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ABSTRACT 

EXPLORATORY CASE STUDY OF THE 

POWER PROBLEM OF THE SUPERINTENDENCY 

SEPTEMBER 1995 

CLAIRE SHEFF KOHN, B.S., STONEHILL COLLEGE 

M.ED., BOSTON COLLEGE 

Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 

Directed by: Professor Richard Clark 

The purpose of this study was to examine the experiences and 

perceptions of four Massachusetts public school superintendents 

about the use of power. 

The major goals of the study were to profile and compare four 

practicing superintendents; to document their experiences, 

attitudes and accomplishments as seen through their own eyes; to 

inform and expand the understanding of the superintendency based 

on the real life experiences of superintendents; to develop new 

areas for preservice and inservice training of superintendents; 

and to identify areas for future study. 

An exploratory case study appriach was used. The method for 

gathering the data, the in-depth phenomenological interview, was 

based on the model of I. E. Seidman which requires a series of 

three separate interviews with each participant. The interview 

trilogy was titled as follows: Life History, Contemporary 

Experience and Meaning to the Participant. 

In analyzing the data, a multifaceted approach was used, 

including Banfield's rephrased questions, an Affinity Diagram, 
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four significant authors and an independent reader's observations. 

This yielded five conculsions: The exercise of power is linked to 

the person's character; the inter-actions with other players is 

influenced by family dynamics; the position and title of 

superintendent must be accompanied by persuasion and agreement 

power; evidence exists of a shift from "power over" to "power 

with"; there is a formula for mobilizing the organization's 

resources and people to accomplish goals. 

The theory resulting from the conclusions was based on four 

general principles: that past experience determines current 

behavior relative to the exercise of power; that power is a 

process linked to purpose; that leadership and follower- 

ship are interwoven; that power depends on context and resources. 

Recommendations for preservice and inservice training of 

superintendents took the form of three suggested training modules, 

"Self-Analysis and Personal Development," "Skills for Leading 

Socially Complex School Districts" and "Communication Skills for 

School Leaders." 

Suggestions for further study included replication, expansion 

of number of cases, comparison of those identified as less 

successful in exercising power, comparison with CEOs from other 

organizations, expansion of the context of the study to include 

interviews of others, development of a questionnaire, and 

development of a controlled study. 
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PREFACE 

The mere fact that superintendents are 
appointed to office does not mean that 
they have power to influence events. 

- Richard E.Maurer 

This study is the product of personal interest. It began in 

June 1988 when I became a public school superintendent and had 

questions about how to get the job done. When one is not the 

person at the top, it is easy to assume that he/she has unlimited 

power and that the ability to get things done is simply an 

exercise of that power. In Men and Women of the Corporation 

(1977), Ranter captured it well when she wrote the following: 

For the people called "leaders," power was 
supposedly an automatic part of their functioning. 

They were given the formal titles of leadership 
(director, manager, supervisor), and they were 

expected to aid the mobilization of others toward 

the attainment of objectives. They had 

responsibility for results, and they were 

accountable for what got done; but as everyone 
knew, power did not necessarily come automatically 

with the designation of leaders, with the 

delegation of formal authority.... 

I soon realized that my position and title were not 

sufficient to move people to do what was needed and intuitively 

sought other means. But I decided that a more systematic approach 

was needed. 

The questions in my mind were about the factors that mobilize 

people to act as well as the strategies that successful leaders 
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employ to bring about action. I began to read about authority, 

power, influence and leadership in the fields of business, 

polictics, psychology, sociology and education. I encountered 

Neustadt's (1980) classic book on the presidency and came across a 

clear statement of the most fundamental of my questions: "how to 

be on top in fact as well as in name." Neustadt went on to say 

that "the search for personal influence is at the center of the 

job of being President." I thought that this could also be said 

of the job of being superintendent. But I have to admit 

experiencing some discomfort with the coercion and domination 

implications of the phrase "on top." I wondered if there were 

other, more effective strategies for exercising a different kind 

of power. In testing my conclusion with colleagues, I found that 

many shared my struggle. These conversations were the impetus for 

this study. 

This study has had personal value for me because it has 

helped me to think about the power problem of my own 

superintendency. I hope it will also demonstrate to others 

interested in the skills required of the superintendency that the 

job depends on an understanding of the ability to exercise power 

in a different way. 
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CHAPTER I 

INTRODUCTION 

In all of this, power is the mysterious 
quotient. Power is the ability to make 
something happen or to keep it from 
happening. 

- Hedrick Smith 

Background of the Problem 

Nearly three quarters of the nation's school 

superintendents were eligible to retire in 1994. Even those 

too young to retire may leave the field sooner because the job 

has become so difficult. Evidence of the unattractiveness of 

the superintendency can be found in the struggle major cities 

have experienced in filling their vacancies. Considerable 

media attention has focused on this issue and the "New York 

Times" (1990, December 26) reported that "Urban school 

superintendents around the country have been quitting in 

droves, being dismissed or retiring early, often because they 

have failed to deliver the quick educational fixes demanded of 

them." Non-urban superintendencies are no less risky and 

demanding. As Konnert and Augenstein (1990) said, "The size, 

demographics, or geographic location of the school system do 

little to alter the primary responsibilities of the position." 

Corroborating data can be found in a report from the New 

England School Development Council (NESDEC, 1988) which said 

that the pool of applicants for superintendencies in the New 

England States is shrinking because of the perception that 

the job is high pressure and low paying. Responding 

superintendents characterized the job as long hours, 
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conflicting demands, and accountability without power. One 

superintendent was quoted as saying, "...many administrators 

feel buried, not challenged;" another, "the job isn't fun 

anymore." 

Superintendents are clearly experiencing the same 

difficulty as other leaders for, as Bennis (1989) said, "In 

America today, it is harder than ever to lead...Though we 

need leaders as much as ever, we have never held them in 

lower regard. Circumstances conspire against them. And so 

— without meaning to — do the American people." He went 

on to outline some of the obstacles confronting leaders of 

any organization: an information glut, factions which make 

consensus increasingly difficult, loss of community and 

civility, alterations in the nature of work and the economy. 

Then he asked, "Given this, what are the requirements, the 

skills, the competencies that we should seek in a leader — 

or that a leader would attempt to develop?" 

In the "New York Times" article mentioned earlier, the 

same question was raised regarding future superintendents. 

Tim Seraydarian, coordinator of the University of 

Pennsylvania's training program for potential 

superintendents in the Philadelphia schools, was quoted as 

saying, "We've accepted the notion that there is more to the 

superintendency than that offered in a narrow curriculum." 

Logic would lead one to ask what would a wider, more 

appropriate curriculum look like? The NESDEC report agreed 

when it recommended that educational administration 
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preparation programs be examined for relevance when compared 

with the current role of school administrators. 

Statement of the Problem 

In Presidential Power (1980), Neustadt clearly stated 

the problem: "how to be on top in fact as well as in name." 

Although his primary focus was the man in the White House, 

he did_go on to say: 

It is a problem common to Prime Ministers 
and Premiers, and to dictators, however 
styled, and to Kings who would rule as well 
as reign. It is a problem also for the heads 
of private "governments," for corporation 
presidents, trade union leaders, churchmen... 

Superintendents could also be added to this list. Maurer 

(1991) agreed when he wrote, "The mere fact that 

superintendents are appointed to office does not mean that 

they have power to influence events..." Galbraith (1983) 

framed the issue similarly when he wrote, "Unmentioned in 

nearly all references to it (power) is the highly 

interesting question as to how the will is imposed, how the 

acquiescence of others achieved." Herzberg (1987, 

September/October) put it more humorously when he said, "Let 

me rephrase the perennial question this way: How do you 

install a generator in the employee?" 

Kanter phrased the problem somewhat differently: 

"Power has become a scarce resource that most people feel 

they lack....The powerful get more, but they still share 

some of the mentality of powerlessness." Unlike Neustadt, 

Maurer (1991) and Galbraith, she defined power in a way that 

divorced it from hierarchical domination. She talked about 
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power as being "closer to 'mastery' or 'autonomy' than to 

domination or control over others." This departure from the 

notion that power automatically means power over others 

either overtly or covertly is relatively recent in the 

literature. Kreisberg (1992) also raised the issue of a 

different kind of power, one not based on relationships of 

domination. He said, 

...The definition of power as domination and control is 
limited; it is incomplete... The ignored dimension is 
characterized by collaboration, sharing, and mutuality. 
We can call this alternative concept "power with" to 
distinguish it from "power over." 

But, as Kanter asserted, the problem of power "is critical 

to the effective behavior or people in organizations." 

Given the difficulty of the leadership role of the 

superintendent and the fact that superintendents receive no 

formal training in the theory and exercise of power, one is 

led to wonder how superintendents use power in order to 

effectively lead their districts; what their source of power 

is; what the nature of that power is and how it works; how 

they learned it. Answering these questions is not the 

primary focus of this study; developing an understanding of 

the superintendents' experiences and the meaning they make 

of their experiences is the focus. Questions were the means 

for eliciting their stories. 

Purpose of the Study 

The purpose of this study is to examine the experiences 

and perceptions of four Massachusetts public school 

superintendents about the exercise of power in their role as 
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superintendent, enabling us to gain insight into the actual 

workings of power. The study analyzes these examples 

and identifies successful strategies for wielding power. 

Using in-depth interviews, the researcher posed open-ended 

questions to allow the participants to reconstruct their 

experiences related to power issues. 

The personal recollections and anecdotes of the four 

superintendents served to accomplish the major goals of this 

study: 1) to profile and compare four superintendents who 

have provided leadership in Massachusetts public schools; 2) 

to document their experiences, attitudes and accomplishments 

as seen through their own eyes; 3) to inform and expand our 

understanding of the superintendency based on the 

experiences of the superintendents in this study; 4) to 

develop new areas for preservice and inservice training of 

superintendents; 5) to identify areas for future study. 

While it is true that superintendents must find their own 

way, there are processes and behaviors that can be taught 

and learned to make them more creative, adaptive and 

successful. Konnert and Augenstein said, "The 

superintendency is more than knowing 'how to do,' it is 

knowing 'how to think' and 'how to feel.'" 

Although the purpose of the study "is not to get 

answers to questions, nor to test hypotheses, and not to 

'evaluate' as the term is normally used" (Seidman, 1991), 

four broad questions helped to organize the thinking about 

and discussion of the topic in Chapter Five. Edward 

Banfield (1965) developed the questions as his conceptual 
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scheme in his book. Political Influence. They are as 

follows: 1) Who has influence (power) and who is 

subject to it? 2) How does influence (power) work? 3) What 

are the terms upon which influence (power) is expended? 4) 

How is action concerted by influence (power)? Although 

Banfield's concept is the more traditional one of influence 

and power as control over others, the use of his questions 

by the researcher did not make that assumption. Therefore, 

the questions were rephrased to "neutralize" them as 

follows: 1) Who has power and in relationship to whom? 2) 

How does power work? 3) What are the terms by which power 

is exercised? 4) How is action concerted by power? 

In summary, this study looks at the nature of power and 

how it has changed. It examines the superintendency 

relative to power through the eyes of practicing 

superintendents. By examining these examples it identifies 

strategies for exercising power. This study draws con¬ 

clusions and makes recommendations for the training of 

superintendents. Ultimately, this study identifies possible 

directions for further study on the topic of power in the 

superintendency. 

Significance of the Study 

The information drawn from this study has implications 

for the training of superintendents. Identifying the major 

issues faced by practicing superintendents as well as 

outlining their strategies for using power to deal with 

these issues provide concrete examples with which to create 

a realistic picture of the challenges of the superinten- 
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dency. It is intended to help superintendents to think 

about the exercise of power in their own careers. It offers 

superintendents practical advice and suggestions for 

personal growth and development. The study also provides 

valuable information about the perceptions and experiences 

of practicing superintendents for developing goals and 

objectives for a series of courses on dealing effectively 

with the exercise of power. Most importantly, it also 

serves as the basis for a more comprehensive study of the 

problem of the exercise of power by superintendents. 

In short, there are four aspects of the study's 

significance: 1) It is focused on developing a set of 

skills in the exercise of power in the superintendent that 

will enable him/her to provide leadership in his/her 

district. 2) It is exploratory in nature based on 

systematic field research. 3) It is founded on a commitment 

to improve training for superintendents. 4) It is intended 

to serve as a platform for further study on power in the 

superintendency. 

Theoretical Frame of Reference 

Seidman raised the issue of the role of theory in 

analyzing and interpreting the material gathered by the 

researcher. Because the method used in this study (in-depth 

interviews with open-ended questions) is directed toward 

eliciting theory from the participants' own words, imposing 

someone else's theoretical structure and forcing the 

participants’ stories to fit would be counter- productive. 

Seidman also recognized, however, that researchers are not 
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theory free, that they use theory to explain the connections 

among events. 

Because this researcher was not theory free and sought 

some means for judging and organizing the data, she decided 

to clearly state the influence on her thinking of four 

authors. The work of Frederick Herzberg, Robert E. Kelley, 

Stephen R. Covey and Seth Kreisberg were used in this study 

for that purpose. The real life experiences of practicing 

superintendents generated theory which was held up to the 

ideas of these four authors. The theories and their 

connection to one another are developed in Chapter II, but 

an overview serves as an introduction here. 

Frederick Herzberg (1987) wrote an article for the 

Harvard Business Review titled "One more time: How do you 

motivate employees?" Originally published in 1968, it is 

considered a classic and has sold more than 1.2 million 

reprints. Beginning by asking, "How many articles, books, 

speeches, and workshops have pleaded plaintively, 'How do I 

get an employee to do what I want?'," he answered that the 

psychology of motivation is complex and that what is known 

for certain about it is small. The result is abundant 

speculation and an unlimited thirst for what he referred to 

as "snake oil", the quick-fixes about which Americans have 

been and continue to be so fond. Tongue in cheek, he 

described the action-oriented manager whose favored 

motivational tool is kicking the person (KITA) literally or 

figuratively. Citing numerous studies, Herzberg exploded 

the myth of KITA and, more importantly, outlined the 
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differences between job dissatisfaction (hygiene factors) 

and job satisfaction (motivator factors), emphasizing that 

they arise from different sets of needs. Since they are not 

the flip side of one another, they must be approached in 

separate ways. Regarding job satisfaction, he concluded 

that motivation had to be internal, that it could not be 

applied from the outside. He said this could be done by 

management making the work meaningful. Herzberg's article 

prompted a shift in this researcher's thinking. Instead of 

focusing on the individual employee, more emphasis should be 

placed on making the work more compatible with the person's 

skills and needs. Deming (1982) summed it up nicely when he 

said: 

Beat horses, and they will run faster - for 
a while...the aim of supervision should be 
to help people and machines and gadgets to 
do a better job...to drive out fear, so that 
everyone may work effectively...Eliminate 
management by objectives...by numbers, by 
numerical goals. Substitute leadership. 

Robert E. Kelley introduced a concept that also caused 

this researcher to think about power differently. He said 

that most people spend more time working as followers than 

they do as leaders and that the two roles are no longer as 

clearly demarcated. He said, "The nineties will be the 

decade of followers," and pointed to "increased emphasis on 

teams, collaboration, employee ownership, and grassroots 

movements" as evidence of his claim. He further stated, 

"Followers determine not only if someone will be accepted as 

a leader but also if that leader will be effective. 
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Effective followers are critical for a leader's or an 

organization's success." Kelley also pointed to the damage 

done by our love affair with leadership. He explained that 

our belief in the "hero" releases everyone else from 

responsibility, causes them to feel powerless, and results 

in the loss of their full talents. As Kelley said, "Without 

followers, little gets doney with them, mountains get 

moved." 

A third author who influenced this researcher's 

thinking about power is Stephen R. Covey (1989). Like 

Herzberg, he identified the quick-fix mentality plaguing 

Americans and actually pinpointed its beginnings about fifty 

years ago in the literature on the topic of success. He 

reported that the first one hundred and fifty years of two 

hundred years of writing about success focused on the 

"Character Ethic" as the foundation of success. Shortly 

after the first World War, a shift took place and the 

"Personality Ethic" replaced character as the basis for 

success. Some of the literature still recognized character 

as an ingredient, but assigned it far less importance until 

it received only lip service. As Covey explained, "The 

basic thrust was quick-fix influence techniques, power 

strategies, communication skills, and positive attitudes." 

He went on to say that "personality growth, communication 

skill training, and education in the field of influence 
i 

strategies and positive thinking" are beneficial, sometimes 

even essential to success, but are secondary rather than 

primary traits. In summary, he said, "There are people we 
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trust absolutely because we know their character. Whether 

they're eloquent or not, whether they have the human 

relations techniques or not, we trust them, and we work 

successfully with them." Covey's contribution to the 

researcher was not to forget issues of character and trust. 

You will notice in that last quote that Covey said 

"work successfully with," not "for." Seth Kreisberg (1992) 

devoted himself to this distinction between "power with" and 

"power over." He emphasized "the need for identifying where 

alternatives to domination are being developed and extending 

their spheres of practice, as well as for exploring and 

struggling to develop radically new modes of relationship." 

Like Covey, Kreisberg also referred to the underlying world 

view or paradigm of reality that results in our belief in 

the concept of "power over" and the need to question the 

very foundation of beliefs upon which our actions are based. 

As Covey said, "...we must look 'at' the lens through which 

we see the world, as well as the world we see...the lens 

itself shapes how we interpret the world." 

While the views of these authors are distinct, they 

nevertheless seem to fit logically together, informing the 

meaning - making activities of organizing, analyzing, and 

interpreting. By using these authors, the researcher 

demonstrates that the theory and exercise of power 

are in transition, possibly even returning to earlier 

American roots. The case studies provide evidence to 

support that changes in the thinking about and exercise of 

power are emerging from the field. 
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Definition of Terms 

Character ..Ethic ~ Things like integrity, humility, fidelity, 

temperance, courage, justice, patience, industry, 

simplicity, modesty, and the Golden Rule which must be 

learned and integrated into one's basic character for true 

success and enduring happiness. (Covey) 

Compensatory Power - One of the instruments for exercising 

power. "Compensatory power is...pecuniary reward - the 

payment of money for services rendered, which is to say for 

submission to the economic or personal purposes of 

others..." (Galbraith) Something other than money can also 

be the reward. 

Condign Power - Another instrument of power. "Condign power 

wins submission by the ability to impose an alternative to 

the preferences of the individual or group that is 

sufficiently unpleasant or painful so that these preferences 

are abandoned." (Galbraith) 

Conditioned Power - A third instrument of power. Unlike 

compensatory or condign power where the individual 

submitting is aware of his or her submission to punishment 

or reward, "conditioned power, in contrast, is exercised by 

changing belief. Persuasion, education, or the social 

commitment to what seems natural, proper, or right causes 

the individual to submit to the will of another or of 

others; the fact of submission is not recognized." 

(Galbraith) In our society conditioned power is more 

powerful than either of the other two instruments. 



Followership - The flip side of leadership; similar to 

leadership, it can be positive or negative; exemplary 

followers are those people "who act with intelligence, 
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independence, courage, and a strong sense of ethics." 

(Kelley, 1991) 

Hygiene Factors - Dissatisfaction/avoidance factors 

extrinsic to a job such as .company policy and 

administration, supervision, interpersonal relationships, 

working conditions, salary, status, and security which are 

associated with job dissatisfaction. (Herzberg) 

Influence - According to Banfield, "influence is the ability 

to get others to act, think, or feel as one intends." He 

more narrowly defined power as "the ability to establish 

control over another." For the purposes of this study, the 

terms power over and influence will be used interchangeably 

to mean an individual or group having the ability to get 

another individual or group to do something or not to do 

something. It will signify domination, control or 

manipulation. 

Job Enrichment - A principle of horizontally rather than 

vertically loading the job whereby the job results in 

psychological growth rather than enlarging a meaningless 

job. (Herzberg) 

KITA - Kick in the pants. (Herzberg) 

Leadership - In the context of this study, the leader is one 

who exercises power. 

Motivator Factors - Growth factors intrinsic to a job such 

as achievement, recognition for achievement, the work 
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itself, responsibility, and growth or advancement which are 

associated with job satisfaction. (Herzberg) 

Organization - One of three sources of power. "The 

management - controlled corporation, the trade union, the 

modern bureaucratic state, groups of farmers and oil 

producers working in close alliance with governments, trade 

associations, and lobbies all are manifestations of the 

age of the organization." (Galbraith) It is most often 

associated with conditioned power. 

Personality - Another of the sources of power described by 

Galbraith and others. This is usually what is judged 

leadership. It is "the quality of physique, mind, speech, 

moral certainty, or other personal trait that gives access 

to one or more of the instruments of power." In our 

society, it is more often associated with the ability to 

persuade or create belief. 

Personality Ethic - The public image, attitudes and 

behaviors, skills and techniques that lubricate the 

processes of human interaction; two means of exercising the 

personality ethic are human and public relations techniques 

and positive mental attitude; can be manipulative, even 

deceptive. (Covey) 

Power - Ranter's more neutral definition of power will be 

used in this study. She said, "Power does refer to 

interpersonal transactions, the ability to mobilize other 

people; but if those others are powerless, their own 

capacities, even when mobilized, are limited. Power is the 

ability to £l£, in the classic physical usage of power as 
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energy, and thus it means having access to whatever is 

needed for the doing." 

Property - Also one source of power. Property or wealth is 

principally associated with compensatory power. "Property - 

income - provides the wherewithal to purchase submission." 

(Galbraith) To a lesser degree, it can sometimes invite 

conditioned submission. For example, some individuals are 

susceptible to the authority and confidence that wealthy 

individuals exhibit without being aware of it. 

Delimitations of the Study 

It is important to note that this study is not all 

encompassing. Case studies are not free of opinion and 

guesswork; however, they do keep close to reality and 

provide insight into behavior. This study is limited to the 

perspectives of four superintendents. There are three 

hundred and sixty-six superintendents in Massachusetts. The 

methodology chosen for this study prohibited the inclusion 

of a larger number. In addition, this is not a comparative 

study of women and men in the superintendency that 

identifies gender differences. Kanter said, "There is as 

yet no research evidence that makes a case for sex 

differences in either leadership aptitude or style." She 

went on to explain that a preference for men as leaders is 

related to a preference for power not gender. In 

organizations, men have had more access to power. When 
i 

women acquire power, "power wipes out sex." Kanter's view 

is an underlying assumption of this study. It is also not a 

comparative study of leaders and followers that demonstrates 
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a change in the thinking and behaviors of the different 

players in power relationships. It is focused on the 

leadership role of superintendents. 

This is an examination of the "what" and "how" of the 

superintendency as seen by these superintendents which is 

useful for a generic study of the superintendency. Lastly, 

this is not really a "how to" study. While it seeks to 

identify specific skills and strategies, it describes more 

than prescribes. 

Outline of the Study 

The study's material is presented in five chapters. 

Chapter One serves as the introduction, outlining the 

background, purpose and significance of the study. It also 

provides a brief introduction to the theoretical framework. 

Chapter Two looks at the relevant literature regarding 

the nature of power. This chapter also sets forth a more 

detailed description of the thinking of Herzberg, Kelley, 

Covey, and Kreisberg which, along with Banfield's rephrased 

questions, serve as reference points during the 

organization, analysis and interpretation stages. The 

context for this study is established by outlining the basic 

premise that the search for a different theory and practice 

of power in the 1980s saw the introduction of terms like 

vision, commitment, empowerment, followership, risk and 

ethics and established a new vocabulary for leadership, a 

vocabulary signifying a shift away from the power of 

domination; that this information is important in helping 

superintendents to think about the exercise of power in 



17 

their own careers, as well as to those interested in the 

preservice and inservice training of superintendents or 

those who would enter the field themselves. 

Chapter Three describes the method for collecting the 

the stories of the superintendents. A justification for the 

choice of the qualitative approach, explaining how and why 

the research is best served, in the field using exploratory 

case studies of practicing superintendents, is developed. 

The strategies for analyzing the evidence are also 

explained. 

In Chapter Four the interview material is presented 

using Seidman's methodology. Following his interview 

trilogy--Life History, Contempmorary Experience, Meaning to 

the Participant—each story is shared through lengthy 

excerpts of the superintendents' actual words. 

In Chapter Five the researcher establishes thematic 

connections among the experiences of the participants, 

making use of Banfield's rephrased questions, an Affinity 

Diagram, four significant authors and the observations of an 

independent reader, also a practicing superintendent. 

The findings of the study are summarized and discussed 

in Chapter Six. Conclusions are drawn and theory about 

power in the superintendency is set forth. 

A summary of the study is provided in Chapter Seven. 

Part of this chapter is devoted to developing directions for 

further study. 

To accomplish the goals of this study, it is important 

to understand the topic of power and how it relates to the 



'•* 



CHAPTER II 

REVIEW OF THE LITERATURE 

The world is too complex for one leader to 
figure it all out and impose his or her views 
on the rest of the organization. The organi¬ 
zations that will excel in years to come 
will be those that understand how to gain 

the commitment of employees at all levels 
and continually expand their capacity to learn. 

- Peter Senge 

Introduction 

This chapter will looks at the relevant literature from 

the fields of business, politics, psychology, sociology and 

education regarding the nature of power. Whatever the 

field, domination and control have been central to the 

theory and research of most of those thinking and writing 

about power. Recently, however, the search for a different 

theory and practice of power has been underway, and an 

alternative concept of power is emerging where "power over" 

is being replaced by "power with," where the concept of 

followership is being seen as important as that of 

leadership. 

The views of others are used to establish a context for 

this study, but they will not become the theory to be imposed 

on the participating superintendents' stories. The method of 

in-depth interviews with open-ended questions is being 

used to elicit theory from the participants' own words, so 

force-fitting their stories into someone else's theoretical 

structure would defeat the study's purpose. 

However, as Seidman acknowledged, no researcher 

operates entirely free of theory, and he/she needs some 

19 
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vehicle for deriving meaning from the data collected. 

Frederick Herzberg, Robert E. Kelley, Stephen R. Covey and 

Seth Kreisberg influenced this researcher's thinking. Their 

ideas are used in Chapter Five as a point of comparison for 

the theory arising from the real life experiences of 

practicing superintendents. Later in this chapter, their, 

work provides a context for. thinking differently about 

power. 

In order to establish a foundation for discussion, an 

explanation of the nature of power is called for. What is 

power? The next section addresses this question. 

The Nature of Power 

What is power? Neustadt said that power is "personal 

influence on governmental action," but he was talking only 

about the presidency. Max Weber (1954) defined power rather 

simply as "the possibility of imposing one's will upon the 

behavior of other persons." Banfield (1965) characterized 

it somewhat differently, using influence as the overriding 

concept. He said that "influence is a generic term 

including authority, control, and power," and went on to 

explain that influence is the "ability to get others to act, 

think, or feel as one intends." He defined authority as 

"the right to give or withhold action," control as "the 

ability to cause another to give or withhold action," and 

power as "the ability to establish control over another." 

None of the other authors were as specific as Banfield, 

staying instead with power as the single, all-encompassing 

main concept. In this more general sense, Gardner (1990) 



21 

said that power is "the capacity to ensure the outcomes one 

wishes and to prevent those one does not wish." Smith 

(1988) mirrored Gardner's definition when he spoke of power 

as "the ability to make something happen or keep it from 

happening." Kouzes and Posner (1987) added a new dimension 

when they said, "Within an organization, we generally think 

of power as control over valued resources." In like 

fashion, Cohen and Bradford (1990) said, "Our basic premise 

is that your power comes from having access to resources 

others want..." Black and English added yet another element 

when they wrote, "Power is a perception about a relationship 

between people." Hunter (1963) also talked about the 

relational nature of power. He said, "Power is a word that 

will be used to describe the acts of men going about the 

business of moving other men to act in relation to 

themselves or in relation to organic or inorganic things." 

Galbraith (1983) introduced the concepts of resistance and 

degrees of power when he spoke of power in the following 

terms: 

...someone or some group is imposing its 
will and purpose or purposes on others, 
including those who are reluctant or 
adverse. The greater the capacity so to 
impose such will and achieve the related 
purpose, the greater the power. 

Professor John Hotter (1985), creator and instructor of the 

Harvard Business School course called "Power and Influence" 

and a book of the same title, contended that power comes in 

a variety of forms and "has multiple bases, including ones 

associated with information or knowledge, good working 
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relationships, personal skills, intelligent agendas for 

action, resource networks, and good track records." Gardner 

agreed when he wrote, "The sources of power are infinitely 

varied. Property, position, personal attractiveness, 

expertness, reason, persuasive gifts, all have the capacity 

to motivate..." He went on to explain that one source of 

power can lead to another. . For example, money can buy the 

influence of a senator. Proximity to power can bring about 

its own power as in the secretary who derives her own share 

of power from a powerful boss. But let us look at the more 

specific thinking regarding power and its sources. 

The literature revealed five general categories 

regarding the sources of power. First is the power to 

reward. A salary raise, a new title, a toy from the dentist 

for good behavior are examples of rewards. The second type 

of power and the opposite of the first is the power to 

punish. Being demoted, fired, or "dressed down" are simple 

examples. Physical force or coercive power is also 

indicative of the power to punish. Authority is a third 

category and can be seen in a person's right to sign 

contracts or checks for his/her organization. The fourth 

category is expert power which can be demonstrated by 

someone's specialized knowledge such as the person who 

understands statistics and can apply them in public opinion 

polling. The last type of power is referent power which is 

granted to a leader because he/she is admired. The first 

three powers are inherent in the office itself while the 

last two are in the person. (Stewart, 1990) 
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In addition to the sources of power described above, 

Gardner outlined seven others. Custom, the habitual 

practices of a group, can inhibit a leader or be exploited 

by him/her. At first glance, custom does not appear to be a 

power source, but anyone who has tried to move "against the 

grain of tradition" has felt its force. People create 

organizations and institutions to accomplish shared goals. 

Churches, governments, schools, and communities are examples 

of the forms that social interactions take. Within these 

systems, power goes to those occupying key positions. 

Beliefs are yet another power source. Religious and 

political beliefs as well as those that provide meaning to 

life can be tapped as a source of power by leaders. Public 

opinion can bestow or withdraw support to public figures. 

It is a prominent source of power in our lives. Potent 

symbols can provide power. The symbolic value of the White 

House, Oval Office, and Air Force One are self-evident. 

Information is enormously powerful, particularly in an era 

known as the "Information Age." Economic strength is the 

last and most obvious source of power Gardner included. 

Because the work of Banfield, Galbraith, Funkhouser, 

and Hotter seem to encompass much of the more traditional 

thinking covered by other authors, their views are used as 

representative examples and covered in somewhat greater 

depth here. A little later, Herzberg, Kelley, Covey and 

Kreisberg are used to illustrate that there is a change 

taking place in how people view power. 
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Banfield used the word influence where others chose 

power, but he described the same dynamic of someone he 

referred to as an actor with the authorization and/or 

ability to cause another to give or withhold action. 

Banfield organized his conceptual scheme through four 

questions: 1) Who has influence and who is subject to it? 

2) How does influence. work?. 3) What are the terms upon 

which influence is expended? 4) How is action concerted by 

influence? Viewing influence as an action, he concluded 

that it is best observed "at work" rather than "in repose" 

and that controversy provides the best opportunity for 

observation, "for in controversy the contending actors not 

only exercise influence but do so more or less 

competitively." He outlined the example below as 

illustration: 

Civic controversies in Chicago are not 
generated by the efforts of politicians to 
win votes, by differences of ideology or 
group interest, or by the behind-the- 
scenes efforts of a power elite. They 
arise, instead, out of the maintenance and 
enhancement needs of large formal 
organizations. The heads of an 
organization see some advantage to be gained 
by changing the situation. They propose 
changes. Other large organizations are 
threatened. They propose, and a civic 
controversy takes place. 

The preceding quote points out that it is important for 

executives to interpret the maintenance and enhancement 

needs of their organizations and to act accordingly. Their 
t 

decisions give rise to proposals and interactions with other 

actors. Banfield explained this through what he called the 

paradigm: 
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The paradigm is as follows: the actions of 
many persons, each of whom has independent 
authority, must be concerted for a 
proposal to be adopted; the proponents of 
the proposal try to concert these actions 
by exercising influence - by persuading, 
deceiving, inveigling, rewarding, 
punishing, and otherwise inducing; mean¬ 
while, the opponents exercise influence 
either to prevent the actions from being 
concerted or to concert them in behalf of 
some alternative proposal which they prefer. 

Through all this, there is the push and pull of 

different actors working toward different ends. Although 

not explicit, it can be assumed that influence is limited 

stock which can be consumed or invested. It can also be 

assumed that investing or expending it requires 

consideration of the cost versus the anticipated return or 

benefit. 

Like Banfield, Galbraith organized his thinking about 

power by asking questions. He posed the following: 1) How 

is power enforced? 2) What accords access to the methods of 

enforcement? In answering these questions, Galbraith said, 

"Power yields strongly, in a secular way, to the rule of 

three. There are three instruments for wielding or 

enforcing it. And there are three institutions or traits 

that accord the right to its use." Condign, compensatory 

and conditioned power are the three instruments identified 

by Galbraith which in turn depend upon the three sources of 

power, personality, property (including disposable income) 
i 

and organization. Let us look at them in more detail. 

Condign power brings about submission by threat of 

adverse consequences. By imposing a sufficiently unpleasant 
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or painful alternative to the preferences of the individual 

or group, the powerful can cause those preferences to be 

abandoned. On the other hand, compensatory power wins 

submission through an award. Something of value to the 

individual or group is given to him/her/them to bring about 

submission. The most common form compensatory power takes 

is the ..payment of money for. services rendered. Condign and 

compensatory power are overt; the one submitting is usually 

aware of his/her submission and the circumstances causing 

it. Conditioned power, unlike the other two instruments, is 

covert; the one submitting does not recognize that he/she is 

doing so. Conditioned power is exercised by changing belief 

so that the course of action seems natural and proper. As a 

result, it is much more powerful. A simple example can be 

seen in the fact that people are willing to put their lives 

in jeopardy for conviction more often and more easily than 

they would for financial gain. 

What differentiates those who wield power using the 

three instruments from those who submit? According to 

Galbraith, three sources of power do. Personality, commonly 

referred to as leadership and one of the three sources, "is 

the quality of physique, mind, speech, moral certainty, or 

other personal trait that gives access to one or more of the 

instruments of power." (Galbraith) In more primitive 

societies, access was through physical strength and usually 

associated with condign power. Nowadays, access comes 

through the ability to persuade or create belief and is 

associated with conditioned power. Current thinking on 
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leadership makes much of the power of vision and the ability 

to persuade others to follow that vision. Another source of 

power is property which provides the means for purchasing 

submission and is usually linked with compensatory power. 

The third source of power and the most important in modern 

societies is organization. Organized groups such as 

government, churches and businesses bring about submission 

because people believe in the purposes of the organization, 

and, despite having access to diverse forms of punishment or 

reward, generally rule through conditioned power. While 

there is a primary association between each of the three 

instruments and one of the sources, "there are numerous 

combinations of the sources of power and the related 

instruments." (Galbraith) 

Instead of talking about power in terms of instruments 

and sources, Funkhouser (1988) talked about power as a 

process. He said, "There's only one process of power, but 

it operates in four ways." He went on to describe the four 

ways as performance power, structure power, agreement power, 

and persuasive power. 

According to Funkhouser, "performance power is the 

ability to make effective action decisions" and "individual 

decisions are the building blocks of power." It almost 

seems trite to say that we do things because we decide to, 

but it gets to the heart of all human action or inaction. 
i 

People with performance power make maximum use of their 

innate abilities and they decide to do the right thing at 

the right time. Their action decisions advance them toward 
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the realization of their goals. A girl scout selling the 

most cookies in her troop has performance power. The 

telephone solicitor who brings in substantial campaign 

contributions for her candidate has performance power. 

Michael Jordan has performance power as do Mel Gibson, 

Robert Parker, Cher, and Teenage Mutant Ninja Turtles. 

Whether past or present, fictional or real, those who decide 

what, when, and how to act successfully have performance 

power. 

Structure power also depends on individuals' moment to 

moment decisions. Families, churches, armies, and other 

forms of social organization are structures of agreement 

among people who decide to accept the social roles, rules, 

and hierarchies inherent in such forms. Funkhouser 

explained structure power as follows: 

The principle of structure power is that 
positions or social rules are defined as 
having certain rights and responsibilities 
vis-a-vis other positions or social roles. 
Within the boundaries of those roles or 
positions the people occupying them 
theoretically have no latitude as to the 
actions that they can take. They do it as 
the organizational chart, the policy manual, 
the sacred scrolls, or tribal custom 
dictates... If no organizational chart, then 
there are social roles that members play. 
Most of us sooner or later play the roles of 
adult, employer, parent, child, spouse, 
consumer, student, voter, driver, guest, 
pedestrian and many others... Rules may not 
be written down but we have a pretty good 
understanding about what they are. 

Funkhouser said that without this system of "have tos" 

societies, governments, and other social organizations could 

not exist. As stated previously, structure power is only as 



29 

binding as the parties involved agree it is; therefore, by 

the nature of authority, the office or the laws or the 

person have the power to direct only the behavior of those 

who agree to be directed. 

The researcher once heard someone comment that when 

Nietzche said that God is dead, he was really talking about 

the collapse of authority. .We see less and less consensus 

about which rules and social institutions should guide 

individual behavior. The student demonstrations of the late 

60s were a rejection of educational and political authority. 

The women's liberation movement of the 70s signalled a 

disassociation from a traditional notion of male-female 

relationships. Over the past quarter century we have seen a 

steady decline in the authority of most institutions 

including religion, medicine, and families. Our culture 

revels in the nose-tweaking of authority. Discrediting 

authority may not always enhance freedom and may even 

contribute to the ravelling of the social fabric. 

It is easy to see that the erosion of authority shifts 

the balance of power to other types. As mentioned earlier, 

agreement power is central to structure power, but it takes 

on more importance in and of itself as the roles, rules, and 

hierarchies of structure power lose ground as a base of 

power. 

Funkhouser defined agreement power as "the influence 
i 

between people which operates over time." He explained that 

"people make agreement about what they mutually will or will 

not do." Examples of agreement power can be seen in 
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business contracts, marriage vows, and two boys exchanging 

baseball cards. Money is the most common and sought after 

form of agreement power in our culture. Despite the 

reverence in which money is held and the fact that it has 

worth, it is a relatively weak form of agreement power 

because, as mentioned earlier, more people would sacrifice 

or even die for beliefs or a sense of duty but would not do 

the same for money. 

Charismatic leaders operate through agreement power. 

People such as Franklin Delano Roosevelt, Ghandi, John F. 

Kennedy, and Martin Luther King were able to persuade large 

numbers of people to relinquish decision-making to them. 

Negative figures such as the Reverend Jim Jones, Charles 

Manson, David Koresh, and Hitler have also been influential. 

The value of charismatic leadership ultimately rests with 

the legacy of that leadership. 

In addition, our culture does not always hold in high 

esteem those who excel in agreement power. Sometimes they 

are seen as wheeler-dealers who are not to be trusted. An 

example can be seen in the nickname, "Slick Willie," which 

has been applied to Bill Clinton both as Governor and 

President. 

The last of the ways in which Funkhouser explained how 

power is used is persuasion power. He said, "When no 

structure power applies to a situation and when no agreement 

power exists and yet one person wants another to do 

something, persuasion power comes into play." Examples such 

as the car salesman or the trial lawyer come easily to mind. 
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Funkhouser also said, "Persuasion power is the mechanism by 

which all forms of power operate." Because of the decline 

in the efficiency in structure power, persuasion has become 

the dominant method of social control. Persuasion power is 

also used as a means to convince people to enter into 

agreements or join structures in the first place. While 

other authors also recognized the importance of persuasion, 

Kotter singled it out as a primary skill for successful 

leaders. 

Banfield, Galbraith and Funkhouser talked about general 

concepts of power while Kotter made his discussion more 

concrete by linking a set of complex skills and personal 

assets to the role of an effective leader in a complex 

organization. Like Funkhouser, Kotter (1985) recognized the 

need for change in the exercise of leadership brought about 

by the increasing complexity of the social milieu associated 

with the job of leading others. Kotter (1988) wrote that 

effective leadership depends on the following: 1) a vision 

of what should be, a vision which takes into account the 

legitimate interests of all the people involved; 2) a 

strategy for achieving that vision which recognizes all the 

broadly relevant environmental forces and organizational 

factors; 3) a cooperative network of resources which results 

in a coalition powerful enough to implement the strategy; 4) 

a highly motivated group of key people in the network who 

are committed to making the vision a reality. Fundamental 

to Kotter's thinking is power through relationships. 

Although he used the same word, influence, as Banfield, he 
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distinguished between "soft" and "hard" uses of power and 

the human effects of their application. Kotter said, "the 

appropriate use of power in a supervisory position generally 

means employing it in a soft and human way the vast majority 

of the time, a way that pulls people along by asking and 

informing and persuading." He went on to say, however, that 

"when push comes to shove, .effective supervision demands' 

that one be willing to use one's power in a hard way." At 

first glance, it appeared that Kotter was espousing a 

different method of exercising power. To be fair, he did 

demonstrate the need to include subordinates and to treat 

them humanely, but he still advocated the use of conditioned 

power with condign power as the fallback position. In the 

end, he was still describing power over others, albeit a 

kinder, gentler version. 

Kotter and Funkhouser's work reflected the need to 

change the means for exercising power to keep in step with 

shifting social values. They contended that the erosion of 

authority resulted in increased emphasis on persuasion as 

the dominant source of control. Herzberg (1987) phrased it 

in more homely terms when he asked, "How do you install a 

generator in an employee?" He humorously described the 

popular, traditional, American way for getting people to act 

known as KITA (Kick in the Pants). The American 

predilection for quick-fixes and direct action results in 

our leaders' search for quick and practical answers to get 

their employees to do what they want. Herzberg, after 

explaining the various physical and psychological, negative 
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and positive forms of KITA, concluded that external means to 

motivate are ultimately unsuccessful. He said, "But it is 

only when one has a generator of one's own that we can talk 

about motivation. One then needs no outside stimulation. 

One wants to do it." He theorized that the factors leading 

to job satisfaction (a.k.a. motivation) are entirely 

different from those ending in job dissatisfaction because 

they arise from separate sets of needs. He identified 

"achievement, recognition for achievement, the work itself, 

responsibility, and growth or advancement" as the factors 

for job satisfaction and motivation. He established the 

hygiene factors, the reasons for job dissatisfaction, as 

"company policy and administration, supervision, 

interpersonal relationships, working conditions, salary, 

status, and security." He concluded that the manager's role 

includes taking the proper steps to insure worker 

satisfaction in order to motivate them. One means of doing 

this is job enrichment whereby jobs are restructured to 

incorporate the motivator factors which bring the jobs up to 

the level of challenge equal to the employees' abilities. 

Like Hotter, he recognized the importance of the needs and 

wants of employees and he made the critical point that 

lasting motivation is internal, that the responsibility of 

managers is to focus on jobs instead of the employees. He 

summed it up as follows: "...if you have employees on a job 
« 

use them. If you can't use them on a job, get rid of them 

either via automation or by selecting someone with lesser 

ability. If you can't use them and you can't get rid of 
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them, you will have a motivational problem." Unlike Hotter, 

he did not view coercion (KITA) as a viable means of 

exercising power. He felt that many problems could be 

addressed by improving the jobs themselves, not the 

employees. The employees would rise to the occasion given 

more meaningful work. This is a significant departure from 

Banfield, Galbraith, Funkhouser and Hotter. They viewed 

power as "power over" through control, domination or 

manipulation. Herzberg introduced a new concept. Though 

his job enrichment theory fell short of "power with", he did 

advocate a departure from "power over". This prompted this 

researcher to explore new directions regarding leader- 

follower relationships. 

Robert Kelley significantly advanced the researcher's 

thinking about leadership and followership when he made the 

following observations: 

. Leaders contribute on the average no more 

than 20 percent of the success of most 

organizations. 
. Followers are critical to the remaining 

80 percent. 
. Most people, however impressive their 

title or salary, spend more time working 

as followers than leaders. That is, 
we spend more time reporting to people 

rather than having people report to us. 

Following his observations, he asked, "Why, given these 

facts, do people tend to value leaders and undervalue 

followers? Why do we refuse to appreciate that followers 

are 'us'?" The point he ultimately made is that followers 

have a great deal of power which often goes unrecognized. 

He prophesied that "the nineties will be the decade of 
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followers” and pointed to "increased emphasis on teams, 

collaboration, employee ownership, and grassroots movements” 

as evidence. 

Kelley singled out some of the repercussions of our 

love affair with leadership. He said we have developed a 

myth of leadership that promotes the notion of the "perfect” 

leader, that requires leaders to live up to an image that 

they have only positive qualities, that leads to 

disillusionment when leaders are discovered to have flaws. 

He explained further that the leadership myth entices 

followers to let down their defenses and become vulnerable, 

that followers feel powerless, that followers are released 

from their responsibility because the leader is supposed to 

save the day. The myth prevents the full utilization of 

everyone's talents. Kelley summarized as follows: 

Fundamentally, we must begin to see that 

the errors of leadership are better over¬ 

come and the triumphs of history are 

better achieved by engaging everyone's 
heroism rather than waiting for some 

improbable hero to emerge. 

Kelley also talked about a "leadership aristocracy" 

that gets astronomical salaries and benefit packages, often 

at the expense of followers. He pointed to growing 

resentment among followers, a breeding ground for discontent 

regarding leaders. Already, followers exhibit a 

disenchantment with authoritarian leadership, are wary of 

charismatic leaders, and favor leadership based on 

expertness or an admirable goal over title or status. 

(Kelley) 
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Advancing the notion that most people are both leaders 

and followers and that the roles are no longer clearly 

demarcated, Kelley advocated acknowledging both parts of 

ourselves and warned against emphasizing leadership to the 

exclusion of followership. He also concluded that an 

understanding of followership is essential to running 

successful organizations. As he put it, "Compared with the 

2,500 years of research in leadership, followership research 

has just started." 

In his discussion of followership, Kelley outlined the 

skills of exemplary followership and established a basis for 

identifying one's own "Followership Style". He wrote about 

followers' rights and responsibilities, including the right 

to choose a worthy leader and the right to act without a 

leader. In the end, he concluded that followership and 

leadership is a partnership, a partnership that had better 

be forged for the present and future. 

As stated previously, Kelley's work reported that 

followers will support leadership based on expertness or an 

admirable goal. Stephen Covey (1990) agreed when he wrote 

about his theory of principle-centered leadership which "is 

practiced from the inside out." He spoke of the first two 

principles, trustworthiness at the personal level and trust 

at the interpersonal level. He said, "Trustworthiness is 

based on 'character,' what you are as a person, and 

'competence,' what you can do." He also said that 

"trustworthiness is the foundation of trust" and that "trust 

is the emotional bank account between two people" which 
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facilitates "communication, empathy, synergy, and productive 

interdependence." Clearly, he, too, was talking about the 

relationship between leadership and followership. 

Covey agreed with Kelley by insisting that everyone 

must be responsible when he wrote about empowerment and 

self-supervision over organizational control. He contended 

that getting everyone involved in problem-solving and 

decision-making is not only the ethical choice, but also 

"the key to implementing change and increasing commitment." 

He described the three roles people play in organizations 

(producer, manager, leader) and underlined the essential 

nature of each role in reaching success as an organization. 

He also set forth the responsibility that followers have to 

be accountable, competent, and trustworthy. 

The centerpiece to all of Covey's work, of course, is 

the focus on individual character development. While 

insisting that everyone pay attention to his/her own 

character development, he put particular emphasis on the 

leader's. As a reminder that "what we 'are' communicates 

far more eloquently than anything we 'say' or 'do,'" he 

wrote as follows: 

If I try to use human influence strategies 
and tactics of how to get other people to 
do what I want, to work better, to be more 
motivated, to like me and each other -- 
while my character is fundamentally 
flawed, marked by duplicity and 
insincerity - then, in the long run, I 
cannot be successful. My duplicity will 
breed distrust, and everything I do - even 
using so-called good human relations 
techniques - will be perceived as 
manipulative. It simply makes no 
difference how good the intentions are; if 
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there is little or no trust, there is no 
foundation for permanent success. Only 
basic goodness gives life to technique. 

Covey differentiated between the Personality Ethic and 

the Character Ethic. He outlined the elements of the 

Personality Ethic as "personality growth, communication 

skill training, and education in the field of influence 

strategies and positive thinking," and acknowledged their 

use by successful leaders. He said, however, that 

preoccupation with these elements has caused us to lose 

sight of the Character Ethic which "is based on the 

fundamental idea that there are 'principles' that govern 

human effectiveness." Covey said, 

While practices are situationally specific, 
principles are deep, fundamental truths that 
have universal application. They apply to 
individuals, to marriages, to families, to 
private and public organizations of every 
kind. Principles are guidelines for human 
conduct that are proven to have enduring, 
permanent value. They're fundamental. 

Seth Kreisberg (1992), in this researcher's estimation, 

advanced the most interesting and compelling arguments for a 

new concept of power, articulating the need to shift from 

"power over" to "power with". Kreisberg framed his 

discussion in the context of democracy, pointing out that 

our concept of power as control and domination is 

incongruent with our expressed democratic ideals. Our view 

of power is fundamentally undemocratic and this view 

permeates the thinking of philosophers, psychologists, and 

political and social scientists. Democracy cannot be 

realized unless we change from "power over" to "power with". 
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Kreisberg paid particular attention to education, 

describing the relationships that exist between 

administrators and teachers, between teachers and students, 

as "patriarchal domination" based on "patriarchal 

assumptions of philosophies of power." Kreisberg said that 

his book "is about power in the classroom, in our schools 

and in our society" and it is also about empowerment. He 

wrote it "for all those educators who are striving to 

understand the wise and just use of power." He wanted "to 

name and understand the power that empowers and thereby 

uncover the nature of 'transforming power'." 

Because schools exist in society, Kreisberg felt 

compelled to look at "the nature of our society and the 

interrelationships among schools, domination, and power." 

He saw education as a "primary vehicle of socialization" and 

"a focal point for the expression of dominant values and 

social relationships." Schools exist in a society that 

views power as domination and are structured to perpetuate 

this point of view. As Kreisberg wrote, "In the past thirty 

years a rich and condemning literature has accumulated that 

unveils the class, race, and gender biases that permeate 

school structures, curriculum content, and pedagogy." He 

concluded that the dynamics of power relationships in 

schools must change. He cited examples of this change 

already taking shape and used these to support his belief 

that empowering students and teachers, however difficult, is 

possible. He coined the phrase "nurses of democracy" to 

signify those who use power wisely and justly. 
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Herzberg talked about job enrichment to bring about job 

satisfaction and motivation in followers; Kelley spoke about 

the power of followers, the need to develop followership 

skills, and recognition of the 80/20 relationship of 

followership to leadership; Covey focused on the development 

of. character and the importance of empowerment accompanied 

by self-supervision; Kreisberg wrote about changing from a 

view and practice of power that is based on domination to 

one of empowerment, thus realizing true democratic ideals. 

All four advocated a new relationship between leaders and 

followers, a relationship that would value everyone's 

contributions and advance the goals of the organization. 

These four authors prompted the researcher to think 

differently about power, particularly as it relates to the 

superintendency. 

In the next section we look at the neutrality of power. 

In and of itself, power is neither good nor bad. 

Power's Neutrality 

Is power good or bad? In our culture people are often 

reluctant to admit that they have power needs. Gardner 

stated, "...power has such a bad name that many good people 

persuade themselves they want nothing to do with it." Black 

and English also addressed the issue when they said, 

"Whether male or female, too many educators are 

uncomfortable about their own motivations towards 
» 

power...People in educational administration want power. 

They may deceive themselves as to why they want it, but they 
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want it." Kouzes and Posner talked about the two "faces" of 

power, negative and positive. They explained that negative 

power is in service of self while positive power is in 

service of others. We all know the old saw, "Power tends to 

corrupt; absolute power corrupts absolutely." Despite 

Machiavelli and others like him, however, power is 

essentially neutral. In addition, our culture so abhors the 

misuse and abuse of power that safeguards have naturally 

evolved. Funkhouser explained that there are three reasons 

why Americans are uncomfortable with power; they are 

religious, political, and personal reasons. Despite the 

fact that the United States enjoys possibly the widest range 

of religious worship of any nation, this country was 

essentially founded on Christian principles and assumptions. 

Christ's teachings to scorn earthly power and possessions 

and to espouse love and salvation are the bedrock of many of 

our social values and contrary to selfish personal drives. 

Our culture has many religion-based messages which make us 

uncomfortable with secular power. Our democratic political 

system with its strong pressures toward equality allows 

individuals in powerful offices to exercise limited amounts 

of power for limited periods of time and only at the 

discretion of voters. The belief in personal freedom can be 

traced back to the founders of the colonies who came here 

seeking one sort of freedom or another. The exercise of 

power is seen as an encroachment on personal freedom and 

independence. Kreisberg said that, despite our expressed 

ideal about democracy, our institutions, particularly our 
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schools, are radically undemocratic. Gardner asserted, 

however, apprehensions are understandable but should not 

turn one away from power. 

How do people acquire power? Being neither good nor 

bad, the exercise of power from a neutral viewpoint could be 

viewed simply as the "ability to do" and "having access to 

whatever is needed for the doing." (Ranter) This means that 

power depends on a context and resources, that no one has 

power all of the time. For example, a teacher has power in 

his/her classroom to make children behave but has no power 

to make children behave at the movie theater. People may 

have power because of their position as in the case of the 

teacher or a police officer, flight attendant, parent, 

supervisor. Others have power because of qualities such as 

attractiveness, persuasiveness, intelligence, or leadership 

ability. Still others have it because they recognize that 

leaders and followers are both sources of power and 

achievement and can be collaborators in getting things done 

rather than adversaries. 

What is the relationship between leadership and power? 

Leadership and power are not synonymous. Gardner said, "By- 

definition, leaders always have a measure of power. But 

many power holders have no trace of leadership." Burns 

(1978) expressed nearly the same sentiment when he wrote, 

"All leaders are actual or potential power holders, but not 

all power holders are leaders." Gardner went on to explain 

that "leadership and the exercise of power are 

distinguishable activities" and that "they overlap and 
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interweave in important ways." Burns said, "Leadership is 

an aspect of power, but it is also a separate and vital 

process in itself." He went on to explain that leaders are 

unique in their relationship to power. 

In brief, leaders with motive and power 
bases tap followers' motives in order to 
realize the purposes of both leaders and 
followers... Leaders are a particular kind 
of power holder. Like power, leadership 
is relational, collective, and purposeful. 

How do superintendents as leaders exercise power? Is 

the power of their office and title sufficient to satisfy 

their motives and those of their followers and to bring 

about their purposes? Blumberg answered it as follows: 

...events in our society since the 
mid-1960s seem to have engendered a 
movement in the direction of diminished 
power of the superintendent. The growth 
of strong teachers' unions, community 
concern about costs and school 
effectiveness, and the focus on the 
legal rights of students are among the 
major factors that have contributed to a 
lessening of the prerogatives of the 
superintendent's office. 

Stewart, in talking about similar changes in America's 

corporations, raised a number of questions summarized below: 

Chief executives observe that major changes are 
under way in how power is deployed in U.S. 
corporations...Most people agree on what power is: 
the ability to get things done, to get people to do 
what you want, to make the final decision. If the 
boss exercises power less directly these days, how 
does he make sure that things get done, and done 
right? Where does power accumulate when hierarchies 
are flattened or when an organization gets 
decentralized. The tyrannical CEO may be on the way 
out; the new boss is a nicer guy. But is he less 
powerful? 

But maybe the concerns are based on a wrong-headed, outmoded 

view of power, a view that has one person, the leader, 
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responsible for getting everyone else going. Kelley 

reminded us, "As a nation, we believe that leaders are 

accountable to the followers and the followers will 

determine whether leaders will hold their positions. We 

have built a country that succeeds (and occasionally fails) 

by the quality of followership." In short, followers have 

power, too. The Chinese concept of balance symbolized ih 

yin and yang comes to mind as an analogy for the proper 

relationship between leadership and followership. 

A Word About the Training of Superintendents 

As Konnert and Augenstein observed, "An individual's 

preparation for and initiation into the superintendency is 

both formal and informal and occurs both prior to and after 

the assumption of the position." They went on to say that 

this preparation is grounded in socialization theory and 

that socialization theory has the following five principal 

components: internalization, identity, significant others, 

role learning, and process. 

They explained the importance of the first component, 

identifying and internalizing "the values and norms that are 

shared by those in the group," for those who aspire to or 

who have already joined. While aspiring or practicing 

superintendents need not blindly accept all standards, they 

must generally agree with the beliefs and expectations of 

superintendents. 

The second component, identity, requires the 

superintendent or aspirant to assume the role of 

superintendent. That means that he/she must "take on the 
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values, norms, and behavior of a superintendent." 

Identification occurs automatically with internalization. 

"Significant others," the third component, are those 

who have substantial influence over the would-be 

superintendent. Their roles, behaviors, attitudes, and 

values shape the one being socialized. Mentors and sponsors 

fall into this category. 

The fourth component is role learning. In short, 

someone must know what is expected of a superintendent and 

be willing to meet those expectations in order to fulfill 

the responsibilities satisfactorily. According to Konnert 

and Augenstein, "The new superintendent, then, must learn 

'who's who' and 'what's what' in the system and community in 

order to function effectively." 

Process is the fifth component of socialization and is 

divided into primary and secondary, formal and informal. 

"Primary socialization is that socialization an individual 

experiences in childhood and through which one becomes a 

member of society." Secondary socialization is whatever 

occurs after the initial socialization that leads an 

individual into new sectors of society. In formal 

socialization, the role of the learner and the material to 

be learned are explicit; in informal socialization, neither 

is specified. 

With regard to formal preparation for the 

superintendency, state certification is required. Although 

states differ somewhat, three general requirements are 

uniform: graduate coursework and/or degrees, one or more 
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internships, and satisfactory performance in another school 

administrative position. 

Once the superintendency is secured, other than some 

type of orientation, formal preparation ends. The informal 

process, often more influential than the formal preparation, 

takes the form of "conventional wisdom" and role modeling. 

Superintendents become responsible for their own development 

and "must continue to seek new knowledge, develop new 

skills, and hone existing ones." 

By interviewing the four practicing superintendents 

participating in this study, the researcher was able to 

ascertain how they became superintendents, to learn about 

the socialization process that influenced their lives. She 

paid particular attention to those people, events, or 

experiences that affected their views about and exercise of 

power. If they espoused a shift away from power as 

domination, she learned where they found the inspiration to 

change. 

Summary 

In this section, the nature of power was discussed. 

Definitions of power were given. The varied sources of 

power were outlined. Power needs and the ethical neutrality 

of power were briefly explained. The means by which people 

acquire power as well as the relationship between leadership 

and power were briefly touched upon. The changes in the 

dynamics of power for superintendents as well as other 

leaders supported the idea that power as control, domination 

and/or manipulation must be replaced with power as 
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relationship, collective act, based on common purpose. A 

brief description about the preparation of superintendents 

based on socialization theory was provided. 

Burns provided the best direction for superintendents 

to deal with the new rules of power as well as a nice 

summary for this section. He said, "The arena of power is 

no longer the exclusive preserve of a power elite or an 

establishment or persons clothed with legitimacy." He went 

on to say that: 

Leadership, unlike naked power - wielding, is thus 
inseparable from followers' needs and goals. The 
essence of the leader-follower relation is the 
interaction of persons with different levels of 
motivations, and of power potential, including 
skill, in pursuit of a common or at least joining 
purpose. 

He concluded that leaders must recognize and embrace 

the interdependence of leadership and followership. Later 

we will hear how four superintendents view and use power. 

We will listen for examples that demonstrate their thoughts 

about leadership and followership. We will look for 

evidence of changes in the power dynamics of the 

superintendency. 

In the next section, "Research Design and Methods," the 

method of collecting the evidence is described. The choice 

of the qualitative approach is explained, showing how and 

why the research is best served in the field using 

exploratory case studies of practicing superintendents 
i 

through in-depth interviews with open-ended questions. 



CHAPTER III 

RESEARCH DESIGN AND METHODS 

Data, data everywhere, but not a thought to think. 
- Sonya Yespuh 

Introduction 

In searching for the methodology that would best serve 

the purpose of this study, the researcher was influenced by 

Yin (1987) who said, "In general, case studies are the 

preferred strategy when...the focus is on a contemporary 

phenomenon within some real-life context." The purpose of 

this study, eliciting theory about power in the 

superintendency, clearly met Yin's criteria. He went on to 

explain that an exploratory case study is called for when the 

goal is to develop questions for further inquiry. While the 

insights derived from this study could inform the preservice 

and inservice training of superintendents, it is primarily 

intended to serve as a beginning, as a basis for further 

investigation of power in the superintendency. 

Ferrarotti (1981) said that social abstractions such as 

power are derived from the work and lives of individuals; 

therefore, it seemed appropriate to go directly to practicing 

superintendents to ask them their thoughts on and experiences 

with power. Yin said that "in the classic case study, a 

'case' may be an individual" and "several such individuals or 

'cases' might be included in a multiple-case study." Four 

practicing superintendents will constitute four individual 

"cases" and then be joined together to form an exploratory 

multiple-case study. 

48 
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Information about each superintendent needed to be 

collected, so the researcher was faced with the dilemma of 

identifying the best means for accomplishing the task. 

Seidman said that a researcher could come to understand 

people's experience by gathering their stories through 

interviewing. He also said that the researcher could share 

the stories by selecting excerpts using the exact words of 

those interviewed, and that the excerpts would allow the 

researcher to make thematic connections among the experiences 

of the interviewees. In his book, Interviewing as 

and the Social Sciences. Seidman set forth his methods which 

became the fundamental resource for the design of this study. 

The remaining sections of this chapter explain the 

Design, describe the process for Selecting Participants, 

outline the means for Data Presentation and Analysis, list 

the study's Limitations, and conclude with the Summary. In 

the next section, Design, in-depth interviewing using open- 

ended questions is discussed. 

Design 

Seidman said, "Recounting narratives of experience has 

been the major way throughout recorded history that humans 

have made sense of their experience." In-depth interviewing 

was the vehicle chosen to gather the superintendents' 

stories, but as Seidman explained, "The purpose of in-depth 

interviewing is not to get answers to questions, nor to test 

hypotheses, and not to 'evaluate' as the term is normally 

used. At the root of in-depth interviewing is an interest in 
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understanding the experience of other people and the meaning 

they make of that experience." 

Interviewing runs the gamut from tightly structured to 

apparently unstructured, from established, closed questions 

to exploratory, open-ended questions. (Seidman) The approach 

used in this study is what Seidman called in-depth, 

phenomenologically based interviewing with the goal of having 

"the participant reconstruct his or her experience within the 

topic under study." Power is an appropriate subject since 

Seidman wrote, "The range of topics adaptable to this 

interviewing approach is wide, covering almost any issue 

involving the experience of contemporary people." 

Seidman's method involves three separate ninety minute 

interviews with each participant. In the first interview, 

participants are asked to tell as much as possible about 

themselves vis-a-vis the topic (power) up to the present, to 

reconstruct early experiences about family, friends, 

neighborhood, school, and work. Asking them to put their 

experience into a life history by reconstructing a "range of 

constitutive events" enables them to explain how they became 

superintendents rather than why. (Seidman) 

The second interview focuses on the specific, concrete 

details of current experience in the topic area (power). The 

researcher asks participants to reconstruct these details, to 

tell what they actually do as superintendents. Details of 

experiences rather than opinions are sought so the researcher 

asks for stories about their experience as superintendents as 

a means for eliciting details. (Seidman) 
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During the third interview, the researcher asks the 

participants to reflect on the meaning of their experience, 

the intellectual and emotional connections between work and 

life rather than satisfactions or rewards. The success of 

the third interview depends on the foundation established in 

the first two. 

According to Seidman, "each interview serves a purpose 

both by itself and within the series," and "the purpose of 

this approach is to have participants restructure their 

experience, put it in the context of their lives, and reflect 

on its meaning." He said that the three interviews could be 

titled as follows: Interview One - Life History, Interview 

Two - Contemporary Experience, and Interview Three - Meaning 

to the Participant. 

In order to accomplish the purpose of each interview, 

Seidman suggested ninety minute interviews spaced three to 

seven days apart so that the work is done over two to three 

weeks. Though he set forth this structure and process, he 

agreed that alternatives could be explored based on the needs 

of the participants. 

In interviewing, the question of whose meaning is it 

that is drawn out of the stories gathered becomes an 

important issue. Seidman's structure, process and directions 

for interviewing were formulated to reduce the effect the 

interviewer has on the participant's reconstruction of 

experience; however, the interviewer, no matter how skilled, 

will have some effect because the interviewer works with the 
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material, selecting, interpreting, describing, and analyzing 

it. 

Other questions arise about whether or not the 

participant is telling the truth; about the applicability to 

anyone else; about changes that might have occurred with a 

different interviewer, or circumstances, or participants. 

Obviously, these questions are concerned with validity, 

reliability, and generalizability. Seidman observed that in- 

depth interviewers can judge whether or not the participants' 

comments are valid. He wrote, "Because we are concerned with 

the participant's understanding of her experience, the 

authenticity of what she is saying makes it reasonable for me 

to have confidence in its validity for her." He also 

explained that the three-interview structure advances the 

goal of validity when he wrote: 

It places participants' comments in context. It 
encourages interviewing participants over the course 
of 1 to 3 weeks to account for idiosyncratic days and 
to check for the internal consistency of what they 
say. Furthermore, by interviewing a number of 
participants, we can connect their experiences and 
check the comments of one participant against those 
of others. Finally, the goal of the process is to 
understand how our participants understand and make 
meaning of their experience. If the interview 
structure works to allow them to make sense to 
themselves as well as to the interviewer, then it 
has gone a long way toward validity. 

Yin also spoke about the criteria for judging the 

quality of the research design. He said that construct 

validity could be met by having the report reviewed by key 

informants. The participants were asked to verify verbatim 

transcriptions of their interviews, portions of which are 

quoted in this study. Because the researcher's purpose is to 
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elicit theory from the participants' own experience as a 

platform for further study and not to generalize the findings 

to existing theory or to the population in general, external 

validity is not an issue. Reliability is served by 

documentation of the procedures; through adherence to 

Seidman's structure, process, and interview practice; and by 

using lengthy excerpts rather than short quotes of the 

participants' own words from the interviews. In addition, a 

practicing superintendent read the interview transcripts and 

made comment on what he deemed important independent of the 

researcher. His work is included in the discussion of the 

data. 

With regard to documentation, a consent form (See 

Appendix A.) was developed and given to each participant. It 

included the following: 1. what they are being asked to do, 

by whom, and for what purpose; 2. what risks, if any, they 

might be taking; 3. what rights they have in the process 

including review of material and withdrawal from the process; 

4. what means will be used to protect confidentiality; 5. how 

the results will be disseminated and what benefits, if any, 

they can expect. (Seidman) 

In addition, the researcher developed an interview guide 

(See Appendix B.) including the basic question that 

established the focus of each interview in the series. The 

guide was not intended to be used to manipulate participants' 

responses. Following is the basic question for each 

interview suggested by Seidman: 

Interview One: How did you come to your work? 
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Interview Two: What is your work and what is it like 

for you to do what you do? 

Interview Three: What does your work mean to you? 

The researcher focused on the topic of power in the context 

of the work of being a superintendent. 

Further, the interviews, audio-taped and transcribed, 

provide accurate and complete documentation. The study uses 

lengthy excerpts from the interviews, providing enough detail 

and sufficient depth for an understanding of the issues 

reflected. (Seidman) 

Finally, a simple participant information form (See 

Appendix C.) was developed to record basic data about the 

participant such as home and work addresses and phone 

numbers, best/worst times to call, and interview dates and 

times. The form was intended to facilitate communication 

between researcher and participants. (Seidman) 

Selecting Participants 

Seidman said that the basic assumptions underlying this 

type of study are different from those of an experimental 

study, so selecting participants is approached differently. 

He also said, "Furthermore, interview participants must 

consent to be interviewed, so there is always an element of 

self-selection in an interview study. Self-selection and 

randomness are incompatible." The researcher wanted a means 

for participant selection that would advance the study's 

purpose, so random selection, again, seemed incompatible; 

not all superintendents exercise power effectively. Because 

the researcher is a practicing superintendent, she wanted to 
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avoid making the selection herself. She concluded that 

individuals involved with superintendents on a regular and 

ongoing basis, who have a statewide perspective, and who know 

superintendents and their work well enough to be able to make 

recommendations would be a good source for the selection 

process. The researcher asked the recently retired 

Massachusetts Commissioner of Education, the acting 

Commissioner of Education, the Executive Director of the 

Massachusetts Association of School Superintendents 

(M.A.S.S.), and the Executive Director of the Massachusetts 

Association of School Committees (M.A.S.C.) to name those 

superintendents whom they consider use power effectively. 

The researcher chose four of the superintendents whose names 

came up repeatedly, eliminating those who were described as 

blatantly using power in the traditional controlling, 

dominating style. This study is, after all, seeking to find 

out if there is a new theory of power emerging from the 

field. 

Once identified, the researcher approached the four 

initial choices in person. A brief outline of the study and 

an explanation of how the person was chosen was given. Each 

was also informed of the three-interview commitment. Since 

they all agreed, another selection was unnecessary, though 

additional possible selections are available should one of 

the initial four withdraw for whatever reason. 

Data Presentation and Analysis 

The methodology chosen for this study generated a great 

deal of data and, as Elam and Paley (1978) admitted, "Any 
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collection of raw data is a jumble." Seidman said that the 

first step for the researcher is to make the interview 

material "accessible by organizing it." He stated that 

handling the consent forms, audio-tapes, transcripts, and 

notes requires attention to detail, concern for security, and 

a system for keeping the material accessible. He emphasized 

the importance of this administrative work as the foundation 

for analyzing the data. 

To aid in this administrative task, the interviews were 

taped and then the spoken words were transformed into a 

written text for study. This means the researcher had the 

original data which ensured accountability. The written text 

was then "reduced to what is of most importance and 

interest." Seidman said that data reduction must be 

inductive rather than deductive. He put it this way: 

...the researcher cannot address the material with 
a set of hypotheses to test or with a theory developed 
in another context to which he or she wishes to match 
the data. The researcher must come to the transcripts 
with an open attitude, seeking what emerges as 
important and of interest from the text. 

Seidman recognized that the researcher is not a blank 

slate when she interacts with the text, but he insisted that 

the researcher "must come to the transcript prepared to let 

the interview breathe and speak for itself." 

Miles and Huberman (1984) provided direction for dealing 

with the "jumble" of material when they said that "analysis 

consists of three concurrent flows of activity: data 

reduction, data display, and conclusion drawing/ 

verification." They explained further that "data reduction 
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refers to the process of selecting, focusing, abstracting, 

and transforming the 'raw' data" and that "data can be 

reduced in many ways..." Seidman said "the first step in 

reducing the text is to read it and mark with brackets the 

passages that are interesting." He called this "close 

reading plus judgment." He reiterated the notion that "what 

is of essential interest is embedded in each research topic 

and will arise from each transcript." While he said "there 

is no model of interesting categories that one can impose on 

all texts," he acknowledged that he responds to the 

following: conflict; hopes expressed; language indicating 

beginnings, middles, and ends of processes; emotions; class, 

race, and gender played out in individual lives; affects of 

hierarchy and power. This researcher did similarly. She 

used Banfield's "rephrased" questions. 

Reducing the material by marking it allowed the 

researcher to shape it to be shared and displayed. (Miles 

and Huberman) This researcher followed Seidman's method for 

sharing data, marking individual passages, grouping them into 

categories, searching for thematic connections within and 

among them. The Affinity Diagram was used for this purpose. 

In the 1960s, a Japanese anthropologist Jiro Kawakita 

developed an analytical tool, the KJ Method, to "accomplish 

two important ends: 1) Sift through the large volumes of 

information efficiently. 2) Let truly new patterns of 

information rise to the surface for closer examination." The 

Affinity Diagram grew out of the KJ Method and is described 

as a tool that "gathers large amounts of language data 
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(ideas, opinions, issues, etc.), organizes it into groupings 

based on the natural relationship between each item, and 

defines groups of items." (Brassard, 1989) The individual 

passages marked in the text were excerpted, organized, and 

analyzed using the Affinity Diagram. 

Once the excerpts were organized into categories, 

studied for patterns and connections, and tentatively labeled 

by words or phrases that best described them, certain 

representative excerpts were chosen to be quoted in Chapters 

Four through Seven. Seidman said, "They (excerpts) stand out 

because I have read about the issue from a perspective 

independent of my interviewing." While it was inappropriate 

to force-fit the words of the superintendents into theories 

derived from other sources, obvious connections to the 

literature were noted. In particular, the researcher's 

interest in the work of Herzberg, Kelley, Covey, and 

Kreisberg was drawn upon. 

The final step in the analysis was a discussion of what 

the researcher learned from gathering the material, 

excerpting selected passages, and organizing the excerpts 

into categories. She paid particular attention to 

connections among the experiences of the participants, 

pinpointing new learnings, surprises, confirmations of 

assumptions, consistency with the literature, meaning to the 

researcher herself. (Seidman) 

Limitations 

This study is limited to the perspectives of four 

superintendents. There are three hundred and sixty-six 
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superintendents in Massachusetts, but the methodology chosen 

for this study prohibited the inclusion of a larger number. 

As Seidman pointed out, "The method of in-depth, 

phenomenological interviewing applied to a sample of 

participants who all experience similar structural and social 

conditions gives enormous power to the stories of relatively 

few participants." 

In addition, this is not a comparative study of women 

and men which points to differences in the use of power in 

the superintendency based on gender. The researcher made an 

assumption when undertaking this study that power is neither 

masculine nor feminine, that it is gender-neutral. Kanter 

addressed this issue and concluded, "There is as yet no 

research evidence that makes a case for sex differences in 

either leadership aptitude or style." She said that the 

preference for men as leaders is related to power itself, 

not gender. Since men have traditionally had more access to 

power in organizations and followers want to be connected to 

the powerful, men have been the leaders of choice. Kanter 

emphasized, however, that when women acquire power, "power 

wipes out sex." 

Another limitation of the study is the result of the 

uniqueness of each participant's story. As Seidman 

explained, "Their stories defy the anonymity of a number and 

almost that of a pseudonym." Though the researcher 

endeavored to protect the confidentiality of the 

participants, readers may nevertheless surmise their 

identities. 
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Because interviewing is a personal interaction, it was 

not possible to eliminate the effect of the researcher on how 

the superintendents reconstructed their experience. Seidman 

commented on the researcher's influence on the interviewing 

situation when he said, "They ask questions, respond to the 

participant, and at times even share their own experiences. 

Moreover, interviewers work with the material, select from 

it, interpret, describe, and analyze it." Though the 

researcher was vigilant in maintaining the meaning¬ 

making activity as the participants' role, she could not 

entirely separate herself from the process. As Wheatley 

(1992) said, "No longer, in this relational universe, can we 

study anything as separate from ourselves." She went on to 

explain that scientific objectivity is impossible when there 

is no such thing as observable phenomena without an observer. 

She wrote, "We do not, as some have suggested, 'create' 

reality, but we are essential to its coming forth. We 

'evoke' a potential that is already present." 

A further limitation was brought about by the fact that 

the researcher was a practicing superintendent in 

Massachusetts when the study was undertaken and knew, or was 

known by, all potential participants. Seidman warned against 

"the perils of easy access," cautioning that more difficult 

interviews are often associated with the easiest access. He 

offered a remedy: "The interviewer and the participant need 

to have enough distance from each other that they take 

nothing for granted." This researcher sought to establish 
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distance through the use of statewide experts rather than 

choosing participants herself. While she knew all four 

superintendents, she knew only their public personae from 

professional gatherings. 

The last limitation is also a product of the researcher 

being a superintendent. Because of her occupation, she was 

sensitive to the fact that she might assume she would know 

what a participant was thinking instead of asking him/her to 

draw his/her own conclusions. As Seidman reminded his 

readers. 

Being interested in others is the key to some of 
the basic assumptions underlying interviewing 
technique. It requires that we interviewers keep 
our egos in check. It requires that we realize we 
are not the center of the world. It demands that 
our actions as interviewers indicate that others' 
stories are important. 

By choosing the methodology described earlier, the 

researcher minimized this particular limitation. 

Summary 

The purpose of this study is to examine the experience 

and perceptions of four practicing Massachusetts 

superintendents about the exercise of power in their role as 

superintendent in order to elicit theory about power in the 

superintendency. The method for gathering information about 

their experience and perceptions, the in-depth 

phenomenological interview, relies on open-ended questions. 

The information derived from the interviews of each 

participant represents a single case and the four cases 

together form a multiple-case study. Because the focus, 

power in the superintendency, is a contemporary phenomenon 
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within a real life context which has not been widely studied 

before, this multiple-case study is exploratory in nature. 

It is intended that this study serve as a platform for 

further inquiry on the subject. 

The researcher read the transcripts of the interviews 

and marked interesting passages with brackets. The passages 

were organized into categories and studied for patterns and 

connections. The Affinity Diagram was employed for this 

purpose. Some representative passages were selected to be 

quoted in their entirety so that the researcher could elicit 

theory about power in the superintendency from the 

participants' own words. She then went through her own 

meaning-making activity based on what she learned from the 

interviews. 

In the next chapter the individual stories are shared 

through lengthy excerpts of the superintendents' actual 

words. 



CHAPTER IV 

DATA PRESENTATION: THE INTERVIEWS 

A sense of autonomy, separateness, or identity 
permits a freedom of action and thinking so 
necessary for leadership. Not the least signifi¬ 
cant part of achieving a sense of identity is the 
creative integration of one's past. 

- Abraham Zaleznik 

Introduction 

The stories of four Massachusetts superintendents were 

gathered using Seidman's method for in-depth phenomeno¬ 

logically based interviewing. Seidman's approach was chosen 

because of its compatibility with the researcher's goal of 

examining the superintendency relative to power through the 

eyes of practicing superintendents. In the order of 

Seidman's interview trilogy — Life History, Contemporary 

Experience, Meaning to the Participant — each story is 

shared through lengthy excerpts of the superintendent's 

actual words. 

The excerpts leave relatively little out, so the stories 

told are quite complete. Given the length of the interviews, 

this chapter is entirely given over to them. The thematic 

connections among the experiences of the participants are 

left to the next chapter. 

Interestingly, the four superintendencies represent the 

range from urban to rural, large to small, though the subject 

selection process did not have this as an intentional 

outcome. The remainder of this chapter tells the individual 
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stories. By way of introduction, some general comments about 

the interviews are made first. 

The Interviews 

Seidman's method involves conducting three separate 

ninety minute interviews with each participant; however, he 

agreed that alternatives could be explored based on the needs 

of the participants. The firsthand third participants fell 

into the expected pattern of three separate interviews with 

all but one session approaching ninety minutes. The third 

interview with the first superintendent lasted about forty- 

five minutes and, despite its brevity, he expressed 

satisfaction with the completeness of the interview in 

covering the topic. This particular interview was conducted 

in a vacant hotel function room immediately following a 

statewide superintendents' conference. It was the only 

interview not held in a superintendent's office, and the 

researcher was left wondering what, if any, impact the 

location had on the session. 

The second and fourth participants were interviewed in 

two sittings. The second participant spoke rapidly and 

provided somewhat of a monologue, anticipating questions and 

answering them before they were asked. His style enabled him 

to cover the topics in only two sessions of approximately 

ninety minutes each, including the time he took for 

interruptions. The fourth participant, congruent with his 

style, suggested two sessions over two days, more out of his 

wish to make things easier on the interviewer's time, travel, 

and pocketbook than for his own convenience. He even 
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provided a referral for an affordable bed and breakfast. The 

first session lasted three hours while the second took nearly 

two. 

As previously stated, all but one interview took place 

in the superintendents' offices. In all cases, the 

participants and researcher sat together at a conference 

table rather than the superintendent behind his/her desk and 

the researcher in a chair. Each participant chose this 

seating arrangement without any discussion. The first 

superintendent left his office door open; but other than the 

sounds of muted voices and ringing phones, there were no 

interruptions. At the hotel site, there was one interruption 

when colleagues stopped briefly to chat. The second 

superintendent left both office doors open and took time 

during the interviews to respond to employee questions, 

direct his secretary, answer selected phone calls. He 

explained that closed doors caused people to wonder about 

what was going on and eroded trust. He further commented 

that anyone interacting with him had to do so according to 

his style. The third superintendent closed his doors, though 

he did respond to a few interruptions. The fourth 

superintendent closed her door after asking her secretary to 

hold all calls and callers, so no interruptions occurred. 

The interviewer made no suggestions regarding these 

arrangements; the participants organized matters according to 

their own taste. The quality of the interviews did not seem 

to be effected by interruptions or the lack thereof. 
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Seidman's method outlines the focus for each of the 

three interviews and suggests a basic question to establish 

that focus. The first interview begins with the question, 

"How did you come to your work?" The second interview opens 

with, "What is your work and what is it like for you to do 

what you do?" The final interview is launched with the 

query, "What does your work mean to you?" The remaining 

questions and prompts flow from the content of the interviews 

as the participants are asked to recount their experiences. 

The researcher did make it clear that the issue of power 

would be the central theme in her exploration of the 

superintendency. On three occasions, when initially inviting 

them to take part, in the subsequent letter of invitation and 

explanation, at the first interview, she explained that power 

was her area of interest and that she would be looking for 

evidence of their views and experiences vis-a-vis power 

through their stories. 

The researcher departed from the format only slightly by 

asking all four participants three uniform questions. In the 

first instance, the researcher was prompted to ask each 

superintendent his/her definition of power. This came about 

as the result of her surprise at an unsolicited reaction from 

the first participant who said, "I don't like the word 

[power]...maybe it's my definition of the word...it has 

negative connotations." It seemed important to understand 

each participant's definition of power and not leave it to 

chance that it would come up in the interviews. In the case 
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of the first three participants, the initial interview began 

with their definition of power. In the case of the fourth 

participant, it came up during the course of the first 

interview. 

The second departure from the format was based on one of 

the purposes of the study, to make recommendations regarding 

the preservice and inservice training of superintendents. 

The interviewer thought the insights of the participants 

regarding this matter would be invaluable, so she asked each 

of them to identify what he/she might consider to be 

important components of a preparation program. The fruitful 

results will be presented later. 

The last instance came about because, again, participant 

one offered an unsolicited reaction, this time to the process 

itself. The interviewer thought that feedback on Seidman's 

method would be a useful means of evaluation. 

Other than the three focusing questions suggested by 

Seidman and the three additional questions cited above, the 

interviewer's questions and comments were brought forth by 

the give and take of the participants' story telling. By and 

large, the interviews flowed smoothly with the time passing 

quickly. The researcher commented more often in the 

interviews with the first participant, partly because he was 

somewhat less talkative than the others and partly because 

this was the researcher's first set of interviews. The other 

three sets of interviews proceeded with relatively little 

intervention on the part of the researcher. The participants 

were more loquacious and the researcher, less nervous. 
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All four signed the release form without objection and 

had no difficulty with the audiotaping. Each received full 

transcriptions of their interviews along with a written 

request to check them for completeness and accuracy. The 

letter also offered them the chance to add anything that 

might have occurred to them subsequent to the interviews. 

The release form had already explained that they could delete' 

anything they wanted within a certain time limit. Only one 

responded; the first participant supplied missing words and 

phrases the researcher had been unable to discern on the tape 

or remember from the context. 

The stories will now be told. Each story will begin 

with the participant's definition of power. You will then 

read his/her own words as family, educational and career 

histories are recounted. Then you will learn what it is like 

to be a superintendent as told by each practicing 

superintendent. Finally, you will share in the insights 

brought about by this process as each participant undertakes 

his/her own personal meaning-making activity. The names of 

people and places have been removed to provide as much 

anonymity as possible as agreed upon with the participants. 

They understand, however, that as public personalities they 

may be identifiable. The first story is that of a fifty¬ 

something superintendent in a suburban district of about ten 

thousand students. 
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Participant 1;_Power 

When the researcher explained that the central theme of 

her study was power, power and the superintendency, the first 

participant had an immediate and strong reaction. Here is ' 

what he had to say about power: 

I don’t like the word...maybe it’s just my definition 
of the word...it has negative connotations. And I know 
that as you take on administrative responsibilities 
that you have more and more responsibility attached 
to it, that those people who "report to you" oftentimes 
have difficulty speaking to you because of the power 
they associate with the role. And I have spent my 
life, not necessarily successfully, I might say, talking 
particularly with other administrators, about the fact 
that my belief simply is that we are all adults and that 
when we are making decisions everybody has the right to 
say whatever they want, in a respectful way, but 
whatever they want, or express any opposition or 
agreement. But they have the right to express it. And 
if you choose to be silent, even if the reason for being 
silent is you don’t have whatever it takes to speak to 
the person in the authority of the role, then it is O.K. 
to be silent, but don’t ever complain to me about the 
decision that was made. Because by being silent you 
have given up your opportunity to influence that 
decision. And more explicitly to me you have tacitly 
said to me, if not explicitly said to me, I agree with 
this. Because if you didn't agree with me, I expect you 
to say that. And this comes up all the time at 
administrative council meetings. Here. Are people 
willing to really voice their opinion. In a system of 
this size, the difference between our neighboring Town 
and this system, the size of this system, you are 
dealing in one room with almost 40 people. Because you 
have curriculum people involved. You can get into that 
in terms of when we actually talk about the role as I 
see it. That may have been a good decision or a bad 
one, I don't know. But you end up with almost 40 
people. So it is easy for people to kind of hide 
without, even though they are possible. And that issue 
continually comes up. Do the meetings work? Are people 
going to speak? Power. Power. And I don't want to 
hear the word "power". I just want people to 
acknowledge that we are all adults. And as an adult I 
have always felt that. And I never had that problem in 
the reverse role. And I never had that problem as a 
teacher, saying to a principal or as a principal saying 
to a superintendent, this is what I believe. You can 
like it, you may not like it, it doesn't matter. This 
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is my opinion. I am entitled to my opinion. And I 
expect other people to behave that way. So that is my 
concern with the word "power". 

Although the participant talked about his concern about 

power as well as how he thought it should work in exchanges 

between people, he had yet to give the definition he had 

mentioned. The researcher asked him to talk about his 

definition and to tell what he might replace it with. He 

responded: 

The word "power" to me connotates someone having undue 
influence over somebody else. So when you say it is a 
power relationship, I see it as a relationship where we 
are not on equal footing. And there is something 
inherently wrong with that. I don't ever want to be in 
a position where people are doing something because they 
fear the consequences of it not being done or because 
they are afraid of what might happen because they didn't 
agree, or whatever. I don't have any problem with 
disagreement. I don't have any problem with conflict. 
That's the natural part of the day, as far as I'm 
concerned. But I want the relationship to be such that 
people can say what they need to say. And again, say it 
in a way that is respectful on both sides. And then, if 
I have to, I will make a decision, which may not be what 
the other person wants to hear. But at least it has 
been real, honest interchange. And when I go back to 
look at the word "power", I think power, if you are 
looking at relationships from the concept of power, you 
are preventing that kind of honest exchange of 
communication from occurring. And I just can't accept 
that. Even though I see it, I can't accept it. So 
that's... now, what would you change it with? What would 
I change it to? I don't know. I suppose it is 
authority or responsibility in the role. And it is 
certainly the need to make decisions and point the 
direction and move ahead and sometime, to tell people 
what they don't want to hear and to expect it to be done 
anyways. So that's authority and responsibility. I 
don't want to call it power. Because if it's power, I 
can accept your doing something because I told you to do 
it after I heard you, if I really believe you are free 
to speak your mind. Then that is authority. I have 
ultimately the right to make that decision. You have 
said what you have to say. I have listened as closely 
as I can. And now something has to be done. This is 
what we are going to do. That is different from my 
saying to you, "do this" when I really haven't heard 
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you. And I haven’t heard you because you are afraid to 
speak. 

...The same thing with school committee members. Why 
don't you just tell the school to do this. "O.K., I 

can do that. But if I do that, then the implications to 
that are the following. Nobody will own it, there is 
not going to be a lot of energy around it, the kids 

aren't going to benefit from it, the parents aren't 

really going to understand. Do you want me to do that?” 
Well, then they back off. So there has to be a mid¬ 

point between the school doing whatever it wants to do, 

which_I don't agree with, and being run by directives. 
And that mid-point is being clear about what your 

expectations are, allowing people to speak to those who 
alter your thinking by the force of their arguments and 
then to expect ownership. It's not an easy task. 
That's where the business gets complicated. 

Participant.. 1:_Life History 

The interviewer asked the participant where his views 

about power had come from, particularly his antipathy toward 

it. He spoke about early influences in his life as follows: 

Well, it is long term. It goes all the way back. 
I mean your parents contribute certain things to you. 
And one of the things my mother always said to us was, 
"regardless of who you are or where you come from (we 
came from a fairly poor neighborhood) that doesn't mean 
you don't have the right to speak your mind." Your 

opinion is as good as anyone else's. And that has 

always made sense to me. So I've always tried to 

conduct my life that way. And have tried to treat 

people as if I would expect them to behave that way. 

Now, it's complicated because I know people come to it 

from a different perspective and they don't always have 

the strength, the inner strength that they need, self 

confidence, whatever it is to do that. But I don't want 
to give them the easy way out by creating a relationship 
that's based on you do what I told you to do, because 
I'm the person in charge here and that's the way it's 

supposed to work. I can't accept that. That notion of 
being able to speak my own mind from when I was real 
young, I have always felt that way. It has always been 

real important to me. It really doesn't matter often, 

whether I end up having my way accepted. Lots of times, 

all along the way, professionally and socially and lots 

of other ways where I would get into discussions, have 

real strong feelings about something, present them, the 

direction goes a different way. I have no difficulty 

then supporting that. As long as I feel that I have 
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been heard. I am not about to subvert or destroy a 
decision that is contrary to what I believe. And so 
that is important to me and I want it to be important to 
others. It is also true that if a decision were being 
made that reflected two or three things that I most 
highly value, then I was always prepared to say that I 
can't be here any more. And I respect your right to 
make that decision at the time, but I can't work any 
more. 

The interviewer asked the participant how he had gained 

s._ 

such clarity about his principles, to which he replied: 

I don't know. I don't know the answer to that 
question. Most of the time it has been intuitive. 
Certain lines you just don't cross. I have lots of 
flexibility about lots of things, but once you hit a 
certain point then the value structure of a place is 
different than mine. That doesn't make me right. All 
that means is I am not comfortable being there. 
Somebody else might be comfortable. Hire that person. 
I can’t be. 

He continued for some time on the topic of values, 

particularly in the context of his current setting. The 

topic came up again during the second interview as part of 

the discussion of his views on the superintendency, so the 

lengthier remarks will be included in that portion of his 

story because they are more relevant to Contemporary 

Experience. 

The interviewer sought to bring him back to his 

recollections of his earlier life, so she reminded him of 

what he had said about his mother's belief in their right to 

speak their minds and asked if that were the case in his 

family. He explained: 

My family was chaotic. It was my mother and my father 
and four kids in a small place. And everybody 
always had other people in the house. So it was 
continually a babble of voices. My mother had eleven 
brothers and sisters, so when we went to family events, 
it was, if you weren't willing to really speak, you 
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could be silent for months and no one would hear you. 
Again, it was always expected that it would be done with 
respect. But, it was fun, even as kids, to go with the 
family and have big arguments. People were disagreeing 
all over the place. That's the way it was. 

The interviewer prompted him to continue with the 

remark, "So it was okay to disagree." 

It was more than O.K., it was almost expected. If 
you weren't willing to share a perspective, even if 
nobody agreed, people thought you were crazy. 

When the participant again strayed from recounting his 

growing up years, the interviewer listened while he finished 

his thoughts then brought him back by asking him about the 

influences in his formative years that he had mentioned 

previously. He recalled details of his home town and growing 

up poor. 

...there is no question in my mind that, growing up, 
City has always been a very poor community. And we 
were poor. As a youngster, it didn't really affect me 
that much. It was a good thing we didn't have 
television. Everybody I saw was in the same condition. 
That's what I thought life was like. You get on the 
MBTA and you go to see your relatives in City or City or 

wherever. You saw the same thing. There was no 
difference. People living in tenements. People were 
working very hard, there was not a lot of money, hand- 

% � me-down clothes. That's the way it was. Until you 
reached high school. And then you were able to travel 
to other communities. And I can remember being invited 
in high school to parties in Town and Town and being 
absolutely furious at what I saw. And I was one of the 
more calm people. There were groups within the group 
that I hung around with socially, there were kids who 
literally did destructive, stupid things because they 
got so angry at what they were seeing and what they 
didn't have. I remember that vividly. I remember those 
experiences vividly. And I am convinced that it has 
affected what my own priorities are and where my own 
values are and, if I have a choice between supporting 
somebody who is upper middle class and comfortable and 
somebody who is struggling, it takes me .0 seconds to 
figure out who I am going to support. It has always 
been that way. That's inbred. So that was important, I 
think. And the other piece, the unique piece of City^ 



7 4 

was not only that it was poor, it was diverse. I mean 
we had everything. It was a very small city and within 
the city, on the street that I grew up in, there were 
Jewish people, Catholic people, Protestants were a 
minority. There were blacks, we had a Puerto Rican 
population before City did because of Grocery store. I 

didn’t formally know any of this. Nobody ever sat down 
and said Puerto Rican population is here because, or 
this is that. But that's the way it was and there 
weren't any hostilities. Nobody was angry with anybody 
else because they were different. Just that's the way 
it was. That's the way the world was. My little world. 
Again, it's a good thing there wasn't television, 
because I didn't know there was another world out there 
that wasn't like that. By the time I figured it out, I 
already had certain beliefs in me that allowed me to 
question the stupidity of the rest of the world, and I 
just didn't understand it. I didn't understand why 
people behaved that way. And that stayed with me. So, 
to that extent, the city itself and growing up there and 
not having the opportunity until I was eight or nine 
when television came on the screen, and the first five, 
six years you didn't see anything anyway, stage 
productions or local shows. I wonder about that now. 
And if I were growing up in City now and turned on 
television and saw all these other ways of life, I mean, 
people with lots of money doing stupid things, using 
money destructively, I don't know what the hell I would 
do. I had enough anger in me to begin with without 
knowing stuff. It's a long way of saying that when Los 
Angeles explodes, there is a large part of me that 
absolutely understands why Los Angeles exploded. People 
say, why did it happen. Of course, I know why it 
happened. If I were there I would be doing the same 
thing. 

When prompted again, he spoke of other influences in his 

life, his father, a colleague, his wife. 

Actually, my father was equally influential in 
another way. He was the one, who really, from a very 
young age, talked concretely about the importance of 
respecting people, respecting differences. And you 
judge people by the person, not the religion or the 
color or the class. He spoke softly, but his words were 
important. That was the other case. The other 
administrator who had some effect on me was Name. Do 
you know Name? We worked together in City. He was a 
principal at School. He was an African American guy. 

He was in State and now he's back at School. He had a 

very interesting perspective on what diversity means in 
a public school setting and what the role of public 
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school people should be which reinforced what my father 
had always told me anyways, when it was applied to 
public school, the role of public schools. And how one 
goes about doing business and the way that affects 
diversity and what way that affects other people too. 
And that was an important learning experience for me. 
But in terms of this, this role, the other person who 
had a big influence on me all along, as subtle and not 
so subtle, is my wife. She's never shy about telling me 
what she thinks. 

...I met her in high school. It is kind of sad, when 
I think about this to think all the years I have been in 
this profession to talk about only having come in 
contact with probably two people, maybe a bit more, but 
I can’t, nobody comes to mind forcefully, that really 
had the dramatic influence over what I think or how I 
behave. That's sad. I don't understand why that is, 
but I find that sad. 

...It was one of those marriages that wasn't supposed 
to succeed. Because we met in high school, got married 
while we were both still in college and she dropped out. 
Then we had a child while I was still in college. It 
was one of those teenage marriages that was not supposed 
to go. Statistics had taken the wrong direction. 

When the interviewer asked about children and siblings, 

he replied that he had three children and two sisters and a 

brother. He went on to talk about his relationship with his 

sisters and brother: 

...I would say it was the kind of relationship where we 
could disagree, and often did. There is only a year 
and a half difference between each of us. So there is a 
six year spread between myself and the youngest. I am 
the oldest. My mother tells the story about what it was 
like when one of us got chicken pox, when she was in the 
house for about four months because it just went from 
one to the other. So there were differences among us. 
It was not a peaceful existence. We argued and did all 
the normal things that I think brothers and sisters do. 
But there was also the understanding that while we could 
do that among us, somebody from the outside had to be 
very careful about doing that to any one of us. Because 
he would have to deal with the rest of us. So there was 
that kind of cohesiveness. And it is still there. I'm 
not one to call people, so there are not a lot of 
telephone conversations. My brother's living in Florida 
now. My two sisters are around here, so I see my 
sisters more than I see my brother. And yet, I think it 
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is very clear to any one of us that if something 
happened and anyone needed anything, there would be no 
discussion about it. We would do it. 

The researcher commented that he had not mentioned 

friends and asked what, if any, part they had played in his 

life. He said: 

...That's an interesting observation. Dividing it into 
two parts. The friends I had while I was in school. 
They really were important.. It was a small group of 
people. We kind of supported one another through 
difficult situations. Each one kept the other one out 
of trouble to the extent that it was possible to do 
that. We mostly succeeded, not entirely. There was 
a small group of people in college who did the same 
thing. All of us were commuters. We did some joint 
studying and stuff like that. But after that, people I 
would say are real friends, there's not a lot of them. 
If people who have similar values, it's interesting. 
People like us, like Wife and myself, we've been exposed 
to people who, I would say, were upper middle class or 
fairly wealthy...we don't have any of those people as 
friends. We have conversations with people like that 
and get invited to things, but it's not who I want to 
spend my time with. On Friday evenings, the one evening 
that is really important to us. Wife and I meet with a 
couple, one of whom is a policeman, the other one works 
for the telephone company, another couple, one is a 
beautician, her husband is a superintendent of schools 
somewhere else, another couple, one of whom is a trained 
chemist and gave it up and is now a shoemaker, that's 
what his father did, and his wife helps in the shop. 
And there is one woman who runs the distribution center 
for a pharmacy and we meet and have dinner in a little 
Italian restaurant in Town and that evening is very 

important. We almost never mess around with Friday 
evenings. We've known these people for years, since the 
early 60s, and pretty much stayed together. 

The interviewer also asked if religion had influenced 

him, to which he replied: 

I don't... that's an interesting question. I don't 
know the answer to that question. Clearly, I was 
brought up in a Jewish tradition and my grandfather was 
clearly Orthodox. (His grandparents emigrated from 
Russia.) There were certain things that...I went to 
Hebrew school and I was Bah Mitzvahed and we followed 
the holidays and there were certain things you did and 



77 
certain things you didn't do. Nobody questioned that. 
It wasn’t very long...by the time I got to high school 
as much as that wasn't making a hell of a lot of sense 
to me, I was just putting that beside me. I was 
literally putting it aside. Except for the ethical 
pieces that people talked about, that did make sense to 
me. People would talk about the Jewish tradition is, in 
terms of how one dealt with other people, that piece 
makes sense. So that stuck with me. The ritual...I 
still engage in some of that, only because traditions 
still engage in some of that, only because traditions 
are somewhat important. I never saw religion itself as 
a particularly important piece of my life. 

In talking about the major influences in his life, his 

parents, a teacher (to be discussed later) , colleagues, and 

his wife, he also mentioned a book by Viktor Frankl, Man's 

Search for Meaning. He explained how he used it and what it 

meant for him. 

The one book I always turn to when I interview 
people, "So what's the book that really turned your life 
around?" The one book I always come back to is Man's 

Search for Meaning, half of it was the theory of logo 
therapy, which is interesting from the counseling 
perspective, but the real important piece of the book 
was in the first half is where he describes his years in 
a concentration camp and who survived and why. It made 
a lot of sense to me. Those who survived were those who 
believed strongly in something and who had a mission to 
do something. And those who didn't, didn't make it. I 
go back to that book every once in a while and reread 
it. I think it is a very powerful clear statement. A 
very small book, but very powerful. 

The interviewer repeated Seidman's focus question for 

the first interview by asking him how he had come to his work 

as a superintendent, by reminding him that he had mentioned 

being a superintendent and principal elsewhere. She asked 

him if he could go back to his early career and come forward 

to his current position. This is what he said: 

There was no planning to my career. If you had asked 
me fifteen years ago, did I intend to be a 
superintendent, I would have said you were crazy. If 



78 

you had asked me twenty years ago, did I intend to be an 
administrator, I would have told you you were nuts. 
Just to trace it the way it happened, when I got to my 
senior year of high school, nobody from the family had 
gone to college before. There was an implicit or 
explicit expectation that that's what I was going to 
do. But when I got to the senior year of high school, I 
wasn't the greatest student in the whole wide world, 
those people who had the high expectations I performed 
for. Those who didn't, I did minimal. I had three 
choices. My father was a window cleaner. When I was 
thirteen, he told me it was time I went to work. So, I 
spent lots of hours cleaning windows and I knew that was 
not how I wanted to spend the rest of my life, 
particularly in February. That was a choice. I could 
have done that. I could have gone into the Army. I was 
not one that was good at taking orders. Or I could go 
to college. So I was thinking about that the beginning 
of my senior year. I had this American History teacher, 
who really was an outstanding teacher, a truly 
outstanding teacher who really pushed. And, as I said, 
when people have high expectations I responded to the 
expectations, so I really did very well, surprising many 
people around me because this guy had the reputation of 
being the most difficult teacher in the school at that 
point. And I was getting As. No one was quite sure 
what the hell was going on. But he instilled in me a 
love of history. He really did. Up until that point 
I... He taught the course in a way that was just 
wonderful. So I decided I would go and become a history 
major. At this point my mother said, "What is Liberal 
Arts?" And I said, "That's where you go and you learn 
stuff." And she said "No, you are supposed to be able 
to do something when you get out of school." So Liberal 
Arts changed to Education. I would go and I would 
become a history teacher and that would allow me to do 
something as opposed to becoming learned and not be able 
to do something. So I went to University because I 
needed to pay my way through school in essence. The Co¬ 
op program actually put me to work in an elementary 
school. And I liked it. It was fun. When it came time 
to student teach, I student taught at the high school. 
And I liked that. And then I got a job. So, my first 
job was in City. I was there for a year. Then City, 

where I student taught, asked me to come back. And I 
did. And I was really happy. That was the '60s. There 
was an ad, a little ad in a magazine talking about a new 
program that Johnson was creating called the Teacher 
Corps. And it was an opportunity to work in urban 
environments and help to train teachers. And while I 
really loved City. City was a great school system. They 

had team teaching and had built a whole building for 
that. It was a wonderful place. I was also intrigued 
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by working with people who were poorer and in an urban 
environment. I filled out this little thing and 
towards the close of that year I heard from Collegg who 

was running the Teacher Corps Program in this area that 

I had been accepted as a Master Teacher. The problem 

was that the program wasn't funded. It was authorized, 

but it wasn't funded. When I look back on stuff like 
this, I had to be crazy. I'm not sure I would do stuff 
like this now. I was married, with two kids at that 

point. And I just resigned my position at City and went 

to work for the Teacher Corps with no guarantee there 

was going to be any money to pay me. Anyways to make a 
long story short, the money did come through in October. 
September was not a pleasant month. I spent two years 

trying to teach at the School in City and then the rules 

were, because you were a Master Teacher, you had to go, 

you could only be out of the classroom for two years. 

One of the benefits that College gave us because we 

weren't being paid the first month, was that they would 
give us some tuition money to enter a program. And 

that's when I entered a doctoral program. That was not 
in my future either. I got involved in the doctoral 
program, took one course in administration and said this 

is not for me. I couldn't stand the place and switched 

to Counseling Psychology and stayed with that as the two 
years I was in the Teacher Corps Program because I 

didn't have to pay tuition. As a result of that, I 
decided, well, I'm into this, I should now find a job 

that has some relationship to my skills and I ended up 
working in City as a counselor at one of the junior high 

schools. I was happy. That was a great job. I was 

doing well. People liked my work. I liked what I was 
doing and I got a phone call somewhere in the late 

winter from the guy who I had student taught for in City 

whose place I had taken as a teacher because he had gone 

to City as an assistant principal and then became a 

principal at City High School. And subsequent to that 

he had moved to State as principal of a brand new 

school. He wanted to know whether I wanted to be an 
assistant principal. "There is no way that I am going 
to be...I have no desire to be an assistant principal, I 

have no desire to be an administrator, I have no desire 
even know where City is. But Wife and I haven't seen 

you for awhile, so. I'll tell you what, we'll come down 

for the weekend, we'll spend some time together, it will 

be nice to see you." This is Name, I don't know if you 

know the man or not. Anyways, to make a long story 

short, and I still, to this day, don't know exactly what 

happened, at the end of that weekend, I had agreed to 
take the job, move from State to State, pack it up, sell 

the house. The whole thing was bizarre. That is how I 
entered administration. Totally unplanned, not trained, 

I had one administration course in my whole life and it 
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was a great job. He was a wonderful person to work for. 
And he, probably more than anybody else, helped me to 
understand the importance of operating from the value 

system as an administrator. We sometimes didn't agree 

on decisions or directions, but it was always very clear 
to me that I would know what kind of a decision he would 
make because I understood what his values were. And 
that was real important to me. Anyways, it was a great 
job. It was not a great place to live. My wife was not 
particularly happy there. The great story that I tell 
is, I thought that because we were living there, we 

would be involved in the community. I went to this 
meeting, it was called the.Executive something. It was 

a County system, with three executives. This guy was 

running for office and I listened to his speech. 

Question time came and I said, "Can you tell me what 

your position is on open housing." I thought they were 

literally going to run me out of the room and hang me 

from a tree. So I knew...I wasn't sure that was where I 
wanted to raise my kids. And then I got a phone call 
from City, asking me if I would be interested in coming 

back to the school, rather than as a counselor, as an 
assistant principal. So, I came up for an interview and 

they offered me the job. We sold the house, packed up 

and came back to this area. And what became clear to me 
at that point, it was actually clear in State. you don’t 

do the job as an assistant principal for life. Anybody 

who does that is crazy. If you are going to do it, then 

you might as well do it and be the principal. So, after 

four or five years as assistant principal, I was 
recommended for a job in City, which I applied for, and 

became a principal in City, a K through 8 school, which 

is probably the best job I have ever had. In terms of 

being able to effect changes and still have some contact 

with kids and develop direct contact. But at the end of 
seven years, the school was running so well that I could 

literally leave for three weeks and come back and nobody 

knew I wasn't there. It was one of those things, I was 
getting bored. In the Newspaper, which I normally do 

not look at, to this day, I do not know why I happened 

to be looking at the want ads, but in the Newspaper, 

there was an ad for something called an Executive 
Director of Curriculum and Instruction in City. And I 

didn't know what the term Executive Director meant. I 

wrote them a letter saying that, "I might be interested 

in this job, but I am not sure what the job is, could 

you tell me something about it." I didn't hear from 
them for months. Then right at the end of June, I got a 

call saying, "You need to come in on such and such a 
date for an interview." And I said, "No I can't do that 

because that's the last day of school." Then they 

called me back and said, "What about the next day?" 
said, "O.K." I went in that morning and interviewed. 

I 
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It was clear they were interested in me. And that 

brought me to City where I was the central office 

administrator. The superintendent with whom I worked 
that first year,,it was clear, after I met him and 

worked with him for a month or two, he was in trouble. 
The School Committee was about to bounce him. I had the 
choice of allowing them to select the next 

superintendent. Maybe they would select the next and 
one maybe they wouldn't. And saying, "If you are going 

to do this, then I would just as soon do the job myself, 
if you want to consider me for this position." And 

that's what happened. I became, the following year, the 

Superintendent of Schools.- So that's how I got to be a 

superintendent of schools. I still have, in terms of 
formal training, one administration course. My 

doctorate is in Counseling Psychology. So that's how I 
got the job. 

To get a fuller picture of the participant's educational 

background, the interviewer repeated what he had reported 

about his undergraduate and doctoral degrees. He filled in 

the following: 

Bachelor's at University and M.A. at University part 

time while I was teaching and then I got my Doctorate at 

College. The only connection was that it was an 

after-the-experience connection because I started 
studying counseling and psychology. I decided it would 
be a good thing to practice as a counselor. And I had 
the opportunity to do it. I was being offered a couple 
of jobs, one of which was counseling and I took it. 

Even though I would have made more money as a teacher. 
Ironically, City offered me a job and was willing to 

boost me up the scale. That's the other point. For 

whatever reason, maybe because I started off not having 

very much to begin with, I've never been driven by 

money. It's never been an issue in terms of influencing 

me. When I went to City. I took that job and because 

the job intrigued me, even though I would have made 

probably $2,000 more staying in City because of the 

contract. It's just never driven me. It's all random. 

In an attempt to elicit any lingering final thoughts 

from the participant about how he came to be a 

superintendent, she summarized what he had said about family 

and limited influential people along the way. She went on to 

observe that he seemed thoughful, introspective and asked if 
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he was his own influencer, in a manner of speaking. He 

answered: 

It's a combination. The Teacher Corps piece, when 

I look back on it, it wasn't a lot of introspective 
thinking. Because if I'd done a lot of introspective 
thinking, I never would have done it. And when I look 

back now on those crazy decisions. We could have gone 

down the tube. We didn't have enough money to begin 
with what I made as a teacher at that point. I guess 

I'm more moved by something that seems important to me. 

And if it's important to me...people talk a lot about 
are you a risk taker or not a risk taker. I don't know. 
When I look back on things, I have certainly taken 

risks, not because I would describe myself as one who 
doesn't take risks. I never looked at the Teacher 
Corps, for example, as taking a risk. It was there, it 
was important, I wanted to know whether I could do it. 

It was a challenge. So you did it. And that's kind of 

been the sequence of events. Why did I go to City. I 

don't know. I was kind of bored in City. The 

job...I didn't understand it, so someone had to explain 

it to me and I wrote an application. Was that a risk? 
I don't know...It's got to be something that makes 

sense to me because it's important to me. I don't make 
very many decisions without talking to Wife. so me is 

we. But beyond that, I don't go out and say, "What do 
you think about this, or what do you think about that?" 
I don't solicit advice from other people. I do what I 

think is right. 

The researcher asked the participant how he created an 

environment in which people could speak their minds. He 

reported that it went as far back as when he was a teacher, 

in his relationship with students. 

Well, that's how I ran my classroom. My relationship 

with kids, I mean, I think if you ask kids about me as a 

teacher, in the first place they would say they 
really liked me, they really respected me, that I was 

probably, if not the, one of the hardest teachers they 

ever had. And all of that would be accurate. But 
I think they also felt comfortable, understanding the 
importance of their being able to express their opinion. 

In Citv. particularly in City# it was easier to do that 

because they had that structure where you would deal 
with large group instruction and then two regular size 

lasses and then small groups with small group 

discussion would occur, had to occur. I took that 
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notion with me when I was training teachers at the 

School. That relationship was established immediately. 

I would come in and work with people in classrooms and 

the norm was you had to feel free to speak to me about 
how you were feeling or thinking because I could be 

giving you the worst advice in the world and think it is 

the best advice. And so that's not going to do anyone 
any good. And if the group is small enough that is not 

a difficult task. As the assistant principal at School 

I was responsible for clusters of teachers. And so the 
format was I would meet with them once a week, all four 

academic teachers and I was responsible for five of 
them, -five teams. And that -.became just a stated rule, we 
need to feel comfortable with one another about talking 

about how we really feel and think. Otherwise they are 

not going to be of service to kids. And that became the 
first thing I said to School faculty in City. None of 

the people knew me from a hole in the wall except for 

the few people in the selection process was, "This is 

who I am and this is what I believe and it is really 
important that you listen to me and that I listen to 

you." That theme of being comfortable and listening as 
it applied to decision making, beginning in School when 

we had faculty meetings, I would say to people, "You 
don't need to say anything if you don't want, it's O.K., 

but when the decisions are made, if you haven't said 

you are not going to do it. By being silent you have 
agreed to the direction that we are moving in. If you 

don't agree with it, you are an adult and you need to be 
responsive, you need to say that." What I learned was, 
sometimes to effect that, I had to break people from a 

large group into a small group. Because some people are 
more naturally comfortable in a small group. And that's 

fine. I do that in the Administrative Council now. But 

the norm was the same. And that norm went from City to 

City, as Executive Director, as Superintendent and as 

Superintendent here. The problem becomes one of 

numbers, the larger the group, the challenge has the 

plus and the minus. The plus is, can you really 
effectuate change when you are working minimally through 

nineteen, what will be twenty different principals next 

year, and a whole group of curriculum coordinators and a 

whole group of others? Can you develop enough consensus 

around ideas, so that the ideas that are important to 
you will be important to them and therefore will touch 

them? That's the positive side. That's the challenge. 

The down side is complicated as hell. It-is really 
difficult even to hold a discussion, never mind get to 

the point where people are owning it because of the 

numbers. 

The interviewer reiterated some of the participant's 

previous remarks regarding the difficulties brought about by 
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less homogeneity among people or greater numbers and asked 

him how he dealt with different views of relationships of 

authority or power. He spoke of the need to develop norms. 

Well, I think the first thing you need to do is spend 
some time developing the norm, that differences are 
O.K. There is nothing inherently bad about 

differences. And expressing different perspectives is 
O.K. and the roof isn't going to come tumbling down. 
And then you move from that to the second norm which 

says open lines of communication are maybe the most 

important thing around here. So if, as the result of 

that, there is some conflict, it is O.K. You just have 

to figure out what to do with the conflict. Because 
there will be conflict. You do that by talking about 
that explicitly. So that people will understand the 

issues. And because oftentimes, in most institutions, 
even though all this is obvious, nobody ever has any 

explicit discussion about it. It is all implicit. It 

has never made any sense to me. And then, the most 

important, in addition to that, the most important thing 
that one does is you behave congruent with your stated 
beliefs. So, if you are telling people it is O.K. for 

differences to emerge, then at a meeting you kind of 
yell at somebody because they didn't agree with you, 
people will pick that up rapidly. You are speaking one 

way, but behaving another way. So your behavior has to 

be congruent with the beliefs. It takes time. People 

don't trust it at first. That's why the behavior is so 
important. They need to see a consistent approach to 

practicing what is being preached. Otherwise it's a 

game. 

...Well, it has gotten me into difficulty on occasion. 

I mean, other people don't have that as a value 
necessarily. And so there have been times when I would 
speak what I believed is right, from my perspective, and 

people would become offended. I never really understood 
that, but that happens. Or they become angry or 
whatever their emotional response is. I've never really 

seen that as my problem. I can't change that. I can 

tell people what I am doing and why, but if they can't 

deal with it, they can't deal with it. There are people 
in City, and I'm sure there are people in City and 

people here in City who will say, "Yeah, he says that, 

but he doesn't really want to hear another side. He's 

already got his mind made up. He's going to do what he 

wants to do." All you can do is continue to say what 
you believe and then act on that basis and then try to 

use a few examples of, "Do you remember when this was 

said and when this was done?" and see how that is 
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congruent with what I have said. But it does go back to 
people's ability, inability, or confidence in general, 
with authority. 

He went on to explain the importance of the hiring 

process, that given sufficient time in a particular place one 

could influence the environment by hiring the right people. 

He talked again about the hiring process later, but here is 

what he had to say about it in this context: 

And that's a gauge of, I mean if one would look, I don't 
know how you measure this necessarily, but if you figure 
out how to measure that in an interview process, the 

people that you hire, who are least concerned about 

that, the authority issue, that are more secure unto 
themselves and more centered and more balanced, those 

are the people who will do the best job. To the extent 
that we will move together in the other direction, you 

are not going to be able to do that. You are not going 

to be able to do it. 

And you are never going to understand why you can't do 

do it. You just can't do it.The interviewer asked him to 

comment about whether or not one's ability to act is 

situational because one does not exist in a vacuum, one 

coexists with other people and events. He saw it in terms of 

communication and decision-making processes. 

You are a product of history and where you are at a 

particular time and who is around you. There is no 

question about that. I'm not so sure that's bad 
necessarily. It does raise interesting questions about 
communication processes. We've reached...one of the 
things that happens, particularly when you are dealing 

with large numbers of people, but it happens when you 
are dealing with small numbers of people, too, because 

it happened in City, less frequently, but it happened. 

We would go through an intricate process of making a 

decision and really believing that everybody was 
involved in the decision-making process, and then the 

crucial pieces of the decision need to be shared with 

the building, but you can't do that. So you are 
trusting your principal to take that message and the 
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principal, consciously or unconsciously, delivers the 

message in a way that says the central office just told 
you to do that. And that person had no connection to 
the decision. We have now, on occasion, we have now 

learned, I learned this in City, that when we are at 

crucial junctures, we need to spend a little time before 
everybody walks out of the room, with my going around 
the room saying at random, "Now how are you going to 

present this to your staff? What's your opening line?" 
Because if we are not clear about what the opening line 
is, the wrong message is going to be given. 

...And the need for people,to really believe in the 

force of honest and open communication. When Saphier 

used to describe the twelve norms of an effective school 
culture, he would say that the most important one was 

decision-making. I would say the most important one is 

open and honest communication, because if you can't have 
that, you will never have good decision-making. You 

just won't. But it is crucial. I don't think most 
adults have been brought up in a way that they feel 
secure engaging in that kind of discussion. Now, I 

don't know if the teaching profession is unique, I have 
never been in any other profession, so I don't know, but 

it does amaze me at times how people who can be so 
confident in their own right in a classroom, have such 
difficulty when they leave the classroom being as 
forthright and honest as they are with kids. I don't 
understand it. It has to do with insecurity. Boy, it's 
mystifying. 

The interviewer asked him whether or not linguistics and 

metamessages have any bearing on communicating effectively. 

Yes. And that's one of the things I need to pay close 

attention to, particularly when it is something that 

is real important to me. It's not only what I am 
saying, but what I think I am looking like. People will 

often not hear what I am saying because of the way I am 

looking. It has to do with body language and stuff. 
And I am always more careful when I am speaking with 

teachers than I am when I am speaking with 
administrators. What I mean by that is, I don't want to 

do anything that might bring out the insecurity of 
teachers in a situation. So I will try and get the 
message across clearly but will also consciously attempt 

to use words that are perhaps less emotion laden. And I 
am more free to say whatever I want with administrators 

because I believe that they should be better able to 

deal with me and everybody else that is equal, and often 

find myself in retrospect wondering why it doesn't 

always work that way. It really depends on who your 
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audience is and who is there. I have also learned along 
the way, and I'll frequently in the course of a meeting 
say something like, "Do you understand what I am saying, 
am I being clear?" and pause and give people an 
opportunity to question. Or ask people to repeat what 
it is they thought they heard me just say. So we are 
agreeing on what I am saying or not saying or what I am 
hearing. It goes the other way as well. 

When asked if his counseling background had something to 

do with his style, he replied, "No." The interviewer 

prompted him to continue by simply commenting, "No. You were 

that way already." 

Well, with its pluses and its minuses, I was that way 
already. The Counseling program ended up being a good 
one for me because I had never studied psychology and 
it was fascinating to study it, and much of what they 
said was intuitive. So it was easy to do. But I 
can't, I mean the notion of doing lots of non-directive 
listening, I don't have the patience for it. I never 
had the patience for it. I still don't have the 
patience for it. At a certain point the discussion 
comes to an end. I just don't want to let it go on any 
more. That was a problem when I was a counselor. They 
used to tell me how you are supposed to do this. And 
after a point, it is enough. Enough already. Make a 
decision or do something. No, I don't think so. It was 
helpful; it gave me a body of knowledge and some 
language that I was able to use that made things more 
concrete to myself and others, but I don't think it 
taught me what to do. 

When asked if and how relationships change 

communication, he talked about the consequences of moving up 

the ladder vis-a-vis relationships as well as the dangers of 

isolation. 

Yes. One of the problems with being an administrator 
from our perspective is as you move along the 
administrative spectrum, the opportunity to have 
relationships with people becomes more and more 
restrictive. And that's too bad. In a classroom, you 
had relationships with kids and with many of your 
colleagues, departments, if you were at the secondary 
level. Then you become an assistant principal, you have 
some relationship with kids and teachers and the 
principal, but the authority issue begins to get in the 
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way. Then you become a principal and there are times 
when you can't speak to anybody on the staff because of 
the nature of what's occurring, so maybe you have the 
other principals as colleagues if you work at it. We 
did work at it in City and we had to make that work for 
ourselves. Then you go to a central office position and 
maybe you have your colleagues, if there are other 
central office people. Then you become a superintendent 
and you have almost nobody. There is no real intense 
relationship, I don't want there to be a real intense 
relationship with the school committee. And I don't 
want there to be, I don't allow myself to really be 
connected to individual administrators because then you 
are playing favorites if you listen to one side. So, 
there is not a lot there. That's one of the unfortunate 
pieces of the job from our perspective. 

...And yes, if people aren't willing to be honest, 
I can make the stupidest decisions imaginable. And I 
say that to people. I really believe that. That's why 
we go through this. That's why I need to hear what you 
are saying, whether I agree with it or not, or whether I 
act on it or not, it doesn't matter. I need to hear it. 
Otherwise, left on my own, I can imagine myself doing 
some pretty dumb things. 

Participant l:_Contemporary Experience 

During this, the second interview, the participant 

described what it means to be a superintendent and what it is 

like. He remarked that having been a superintendent in two 

districts taught him that there are constants that bridge 

superintendencies, one of which is the responsibility for 

developing core values. The participant introduced the topic 

of values in the first interview. Life History. Because most 

of the remarks had more to do with Contemporary Experience, 

the interviewer made brief mention of values in the Life 

History section and saved the lengthier excerpts for 

inclusion here. The amount of time he devoted to this 

subject, values, as well as the lengths to which he has gone 

to defend them, as you will see in the next excerpt. 
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demonstrate how central values are to his thoughts and 

actions. 

In terms of the things that we express here as value 
to the school system which gets down to four basic 
core values. There is the centrality of the classroom 
which is the importance of the teacher and the kids; 
respect for human differences; there's the importance of 
collegial behavior in a very formally defined way; and 
the importance of communication. I came to that after 
thinking a lot about what schools and school systems 
should be about. That wasn't necessarily intuitive. 
The centrality of the classroom was always... I don't 
know how you can function if you don't believe in it. 
That was kind of obvious. With respect to human 
differences, it is just something that I have always 
felt strongly about and the first thing I did in Town as 

a superintendent was help establish that as a systemwide 
commitment. Then later the vocabulary came along; we 
called this a core value. Collegial behavior really was 
something that became clear to me as I was finishing in 
Town and was moving to City. It's Judith Warren 
Little's definition of collegial behavior; it is not 
congeniality; it is a formal time for people to think 
about what they are doing, to share their instructional 
techniques and the curriculum, and to observe classes. 
Communication was kind of functional necessity. There 
are other points. I was assistant principal in City 
once and I had moved there from State. The whole family 
had just moved down. I came part way through a year and 
this was the beginning of the first full year. The 
Department Chair of English, who was also the union 
president, and I got into a disagreement about 
something. It had to do with how teachers treat kids. 
It was just a gap. She was here and I was here. There 
wasn't a lot of room to move to the middle. And I 
finally said to her, I can remember we got into a 
passionate discussion about it, it was an argument. I 
finally said to her, "Look, this needs to be resolved." 
I went up to her and said, "Either you do what I want 
done, because I believe so strongly in this, or you 
don't want to do that, then you and I will take this to 
the Superintendent of Schools." I didn't even know this 
guy who had been there for a long time. "We will make 
our case to the Superintendent of Schools and whichever 
way he decides to go, the other person will resign." 
...It was real interesting. I didn't really know what I 
was saying. We had just moved the whole family down 
there. I came back later and told my wife what had 
happened. She thought I was totally out of my mind. 
But for whatever reason, she just backed off. That was 
the end of the discussion. And it was one of those 
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things where I really had no flexibility. It was 
central to what I believed and either this was going to 
happen or I was leaving. There aren't a lot of those. 
You can't walk around with a lot of those. A couple of 
things that are really important to you and that's 
what's important. The rest of the stuff, compromise is 
the name of the game. I'm not a purist. 

...In Town where I had six buildings and about three 
thousand kids, in City where I have nineteen and next 
year it will be twenty with ten thousand kids, the 
constant to me that's clear is, the role of the 
superintendent, after you cut through all the technical 
stuff, the role of the superintendent really is to 
develop what I call core values. People call them 
different things. Identifying the three or four key 
statements that describe what the school system believes 
in. Then working towards ownership of that. And 
requiring that to permeate the building so that you get 
that into the classroom. I think I mentioned this the 
last time we talked, but in City, the values that we 
speak to, we have developed system-wide goals that are 
approved by the school committee each year which are 
centrality of the classroom, which is what you get in 
the curriculum kinds of issues, and the importance of 
having the voice of the teacher heard; with respect for 
human differences; collegial behavior; and 
communications. Those really are the four statements, 
that if somebody said what do City public schools stand 

for, that's in my opinion what they stand for. And as 
long as I'm here, that's what I'm pushing. If at some 
point the values shift, then the superintendent needs to 
decide whether he or she wants to be there any more. It 
may be time for someone new to come in. I see that as 
part of a normal process. I don't see that as 
necessarily being good or bad. 

...Well, when I was in Town, after I finally figured out 
what my job was, in terms of articulating statements 
that people believe in and develop ownership to, it was 
partially me and partially discussion. 

...So I applied for this job because of the size and 
diversity of it. And when it came time to do the 
interviews, both the initial round of interviews that 
were private and the two that were public, well the 
school committee had a lot of things they wanted to ask 
me. I had some things that I wanted to ask them. And 
in the context of that discussion, I made a very clear 
statement that among other things, these are the things 
that I believe in and that I will bring to the system. 
Centrality of the classroom, respect for human 
differences, collegial behavior. Collegial behavior was 
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just becoming clear to me at that point. The other two 
were very clear. And I said to them, as bluntly as I 
could, these may not be what you want, and that's O.K., 
but if they are not what you want, don't hire me. 
Because I'm not going to be happy here and you are not 
going to be happy here with me. So, I felt, walking in, 
given that I assumed they understood what I was saying, 
and that they hired me, that I had somewhat of a mandate 
to do that here. I also understood that those values 
are not foreign to this place to begin with. They may 
not have been articulated exactly the way I articulated 
them, but they weren't foreign. So it was less of 
working with people and more of beginning to speak and 
then develop, you always need to develop. You know, 
some people now that will say, "When is this going 
away?” "It's not going away until I go away. That may 
be this year or next year, ten years from now. I don't 
know. It won't go away as long as I'm here." And if 
somebody tells me that it's time to go away, then it's 
really time for me to go away. That's the commonality. 
There is that issue. The commonality whether you are 
dealing with an Administrative Council of over forty or 
an Administrative Council of fifteen or anything in 
between, the ability to work with people so you can work 
through people. That's a commonality. It gets more 
complicated by the factor of numbers. But the issue is 
the same. The need to be able to work through 
principals to get the staff to get to the kids. I don't 
believe you can do it yourself as a superintendent. 

The researcher said, "It sounds like what you are 

describing is a lot of process and a lot of trying to model 

what you want them to do." He went on to talk about tying 

the planning process and the evaluation of principals to the 

institutionalization of the core values. 

You speak very clearly what you believe and you model 
that behavior. You help them plan for it. The way 
that we plan for it here, I don't know if I mentioned 
it before, we have a School Development Plan. I don't 
know if I mentioned that before, did we talk about that 
before? (The researcher answered, "No.") 

...There is something called the School Development 
Plan. Every school is expected to rewrite it each year. 
It is done in concert with the principal and the staff. 
It is not the principal sitting down, there is a general 
discussion. And the School Development Plan has to fit 
into the core values of the system, so that the first 
section is centrality of the classroom, the second is 
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respect for human differences, third is collegial 
behavior and fourth is communication. And then it is an 
open book. Every staff needs to decide how it wishes to 
pursue that value this year. I don't tell anybody, this 
year this is what you need to do. That's where the 
discussion between the principal and the staff and then 
in part the evaluation of the principal is based on the 
success of that School Development Plan. The School 
Development Plan, success doesn't mean if you accomplish 
anything, it means you can show what you have attempted 
to do, and if it didn't work, why didn't it work and 
what the outcome was. So that, we have moved from that 
now, so that one of the issues in this system, has 
always been, well, what is the role of the parents? 
...Staff in a lot of ways have become paranoid around 
that because they are afraid of the parents that might 
be bright, aggressive, pushy. We have created that core 
value process. We have created it at a building level. 
At the building level, core values become more 
statements of outcome. What are the three or four 
outcomes that you want for our kids. We have created a 
process where the principal, parents and teachers come 
together, and spend lots of time defining what are the 
three or four most important outcomes for the name 

school or the name school, or for name high school. And 

then, that's not difficult, you can do that probably in 
a year, sometimes less. Then the question becomes, if 
these are the four outcomes that we want, what does the 
behavior look like in each arena of the school that will 
show you that those outcomes will really occur. What it 
will look like in the classroom, what it will look like 
on the playground, what it will look like in the 
cafeteria, what it will look like in the auditorium. 
The same question gets asked on the other side, if these 
are the outcomes that we want, what will it look like in 
the home? What kind of discussion will go on between 
parents and kids around these things, what is the 
community speaking to around these issues. And they 
have really lent themselves to some very interesting 
discussions...When you add the second piece onto the 
first, you are talking about multiple years to really 
get where you want to go. The beauty of the process is 
that it really gives parents a very clear, forceful say 
in what they want for the kids and then requires them to 
turn it over to the staff and the schools. They have a 
piece at home, and in the community, but in the schools, 
it really becomes the role of the staff to be 
accountable for carrying those out. So in one sense 
they have the right to say, "Wait a minute, now you told 
me these were the outcomes and this is the way you are 
going to do it, hold me accountable but stay out of my 
way now. Get out of my way." That's the other piece. 
That's constant. There needs to be a way of involving 
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parents constructively in the life of the school. They 
are entitled to that. Teachers, while they speak that 
game are not comfortable with that. Some principals I 
know are just not comfortable with that, they're just 
not. That level is consistent. 

From describing the implementation of the core values 

through the School Development Plan which involves 

principals, teachers, and parents, he proceeded immediately 

to talk about another role of the superintendent, working 

with school committees. Without skipping a beat, he named 

other requirements of the job and talked about the tricky 

balance between telling and allowing. Here is what he said: 

...And then you need to be able to work with school 
committees, and there are a variety of styles around 
that, none of which is necessarily better than the 
other. I don't call people in between meetings. 
Rather, I look at the meeting as being the forum where 
the business is done. On the other hand, I don't ever 
refuse to talk to anybody, any school committee member 
who calls me on an issue. The bottom of every agenda, 
when we send it out, it says, "If you have any 
questions, please feel free to call." But I don't want 
to take the time to find out where everybody is because 
I think it may influence what I end up doing and I don't 
want to be influenced that way. I want to do what I 
think is right. Either it flies or it doesn't fly. But 
that is one way of dealing with the school committee. 
There are lots of ways of dealing with the school 
committee. You need to be able to write and speak 
clearly. You need to be able to deal with government 
folks. Sometimes that's trying. Those are all 
consistent. You need to have a vision. You need to 
know what it is you are trying to accomplish in a school 
district and that should fit into your core values. You 
need to be able to articulate that in order for people 
to understand it. And then, this is the piece that 
frustrates me, once you have that you need to decide 
what the balance is between you are saying what needs to 
be done and you are telling people what to do and you 
are allowing them to come to it on their own. That's 
always the tricky one. 

The interviewer echoed the phrase, "the balance," and 

the participant continued: 
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What's the balance. I don't think it would make any 
difference, although I'm not sure, I don't think... 
those pieces are in place, whether you have one 
school, ten schools, twenty schools, fifty schools. How 
you do it is directly affected by the number of people 
with whom you are working. But what you need to do is 
basically the same...Once I tell them to do something, 
it is so counter culture here, that you will then hear 
from the people, all these issues about lack of respect, 
lack of professionalism, that was really wrong. That is 
always a plus because that really isn't what they want. 
The followup then is, as opposed to telling them, "I 
would rather pursue it this way. And here's another way 
of doing it.” And I can understand it from the school 
committee person's perspective, or from the parent's 
perspective because I'm there, myself, every once in a 
while. That's that constant tug. I really want to go 
in and just say, "Stop the bullshit, just do it. No 
more discussion. Just do the goddamn thing. And if you 
can't do it, get the hell out of here. I'll find someone 
who can." There is always a piece of me that wants to 
do that. Then there is the piece of me that says, "You 
don't do that. Remember what it was like when you were 
a principal. What would you have done if the 
superintendent came in and said, 'Do it.'" It would not 
have been a pleasant scene. So, what's the balance? 
How do you get some degree of ownership so the person 
will even do what you want done, or explain to you why 
it is inappropriate, why you are asking the wrong 
question? That's always a possibility. If I am dead 
wrong. But someone needs to convince me of that. But 
that's the frustrating part of the job. I came in here 
five years ago talking about the importance of 
community service. I believe in that. I really believe 
that community service should be a mandatory experience 
for kids and if you don't do it, you don't graduate. 
Five years ago. We are still working out a plan. And 
around year three, I just wanted to jump in and say, 
"That's it. Stop. Stop the boat." 

The interviewer then asked him how conflict is dealt 

with throughout the system. As he answered, she recognized 

the familiarity of some of his words; they were the same as 

those he used earlier to describe family dynamics. 

I think conflict is a natural part of life. As long 
as the conflict occurs also containing an element of 
respect and the number of people engaging in the 
conflict, I don't think there is necessarily anything 
wrong with that. It is to be expected. I think one 
needs to be clear in saying that. We all somehow 
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believe that institutions are supposed to run conflict 
free. If there is conflict, there is something the 
matter? I don't believe that. Institutions don't run 
conflict free and they should be free of destructive 
behavior. No question about that. But that is very 
different from saying that it should be conflict free. 
And so, you deal with it by every once in a while it 
becomes clear there is an issue that is surfacing in a 
non-constructive way, and I deal with that by tending to 
bring everybody together, all in the same room at the 
same time, and get all the stuff out on the table, what 
is being said, why is it being said, who is doing what. 
The misconceptions that occur when you do that, that 
surface, rather, people believing one thing when reality 
is very different. It has always been a shock to me. I 
have encouraged others, two associate superintendents, 
to do the same. When that kind of thing happens, 
instead of trying to talk, talk, talk, call them in, get 
everybody together, this is what I heard, now we need to 
move on. What's the truth, let's be honest. But it is 
important that people know that conflict isn't 
necessarily bad. Complex schools, hell any schools, try 
to do anything without conflict. 

The researcher asked the participant what gets in the 

way of his living what he believes, what inhibits the manner 

in which he wants to interact with people. He said. 

Frustration. And time. And the other piece, as you 
get older and you wonder how many years more you can 
put into this when you are supposed to be accomplishing 
something and you only get one shot at this. Thirteen 
years. If it's not done right, you can't go back and 
say, "Well, we'll give you another car now. Try this 
model out." It's over. So what we are doing is too 
important not to do it right, and that's centered on 
impatience and concern about what we are really doing 
for the next generation. And that's the tug. The tug 
is wanting to give people the time and the opportunity 
to engage in discussion to own it versus the guy's 
trying to wear me out here instead of trying to make a 
decision, let's just do something. There are certain 
little pieces, which I am fairly open about, when it 
comes to a point where, in my mind, there is no 
discussion, I just tell people that. I say, "There is 
no point in talking about this because I am not going to 
change my mind." That doesn't happen very often. As 
you go through the budget process, what I will say, "It 
is an open process, I am listening to all your opinions. 
When you bring up something that I'm not going to budge 
on, there is no point in everybody wasting their time." 
And inevitably, once or twice during the discussion. 
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I'll say, "Forget about it. There is no point in 
talking about it. It is not going to change." The rest 
of it, the other 99%, I'm real flexible. I'll do 
whatever people believe needs to be done. 

The researcher inquired about his thinking regarding 

ethics and the superintendency. He said that, like Tom 

Sergiovanni, he believes there is a moral quality to 

administration. Here is the rest of what he said on the 

matter: 

I think that is evolving. I think Sergiovanni is right 
in terms of how he looks at administration and that 
there is a moral quality to it. I really believe that. 
If you haven't created the trust of the people with 
whom you work, you are never going to get anything 
done. That's Senge's notion of community awareness. No 
matter how you slice it, there is a moral, ethical 
dimension to it. When we talk about inclusion here, 
when I talked at the opening staff meeting this year 
about inclusion, when I talked about all the reasons why 
we were doing inclusion and the whole laundry list of 
the things the state says that parents should be 
involved in, the whole laundry list, my final comment to 
the staff was, "None of the above matters because even 
if all of them weren't in place, we would be doing 
inclusion anyway because it is the right thing to do." 
I think the notion of talking about what's right and 
what's wrong. Public school has spent a long time 
denying that. There is a right and there is a wrong. I 
think we're nuts. I don't understand it any more. So I 
talk to people in this community about a need for this 
to be a community that has values. I don't want to see 
a value-free community. What the hell kind of community 
is value free? They are consensus values. There has to 
be enough rules that I, as a parent, can do what I 
believe is right for my kid and not have the school 
violate it. I believe that. And there are also 
consensus values that if you went in and took a poll, 
everybody would believe it. But I don't know why we are 
not willing to just say what we believe, these are our 
values. We believe in truth and honesty and hard work 
and respect for self and respect for property. There is 
a whole list of them. That piece has been missing in 
public education for years. And it's crucial that it 
come back, because if the schools don't speak to that, 
there is no other agency in the community that's doing 
it. Kids put on television with real clear values 
there, not any that I would particularly want them to 
adopt. But they are real clear. So where is the 



97 
countervailing force? So who is telling them there is 
another way of looking at life? Schools have to pick 
that up. And teachers are frightened of that...and 
teachers need a lot of support around us, particularly 
the people who were here in the 60s, of whom we still 
have a number. Because I was part of that, so I 
remember it vividly and it was a big mistake. Everybody 
at that point was talking about value free and values 
clarification being based on there are no values. 
That's crazy. When I look back on it now, it's crazy. 
And yet people still remember that and they remember the 
backlash that occurred when schools were viewed as 
teaching values. And then there is the whole 
conservative movement all around us that is saying, 
"That unless you want to talk about these particular 
values, keep your mouth shut." That's what this meeting 
is about tonight. And all of that is wrong. It's just 
wrong. And I think people need to stand up...And I 
think we need to pay closer attention to that in terms 
of who we are and what we look for in a teacher. Not 
good enough to be technically competent. Technically 
competent is a gift, knowing your subject, then the 
question becomes, what will you do with it, how you 
approach kids and what you believe, what are the lessons 
you are trying to impart. 

When the researcher asked the participant how he would 

describe a typical day, he said that there is no such thing, 

that every day is different. She then asked if someone 

followed him around for a day, what would that person say. 

He answered this way: 

Well, it depends really, the year goes in different 
• dimensions to different parts of the year. On any given 
day, if it were one of the sixty days that I spend in 
schools, because I am committed to visit each school, 
the first time of the year, mainly formal visits, you 
would see me walking through a school, meeting with the 
principal, looking at the School Development Plan or a 
particular issue, or a combination of things. At 
certain points I read observations and evaluations, what 
I call quality control. I visit classes. Just to get, 
for my personal benefit, to get a sense of what is going 
on, to see kids interacting with adults, so I remember 
why I am doing what I am doing. There is that piece of 
it. There are telephone calls I find incredible, and I 
feel compelled to return every call that comes in to 
me. My rule of thumb is, I try a person once, so if 
they are not home or there is an answering machine or 
whatever, I throw that slip away. If they don't get 
back to me, it's not my problem. I've done what I'm 
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supposed to do. You go through the mail. And I take 
the stuff out of that box and stand over there and throw 
as much of it into the wastebasket as I can before I 
decide what it is I have to read. But then you have to 
read that stuff. And that normally happens at home. I 
don’t have the time for the reading piece. I can sort 
it out here and throw away the stuff I don't want, but 
the reading piece is almost inevitably done at home. 
Then there is writing that needs to be done. There are 
letters that need to be responded to. And memos that 
need to go out and all that stuff. And then there's 
meetings. An endless amount of meetings. One to one 
meetings, group meetings. ,.Most of them are painful. 
That is not really where I would like to be and spending 
my time. Some of them are pleasant. I decide that I 
want to meet with the PTA President and Council. They 
meet once a month. It's people from every school plus 
other people that are involved, probably about forty or 
fifty people. Those are among the nicer things that I 
do. Very nice people. Talk about substantive issues. 
They can deal with conflict and differences among 
themselves. Real interesting. I like that. I like the 
Elementary Advisory Council meetings. Even though it's 
their meeting, it's not mine, those meetings are 
enjoyable. Sometimes I like the Administrative Council 
meetings. Sometimes they are a pain in the ass. Then 
there are the normal times in the Central Office. The 
Central Staff meets to plan the agenda. I meet with the 
Chairperson of the School Committee to talk about the 
agenda. A whole series of hallway conversations. I 
can't—I don't have the patience to sit in this office 
very long. Even if I am writing something, I need to 
get up and walk around, it drives me crazy to sit in one 
place. Inevitably I will meet somebody in the hallway. 
A whole series of hallway conversations which lead to 
other things. Parents will come in. School Committee 
members will call with a question. Someone may want to 
come in and talk. There is a monthly meeting with the 
Teachers' Association President. That's what you do...I 
didn't even get into the night stuff. The School 
Committee meetings, the Board of Aldermen meetings, the 
PTA stuff, meetings that you go to because someone is 
supposed to be representing the school and you become 
the person who represents the school. Those can get 
crazy. It's not unusual that certain times of the year 
to be out three nights, five nights. You're out. At 
least when I'm out, I get here somewhere between 7:30 
and 8:30 in the morning, depending which morning it is 
or what day it is and I don't go home. So I finish at 
11:00 and you are up the next morning. Nobody tells you 
to come in late. Or at least I can't tell myself to 
come in late. It gets a little crazy. 

The interviewer asked him how he takes care of himself. 
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Well, Friday nights I don't do anything, except have 

dinner with some friends. That's one thing. I try and 

work in one night of racquet ball which I describe as 
cheap therapy. It's a lot cheaper to go bang a ball 

around the court than it is to see a therapist. And I 
run each morning. I tore some cartilage in my knee this 
winter and I wasn't able to run for three weeks. It 
drove me absolutely crazy. You would wake up and your 

head would be stuffy. So that's a good experience for 
me. And reading. I'll try anc carve out a piece of the 
weekend, and one of the two days in the weekend, I don't 
do anything related to work. And I won't do very much 

unless it is a very unique situation. I do what I have 

to do. i belong to a Superintendent's group which is 

helpful. I feel the Super's job is a lonely job in a 

lot of ways. You need some connection with other people 
as a kind of reality check, "Like am I the only person 

in the world that's feeling like this or thinking like 
this?" 

The researcher asked the participant if he had seen the 

job change over the last ten to fifteen years. He talked 

about the positive effects of increased funding which 

occurred briefly in the 80s; otherwise, he did not think the 

superintendency is any different. 

No. There was a piece there in the mid 80s where things 
became a little easier because the State was in a good 
economic situation, more money than anyone expected 
coming in from the State to the local communities which 

alleviated some of the pressure, than over the last two 
or three years, and even then it wasn't what you needed. 
But in all the years I have been doing this, even with 

those couple of years involved, you've never had the 

resources to do what you want to do. Now we have not 

had them the last couple of years, not even come close. 
So, while in your head you are articulating the vision 

of what you want to do and what should be, in reality 

what you are doing is you are turning away, moving 
further away from that by the decisions you are making 

because of the constraints that you have, because of the 

lack of money that's around. I keep wondering what it 

would have been like to do this job in the 60s when 
there was lots of money around. That must have been a 

very different kind of job. 

Although he did not view the job as having changed, he 

did raise the issue of a relatively new phenomenon in his 

district, one which is quite troubling to him. 
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What I see here is more and more of people turning 

to the union as a means of getting decisions clarified. 
It's not healthy, it prevents people from speaking to 

whom they have to speak with directly. It's like you 
have a third party. Instead of the other principal, 
another teacher and I being concerned, and I will talk 
to you about it and you will talk to them, then they 

will talk to you. If that goes on for any long period 
of time, I think it will destroy the school system. I 

don't really know what to do about it. People have a 
right to belong to a union and unions have a right to 
operate. But it's not healthy. 

At another point, he spoke of his concern that the 

teachers' association had changed from being a professional 

organization to being a union and the difficulty he is having 

coming to terms with it. Here is how he put it: 

...There was no contract this year. And much too early 
on, from my perspective, the Association chose to do a 

job action. And then much too soon, escalated that job 

action. To the point where, and I haven't reconciled 

this in my own mind yet, I am to the point where what 

I saw going on here made me question whether I really 

wanted to stay with this, because if this is the 
direction of the profession going, then it is really 
not a profession. And do I want to be associated with 
that? And that's an open ended question at this point 
because I don't know the answer to that question. But 
it was things like, they weren't going to attend 

meetings. And then it escalated later to we are not 

going to write recommendations. I don't have patience 

for that kind of stuff. I think we owe certain things 

to one another. That's a given. I was in the position 

of having to work with the administrators who had to 

carry out whatever decisions were made making sure that 

they owned that and also making sure it came something 

close to what I thought needed to be done. There was a 

series of compromises around that. We didn't have 

meetings. We continued to say that we should have 
meetings. The fact of the matter was that we didn't. 
There was no confrontation around that. I would have 
confronted it but I made a decision not to confront it. 

But I really had to force myself to think through the 
implications to my saying to people, "Do this because I 
think this is what should be done as opposed to what you 

think should be done, even though I don't agree with 

what you believe." And when it came to the next level 

when I thought kids were actually being harmed, we 

actually reached after a long, difficult series of 
discussions, the areas around which we would not back 

off. We defined them. Then I sent out a memo to the 
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staff saying, with all respect, these are areas that we 
need to be real clear about. That's a strength and a 
decision that was made by all of us, and some are saying 

the Superintendent made those decisions and therefore he 
doesn't respect what I do. So a strength can become a 
weakness if you get too far out of touch with who you 

are, with what other people expect of you, regardless of 
who you are and what you are doing. It's a noble cause 

if you are going to be defeated around but you're still 
going to be defeated. It is real clear that you are 
going to take a lot of grief. But that was central. It 

really raised a lot of questions. If indeed they become 
a union. For years, up until this year when I would' 

meet with superintendents, people would talk about, the 
natural stories that one gets into, people would say the 
union doesn't agree with that, and I would say, "Wait a 
minute now, do you have an AFT affiliate? No? Then you 
don't have a union; you have an association." I can't 

say that any more. The MTA affiliate here is, I don't 
know about any place else, it is a union. They would be 

better off calling it the State Federation of Teachers 

or whatever. And I need to come to grips with that one. 

The researcher thought this might be an appropriate 

place to ask who has influence in the district. The 

participant replied: 

I think there are groups that have pieces that end 
up as a whole. And the School Committee has some 
influence as a group. I'm not sure individuals have 

necessarily any influence, but collectively they can 

influence. Teachers can influence what's occurring 

within their classroom, regardless of what the system is 

saying, and collectively if they want to exercise that. 

Administrators can influence what's happening. And 

parents can influence what's happening. The 
Superintendent, as an administrator can influence what's 

happening. But nobody has total control. And nobody 
can influence anywhere close to 100%. It just isn't 
going to happen. So it's a question of bringing the 
pieces together and deciding where the pieces can merge. 

And on those areas, you should be able to move ahead. 

Her follow up question was about how one brings the 

pieces together, how one gets people to move ahead together. 

This prompted a lengthy reply. 

If you can put enough time into identifying a common 
belief, something that people will own, that will allow 

people to feel that they've been involved and heard 
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and responded to, that will move the system ahead. A 

concrete example: We are attempting, and I have real 

problems with how math is taught in this country, and I 

look at what they are doing in Europe, and unless they 

are drinking a different kind of water over there, I 

don't understand why our kids can't do the same thing. 

I am mystified. So, we put some effort into that and 
it's now a fairly successful movement towards a much 
more rigorous mathematics program in the elementary 
schools, at the junior high school and at the high 
school. That took serious planning. Presenting the 

problem without blaming anybody for it, without people 
feeling that they were blamed for it, presenting the 
alternative, asking people to check assumptions. Can 

second graders really do multiplication in a system 
where the program says that you shouldn't do it until 

you are in the fourth or fifth grade? That's a radical 

shift there. Are you willing to suspend belief over it 
and what's the role manipulatives and concrete 
applications to a theoretical content? How does writing 

fit into mathematics? There is a whole series of 

assumptions that are almost counter-intuitive given the 

way we have done business here for fifty years. Put 

enough time into that, and you do it in a way that 
allows people to try things out and give their feedback 
and feel respected, you can ask them to move ahead. 
And that's one way of movement. And I think it's a 
healthy way of moving it. To take some time, you have 
to be sometimes more patient than I'm willing to be, or 
anybody. That's how you move ahead. The other way of 
moving ahead is the more conventional bargaining tool, 

which gets results, but I think is destructive. Opening 

up the middle school is a great example. We're moving 

the sixth grade to the middle school next year. We are 

opening up a new building. It will be three, instead of 

two seven and eight junior high schools, it will be 

three six to eight schools. We had to assign staff to 

the building. We asked for volunteers, for people who 

were interested. We got enough so we could do it 
primarily, not exclusively, through a voluntary process. 

At the three buildings, principals sat down to begin to 
develop a structure. We were committed to a team 
instruction. In two of the buildings there were four 

people teams and in one of the buildings they came up 

with three people teams. And because of comments the 

principal had heard when talking to sixth grade teachers 

that they wanted more time with kids. Well that became 

problematic. The people in that third school said there 

was a time issue, "Why are we going to be with the kids 

more?" In the first place, that's the wrong question 

to ask. Then it becomes a union issue around time and 

working conditions. That's the wrong way to approach 

the problem. The third point is, instead of dealing 

directly with the administrators in the building, 
because it was a legitimate question, and I think it 
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needed to be responded to, it takes us a week to find 
out that's an issue there. And in the week's time, 
people are calling the union representative and one 
person called a school committee member. Now the union 

knows about it, the school committee knows about it, and 
we don't know anything about it. That kind of behavior 

is counter-productive. There is all kinds of anxiety 
generated out of that, all kinds of energy and negative 

behavior attached to it that may or may not have been 

avoided. I'm not saying it would have been avoided, but 
it may or may not have been avoided had they originally 
addressed the issue with the person that it needed to be 
addressed to begin with. A simple phone call. "Why is 
our building different?" All the teachers like an 
opportunity to get together and talk to each other. 

That's when I say if we move too much in the direction 
of influencing what's occurring, we're going to lose it. 

Given the complexities of the job as he had described 

them, the interviewer asked the participant what advice he 

would give to aspiring superintendents. He offered the 

following: 

Well, there are two pieces. First is, given the role, 
you need to be prepared to make decisions at certain 
times because that comes with the job. But the process 

of getting there, you need to treat people like adults. 
They have a right to influence decisions. They have 
a right to feel that whatever decision is made that 

they have been heard, that they have been responded to. 

So if you can create that environment and then the 

decision goes the opposite way to what a person felt, 

then the person doesn't have a right to complain. The 

person should be expected to carry out that task to the 

best of his or her ability because they had an 

opportunity to influence. So that's the guideline. 

You really need to treat people with respect and expect 

them to engage in an adult way in terms of influencing 

and then to own them whether they agree with them or 

not. 

Winding up the second interview, the researcher 

reiterated the purpose of this session, to engage him in 

talking about his role as the superintendent. She then asked 

him if there was anything else he wanted to add and he did, 

about public relations, about supervision as a means for 

bringing about the goals of the system, and about the impact 
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of data. First he commented on the need to communicate to 

non-parents to gain support. 

I used to laugh when I would go to meetings and people 
from the midwest were there. They all have public 

relations people on their staff. And I would say, why 

are you spending money on this, it's crazy. It's not 

crazy at all. If we were smart here, we would all have 

people like that on the staff because in the absence of 
a defined picture of what it is that you are about and 
what you want to become, people don't understand. And 
as you reach situations like we have in City where only 

20% of the people are vested in the system because they 
have kids in the school system, all the more important 
that the other 80% understand what you are doing and 

why. If you can be clear enough about that, I think 

some of them, if not most of them, will continue to 

support the schools because they are doing the right 

thing. But in the absence of clarity, you allow people 

to sit back and say, this is not my issue any more, my 
kids are done. 

Then he talked about supervision and data. 

In Town. I evaluated the supervisors and the principals 

myself. I kind of miss that, to tell you the 
truth, because that allows for a whole series of 
conversations around what you are trying to accomplish 
and what strategies might be used. And I really saw it 
as a supervisory experience and not the judgment thing. 
The difference between supervision and evaluation to me 

is, when the judgment becomes an evaluation. Up to that 

point it is supervision. The process is the same. 

Here, I can't do that. I don't have the time to do 
that. So, what I do is, I talk very concretely with the 

central office people about supervision and evaluation 

and when they write their goals for me at the beginning 

of the year, how they are going to supervise and 

evaluate staff, it is a very important piece of it. The 
fellow that is in charge of elementary education, really 
has come up with what I think is a very unique process 
because in addition to school development plans, other 
goals are being defined in conversations during the 
year in the buildings. Every nontenured staff and about 

half the tenured staff, because we tend to run an every 
other year evaluation process, he goes into the building 

for two full days, a piece of which is spent with the 

principal, but most of it is spent in classrooms talking 

with kids and with teachers, formally meeting with 

groups of teachers and parents before and after school. 

He gathers lots of data which is then fed back to the 

principal. The first year that he started that people 
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were paranoid. It's now four years later. People are 

much more comfortable with it. And I have actually seen 

him use that process to turn around two principals who 
were in real trouble. They are in much better shape. 

The schools are in much better shape. I believe in 
supervision and evaluation. I don't apologize for the 

fact that we have to do that. That is quality control. 
People should expect us to do it well. And we should 
expect principals to do it well with teachers. 

Participant 1;_Meaning to Participant 

The third interview provided an opportunity for the 

participant to reflect on the connections between his life 

and his work. The interviewer began the interview by saying, 

"Given what you've said about your life before you became a 

superintendent, and given what you've said about your work 

now, how do you understand power or authority and 

responsibility?" He replied: 

Reflecting on the conversations have been interesting, 

but it leads me back to where I was, I'm not sure it 

leads me back to anything that...well maybe... let me 

just talk about it for a moment and then we'll see. 

What's clear, looking at this from two different 

perspectives is for me, there's a real need or 
understanding of the importance to have clear meaning 

about what's important. I mean, you need to know who 

you are and what it is that you value and you need to be 
explicit in your thinking about that. And then you need 

to use that as a means of influencing kids and schools 

and teachers. A piece of it is ethical, a piece of it 
is what Elmore was talking about, about being real clear 

about what your purpose is. And one purpose needs to be 
instructional and qualitative learning for all kids. 

And yet the irony is, particularly given the discussion 

that we had at the table, while we are all in education 

in different ways you can't just accept that as a given. 

You can't enter into this believing that that's going to 

be everybody's priority and that there's real clarity 
around that because there isn't. So, how much time do 

you need to put into making sure that everybody 
understands that on top of the agenda is the belief that 

all kids can learn? And as a result of that, what we 

are about is influencing instructional learning to 

ensure that occurs; that needs to be explicit and that 
people need to be, he didn't use the word accountable. 
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but I'll use the word accountable. People need to be 

accountable for those results, creating an environment 

where people are willing to take risks to do that. And 

yet understand that they are accountable, but 

accountability doesn't mean you can't make a mistake; it 
means you need to learn from it. There's all of that. 

The clarity, I keep coming back to that, the clarity of 
knowing who you are and what's important to you and what 
you want to be important to the school district in order 
to do the job is paramount. If you don't have, if 
there's any ambiguity in your own thinking about that, 

you're never going to succeed. That's real clear to me. 

How one then goes about bringing that to occur. I mean 

how do you make that occur, that's not as clear. Once 

that gets you into the whole issue of power and 

authority and responsibility, do you simply tell people, 

"I'm the boss so, therefore, you do what I just told you 

to do." When you go back to your building you tell the 

teachers to do that because you're the boss and the 
teachers will.tell the kids. Well that doesn't make any 
sense. That's a stupid way of behaving. It doesn't 
make any sense to me. So what's the alternate structure 
and how much patience do you need to have to get there? 
How much conflict are you willing to put up with? How 
much spoiled behavior are you willing to work through, 

at least in entitled districts, maybe in all districts, 
I don't know? Patience becomes a key virtue I suppose, 

because you are not going to do any of this overnight. 

You hear that the average tenure is four and one-half 

years for a superintendent and it becomes real clear why 

we don't make any significant progress. Nobody sticks 

around long enough to do it. 

The interviewer asked him to comment further on the 

power of focused autonomy, of being clear about what one 

means and wants. 

And what you expect, what is it you expect people to 

accomplish. The clarity. I don't think any of what 

he (Elmore) was talking about, and I was very impressed 

with what he was talking about, the thinking, the kind 

of thinking he was talking about, I don't think any of 

it can be done in the absence of a real, clear 
understanding of what, whether you want to call it 

student outcomes, or standards, or core values, or 
whatever phrase you want to use, what is it that you 

really believe is important and that you want to 
accomplish for all kids. And the focus has to be on 
kids. Too often the focus becomes adults and we forget 
that we are not really here to serve the adults. They 
are an important piece of the organization, but we are 

here to serve kids. In the absence of that clarity, you 
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can't do anything. I'm not sure you can do anything 
with clarity. But if you have clarity, then the 
question becomes what do you do with it. But knowing 
yourself, and being real clear about who you are and 

what's important to you and being able to articulate 
that in a way that people at least understand it. It 
needs to be understood in each building. It would be 
nice if it was agreed to in each building, and that 
should be the goal, but it certainly has to be 

understood in each building, so that we are all on the 

same page moving in the same direction at the same time. 

The researcher commented that he had identified knowing 

oneself well and focusing on kids as two critical elements 

which prompted him to add: 

People need to believe that you are going to do what you 
say. There can't be any doubt in anybody's mind about 
that. Or as little doubt as possible. That's a key, 
that is the third leg of the triangle. Because, with 

the first two in place, if you speak one game and play 
another game, the first two don't matterany more. 

There is no credibility to it. 

The interviewer observed that a principled person 

dealing with an unprincipled person presented a conundrum for 

the first. The participant referred to Sergiovanni again, 

pointing to the concept of leadership by outrage. 

Until it reaches a point where, this is Sergiovanni's 

concept, and I love it, it's that leadership by 

outrage. Because at a certain point when a principled 

person is dealing with an unprincipled person, after a 

certain level of discussion and a certain amount of 

disappointment, you have a right to get really very 
angry because the values that you are supposed to be 

working towards in concert are being violated. And 

that allows you to behave in a way that you don't 
normally behave with other people. But it occurs 
because the person at whom you are directing your anger 

doesn't have the principles that one needs to 
function in the public schools, or in any setting, it 

doesn't matter. But that is an important point. It is 

a piece of Sergiovanni that he surfaced years ago, which 
always appealed to me because I do believe that if there 

is a core value that people, it's been expressed, 
whether you agree with it or not, it's been expressed as 

a statement of value to the school system, that if one 
chooses to violate it, one has a right to be angry at 
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the person who did that. Not angry in the sense of 
being angry, but to show outrage as one way of showing 
how unacceptable that kind of behavior is. 

The interviewer reminded the participant that they had 

talked about conflict versus consensus and control versus 

focused autonomy. She then asked him, "How do you allow for 

differences, maintain the values, and not become 

controlling?" 

If there's conflict around something that is a core 

value, it's a simple issue to resolve. Those are the 
easy ones. If there's conflict that's arisen about the 
interpretation of a core value, in matters like that, 
one important piece is before you get into that kind of 
discussion, is to be clear about how one is going to 

make a decision. What is the decision-making process 

that we are using here. Because if you generate 

conflict and then let it run its course, and everybody 

knows in advance that at the end, if there is no 

consensus, nothing will be done. Or if in the end if 

there is no consensus, in my role as superintendent, 

I'll make a decision what we'll all do, or something in 

between, I think you can get away with that most times 
as long as you are clear before you start the 
discussion. When you get in difficulty about stuff like 
that is, the conflict surfaces, you let it go on, there 
is no consensus, and at the end you announce, well, this 
is what you are going to do. Then people get all 

uptight. "Well, why didn't you just tell us? What the 

hell did we go through all this for?" So being explicit 

up front with people, when it's appropriate, about what 

decision mode is being made, becomes real important. 

And that little book that Jon Saphier wrote, did you 
ever see the ASCD book that he wrote, the pamphlet. 

Making Decisions That Stay Made? It's a very clear 

description of many different kinds of decisions that 

one can appropriately engage in. There is no one way of 
making decisions, it's situational, and what they look 
like and how you work them out, but his key element is, 
make sure people know in advance which of the repertoire 

you are using. I think he is absolutely right about 

that...It's almost never done up front. It's 
situational. I would walk into something and then as we 

are going through it, rather than wait until it gets to 

the end. I'll say, "Everybody needs to understand that 

if we can't resolve this, which is O.K., sometimes 

conflict just can't be, if we can't resolve these 

differences that exist among us, then I'm going to make 
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a decision." Or, "If we can't resolve this, then we'll 
take a vote." Whenever I ask anybody to take a vote, 

it's about something that doesn't really matter to me. 
If I am willing to accept the way the majority goes, 

it's really not a big issue and I don't care, so I'm 

willing to do whatever the majority wants. Sometimes 
when you get into it, then I'll say, "We're not going 
anywhere with this until ultimately there is a 

consensus. It doesn't mean unanimity. Remember, 

people, once we reach the consensus, since everybody's 
had a say, we all own it. It doesn't matter whether you 
agree with it or not." Those are the explicit kinds of 
statements that I find myself making. You need to make 
them over and over again because people forget it. With 
kids you would understand why it can be forgotten. With 
adults, I have a little more, as I get older, I have 

more and more difficulty understanding why people don't 
remember what we said two months ago, but they don't. 
Or at least they behave as if they don't. 

The interviewer recalled that the participant had 

described a process he called "power through," through the 

principals to the teachers and kids. She asked him what 

kinds of skills, competencies, and knowledge somebody needed 

for "power through" rather than an authoritarian style of "do 

what I say." 

You need patience because it takes much longer to get 

where you want to go. It's easier to say, "Do what 

I just told you to do." It's not as long lasting and it 

may not even be as dramatic, but it's easier to do. So, 

you need patience. You need clarity and communication. 
You need a clear understanding of yourself and where you 

want the organization to be and you need to know how to 

work with people. Those are givens. The piece that we 

don't do well enough on, or at least I'll speak for 
myself, I don't do well enough on, it's intriguing, is 

the second level. If this is what we want to do, then 
how are you going to demonstrate to me that you've been 

successful. What's the data that we are going to agree 

on to measure success?...I think we need to begin to 
feel, and this is my problem, it's something I've shied 

away from, I need to begin to feel more comfortable, and 

expecting others to feel more comfortable, being more 

quantitative. And not shying away from that because 

it's supposed to be narrow or restrictive. I don't 

think it necessarily has to be either narrow or 
restrictive... Because you have to be real clear about 
the outcome and what's the level of the outcome that you 
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are expecting from everybody. I think we need to stop 
shying away from that. We need to be comfortable with 
that. And I need to be comfortable with it in order to 
ask principals to do it, because if I'm not comfortable 
asking principals to do it, they are never going to be 
comfortable asking teachers to do it. And I really 
think that's where we are at this point. We do a lot of 
guessing about how good we are. But if somebody from 
the outside came in and said, "Let's measure this with 
some degree of scientific certainty," whatever that 
would look like, I don't think any of us would know what 
the hell to do. In City. 

The researcher asked the participant about the need for 

superintendents to be futurists of sorts. 

It's not only the ability to do that, it's having the 
kind of mind that wants to do that. Or at least 
training yourself to have the kind of mind that wants to 
do that. The joy that one gets. When I sit down and 
talk about technology, most of which, I mean I don't use 
it. I very rarely use computers or any kind of 
technology. I hate the network. It takes me seven 
years to get into it, so I don't use that at all. But I 
get a lot of pleasure out of sitting down and talking 
about what impact technology is going to have on 
instruction in the future and playing around with that, 
so that you can begin to anticipate where we are going 
to be. And you need to have that kind of...if you are 
going to provide real leadership, you need to have that 
kind of mind. 

The researcher summarized the three critical 

characteristics the participant said superintendents need, 

knowing oneself, focused on students and teaching and 

learning, being principled. She asked how should people be 

trained; what would such a program include? He said he 

thought it could be done but "you would have to scrap what's 

presently being done and start all over" because the premise 

would be radically different. He continued: 

I told you that I took one Administration course, and 
that was it, I wasn't taking any more of those. You 
can't approach the training of superintendents the way 
it's traditionally done. The closest that I've seen. 
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they were talking about in the planning stages, is the 
program that Harvard created for urban superintendents, 
where there was a lot of practical case study kinds of 
interventions, using Law School or Business School 
teaching techniques, connected with an internship, so 
you had a practical problem, the focus always being on 
behavior. If you were to do that, use simulations, use 
videos, then you could begin to break down, what does a 
principled leader look like? What is a leader who is 
focusing on students as the outcome? What does that 
look like? You could break it down. You could break 
down the three legs of the triangle. But you can't do 
it by taking a course in Business Management. I don't 
even know what the hell they offer any more. You'll 
never get to it that way. It's a whole different 
outlook. You could train technically competent people 
who would be the worst superintendents in the world...If 
you are going to train, not only superintendents, I 
would contend if you are going to train successful 
teachers, or principals or superintendents, I don't care 
what the role is, the force of reflection is crucial. 
If reflection doesn’t become a natural part of what you 
do, you're never going to become a quality person at 
whatever you do because you'd stop learning... That's the 
kind of thing, you would need to do, in a structured way 
in a classroom. You need to give people who want to be 
school leaders or teachers, which is another form of 
leader, anybody in education, you need to give them that 
kind of experience (sharing difficulties and failures, 
not just successes) so that they would understand the 
importance of listening, sharing, not making judgments 
or simple solutions to complex issues. That's not 
helpful to anybody. And the willingness to feel 
comfortable saying, "I'm struggling with this, or I 
screwed this up, will somebody please help me out. 
What's another, what should I have known that I didn't 
know? What's another way of looking at this?" That 
should become a natural way of behavior. And it's not. 
It isn't. In fact, some of the roles, if you get into 
a school committee meeting, real reluctance to say 
anything that doesn't at least make you appear as if you 
know what the hell you are doing because you are afraid 
you are going to lose control of the whole thing. So 
there are lots of things which mitigate against that, 
which means it's all the more important that it becomes 
an internal piece of you before you even get to that 
point...Which almost no program that trains anybody gets 
involved in. It's incredible. I can see total colleges 
of education going in that direction, because it is just 
as important for a teacher to know who he or she is and 
what pushes your button. You are not going to be 
effective with a whole range of kids. They'll do it to 
you every time. And you are not going to be clear about 
what you even expect of them. We don't spend any time 
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on that...And all of our work is in groups. 90% of what 
we do is group work. Well, when you are ready to 
retire, we’ll put together a superintendent's training 
program. That will be exciting. 

The interviewer observed that the participant seemed to 

know himself, was clear about his boundaries, and viewed 

conflict as a regular part of the day. He asked if this was 

unique. The interviewer responded that many people are 

worried about their egos. The participant commented: 

That is interesting. I would assume at this level 
that people would have learned that a long time ago. 
The ability to not personalize stuff, which none of us 
can do 100%. I personalize stuff, you personalize 
stuff, everybody personalizes it. But the ability to 
keep it to a minimum, to not look at it as a personal 
attack, but rather, "This is what comes with the role, 
now let's see what sense we can make of this." It's 
crucial. The more you personalize stuff, the less 
effective you are going to be and the more damage you 
are going to do to yourself. I mean, healthwise, it's 
not a good thing to do. And yet, it happens. There 
are things that occur that I can't separate myself from. 
Those are always the most difficult ones to deal with. 
And I need then to be real careful about not responding 
immediately because every time I respond immediately, I 
do the wrong thing because I haven't taken a step back 
to figure out what the hell the right thing to do is. 
That's when I get myself into trouble. 

The interviewer asked him if there was anything else he 

wanted to add since they seemed to have completed the third 

session. He said, "Not that I can think of." Then he added, 

"This has really been interesting. It's been really helpful 

to me." Later he wrote, "I enjoyed talking with you about 

leadership, power and control. It really was reflective in 

nature and as a result, enjoyable. I am not sure why we do 

not find more time to do this kind of thing. It was very 

helpful to me. 
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Participant 2;_Power 

The researcher asked this participant to give his 

definition of power. He provided a succinct answer at this 

point, but talked about it in more depth later. Here is his 

brief initial response: 

I think that historically power has meant control. 
When someone controls someone else or a group of things, 
that's the way people identify power. And I think 
that's probably the way it's identified in a school 
system. Power equals control, control equals power. 

He said it rather matter-of-factly and did not appear 

troubled by power the way the first participant was. 

Participant 2:_Life History 

The interviewer reminded him that the purpose of the 

first interview was to have him chronicle, from his earliest 

memories, how he got to be a superintendent and what 

influences along the way had affected his views about power. 

He talked first about his career including his early 

realization that he wanted to be a teacher. 

O.K. My earliest recollection is kindergarten. I 
think that I wanted to be a teacher very early on. And 
I started thinking about, I mean as a youngster I liked 
my teachers and I thought it was a nice thing to be. 
And I went to school to become a teacher. Now when I 
was going to college, I remember in high school, wanting 
to be a teacher, so I went to college to be a teacher. 
It's not something that I did as a result of the Viet 
Nam War, or any of those things; I wanted to be a 
teacher. I didn't think so much about being a 
superintendent. Very early on I started to think about 
being a principal. And I guess the reason I wanted to 
be a principal was that I didn't like the way things 
were, particularly in the relationship category, just 
seeing that teachers were told what to do by people who 
didn't know what teachers were doing. And I wanted to 
be a principal to change that. So, and I began to work 
very hard at becoming a principal. During my early work 
as a teacher, I became involved with the union and was a 
very strong advocate for unionism because of the way 
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teachers were treated, and one of the things that I 
focused on was empowerment of teachers very early on. I 
did have a problem in that I felt that the unions were 
just another version of dictatorships and the 
principalship' and wanting to control people. And I 
worked hard in the union trying to get the issue of 
empowerment. As early as early 60s I was concentrating 
on this. I then transferred that to when I became 
principal, but kind of became disillusioned with the 
union because they wanted to get power for teachers but 
they didn't want to give up power on their part. They 
wanted to take it away from the principals but they 
wanted to continue, and to this day I see that as one of 
the problems that's beginning to shift. Unions are 
beginning to understand they are going to have to have a 
paradigm shift, too. When I became a principal, I ran 
the school. We didn't have any research on site based 
management. We didn't have too much research; we were 
beginning the research on school improvement. This was 
the 1970s. Interestingly enough, I had a school that 
was community centered, community involved where parents 
had open access to the school, and we had site base 
management. It wasn't called that, but the teachers in 
the school basically worked with me in the operation of 
the school. We even had, for example, if somebody had 
to go home early, they didn't ask me; there were a group 
of teachers that decided whether that was O.K. or not. 
I mean, we had that kind of empowerment. The teachers 
decided the structure of the day, the instructional 
process; they got together and decided what kids would 
go to what teacher. I mean, they did all the choosing. 
They used to save substitute days, and we used to hide 
this from the central office, so that at the end, we 
could say we didn't use a substitute. And we would have 
a big two days when we'd have training for ourselves, 
all developed by the teachers. It was really akin to 
what we are trying to do now with no support from 
anybody because people didn't recognize what we were 
doing. We had times in the day for staff development 
where we worked together. We organized the school 
structure, the new concepts, which was we didn't go 32 
to 1, we had groupings of kids. Some teachers had five 
kids, if they were the most difficult, and some teachers 
had the library opened up with sixty kids working 
independently with a teacher or two teachers or a 
teacher and a paraprofessional. It was really what we 
are striving for now. It was good then and we are 
beginning to recognize that it is good now. So my 
notion of power was that if you involve people in the 
process and then you gave them a say in what was 
happening, they became much more committed and it was 
their school. And it worked tremendously. But I talk 
to people who I haven't seen in years and they say, 
"I've never had a better experience than in that school. 
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It was chemistry. It was unbelievable." So, very early 
on I had these notions about people having as much say 
as possible and pushing decision making to the classroom 
in the relationship between the teacher and the kid. 
And letting teachers make their decisions about what 
would happen. I had the same notions as the 
superintendent and I became a superintendent in 1978. 
And was very much involved in what we called 
comprehensive planning at that time. I coined a new 
word, at the time I remember because it wasn't in the 
dictionary. We called it complaction, comprehensive 
planning for action. Because we didn't think, we needed 
to say to people that comprehensive planning wasn't 
enough. There had to be a result. And that was the 
actions that took place as a result of planning 
comprehensively. And we began at that time, fighting 
with Chapter I, and that was a power struggle; they had 
and to this day it continues, but as early as 1978, I 
was attempting to defragment the school system from 
special education and regular education in Chapter I and 
we got all kind of grants that focus on this as an 
issue, we were really one of the premier districts and 
moving in the direction of nonfragmented education, 
comprehensive education and what we would call now 
inclusive education. But we were doing it then. So we 
were doing site based management, we were doing 
effective schools, we were doing inclusive education and 
calling it different things. So I'm not sure how much 
anything has changed. But my earliest recollections are 
about schools that work with the people in them involved 
in the decision-making process. So this is not 
something new to me. Something that I have lived with 
really since my educational career began in 1963. 

The researcher tried to get him to tell more about his 

career ladder by remarking, "Now, you went from a teacher to 

principal to superintendent." He corrected this perception 

and continued on. 

No, I became an assistant principal. I went from 
teacher to assistant principal. I spent a year and a 
half as an assistant principal in an open wall school. 
The other thing that I think impacted on me, I was very 
fortunate in that I spent three years teaching in an 
elementary school. And as a teacher in my fourth year I 
went and opened an innovative, I really sought out 
innovation and I opened, as a teacher, an innovative 
middle school and spent two years in that innovative 
middle school, which really helped me. It was a 5 - 8 
middle school with a lot of the techniques that were 
being developed at that time in 1966. And from there I 
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went as an assistant principal to an innovative, open 
wall, converted laundry into a school. And a bilingual 
school. Also had a tremendous opportunity experimenting 
with different approaches and the whole issue of 
empowerment. My principal was not as open as I was, 
although she was a wonderful person; she allowed me to 
do a lot of things I wanted to do. And then I was 
selected a year and a half after that to open a brand 
new experimental school based on the philosophy of this 
fellow Calagitegno. So it was also, we had a lot of 
training, a lot of openness about change. I gravitated 
toward these things. I had been offered many schools as 
a young Hispanic on the move. There were so many 
opportunities, but I waited for the ones that would give 
me an opportunity to test my notions about empowerment 
and change. So, I have had tremendous opportunities in 
working in new situations that I could mold based on my 
philosophy and that’s been a tremendous opportunity. 
The, interestingly enough, the superintendency that I 
had in State was a very difficult one because I had very 
difficult boards of education. And it was always 
fighting the tide. Difficult to do. 

The interviewer asked him how he came to his ideas about 

empowerment. 

I think it came from the beginning years of teaching 
and seeing people who were so rigid and so imposing. 
My first principal happened to have been my principal 
in elementary school, too, and I went back to work 
in the same school where I used to go to school. 
And she was the most rigid person in the world. I mean, 
she was. Name was her name; I mean she was inflexible. 

I remember the first teacher's meeting. I said, "This 
can't be. I'm twenty-one years old and I'm listening to 
this lady tell people what to do. These are all adults. 
There's something wrong here." So, it was very early on 
and it was, the whole thing was, people telling you what 
to do. Very little involvement from teachers in the 
process. And I said, "This is wrong." So, I had been a 
pretty avid reader of management in college. I didn't 
only take education courses; I took some business 
courses and I was really interested in the evolving 
theoretical frameworks of the time around management. 
It was just beginning to develop at that time which was 
the 60s and people were beginning to talk about new 
approaches. But still the prevailing theme was how to 
control people, and there was beginning to be some 
attention paid, but most of the books, and I felt there 
was something wrong with that. So it's as early as then 
that I began to think about the issue of power. I, 
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whenever I entered a supervisory relationship, I always 
felt that I got more from people when people felt good 
about what they were doing and felt involved in the 
process. It was natural for me almost, this thinking. 
And I don't know where it came from early, early on, but 
I know as early as college and being a teacher and an 
assistant principal and a principal, I was already 
dedicated to it as a process. 

When he finished his answer, the researcher asked him 

what he was like growing up. She also asked if, as a 

student, he had already shown some inclination toward 

involvement/empowerment. 

Well, interestingly enough, I came from a very 
controlling family. My father was extremely rigid and 
believed there was only one way, his way, and any 
deviation would lead to, he believed in physical 
punishment while my mother didn't. I mean, I've never 
punished my own children physically. I've raised four 
children by myself and I never did. I guess it's 
counter to that notion that he had of punishment. I'm 
sure I just didn't think it was right. Although he 
loved me and all of that business. The other thing was 
I held a lot of jobs as a kid. I worked, I've worked 
since I was twelve years old. And I always had this 
sense, I had a sense of responsibility about my work, 
but I always had this sense that my bosses could have 
gotten a lot more out of the people around them if they 
just treated them differently. And I couldn't 
understand why some bosses were so callous towards their 
workers. So, as early as twelve, I realized that 
somehow, it was almost as if the job of the boss was to 
keep the worker a worker and be negative towards the 
worker. And the combination, I don't know whether...I 
write poetry and have a book of poems and the poems are 
basically around growing up. I haven't written too much 
about my adult life, mostly about between the ages of 
four and twenty. And some of the things that I stress 
in the poems are in working for somebody; I remember the 
day that I gave that burst of hope for myself and said, 
you know, maybe I could be a lawyer. I was about 
thirteen years old. And one of my bosses said, "You a 
lawyer? What, are you kidding me? You can never be a 
lawyer." And there was a sense of, why not? Why can't 
I be a lawyer? And I don't know if it was because I was 
a minority or because I was poor that this guy said 
this; he was my boss. And I got a sense, is it that my 
boss wants to keep me a worker so I can't be his boss? 
I don't understand it. And I began to think about it as 
early as then. I translated it into poetry, into racism 
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against young Hispanics in this particular community. 
And I believe that probably was part of it, but maybe 
there was another part of it in terms of relationships. 
I also notice in every single job...I worked for a 
fellow who was very insecure, he was a pharmacist. And 
he wanted to control...I was a delivery boy, but he 
needed to control me. I worked in restaurants, I worked 
in...most of the relationships were around control with 
the workers and being able to tell them what to do and 
having power over them. So I suppose maybe that led me 
to think that that wasn't the best...I didn't know the 
word paradigm at the time, but it wasn't the best model 
to use. And it may have developed from early on, this 
sense. 

The researcher commented that some people regard our 

parents as our first bosses and our siblings as our first co¬ 

workers. She went.on to say that talking about home can be a 

means for identifying influential forces. She asked about 

brothers and sisters in his family. 

I have three brothers besides myself. To a certain 
extent there was a power hierarchy in the home where the 
oldest was looked upon as the most significant and the 
youngest was looked upon as somebody to be taken care 
of...I was No. 2. Interestingly enough, in looking 
at...my youngest brother was brain injured, didn't 
discover that until way later on, and he was slightly 
brain injured, but to this day doesn't read and write. 
But he was brilliant, he has a high school diploma from 
Name high school and doesn't read and write. He has a 
civil service job that requires examinations for 
promotions and he doesn't read and write. So tell me 
he's not brilliant... So he made up for his inability to 
read and write. And right now in fact he's...I tried to 
teach him several times, I got people to try, and it was 
very, very tough. He had such a block. He is now 
forty-five years old. He was very ill. And now has 
started with "Hooked on Phonics." He is now starting to 
try that. But, he was always sickly and always looked 
upon as the baby. My oldest brother was always looked 
upon as the oldest and the most significant. The two in 
the middle, we were both middle children, and my younger 
middle brother, so to speak, became extremely rebellious 
as a result. I didn't become rebellious. I was 
more...I put my energy into myself and being 
constructive. He put it into being destructive. And he 
had long bouts with drugs and really, the only one of 
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all of them really, really heavy into drugs, got 
arrested and all that business. Yet, when you look at 
us now, he's making the most money of everybody. He is 
a self-made...he went to college. He dropped out in his 
senior year because he didn’t like what was said to him 
by the president of the college. "I don't need your 
college.” And that's the kind of kid he was. But he 
has his own transportation company, bartering company. 
He just does very, very well. My oldest brother is vice 
president of a hotel chain and always has been in 
personnel, and has made a very good living. My oldest 
brother is the only one that survived marriage and has 
two children and is still married. I was married for 
fifteen years, had four children, and got divorced. My 
other two brothers, the youngest one got divorced twice, 
never had any children, and the rebellious guy got 
married to a young lady maybe twenty years younger than 
him and that lasted about a year and a half. So he 
never had any children. But it's interesting, you know 
in the relationships, and the rebel brother is extremely 
controlling. He runs his company like you say, "Boo” 
and he says, "Out. I don't need people who say 'Boo' 
around here. I need people who say 'Bah'." Just like 
that. I mean, no questions asked. And he's like that 
with everybody else. And he's like that with us and 
that's why we have a hard time getting along. So, he 
just is extremely controlling. He had to control his 
wife; he has to control everything. Power is all that 
he knows and power is full control over other people. 
My other brother, the oldest guy, is as a director of 
personnel, vice president of personnel, is also on the 
school committee in his town. He is very, very forward 
thinking. In fact, we just did a book review together. 
It will probably come out in June issue of Magazine on 
Leadership Jazz. We talk about control as a leadership 

device vs. leadership jazz, which is a much more 
esoteric approach to Max Dupree's approach to 
leadership. He is much more in tune with that as I am. 
So it is interesting, the differences. I do think that 
the fact that my father got ill right when my third 
brother was born made a difference because he couldn't 
put the same energy into raising the second two as he 
did into the first two. And we almost had already been 
developed by him...My mother was a saint to put up with 
all of us. She was a very docile...she went through the 
eighth grade, didn't speak any English, never learned to 
speak English. She was very quiet, never raised her 
hand to any of us. Always, her vision of life, of being 
a wife was to serve and never question. And she served, 
boy. Everybody. All four of us and my father. My 
father was much older than her, about twenty-four years 
older than her. He had been a devil of a guy who was 
very heavy into alcohol and gambling and just living 
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the good life, so to speak. Being a sailor, and when he 
married her, he just stopped doing all of that one day. 
I never saw my father drink a can of beer, smoke a 
cigarette, or say a bad word. All I saw him was wake up 
at 5:30 in the morning and go to work, come home at 
night, take off his shoes at six o'clock, eat and rest. 
He never went out. Totally dedicated to his family and 
his wife. I think he worked it out of himself... 
Interestingly enough, he had worked all over the world, 
he was illiterate, never went to school, born in 
Country, but had worked...he was a genius. He really 
would have been one of America's best engineers if he 
had gone to school and had been...because I never saw a 
man that could do so much with his hands and his mind. 
He ran...he was on ships and he ran the boiler rooms on 
ships. And in Country he worked running the sugar mill 
boilers, which was very intricate. And then he went to 
work for the Navy and ran the boilers on the Navv Base. 

And he was the Chief. Illiterate also. Interesting 
that he had one child that was illiterate. And ran an 
oiler in Base. When he came here, when we came here, 

only two of us were born; I was six months old. When he 
left Country, he had, my mother was Spanish and had gone 

to Country. He became a superintendent of a building 
and then finally he got a job working as a custodian in 
a school. So I grew up in the boiler rooms of schools, 
you know, stoking coals. It's an interesting... on those 
bitter cold days as it used to get, we'd go in there and 
we'd stoke the coal, and it was quite an experience to 
see school from two perspectives. From the boiler room. 
That's why boiler rooms don't scare me. I've been in 
them. And then I worked with him as a custodian, 
cleaning schools. I did a lot of work as a custodian. 
Cleaned schools for a long time. 

The interviewer asked him if there had been other people 

who had influenced him other than his first principal whom he 

had described negatively. 

Yes. I worked for Name for two years. The I went 
to work in a school in section of Citv. It was in City• 
I worked for Name, the worst administrator I ever saw in 
my life. I remember I'd say to him, "I am having a. 
problem with this kid. I need some help and direction." 
And he would say, "Here, read this book." He couldn't 
give you one bit of advice. It was terrible. He had no 
handle on children. Didn't like them. Just terrible. 
All he wanted to do was get to the next step, but could 
care less about kids. I ran out of that school but 
promised myself that I would look for a place that was 
interested in kids. And I went and interviewed for two 
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schools that were opening, one was in section of Cityr 

which was an experimental, the famous School in section 
of City. And he offered me a job because both 

principals were white. He offered me a job, but Name, 
he was very well known. And then I went to this other 
one that was near where my mother had moved to in 
section of City. School. And I took School. And he 

taught me. He was brilliant, absolutely brilliant as a 
principal. And since I was willing to learn, he was 
willing to teach. He basically taught me how to run a 
school. And I was a teacher. But I was so willing to 
learn, there were maybe three or four of us young 
people, so he gave me the opportunity to schedule the 
school and the amazing thing is that sometimes I find 
today teachers who just, they don't want to get involved 
and they don't want to work and I suppose they don't 
want to get to the next step. For me, I wanted to know 
as much as I could about running a school. I was really 
into becoming a principal at that point, by the fourth 
year. I was going to be an assistant principal and a 
principal. In State you had to take a series of tests 
to move ahead. I took every test that was given and 
passed every test and I was ready so when there would be 
an opening, studied for the test. But Name taught me 
the practical things. He'd always be, "What's wrong 
with this piece of paper? Why would you do it this 
way?" He was a wonderful man. I learned an awful lot 
from him. There were a few teachers in the school that 
I found to be outstanding teachers, too. And I wanted 
to emulate them. There was a lady named Name who is now 
vice president of Company. She was outstanding. She 
went up the ranks as I went up the ranks. I found her 
to be quite a lady. I learned a lot from her. There 
was a lady named Name. a black woman who was a reading 
teacher, and I knew nothing about reading. I had been a 
language teacher and she taught me. I became an expert 
reading person because of her. I was a sponge. I 
wanted to learn. There was a foreign language teacher, 
Name. who was outstanding, a brilliant teacher, and I 

used to go in her room and I learned from her. I really 
learned to become a teacher, my first three years were 
disasters. I mean nobody, there was one guy, his name 
was Name. he's now retired, who did teach me a lot, took 
me under his wing and taught me a lot. He was a kind of 
an extra teacher in the school. But I have had a lot of 
people that have helped along the way. Unfortunately, 
as I moved up the ranks, I have found fewer people 
willing to mentor. I had no mentors for the 
superintendency. For the principalship few. For being 
a teacher, a good teacher and being a good, maybe 
learning to be an assistant principal, I had, maybe even 
a principal, I had some in that one experience, School. 
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But after that it was lonely. It was as if people 
didn't want you to become a superintendent. They didn't 
want to mentor you. And I didn't have access to that 
level as a young Hispanic. I just didn't know people at 
that level. 

The interviewer said, "You've talked about colleagues 

and family. Are there friends or other relationships beyond 

those you found at work and at home that influenced you?" 

I don't think so. I am kind of a quiet person, 
friends are extremely limited in my life. I mean very 
limited. You can count them on less than one hand. 
Just that's the way I've always been. And I haven't 
made long-lasting friendships. Lots of acquaintances, I 
meet people, but I can't say I can find a friend 
that's... unfortunately in my life, I've been mentor to 
my friends, rather than them to me. I can't say that I 
have a friend who is a superintendent. I know a lot of 
superintendents, but someone who I socialize with, I 
don't have one. So it's, they haven't been too 
influential. I would say that my lady friend, since I 
got divorced, has been the most influence on me. She is 
a superintendent, too. And even though she is in City 
as superintendent, we maintain support for each other 
and that's been, that's my most important friendship. 

The interviewer asked the participant if he recalled any 

other people or events that got him to where he is or proved 

influential in forming his views about power relationships. 

He talked about high school and college experiences, about 

being an individual rebel. 

I think that, interestingly enough, I think that the 
relationship among students, particularly in high 
school, I found that most activities, and I have thought 
about this, so it's not something I'm just saying now, I 
found that most activities in high school and college 
were around control. And I felt that, and I got into 
trouble in high school and in college, around issues of 
control pretty consistently because I wanted an 
explanation of why people did certain things and why 
they had the right to do them. And what I heard was, 
"I'm the teacher and that's the way it is." I couldn't 
buy that and I'd argue with the teacher. And I was 
pretty smart so the argument would get to the point 
where the teacher would get very frustrated with me and 
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say, "That's it, I'm not going to talk about it any 
more," because there came a point where they had no 
explanation for me. And I can remember almost being 
kicked out of college because I demanded, from the 
president, an explanation of one activity that I thought 
was mindless. And that you had to attend. And we had a 
terrible... and he finally said to me, "Look, that's the 
rules here. You don't like the rules, you don't have to 
graduate." "I gave you three and a half years of my 
tuition and my life, now you just can't walk away from 
me." He said, "Yes, I can. Yes, I can. You don't want 
to follow the rules for the last six months, you have to 
go to that retreat, you have to go to mass. It was a 
Catholic school. And if you don't go, it's as simple as 
that, you don't graduate." And, I mean, that was...I've 
gone back to talk to him. He's changed a little bit 
because people become more flexible as they see. But I 
always had those problems. I was a bit of a rebel. And 
people may not remember me as such because I wasn't, I 
didn't get in your face, and I didn't organize. I did 
it by myself and I talked to people and it wasn't this 
big need to go out there and join groups and do all of 
those things. I mean, I was very active in the Viet 
Nam protests but not from an organized point of view. 
I would go and do my thing, not belong to groups, but 
march with another person or two, always protesting what 
I believe to be wrong. That would get me into trouble. 

The researcher asked him to shift from thinking about 

his views of people, positive and negative, particularly 

employers, and to imagine how his employees might view him. 

It prompted him to recognize a conflict between his belief in 

empowerment and his inflexibility on certain issues, 

especially on empowerment itself! 

I think that there are people who view me as flexible 
and there are people who view me as a dictator. It's 
interesting, there is a dichotomy here that I have 
to live with. When I came here I said, "There are some 
things that are non-negotiable and I will not negotiate. 
And one is that we are going to change the empowerment 
piece." And they would say, "How could you be for 
empowerment and tell us we must do this. There seems to 
me, it doesn't seem to go. There's a contradiction 
there." And I said, "There is. I don't have time to 
explain it. And this is the way it's going to be." And 
people still remind me of that, that I said we are going 
to have site based management. We are going to have 
certain things. We are going to change the curriculum. 
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We are going to have a multicultural... and that's it. 
One group of teachers still criticizes me for that 
openly. They say, "Are you open to change?" And I say, 
"Yes, I'm open to change." "Will you listen to us?" 
And I say, "Will you listen to me?" It's a two way 
street. But I would say that my style, I mean, look at 
my style. I mean, how many people could tolerate this? 
It's tough to have three doors open and people, even 
with the "mic" on, people feel comfortable to come in 
and say, "I need to see you a minute." With the "mic" 
on, where else would you see that? If you went to 
interview a superintendent, most places would close the 
doors and say we need to have a private interview. And 
it sometimes is disconcerting to people sitting in your 
chair. You are an experienced person, so you say, "Hey, 
I know what the superintendency is," and you just go 
with the punches. But I find that I have to say to 
people sometimes, "You know, this is the way I do it and 
it's not out of disrespect to you. It's just that 
people know that they can come in and interrupt and 
that's the way we do it here. This is simply the way it 
is. And it has nothing to do with you. It has to do 
more with me and them. We've gotten used to it and you 
can't change that." You can't say, "Well, wait a 
minute. We are going to lock the door." If that door 
closes, people want to know what's wrong. So, to a 
certain extent, this is the way I run the system. Very 
openly. Sometimes it gets me into trouble because 
people are able to criticize a lot more which is good. 
I think that that's important and you get a lot more 
discussion from people who normally don't have that 
input. 

The interviewer pointed out that he had just mentioned 

those things that he holds to be true, things like 

empowerment, multiculturalism, an open environment with easy 

access to him. The interviewer asked him to verify if 

those, indeed are principles he holds dear and asked if there 

were others as well. 

Yes. Those are some of my values. I have the sense 
that I would take this, what has become a trite 
statement, all children can learn. But I think, I 
really believe that. And I'm really committed to the 
issue of changing the paradigm in public education from 
one of the belief that people come with innate ability 
and that you are limited by that innate ability. I 
believe, and I've worked with Jeff Howard from Efficacy 
as you know, that it's effort and development on the 
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part of student and teacher that counts. And that we 
have to change that paradigm. That's one of my major 

principles. The other principle that I hold and, let me 

just say my multicultural bent has moved one level to 
where multiculturalism is not enough. I think that 

inclusion is what we're talking about and multicultural 

programs tend to limit themselves to culture. I like to 
talk about the way people look, the way people act, the 
way people talk, what people eat, what people can do, 

what their jobs are, all of those issues as inclusion. 
And I'm committed to creating a school system where the 
people use what kids bring with them as an asset rather 
than a liability. I'll tell you a quick story that I 
tell that I think exemplifies my belief. I was in an 
inclusion classroom in the school system in 

kindergarten and I was playing with the kids on the 

floor and talking to them. And this is bilingual 

special ed and regular ed. And one of the, I came upon 

one of the kids and spoke to her and she didn't speak 

back. And I spoke to her in Spanish and she didn't 
speak back. She is being warm, but she is not speaking. 

So I said, "Either she can't speak, or..." And all of a 

sudden another girl, that big, teaches me the lesson of 

my life. She comes up to me and she tugs... she sees I'm 

having trouble. She tugs on my coat. She says, "That 
little girl, that little girl, she doesn't talk. But 

she's a nice girl and she's my friend." So, holy 
smokes. It's like my whole life opened up there and I 
said, "My goodness, imagine in America, where you could 
say, she doesn't whatever it is, but she's a nice girl 

that, imagine teaching kids this in kindergarten? 

There's nothing more. That's it. Once you do that, 
everything else will come. And that's why I'm so 

committed to the notion of inclusion as a process of 

getting people to see differences in people and accept 

them for what they are and not be so worried that there 

are things that will get in the way of relationships. 

This little girl will grow up loving everybody. It 

doesn't matter what you are. She's already had the 
experience. It's almost spiritual. I think you could 

say that. So I think that that statement, you could 
take it into tracking, you could take it into how you 

identify the needs of kids and respond to them, all of 

those things. But that's the most important value that 

I have, that if you want people to act a certain way 
towards each other when they're in the world, you've got 

to start teaching them how to act that way and you've 
got to provide them the opportunities to use reflection 

in particular situations. Our school system basically, 

all it does is, from the very first day you come to 
school, is sort and select. It defines your potential. 

And it uses a variety of instruments to do that. 
Sometimes it's a test, sometimes it's, it basically is 
always defining your limitations. And what I say to 
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myself is, "How is it possible that teachers can be 

effective when they know that the kids are limited by 

birth. Why would you frustrate a teacher into doing 

more than the kids are capable of learning, if that were 

the case? Really?" If that were the case, what we 

should do is find a very, very specific way of defining 

limitations so we don't frustrate people or try to get 
people to go beyond those limitations. And when you 
look at the work that's being done with Down's Syndrome 
kids and what they are doing now is beyond...I mean they 
even look different. I have my little Namp in the 

system and I found out Name is the daughter of teachers. 

She's the third of a group of sisters. One is a teacher 
and both parents are teachers. I went into school and 
saw where she was volunteering her services. And Name 

is a Down's Syndrome child, but Name never was told she 

was Down's Syndrome. She knows she's a little 

different, but not so different, so she acts like 

everybody else. And I met her when she was volunteering 
and I said, "You know Name needs to work for us." So I 

gave her a job as a para-professional. Not a special 
para-professional, but a para-professional where it is 
expected that she be a para-professional. You cannot 
believe. Name was already helped by the mother and the 

father. But when, every time Name sees me, she talks, 

she says to her sister who now works here, she says, "I 
saw Name yesterday." And very few people call me Name 

for whatever reason. But this child, this adult, she is 

not a child, now she is probably twenty something, has 

changed even from a supportive home, this has changed 
her even more. And she is doing what would not have 

been expected. She is teaching children how to read. 

Tell me this is not a story. So I'm committed to it. I 

see it in practice every single day. People say that I 

expect too much. Somehow, that I have to do, that in my 

expectations of people, that I am, well, I'll give you 
an explanation of what's happened as a result of this. 

I've asked everybody in the system to take, to go 
through Efficacy and to go through Research for Better 

Teaching. When I asked the counselors to go through it, 

now the counselors, these are the people in charge of 

doing the best for our kids and moving our kids forward. 

They said. Name. you think we're all racists, that's why 

you're putting us through Efficacy. And I had to go and 

speak to all of them and say, "I don't think you're 

racist." I believe in high expectations. I've been 

through his full program three times. And I'm thinking, 

right now they are thinking of making me a trainer, to 
go through all the training, so I can become a trainer. 

It just seems to me that I find that I fall into the old 
paradigm, after going through it three times, here I am 

a proponent of high expectations, everybody being able 
to learn, and here I find myself modeling old behavior. 
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And I said to the people, "It's not that I think you are 
racist. Me, a proponent of it, a person who's been 
through it three times, I catch myself all the time 
thinking limiting thoughts about people. So it has 

nothing to do with you being a racist, it has to do with 

redefining what we believe, and we are so socialized by 

these old premises and paradigms that it's murderous to 
try to climb out of these holes we've dug for 

ourselves." But it is hard for the people to recognize 
that they have to change and that what they are thinking 
is not appropriate and that they need to do things a 
different way. That's basically the philosophical 
underpinning of my work. That's the most critical 
belief that I have. 

The researcher asked the participant if he brings his 

own set of beliefs to an organization, draws them out of 

those people who make up the organization, or a combination. 

He was adamant, "I cannot adjust what I believe," He 

followed quickly with the assertion that he is flexible, so 

he can adjust the means for implementation, but his 

"principles are not for sale." He also talked about growth, 

his own, and recognized that he would not remain unchanged 

over time. 

I would say that's a question that's asked in every 
superintendent's survey, and I've been involved in about 
six of them since I've been here. And then I've read 
what the other superintendents have said, and it's very 

different. I cannot adjust what I believe. Now I'm a 

flexible person and can implement it in a variety of 

ways and all of that, but my principles are not for 
sale; so, therefore, when I came here I made very clear 

what my operating principles were, what my belief system 

was and that I felt that I was growing and changing, 

too, that it might not be exactly the same after being 

here four years. And it's not. I've learned a lot. 

But that the guiding principles would always be the 
same, and that if they didn't believe in the guiding 
principles that I had, they should hire somebody else. 

And if it came to a time when there were people in 
control who didn't believe in my guiding principles, I'd 

go somewhere else. And I've made myself this promise, 
that I would never adjust after City, would never adjust 

my principles for anybody. Life is too short. And 
there's enough people who believe what I believe and 

want what I want, that I could work for another hundred 

years, I could have work. I don't have to worry about 

getting a job. 
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Well, I think we tell some jokes about that around 
here. What I say is that this is a journey, and the 
journey is such that there's a way of getting to where 
we are going. And I call it getting on the train. 
However, my train comes back to pick up people who 
didn't get on the first time and we are always making 
stops along the way. All I ask people is don't get in 
front of the train, you may get run over. Now that 
startles people. They say, "That's pretty 
threatening." Well, I say, "Well, the principles... it's 
like saying that democracy, I wouldn't fight for 
democracy. See, that's as strong a principle as I have. 
Would you give up democracy? Would you allow people to 
take your democracy away?" They say, "No." I would 
say, "Well, same with me. So I'm not saying anything 
differently than what you believe. I hold these 
principles to be dear." And if this is what the 
community believes... there are some other issues that 
are very, very important here now and I think they are 
the issues of, the code words are now beginning to form 
around the country around violence prevention. I've 
done a lot of work in violence prevention here. 
Probably more than anybody else and mediation and 
conflict resolution. My sense is that these are code 
words for racism and that as communities, we haven't 
taken hold of the notions about differences and racism 
and we haven't dealt with those. It's easier to deal 
with violence rather than people who are different than 
we are. It's taken a lot of, it really is taking center 
stage here. And what I'm thinking about is how do I 
deal with the issue of people being very afraid. And 
I'm trying to develop a sense...we really have become 
the leaders in the school system in identifying the 
issues of racism. We got the school committee to pass, 
by having task forces, give out a survey to kids that 
really identified racism as an issue. We've passed 
eighteen resolutions that are anti-racism and now we are 
developing a plan to deal with them. We've worked on 
the issue of violence, which has had its racist 
overtones. And we are responding to those issues, too. 
And the thing that I'm now trying to do is, I'm 
beginning to view schools as the exporters of peace 
now. And it's some new thinking on my part that 
somehow, now I'm generating activities in the school 
system and events around students as exporters of peace 
into the community, students as peacemakers, because the 
opposite has been that students are violent and that we 
have all these problems, so instead of, and linking 
community service to peacemaking. I often say in my 
speeches, the community has this notion that schools are 
manufacturing violence and then exporting it into the 
community and I say that America, by abandoning its 
principles, is manufacturing violence and exporting it 
into the schools. So I'm trying to say that the young 
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people in this country will become the old people in 

this country and if I can make them the peacemakers of 
this country, then maybe the adults will listen to us 

and it's not the other way around. Interesting concept. 

And it also has to do a lot with the issue of power and 

empowerment. We've had a series of articles, we had an 
undercover reporter go into the schools and spend three 
months and the reporter was amazed at how much kids 
curse. It's amazing. He saw it as startling. That 

children wear clothing that's provocative...And then 
kind of alluding that we have these things, these 
children that are terrible, and that are so off the 

beaten path. And my point of view is, "These are the 

kids you're creating with your media. This is what 

exists. If you didn't know it, my God, thank God that 

you opened your eyes. Now the question is, how are you 

going to help me deal with it? It's not enough...I knew 

it, you didn't know it, but I knew this is what existed. 

Now the question is, you, responsible journalist, and 

media, how do we begin to deal with this issue now that 

we know, now that you say you know it exists? I've been 
crying that it existed for a long time, crying in the 
wind. So now what?" And tomorrow when they interview 

me, that's what I'm going to say to them. "This is 
nothing new to me. We knew this existed. The real 
question is what are you going to do about it? And how 

are you going to help?" That's the issue...No. They 
come here that way. And how are we going to...one of 

the things I've managed to do, I didn't say that before, 
is I do, I have gotten the community more interested in 

all of these issues. The interesting thing in City is 

that the school system, not other government, the school 

system is driving the social and political agenda here. 

We have brought racism out to the front. We have dealt 

with the issue of violence. We now have gotten people 

interested, I've gotten a committee of the United Way to 

focus on the issue, not of violence, but of safety. A 
safe community. And what does a safe community involve? 
A safe community involves a safe environment and that 

means the air you breathe, that means the health care 
that you have if you are pregnant, for everybody. These 

are the issues of our times. You want to talk about a 

safe environment? When you have all these things and 

when you have people in decent housing and when you 
improve the conditions under which people live, you will 

naturally increase safety. So that's the focus we are 
now taking. Again, we are now, I think, creating a 

social dynamic here which is interesting because most 

superintendents see the school system as reflecting 
society which I understand; I see the school system as 
reflecting and impacting on society and I think that we 

can make a difference. That's why I think we are in 
such a good position as educators because at least the 
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attention is on us now and we can begin to do these 

things. I feel that, I call myself the CAC, the Chief 

Advocate for Children. And I see myself as a social 

activist which is very different than most educators. 
They don't want to get involved in there because it's 
too scary. I say if I don't get involved, then it is 
really going to be scary. 

The researcher observed that the participant seemed to 

be talking about the superintendent as a moral leader. 

Sergiovanni and Covey, no question that that's, that 

they've influenced me a bit in reading and looking at 

their work. I've been influenced also by Paulo Friere 

and his work. I did a lot of work with him, with his 

work when I went to graduate school. Most of my studies 
were around him. I was fascinated by him and his work. 
You know, this notion of combining what we know about 
management and leadership with moral leadership, and of 
course Senge now has influenced me, too. Sergiovanni, 
Senge, but also the other gurus, Drucker; Deming has 
influenced me to a certain extent; while I think that 

this total quality stuff is good, it has a limit in its 

perspective because I feel the other moral part is 

significant and can't be left out. 

The interviewer asked the participant, "How do you get 

what you believe down through the organization so that the 

message is uniform?" He replied: 

I think the best way to get it down is to live it. 

That's really the best way. I am a very public person 

and my principles are very clear. And people sometimes 

laugh at them because they interpret my principles as 
being lenient and liberal or bleeding liberal. And so 

it's a fine line that you run, particularly when you are 

so public. What I've used to get my message out is very 

strong emphasis on the media. I spend a lot of time on 
my own programs that I do. I'm on radio talk shows, I'm 

on TV talk shows, and I'm in the newspaper all the time 

and I have something to say about everything which is a 

new role for a superintendent. It makes people feel 
uncomfortable sometimes because they are not used to it. 

The interviewer questioned him about how he deals with 

those who do not share his views, both those above him like 

the school committee and those who report to him. 

I think that it's an evolving process, that's the 
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important thing. And let me just put it in context. I 

got ahead of the school committee and I had to kind of 
slow down, but I couldn't slow down too much to bring 

them on board. To a certain extent they're on board 
now, although we have basic differences in principles. 
We have, I would say, four of the school committee 

members are, have very similar views to me. Maybe even 
five. One has totally differing views and really is 

opposed to me and my policies. She doesn't say it too 
loudly because I have a support mechanism. The school 

committee, that one member is opposed, the other member 

is somewhat a conservative, but he supports me. But I'm 

now trying to juggle and bring them on board a little 

faster. I find that people are becoming, as people 

understand, what I find is a growing respect for my 

commitment and my intellect. And I don't say that to 
pat myself on the back. I find that people have 
tremendous respect for my ability. They may not agree 
with me, but they have respect. And that's not always 
the case. Sometimes people will call you an idiot and 
you're stupid. I don't have that here. I have people 
say, "The guy is up on everything, I just don't agree 
with the way he does it." So that gives you a certain 

amount of flexibility because it's professional respect. 
I think I have that from my principals. I think it's 

been hard to earn, and I have it from my central office 

staff. I find people are coming over to my side of 

thinking every day. I, more and more, I said in a 
newspaper story this morning, that 20% of the people are 

against, me, 20% for me and 60% in the middle trying to 
make up their minds. But they're coming over fast. And 
I find that it's been accelerated and it's beginning 

to...and of course one of the problems that we have is 
like soup, is it done yet? Are you finished? And I 
say, "I'll never be finished." I mean, you are going to 

have, this is continuous progress. You are constantly 
looking at what you are doing to refine it and to do a 

better job. When everybody is on level, you look for 

new heights. You look for everybody to take Geometry 
and Trig. Don't you have this sense of this unreachable 

goal? If you talk about it in that way, then you get 

frustrated. I see myself on a journey, that's all. And 

I have a goal. There are little steps that I take that 

make me feel better, but when I reach someplace, I look 

at what's next. What are the next steps, what else can 
I do? And you are always growing and always developing 
and you are always improving. If that's not a positive 
way to look at life, it's not that it's negativity, 

you'll never reach...I mean, how can you reach the 

unreachable? That's not the way I look at it. 

Given his description of his arduous schedule and many 
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activities, the interviewer asked him how he takes care of 

himself. 

I guess that's one of the things that I have learned, 

and this is not easy, is how to deflect stress and how 
not to personalize this business so I very rarely take 
things personal. You know, I'm human, and once in a 

while. I'll say, "That son of a b." But very rare. 

I've been here four years and I haven’t had a sleepless 
night. I don't do things that question my integrity. I 

wouldn't take a nickel from anybody. I'm always careful 
about doing the right things so I can hold my head up 

high and I can go through the strongest of scrutiny 
because, I mean, I just don't do things that are wrong 
from a personal point of view. And I think that gives 
me a lot of strength not to worry about. Hey, if all 
people can say is that I believe something and I work at 

it hard, I'm all right. So I basically, this is almost 
a vocation, this is a belief. This is much more than a 

job, no question about it. But not to the extent that I 

am so fanatical about it that it's going to hurt me 

physically. So I think that's the way I balance it. 

And I'm pretty secure in what I believe and how I feel 

about myself. I wasn't always that way. Now that I 
feel this way, I'm at peace with myself, so I really 

don't have a lot of extra stuff to deal with, not too 
much baggage to deal with and it makes it a lot easier. 

It's kind of nice to be at this point in my life. I 
never worry about getting fired. I say, "If I get fired 
for doing my job, forget it, that's a badge of honor." 
You wear that with pride. I don't worry about getting a 

job. There are so many, every day I get called by 
somebody else. So I feel like I'm in the prime of my 

life. I feel like I'm on top of the world. What can 

anybody do to me? How can anybody...that somebody 

disagrees with me?..."I didn't come here to be liked or 
to be loved." I got plenty of that. I've got family, I 

have children and I have relationships. So, I'm 

not...the other thing is maybe in my personal 
relationships here, everybody is my friend, but nobody 

is my friend. I have congenial, sometimes four or five 

people will go to dinner and I'll go with them, but I 
don't have friendships. This is a job. They are my 
employees. They got to work. People know me for that 
because I'm not, I'm a nice guy, but I'm not your slap 
'em on the back, friendly kind of Joe that goes and has 
a few beers with you. Well, I've had a few beers with 

people, and it's just not my style to run around with 

the guys or the girls or be worried about having a 
social life with them. And that makes me very free. I 
don't have to worry about things. I do what I think is 

right. 
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Participant.,.2_Contemporary Experience 

The participant described his superintendency, starting 

with the particulars of his district. Here are some of the 

details he provided: 

Twenty-five thousand kids, second largest in New 
England, forty schools, basically old schools, very few 
new schools. The system has had no money for repairs, 
very little money for textbooks, very little money for 
supplies, for computers. Only during the last four 

years have we done extensive, made extensive changes. 
We have 2,068 teachers, up from 1,818 when I got here. 
There hasn't been one layoff since I've been 

superintendent, in spite of all the cuts. Six hundred 

para-professionals, up from 415 since I got here four 

years ago. We're building; we're opening a new school 
in September, we are going to dedicate it shortly. We 
have another elementary school that is a converted 
office building that will start and we have a high 
school in the works, too. And then we have some major 

projects that will rehabilitate some schools. We have 
spent a lot of money on textbooks and supplies, about 5 
million dollars in the last three years, and we got a 
3.5 million dollar bond for equipment, mostly technology 

so, the first bond ever in the history of the school 
system for technology. So that's been a plus. We have 

basically 35% Hispanic youngsters, a little under 30% 
black youngsters, about 30 something % white and 2% 
Asian, a lot of Russian students coming into the system, 

Evangelical Russians. We have Cambodians coming here. 

We have Dominicans, but not very many. The Hispanic 

population is basically Puerto Rico and it's the fastest 

growing population. All the others are diminishing 
other than the Russian and Cambodian. But not at the 

same rate as the Hispanic. We have a 73 million dollar 

city budget and we get about 40 million dollars from 
EEOG, about 10 million from Chapter I, the total budget 

is in the vicinity of about 130 million. We have all of 

the problems of a large, urban school system, from 
violence to infant mortality to teenage pregnancy, to on 

and on and on. 

When he finished this encapsulation of his district, the 

interviewer asked him what it is like to be in charge of it 

all, a 130 million dollar budget and 25 thousand students. 

His response, as follows, went into some detail. 
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I think the problems are that there are so many varying 
opinions about what should be done about each of the 
social problems that exist and the schools are the focus 
of those problems, almost as if the schools export the 
problems into the community rather than import them. So 
you get a lot of disagreement in the community as to how 
you, who is causing these problems and how do you handle 
them...Among some people,they don't understand the 

relationship between the schools and the quality of 

life in the community. They don't understand that as 

we go,so they go. Of course, the other problems are, the 
major problem is to get people to accept that if we are 

not getting that which we want to get, we have to do 

something differently. And does that mean that I am a 

failure? Everybody interprets the need to do something 

differently as them having failed. And I think that one 

of the biggest issues confronting me is how do I get 
people to change without making them additional victims 

of the problem? And not pointing a finger at them. So 
I have to constantly be telling people, "We have to 
change, but I'm not blaming you for what exists. What 
exists is a reality. You're as unhappy with it as I am. 
Let's begin this partnership to attempt to change it." 
It doesn't always get received that way. Very often 

people become very defensive about the need to change. 

And it is very difficult. The other thing, it is very 
difficult to change so many people and so many things at 
the same time. People very often...their comments about 

me is that I'm trying to do too much at the same time. 

And what are the real priorities, and the different 
priorities for different people. I feel like Clinton, 
somewhat, and you know the economy, the gays in the 

military, who determines what the priorities are? And 
to a certain extent, whether you are able to get this 

done or not, depends on whether enough people see your 

priorities as their priorities. So, it's a real 

balancing act. I think there's a combination in the 

superintendency... I like to say I'm not a politician, 

but I'm probably the biggest politician that exists in 

this city. Attempting to, I mean I don't get voted in, 

but the truth is that I am trying to impact and effect 

more change than anybody else with very few resources 

and with very angry citizens. They all feel we spend 
too much, we throw it away, the system is not working, 

the teachers, as far as they are concerned don't work 

hard, it is such an easy job and they are always crying. 
So you have the citizens not being so pro-education and 
you're constantly fighting with government that doesn't 

understand why you spend all this money because they 
don't see the kids as important. And again, I'm not 
blaming them, but we haven't made those connections. We 

don't see..."Why can't you do more with your money?" 

And to some extent they are true...they are right...it 

is true, we haven't used our money as effectively as we 
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could use it and we have thrown away a lot. And that's 
why you have all these major issues. I mean, I am 
arguing constantly about choice. I am arguing 
constantly about how much money I should get and how 
that money should be spent, and why I'm in deficit. And 
it's a constant political battle. And then at the same 
time you have to try and coalesce the community around 
the needs of the kids and it's a very difficult job to 
do and keep everybody happy. I seem to think that I 
don't make anybody happy. And maybe that's good because 
my job may not be to make anybody happy but to get 
people to think about what they are doing. To a certain 
extent, you have to, as a superintendent, understand, if 
you are expecting to get your, I call it your love, from 
your job, I think you are in for a big, big surprise. I 
think you don't get any, you get very little 
satisfaction. You get very little praise. You get very 
little support. It is a very lonely job. It is 
lonelier, I think, than being the head of a corporation 
or the mayor of a city. Basically, if you are a change 
agent, nobody likes you because nobody likes to change. 
And everybody finds some fault with what you are trying 
to do. And there's some fault in everything you are 
trying to do because it is such a difficult situation. 
If you are looking for love, try something else, because 
you don't get it here. And also I think, another issue 
is the political-management nature of the job makes it 
such that it is very difficult to ever be without 
controversy, so you are always under siege from some 
front about what you did or didn't do. I remember the 
Mayor saying to me one day, "You know, you've given them 
a wonderful contract, you've worked tirelessly, always 
trying to bring people together, and they still hate 
your guts." And I said to the Mayor, "When they begin 
to like me, maybe that's when you should worry." And to 
a certain extent, more of the literature says that there 
has to be a little chaos and there has to be a little 
turmoil for change to take place. There is no question 
about it that those people for whom the status quo, 
Machiavelli said it, I think, I don't remember how he 
said it, but he said, "Those people for whom the status 
quo is beneficial will fight you all the way," and 
that's most people. And even your supporters will be 
lukewarm at best because they're not sure about you and 
they are very, very unwilling to take a chance, so you 
end up getting very little support even from the people 
who are your front; they'll drop off at a moment's 
notice if the tide begins to turn. And you've got to 
recognize that and use whatever you can to get your own 
level of energy up high enough so you don't depend on 
outside forces to give you that kind of satisfaction 
that you need. My satisfaction comes from knowing that 
I'm doing work that may have an impact both on my school 
system and many kids across the country, if people begin 
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to see it as developing an answer to the problems of 
public education. I have a much more global view than 
just City and that's where I get my satisfaction from. 
And whenever I get a small token of appreciation, I 
cannot say I don't appreciate it, thank the person for 
it, but I don't ever get fooled into thinking that it's 
permanent support. 

The interviewer asked a follow-up question based on her 

observation that he seemed to have something inside pushing 

him forward. She asked him where it came from, this ability 

to rely on inner resources for motivation rather than 

external forces. He said: 

You know, I think, to some extent it is, it comes from 
the way I live my life, I suppose, because it's not just 
something I do here. It's something I do with 
everything I do. And I guess it's just a trait that 
I've developed. I'm not sure I've developed it in 
response to the superintendency, to tell you the truth. 
Just the way I am. And I think that if you are not that 
way as a superintendent, you better learn to be that way 
because you are going to end up in real trouble if you 
come in with another sense of what the job is; you are 
going to end up crying every night. Male or female. 
You are going to be very discouraged. If you wait for 
people to pat you on the back, or you wait for those 
moments of glory, you are going to be waiting for a long 
time. They are just so infrequent in the 
superintendency. Most of the response is negative, and 
sometimes, even ugly. 

The researcher asked him if he had ever received threats 

in his superintendency. He spoke of specific examples when 

his very life was threatened. 

Well, when I was a superintendent in City, there was a 
group that was very much against some of the things that 
I was doing and my life was threatened. I had to wear a 
bulletproof vest. And I got support from the police. I 
had feces smeared on my door. Here, in City^ I came 
home one day, when I was living in an apartment after 
being here seven months and there were used condoms all 
over my front door spread out. So it's like, "We know 
where you live, and we are going to make you worry about 
it." Also, since I've been here, there have been 
periods of times when I've done something that was 
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particularly challenging to people's points of view and 
the response has been phone calls that were very 
negative, cars outside of my house, parked, being called 
a Spic, get out of City, we don't need you here. If 
there was a good article about me, that would generate 
negativity from some people because they couldn't 
tolerate it. So I've gotten my share of threats since 
I've been here. And I remember, not too long ago, about 
three months ago, I got a phone call about 2:00 o'clock 
in the morning and it wakes me up and my daughter up and 
my daughter is listening to me on the phone. She jumps 
out of bed and says, "Something must be wrong; who's 
calling at 2:00 o'clock in the morning?" And I'm saying 
to the guy, "Yeah, it's Address if you want to come 
over. I'll be waiting for you." And my daughter says, 
"How are you going to go back to bed right now?" And I 
went right back to bed. I said, "You go to sleep." She 
said, "I didn't sleep." I said, "Nobody's going to come 
in." The guy threatened me. He said he was going to 
kill me because of some nonsense and I invited him to 
come over. I think that if you show fear, then you are 
finished. If you are going to be afraid of them...they 
are crazy people, and you have to accept it. That's 
what you accept when you take these jobs, that you are 
going to have to confront those situations. And that's 
it. There's not too much more you could do. 

The researcher said that the participant's life sounded 

pretty hectic, that his work day involved long hours. She 

asked him to describe what a day or week would be like for 

him. He explained the nature of the job as follows: 

Well, first the, I work here from about 7:30 on the 
average to about 6:30 at night and then there generally 
is one or more meetings that you have to attend every 
evening. Friday nights are generally the ones that you 
can go home. This last Friday, I closed up the place 
around 6:30. It is very interesting because I remember, 
and it may be my nature, but I remember as a principal, 
either the last day of school or the day before a 
vacation, always being the last one that left and always 
feeling a sense that, "Well, you had all these people 
around you, there wasn't all that much support." And 
that you were it and felt very alone. In the 
superintendency, it's the same thing, probably twenty 
times worse. When nightfall comes and you are still 
sitting here, and you have to call up to close up the 
building, there's a sense of aloneness unlike any other 
job. Policemen talk about this sense of brotherhood 
among the police. The interesting thing is that there 
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is no brotherhood because you would have to go somewhere 
else to talk to another superintendent, and that when 
you are at the top of it, it's almost, it's so lonely, 
it's the same feeling that patrolmen have, I think, 
because their work is so dangerous compounded by the 
fact that you're the head of the organization and you're 
so alone even though people support you and believe in 
what you are doing. It's so vivid in my mind to think 
of the last time I got fired, I mean, and that's what it 
was when they don't want to renew your contract, that I 
had all of these people who believed in what I was 
doing and I was able to spend one month in my office and 
negotiated a transition out, and I didn't let them kick 
me out of my office; I was strong and I got it and how 
people would be afraid to come to my office, lest they 
be seen talking to me, who had fallen out of favor. And 
these were people who had supported everything that I 
believed in and I said, "How shallow." I mean this is 
what it's about. People are so frightened by this. I 
promised myself, when I was superintendent in City, and 
there was a lot of pressure in City and I was always 
negotiating solutions to problems and consequently, I 
think that very often, my principles would get shattered 
a bit. And I promised myself when I left City, that I 
would never, ever, ever, ever compromise my principles 
for anybody, and that no job would ever be worth that. 
So that, I've been out of City almost six years; I spent 
almost two in State before here; it's like I'm a new 
person. Because I will not, I'm a smart politician, I 
know how to deal with situations, I'm very good at it, 
but I never compromise my principles. And I go home 
every night and I sleep very well knowing that. I have 
no problems waking up in the middle of the night in a 
sweat about how am I going to tie the two lies together. 
I tell the truth. I tell the people what I feel, and I 
stick to my principles. And it's much easier. So I 
think I'll be able to survive in the superintendency a 
much longer period of time. And if people don't like... 
I say to my school committee, and sometimes it annoys 
them; they say it borders on arrogance, and if I wasn't 
such a nice guy they'd think it was arrogance; they tell 
me that...because I don't know that I'm a nice guy. To 
me it's self assuredness and it's being assertive and 
it's letting people know that you won't be man- or 
woman-handled. You will not respond to their nonsense. 
So that, and I think that here, by treating people 
equally, when someone calls me and says, "I want you to 
get a job for someone." And I say, "I don't do that," 
and I say the same thing to everybody. They've left me 
alone; basically I don't have to worry. You do it one 
time, you are finished and I do what I think is right. 
And I'm not saying that if somebody calls and says, 
somebody write me a letter, and you wouldn't believe the 
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letters that I get from representatives, people saying 
that this person is my friend and I would like you to 
consider them and I say, "Absolutely. I consider 
everybody. Their name goes into the pool, they go 
through the process. And if they are the best, they get 
the job." It's hard for people to understand that, 
particularly in a town that has such an underpinning of 
patronage. Here, patronage is everybody's middle name. 
And I stand fast. And I stand proud of that. I also 
never, ever spend my energy trying to get votes. I put 
the facts on the table. I used to spend days around a 
vote, getting people's opinions, trying to convince 
them. I used to spend most of my time on the phone. I 
don't call my school committee members. This is what I 
recommend. These are the facts. Ask me some questions. 
If you want to do it, you do it. If you don't want to 
do it, don't do it. Simple as that. It makes it much 
easier to get work done. They've kind of learned to 
accept it, and I think they appreciate it because they 
don't worry that I'm dealing with somebody else behind 
their back. 

The interviewer observed that he had talked about 

negotiating, conflict and communicating and asked if these 

were central to his job. He said: 

I think it is the most essential part of the job. I 
think being able to resolve conflict, mediate problems 
and bring people to consensus around issues is the major 
part of the job. I think you need to have people who 
are supportive of your perspectives working with you. 
One of my biggest problems has been the quality of the 
people that I've been saddled with. And I don't mind 
saying that they are not of the highest caliber. It's 
been that small-town mentality that's gotten people into 
positions. I chose not to fire people and create that 
as the avenue for conflict. I chose to work around 
people. I think that I make a decision about whether I 
am going to stay here longer or not, I'm going to have 
to do something about them because I've probably worked 
as hard as I could around those people and I'm going to 
have to make some decisions about what I do. But the 
quality of the people around you is an important issue. 
And you have to be fair. You can't come into a place 
and say, "I'm going to fire everybody," when those 
people are the favorites of everybody, because 
eventually those people are going to win out. They have 
the years of loyalty of the people, even though people 
may know they are not that competent. And so, I think 
in the superintendency you have to be very careful how 
you respond to issues. I don't think there are any two 
superintendencies that are alike. I don't think there 
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are any superintendencies where you can do the same 
thing twice. I call it "changing your robes." When you 
come into the superintendency, you change your robes, 
even from another superintendency, and it's a whole new 
job. You're in a new church with a new group and you 
need to be able to adjust to the needs there. So when 
people say, "Would you do that again?" I don't know. 
What I do is examine the conditions that exist and make 
judgments about the most effective way of getting to the 
goal and vision. And they may be diametrically opposed 
in two places. Now there are some principles you bring 
with you. Those principles are not for sale. The 
principles that all children can learn, that all adults 
can learn, that is what you do in response to how the 
kids come that makes the difference, that we have an 
obligation to educate all of the kids, that mixing the 
color of the faces is not enough, that you've got to mix 
the outcomes so that there's equalized outcomes. All of 
those things, those principles stay, but how you get 
there...there may be a system where you come in and its 
appropriate to let someone go immediately. Because it's 
expected or because it's a possibility it's not going to 
ruin your opportunities. You have to make those 
judgments. I think it's like an umpire making a call. 
I think that the superintendent has split seconds. I 
think it's a combination of preparation and experience 
that makes you a good superintendent. It's like, I 
wrote an article once, where I compare being a 
superintendent to being a boxer. And I was a boxer, so 
I know how I developed as a boxer. What you do is you 
practice, you practice, you practice. In the 
superintendency, it's hard to practice. You do as much 
as you can. But in boxing when you go into the ring for 
the first time, you better be able to learn every single 
second and make adjustments in that ring to your 
opponent. And what you're doing, is while you are 
providing an offense, you also have to have a defense. 
And they have to be very balanced. If you are too 
offensive and don't worry about your defense, you end up 
on your behind. If you are too defensive and have no 
offense, well, the judges, say, "Decision against them." 
So, the superintendent has to be very, very careful... 
You cannot expect to come into a system, have no 
offense and let things happen to you and expect that 
people are going to say, "What a great superintendent." 
You are going to have to be careful that your offense is 
not such that it creates such negativity. So it's a 
balance. You'll find yourself on the seat of your pants 
if you do nothing. And you'll get counted out after a 
year. A case in point is some superintendents in this 
state, and I won't allude to them, who have taken so 
much time to analyze what it is that they are going to 
do that when the plan became, when they began to talk 
about a plan,they were there already almost two years 
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and people were saying, "Well, big deal." You have an 
amount of time during which you have to make an impact. 
And if you don't do it, it is very hard to recoup from 
that period of inactivity. I think that the preparation 
that you have with the experience, combining preparation 
and experience, is key. And being able to react to 
what's happening using that preparation, being very 
quick, that split second, making the call that the 
umpire has to make--safe--out--strike--ball--foul--those 
things are very, very key. Leadership is so important 
in these instances. I say that a good superintendent 
has to be a juggler and he or she juggles many balls at 
the same time. An. excellent superintendent knows that 
balls become eggs from time to time and that you must 
keep your eye, you may be able to drop a ball, it'll 
bounce back, you drop an egg, it splatters. But a 
superb superintendent is one that can watch balls become 
eggs and eggs become balls as he's juggling or she's 
juggling, and they see the transition take place so that 
they can immediately adjust and say, "There's the egg." 
It could be that twenty-four hours later the egg is a 
ball and the ball is an egg. You have to make those 
judgments. Once an egg splatters, it can't be put 
together again and it could lead to your total 
disruption in your life and you're looking for a new 
superintendency. These are things, it's like, I compare 
it to being a guy who's got a single and is on first 
base, and you want to get to second on a steal, but you 
have to make so many judgments about how far can you go 
so you don't get picked off, what's the pitcher doing 
there and where's he at, where's the second baseman at. 
All of these things and how fast am I really, and how 
fast is he, before you take off from second. And it's 
that split timing judgment, that back and forth, that a 
superintendent has to be able to do. If you don't run 
and you don't get back to first, then you're a fool 
because you got caught off base. 

He went on to talk about the fragility of leadership. 

...Leadership is so fragile. It can change so fast; 
hero or you can be a heel just by one fraction of a 
second too late. Leadership is that way. It is a 
game, to a certain extent, that you play and you have 
to focus in on all of the players. It's 
fascinating. I guess that's why we do it because we 

love to do it. 

The researcher recalled the participant's comments about 

personnel, about the need to have quality people in order to 

get the job done. She asked him how he develops good people, 

good followers. 
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I think that by providing them the opportunity for 
participating in decision making, by recognizing their 
contributions, by providing them with decision-making 
possibilities that gives them the right to fail, not 
killing them when they fail, but pointing out and 
helping them. I see myself in the leadership role as a 
teacher. I see myself as the mentor of all of my 
employees. At the same time I see myself as a learner 
and I can learn from all of my employees. I think that 
that is critical. One of the problems with learning 
organizations, and Peter Senge talked about us having 
learning disabilities, it's amazing, that we the people 
in charge of learning, our organizations have learning 
disabilities, and that we don't focus on learning at 
all. What we focus in on is teaching and other people 
learning. But I think that we have to focus in on 
ourselves as institutions learning from what we do. And 
that's critical in creating that followership providing 
people the opportunity to learn and you allowing people 
to understand that you're a learner as well as they are 
learners and that learning is what this is about. If 
you stack up my book of mistakes vs. my book of 
successes, my book of mistakes is this big and my book 
of successes is this big, but every mistake led to an 
opportunity to learn something. Then if you look at it 
from that point of view, then you are able to use what 
you do to get to the next step. If you do nothing you 
know you can't fail or succeed. Most people, in public 
education, what we've basically done is what we've 
always done because that's what we think is safe and 
that's what's gotten us to where we're at. Even though 
we may not like where we're at, to begin to look at new 
things as, those things may fail. We know the old 
things are failing. I liken it to the story about, I 
like to tell stories obviously. You go to a doctor and 
you have a rash and the doctor says, "Put this cream on 
the rash," and you look at it midweek, not only is the 
rash not better, it's worse. And then you say to 
yourself, "I'm going to stop using this on my own." 
Some people are so determined to take their doctor's 
advice that they'll keep using it until the end of the 
week and they'll go back and say, "It didn't get worse." 
The doctor doesn't say, "Put it on double." Doctor 
says, "Let me try something else." We haven't learned 
that yet. We want to give double doses of that which 
does not work. We're famous for that. Let's do it a 
little harder. Let's give it a little more time. It'll 
finally bake correctly. We'll just leave it in the 
oven. Well, it’ll burn, that’s what's going to happen. 
It's very difficult for school people to understand 
that. That's one of the things I find somewhat 
frustrating, the need for people to be able to 
understand it. If it's not working, why do you do it? 
They'll tell you, "Well, we don't have something to 
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substitute for it." But it's making your rash worse. 
At least don't put it on. Like retention. I say to 
teachers, "Retention doesn't work. Here's all of the 
research." They say, "But what are we going to do?" 
"Well, invent something. Do something." "Until we have 
something, we must keep doing that which we've been 
doing." "Maybe you'll invent something faster if you're 
not doing that which doesn't work because you'll have to 
respond to it. No?" That's a killer, retention. No 
matter how much evidence you give them, they will tell 
you that they know a case where it worked. 

The researcher asked the participant to clarify 

something he had said earlier. He had talked about being 

prepared, having facts, learning. When asked what these 

meant to him, he answered: 

I think several things. Preparation means number one, 
besides all the, you know, I went through the 
traditional programs, educational programs to prepare 
me. To some extent, I think I learned something from 
those things. The other part of my preparation was to 
latch onto people who were good models and tried to 
learn from them and I latched onto whoever I could. The 
other thing was to spend a lot of energy on my own 
participating in the process. In other words, it's 
like, here's another story. And it's like, I say to the 
teachers or the principals, "Well, why don't you try 
this." And they say, "Well, I'm not trained. I don't 
know how to do that. You need to train me." I say, 
"O.K. Why don't you try this." They say, "Well, I'm 
not trained. I don't know how to do this." "Why don't 
you try this." "Well, I don't know how to do that." So 
finally I came to a point here, in City, where I said, 
"Wait a minute." For a principal who had told me 
constantly where I said, "I pay you 50 thousand dollars 
a year. Tell me what you know how to do so at least I 
can ask you to do that because you are getting paid to 
do something." And the notion that somehow if you don't 
know how to respond to what's needed, it's like working 
in a plant. They change over completely to robots and 
you need to know how to fix the robots. They're not 
going to keep you there if you don't go to school to 
learn the robots and you don't spend some of your own 
energy. You can't say, "Hey folks, train me." The job 
is different. What's happened in this country is that 
the job of the teacher is not the same job. And the 
teachers are sitting back and saying, "It's not my 
responsibility. So the job changed. Now you train me. 
You have to retrain me." It's not that simple. They ve 
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got to put in their time. They've got to put their 
energy in. Of course, it's a combination of 
responsibilities. People have to work together in doing 
this. But, if you’re not willing to put out, you're 
never going to fully transform yourself to the new kind 
of individual. And to a certain extent, I don't think 
the message has gotten to people, that they have to 
transform themselves. They have to begin working and 
changing attitudes and developing new strategies to 
respond to the new needs. That is very frustrating in 
and of itself and creates all kind of issues. So 
preparation, from my point of view, is that I do 
whatever I can to make myself better at what I do. So I 
read an enormous amount. I'm constantly looking at the 
literature and the research. I'm looking at somebody 
saying it differently. I may not agree with everybody, 
but I see that as an obligation. I think teachers and 
principals have that obligation, too, and they'll get 
annoyed at me when I say to them that they are not doing 
it. They're not doing it. A small percentage do it. I 
also think that focus is very important in work and I am 
very focused on my work. I think you must make a 
commitment to be the best at what you are doing, if you 
are going to be the best. And very often people say, 
"You've made that commitment. Don't expect it of me. I 
am not you." I have a hard time with that, you know. I 
understand if I have a dedication to my work that's a 
little bit different than most people, even most 
superintendents, but I do expect that commitment be 
shown in a variety of ways. You don't have to be 
exactly like me. That would be dangerous, having two 
people like me in the same institution. But, you got to 
show me some commitment. .1 don't see that commitment 
among people. I don't see, my commitment is not driven 
by the amount of money I make. I said to my school 
committee, "You give me a 25 thousand dollar raise, I 
can't work any harder." I want to make more money, but 
my response to my work is not based on what I make. 
It's based on my belief, my vision, my contribution. 
Very different from I mean, I wonder how someone could 
withhold their work until they get more money. How do 
you do that? So, mine is a passion, a real belief. 
Experience and preparation come together. It's like a 
crossroads. There are some things that I can respond to 
without thinking about them. And thisdoesn't mean, I'm 
not speaking out of arrogance, or patting myself on the 
back. It's a fact that my experience, I often say that 
I have scars on my scars. I have a base of experience 
where just about anything that can happen to me has 
already happened, so I have a response mechanism and 
this experience, I don't think anything can buy this 
experience. It gives me the ability to respond to 
situations from a real perspective of knowing what 
possible consequences are, split second decision-making 
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that comes with, I couldn't do that the first day I 
became a superintendent. I had a good sense of being a 
superintendent, but I've learned so much, and money 
cannot buy sixteen years of being a superintendent and 
being able to function in those difficult situations. 
People here call it having an answer for everything too 
quickly some times. And I sometimes have to stop and 
even hold myself back because I...people say to me, "You 
know, you come into a presentation. You speak for an 
hour to people and you don't even prepare." And I say, 
"No, I do prepare. I've been preparing my whole life. 
This is innermost beliefs that I have that I share." I 
went to give a speech at a Boys' Club, and the guy said, 
"You got up and you talked coherently for 45 minutes." 
I said, "That's because that's what I believe. That's 
what's inside of me. It's not something I need to 
prepare." If I wanted to give a speech and I was going 
to be very specific about assessment or something, I 
would have a speech. Even then, it's like having a 
conversation with you about what I believe, just having 
it with 40 people or 2,000 people. You believe what you 
say, then it's very easy. 

The interviewer asked the participant how important data 

and information are to his decision-making. He explained. 

Critical. I think that, since I've been here, I've been 
trying to establish a data base that gives me the kind 
of ammunition necessary to make decisions. It's been 
improving. It's getting better and better. We have 
developed a data base system here that provides me, 
right through that little computer, provides me and I 
can get information on attendance, lunch, scores and we 
are building it. What we are doing right now is 
developing a school profile that will help us make 
decisions about schools. So I think it's critical. And 
then people being able to communicate that data to each 
other through this medium is extremely important and 
becoming more and more important every day. You need to 
know what's happening. Hopefully, we will, we're 
building a whole process here which will lead to 
learning outcomes in every single area, and then an 
assessment process along the way. That's the major 
portion of our work for the coming years. 

Participant 2;_Meaning .to Particip.ant 

In reflecting on the issue of power in the 

superintendency, here is what the participant concluded about 

who has power, who uses it and how they use it: 
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When I came here, the most powerful group in the system 
were the principals. They ran their own fiefdoms. And 
they did whatever they wanted. And they had not been 
selected for their competence. They had basically been 
selected because they knew somebody. I have about 
eighteen new principals that still, they are basically 
from the system, a few from the outside, but they still 
have the same paradigm and it takes time to shift. With 
site based management as it is now, school centered 
decision-making now a part of the contract, there's been 
a tremendous shift. And we are now, the jury's still 
out about whether it's going to work or not, but the 
biggest impediment to implementing site based 
management has been the role of the principal not 
wanting to give up their power. We could be light years 
ahead if we worked more with the principals. And 
hopefully we will be able to do that; but they, we've 
shifted the outline, the structure, but we haven't 
shifted the mindset. They still believe they are in 
charge and they try to co-opt the system all the time. 
So, now, who has power? I have a great deal of power, 
both politically and operationally. I am trying to, in 
order to develop this notion that power has to be given 
up, I had to be powerful to be able to do it. And 
there's a dichotomy there. And I'm trying to work 
myself loose from as much of the, and give the power 
away. And it is a dichotomy, and it's been tough, and 
I'd like to be less powerful so, because I want to see 
the other work. And it's beginning to happen, but they 
would have never let me do it if I didn't have some 
power to be able to do it. And I took control of the 
system without a doubt, very strong control of the 
system. One of my assistant superintendents said, "He 
took the system by storm, and he made it his system in 
two short years." And I made it my system, there's no 
question about it. So I could do the things I believe 
had to be done. And now maybe we can work towards the 
other...The other thing I say to people, you know, site 
based management is very interesting from my experience, 
and it's very easy to replace a dictator with a junta. 
And you have to be careful that doesn't happen. Here, 
we have a very powerful form of government in the mayor 
and he sits on the school committee. That's a very 
powerful position. The school committee has been very 
supportive. One of the mistakes I made here, I think 
was, in my book of mistakes, was that I got up ahead 
of the school committee, and I was way ahead of them and 
I had to stop and say, "Oh, my God, they are so far 
behind," and it made them feel uncomfortable. I once 
gave a speech somewhere where I said it's easier to 
get forgiveness than to get permission and a school 
committee member heard it and was nervous about that. 
And I do believe that, I mean, if I wait around and wait 
for people to tell me it's O.K., I'll never do anything. 
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But there is a balance and you have to be careful that 
you don't get up ahead of the school committee. If you 
don't keep your school committee informed and you don't 
keep them with you, you end up losing. And you need 
your school committee. You can't do it without your 
school committee. I've had an excellent school 
committee here... Superintendents underestimate the 
school committee. Let me say something else about 
power. One of the things I have become involved in also 
was to take my place after the first year, this was done 
deliberately; you notice, when I came to Cityf the first 
year, I spent a lot of energy in City creating the 

creative tension here. Second and third year, I spent a 
lot of time in the broader community and at the state 
level getting myself entrenched as a player in the 
process. And people will say that I'm one of the more 
powerful superintendents, if not the most powerful, more 
powerful than even the superintendent of City. And I 
did that intentionally. I positioned myself where I've 
worked with legislators, where I made sure I was in the 
right place where I began to give recommendations. I 
didn't work as hard with the association as I should 
have because the reality is if something has to give and 
I made a decision that I couldn't become so involved 
with my association which has a tendency to be the "good 
old boys" network and support those kinds of things, 
while I think it's a good organization, I'm not putting 
it down, I made a conscious decision about where to 
spend my time. And I did it first in the community and 
then I did it at the state level. And I think, to a 
great extent, I’ve been influential, and right now have 
a few bills that I've started, that are on the table. I 
have a major bill for reimbursement of Medicaid to go 
directly to school districts. And I got sponsorship. I 
started that. I don't think I would have been able to 
do it if I didn't have the political clout to get people 
to support me. As well as with school reform, they call 
me, all the leaders of school reform call me to talk to 
me about my opinions. Of course, Bulger doesn't call me 
because I have spoken so adamantly against his 
proposals, but I've worked closely with the other 
people. And that's I think important in that City has 
been positioned as a force to be reckoned with and the 
Commissioner, everybody treats us with respect and asks 
our opinion and involves us. And I think that that's 
part of the role of the superintendent, to make his 
district an important one politically. And City was not 

on the map. People didn't think about City; they 
thought about City. Now they think about City when 
they make a decision because they are going to hear from 

us. 
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The interviewer prompted him to continue by asking the 

participant where parents and unions, particularly the 

teachers' association, fit in the power dynamics. 

The teachers have been supportive and had a lot of 
power. I think the dynamics are shifting. Parents had 
no power. I think the parental power in this community 
is increasing in leaps and bounds. I believe, I say to 
the community, "The community gets the schools that it 
demands and, therefore, the schools it deserves.” Let 
me tell you, they're beginning to demand. And I tell 
them, "Make demands of me." There was a meeting last 
week. The newspaper wrote a bunch of nasty articles on 
violence and our schools. Well, the parents got 
together with me for something else, and they asked me 
to call the editor. I arranged a meeting with the 
editor. That's another power base. I could say to the 
editor, "I want you to come to a meeting." He came. 
And 110 parents chewed his behind off. And then there 
was an article written Sunday that really vindicated us 
in some ways. But it showed, and I said to the parents, 
"You have begun a process here where you're taking the 
schools and making them yours. You have to make 
government yours. You have to hold the newspaper's feet 
to the fire. You will not tolerate them doing anything 
they want and you will hold government to the fire, and 
you will hold me and the principals and the teachers. 
And the more you demand, the more you are going to get. 
And you only deserve it if you demand it. You cannot 
stay around and hope for it to happen." Now, I think 
parents are a dynamic. I call them the Trojan horse of 
school reform. They're a dynamic that has not been 
opened up. And I think more and more, it's beginning to 
happen. I hope that they become that powerful force to 
get it done. 

The interviewer brought the participant back to the 

topic for this particular interview by restating the focus 

question. She said, "...given what you've said about your 

life before you became a superintendent, and given what 

you've said about your work now, how do you understand 

power?" The participant provided the following thoughts: 

I equate power with responsibility. And I think I said 
that as a young person. I see it as something to use to 
achieve an end. If the end is to become powerful, it's 
dangerous. I think if the end is to serve your 
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community and you use power in a positive way, then it's 
O.K. Power that controls is negative. I think power 
that supports is positive. And that's what I saw in my 
life. I mean, to some extent. I don't really 
understand the dynamic all the way through, to tell you 
the truth, of growing up and what I am now. I don't 
know that I can say, "I became this way because of this 
that happened." I'm sure that there's a connection. 
I'm sure that I'm not here with these thoughts without 
having had an impact from my development as a child and 
being educated and the socialization. I think that the 
biggest piece, and I didn't talk too much about that 
piece, was my notion about social justice. And I was a 
Viet Nam protester, and I'm happy to say it. I never 
went into the service. I was not a draft dodger. I got 
married and had kids. I don't know if I would have gone 
in, to tell you the truth. And if I ever run for state 
senator, I may have to say that and not get elected. I 
don't mean a state, I mean a federal senator or 
congressman. I'd have to say it. I believe very 
strongly in democracy, I believe very strongly in this 
country, I believe extremely strongly in the rights of 
all. And the work that I've done in my perceptions 
about power is tied to the condition of poor people and 
blacks and minorities. Somehow, this whole business is 
about control and that welfare is about control, that 
we've had a welfare system in this country that 
basically has been developed to control the people in 
it. And that we are just now beginning to find that we 
need everybody in this country. Not so much from a 
social justice imperative, or a moral imperative, but 
from an economic imperative. So it's giving us the 
people who believe in this moral imperative the 
opportunity. And I see my work more as the work of 
social justice. However, there's a big difference 
between me and a superintendent who has a social justice 
agenda. I have an agenda that has all kids achieving 
equally as the primary goal through social justice. My 
agenda is not to create social justice without that. 
I'd rather create... someone said to me once, "You know 
you've worked so hard. You believe that equality of 
achievement and then these kids are going to go out into 
the world, which is not socially just, and they're 
categorized according to the color of their skins and 
they are not going to get jobs. So, why do you waste 
your time?" I said, "If every educator who worked with 
black and poor kids said that, there'd be no reason to 
strive. I may not be able to change the world, but^I 
can prepare a group of kids that will. And if my kids 
are educated, then they'll have the wherewithal to 
fight the system and to change it." And so, to a 
certain extent, the shift in power that I think can 
occur during the next twenty years in this country can 
only occur with an educated populace. And my kids are 
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the ones that are going to change the world and make it 
the democracy it should be. If they don't have the 
skills to do it, it'll never happen. 

When the participant seemed to have exhausted his 

meaning-making activity, she asked him what he thought should 

be taught in schools of education to prepare those wanting to 

be superintendents. He identified management training, 

preparation in a particular discipline, social justice, and 

practice as the main components. Here is what he said more 

specifically: 

I think that people should understand, there should be a 
lot more in the area of management. There has to be 
more attention paid to management as a skill. They 
don't spend that much time doing that. And I mean 
management in general. People should read Peters, 
Drucker, Deming. There should be some work in around 
total quality management. There has to be some content 
around the broader issues of social justice. You have 
to learn something other than just...I think the best 
superintendent is one that is prepared well in the 
discipline, who is an English major or a Spanish major, 
or who has a love of something. My background is in 
foreign languages and my degrees are in linguistics and 
foreign languages and not in Education. And my 
doctorate is in Educational Governance and Change. I 
spent a lot of my doctoral time, some people thought too 
much, around studying Paulo Friere. I think that we 
need those kinds of superintendents, people who can be 
moved to the areas of social justice. And then a very 
important component is practice. I don't think, when 
the symphony comes to town, it practices for days. We 
don't practice. We need to give people the opportunity 
to practice. And somehow into every program there has 
to be that. That's why I take my mentees, I’m the 
mentor to the Harvard Superintendents' Program, this 
will be my third one; I've had more than anybody else 
because I learn as much from them as I hope they learn 
from me. Practice. And watching people practice is 
another way of learning. When you go to the symphony, 
you need to practice, of course; it's also great to 
watch other people practice. Baseball teams, they get 
together and they practice as a group of people. When 
do we practice? We have no opportunity to practice. 

The second participant had the qualities of an orator, 

speaking at length with stories and similes and very little 
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prompting from the interviewer. By the end of the 

second session, he had covered the topics usually requiring 

three sessions, so a third interview did not need to be 

scheduled. Like the previous participant, he commented on 

the value of the process to him as well as the enjoyment he 

derived from it. 

Bartisipant 3;_Power 

The interviewer asked the third participant what 

occurred to him when hearing the word power. He 

automatically linked his thoughts about power with his early 

life. He recounted: 

What occurs to me is I know and I think I knew from a 
very small child that who makes a decision or who has 
the ability to make a decision really has a great 
bearing on whether things are good or bad; and I think 
in my guts I wish that we were in a world where just 
because people cared for one another as human beings or 
cared about environment, cared about poor people, that 
that would just drive them to do good and wouldn't need 
a kind of a structure of power. But it isn't that way, 
and as a result, I think I learned very, very early that 
if I cared about people and I wanted them to just do 
well, enjoy their life, get through what they are doing, 
that if I was to be a part of that, I would have to be 
involved in the decision-making and have a respectful, 
be a respectful player, I guess, in that. And it 
certainly wasn't always formal. I think of my own 
family. I'm a middle kid and for whatever reason I was 
always the one where if something needed to be done 
around the farm, or somebody, a decision had to be made 
in the family, for whatever reason, I was always the one 
that my mother or father would just call aside and, 
"What do you think about this? What do you want to do 
about that?" And maybe because I never cared about 
having the credit for making a good decision or changing 
something that affected someone positive, I've always 
been looked at that way my whole life. I couldn't have 
gone to any more strange schools. A Catholic elementary 
school and I was an officer there. In the elementary 
school, a public, kind of against the will of my family, 
who thought I should go to School, and went to the local 

public school and I was president of the class all the 
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way through. And I went to College just to get away 

from the East here and my friends and big family. And I 
went to College in State where I didn't know anybody. 

Honest to God, when we flew in there, my father and I, I 

remember getting off at Airport. I had never visited or 

anything, and said to the cab driver, my father did, "We 

want to go to College." "College?" "Yeah, isn't it 

here?" "It's not here." "Well, let's look it up." 

"There's no College in State. "Well, I think this is 

the closest airport." Well it was State and it was 

across the Prairie. And when I went in there I 

literally knew nobody and a storm came up and my father 
was kind of afraid and he said, "Look, you're here. 
Call us or write us." He left the cab running, and so 
out he went, back to Massachusetts. And I was there. I 

ended up an officer in my college class plus we founded 

the East Coast Club, which is still going over there. 

And I've always found myself, not that I really cared 

that much about it, I really, honestly, am very, I don't 
get a good feeling when even people call me the 

president of the class or superintendent, because people 

have looked at those in the past as very powerful 
positions that you can end up hiring who you want, or 

you can handle all this money, and you can hire and 
fire, even those little things like the officer in the 
College, there is a certain amount of prestige or 

whatever that goes along with that, and I actually don't 

enjoy that at all If you notice how everybody in this 
place calls me Name. The school committee, everybody, 

except kids. And people where I live call me Nickname&f� 

I still am Nickname to the whole, to everybody, except 

here and quite a few of them here, too. And I kind of 

like it. Power to me was just a means, it's a means to 

help things get done a little more efficiently, 
systematically and some people just can do that easily 

without getting all hung up with sort of the negative 

aspects of power. And some people can't. I know we 

have some wonderful, wonderful teachers here. They're 

wonderful people and they are gifted people, but if you 

put them in that chair right over there, their life is 

destroyed. I mean, we just went through five town 
meetings and I had to stand up in front of all these 
hundreds of people. You get five minutes to explain why 

you need 6.2 million dollars. And you don't, they don't 
come to all the hearings and things and the way the 
times are today, if they have the chance to challenge, 

they do. So you literally got five minutes to give 
people a sense of excitement, I think, about providing 

properly for the children. It's a way to think about 
the future, you know, the children and your school. And 

many of those teachers who are aware of that process, 

they just come in the next day, "How did you do that? I 
could never stand up like that and turn these kind of 
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negative questions into a positive thing." I literally 
told them one year...you know, in our district, we have 
five towns that and you have to have four out of the 

five to have a budget. Well you go to the fifth one and 
they say, "It's already passed by four, do we have to 

pass this?" And I tell them, "I don't want you to pass 

it if that's the reason. I want you to pass it because 

you think it's a good budget and you want to do this for 
your kids. I want you to vote yes, but I don't want you 
to vote yes if that isn't true." People get real 
nervous when I say, "Vote no if you really don't want to 
do that. No matter what." Anyway, some people, and I 
happen to be blessed with that, I don't know why; I can 
write, I know I can write and maybe the world still 

operates on the basis of written things. But I'm not a 

real good orator, but I seem to be able to get an honest 

decision made in a situation that needs some kind of 

decision and I, it's usually pretty sensitive, a 

sensitive decision. It's probably not as scientific as 

it is human, but it is pretty scientific. I have 

learned about having facts. And that's the reason I 
think that I manage to be elected and hold these types 
of things, to be in a power place. It's a blend of data 
and logic and human-type factors. So I've always felt 
that there is a need for power and I find myself in 
those circumstances, mostly put in by others, and I 
didn't shy away from them. I feel like if you are going 
to be in a position of power, you've got to be able to 

use it sensitively, but there's got to be a 
courageousness, too, a risk taker because, you know, the 
Frontier in this country would probably be at Albany 

right now if somebody didn't say, "Come on, we can go a 

little further, and it'll be better and let's not revert 

back to what it was twenty years ago. Let's think about 

the future." And I have that, too. I love, I 
absolutely love to be reflective and just think about, 

like this room, I really, honestly haven't settled yet. 
But once a year, Secretary will tell you, I'm moving the 

furniture around. I just need a change. Virtually 
everywhere I go there are advisory groups, where I'm 
always asking them, "Help us be reflective. Help us 
look at what we're doing. How can we do it better?" 
And I delight in improving the efficiency of something. 

I delight in finding another way, even if it's just a 
fresher way, a way that people get excited about, rather 
than humdrum, over and over and over again. And I think 

that's part of power or at least a person's 
characteristic, if they are going to be in power places, 

they need, I think, to be kind of forward looking and 
have the guts to take a chance or a risk. And I do have 

that. In fact, my nature, I have to hold myself back 
every now and then from just too much change. You know 

the system can handle only so many shocks. 
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A bit later in the interview, he gave an example of how 

he uses power; it had to do with putting up a new school 

building. Here is how he explained his use of power: 

And a lot of the decisions that I've made, or the way 
I've used power, have resulted...I've got a lot of very 
nice feelings and if you looked at who did this 
building. And I use it as an example of the way I do 
power. What I thought I had here, but it looks like I 

don't, is the dedication booklet. The reason I wanted 
to show it to you...I'm going to get one because I think 
it's very...I think it will help you. It lists all the 

people who were involved in the decision making around 

this whole project. And I invited all the teachers, in 
fact, all the employees to design it. Fifty of them 

came forward and so there's fifty people that drove 
architects nuts and made a beautiful manual that we 
followed in selecting the architects and then following 
right through. There was a building committee of about 

twenty-five people. And I made sure that there were 
representatives of the different constituencies like a 
couple of teachers on the building committee, 
administrators, buildings and grounds, and mostly 
citizens. There was a group, a public relations group 

that was like thirty people, some in every town who made 

the decisions about how to present the need for a 
building and then progress reports, what we were doing 

each month, how the project was going. The 

administrative council played a role here, just the 
regular role of actually administering the project and 

making decisions, pretty much throughout. We interfaced 

with the contractor. Kids filmed it. There are several 

different types of films. Groups of kids were the 

recorders. We got one that's underground. They filmed 

all the pipes, where they are, what they are doing, for 
buildings and grounds purposes in the future. And then 

there's one that just filmed it for the sake of it. The 
CAD class there, computerized a design, did the two 
scale drawings of some areas, so that we could tell the 
architect what we wanted. There was clearly two hundred 

people that were the decision makers around this project 

and if you could take that kind of model and apply it to 

the rest of this job, it's the same way. 

Participant 3: Life History 

The researcher prompted the participant to recall 

earlier life experiences with the comment, "You talked about 

being one of three children?" She surmised this from his 

remark about being the middle child. He corrected her by 
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explaining he was one of four children and went on to say: 

Well, I have an older brother who is fifty-five, and I'm 
fifty, and my sister is forty-five and my younger 

brother is forty. We're five years apart. My older 

brother went on...he was, when he went to a Catholic 
prep school. School, got a scholarship out of the 8th 

grade of School. And it may sound very weird, but he 

went from there to the Marine Corps. And just one of 
these people that I don't think demonstrably spends a 
lot of time trying to enjoy differences in people, help 
people, he doesn't spend a lot of time doing that. I 

mean, he does, and he's a good person, but he's just, 
"Give me a job and I'll do it. Give me the fish pole 
and I'll go fishing." And I always was the other way. 

I was not an independent person. And he was 

independent. You know, he's probably making a lot more 

money than I am now. He's probably as happy and doesn't 

have the stress and still enjoys the fishing a lot more 
than I ever get to go fishing. And then Name. my 

sister, is a teacher and pretty much followed my path. 
She went to State University, way up in nowhere land, 

even worse than College. She and I were close. We're 

still close. She's a Phys. Ed. teacher. But in those 
days, you've got to think about it, an Italian family, 
both mother and father and, I think they spent more 
time, I guess, with their male children. I didn't, I 
felt very close to Sister and still do. But, I think I 

was picked on because my brother was sort of 
independent, he was going to do his thing, and I wasn't. 

I was looking out for anything that I could make better. 
The family was such that they enjoyed input and got it 

from me. Now, I was five years older than her. So, you 

know, the whole time I was in my house, it was hey, 

you'd think that when you start getting asked for input, 

let's say twelve, and I graduated at seventeen, so 
Sister was seven to twelve, and I was, at that period of 

time, I was twelve to seventeen, where, and I never went 

back home after I went to college. I never lived there. 
So, that's what I was referring to. She was really too 
young. She probably took over when I went to college. 

But I still, it's really weird. Here I am, fifty, and 

mother and father still alive, they live in Town, and 

they still have a farm, although my father is president 

of a bank and he has a whole bunch of...my father is 

kind of like I was...he's always been in power 
positions, very active community person, you know, 

finance committees, banks, he's on a Zoning Board, all 

those things. But, to this day, if there's an issue in 
the family, and there usually is, he's now eight-three 

or four and my mother is seventy-some. You know, they 
are starting now to think about what's going to happen. 

They both were diagnosed as cancer last year and that 
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caused a major, major...they went through a lot, never 

having been in a hospital, neither one of them. They 

were very healthy. Now all of a sudden, both of them at 

once, just regular checkups. That created, now we have 
to do all this planning. My father went out and 

bought...he would never buy a cemetery plot...and even 

though my mother really wanted to have that taken care 
of...not that we couldn't do it, the kids, but she 

wanted him to pick out where he wanted to be and all 
that stuff and felt it was his role with her. And we 
all agreed. He went out and bought twenty-four of them. 
I remember he called Wife one afternoon. "Wife, what's 

your middle initial?" "What? What do you need my 

initial for. Father-in-law." "Well, I'm going to have 

this big stone made." "What do you mean?" "Well, while 

I'm at it I might as well save everybody all this mess." 

So, you know, these days, there's this constant, one a 
month type issues. What to do with the big farm. He's 

ready to turn his business over to somebody. I'm the 

one. I get the call. "On your way home, stop here." 

He digressed for awhile, talking about his campaign to 

get financial support for the new school building. He also 

explained a yearly process for establishing improvement 

goals, a process that begins with the analysis of data to 

identify areas for improvement. While describing his goal¬ 

setting, planning process, he turned again to the issue of 

power. Here is what he said about power and the role of the 

superintendent. 

Now this is really how our school district gets changed. 
This is how our resources get allocated, this is how our 
priorities are drawn, this is how we use the power of 

the administrators' energies, because it is all tied to 
their evaluation. So there isn't any such thing here as 

day-to-day changes midstream or whatever. And I 

couldn't if I wanted to. I couldn't ever do all these 

things, let alone all these things. So where is the 

power? The power is with people, sort of looking at 
their own area and saying, as a professional, "This will 

make it better," and then that fitting into a team 
effort, that I then advocate for with resources and 
attention and all that. So the real power is right at 
the classroom level. If they want to change something, 

the best way to change it is this time of the year is to 
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present it. Now it is a negotiation process. I don't 

simply accept all of these. We negotiate out. 

Sometimes they're too ambitious. Too many shocks. 
Sometimes they're just not thinking too well. There 
might be a major, glaring problem in their whole area 

and they don't want to tackle it or they don't see it. 
So I can't say Name is on the dock and the ship is out 

at sea. But I really can say there is a ship here that 
I am not, I might be a navigator of some kind, or I 
might be on the dock with a...flashing back and forth, 

but this structure of how I manage, or how we manage, 

for the moment and the future, this district, is very 

much like what we did with the building project. It's a 
whole bunch of people. Yes, I guess I basically assume 

that people have talents within themselves and interests 

and abilities and they will use them if given respect, 

the opportunity, enough resources, they'll use them in a 
productive way. Most people that go into education 

anyway really do have their heads on straight. They 
care about kids, they want to do things right and they 
read and they study and they learn and they not only 
think about their class but the community and so on. I 
think there is an ingredient in there that also affects 
how I use power. And no one seems to, the staff 

understands it, the school board and the community does 

not yet. 

He continued at some length about his expectation that 

his staff meld work with life. He acknowledged the need to 

have policies and a contract as reference points, but he 

explained that he expected them to do whatever needs doing to 

get the job done despite policies and contracts. He also 

spoke of his responsibility to meld life with work. If a 

teacher needs time to vacation with a spouse or, as the 

participant described it, "sit on a rock in the middle of a 

Maine harbor" for two weeks for a mental health break, he 

provides those opportunities. He related it to power as 

follows: 
( 

Now, the reason I'm telling you all this is because I 
think power, the most power that I've ever mustered has 

come from the response to treating people with that kind 

of respect. Is helping them now, their life with this 
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work. They don't say, "I'm going to work." They say, 

"I'm going to teach." They don't get released to home 

or stuck in school. They don't feel that way around 
here and it's fifteen years of treating them with 

respect and just watching what they do. They do not run 

out of here at 2:30 and they're here virtually all 
summer unpaid, most of them, a lot of them anyway. In 

those cases where I have to have teachers take six 
subjects, an extra subject because the way the kids 
registered. I don't know how many times they've gone 

way beyond that contract. And I think that's where the 
most force I've exerted to promote good schools has 
really come from just having basic respect for the 

people that work here and their response to that. If I 

looked back again and said, "How has that backfired?" I 

don't know of anybody that has taken advantage of it 

yet. 

He confided that he does worry sometimes that his 

expectations may be problematic for those employees who just 

want to teach and nothing else, that his style may abuse 

those who do not want to be involved. He also recognized 

another disadvantage to his style; decisions can be 

inefficient or delayed because of everyone's expectations of 

involvement. He recognized that those making some decisions 

may err because of a lack of knowledge or experience in some 

matters. At one point, he mused,"...maybe I should not have 

encouraged this empowerment quite so much...I should have 

limited it." 

The researcher encouraged him to refocus on the topic 

for the interview, life history, by asking who or what had 

influenced the formation of the values he had been 

describing. He said, "Mainly family," and talked briefly 

about his father and mother, then more about his 

grandparents. 

You know, I told you my father was always, always into 

serving the community. My mother just would be 
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wonderful around the neighborhood and the house with...I 
mean to this day she still is always doing things for 

sick people and others and my grandparents, both sets, I 
lived with one set and the other one lived just down the 
road, even though they had kind of a tough life, coming 

over on the boat...and you ought to hear the stories 

about those boats and what they were like...and here's 
people that are fifteen, sixteen years old, left their 

whole thing, came over here, knew nothing, knew nobody, 

no English...even under the worst conditions which would 
have, I think, made anybody ready to fight, they 

weren't. They were very kind. They took people in; 
they treated others with respect, had their own kids. I 

could just see it all around me. It's the beauty of how 

they enjoyed people, differences in people, and it 

seemed like the sicker they were, or the more troubled 
they were, the more satisfaction they got out of taking 
the boarder in, or getting somebody to stop drinking 
before they lost their marriage, or pay attention to 
your kids. I can still remember my grandfather sitting 
down some of the younger people who would be fighting 
with their wives or husbands because they would go play 

cards on Sunday, leave their wife with all the kids, 
because they worked hard all week, they would take off 

with their white shirt, long sleeved and go drinking and 

playing cards or some game and come home inebriated, I 

don't think abusive, a little of that, but not that 
much. It was more emotionally, the wife just strung out 

at the end of the rope and them not even paying 
attention to it. My grandparents would jump in and just 
sort of tell them, "You're throwing away something 
that's really valuable. Do you really know what you're 
doing here?" So seeing these grandparents advocating 

for especially women in those days. That, I used to see 
that all the time in who I was living with. They all 

worked very hard and they all spent a good deal of 

attention and time in an optimistic mode. "Things are 

going to be better. You can do better. You'll be 
better. We can do this together. I'll help you. All 

the things...I'11 give you a hand...wait, wait. Let's 
rest here for a minute and I'll be with you." And 

that's really where I just figured out that the best 
life is doing things like that. It's just exciting and 

fun and is certainly worth it. It doesn't cost 
anything. And most of the teachers, I had good teachers 

except for one, that were also like that. They weren't 
real scientific, effort came into the grade, the kind of 

person you were, not just how smart you were in math. 

The string of teachers I had were pretty helpful in 
reinforcing that. The church...I was an altar boy, but 

I was in a bad situation because my father, in those 

days one of the main livelihood was a dairy farm and 

that meant, and we had a string of cows, we had about 
forty milking cows, no electric milkers... finally we got 
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two...so it means my older brother and I had to get up, 
from the time we were six or seven and we would do the 
lighter jobs when we were little, like feed them grain 
or sweep their mangers... and then as we got older, the 
heavier stuff, no barn cleaners, no nothing... and every 
morning before school and every afternoon after school, 

those cows would have to be brought in, washed, milked, 
fed, the whole works, winter, summer, everything. And 

that interfered because I am supposed to be an altar 

boy. I'm supposed to be there at 7 o'clock mass, or 

five of seven. Of course, there was no respect for my 

situation. My mother says, "You are going to be an 

altar boy," and it sounds pretty good. I'm an altar 
boy. Now you got to do the responsibilities of an altar 
boy, which means you have to take your turn of serving 

mass all these weeks. On those weeks, let's say I got 
up and a cow was having a calf or something. And there 

always is when you got that many, there always is 
something. So lots of times I would be coming into mass 

after the designated time. It would be...the priest 

might have been O.K., but there's always the nun sitting 
out there. I'd get in school at 8:30 or after mass. 
"Where were you this morning? Don't you ever let that 

happen again." My father used to drive me down to the 
church. It wasn't anything I was doing, and no 
understanding. Of course, my mother and father kept 

pressing and agreeing with the priest and the nuns. I 

just didn't see any real sensitivity there. So I did my 

job and turned in my cassock and surplice the first 
chance I got, which wasn't easy. So there were some 
nice values in the church and I did, I still relate to 
that. One of the things I enjoy the most, and these 
people will tell you, it's just going down to any 
church, any place, and just sitting there. I just kind 

of like it. So I do like spiritual refreshment, the 

kind you get in a church and I do agree with the values 

that happen to be in the church I go to. But I did have 

sort of mixed, I had a rocky road, when it came to 

church. I was kind of beat up all the way through. 

The interviewer asked the participant how he got into 

education and then finally to the superintendency. He talked 

about college and career moves. 

Well, education was, when I went to College, it was in 

the, to be a veterinarian. I was the first kid in my 
family to go to college even though they had high hopes 

for my brother who went to the prep school; he went to 

the Marine Corps. So for me to get the support, and at 

that time, College. I remember was $2,480 a year, room, 

board and tuition, everything. That was a lot. I 
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graduated from high school in the 60s so it was '61. 
And for my folks to really support that actively, I had 
to be doing something that they could understand, so it 
was pre-veterinary medicine. That made sense, my son 
is going to be a veterinarian. So that got me there. 
And I did responsibly take the Botany, the Zoology, the 
Invertebrate Zoology, all those first two year courses 
that would lead toward the pre-vet. And I passed them 
but, you know how you get to a point where the content 
is...you got to get to a point where you are learning 
for yourself. It excites you. You're interested in 
what you're learning. This is something you want to do 
and I wasn't getting to that. I was getting more 
memorization, pathogens. I was loaded with these terms 
and labs and math. I just..."When am I going to get to 
the important parts here?" It just wasn't coming. It 
was just too much more ahead of that stuff for me, so 
without telling my folks or anything, of course I'm in 
State and they are in Massachusetts, I come home once a 
year, and they don't know. Plus, they didn't know what 
a registrar was. They asked me how I'm doing. Once in 
awhile, "What are you taking?" But they didn't know. 
So I just went and talked and I changed it myself. And 
at that time, we had a lot of things going on in 
college, that East Coast Club, our big thing was helping 
little kids. I ran some hockey stuff on Saturday 
mornings. So I was doing a lot of things with little 
kids. And this priest, who was the prefect in our 
dormitory that captured me a few nights, coming in after 
hours and stuff, but he really talked to me and he 
suggested that maybe I should switch and take a few 
courses and I then took the Foundations of Education. 
Boy, I could really relate to some of that. Philosophy 
of Ed. was big. I took some Counseling and I like the 
Rogerian model of non-directive counseling. I really 
liked that. It seemed like that would be better. So I 
just got to senior year and thought, this is what I am 
going to do, but how am I going to get certified here. 
I now have to start thinking about a job because I'm 
going to be cut off here from tuition and I don't have a 
job and I don't want to go back to the gas station. I 
focused on counseling and guidance and I remember my 
father, he was all excited when I told him about that. 
That was the time when they were just getting guidance 
counselors and some were good and some were bad. But he 
always felt that there were a lot of people miseducated. 
He always felt that, "Why are some of these kids down in 
the neighborhood taking courses like this? Everybody 
knows they are good at this." So the idea of a guidance 
counselor seemed to make sense. Well, the gift I got 
from college was, "We'll either get you a used car, or 
if you want a Master's degree and you are willing to 
help, we'll do it." Well, I needed a Master's degree to 
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get my full certification because I had screwed up my 

first two years there. So I did. I went right straight 
and got my Master's degree and lo and behold, I met my 
wife there. So that was in University in City and there 

are Catholic schools in City that snap up people that 

are getting Master's degrees. Because there is such a 
turnover in the Catholic schools because they can't 

compete with the public schools for salaries, their only 
shot is to get somebody right out of college and keep 
them two or three years and keep doing that and having 
the priests in there for stability. So I hardly 

finished my Master's degree and I was being pointed, "Go 
down to High School. I think I can get you a job down 

at High School." Right away, I hardly got out of 

school, I got hired there as a high school social 

studies teacher. Psychology, Sociology and Anthropology 
and part-time Guidance Counselor, and did that four 
years and then, I was doing very well. I was Guidance 
Director actually the fourth year. It was fun. It was 

a school of 2,200 selected from all over the city. And 

our second child was being born. We were living right 

down the street from the Team's ball park and the 

neighborhood was getting a little tough. When we would 
leave, we would have to move everything from the front 
room where the bay window was... it was in a two 

flat...move it all the way back because people would 
just go by and randomly throw things through the 
window...it was getting a little rough there. So, 
anyway, we were to move. My wife, she's from State. but 

ever since she was a kid, she's a nurse, and one of the 

reasons she wanted that was, she knew it was a portable 

job where you could go anywhere in the United States, 

and she always loved, she went to Europe a couple of 

times when she was eight years old. She just loves that 

stuff. Anyway, she was up for moving over here. And my 

father, at that time, was doing a lot of real estate 
work. He bought a bunch of places and was developing 
them. So with the money we had, we could buy a new 
house. He paid for the down payment and they had a 
guidance job here. That was twenty-seven years ago. So 
I got hired here as a guidance counselor, social studies 

teacher, just what I was doing up there in City. And 

did that, liked it and then got into Special Ed. when 
Chapter 766 and all that. There wasn't anybody in the 

staff here, there was a psychologist, but there was no 

department of Special Ed., it was just people working, 
so I established, and it's dead now, the Department of 

Pupil Services, we called it, where I organized 
Guidance, Health, Attendance, Speech and Hearing, 

Special Ed., School Adjustment Counselor...we all got 

organized into a K-12 team called the Department of 
Pupil Services and I established that and I was director 

of that. There wasn't a Director of Special Ed., I was 



163 

that. Well, we were doing such good things with special 
needs kids and we had a lot of staff development things 
going, and we hired a superintendent here, his name was 
Name, amazing fellow. And he was an autocrat, top down. 
He had this place going backwards so fast. People were 
trying to take some responsibility for the place and get 
away from the contract a little. He was just the 
opposite and people despised him. The school committee 
fired him. No, first his excuse was he didn't have 
enough help. So they said, "Well, we'll give you a 
shot. For three years, we'll give you an assistant 
superintendent to see what you can do. And if you don't 
accomplish things in that period of time, you're gone." 
Well, he established the position and I didn't know all 
this that was happening behind the scenes; I just knew 
there was an assistant superintendent and it was going 
to be assistant superintendent for Instruction and Pupil 
Services, the both of them. I talked to him and he 
encouraged me to apply. So I got it. I became 
Assistant Superintendent. Well, within two years, he 
wouldn't even show up on opening day. He had more 
people after him. I was really the one that everybody 
was coming to, and Name was smart enough to say, "Name, 
you handle this one; Name, you handle that one." The 
school committee did, indeed, fire him and they went 
right to his house and found his whole family. I'll 
never forgive them for the way they did it, but the 
pressure was unbelievable. And he was a fighter. Name 
was a real fighter. He went to Town. State. He got out 
of that job and now he is a teacher in City. But they 
fired him and then they advertised that. Quite a few 
people encouraged me. They told me they got more 
letters from teachers supporting me than they had ever 
received and they didn't know if that was good or bad. 
In fact, in the interview they said, "What are you going 
to do? Are you going to come in...if you get the job, 
you got all this support, how are you going to 
discipline, or how are you going to handle this stuff?" 
Fifteen years ago now, so I was here eleven years...I 
was a teacher or a guidance counselor, I still was 
involved. I was class advisor, kind of doing the same 
thing, and again, I didn't go out...I needed money, but 
I didn't really go out to do a lot of these things for 
the stipend. It was more they were there and nobody 
else was and I kind of liked that stuff and somebody 
would always say, "How about you, are you willing, would 
you do," or I would get these nice little notes, "I'm 
about to do this and I hope I can count on you for 
support." So when I applied for the superintendency, 
there were a lot of constituencies that I had worked 
with, just face to face, arm to arm work. There are 
still a lot of them that are...like I have a 
wonderful... in fact this is very strange this 
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conversation would come around to this, but Name just 
took over as the administrator of the Hospita 1 up here 

in Town. One of the first people that I talked to when 
she came was her and we were close friends and we were 
trying to do an in-school health center. Well, the 
reason we're close to Hospital was because of blood 
banks, sending kids up there to volunteer and the 
candystripers. All these activities that I was involved 
in way back there, there are people that are still 
around and the relationship has just continued. It 
isn't something that I've done as a superintendent; it's 
just that we've worked hand in hand doing something for 
somebody and it just sort of proves it again. It seems 
to me that if you're willing to just commit yourself or 
dedicate yourself, or to be one around to try and make 
it a little better place for, especially kids, but 
others, there's a lot of people that that's what they 
want to do. They're not real interested in being 
selfish or negative or private about what they do and 
take all their resources and take them home and count 
them. The majority of people are not like that. There 
are people around that really do like to give of their 
time and energy to good causes and they seem to come out 
of the woodwork whenever somebody initiates something. 
That's pretty much how I got where I am. I had to get 
the credentials, I had to go through th Master's degree 
and these courses and even today, I don't think anybody 
could last in this job if they weren't up to date pretty 
much with all these boxes we built for laws and things 
and also the profession is changing. So it would take a 
lot more than that to sustain it, but you do build a 
broad base of support when you sort of give of yourself 
to help, to just try and make it better for people. And 
that's the sort of wave that has gotten me to whatever 
I've ever applied for. 

The interviewer summarized a number of principles she 

heard the participant articulate: "caring a lot about kids, 

caring about other people, wanting to help them, a belief in 

the basic goodness of people...trying to create an 

environment where the rules don't have to be applied unless 

they absolutely have to." She asked him if this were a fair 

analysis or would he put it differently. She also asked him 

if he openly declared his values or let people discover them 

by being with him. Here is what he said in reply: 
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Well, they're out there now. I didn't, the day I became 
superintendent or anything else, put them out there. 
What I would put out as the values that I follow as a 
superintendent and as a person, I hope, did evolve from 
others. It really did. I asked people to pour their 
experience and what they've learned about children 
together and let's do a philosophy statement and then I 
got them to do it. I was with them...I say I got them, 
I really do...that little statement on the front and 
these statements came from our overall district goals 
and objectives. The goals and objectives are, they were 
created by a whole group of people. Like I say, we 
poured our beliefs., our experience as teachers and what 
we've learned into these statements and I'm in harmony 
with them. The statements, what do we believe about 
students, teachers, administrators? And here are all 
the people that were involved in it. Everybody and 
their grandmother. We did that here as a whole bunch of 
people that were involved. Everything I've done here 
including put out the mission statements were done 
through groups. Now, if somebody said, "Do I agree with 
this and do I agree with that?" I really do. And now 
they are ours because everybody's wanting to know, even 
prospective teachers, new students, new candidates. You 
go through your whole thing, and talk to them, and the 
better ones these days, "Can I see your mission 
statement?" So it's both now. It really was. I didn't 
originally. I just acted it. I just lived it. And it 
happened. Everybody put aside the contract when they 
found out that I wasn't checking what time they...I even 
changed the contract. It used to say, "Teachers will 
show up at 8:15 until 3:35." This contract now says, 
"They'll show up, whatever time it says, and they'll go 
home when their duties are done, when their professional 
duties are done." And once they saw me just not 
treating them like hourly workers that were not going to 
do their work unless somebody rode herd on them, they 
backed off. They really responded to it. Somehow I was 
trying to tell you the dedication thing...like here's 
the school committee people, the school building 
committee, and then here's the color selection 
committee, the design committee, we've got them all. 
Look at the bronze plaque over there. It's the biggest 
bronze plaque they ever had to put on a school. It must 
have a hundred names on it there...The things that I 
told you that I believe in as we were talking, you will 
find in writing around here now, but it's not just my 
belief, these are...tell you the truth though, when we 
hire these days, my questions are around values. They 
are not around skills, specific content knowledge and 

stuff. 

The participant tended to end up talking about his role 

as superintendent in the first interview. In the second 
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interview, he spoke of the day-to-day responsibilities. His 

comments are quoted in the next section. 

Participant 3;_Contemporary Experience 

When asked what it is like to be superintendent in his 

district, the participant described a typical day. 

I don't have an assistant superintendent. I have a 
business manager responsible for payroll, budget, 
transportation, facilities, accounts payable and more. 
I am responsible for everything else. There is a lot of 
pressure. There are situations that occur every day 
that need my attention, situations that I would not want 
my principals to have to take care of. Yesterday...we 
hired a coach, a young man who graduated from another 
high school, went to college, was on a track team, and 
he's a postman in a neighboring town. He was arrested 
on Friday night for stealing from the post office. Now 
that kind of thing ends up directly with me because, you 
know, on the one hand he has rights; he's not proven 
guilty yet. But on the other hand, a person arrested, 
do we really want him to be directly relating with kids 
every day? We don't know what even the nature of it is. 
Then what do we do about the rest of the season? So 
it's every day, there seems to be an issue like that, no 
real good clean quick answers, judgment calls that have 
got to be made by somebody who bears the responsibility, 
and I don't want to see principals and athletic 
directors and things having to deal with issues of that 
magnitude because a) I care about the rights of that 
person and the legal responsibility that we have to him, 
but b) I just want to be very clear from a policy point 
of view what we do. So part of the day, every day, it 
is an issue similar to that. Then there's the ongoing 
things. I showed you yesterday the MBO system. I could 
show you the agenda for tomorrow's, Thursday's, school 
committee meeting...So today, I'm meeting with the 
nurses. We're trying to get an in-school health center 
going. The phone call I made a few minutes ago, we're 
hung on the Athletic Director. We're looking for an 
Athletic Director, in the final analysis, we came down 
to two candidates and the screening team can't agree. 
Both are very political, very connected to the community 
and, of course, anything in athletics, it is very 
emotional, so I had to tell, I called one last night, I 
called one this morning to tell them that we're not 
going to hire either one of them and we're going to 
proceed to recruit, or readvertise. The Music Director, 
who I supervise, was in here, handed me a note, and I 
will get, and this is a negative about technology, I 
will get just as you do, Claire, probably twenty pieces 
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of mail from the U.S. mail; we have an in-house system; 
I'll probably get ten or fifteen something. Some of 
them might be, just so you know, but a lot of them 
from the principals, you know, "I have a problem." 
Yesterday I met with the elementary principal. We've 
staffed one way. We now have 102 kids in grade 2. 
We've got four teachers. So, we've always said 24, so 
we've got to go through this baloney. So there'll be 
things like that that come in from the in-house mail. 
Then that fax machine, which I always thought was for 
emergencies, isn't that way any more. About every day 
now, they don't all come to me, but we'll get two or 
three faxes today which connotates when someone faxes, 
you know, "Handle this directly, drop everything and 
deal with it, this is important." But Name. the 
Business Manager, gets that. And then when the day is 
done, that little thing over there is the E-Mail. I can 
tie in and find out what message is waiting. Bells go 
off. "Oh, my. Name, you have two messages waiting." 
So sit down and type back responses. So it's pressure 
all the time especially if you want to insert 
developmental things like this MBO system. If you 
really want to be involved, and I'm down to the point 
that I, let's say today for some reason, I decide, or if 
somebody calls and says, in the School. there's a little 
assembly today on something and I like to go to 
those...I just enjoy that...so just say I decided to do 
that, I guarantee you I'm going to work an extra hour 
today or tonight if I do that. And that's a shame 
because you really need, as one teacher, most teachers 
are my friends. I wouldn't say friends, but good 
relationships. And they know that things are very busy, 
but they'll say, "I know it's busy, but it's good to see 
the captain out on the bridge once in a while." I like 
that. I really do need to be more...If somebody asked 
me what was the most enjoyable part of the week last 
week. Well, I got a call from one of the kids. "Mr. 
Name, we're making plaster faces today. We'd like to 

know if you would like to come up and have your face 
plastered." And I was up to my ears in something, and I 
said, "Yeah, I'll be right up." And I did. I about 
ruined my shirt. That was great. All these kids 
standing around and now they were getting their face 
plastered. This volunteer was a sculptor and they put 
that on. They were saying things like, "Now you have to 
just listen because your mouth, everything is covered, 
your ears aren't." So, I don't get to freely do that 
stuff, and not just for the enjoyment, you know, they 
need to know I know what they face every day and some of 
the achievements and things the kids are doing. They 
need to know I know that even though there are 
principals that are there. In a small system and my 
style, it isn't a real bureaucratic one, so it's just 
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major pressure. Now I will get a new school committee 
and if I'm unlucky, like I was the last time, they think 
they have their power when they're not even meeting, so 
instead of having to deal with the majority of the 
committee's needs and desires and hopes and goals and 
actions and decision, you are dealing with ten 
individual members who walk in and, maybe one has a 
special interest in the building. "I notice the 
custodian didn't clean the fountain last night," or 
something. Or another one, transportation. "You know I 
saw the bus go by this morning and they were speeding." 
I don't need it. I do not need ten individual people 
here to respond to. If I happen to get that, you've got 
a choice. You either do it or you just confront them 
head on. And if you don't have a strong chairman, it 
just continues and continues, no matter what you do. In 
this small system, I do not have the luxury of a school 
board that knows its role which again taxes the time...I 
just say to myself, "This process of involving people in 
decision making means I need an assistant." I just 
never said it that way. I should have said it a long 
time ago. Fifteen years ago. "You want me as the 
superintendent, this is the way I'm going to do it; 
therefore, it's going to take all this time and if 
you're going to be involved in everything," but I didn't 
do it. So, it's just a major time. My main problem is 
time. I've brokered out as much power as I can but, 
the time, it doesn't decrease. 

The researcher sought his strategies for dealing with 

conflict which he acknowledged occurred with some frequency. 

He described the typical manner in which he deals with 

conflict in his district: 

If there is a conflict, I will first listen to the 
rationale of the people that I don't agree with. And 
then give them mine. I'll actually begin usually by 
giving mine. It doesn't matter. But I won't put them 
on the spot. I'll say, "Here's why I think this is the 
way to go." And I'll listen to them. Now if they have 
a broader base, and if they have some facts and 
information, I've come off my position completely right 
in front of the world. I don't care. Sometimes we do, 
they've come off their position when I've just said, 
"That's baloney. You're not seeing the whole picture." 
Or, "You're really just not considering." You know, 
you'll hear the, "Oh geez, I didn't know." And they'll 
come off. But assuming neither will come off or it's 
not that clear, my next is a compromise, "Is there new 
ground here that still will take a step toward what we 
all want?" If I can't seem to get anything, then I'll 
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get a broader constituency. I will bring in people of 
respectability to listen to the rationale and see if a 
bigger group will end up in a majority compromise or a 
majority. And that's worked very well here because 
there's always people ready to come in and just, I don't 
say sit in appeal, "But give us a sounding board, will 
you?"...And we are having a workshop on the Coalition 
for the school committee because I've got so many new 
ones; I'm bringing them all in and we're going to make 
them all read the book and try to get them in the 
spirit of this. It will be a shame if this school 
committee goes off in another direction. Five out of 
ten turnover is not good. I don't know what to expect, 
to tell you the truth. I don't get involved with who 
gets elected to school committee. I sort of take what 
comes. So far it's worked. They've sent me honest 
people that don't have issues. This batch, given the 
economy, you get conservative people. And we've lost, 
see, where there have been layoffs in Company and places 
around here. The people who left are educated people. 
The pool of who's available to be a school committee 
member has shrunk. And then of those available some are 
as one guy told me, "I'd love to run for the school 
committee, but I've been right sized." I said, "What?" 
In their mill, and it's the Company, they hired people 
to look at every one of their mills, and instead of down 
sized, right sized. What that meant is, one of his 
colleagues was laid off, so he has to work two jobs. 
Same pay. That's right sized. You work harder. Now he 
doesn't have time to run for school committee. He has 
increased responsibility. So I don't know what I'm 
going to get on this school board and that can have a 
big influence. Given, see what has happened here, 
Claire, if you could line up the 122 employees and say 
to them, "How do you get from where you are to a better 
school?" They would say, "Here, we do it cooperatively. 
There's no power issues. There's a school committee who 
works in cooperation with the superintendent and 
administration, who work in cooperation with the 
teachers, who work in cooperation with the kids, we even 
have kids into this, and who work with those parents who 
have the time and the interest and are willing to help." 
So we have not had a grievance here in eleven years. In 
fact more than eleven, twelve now. The perception is 
that there are so many resources, so much time and we 
are all in it together. That was our.thing in all the 
hallways a few years ago, "We're all in it together." 
Well, you get a wrong school committee and you get a 
division. And I don't think people want to go back to 
the power plays of the past where we spend all our time 
fighting rather than building. They won't like it. 
They won't like it. And unfortunately, teachers, 
they're very sensitive and they don't like 
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confrontation. A few do. But the majority don't like 
it. They just shy away from it and say, "The hell with 
it." And they'll go home and read the Natinnal 

Geographic or plant a garden or go on a hike or leave. 

They won't be aggressive in confrontation the way they 
are aggressive in development, in being part of the 
screening teams and all these things that lead toward a 
better... school committee is kind of critical here. 

The interviewer observed that the participant seemed to 

communicate a great deal, one-on-one, in groups, 

technologically. He replied: 

I really do spend a lot of time on just reacting to 
people's ideas or telling them what I'm thinking and 
getting their views. And I do do that personally as 
much as I can. I do a lot of calls at night. I don't 
think I've ever not answered a phone call. I know I've 
never not responded to a letter or to a memo. I usually 
do it orally and I usually give them something in 
writing. It is a large part of just having everybody 
feel, I guess, involved. And that's what happens when I 
simply call and say, "You are going to be getting 
something. Here's what I'm trying to do. Think about 
it." I write a lot of hand written notes all the time. 
And I must say, if they get a hand written note, they 
know it's, I'm thinking, it's nothing official, it's 
kind of informal, I need their view. Stop in, let's go 
to lunch or something. Call me when you're having 
lunch, I'd like to talk to you. As opposed to the typed 
memos that come, which are pretty much, this is a final 
decision and this is related to a policy, or I've 
listened, I've listened, I've listened and like here's 
the bottom line and now...it's nice to write. 

The interviewer asked him if his training in guidance 

had influenced the way in which he deals with people. He 

said: 

In two ways, and they are opposites. One of them is, we 
really have some sophisticated teachers, very gifted, 
very bright, and I'm sure every school system has them. 
They really need a gentle hand. If you can just listen 
to their ideas and listen to the frustrations and hear 
what they face every day, the way they see it, listen to 
their options, whenever there's a problem. If there's a 
parent complaint, listen to how they're going to deal 
with that parent. You build respect with them, they 
feel very secure. They use you as a sounding board 
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before they’ll do something that they might feel is a 
little risky. But the bottom line is you keep these top 
people. They need to have the space of control, I 
guess, about their environment, who they relate to and 
how they relate to them. So from Carl Rogers, my first 
sensitivity is to, is this somebody who really wants to 
be in charge of the answer to this problem that's just 
coming to me to kind of confirm or validate what they're 
going to do anyway, or what they want to do. If I find 
that's true, I really run with that. I encourage it, I 
support it, I stand behind them. I'll write them 
something, I'll write for them. I'll make it easy. 
I'll give them the.Xerox machine. I'll do whatever I 
can to bolster their strength to handle it themselves. 
And I must say, by and large, the staff that I have is 
like that. However, it's also told me that that's a 
bunch of baloney to some others, and they cannot stand 
coming to me with a difficulty or problem and having me 
say, "Well, how are you going to solve it?" They don't 
want that. They really need a more directive response 
from their authority. And that's what they expect me to 
do. I'm very well aware that the non-directive method 
does not work with some adults, maybe with little kids, 
a broader percentage of people, it would work with. I 
don't know about that. But when you're an adult and 
you're feeling threatened, or you have an idea that you 
want to try, and you've got sort of internal pressure to 
get this matter moving, there are some people that 
expect it back in very clear terms. Can I do it or not? 
Should I do it or not? What do you advise me to do? 
And they want to hear advice. They do not want to hear, 
"Well what do you think you ought to do?" Because I've 
just got that, I believe, clear knowledge that that 
method works with some and the bulk of teachers that 
this profession, in this place, the bulk love that. I 
probably inadvertently hire people like that because I 
ask them what they would do in a certain circumstance, 
and when I hear, "Well, I'd refer them to the 
administration," I tend to say, "I'll see you." I may 
have created that just in the hiring in the fifteen 
years I've done here. The ones that are successful and 
happy. Although, again, I do have this characteristic, 
and people will tell me, and my wife will tell me, "That 
you listen, you listen, you really listen all the time. 
I really feel you want my input and my ideas. And 
sometimes the decision could be made ten hours before 
time, but you just want to make sure you have all the 
options and that's great. It's positive. But at other 
times, you simply say, 'That's baloney.'" And I've got 
to watch it because I can probably make some mistakes on 

that. 

The participant went on to talk about the reaction he 

gets from teachers when he confronts their excuses or refuses 
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to compromise. He said that sometimes, though infrequently, 

he will be accused of being autocracic or top-down. He 

speculated about this phenomenon as follows: 

...And I think it's insecurity. I think the breed of 
people in the profession of education, that we have in 
here now, just were used to being respected because they 
were teachers, by the world and just never learned to 
fight, never learned to take criticism real well, or 
took everything as a personal affront. I can be talking 
about grouping in the high school, while the English 
teacher who does group is saying, "He's talking about 
me. I'm a lousy teacher." I must have said a thousand 
times, "There are a thousand good ways to teach. If you 
put your personality into it. What you've got to do, 
it's not going to be the same as the next guy down the 
street." But they still feel a personal affront 
sometimes when you're talking about a program issue. I 
don't know. I believe that's true not only from what 
I've seen, but look at the structure of most local 
associations, they're part of the MTA, just look at what 
you've got. You've got two or three people that are on 
a collective bargaining team. Most of the time they 
have to be sought because nobody wants to be part of 
that. The officers, it might change one officer, but 
generally speaking, it's the same ones, it's whoever 
wants it. They have an executive committee that 
supposedly is telling everybody what's going on and 
mobilizing the forces. And unless there is a major 
crisis, they really don't do it regularly. And nobody 
gives a damn, really, unless there is a crisis. So 
here's the group that's supposed to be their advocate, 
and they delegate it to a few people who rein them in 
when they do something wrong. There isn't a cultivating 
process to give, to get the long end of the stick. It's 
not here. They're not that kind of people. Now maybe 
the new breed, I often talk to teachers about the new 
breed of parents where, man, they not only want to know 
everything that's going on, they want to be taught right 
along with their kids now. They do. Honestly. They 
do. And I sometimes think, when they come to the 
rescue, when their kid's in trouble, it's like the only 
way they show the kid they care. It's sick. They have 
no relationship with the kid and all of a sudden the 
kid's in trouble, which kids do. The human being needs 
ten, twelve, fourteen years of nurturing. It isn't like 
a fish. Alright, the kid finally gets in trouble 
because he's got, because nobody has cared, to tell you 
the truth, so now the parents are going to care. How 
does the parent care? The parent shows he cares by 
taking the kid's side and by bashing the school. So 
there's the new breed of parent that we've got to deal 
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with, but there's a new breed of teacher coming, too. 
And I, it's so easy to have a young teacher, who maybe 
comes from one of the forward-looking universities where 
they've really got a good preparation for being an 
educator, and, you know, have been in regular schools 
since the freshman year in college, and once in a while, 
and I could name a few colleges that I think do a 
fantastic job...when their kids come for an interview, 
they've got the behavioral science background; they're 
generalists first, then they are specific in their area. 
They are ready to do many kinds of instructional 
strategies right in the same class. They're not afraid 
of that. They are looking to do that and they know how 
to do that and they've heard of some of these things. 
But you get somebody like that and they walk in, and now 
they've got colleagues, some of which are teaching the 
same kids the same way. It's like walking into the Dark 
Ages or back into ten, twenty years ago. The younger 
ones used to say, "Well old can learn from young, just 
like young can learn from old. And by osmosis, they 
might learn something from me. If not, let them do 
their thing, I'm doing mine." They don't any more. 
They, it bothers the hell out of them to have a 
colleague that is not up to speed and I know, in the 
interviews and the candidates that we get, I may have 
said this to you yesterday, "What is your philosophy, 
what is your goal?" I'm getting questions like that 
from the good ones. And I'm getting, "Tell me about 
your staff, can I walk around and see, can I talk to 
some kids about the rules here?" They're not tolerating 
as much, or they're not going to, in time here. Five 
more years, maybe, there'll be a young group of 
teachers, and hopefully very good, and they will be 
aligned with the older people that are being 
progressive, and they will be at odds with their 
teacher. You know, "If you think what I do is good, be 
sure your kid doesn't get that teacher, because he'll 
undo it all." I'm kind of worried about the new breed 
teacher. I'm more worried about the older teachers 
that, how they respond to that. I don't think there's 
too many left and if you looked at this staff here, it's 
over 50% that are fifty-five years of age, so in five 
years, they're gone. Half of my staff is gone in five 
years. It will probably blend very nicely. We'll have 
a good mixture of continuity as well as fresh ideas. I 
probably shouldn't worry about it too much, but I do see 

it. 

The interviewer observed that he had talked about 

influences in his life, particularly his family and his 

predecessor in the superintendency. She asked him if he had 

been influenced or inspired by others. He responded: 
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In real life, I could align myself very well with Harold 
Raynolds [former Massachusetts Commissioner of 

Education]. He was invited to be the dedication speaker 

here, too. He was close to us, philosophically and some 

of the things he was trying to do. I actually continued 

my respect when he resigned because when this new group 

came in, he just knew he couldn't continue. He either 

had to compromise his beliefs about what public schools 
in Massachusetts needed or quit. He didn't have the 
power, the status, respectful status there and he 
couldn't get it because they didn't give him the chance 
to explain it. But he, in modern life, I liked. See, 

my interests in what I'm doing here, they're very broad. 
I want to see success for every kid, but I like the arts 
to be here and have a pervading effect, to influence 
kids about what it means to be a human being. On the 

other hand, there's a lot of technology here which is 
tools for the future. And I can't explain, it would 

take a long time, but my vision or goal here isn't 
narrow at all. When you imagine a Saphier, yes, there's 

a lot of influence about what is good teaching. And you 

mention a Harold Raynolds, he'd come closest to putting 

it all together because he could talk about the arts and 
he would always mention the arts in this conversation, 
even though, if you listened to him long enough, he'd 

have something important to say about science and math, 
too. But he would throw in the arts, he would throw in 
the Pre-K and a lot of the people just don't, they do 
it broadly. They say parts and I pick parts and I like 
parts but I don't get a basic grounding with anybody. 
So there are those...if I have to say, other than Harold 

Raynolds, what has influenced me the most in my fifteen 
years as superintendent, I would have to say the best 

teachers in this district, the gifted people who 

socially, emotionally, academically, psychologically, 

physically, they do it. They get those kids excited 

about their life, their learning, and if the kid has 
got, the pet died, they deal with that and incorporate 

that. And if the kid is saying, "I don't like him 
because he's black." They deal with that and they deal 
with the black kid, too. And I've aligned myself, and 
I've opened myself up as vulnerable to the best teachers 
in this district. And I haven't labeled them all, "You 
are the best." They know that I really, really need and 

respect their insights. Not just when there's a 

problem, in terms of "What are we going to do 

structurally here?" 

Since the participant was talking about his 

relationships with teachers, the researcher asked him if they 

also served as a social outlet for him. He said that his 

family took up most of his time, but he did describe some 
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interactions with others, including staff members. 

Well, I have four kids. Two of them are twins. And 

Wife works four days a week as a nurse. She has a 

mother in State and I have a mother and father with a 

farm in their eighties. And he's still president of the 

bank, still has a real estate business; he still owns a 
whole bunch of property; as we speak, he's developing 
...we pretty much confined our social time to 
family issues. However, there are a few people on the 
staff, in the administration, a few parents, and a few 
former school committee members, that the relationship 
continued past what we're doing. We have some common 

interests and send each other birthday-type stuff and 

get together once in a while and go to their house for 

dinner and they come to our house for dinner. There's 

probably twenty people out of the 122 plus ten school 

committee members. There's probably twenty that I have 
a social relationship with that work here, but it's not 
every Monday we play cards. It's every year we do 

something. Wife will freely call them, or they'll call 

us and so it's strange. It's people who, they're not 
any one group. I very rarely have that kind of 
relationship with a school committee member, but there's 
a couple past chairmen, and people that are just 
wonderful, wonderful people, and we have kids the same 
age, or something. And the same with teachers. 

Generally the single ones for some reason. It's a 
blend. I live in Town. I play golf in Town. And all 

my family is around there. All my other siblings have 

kids, so I'm uncle and godfather, and this and that to 
them. We do, we help each other with things, we have a 

common garden, a big garden that we all grow on the 

farm. I am not involved, at this point, in Town. I'm 

in United Way and things like that, but I'm not, I used 

to be a representative for our area in Town, a town 

representative, a different town government volunteer. 

I don't do any of that any more. I've got enough to 
volunteer for down here. The kids are in college and I 
love to be free to just take a long weekend and go visit 

them. One is now in State and one is in City. My other 

son. Son. the oldest one, he's just got his residency 

assignment. He finished medical school and he's going 

to do his residency at City in State. One in one 

in City and one in State. And Daughter is a teacher and 

just got married at Christmas time. There's enough to 

do. Like Wife said to me. Last September, when 

Daughter got married and Son and Son went away and Son 
was in medical school, we were alone for the first time 

in twenty-six years and we hardly noticed it until 
January. We went for four months without even noticing 

we were alone. That got kind of bad. The job here 
takes its toll to do it well. The kids take their toll 
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to try to do that well. I don't have a lot of time for 
all of that. 

Because he mentioned that the role of superintendent as 

well as that of parent exact a toll, the interviewer asked 

him how he watches out for his own wellbeing. 

I don't do good on that, I really don't. The main thing 
that keeps me feeling optimistic is my relationship with 
my wife and that's together at the moment. We've 

managed the hard years. I never took it as a personal 
affront when she went to the grocery store and left me 

with the four kids, although it was close. And what 

we've got and what we've done has been the product of a 

hell of a lot of work and giving. But we've done it 

together, and we've got that now. And we feel good 

about where we are. And that seems to be the main 
thing. If that's in shape, the rest of the stuff, I 
know I got somebody to talk to about it, "Just tell me, 
come on, let's do something different." I really need 

physical exercise. She and I walk, usually two or three 
nights a week now. We started that about two years ago. 

But it's not enough. I do have the farm, though. 

Usually Sunday mornings, I go out to help, get 
everything ready for the week, clean the barn 

thoroughly. So I get physical upper body stuff there 

and I do play golf once a week, usually either a 
Saturday or a Sunday with three older people that are 
not involved in education at all. All they are is 
critics of education. That's what I tell them, "Here I 

am, tell me how to run the school next week." We're on 

the first tee. One guy is seventy years old, retired 

maintenance man in Company and, of course, he knows 

everything about public school management. Another guy 
is a Company white collar guy and, of course, he knows 

everything about management; and the third guy works for 

Company and he's a management person there. And, of 

course, they all know how to run a school. So I just, 
"Here I am. Tell me what to do next week. I want to 
make sure School District runs all right." But they're 

totally out of education and never, they might ask me 

something, but the discussion is usually anything but 

education or papermaking because they kind of feel the 

same way. They just need to play golf. So I do do that 

every week. That same group on either a Saturday or 
Sunday during the winter, we play cards. Pitch. That I 
look forward to. Wife has a similar type of thing, but 

they are mainly nurses. So not enough, not much at all, 

it's... I do belong to the Executive Board [of Mass. 
Association of School Superintendents]. That's been, 

I'll tell you, psychologically refreshing to, once a 
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month, to meet with twenty colleagues, some from urban 
areas, some from rural areas. And yes, we have a common 
agenda we go through, but you do hear people's 
experiences in their present thing and we have a goal 
setting every year where we get together and their wives 
or husbands come and so you get to know a little bit 
about their personal life and that's been nice, that 
really has been a nice change. How often do you get to 
talk to twenty people that have the similar life that 
you do; but no one has the superintendency in 
Massachusetts that I know of yet where everything is 
going wonderfully. I don't think there's any, Claire, 
not one in this whole state. And usually the family 
lives are all the same, paying for college or all the 
stuff you go through, divorce, or your kids get divorced 
and all that. We haven't faced that yet. Those are 
tough, I guess, when your kids are, I don't know, just 
having troubles of one kind or another and they're not 
easy to get out of and productively move ahead. That's 
got to make you feel kind of crappy when you see your 
kid struggling, whether the right answer is move or 
divorce, or drop out, they're all tough ones to go 
through. They're not easy. No matter what the right 
answer is, they're hard to get to. So there's a fair 
amount of that going on among all of our colleagues 
around the state with their kids and their mothers and 
fathers now, too. Every one of them. We would go out 
to eat or something during that workshop and somebody 
would say, "Is your mother alive?" And Wife would say, 
"Yes." "Where have you got her?" And everybody is 
struggling like crazy with a) the guilt trip for not 
making them happy, when the bottom line is there's 
nothing that will make some of them happy. Zero. And 
everybody is striving to find the answer. And then the 
other issue of when the child becomes the parent. It's 
hard. 

Participant 3: Meaning to the Participant 

The interviewer asked the participant to look at his 

life history and his superintendency in order to understand 

the issue of power. She asked him to explain power as a 

thread throughout his life. Here is what he replied: 

The means to improvement, I don't want to say the means 
to happiness, but very honestly, without power...The 
power that I've had, I think has done a lot of good for 
a lot of people and has brought me personally to feel 
that I'm using whatever talents and abilities that I 
have, wisely, productively, positively. And that's very 



178 

exciting and satisfying to me to be able to look back 

and say, "Through that power, that power has been the 

means to a lot of good things for others and myself." 
If I didn't have it, and someone else did and I remained 
let's say, a teacher, or I remained the follow up person 

to somebody else's decisions, would I feel as good about 

myself? I don't really think so. I did experience and 

feel a lot of excitement in the courageous decisions 
I've made and seeing a whole bunch of people respond to 
an idea that I've generated or came up with, of seeing a 

productive unit of 122 people functioning all in one 

direction and meeting the test of efficiency according 
to a taxpayer's view. So it was very exciting and I 

would not have had that if I remained just a carrier, 
someone who just carried out decisions. So I wouldn't 
have been happy, even if I was in the same place, if I 

wasn't a part of that, I would have missed a lot of 
excitement and I think I would have missed that a lot 
because it was something I had, I think, the day I was 

born, almost.. It was kind of nurtured and requested 
from my family originally. "What do you think about 
this. Name?" I feel power as a fact of life and however 

I ended up with it, I'm glad. What I've done with it 

doesn't disturb me yet. It's a very scary thing, 
knowing what I know about power, and I don't mean to be 

personal about this, Claire, but we have some colleagues 

in this state that scare the hell out of me. They just 

scare me because there is an awesome power. It's not 
me, it's not you, it's that chair. There was a lady 
that came up to me the day before yesterday, a part time 
food service program worker, a wonderful, wonderful 

person. She just came in and confided in me, "I think I 
have to quit. I have two jobs. I need two jobs to earn 
a living. I have all these kids. And the other job is 

saying they'll give me another hour a week, but I have 

to quit this job in order to take it. What shall I do?" 
Right there, she is going to do what I advise. She is 

not asking me, "Will I be able to work more?" She's 

just coming to me as somebody that she trusts; she knows 

I have some education; she knows I've got some things 

going. From a simple little influence that you can have 

on a human being and their children and their life 
to... alright, I've got ten committee members coming in 

here. Maybe a miracle will happen and they'll all be 
interested in moving in a positive direction towards 
success for every kid here. It most likely will not be 
that way. There will be some of them that feel we ought 
to fire everybody here. "They are all overpaid. This 
place is out of control. An average teacher making 

$34,000? You know the average person in iQym doesn't. 

There's got to be a hundred people in Town that can 

teach in this school. There's nothing to teaching." 

So, I have a job here to coordinate all that so that 
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those two little kids walking by and all the other 900 
that are in this building can come to school each day 

and have a competent, honest, caring person in front of 
them and have a climate around here of optimism and 
professionalism and excitement about learning. If I 

happen to have a committee that is opposite of that, I'm 

going to be the difference on whether or not I stand up 
and fight to protect those kids who are my 

responsibility from all the resources going to a private 

school, like we always get school committee members that 
are from private schools and we occasionally get people 
that are just here to criticize. This position, I'm 
sure it's exactly the same in every district, from the ' 
little decisions that a superintendent makes to the 
major decisions, they can damage a whole lot of people 

if they don't have their heads on straight and they 

don't have good values and they're not willing to have 

the courage of convictions and succumb to the politics 
and the personality things just happen. I'm really 

worried when 40% of the superintendents in Massachusetts 
turn over in three years. I'm worried, even if they're 

all wonderful people that are coming in. That is not a 
lot of experience to deal with the crap that's in front 
of them. If I was up for a first or second year 

superintendency these days, I would wonder what end's 
up. I really would, the way the reform law is going and 

the ball game is changing almost every day. Just the 
inexperience is scary. Then you add the school boards 
that get more conservative types, and on top of that, I 
do believe the quality of applicants is not as good as 

it should be, and as a result, people are getting into 

the superintendency that really should not be in it. 
That's another thing about power. I'm truly aware of 

the importance of power and it makes me nervous to think 

about that power being not respected or in the wrong 

hands. I guess that's just another understanding of 

power. 

The interviewer posed a follow-up question, "Given what 

you know about what the job takes, what do you think should 

be taught to aspiring superintendents?" He began by talking 

about the need to understand the realities of teaching and 

successful teaching practice. Here is his full answer: 

I think they ought, step 1, they should be regrounded 

into what a teacher faces every day, not just from 

learning how needy kids are, but the fact that some 
instructional practices will be successful with kids and 

some will damage them. And that's got to be first. You 

can't go on thinking we haven't learned anything about 

learning and teaching, and that the kids are the same 
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today coming with the same needs as they did thirty 

years ago. That's baloney. And that's what the 

textbooks are saying, some of them. Step 1 is, what 

does it take to be a good teacher and be successful for 

every one of those kids in that class, and be thoroughly 

aware of that. And have a setup where you can continue 

to do it because it's going to change. And you're going 
to be in a position where you have to help parents deal 
with this, the teachers deal with this, apply resources 
to it. Virtually everything you do is going, should be 
centered around how to be successful with every one of 
those kids. And the reality of what it takes, not just 
your own perception, or give them a class size of 

twenty-five and everything will be fine. No matter what 

the mix of kids is, and we can't afford to be wrong 
about what it takes to be a good teacher and be 

successful for every one of those kids. So that would 

be simple. Step 2, I've really got a big dilemma about. 
I'd love to say, if we're going to have school boards, 
let's keep them in the policy role because then they 

would be doing things that they were meant to do, given 

the way public schools were structured, but my style 
mitigates against that. I tell them, I believe, the 
more they know about the school, the more they'll work 

to make it work, the harder they'll work for these kids. 
So, I'm really torn about that part of grounding the 

school committee in their role, but that can have a 
major influence on how much success or failure kids 

have, is what kind of a school board you have and 
whether or not they do their job well. Right now it's 

all over the map and maybe the reform law will help, I 
don't know. That's another concern of mine, having the 

school committee in a position where they can do what 

they do well instead of stuff and interference, I think. 

I want to say something about the whole teacher 

empowerment and relating to the best teachers and 
aligning and forming an alliance, you might say, with 
the people that really, really want success for every 

kid and can do it, and know how to do it, and have 
dedicated their life to do it. There has to be 
something and I don't think an administrative council 

does it, at least in my case. If all I did was relate 

with my administrative council, we would have a neat 

management going, very efficient management, but we 

really wouldn't be making decisions from a classroom 

base very well. It would be how do we keep all the 

ducks in order...I would have some kind of a 
relationship with the best professionals. They would be 

recognized top level teachers and in that role I would 

request their assistance and advice in kind of an on¬ 

going way. They would be mentor teachers, master 

teachers, I don't know what they would be called to 
their colleagues, but also advisory. It wouldn't be 
through a parent group and it wouldn't be to the school 
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committee; it would be to the superintendent and 

hopefully some of those people would be administrators, 

too. I think the research about what we've learned 
about learning, which I mentioned before, is continuing 

and it takes concentrated study, so I'd love to find a 
way, and given where we live, it's hard, but in more 

places it isn't, is to get a university that would say, 
"Once a month on a Thursday night, the area 
superintendents are going to get together and we're 
going to talk education." And they would be prepared to 
say, "Here's some of the latest stuff, here are 

implications and also field, also I'm trying to 

implement these things, here's some difficulties I 

have." And I would see some kind of a forum that is 

again ongoing that ties the research with practice and 

is a strong influence. "You won't be able to be a 

superintendent in County unless you participate in the 

dialogues about success for kids and learning and 

Saphier and all these things." It shouldn't be possible 
to be a superintendent and not know what the hell is 
going on in research. It just shouldn't be possible. 
Now, it's very hard now to do it. Everybody's on their 
own. We can make that easier. Our own association can 

make that easier. But somebody ought to. And it will 

help the ones that want to be helped and it will put 

pressure on the clowns to get the hell out if they don't 
want to think about kids and learning and be open about 

our responsibility to all children, like this choice 
law, which we're part of. This business that you are a 

superintendent and you don't care about kids beyond your 
border. If you don't care, if you are on a school 
committee or you're in administration in a public 

school, and you don't care about kids beyond your 

border, you ought to get out of the business of public 

school education. That's one of those quick ones. It 

really, there is no sense. So that would be another 

part, is some type of forum so that the power gets used 
in a positive way and not a defensive mode all the time 
that we're in. In the absence of that what I've done, 

and I'm sure you have, too, I do have informal alliances 
with several colleagues and we freely exchange policies, 

and information and insights and we even meet, we used 

to meet monthly. We haven't lately, but we still do 

count on each other a lot. So in the absence of a 
better system, I would suggest that. I think it's very 

needed. This is going to be a major challenge for me 

this year, but I think I've got to do it, I've never 
done it...cooperation with the school committee chairman 

to initiate a cooperative future planning program with 
member town officials. If this Proposition 2-1/2 is not 

going to change, and if there isn't going to be enough 
money coming from the state, and if the enrollments are 

going to continue to increase and kids are going to be 
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more needy, and if we want the roads to be safe for the 

buses to go on, and if we want a fire department there 
in case the building burns. We can't go on like this. 
We have got to lay out on the table what we see as our 
needs for the next five years. And they have to, the 
chairman of the selectmen have got to say, we need a new 
bridge on Street. we need a new fire truck, and all 

these different people have got to lay it all on the 
table and; we've got to spend a year doing that; then 

we've got to spend another year saying, "All right, here 
are the problems, now what are the solutions?" The 

first year would be, "What problems do you see down the 

road, do you have to face?" Then the next one is going 

to be, "All right, how would you go about solving that? 

Do you have any ideas about that?" And we organize 

that. Then the third year is like a timeline and, to 

the best of our ability, we're going to have to meld our 
school with our towns and go look at this jointly for 
the sake of all the citizens, the little ones and the 
older ones. We're not going to make it any other way. 
And it's going to be a real bear because a lot of people 
don't even want to talk about it, they just don't want 
to talk about it. My own school board probably will not 

want to have this dialogue with these others. And they 

say, "I don't want to...I want to sit and throw hand 

grenades. That's what I want to do. I do not want this 
planning business." But I would suggest that a 

superintendent consider some kind of a joint process 
there. That, I think, is going to be critical if people 

are going to be able to think productively and 

positively in the future. 

The interviewer observed that he had talked earlier 

about the superintendent knowing him/herself well and being 

clear about values. This prompted the following reply: 

Yeah. I don't...I think the smart sort of gut thing I 

did was not put out my own mission statement when I 
became superintendent. I talked about what I believed 

about kids, what I believed about learning, what I 

believed about support staff. I showed you that 
philosophy. I talked about those things, and I called 

for a need for all of us to be clear about what we 

believe and where we're going so that all these 
decisions can be consistent with that. And we did go 
through a process which was sort of like laying down the 
foundation and making sure the foundation was where we 

want it to be for what we're going to build. And that 
was great because when that mission statement and the 

philosophy and goals got- written, it was broad. 

Everyone knew where it came from, it came from this 



183 

community. So I guess I would say, "Have a process 

where every so many years you look at the philosophy and 

rewrite it and promulgate it and goals," which we do 
here...So, I really would advise some kind of a system 

so that the decisions that you make or that are made by 

all these groups, fit into some kind of a format and 
it's just healthy every once in awhile, to look at what 
do we really believe in...I think I said that at the 

beginning way back when. There's got to be the balance 
of speculation or perception or insight. You know, the 
experienced teachers need this. There's got to be a lot 

of that, but there also needs to be some facts. Maybe 
it's just recognizing that we are with learned people 

here. A school faculty, administration, they're all 

education, and knowledge is what underpins a lot of 

these statements and suggestions and ideas. They don't 

come from the sky. They come from what you've read, 

what you've learned, what you've done, your experiences. 
It should be called for. When a decision is made, you 

should make sure it's grounded in as much fact as you 
can and not just because it sounds good or feels good. 
I mean, you could easily have a feel good school, 
everybody feeling wonderful, but nothing real being 

done, everybody is bypassing, looking the other way. 
And a lot of kids and parents wouldn't know the 
difference, to tell you the truth. I do look, whenever 
I see rationale, or somebody requesting something, I 

kind of mentally, I've trained myself I guess, 
habitually, I look to see whether it is all just 

feelings or it's some kind of direct observation. It 

doesn't have to be in a graph, but where's the reality 

that leads this way? 

The researcher summarized the skills he had mentioned: 

knowing the field of education, knowing what constitutes good 

teaching, knowing learning theory, knowing how to deal with 

groups, being grounded in values and reality, being able to 

deal with conflict, and being able to listen to criticism 

openly. She asked him if this was an accurate summary of 

what he thought superintendents needed in order to be 

effective. He said: 

...They are the skills that I think will lead toward a 
community consensus or support. I'm looking for success 

for every kid, but I'm looking for enough awareness 

about that and what it takes so that the staff will 
continue to work body and soul for it, that the schoo 
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board will appreciate it and help advocate for it and 
make policies that facilitate it, and I'm looking for 
the community to say, "Yes that's what we want to do for 
our children, that's what we want our children to 
experience. And we think it's good for them and the 
community and the state and the world and therefore, we 
are willing to put our bucks in some of these." $1900 
is the average tax bill here in Town and this is the 
poorest town. They have to stretch. They have to give 
up things and they're not just luxuries to pay their 
$1900, so you want them to say it's worth it. If you 
want all that to happen, what we do here has to be 
understood by them and you have to reflect what they 
want, what they hold dear, their values. And I think 
all those pieces involved with communication, 
compromise, bring you there. Without any of them, I'd 
say you're going to be pretty lucky to be successful. 
Now you might have a successful school that, as a 
professional, you can show evidence that it is a 
successful school, but that's, it's not successful until 
it stands the test of your best teachers, the majority 
of the citizens by way of resources, do they put up 
their money, and do the kids actually feel optimistic 
about their future and have some preparation necessary. 
That, if you as a professional, think you got a good 
school, and you're the only one, I don't think you have 
a good school. I don't think you do until all these 
other things posit that feeling. 

The researcher asked him if he had anything to add that 

she might not have asked. He wanted to clarify earlier 

statements about "the boxes." 

...The one part that I maybe skimmed over, but I don't 
•think it needs any more than that. Remember, I talked 
about boxes and I mentioned the policy book as a box and 
the law book as a box. I don't know if I said, well I 
can even go to the agenda here for tomorrow night's 
meeting. This is kind of a form of a structure which is 
going to organize the business. It could be looked at, 
here's another box or another part of a box. And I 
didn't mean to belittle all this stuff. I don't, when I 
said put it aside. It's got to be there. And there are 
times when I have to draw from it. We all have to draw 
from it, from those things. I just say, "It's not a 
high level of leadership when you operate from these 
boxes." I wanted to clarify that because I was afraid I 
said we could do without them, and I don't really think 
I would like to be a superintendent without a policy 
book or a law book or a contract and all those other 
things. I just think it's just too complicated to, and 
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it would change so much every time a superintendent came 
along or a school board. All of a sudden the whole ball 
game changes. That's not good for kids to be subject to 
that. At least you've got a foundation that you can go 
back to. If somebody knocks the roof off or puts a hole 
in the roof, there's still a foundation. The pieces are 
^11 there. You just fix the roof. You don't have to 
find a new site. So the whole thing doesn't fall apart. 
That's one where as I was thinking over on my way home, 
what we talked about, I was afraid I had skimmed over 
that. 

The researcher told him that that was how she had 

understood his views regarding the organizational structures, 

but she thanked him for clarifying his comments. The 

participant brought the session to a close when he said, 

"That's the way I view power and my use of it, for better or 

worse, Claire." 

The fourth participant was the only female among the 

participants, though her gender was not considered 

significant in this study of power in the superintendency for 

reasons stated earlier. Like the others, she was in her 

fifties, but at fifty-eight, she was the oldest of the four 

and the only one who spoke of retirement. As a matter of 

fact, she said that the process used in this study helped her 

to think more clearly about her future. As with the first 

participant, the interviews were held on three different 

days. The three sessions were just about ninety minutes 

apiece. 

Earticipant 4: Life History 

The interviewer began by asking the participant to tell 

her story from her earliest recollections. She began with a 

description of where she grew up and the influence of the 
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Catholic religion and nuns in her life. She spoke at great 

length, needing no prompting from the interviewer. 

I grew up outside of City, in Borough. City, right 
outside of Airport. so that you realized you were 

outside the airport only when the planes stopped flying. 
Irish Catholic family, went to, my mother and father had 
only an eighth grade education. My Mom grew up on the 
Name side of City. My father grew up on the Name side 
of City during the Depression. We moved to what was 

called Town, in those days would be pretty affluent, not 
affluent, middle class, blue collar, but when you look 
back on it now compared to other things, it was a nice 
neighborhood to grow up in. Went to Catholic schools, 
all my life, growing up in the 40s and to go to a public 
school would have been a sin. I can remember going to 
Kindergarten in a public school for two days and it 
didn't work and came home crying and that was it, I 
never went back. So I started first grade in a Catholic 
school, and I think I knew that I wanted to be a teacher 
in the second grade and I knew I wanted to be a nun. I 
wanted to go in the convent in the second grade. I 
remember that clear back and it had a lot to do with the 
nuns that were teaching me. They were not, I don't want 
to use the word strict, but they seemed full of life and 
they played baseball and did all the things that I was 
interested in as a kid, so I was really attracted to 
that. I think also growing up in the 40s and 50s if 
there had been a Peace Corps, I would have gone into the 
Peace Corps instead of the convent. So I went to 
Catholic elementary school grades K-8...My mother, I 
guess between my mother and my father, my mother was 
more of the dominant figure, so that if I failed 
something, my mother would say, "You can do it. Let's 
do it over again." Whereas my father was much more laid 
back, funny. When I look at that relationship, I think 
my father was more of my friend. My mother sort of 
pushed. In Catholic schools, in the eight grade, you 
had to take a, what you called an entrance test, if you 
were going to the Catholic high schools. You took a 
test for each one of those high schools to be accepted. 
You also had to take, everybody in the class, your 
eighth grade class, you also had to take a test for what 
they called diocesan high schools. And they would give 
scholarships to four people or five people, depending on 
population. So I took tests for different high schools 
around the Borough. Borough area. I also took the 
diocesan scholarship test. Well, I think it must have 
blown the nuns minds that I won a scholarship to the 
diocesan high school. My mother, on the other hand, "I 
knew you could do that," kind of thing. So I went to a 
diocesan high school which meant it was tuition 
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free, whereas if you went to the other high schools 
in City or Borough, you paid a tuition. I guess it was 

just as well, even though we never lacked for anything, 
growing up in the 40s, the war was on, it was tight. 

Getting that scholarship I think probably meant a great 

deal. I went to a four year Catholic high school for 
girls. And I still knew I wanted to enter the convent 
and I still knew I wanted, although I went out with 

that I wanted to enter the convent, they thought, "Oh, 
you've got to be nuts or something." The religious 
orders that I had in high school, there were five 

different religious orders that taught in the 
girls' high school. So when you looked at all five, 

trying to make a decision about where you wanted to go, 
I didn't have any trouble making a decision; I wanted to 

be a Dominican because they were the craziest people I 
had ever met. They were funny, they were just 

normal and human people. So that to me was an easy 

choice to make. I graduated high school in January 
because in those days you entered school in February 
or September on your age. So my graduation was in 

January of '53. So I entered the convent in September 
of '53. Town Dominicans of State. My father was very 

sick the year before I was going to enter. When I look 

back at it now, I guess either I didn't want to believe 

that he was that sick or I didn't understand in those 
days that how sick he was. He had cancer. And I can 
remember the summer before I was entering he asked 
me not to do it. I said, "Dad, I've been looking 
forward to this for years. Things are going to be all 
right. I want to do that." In a sense there might have 

been some selfishness in that, that had been my goal all 
along. I guess if I look back now and say to myself, 

"If I knew he was dying, would I have done it?" I 

probably wouldn't have, but that's in retrospect. So I 

entered the convent in September and in those days it 

was strict. I mean, there really were crazy things. 

You did scrub floors and you went to bed at 9 o'clock 

and got up at 4:30 and all that stuff. But I loved it. 

I loved the community and I loved the sense of the 

larger group doing service and getting ready to do 
something bigger and better out in that world when you 
got out there to teach. The experience of entering the 
convent was, I guess, a milestone for me because it was 
community. It was what I had looked forward to all my 
life and had planned for. My father died, though. I 

entered in September, he died in March. And I can 
remember going home. In fact, I couldn't go home. When 

you enter the convent...I didn't go home until the night 

before he was being buried. They let me go to the 
funeral parlor. That was really hard. After he was 

buried, my mother took me back out to the Novitiate, and 

I can remember her sitting in the corner of that 
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limousine going out. And I was almost waiting for her 
to say, "Come home," and she never said it. When I look 
back now, that kind of a sacrifice had to be real 
because my brother and sister were only fourteen and 
ten. My mother had never worked. My father was forty- 
four when he died. So at age forty-five, my mother was 
out back on the street going to work in the Telephone 
Company and never once asked me to leave. And yet when 
I look back on it, I was so petrified that she was going 
to ask me to leave at that point to come home that I 
guess there was some selfishness in that. Things worked 
out there. I came out to teach in 1955. In those days, 
you didn't have a degree, so you went to what we called 
Normal School for three years, traveled into Borough 
every Saturday to go to Normal School. It took three 
years. And after three years, you took your final vows. 
And then they decided who was going to go to college. 
And not everybody went to college in those days. I 
think they sent me to college because I had graduated 
from a diocesan high school and that's where they had 
most of the vocations, if you would. That's just my 
perception. It certainly couldn't have been on my high 
school transcripts, when I look at them now. I was 
selected to go to college. And again, in those days, 
you didn't select what you wanted to take in college, 
you were told what to take. And by some good fortune I, 
you had to go get your degree, your bachelor's degree in 
education, but you minored in a subject area. My love 
had always been history. So I was fortunate in that 
sense. I went to University. It took me eight years to 
get my bachelor's degree. So I was teaching every day, 
and you'd go to school Tuesday, Thursdays, after school. 
You'd catch a four o'clock bus or a train into 
University out in Borough, and then you went all day 
Saturday. So it took me eight years to get my 
bachelor's degree. My last course was a Methods course. 
I remember the professor saying, "Well now, we would 
like you to grade yourself." And even then when I think 
about that, talk about humility, I don't think I had 
any. I said, "Heck, I've been teaching eight years. I 
deserve an A." So I gave myself an A in that course 
and got an A. And then after I got my bachelor's 
degree...in the meantime you're in the convent so you're 
being transferred...so I had an opportunity... I got my 
degree in '68...so from '55 to '68, I had taught...I had 
been transferred around a lot...so I taught all the 
grades, first grade, second grade, fourth, fifth, the 
whole bit. Sixth, seventh. When I got my bachelor's 
degree, I wanted to get my master's degree. But they 
just don't send everybody on. So I figured, I'm going 
to wait. I waited a year, the Mother House never called 
and other people were being called to be sent on. This 
is unheard of in the convent. You have to have that 



189 

kind of experience. I said, "Heck, I'm going to ask to 
go." Because everything is God's will. So I wrote and 
I asked to go on to my master's degree. And lo and 
behold, they said, "Yes, you can go." So I went on...I 
went to University again, to get my master's degree. By 
that time I was teaching high school. This was about 
1968, I guess. And somehow, all the changes in the 
church were going on. I don't know whether you are 
familiar with Vatican II and all that stuff, right? So 
there were lots of changes going on in the community 
that I was in, and I had always been a rebel in there 
anyway. Not that rules didn't mater, but if rules 
didn't make sense...like there was one rule you couldn't 
call your mother during Lent. Why couldn't you call 
your mother during Lent? So there were times when I 
would call my mother during Lent. Well, all those 
things became legal after, which only proved that I was 
right in the first place. So I guess with all the 
changes going on and the community wasn't changing, I 
asked to take what you call a Sabbatical, you keep your 
vows, but you can go out for a year. So I went out and 
I taught for a year down in State, lived with my sister 
for that year. At the end of that year, I decided that 
I missed community terribly, the camaraderie of that 
community, I really missed that. And so the community 
had changed enough to allow me to try to experiment, 
teaching in another state and living with another 
community. So I went to State. School in State hired me 
as their department chair in history. So I went up 
there and lived in an experimental community without 
superiors, earning your own money and all that stuff. I 
spent two years there and I decided that I wanted to go 
on for a degree in curriculum administration. I had 
always done curriculum, loved doing it, loved working 
with other teachers. I just, I guess it was, not an 
avocation, I mean you taught, but there was a real love 
of wanting to work with teachers and teach teachers type 
of thing. At that point, I was away two years, the 
community called me one day, right when I was applying 
to University to go on for a master's degree in 
curriculum. And they asked me if I would come back and 
be principal of High School in City&f� I said, "Oh, my 
God." Here I was at a crossroads again. Do I go back 
and become a principal or do I say I really want to go 
on? I really thought about it. I remember calling a 
priest friend of mine and telling him what the option 
was. He said, "Name, the person who takes High School 
has to be extremely patient. I don't know whether 
you're going to be able to do that or not." And I think 
thinking about that and really praying about it, I said, 
"No, I'm not going to do that." I called the community 
back and that was almost like the crossroads. "I didn't 
want to do that. Can I please go on and study for a 
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degree?" They said, "If you're not going to accept this 
position and you're going to study, you have to make up 
your mind what you're going to do. Either you're going 
to stay with us or you're going to leave." But they 
gave me two years. They said, "Think about this, but 
you'll have to pay your own way to get your other 
degree," which was normal, so I taught driver education. 
I was the only woman in the state of State. I went and 

got myself certified, me and the guys, certified in the 
state of State to teach driver ed. so I could pay for 

this degree. Now you have to understand, I entered the 
convent at eighteen, I had never been away; so I went up 
to University, found myself a little room with a lady, 
found myself a little room up there, paid my way, bought 
a used car, did that whole thing, came back to the 
convent on the weekends and all that. And I think it 
was in that two year period where I decided 
psychologically I had moved away from the community, 
even though my friends were all there, the attachment 
was there, but psychologically I had moved away. And so 
I decided then that it was time to leave. This was 
about 1973. Before I left I had to get a job. It was 
February. I started applying for jobs down in State. I 
think, coming to area, moving from State. I had become 

real fond of living in State and I had made some good 
friends. So I applied for a job in February; a friend 
of mine had sent me an Assistant Curriculum Director's 
position for City. State. So I applied for it. And I 
went down for an interview; now you have to understand, 
here it is February. This is a monumental decision, I'm 
going to decide to leave the convent, I have never 
literally, physically stepped foot into a public school 
building in my entire life and here I was applying for a 
job as a curriculum director in a real big school system 
in City. And I got the job. I started in February. 

Left the convent in April of that year, which you had to 
be dispensed from your vows and all that. No one knew, 
when I took the job, that I was still in religious life 
and I didn't mention that. So I left in February, and 
here I was in this big, 6,000 pupil school, acting with 
my work habit, like I had always worked, so that I got 
to know every teacher in that school system. I was 
working, like twenty-four hours a day because that's 
what you did. I loved what I did. It was just...it was 
a wonderful experience for me. Somewhere along there, I 
think it was about the second year, I began to look at 
the superintendent and saying to myself, "I can do this 
stuff. This guy's a jerk. I can do this." Not knowing 
the hierarchy or all the ramifications of the 
superintendency. I wanted to bring about change. I saw 
the fact that teachers couldn't do anything because this 
fellow at the top kept blocking everything. He kept 
blocking me when I would try to do things. "The only 
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way this is going to work is if I'm the boss. When I 
look at what he does, I can do that." So I decided 
that, "I'm going to be a superintendent. And it'll take 
me maybe four or five years to do that." I looked at my 
resume' and I had taught from first grade clear through 
college. I had been a department chair. And I spoke to 
somebody about it and they said to me, "Name. as a 
woman, you need to have building experience, you have 
central office, but you're only an assistant curriculum 
director. You need to think about getting a building 
experience." The third year that I was in City, a 

principalship opened up in City, which was right next 
door. And my reputation was very good. I mean, I had 
done workshops with people. So I applied for an 
elementary principalship at Elementary School, a 600 

pupil elementary school, a lovely setting. Just...the 
day that I was going for my interview, I had another 
interview and it was conflicting, so I raced over to the 
interview at the elementary school, again not realizing 
that, when you look back now, you usually prepare for 
those things, but I raced over there, had a wonderful 
interview, people asked questions that you could answer. 
You had understanding, at least by that time I had a 
better understanding of the public schools, what I 
wanted to do for an elementary school, what my goal was, 
and lo and behold I got hired. Once I got into the 
elementary principalship, I loved it. I said, "Maybe I 
can do all of the wonderful things here about letting 
teachers do their thing and getting the roadblocks out 
of the way for them so that they can do wonderful things 
in their classroom. Maybe this is the place where I 
want to be." At that point, a new superintendent came 
on in City. I got along very well with him. Some other 

people didn't. To me, if you want to talk about a 
mentor at that point. We talked a lot. He let me 
alone. He wanted to be a business manager type and I 
was doing good things in my school with other 
principals. But we talked a lot and I told him what my 
goal was. And he said it, too. He said, "Name, if 
you're going to be a superintendent, you have to have 
central office. Being a woman elementary principal, 
that jump is not going to take place. Here it is, 1980. 
It's not going to take place. You need to come to the 
central office. I'm going to be advertising for an 
Assistant Superintendent for Curriculum. Why don't you 
apply for that?" I said, "I will apply provided it's 
not given away. I want to feel that I got that 
competitively." I think he thought I was nuts. Here he 
was offering the job. Well, he advertised in the "New 
York Times", he did all that stuff. I went through the 
interview and I got the position. I loved the assistant 
superintendency, but as Name said to me, "Name, your 
goal is to be a superintendent. And I think that's what 
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you need to keep your eye on. You get involved with all 
these other things, but that's where you want to be, so 
you need to think about that." And I did. After two 
years, we talked about it and he said, "I think you 
might be ready. I think you might be ready. You've 
done all the stuff. Why don't you think about 
applying." Believe it or not, I looked in the "Boston 
Globe" at superintendencies that were open and I put a 
compass, and I sort of circled where I wanted to travel 
from. So I said to myself, "I'm going to try my 
resume'." Sent my resume' out to six school districts 
and I got interviewed in all six. I was offered the 
superintendency in City. Massachusetts, and I turned it 
down. But see, again, being naive, I should never have 
done that. When I look back now, I mean really. I got 
into the top three and I knew they were going to offer 
me that, and I remember Name saying, "Name, if you don't 
want it, pull out now. Don't do that to them. I didn't 
do that and they offered and I turned it down. I regret 
that kind of behavior, but I chalk it up to really being 
naive about superintendents and job searches and doing 
that to a school district. And I say that in all 
sincerity. But after that, City wasn't the right match. 
I just knew that it wasn't the right match for me. 
And I said to myself, "Well, I guess I can do it. 
I guess I can get that interview and now I have to 
decide what kind of a school district do I want, what 
fits me. My personality and my style I think is 
interpersonal. I want to be in a school system that's 
small enough that I know everyone's name. I want to be 
able to do curriculum with people. I don't want to be 
in an office, like Name was, doing the business stuff. 
I want to know kids. I want to be able to feel that I'm 
part of a community. And I don't want that in a big 
school system." I had taught in School during the 

riots. I knew what big school systems were. Granted 
they were private schools but that to me was isolation 
and too big so I began to look at smaller school 
districts. A friend of mine who lived up here, a friend 
who had a friend living up here...when I look at School 
District now it is so typical... sent me a little 
advertisement from the "Boston Globe" that you could 
hardly see, talk about laid back, talking about a 
superintendency being open. This is February... open 
July 1. He wrote on the note, "Take a look at this 
place. This would be a great match." So I came up, 
went in, drove around, said, "This is nice. I think I 
could live up here." Read the papers, the Newspaper, 

talked to a few people who were living up here. And I 
decided I was going to apply. So I applied, sent my 
stuff in. School District was really laid back in the 
early 80s. I never heard from these people. And yet, 
people would send me the newspaper, and said they were 
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getting ready for the search and the whole bit. And 
then one day in June, I get this letter saying, "You've 
been selected as one of our ten semi-finalists. Here's 
the interview date." Meantime I had found out that the 
high school principal was also a candidate. Namer was 
also a candidate. I said, "Why wouldn't they give that 
to her?" I heard good things about her. I came up for 
the interview, in this room, had a wonderful interview, 
it was a very, not tight interview, but real informal, 
fun, a lot of laughing, really a good interview. I left 
here in July, went back home and said, "Well, I wonder 
if I'll hear from them." Didn't hear. Didn't hear. 
Meanwhile, the newspapers up here are saying, "They're 
coming down to three finalists tonight and the high 
school principal has been eliminated." Ooh, wow. Well, 
I was one of the three finalists. They called me and 
told me I was one of the three finalists, "We'd like you 
to come up and spend the day here." So I come up, early 
in the morning. There were two other guys that were 
finalists, two of them were from State, now that I look 

back. And they had all three of us here on the same 
day, which I couldn't understand. Now when you look 
back on it, there were three of us here, but they kept 
us ahead of each other. They just kept those 
interviews. The middle school principal couldn't be 
here. He was playing golf that day. We kid about it 
now. He asked one of his teachers would he interview 
me. So I meet this teacher in this hot room over in our 
middle school. Went to lunch. Name was here, she was 
the curriculum director, went to lunch with Name. Had a 

meeting with the high school principal and her 
assistant. Name. who is now the principal. I met with 

Name and Name. and I guess I asked her the question 

before she asked me, "Why aren't you in my position 
right now?" And I guess there was a lot of, Name had 

done some real, hard, good things here and made some, 
perhaps enemies. You learn those lessons, I think when 
you do those things. We had a good conversation, we 
talked. She asked some hard questions, as only Name can 
ask. We went to supper that evening, with another 
elementary principal and then came back here for the 
final interview. Again, it was so laid back, it was 
like, I can't explain it, you would have to be with 
them, they were really funny. A newspaper lady sitting 
over there in the corner. A lot of give and take with 
the people in the audience. It was just a good 
interview. I left here feeling real good about it, but 
not sure that it was going to happen. Not like I felt 
with School District. I mean, School District, I felt it 

inside of me that they were going to offer me that. 
About a week or two went by, and again, a friend called 
up and said, "Name, your name's in the newspaper up 
here. You're the front runner. They are still trying 
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to determine who it's going to be.” The newspaper said 
that the school committee was going to vote on such and 
such a night. But they still hadn't called me, they 
didn't tell me these things. So I'm sitting there that 
night. I can remember, I was sitting in the living 
room, and I said, "If this telephone doesn't ring at 
9:30, I don't have it." Well, that telephone rang at 
9:15. And they offered me the position and I said, 
"Yes." And life started, in 1981, I came up in '81. I 
knew nothing about, when I think of it now, the first 
meeting I remember sitting up here and everybody, all 
the administrators were around the table, and I can 
remember saying, again, "This is the first time, as a 
superintendent, guys, so you really have to be patient. 
I'll tell you what my style is. I'll tell you how I 
operate, and hopefully we're going to operate together." 
One of the things I remember saying to them is, "Look, 
one of the things I learned, no surprises. I will never 
embarrass you in public. Don't ever do that to me. 
We'll work together. We'll include people in on what 
we're doing before we make decisions, so that everyone 
knows where we are from day one." I've always operated 
that way with my administrators. 

She ended this part of her story by asking, "Where do we 

go from here? What else? What other questions?" The 

interviewer began to formulate a question, unnecessarily it 

turned out because the participant continued on her own: 

There are a lot of stories in between, you know, of 
learning. Some of those interviews that I went on, they 
were good interviews. I remember going on one in TQWlb 

I guess. I'm not sure, right outside of State. I 
remember going there at night and there were five guys 
sitting around a table and you could tell they were all 
deferring to this one man in the striped suit. And talk 
about chauvinism. I had never come in contact with that 
kind of stuff. And I talked a lot about my 
superintendent and how good he had been to me and how he 
separated our jobs. And he said, "Well, you sound like 
his Girl Friday." And I said, "No, he's my Man 
Saturday." And I walked out of there saying, "I don't 
want to work here. I don’t want to work in a place like 
this." When I talk to my other women superintendent 
friends, their path to the superintendency was up 
through the ranks of the public school system. Mine 
wasn't. So it never dawned on me, you figure from 
eighteen until, well, I was thirty-nine, forty, all my 
models were women, women who were running big colleges, 
large high schools. The elementary schools that I 
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taught in were eleven and twelve hundred kids run by 

competent women. Never dawned on me that there would be 
discrimination. And also growing up in the 50s, the 40s 
and the 50s, you didn't face that kind of 

discrimination. So when Name says, "Namer I cannot 

believe that you never met discrimination." I said, 
"Name. I never met discrimination. How could I? First 

of all you were a nun. No one discriminated against 
nuns." I did every job that a man could do and didn't 
think anything of it because that was the expectation 
and you did it. Living in community, I think shaped my 
early years of working together in a community, of 
sharing it, doing it. You never asked anyone to do 

something that you wouldn't do yourself. So that 

molding of a young adolescent probably had a lot to do 

with my thought pattern. And so the way I operate, I 

guess has a lot to do with those years of being molded 

and looking at service. I learned a lot from that 

superintendent in City as far as the politics of, he let 

me sit in on all of the executive meetings. And so 
being a student of history, I love politics anyway, but 
seeing it in action and seeing how it works, it was a 
good mentor so you weren't walking in blindfolded, you 
knew...and I think the naturalness of liking people and 
knowing that people work together when they feel good 

about it helped me with school committees. What they 
saw was what they got. I didn't lie to them, I told 

them the truth. I was political, and I've become more 

political over the years, and sometimes I think that's 

bad. And so in the beginning, the politics, the 

political piece of your job, there was maybe, perhaps 

some goodness in that, that maybe wears away as you get 
more cynical in your job. A lot of that stuff helped to 
make this...plus School District is a wonderful place to 

be in. You know, with Proposition 2-1/2 coming in on us 

early, we still being a regional, could save money and 

so I didn't face the things that you've faced or other 
superintendents have faced. My philosophy was, teachers 

were first and I'd cut everything before teachers and so 

that kept morale going. So it's worked out well for me. 
I mean, I've been fortunate with my school committees. 

We always seem to be pulling rabbits out of the hat with 

things. It's been a good life for me and I haven't 
suffered like other people have. Yes, there've been 

some hard times, but not, I always feel like I'm in 
Camelot when I hear my colleagues talk and sometimes 

that's embarrassing. 

The researcher asked her if she had ever noticed a 

difference in the way nuns were treated as opposed to the way 

priests were. She said: 
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Oh, absolutely. Absolutely. And I think 
subconsciously, that's a good question because 
subconsciously you knew discrimination. And yet, I 
think, I always said growing up in City also has 
something to do with things. There was no way I was 
going to iron a priest's cassock or any of that stuff. 
Somehow I got away with that. You also knew who the 
boss was. And I sometimes had a lot of trouble with 
superiors, now when I think about it, and a couple of 
run-ins. I had a superior that was so bad, that after a 
year I said, "I'm asking for a transfer out of here. 
I'm not working with this lady." Now people would 
say...you never asked for a transfer. God's will was 
where you went. Not me. I wrote the letter. Well I 
got sent to Siberia, by writing the letter, but I 
figured I'm out of here. I got sent to the worst place 
you could be sent to, the inner, inner city of Borough, 

it was poor. I loved it. The tough kids would meet me 
on the street coming home, it was just wonderful. So in 
a sense, yeah, I guess maybe I was a maverick all along. 
Even little things like calling your mother during Lent, 
that rule didn't seem logical. Yes, you saw 
discrimination. You also saw the politics. There's no 
more politics than in the Catholic church. And there 
was politics in the convent when you look back on it, 
who was selected superior and who wasn’t. Seniority was 
everything in the convent, I mean, seniority, you sat 
and ate according to seniority. You prayed in the 
chapel according to seniority. So yeah, you saw all 
that stuff. 

The interviewer asked the participant where she had 

gotten her belief that she could do most anything. She 

prompted the participant by reminding her that she had 

referred to her mother as the tough one and her father as the 

laid back, laughing one. Here is what she said: 

I don't know. It's interesting. My father was my 
friend. I could come home to my father and talk about 
my dates. I could do all that sort of...my mother, I 
couldn't so much. It was a real...my mother and I were 
not close, and yet she was the person that, my sister 
and I kid now, my mother saved. We had a home in the 
country because my mother saved for that. My father 
would give his last dime away to his friends. Things 
like that. So I think, in a sense, that maybe it's a 
combination of both. My father was a real...people 
loved him. And I wanted to be like him. My sister will 
say to me, "You are just like your mother." I get real 
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upset about that. We were kidding the other day about 
saving because I'm building a house down the Regionr and 
I'm saving. And my sister spends money like, she'll buy 
this and that. And I'll say, "Name, can't you save?" 
And she said, "You're just like your mother. You save. 
I don't." So I think there's a combination of both 
there. We grew up as blue collar on the third floor of 
a little tenement house with good neighbors downstairs. 
So coming to School District is a real social, my 

growing up, you didn't learn those things growing up. 
So I attribute, I think I attribute everything that I am 
to the good experience I had growing up as a kid. And 
you grew up in times that were not like they are today, 
there were neighborhoods. But I think those twenty- 
three years in the convent really, everything you 
learned, I think I learned then. Going to college, I 
would not have gone to college if I hadn't entered the 
convent. My parents couldn't have afforded that. And 
so all those things, living in a community, getting the 
best education, having all those teaching experiences, 
probably that's what did it. 

The researcher commented that the tenement in the 

neighborhood had the same sense of community as the convent. 

She responded: 

Oh, absolutely. A different sense than living 
separately. We walked to school, played with kids on 
the way whereas the kids here travel the buses, they 
have everything. We didn't have everything. We did 
travel the Subway, an hour and a half every day to high 

school, carrying a cake above our heads for birthdays, 
with your hatpin if somebody got fresh, and my uniform. 

The interviewer asked her where her brother was in all 

of this. She answered: 

My brother. Name? It's funny you ask. My brother is 

young. My brother and I were very close growing up. 
Name is eight years younger than I am. He was ten when 
I entered the convent. And yet, my brother and sister, 
and my mother, for all the years that I was in, never 
missed every month, the visiting. I think my brother 
had a hard time when my father died. My mother had to 
go back to work. My sister had to take care of him. 
And it was real rough. And so he probably got the short 
end of the stick if I think about it now. He moved high 
school once or twice because my mother had to move back 
to City. When my father died, they moved to State where 
our country home was, and then they had to move back 
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into City. So he went to high school and hated it and 
then went to live with my cousin in State for a year to 

finish high school. He went into the Marine Corps at 
eighteen. The first girl that he was going with in high 
school he married. Wrong move. Married her in State 
against my mother's wishes and so that marriage started 
off bad and it went down hill. And yet my brother and 
I...he got divorced, married another very strong woman 
who doesn't like my sister...so Name calls me, he lives 
in State, we'll talk to each other on the phone, but he 

and my sister have had a falling out so it's hard. We 
don't get together. We get together with my other 
relatives but my brother never comes into it because of 
his situation with his wife, his wife of fifteen years. 
But Name and I talk to each other on the phone. There's 
a lot of love there, but circumstances just don't meld. 
That's too bad because there are only three of us...My 
sister and I were not close growing up, fought all the 
time, that middle child. And she was sick and we always 
had to be careful that we didn't upset her, probably why 
I wanted to taunt her. But we've got very close, those 
years that I was in the convent. She's a nurse. 
Typical Irish Catholic, right? My brother's a 
policeman, I was a nun, my sister's a nurse. 
Stereotypical. But my sister and I got close over the 
years. And she moved up to Region. We got closer then 
and we see each other more frequently than we did when 
she was in State and I was in City. Family life. 

The researcher prompted the participant to continue the 

story of her family life by asking, "Were your folks both 

from City also?" 

Yes. My father Area of City, my mother Area of Citv. 

Both, when I look back on relatives, both my mother, my 
grandmother...now here's another interesting piece. My 
grandmother, my mother's mother, had what, nine or ten 
children. She was totally blind. She had had a 
cataract in one eye and then a sewing machine 
needle...she had no eyes. Lived alone in a...if you 
really do a history of tenement buildings in Citv in the 
Area of City. Tenements, you know, when you went in you 

would smell the urine; two rooms where the bathrooms are 
out in the hallway. She lived...would not go 
anywhere... she lived until eighty-two. Took care of 
herself, would come and visit us at Christmastime and 
maybe summertime. Sharp lady. Loved my father. When 
we would go to visit her, and I would bend over to kiss 
her, she'd say, "You're getting tall." She could tell. 
If your shoe laces were open, she'd hear them on the 
ground. Could peel that potato without ever breaking 
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the skin. Would sew. Wonderful woman. Maybe my 
mother's upbringing, too. All from Ireland. When you 
look back on our grandparents, my grandmother came from 
Ireland, my father's mother and father died. His mother 
died when he was eight and his father died when he was 
ten. So he was brought up by his sisters and brothers 
in City Area. So they had a hard life growing up. I 
think my father's work made him funny because he dealt 
with so many different people and he'd see human nature 
as it was, and people's foibles and vices, if you would. 
When my mother would say, "Name, he owes you that 

$5,000." My father would say, "You can't get blood out 
of a stone. The poor guy." And then my father would 
bring home...my father would be coming home late 
Christmas Eve and forgetting the tree. And my mother 
sending him out to get the tree. Crazy things because 
my father was always doing things for other people. I 
guess that modeling was good. I guess you don't know 
you are modeling that stuff when you are a kid. The 
bank sitting on top...the cash register bank and my 
mother always putting the quarters in there. 
Interesting when you look back on the modeling. 

The interviewer observed that the participant seemed 

pretty clear about who she is and asked her to identify the 

principles she holds most dear. When the participant asked 

whether the interviewer meant spiritually, politically, or 

professionally, the interviewer suggested that she start with 

whatever occurred to her first. She began by talking about 

social interactions, about community. 

Community is a big thing to me. Yet, I'm not overly 
social. I look at my sister and myself. I get rather 
quiet in groups. But in my job, I'm not. It's a...I 
don't know how you explain it. But again, I think it's 
growing up the way I grew up and spending all those 
years in the convent, that the social...I don't want to 
use the word social graces, that's not what I mean...the 
ability to socialize is hard for me at times. I have a 
hard time with small talk. I've learned over the years 
to do that. Some people can do it very well and feel 
comfortable. I have a hard time with that. I have to 
feel comfortable with people, and so I think the 
smallness of a community meant a lot to me so that I 
could get to know people, people could get to know me, 
that I wouldn't be isolated. That was an important 
piece. My work is my life. And I love what I do type 
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of thing. I guess I look at this job, or even that job 
as a curriculum director or a principal was sort of...I 
see my job as sort of getting obstacles out of the way 
so good people can do their work. I also try to hire 
people that are better than I am because I always look 
at myself as average, so if I hire people that are 
better they are going to be able to do things I can’t 
do. 

The interviewer commented that this attitude about 

hiring more talented people took a lot of ego strength. The 

participant answered: 

Either that or you look at it the other way, you don't 
want to fail. Maybe you could look at it that way. I 
don't know. I'm not intimidated by people that are 
better than I am because if we're all working together, 
we're all doing the same thing. What I resent is, when 
people turn on you. I always kid around. I say to 
principals, we'll get a good teacher and we'll do a lot 
for them, and all of a sudden they get better than you 
are, and I always say, "You know, we have to watch out. 
You pump this helium balloon up too far, and people 
don't have enough experience or maturity. And what 
happens? They don't see the total picture." I think 
the thing that bothers me about people is when you 
really have paved the way, they turn around, not 
appreciate, we don't want people to just...you don't do 
things just for people to appreciate it; you do it 
because you want people to sort of work together. And 
when they don't do that, I sort of get a little annoyed 
at that stuff. And I think that has to do with 
politics, too. That stuff where it's a two-way street, 
never crossing the line of dishonesty, but, "Hey, we've 
worked to get these parts straight, now we're asking you 
a favor. I think you can help us out here." That kind 
of stuff. I'm trying to think of some other things, 
some other lines that you wouldn't cross. I will not 
cross a line in hurting someone, even having to fire a 
teacher is painful, and yet I do it because it has to be 
done. I like making decisions. I will tell you that. 
I don't shy away from decisions. I enjoy making 
decisions, but I need input into the decisions. When 
the time comes. I'll make the decision myself. I very 
rarely make decisions alone; there's always a lot of 
input but people know at the end that I'm going to make 
it, and I'll kid them. We've had a situation here where 
I've had a principal and a special needs director really 
agonizing over a situation, and I finally have said, 
"That's it. You marshmallows. You've taken too much 
time." I think honesty is a big thing, too. I feel if 
I'm honest with people, I want them to be honest with 
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me. I place a heavy emphasis on that. I'm trying to 
think of some of the other things. As far as 

spiritually, I've gotten away from organized religion. 

I don't go to organized church and yet when I go, I go 

to a monastery to go to mass, and it's the quietness of 

that. I can't stand the guitars and that kind of stuff 

and so it's been difficult in this community because the 
Catholic church is a big piece of it and I don't belong, 

and I don't belong because I have not been able to come 

to terms with the way the church is run. I think it's 

the organized religion piece that bothers me. When I go 
to church, I go to a little Carmelite monastery, 
someplace where it's quiet, where I don't have to 
participate in shaking hands and hugging and all that 
stuff. I can't stand it. In fact I was kidding 

somebody and I said, "If they would go back to the Latin 

mass, I would love it." And yet I love all the liberal 
things of the church, that kind of stuff, and take 

advantage of that kind of stuff over the other. So I 

guess the spiritual part is always there, I don't think 
you get away from it. 

The researcher remarked that the participant seemed to 

have an internal compass as evidenced by her early 

recognition of wanting to be a teacher and a nun, or her 

realization when a job was right for her, or when she knew it 

was time to move on. This prompted the following response: 

That's an interesting piece because I've always kidded 

that, and I never stay, well I guess in the convent it 

was like the Army, you got transferred after a year, two 

years, three years. But I had that, it's almost like a 

clock and let me put it...I think it might be pride. I 
always want to go out at the head of the parade. The 
other piece may be, if you're here too long, they're 

going to find out you're really not good enough. So 
there is a little bit of that in me that says, and I 
look at myself in this job and I say, "Name could run 

rings around me doing this." They didn't select her. 

So and so could do that. I'm doing the job and I'm 

doing it well, but there's always that inner piece, and 

maybe it's the piece of being a woman, I don't know, 
maybe I've grown into that, looking over your shoulder 

and saying, "They're really going to find out that I'm 
not as good as they think I am. I'm going to move out 

of here before they do," that type of thing. Yeah there 

is a clock in me that says, "Time to go, time to go." 

It's there. It's interesting. 
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The interviewer asked the participant how she would 

define power and to speculate about where she got that 

definition. Here is what she said: 

Power. If I were to answer it just freewheeling it, to 
me power is the ability to help others do good things 
for themselves. And you have to be in a position of 
power in order to allow people who can't do it, to do 
it. That may sound maternal or overbearing and I don't 
mean it in that way. I would rather be my own boss than 
to have to work for someone who's getting in my way. I 
believe in this school district that I don't care where 
the idea comes from, that things should bubble up, they 
should come sideways, they should come from the top. I 
always kid teachers when they say, "Well, that wasn't 
our idea.” And I'll say to them, "I waited four years 
for you to have that idea. In my position, I'm not 
going to wait four years. It's a good idea, let's do 
it. What do you care whether I do it or you do it?” So 
power in a sense is, at least this position power that 
you have to have, and the position power allows things 
to bubble up. And I always kid them and say, "If you 
had so and so for a superintendent, you guys would not 
be moving." Power, to me, is allowing people to do 
things for themselves, good things for themselves. And 
I'm in a position to allow that to happen. I'm also in 
the position to make things happen, good things happen. 
I'll say to them, "Kids are only going to come through 
here once, I'm not waiting for you to say, 'Oh, I don't 
know whether I want to learn the computer.' Do you want 
to work here? We're moving together and we'll provide 
everything you need to do that, time, resources, 
support, but in a school district, for the kids' sake, 
you have to move." So it's a combination of both, a 
combination of both. I want things to bubble up and so 
you have to get the ground ready for people to bubble 
up, but then you're in the position what if they don't 
do it, then what do you do? You move it. But I think 
it's having grown in that confidence in myself. Ten 
years ago if the newspaper said a bad thing about me I 
probably would have cried. Now I don't really, not that 
I don't care, it doesn't affect me that way any more. I 
haven't figured that out why, I may be getting old. I 
don't know if that's a good definition of power. I like 
being able to make decisions and that's why I try not to 
make decisions alone because that could be bad, that 
could be bad. I think people who make decisions on 
their own all the time tend to be power hungry and you 
have to avoid that. I operate with the administrators 
and the teachers in saying, "What's the best thing? 
How're we going to do this together?" Not that it's not 
taking responsibility, it's saying to yourself, "You're 
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not God and you don't know all the answers." I'm never 
afraid, if I get to the eleventh hour, if more 

information comes in. I'll change my mind. I'll kid 

people. I'll say, "This job you have to be schizzy. 
You have to be a little schizzy in this job." If new 
information comes through, you can't let your ego get in 
the way. If it's the right thing to change, then 

you've got to change. It's that kind of thing. With 
more information. Does that sort of answer it? 

The interviewer asked her how she works with people who 

have a different view of power. 

I work with some of those people. Not my 

administrators, believe it or not. I think it's because 
I've hired them and we've worked together. Sometimes 

it's hard. Sometimes it's hard. I try a lot of 

patience depending upon what the situation is. I think 

I try to convince people. Or I can be convinced. I'm 
trying to think of situations. Sometimes I've had one 
or two people on my school committee who want to be all 
powerful and so then I slip into my politic mode and 
say, "All right, now how are we going to work this out?" 

These people are the board of directors, they have the 
authority, they have the power depending on who they 

are. I had one person I finally called in and said, 
"Look, we have to come to a decision. Either you're 

going to run this place or I'm going to run it. We 
can't do it together. You know where I'm coming from." 

I think that sort of takes people off guard if you're 
that honest with them. So people, if they're thinking, 

will think about it. Sometimes I'm not successful and 

there is a gap then and I just have to live with it and 

make sure I don't cross that line. I keep the majority 
working for me and sort of not let myself get 

• overwhelmed by that minority. Sometimes you can't beat 

it or you can't, you have to live with it...Do you want 
this job? I don't want to go it alone by any means. I 

won't have an ulcer, I don't think, ever, because I get 

it out of my system. I mean, I'll close this door and 

I'll jump up and down. Or they'll laugh at me. I'll 

get real angry and get it out of my system, but I don't 

hold a grudge. It's gone. I could yell at you and then 
it's over with. I've gotten it out of my system and we 

can go on. That has helped me in this job. I don't 
think people believe that. Particularly if you're the 

superintendent, they think you're going to get even...My 

motto is, "Be nice to the people on the way up because 
you're going to meet them on the way down." My other 

motto is, "There's a hole for every donut." I don't 
think Confucius said that. "If we don't have the money, 
we'll find it." And I guess that's a good piece because 

my thing with teachers, that's another thing you asked 
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me...one of the things I want people to do is take 

risks. I feel my job is to help them feel comfortable 
taking risks. One year I lifted the whole evaluation 
system in the school district because we were doing 

learning styles and I wanted people really to get into 
it and feel they weren't being evaluated, so I lifted 

the...people went crazy with that. They didn't know how 
to handle that. And I had people say, "What was my 

ulterior motive?" It sort of set the ground for people 
to try things. And when I hire people, I say, "One of 
the things I want you to do, forget about the money, I 
want you to be a risk taker. I want you to risk for 

kids. Do that and we'll find a way and if we can't do ‘ 

that. I'll come back and tell you." But again, you have 

a power position to be able to say that to people. 

The first session seemed to be winding down, so the 

researcher asked if the participant had any final thoughts 

about power. The researcher observed that the participant 

had been describing the use of power with and through others 

rather than over. 

You have to be really careful with that power over 
people bit because I think it can hurt you and harm you. 

Maybe it's the Golden Rule, "Do unto others as you would 

have them do unto you." Not everybody likes me up here 

and I know that. I've made enemies in the sense that 
I've had to make decisions with teachers, but for the 
most part I don't think I've ever hurt anyone. I've 
never, at least in my conscious mind, I've never 

deliberately set out to hurt anyone and if I've hurt 
them I've always made an attempt to apologize for that. 

And so when people are hurt, I'm always, that worries 

and upsets me that I would do that. I don't think 

that's weakness. Power is a real... you've got to be 

careful of it, and yet I like it. How do you explain 

that? I enjoy what I'm doing and it's a powerful 

position so I enjoy it. It's that worry piece of you 

don't want to ever get, and this is where I worry about 

myself, I don't ever want to get to the point in this 
job where you get cynical and it's getting real easy 
lately to get cynical. Everybody is so angry with you 
that you're constantly fighting to stand up, and so I 
never want to get to the position where I forget why I 
took this job. Maybe that's the clock that says, "Get 

out ahead of the parade" kind of thing. It can be 
real, lately it can be real interesting worrying that, 

"Oooh, why am I doing that?" type of thing. You have to 

guard against that. 
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The researcher asked the participant if she had noticed 

an increase in conflict. She was quick to reply: 

Terrible, Terrible. Conflict with teachers, conflict 
with people that you've had good relationships with for 
ten or eleven years and all of a sudden they think 

you're doing...they question why you're doing something. 
That stuff hurts, really hurts. I'm sure you must 

experience that too. You're well intentioned and you 

have people now beginning to read wrong intentions into 
that. It's taken the fun out of it type of thing. So 

you say to yourself, "Hmmmm, maybe it is time. Maybe it 
is time." 

The researcher asked her what she thought contributed to 

this increase in conflict. Here are the participant's 

thoughts: 

I think right now, at least I look around Towns and I 

look at the economy, I also look at the whole value 

system. I mean, I have had more kids in this school 

district that I believe are amoral, have no conscience 

whatsoever, parents are not seeing that, so that you are 

constantly...the school is the exception to the rule. 
You're standing there like a beacon and you're getting 
battered because your constituency isn't supporting you. 

So you say, "Why are we doing this? Why are we doing 
this?" And yet if you stop doing it, then it's over, 
it's over for the kids. The teachers are getting that 
way. I think we've been desensitized by violence. 
We've been desensitized by the television. Four letter 

words no longer offend us. It's a whole decay kind of 

thing and sometimes I say, "I want to find a little 

island and just be peaceful. I don't want to be in this 
turmoil any more." And I see people overextending 

themselves up here in $400,000 homes, they've lost the 

home. And now I have the older people saying that it's 

the school district, taxes. And I'm saying, "Wait a 
minute. They lost their home because they played the 

stock market, not because your school district is 

causing it." You're fighting the elderly, you're 
fighting the young. It's a crazy job, right? 

Participant 4: Contemporary Experience 

The interviewer started to establish the focus for the 

second interview when the participant interjected, "So how do 

we begin this.. ..what' s a day like?" The interviewer started 
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again, but the participant was ready and launched into a 

description of the day-to-day "stuff" that constitutes the 

life of a superintendent. 

I guess the...you'11 ask questions just to probe there. 

Each day is different. Most of the time I'll get here, 

let me back up. This particular year has changed a lot 

because I've had more early morning meetings. More 7:00 
a.m. meetings. Those originally were supposed to take 
the place of 7:00 p.m. meetings, but it hasn't happened. 
So I find I'm doing, since February, I was counting, 
I've been counting and wondering why I'm so tired, I 
counted from February up until the beginning or end of 
May and there were something like fifty-six night 

meetings that I was out. It's almost like being out 
four nights a week. And then we started having early 

morning meetings, so sometimes, depending upon the 

season of the year, my day could start at a 7:00 a.m. 

meeting, either here in my office or down at, we meet at 

the Name Inn sometimes to meet with two or three 

Selectmen or Finance Committee person or something. And 

then, if I don't have an early meeting, I'm generally in 

this office by say 8:00 o'clock. What I do at the 
beginning, is my secretary sort of jumps up and down and 
tells me to get my mail done from the day before and 

sign all the sort of things that I have to do. I 
generally meet with the business manager every day 
because he's right here. We'll talk just about budgets 

if there's a budget situation coming up. I find that 
the budget takes up from October until April, an 
enormous amount of time so you're constantly adjusting, 

readjusting, meeting with people about it so much so 

that the finance part of my position has superseded the 

curriculum piece and that upsets me terribly. That will 

take place. I try to keep my mornings free, if 

possible, so I can get out to the schools and just get 

in and out of classrooms. I did a lot more of that 
early on in this position because the finances were not 
as overwhelming. I think I mentioned that the last time 

you were here, the reason for taking this particular 
position was that I'd have a little bit more of personal 
contacts with teachers and kids. Sorry to say that 
that finance piece has sort of kept me out of schools, 
but I try to do that. I get out at least three times a 

week to the schools, in and out of classrooms. I know 

all the teachers, so it's a nice relationship. When I 
walk in they don't wonder why I'm there. Sometimes I'll 

sit with reading groups. I've tried to spend a little 

bit more time at the high school this year. It's 

interesting, my office is in the high school so I tend 
to think that because I'm here that I'm over there. I 
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generally go out to the schools as opposed to trying to 
do more observations of what's taking place in the high 
school. I've tried to do that a little bit more this 
year. What I also do to keep me into classrooms is I 
share the evaluation of teachers, second and third year 
teachers. I'll do one of the formal observations of a 
second year teacher, you know, the pre-conference, the 
observation and the post-conference. So that gets me 
into classrooms and helps me just to keep my fingers on 
what's going on. It's like Tom Peters' stuff about 
management by wandering about. I find out more things 
when I'm standing in corridors or in cafeterias talking 
to people. We generally have lunch in this office. The 
secretaries, the business manager and sometimes Name, 

our curriculum director. We eat around this table all 
the time. After lunch, it depends, there are meetings, 
I'm trying to think of some specific things if I look at 
my calendar. Parents--I've been meeting a lot of 
parents lately over, really issues around sexuality in 
our schools. This year we went through that condom 
distribution stuff. That took an enormous amount of 
time. Evening meetings are quite frequent. We are in 
the process of, besides budget hearings, we were also in 
the process here of regionalizing with Town. There was 

a meeting at least once a week in the evening with Town 
finance committees and their selectmen, the selectmen of 
Town, the selectmen of Town. And you couldn't meet 

together, so one night you meet with Town, one night you 

meet with Town. That took up an enormous amount of 
time. Plus the next day there would be followup of 
calling the State Department, to call the attorney to 
find out if the regional agreement was saying what it 
was supposed to say. So I kid about this job you have 
to be schizzo, but I can go from an interview with a 
kindergarten parent, who's concerned that her 
kindergarten child is not going to get into Penn. State 
thirteen years from now to meeting with finance 
committee members who are saying, "You're not going to 
get that budget through this year unless you do such and 
such to...the President of the Association coming over 
and saying, "Here's a potential problem." It varies 
from day to day and from season to season. The nice 
part of the job now is that the budget is over and so 
from mid-May until end of October you can really 
concentrate on the curriculum. I used to spend a lot of 
time with curriculum committees. Like last year, I was 
a member of the Elementary Math Curriculum Committee, 
just as the teachers were so that kept me involved. One 
year I chaired the committee on looking at report cards, 
elementary and middle school report cards, so somehow or 
other I always try to keep my fingers in it. One of my 
goals, and we set goals every year, that's another 
thing, that the school district and the principals and 
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the teachers and the administrators all set goals. One 

of my particular goals has for the past few years anyway 
been just the advancement of technology in our schools 
so I serve on the technology committee. We meet weekly 
on just...we have technology coordinators in each of the 
schools. So I do a lot of that stuff. I don't do 

enough of the curriculum that I used to do. I've sort 
of given a lot over to Name to do. That's too bad. But 

I'm around. They know I'm there kind of thing. 

The interviewer asked how it works when the participant 

serves on a committee as a member. She replied: 

I don't ever forget, I'm not naive any more thinking 

that it's just Name on that committee. I can’t shed the 

position. Although the teachers have come to know me 
through those committees, know me as a person and so 
that has helped. I think over the years, I've sort of, 
because I've done that stuff, that they know I'm more 
participation than I am of telling them, "This is what 

we're going to do," type of thing. So though they are 

aware of the position of superintendent sitting in on 

those meetings, they sort of forget about it when we get 

into the heated discussions. There's always a lot of 
kidding about when we come to decision making type of 

thing. It's worked. It's worked because I've never had 

the, not the opportunity, I've never interfered with the 
decisions because the decisions have always gone the way 
I think they should have gone, you know, working it out, 
so they have never had the experience of my interfering 
with them. I think that trust level has sort of built 
up over the years. Last year we had an experience with 
the reading program. We had reading committees at the 

elementary schools working...we have two elementary 

schools... and the committee worked all year and they 

came down to the final decision of what new reading 

materials they were going to purchase and I kept saying 
to them, "The books have been ten years old now, this is 

$15,000 of investment, you guys have to know what you're 

doing." Well they got to the point where the two 
elementary schools split on, even though there had been 

one committee all year...it was the oddest thing that 

the two schools split down the middle on what they 
wanted to purchase. I said, "You have to decide." It 

got to the point where the teachers told us, the 
administrators, they wanted us to decide. We said, "No, 
no, no, this is what empowerment is. We are going to 
lock you in a room. You figure it out." And they did. 
They spent two or three more weeks, really battling it 

out, and they made the decision on it. Those kinds of 

experiences have sort of put credibility into that 

decision making should be made at the level where it's 
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going to be implemented. I think that has worked... 

Although I said to you the other day, too, I do believe 
that part of my role is to be an educational leader and 
to have vision. And though I believe that in 

participation in making decisions, there are some times 
when you can't get the team to sort of all get together 

and I think that's the time you need to step in and say, 
"This is the way we're going." Technology is a perfect 

example of that. We do a lot of watching on the whole 

change process, so we know that if you want someone to 

change you have to provide the environment, you have to 
provide the time for them to think about it, the money. 

We've done a lot with little mini-sabbaticals for people 

to get them ready. When I look at this school district, 

I say to myself, "Everything is here that allows someone 
to change." But you get people who don't want to 
change. I always give them two or three years. And if 
I have people who are not going to change, then it sort 
of becomes...on Wednesday afternoons we're all free from 
1 o'clock until 3. If a teacher, for three years has 
been dragging his or her feet then we sort of step in 

and say, "Look, if you want to work here, you need to 

participate in this because it's for the children. The 

kids don't get a second chance at this." That's 
happened a few times but not as a matter of principle. 

I think that's part of a superintendent's role is to 

move people. Hopefully you want people to move on their 

own. Other times you really have to do a little bit of 
pushing on it. But not so hard...you sort of push with 

grace so it doesn't hurt people. 

The interviewer asked the participant whom she thought 

had the power in the district and in what proportion. She 

said, "I like to think that I've got it." Here's the rest of 

what she said: 

That's an interesting question. I like to think that 

I've got it. We have an administrative council and we 
meet on a weekly basis. We meet around issues that are 

curriculum based. We'll meet around just business 
issues, too. We sometimes have a reading on curriculum 

that we'll discuss. We'll try out case studies. If a 
principal is having trouble with, we'll say a particular 
teacher and not being able to focus that teacher, we'll 

bring it to this board and we'll brainstorm. We'll do a 

case study to help each other. I think the 
administrators all feel that they can touch base with 
one of their colleagues or call up and say, "What do you 

think about this?" We're all focused, I use the word 

focused because we're all focused as an administrative 

group and yet each of the buildings has individual 
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personalities. It's really fascinating. The other 

thing is, I've hired all of those administrators. With 
the exception, there is only one exception when the 

school committee said, "You're not going to get the 

votes on this," and we went with it. But that's worked 

out. The teachers, the teacher union is not overly 
strong, and I don't mean that in a negative way. 

They're not militaristic. We have very few grievances 

here and sometimes when they raise grievances, they're 
right, and so I'll uphold it. Other times we'll go to 

the wall on it into arbitration. But we don't have that 
many because we seem to be able to talk it out. The 
association president this year has much more of a 
common-sense approach to it as opposed to a positional 
approach, so that's been real helpful with negotiations. 

The teachers, I think, they've heard me say year after 

year that if they had good ideas, we're going to support 

those ideas. So no one is trying to interfere. We have 

curriculum committees and curriculum participation on 

all levels so that teachers have gotten in the habit of 
participating in curriculum so it's not a shelf 

curriculum. And we provide the time for them. For 

instance, if you have a math curriculum working and they 
say, "Namer we need five hours of concentrated work." 

What we'll do is we'll free those teachers up for the 
day. They go off to the Name Retreat House for the day, 

we'll bring in subs for them. So that we do that as 
part of the culture. School committee is very 
supportive. I don't think in the twelve years I'm here 
that they have ever interfered in a curriculum process 

because we keep them involved. We'll bring things... for 

instance next week's school committee meeting, the math 

curriculum for the middle school will be reviewed with 

the school committee. We'll adopt a textbook at that 

point. The music, fine arts department, the fine arts 

department, the music director wants to change the music 
program at the elementary school, so she's invited to 

come to the school committee to speak about it. We keep 
them involved. Sometimes, one or two members, because 

they have their own interests, will try to sort of get 

in the middle of it, but by and large they don't. 
Parents have never been a problem, but I'm beginning to 
worry a little bit about them now. We're getting a far 

right element and we saw that during the condom 
situation. A few of them just came in this week to take 

home the health grant that we just wrote. That worries 

me a little bit because it's coming from a far right. 

We have a seminary here in town and I'm beginning to see 

that coming in. There was an effort last year to censor 

some of the curriculum materials we were using. And I 

worry a little bit about it. I guess because I've had a 

couple of bad experiences in the past with parent 
participation where they were extreme groups of parents 
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wanting participation, not the broad spectrum, and so my 
experience makes me worry a little bit about that. And 

yet, I believe the parents are the primary educators. 
I'm trying to find the middle road on that without 
getting too hyper. But I see it creeping in. And it's 

a new element coming in. I worry about these councils 
that will be formed with this education reform bill. It 
will draw people on there who want to just sort of 

control. We always have problems with special needs 
parents because they feel so strongly about their child 
so they bring much more of a force for us than I think 
any of the other groups in town. And if they're 
unhappy, there's a little bit of stirring up of the 

waters there so you have to work real closely with them. 
Does that answer that question of the different groups? 

Did I leave anybody out? The finance committee, the 

selectmen...being a regional, though we're one school 

district, I still have to deal with Town selectmen and 

finance committee separately and Town separately. We 

always kid. Town is so homogeneous and yet they're so 

different, so trying to...usually the school committee 
is the mediator between the two towns. We bring them 

together for meetings, we sort of keep them talking with 
each other and that kind of stuff. It depends on who 
the selectmen are and what their feelings are about 
schools that you work with. It's worked out over the 
years. We haven't lost a budget, thank God, over the 
years in either town. Town is much easier to deal with 

because it's smaller. Town tends to be a little more 

testy at their town meetings and a few more characters 

pop up and yell about the superintendent's salary and 

all that stuff. 

The interviewer was prompted to ask again about 

conflict, about whether or not it is on the rise. 

Oh, God, yes. Oh, yes. And I attribute it, and it 

sounds like a cliche', but I attribute it to the 
economy. We're pretty affluent, but more people are 
overextending themselves and are losing their jobs. I 

find that the schools are the focus of a lot of anger. 

People are angry that teachers have jobs. They're angry 

at administrators' salaries. They're angry at their 

children and they can't control that anger so they 
direct it toward us. A lot more conflict with kids and 

their mothers and fathers that spill over into the 

school. A lot more conflict with senior citizens in 
town where you actually believe there is a generational 

gap, where senior citizens are refusing to support 

because they're worried about their own status. Kids 
are so used to having so much in this community that 

when they don't have it, there's anger there. 
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Unreasonableness on all parts. Oh yeah...Yeah. A lot 
more stuff, a lot more stuff that was taken care of at 
the building level has come into my office because 
either the parents are going around the process or 
they're so angry that they didn't get what they wanted 
they just escalate to the next step. And I find myself 
trying to contain more here and not letting it get to 
the school committee. So it's a lot more conflict, a 
lot more anger, a lot of anger out there. I kid around 
about that Hill Street Blues, "Take care of yourself out 
there." There's hostility. I've gotten many more real 
nasty phone calls. I worry when I see one or two 
parents coming in here. I really worry because I know 
they have guns in their house. When I see them coming 
there's a real, I mean I've never, that sounds silly, 
but it's a reality. So yeah. A lot more of that stuff 
going on...People will not accept no for an answer. 
They're expressing it more. And they're expressing it 
in rude, hostile ways...And the other piece of that is, 
I find that with kids, too. The language that they use, 
their attitude toward one another. All of that has 
escalated into potential trouble for us, I think. I 
think teachers have become desensitized. They're so 
used to taking this back talk that they no longer hear 
it. And so trying to get them to deal with it is, 
becomes more difficult as a school district. 

The researcher asked the participant what causes 

disequilibrium for the district. She answered: 

Issues. And generally issues around values. A perfect 
example was the condom stuff. I thought our school 
committee and the Committee on AIDS and Sexuality was a 
wonderful committee that was very reflective on what 
they were doing. But it threw everyone off because 
people didn't trust that committee. So you had letters 
coming...I still save the letters... letters coming in 
here and every day there was something that interfered 
with the process. So I think issues is something that 
throws us off. I think a lot of stuff in society, I 
mean, the whole thing on AIDS, the whole thing on human 
sexuality, on homosexuality, on lesbianism, all of that 
stuff that are value laden, interferes with the smooth 
running of a school district. People's personal lives. 
Our teachers are getting older and so there's much more 
of taking care of your parents impacting on us. There 
have been a number of people this year that I've had to 
suggest that maybe they need to take time off to get 
themselves together and that the school district will 
support that. That throws faculty off, sadness, death, 
our faculty will, upset, that kind of stuff. Newspapers 
do it to us. They get a story and they twist it and 
then we're spending time trying to unravel. That 
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equilibrium thing is real precarious. You can't always 
keep it steady. You have to have an inner core that 
sort of, it's like the compass needle, it brings you 
back to straight north. But you have to work at it. 

The interviewer asked a follow-up question to previous 

remarks regarding decision-making made by the participant. 

The interviewer asked how she made sure that the 

administrative team members carried the same message. She 

explained: 

Because we say that to each other. We will say that, 
"Does everybody understand?" We're also a small group 
of people, there are only eight of us, eight or nine of 
us and we see each other nearly every day and they know 
the message. We agree on certain things that this is 
what the district's focus is, this is where the 
district's going, so we all agree on that. And yet it's 
the difference though of trying to allow people to have 
their own personality and their own...each school is 
different. You can walk in and feel it. But we know 
there are certain givens, that the curriculum in both 
elementary schools are the same, cannot deviate, and yet 
there's room for being creative. There's no jealousy 
between the two schools. Everybody has to provide the 
same basic education. We only have two elementaries 
that funnel into one middle that funnels into one high 
school. We're not a big system that you're all over the 
place. It's easy to manage. Well, again, the district 
has goals and we write up our...our goals are produced 
every year and they are written up at the end and 
presented to the school committee for their reaction. 
My opening address in September sort of sets the tone 
for the year so that it's, everybody knows where we're 
going. Department chairs for the high school, I don't 
want to say a hierarchy, but they're, but everybody 
...I've never had a problem with people sort of 
skirting off, way off into the wild blue yonder. And 
yet there's a lot of creative things going on that can 
take place in the school district, a lot of 
experimentation going on. Does that sort of answer 

that? 7 

The interviewer asked what the participant does when 

someone does "skirt off." She replied: 

Try to respect it. As long as it doesn't hurt the kids. 
It's O.K. It's all right. There are a lot of...we 
argue a lot about different ways of doing things. 
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people march to different drummers, if you would, and 
that's O.K. I don't have any problem with that as long 
as children aren't being hurt and it isn't a different 
value system from what the school district believes in, 
then people do their own thing for the most part. I 
worry...now that's a good point that you raise. I worry 
a little bit about, we've had our Wednesday release days 
every year. Every week. Next year we're going to, the 
teachers are working three extra days, so they'll be 
working a one hundred eighty-six day year and teachers 
are more involved in what those three extra days are 
going to be. My concern, I've said to the 
administrators, my concern is that we don't fragment 
ourselves. I don't want to find out two years from now 
that the high school has taken off on a different and 
the rest of us don't know about it, so we need to find a 
mechanism for people to be involved but everybody needs 
to know what the district is involved in. So that we're 
not, two or three years from now finding out, "Ooh! I 
didn't know that." And that's the, there's a little bit 
of danger in that. 

The interviewer asked the participant how she responds 

to those who say, "Why don't you just tell them?" 

Oh yeah. Tell me what to do? We have that once in a 
while. We laugh at that one. Tell me what to do. When 
we tell you what to do, you don't want to do it. You 
have that. People, you have the old school, if you 
would, who say, "Just tell me what you want and we'll do 
it." So that's sometimes harder because you want people 
to take a risk, you want them to make their own 
decisions and they don't want to make them. It's much 
easier for them to have the principal tell them, "Well, 
you've got to do this, this and this." You spend a lot 
of time breaking that stuff and people are resentful of 
it, older people are resentful of that. Some of our old 
time staff don't want that. On the other hand, again, 
it's that balancing act. We have a lot of young people 
coming in and I worry that those young people don't have 
enough experience to do the flexibility stuff, so it's a 
balance of young people coming into the school district, 
understanding what the culture is, understanding what 
we're all about as a school district, and giving them 
time to get some stability in their teaching experience 
and then allowing them to sort of blossom out. There's 
that balance. Some people are mavericks by nature and 
that's O.K. We've got a few high school people 
that...Every once in a while you let people go out so 
far and then we have to have meetings and roll people 
back in and say, "No, no, no." Because I find teachers 
by and large are not politically sensitive. I say to 
the guys who teach social studies, or women, that 
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"You're not in tune with the politics of something." 
And every year now, for the past three years when I do 
my little thing, I talk with the teachers about how we 
have become a school of choice which means that we have 
set ourselves in the marketplace, guys. Which means 
that you've got to please the customer. We've been 
pleasing them all along, but now they're going to have 
more to say about it and you need to get used to that. 
Parents coming in and saying, "I would like to observe 
boom, boom, boom, boom, boom." And coming out and 
giving feedback. We're not used to that. We've sort 
of broken the barriers down over the past few years by 
doing a lot of peer observations and peer coaching. 
Talk about mandating, I require that there be three peer 
observations a year on every level. Some people have 
the... elementary people have no problem with that. High 
school people give me the hardest time with that stuff. 
And after a while I say, "I think you should get out of 
the social studies department and get into the math 
department and observe. You all have good things to 
share and offer." You get more of a rub that way. 
People... teachers can be politically inept. That's a 
theme I've been stressing the last two or three years. 
"You need to realize that you are in the market 
place."...When I read the weekly newspaper, we have a 
town newspaper, and the kids have a section in it, and I 
read some of the stories. I'm jumping up and down. I 
said to Name the other day, "Name, we're going to get 
hit from this far right that we're doing too much on 
human sexuality." And these kids are writing articles 
about being drunk at the prom and, therefore, not using 
the condom. They write this. So I say, "I think we're 
going to hear about this one." And the teacher lets 
that get through type of thing. And then you know, 
there's a little bit of political naivete' in that...We 
have a, our, we always had a very good tuition program 
here and people pay $3,000 a year to come to our high 
school. Then when choice came in, we did away with our 
tuition program. We declared ourselves choice, not to 
integrate minorities. That was never the...but to 
continue our tuition program. One of the youngsters 
that has come into the school is a young man from City 
and he is the president of the high school which I think 
is absolutely wonderful. But he has a real, maybe it's 
a city kind of idea, he knows the political stuff. We 
were doing all of this thing on AIDS, he came into my 
office, he was so funny, he came in and he said, "Now, 
Name. don't worry. I know what's going to happen out 

there. We don't really care whether the school 
committee votes for condom distribution or not. It's 
just that when you say no to us that we get upset. So 
don't worry about it. I understand it. And I promise 
when I get up tonight, I will not upset anybody." But I 
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mean, he did it in a way, but he was smart enough to 
know that those parents, those conservative parents 
would be so angry with him. He said, "I'm a kid from 
City. I understand I'm in Town." The kids sometimes 
have a little bit more than some of the adults or the 
teachers would have, particularly the teachers. We 
ought to write a course on Political Awareness and 
Politics...When people belong to expensive country clubs 
and...I find we're talking more about that though as a 
group. We're talking more about that, particularly in 
the negotiations process. "It's politically imprudent . 
for us to be doing this. There's got to be another way 
that we can do it without coming across out in that 
public."... 

The interviewer asked how the participant keeps her 

"antennae" up so that she would know when one of the "sheep" 

was veering off. She talked about "feeling" it. 

I don't know. That's really hard to explain. How do I 
do that? You sort of know. It doesn't help you by 
saying that. You sort of feel it. There are nine 
people. Some people say, "Nine members on your school 
committee." I'd rather have nine because I always feel 
that at least I'm always going to get five votes. Very 
rarely do the votes ever go...I always have one on my 
committee. She's a senior citizen and was a cafeteria 
lady here and ran against me, that kind of stuff. So I 
always, she's good, but I always know I can't count on 
that, but I always try to keep her involved. You seem 
to know. I know my committee members, yet we don't 
socialize a lot together, but it's a small community, so 
you meet them at church or you meet them in the 
supermarket and you spend time talking. And I've always 
been fortunate to have good chairpeople that have really 
worked together to keep people together. This year my 
chair has a job that keeps him sixteen, seventeen hours 
a day and so I've had to do a lot of it and I've missed 
that chair that does a lot of the calling and coming in 
and just working kind of thing. You just seem to know. 
And I've always had the ability to sit down with people 
and say, I think I mentioned it the other day, I had one 
school committee member years ago, really trying to run 
the place and we had to sit down, but I used humor. 
"Only one of us can run the place, now who is it going 
to be?" It's making people feel, not antagonizing them, 
on that thing, just knowing where they're at. New 
people in particular, you know that, they come in and 
they're fired up with what they want to do and what they 
want to change and so you have to be patient for that 
year until they finally find they're not going to change 



217 

a lot of things. They really need to work together. So 
you spend more time with them. You go out to lunch with 
someone and you try to get some things that they are 
interested in so they feel that you're not...a lot of 
good humor. A lot of humor. I have a fellow on my 
committee, that when he first came on, I thought, "This 
is going to be the end of me." He came on nine years 
ago. We are the best of friends. He has been the 
chairperson. He is so left brain and I am so right 
brain. And we do a lot of kidding. Three years he's 
been saying to me, "Name. I want your goal to be a 
twelve month budgeting." And I keep saying to him, 
"Name. I could care less about twelve month budgeting. 
I don't really care." Well, for three years I have been 
dragging my feet. So he finally says to me, "I have one 
more year. That goal is going to be on there next 
year." So we do a lot of that kidding around kind of 
stuff which sort of keeps the atmosphere friendly, so 
that people are not antagonistic towards you. My 
antenna, I know when someone is angry with me and what I 
try to do is deal with that right away, find out why. 
If I'm wrong. I'll apologize. Sometimes when I'm not 
wrong, I'll apologize. You sort of know how it is. 
With, same thing with teachers. If I'm getting a cold 
shoulder from someone. I'll want to know why because my 
sense is that, "I try to treat you with dignity and I 
expect that same kind of respect in return." And if 
not, I want to know why. You sort of know. It's common 
sense. It's riding the Subway for twenty years. 

The researcher asked the participant if her role as 

superintendent was expanding to take on greater community 

visibility and responsibility. Unlike participants number 

two and three, she did not see this and talked about her role 

vis-a-vis that of the school committee. 

Am I taking more of a role, more of a leadership role in 
the community? I don't think so. And again, I think 
that's a very good question. I started to do a lot 
more, but that stuff turned into politics, and so the 
school committee said to me, "Name. we will take care of 
that. We don't want you involved in political. We want 
you taking care of the education so that when the fights 
go on, we should be in the, sort of as a buffer to you." 
So I guess in that sense, no, I haven't. No more than I 
have in the past. I speak at different occasions and 
I'm around and such, and I do a lot with finance and 
selectmen committees. In fact, I've never missed a 
meeting, the school committee never goes to a meeting 
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that I'm not there. No matter what it is, whether it's 
a subcommittee meeting, and that's always been a mutual 
understanding so that I never feel that the school 
committee is out there doing something that I don't know 
what they're doing. So in a sense here with this 
regionalization stuff that's been going on with Town. 

I've had a lot to say educationally about why it would 
be good. Behind the scenes I have a lot to say about 
the financial piece of it, but not publicly, because the 
scool committee feels, they feel I should distance 
myself from that and sort of stay above it. That's an 
interesting piece. Do a lot behind the scenes, though. 

The participant made some additional comments regarding 

her participation in school committee meetings, explaining 

that she says relatively little, though she does seem to 

communicate through body language. She also mentioned some 

antagonism resulting in a rather large salary increase. The 

interviewer asked if she thought that being female had 

anything to do with the negative response. Here is what she 

said: 

Oh God, yes, absolutely. I had one guy come in here one 
day, a townie, that sounds terrible, came in here and 
told me I didn't need to be making the salary that I was 
making. First of all I was a woman and I was single and 
I didn't have to make that kind of money...If they're 
saying it, they're saying it behind my back. He was the 
only guy that came in and said it to me, but he's not 
too bright. I'm sure it's out there, particularly 
because I'm single and I'm a woman, but people have not 
said it to my face. You might hear it from the older 
people of another generation, "Why does she need all 
that money?" That stuff. It's there. 

The interviewer commented that negotiating the 

superintendent's salary is influenced by the compensation of 

school committee members. The participant agreed. 

You've got it. You have it. You're absolutely right. 
In fact, just this morning, I said to my business 
manager this morning, because I have to make 
recommendations on the administrators' salaries and I 
said to Name. I said, "Now you have to be careful on 
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this personnel board. So and So does not have a job. 
Guaranteed he is going to object to giving the 
administrators any raises." Yes, you are right. And if 
you’re making better money, the chair has a very good 
job and so he...it absolutely impacted me...it's almost 
misery loves company. If I'm out of work, I resent you 
having a job and I resent you making a salary. There's 
more of that stuff out there... Their own value system. 
Oh yeah. And blatantly so. It's interesting to watch. 
And we talk a lot about it, as administrators we figure 
out what So and So is making if he's working for Company 
or Company or if he just lost his job that's going to 
impact...and it does. It's awkward trying to deal with 
that. Real awkward. People who are on the personnel 
committee, the salaries, if they're retired, they have a 
whole different...see and that's where politically I do 
get involved. I try very hard, and I don't mean this in 
a self-serving way, but I try real hard when I'm looking 
at setting up committees for the school committee to 
balance that out. We'll have our first organizational 
meeting next week with the new committee, after the 
elections. I worry about the negotiating committee and 
I worry about the personnel committee and so I try to be 
real subtle about, or not so subtle about who's going to 
serve on that, particularly the personnel committee 
because if I get a retired person on there, someone 
who's out of work, and the lady who doesn't like us, 
that could be a real problem for us. We try to do that 
balancing act. I guess that's political, too, how you 
do that...It all depends on how they were brought up, 
too. If they never experienced affluence, or they 
haven't experienced the better things in life, it comes 
right..."You don't need that kind of money, you don't 
have to do that," that hits right back. "When I was in 
school, growing up, my family didn't have this: so 
therefore, you shouldn't have this." It's blatant, too. 
People say that. I worry a little bit about that. I 
worry that my influence isn't as strong as I want it to 
be in those kinds of things. When I hit that block of 
people, the tension and the stress of not being able to 
sort of work that through so other people would benefit, 
your administrators or your teachers, that's the hard 

part of it. 

The interviewer asked the participant if some of her 

feelings stem from the expectations of administrators and 

teachers. She replied: 

Right. I also feel, I guess it's an old managerial 
thing that people have to feel that you have influence 
over those above you and when you lose that influence 
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you sort of, it's not a good position to be in. In 
fact, you probably become ineffective. People always 
have to see that you can influence those above you. 
Thank God I've been able to do that. So you have to 
watch the signs when you get in a position that you are 
not able to influence your school committee. Then those 
people who have the expectations of you begin to suffer. 
Maybe that's the time you move on. You watch for signs 
of that, I do anyway, I always watch for signs of that 
stuff. 

The interviewer asked the participant if some of the 

strengths that allowed her to become a superintendent ever 

became obstacles to continued success. She answered at some 

length: 

Yeah. I guess the...maybe it goes back to what you 
think your strengths... it's always interesting what you 
think of yourself and what other people think of you. 
People always say to me, "You're a good listener, your 
interpersonal skills are there." But my interpersonal 
skills...it goes back to, "If I treat you kindly, I want 
to be treated kindly in return." And when I'm not 
treated kindly in return, I have to be careful of my 
reaction to that because what I have found myself doing 
sometimes is withdrawing. And I don't know whether 
that's mean or, you know what I mean, so your strength 
can also be your weakness. And yet...even with our 
administrators, we kid a lot about...I have the ability, 
at least I think I do, if something goes wrong to sit 
down and say, "Look, I don't like this." Name is a 

perfect example. Name always kids about the time I had 
him against this wall. I know I had his tie because I 
was so angry with him. He repeated something that I had 
told him not to repeat. And he was against this wall 
and I had this finger going at him. And afterwards we 
laughed. And that was a couple of years ago. Every 
once in a while, Name will always kid, and in fact, he 
gets up and stands against the wall. He'll say to the 
rest of them, "Hey, you've got to be careful of this 
one." That has a...with teachers I can't do that. And 
sometimes I find teachers barely... sometimes they can 
turn on you. And I always say that to new 
administrators coming in. "Look, I learned a lot being 
an elementary principal. I gave my heart and soul. 
When one day I made a mistake and they grieved it, that 
almost devastated me. And I learned that there is that 
line. And as friendly as people are with you, don't 
ever mistake, make the mistake that when those chips are 
down, they're always going to be there because they're 
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not.” That sounds cynical, yet it's learned from 
experience that there's always that barrier there. I've 
also learned that sometimes with teachers, and other 
people, too, "Don't mistake kindness for weakness. 
Don't ever mistake that about me. That when the chips 
are down. I'll make the hard decision." But I think my 
strength sometimes gets in the way and becomes my 
weakness. If that's what we mean in Beyond Ambit inn, 

that's got me there, people like me. In fact I've 
always said to people, "It's not what people know about 
you, it's what people feel about you." But people don't 
understand that. I say, "Well, they ought to feel good 
about you." I can use Name...Name can run rings around 
me intellectually. Really. She can write papers, she 
can do things that I'd have to struggle with. And yet 
she tried for years to get a superintendency until 
finally I said to her, "Name, you know what it is, 

you're too smart. They need to feel that they like you, 
and they're not going to like you if you have all the 
answers for everything." And I think maybe that's why 
they hired me. They felt they liked me. Not that 
people dislike me. I have skills. You know what I 
mean? People feel good about you and because they feel 
good about you, they're going to trust you until you 
misplace their trust. They don't have to feel that 
you're an academic scholar. They're going to go by that 
feeling level about you. That sort of has helped, the 
ability to make people feel good, that you're going to 
listen to them and you're going to try to help. That's 
a strength, but that could also be a weakness...And 
that's why with people on your evaluation, you have to 
give them a little room to say you're not perfect. Oh, 
yes. Sometimes I do things and I know I shouldn't be 
doing them. I do it and they tell me not to do it, and 
I say, "All right." And there are a couple times I've 
done that and the school committee has said to me, 
"Name. we don't want you to do that." I apologize. 
That makes them feel a little better that I sort of 
stepped out of line. Yeah. It's a strange phenomenon, 
isn't it?...The other thing I worry about, as far as 
being, maybe not just being a woman, maybe it's just the 
position that you're in, I worry sometimes, and I think 
it has to do with your own self esteem, I think my self 
esteem is pretty strong, but I worry. I look at other 
people around me and I hire people who are better than I 
am because I figure all of us together are going to do a 
good job. But sometimes I worry and I say to myself, 
"They're going to find out I'm not as good as they think 
I am." And that becomes, I think the older you get, 
that's a little bit more of a worry because I say to 
myself, "One of these days I'm going to make a real bad 
mistake. And people are going to find out you're not as 
good as you think you are." So it is that constant 
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pressure of always being on stage and not missing your 
lines. It's also the self pride that you have and you 
don't want to look like a fool. I go around sometimes, 
when I have to make those speeches in September, I get 
real nervous about that. And I always kid, I always 
tell them, "I always sit my dog on a chair and do the 
speech, and if he falls asleep, we're all in trouble." 
And I say that to them. And they say, "Did the dog fall 
asleep this morning?" But it's coming to make that 
speech because I'm so nervous, I say to myself, "Now 
Name, remember you are the superintendent of schools. 
Picture yourself being successful making it." That 
helps me. Sometimes I take that position and say, 
"There are expectations of you and you're going to meet 
them. You're going to meet those expectations. Even 
though you don't feel like you're doing it, you're going 
to meet them." It sort of revolves around the ability 
to maintain a position to feel that you have influence, 
to keep that self esteem inside. 

The interviewer recalled the participant's earlier 

remarks about relationships, about limited social 

interactions. The interviewer asked her what kinds of 

relationships she has through work or in her life beyond 

work. 

I have good friends from other areas of my life, people 
that go back twenty or thirty years. I have friends 
that I've met in the profession like Name or Name or 

Name, women superintendents that I met when I came up 
here. I'm friendly, the administrators ... we're friends, 
but we're not, what's the word I want, I guess we're not 
intimate. If I look out in my office, Name, not my 
secretary but Name who is sort of a...I would probably 

label her a friend. I socialize with her. The former 
chairman of my school committee. Name. I consider her a 
friend because when certain things have happened in my 
life, they've been there. That kind of a friendship, if 
you would. I don't have lots of friends. In fact, I 
just said it the other day, I don't know where we were, 
if I looked at this community, I've been here twelve 
years, there are very few friends that I have here. I 
don't know whether it's because I'm a single woman and 
my position has sort of kept people, people have shied 
away. I attend dinners and all that stuff and people 
are very friendly and it's always a nice feeling. One 
or two of my teachers will invite me to their, I mean, 
one teacher in particular that I hired out of the 
business world, I consider her a friend. I'll have 
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dinner with her, things like that. But if I think back 
on it, it's probably I don't have many friends here. 
Sometimes it's lonely. I reach out beyond, if I need 
help, I reach out beyond the community rather than the 
one or two people that I'm friendly with here. It's 
interesting... The administrators all talk to each other 
at different levels. I probably, when I'm having an 
intellectual problem with stuff I go to Name, he's my 
curriculum director. Or if I need help on money 
matters, I go to Name because Name, can in his little 
head, will tell me, "That bank, you should do this." 
It's advice, but if something happened inside of me that 
was a real problem I don't think I would to to any of my 
administrators. I'd go to Name or I might say something 
to Name or probably I would talk to Name. or friends 

that I've had for years that are my best friends. But 
it is lonely, very lonely...I also look at Town as a 

very affluent, socially elite kind of thing and I don't 
fit into that category. Knowing what my Dad was, a blue 
collar worker. I don't fit into the social strata and 
I've never fit into it. Yet, I'm not uncomfortable, I 
can mix with the Name Club and I can do all that stuff, 

but I know...the social piece of that doesn't bother me. 
And I mean that sincerely, it doesn't bother me. But 
it's every once in a while when you're not caught up in 
the whirlwind of your work that you stop and say, "Geez, 
where is everybody?" It's interesting... So it's, so 
that piece of it is hard. I also think my, the fact 
that I spent so many years in the convent, that 
socially, not that I'm inept, but socially sort of, when 
you think about from eighteen to thirty-eight, you 
didn't socialize as such, so you sort of, you're not 
familiar with that. I'm more comfortable reading a 
book. It's an interesting piece...Well, I found up 
until this year, I would find that on weekends I would 
almost like collapse kind of thing. So Saturdays I like 
putting around, you do your shopping, you read a book 
and you sort of...Sunday, sometimes Name would invite me 
over for a cookout or one of my school committee members 
would call up and say, "Let's go to a movie." So my 
weekends I never felt lonely. This year I sold my house 
because I'm going to build a house down the Area and I 
couldn't bring my dog with me. Bad, real bad. So this 
year is bad for me. This year is real bad...My dog is 
down the Area with my sister. She let's me have 
visiting rights on weekends. That's been hard for me, 
really. But again, I do that planning stuff, just like 
I planned to be a superintendent, I plan when I'm going 
to retire, when I had to sell my house in order to 
afford a house down the Area. What I didn't count on 
was not being able to get that apartment that I could 
have the dog at the last minute and having to make that 
choice and being real upset about that. We mentioned 
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Name. Name was the one who said to me years ago, "Name. 
you need to have some responsibility. You tend to be 
real selfish, you don't have to worry about anybody, 
you're not married, you can do whatever you please, you 
need a dog." I went out and got myself a dog and got 
real responsible. Now the poor dog is down the Area and 

I'm up here missing him...Plants... you've got to water 
those darn things. Mine grows even without watering. 
It can be lonely. And I found the loneliness more this 
year than ever before. I think I'm heading toward the 
twilight. 

The researcher asked the participant to look back over 

the twelve years of her superintendency and to see what, if 

any, changes had occurred. She answered: 

When I first came I think I mentioned, I was much more 
involved in the day-to-day curriculum stuff than I am 
now. I didn't have a curriculum director, Name left 

after that first year and so I spent a lot of my time 
doing curriculum and I miss that terribly. What has 
happened over the years is that I've let more and more 
of that curriculum stuff go to Name, since I always felt 

the guy was sort of, when I hired him, I was still 
trying to hold onto the curriculum piece and really 
confusing him about what his role was. And so I've let 
a lot of that stuff go and I miss it terribly because I 
don't like doing this other stuff. I hired a very 
competent business manager, who was the athletic 
director, who wanted a change and I talked him into 
taking it, and he's been wonderful. I don't have to 
worry about that. So I say to myself, "What the heck am 
I doing?" So yes, it's changed much more into a 
political piece and money raising, which I hate, having 
to constantly ask people for money, I find real hard to 
do. 

The interviewer observed that the participant seemed to 

have dedicated her superintendency to building a community. 

She said: 

I hope so. I hope when I leave here that you leave it, 
it just wasn't me being here, that it's...I hope that 
part of the culture is the idea of people looking at 
what... reflect on what they do, that people will.still 
move ahead and take risks, that the environment is still 
a healthy one, no matter who comes in and puts his or 
her stamp on the place. We all do that, but that the 
core of what we're all about stays. That kind of 
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stuff...I hope that that goes on and yet at the same 

time, my big goal right now has been the technology 

piece, being sure that everybody understands that the 

role of technology in the lives of people today and that 

we're going to do that stuff. I get impatient with 

that. Name is directly opposite. We kid around and I 

always say to Name, "Name, if you were superintendent, 

we wouldn't get anywhere. Here's $50,000. Go out and 

spend it. I don't want the plan first. We have the 
fifty, spend it, we'll build the plan after that." Name 

would spend two years doing the plan, then we'd have no 
money at the end. So we kid about that. But he's the 
balance, he's the balance with me. He'll come in and 

he'll say, "Name. I think we ought to think about this." 

And that's good. And sometimes I'll say, "You're right, 

I'll think about it", other times I'll say, "No, we're 
not thinking, we're doing." You're familiar with 

Bernice McCarthy's stuff. We always kid about my being 
a four, "ready, fire, aim." And Name is a three, who 

balances everything, sits there stroking the beard and 

says, "I don't think we should do that." And I say, 
"Yeah, but you won't get the money. Name, we have 

$50,000. Spend it." And he'll come back and say, 

"You're right." And I always say to him, "You guys 

ought to thank God you have me as a superintendent. You 

get somebody in here who doesn't want to spend any 
money, you're all dead in the water." And they laugh. 

So we're able to do that stuff, and yet to me it's real 
important that that happen. I want to leave knowing 

that that's intact. 

The interviewer observed that the participant said she 

"always kind of keeps an eye out." She asked the participant 

how she monitored the day-to-day while looking to the future 

but avoiding fads. Here is her answer: 

Well, maybe the example on learning styles. I have 
always, ever since I've been in education, have been 

interested in that piece about what are schools all 
about. It's how people learn and how we teach and how 
that matches. That's not a fad to me, it's a reflection 

on our practice. So, I guess, when new things come 
along, I think about them a lot, I read. The technology 

piece, I've been watching that for years and knowing 

that's what the world is going to be all about, and how 
do we introduce that and do it? I don't know, I've been 

able to avoid that in some way. We haven't jumped from 
one thing to another. I haven't let that happen. Talk 

about being a superintendent and mandating, "We are not 

doing that stuff. This is how we're going to do it." I 
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don't know how you do that. Maybe it's just experience, 
maybe it's just being in the business long enough to 
know what good teaching is all about and how people 

learn and sort of thinking about it and balancing it 

out. Same thing with technology. When I look at all 

that stuff on CD ROMs and lasers, I know that not 

everybody is going to have to do that, and so I said to 

Name. "You know what we ought to think about, we ought 

to think about..." it's what I kidded about the other 
day, there's a hole for every donut. When I have an 
opportunity, I look at that and I say, "Hmmm. A 
librarian is resigning. We don't have to replace that 
with another librarian. Why don't we think about 

something else." On all the technology bit, teachers 

are not always going to be inclined to do that stuff. 

They don't know how to turn a CD on and you can't expect 

them to, so why don't we think about looking at how we 

restructure positions? Wouldn't it be great if each 

department at the high school had somebody they could 
turn to and say, "Hey, I'm going to do a lesson on 

whales. Can you put the laser disc and the CD ROMs with 
the computer together for me?" Think that way. We're 

going to do it this year. We've got one guy who is 
absolutely, I mean, one teacher, that was just so 
negative and bitter, I mean, I said to Name. "Name, he 

really shouldn't be in the classroom, if we think about 
it. But he's here too long. Do you think he'd be 
interested in technology? He can't hurt anybody if he's 
doing technology." We thought about it. We gave that 
guy a mini-sabbatical. We sent him away to learn about 

CD ROMs and laser discs. He knows more than probably 

anybody in this state. So we've created next year, he's 
going to teach a course to kids on teaching them how to 

use all this. The second half, those kids will be 

divvied out to departments to put together lessons and 

units for people. So it's coming, it's coming, that 
restructuring type of thing. So maybe it's just looking 
at things and saying, "We can really do this differently 

if we think about it." I said to the math people, but I 

didn't win this one, I said to the math people at the 
middle school, "You guys have $14,000. You're going to 

go buy textbooks? Why don't you think about 
technology?" Well, I didn't win that one. So I have to 

be careful. I went to a meeting and I said to Name, 

"Name, if they come to this school committee meeting 

with the same old junk, the school committee is going to 

be upset and I'm going to be upset." "Well, maybe you'd 

better come and meet with them." So I come, and I'm 

sitting there, right, just the body language alone and 
after they went through this whole thing about, I said, 

"Well, I'm not going to tell you what to do." And I 
didn't. I wanted to, "I dropped that seed and if you 
feel you're not ready, O.K., I can understand, but 
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14,000 of textbooks? Guys, please.Again, it's 

that, what I could have done is say, "No, you're not 
going to get it." But then you sort of ruin the 

underpinnings of it, so that one I lost, that one I 

lost. I didn't lose the IBM Lab. That I planted a seed 
and sort of twisted one person's arm and said, "If the 
whole department will come and see me and promise, then 

we'll put that money out there and I'll go out and get 
the money for them." And they did. So you win some and 

lose some. I just don't want to get to the point where 
I'm losing more than I'm winning. I worry. 

The second interview was drawing to a close and the 

researcher asked the participant for any final thoughts. She 

talked about the value of the interview process for her: 

This has been good for me. This has been fun, in fact. You 

don't get an opportunity to sit and recall some of the things 

that you do. This has been good. Thank you." 

Participant 4:_Meaning to the Participant 

Prior to asking the participant to engage in the 

meaning-making activity of the third and final session, the 

interviewer asked for some background information on the 

district which had not come out in the prior interviews. The 

participant described her district as follows: 

% � School District is a regional school. Town is the 

larger of the two towns, has about 7,000 population. 
Town has about 4,000. They're very homogeneous. We're 

regionalized K-12. I'm spoiled in a sense, I've never 

been in a regular district, so a regional is like a 
municipality. You vote on all your own stuff and you 

have a lot of control over, particularly your budgets. 

There are about 1,800 students in the school district 
and we're growing. Two elementaries, we used to have 

three, but in the early 80s we had to close one to 
consolidate and now the population is on the rise, there 

are two elementaries, they are both K-5s. We have a 
middle school of 6-8, we went to a middle school about 
1985, it used to be an old junior high. High school is 
9-12. We take in Town 8th graders into our high school 

on a tuition basis. We used to have a very strong 
tuition that we geared to private schools. We started 
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in about 1986 and our pitch, for the lack of a better 

word, was "Consider School District as an alternative to 

private schools." We had a very good, we had about 60 
or 70 private school possibilities coming to School 

District and it was a good revenue source for us. When 

the state went choice, the school committee really 
seriously agonized over it for a year and then decided 
they had to do it if we were going to survive because 
between choice and Town students nearly $1M of revenue 

went to our districts. Choice has not brought in a 

great diversity into the high school because we attract 
upper middle class parents who can drive their kids 

here. I worry a little bit about that, I think the 

homogeneity of the place can be too much. But anyway, 

hopefully with taking first come first served now we'll 

draw a few more minorities into the school district. We 
also have a seminary in town, the Name Seminary is here 

and they have married housing up there, so we take in 
about 50 of their youngsters into the district. There's 
a lot of controversy over that because the seminary 
doesn't pay taxes, yet we have 50 children that are on 
the Town rolls that increases their pro ration to our 

schools because of that. But there's a lot of friction 

with the town of Town and the seminary. We have about 

145 teachers in the district, K-12. The majority of 

those teachers probably have a master's degree or 

bachelor's +30. Strong emphasis in the school district 
on staff development. That's one of the things that's 

part of our vision, if you would, or core value that we 
want teachers to be the very best at what they are in 
their profession, so we spend a lot of time on staff 
development. We have release time every Wednesday 
during the school year. We also use some of our funding 

for mini-sabbaticals where teachers draw up their own 

proposals and can take a week or a couple of days off to 

really work on new ideas or curriculum. The 

administration, although we get accused of being top 
heavy, I don't believe we are. We have a superintendent 

and a curriculum director, business manager and a 
special needs director. And then we have a principal at 

the elementary, middle, two elementaries...the middle 

school has a principal and an assistant principal that I 

was able to get through about two years ago because that 

middle school is growing. It has close to 400 students 
in it now. And the high school has a principal and an 
assistant principal. We don't have directors, the high 

school has department chairs. Our salary ranges, I 
think, are rather good. The teachers on the top of the 

scale, after about 13 steps are probably about in the 
top ten of the state. Everyone else is probably at the 

middle. The school committee of nine members voted by 

at large from the two towns and it has worked out very 
well. You never hear, on our school committee, people 
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who come from Town, or people who come from Town. It's 

always been the region. I think that has served us well 
because the two towns are very homogeneous. Town is the 

smaller, but richer, of the two. Town is more diverse, 

and every once in a while you'll find there's turf 

issues with the two towns. One year they couldn't buy a 
snow blower because they couldn't agree. Do you believe 
this? The school district had to act as a mediator to 

buy the snow blower for the two towns. We had to house 

it for them for awhile. You get that Town is better run 

than Town and it pops up at very odd places. But the 

school committee represents the kids, it's not a town 

type of thing. They are elected every three years, a 

three-year rotating basis. I think the culture, if I 

look at the culture of this school district...I 
mentioned staff development being a primary value of 

ours...but there's also the sense here that risk taking 

is important, that people are here for the kids and it's 
not just a job type of thing. So if you walk around the 
schools after three o'clock, you see lots of people 
here. You can't put your finger on it, and it pops up 

every once in awhile. It's like a community, people who 

really care about each other and I think that's because 
we're small and we sort of know one another. And I can 

give you a whole series of just incidents of people 
coming together around issues and supporting one 

another. The community is supportive by and large. I'm 
finding that there's a growing, and we only have 23% of 

the population in schools, so I'm finding that the older 
people in town are beginning to withdraw from us because 

they're on fixed income. They see us every year not 
suffering because we go out and raise money other ways 
and so we haven't cut programs, we haven't cut teachers. 

I shouldn't say that. We've cut some, but for instance, 

I had to cut reading at the middle school this year, but 

we'll absorb it somewhere else. Always manage to do 
that sort of thing so that we don't look like we're 
hurting and yet we're struggling. It's a fight every 

day to get the money in here. The older people sort of 

resent that. I'm also finding, and I think it's society 

maybe that once people graduate, their loyalties sort of 

dwindle and you can't always count on them being at town 
meetings. So we do a lot of politicking to get our town 

meetings, to get our parents out. Even though, when you 
drive through this place it looks affluent, there are 

pockets of people who are not so well off. People who 
have over-extended themselves and are hurting as a 
result of it. Money doesn't come easy, you're always 

pushing for it and trying to present your case to 
people. But by and large, I think both communities, 

most parents have a college education, they support 

education and they want the best for their kids. That 
sometimes brings a lot of pressure on the schools, too. 
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because by and large I think our kids have too many 

material things, so they're never satisfied and it's a 

constant job of keeping them, or keeping the parents 
satisfied, if you would. They don't appreciate the 

finer things that you do in schools like writing extra 

letters, it's sort of expected of us. But it's a good 
place to work, it's a happy place to be, it's safe, it's 
orderly, good things happen. A number of our teachers 
have been recognized nationally, have written...Namp at 

our high school is a national consultant on critical 
thinking skills. People win all sorts of awards, they 

write books. It's a healthy, academic place to be, and 
yet it's a fun place. We have good sports teams and a 
variety of extracurricular activities. I think I 

mentioned the other day, when I look at School District. 

I worry that things are going too well. Is there 

something wrong, kind of feeling. But I think we work 
at it. Does that sort of fill in? 

The interviewer then turned to the reflective piece and 

asked the participant to look back over the first two 

interviews, the one about her life history and the other 

about her superintendency. She then asked the participant 

how she sees power in her life and in her work. 

I guess it goes back to that definition of power. And 

maybe it even goes back to saying to myself, "Why did I 

want to become a superintendent?" in the first place. 
And I'll give you the answer to that, and I've never 
changed in my answer to that. I guess the reason why I 

wanted to be a superintendent was because number one, I 
saw the position, if you would, having power, power to 

sort of get rid of those obstacles so that good teachers 
could continue and become better. The position allows 

you to bring about change and so, and then my style 

being collaborative, it sort of all came together. So 
power to me was, the position had power to it because I 

could remove obstacles for people and I enjoy doing 

that. And I think probably also my background of 
service, I think I mentioned in the very beginning, if 

there had been a Peace Corps in the 1950s, I would have 

done that. Where that comes from, I don't know. Maybe 
it comes from your family, your education. So I see 
power as, maybe power as more empowering other people to 

do good things. I don't know whether that makes sense 

or not. I haven't changed that at all. I see the role 
as an enabling role. And yet there have been times when 
I've had to make real hard decisions, that if you're not 

behind the scenes, it would come across very cold and 
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calculating out to the public. Yet if they could be a 

fly on the wall and watch and see why you do things, 

they wouldn't...they would probably change an attitude. 
Maybe that's my feeling about it. I like what I do. I 

enjoy what I do, I should say that. I've always said 
that my work is an extension of myself, I don't see my 
job here and life here, it's always been an extension. 
That can be very dangerous because it sort of limits 
sometimes your outside activities and therefore that 
makes it lonely. I think we spoke about that, too. 
Does that sort of answer that? 

To prompt the participant to respond further, the 

interviewer reminded her of something she had said at the end 

of the previous interview about what is required of the 

superintendency, about the physical, spiritual, intellectual 

aspects of it. She said: 

You remembered it. Yeah, you do. I think physically, I 
wonder how people who are married and have children, 

particularly in a woman's position, how they do it. 

You're right, physically, you're going all day long. I 

mean, it's everything from being on a telephone in the 

morning talking to a principal trying to work things 

out, to being in classrooms with kids, to 

psychologically sitting down with a distraught parent 

who is going to sue the school district over something 
that's real crazy, to being patient with school 
committee members who are not coming along the way you 
want them to. And then the hours, you figure you're 
here from sometimes 7 a.m. in the morning until 10 or 11 

o'clock at night. As I said to you the other day, in 
seasons, you are more physically stretched different 

times of the year, particularly budget times and budgets 
are lasting longer. They begin in October and don't end 

until May and if you're not lucky, they'll go on until 

June. So I think the physical part, yeah, and I don't 

take care of myself physically. I don't think many of 

us do. I don't eat properly, I don't exercise. In a 
sense you can see why superintendents have heart attacks 

or ulcers or drop dead from whatever. I think that we 
haven't learned that because I look at it as Catholic 

guilt. Guys go out and play golf in the business world 
in the middle of the day, I wouldn't even dream of doing 

that. I get upset when I have to go down to the 
supermarket for something in the middle of the day 
because I'm afraid I'm going to meet somebody who thinks 

I'm on a long lunch hour. I don't know whether men 

think that way. Maybe that's another piece of it. I 
always worry about the, people think you're goofing off, 
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but they don't know you're here until 11 o'clock at 

night, it's a double shift. The time of the physical 
stamina you need for the job is there. Somehow or other 

I think all of us, all superintendents need to figure 
out a way not to have that guilt and to take time for 

themselves. Even Kennedy took off in the afternoon and 
slept a little while to get his brain cells going. 
Intellectually, I think there are probably a lot of 
other people who are, I think I said to you the other 

day, brighter and smarter intellectually. I don't think 
you have to be a super brain, I don't know if that's the 
right way to say it, but you have to have good 

intelligence, but you have to have more common sense. I 

think you need to be able to write, to speak and feel 

confident about doing that, but you don't have to be an 

orator. If you are, that's great. I think of Gardner’s 

Intelligences. Maybe the intelligence comes and the 
interpersonal stuff that you do with people because 
that's what it's all about. If I need to write a speech 
I can do it, if I need to write a grant I can ask 

someone else to do it or delegate. I think you play on 
your strengths in the job. But I think this job is so 

people centered, it's kid centered, teacher centered, 

adult centered, if you don't have that kind of physical 

and psychological stamina to deal with people, the job 

is not for you. If you are a recluse, it's not for you. 

Even though I mentioned to you I don't like, I have an 
awkward time dealing socially, I do it, I'm with people 
all the time. Maybe that's why on the weekends I want 

to close my door and put the pillow over my head or read 
a book. So intellectually I think you need to keep 
yourself abreast of what's taking place in the field. 
I'm always encouraging teachers to improve themselves, 
and so I do it. I teach my own teacher course, I take 

workshops with teachers so that I'm always on the same 

wave length they are. I try to read...it's really hard 

sometimes to do all the reading that you want to do, but 

I try to manage it. During the summertime I'll do a lot 

more than I do during the year. I think you need to 

keep...just like doctors and lawyers have to know what 

the latest, as professionals we need to do that. And I 
try doing that. We use our Administrative Council to 

discuss a lot of things like the Scans Report that came 
out last year. We made that a requirement for all of us 

to read and then we discussed it during the year. And I 

think our culture is such that anyone who finds a good 
article will pass it on and we'll talk about it so that 
keeps you intellectually stimulated. Teaching did it 

for me this year. It kept me really in touch with 
teachers. I taught a curriculum course for the second 

year over at Name State. That kept me in real touch 

with the real world of teachers. I felt it was good for 

me to keep...I guess I realize too that teachers really 
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don't have that curriculum stuff that we assume they 

have and so it was good for me to be able to do that and 

yet understanding that there's a world outside of School 

District where you do have forty kids in a class. It 

sort of gave me a center of reality. Spiritually? I 

don't know how to explain this. I think you have to try 

to be a good person. There needs to be an inner core 
that somehow why you are in this business, it's a 
service business and so I think the spirituality comes 
in looking at individuals and knowing that there is good 
in everyone and you have to sort of work at that and not 
give up on people. Sometimes I get impatient, a lot 
lately. I think fundamentally I think you have to have 
a real inner belief in the goodness of people. And if 

you have a job like we do and you have that belief, then 
also a lot of hope goes with that. You know that you 

always look for the good things. I kidded you when I 

said, "My theme has been, there's a hole for every 

donut." We go after that. People laugh at that. It's 

not a big intellectual thing, it's, "Be nice to the 
people on the way up because you're going to meet them 
on the way down." Those sound political and yet in a 
sense it's treating people the way you want to be 

treated I think. It's having that sense of goodness in 
people and believing in them even though it gets hard at 
times. 

The interviewer asked the participant what elements she 

would include in a training program for superintendents. She 

had quite a few suggestions: 

That's a hard one, isn't it, because none of us have had 

superintendent training. I guess maybe I'd look at 

profiles. If I were setting up, let's say, a school for 

• superintendents, maybe I would set up a profile of 
people first and sort of have a prerequisites of what 
people needed before they could take on a job like this. 
I think some of my prerequisites would be, why people 

came into the profession, it goes back to that inner 

sense of it's a service profession. I'd look at a 

person's background, I guess academic background, not 

college so much, I mean, if I looked at my college 

record, I wouldn't be where I am. I always get 
petrified that people are going to look and say, "Oh, my 

God, I got a D in Economics." Only that the guy spilled 

coffee over it and couldn't read it, picture if he had 

read it. It's not so much the grades, but it's the kind 
of life experience. I think superintendents should have 
had classroom experience and not just physical education 

and that sounds stereotypical. But I think people need 

to have been in classrooms and as many classrooms as 
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possible. Although I know the public school system 

doesn't give you a shot at elementary, middle and high 

school because of certification. But I think the more 
experience you can have with youngsters at different 
levels, I think that helps to understand. I think a 

superintendent needs some kind of a building experience, 
so you understand what it's like to run a school. And i 
would also think that maybe some central office. Now 
that sounds very traditional. I think also working, 
being out in the business world sort of helps, too, 

because sometimes you get real tight and you think that 

the school systems are the only organization, so having 

some kind of another work experience, if you could bring 
all those things together, I think helps as a 

prerequisite for a job like this. If people don't have 

intercommunication, personal communication skills, I 
think you can learn some of it, I think probably it's 
the key to making this job successful. Getting along 
with people, knowing how to deal with them, knowing how 

to listen, knowing...well let me put it this way. The 
best experience I had was up at UMass when I took all 
those courses in Organizational Development with Ken 
Blanchard. 

The interviewer confided that she, too, had taken those 

courses, to which the participant replied: 

Did you? Those things were wonderful. I learned 
more... learning about organizations and learning how to 
function in them and learning how people make decisions 

and the different roles that people...I think all of 
that stuff is important. You can learn budgets. I mean 

I didn't know one thing about a budget until I came 

here. I learned it. That's not hard. I think knowing 

about curriculum is important, too. But if you don't 

have those interpersonal skills, getting the curriculum 

done is not going to happen. So maybe the key is, maybe 
a School on Personal Communications, maybe would be the 

whole thing because I think all the other stuff you 

learn, or you can learn...The technical is easy, I 

think. You can always delegate that. If I can't do a 
budget, I sit with the business manager and say, "Now 
why is that number there?" I think you have to have an 

understanding of that because in the end you're 
responsible, but it's that other stuff. "Why are people 

acting that way and how did I deal with it?" That's 

important. Now do you get that on the job or do you 

train for that? I think both. 

The researcher reminded the participant that she had 

spoken earlier of writing, speaking, data analysis, knowledge 

of oneself apart from others and more. She asked the 
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participant whether or not they had importance in a training 

program. 

Yeah, they are because somehow or other I think even 
though there is so much participative management and 
things bubbling up from the bottom, I think in any 
organization, someone has to be responsible. We can do 
all the total quality management and that's all good, 
but somebody has to be the leader, at least a recognized 
leader to keep some kind of order in an organization 
with numbers of people and such. And I think being able 
to articulate a vision that you know what it is, and 
that the vision is sort of accepted and represents what 
the school system is about is an important piece. I 
think you need to be able, I think that's a skill you 
need to be able to do. That piece can be a little 
difficult at times because I think sometimes being able 
to articulate a vision and your own self concept somehow 
are related. I don't know how to explain that. I think 
you have to believe in something so that you can 
articulate it, and if you don't have those inner 
beliefs, it's sort of like a hollow shell type of thing 
and those beliefs come from experience. They come from 
a whole variety of sources. But I think a leader has to 
be able to set a vision for people and set goals. 
That's part of it. 

The interviewer asked the participant if she had other 

transforming experiences similar to the UMass courses. She 

answered: 

Yeah. I guess if I looked at things like Louise 
Thompson and The Skillful Teacher...I always say to our 
teachers, "If you could take one class in your entire 
life, that would be it, not only because of the 
substance of it, the practicality of it, the language 
that it gives you for what you are doing in your 
classroom." Every chance I get I take Louise kind of 
thing because of the tremendous impact that she's had on 
me. I looked at all that research early on in my career 
on learning styles before I ever ran into Format or 
Bernice McCarthy. I knew that the practical common 
sense of it is when you're teaching you need to know how 
kids learn and how you're matching your teaching to that 
learning. And so when that research on brain 
development came out, that had a big impact on me and 
this school system has taken that road, if you would. I 
think that all the information on classrooms not being 
isolated and people getting in there and helping each 
other had an impact on me and that became part of the 
vision for the school district. In that light...the 
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political piece of it, because I taught history, I love 
politics, and being a superintendent you sort of have to 
be a politician as well as an educator. So teaching 
history and looking at Churchill or Kennedy, reading 
history has had an impact. It all sort of comes 
together as a piece of a jigsaw, you sort of put it 
together. 

The interviewer prompted the participant with an 

observation, "Where you take your organization is who you 

are." She responded: 

And that's true. That's real true. In the beginning we 
talked a little bit about, what do you do with people 
when they don't come along? You end up mandating, I 
hate that word mandating, but you have to do it type of 
thing if the organization is going to move. And that's 
why you have to be real sure of what you're doing when 
you say, "O.K., everybody on the train." That's I think 
a key piece to knowing what the vision is, getting 
people to agree to the vision because it really is what 
they want to do, they just haven't articulated it and so 
that everybody sort of moves in the same direction for 
the kids' sake and yet not lock step, not lock step at 
all. I used to always say to people, "It's not...I 
think a district"... for instance in curriculum 
development, I think the district needs to articulate 
very often what it is you're going to teach so the kids 
are all exposed but how you do it is a whole different 
story. The individuality of people need to be 
respected. You try to foster that as part of your 
vision. Oh, God, you pray a lot. I say a lot, "Oh, 
God, I hope this is the right thing." You talk to 
people. I talk to people a lot about it. I’ve got a 
case right now that, I think I mentioned to you about 
that, a teacher that, do I give tenure to? I'm really 
mulling that thing over. Mulling it to the point where 
I'll talk to the association president and say, "All 
right, what do you think?" You're not influencing my 
decision, but I need to hear from somebody out on the 
street, if this is going to cause problems. I think you 
learn to do that, you know, you sort of tap into people 
that, you know, that can sort of give you other 
information, and then in the end you're going to have to 
do it. It's not very scientific, but any time I haven't 
gone by my gut, I've been sorry for it and so that has 
to play a part of it, too. Your instincts tell you, 
"That's the right thing to do." I've had two major, 
major issues in this school district that were...if I 
told you the stories, they were absolutely just weird 
stories involving personnel. I knew as soon as I faced 
each of those problems what I was going to do. I didn't 
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waiver for a minute on it. I did it and then told the 
school committee, "I did it," type of thing because if I 
had asked nine of them first, they would have been 
mulling their hands and crying. I have never regretted 
those two decisions that were made. So it sort of, I 
don't know what you base that on, I think it's, maybe 
it's experience, although I never had faced those 
experiences before. It's a decisiveness about yourself 
that you gain maybe through experience that you do it. 
You also, that's why I wonder in a big school system, 
how anyone can keep their fingers on the pulses, the 
pulse of what's going on. If you don't know what's 
going on, you're isolated. And even in a small 
district, I find things out that, "Ooh, where did that 
come from?" Although I always kid here, and then we all 
laugh, I say, "In this town, in these towns, if you had 
a bad thought at 2:00 a.m. in the morning, the whole 
town would know about it." The network is absolutely 
amazing. I cannot believe it. I'm sure you probably 
have the same experience. Is it New England? The 
antennas are out. We all laugh and say, "We better tell 
each other what's going on because you're going to find 
out." It's keeping in touch so you do the right thing, 
or at least try to do the right thing. When you don't 
do the right thing, then you just have to regroup and 
hope that you haven't hurt anybody and move 
ahead...Sometimes it's like walking through a mine 
field, that type of thing. If you don't know where 
those mines are...it's really difficult to sort of to 
explain it, isn't it? To try to explain it to someone 
who's not in the role, it's really hard to explain. You 
have to put yourself in the position because it is...I 
kid about having to be really schizzy to be in this job. 
Maybe flexible is the more correct word. You have to be 
almost abnormally flexible...You know, you go from one 
thing to the other and sometimes my desk is so piled, my 
secretary will come in and say, "Clean this up." And 
I'll say, "Name. I know where everything is." And 
that's true. It's sort of like you've learned to slot 
things and you do it somehow, somehow you do it. But I 
think at some point it has to take it out on you. I 
think that physical stuff that enters into it at some 
point has to, you sort of hit a wall. My school 
committee, I'm really fortunate with my school 
committee, a few years ago they were real concerned that 
I was getting tired and that's when they said to me, 
"You've got to go away. You have to do something." and 
that's when they gave me time to go to work with Bernice 
McCarthy in Hawaii. Not too many school committees do 
that. And my fear was, "Oh God, if I go away, they'll 
find somebody better." That insecurity, my door will be 

locked when I come home.- 
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The interviewer commented that superintendents seem to 

combine confidence with worry. The participant put it this 

way: 

I use that expression of being confident and yet in my 
inner soul and in the silence of the night, I look 
around and say, "I hope they don't find out, I'm not as 
good as they think I am." I'm sure a lot of people 
think about that, it's that combination of being self 
confident and yet there's always that insecurity there. 

The third interview with the last participant came to a 

close. All four of the superintendents who took part in the 

study commented on the value of the experience for them. 

They said that the process gave them time to stop, think and 

reflect on their practice. Perhaps because the last 

participant was contemplating retirement, the process was 

especially significant to her. She exhibited some emotion 

when the sessions were concluded. 

The characteristics of the districts vary significantly 

as do the superintendents, themselves; yet their stories 

share common themes. In the next chapter, the themes are 

identified and organized using Banfield's revised questions, 

an Affinity Diagram, the significant authors and the comments 

of the practicing superintendent who read and marked the 

transcripts independent of the researcher. It is important 

to note that the stories are not forced to fit the questions, 

diagram or authors, somehow proving an existing theory. On 

the contrary, the stories enable the researcher to elicit 

theory from the field, identifying and organizing through the 

use of the questions, diagram and authors. 



CHAPTER V 

DATA ANALYSIS 

Educators know their work better than anyone 
else and need not shuffle, but effective 
discharge of their duties requires them to 
work in partnership with parents and patrons. 
In no other way can they secure the community 
of interest that public education demands. 

- David Tyack & Elizabeth Hansot 

Introduction 

In the previous chapter, the stories of four practicing 

superintendents were shared through lengthy excerpts of the 

superintendents' own words. In this chapter the researcher 

establishes thematic connections among the experiences of the 

participants, making use of Banfield's revised questions, an 

Affinity Diagram, the significant authors (Herzberg, Kelley, 

Covey, Kreisberg), as appropriate, and the comments of the 

field superintendent who read and marked the transcripts 

independent of the researcher. 

Banfield's Questions, Revised 

Edward C. Banfield's book, Political Influence, 

describes his study of the way influence works in a large 

American city. Though he used the word "influence" instead 

of "power," his meaning was the same. He defined influence 

as the "ability to get others to act, think, or feel as one 

intends." He considered all organizations, formal or 

informal, to be a system of influence. In order to organize 

his data, to develop what he referred to as his "conceptual 

scheme," he devised four questions: 1) Who has influence and 

239 



240 

who is subject to it? 2) How does influence work? 3) What 

are the terms upon which influence is expended? 4) How is 

action concerted by influence? Banfield's thinking assumed a 

more traditional view of influence or power, that of control. 

This researcher wanted to take advantage of Banfield's 

conceptual scheme without making the same assumption about 

power, so she rephrased the questions as follows: 1) Who has 

power and in relationship to whom? 2) How does power work? 

3) What are the terms by which power is exercised? 4) How is 

action concerted by power? 

As explained earlier, the purpose of this study "is not 

to get answers to questions, nor to test hypotheses, and not 

to 'evaluate' as the term is normally used." (Seidman) The 

purpose is to elicit theory from the superintendents' 

practice as reflected in their own stories. There needs to 

be a means for organizing the information, however, and 

Banfield's questions, rephrased, provide a lens for looking 

at the stories in order to understand power in school 

districts. 

1) Who has power and in relationship to whom? Power is 

relational in nature because it takes place between and among 

people. It also has a distributive quality since nobody ever 

has all of the power at any given time. Even a prisoner at 

the mercy of captors can maintain some percentage of power by 

resisting total domination. Power is situational. For 

example, the superintendent has considerable power in the 

formulation of district-wide policy, but has little power in 

the classroom. On the other hand, a teacher has substantial 
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power when he/she closes the classroom door, yet has little, 

if any, power in the policy arena. The participating 

superintendents' stories will provide the specifics regarding 

power in school districts. 

The first participant talked about power as a larger 

whole with different groups having their smaller pieces of 

power relative to certain events or actions. He said: 

...And the school committee has some influence as a 
group... Teachers can influence what's occurring within 
their classroom, regardless of what the system is 
saying, and collectively if they want to exercise that. 
Administrators can influence what's happening. And 
parents can influence what's happening. The 
superintendent, as an administrator, can influence 
what's happening. But nobody has total control. And 
nobody can influence anywhere close to 100%. It just 
isn't going to happen. So it's a question of bringing 
the pieces together and deciding where the pieces merge. 
And on those areas, you should be able to move ahead. 

It is interesting to note that he did not mention 

students as a group with a portion of the power. He did, 

however, identify another power base, religious 

fundamentalists, and talked about the potential threat they 

pose. He remarked: 

...If this crazy group is more powerful than I think and 
they run people for the school committee election in 
November and they get elected, so now they have a 
majority on the school committee, they could tell me to 
do it [abandon the sex education program]. And I would 
have to do it and then I'd decide I wasn't going to be 
here anymore. 

He acknowledged that public relations had potential for 

gaining power in relation to the near eighty percent of the 

residents with no children in the schools. Though he 

recognized the possibilities, he had not yet ventured into 

this area. He also mentioned "government folks", pointing to 
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the power of local and state government. 

The second participant talked about power in 

relationship to himself, describing a shift in power from the 

principals to himself over a two year period. He observed: 

When I came here, the most powerful group in the system 
were the principals. They ran their own fiefdoms. And 
they did whatever they wanted. And they had not been 
selected for their competence. They had basically been 
selected because they knew somebody...With site based 
management as it is now, school centered decision-making 
now a part of the contract, there's been a tremendous 
shift. And we are now, the jury's still out about 
whether it's going to work or not, but the biggest 
impediment to implementing site based management has 
been the role of the principal not wanting to give up 
their power. We could be light years ahead if we worked 
more with the principals. And hopefully we will be able 
to do that, but they, we've shifted the outline, the 
structure, but we haven't shifted the mindset. They 
still believe they are in charge and they try to co-opt 
the system all the time. So, now, who has the power? I 
have a great deal of power, both politically and 
operationally. I am trying to, in order to develop this 
notion that power has to be given up, I had to be 
powerful to be able to do it... 

He then pointed out a dichotomy in his interactions with 

district teachers and called himself a "flexible dictator." 

He explained: 

I think there are people who view me as flexible and 
there are people who view me as a dictator. It's 
interesting, there is a dichotomy here that I have to 
live with. When I came here I said, "There are some 
things that are non-negotiable and I will not negotiate. 
And one is that we are going to change the empowerment 
piece." And they would say, "How could you be for 
empowerment and tell us we must do this? There seems to 
me, it doesn't seem to go. There's a contradiction 
here." And I said, "There is. I don't have time to 
explain it. And this is the way it's going to 
be."...One group of teachers still criticizes me for 
that openly. They say, "Are you open to change?" And I 
say, "Yes, I'm open to change." "Will you listen to 
us?" And I say, "Will you listen to me?" It's a two- 

way street. 
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He went on to talk about others who have power, the 

mayor, the school committee, parents, and the media. In 

relation to the school committee, he spoke of the danger of 

getting too far ahead of them. With respect to parents, he 

called them "the Trojan horse of school reform," and spoke of 

his role in unleashing their power. He recounted: 

The teachers have been supportive and had a lot of 
power. I think the dynamics are shifting. Parents had 
no power. I think the parental power in this community 
is growing in leaps and bounds. I believe, I say to the 
community, "The community gets the schools that it 
demands and, therefore, the schools it deserves." Let 
me tell you, they're beginning to demand. And I tell 
them, "Make demands of me." There was a meeting last 
week. The newspaper wrote a bunch of nasty articles on 
violence and our schools. Well, the parents got 
together with me for something else, and they asked me 
to call the editor. I arranged a meeting with the 
editor. That's another power base. I could say to the 
editor, "I want you to come to a meeting." He came and 
110 parents chewed his behind off. And then there was 
an article written Sunday that really vindicated us in 
some ways. But it showed, and I said to the parents, 
"You have begun a process here where you're taking the 
schools and making them yours. You have to make 
government yours. You have to hold the newspaper's feet 
to the fire. You will not tolerate them doing anything 
they want and you will hold government to the fire, and 
you will hold me and the principals and the teachers." 

He also described a process of positioning himself in 

the political arena both locally and statewide. More 

specifically, he said: 

...I spent a lot of time in the broader community and at 
the state level getting myself entrenched as a player in 
the process. And people will say I'm one of the more 
powerful superintendents, if not the most powerful, more 
powerful than even the superintendent of City&f And I 

did that intentionally. I positioned myself where I 
work with legislators, where I made sure I was in the 
right place where I began to give recommendations...And 
I did it first in the community and then I did it at the 
state level...All the leaders of school reform call me 
to talk to me about my opinions... Everybody treats us 
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with respect and asks our opinion and involves us. And 
I think that's part of the role of the superintendent, 
to make his district an important one politically. 

While the first participant recognized the need to 

communicate with the public, particularly non-parents, the 

second participant was the only one of the four 

superintendents who actually sought to use the media, radio, 

T.V and print, to enhance his power. He also saw the media 

as having significant power. 

Like the first participant, he did not mention students 

having a share of the power. His remarks about students as 

"exporters of peace" might have been a precursor to 

understanding them as a power base, however. 

The third participant, the most democratic of the four, 

described power in his district as follows: 

So, where is the power? The power is with people, sort 
of looking at their own area and saying, as a 
professional, this will make it better and then that 
fitting into a team effort, that I then advocate for 
with resources and attention and all that. So the real 
power is right at the classroom level. If they want to 
change something, the best way to change it is this time 
of the year is to present it. Now it is a negotiations 
process. I don't simply accept all of these. We 
negotiate out. 

What is most interesting about this participant's view 

is that it signifies a shift from his being the one who must 

influence teachers to the teachers needing to influence him 

for attention and resources. He is the only one of the four 

participants with this particular perspective at such a 

conscious level and, as a result, it has become embedded in 

the rules of the district. 



245 

He went on to say that the most power he ever mustered 

came as a response to his treating people with respect. He 

also pointed to the power of his connections to many people 

in the community. He described a "trade route" of sorts 

whereby his contributions to the community often returned 

favors to the district. The researcher was prompted to think 

of the superintendent as Marco Polo, exchanging the 

equivalent of teas and spices for silks among the segments of 

the community and the schools. 

He commented on the power of the school committee, 

exhibiting some concern about the next election. He said: 

I don't get involved with who gets elected to school 

committee. I sort of take what comes. So far it's 

worked. They've sent me honest people that don't have 

issues. This batch, given the economy, you get 

conservative people...The pool of who's available to be 

a school committee member has shrunk...So, I don't know 
what I'm going to get on this school board and that can 

have a big influence. 

He talked about parents, emphasizing that getting 

"parents working with you" saves "a whole lot of defensive 

work and explanation." He remarked on the "new breed" of 

parents who "not only want to know everything that's going 

on, they want to be taught right along with their kids now." 

He went on to talk about those parents who have such a poor 

relationship with their children that they can only 

demonstrate caring by defending the kid when he/she is wrong 

and "bashing the school." 

The third participant emphasized the need to form an 

alliance with the best teachers, with those who "want success 

for every kid and can do it, and know how to do it... He 
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also described a "new breed" of teacher that causes him some 

concern. He explained that they lack respect for the 

knowledge and experience of veteran teachers, feeling they 

have nothing to learn from their colleagues. He also pointed 

to their tendency to speak ill of their fellow teachers to 

parents, saying something like, "If you think what I do is 

good, be sure your kid doesn't get that teacher because he'll 

undo it all." He was the only participant who specifically 

mentioned the kids as part of the equation. While he did not 

talk about them in terms of a real power base, he did talk 

about including students, getting them involved. 

In response to a question about who has power in her 

district, the fourth participant responded: 

That's an interesting question. I like to think I've 
got it. We have an administrative council and we meet 
on a weekly basis. We meet around issues that are 
curriculum based. We'll meet around just business 
issues, too...The teachers, the teacher union is not 
overly strong, and I don't mean that in a negative way. 
They're not militaristic...We have Curriculum Committees 
and curriculum participation on all levels, so that 
teachers have gotten in the habit of participating in 
curriculum so it's not a shelf curriculum...We keep them 
[the school committee] involved. Sometimes, one or two 
members, because they have their own interests, will try 
to sort of get in the middle of it, but by and large 
they don't. Parents have never been a problem, but I'm 
beginning to worry a little bit about them now. We're 
getting a far right element and we saw that during the 
condom situation... I guess because I've had a couple of 
bad experiences in the past with parent participation 
where there were extreme groups of parents wanting 
participation, not the broad spectrum, and so my 
experience makes me worry a little bit about that...Did 
I leave anybody out? The Finance Committee, the 
Selectmen... 

While not pointing to students in general as having 

power, the fourth participant talked about one student who 
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was politically savvy. She described his role during the 

discussion of the condom issue. 

In summary, the participants all agreed that school 

committees, administrators, teachers, parents and they, 

themselves, have power. They all mentioned local and/or 

state government, but none of them put as much emphasis on 

these groups as the second participant. He also pointed to 

the media as a major source of power, while two of the other 

three participants focused on the media as an imposition. 

Though not specifically naming non-parents and senior 

citizens as powerful, the participants acknowledged a need to 

communicate with them, thus indicating their underlying 

power. Two participants voiced concern about the religious 

right's increasing presence and accompanying power. Despite 

the fact that the second participant described students as 

"exporters of peace," the third participant spoke of 

involving them, and the fourth participant recounted a story 

about one powerful student, none of the superintendents 

seemed to view students as a real power base. This is 

interesting inasmuch as it seems to dismiss the reality of 

the power dynamics in the classroom. Anyone who has been a 

teacher understands that students have power to influence 

their teachers and classmates in the daily give and take of 

classroom life. 

While it is possible to pinpoint the groups or 

individuals who have power in a general sense, it is not 

possible to say who has power in relationship to whom without 

saying in relationship to what. The distribution of the 
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power depends on the what. The example used earlier, policy 

development and classroom instruction, demonstrates the point 

about the what. In the case of policy, the superintendent 

and school committee would hold power while in the case of 

instruction, the teachers would. 

Some simple deductions follow from the participants' 

stories: 

• Nobody has all the power. 

• Power is distributed depending on the situation. 

• One needs power in order to share it. 

• Changes in the players can shift the power equation 
(i.e., school committee election, rise of special 
interest group, etc.). 

• Teachers and the teachers' union are not 
synonymous. 

2) How does power work? Because this study is about 

superintendents, this section will describe the means by 

which the participants, themselves, exercise power. As 

previously mentioned, power is relational, so superintendents 

are subject to influence as well as being purveyors of 

influence. The primary focus will be the superintendents' 

exercise of power, though the influence of others may be 

visible. 

Let us say that a superintendent decides that a certain 

course of action is called for in order to maintain or 

advance the needs of the district. How would he or she 

ensure that the action was carried out? Here is how the four 

participants would do it. 
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The first participant described a variety of techniques 

he used for ensuring action. The authority of his office, a 

focus on beliefs and modeling them, the clarification of 

expectations, a planning process linked to those beliefs and 

expectations, the logic of discussion, the hiring of like- 

minded people, the balance between directing and allowing 

freedom from direction, and the award or punishment inherent 

in the evaluation process were all employed. While all 

participants spoke about principle or belief-centered 

leadership, he focused on it in greater depth. He remarked 

on the power inherent in hard data and admitted the need to 

overcome his own discomfort in order to realize the potential 

of this area. Here are his exact words on some of these 

issues: 

...I suppose it is authority or responsibility in the 
role. And it is certainly the need to make decisions 
and point the direction and move ahead and sometimes to 
tell people what they don't want to hear and expect it 
to be done anyways. So that's authority and 
responsibility. I don't want to call it power. 

...What is it you expect people to accomplish. The 
clarity...I don't think it can be done in the absence of 
a real clear understanding of what, whether you want to 
call it student outcomes, or standards, or core values 
or whatever phrase you want to use, what is it that you 
really believe is important and that you want to 
accomplish for kids. And the focus has to be kids. In 
the absence of that clarity, you can't do anything. 

...My belief simply is that we are all adults and that 
when we are making decisions everybody has the right to 
say whatever they want, in a respectful way, but 
whatever they want, or express any opposition or 

agreement. 

So there has to be a midpoint between the school doing 
whatever it wants to do, which I don't agree with, and 
being run by directives. And that midpoint is being 
clear about what your expectations are, allowing people 
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to speak to those to alter your thinking by the force of 
their arguments and then to expect ownership. It's not 
an easy task. That's where the business gets 
complicated. 

He went on to talk about the importance of planning and 

linking the implementation of the goals to the evaluation 

process. He explained: 

You speak very clearly what you believe and you model 
that behavior. You help them plan for it. The way we 
plan for it here...we have a School Development Plan. 
Every school is expected to rewrite it each year. It is 
done in concert with the principal and the staff...And 
the School Development Plan has to fit into the core 
values of the system...then in part the evaluation of 
the principal is based on the success of that School 
Development Plan. 

The second participant included his non-negotiable 

principles, the authority of his position, the importance of 

data, respect accorded him for his knowledge and 

intelligence, persuasion, with a particular emphasis on the 

use of the media, and hiring those with similar beliefs as 

elements in the workings of power in his district. Following 

are selected quotes which describe his views. 

Well, I think, we tell some jokes about that around 
here. What I say is that this is a journey, and the 
journey is such that there's- a way of getting to where 
we are going. And I call it getting on the train. 
However, my train comes back to pick up people who 
didn't get on the first time and we are always making 
stops along the way. All I ask people is don't get in 
front of the train, you may get run over. Now that 
startles people. They say, "That's pretty threatening." 
Well, I say, "Well, the principles... it's like saying 
that democracy, I wouldn't fight for democracy. See, 
that's as strong a principle as I have. Would you allow 
people to take your democracy away?" They would say, 
"No." I would say, "Well, same with me." I think the 
best way to get it [personal beliefs] down is to live 
it. That's really the best way. I am a very public 
person and my principles are very clear. And people 
sometimes laugh at them because they interpret my 
principles as being lenient and liberal or bleeding 
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liberal. And, so it's a fine line that you run, 
particularly when you are so public. What I've used to 
get my message out is very strong emphasis on the media. 
I spend a lot of time on my own programs that I do. I'm 
on radio talk shows, and I'm in the newspaper all the 
time and I have something to say about everything which 
is a new role for a superintendent. It makes people 
feel uncomfortable sometimes because they are not used 
to it. 
...I have people say, "The guy is up on everything, I 
just don't agree with the way he does it." So that 
gives you a certain amount of flexibility because it's 
professional respect. I think I have that from my 
principals. I think it's been hard to earn, and I have 
it from my central office staff. I find people are 
coming over to my side of thinking every day. 

...I think the need to have people who are supportive of 
your perspectives working with you. One of my biggest 
problems has been the quality of the people I've been 
saddled with. And I don't mind saying it that they are 
not of the highest caliber. It's been that small town 
mentality that's gotten people to positions. I chose 
not to fire people and create that as the avenue for 
conflict. I chose to work around people...But the 
quality of the people around you is an important issue. 

The third participant was the most pointed in his 

remarks about the power of the position of superintendent 

when he said, "It's not me, it's not you, it's the chair. 

It's the superintendent's chair." In addition to position 

power, he pointed to other means he employs, including the 

respect in which he holds others and their opinions, a 

willingness to listen, rational persuasion based on 

information and logic, an inclusive planning process, the 

allocation of resources, hiring those with similar values, 

the reliance on the evaluation process to ensure adherence, 

and living his strongly held beliefs. More specifically, he 

said: 

...Now this is how our school district really gets 
changed. This is how our resources get allocated, this 
is how our priorities are drawn, this is how we use the 
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power of the administrators' energies, because it is all 
tied to their evaluations... So where is the power? The 
power is with the people, sort of looking at their own 
area and saying, as a professional, this will make it 
better and then that fitting into a team effort, that I 
then advocate for with resources and attention and all 
that. So the real power is right at the classroom 
level...Yes, I guess I basically assume that people 
have talents within themselves and interests and 
abilities and they will use them if given respect, the 
opportunity, enough resources, they'll use them in a 
productive way. 

Although, again, I do have this characteristic, and 
people will tell me, and my wife will tell me, "That you 
listen, you listen, you really listen all the time, I 
really feel you want my input and my ideas. And 
sometimes the decision could be made ten hours before 
time, but you just want to make sure you have all the 
options and that's great. It's positive. But at other 
times, you simply say, 'That's baloney.'" And I've got 
to watch it because I can probably make some mistakes on 
that...Tell you the truth though, when we hire these 
days, my questions are around values. They are not 
around skills, specific content knowledge and stuff. 

...And I use it as an example of the way I do power. 
What I thought I had here, but it looks like I don't, 
is the dedication booklet. The reason I wanted to show 
it to you...I'm going to get one because I think it's 
very...I think it will help you. It lists all the 
people who were involved in the decision making around 
this whole project. And I invited all the teachers, in 
fact, all the employees to design it. Fifty of them 
came forward and so there's fifty people that drove 
architects nuts and made a beautiful manual that we 
followed in selecting the architects and then following 
right through. There was a building committee of about 
twenty-five people. And I made sure that there were 
representatives of the different constituencies like a 
couple of teachers on the building committee, 
administrators, buildings and grounds, and mostly 
citizens. There was a group, a public relations group, 
that was like thirty people, some in every town who made 
the decisions about how to present the need for a 
building and then progress reports, what we were doing 
each month, how the project was going. The 
administrative council played a role here, just the 
regular role of actually administering the project and 
making decisions, pretty much throughout. We interfaced 
with the contractor. Kids filmed it. There are several 
different types of films. Groups of the kids were the 
recorders. We got one that's underground. They filmed 
all the pipes, where they are, what they are doing, for 
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buildings and grounds purposes in the future...The CAD 
class there, computerized a design, did the two scale 
drawings of some areas, so that we could tell the 
architect what we wanted. There was clearly two hundred 
people that were the decision-makers around this project 
and if you could take that kind of model and apply it to 
the rest of this job, it's the same way. 

...I think the smart sort of gut thing I did was not put 
out my own mission statement when I became 
superintendent. I talked about what I believed about 
kids, what I believed about learning, what I believed 
about support staff...I called for a need for all of us 
to be clear about what we believe and where we're going 
so that all these decisions can be consistent with that. 
And we did go through a process which was sort of like 
laying down the foundation and making sure the 
foundation was where we want it to be for what we're 
going to build. And that was great because when the 
mission statement and the philosophy and goals got 
written, it was broad. Everyone knew where it came 
from; it came from this community. So I guess I would 
say, "Have a process where every so many years you look 
at the philosophy and rewrite it and promulgate it and 
goals," which we do here. 

The fourth participant echoed many of the same means for 

exercising power as her colleagues, including using the 

hiring process to move forward her agenda, balancing input 

with direction, staying true to her principles, linking the 

planning process to those principles. Like the first 

participant, she talked about the importance of ensuring that 

the administrators are in sync about the district's focus and 

any messages to be conveyed. She was the only one of the 

participants who specifically identified the need for 

subordinates to see the superintendent having power with her 

superiors. Like the others, she recognized that somebody has 

to ultimately be in charge, someone has to be the leader. 

Excerpts of her thoughts are as follows: 

...I see my job as sort of getting obstacles out of the 
way so good people can do their work. I also try to 
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hire people that are better than I am because I always 

look at myself as average, so if I hire people that are 
better they are going to be able to do things I can't 
do...I'm not intimidated by people that are better than 
I am because if we're all working together, we're all 
doing the same thing. 

...I like making decisions. I enjoy making decisions, 
but I need input into the decisions. When the time 

comes. I'll make the decision myself. I very rarely 

make decisions alone; there's always a lot of input, but 
people know at the end that I'm going to make it, and 

I'll kid them. We've had a situation here where I've 
had a principal and a special needs director really 
agonizing over a situation, and I finally have said, 

"That's it. You marshmallows. You've taken too much 
time."... 

...We will say that, "Does everybody understand?" We're 

also a small group of people, there are only eight of 
us, eight or nine of us and we see each other nearly 
every day and they know the message. We agree on 

certain things that this is what the district's focus 

is, this is where the district's going, so we all agree 

on that. I also feel, I guess it's an old managerial 

thing that people have to feel that you have influence 

over those above you and when you lose that influence 
you sort of, it's not a good position to be in. In 
fact, you probably become ineffective. People always 

have to see that you can influence those above you. 
Thank God I've been able to do that. So you have to 
watch the signs when you get in a position that you are 
not going to be able to influence your school committee. 
Then those people who have the expectations of you begin 

to suffer. Maybe that's the time to move on. 

...I think even though there is so much participative 

management and things bubbling up from the bottom, I 

think in any organization someone has to be responsible. 

We can do all the total quality management and, that's 

all good, but somebody has to be the leader, at least a 

recognized leader to keep some kind of order in an 
organization with numbers of people and such. And I 
think being able to articulate a vision that you know 
what it is, and that the vision is sort of accepted and 

represents what the school system is about is an 
important piece...I think you have to believe in 
something so you can articulate it, and if you don't 

have those inner beliefs it's sort of like a hollow 
shell type of thing...But I think a leader has to be 

able to set a vision for people and set goals. 

In short, the participants all described using a mix of 

strategies in exercising power. The commonalities among all 
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of them were the use of the position, clarity about and 

modeling of their beliefs, implementation of a planning 

process, hiring those who share their beliefs, persuading 

through logic and allowing or gathering input from others. 

Three of them focused on the use of the evaluation process as 

a lever for accomplishing their goals. 

3) What are the terms by which power is exercised? In the 

previous section we learned how the superintendents move 

forward their agendas. They all spoke of the authority 

inherent in their position. They also emphasized a system of 

beliefs central to their efforts in their districts, beliefs 

they use to harness the collective energy of the 

stakeholders. They described concrete practices they employ 

to ensure progress toward their goals, a kind of buttressing 

mechanism to support the system of beliefs. 

Their stories confirmed the relational nature of power 

and the mutual dependence underlying the relationships. The 

superintendent and those above or below can influence one 

another's actions which means there is a reciprocal aspect to 

the interactions. The superintendents pointed to certain 

"costs” associated with their exercise of power, particularly 

when unanimity of belief is not present. Here is what each 

participant had to say about the costs or the terms by which 

power is exercised. 

The first participant said that if the religious right 

gained a majority on the school committee, he would have to 

leave. He recounted a number of incidents where he was 

willing to leave rather than compromise his principles. 
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Here is an example from earlier in his career of the price he 

was willing to pay in order to maintain his beliefs. 

...The Department chair of English, who was also the 
union president, and I got into a disagreement about 

something. It had to do with how teachers treat kids. 

It was just a gap* She was here and I was here. There 
wasn't a lot of room to move in the middle. And I 

finally said to her, I can remember we got into a 
passionate discussion about it, it was an argument. I 
finally said to her, "Look, this needs to be resolved." 
I went up to her and said, "Either you do what I want 

done because I feel so strongly about this, or you don't 
want to do that, then you and I will take this to the 

Superintendent of Schools." I didn't even know this guy 
who had been there for a long time. "We will make our 

case to the Superintendent of Schools and which ever way 

he decides to go, the other person will resign."...That 

was the end of the discussion. And it was one of those 

things where I really had no flexibility. It was 
central to what I believed and either this was going to 
happen or I was leaving. There aren't a lot of those. 
You can't walk around with a lot of those...The rest of 

the stuff, compromise is the name of the game. 

He also talked about his interactions with school 

committee members. He explained: 

...You need to be able to work with school committees. 

And there are a variety of styles around that. None of 
which is necessarily better than the other. I don't 

call people in between meetings. Rather, I look at the 

meetings as being the forum where the business is done. 

On the other hand, I don't ever refuse to talk to 
anybody, any school committee member who calls me on an 
issue. The bottom of every agenda, when we send it out, 

it says, "If you have any questions, please feel free 

to call." But, I don't want to take the time to find 
out where everybody is because I think it may influence 

what I end up doing and I don't want to be influenced 

that way. I want to do what I think is right. Either 

it flies or it doesn't fly. 

While this participant acknowledged that sometimes he 

has to be the one to say, "No," he did not think his role is 

simply to tell people what to do. When asked how he deals 

with those who have a different view of leadership, a view 

that expects the leader to give orders, he replied: 
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Well, that leads you to pretty much individual or group 

conversations about if your belief is that the leader is 

one who simply tells you what to do, let's sit down and 

talk about the consequences of that...Now let's examine 
what will happen in a very logical way. And now let's 

assess whether this is what you really want to happen. 

Because if you want to go from A to Z, and the way 
you're doing it is B, C, D, E, it is going to lead you 

to this kind of behavior and these are the outcomes. 

...The same thing with school committee members. "Why 
don't you tell the school to do this?" "OK, I can do 

that. But if I do that, then the implications to that 
are the following. Nobody will own it, there is not 

going to be a lot of energy around it, the kids aren't 
going to benefit from it, the parents aren't really 

going to understand. Do you want me to do that?" Well, 
then they back off. So there has to be a mid-point 

between the school doing whatever it wants to do, which 
I don't agree with, and being run by directives. 

He described a feeling of frustration resulting from his 

inability to bring about some changes. He explained: 

First of all, in this place, and I am reminded if I do 

that, it is counter culture, so once I tell them to do 

something, it is so counter culture here, that you will 

then hear from the people, all these issues about lack 
of respect, lack of professionalism, that was really 
wrong...The follow-up then is, as opposed to telling 
them, "I would rather pursue it this way. And here's 

another way of doing it." And I can understand it from 

the school committee person's perspective, or from the 

parent's perspective because I'm there, myself, every 

once in awhile. That's that constant tug. I really 

• want to go in and just say, "Stop the bullshit, just do 
it. No more discussion. Just do the goddamn thing. 

And if you can't do it, get the hell out of here; I'll 

find someone who can." There is always a piece of me 

that wants to do that. Then there is the piece of me 
that says, "You don't do that. Remember what it was 
like when you were a principal. What would you have 

done if the superintendent came in and said, 'Do it.'" 

It would not have been a pleasant scene. So, what's the 
balance?... But that's the frustrating part of the job. 

I came in here five years ago talking about community 

service. I believe in that. I really believe that 
community service should be a mandatory experience for 

kids and if you don't do it, you don't graduate. Five 
years ago. We are still working on a plan. And around 

year three, I just wanted to jump in and say, "That's 

it. Stop. Stop the boat." 
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The first participant talked about the teachers' union. 

He was troubled by what he considered to be a negative trend 

on the part of teachers who were using the union as a means 

for communication and problem-solving rather than just 

speaking to people directly. He said: 

...What I see here is more and more of people turning to 
the union as a means of getting decisions clarified. 

It's not healthy, it prevents people from speaking to 

whom they have to speak with directly... If that goes on 

for any long period of time, I think it will destroy the 

school system. I don't really know what to do about it. 

People have a right to belong to a union and unions have 

a right to operate. But it's not healthy. 

The second participant stated that he would never 

compromise his principles for anyone. One has the sense that 

he came to this position the hard way, through experience, 

because he said no job was worth compromising his principles. 

He went on to say: 

...So that, I've been out of City almost six years; I 

spent almost two in State before here; it's like I'm a 

new person. Because I will not, I'm a smart politician; 

I know how to deal with situations; I'm very good at it, 

but I never compromise my principles. And I go home 
every night and I sleep very well knowing that. I have 
no problems waking up in the middle of the night in a 
sweat about how am I going to tie the two lies together. 
I tell the truth. I tell the people what I feel, and I 

stick to my principles. 

At another point he embellished upon these sentiments 

when he said: 

...This is a job. They are my employees. They got to 
work. People knock me for that because I'm not, I'm a 

nice guy, but I'm not your slap 'em on the back, 
friendly kind of Joe that goes and has a few beers with 

you. Well, I've had a few beers with people, and it's 

just not my style to run around with the guys or the 
girls or be worried about having a social life with 

them. And that makes me very free. I don't have to 

worry about things. I do what I think is right. 
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He explained that superintendents rarely get "pats on 

the back" or "moments of glory," that "most of the response 

is negative, and sometimes, even ugly." He went on to 

describe threats and acts of vandalism directed at him. 

Well, when I was a superintendent in City, there was a 

group that was very much against some of the things that 
I was doing and my life was threatened. I had to wear a 
bulletproof vest. And I got support from the police. I 
had feces smeared on my door. Here, in Cityf I came 

home one day, when I was living in an apartment after 

being here seven months and there were used condoms all 

over my front door spread out. So, it's like, "We know 
where you live, and we are going to make you worry about 
it." Also, since I've been here, there have been 

periods of times when I've done something that was 
particularly challenging to people's points of view and 
the response has been phone calls that were very 
negative, cars outside of my house, parked, being called 
a Spic. "Get out of City, we don't need you here." If 

there was a good article about me, that would generate 
negativity from some people because they couldn't 

tolerate it. So, I've gotten my share of threats since 

I've been here. 

The second participant reported that he used to spend 

considerable time before school committee meetings talking to 

the members to find out their positions and to convince them 

to support his recommendations. He explained that he stopped 

doing this, that he is willing to accept the outcome of a 

vote, whatever it is. He said: 

I also never, ever spend my energy trying to get votes. 

I put the facts on the table. I used to spend days 
around a vote, getting people's opinions, trying to 

convince them. I used to spend most of my time on the 
phone. I don't call my school committee members. "This 

is what I recommend. These are the facts. Ask me some 

questions. If you want to do it, you do it. If you 
don't want to do it, don't do it." Simple as that. It 
makes it much easier to get work done. They've kind of 

learned to accept it, and I think they appreciate it 
because they don't worry that I'm dealing with somebody 

else behind their back. 



260 

He had additional comments regarding his interactions 

with his school committee. He remarked: 

...I got ahead of the school committee and I had to kind 
of slow down, but I couldn't slow down too much to bring 
them on board. To a certain extent, they're on board 
now, although we have basic differences in principles. 

We have, I would say, four of the school committee 
members are, have very similar views to me. Maybe even 
five. One has totally differing views and really is 

opposed to me and my policies. She doesn't say it too 
loudly because I have a support mechanism. The school 

committee, that one member is opposed, the other member 

is somewhat a conservative, but he supports me. But I'm 
now trying to juggle and bring them on board a little 

faster. I find that people are becoming, as people 
understand, what I find is a growing respect for my 

commitment and my intellect. And I don't say that to 
pat myself on the back. I find that people have 
tremendous respect for my ability. They may not agree 
with me, but they have respect...So that gives you a 
certain amount of flexibility because it's professional 

respect. 

Like his two preceding colleagues, the third participant 

also talked about the power of his convictions. Whether one 

attributes it to his longevity in his district, his style, or 

some other reason, he did not demonstrate the same vehemence 

about the sanctity of his own beliefs, but described a more 

collaborative process of identifying shared beliefs. Here is 

what he said: 

Well, they're [his principles] out there now. I didn't, 

the day I became superintendent or anything else, put 

them out there. What I would put out as the values that 

I follow as a superintendent and as a person, I hope, 
did evolve from others. It really did. I asked people 
to pour their experience and what they've learned about 
children together and let's do a philosophy statement, 
and then I got them to do it...Like I say, we poured our 

beliefs, our experience as teachers and what we've 
learned, into these statements and I'm in harmony with 

them. The statements, what do we believe about 
students, teachers, administrators. And here are all 

the people that were involved in it. Everybody and 
their grandmother...Everything I've done here including 

put out the mission statements were done through groups. 
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Now, if somebody said do I agree with this and do I 
agree with that, I really do. 

Later, he voiced a fear that new school committee 

members could jeopardize his work and that of others. He 

said: 

...And we are having a workshop on the Coalition for the 
school committee because I've got so many new ones. I'm 
bringing them all in and we're going to make them all 
read the book, and try to get them in the spirit of 
this. It will be a shame if this school committee goes 
off in another direction. Five out of ten turnover is 
no good. I don't know what to expect, to tell you the 
truth. I don't get involved with who gets elected to 
school committee. I sort of take what comes. So far 
it's worked. They've sent me honest people that don't 
have issues. This batch, given the economy, you get 
conservative people...So, I don't know what I'm going to 
get on this school board and that can have a big 
influence... Well, you get a wrong school committee and 
you get a division. And I don't think people want to go 
back to the power plays of the past where we spent all 
our time fighting rather than building. They won't like 
it. They won't like it. And unfortunately, teachers, 
they're very sensitive and they don't like 
confrontation. A few do. But the majority don't like 
it. They just shy away from it and say, "The hell with 
it." And they'll go home and read the "National 
Geographic" or plant a garden or go on a hike or leave. 
They won't be aggressive in confrontation the way they 
are aggressive in development, in being part of the 
screening teams and all these things that lead toward a 
better... school committee is kind of critical here. 

...I've got ten committee members coming in here. Maybe 
a miracle will happen and they'll all be interested in 
moving in a positive direction towards success for every 
kid here. It most likely will not be that way. There 
will be some of them that feel we ought to fire 
everybody here. "They are all overpaid. This place is 
out of control. An average teacher making $34,000? 
There's nothing to teaching." So, I have a job here to 
coordinate all that so that those two little kids 
walking by and all the other 900 that are in this 
building can come to school each day and have a 
competent, honest, caring person in front of them and 
have a climate around here of optimism and 
professionalism and excitement about learning. If I 
happen to have a committee that is opposite of that, I'm 
going to be the difference on whether or not I stand up 
and fight to protect those kids who are my 
responsibility... 
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The fourth participant, like the first two, talked about 

the possibility of leaving. While the first and second 

participants described leaving as a consequence of 

disagreement over values, when their beliefs were no longer 

the prevailing values of the district, the fourth participant 

described an internal clock that said to her. "Time to go, 

time to go." She explained: 

That's an interesting piece because I've always kidded 
that, and I never stay, well I guess in the convent it 
was like the Army, you got transferred after a year, two 
years, three years. But I had that, it's almost like a 
clock and let me put it. . . I think it might be pride. I 
always want to go out at the head of the parade. The 
other piece may be, if you're here too long, they're 
going to find out you're really not good enough. 

Participant number four, like her other three 

colleagues, talked about her school committee. Here is some 

of what she had to say: 

...Sometimes I've had one or two people on my school 
committee who want to be all powerful and so then I slip 
into my politic mode and say, "All right, now how are we 
going to work this out?" These people are the Board of 
Directors, they have the authority, they have the power 
depending on who they are. I had one person I finally 
called in and said, "Look, we have to come to a 
decision. Either you're going to run this place or I'm 
going to run it. We can't do it together. You know 
where I'm coming from." I think that sort of takes 
people off guard if you're that honest with them. So 
people, if they're thinking, will think about it. 
Sometimes I'm not successful and there is a gap then and 
I just have to live with it and make sure I don't cross 
that line. I keep the majority working for me and sort 
of not let myself get overwhelmed by that minority. 
Sometimes you can't beat it or you can't, you have to 
live with it. 

The participant, though not experiencing the kind of 

threats and vandalism of the second superintendent, did voice 

concern for her own safety. She said: 
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A lot more stuff, a lot more stuff that was taken care 
of at the building level has come into my office because 
either the parents are going around the process or 
they're so angry that they didn't get what they wanted, 
they just escalate to the next step. And I find myself 
trying to contain more here and not letting it get to 
the school committee. So it's a lot more conflict, a 
lot more anger, a lot of anger out there. I kid around 
about that. Hill Street Blues, "Take care of yourself 
out there." There's hostility. I've gotten many more 
real nasty phone calls. I worry when I see one or two 
parents coming in here. I really worry because I know 
they have guns in their house. When I see them coming, 
there's a real, I mean I've never, that sounds silly, 
but it's a reality. 

This participant, like the first, talked about how the 

superintendent does not always get her way. She explained: 

...I said to the Math people, but I didn't win this one, 
I said to the Math people at the middle school, "You 
guys have $14,000. You're going to go buy textbooks? 
Why don't you think about technology?" Well, I didn't 
win that one. So I have to be careful. I went to a 
meeting and I said to Name. "Name, if they come to this 
school committee meeting with the same old junk, the 
school committee is going to be upset and I'm going to 
be upset." "Well, maybe you'd better come and meet with 
them." So I come, and I'm sitting there, right, just 
the body language alone, and after they went through 
this whole thing about, I said, "Well, I'm not going to 
tell you what to do." And I didn't...What I could have 
done is say, "No, you're not going to get it." But then 
you sort of ruin the underpinnings of it, so that one I 
lost, that one I lost. I didn't lose the IBM lab. That 

• I planted a seed and sort of twisted one person's arm 
and said, "If the whole department will come and see me 
and promise, then we'll put that money out there and 
I'll go out and get the money for them." And they did. 
So you win some and lose some. I just don't want to get 
to the point where I'm losing more than I'm winning. I 
worry. 

The question at the beginning of this section, "What are 

the terms by which power is exercised?, " signified that power 

is an exchange, an agreement like any other that has terms. 

If it is an exchange, then there are attendant costs; if one 

receives, one must give. Through the superintendents' own 
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stories, it became evident that power is a reciprocal 

relationship, that there is uncertainty in those 

relationships, that they must be monitored and maintained. 

It is also clear that anything disrupting the delicate 

balance can result in consequences, sometimes significant. 

4) How..is..action concerted by power? Let us once again 

assume that our superintendents want to move forward their 

agendas. There are certain acts, steps they must take, in 

order for their proposals to be adopted. This section will 

show how each of the participants would arrange the terms for 

securing the adoption of his/her proposal. 

The first participant recounted once again his reliance 

on shared values. He also explained his practice of working 

through his principals, making sure that everyone 

communicates the same message. The following excerpts make 

his points: 

If you can put enough time into identifying a common 
belief, something that people will own, that will allow 
people to feel that they've been involved and responded 
to, that will move the system ahead... 

...When we are at crucial junctures, we need to spend a 
little time before everybody walks out of the room, with 
my going around the room, saying at random, "Now how are 
you going to present this to your staff? What's your 
opening line?" Because if we are not clear about what 
the opening line is, the wrong message is going to be 
given...and I'll frequently in the course of a meeting 
say something like, "Do you understand what I am 
saying; am I being clear?"... and pause and give people 
an opportunity to question. Or ask people to repeat 
what it is they heard me just say. So we are agreeing 
on what I am saying or not saying or what I am hearing. 
It goes the other way as well. 

...The commonality whether you are dealing with an 
Administrative Council of over forty or an 
Administrative Council of fifteen or anything in 



265 

between, the ability to work with people so you can work 
through people. That's a commonality. It gets more 
complicated by the factor of numbers. But the issue is 
the same. The need to be able to work through 
principals to get to the staff to get to the kids. I 
don't believe you can do it yourself as a 
superintendent. 

The second participant instituted school based 

management because of his conviction about teacher 

empowerment. He commented on the difficulty of working with 

principals who had been hired through a patronage system and 

whose power was being challenged by a powerful, Visible 

superintendent and increasingly empowered teachers and 

parents. He called himself a "flexible dictator," explaining 

the dichotomy of his personality and style that he and others 

must accept. He said that there are negotiables and non- 

negotiables. In either case, he allows people to have a say 

in the decision. Even with non-negotiables, he acknowledged 

that there is more than one way to reach a goal. On the 

subject of decision making, he said: 

I think that by providing them the opportunity for 
participating in decision making, by recognizing their 
contributions, by providing them with decision making 
possibilities that gives them the right to fail, not 
killing them when they fail, but pointing out and 
helping them. I see myself in the leadership role as a 
teacher. I see myself as the mentor of all my 
employees. At the same time I see myself as a learner 
and I can learn from all of my employees. 

The third participant used the building project as an 

example of how a task gets completed in his district. He 

described a complex, inclusive process where everyone who 

wanted to had a say in the project. In addition, he told 

about a planning process that had teachers and other staff 

members initiating changes and lobbying him for attention and 
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resources. Instead of his having an agenda to impose on 

others, others generated the agenda. More about his planning 

process follows: 

I'm right now doing, every year I do an improvement 
goals and our is, about this time of year we do a draft, 
bring it in to the school board, they add, duly 
understand, then it gets approved and then we use it as 
we move...but all these different people look at their 
area, using whatever sources of data they have, from 
parent complaints to tests, what are the areas you think 
we should work on, improve. And then it all gets formed 
into these individuals. Like the Pre-K to 6 principal 
is going to work on these. And then together, we say, 
suppose you are a layman here, what are we really going 
to accomplish if we accomplish all these things. And 
that's what this is. Like one big thing that you find 
throughout is to complete the construction project. And 
another one is implement, while we change the 
administrative setup because we're not consolidated into 
this building. Well, this whole process involves all 
these people. And they get this stuff from their 
teachers and now I've got ten board members that are 
going to look through it and probably add something or 
suggest something to be added, which I have to take 
into...when it's finally all approved, the next step is 
the individual person. Like this is a music director, 
Name: this is for the school committee... for each one of 
these objectives [Participant is showing the researcher 
a form for tracking objectives.], has to now put in, 
here's what we're working on, here's how I'm going to 
accomplish it and then whoever meets the supervisor just 
keeps track. Then the music director cites up here 
whether she needs any money, so it gets factored into 
next year's budget when I do it. Now this is really how 
our school district gets changed. 

The fourth participant gave examples of her ability to 

collaborate, to wait for staff to come to their own 

conclusions even when they differed from hers, and to force 

an issue when she felt it necessary. The following excerpts 

are about her participation in a district-wide curriculum 

committee and how she deals with those who resist change. 

...I'm not naive any more thinking that it's just Name 
on that committee. I can't shed the position. Although 
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the teachers have come to know me through those 
committees, know me as a person and so that has helped. 
I think over the years, I've sort of, because I've done 
that stuff, that they know I'm more participation than I 
am of telling them, "This is what we're going to do." 
type of thing. So though they are aware of the position 
of the superintendent sitting in on those meetings, they 
sort of forget about it when we get into the heated 
discussions. There's always a lot of kidding about when 
we come to decision making, type of thing. It's worked. 
It's worked because I've never had the, not the 
opportunity, I've never interfered with the decisions 
because the decisions have always gone the way I think 
they should have gone, you know, working it out, so they 
have never had the experience of my interfering with 
them. I think that trust level has sort of built up 
over the years... Those kinds of experiences have sort of 
put credibility into that decision making should be made 
at the level where it's going to be implemented. I 
think that has worked. 

...And though I believe in participation in making 
decisions, there are some times when you can't get the 
team to sort of all get together and I think that's the 
time you need to step in and say, "This is the way we're 
going,.When I look at this district, I say to myself, 
"Everything is here that allows someone to change." But 
you get people who don't want to change. I always give 
them two or three years. And if I have people who are 
not going to change, then it sort of becomes...on 
Wednesday afternoons we're all free from 1 o'clock to 
until 3. If a teacher, for three years has been 
dragging his or her feet, then we sort of step in and 
say, "Look, if you want to work here, you need to 
participate in this because it's for the children. The 
kids don't get a second chance at this." That's 
happened a few times but not as a matter of principle. 
I think that's part of the superintendent's role is to 
move people. Hopefully you want people to move on their 
own. Other times you really have to do a little bit of 
pushing on it. But not so hard...you sort of push with 
grace so it doesn't hurt people. 

The superintendents all relied on the force of shared 

beliefs to move forward their agendas. They also employed a 

planning process to engage people in the implementation of 

their agendas. The first and second participants established 

the agenda which they set about to accomplish. In the case 

of the first participant, he worked through his principals; 
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the second instituted site based management, thus 

circumventing principals and empowering teachers. The third 

participant generated the agenda through the staff and then 

sought school committee input. The fourth participant seemed 

to combine shared decision making with centralized decision 

making using both teacher generated goals and district goals. 

All of the superintendents talked about the need to stay in 

sync with their school committees to ensure support. 

The next section will use another means for analyzing 

the superintendents' stories. The Affinity Diagram will 

allow the researcher to find the major themes contained in 

the stories. 

Affinity Diagram 

The Affinity Diagram is an analytical tool developed in 

the 1960s by Jiro Kawakita, a Japanese anthropologist. In 

his study of different aspects of societies and social 

institutions, he generated substantial amounts of information 

which had to be analyzed. To make his task easier and more 

fruitful, he developed the KJ Method. This method enabled 

him to sift through large amounts of information and to see 

new patterns of information emerge. 

The Affinity Diagram is used when one needs "to find the 

major themes out of a large number of ideas, opinions or 

issues. It groups those items together that are naturally 

related and then identifies the one concept that ties each 

grouping together." (Brassard) This method was used by this 

researcher because of its suitability for this study. 



269 

The steps followed in constructing the Affinity Diagram for 

this study are listed below: 

• Phrase the issue to be considered in a broad, 
neutral statement. 

• Read the participants' interviews and label those 
ideas that relate to the issue. 

• Record the ideas on "Post-it Notes." 

• Randomly lay out the completed notes on a white 
board. 

• Sort the notes into related groupings. 

• Create a header note that captures the essential 
link in all the ideas in each grouping. 

• Draw the finished Affinity Diagram. 

The researcher followed the steps outlined above and the 

resulting Affinity Diagram can be seen in Figures 1 through 4 

below. 
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What Are the Issues Involved 

in Exercising Power 

in a School District? 

Superintendent: Moving Forward 
Other Players Person and Position Agenda 

Affinity Diagram 

Exercising Power in a School District 

Figure 1 

[Please turn to next page.] 
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Other Players 

SCHOOL 
! 

COMMITTEE 
| ADMINISTRATORS | TEACHERS | PARENTS 1 OTHERS 

You nNd IQ 0* 

able to work with 
school 
committHt. *1 

Kmp your school 
committee 
informed and with 
you or you iosa. 

#2 

You gat a wrong 
school commmae 
and you gat a 
division. *3 

Thasa oaopie ara 
tha Board of 
Diraciors with tha 
authority and 
powar. #4 

Nagotiatmg 
salarias « 
influancad by 
arcumstances 
and valuas of 
school commmaa 
mambars. #4 

IMPORTANCE 
OF 

CHAIRPEOPLE 

You naad to wont 
through pnnapais 
to gat to tha staff 
to gat to tha tubs. 

•1 

Tha pnnapais 
ran thair own fiaf- 
domsanddid 
whatavar thay 
wantad. #2 

Thar* ara 
situations I would 
not want my prm- 
opals to hava to 
taka car* of. *3 

Cantral offic* and 
principals work 
togathar. mcluda 
paopia bator* 
daemons ara 
mada. S4 

Wa maat around 
cumculum and 
bustnass issuas. 

I don't want to 
bring out tnair m- 
sacuntias. so I 
am mors careful 
whan spaakmg 
to tham. #1 

ThayVagot to 
put in thair tana 
and taka mors 
rasoonsibility. «2 

Thsy'r* insacurs. 
navar laamad to 
fight or taka 
criticism, taka 
avarythmg as a 
personal affront. 

S3 

Mis have soma 
gifted teachers. 
Thay realty naad 
a gentle hand. <3 

Teachers ara not 
politically sansH 
tiva. Wearer 
tha marttatpiaca. 
and thay hava to 
piaasatha 
customer. #4 

UNION 

If you don't have 
a strong chair¬ 
man. you hava to 
confront or 
respond to tan 
individuals S3 

Good chaspaopia 
can keep people 
togathar. S4 

You can mow* 
ahead through 
bargaining, but I 
think it's 
destructive. SI 

Linens are 
beginning to 
understand thay 
ara going to have 
a paradigm shift, 
too. S2 

Nobody warns to 
be a part of tha 
negotiating team, 
nooooy jivw i 
damn unless 
there's a emit. 

S3 

Thera naaos to D* 
a way of involving 
parents 
constructively in 
tha life of the 
school. si 

Teachers and 
pnnapais are not 
comfonabt* with 
parent 
involvement si 

Parents ara the 
Troian Norse of 
school reform. S2 

Tha new bread 
wants to know 
avarythmg that's 
gomgon. Some 
parents show 
thay car* by 
taking the kid's 
sea and bashing 
tha school. S3 

Whan you gat 
parents working 
with you. you do 
sav* a whole lot 
of defensive 
work. S3 

Parents ara the 
primary 
educators. S4 

RELIGIOUS 
RIGHT 

It thay gamad a 
majority on the 
school commmaa 
I couldn't be hare 
anymore. SI 

You naec to o* 
abi* to oaai with 
government 
folks. si 

Tha 00% who 
don't have kids m 
schools naad to 
understand what 
you're doing. SI 

I positioned my¬ 

self first in tne 
community ana 
then at the state 
level. *2 

At tiv* town 
meetings you get 
tnr* minutes to 
tall tnam why you 
naad SI .2 millon. 

S3 

I still have to deal 
with satactmen 
and finance 
committaas. It 
depends on their 
toolings about 
the schools. S4 

Onty 23% of pop¬ 
ulation has kids 
in schools. Other 
paopia are begin¬ 
ning to withdraw 
from us. S4 

Tha unen is not 
overty strong. Wa 
have vary taw 
grievances We 
saam to baabie 
to talk it out. S4 

Figure 2 Other Players 



Superintendent: 
Person and 

Position 

EARLY 
INFLUENCES 

Mother said. 
*Regardl0M0f 
who you va or 
where you come 
from, that 
doeent meat 
you don't have 
the right to speak 
your mind.* #1 

Father talked 
concretely about 
the importance of 
respecting 
people, respect¬ 
ing differences. 

•1 

I came from a 
very controlling 
family. My father 
was extremely 
ngid and be¬ 
haved there was 
only one way. his 
way. My mother 
was a saint 
whose vaon was 
to serve and 
never question. 

*2 

I was always the 
one that my 
mother or father 
would just call 
askle and say. 
"What do you 
think about this? 
What do you 
want to do about 
thatr « 

My father was 
my fnend. 
People loved 
hen. I warned to 
be like hen. My 
sister says Cm 
just like my 
mother (saving]. 

Power b having 
undue influence 
over somebody 
etM. *1 

Change it to 
autnonty or re¬ 
sponsibility m 
the role. It is the 
need to make 
decsions. point 
the directen. 
move ahead, and 
sometimes to tell 
people what they 
don't want to 
hear and expect 
«to be done 
anyway. #1 

Until A gets to a 
point where 
someone must 
deade. the adult 
relationship 
should be equal. 

•1 

Historically, 
power has meant 
control. I think 
that's probably 
the way fs 
identified in a 
school system. 

<2 

Who makes s 
deaeon has a 
great bearog on 
whether things 
ere good or bed. 

«3 

The power b with 
people. Here we 
do A cooperative 
ly. There are no 
power Bsues. S3 

Power b allowing 
people to do 
good things for 
themselves I'm 
m a position to 
allow that to hap¬ 
pen. I can also 
make good things 
happen. ea 

jure 3 Superintendent 

HOW SEES 
ROLE 

The role of the 
supenntendent 
bio develop 
core values. #1 

Part of the rote 
of the superin¬ 
tendent b to 
make his dis- 
met an important 
one poiacaliy. #2 

The role of the 
supenntendent 
is to be a social 
activist, moral 
leader, and ad¬ 
vocate tor 
children. *2 

My rale Bto 

keep teachers 
tree to teach. 0 

I see my fob as 
getting obstedes 
out of the way so 
good people can 
do their worn and 
to feel comfort- 
able taking naks. 

HOW SEES 
ROLE 

(Cont'd.) 

I NOT 
PERSONAUZMG 

The more you 
personalize stuff 
the less effect¬ 
ive you're going 
to be and the 
more damage 
you are going 
to do to yourself. 

#1 

I have teamed, 
and ths is not 
easy, how to de¬ 
fied stress and 
not to personal¬ 
ize this 
business. *2 

Ten years ago I 
probably would 
have cried A the 
newspaper said 
a bad ttvng about 
me. It doesn't 
affect me that 
way anymore. S4 

Part of my rale b 
to be an educa¬ 
tion leader and 
to have vision. #4 

| METAPHORS 

Umpire, boxer, 
doctor S2 

Nawgator S3 

Sheepdog M 

Person and Position 

BELIEFS AND 
BEHAVIOR 

You neeo to 
know wno you 
are and what you 
value. You need 
touMthatasa 
means of xtflu- 
encmg kds and 
schools and 
teachers. A 
piece of A is ethi¬ 
cal and a piece of 
A is clarity of pur¬ 
pose. One pur¬ 
pose needs to be 
instructonal and 
qualAative learn¬ 
ing tor all kids. 

•1 

This b the way I 
run the system 
Very openly. It 
has nothing to 
do with you: A 
has to do wsh 
me. >2 

I worry that my 
style abuses 
those who oont 
want to be 
involved. *3 

You have to oe a 
good person. 
There has to be 
an winer core of 
Mrvico. *4 

People leel good 
about you. and 
becauM they 
feel good about 
you. they're 
gong to trust 
you until you 
misplace their 
trust. S4 

I place a heavy 
emphasaon 
honesty. *4 

BELIEFS AND 
BEHAVIOR 

(Cont'd.) 

INSTINCT 

I do what I think 
b right. at 

I do wnat l think 
is nght. *2 

Oh. God. I nooe 
ths is tne ngnt 
thing. Your in¬ 
stincts tell you 
that's the rght 
thing to do s4 

LIVE IT 

Behave congru- 
ently with your 
beliefs. st 

t think the best 
way to get A 
(what you 
believe) down 
(through the org¬ 
anization} b to 
live A. #2 

I )ust acted it I 
just lived A. And 
A happened. S3 

Cm always 
encouraging 
teachers to 
improve them¬ 
selves. and so I 
do A. S4 
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| 
1 UAL urc 

| VISION | VALUES 1 1 EXPECTATIONS PLANNING 

You need to have 
a vnon. You 
naad to know what 
it is you aro trying 
to accomplish m a 
school dotrct, 
and that should 
fit mto your cors 
valuas. «1 

We want through 
a procass of lay¬ 
ing down a foun¬ 
ds* on and making 
sura tha founda¬ 
tion is whara wa 
want to build. 
Whan tha mission 
statarnam and 
philosophy and 
goals got wnttan, 
it was broad. It 
cam# from tha 
community. <3 

Ithinkbamg abla 
to articulaia a 
vision, that you 
know what it», 
and that tha 
vtsen is sort of 
accapiad and rep- 
rasants what tha 
school systam is 
about a an import¬ 
ant piacs. #4 

tdantify tha thraa 
or four kay state¬ 
ments that de- 
scriba what tha 
school systam 
bakavas in, than 
work toward own 
arshp of that. 01 

If tha valuas shift, 
tha supermten- 
dantnaadsto 
dacida whathar 
ha or sha wants 
to bathara 
anymora. 01 

Bamg abia to gat 
soma thing dona 
dapandson 
whathar anough 
paopla saa your 
pnoriuas as thair 
priorities. 02 

KIDS RRST 

Thnaan yaars, if 
K*s not dona 
right, you cant 
go back. «1 

Tha focus has to 
ba on kids. Wa 
ara not hara to 
sarva adults. 01 

I call mysalf tha 
CAC.tha Chiaf 
Advocata tor 
Children. #2 

Thara s a mid¬ 
point batwaan tha 
school doing 
whatavar it wants 
to do and bamg 
run by doactivas. 
That mrtpomt is 
baing ciaar about 
what your expec- 
tatons ara. 01 

I am a proponant 
of high expects- 
tons, avaryoody 
being able to 
laarn. #2 

I cannot adjust 
what I baiiava. If 
tha paopla m con¬ 
trol didnl bakava 
m my gudng 
pnncolas. I'd go 
somawhara alaa. 

#2 

I put out tha val- 
uaa Itokowasa 
suparmtandant 
and parson. It 
avoivad from 
othars. 03 

Our fob w to haip 
tham (kids) to find 
thair talams and 
spacial imarasts. 

Kids ara only 
going to coma 
through hara 
onca. For thair 
saka. you hava to 
mova. 04 

Staff davaksp- 
mant is a primary 
vaiua. Thara's 
also a sansa hara 
that nsk-takmg is 
imponant. that 
paopla ara hara 
tor tha kids, and 
it's not just a job. 

You spaas vary 
dearty about wnat 
you baiiava. you 
modal that behav- 
or. and you haip 
tham plan tor it. 
Wa hava a School 
Davaopmant 
Plan. 

st 

Compranansiva 
planning wasnl 
anough. Thara 
had to ba a rasult. 

02 

Evary yaar I do 
tmprovamant 
goals. Wa do a 
draft, bring it to 
school board tor 
input and adop- 
ten. Wa usa it 
as wa mova. 03 

Our goals ara 
produced every 
yaar and present¬ 
ed to the School 
Committee tor 
thair reacton. 
Everybody 
knows whara 
wa'ra going 04 

(EVALUATION 
TIED TO PLAN 

In part, tha evalu¬ 
ation of tha prmci- 
pai is based on 
tha success of 
that School De¬ 
velopment Plan. 

01 

It is ail tod to 
thair (administra¬ 
tors) evaiuaions. 

Figure 4 Moving Forward Agenda [This chart continued next page.] 
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MAKING 

You nMd to treat 
people like adults. 
They have a right 
to feel that what¬ 
ever decision is 
made, they have 
been heard, they 
have been re¬ 
sponded to. #1 

Left on my own. I 
can imagine my¬ 
self doing some 
pretty dumb 
things. #1 

My earliest recol- 
lectens are about 
schools that work 
with the people in 
them involved in 
the dedson 
making. #2 

I'm always asking 
groups to help us 
be reflective, to 
look at what wefe 
doing. «3 

I use the building 
protect as the way 
I do power, how I 
invwvf ointfi in 

S3 

lentoy makmg 
but I 

input mo 
the 

- 
Moving Forward 

Agenda 
(Continued) 

1 
DECISION 

JUST DECIDE 

At a certain point 
the discussion 
comes to an end. 
I just don't want 
to let it go on 
anymore. *1 

Sometimes the 
decision could be 
made ten hours 
before, but you 
want to be sure 
you have all the 
options. Other 
times you simply 
say. ThaTs 
baloney.' #3 

That's it. you 
marshmallows; 
you've taken too 
much time.* #4 

DO UNTO 
OTHERS 

It is mtuaive and 
a desire to treat 
people the way I 
want to be treated 
myself. *1 

You have to be 
realty careful with 
that power over 
people bit. May¬ 
be its the Golden 
Rule. #4 

we're going to 
agree on as a 
measure of 
success? *1 

uunruu I 
1 RESOLUTION 

1 
| STRATEGIES | 

1 think conflict is | HIRING 
a natural pari of CONGRUENT 
life. 1 deal with PEOPLE 
nonconstructive 
issues by bring- 
mg everybody We need to pay 
together, all in closer anention 
same room at the to who we are and 
same time, and what we look for 
get all that stuff in a teacher. It's 
out on the table. not good enougn 

SI to be technically 
competent, si 

1 think being able 
to resolve con- 1 think you need 
flict. mediate to have people 
problems, and who are suppon- 
bring people to nre of your per- 
consensus speettves work- 
around issues is mg with you. The 
the major pan of quality of the 1 
the job. #2 people around | 

ant issue. *2 
If there is a con- 
fhet, 1 will listen to 
their rationale and lAfhkAJi khMA TvTwn wv nvv 
give them mine. these days, my 
Sometimes ID questions are 
come off my post- around values. 
ton completely They are not 
right m front of the around skills and 
world, or they Ye specific content 
come oft theirs. If knowledge. S3 
neither wiU come 
off. the next step 
is compromise. «3 1 try to hire people 

hollar than 1 am 

Whan 1 hm 1 am 

People will not *1 want you to be a 
accept no for an nek-taker tor 
answer. They're kids.* A4 
expressing it 
more, and m rude. 
hostile ways. 1 | USING DATA 
find that with kid» 

too. S4 
What's the data 

STRATEGIES 
(Cont'd.) 

I have oeen trying 
to establish a 
database that 
gives me the kind 
of ammunition 
necessary to 
mass Decisions. 

S3 

When a oecaion 
is made, you 
should maxe sure 
it's grounded in 
as much tact as 
you can and not 
lust because it 
sounds or feels 
good. S3 

BEING A 
FUTURIST 

You can begin to 
antiopate where 
we're going to be. 
If you are going to 
provide real iead- 
ershp. you need 
to have that kind 
of mind. #1 

A person m a 
power posiuon 
hae to be forward 
looking and have 
the guts to take a 
chance or nsk. S3 

come along, I 
think about them 
a lot. tread. *4 

Figure 4 Moving Forward Agenda (Cont’d.) [This chart continued next page.] 
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I COMMUNICATIONS 

You need to be 
able to articulate 
that (visen) m 
order for people 
to understand it. 

•1 

On canain crucial 
daemons we 
actually spand 
time discussing 
opaning lines 
with faculty. #1 

90% ol what wa 
do is group work. 

#1 

You naad toba 
abta to wnta and 
spaak da arty. «1 

I spand a lot of 
tima raactmg to 
paopta's idaas or 
tailing tham what 
rm thinking and 
getting thair 
views. I do that 
personally as 
much as I can. S3 

I can writs, and 
maytos tha world 
still oparatas on 
wrman thugs. Pm 
not a rsai good 
orator but laaam 
to ba abla to gat 
an honsst 
dactsion. #3 

Moving Forward 
Agenda 

(Continued) 

(COMMUNICATIONS 

(Corn'd.) 

Parsonal com¬ 
munication skills 
is tha ksy to 
making this pb 
successful!. Gat- 
ting along with 
oaooia knowing 
how to daal with 
tham, knowing 
how to listan. #4 

Wa say that to 
oachothar: *Ooas 
svsrybody undar¬ 
stand?* #4 

I think you naad 
to ba abla to writs, 
to spaak and fsal 
comtortabia doing 
that, but you don't 
havatobsan 
orator. «4 

I PUBLIC 
RELATIONS 

H wa wars smart, 
wa would all hays 
[P R.) paopia on 
tha staff baeausa 
in tha absanca of 
a dafinad picture 
of what it is that 
you ara about and 
what you want to 
bacoma. paopia 
don't undarstand. 

41 

What Pva usadto 
gat my masaags 
out ita vary 
stiong emphasis 
on tha madia. I'm 
on radio talk 
shows. Pm on TV 
talk shows, and 
Pm in tha news- 
papar all tha tima. 

#2 

(COMMUNICATIONS 

(Cant'd.) 

And I warn nght to 
tha farms and put 
my toot nght up 
onthawhaai 
while thsy wars 
on tha tractor. C3 

POLITICS 

I lika to say I'm 
not a politician, 
but I'm probably 
tha biggast poli¬ 
tician in this cay. 
I don't gat votad 
in, but I am trying 
to aft act mors 
changa than any¬ 
one a Isa with vary 
taw rssourcss and 
with vary angry 
citizens. #2 

Bsing a supann- 
tandam, you 
hava to ba a pok- 
tiaan as wall as 
an aducator. #4 

In alt tha yaars 
I've been dong 
this, thars hava 
nsvsrbasnths 
rssourcss to do 
what I want to do. 

•1 

I am arguing con¬ 
stantly about how 
much mo nay I 
should got and 
how it should ba 
spant and why 
I'm in daficrt. It's 
a constant politi¬ 
cal battia. *2 

I didn't tacs tha 
things you or 
othsr supennten- 
dam's hava 
facsd. Thara hava 
boon soma hard 
timss, but I taal 
Pm in Camalot. 
and somatimas 
that's 
ambarrassing. #4 

THREATS 

My Wa was 
thrsatansd. I had 
towearabuNet 
proof vast I had 
tscss smaarad 
on my door. Thara 
wars usad con¬ 
doms all ovor my 
from door. 42 

-1 I OBSTACLES 
(Cant'd.) 

Paopia ara not 
mes any mors 
Thsy taal traar to 
attack you whan 
you wak into a 
group, to be ad- 
varsarial. I worry 
whan I know 
parants coming to 
saa ma own a gun 

#4 

ITonelIness 

I taal tha suoarm- 
tenoent's pb is a 
lonely pb in a lot 
ot ways. 41 

You gat vary littla 
satisfaction, 
prana or support. 
ITs a vary tonaly 
pb. 42 

Tha pb hare 
takas ns toll to do 
it wall. 43 

Somatimas it's 
tonaly. It's tonaly, 
vary tonaly. 44 

I SIZE ADDS 
COMPLEXITY 

Tha problam ba- 
comasonaof 
number* 41 

ft n vary difficult 
toehanga so 
many paopia and 
so many things si 
tha sams tima. 42 

Thara ara only 
apht or nine ot us, 
and wasaaaach 
other nsarty 
every day. and 
thay know tha 
massage. 

Figure 4 Moving Forward Agenda (Cont'd.) 
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The issue to be considered. Exercising Power in a School 

District, phrased as a question became: What are the issues 

involved in exercising power in a school district? Once the 

ideas were organized into groupings, the headings arose 

naturally from the essential link among all the ideas in each 

grouping. Three major groupings emerged: The Other Players; 

The Superintendent, the Person and the Position; and Moving 

Forward the Agenda. Each of these major groupings had 

numerous sub-groupings. We will turn now to a brief 

discussion of each of the major groupings. 

Thfi-Q-thfir Players 

In addition to the Superintendent, him/herself, the 

school committee, administrators, teachers and parents are 

the primary players when it comes to power relationships in 

school districts. Depending on the issue, additional players 

may include municipal and state officials, the media, 

legislators and non-parents. Three superintendents indicated 

concern about parents, with two of them raising the issue of 

the religious right. 

The school committee has the legal authority to set the 

policies which determine the direction the district will 

take. The committee hires and fires the superintendent. 

Each of the superintendents talked about the power of the 

school committee in relation to him/herself. Two out of the 

four superintendents emphasized the importance of a strong 

chairperson in maintaining an efficiently functioning 

committee. Before the passage of the recent reform bill, 

they also had authority in other personnel decisions with 
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respect to hiring and firing. The committee adopts the 

budget. While individual committee members have no legal 

power in and of themselves, they can still influence-peddle 

if they do not adhere to their proper role as members of a 

larger body. The school committee relies on the information 

provided by administrators, particularly the superintendent. 

As the primary source of information for the committee, 

the superintendent has significant power to influence 

decisions. The superintendent implements the committee's 

policies, prepares and makes recommendations regarding the 

budget, hires and fires administrators, approves principals' 

recommendations on hiring and firing other personnel, 

provides leadership in educational matters and establishes an 

agenda based on shared values. 

Under the direction of the superintendent, central 

office administrators usually have as much power as the 

superintendent accords them. Building principals have 

substantial latitude to determine the climate in their 

schools, the accessibility parents and other community 

members have, and the quality of teaching that occurs. In 

general, teachers, parents and students regard the principal 

as the most influential person in the district. The 

superintendents, particularly three of them, clearly regarded 

principals as a major factor in their own ability to exercise 

power in their districts. 

While the authority to make decisions is usually 

centralized, the implementation is delegated to the staff. 

What a decision "looks like" at the school committee or 
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central office level can be very different than the actual 

implementation at the classroom level. All of the 

superintendents characterized teachers, in general, as 

opposed to the union, as insecure, politically naive, and in 

need of a gentle hand. 

Organized labor has power. Because of the type of 

enterprise education is, the teachers' union, usually 

referred to as an association, has the most power. However, 

other bargaining units can also figure in the power equation. 

The reform bill revoked the right of principals to bargain 

collectively. It is too early to gauge the possible affects. 

From the superintendents' perspectives, a weak union makes 

for a more conducive environment for change. 

The Superintendent: the Person and the Position 

In one of the interviews with the fourth participant, 

the researcher commented, "Where you take your organization 

is who you are." It turned out to be a prophetic 

observation. The participants' experiences growing up along 

with their educational and career paths forged their 

perspectives of power. Their definitions of power, their 

views regarding their role as superintendent, and their 

descriptions of their styles in exercising power came 

directly from family and life experiences. The family 

history of a superintendent could be used by a researcher to 

predict that superintendent's definition of power, view of 

his/her role in the job, and values, particularly as they 

relate to interactions with others. 
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All four superintendents talked about the importance of 

acting in congruence with one's principles, being a role 

model for others. Their descriptions of their actions and 

interactions appeared to be the embodiment of their 

definitions of power and their firmly held beliefs. 

Three of the four spoke of the need to withstand 

personalizing the negative. They said that survival depends 

on a certain hardiness. 

Moving Forward the Agenda 

A pattern of how these superintendents move forward 

their agendas emerged. Three of the four talked about 

vision. They all emphasized the importance of operating from 

a set of values. The first two participants said that the 

values were their own, that they were clear when they were 

hired that the district's values and theirs would have to be 

the same, that institutionalizing their values was part of 

the process of moving the district forward. They were 

adamant that they would have to leave should the values of 

the district become incompatible with their own. The third 

and fourth participants also stressed values, but they seemed 

to arrive at them more collaboratively. It may be a 

chicken/egg argument, though, because a superintendent tends 

to end up in a district where his/her agenda is congruent 

with that of the school committee, at least initially. 

To a person, they insisted that the students come first. 

They felt an urgency borne of the realization that "the kids 

only come through once," as one participant put it. Another 
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value expressed by two of the four was that of high 

expectations. 

All four explained that they used a planning process to 

accomplish their goals, and two of them said that they link 

the evaluation of principals to the progress of the plan. 

Each of them talked about getting input from others before 

making decisions, though it was clear that they differed in 

the level and means of involving others in decision-making. 

All four spoke of conflict and how they seek resolution. 

Other strategies they highlighted included hiring like- 

minded teachers and administrators, using data to make 

decisions, and being somewhat of a futurist. They talked a 

lot about communications, oral and written, individual and 

group. 

In addition to the strategies they used to move their 

agendas forward, they also listed a number of obstacles to be 

overcome or dealt with: finances, the complexity of size, 

personal threats and loneliness. They all described an inner 

strength, a self-reliance that enables them to keep going 

despite adversity. They seemed to be describing an internal 

compass of sorts that keeps them pointing towards the true 

North of their principles. Three of them said, "I do what I 

think is right." 

The pattern that emerged is somewhat of an equation that 

could be depicted as follows: VISION + VALUES + PLANNING + 

SHARED DECISION-MAKING + CONFLICT RESOLUTION + COMMUNICATION 

+ HIRING + STRENGTH TO OVERCOME OBSTACLES = POWER. 
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In the next section, the researcher employs a third 

method for analyzing the stories of the participants. 

Earlier she cited four authors who had influenced her 

thinking, and she now sees whether or not there is any 

congruence between the stories and the views of any of the 

authors. 

Significant Authors 

Seidman acknowledged that no researcher operates 

entirely free of theory, and he/she needs some vehicle for 

deriving meaning from the data collected. As explained in 

earlier chapters, four authors influenced this researcher's 

thinking: Frederick Herzberg, Robert E. Kelley, Stephen R. 

Covey and Seth Kreisberg. A quick summary of their views 

follows: 

• Herzberg wrote about motivation, about job 

satisfaction and dissatisfaction. He said that the 

responsibility of the manager is to focus on jobs 

rather than employees. He made the point that 

lasting motivation is internal, that external means 

to motivation are ultimately unsuccessful. He 

concluded that job enrichment, matching the 

challenge of a job to the employee's abilities, is 

the key to promoting internal motivation. Herzberg 

believed that employees would rise to the occasion 

given more meaningful work. 

• Kelley focused on followership, emphasizing that 

followers have a great deal of power that often 

goes unrecognized. He asserted that the increase 
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in teaming, collaboration, employee ownership, and 

grassroots movements would result in a growing 

interest in followership and the attributes of good 

followers. He observed that followers will support 

leadership based on expertness or an admirable 

goal. He also commented on the negative 

consequences of our love affair with leadership. 

Kelley concluded that an understanding of 

followership along with an acknowledgment of the 

partnership between followership and leadership 

ould be essential to running successful 

organizations in the 90s. 

• Covey talked about principle-centered leadership 

which "is practiced from the inside out." He 

described a compact between leaders and followers 

based on mutual responsibility to be accountable, 

competent, and trustworthy. He called upon leaders 

to empower followers and followers to become self- 

supervising. The centerpiece to Covey's work, 

individual character development, emphasized that 

we communicate more eloquently by who we "are" than 

by what we say or do. Covey said that our 

preoccupation with the Personality Ethic has caused 

us to lose sight of the Character Ethic. He 

pointed out that principles, guidelines for human 

conduct, have long lasting, fundamental value. 

• Kreisberg articulated the need to shift from power 

"over" to power "with". He said that our view and 
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exercise of power is undemocratic. He described 

the relationships between administrators and 

teachers, between teachers and students, as 

"patriarchal domination." He concluded that the 

dynamics of power relationships in schools must 

change by empowering students and teachers. He 

talked about "nurses of democracy" who use power 

wisely and justly. 

All four of these authors advocated a new relationship 

between leaders and followers, a relationship that would 

value everyone's contributions and advance the goals of the 

organization. The participants were not specifically asked 

to comment on the authors' views, but let us see if any of 

their views are borne out in the superintendents' stories 

anyway. Following is a discussion based upon the information 

presented in chart form in Figures 5 through 8. 
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The first author Frederick Herzberg wrote about job 

enrichment as a key to internal motivation. Only one 

participant, the fourth, described an example of job 

enrichment. She recounted the story of a negative, 

embittered teacher whom she was trying to re-energize by 

having him learn about CD Roms, laser discs and other 

technological tools. He would, in turn, teach his newly 

acquired skills to students. Though the results were not yet 

in, she seemed optimistic that this teacher would be renewed. 

One cannot assume that the other three participants have 

not employed job enrichment strategies simply because they 

did not mention it. However, the researcher is left 

wondering what influence, if any, circumstances such as 

certification requirements, collective bargaining, agreements 

including seniority rights, traditional organization 

structures (grade levels, subjects, etc.), and limited 

financial resources might have on the superintendent's 

ability to use job enrichment to motivate employees. The 

researcher is also led to consider whether or not 

possibilities for job enrichment are inherent in the 

autonomous nature of teaching, but like the circus elephant 

bound by the flimsiest of chains because of earlier 

conditioning, teachers are fettered by their own conditioning 

and cannot see the opportunities available to them through 

their autonomy. All districts can point to those teachers 

who challenge themselves, who continue to learn and grow no 

matter how many years they have been on the job, no matter 

how burdensome the bureaucracy seems to their colleagues. 
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Taking into account what our four participants said about 

teachers — insecure, passive, fearful of conflict, sensitive 

to criticism, needing a gentle hand, politically naive — the 

researcher is led to ask what it would take to create an 

environment in which all teachers could enrich their own 

jobs. Maybe empowerment is one means of job enrichment 

because it gives teachers a say in decision making, thus 

expanding their roles. If that were the case, all four 

participants could be considered to be employing a job 

enrichment strategy since all of them reported empowering 

their employees to one degree or another. 

Robert E. Kelley, the second influential author, 

emphasized the importance of followers, asserting that 

successful organizations in the 90s would have clearly 

established partnerships between followers and leaders. He 

observed that followers will support leadership that is based 

on expertness or an admirable goal. From the flexible 

dictatorship of the second participant to the democratic 

involvement of the third participant, all four 

superintendents acknowledged the power of their followers and 

the need to include them in decision making. None of them 

espoused a top down, hierarchical leadership style, 

recognizing instead the ethical and practical aspects of 

shared decision making. 

The second participant was the only one of the four who 

specifically talked about expert power and explained that 

people accord him respect because of his professional 
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knowledge. All four participants seemed to know intuitively 

that admirable goals based on commonly held principles would 

move their districts forward. 

The concept of principle-centered leadership is central 

to the work of Stephen R. Covey, the third author. Covey 

wrote about the Character Ethic as opposed to the Personality 

Ethic, explaining that who we "are" transcends mere words of 

actions. Like Kelley, Covey spoke of a compact between 

leaders and followers based on mutual responsibility to be 

accountable, competent, and trustworthy. To a person, the 

four participants emphasized the importance of leadership 

based on principles and behavior that is congruent with those 

principles. They may have referred to principles, values, 

core values, or beliefs, but they all meant the same thing: 

the need to be absolutely clear about what one believes in 

and stands for. This was a unifying theme among the four 

participants. 

As mentioned above, they also forged compacts with 

followers, sharing the decision making process with them. In 

the case of the second participant, this shared decision 

making was spelled out in the collective bargaining 

agreement. The participants were unanimous in asserting that 

students come first and that everyone must be accountable 

toward that end. They also talked about establishing an 

atmosphere of trust. They realized they must "walk the talk" 

in order for trust to develop. 

Seth Kreisberg, the last of the influential authors, 

described the lack of democracy in our organizations. 



294 

particularly schools. He advocated a shift from the view of 

power as domination and control to one of power as shared 

efficacy, from "power over" to "power with". Because the 

four participants all talked about empowerment, about 

including teachers in decision making, they were all moving 

toward "power with". All of them were also searching for an 

appropriate level of involvement on the part of parents. 

Although none of the superintendents categorized students as 

a power base, they did describe some significant changes in 

the treatment of students. None of the superintendents saw 

students as passive recipients of a service done "to" them. 

The first participant recounted a relatively democratic 

relationship between his students and himself when he was a 

teacher. One can assume that he would advocate the same kind 

of exchange between students and staff. The second 

participant referred to his students as "exporters of peace" 

and talked about how he could prepare them to change the 

"system" by educating them. The third participant 

highlighted ways in which students had taken part in the 

school building project. The fourth participant described 

with admiration one student's leadership in a condom 

controversy. 

The participants identified impediments to the 

democratization of schooling. Mentioned earlier, certain 

characteristics exhibited by many teachers — insecurity, 

passivity, conflict avoidance, sensitivity to criticism, 

political naivete — block fuller participation. In 

addition, there are those teachers who do not see decision 
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making as part of their job; they see it as an administrative 

function. As the third superintendent put it: 

I worry sometimes... there's got to be some employees out 
there that just say, "Look, I'll teach. I'm not going 
to tell you how to do the handbook, or I don't want to 
get involved in the design of the building. All I want 
to do is devote my body and soul to being the best 
teacher I could be. I do not want to be an 
administrator. I don't want all those decisions, I just 
don't. I hate it." 

All of the participants talked about the difficulty of 

dealing with those, from school committee members to 

employees, who hold the more traditional view of power as 

domination and control. Two of the participants also cited 

extremists and the politicization of issues as obstacles to 

serving the needs and wishes of the majority. 

Because the four participants advocated principle- 

centered leadership, they expressed an unwillingness to allow 

the organization to depart from those principles. Two of the 

superintendents were explicit about their values during the 

interview process prior to their being hired. They assumed 

that their employment meant agreement with their values and 

gave them a green light to work toward the 

institutionalization of those values. Two of the 

superintendents worked in concert with their staffs to 

identify shared values. All four indicated an inability to 

lead a district out of sync with their values. This need to 

stay true to their principles could cause a problem if 

others, given a say, disagreed. 

None of the superintendents espoused an autocratic, top- 

down form of leadership. Despite their differences in style, 



296 

they all described a more democratic form of leadership, one 

that included followers in the decision making. The second 

participant seemed to be autocratic and 

democratic simultaneously. He even recognized the dichotomy 

himself, referring to himself as a flexible dictator. The 

first and fourth participants shared many characteristics, 

including their practice of including others in decision 

making and the latitude they allowed depending on the 

importance of the matter to themselves. The third 

participant was clearly the most democratic, involving many 

people in the decision making process. 

The four participants seemed to believe in some form of 

shared decision making and it appeared to derive from their 

life, educational, and career experiences. However, they 

were all acutely aware of the fact that one cannot lead 

unless others permit it. The first superintendent talked 

about his inability to get community service accepted as a 

graduation requirement. The second said that unless others 

shared his priorities, he could not move ahead. He also 

cautioned against getting too far ahead of the school 

committee as he had done. The third superintendent described 

what he had to do, including going from farm to farm, to 

convince people to support the building of the new school. 

The fourth told about her inability to convince teachers to 

forego the purchase of books in favor of technology. All of 

them talked about circumstances in their organizations that 

limited their ability to exercise power. The researcher was 

prompted to ask: Was it the leaders, themselves, who decided 
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to be more democratic or was it demanded by the organization? 

This researcher thinks it was both. 

In the next section, the researcher turns to the 

comments of the practicing superintendent who read and marked 

the transcripts independent of the researcher. This is the 

fourth and final means for establishing major themes emerging 

from the participants' stories. 

Practicing Superintendent's Comments 

To provide another set of eyes and mind for the task of 

establishing thematic connections among the experiences of 

the participants, a practicing superintendent was asked to 

read and mark the transcripts. He did this independent of 

the researcher, making notes of his observations which he 

then gave to her. A summary of these observations follows. 

To avoid confusion, the practicing superintendent is referred 

to as the reader. 

The reader pointed out that the first participant 

exhibited almost a psychological denial of the concept of 

power as well as the word, itself, yet found the concept 

acceptable when it was labeled authority. The reader noted 

that leadership had a moral basis for this participant with 

the importance of core values to him quite evident. He also 

said that values, what the participant considered to be good 

or right, provided the justification for authority and 

departure from the core values, justification for anger and 

outrage. The reader expressed some surprise that the parti¬ 

cipant considered ideas such as mutual respect and centrality 

of the classroom almost radical rather than commonplace. 
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The reader identified what were for him contradictions. 

For example, the participant said he would listen and reason 

together with others, but he also said people should not 

waste their time on certain things because his mind was made 

up and he would not budge. Another time the participant said 

that he and the school committee wanted to bargain 

collaboratively with the teachers' union, but what he 

actually described was a "take it or leave it" scenario. 

While the participant voiced a willingness to listen to the 

views of others, he also said, "If you don't speak, you have 

no right to complain." To the reader, this seemed to place 

the burden to influence the boss on others rather than an 

obligation on the part of the boss to seek input. 

The reader concluded his analysis of the first 

participant's story with these remarks: 

In general, I became more impressed with the interview 
as it went on. The somewhat rambling style did the job 
as he became more revealing and more sure of himself. 
It was obviously a sincere description, and the core of 
values or principles as leadership style became quite 
clear. 

The reader observed that the second participant saw 

himself as a progressive along his career path, that he 

needed to move up the ladder because he knew better than 

those in charge. For example, as a teacher, he believed he 

could have contributed more if his principal had been more 

empowering; as an assistant principal, he thought his 

principal was not as open as he, despite the fact that he 

said she let him do pretty much whatever he wanted to do; as 
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a principal, he described himself as one who shared power 

with his teachers and conspired with them to hide things from 

the bureaucrats at central office. The reader said that this 

participant, like the first, saw values as the basis for 

leadership with the accompanying assumption that if something 

is "right”, then imposing it is a good thing. The reader 

remarked that "dictators seize power for what they believe 

are good reasons", and "they usually want to give power back 

but are unable to." 

The reader remarked on the theme of loneliness that 

permeated the interviews with the second participant. It 

caused him to wonder if the loneliness and lack of support 

caused the need for self justification that he saw in this 

participant. He put forth the possibility that the job of 

being superintendent is not one in which one gets "loved," 

unlike principals who can get "love" from kids, parents, and 

teachers, or teachers who can get "love" from kids. 

The reader pointed out what he saw as a contradiction in 

this participant's story, the participant's assertion about 

the inviolate nature of his beliefs with his view of himself 

as a mediator and consensus builder. 

The reader thought it was interesting that this partici¬ 

pant chose to spend his time influencing at the state legis¬ 

lative level, thinking that the size of the district might 

have made this appropriate, particularly since the state 

superintendents' association did not serve the 

participant's needs. 
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The reader recognized that the third participant, like 

the first two, demonstrated a need to justify, and explain 

why one cares. The importance of values to leadership was 

equally apparent in this participant's story as it was in the 

first two. Although the participant said that the power is 

in the classroom, he also said that teachers have to 

negotiate with him if they want to change anything. 

The reader thought that this participant seemed more 

"frazzled" than the others, that he was being worn out while 

trying to do so much good. He also found this participant 

"rambled" more. The reader talked about the participant's 

description of teachers as having difficulty with criticism 

and taking any suggestion to change as a personal affront. 

The reader asked if this might also apply to superintendents. 

This participant along with the second voiced a lack of 

respect for fellow superintendents, at least at one level. 

The reader attributed this to a possible insecurity similar 

to that of the teachers. It is interesting to note that the 

male superintendents criticized colleagues while the female 

acknowledged respect. Commenting on the participant's 

description of the resolution of the conflict surrounding the 

use of labels like "honors" versus "high achieving", the 

reader regarded this as balancing the "real issue" with a 

"public perception", a task that often falls to the 

superintendent and one that can challenge the 

superintendent's integrity. 
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As with the first two, the reader found a contradiction 

in this participant's story. The participant talked about 

his respect for teachers, yet he reported that his son 

attended medical school while his daughter became a teacher. 

The reader speculated on the implications of this. 

The reader said that the strong value base for the 

fourth participant was obvious. She even referred to the 

Golden Rule. He commented on her strong sense of self and 

contrasted it with her fear of being found out as not being 

good enough. He was struck by the competency/insecurity 

dichotomy and wondered if it were brought about by the 

superintendency or resulted from the nature of 

superintendents, themselves. 

The reader commented that this participant appeared to 

have the clearest concept of power, that she recognized the 

power inherent in the position and could use it herself or 

share it with others to make good things happen. She seemed 

the most comfortable with power, acknowledging that she 

wanted to be superintendent because of the power. She could 

be quite clear in her use of power, though she advocated 

being gentle and not hurting people. 

Seeing a fun loving nature in this participant, the 

reader thought it was sad that conflicts had taken the fun 

out of the job for her. He also remarked on her loneliness. 

Like the second participant, she cautioned against expecting 

that other administrators or teachers would be there for 

support. The reader explained that the participant 
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demonstrated an understanding of the need for balance when 

she talked about not getting "too hyper" in response to the 

religious right. He thought she provided an important 

insight when she talked about the superintendent's ability to 

influence those above having an impact on those below. 

The reader noticed that at one point the interviewee 

became interviewer when she asked the researcher how to avoid 

being a lame duck. She knew the researcher was leaving one 

superintendency for another and sought to learn from the 

researcher's experience as she contemplated her own 

retirement. A discussion about leaving, transferring power, 

and taking care of the needs of others while tending to one's 

own ensued. The reader, looking toward his own retirement, 

found this exchange to be of particular interest and thought 

it a worthy topic for publication. 

The reader pinpointed some universal themes in all four 

stories. They are outlined below: 

• All four participants viewed leadership in the 

superintendency as value based. 

• All of them expressed a sense of isolation and 

loneliness in the job. 

• All four exhibited the competency/insecurity 

dichotomy and demonstrated a need to defend and 

constantly reassure themselves. 

• All four talked about the demands of the job. 

• All four mentioned trust as an important issue. 

• All four shared a strong work ethic borne of a 

similar socio-economic background. 
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The reader became immersed in the participants' stories. 

He concluded his notes by writing, "I was not a participant, 

but living and feeling along with each of the participants 

was helpful, thought provoking, moving and strengthening." 

Summary 

The researcher's goal was to examine the superintendency 

relative to power through the eyes of practicing 

superintendents, so she employed Seidman's method for in- 

depth interviewing. The resulting stories were set forth 

using the actual words of the superintendents. The 

researcher then used four vehicles for establishing thematic 

connections among the experiences of the participants. She 

used Banfield's revised questions to find out the following: 

1) Who has power and in relationship to whom? 2) How does 

power work? 3) What are the terms by which power is 

exercised? 4) How is action concerted by power? She also 

used an Affinity Diagram to sift through the vast amounts of 

information contained in the transcripts to see what patterns 

emerged. She then turned to the four authors who had 

influenced her thinking to establish whether or not any 

congruence emerged between the stories and the authors' 

views. The fourth and final method she used was to have 

another practicing superintendent search the transcripts, 

drawing his own conclusions about recurring themes. 

The findings of the study are reviewed in the next 
i 

chapter. A theory about the exercise of power in the 

superintendency is drawn from these findings. 



CHAPTER VI 

FINDINGS OF THE STUDY LEADING TO 
A THEORY ABOUT POWER IN THE SUPERINTENDENCY 

In a society so diverse as America's and with 
governmental structures so complex, education¬ 
al leaders face the never-ending task of 
balancing parochial and universal values, 

local political demands and mandates from 
central agencies. 

- David Tyack & Elisabeth Hansot 

Introduction 

The purpose of this study has is to examine the 

experiences and perceptions of four Massachusetts public 

school superintendents about the exercise of power in their 

role as superintendent. The study is intended to uncover the 

nwhatn and "how" of the superintendency without becoming a 

"how to" guide. While it has sought to identify specific 

skills and strategies, it has set about to describe more than 

prescribe. It has also sought to elicit theory about the 

exercise of power by superintendents with the hope of 

providing insight for those who wish to become superinten¬ 

dents as well as those responsible for training them. 

The findings of the study are reviewed in the next 

section. Conclusions are then drawn and theory about power 

in the superintendency is set forth. 

Findings of the Study Reviewed 

Banfield's questions, rephrased, provided the first lens 

for looking at the stories in order to understand the 

workings of power in school districts. The answer to 

304 
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the first question, "Who has power and in relationship to 

whom?," is an ambiguous "it depends". The participants all 

agreed that nobody has all of the power. In addition to 

themselves, they identified school committees, administrat¬ 

ors, teachers and parents as the main power bases. Though 

additional groups were singled out, explicitly or by 

inference, these groups appeared to be viewed as less 

significant than those previously mentioned. While it is 

possible to pinpoint those who are able to wield power in a 

general sense, it is not possible to say who has power, and 

in relationship to whom, without explaining in relationship 

to what. Since the distribution of power is situational, 

changes in the circumstances and/or players can shift the 

power equation. 

Answering the second question, "How does power work?," 

meant looking at the strategies the participants reported 

using. They all described employing a mix of strategies with 

some common to all of them. Four of them used the authority 

of the position, clarity about and modeling of their beliefs, 

implementation of a planning process, hiring of like-minded 

people, and allowing or gathering the input of others. Three 

of them tied the evaluation process to the accomplishment of 

their goals. 

The third question, "What are the terms by which power 

is exercised?," recognized the relational aspect of power. 

Power is an exchange, an agreement like any other that has 

terms. The participants pointed to certain costs associated 
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with the exercise of power. Their stories demonstrated that 

power is a reciprocal relationship, that there is uncertainty 

in such relationships, that they require monitoring and 

maintenance, that disruption in the balance of power can 

result in consequences, sometimes significant ones. 

Answering the fourth question, "How is action concerted 

by power?," enabled the researcher to show how the 

participants arranged the terms for exercising the power 

required to move forward their agendas. All four 

superintendents relied on the force of shared beliefs. They 

also used a planning process to engage others in the 

implementation of their goals, though the methods for 

involvement differed with each participant. All four agreed 

about the necessity of gaining and maintaining school 

committee support. 

The second lens of scrutiny was provided by an Affinity 

Diagram, an analytical tool developed in the 1960s by a 

Japanese anthropologist. The Affinity Diagram allowed the 

researcher to sift through the large amounts of information 

in the interview transcripts and to see patterns emerge. 

Following the directions for constructing the Affinity 

Diagram, the researcher phrased the issue to be considered in 

a broad, neutral statement (Exercising Power in a School 

District); read the interviews, labeling those ideas relating 

to the issue; recorded the ideas on "Post-it Notes"; randomly 

placed the notes on a white board; sorted the notes into 

related groupings; created a title that captured the 
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essential link in all the ideas in each grouping; drew the 

finished Affinity Diagram. Three major groupings emerged: 

The Other Players; The Superintendent, the Person and the 

Position; and Moving Forward the Agenda. Each of these major 

groupings had numerous subgroupings. 

The "other players" identified by the superintendents 

were school committees, administrators, teachers and parents. 

Depending on the issue, additional players could include 

municipal and state officials, the media, legislators and 

nonparents. Three superintendents voiced a concern about 

parents, and two of them raised the issue of the growing 

influence of the religious right. 

The grouping titled "The Superintendent, the Person and 

the Position," underscored the importance of family, 

education and career in the development of the participants' 

perspectives regarding power. Their definitions of power, 

their views regarding their role as superintendent, and their 

descriptions of their styles in exercising power came 

directly from family and life experiences. Their principles 

arose from the same sources. They all talked about acting in 

congruence with their beliefs. Their descriptions of their 

actions and interactions appeared to be the embodiment of 

their particular definitions of power and firmly-held 

beliefs. 

The four participants talked about survival and about 

having to have the stamina to do the job and to overcome 

obstacles. Three of the four mentioned having to find the 
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inner strength to withstand external negativity. One of the 

participants had been subjected to acts of vandalism and 

threats of physical harm, and another had experienced fear 

for her personal safety because of the growing intensity of 

verbal attacks. 

In the "Moving Forward the Agenda" grouping, a formula 

of sorts emerged. Three of the participants pointed out the 

importance of vision, and all four emphasized the necessity 

of operating from a set of values with "students first" as 

one of those values. The four participants explained that 

they used a planning process to accomplish their goals and 

that they sought input when making decisions, though they 

differed in the how and how much of involving others. All 

four spoke of conflict and the means by which they brought 

about resolution. 

They told about other strategies including hiring those 

with similar beliefs, using data as a basis for decision 

making, and keeping an eye on the horizon of future trends. 

To a person, they underscored the importance of communicating 

effectively, in speech and in writing, with individuals and 

with groups. 

The following formula emerged from their stories: 

VISION + VALUES + PLANNING + SHARED DECISION MAKING + 

CONFLICT RESOLUTION + COMMUNICATION + HIRING + STRENGTH TO 

OVERCOME OBSTACLES = POWER. 

The third method the researcher employed for deriving 

meaning from the data collected was a comparison of the 
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participants' stories with the views of the four authors she 

had identified as having influenced her thinking about power. 

The participants were never specifically asked to comment on 

the authors or their views. Being careful not to force fit 

the participants' stories into some predetermined theories, 

she simply compared the excerpts to the ideas of Herzberg, 

Kelley, Covey and Kreisberg to see if any connections 

existed. 

The first author, Frederick Herzberg, wrote about job 

enrichment as a key to internal motivation. Only one of the 

four superintendents gave an example of job enrichment. 

Because the participants were not asked about this directly, 

one cannot assume that they had not employed this strategy; 

however, other than the one example mentioned earlier, there 

was no data to support that they did either. 

Robert Kelley, the second significant author, emphasized 

the importance of followers. Despite differences in style, 

all four superintendents acknowledged the power of their 

followers. They also recognized the ethical and practical 

aspects of including followers in decision making. 

The concept of principle-centered leadership is central 

to the work of Stephen Covey, the third author. Covey, like 

Kelley, spoke of a compact between leaders and followers 

based on a mutual responsibility to be accountable, 

competent, and trustworthy. The greatest similarity among 

the participants was their belief that leadership must be 

based on principles and that a leader's behavior must be 



310 

congruent with those principles. To one degree or another 

the four superintendents forged compacts with followers, 

sharing the decision making with them. They also talked 

about being accountable in the service of children and 

establishing an atmosphere of trust. There seemed to be the 

strongest connection between the participants’ stories and 

the work of Covey. 

Seth Kreisberg, the last of the influential authors, 

advocated a shift from "power over" to "power with". All 

four participants talked about empowerment, about including 

teachers and parents in decision making. While they were 

clearly moving toward "power with", none of them demonstrated 

the ideal of democratization of the schoolhouse espoused by 

Kreisberg. 

To provide another set of eyes and mind to the task of 

establishing thematic connections among the experiences of 

the participants, a practicing superintendent was asked to 

read and mark the transcripts. The researcher referred to 

him as "the reader" and summarized his observations. The 

unifying themes he found were as follows: leadership in the 

superintendency is value based; the job engenders a sense of 

isolation and loneliness; a competency/insecurity dichotomy 

leads to a need to defend and reassure oneself; the job is 

demanding; trust is an important issue; a strong ethic borne 

of a similar socioeconomic background is the norm. 

In the next section, conclusions are drawn based on the 

analysis of the data. 
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Conclusions 

The researcher analyzed each case for themes that 

emerged from the data. She then compared the four cases to 

see what, if any, themes were repeated among the cases. 

Besides marking individual passages, the researcher used 

Banfield's rephrased questions, an Affinity Diagram, and 

selected authors to further organize and direct the analysis 

of the individual cases and the comparison of the four. This 

enabled her to draw conclusions about the exercise of power 

in the superintendency from the data. 

"Where you take your organization is who you are, " 

commented the researcher to the fourth participant. As 

mentioned in Chapter Five, this observation proved to be 

prophetic. The inescapable conclusion is that the exercise 

of power in the superintendency came down to the individual, 

who he/she is at the core, what his/her character is. The 

participants' definitions of power, their views regarding 

their role as superintendent, and their descriptions of their 

styles in exercising power came directly from family and life 

experiences. A researcher might well be able to predict a 

superintendent's values, particularly as they relate to power 

and interactions with others, just by knowing the 

superintendent's family history. 

The participants' descriptions of their interactions 

with others had their roots in family relationships, 

especially their parents and, to a lesser degree, their 

siblings. The second conclusion is that the participants 
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carried their family dynamics into the workplace, including 

the superintendency. 

The participants all recognized the power inherent in 

the position and title of superintendent; however, they were 

also confronted with the reality of the power of others. 

Depending on the situation, the balance of power could shift 

among the primary players, school committee, administrators, 

teachers, parents, and the superintendent, himself/herself. 

As a result, the participants had to use persuasion, often 

grounded in their beliefs, to bring about agreements. In 

arriving at agreements, they sometimes had to make 

concessions and compromises. The third conclusion, then, is 

that the superintendents had to rely not only on the 

authority of their title and position but also on persuasion 

and agreement. 

Sometimes the participants did not wait for other 

players to wield power on their own; the participants 

actually encouraged others, usually teachers, to exercise 

their own influence. Though they differed in degree and 

style, all four participants gave examples of empowering 

others. The fourth conclusion is that the shift from "power 

over” to "power with" was clearly evident in the stories. 

The fifth and final conclusion drawn from the study is 

that there is an identifiable equation of sorts for 

mobilizing the organization to accomplish its goals. The 

participants' stories held the common threads of this 

equation. VISION + VALUES + PLANNING + SHARED DECISION 
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MAKING + CONFLICT RESOLUTION + COMMUNICATION + HIRING + 

STRENGTH TO OVERCOME OBSTACLES = POWER. 

In summary, the conclusions about power in the 

superintendency elicited from the stories of the participants 

boils down to five elements. The exercise of power in the 

superintendency is inescapably bound to the person's 

character; the interactions with other players is influenced 

by family dynamics; the position and title of superintendent 

must be accompanied by persuasion power and agreement power; 

an emphasis on empowering others is evidence of a shift from 

"power over" to "power with"; there is a formula for 

mobilizing the organization’s people and resources to 

accomplish its goals. 

In the next section the researcher sets forth a theory 

about the effective use of power by superintendents. 

Theory About Power in the Superintendency 

The four participants in this story were selected 

because statewide experts said that they use power 

effectively. The researcher assumed that a focus on 

individual superintendents who successfully exercise power 

could advance the study of power in general if guiding 

principles emerged, principles that transcended district 

boundaries. In fact, a pattern did surface, one that leads 

the researcher to put forth a general theory about power in 

the superintendency. 

The theory is based on four major principles which arose 

from the analysis of the interviews: 1) that past experience 
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determines current behavior relative to the exercise of 

power; 2) that power is a process linked to purpose; 3) that 

leadership and followership are interwoven; 4) that power 

depends on context and resources. Each principle is 

addressed in turn. 

East experience determines current behavior relative to 

the exercise of power. The superintendents' accounts of 

their early years and family life offered clues to their 

attitudes about authority and power as well as work 

relationships. Their families provided their first 

experiences in a leadership system with their parents serving 

as their first "bosses", exercising power, and their siblings 

acting as their first "co-workers". Family dynamics became 

the foundation of their leadership in thought and action, 

including the exercise of power. What this tells us is that 

we recreate in the workplace, at least in part, the way in 

which our parents exercised power. What it also tells us is 

that effective leadership requires that the superintendent 

understand his/her family system, analyzing motives and 

behaviors, so that he/she can separate his/her own growing up 

issues from work matters as much as possible. 

Power is a process linked to purpose. None of the four 

participants exhibited a desire to wield power for its own 

sake. Their primary interest in exercising power was to get 

things done. Each of the four superintendents had an agenda, 

a purpose. Although each agenda was related to bringing 

about improvements for the sake of the children in their 
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charge, each agenda was also very personal. Honoring core 

values, bringing about social justice, connecting with the 

best in teaching and teachers, and building community 

represented the agendas of the participants.. To realize 

his/her purpose, each superintendent established goals, the 

accomplishment of which relied on the cooperation of others. 

The superintendents solicited cooperation by seeking to 

connect their values with group needs/concerns as well as 

through their power base. In short, successful 

superintendents exert power only to get things done, not to 

gain control over others for coercive or exploitive reasons. 

In addition, successful superintendents initiate a process 

for mobilizing others to realize goals with a particular 

emphasis on linking their values to group needs/goals. 

Leadership and followership are interwoven. There are 

no leaders without followers. The four participants 

recognized the critical role of others both within and 

outside their districts in accomplishing their goals. In 

exercising power, they were confronted with questions about 

how much power to take for themselves and how much power to 

share with others or to encourage others to take. The 

message in all of this is that successful superintendents 

strike a balance between maintaining power and empowering 

others. They also retain control of the core values and 

direction of the district while allowing others the latitude 

to decide the means for living the values and accomplishing 

the districts' goals. Success is directly related to the 
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congruence between the values/goals of the superintendent and 

those of other representative groups (school committee, 

teachers, parents) in the district. 

Power depends on context and resources. The four 

participants' stories demonstrated that power is relational 

and situational. The superintendents concluded that title 

and authority are but two of many power sources within their 

reach. They identified others: information; personal 

expertise; qualities such as humor, mental toughness, 

physical stamina; communication skills, both oral and 

written; control of concrete resources including money, 

equipment, and personnel; networks of relationships. What 

this tells us is that the successful exercise of power 

requires the superintendent to be able to assess a situation 

and to put into service the relevant and appropriate 

resources from his/her power base. 

In summary, the superintendent who seeks to exercise 

power successfully is introspective, having a clear 

understanding of his/her family dynamics along with the 

implications for his/her leadership, especially the use of 

power. In order to succeed, the superintendent knows his/her 

values, and one of those values is about students. Improving 

circumstances for district children becomes the rallying 

point for the various constituents as the superintendent sets 

the direction for the district with his/her other values 

keeping the compass straight. The greater the overlap 

between the superintendent's values and goals and those of 
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others in the district, the greater the chance for success. 

Armed with a purpose, the superintendent establishes a 

process for mobilizing people to accomplish the goals 

necessary for realizing the purpose. When the superintendent 

is called upon to assess situations, he/she decides what 

resources need to be employed. Balancing the use of direct 

power with the empowering of others, he/she moves forward the 

agenda. This requires the superintendent to be adept in the 

human dimension of the job. In short, the superintendent who 

uses power well knows himself/herself, has a clear and noble 

purpose, understands others, and uses resources 

strategically. Outlined below is an illustration of the 

principles underlying this theory about power in the 

superintendency. 

Underlying Principles of a Theory 

About Power in the Superintendence 

SUPERINTENDENT 

Leadership and the exercise of power are 
reflective of early socialization. If 
this is true of the superintendent, it is 
also true of everyone else. With 
everyone recreating family dynamics in 
the workplace, power relationships become 
quite complex. The successful 
superintendent must understand 
him/herself and others. 

Y 
PURPOSE 

What is best for students is a unifying 
value for those involved in schools. 
Deciding on how to improve matters for 
students and how to mobilize people to do 
what needs to be done become the tasks of 



the superintendent. The successful 
superintendent uses power to reach goals, 
not to control others. 

LEADERSHIP/FOLLOWERSHIP 

The superintendent is confronted with 
decisions about how much power to keep 
and how much to share or encourage others 
to take. The successful superintendent 
balances direct power with empowering 
others. Followers are critical in the 
accomplishment of the district's purpose. 
They decide whether or not the person 
with the title will actually be the 
leader; there is no leadership without 
followership. The successful 
superintendent recognizes this and 
attempts to develop good followers. 

Y 
RESOURCES 

Each person has a power base of 
resources, some with many, others with 
few. The effectiveness of the resources 
depend on the context or situation. The 
successful superintendent analyzes each 
situation and brings the appropriate 
resource(s) to bear. 

In the next and final chapter, the researcher provide 

an overview of the study. She also sets forth 

recommendations for further investigation regarding the 

topic, power in the superintendency. 



CHAPTER VII 

SUMMARY AND RECOMMENDATIONS 

J like to think of this book as reminiscent of 
the early chart books used by explorers 
sailing in search of new lands. Those early 

maps and accompanying commentary were 
descriptive but not predictive, enticing but 
not fully revelatory. They pointed in certain 

directions, illuminated landmarks, warned of 
dangers, yet they included enough elusive 
references and blank spots to encourage 

explorations and discoveries by other people. 

- Margaret Wheatley 

Summary 

The study's material has been presented in seven 

chapters with the first chapter serving as an introduction. 

To outline the background of the problem, the researcher 

turned to the print media and experts in the field of 

leadership such as Warren Bennis. Citing Bennis, she 

explained that obstacles confronting leaders, an information 

glut, factions which make consensus increasingly difficult, 

loss of community and civility, alterations in the nature of 

work and the economy, are also experienced by superinten¬ 

dents. She went on to wonder how superintendents use power 

in order to effectively lead their districts despite the 

obstacles. She also wondered how they learned this, since 

superintendents receive no formal training in the theory and 

exercise of power. By examining the superintendency relative 

to power through the eyes of practicing superintendents, she 

anticipated being able to draw conclusions about the training 

319 
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of superintendents and to make recommendations for 

improvements. 

In Chapter Two the researcher presented the relevant 

literature from the fields of business, politics, psychology, 

sociology and education regarding power. She pointed out 

that domination and control have been central to the theory 

and research of most of those thinking and writing about 

power. She did discover, however, that the search for a 

different theory and practice of power has been underway more 

recently, and as a result, an alternative concept of power 

has been emerging where "power over" is being replaced by 

"power with", where the concept of followership is being seen 

as important as that of leadership. The researcher provided 

a more detailed description of the thinking of four authors, 

Herzberg, Kelley, Covey and Kreisberg, who represented this 

new thinking about power. 

The design of the study and method for collecting 

evidence were described in the third chapter. Because the 

focus, power in the superintendency, was a contemporary 

phenomenon within a real life context which had not been 

widely studied before, the exploratory multiple-case study 

was selected. Since information about each case needed to be 

collected, the researcher chose Seidman's methodology for in- 

depth interviewing. By gathering the superintendents' 

stories, sharing the stories through their exact words in 

lengthy excerpts, and making thematic connections among the 

experiences of the interviewees, the researcher hoped to 
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elicit theory about power in the superintendency. Wanting to 

be careful not to impose meaning on the superintendents' 

stories, the researcher sought the means for organizing and 

making sense of the voluminous data. She decided to employ a 

multi-faceted approach by using rephrased versions of 

Banfield's four questions, the Affinity Diagram, and the 

views of the four significant authors. To ensure a measure 

of objectivity, an independent reader, a practicing 

superintendent himself, was recruited to read and remark upon 

the interviews. 

In Chapter Four the researcher presented lengthy 

excerpts from the interviews. In the order of Seidman's 

interview trilogy—Life History, Contemporary Experience, 

Meaning to the Participant—each story was shared through the 

superintendents' actual words. 

The researcher established thematic connections among 

the experiences of the participants in Chapter Five. Making 

use of Banfield's rephrased questions, the Affinity Diagram, 

the significant authors, and the independent reader, she 

outlined the commonalities found in the superintendents' 

stories. 

In Chapter Six the researcher reviewed the findings of 

the study and drew five conclusions based on the data 

analysis. She also set forth theory about power in the 

superintendency founded on four major principles as follows: 

1) that past experience determines current behavior relative 

to the exercise of power; 2) that power is a process linked 
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to purpose; 3) that leadership and followership are 

interwoven; 4) that power depends on context and resources. 

In the next section the researcher will set forth a 

series of recommendations regarding the training of 

superintendents based on the conclusions and theory drawn 

from the study. By way of introduction, the researcher will 

report some of the suggestions given by the participants for 

training superintendents. 

Recommendations for Training Superintendents 

Departing slightly from the interview format of open- 

ended questions, the researcher asked each of the four 

participants what recommendations he/she would make regarding 

the training of superintendents. The first participant said: 

I told you that I took one administration 
course. And that was it,I wasn't taking any 
more of those. You can't approach the 
training of superintendents the way it's 
traditionally done. The closest I've seen, 
and I don't know what it really looks like, I 
know what they were talking about in the 
planning stages, is the program that Harvard 
created for urban superintendents, where there 
was a lot of practical case study kinds of 
interventions, using law school or business 
school teaching techniques, connected with an 
internship, so you had a practical problem, 
the focus always being on behavior. If you 
were to do that,use simulations, use videos, 
then you could begin to break down what does a 
principled leader look like. What is a leader 
who is focusing on students as the outcome, 
what does that look like? You could break it 
down... 

He continued: 
« 

If you are going to train, not only 
superintendents, I would contend if you are 
going to train successful teachers, or 
principals, or superintendents, I don't care 
what the role is, the force of reflection is 
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natural part of what you do, you're never 

going to become a quality person at whatever 
you do because you'd stop learning. 

In answer to the question, the second participant 

suggested: 

I think that people should understand, there 
should be a lot more in the area of 
management. There has to be more attention 
paid to management as a skill. They [school 

of education] don't spend that much time doing 

that. And I mean management in general. 
People should read Peters, Drucker, Deming. 

There should be some work in and around total 

quality management. There has to be some 

content around the broader issues of social 

justice...I think the best superintendent is 
one that is prepared well in the discipline, 
who is an English major, or a Spanish major, 

or who has a love of something... And then a 
very important component is practice... When 
the symphony comes to town, it practices for 
days. We don't practice. We need to give 
people the opportunity to practice ... That's 
why I take my mentees from the mentor to the 

Harvard Superintendents' Program... 

The third superintendent offered the following 

suggestions: 

I think they ought,step one, they should be 

regrounded into what a teacher faces every 

day, not just from learning how needy kids 

are, but the fact that some 
instructional practices will be successful 

with kids and some will damage them. And 

that's got to be first. You can't go on 
thinking we haven’t learned anything about 
learning and teaching, and that the kids are 

the same today, coming with the same needs as 
they did thirty years ago. That's baloney. 
And that's what the textbooks are saying, some 

of them. Step one is, what does it take to be 

a good teacher and be successful for every one 

of those kids in that class and be thoroughly 

aware of that. And have a setup where you can 

continue to do it because it's going to 
change. And you're going to be in a position 

where you have to help parents deal with this, 
the teachers deal with this, apply resources 

to it. Virtually everything you do is going. 
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should be centered around how to be successful 
with every one of those kids. And the reality 
of what it takes, not just your own 

perception, or give them a class size of 

twenty-five and everything will be fine, no 
matter what the mix of kids is. And we can't 

afford to be wrong about what it takes to be a 
good teacher and be successful for every one 
of those kids. 

He went on to talk about the ongoing need for 

superintendents to stay current and recommended that they 

meet regularly to discuss educational issues. He said: 

I think the research about what we've learned 

about learning, which I mentioned before, is 

continuing and it takes concentrated study, so 

I'd love to find a way, and given where we 

live, it's hard, but in most places it isn't, 

is to get a university that would say, "Once a 
month on a Thursday night, the area 

superintendents are going to get together and 
we're going to talk education." And they 
would be prepared to say, "Here's some of the 
latest stuff, here are implications and also 
field, also I'm trying to implement these 

things, here's some difficulties I have." And 
I would see some kind of a forum that is again 

ongoing that ties the research with practice 
and is a strong influence."You won't be able 
to be a strong superintendent in County unless 

you participate in the dialogues about success 

for kids and learning and Sophier and all 

these things." It shouldn't be possible to be 
a superintendent and not know what the hell is 

going on in research... 

In the absence of something required and structured for 

ongoing professional development, he suggested informal 

alliances among superintendents. He described such an 

arrangement in his own area, explaining that he and his 

colleagues met to share information, policies and insights. 

He talked about how much they counted on one another. 

The third participant talked for quite some time, 

associating freely, moving in and out of the topic of 
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training for superintendents. The researcher summarized the 

skills he had described through his verbal meanderings and 

asked him if the summary was accurate. He said it was. 

Following is the researcher's summary: 

You talked about a number of skills, certainly 
knowing the field, knowing education, knowing 
good teaching, knowing learning. You talked 

about being able to deal with groups, whether 

it's groups of school committee members, or 
parents, teachers, administrators, and you've 
also talked about being grounded in values and 
being grounded in reality. And you talked 
about having to break logjams in some ways, 

about conflict, dealing with conflict, being 
able to listen to criticism in an open, 

nonjudgmental way... 

The fourth participant made the recommendations 

outlined below: 

That's a hard one, isn't it, because none of 
us had superintendent training. I 

guess maybe I'd look at profiles. If I were 
setting up, let's say, a school for 

superintendents, maybe I would set up a 
profile of people first and sort of have 
prerequisites of what people need before they 
could take on a job like this. I think some 

of my prerequisites would be, why people came 
into the profession, it goes back to that 

inner sense of it’s a service profession. I'd 

look at a person's background, I guess 

academic background, not college so much, I 

mean, if I looked at my college record, I 

wouldn't be where I am...It's not so much the 

grades, but it's the kind of life experience. 
I think superintendents should have had 
classroom experience and not just physical 
education, and that sounds stereotypical, but 

I think people need to have been in classrooms 
and as many classrooms as possible. Although 

I know the public school system doesn't give 

you a shot at elementary, middle and high 
school because of certification, but I think 

the more experience you can have with 

youngsters at different levels, I think that 

helps to understand. I think a superintendent 

needs some kind of a building experience, so 

you understand what it's like to run a school. 
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And I would also think that maybe some central 
office. Now that sounds very traditional. I 
think also working, being out in the business 
world sort of helps, too, because sometimes 
you get real tight and you think that the 
school systems are the only organization, so 
having some kind of another work experience, 
if you could bring all those things together, 
I think helps as prerequisites for a job like 
this. If people don’t have intercommunica¬ 
tion, personal communication skills, I think 
probably it's the key to making this job 
successful. Getting along with people, 
knowing how to deal with them, knowing 
how to listen, knowing...Well, let me put it 
this way. The best experience I had was up at 
U Mass when I took all these courses in 
organizational development with Ken 
Blanchard... Those things were wonderful. I 
learned more ... learning about organizations 
and learning how to function in them and 
learning how people make decisions and the 
different roles that people... I think all of 
that stuff is important. You can learn 
budgets. I mean I didn't know one thing about 
a budget until I cam here. I learned it. 
That's not hard. I think knowing about 
curriculum is important, too. But if you 
don't have those interpersonal skills, getting 
the curriculum done is not going to happen. 
So maybe the key is, maybe a school on 
personal communications maybe would be the 
whole thing because I think all the other 
stuff you learn, or you can learn. 

She went on to say: 

The technical is easy, I think. You can 
always delegate that. If I can't do a budget, 
I sit with the business manager and say, "Now 
why is that number there?" I think you have 
to have an understanding of that because in 
the end you're responsible, but it's that 
other stuff. "Why are people acting that way 
and how do I deal with it?" That's important. 
Now, do you get that on the job or do you 
train for it? I think both. 

The table below compares the answers provided by the 

four participants regarding the training of superintendents. 

The researcher attempted to capture the essence of each 
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participant in a few words, as indicated. It is interesting 

to note that their suggestions for training are in some way 

connected to their perceptions of their role as 

superintendent and, at the heart of it, to their values. As 

a result, the researcher recommends that some portion of the 

training for superintendents should be personalized; that the 

superintendent-to-be, after careful consideration of his/her 

values, should establish goals for professional development 

based on an assessment of what he/she needs personally. More 

will be said about that later in this section. 

Participant #1 

"Core Values ” 

Participant #2 

”Social Activist” 

Participant #3 
"Align with 

Best Teachers" 

Participant #4 

"Community Builders" 

• Practical • Business management • Research and practice • Prerequisites: 

• Case study 

skills and knowledge in teaching and learning service orientation; 
experience as teacher, 

method as law • Academic discipline • Grounded in values building administrator, 

and business and reality central office adminis- 

schools, Simula- • A focus on social trator; experience in 

tions and videos justice • Focus on reaching all 

kids 

business world 

• Focus on prin- • Practice, practice • Focus on com munica- 

cipled leadership 

behavior 

• Reflective 

practice 

practice • Skills in dealing with 

groups and conflict 

tions with others 

• Interpersonal skills, 

knowledge of O.D. 

Participants' Suggestions for Training 

Figure 9 

As explained previously, the researcher will make 

recommendations for the training of superintendents based on 

the conclusions and theory of this study. Since there were 
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five conclusions, there will be five corresponding 

recommendations. The earlier recommendation based on the 

participants' suggestions will make six in all. The 

recommendations also encompass the principles of the theory of 

power put forth by the researcher. 

The first conclusion drawn from the participants' 

stories was that the exercise of power in the superintendency 

comes down to the individual, who he/she is at the core, what 

his/her character is. In other words, a superintendents' 

character affects the manner in which he/she exercises power. 

Much of what is studied about leadership and the 

superintendency is based on external, observable behavior which 

gets translated into personality, style, and the like. This 

notion of character is inherent in the first principle (past 

experience determines current behavior relative to the exercise 

of power) of the theory set forth by the researcher. The first 

recommendation, then, is that the training of superintendents 

should include some element of self-analysis. Each aspiring 

superintendent should have to understand who he/she is at the 

core, what his/her character is, what the forces are that 

motivate him/her, what his/her values are. The superintendent- 

to-be needs to know his/her strengths and weaknesses, how 

he/she is likely to perform in good times and in crisis. This 

self-analysis should not be based solely on the person's own 

perceptions but should also include input from others. Despite 

the discomfort this may cause, it could save the person 

difficulties later. Self-awareness borne of soul-searching 
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along with the observations of others could establish the 

foundation for further development. The first participant put 

it succinctly when he said, "Know thyself.” 

The recommendation based upon the participants' 

suggestions for training that was mentioned earlier said that 

there ought to be a personal goal setting component. You will 

remember that the participants' suggestions were clearly tied 

to their own values. The personal nature of leadership in the 

superintendency logically leads one to see the need for 

individual, personal development. This could obviously be 

coupled with the self-analysis component recommended above. 

The second conclusion, as well as the first principle 

underlying the theory of power in the superintendency, was that 

the participants carried their family dynamics into the 

workplace. Despite the clear connections among character, 

family dynamics and exercise of power in the superintendency, 

the participants were virtually unaware of it. The second 

recommendation is that aspiring superintendents be given the 

opportunity to recognize the influence of family dynamics on 

their work relationships. Examining the impact of parents, 

siblings, extended family, and position in the family could be 

part of the self-analysis mentioned above. The first three 

recommendations could be combined into one element of a 

training program. By analyzing one's character and family 

influences, one could then formulate a development plan. In 

short, CHARACTER ANALYSIS + FAMILY DYNAMICS ANALYSIS ^ 

PERSONAL DEVELOPMENT PLAN. 
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The participants' stories clearly demonstrated the 

relational and situational aspects of power. They showed that 

things do not get done simply because someone issues an order 

and someone else carries it out. School districts are complex 

social organizations where people do not always share the same 

goals or values and where nobody has all of the power all of 

the time. This discovery caused the researcher to draw her 

third conclusion: that the participants could not and did not 

rely on the authority of their title and position, but turned 

to persuasion and agreement in order to move forward their 

agendas. This also became the fourth principle (that power 

depends on context and resources) upon which her theory was 

based. The researcher's next recommendation is that potential 

superintendents learn about schools as complex social 

organizations and the skills necessary to lead them. 

The fourth conclusion of the study, and the third 

principle (that leadership and followership are interwoven) of 

the theory, pointed to a shift from "power over" to "power 

with", leading to the next recommendation. It is somewhat 

related to the previous recommendation regarding schools as 

complex social organizations where goals and values are often 

disparate and where no one has absolute power, and it comes 

directly from the writings of Covey and Kelley. The researcher 

recommends that the training of superintendents include under¬ 

standing followership and the development of exemplary follow¬ 

ers. Studying leadership without learning about followership 

would be foolish. 
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The final conclusion drawn by the researcher was that 

there was an identifiable equation used by the participants 

which became part of their power base. This led to the second 

principle (that power is a process linked to purpose) as well 

as the fourth principle of the theory. VISION + VALUES + 

PLANNING + SHARED DECISION MAKING + CONFLICT RESOLUTION + 

COMMUNICATION + HIRING + STRENGTH TO OVERCOME OBSTACLES = 

POWER. The final recommendation is that any training program 

for superintendents include training in the components of this 

equation. Superintendents need to understand two concepts: 

1) power as a process; and 2) the power base, those resources 

that enable them to accomplish their purpose. They need to 

learn how, when, and if to employ relevant resources at the 

appropriate time. Vision and values could be incorporated into 

the self-analysis stage identified earlier. Strength to 

overcome obstacles could also be addressed in that particular 

training segment with an emphasis on it in the personal 

development plan. Strategic planning and shared decision 

making, including team building, problem solving and conflict 

resolution, could become part of the training in the skills 

required to lead a socially complex organization. Hiring could 

be addressed there as well. Communication, however, needs 

special and separate attention. The participants talked 

repeatedly about the need to communicate with individuals and 

groups. Listening, speaking and writing are such critical 

skills to superintendents that training in these areas should 

be emphasized in any preparation program. 
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In his paper. Varieties of wisdom in the practice of 

teachers, Allan Feldman talked about a model of teaching based 

on what it means to be a teacher. He suggested a model that 

incorporates the usual knowledge base and reflective practice 

together with meaning-making activity, i.e., thinking about 

what it means to be a teacher. The third phase of Seidman's 

methodology. Meaning to the Participant, fostered this meaning¬ 

making activity in this study for the participants, and they 

found it to be quite powerful. It makes perfect sense that 

thinking about what it means to be a superintendent should 

become part of any training program for superintendents, 

prospective or practicing. 

Much of what constitutes training for superintendents 

falls into the knowledge base or technical category. Finance, 

law, personnel and similar courses are required for 

certification. Unlike the research on teacher preparation, 

little work has been done in the area of superintendent 

preparation. Reflective practice and an understanding of the 

superintendency seem critical for would-be as well as 

practicing superintendents. 

Feldman recommended that teacher educators and 

researchers focus on the three varieties of wisdom: knowledge, 

reasoning and understanding. This researcher believes the same 

should be applied to the training of superintendents. 

The table below summarizes the conclusions and the 

accompanying recommendations for training superintendents which 
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reflect the thinking of Feldman with regard to reflection and 

meaning-making. 

CONCLUSIONS 

1. Exercise of power in the superin¬ 
tendency comes down to the 
individual, who he/she is at the core, 
what his/her character is. 

2. Particpants carried family dynamics 
into the work place. 

3. Participants relied not only on 
authority of title and position, but 
also on persuasion and agreement. 

4. There was a shift from "power over" 
to "power with." 

5. There was an equation that the 
participants followed. VISION + 
VALUES + PLANNING + SHARED 
DECISION MAKING + CONFLICT 
RESOLUTION + COMMUNICATION 
+ HIRING + STRENGTH TO OVER¬ 
COME OBSTACLES = POWER. 

4ft The participants' suggestions for 
training were directly related to 
their own values and view of their 
roles. 

RECOMMENDATIONS 

1. Undertake a self-analysis, including 
the observations of others. 

2. Examine the impact of family dynamics 
on leadership, especially the exercise of 
power, and on work relationships. 

3. Learn about school districts as complex 
social organizations and the skills 
required to lead them; develop a process 
for thinking about the superintendency. 

4. Learn about followership and how to 
develop exemplary followers. 

5. Learn the skills of each component of 
of the equation; learn how, when and if 
to employ resources in the power base. 

4ft Include a personal development plan 
as part of any training program so that 
each candidate can set goals based on 
a self-analysis of character and family 
dynamics and begin a lifelong process of 
reflection and meaning-making activity. 

Conclusions and Recommendations 

Figure 10 

The recommendations could be organized into three 

elements, or modules, of a training program. The table below 

provides a picture of what this might look like. 
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Module #1 

Self-Analysis and 
Personal Development 

Module #2 

Skills for Leading Socially 
Complex School Districts 

Module #3 

Communication Skills 
for School Leaders 

* Self-analysis of character; * Understand schools as complex • Learn human relations 
identification of vision and organizations; systems theory. skills, including individual 
values and group; learn conflict 

• Learn skills, including persuasion resolution. 
• Observations of others and agreement power, required of 

regarding character complex organization. • Learn effective listening 
skills. 

• Family dynamics analysis • Understand followership and de- 
and impact on leadership velopment of exemplary followers. • Learn to make powerful 
and work relationships and successful presenta- 

• Learn strategic planning, shared tions and speeches. 
• Personal development plan decision making (team building, 

based on above, including problem solving, conflict resolu- • Learn to write clearly, 
strategies for overcoming tion), and hiring like minded effectively and 
obstacles employees. persuasively. 

• Development of process for • Learn about the development and 
reflection and meaning¬ 
making activity 

use of power base. 

Three Modules for Training Prospective Superintendents 

Figure 11 

In this section the researcher set forth a series of 

recommendations regarding the training of superintendents 

based on the conclusions and theory drawn from the study. She 

also reported the suggestions for training put forth by the 

participants. She converted the recommendations into a 

proposal for three modules entitled "Self-Analysis and 

Personal Development," "Skills for Leading Socially Complex 

School Districts," and "Communication Skills for School 

Leaders." She recommended that these become components of any 

preparation program for school superintendents. These 

components could also be "packaged" as workshops or seminars 

for practicing superintendents. 
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In the next section the researcher will make suggestions 

for further study on the topic of power in the 

superintendency. 

Suggestions for Further Study 

The researcher will make a few suggestions for further 

study relative to the exercise of power by superintendents. 

They are as follows: 

1. The most obvious suggestion is to replicate this 

study to see if the same conclusions and theory 

could be drawn from the stories of other practicing 

superintendents. 

2. This study was based on four cases. The second 

obvious suggestion is to do a more substantial study 

involving more cases to allow for more confidence in 

generalizing the conclusions and theory. 

3. The superintendents in this study were identified by 

state level officials as those who used power 

effectively. A third suggestion is to compare the 

results of this study with a similar study of 

superintendents who are considered to use power less 

effectively. It would be interesting to discover 

what differences, if any, exist in the exercise of 

power between those who are considered to wield it 

effectively and those who are not. 

4. A fourth suggestion is to compare this study with a 

similar study of CEOs in other organizations to see 
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if the conclusions and theory could be drawn across 

organizations. 

5. This study was limited to the perceptions of the 

participants, themselves. No matter how honest they 

were in their story-telling, this one-dimensional 

perspective limited the scope of this study. 

Another study could look at the superintendent 

participant in a larger context by interviewing not 

only him/her, but also superiors, peers, 

subordinates and family members. 

6. The sixth suggestion is to develop a questionnaire 

that would follow Seidman's trilogy—Life History, 

Contemporary Experience, Meaning to the Participant 

—and the conclusions of this study to see if 

further supporting evidence could be gathered from a 

larger number of practicing superintendents. 

7. The final suggestion would require an experimental 

model. The researcher could develop the three 

suggested modules (Self-Analysis, Skills for 

Leading, Communication Skills), train a group of 

practicing superintendents, and compare the 

before/after results. A variation could be used 

whereby a control group of superintendents could be 

the means of comparison for measuring the effects of 

the training. 

The researcher set forth seven suggestions for further 

study: replicate, expand the number of cases, compare with 
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superintendents identified as less effective in exercising 

power, compare with CEOs of other organizations, study the 

superintendent in a multi-dimensional context of work and home 

life, develop a questionnaire, and/or train superintendents 

using the suggested modules and measure improvements. The 

next section will conclude the chapter as well as bring an end 

to the study. 

Summing Up 

The methodology used was an exploratory multiple-case 

study because of the study's purpose, to elicit theory about 

power in the superintendency. To collect the data for the 

cases the researcher employed Seidman's process for in-depth 

interviewing which allowed her to understand superintendents' 

experiences by gathering their stories. Each case became an 

autobiography as the participant gave his/her early life 

history, told about his/her experience as a superintendent, 

and attached meaning to thoughts arising from the early 

history and contemporary experience 

The data collection in this type of research results in 

a prodigious amount of information which must be reduced and 

analyzed. The researcher followed Seidman's method for 

sharing data, marking individual passages, grouping them into 

categories, searching for thematic connections. To further aid 

this process, she used the Affinity Diagram, an 

anthropologist's analytical tool. She also used other means 

of analysis including Banfield's revised questions and the 
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writings of four significant authors. To ensure a level of 

objectivity, the researcher enlisted the assistance of a 

practicing superintendent who read and marked the stories and 

identified themes. 

The researcher analyzed each case for patterns that 

arose from the stories. She then compared the cases, 

searching for those patterns that repeated across the cases. 

The patterns allowed the researcher to draw conclusions, 

enabling her to develop a theory, a theory that was elicited 

from the participants’ stories. 

Once the conclusions were drawn, the researcher made 

recommendations for the training of superintendents. She 

concluded that the same training could be designed as course 

modules for prospective superintendents or workshops for those 

superintendents already in practice. 



APPENDIX A 
INFORMED 

CONSENT LETTER/FORM 

Date 

Name of Participant 
Address 
City, State, ZIP 

Dear : 

I am a doctoral student at the University of 
Massachusetts at Amherst in the Graduate School of Education. 
I have been engaged in research on the superintendency as it 
relates to the exercise of power. The primary goal of this 
research is to document the stories of practicing 
Massachusetts superintendents through interviewing. By 
understanding their experiences through their stories, I hope 
to develop a theory describing how superintendents use power 
effectively to lead their districts. 

I would like to interview you as part of this study. 
The method I will be using is in-depth interviewing which 
relies on open-ended questions. My intent is to have it feel 
like a friendly conversation with a colleague. This model of 
interviewing involves conducting a series of three separate 
interviews with each participant. In the first interview, I 
would ask you to tell me as much as possible about yourself 
up to the present time vis-a-vis power issues. In the second 
interview I would ask you to provide specific details about 
your current experience regarding power. In the third 
interview I would ask you to reflect on the meaning of your 
experience, past and present, as it relates to your 
superintendency. The interviews could easily be titled as 
follows: 1. life history; 2. contemporary experience; and 
3. meaning to you as a public school superintendent. Each 
interview should last about ninety minutes. 

Ideally, the interviews should be spaced at least three 
days but not more than a week apart. That would mean I would 
be working with you over a two- to three-week period. Being 
a realist, however, I recognize that the structure may have 
to be adjusted because of schedules. Your needs and wishes 
prevail here. 

There are a number of points I feel are important to be 
clear about. By agreeing to participate, you would be 
accepting these conditions. They are outlined as follows: 

• The interviews will be audiotaped. The tapes will be 
transcribed by someone experienced in dealing with 
dissertations and related confidentiality issues. Any 
identifying information such as a person's name or that of 
his/her district will not be used in the study and pseudonyms 
will be submitted. 
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• The intent of this type of interviewing is to use 
participants' own words as much as possible, so I 
will be using lengthy excerpts rather than short quotations. 
The excerpts will be sent to you in advance for verification 
of their accuracy. 

• The various uses of the information might include the 
dissertation, itself, future publications based on the 
dissertation, and as a basis for conference presentations 
and/or higher education teaching modules. 

• Participants cannot expect to benefit in any way, 
financially or otherwise,, from taking part in this study. 

• Participants are free to take part or not without 
prejudice and may withdraw at any time from the interview 
process. 

• Throughout the interview process and up to thirty days 
after the last interview, a participant may withdraw consent 
to have specific excerpts from the interviews used by 
notifying me. 

• Participants agree that no medical treatment will be 
required of the University of Massachusetts from any injury 
that might be associated with this interviewing process. 

In addition to this letter, I will provide you with a 
copy of the third chapter of my dissertation, Research Design 
and Methods. These two written documents will be accompanied 
by a verbal explanation which I will personally provide. 

If, after receiving written and verbal explanation, you 
agree to participate, I will need you to sign the consent 
below. You may return it to me by mail or in person. 

I will call you in the near future to ascertain your 
willingness to take part. At that time we can clear up any 
questions you may have. If you agree to participate, we can 
schedule the interviews. 

I look forward to talking with you and sincerely hope 
you will agree to be a participant. 

Sincerely, 

Claire L. Sheff 
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I, _, have read the conditions 
set forth in this letter. I agree to participate in this 
study under those conditions. 

Signature 

Date 



APPENDIX B 
INTERVIEW GUIDE 

I. Interview One ~ Life History 

• Interviewer's Task: to put the participant's 
experience in context by asking him/her to tell about 
him/herself in relation to power issues up to the 
present time. 

. • Means for Accomplishing Task: Ask the participant to 
reconstruct early experiences in the family, in 
school, with friends, in the neighborhood, at work. 

• What Should Be Learned: how the participant came to 
be a puclic school superintendent; the participant's 
life history up to the time he/she became a 
superintendent. 

II. Interview Two ~ Contemporary Experience 
• Interviewer's Task: to concentrate on the specific 

details of the participant's current experience 
relative to power. 

• Means for Accomplishing Task: Ask the participant to 
tell what he/she actually does on the job, getting 
him/her to reconstruct a typical day, moment-to- 
moment, from waking up to going to sleep. 

• What Should Be Learned: what is is like to be a 
public school superintendent; the details of the 
participant's work as a superintendent. 

III. Interview Three ~ Meaning to the Participant 
• Interviewer's Task: to engage the participant in a 

process of self-reflection so that he/she can make 
meaning out of his/her experience. 

• Means to Accomplish Task: Ask the participant to 
connect factors in his/her life that brought him/her 
to where he/she is now; ask the participant to look at 
the details of his/her current experience as it 
relates to power and to put them into context. 

• What Should Be Learned: what it means to the 
participant to be a public school superintendent; what 
sense he/she makes of his/her work as a superintendent 
given the disclosure and discovery in the first two 
interviews. 
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APPENDIX C 
PARTICIPANT INFORMATION FORM 

Name _ Date 
Work 
Address _ Phone 

_ Fax 
Home 
Address _ Phone 

Fax 

Interviews: 
Date Time Location 

Interview One 
Interview Two 
Interview Three 

Directions to Interview Location(s): 

Special Instructions (best/worst time to call; secretary's 

name, etc.): 

Other Comments: 



BIBLIOGRAPHY 

American Association of School Administrators. (1988). 
Challenges for School Leaders. Virginia: AASA. 

Anderson, Robert E. and Lavid, Jean S. (1985, Summer). 
Factors School Boards Use When Selecting a 
Superintendent. ERS Spectrum, pp. 21-24. 

Bacharach, Samuel B,, Ed. (1981). Organizational Behavior 
in Schools and School Districts. New York: Praeger 
Publishers. 

Banfield, Edward C. (1965). Political Influence. New York: 

The Free Press. 

Bateson, Mary Catherine. (1990). Composing a Life. New 

York: Plume. 

Black, John A. and English, Fenwick W. (1986). What They 
Don't Tell You in Schools of Education About School 
Administration. Pennsylvania: Technomic Publishing 
Company, Inc. 

Blumberg, Arthur and Blumberg, Phyllis. (1985). The School 
Superintendent: Living With Conflict. New York: 

Teachers College Press. 

Boiler, Paul F., Jr. (1984). Presidential Campaigns. New 
York: Oxford University Press. 

Bolman, Lee and Deal, Terrence. (1979). The Political 
Perspective. Unpublished Paper, Harvard Graduate School 

of Education. 

Bolman, Lee and Deal, Terrence. (1991). Reframing 
Organizations. San Francisco: Jossey - Bass Publishers. 

Brassard, Michael. (19899) . The Memory Jogger Plust. 

Methuen, MA: GOAL/QPC. 

Bruce, James S. (1986, August). The Intuitive Pragmatists: 
Conversations With Chief Executive Officers. 
Greensboro, N.C.: Center for Creative Leadership. 

Burns, James MacGregor. (1978). Leadership. New York: 

Harper & Row, Publishers. 

Cialdini, Robert B. 1981). Influence. New York: Quill. 

Cohen, Allan R. and Bradford, David L. (1990) . Inflyenc.e 
Without Authority. New York: John Wiley and Sons. 

344 



345 

Covey, Stephen R. (1990) . Principle-Centered Leadership. 
New York: Summit Books. 

Covey, Stephen R. (1989) . The .Seven Habits of Highly 
Effective People. New York: Simon & Schuster. 

Cuban, Larry. (1985, September). Conflict and Leadership in 
the Superintendency. Phi Delta Kappan, pp. 28-30. 

Cunningham, Luverne L. and Hentges, Joseph T. (1982). The 
American School Superintendency 1982. Virginia: AASA. 

Deming, W. Edwards. (1982). Out of the Crisis. Cambridge, 
MA: MIT Center for Advanced Engineering Study. 

DeYoung, Alan J. (1986, Spring). Excellence in Education: 

The Opportunity for School Superintendents to Become 
Ambitious? Educational Administration Quarterly, pp. 

91-113. 

Driscoll, David P. (1981). Exploratory Case Study of the 
Effectiveness of Four Superintendents of Schools New to 
Their Districts. Dissertation, Boston College. 

Educational Research Service. (1985, December). ERS 
Educator Opinion Poll: School Superintendents. 

Virginia: ERS. 

Elam, Houston G. and Paley, Norton. (1978) . Marketing for 

the Non-Marketing Executive. New York: AMACOM, A 

Division of American Management Associations. 

Engel, Ross A. (1985, March). Think You Know What Makes a 
Great Superintendent? Guess Again. The Executive 

Educator, pp. 39-40. 

Ferguson, Marilyn. (1990). The Aguarian Conspiracy. Los 

Angeles: J.P. Tarcher, Inc. 

Funkhouser, G. Ray, (1988) . The Power of Persuasion,. 
Illinois: Nightingale - Conant Corporation. 

Galbraith, John Kenneth. (1983) . The Anatomy of Power. 

Boston: Houghton Mifflin Company. 

Gardner, John W. (1990). On Leadership. New York: The Free 

Press. 

Glasser, William, M.D. (1990). The Quality Schools New 

York: Harper Collins Puglisher, Inc. 



346 

Goleman, Daniel, Kaufman, Paul and Ray, Michael. (1992). 
The Creative Spirit. New York: Dutton. 

Halpin, Andrew W. (1966). Theory and Research in 

Administration. New York: The MacMillan Company. 

Herzberg, Frederick. (1987, September/October). One More 

Time: How Do YOu Motivate Employees? The Best of the 
Harvard Business Review (1991), pp. 119-130. 

Hoyle, John R. (1989, January). Preparing the 21st Century 
Superintendent. Phi Delta Kappan, pp. 376-379. 

Hunter, Floyd. (1963). Community Power Structure. A Study 
of Decision Makers. New York: Anchor Books. 

Imai, Masaaki. (1986). Kaisen. New York: McGraw-Hill 
Publishing Company. 

Kaplan, Robert E. (1991) . Beyond Ambition. How Driven 
Managers Can Lead Better and Live Better. San Francisco: 
Jossey-Bass Publishers. 

Kaplan, Robert E. (1989, April). The Expansive Executive. 
Greesnboro, N.C.: Center for Creative Leadership. 

Kaplan, Robert E. and Mazique, Mignon. (1983, February). 
Trade Routes: The Manager's Network of Relationships. 
Greensboro, N.C.: Center for Creative Leadership. 

Katz, Doniel and Kahn, Robert L. (1978). The Social 
Psychology of Organizations. New York: John Wiley & 
Sons. 

Kelley, Robert E. (1991) . The Power of Followership. New 
York: Doubleday Currency. 

Kohn, Alfie. (1986). No Contest. The Case Against 
Competition. Boston: Houghton Mifflin Company. 

Kohn, Gerald W. (1984) . Reorganization in Public High 
Schools: Two Studies of Educational Leadership. 
Dissertation, Harvard University. 

Kondrake, Morton M. (1985, June 10) . Second Term Blues.. 

Newsweek, p. 23. 

Konnert, William M. and Augenstein, John J. (1990). Thg 

Superintendency in the Nineties. Lancaster, PA: 

TECHNOMIC Publishing Co., Inc. 



347 

Kotter, John P. (1990). A Force for Change. How Leadership 
Differs from Management. New York: The Free Press. 

Kotter, John P. (1988). The Leadership Factor. New York: 
The Free Press. 

Kotter, John P. (1985). Power and Influence. Bevond Formal 
Authority. New York: The Free Press. 

Kouzes, James M. and Posner, Barry Z. (1987). The 

Leadership Challenge. San Francisco: Jossey - Bass 
Publishers. 

Kreisberg, Seth. 91992). Transforming Power — Domination, 

Empowerment and Education. Albany: State University of 
New York Press. 

Locke, Lawrence F., Spirduso, Waneen Wyrick and Silverman, 
Stephen J. (1987). Proposals That Work. Newbury Park, 
CA: Sage Publications, Inc. 

Lombardo, Michael M. (1986, November). Values in Action: 

The Meaning of Executive Vignettes. Greensboro, N.C.: 
Center for Creative Leadership. 

Lombardo, Michael M. (1978, January). Looking at 

Leadership: Some Neglected Issues. Greensboro, N.C.: 
Center for Creative Leadership. 

Marshall, Catherine and Rossman, Gretchen B. (1989). 
Designing Qualitative Research. Newbury Park, CA: Sage 

Publications, Inc. 

Maurer, Richard E. (1991). Managing Conflict. Tactics for 
School Administrators. 

McCall, Morgan W. (1978, August). Power. Influence, and 

Authority: The Hazards of Carrying a Sword. Greensboro, 

N.C.: Center for Creative Leadership. 

Miles, Matthew B. and Huberman, Michael A. (1984). 
Qualitative Data Analysis. Beverly Hills, CA: Sage 

Publications. 

Moine, Donald and Lloyd, Kenneth. (1990). Unlimited Selling 
Power. New Jersey: Prentice - Hall, Inc. 

Moss Kanter, Rosabeth. (1977). Men and Women of the 

Corporation. New York: Basic Books, Inc. 



348 

Nanus, Burt. (1989). The Leader's Edge. Chicago: 
Contemporary Books. 

NESDEC. (1988) . Administrative Shortage in New England: the 
Evidence, the Causes, the Recommendations. Sudbury, 
MA. 

Neustadt, Richard E. (1980) . Presidential Power: The 

Politics of Leadership from FDR to Carter. New York: 
MacMillan Publishing Company. 

Nolte, M. Chester. (1974, September). How Fast Is the Power 
of Superintendents Slipping? The American School Board 
Journal, pp. 42, 44-46. 

Patton, Michael. (1980). Qualitative Evaluation Methods. 
Beverly Hills, CA: Sage Publications. 

Paulu, Nancy. (1989, March). Key Plaver in School Reform: 

The Superintendent. The School Administrator, pp. 8-14. 

Pfeffer, Jeffrey. (1981). Power In Organizations. 

Massachusetts: Pitman Publishing, Inc. 

Reecer, Marcia. (1981, April). Joe Fernandez. The 
Executive Educator, pp. 19-20, 36. 

Roddick, Anita. (1991) . Body and Soul. New York: Crown 

Publishers, Inc. 

Seidman, I.E. (1991). Interviewing as Qualitative Research: 
A Guide for Researchers in Education and the Social 

Sciences. New York: Teachers College Press. 

Senge, Peter M. (1990) . The Fifth Discipline. New York: 

Doubleday. 

Senge, Peter M. (1990, Fall). The Leader's New Work: 
Building Learning Organizations. Sloan Management 

Review, pp. 7-23. 

Senge, Peter M. and Lannon, Coleen. (1990, July). 
Managerial Microworlds. Technology Review, pp. 64-68. 

Shepherd, Greta D. (1986, April). Survival Strategies and 
the Superintendencv. Paper presented at the Annual 

Meeting of the American Research Association. San 
Francisco, CA. 

Smith, Hedrick. (1988). The Power Game. New York: Random 

House. 



349 

Stark, Amy. (1992). Because I Said So. New York: Pharos 

Books. 

Stewart, Thomas A. (1990, Spring). A User's Guide to Power. 

Best of Business Quarterly, pp. 87-89, 92-93. 

Tyack, David and Elisabeth Hansot. (1982). Managers of 

Virtue: Public School Leadership in America, 1820-1980. 

New York: Basic Books. 

Walton, Mary. (1986). The Demina Management Method. New 

York: The Putnam Publishing Group. 

Walton, Mary. (1990). Deming Management At Work. New York: 

The Putnam Publishing Group. 

Weisbord, Marvin R. (1987). Productive Workplaces. San 

Francisco: Jossey-Bass Publishers. 

Wheatley, Margaret J. (1992) . Leadership and the New 

Science. San Francisco: Berrett-Koehler Publishers. 

Yin, Robert. (1987). Case Study Research, Design and 

Methods. Beverly Hills, CA: Sage Publications. 

Zaleznik, Abraham. (1990) . Executive's Guide to Motivating 

People. Chicago: Bonus Books. 

Zuboff, Shoshonna. (1988) . In the Age of the Smart Machine.. 

New York: Basic Books. 

9 






