Average 

11. Ensure that the classroom priorities 
of teachers are consistent with the 26 3.96 29 4.14 
goals and direction of the school 

12. Review student work products 
24 3.42 29 3.03 

when evaluating classroom instruction 

13. Conduct informal observations in 
classrooms on a regular basis (informal 
observations are unscheduled, last at 

26 4.77 30 2.60 
least 5 minutes, and may or may not 
involve written feedback or a formal 
conference) 

14. Point out specific strengths in 
teacher's instructional practices in 

26 4.23 30 3.80 
post-observation feedback (e.g., in 
conferences or written evaluations) 

15. Point out specific weaknesses in 
teacher instructional practices in post-

26 4.04 30 3.43 
observation feedback ( e.g., in 
conferences or written evaluations) 

Subscale 3 teacher averages 4.08 3.40 

Teacher responses for Subscale 3 of the PIMRS are represented in Table 17. 
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According to the teacher responses from the PIMRS survey, Subscale 3 reflected the 

largest in teacher perceptions between the two principals; School A ranking of 4.08 

and School B ranking of 3.40, for a difference in perception of 0.68. The difference in 

rankings indicated that School A teachers perceived Principal A to supervise and 



evaluate instruction more often than School B teachers perceived Principal B to 

exhibit the same behavior. 
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Six of seven School A teachers as well as teachers from both focus groups 

specifically mentioned the weekly walk-through observations conducted by Principal 

A. Teachers reported that formal feedback is not always given, but the principal will 

follow up with teachers with clarifying questions or positive feedback. All teachers 

were aware of the formal observation process and procedures. 

Three teachers and the focus group referenced the district's alternative 

compensation program in their interviews. In this program, tenured teachers can opt to 

have a colleague serve as a job coach during the years they are not on "high cycle," a 

term School B teachers used when referring to a year in which they are to be observed 

by administration. Teachers reported that Principal B completed evaluations for all 

probationary staff members. Three School B teachers reported they were currently on 

"high cycle" and the assistant principal was completing those observations. 

Despite the teacher perception that Principal B was not as involved in 

supervision and evaluation of instruction according to the PIMRS survey, both 

principals were perceived to be involved according to the teacher interviews and focus 

groups. According to teacher reports, Principal A was more involved on a weekly 

basis using classroom walkthroughs, and Principal B was focused on probationary 

teacher observations. 

Table 18 provides teachers ' perceptions of the instructional leadership 

behaviors of the principal in curricular coordination. Each question of the PIMRS 
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survey allowed ratings on a Likert scale from 1 to 5 to identify perceptions of principal 

instructional leadership behaviors. A rating of 1 indicated the behavior almost never 

occurred and 5 indicated that the behavior almost always occurred. 

Table 18 

Subscale 4: Managing the Instructional Program (II): Curricular Coordination 

PIMRS Survey Question 
School A School A SchoolB School B 

(N) Average (N) Average 

16. Make clear who is responsible for 
coordinating the curriculum across 

25 3.56 30 3.57 
grade levels (e.g., the principal, vice 
principal, or teacher-leaders) 

17. Draw upon the results of school-
• wide testing when making curricular 25 4.16 30 4.73 

decisions 

18. Monitor the classroom curriculum 
to see that it covers the school's 25 3.60 30 3.33 
curricular objectives 

19. Assess the overlap between the 
school's curricular objectives and the 25 3.80 30 4.13 
school's achievement tests 

20. Participate actively in the review of 
25 3.80 29 3.14 

curricular materials 

Subscale 4 teacher averages 3.78 3.78 

Teacher responses for Subscale 4 of the PIMRS are represented in Table 18. 

Teachers from School A and School B reported similar perceptions of principal 



behavior regarding curricular coordination. Teachers at both schools reported an 

average rating of 3.78 on Subscale 4: curriculum coordination. 
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Teachers from School A were aware that Principal A was on the district 

curriculum review committee for a core content area. Teachers also identified that 

Principal A attended most grade level and discipline meetings, and perceived that 

attendance allowed increased knowledge and ensuring consistency in the core content 

areas. 

Teachers from School B perceived Principal B to have little involvement in 

curriculum review cycle. Teachers noted the lack of involvement in the curriculum 

review process was because the district employs a curriculum director rather than a 

lack of willingness on Principal B's part to participate. Principal B did become 

involved when needed at the curriculum review process, as five teachers reported the 

Principal B would become involved in the curriculum review process when major 

curricular decisions were made. One teacher reported Principal B attended grade level 

and content area meetings and was very know1edgeable about what was taught in 

classrooms. 

A commonality between both groups of teachers was that neither teacher 

group perceived that principal was heavily involved in selecting books and materials 

for curricular purposes. That task was left to teachers and a curriculum review group. 

Teachers perceived that both principals gained knowledge of the curriculum through 

visiting grade level and content area teaching teams frequently during the school year. 
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Teachers perceived that both principals became involved in curricular decisions only 

when needed. 

Table 19 provides teachers ' perceptions of the principals' instructional 

leadership behaviors in monitoring student progress. 

Table 19 

Subscale 5: Managing the Instructional Program (Ill): Monitoring Student Progress 

PIMRS Survey Question 
School A School A School B School B 

(N) Average (N) Average 

21 . Meet individually with teachers to 
24 3.38 30 2.87 

discuss student progress 

22. Discuss academic performance 
results with the faculty to identify 24 4.25 30 4.20 
curricular strengths and weaknesses 

23. Use tests and other performance 
measure to assess progress toward 24 4.46 30 4.70 
school goals 

24. Inform teachers of the school's 
performance results in written form 25 4.64 30 4.37 
(e.g., in a memo or newsletter) 

25. lnform students of school's 23 4.26 30 3.67 
academic progress 

Subscale 5 teacher averages 4.20 3.96 

Group teacher responses for Subscale 5 of the PIMRS are represented in 

Table 19. Question 23 and 24 received the highest teacher ratings from both schools; 

both questions averaged over 4.50. Both principals were perceived to almost always 
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use tests to assess progress towards school goals and informing teachers of the 

school ' s performance results in written form. Question 21 , meeting with teachers to 

discuss student progress, received the lowest rating of Subscale 5; School A at 3.38, 

and School Bat 2.87. 

Teachers at School A perceived that the principal monitored student progress 

by reviewing standardized test data from the MAP and MCA tests. All interviewees 

and focus group participants reported the abundant use of data in monitoring student 

progress. Four teachers specifically stated that Principal A used data to address the 

achievement gap. 

Teachers perceived Principal B to use multiple data points in analyzing student 

progress, especially for students who received intervention services. Two teachers 

reported Principal B investigated the correlation between student grades and 

standardized test scores to address grade inflation at School B. 

The perception of teachers from both schools was that the principal analyzed 

data frequently, a perception supported by higher scores from the PIMRS survey. Data 

were analyzed to monitor struggling students' progress, and to place students in 

appropriate courses during the current and upcoming school years. Teachers did not 

report that the principal met with them to discuss student progress, a perception 

supported by the lowest ratings for Subscale 5. 

Table 20 provides teachers ' perceptions of the instructional leadership 

behaviors of the principal in protecting instructional time. 



Table 20 

Subscale 6: Developing the School Learning Climate (I): Protecting 
Instructional Time 
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PIMRS Survey Question 
School A School A School B School B 

(N) Average (N) Average 

26. Limit interruptions of instructional 
25 3.88 30 4.43 

time by public address announcements 

27. Ensure that students are not called 
24 3.21 30 3.60 to the office during instructional time 

28. Ensure that tardy and truant 
students suffer specific consequences 22 3.18 30 2.70 
for missing instructional time 

29. Encourage teachers to use 
instructional time for teaching and 25 4.32 30 4.53 
practicing new skills and concepts 

30. Limit the intrusion of extra- and 
co-curricular activities on 24 4.04 30 3.87 
instructional time 

Subscale 6 teacher averages 3.73 3.83 

Teacher responses for Subscale 6 of the PIMRS are represented in Table 20. A 

high degree of similar principal perceptions between teachers at both schools was 

found. School A average rating was 3.73 and School Bat 3.83 regarding the principal 

behavior of protecting instructional time. 

Three recurring themes surfaced from teachers at School A. The first theme 

was the importance placed on instructional time. One teacher' s statement, ''teaching 

time is gold, you don' t mess with it," seemed to fit the sentiment of the group. The 
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second was a change in past scheduling practices to protect instructional time. In the 

past, instructional time was not a priority on late start days that were used for staff 

development. At the request of teachers and the support of the principal, a renewed 

importance was placed on protecting instructional minutes during the late starts. A 

third theme was that a concerted effort has been made to keep announcements and 

assemblies at a minimum. Announcements occur during the beginning and end of the 

school day, a limited number of assemblies are scheduled, and the cancellation of 

unnecessary meetings has occurred. 

Teachers reported that Principal B produced staff announcements once a 

week, and apologized if messages were sent to staff more than once a week because of 

concerns about cluttering teacher email. Announcements and other potential 

disruptions to instructional time were handled during morning advisory. Only one 

teacher reported that interruptions cut into instructional time. 

Both principals were generally perceived to value teachers ' instructional time. 

Announcements, assemblies, and other potential disruptions were planned and limited. 

Modified schedules were used by principals in both schools to protect core content 

teaching time. Principals employed other strategies to respect teacher time, such as 

engaging in face-to-face conversations instead of voicemail or email, and thoughtful 

use of emails to teaching staff. 

Table 21 provides teachers ' perceptions of the instructional leadership 

behaviors of the principal in principal visibility. Each question of the PIMRS survey 

consisted of a Likert scale from l to 5 to identify perceptions of principal instructional 



leadership behaviors, with I meaning the behavior almost never occurred and 5 

meaning the behavior almost always occurred. 

Table 21 

Subscale 7: Developing the School Learning Climate (II): Visibility 
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PIMRS Survey Question School A School A School B SchoolB 
(N) Average (N) Average 

31. Take time to talk informally with 
students and teachers during recess 25 4.12 30 2.97 
and breaks 

32. Visit classrooms to discuss school 
25 3.84 30 2.37 issues with teachers and students 

33. Attend/participate in extra- and 25 3.96 28 3.21 
co-curricular activities 

34. Cover classes for teachers until a 24 2.42 29 2.10 
late or substitute teacher arrives 

35. Tutor students or provide direct 24 1.92 29 1.83 
instruction to classes 

Subscale 7 teacher averages 3.25 2.49 

Teacher responses for Subscale 7 of the PIMRS are represented in Table 21. 

Subscale 7 was the lowest average subscale rating for Principal B at 2.49, and the 

second lowest subscale rating for Principal A at 3.25. Subscale 7 also contained the 

largest gap in teacher perceptions of behavior between the two principals at 0.76. 



Neither principal was perceived to cover classes for teachers or provide direct 

instruction or tutoring to students on a frequent basis. 
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All School A teachers reported a high frequency of classroom visits, visibility 

in the hallways and frequent attendance at teacher meetings. "(Principal A) is around 

all the time." Two teachers and one focus group specifically mentioned that the 

principal did announcements and "words of wisdom" to students each morning. 

Teachers also reported positive interactions of Principal A with students. "(Principal 

A) has a very good rapport with the kids. The kids are not afraid to approach 

(him/her). (He/She) is very connected with the students." One teacher made the 

statement of the principal ' s general demeanor: "(Principal A) is a pretty approachable 

(person)." Two teachers made reference to Principal A' s energy level, referring to the 

principal as "the Energizer Bunny." Even though Principal A received the second 

lowest ratings in this subscale area, every teacher commented that the principal was 

frequently observed visiting classrooms when in the building. 

Teachers at School B perceived the principal as being away from the building 

for district level commitments. One teacher commented, "I think that the principal is 

not in the building because (Principal B) has meetings and other stuff, so (Principal B) 

is not always in the building." Multiple teachers reported that the principal is aware of 

his/her lack of visibility in the school and wants to improve it. Teachers appreciated 

the principal ' s effort at becoming more visible by working on a movable desk in the 

hallway for some of his/her work and by the introduction of 3-minute walkthroughs. 
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Even though Subscale 7 reports the lowest scores regarding principal 

behavior, teachers perceived that the principal behaviors were a result of district level 

commitments and other commitments of the position that may prevent the principal 

from being visible. 

Table 22 provides teachers ' perceptions of the instructional leadership 

behaviors of the principal in incentives to improve teaching. 

Table 22 

Subscale 8: Developing the School Leaming Climate (III): Incentives to 
Improve Teaching 

PJMRS Survey Question 
School A School A School B School B 

(N) Average (N) Average 

36. Reinforce superior performance 
by teachers in staff meetings, 24 3.29 30 3.33 
newsletters, and/or memos 

37. Compliment teachers privately for 
25 3.84 30 3.60 

their efforts or performance 

38. Acknowledge teachers' 
exceptional performance by writing 22 2.82 28 2.50 
memos for their personnel files 

39. Reward special efforts by teachers 
with opportunities for professional 24 3.33 29 3.14 
recognition 

40. Create professional growth 
opportunities for teachers as a reward 22 2.82 29 3.28 
for special contributions to the school 

Subscale 8 teacher averages 3.22 3.17 
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Teacher responses for Subscale 8 of the PIMRS are represented in Table 22. 

Subscale 8, incentives to improve teaching, represents the second lowest average of 

principal instructional leadership behavior ratings, according to PIMRS survey. This 

area also represents the lowest average rating for Principal A at 3.22, and the second 

lowest score for Principal Bat 3.17. A wide distribution of scores on the PIMRS was 

noted for both principals. 

Teachers reported that Principal A encouraged teachers to share what they are 

doing in their classroom and reference what he has seen in classrooms during late 

starts or in-service time with teacher colleagues. To the teachers, this was a form of 

teacher recognition. Another person in the district "noticed that (Principal A) cannot 

say enough good things about the staff and is always talking about the positive things, 

the great things that our staff is doing every day." Principal A informally recognizes 

teachers for the work they do. "(Principal A) gives individual pats on the back, but it's 

never like a public thing." 

Principal B praised teachers publicly as a group, and also gave praise to 

individuals through individual conversations, email, or written notes. "(Principal B) 

does not come out in front of a staff meeting and highlight the great things that one 

person is doing-(Principal B) doesn 't do that. I feel valued." Teachers reported they 

might be asked by the principal to present during staff development or in-service 

opportunities. "(Principal B) does give opportunities to present the kind of 

information. It's a way for (Principal B) to say 'hey I really like what this teacher is 

doing. ' I take that as a way for (him/her) to recognize staff." 
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Teachers from both schools perceived that a form of recognition is delivering 

presentations to one's peers. Presentations on teaching methods or new skills learned 

at professional development opportunities are considered a way to be recognized by 

the principal. According to teacher reports, both principals tend to give private 

recognition to teachers to show appreciation for their work. Teachers from both 

schools reported the principal at each school did not engage in individual recognition 

during staff meetings; recognition is done privately. 

Table 23 provides teachers' perceptions of the instructional leadership 

behaviors of the principal in promoting instructional improvement and professional 

development. 

L 
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Table 23 

Subscale 9: Developing the School Leaming Climate (IV): Promoting Instructional 
Improvement and Professional Development 

PIMRS Survey Question 
School A School A School B School B 

(N) Average (N) Average 

41. Ensure that in-service activities 
attended by staff are consistent with 25 4.24 29 4.48 
the school's goals 

42. Actively support the use in the 
classroom of skills acquired during in- 25 4.12 29 4.14 
service training 

43. Obtain the participation of the 
whole staff in important in-service 25 4.44 29 4.31 
activities 

44. Lead or attend teacher in-service 25 4.36 29 4.55 
activities concerned with instruction 

45. Set aside time at faculty meetings 
for teachers to share ideas or 25 4.20 29 3.79 
information from in-service activities 

Subscale 9 teacher averages 4.27 4.26 

Teacher responses for Subscale 9 of the PIMRS are represented in Table 23. 

According to responses on the PIMRS teacher survey, Subscale 9 represented the 

second closest match in teacher perceptions at 4.27 for School A and 4.26 for School 

B. Subscale 9 also represented the second highest combined principal average scores 

on the PIMRS teacher survey. 

School A teachers received professional articles from the principal and late 

starts were used to work on school goals and initiatives. Several teachers commented 
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on the staff members ' work with the homework initiative. Principal A supported 

teachers ' requests to attend conferences or workshops outside of the school . When a 

teaching staff member attends a workshop outside of the district, he/she must share 

what he/she learned with the rest of the staff. Principal A shared relevant newsletters 

with staff as he received them. A group of teachers and the principal attend the state 

middle school conference each year, and have presented at the conference in recent 

years. Teachers participated in sharing sessions as part of their in-service time because 

the principal believed staff can learn from one another. "A lot of times (he/she) will 

say that all of the answers are in the building, meaning (Principal A) wants us to talk 

to each other, do research, there seems to be a lot of professional development 

amongst us." 

Principal B will seek out people to participate in new building initiatives, such 

as Response to Intervention (RTI) and Advancement via Individual Determination 

(AVID). " If you go to a big deal (workshop training), you ' re going to be sharing." 

Principal B planned and presented staff development for the year, as well as supported 

the work of collaborative teams through the implementation of Professional Learning 

Communities, or PLCs. One teacher reported, "Our work has gotten much more 

specific, instead of learning about general teaching methods." Off-campus 

professional development was encouraged. 

Both principals are significantly involved in building level staff development 

opportunities, especially in coordination and delivery of staff development programs. 

In-service time is often used for teacher improvement or collaborative planning time. 



According to teacher perception, principals at both schools believed that teachers 

should be continual learners and that they can assist each other in the teaching and 

learning process. 

Table 24 provides teachers' perceptions of the instructional leadership 

behaviors of the principal in promoting instructional improvement and professional 

development. 

Table 24 

Subscale 10: Developing the School Learning Climate (V): Providing 
Incentives for Learning 
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PIMRS Survey Question School A School A School B School B 
(N) Average (N) Average 

46. Recognize students who do 
superior work with formal rewards 

25 4.04 29 3.83 such as an honor roll or mention in the 
principal's newsletter 

47. Use assemblies to honor students 
for academic accomplishments or for 25 3.36 29 3.41 
behavior or citizenship 

48. Recognize superior student 
achievement or improvement by 

24 2.79 28 2.75 seeing in the office the students with 
their work 

49. Contact parents to communicate 
improved or exemplary student 24 3.33 25 2.80 
performance or contributions 

50. Support teachers actively in their 
recognition and/or reward of student 

25 3.40 27 3.37 contributions to and accomplishments 
in class 

Subscale 10 teacher averages 3.39 3.23 
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Teacher responses for Subscale 10 of the PIMRS are represented in Table 24. 

Teacher perceptions from both schools were fairly consistent in providing incentives 

to learning. Perceptions were indicated by the PIMRS score of 3.39 from School A 

and 3.23 from School B. Subscale l O perceptions from teachers were among the three 

lowest subscales. 

School A' s "Extraordinary students" program is designed to recognize those 

students who might not achieve the highest academically; it is a combination of effort 

and citizenship. Five of seven teachers and both focus groups identified recognition of 

"Extraordinary students" each semester as a positive program, although some 

participants were not sure if Principal A initiated the program or if the Dean of 

Students did. One teacher noted that Principal A celebrated students' achievement on 

standardized tests. The teacher reported, "Last year we had a reward day where we 

had blowup toys for an afternoon as a reward for doing well on the MCA tests." 

Teachers perceived that an Honor Roll is posted at the end of each grading period. 

Otherwise, teachers reported no other formal student recognition programs are 

implemented at the school. 

Four teachers identified a new student recognition program, called "A 

Celebration of Learning," in which all students will put together their best work from 

the school year and present it to parents and community members. Three teachers 

identified as important the posting of an honor roll , while two teachers were not 

certain that an Honor Roll was posted. Teachers perceived a student recognition 

program at the end of the year for each grade level to be an important event; students 

-



are recognized for their grades, musical performances, competitions, debate, math, 

other academic activities offered through the school. 

A common theme between both schools regarding Subscale 10 was student 

recognitions occurring at the end of the school year. Honor rolls were posted, but 

according to teacher perceptions, no formal student recognition program occurred 

throughout the school year. 
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Table 25 

Summary of Teacher Averages by Subscale 

PIMRS Subscales 

1. Framing the school goals 

2. Communicating the school goals 

3. Supervision and evaluation of 
instruction 

4. Curricular coordination 

5. Monitoring student progress 

6. Protecting instructional time 

7. Visibility 

8. Incentives to improve teaching 

9. Promoting instructional 
improvement and staff development 

I 0. Providing incentives for learning 

Teacher 
Response 
Average 
School A 

4.25 

4.11 

4.08 

3.78 

4.20 

3.73 

3.40 

3.22 

4.27 

3.38 

• Teacher 
Response 
Average 
School B 

4.53 

4.13 

3.40 

3.78 

3.96 

3.83 

2.49 

3.17 

4.26 

3.23 

Difference ln 
Teacher 

Response 

-0.28 

-0.02 

0.68 

0.00 

0.24 

-0.10 

0.91 

0.05 

0.01 

0.15 

Comparisons in average teacher responses by each PIMRS subscale are 

represented in Table 25. Teacher response data between both schools were similar, 
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except on two subscales, 3 and 7. The teacher perception difference for Subscale 3, 

supervision and evaluation of instruction, was recorded at 0.68. The teacher perception 

difference for Subscale 7, visibility, was calculated at 0.91. Otherwise, the remaining 

eight subscales recorded differences of 0.28 or lower, with six subscales recording a 

difference of less than 0.20. 

Statements from teacher interviews and focus groups supported the differences 

in perception between teachers from School A and School B in Subscale 7, visibility. 

According to interview and focus group responses, all School A teachers reported the 

high frequency of classroom visits, visibility in the hallways and frequent attendance 

at teacher meetings. Teachers also reported positive interactions between Principal A 

and students. Teachers at both schools perceived the need for their principal to be 

away from the school for district level commitments. 

RESEARCH QUESTION THREE-TEACHER AND PRINCIPAL 
PERCEPTION COMP ARlSON 

What are the similarities and differences in perceptions between principals and 

teachers regarding the principals' instructional leadership behaviors? To answer this 

question, data were collected from teachers using the Principal Instructional 

Management Rating Scale (PIMRS) survey, teacher interviews, and focus group 

meetings. Interview and focus group questions were based on the ten subscales of the 

PIMRS survey. 

Following the recommendations of the PIMRS resource manual, each subscale 

rating was averaged separately (Hallinger, 1990). The PIMRS was not intended to 
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compute a single instructional leadership score, rather to provide a diverse view of 

instructional leadership behaviors. Individual items from each subscale were also 

averaged. Averages for each item and subscale were analyzed to determine areas of 

strength and potential improvement. Frequency distributions were used to help 

understand potential agreement or disagreement among teacher subjects regarding the 

principals ' instructional leadership behaviors. 

Table 26 compares and contrasts principal and teacher perceptions of the 

instructional leadership behaviors of the principal in the ten subscales of the PIMRS 

survey. Common themes and patterns were identified in data gathered from the 

PIMRS, interviews, and focus groups according to the ten subscales of the PIMRS 

survey. 
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Table 26 

Comparison of Principal and Teacher PIMRS Responses by 
- Subscale-School A and B 

Principal Teachers Perception Principal Teachers Perception 
PIMRS Subscale Average Average Difference Average Average Difference 

School A School A School A School B SchoolB School B 

I. Framing the school 4.80 4.25 0.55 4.40 4.53 -0.13 
goals 

2. Communicating the 4.40 4.11 0.29 3.80 4.13 -0.33 
school goals 

3. Supervision and 4.40 4.08 0.32 3.80 3.40 0.40 
evaluation of 
instruction 
4. Curricular 4.40 3.78 0.62 3.60 3.78 -0.18 
coordination 

5. Monitoring student 4.40 4.20 0.20 4.80 3.96 0.84 
progress 

6. Protecting 3.80 3.73 0.07 4.00 3.83 0.17 
instructional time 

7. Visibility 3.25 3.40 -0.15 3.40 2.49 0.91 

8. Incentives to 2.60 3.22 -0.62 5.00 3.17 l.83 
improve teaching 

9. Promoting 5.00 4.27 0.73 5.00 4.26 0.74 
instructional 
improvement and staff 
development 

10. Providing 3.40 3.38 0.02 2.20 3.23 -1 .03 
incentives for learning 

Comparisons in teacher and principal PIMRS responses at School A and 

School B are represented in Table 26. Perception differences were calculated by 
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subtracting the teacher' s average subscale score from the principal ' s subscale score. A 

positive difference indicated the principal subscale score was higher than the teacher 

subscale score. A negative difference indicated the principal subscale score was lower 

than the teacher subscale score. 

Principal A rated his/her instructional leadership behaviors higher than did 

teacher responses on eight of 10 subscales. The largest positive difference was 

recorded in Subscale 9, promoting instructional improvement and staff development, 

with a difference of 0.73. The largest negative difference was recorded in Subscale 8, 

providing incentives to improve teaching, with a difference of -0.62. Two subscales 

produced very similar perception results. Subscale 6, protecting instructional time at 

0.02, and Subscale 10, providing incentives for learning at 0.07, found the most 

similar perceptions between teachers and Principal A on the PIMRS survey. 

Principal B rated his/her instructional leadership behaviors higher than teacher 

responses on six of 10 subscales. The largest positive difference between teacher and 

principal perceptions was recorded in Subsca]e 8, providing incentives to improve 

teaching, with a difference of 1.83. The largest negative difference was recorded in 

Subscale 10, providing incentives for learning, with a difference of -I .03. Three 

subscales produced comparable perception results between teachers and Principal B: 

Subscale 1, framing the school goals at -0.13 ; Subscale 4, curricular coordination at -

0.18; and Subscale 6, protecting instructional time at 0.17. 

On Subscale 1 in interviews and focus groups, both the principal and teachers 

reported familiarity with how goals were framed for the upcoming school year. Even 
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interview responses indicated an understanding of the goal setting process, showing a 

0.55 difference in the perceptions between the principal and teachers. During 

interviews and focus group meetings, many School B teachers did not seem sure of 

how the school goals were set, yet their rating on the PIMRS survey showed a 

difference of -0.13, meaning the principal ' s perception was rated slightly lower than 

teachers. 

Differences in perceptions between teachers and the principal for subscale 2, 

communicating the school ' s goals, were similar. School A principal rated 

himself/herself 0.29 higher than the teachers perception, whereas School B principal 

rated himself/herself -0.33 below the teacher' s perception, almost the same gap in 

perception as School A. Teachers from both schools reported that they learned about 

the school goals during the fall in service meeting with all teachers. 

In Subscale 3, School A teachers reported that Principal A was in classrooms 

every week, a rating 4.08 for the teachers, lower than the Principal A' s rating 4.40. A 

majority of teachers commented on Principal A' s visits to their classrooms, indicating 

that once a week was common. 

School B teachers reported that Principal B was not in the classrooms as often 

as they expected because of meetings and district office obligations. 

Teacher groups from both schools perceived their respective principals as 

allowing teachers to make curricular decisions regarding Subscale 4, curriculum 

coordination. They also reported that Principal A and B were frequently involved in 

team and grade level meetings where curriculum was discussed. 

r 



In Subscale 5, the principal and teachers at School A had very similar 

perceptions about monitoring of student progress, as indicated by the difference in 

perception of 0.20. 
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Although School B teachers reported during interviews how Principal B used 

data to make decisions regarding programming for students, the teachers ' reported 

3.96 result was much lower than the principal's perception of that behavior at 4.80. 

Both groups of teachers reported their respective principal frequently used 

standardized test data to make data-driven decisions about students. 

Teachers from School A and School B shared very similar perceptions about 

Subscale 6, protecting instructional time. The difference in perception at School A was 

0.07, and 0.17 in School B. Teachers from both schools referenced an increase in the 

importance of classroom instructional time. Teachers reported that teaching time is 

sacred with few interruptions. Homeroom time is used for announcements or group or 

student organization meetings for students that would otherwise meet during or after 

the school. 

In Subscale 7, School A perceptions between principal and teachers were very 

similar, as indicated by a -0.15 difference. Even though Principal B and teachers from 

School B identified visibility as a perceived area of improvement, teachers perceived 

principal visibility with a score of 0.91 above the principal's perception. The results of 

two questions kept principal and teacher perception scores lower in the area of 

visibility. Question 34 pertained to the principal covering classes for teachers until a 



late or substitute teacher arrives, and question 35 asked about the principal tutoring 

students or providing direct instruction to classes. 
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Subscale 8, incentives to improve teaching, produced the largest gap in principal 

and teacher perception for both schools. Perception differences for School A were 

-0.62, while School B' s was 1.83. There was a wide distribution of scores from 

teachers. According to interview and focus group data from both schools, principals 

tended to informally recognize teachers in private. Some teachers preferred this, while 

others would like to see more public recognition. Teachers at both schools reported 

that giving presentations during staff developments was a way for principals to 

publicly recognize teaching staff. 

Both teaching staffs reported that principals were quite active in instructional 

improvement and staff development. Staffs in both schools have multiple 

opportunities to learn from each other, including staff development opportunities 

generated from the teaching staff. Even so, principal and teacher perception 

differences were almost identical, with School A recording a difference of +0.73, and 

School B posting a +0.74 difference in perception. 

In Subscale 10, providing incentives for learning, School A recorded the 

lowest difference in teacher and principal perception at 0.02. Principal B rated 

himself/herself the lowest in this subscale, with a difference in perception from 

teachers of -1.03. Even though there was a wide distribution of scores for both 

schools, a majority of the teacher responses where clustered around a rating of 3. 

Although some teachers could identify how students were recognized by their 
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achievements, some teachers did not seem aware of the student recognition programs 

implemented by their own school. 

SUMMARY 

This mixed methods case study explored the perceptions of teachers and 

principals regarding the principal ' s instructional leadership behaviors in two top 

performing Minnesota middle schools. The Principal Instructional Management 

Rating Scale (PIMRS) was used to measure the perceptions of Minnesota middle 

school teachers and principals in relation to the principal ' s instructional leadership 

behaviors. Interviews were conducted with the principals, teachers, and teacher focus 

groups to gather more in-depth information. The purpose of this study was to 

investigate the perceptions of middle school teachers and principals regarding the 

instructional leadership behaviors of the middle school principal and to determine 

similarities and differences in those perceptions. Chapter 5 will include conclusions 

and recommendations based on the data reported in Chapter 4. 



Chapter 5 

CONCLUSIONS AND RECOMMENDATIONS 

INTRODUCTION 

The purpose of this mixed methods case study was to explore the perceptions 

of middle school teachers and principals regarding the principals' instructional 

leadership behaviors in two top performing Minnesota middle schools. The 

perceptions of the principal ' s role in providing instructional leadership, specifically at 

the middle school level in Minnesota, had not previously been explored. A survey, the 

Principal Instructional Management Rating Scale (PIMRS), was used to measure the 

perceptions of Minnesota middle school teachers and principals in relation to the 

principal' s active instructional leadership behaviors. Interviews were conducted with 

the principals, teachers, and teacher focus groups in both schools. Survey and 

interview data were analyzed and organized according to each research question. 

RESEARCH QUESTIONS 

I. What are principals' perceptions of their instructional leadership behaviors 

in selected top performing Minnesota middle schools? 
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2. What are teachers ' perceptions of principals' instructional leadership 

behaviors in selected top perfonning Minnesota middle schools? 
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3. What are the similarities and differences in perceptions of principals and 

teachers regarding principals' instructional leadership behaviors? 

CONCLUSIONS 

Behaviors Principals are Perceived 
to Practice 

Themes that emerged from the principal and teacher responses have been 

organized according to principal instructional leadership behaviors that were most 

perceived to occur, and those perceived to occur less often. According to the data 

gathered from this study, principals were almost always perceived to engage in the 

following instructional leadership behaviors: clear goal setting, promoting 

instructional improvement and staff development monitoring of student progress, 

communicating the school ' s goals, and supervision and evaluation of instruction. An 

additional instructional leadership behavior frequently identified in teacher interviews 

and focus groups was the principal ' s ability to build positive relationships and trust 

with teachers. 

Clear goal setting. Although principals developed goals differently, both 

principals used data and a specific process to detennine the goals for the school year. 

All students were important to each principal, regardless of student demographic 

designation. Wagner and Kegan, (2006) outlined a number of components, one being 



the use of real student data, that must be considered, measured, and managed for a 

school to be successful. 
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One could argue that the competitive nature of both principals helped create 

student and school success. One principal in particular was reported by teachers to be 

very competitive. According to teacher reports, the principal set goals in his 

professional and personal life and encouraged students to do the same. Teachers 

reported that the principal ' s competitive nature motivated the students and staff to be 

the best they could be. Teachers viewed competition in test scores with other schools 

positively. 

Along with framing of school goals, the importance of revisiting goals 

throughout the school year was cited by a majority of teachers. Revisiting the school 

goals was accomplished in staff and team meetings, PLC work time, as well as email 

communication reminders. Referring back to the goals on a regular basis seemed to 

keep the goals clear and helped to maintain the school ' s focus and direction. 

Promote instructional improvement and staff development. Both principals 

reported that professional development opportunities to improve teaching and learning 

were encouraged. Teachers were asked to share their skills with others, thus building 

capacity in teachers as instructional leaders. The idea of building instructional 

leadership capacity with teachers aligns with the work of Pullan (2008) in building 

capacity to implement change, as well as Leana (2011 ), who described how teachers 

have human capital and that social capital is needed to improve instructional practices, 

thus helping students to be more successful. 
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Both principals in this study provided opportunities for teachers to learn from 

their peers through PLC work and teacher in-service time during which teachers 

frequently presented to peers regarding their work in the classroom. This practice 

supported Leana's statement, "Teachers were almost twice as likely to tum to their 

peers as to the experts designated by the school district, and four times more likely to 

seek advice from one another than from the principal" (p. 33). Both principals in this 

study provided a learning environment that focused on continuous improvement. 

Goldring et al. (2009) provided a definition of instructional leadership: "Instructional 

leadership refers to those sets of leadership practices that involve the planning, 

evaluation, coordination, and improvement of teaching and learning. It is also referred 

to as learning-centered leadership" (p. X). 

Part of the improvement in student learning comes from aligning curriculum. 

Instead of immersing themselves in the task of aligning curriculum, which Marzano et 

al. (2005) identified as having one of the lower effect sizes on student achievement, 

both principals trusted teachers and others with curriculum experience to make 

curricular decisions in the best interest of students. According to Elmore (as cited in 

Wagner & Kegan, 2006), teachers have been left to make choices on curriculum and 

instruction in the past, and administrators have assisted in keeping those processes 

internal. This type of instructional leadership behavior definitely aligned with 

MacGregor's Theory Y leadership style (Northhouse, 2009), in which employees are 

trusted to do the work for which they have been trained and hired. 
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Monitoring student progress. Both principals were perceived by teachers to be 

significantly involved in monitoring multiple data points to facilitate student 

achievement. Data points such as MCA and MAP test scores, student grades, progress 

monitoring data, and other data points, were accessed and analyzed on a frequent basis 

to alter programming, change curriculum, or provide student interventions as needed 

to promote student achievement. This allowed for flexibility in programming so the 

needs of students were being met in a timely manner. 

Communicating the school ' s goals. Both principals shared the school goals at 

the fall teacher workshop, throughout the school year in email communications to 

parents and families, and in staff development and PLC activities. Offering goals to 

the school community may also have provided an accountability mechanism for the 

teaching staff and students to continue putting forth their best work. Sharing school 

goals with the community can be a form of outreach, which Marzano et al. (2005) 

identified as having a significant positive effect on student learning. 

Supervision and evaluation of instruction. According to the 21 leadership 

behaviors outlined by Marzano et al. (2005), monitoring and evaluating instruction 

had a significant positive effect on student learning. Principals in this study used 

methods that best reflected their supervision and evaluation of instruction. One 

principal intentionally scheduled classroom visits into his/her day, while another 

worked exclusively with all new teachers in the building to establish high teacher 

expectations. Both made instructional leadership in the classroom a priority even 
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though their schedules were filled with other commitments both inside and outside of 

the building. 

Building positive relationships and trust. Researchers such as Giancola and 

Hutchinson (2005), Langley and Jacobs (2006), Marzano et al. (2005), Seashore-Louis 

and Wahlstrom (2011 ), and Mumford (2010) all identified the importance of building 

positive relationships in the leadership role. Most teachers at both schools reported 

maintaining a positive relationship with the principal. Teachers reported feeling 

comfortable in having conversations with their principal on any issue. Teachers 

respected that the principal may not always agree with their views or ideas, but 

appreciated that the principal would listen. Principals reported to make attempts to 

learn more about the personal lives of teachers to learn more about them as people. 

Individual teachers were rarely singled out in front of the group for praise, which 

teachers seemed to appreciate. All individual recognition was done on a private level, 

which the principals believed to build positive relationships with teachers. 

Furthermore, teachers in both schools reported a feeling of trust from their 

principal. In tum, principals trusted that teachers make sound decisions that would 

have the greatest positive impact on student achievement. Principals at both schools 

readily praised teachers for the tremendous work done in their teaching of students. 

Also, principals shared they could not do the work alone. They viewed teachers as 

valuable assets to the organization. Again, instructional leadership behavior of this 

kind aligned with MacGregor' s Theory Y leadership style (Northhouse, 2009). 

Employees are trusted to do the work for which they have been trained and hired. This 



style encourages leaders and workers to accept responsibility in helping the 

organization reach its goal, which provides for a high level of satisfaction. 

Less Probable Principal Behaviors 
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The data gathered from this study indicated that principals and teachers 

perceived the principal to engage less frequently in the following instructional 

leadership behaviors: visibility, incentives to improve teaching, incentives to improve 

learning, and curricular coordination. All four of these instructional leadership 

behaviors were rated lowest by teachers and principals. 

According to Marzano et al. (2005), leadership responsibilities with the lowest 

effect size according to the meta-analysis included affirmation; involvement in 

curriculum, instruction, and assessment; optimizer; relationships; and visibility. This 

information raises the question of whether school leaders should focus on only those 

responsibilities that have the largest effect size, while ignoring those with the lowest 

effect size. This information does not mean that those instructional leadership 

behaviors are less important than those perceived to be practiced more often. 

RECOMMENDATIONS 

The results of this study have provided valuable insight into the perceptions of 

the instructional leadership behaviors of two middle school principals of high 

performing schools in Minnesota. From the results of the study, several 

recommendations for professional practice emerged for middle school principals in 

how they can engage in quality instructional leadership practices. Those guidelines 

• 
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and recommendations, along with recommendations for further study are discussed in 

the following sections. 

Recommendations for Professional Practice 

The following recommendations are made based on the research study and the 

conclusions drawn from the data. 

1. It is imperative that principals have comfort and ability in using data. 

Principals use data to make programming and individual student decisions, 

and will continue to do so in the foreseeable future. This skill is vital when 

creating school goals and monitoring student progress. With school 

accountability measures in place, the principal ' s ability to effectively and 

efficiently handle data will remain essential to the school ' s success. 

2. Principals in this study provided opportunities for teachers to learn with 

their colleagues. Other principals should consider investigating staff 

development opportunities that are developed within their building. Using 

teachers as leaders for these opportunities allows the staff to grow as a 

learning community and honors the expertise and resources that exist in the 

building. 

3. Even though visibility was perceived to happen less often than other 

behaviors and has a smaller effect size on student achievement, visibility of 

the principal is still important. Being available to teachers and students 

helps build positive relationships, creating a safe learning and working 

environment for all. Also, being present in classrooms sends a strong 
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message to teachers and students about the importance of the work that is 

done in classrooms. 

4. Principals need to maintain the importance of building relationships. As 

Langley and Jacobs (2006) stated, building relationships will , "help 

increase interpersonal competence, intergroup cooperation, and flexibility, 

and this should result in an increased organizational effectiveness" (p. 7). 

Principals in this study understood that staff needed to work together as a 

team to provide the best opportunity for student achievement. 

Recommendations for Future Study 

From this mixed methods study of perceptions of middle school principals as 

instructional leaders, a number of questions can be considered for future research. 

I. In this study, principal and teacher perceptions of principal instructional 

leadership behaviors were very similar. A larger principal and teacher 

sample of effective middle schools may provide insight into this 

phenomenon. 

2. A comparison of teacher and principal perceptions in struggling schools 

with successful schools. The principals' perceptions in this study were 

similar to teachers ' perceptions. 

3. A correlation of a principal ' s length of service at a school and the school ' s 

academic achievement. Both principals in this study served over 10 years 

in their current positions at successful schools. 
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4. According to the results of this study and Marzano' s work on instructional 

leadership, principal visibility does not have as large of effect size as many 

other instructional leadership behaviors. Studying the most important 

aspects of principal visibility would be helpful for principals to focus their 

time and efforts in this area. 

SUMMARY 

This mixed methods case study explored the perceptions of teachers and 

principals regarding the principal ' s instructional leadership behaviors in two top 

performing Minnesota middle schools. Data were collected from principals and 

teachers using the PIMRS survey, interviews, and focus groups. 

In this study, teacher and principal perceptions of the principal' s instructional 

leadership behaviors were found to be mostly similar. Behaviors that were perceived 

to occur most often by teachers and principals were framing of the school goals, 

promoting instructional improvement and staff development monitoring of student 

progress, communicating the school' s goals, and supervision and evaluation of 

instruction. Interview and focus group data revealed the principal ' s ability to build 

positive relationships and trust with teachers was important as well. The importance of 

the study highlights possible instructional leadership behaviors that current and 

emerging instructional leaders should consider to improve their skills and increase 

principal effectiveness. 

r 
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21 Responsibilities of the School Leader 

Responsibilities of the School Description of responsibility 

Leader 

I . Affirmation recognizing and celebrating the accomplishments 

of students, staff, and the school as a whole. 

2. Change Agent consciously challenging the status quo; being 

willing to lead change initiatives with uncertain 

outcomes; systematically considering new and 

better ways of doing things ; consistently 

attempting to operate at the edge versus the 

center of the school ' s competence. 

3. Contingent Rewards using hard work and results as the basis for 

rewards and recognition; using performance 

versus seniority as a primary criterion for 

rewards and recognition. 

4. Communication developing effective means for teachers to 

communicate with one another; being easily 

accessible to teachers; maintaining open and 

effective lines of communication with staff. 

5. Culture promoting cohesion among staff; promoting a 

sense of well-being among staff; developing an 

understanding of purpose among staff 

developing a shared vision of what the school 

could be like. 

6. Discipline protecting instructional time from interruptions; 

protecting teachers from internal and external 

distractions. 
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7. Flexibility adapting leadership style to the needs of specific 

situations; being directive or nondirective as the 

situation warrants; encouraging people to 

express diverse and contrary opinions; being 

comfortable with making major changes in how 

things are done. 

8. Focus establishing concrete goals for curriculum, 

instruction, and assessment practices within the 

school; establishing concrete goals for the 

general functioning of the school; establishing 

high, concrete goals, and expectations that all 

students will meet them; continually keeping 
1, 

attention on established goals. 

9. Ideals/Beliefs possessing well-defined beliefs about schools, 

teaching, and learning; sharing beliefs about 

school, teaching, and learning with the staff; 

demonstrating behaviors that are consistent with 

beliefs. 

10. Input providing opportunities for staff to be involved 

in developing school policies; providing 

opportunities for staff input on all important 

decisions; using leadership teams in decision 

making. 

I I. Intellectual stimulation continually exposing staff to cutting-edge 

research and theory on effective schooling; 

keeping informed about current research and 

theory on effective schooling; fostering 

systematic discussion regarding current research 

and theory on effective schooling. 
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12. lnvolvement in curriculum, being directly involved in helping teachers 

instruction, and assessment design curricular activities, address assessment 

issues, and address instructional issues. 

13. Knowledge of curriculum, possessing extensive knowledge about effective 

instruction, and assessment 
instructional practices, curricular practices, and 

assessment practices; providing conceptual 

guidance regarding effective classroom 

practices. 

14. Monitoring/evaluating continually monitoring the effectiveness of the 

school ' s curricular, instructional, and assessment 

practices; being continually aware of the impact 

of the school ' s practices on student achievement. 

15. Optimizer inspiring teachers to accomplish things that 

might be beyond their grasp; being the driving 

force behind major initiatives; portraying a 

positive attitude about the ability of staff to 

accomplish substantial things. 

16. Order establishing routines for the smooth running of 

the school that staff understand and follow; 

providing and reinforcing clear structures, rules, 

and procedures for staff, providing and 

reinforcing clear structures, rules, and 

procedures for students 

1 7. Outreach ensuring that the school complies with all district 

and state mandates; being an advocate of the 

school with parents, central office, and the 

community at large 
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18. Relationships being infonned about significant personal issues 

within the lives of staff members; being aware of 

personal needs of teachers; acknowledging 

significant events in the lives of staff members; 

maintaining personal relationships with teachers. 

19. Resources ensuring that teachers have the necessary 

materials and equipment; ensuring that teachers 

have the necessary staff development 

opportunities to directly enhance their teaching. 

20. Situational awareness accurately predicting what could go wrong from 

day to day; being aware of infonnal groups and 

relationships among the staff; being aware of 

issues in the school that have not surfaced but 

could create discord. 

21. Visibility making systematic and frequent visits to 

classrooms; having frequent contact with 

students; being highly visible to students, 

teachers, and parents. 
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Increased Responsibilities of Principals 

Area of increased Description 
responsibility 
Instructional leadership Provide guidance, mentorship and leadership to 

teachers in regards to teaching methods. Also serve 

as a coordinator and manager of curriculum that 

meets state and national standards. 

Distributed leadership and While this leadership style removes some 

shared decision making responsibility from the principal , allowing this type 

of environment takes more time and requires a 

strong leadership skill set to navigate the challenges 

this concept brings to the organization. 

Increased public scrutiny in Test scores are publicized statewide and locally, 

a high stakes environment with the potential to affect property values, and 

autonomy of the school. Principals need advanced 

skills in "public engagement, interpreting and 

managing data, and political savvy" (p. 1 ). 

Federal, state, judicial, and Principals are expected to have a working 

union requirements knowledge of federal and state educational 

programs, educational law, and union contracts 

within the school setting. 
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Parent and community Leadership in this area requires developing ideas 

involvement and partnership that will engage parents and community in 

management partnerships and alliances that promote student 

learning and school improvement. 

Leading complex change ln addition to the above skills, principals must 

"take the reins in developing the organizational 

capacity and structure needed to support good 

teaching and learning in all classrooms, be skilled 

at dealing with resistance to change, build 

consensus among diverse stakeholder groups, and 

establish, communicate, and implement shared 

vision and strategic direction" (p. 2). 
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Reliability Estimates for the PIMRS 

Subscale 

Frame goals 

Communicate goals 

Supervision/Evaluation 

Curricular coordination 

Monitors student progress 

Protects instructional time 

Visibility 

Incentives for teachers 

Professional development 

Academic standards 

Incentives for learning 

Reliability 

.89 

.89 

.90 

.90 

.90 

.84 

.81 

.78 

.86 

.83 

.87 

*Reliability estimates are Cronbach Alpha coefficients 
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Principal Interview Questions 

Questions based on the PIMRS survey questions. 

1. How do you frame the school goals? 

2. Tell me how school goals are communicated to all stakeholders. 

3. What is your process for supervising and evaluating instruction? 

4. What is your role in coordinating curriculum? 

5. Describe how you monitor student progress? 

6. What steps do you take to protect instructional time? 

7. How do you maintain a visible presence in the school? 

8. What do you do to recognize or reinforce exemplary teaching practices? 

9. How do you promote professional development for your staff? 

10. What do you do to recognize students for their learning? 
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Teacher and Focus Group Interview Questions 

Questions based on the PIMRS survey questions. 

1. How does your principal frame the school goals? 

2. Tell me how school goals are communicated to all stakeholders. 

3. How does your principal supervise and evaluate instruction? 

4. What is your principal's role in coordinating curriculum? 

5. Describe how your principal monitors student progress? 

6. What does your principal do to protect instructional time? 

7. How does your principal maintain a visible presence in the school? 

8. What does your principal do to recognize or reinforce exemplary teaching 

practices? 

9. How does your principal promote professional development for the staff? 

10. How does your principal recognize students for their learning? 

158 



APPENDIX F 

Principal Instructional Management Rating Scale 
Principal and Teacher 

159 



PRINCIPAL INSTRUCTIONAL MANAGEMENT 

RATING SCALE 

Priarip■I hnn 

Published by; 

Dr. PbiLip Hallin&cr 

7250 Goln>oiotc Way 
Sarasota,. FL 3421'3 

Lcadingwlff.C:Om. 

813· 54 • $43 
plulip@]cadiogwarc.com 

AM righ11 IR nserved. 'Ru inltnmm:i may DDl be reprodu:ed in whole or io pan •ilhaut lbc Wlllllefl 
pamiuiioo of IDfl publisher. 

160 



..... l'lt!NaPAL INl'llllICl'IONL IIIAN.lGEMIINT 
liflNGIIC&LI. 

(A) klildN _________ _ 

~) Yem, II .. al Df'tbiucl®l )'Cir, U:,o. kM...., 'tlllb111i ainmt pracipli: 

_H 

_JO..IS 

,_lO-lS 

Ml!l'l'ftt n..-a Ii .••it......,•~•pial!illd'prilll:lpll....,_ haai111riir~D 
'bll!MDnl,__..llilltdsl:!1'1:)llilCipaljobpa,qtim1ad~ Ycc.llft..Wm__,_. 
1J11116c111 Ill 11111111 tt.,_ .-111aa--. 41'11tpi,IIICiPll1·lalillin1ipawt .. IIMl tellool ,wr. 

ltail.mdi,.....,,~- 'llacriml911111JDlderM•fill-llJlllli&;jlll,1116t"lor« fDl.9lle 
aftil.....,_ .... ._,___.,.__ Jltw .. 1'ClpOl!le mlllll-.-it: 

,~~~ ........ , ......... . 
l ........ ~ 
l ~ AIWIIMt lff:wir 

.. .__,._..,.....,._MWM1;11111,aur~ia---llw-.ww+• 
-,-10Mttqu.....,_ P1-tci8l41-,YON_...pllrC(uMlioa, Tr,IO...,."W ~tl'fquemaa. 
Tllllilc)'OII, 

r 

161 



162 

T•w•■tniMt ... )'Nr pliadpal ... t 

ALMOST' .AUdOIT 
1G'VD ,i\LWILYS 

I. fMMITHlilCIDJI.GOALB 

1. ---•foclaN4•ol....asbaaJ.wiup■ 2 } .. ·~ 

2 . ...... ICllocn.1••-~ ... ... lllli.»tbrlmlllq111.a l l • 5 
3. u. ...... ____ .._.._idnaal 

..... __ ..... ___ del ···- 1 ) -4 s 
4. UR•aa...__,..fDiw111111l~laplq 
die~•---..- 2 J 4 ~ 

5, .......... 1 ..... -.a,lllldntoodtllllllllilld 
l,y ....... lt1*~I 2 3 o1 ' 
II, COllDR1NlCA1'& 111B ICIIOOL OOAU 

6. ec:--..iAt, 1b.t 8IClioDh nilaiN, eflmti....t:, 
ID....,_. Df lbe Klloo1 COffllllUlllly 2 , 4 5 

7. n.-c.ldmralC!ld~-willltmam 
Iii -.ally llllll!lap 2. :J 4 :s 

• • --•i0dielllboel1-.~ ..... - ..... 
~docl .......... 2 l 4 :5 

9. ..... ~ .............. 111'11W8Nled 
ia hilldr •-W.-- ta 111e illl1IDol (e.g.. (111111d , 
arlblllllm._...,....._~.....-) 2 3 4 5 

Lt. ldr-1Da.lldiooh..-crml11kaa Ill bmmwilli 
..... (11,J. ill=· ltill-« MUIIIOIII) ~ 3 4 j 

I& IR,ll'llt\l_. A BVAUIATE ~nauC'tlOJII 

II , &aMt• lllao1-am)llilllilill otlllldi,eni-
~--._.pl&.tdnvtiaaoflkldtoo1 2 } 4 s 
12. ~---wmlpm,ii11M l!b•••1IMIIAI 
darooat iallrllCllcle 2 } 4 s 



163 

A.CJ«)ST ALMOST 
N5VS\ ALWAYS 

j}_c__....._. .................... 
rquls'llllis(mlbmal ..................... 
....... , ~--,•.:,, 11111 ia¥iiM 
'Mialeailedbmlmafanml~) i 3 .. s 

J4_,.. .................... iamdiaad 
,._... ~ tlllllalt(e.g., iD 
~c,r Wltlmenluldca) :i 3 .. s 
IS ,-Ollll ll(ledle ,.1aw, .. 111 ..._ illlnlClicaJ 
..--m~•.,._(._,..,1n 
coa.fnal «'Nllilm ....... } 2 :, .. li 

IV. COOIIDINA.'111: TBI a.t.lUUCl1LVM 

... Ma elurnitil ..,...111e fDr ~, 111• 
Clfflllllhlll jjllllMI, ..- lawts (e.J., 1111 ,nac:ipll. 
-.~or,..et I 1) 2 s .. $ 

17. Daw upoalle N111lts ofMolll....., 1lliliq.i.. 
llllliillCMrieUIM" dKlll.Olt 2 3 • $ 

ILMaaitorllllclillafooa4\IIOCIMIDIDaedlnitDCM1S 
6&1U111hcunimar~-..ce 2 3 4 s 

19 . .-.a lhaa,,mlapbltwwa Aittclliooh CWJt;:idar 
olljmiYK ad Iba ldlDlll'l lduffllllMt tll&t 2 J • s 
;ro.. ......,_......, iatht..,...clcutricua.lllll«IJII 2 ) .. s 

v. M01ffl'OII ffll.N:Nr noGDII 

11. M81l indJ,;idollty,.. _."ici dilcull lbulal ..... 2 ) 4 s 
22..Dilwararlera&,...._tNllll'lloilb1belanlty-
• w.iify cuaicular .......,_ Y'C81ac1Nt 2 3 .. 5 

n u.emm ...tadlS,-mrmautnllNIW'f;W ..... 
.,..,..IOW«d....ipla l 3 4 $ 



164 

AI..M08J .ALMOIT 
VEll. AL WA. Y.S 

lt. ~ limlal' 111111....,.-i~t,, 
titiag ~ farbir,-..1. 1 j • s 

.,_._ ~~al eff:m ~ ---witb -appamaities 
·fo, fll'lllelliaul neapilim .2 J • $ 

40, Qca!t ~ ~ appmbllliliet for ~blD 
a, .a...__, tc, 1.PCCl~I eon~ 10 6e ~ 2 ), .. s 

Dt, PRO!tiDJEJ'.ROIBS!IIONAL D&VEI.OPMINT 

4-l. ..._ lmlt iaanb lldiriM ...... ~ llflltt 
llfC rmli..,. 'WIii the lllmDll"I, .... 2 } ... :S 

42, Ar:tlvd)' ""ll(Xll't the aam ia che dlllunaa vf m• 
Mt;tLIIRil darilg ialNrYia ninilq l J. "' 1 

43. <:Mlln ~ ~ aftba wballl llltTia 
...,_ ~ ldl¥itiel :J -l 4 .,, 

44, CMd or~~ lueniau,:ti.ma: DmDllllm 

will, iiulrac:uoa l J ... 5 

45 . .Sm uide time ill~....._ :ro, adJffl, to, 
~ ~-ia£amBlum fiam. illNrv.iA tc:l!Mlia. 1 l 4 j 

x. ra.ovsot. JNCIHTIVU ro• I.JL\RNR!IG 

46, -~ lfldmll wll0 do- euperiar wml wilb fMM1 
t'l'Wirll9 lftd, • 1111 ~mil• mmtiaa ia Ille 
~ nnMAw 2 J ... } 

.1. U. ~ IIO lliooof __. f«t,,lldJIDC, 
11ec1-,F+srtt·~ ot Jilt bribfflOI « dliJenlhlp 2 3 .. l 

4$. ,.,,.., .. lillflRCI'~ acbi~ ~ lllflM''t!lllml: 
~ .seeiaJ in b! oBi,ci .. studats w:ilh lbci:' wgrk 2 l 4 1 

49. re- psrerm io ...... IJIMUlllt, ~ or ~lay 
~ ~m or~ 2. 3 4 

:SO-, S1,1~ ••n IIKiwt)- • illrir tmo;piciilil 
ail&lof ~ of 1t.wlmc comrMlicm lo ad 
~ In clla 2 3 ,4 " 

L 



AIOIIT THI AVl1IOI 

~Dr. Phi .. H.W.,•, --•lbe~~.W-,,,,-thlJ-tt,iSGAI,, 
(PD,tlS}. noti\!.tbialbitmit iii~-~ AMl)'sis &QllSanbdtloi'Hlliq, 
Htll-. warkedl•:allelldis,~, ad~al aalbedn:a' l1I'RW11il L~ 
dfftqamt ~ He hlllitca. Ill~ IIO~aolhaltheMorprrialiom 
~UIII Ullilcd S...._~ A1~ lllld~ He-<WIIIIIIIJ' P,~ IIJil 
&K:ult\'e DbimNlr ottbe Clllles,t ot Mer:apa,111&. Mitidal Uai~. iDW 

Tli: Plftllt8wa ~ witb !ht ~DG atee Milpitm (CJlif'amili) t.J.lillea Sdiool 
0listixt, &Lct.nJ P. Miia. ~ A& 1 _.,. _.._wm, itfflellllS .,.-~iDDII 
.-....tl(reliaWi~.S~~aadbM 11111!11 med lnovs l:Jl>filK)lelofprillelp■l leldllnlllp 
iiliio UIWlllll~Qmade,Alutrai■,EIM'ope. mlAtlA. 

The 8CIAie is ■Jia W!let 'by Kbool diltrids rot eYl1Mliaa illJ.d JJ~ &t.oel.opmMt fWPN1!i. 
lt ..,,...._ Jepl _...... for uae • a pwtom,d eYd!MiQo illllrllmnJr 1111d lau beirn 
~~Jim aau j~ ill ~aaal dlYdctnmt md "9ai:l impf(l'l"llllent 
( .. far~ Ji4wta lridfer, ~ ""'/,at:ofllP#W fwi,r, ENt:. •9kl, A'!bclm an 
tbe~ud• al1hl l'/II/IS w. wa-d in 7"" ~ ~~. 
~ No~ 1W.V' i!b&lf-.., aitl1 ~ L,aJ,:lm_,. 

1K PJJIRSis grp~ _, IM)' n be npaduc:ed •1'iaa lllll Wfi-. paDiliriol, cltb. ..-or 
Addili.oollll :irfmloersh an tht ~ of die.J!'l/tflS.lllll lbe ri8)JW tea,_ ._y be Clluiud from 
4-tnft,ll,bet(ai cover,...). 
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1B. PaDfCIPAL Dllff.RUCTIIOJlfAL lliii\NA.GIMINT 
MTING.SCAl.a 

PAR'f J;. l'b.e pmwll • liilknrias illlam.tiaa: if:imlncW■ do.JO lry flle·~ ~ -1111 ........... 
(A) Dll!rii:tW~ ____ ____ _ 

(B► Yow Sdlool'11Nlme: ____ _ _ _ 

(C) PliaGipal'a Nan: _______ _ 

(P) NumlNrafllCliiottl;wa)'Olll!pbwapiiaaipdllt lbisAoflaol., 

_ 1 

_2-4 

_ _ 1. 

_,S,9 

_ JO.l5 

_.s-t 

_lO-tS 

_m.are 11wi 15 

_...111tJ1!1,falit L, 

PAID' lli 1'1111i qnm--n ia fllllilDld lQp1w;iiwlu: profil! ,af:,om ...._. 11-~lil aHI> 
~ ...,.,,,. ,,._41-=n--.,,.~ ~ llfll'li'oes ml beba'IHlfll.. Yau w MCIII CO COMi4w CEb 
~iill#!Wof)'Ollrladlnlaipawr1111,-t.J«lioalymr: 

lailtwdl. ~~lbDy. 'Ila cirdi91bc: nlllll.bWUlfill ... fib,ibe lpl!Cik job-blbl'i1iot Cll' ,pl'IIIICUC:e 

• ,-Plllldac.i. It durima 6e pllt llilloal ,-.. f,;x' !he mpamie 111 e111Db -.mm«nt 
',..._.. .4iWt,,;r,...., 

., ... ~ 
3 reptll- .foillrtiwu 

2 •• -~ 
l tCllfll- AMIIUI' No.-

.1111 IIIOIM CW. ~mp(IIIM IM')' 8C:CGI ~ 1118 JOll'"JIICllcmcat Ill 8Cl~!iqtha _. llll(IRfriall 
~ 111>• qwn11111, Pi..cJm.olJlll:rau...._,-q_~. Ti)' ,o ~r IMf)'lfK!lbl&-

'l'Jad )'OIi, 
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TO'Nll.iat ot.ent di )'H . .. ? 

A.I.MOST Al.NOST 
){P.VUl ALWAYS 

J. 'FMMI 11II t;C8f)()L 001\L.S 

J, ~kll•~~ot~MboOt-wjdt 2 l .. 5 

i. lirti'iC Ilic r.:b:oott lliM8 ~ (If DO' 
,apootfl!IIU.. '-'I' IDNIIII IUD 2 l .. 5 

] , UK:0Rdat1$11..,._1'if;Olll!lf - Md inl.i:inUI 
~ to MCWC· II.ill' irtplll <iii pl ,dfqlopnlttll 1 l 4 5 

4. U.dalil 1m lllutent pa:ticimJace wt,., dei,,el.opiq 
11,e ldilco&',1 ~ plb l .. ~ 

,. DeYelap 1,11u bt ie ellily 1Diel91ood Uld UICd 
'9· ~JIii- in the •ilxd I l J .. 

II, OOltMt/NICAB IBI ICIIOOL, COAL.$ 

~- C'ammaiclsw .. achuol'l lmltibb tf&di .... 
to -.nbm af6ir attool ~ ;i 4 ~ 

1 . .Dlrnll the ll!hcd'i1 aeut.nio pu 1rich uedlM 
111:ftlml:r)---.,. ;i. 3- 4 ~ 

8. JWer~.che a:bd1 ~ p11 v.lim:mak-v; 
,:~~•hi~ 2 ] 4 s 

9_ EaluNI 111# ~be.ldtoot• ~le p.u 11Rt lftl~ 
ii bil8hJy viatbltit ffilpi.-,t :. die :tdtoal (e.g., poslm 
or blllltid bo!lirdi-Ol'l'flMl iflJ ~ prcpsii; 2 3 4 ~ 

JO.. Jlem 11o & Ulool'it pit ot «:iiMIOO ID ·t;-.,nun, ·wllli 
llbuials (~. iii, m1•i 1t tlr 41i!ICUlilOlll) 2 3 4 ~ 

m. SWPVJSE,. :I AWAn INSTRll'Cl'ION 

11, ~-* ~ priar:itia l>l'IIIIIMn lllW 
ca»11i1cm with tht gmls 11111 diftldian aftbe lldwal '2 3 4 s 

12. R..v.isw :ltlld4i# '!V'Oft ~Ii when .enluq 
cliilH'oCllrl ~liM .2 l 4 5 

I 
I 
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ALMOSJ ALMO!S'f 
Nl\'Elt AJ,..WAYS 

l3.~'iatbnmlo,111'itaa1 il....,_oo a 
....... ( ....... ~ .. -wulacl, 
1111111._.$ .,..._ Mdaay w 111111 uillYOln 
W'f.i1111D,.....••~~) 2 3 4 :s 

14.Pailll.nl .-,;.o .... ii___..~ 
F,11G1imi iii~~ (c,1,. la 
IIClmlallll9 anrillllll ffllll!IJiOal) 2 3 -'! :5 

ts. Padca iplCifiG -vt==• ■ ...., illlllllliical. 
pmadrainpm1 ........ fiNdblctC-,..ill 
~arwrilllmenJullicu) : , 4 s 

IV. COOmlNi\D T• CUllltKU.IN 

16. Mlb,dNtwc,iia..,..._.,b"°",,.,.....iu 
wn;;ulYm Cftm .... _,.(e:.J., de prmpal. 
w..pac~cr~ 2 ) 4 :5 

11. Dino llll[lml ti. - Of tc1IOOJ-wide laUIII ~ 
--. rarimllr dlcirianil 2 ) 4 :5 

ll. Maaia die a1uaiam maiculum 10 • chM I C11¥Cn 
lbt,:'hooh~cqlGli- 2 ~ ~ 5 

19. ~ I.be ovcdlf i.--1111 llmDllh i.lRKlllu 
ol,jNll'INaadlbtlidloohlldllnmamtlmtl: l . J 4 :s 

:JO. ~~i.k.ffllllllwaf'__..,..tlliu i :, 4 :s 

Y. MDNITOll lfflJIDllff noGUII 

2l. Mlletiadl~...ib tllltlffl IO itdC:lill __. ,... 2 :I ,4 s 

31 DiMle~ ..... n AHNIUl&awilblbafticully 
Di~ ellfl• ftWlllba,1111'1 .,.:_, l ~ .4 5 

23·. U..lllll•OMIJC!rfl;IW-t>wn 
~llnt:rl~pb l 3 ◄ ' 
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ALMOST ALMOST 
'NE\'BI ALWAYS 

38. Aam,wWp 411Klun' eionpiaaal ptdx,na:e bf 
writiq IDIIIIOI b lllllir ........ filu ;z 3 4 

;t9. llewnSJIIGial effadl by -.hm wi6 cppaliailim 
far ,-:,ftwiaml ...,,..;«m 2 3 4 s -C:r!l!li:epllYb y-qJ 9rowtb~fnr~. 
M * ~W4fd fOf' ~ «:Mibwl01H- IO tbe lllbooi 2 3 • 5 

JX l'JlOMO'R PRormlON.U. KVILOPNl!llfT -41 . Emure'lhll · t &ctMti:tll 8ll1aW b) lllJtl'f 
.,. ....,..,_. will 1M acbaol'll pall 2 l .. 

42. A.c:tiwly ~lflllml 1111! - in 1h11 clllalNIIII of ,sic.ilk 
mqain,il dmagirurriae ....... l .. :i 

~ CJMND ltle parqci,.tioa Qftle uoll! -Win 
ll'IIJl{IJlllfft ln1errloei •lmds } .. s; 

44, C..- ot tl!lltld llldMf ll!l(;el\'li,,e llldl:'i'lllliH: ~ 
~ ililllni:lifln 2 } 4 .s 

•s. Sec._. 1UH •• rai;,a11y mllilinp t'br aebm 'Ii) 
llbue idRJ ,ar ai:nmuiaa ma iaw-,ieos ,-;Ii..,... :2 3, .. ! 

X:. ftOVJDe INCKJfflVES IFO.I. LIWtNING 

,16. ,kc,oo i. ~ w11o e mpmar wmt with irtiriba1 
IPllldi Pict. a, u . hooar 11111 ar al!l'ltinn ill 41ie 
s,tln.c\pal'1 :ae,;,wa:er ] , ◄ 5. 

-47. U# ~JilbllC!) 1.0 llOflor --All f.QI- IC•drric:, 
tCC-Ompllihffl 1W l)dMlvklr or dawullip 4 J 

41. :b.QPiiza Rplioc.~ ~-or IJllpJe'l'!l!Jl'ltll 
t,' lffllJI ia ta off'~ 0.0 ~ 11!1 ~IYwoll 2 3 4 :,. 

ff~ nutMltp.al:s ID OIIIIIIIIUlritlt. UllpmWd « t:MIU'IM)t 
.-ai pa1mmnae or .:ontnlMm 2 3 4 s 

$0 • .SUJP!)lt ~ acsl\ltly • 6elr Rl:!Clpilian 
~ W#..-d of lQllielll C:OOln'bmicms ~ IUld 
~JllPllilmlWII cl- 4 5 



.uovt TIIE AtmlOlt 

J"tt6aar Dr. Phil~ H1UiD.IIJ.110CWolilllt ~ ~ ~ ~ SGale­
(PJMRS), rwcaMII. hi, dtKtlcnlll in Admillililnlliaa -1 Polie) Anal)'1iJ. 1nlm SmnfiJrd Uni•MiU-­
H11 t. wUlhd -• 111tllda, !11:r~ .. n wor. a8'poftu 5. Md,- 6e diinnrr of JO'Hnl NINinllip 
i:li!velapmm1 C1111m.. He bs _, • cmadlal 110 lducalioa d lieehbi:n cq,aaizllimi: 
.-ilJ.11,Nt lie Uaiited ~ Cued._ Alia, aad Au!llnlia. Ii$ ii <Wl'l!lld)· Pruleuar and 
2Miauti.vt Dir.mar oftM Cdle.fr' uf'Mampnml.. Mabidol UIJWllll;y ill 1'bailaDt. 

l1le i'IN/ISw cleYlllapld ..ti 611 cOGpllnllian ofdia Milpiw (C.llfxwia) ~ Sdlool 
l)lmi");iduriP. Wm.S!li,....._L AlanMKdl,iliQNlaJt,,ltmeea.pmfmimel 
~ otrehillllblllty a!l wlidl~ ad baa bam.,.. :in om' UI) m!dlet.<Jfpin{'ipll ludmbip 
ia Clif lJni.llOcl ,9tQt,. C!tu,;la. Aultrda, Jbupe. IIDil Aas. 

1'1111 stlk .is ll8o Wied 'by~ ~II lb lll'llluiliaa udllffUIIIRCilll dl¥CtlpmC!1!,1; ~ 
IL aw,ea- ..... llilllclda fof' M 14111 pcnca,el irwllllllian :inwu.MII lfdKl lBI bNl'.I 
reocaw....dlil IP/ lftafflM illlmille4 in~ dn!ei.nmt a dillrwl un;:.u, :1a1C:t111 
(.aae, fbr saqle, Bin Briqli. M..wc;;.. ti,, ~t f,w,,ilsir, lilllC, 191lll), ~ 
Ille ..,ltl"f....,.. wl mf!ltbtPIJIRSllilvt ,w,Mnd in•~ S::boal.Jovrrw, 
~~HASYBMIJeM ud~llill'~ 

Tbc l'l~ iii ~s)rtal m:I JUJ' a w ~ wtllloia the wriwm pemiuin of 611 
l!nJiblli', MdidOl»a ilfbnnalica aa tie~ Of'Cbt Pl~ IDNI 9ie r.iplll ta ill. UH'~ be 
til:IMill:I l>Qm itl11: ~ - - pap} 

~ 
I 

I 
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PL ASE ENABLE MACROS FOR SPELL CHECK! 

~ Institutional Review Board Apptication 
SRonso 

Progra Conduct of Research lnvolvlng Human Subjects 

~Tltll P•r~1,■■-•ot•ld!ltltllClloolp1IP' tr ................ ~ltc.M ..... Yofllwo ....... 
finJ,-ct~(H1111•ae.1ncw.1.-oc1otda_.rlnW:l'lle.....-ar•...,•-
...._ ..... ,=cq111w. af-'- 1111111 pdllel- fllltMlllllt Ill•~ ntNldloltll l .... Nlll!fl 
............ llelld ........ 1111, ......... ,1111 ............. ...., .......... .. 
Prlnlipalln..,_tlalllll ..................... ,.., ... ....,.lht,-c.,._ot.,.,......_9 
INcll!ll'ea• fl'lllli,.i., __,.,.._wlltlllwp,I....,_. ....... __.. .... .-, 11M1 ......,Joe. 
P"Pllill--.-...., 

UC8liOfl rJlile RM$ilteh( 'l'wo-OIII -- HIIOOla, ............. IMll lleNcl011nlill.._ allil --. ........ 
Pmc:lpa1 lrwtltlgillDf (Pit T odlll Vall Erp 

TY~d--HNl'cl'I: lliclll~ 0 Ulldllrvradullle O ..._ ~l!Jq. 8~ 
mdQI 

..... ngAcll:li'e• ... ,.. Dlt\'t, .......... ,an: 
lllphoiw- ,ao NJ USI Etna twa-,1e.c1.11.ai,. 0lt 

d1Dt00119Nab+M, ,..., 

Adiriscr ar CDU'IIII ~ tit PII It a M,.dtnt)~ Or, Jollll &tr 

Other IA¥il~ l.•••: Nora 

ff -,au~ 1n1h an~ ft'1m ,ing(bermfll!IJO,J,. ~ l9IIM'l:b /1111111 be 8llllnlilled to thM. ~l 
fRB at wail, M1 .a OQlly of ih ipp'IMI .lldll!r ~ ba fNcf wli SC-SU~ ,.q9 
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CERTIFICATIOtt ITATE•NT 

B)' algning below I catit)'Jag,_; 

• I hlwe J'$•andwil oofll)i/ ...-.111e 11111N' aa1CI spiitolllle Ellikf//Pffnc .... ,.,,_ CCNNM'f of 
JiNwdt --Huw~adoptedb!,' Ille St,. 0oud SIIRUrl..,_,.ly ~ 
RflhJw Baltd (1Milabl9 ,t .»www ....... ~icl.NP) 

• The WomwtiGl'I ift thil -lcllliori .. ~-

• I w. (IOnCllc:t 11111 ~ ii accordlfM:e • •• tlllM'l!ltllld: ~. e~ when d!altgls ~ 
need8d ID el!1tWIIM 111ft lnmedillt. •P.-1811 l'IIDrd lo t,Jtijiectt 

• I will Oblaiftwrlllan ~d llfnlficantdewdolll i'Offltt.ortglndf appro~ ptOIDcol o, 
COMert dCliCUnlfli($) Mien matd~ l!IICIM m-.., 

• I 'tlrill pn;itnply re,IGl1 to 1ho IRB UNOCPICCl9d ot Olhel'tt,,IIN lignilieanl idYerM n~s llat. ~r Ill 
1~ coine of1hit teM!lldl. 1 wil ,.. .. ,...Dflllltle ..-011$ lo~ he! efftci. af ~-
9-YWIIIS. 

• 1Vill report to the IRS and Ille-~ -~ IIIJ'iflcant ~ flndni;la tt'lf!t ~ dul!rll ... COUlle 
cf 1he•lZiy 11111 IN)' tff9dh rlabend _,...to•~ 

• I wll uae an lnformtd C0flNAi Pl'OOillll lhlt _,,. Polenlal-.'dl ~ fut, u,-a,taild 
Ille ~dlhe NINlrd1 etuct,, 1tle ...... d1t'tt p~ lliey n _.,tolMldlf'go, 1ht 
poli:nflll llllkl of"'-' lllftK)ICUn. ~ Ille~ flgnts .. • 1111· d.,,_., I wll e,_.. hi co,. 
...,.....;g•on orClltiem-.-.O 'Mii "8 ~.,..~-1ntorme11 of1tleM ~ 

• 1.,,;11 not lleli"W1Y p,,t r:Alhe l'NNl!d't ...,..l .fNIWfttt.n~NMll le~ 

• App,o\lal it in effect lor ON ·i,w Unl911 ~ itdcllild. 'fM ..... IICII • •IQl(t '° colllrluing 
revw 1M appnp,ai • 'MIi coq,ly Pf'Ollll#t 'atb lRB ~ lo f9POl1 ori t'lt llalllil of 119 ~ -

• .... ke9') ,._. d 1h11 ,....Ith, dall, OIBClfflfll MCI advarM .«edl ID Plffllh onooi~ 
1111,•lll'IWII drilks a'ld lbenefla lO ,-rtielparu.. 

• I am awa111 ttl,t C811181n •~rnenta 111111)' fl4lve their own atandlwd$ few oonducling ~. and 
"- it ii up to n to fammattm 1111ywlf with them. 

DIiie 
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TYP!OFR~EW 

MYIEWWORKIHEET 

Chick &I. ailegallle If•~ IPllt/ 10 )'Iii.Ir Nl8IRl'I. 

a 

II 

□ 

□ 

□ 

l. ........ 1111 .. IINla.MWC:1•1 lll ■-ntllMMnt......,elllllalion111W.lld1Ml'ilMil«I 
n.--a01111...-11111anllladllt111ma1n: 
• fnllNdlonlf, 1111111111-.-...,.,., cuntc:&al, ■ ~ IIWl...-nl llllll!Ddl 

~~---~-,,,1 ..... ,, ....... INIIG. ■ptltlldll, ..... _IQ _-, 
f119U ... , ,...,_. 11~-. Dr -.Ndllftaf l)IM: .,.,_.,. •• nl■ tllr ar....,...llr ti. 
mlllrrlal!IMI 

II ~ inl'Olifn9....,. -~ 2.'11111 IIAJll,dl. -•IIGIINtar ■PPDI..., 11111111: aMiullll OJ' 
DNdl .... for ...... aftllN -fl(llnlla of.....,_.flll ~ ll"NIY W illl!liiMtetl IM1l'I!, ih-11lllM't 's ........ 
t,r. ~ndf .. ailecONI • ..... .,ar ... .._ d--,_..., ~ 
..-im--.a. .................. , ltS1111.01'1hlt~•we; 
• "-ICliil'CN ... ~ 11'91111111 ■~II .....ci 11\' lhl In IL,11. If D ■ lftJtll■t ~I 

unnat be dllll:ly or IMllll!ll::lr ~ -

• • ~...,_ • ..,. .,........,,_,,. D ....... ar A(lal\l ._. 11111.__ID_.., ar 
........ ,..~,,, ..... p...-, 

'Ii, , ..... food ...., ...... liin tlldOOMli'litil ~ ...,,, ... , , ...... ~-Clalf,I,._; 
• ~bdsllllhalt ....... .ll.•.,_11111:00illlli'llal'iocll~tiJ~CMlii.i,OI 

.,......,.aUIDOl,.,li .. tt«M• _.,..WOIOlltMa,dlot~tlld01'14AdWi~11.. 
Eiil,,itoti .... ~ Afltnc:y, 01 U.B. ~•~Food 8lllltr Md i...-. 8IMc,a 

CCIQllltGIIC.....,_of~ ..... 

□ l lailllll,...._af~w ..... l .... an, ■111111,.....lll'IOIIIIIM~ll'lll'IMl~ntw 
CIIIIUl~■ illlllllllCPlld.<Na: ~an•i-■d-.--~,r-e,e-..sc. 
~ Iii wa...-wty OfNrllb MOC:illlid 11iit1, h 11M <llti• ~ ii ftl.il •(jlll• let~· 
....... }&Wdlcn......,~fllJ~fO••IIIWll-■llli !■P--.~■ppllcalartll.11111 
...-or ptlllll mnml .._II~ !'Dr nlltell!lg Ind ltlil lllellail "-11-. IIINin 
___ .... alNIN'll..-,.cl ..... 

□ LCelllalanallllaad_pllla .,, .... IIICl.lleellltdl.Nrlldl,ar~•1dbn: 
• flom ..... 9".~ ..... llltl0waif'lll1111811to~(Callldmm-.,nmtc,ceur._.llall:! 

-~--•a!CNI 11!11) R1 ti ■ft IMet: palildJ, ■ l!W,Cllllllr _,.,b ■m 1Ndr911. mnliilltflog 1'111 
.. ...,, ... 11..aa1 .. ~----lllll9;1DnlfflGUl'll,.~.--p'4IGldll111~ 
ffll!'lllllOIXUfll'IX999121hw1..-..-....--,.,,....,...,51)1Yt•S _.._..,.,., ..... 
flll'lOf.l 

□ Clilllctlon_,......., ••-• Dr "°""'911•• ,,...,. ,_......,, ~ 
'--.... 
• h■lrnn■il .. ln ■ n,nlllllpirg-, 
• 1Nltl alllilla ClluftlllalCIII DI' 111U1N ~-l'ldt:111111 ■ IINd b mradlon; 
• ...... ........ .-c .... ~--; 
• UI-• 11111..._ 
• plijOtfl•~-.... ,y, 
• amilJlii.M,1'111iwdltNitl'!toflil4iMtdlM~~-o,-.,._llllor: 
• IIIPl9•-, ....... dll!l.i .,..._ill'IIJCIIICIAIJ:. [lll!IMilldH•CCMdOtl ~ II ld-m■1hie 

,...,....,., ... !,'Udle .... OflfltWllll~ ... ~11 ~Ir,~~ 
■callpledlprllllf¥■dll!....,_; 

• ..._......JlllnOllll..._.llfllll,IOQll..,. • ..-,..___..,Dl'IIICIIIIII~ ..... ~.-.-..-.. ~ 
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0 Pf Otit-.ilo,uf dalll hadl nonim.111e "° c r t N rillltnilff In ~ pnw:1~. ,roccl.(IJ 
~11• "'"'111111__, _,_, umllon , lMIJpl. 11u 111aa--~ tllll cllhJlK LISild mLll1 be 
IIPflJl'iM Jr,, 1U1"'9 
~ IIWII■: 

• ~-- l•noi1irwlww,npU1ui ■vn1clna'l'lltlllS"e~•l• ·tte1111>,ec1 : 
• ~~ i...ac,1--.y~, 
• • ■9"'1* - lfflllll'!11; 
I ....... ~. d~. 111101}rll~ . llWdi:in ~ n Nly •~~ . -~ 

....,._,. ulJlllloor,f. dag"'IC9!l inl'ranid llrllpng, ~ ll"o!d t!Oli, 11n~ emt>Cadt911 '"~ 
• ~"-· "1Mllt1Nf 111911g1111lllthp. ~ ~-•llllnl, an~ 1181blll)' 'ledr\t ..tlaro 

... ~-..... h 19t, ~t. 11111 itlMlt1 O' Ille~ 

~ r ~of--~ .,....vldeo.--..i, ar 1m ... -~mdl b'l'RIHXh lPIIIJltll . 

il!I 11. IIHNldl aa ~etlll ........ ftl ~r ~ ~ -~QI ~-~ 
•~.~NUldion,h_lldill'a.....,. .. ilin, qt~~ 
~ll!ff 11!1 ■,_ suet, M l)ef'Olllllcn, ~Q ~Nliklilt, ilkl!1" !Mg~~ ~ti 
'-lift f#. ~ •• ""1llwb ~ If~-GIi' ■IIIIIIJ'lllito Is m■tntllbwtL 

PR0J£CT DOCRIPTIONI 

Sr.ef.y ■umll'a'.b '-~ "'"8rdl iJICI ~ 11;nNlcance ll!Clade 8') ti 1oll'.l<Mflil ; ) esea 
~l)Otleeie. 2) eeetrrdt ~ lntkd1'1'<i! ~ nd~n,;f,nt 11.arhr~s. i;ipp:n;!fl~ . .Jlld 31 
IU!'t'illill tilllol)' 

Purpat11 r;Jf ... Sluilty-TM ~of ... nud)' te to IIW...,.. Ille~- ol1lactlllr■ ■1111 
prinapirlis nopnlngdl■ 1l~.......,_I, p,w..,_ ~ tlM PN~ ll'Mf io MIHN!te­
limlll!l!IUN Md dltftl'NICN In~ ptiwpllora. 

S~l-'te cl iltt lilidr-l!q,llorint die perc.eplloll■ al bolh, gro ... wlli IIIIIIUiy 11,_H of ~ 
~ .,... ,Otf ~! ,....,.IMl'I. in ir\JMl..ctiGllllll '-aCNotltllp for lffll!Clp■I■• 

RliN■n:11 OitllliOM 
1.. liWhllC .,.. at .-.C:l!Nlt' ""'""n:,p41on of l!Mil' inNNlctiol'III INcliN'llllp ll'1 hilt ,-dormmg 

ftMOII 1111111 ... Kllloclili? 
2, 'l'ltlll .,. tlW t.MoheW P .... • Cit .. IIMCQl!lrl .. i~ l■llde•lp In high palfllnnlng 
,.....,.. ,lllllldl■ aai-i..1 
3, wtllt.,. ON, •lfllill._ iMII cMi!rerlCH- In ~1111 b■b■"n plllndpal.- llftdl -..C,.._,. 
lwgllldllllg llle prtnclpal'• llfletNclklMI 1,■-r.11!111? 

,~ PMl&II-TM c.. wtll'J d lie, adffllnlaltM It two Ml-«Jia hildilla SGlwoDIL 1fl\rlnclp11i. 
w.111 coaipl■I■ 11w pnnclpal Nraiaa D11111 Prh1iclpel bloa~FII -11"9•!111tn4 RatktQ-lc:alt LNIIRI► 
•IIIWY encl I p,lnclpll r ........ wtllli 11111Nil~ buH CHI 1lle P,IMRS. ,_._. WIii ~ ... ._. 
tNdl..- nnaon,,, aw .f'llruelpal ~-1J111~nt Raant kltt (PNRlt .. tvey. 12-t-1 
UacMrt wil lbe lllhrvlawed, witii qlllHbata .i-.d all lti. PIIIR$. lipprodrn111ttv 11-18 tNC:hffl will 
[IIUltdpal■ II fDQ• Ql'OIIPI, Ulling 11111 NIN quntloM lll■t....,. ~ . du"'-'9 tti. .. ,aiwr ,n .. rvJ■wL 

D■-~ .. ~, IWY¥}' WIii ... Mlt)ttd llllnt .,,..,. ■ullltcal calcuillhm■ . ..,...,.,.. 
focul. t._P ._ MIi - lrl~lfbff 11"4 eGICIINI. '-'11'!11n0111 'lllelllle WII IN a.ntlfilCI Find ntp0ned. 

SUBJ!.C'f POPU.U.l l()l'il 

fi'lQ'W many $4,~ 'ail perill;;ip!Q In IN r-1111e11.rer- V\tlo - !he~ l)e? 

The ca■■ lllllfr wlll IN NIIII.....,.,. ■t two Mill...- ,fflllklll 1choo1■. -!Ol.lril•..., 100 1 IO 
mlddl1 ldlool 11Ac ..... • t.-■11ad ID p~• I■ 111N Fin,.._ 1"'411!~1 M!WllglMlffli 
~ 8uill •[Plll!IR.lt Mll'VIIV', ~rodrtl..,. 1 Ml tiMctrllft be inlerYiewed ial119111■ 111KMII 
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INClllr I....,._ ........... ~l'llldla_, 11-11 tllUIUI wll !1111111111 • Ill_,. 11"119, .... ----......... _. ....................... ... 
,_...._■a1ma1,......111•1ai. ........ ..,.,. ,.._,..,.._.mio .. lnll!lwlealld, ............... _,.....,.. .....,,, ............ . 

2. 'Atlll .. 111 - cl potarr111111111jecW? (C,/cJt flil IJNt ffPIJIYJ 

B 0-7 
.. 17 

I :84 
3. 60ffll IIO!Mlion• .,. ~l'IICI -.,u..,.._. 1D COtmClfl or nu ~ w.i an,-d-.. IXIPI~ 

l»irwllNlo,-tk:iplle INMt•dl'7 (CNolreldillt~ 

□ cnldnln ~in1s • 11} □ 

§ ==-~--.. dllaltw•!tl0a1 lndlwklllilll B 
If..,, C, ... tbew v......,... ~ .......... chlil:Ud, pf0Wiida ~ far uling .... IIU~ 

pap lifllO.lt Mdl dfllll.,.. N1151111rdl 1h11 ... , .,. iftcludlcl kl tM ~ IO f !Ollcl lhlir tw,11 tnd ~ 

H no wlll!lteble .PQCIUlalionl 



8U8JECT •oatnFICAnotl ANO lt!CAt.ffllENT 

-4. ~wll ,-ntial ~ti.~ r .. g. ~~~~~fill~ "1;.J 
111d f'ICNllecl? 

................................. '"' ... ....., ... ~---llluillpi9 

., .,,__ ... "-"•1rota1119tRt WIii Dl!lillll•nl of liilllHIIINft lllillllltlllf!lnalloll plllodcat'IG -
JOH),Md•tt.,,t .... and.._...haOlll~~d,INnlitlllto~-.i"" 
flltdJ, 

:5 Ccpeuf achWIINfOlffll. llUll!tni boafd rdcel, llittllltciM IC!ipls, 
·-atladllltl 

, and at.. rwc:ruitnenl tniltl'ials 
IEttn [JNfA 

e ~ ~l!fatiQn QI ~ntP«mlMkwl 11, "~IRED tern 11W ~lclilal or 0!'98nlZall 111M 
allillil yo., in idei'ltil)'if19 and llliiCIUH~ ~ 

The l'clowing _.. .ebctled ll!'ld 11111 be~ tlmuttanecusly wtil tin app~n: 

Vn MIA 

0 ~ ~ fian f~•t lllicMing ~u, ID~ rnallri;III m ai,ir .-..., 

0 ~ Lda111rraii titm irdlpandllnl: ■1;hool{t) ~wfll ~ · 11C01i1M IQ•~ 

□ 181 L-~itnlffl9dkillorg1n~1)'111'#1 ~ao;;eitttl>ichll~la 

131 CJ 0.-.r ,_. e;qiflln Ltll:Wfroin """'rfl!IJIMl!III "PllltldOlln11 ld'lool 9tllelt 

□No 

"IO, ~ II~ of re\fllllrd WII be,~"' l'.fflCMlll:y. uh Cttdt. Oil illhefJ and when .. rn ilubjec':s rem,,11! 
t•g. 111.~dll'lwatudf, l'Nanilol,,,.flut;fy, orftN!CIJ~ 

,,....,_,..,_,Iv•• U011•unia1-..-.-.,.__,.tolPllllcf~IIUl!J--Jofaa11ff ...... 
•nt0os,.AND fl!IOCl!DURII 

8. C.Cribe rilNiln::h proc..ans and lilt l:ak$!aildm lhilt IUllf~ wll lb!il llliiteel 1Q 'l;lt;IITlp-

t. Tia anWdlt ■dloali p~ wll,........ PIIIR$ ■u,vay 4Jtl'lnolp;iif fonrit u■-, .....,,.....lltf, 
a., ........... p ....... wlil ..... .,.--., .. IWffJ'lillff. 

3. IR1111■1S-lln9..W ■--- ,rlnclplll lor 1C lu1loat ,-, '11111 CCNn_.111, PMtl 
,~(TWWfoftnt .,...,Swll-,Me--,. 
~ T..chlft 4M--.Jlal• .. ._......_.IIV l_,,-,le■ed ..,._ ___,__ 

I , .A. IDculi ,,_. d iNCIN,. {I-It._. b9 l■lwwla■ud ti, .... ....,1111 ...... 

r.td)Owring _. ---• 11111 ti.•~ ,lmu~~ Wtrl app!,eallon: 
Y• lil'A 

IISS □ A11fctlt(li It" OCIPf Of"'~ or.-~ INl!'llment. 

~ ~it• OOIPr of ln1lr,1h' q!Mllo111. 

ml □ ~1,,;ioopyot~ 

□ 0,.., "111111111, dlc'llilel, P"Ht •~ 
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TllitPwMcilllllll l........._l ...... .-d ........ {NIIRe•w,.._ ... w1111e ..... ...._n 
CO! ........ lllt\9)411Hkllf, M ... CIOMIUlloftef ._ .. 0Gtllc4!0ft INflOd,. IUNtf Nllt wlll!blt 
.......... dand ..... 111111ht8t. C'-1 ._ U.1¥'1na»..,.,., 11t,..,.,.., ............. 1o, 
Mln...,.._,llllllllwtl In •••*a,-. 
.......,.._ • ..,,__ ......... ~011a•......_c11¥a, ._,.,..,_IIICl,roc.trOUf 
----- lllaln_.._ ............ lk.ai.Nl-~Htvltl', 'llMIMIMll', 
llllenJftW nlfocalltfOIIIPdlta•lle ..,_ tor flat, llffl9'll'"liDane ...._,_,...,.._ _..,. .....,,..,.. 
lill l'IIW' .._ ...,_,., l!IWVN, 11111 focul.,.... _....,..,.. illllllft OM yw .r colllc:IIH, 

11 WI 1Mdllil ifadl ~ cr ,otMJ lctlnlllWr? DY• l!!Jto 
ff)'M. WI tfle. cllla be ,codecl Ind iidel ■:Ible i!'lfoM'IIIIIOl'I ~ [)Yea ~ 

l! YM, 8!1lilin 1M codifltl PKICl!III, whil lllddlticinal l'l'lflNUres wiil ~Ullm'l lo eep ~ dllla secure i11111C1 who 
will 11•~ ~ lo If?· 

11. TJ;t ..... Pdlllr ~ 1W1 fn111t Ne~ v,, b6 ~ {C!Mar OM. Y aM) 

B ,at; Ctlt ttUdy ~lllpl9l& Wollin l'rH ~ 
.t-m11 ~ra• ~ otw,r 

RIIKI AND _,.ll!FITS 

'2. tMJ! ~ ~ '""'1t IIIIOAl ·ll!M ff! I'll~ ICI ~? [}fee 181No. 
~-~ t,allt ~N!'!TI'rx~~ tn ~19!1N!m '8 M 01NiarihM llilr 
IHICOurl6ndirt· rir,iri'ifa or during rvvfN~ •~ orl'NII. 

13. Do. the ... ,ardl ilwatva: 

v. lllo 
D 1Z1 ~1P1irl.ie1~rt. or hm~~~ 

□ 181 !JraNndand!or~~IClld\lnltlfe.a.~ 
llOnft,mn,~.sirus.~~bN•r,f~, &) 

181 ~ Winiquet (e g. pi.-jnp ,-~ IIIC10IA!~. 8UtQ1tta &n 
twflt or #lltrJltlJofl. concNliltf fl'llt pa,illO&lt ol UJI .l'Nlillilltt, * ·' 6 ~ 
IINIIDIIZ GllJSYle1 

D ~ ll'MI • a!pi~dlricllmtdQ;IIUf!t ·•.:g QQI/IW1oOffl,ltJrxt, rewtw 
-of~ INCflclll'orfO'UcalioUI ~ -,;.J 

□ DJ 9aNiChll ~ fe.O. M:otloMi!LII) IIINI, #mbJ Crilllilliliao, -,.ial ~ 
~r.t ~ ~ Ml J1 ~ ec;t,ld ,ni.ill in :aoclll -Ind econcri: 
lllnri .r..g. ~ ~ar ,_,,.to~ lltandmg, ~~. 
~~ ~ -,efcJ If a, lnltell ri cori1!Clt!l4tlliJ GCCIJfl'ed. 
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14. 'Khlt i,NallliOl'II Will be 111111n ID Mllirrml OI ,._I'd pDIS1W MU. IIICO'lwlhMCN, 1111d ciillCCffl!cltl {e.r,, 

~-~ f1"l'llllOll:ofANd~WIIONft~_.~, llfl!.}'? 

a."'"P .. CIOllllll .. d .. ..,.....11,. llnat.-.. ..... _. .... IWM"' wll IM CIG+Nlls.4MI 
plhtllll;, ,__ ..... wllNl ......... d,.._... ...._ ol;anleil,-toll lf)' ....... Wonftllloflililll 
.. ,,... • .,co1 ....... 

INFO,._D CON8IENT' Plln'.ICUI 

The WOllnecl coltNL!'lt,PfOCINI llllglnl 'llltleft ~ 1111 _,row.I'll potenlial •~ Md cor!llnU!le tnro.lgl!lout ~ ~ .~ .•~ 
• ..,....... ,n~ l'1lllt tnitli"5 lilll Sll!Nlclllll 1o knrst S!Yillld ¥9......, ~ n_,.. OI' 

nattDparlicipiiil!a&al'MM!dl~ 
• dacuMnllng oonttntwidl • wNlm bm llgnlld by Im IUl!!Nt-
• ~ 110 .. .., .... , q""11on~ 4IU1111J 11!11 ~ and ansnunk:alingi av, nl!W 

8d9 lhlll ~ affect Ill• Iii~ Will!QIW ID conliftllt pa!liel~. 

Vllhen )'Our,..._. iwOll.iel iduidulll ~IM•°' 18, )'OIi muaOD11in and document Ille conltfltot 
---~llililNAMI, lf~rffNlldltwah'el~tc:ll'tlltloM·bllwHnllMl .-olln 18.~nor 
,..-IT!m l;,edccumarlacl •wal. A aigllpaflll;ICICIIIIIII ..... _.._. ~bm, a ~lal cuamt 
foni'I and e cllilCMMlrlOr Mlefll form. 

1$. N~ Olin""' ftnn• lllal iicludlJ lht ~ ~on. piNM Y191fr that }UUf r;:anilerll pmc11$S 

ildldi•----~: 
'(ft 

1'81 PnMas ■ dw .. ...,......_, atihe F11Jieci io ~ paticipeia. 

ig) EllpM!lll'I 1M ¥Olunlaty nMln d N ,....;ch Md~ h option IDwiltlihw • ll'rf ilffle-. 

Iii! lilclud• .,._.relier ,and! aMIICllr CCll1bict inFotm•liOn fDr qi&a■l!Onl 

a§ Expia1D ~n" how Ill ,aquOIIISluct)'IIHllk 

B ""'11,r;:anff!!t.-.. l!ie..,_..,._ •-- ,e:,wr1o1.,-110QlllMl!f. 

181 eonac.ntia~- N!I IMIJ bt ~In.~ t;wm c;irwtt, no ll!IQt lher1 1~ 
..-.riplOra~~-

1&. _,. ~ rwqulr9 mnNnl bffl■,for poanllal ~II: 

Tti. ill;lilntng - d■ched and J1mt be~ sillldlilnmlllr wWi h applil:aliall: 
v. ,.. ... 

B □ A~ lt!IIWIJlalllt ~• ...... •· 
B □ MuncollNlltflllln 

□ II lo PINll1Mflllilll'Cli9l'I COMWll fOfm 
0 18 A CIJW ... nt 11Cm 

17. ti applicac9, IO(Jlllln 1111 ~ IMi 'lio11 ~ UiMd 10 ollta!n clllla!'l'ilmaf ... CUil Ind ailK:h ii <lOpJ ~ UCll 
aNfltbffi., 

IZI net l1flllk:■bl&!no rnnDIS ~ 
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