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This section contains an annotated bibliography of selected sources drawn from the extant research for the reader who would like to know more about specific aspects of the principal effectiveness research.  Where possible, we selected publications that reflect empirical evidence related to principal evidence.  In some instances, we chose to include annotations that are issue or policy oriented rather than empirically based.  The short annotations are presented in a straightforward, compact, and uniform format for ease in referencing and using the information.  The matrix preceding the annotated bibliography is intended as a resource to connect the annotations with the seven principal performance standards.
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ANNOTATED BIBLIOGRAPHY


Barth, R. S. (2002.) The culture builder. Educational Leadership, 59(8), 6–11. Keywords:  Instructional Leadership; School Climate.

A school’s culture is defined as a deeply ingrained and complex combination of norms, beliefs, behaviors, values, traditions, and myths regarding the organization which are often resistant to change.  The culture in some schools is hospitable, and in some cases, it is toxic.  Among healthy cultural norms cited by the author were collegiality; trust; honesty; tangible support; appreciation and recognition; caring, celebration, and humor; involvement in decision making; protection of what is important; and open communication.  The role of the instructional leader is described as assisting the staff to continuously examine cultural norms of the school.  This includes discussing the nondiscussables, then keeping, re-examining, or discarding practices or behaviors based on their impact on student learning.  Toxic cultures tend to associate learning with punishment.  Culture building requires the will of the school leaders to transform the elements of school culture into forces that support rather than subvert the school’s purposes.  Development of a learning community where every member holds some accountability for the welfare of every other and for the welfare of the community as a whole was noted to be a priority for school leaders.

Beteille, T., Kalogrides, D., & Loeb, S. (2009). Effective schools: Managing the recruitment, development, and retention of high-quality teachers. Washington, DC: National Center for Analysis of Longitudinal Data in Education Research, the Urban Institute.
Keywords:  Human Resources Management; Student Achievement

This study found that managing personnel is one of the most important responsibilities of strong organizational managers. Effective organizational managers strategically hire, support, and retain good teachers while developing or removing less effective ones.  This study used value-added methods to examine the relationship between the effectiveness of a school and the recruitment, retention, and development of its teachers.  The study found that:
· Effective schools are able to retain higher-quality teachers and remove low-quality teachers.  
· When teacher vacancies do arise, these effective schools are better able to attract and hire higher-quality teachers.  
· Teachers who work in more effective schools improve more rapidly than those in less effective schools.
· School leaders’ personnel management practices play a critical role in improving schools.


Blase, J., & Blase, J. (1999). Leadership for staff development: Supporting the lifelong study of teaching and learning. Washington, DC: United States Department of Education, Educational Resources Information Center (ERIC), 2–18. 
Keywords:  Instructional Leadership; Human Resources Management.

This study examined the characteristics of instructional leaders that had a positive impact on classroom teaching.  Instructional leadership can be exemplified in coaching, reflection, collegial investigation, study teams, explorations into uncertain matters, and problem solving.  An inventory was administered to 809 elementary and secondary teachers who had various levels of teaching experience to examine their perceptions of whether staff development is a factor in effective school leadership.  The study found that effective instructional leaders significantly impact the classroom behaviors of teachers.  Behaviors of effective instructional leaders included talking with teachers, promoting professional growth, and encouragement of teacher reflection.  Findings on staff development confirmed the value of professional growth and reflection by teachers. The authors categorized six elements of staff development: 1) the study of teaching and learning; 2) building a culture of collaboration; 3) promoting coaching; 4) using inquiry to drive staff development; 5) providing resources to support growth and improvement; and 6) applying principals of adult development. 

Boris-Schacter, S., & Merrifield, S. (2000). Why “Particularly Good” principals don’t quit. Journal of School Leadership, 10, 84–98. 
Keywords:  Instructional Leadership; Professionalism.

This study involved interviews with 19 principals deemed particularly effective by their peers. The discussions of findings are embedded in the context of new research on principals as lifelong learners who publicly model intellectual curiosity.  These principals exhibited three characteristics in their continuous learning as professionals: professional identity, influence of liberal arts, and personal identity.  Specifically, these principals viewed professional development as an ethic and demonstrated a connection between their professional and personal lives.  They modeled deep interest in particular subjects and learning, connected their interests with the profession, and possessed a philosophy of continual improvement.  Such principals, described as “self-directed learners,” were aware of being unable to manage the principalship alone and the need to motivate and inspire others within the organization.  They modeled lifelong learning and shared their learning with others.  Implications for recruitment of future leaders and professional development were discussed.

Catano, N., & Stronge, J. (2006). What are principals expected to do? Congruence between evaluation and performance standards. NASSP Bulletin, 90(3), 221-237.
Keywords:  Principal Evaluation; Instructional Leadership; Human Resources Management; Organizational Management; Communication and Community Relations

This study used both quantitative and qualitative methods of content analysis to examine principal evaluation instruments, and state and professional standards for principals in school divisions located in a Mid-Atlantic state in the United States.  The purposes of this study were to:
· Determine the degrees of emphasis that are placed on leadership and management behaviors expected of school principals;
· Explore the congruence of principal evaluation instruments to instructional leadership and management attributes; and
· Explore the congruence of principal evaluation instruments with state and professional standards. 

Findings revealed school divisions focused on instructional leadership, organizational management, and community relations as responsibilities for school principals.  In other words, principals are responsible for multiple roles, and the complexity of principalship is increasing in this era of accountability. This study also found that principal evaluation instruments reflected common expectations for principals among school divisions and state and professional standards.

Charlotte Advocates for Education. (2004). Role of principal leadership in increasing teacher retention: Creating a supportive environment. Charlotte Advocates for Education.
Keywords:  Instructional Leadership; School Climate; Professionalism.

Teachers often cite working conditions as a major factor leading to their turnover; and principal leadership plays a key role in creating a positive working environment. This study explored the relationship among principals, school culture, and teacher retention.  Particularly, this study used surveys and focus groups to examine the traits and strategies of 20 principals who were identified as most successful in retaining teachers while continuously improving student achievement.  The findings indicated that these principals:
· Have characteristics of successful entrepreneurs (i.e., they are visionary leaders who possess the ability to conceptualize goals and operationalize the necessary place, and they are risk takers and problem solvers; in addition, they are self-motivated, tenacious, passionate, and committed.)
· Believe instructional, operational, and strategic leadership in their schools are equally important.
· Understand the value of people (i.e., they value teachers as individuals and expect them to succeed and grow; they give direct assistance to teachers and ensure they have opportunities to work collaboratively with their peers; and they also engage the teachers in meaningful decision making.)

Clark, D., Martorell, P., & Rockoff, J. (2009). School principals and school performance. Washington, DC: National Center for Analysis of Longitudinal Data in Educational Research, the Urban Institute.
Keywords:  Student Achievement

The authors used data from New York City to estimate how the characteristics of school principals relate to school performance, as measured by students’ standardized exam scores and other outcomes. The findings are:
· There is little evidence of any relationship between school performance and principal education and pre-principal work experience.
· There is some evidence that experience as an assistant principal at the current school is associated with higher performance.
· There is a positive relationship between principal experience and school performance, particularly for student achievement in math and student absences. The experience is especially influential over the first few years of principal experience.
· There is mixed evidence on the relationship between formal principal training and professional development program and school performance.
· The positive impact of principal experience suggests that policies that cause principals to leave their posts early will be costly, and the tendency for less-advantaged schools to be assigned with less experienced principals could result in more inequality.

Cotton, K. (2003). Principals and student achievement: What the research says. Alexandria, VA. Association for Supervision and Curriculum Development.  
Keywords:  Instructional Leadership; School Climate; Human Resources Management; Organizational Management; Communication and Community Relations; Professionalism; Student Achievement

Cotton identifies 25 essential traits and behaviors of effective principals that are related to success in one or more student outcome measures (e.g., academic achievement, attitudes, and social behavior). This text is based on a review of eight key research articles from the last two decades.  These 25 traits and behaviors generally fall in five categories:
1. Focus on student learning
· Vision and goals focused on high levels of student learning
· High expectations for student achievement
· High levels of student learning
2. Interaction and relationships
· Communication and interaction
· Emotional/interpersonal support
· Parent/community outreach and involvement
· Role modeling
3. School culture
· Recognition of student and staff achievement
· Support of risk taking
· Teacher autonomy
· Collaboration
· Shared leadership/decision making and staff empowerment
· Positive and supportive school climate
· Visibility and accessibility
· Self-confidence, responsibility, and perseverance
· Rituals, ceremonies, and other symbolic actions
· Professional development opportunities and resources
4. Instruction
· Importance of instructional leadership
· Discussion of instructional issues
· Instructional time
5. Accountability
· Use of student data for program improvement
· Classroom observation and feedback to teachers
· Norm of continuous improvement
· Safe and orderly school environment
· Monitoring student progress and sharing findings

The book also reviews differences in instructional leadership between elementary and secondary principals; male and female principals; and principals in high- and low-socioeconomic status schools. 

Darling-Hammond, L., LaPointe, M., Meyerson, D., Orr, M. T., & Cohen, C. (2007). Preparing school leaders for a changing world: Lessons from exemplary leadership development programs. Stanford, CA: Stanford Educational Leadership Institute, Stanford University.
Keywords:  Principal Preparation; Instructional Leadership; Communications and Community Relations

A case study approach was used in this study to examine the features of eight exemplary pre-service and in-service leadership development programs. Factors for success included the robust nature of the leadership model used in the program, the fidelity of implementation, the selection of candidates, and partnerships supporting the program:
· Recruitment and admission practices are rigorous, admitting strong candidates and diverse cohorts into the programs.
· Programs have formed collaborative relationships, working with institutions in their region to provide a comprehensive and integrated experience for program participants.
· Programs maintain an intense focus on instructional leadership and transformational leadership.

The role played by state, division, and institutional policies in developing principal development programs is discussed.

Fink, E., & Resnick, L.B. (2001). Developing principals as instructional leaders. Phi Delta Kappan, 82(8), 598–606.
Keywords:  Instructional Leadership; Human Resources Management; Organizational Management; Professionalism

This text gives a longitudinal description of an urban New York school division with a strong record of successful school improvement efforts over an 11-year period.  The division sought to strengthen school leadership with a professional development program that emphasized continual learning, problem-solving strategies, professional support, and mentoring.  A culture stressing the importance of teaching and learning was developed, and a connection between strong professional development and accountability has resulted in the division.  Core practices of this division in improving school principalship include:
· Developing nested learning communities that under principals’ instructional leadership continuously improve teachers’ capacity to teach children;
· Using an apprenticeship model of continuous learning in which principals’ professional development takes pace in dispersed settings (mainly, the schools) and is site-specific and site-generated (i.e., geared to the specific circumstances of individual schools and the people working in them);
· Build both intellectual capital and social capital within their schools;
· Developing leadership skills and instructional knowledge concurrently; and
· Ensuring accountability and professional support are intimately joined.

Fullan, M., Bertani, A., & Quinn, J. (2004). New lessons for divisionwide reform: Effective leadership for change has 10 crucial components. Educational Leadership, 61(7), 42–46. 
Keywords:  Instructional Leadership; School Climate; Human Resources Management; Organizational Management; Professionalism

The authors focused on how divisions from various areas of the world have brought about effective and sustained systemic change in their schools. Ten critical components for successful large-scale change emerged:
1. A Compelling Conceptualization
· Effective division leaders know how to use key advantages for implementing their vision.
· Division leaders build a coalition of leaders and develop pluralized leadership with teams of people in creating and driving a clear, coherent strategy.
2. Collective Moral Purpose
· There must be an explicit goal of raising the bar and closing the gap for all individuals.
· Everyone has a responsibility for changing the education context.
3. The Right Bus
· Effective leaders get the structure right first.
· Structure must reflect the underlying principles of an effective educational organization: a common direction and collective purpose; a laser-like focus on teaching and learning for both adults and students; and an alignment of structure and roles.
4. Capacity Building
· Leaders should focus on both achievement and the development of future leaders.
5. 
Lateral Capacity Building
· Effective leaders connect with schools within a division to develop new ideas, skills, and practices.
6. Ongoing Learning
· Effective divisions continually analyze and refine strategies based on systematically collected information.
· Effective leaders assess student learning and use the data for decision making.
7. Productive Conflict
· Change will inevitably produce conflict.  Leaders know how to distinguish productive conflicts from dysfunctional conflicts.
· Collaborative does not always mean being congenial and consensual.
8. A Demanding Culture
· Effective leaders establish a high level of trust combining respect, personal regard, integrity, and competence. Being well-intentioned is not enough.
9. External Partners  
· Active external partners are necessary, including businesses, community organizations, universities, etc.
10. Focused Financial Investments
· Effective division leaders ruthlessly redeploy existing resources in the service of teaching and learning.

Hallinger, P. (2011). Leadership for learning: Lessons from 40 years of empirical research. Journal of Educational Administration, 49(2), 125-142.
Keywords:  Instructional Leadership; School Climate; Organizational Management; Student Achievement.

Review of empirical literature examining the relationship between principal leadership behaviors and school effectiveness over the past 40 years was conducted.  Based on the review, the author presents a research-based model of leadership for learning.  Four specific dimensions of leading for learning are presented: 
· Values and beliefs: values and beliefs define both the ends toward which leaders aspire as well as the desirable means by which they will work to achieve them.
· Leadership focus: Leadership focus refers to the indirect means through which leadership impacts learning. The three main avenues or paths through which leadership is linked to learning are: 1) vision and goals; 2) academic structures and processes; and 3) people.
· Contexts for leadership: Leadership effectiveness is dependent or contingent upon identifiable features of the context or situation in which the leader works, e.g., staff characteristics, hierarchy, availability of resources, power relationships, etc.
· Sharing leadership: Leadership should be aimed at building the school’s capacity for improvement, and school improvement is about the development of human capacity.


Hargreaves, A., & Fink, D. (2003). Sustaining leadership. Phi Delta Kappan, 84(9), 693–700. 
Keywords:  Instructional Leadership; School Climate; Human Resources Management; Student Achievement; Professionalism

The sustainability of educational change was examined in a five-year study of school improvement programs in New York and Canada.  Historically, educational changes that have facilitated student learning over time have proven difficult to sustain.  A key challenge is in moving from the implementation phase of change when new ideas and practices are tried for the first time, to the institutionalization phase of change when new practices are integrated effortlessly into teachers’ repertoires.  The authors differentiated between maintainability and sustainability, the latter referring to change that endures over time, promotes the growth of all, and is not dependent on a particular school leader or external resources.  Sustainability in educational change comprises five key characteristics:
· Improvement that sustains learning;
· Improvement that endures over time;
· Improvement that can be supported by available or achievable resources;
· Improvement that does not impact negatively on the surrounding environment of other schools and systems; and
· Improvement that promotes ecological diversity and capacity throughout the educational and community environment.
There are three aspects of sustaining leadership:
· Leading Learning – Learning must be at the center of everything.  The primary responsibility of the school leader is to sustain learning, which is best accomplished with others.
· Distributed Leadership – Comprises a network of relationships among people, structures and cultures.  An organic activity dependent on interrelationships and connections.
· Leadership Succession – Sustainable leadership outlives individuals.  
Several suggestions are provided:
· A culture of shared leadership and responsibility should exist in the hearts and minds of many, not just on the shoulders of a heroic few.
· Within a school division, leadership may be horizontal among leaders, but should become a vertical system at the school level over time.
· The culture of distributed leadership should extend throughout the school community and beyond a tiny leadership elite.

Heck, R. H., & Hallinger, P. (2009). Assessing the contribution of distributed leadership to school improvement and growth in math achievement. American Educational Research Journal, 46(3), 659-689.
Keywords:  Instructional Leadership; Human Resources Management; Student Achievement Growth

This longitudinal study used multilevel latent change analysis applied to the relations among leadership, school academic capacity, socio-curricular organization, and student math outcomes over a four-year period.  This study found significant direct effects of distributed leadership on change in the school’s academic capacity and indirect effects on student growth rates in math.  Actually, the school leadership and capacity building are mutually reinforcing in their effects on each other over time.  The finding confirmed the notion that in settings where people perceive stronger distributed leadership, schools appear better able to improve their academic improvement capacity.  In turn, the positive change in academic capacity can lead to student learning growth.

Horng, E., & Loeb, S. (2010). New thinking about instructional leadership. Phi Delta Kappan, 92(3), 66-69.
Keywords:  Instructional Leadership; Human Resources Management; Organizational Management

The authors state that while broad agreement exists on the importance of instructional leadership, there is less consensus on what instructional leadership is. Some perceive instructional leadership as synonymous with classroom observation and directing teaching of teachers.  The authors call for a different view of instructional leadership, which includes broad personnel practices and resources allocation practices as the central pieces.  This different view emphasizes organizational management for instructional improvement rather than day-to-day teaching and learning.  The authors argue that although good classroom instruction is vital, the quality of teaching in a school can be affected only marginally by a principal’s involvement in the classroom.  School leaders have a tremendous impact on student learning through the teachers they hire, how they assign these teachers to classrooms, how they retain teachers, and how they create opportunities for teachers to improve.  All these are related to organizational management for instructional improvement.  Strong managers are effective in hiring and supporting staff, allocating budgets and resources, and maintaining positive working and learning environments.  The authors caution against conceptions of instructional leadership with a narrow focus on classroom instruction.

Horng, E. L., Klasik, D., & Loeb, S. (2010). Principal’s time use and school effectiveness. American Journal of Education, 116(4), 491-523.
Keywords:  School Climate; Human Resources Management; Organizational Management; Student Achievement

In this study, researchers shadowed high school principals in Miami-Dade County public schools for full school days, recording how they spent their time in five-minute intervals.  The purpose of this study was to examine the relationship between the time principals spent on various types of activities and school outcomes.  The study found that:
· When principals spend more time on organizational management activities, school outcomes are better, including student test score gains and positive teacher and parent assessments of the school’s instructional climate.
· Time spent on day-to-day instructional activities, e.g., classroom observations, is marginally or not at all related to improvement in student achievement.
· Time spent on day-to-day instructional activities is often negatively related to teacher and parent assessments.
· Only one-fifth of the principals’ time is dedicated to organizational management activities (e.g., hiring and managing staff and managing budgets); in comparison, almost a third of their time is spent on administrative tasks, e.g., managing student discipline, fulfilling compliance requirements, that do not appear to be related to improved school outcomes.

Leithwood, K., Harris, A., & Hopkins, D. (2008). Seven strong claims about successful school leadership. School Leadership and Management, 28(1), 27-42.
Keywords:  Instructional Leadership; School Climate; Human Resources Management; Organizational Management; Communication and Community Relations; Professionalism; Student Achievement 

The authors reviewed the international literature concerning successful school leadership and summarized the main findings from the wealth of empirical studies.  Seven research-based claims are made:
· School leadership is second only to classroom teaching as an influence on pupil learning.
· Almost all successful leaders draw on the same repertoire of basic leadership practices.  The core practices can be organized in to four categories: building vision and setting directions; understanding and developing people; redesigning the organization; and managing the teaching and learning program.
· The ways in which leaders apply these basic leadership practices—not the practices themselves—demonstrate responsiveness to, rather than dictation by, the contexts in which they work.
· School leaders improve teaching and learning indirectly and most powerfully through their influence on staff motivation, commitment, and working conditions.
· School leadership has a greater influence on schools and students when it is widely distributed.
· Some patterns of distribution are more effective than others.
· A small handful of personal traits explain a high proportion of the variation in leadership effectiveness.

Leithwood, K., & Jantzi, D. (2008). Linking leadership to student learning: The contributions of leader efficacy. Educational Administration Quarterly, 44(4), 496-528.
Keywords:  Instructional Leadership; Professionalism; Student Achievement

The article examined the nature, causes and consequences of school leader efficacy, including indirect influences on student learning.  Sense of efficacy is a belief about one’s own ability (self-efficacy), or the ability of one’s colleagues collectively (collective efficacy), to perform a task or achieve a goal.  The major findings are:
· Division leadership and division organizational conditions have a strong influence on school leader efficacy.
· The school leaders’ efficacy has a moderate influence on their leadership practices and on both school and classroom conditions.
· Leader efficacy has significant effects on student learning as measured by the proportion of students in schools reaching or exceeding the state’s proficiency level; however, these effects are indirect.
· The leader efficacy effects are significantly moderated by organizational characteristics but by none of the personal variables (such as leaders’ gender, experience, race, or ethnicity).

Leithwood, K., Louis, K. S., Anderson, S., & Wahlstrom, K. (2004). How leadership influences student learning. Learning from Research Project: Center for Applied Research and Educational Improvement, University of Minnesota (CAREI); Ontario Institute for Studies in Education at the University of Toronto (OISEUT); The Wallace Foundation. 
Keywords:  Instructional Leadership; Human Resources Management; Organizational Management; Student Achievement

This text addresses the questions of how leadership matters, how important those effects are in promoting student learning, and what the essential ingredients of successful leadership are.  According to the evidence compiled and analyzed, leadership is second only to teaching among school-related factors in its impact on student achievement.  Furthermore, such impact tends to be greater in schools of students with disadvantaged socioeconomic backgrounds.  Effective leadership is described as context specific, dependent on organizational, student population, and policy contexts.  A conceptual framework is presented, based on a systems perspective.  In this framework, leadership is viewed as central to student learning but is mediated by multiple factors, including state and division policy and practices, leadership preparation, school and class conditions, stakeholder views, and teachers.  Three sets of practices that make up the basic core of effective leadership are:
1.  Setting Directions
· Specific practices include identifying and articulating a vision, fostering the acceptance of group goals and communicating high performance expectations.
· Leadership practices in this category account for the largest proportion of a leader’s impact.
· People are motivated by goals which they find personally compelling, challenging, and achievable.
· Having goals can help people make sense of their work and enables them to find a sense of identity for themselves within the context.
2.  Developing People
· Specific practices include offering intellectual stimulation, providing individualized support, and providing appropriate models of best practices and beliefs.
· Contribution of this set of practices is substantial.
· Direct experiences with those in leadership roles has the most influence on motivation and performance.
3.  Redesigning the Organization
· Specific practices include strengthening division and school cultures, modifying organizational structures and building collaborative processes.
· Organizational conditions can blunt or wear down educators’ good intentions and prevent the use of effective practices.  Effective educational leaders redesign the cultures and structures in their organizations to support and sustain the performance of administrators and teachers, as well as students.

Leithwood, K. A., & Riehl, C. (2003). What do we already know about successful school leadership? AERA Division A Task Force on Developing Research in Educational Leadership. Retrieved from http://www.leadersdesktop.sa.edu.au/leadership/files/links/School_leadership.pdf.  
Keywords:  Instructional Leadership; Human Resources Management; Organizational Leadership; Professionalism; Student Achievement

The environment for school leadership is increasingly complex.  Curriculum standards, achievement benchmarks, increasing student diversity, programmatic requirements, and other policy directives from various sources are posing new challenges for schooling and making leadership more essential.  The core definition of leadership includes two functions: providing direction and exercising influence.  Leaders primarily work through and with other people.  Leadership effects are therefore indirect as well as direct.  Five assertions from research on school leadership are made:
· Effective school leadership contributes significantly to student learning, second only to the effects of the quality of curriculum and teachers’ instruction.
· Leadership effect on student learning explains nearly one-quarter of the total effect of all school factors.
· Principals and teachers are the primary leadership sources within a school.
· School leadership is not only limited to the principals, instead, it should be distributed across many roles and functions in the school. Principals exert leadership through different models of leadership, including transformational, instructional, moral, or participative leadership.
· The successful leader has a core set of leadership practices that are valuable in multiple contexts.
· Setting directions
· Identifying and articulating a vision;
· Creating shared meanings;
· Creating high performance expectations;
· Fostering the acceptance of group goals;
· Monitoring organizational performance; and
· Communicating.
· Developing people
· Offering intellectual stimulation;
· Providing individualized support; and
· Providing an appropriate model.
· Developing the organization
· Strengthening school culture;
· Modifying organizational structure;
· Building collaborative processes; and
· Managing the environment.
· Effective school leaders acknowledge and respond productively to the opportunities and challenges created by accountability policies.
· Market accountability–creating and sustaining a competitive school;
· Decentralization accountability–empowering others to make significant decisions;
· Professional accountability–providing instructional leadership; and
· Management accountability–developing and executing strategic plans.
· Successful school leaders respond productively to the opportunities and challenges of educating students of diversity, and facilitate high levels of school quality, equity, and social justice.
The authors concluded that school leadership may take different forms in different contexts, but it is more successful when the emphasis on teaching and learning.

Louis, K. S. (2007). Trust and improvement in schools. Journal of Educational Change, 8(1), 1-24.
Keywords:  School Climate; Professionalism; Student Achievement

The concept of trust has been a staple of organizational research.  The purpose of this study was to examine how trust affects teachers’ willingness to work with administrators to implement continuous improvement and quality management practices for their schools and classrooms.  Interview and focus group data were collected in five schools.  Two schools were characterized by high trust, and distrust distinguished three others.  High-trust schools exhibited more collective decision making, with a greater likelihood that reform initiatives were widespread, and with demonstrated improvements in student learning.  The author identified principal behaviors that affect trust, and also linked trust to shared leadership.  The major findings are:
· Trust is a core resource for improvement.  Quality management is more easily introduced in schools characterized by high trust, and more difficult to implement in low trust settings.
· Relational trust, instead of institutional trust, appears to be at the core of teachers’ experience with change.  Teachers’ perceptions of trust are associated with their assessments of administrators’ personal integrity and their character.
· Teachers do not clearly discriminate between interpersonal behavior (caring, concern, respectfulness) and administrative competence in initiating and orchestrating a complex change.
· Change oftentimes leads to a dip in performance and morale during implementation.  New policies often pose challenges.  A reservoir of trust nurtured before or early in the process of change process can be an important resource.
· Trust building cannot be separated from expanded teacher empowerment and influence.  Teachers are not passive actors, but co-constructors of trust.
· Distrust during the initiation of change process is often generalized to other later violations of trust; therefore, administrators need to keep their fingers on the pulse of trust.
· Trust of immediate supervisors and division administrators is associated with trust of colleagues as well; however, distrust is generalized across the board. 

Louis, K. S., Leithwood, K., Wahlstrom, K. L., & Anderson, S. E. (2010). Learning from leadership: Investigating the links to improved student learning. Center for Applied Research and Educational Improvement, University of Minnesota; Ontario Institute for Studies in Education, University of Toronto.
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This report is based on a six-year study funded by The Wallace Foundation to identify the nature of successful educational leadership and to better understand how such leadership can improve educational practices and student learning.  This investigation was among the largest of its kind at the time it was conducted.  It is noteworthy for the large database size, and the use of multiple theoretical and methodological approaches.  The key findings include:
· Collective leadership effects teachers and students.
· Collective leadership has a stronger influence on student achievement than individual leadership.
· High-performing schools award greater influence to teacher teams, parents, and students, in particular.
· Principals and division leaders have the most influence on decisions in all schools; however, they do not lose influence as others gain influence.
· Schools leaders have an impact on student achievement primarily through their influence on teachers’ motivation and working conditions; their influence on teachers’ knowledge and skills produce less impact on student achievement. 
· Leadership practices targeted directly at improving instruction have significant effects on teachers’ working relationships and, indirectly, on student achievement.
· Leadership effects on student achievement occur largely because effective leadership strengthens professional community—a special environment within which teachers work together to improve their practice and improve student learning.
· How leadership is distributed in schools depends on what is to be accomplished, on the availability of professional expertise, and on principal’s preferences regarding the use of professional expertise.
· More complex and coordinated patterns of distributed leadership appear when school improvement initiatives focus directly on student learning goals, as distinct from the implementation of specific programs.
· Teachers and principals agreed that the most instructionally helpful leadership practices were: focusing the school on goals and expectations for student achievement; keeping track of teachers’ professional development needs; and creating structures and opportunities for teachers to collaborate.
· The actions that principals take to influence instruction are of two complementary sorts.  One sort aims to set a tone or culture in the building that supports continual professional learning (Instructional Climate).  The second sort involves taking explicit steps to engage with individual teachers about their own growth (Instructional Actions), e.g., direct observations and conversations with teachers. 
· As the poverty and diversity of student population in a school increase, teachers’ perceptions of their working contexts become more negative.
· Teachers’ perceptions of their experience with leadership is more favorable in elementary as compared with secondary schools, and in small versus large schools.
Implications for policy and practice about school leadership are described. 

Marks, H. M., & Printy, S. M. (2003). Principal leadership and school performance: An integration of transformational and instructional leadership. Educational Administration Quarterly, 39(3), 370-397.  
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This study focused on the school leadership relations between principals and teachers, to examine the effect of active collaboration around instructional matters on teaching quality and student performance.  Qualitative and quantitative methods were used to study 24 restructured elementary and secondary schools.  The analysis is grounded in two conceptions of leadership—transformational and instructional:
· Transformational leadership provides intellectual direction and aims at innovating within the organization, while empowering and supporting teachers as partners in decisionmaking.
· Shared instructional leadership involves the active collaboration of principal and teachers on curriculum, instruction, and assessment.

The study found there was a considerable variation in the degree to which instructional and transformational leadership behaviors were exhibited in different schools.  The authors found that transformational leadership is a necessary, although insufficient, condition for shared instructional leadership.  In other words, if a principal demonstrates no capacity for transformational leadership, i.e., articulating a vision, providing structures for participatory decision making, building consensus toward productive school cultures, and promoting collaboration, the principal is not likely to share responsibility with teachers on matters of instruction, curriculum, and assessment in the instructional leadership model.  The authors concluded that transformational leadership and collective instructional leadership are complementary.  Transformational leadership places importance on vision building in the organization, but the model lacks an explicit focus on teaching and learning.  Instructional leadership emphasizes the technical core of instruction, curriculum, and assessment; therefore, it can provide direction and affect the day-to-day activities of teaching and learning and move the school forward to enact the vision.  An integrated leadership of these two models is recommended.  When transformational and shared instructional leadership coexist in an integrated form of leadership, the influence on school performance, measured by the quality of pedagogy and student achievement, is substantial.  The findings also suggest that teachers have both the desire and the expertise to lead.


Marzano, R. J., Waters, T., & McNulty, B. A. (2005).  School leadership that works: From research to results. Alexandria, VA:  Association for Supervision and Curriculum.
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Meta-analysis of research over 35 years was conducted in order to quantify the impact of school leadership practices on student achievement.  The authors computed an average effect size of .25 between the leadership behavior of the principal and the average academic achievement of students in the school.  Twenty-one responsibilities of school leaders were provided along with their correlations to student achievement: 
1) Affirmation; 2) Change agent; 3) Contingent rewards; 4) Communication; 5) Culture; 6) Discipline; 7) Flexibility; 8) Focus; 9) Ideals/beliefs; 10) Input; 11) Intellectual stimulation; 12) Involvement; 13) Knowledge; 14) Monitoring/Evaluating; 
15) Optimizer; 16) Order; 17) Outreach; 18) Relationships; 19) Resources; 
20) Situational awareness; and 21) Visibility.  A factor analysis showed how the 21 responsibilities interact and how they are applied for change.  These were subsequently ranked by the degree of their relationships to first-order (incremental) and second-order (complex) change. The authors found that when a school is involved in the day-to-day (first order) changes, or the next logical step type of change, all 21 principal responsibilities are important to varying degrees. However, when a school is involved in dramatic (second order) change, the principal must emphasize certain responsibilities and minimize others. Therefore, different skills are important for different types of changes.  Comparison was made between the 21 responsibilities and Cotton’s 25 leadership practices (2003).  

The principal’s ability to select right work is crucial for effective leadership and improving student achievement.  Many schools work “hard” but not “smart” in that they select interventions that have little impact on teaching and learning. The authors recommend focus on 11 factors in three categories:
· School-level factors
· Guaranteed and viable curriculum
· Challenging goals and effective feedback
· Parent and community involvement
· Safe and orderly environment
· Collegiality and professionalism
· Teacher-level factors
· Instructional strategies
· Classroom management
· Classroom curriculum design
· Student-level factors
· Home environment
· Learned intelligence and background knowledge
· Motivation


Mazzeo, C. (2003). Improving teaching and learning by improving school leadership. Washington, DC:  National Governors Association Center for Best Practices 
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This Issue Brief provides guidance on policies concerning recruiting and developing better principals.  The author called for enhanced licensure, preparation, and principal professional development, indicating that most state leadership policies and practices are outdated and inadequate for the needs of current leaders:
· Licensure–remove barriers so talented individuals can enter the profession and move toward a more performance-based system for certifying school leaders.
· Preparation–allow and expand alternative preparation programs and develop a rigorous system of accreditation. 
· Professional development–use No Child Left Behind legislation to assess practices in low-performing schools and move toward more effective, research-based professional development.
Three primary leadership roles were suggested that promote student learning:  
· Principal as entrepreneur–develop and sustain a focus on instructional improvement while protecting teachers from outside intrusions.
· Principal as organizer–bring ideas, programs, and strategies that can improve teaching while also reforming.  Engage internal and external partners in improvement efforts.
· Principal as instructional leader–build data-driven professional communities where every individual is committed to and accountable for improving student learning.

Reform efforts on licensure, preparation, and professional development in several states were described, with recommendations on immediate and long-term actions for policymakers provided.  

Moonlenaar, N. M., Daly, A. J., & Sleegers, P. J. C. (2010). Occupying the principal position: Examining relationships between transformational leadership, social network position, and schools’ innovative climate. Educational Administration Quarterly, 46(5), 623-670.
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The purpose of this study was to investigate the relationships between principals’ positions in their schools’ social network in combination with transformational leadership and schools’ innovative climate.  This study was conducted among 702 teachers and 51 principals in 51 elementary schools in a large educational system in the Netherlands.  Findings indicated that transformational leadership was positively associated with schools’ innovative climate.  Principals' social network position, in terms of centrality, was also related to schools' innovative climate.  That means the more principals were sought for professional and personal advice, and the more closely connected they were to their teachers, the more willing teachers were to invest in change and the creation of new knowledge and practice.  These findings confirmed that notion that principals play a buffering role in relation to reforms, innovations, and organizations that permeate the school from the outside; and effective principals can help schools to avoid instructional incoherence due to myriad influences pulling the school’s agenda and resources in a variety of different directions.

Portin, B., Schneider, P., DeArmond, M., & Gundlach, L. (2003). Making sense of leading schools: A study of the school principalship. Seattle, WA: Center on Reinventing Public Education.  
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This is report is based on in-depth interviews with administrators and teachers in 21 schools in four cities across four states.  It included elementary and secondary public, private, and charter schools; and successful and in-progress schools.  The research was guided by three areas of inquiry: the core roles played by principals, how these roles varied across the different kinds of schools, and whether current principal preparation programs are adequate for addressing the demands of the role.  Five major conclusions are described:
· The core of the principal’s role is to diagnose the unique needs of the school and find the resources and talents to address them.
· Seven leadership areas are suggested as critical, regardless of the type of school:  instructional, cultural, managerial, human resources, strategic, external development, and micropolitical.
· Instructional–Assuring quality of instruction, modeling teaching practice, supervising curriculum, and assuring quality of teaching resources.
· Cultural–Creating a school climate and sense of tradition that supports the goals and commitments of the school.
· Managerial–Tending to the operations of the school, e.g., its budget, schedule, facilities, safety and security, and transportation. 
· Human resource–Recruiting, hiring, firing, inducting, mentoring, and developing teachers and administrators.
· Strategic–Creating and promoting a vision, mission, goals, and means to reach them.
· External development–Marketing and advocating the school’s interests in the community.
· Micropolitical–Buffering and mediating internal interests, and maximizing resources (financial and human).
· Principals have the responsibility of ensuring that all seven areas of leadership are addressed, but this may occur through delegation and shared leadership.  School leadership is not a “one-man band;” it can take the form of Jazz Band leader and Orchestra Conductor.
· A school’s governance structure affects the ways key leadership functions are performed; particularly, the degree of shared leadership and authority/freedom of action.
· Principals generally relate that they learned essential leadership skills “on the job.”
· Topics that principals wish had been covered in their training programs include: conflict resolution, cultural sensitivity, problem diagnosis and solving, organizational theory, and most of all business and financial administration.
The report suggests that a variety of school leadership skills are necessary for school success and may depend on the needs of the school.  

Ruebling, C. E., Stow, S. B., Kayona, F. A., & Clarke, N. A. (2004). Instructional leadership: An essential ingredient for improving student learning. The Educational Forum, 68, 243–252. 
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The role of school leaders in ensuring student achievement of curriculum was studied by reviewing curriculum development work that had been conducted nationwide in a number of school divisions.  The study was designed to determine the degree to which mathematics and language arts curricula were being effectively implemented, and to identify the missing instructional leadership behavior.  The author collected data through administrator interviews, teacher surveys, and classroom observations.  Results revealed poor teacher understanding and implementation of the new curricula and assessments.  A follow-up study was then conducted two years later by trainers from the School Improvement Model Center (SIM) at Iowa State University.  Curriculum implementation in the states of Florida, Georgia, Indiana, Arizona, and New York was examined.  The authors suggest that a necessary, but missing ingredient for satisfactorily achieving learning results is effective leadership behavior related specifically to developing and monitoring the implementation of curriculum.  Researchers found a lack of leader participation in the curriculum development and implementation phases, not holding teachers accountable for implementation, and general lack of knowledge regarding assessment and student performance.  The authors note several implications for school improvement related to the school leader’s role in curriculum implementation, assessment, and student learning.  The authors suggest a number of ways that principals can improve on the results of the study:
· Participate actively in the development of curriculum.
· Provide opportunities, tools, and resources for all teachers to understand and use new curriculum and assessments.
· Hold teachers, students, and themselves accountable for achieving results.

Ruff, W. G., & Shoho, A. R. (2005). Understanding instructional leadership through the mental models of three elementary school principals. Educational Administration Quarterly, 41(3), 554- 577.
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An empirical case study of three urban elementary principals at different stages of their careers was conducted to examine the similarities and differences in mental models of instructional leadership among experienced and novice principals.  The purpose of the study was to describe the mental models these three urban principals used to construct their role as instructional leaders.  The authors used a combination of methods to collect information which included interviews with each principal, naturalistic observations, observation during a contrived exercise, observation during a faculty meeting, interviews with teachers about the principal’s instructional role, and a review of relevant artifacts pertaining to instructional leadership.  A common cognitive structure emerged.  The issues, conditions, daily routines, and words used in describing all three principals were similar. Yet, significant differences were found among these three effective, typical, and novice principals in terms of the meaning each of them attached to those issues, conditions, routines, and words.  Effective principals exhibited student-centered goals and strategies focused on student achievement as well as proactive, consistent, and participatory decision making.  The mental model of the novice principal indicates that the programs appear to be segregated and separate from the principal’s work with people.  Some of these tactics are not tempered to the situation at hand.  The novice principal used a limited set of tactics or strategies learned during preparation coursework, or professional training.  The mental model of a typical experienced principal demonstrated an internalized locus of control and a connectivity among different tactics, which varied to fit the context of the situation.  The mental model of the experienced and recognized principal reflects an internal locus of control, with a student-centered standard of assessment as opposed to external accountability measures guiding assessment and an organizational rather than personal orientation toward school leadership.  The importance of consideration of the mental models of all school leaders within a system is emphasized due to the potential ability to expand or limit organizational effectiveness and levels of student achievement.

Simkins, T. (2005). Leadership in Education: ‘What Works’ or ‘What Makes Sense’? Educational Management Administration & Leadership, 33(1), 9 – 26.
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Traditional and emerging approaches in thinking about leadership were compared.  In traditional views, leadership was considered to be individualistic, hierarchically based, more important than management, and was the result of leaders “doing something” to followers.  The idea that leadership can be based on the assumptions that “what works” can be identified, prescribed, and replicated are an inadequate way to conceptualize leadership, or even inappropriate and unhelpful.  Emerging approaches of leadership recognize the importance of context and allow that leadership is a complex process involving many individuals.  Leadership is considered a key factor but not the only factor in the success or failure of an educational organization.  The leadership/management distinction is unnecessary because leadership is only one factor among others within a social system.  In addition, the context of leadership is crucial.  The author argues that at least three kinds of leadership roles appear to be emerging as significant within the current policy environment:
· Enhanced line roles: leading, managing, and supervising others to ensure their effective performance;
· Project roles: orchestrating the use of resources to achieve specific ends, often oriented to the achievement clearly delineated, narrowly focused short-term outcomes;
· Networking roles: working with individuals and groups in other organizations to build partnerships for tackling common problems or sharing shared purposes.
The author argues that in the world of educational leadership, “making sense of things” is as important as “seeking what works.”  The policy context of leadership is considered, concluding with identification of six dimensions of sense-making for school leaders.
· Making sense of the ways in which leadership itself is conceived;
· Making sense of the role and purposes of the organization within a dynamic and conflictual policy environment;
· Making sense of the ways in which leadership roles are changing and should change;
· Making sense of the ways in which power and authority are and should be constituted and distributed in educational organizations;
· Making sense of ‘other worlds’ across inter-professional and organizational boundaries; and
· Using leadership development to understand sense-making itself.

Tucker, P., & Tschannen-Moran, M. (2002). School leadership in an era of accountability. Richmond, VA: Commonwealth Educational Policy Institute.
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An overview of the current status of principalship in Virginia and synthesis of challenges in the field was presented.  Based on national- and state-level data, four major concerns regarding principalship and policy initiatives in each area are described:
1. Working conditions
· Challenges include: extensive time demands, increased expectations for instructional leadership and operational management, lack of administrative and clerical support, insufficient authority to effect change, increased organizational challenges, increased stress and inadequate compensation.
· Policy initiatives include: restructured roles, allocation of more personnel, increased authority and flexibility, salary benchmarks, portable benefits, incentives and recognition programs.
2. Shortages
· Challenges include: anticipated shortages, retirements, attrition, difficulty attracting high-quality candidates and lack of diversity.
· Policy initiatives include: identification of talent within schools, sponsorship of talented prospective leaders, financial support for training in exchange for service commitments, statewide recruitment efforts, establishment of a principal scholarship loan program and strategies to retain excellent principals.
3. Adaptation of current administrator preparation programs to meet changing demands
· Challenges include: leaders must be knowledgeable in the core technology of schools, preparation programs need to link theory to practice, novices need to complete enriched internship experiences and prospective school leaders need to hone skills in distributed leadership.
· Policy initiatives include: redesigned university-based preparation programs, standards-based evaluation, use of performance-based assessments and multiple licensure routes.
4. Professional development needs
· Challenges include: fast-paced changes in federal and state programs, new skills needed to support expanded role expectations, and lack of systematic coaching.
· Policy initiatives include: Induction year with mentorship, executive coaching, leadership academies, collaborative professional development councils, and improved support network.

While effective instructional leadership was noted to be an essential part of the principal’s role, multiple and increasing job demands often prevented principals from having enough time to devote to this area.  The need for additional resources was cited to address increased responsibilities and time demands in order to focus on student learning. The authors called for multiple stakeholders to work collaboratively and systematically to address the challenges evident in leadership quality and quantity.

Valentine, J. W., & Prater, M. (2011). Instructional, transformational, and managerial leadership and student achievement: High school principals make a difference. NASSP Bulletin, 95(1), 5-30.
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The principal’s role has become increasingly complex as the nature of society, political expectations, and schools as organizations have changed.  This statewide study examined the relationships between principal managerial, instructional, and transformational leadership, and student achievement in public high schools.  Differences in student achievement were found when schools were grouped according to principal leadership factors.  The major findings include:
· Effective principals can improve student achievement in spite of the school and community contexts in which they operate.
· Day-to-day managerial skills such as effectively organizing tasks and personnel, developing rules and procedures, evaluating employees, and providing appropriate information to staff and students are vital to a successful school and are associated with student achievement to a moderate degree.
· Principal leadership behaviors promoting instructional and curriculum improvement are linked to achievement.
· Within transformational leadership, the principal’s ability to identify a vision, provide an appropriate model, and foster group goals has the greatest relationship to achievement.
· Principal educational level is positively correlated with each leadership factor.
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