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Abstract 

The purpose of this sequential exploratory mixed-methods study was to explore the 

possible misalignment between the job expectations and the actual work of assistant 

principals (AP) in New Hampshire (NH), through the lens of leadership theory.  Data 

from the quantitative Phase I addressed the research question, What is the alignment or 

misalignment, determined by ranking, of what NH APs anticipated their duties would be 

and the duties they actually perform?  Sixty NH APs completed the survey.  Spearman’s 

rank order coefficient was calculated to analyze Phase I data and resulted in a correlation 

coefficient value of .633.  This value indicates that there is a measure of misalignment. 

Data was gathered in the qualitative Phase II and answered the remaining two research 

questions: How do current public school assistant principals in NH describe the 

alignment or misalignment between what they anticipated their duties would be and the 

actual duties they perform?  How do current public school assistant principals in NH 

relate leadership theories to the alignment or misalignment between what they anticipated 

their duties would be and the actual duties they perform?  New Hampshire APs reported 

that, although they view the role of the AP as primarily transactional in nature, they strive 

to incorporate transformational leadership whenever possible.  Assistant principals also 

expressed their hope and belief that those serving in the role be granted increased 

decision-making authority, autonomy, in order to better meet the goals of the 

organization. 

Keywords: administrative duties, alignment, assistant principal, autonomy, Jeffrey 

Glanz, leadership, misalignment, Anna Sun, transformational leadership, transactional 

leadership 



Running head: THEORY TO PRACTICE                                                                    1 

 

Chapter 1 

 Introduction to the Problem 

Education is vital to the success of individuals, communities, countries, and our 

global society (DiGaetano, 2015;  Hargreaves & Shirley, 2012).  The United States (US) 

and countries around the globe determine school success by measurement of student 

achievement on standardized performance assessments (Day & Gurr, 2014; DiGaetano, 

2015; Turgut, 2013; Waters, Marzano, & McNulty, 2003).  The result of US student 

rankings in major international standardized performance assessments have been the 

rationale for educational reform throughout our country, for decades (Allen, Grigsby, & 

Peters, 2015; Turgut, 2013; Vinovskis, 1998).  Standards for teaching and learning 

continue to increase in rigor and a dizzying array of tasks are placed upon the principal, 

intensifying an already highly complex leadership role within schools (Day, 2000; 

Drysdale et al., 2016; Hord, 1997; Schechter & Firuz, 2015).  Specifically, district 

leaders, school leaders, and teachers are being held increasingly accountable for 

significant gains in academic growth for students (Gurr, 2015; Hord, 2009; Seashore-

Louise, Leithwood, Wahlstrom, & Anderson, 2010).  

Statement of the Problem 

The United States ranked 27th in a 2016 study ranking 195 countries by expected 

human capital (Lim et al., 2018).  Human capital can be defined as the level of 

educational quality and health of the people within the population.  In a similar study 

conducted in 1990, the US had ranked 6th (Lim et al., 2018).  These studies were 

conducted by the Institute for Health Metrics and Evaluation at the University of 

Washington and the David Geffin School of Medicine at the University of California.  A 
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drop in educational ranking does not bode well for public perception and dissatisfaction 

of education in the United States.  A 2018 study of YouTube videos examined the 

question, “Is public education portrayed in this video in a negative, neutral, or positive 

manner?”  The research was conducted by Professor Burhanettin Keskin of the 

University of Mississippi.  Using content coding of the videos, 67.8% of the videos were 

considered negative (Keskin, 2018).  The public’s perception of the quality of a school 

encompasses all the elements of the institutions, including and foremost being that of the 

leaders. 

Educational researchers have studied the influence of school-level leadership on 

student achievement for decades (Allen, Grigsby, & Peters, 2015; Hallinger & Heck, 

1996; Leithwood, Sun, & Pollock, 2017; Waters, Marzano, & McNulty, 2005).  These 

academics have concluded that school-level leaders play an important role in student 

learning and achievement (Hallinger & Heck, 1996; Jacobson, 2011; Creemers & 

Reetzig, 1996; Leithwood, Sun, & Pollock, 2017; Simpson, 2000; Waters, Marzano, & 

McNulty, 2005).  The school-level leadership positions with the highest rankings of 

influence on school success are in order - the principal has the highest degree of influence 

and the assistant principal has the second highest ranking (Leithwood & Seashore Louis, 

2012; Seashore Louis, Leithwood, Whalstrom, & Anderson, 2010).  

The work of educational leaders is founded on the theory they apply in their day-

to-day actions and behaviors (Yukl, 2013).  The work of Marzano, Waters, and McNulty 

(2005) regarding school leadership and its importance to student achievement revealed 

that transactional (managerial in nature) and transformational (inspirational, team 

oriented, and supportive leadership in nature) are the typical theories of leadership 
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utilized by building-level leaders, with transformational being the most effective for 

school success (Kurland, Perez,  & Hertz-Lazarowitz, 2010; Marzano, Waters, & 

McNulty, 2005).  High functioning schools have building-level leaders who 

predominantly utilize a transformational approach within their organizations (Kurland, 

Perez,  & Hertz-Lazarowitz, 2010).  Building-level school leaders may act singularly or 

as a team and are known as the principal and assistant principal, also called the vice-

principal or dean of students. 

The role of the assistant principal (AP) has been studied for many years and has 

generally been utilized exclusively for managerial purposes (Austin & Brown, 1970; 

Gurley, Anast-May, & Lee, 2013; Weller & Weller, 2002).  Assistant principals are often 

responsible for student discipline, supervision, and building operations with minimal 

instructional leadership responsibilities (Gurley, Anast-May & Lee, 2013; Pounder & 

Crow, 2005).  The role of the AP is being underutilized due to the traditional tasks and 

responsibilities assigned to the role have been managerial in nature rather than that of 

transformational leadership (Stoner & Voorhies, 1981).  Examples of the traditional 

tasks, roles, and responsibilities of the AP include serving as the chief disciplinary 

official, assisting teachers with disciplinary issues, conducting parent conferences 

regarding student behavior problems, examining and deal with attendance problems, 

following-up on students with extended or suspicious absences, talking with teachers 

about their complaints, assisting with new teacher orientations, meeting with parents 

concerning parental complaints, supervising lunch duty, scheduling coverages for 

teachers, and completing surveys, forms, book orders, and performing other 
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administrative paperwork (Glanz, 1994; Hausman, Nebeker, McCreavy, & Donaldson, 

2002; Stoner & Voorhies, 1981). 

While much has been written about the important role of the principal, which is 

transformative in nature in terms of teacher and student achievement, another important, 

yet often overlooked educational resources is the assistant principal (Marshall, 2006).  

Calabrese (1991) strongly asserts that, “Assistant principals are a neglected variable in 

the effective school equation” (p. 51).  Weller and Weller (2002) contend that the role of 

the AP is one of the least researched and least discussed positions in educational 

leadership resulting in the ineffective use of the position.  Hauseman, Nebeker, McCreary 

and Donaldson (2002) add that the knowledge base on APs is inadequate to meet the 

needs in understanding the vital role APs play in educational leadership.  The lack of 

general research concerning the AP may contribute to the possible misalignment between 

the theory and practice of this education leader. 

Misalignment occurs when one’s theoretical understanding of a role is not in sync 

with the reality of his or her day-to-day tasks and responsibilities within that role.  Kwan 

and Walker (2012) conducted a large-scale study of APs in Hong Kong.  The study 

examined the misalignment between the ideal roles and the actual responsibilities and 

tasks those serving in the role of AP reported to have undertaken (Kwan & Walker, 

2012).  In assessing whether a gap existed between the ideal and actual roles played by 

assistant principals, the findings suggest that there is a misalignment between what 

assistant principals believe their duties, roles, and responsibilities should be in order to be 

effective leaders and what they are actually doing (Kwan & Walker, 2012).  The 

anticipated job and the actual work did not match.  Such misalignment has negative 
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consequences to the individual and the schools.  Examples of the negative consequences 

for APs include underutilization (Day, 2000; Gurr, 2015; Scott, 2011); job dissatisfaction 

(Oleszewski, Shoho & Barnett, 2012; Panyako & Rorie, 1987); underperformance 

(Glanz, 1994; Sun 2011), and lack of career advancement opportunities (Sun, 2011). 

The assistant principal is often an underutilized resource in schools in terms of 

their potential to influence student achievement (Leithwood & Seashore Louis, 2012).  

The underutilization of the role of the AP has been recognized and studied for decades 

(Hauseman, Nebeker, McCreary & Donaldson, 2002).  In 1987, Panyako and Rorie 

focused research on the changing role of the AP in an effort to find out how the role may 

become as productive and accountable to the public as possible.  They purported that, 

“While the assistant principalship may be the most dynamic, changing position in 

education today, it all too often is the most overlooked in terms of significance and 

prestige ” (p. 6).  The traditional role of the AP fails to fit the modern needs of the 

assistant principalship (Oleszewski, Shoho, & Barnett, 2012; Panyako & Rorie, 1987).  

The extensive review of literature Oleszewski, Shoho, and Barnett (2012) conducted on 

APs included a search of journals, conference papers, doctoral dissertations, articles from 

professional publications, books, and book chapters.  The documents were carefully 

analyzed and common themes about the role of the AP were identified. Oleszewski, 

Shoho, and Barnett (2012) conducted their study to add to the limited literature focused 

on APs. Oleszewski, Shoho, and Barnett claim that 

The assistant principalship is a unique entity because the position lacks a precise 

job description yet entails numerous tasks to ensure the success of a school. 
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Although the assistant principal is a critical leader in schools, the position is 

underutilized and under-researched. (p. 264)    

In addition, building principals and APs have not experienced, nor do they 

understand, the potential for leadership the role of the AP holds (Glanz, 1994).  The 

understanding of the role of the AP that is adopted and accepted by those in education has 

created a mold in which the person should fit (Glanz, 1994, 2004).  This mold has 

become the paradigm of what the AP is rather than what the AP can be (Gardiner, 2006; 

Pearce & Conger, 2003; Shoho, Barnett, & Tooms, 2012).  The reality of the what is for 

the AP is a permanent second place finish. 

School leadership is generally hierarchical in nature.  The work of an AP appears 

to have remained constant throughout educational research (Hauseman, Nebeker, 

McCreary & Donaldson, 2002).  The traditional role of the AP no longer fits the needs of 

our educational organizations.  With increased and intensified responsibilities being 

placed upon school leaders, there is a need for school organizations to become more 

innovative.  School leaders need to think more creatively, introduce new ideas, and adopt 

new methods.  Heidi Hayes Jacobs, an internationally recognized leader in the 

development of 21st century approaches to teaching and learning stated, “You cannot do 

hierarchical innovation” (H. Hayes Jacobs, personal communication, March 16, 2019).  

Innovation in schools must be systemic and include all aspects of the organization.  This 

included the work of the assistant principal.  

Figure 1.1 summarizes the role of the AP in graphic form, beginning with the 

importance of leadership in schools and continuing through the possible misalignment 

and resulting lack of opportunity to engage in transformational work. 
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Figure 1.1 A Summary of the Statement of the Problem beginning with the biggest issue and 

continuing through the work of leaders. 

Tension has been created because of the difference between the anticipated duties 

of an AP and the actual work they do daily (Glanz, 1994; 2004; Sun, 2011; 2012).  

Misalignment and tension create potential issues such as underutilization (Day, 2000; 

Gurr, 2015; Scott, 2011), job dissatisfaction (Oleszewski, Shoho & Barnett, 2012; 

Panyako & Rorie, 1987), under performance (Glanz, 1994; Sun 2011), and lack of 

professional opportunity (Glanz, 1994; 2004; Sun, 2011; 2012).  Additionally, 

Hauseman, Nebeker, McCreary and Donaldson (2002) contend that the AP is not allowed 

to assert his/her personal and/or professional values as this constitutes a violation of 

expected behavior.  

• Drop in ranking of US from 6th to 27th

• Public dissatisfaction with education

• Influence of school of leadership on student success (principal #1; AP #2)

• Leadership theories and styles impact results; transformative most impactful

• Duties of principals are transformational in nature; APs transactional 

• Research on AP overlooked

• APs believe misalignment between anticipated and actual duties

• Misalignment has negative consequences and needs to be explored

Summary of the Statement of the Problem 
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The misalignment between the anticipated and actual job performance needs to be 

understood in order to make better use of the AP as a resource in school improvement.  

Therefore, this study was conducted to explore the possible misalignment in New 

Hampshire as well as how a sampling of APs in NH has come to understand their role 

and leadership style in their public school.  

Background 

Assistant principals exist in many schools, especially larger secondary schools. 

However, these educational leaders are often forgotten or overlooked. Such overlooking 

was evident in a 2013 study.  The National Center for Educational Statistics (Goldring, 

Gray, Bitterman, & Broughman, 2013) published a study examining the Characteristics 

of Public and Private Elementary and Secondary Principals in the United States.  The 

study was supported by the US Department of Education.  The authors explain that the 

data was derived from a school-based sample; however, in the reporting of the data there 

is no mention of assistant or vice-principals in the sampling, indicating that they are 

forgotten or overlooked.  One might wonder if assistant principals are overlooked 

because of the transient nature of the position or with a lack of clarity in the work (Glanz, 

1994; Scott, 2011; Shoho, Barnett, & Tooms, 2012).  Sadly, this might even mean that 

they are unworthy of mention.   

The role of the assistant principal in schools has traditionally served as the 

training route for principals (Koru, 1993).  Koru titles her paper The Assistant Principal: 

Crisis Manager, Custodian, or Visionary? and suggests that the world of assistant 

principals “centers on routine clerical tasks, custodial duties, and discipline…(they) are 

constantly in a reactive mode, juggling the tasks that need to be done” (p. 71).  This 
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narrow vision of the work of the AP is traditional; however, the important contribution of 

the assistant principal to student achievement in this revolutionary educational time is 

often overlooked (Glanz, 1994, 2004; Leithwood & Seashore Louis, 2012; Oleszewski, 

Shoho, & Barnett, 2012; Panyako & Rorie, 1987).  Unfortunately, research has shown 

that the role of the AP has not served as an effective training ground for the principalship 

(Glanz, 1994, 2004; Oleszewski, Shoho, & Barnett, 2012).  

The understanding of the role of educational leaders comes from many sources: 

theory, tradition, governmental regulations, and practice.  Hauseman, Nebeker, McCreary 

and Donaldson (2002) believe that training targeted specifically to the role of the 

assistant principal is rare.  Educational leadership theory is a familiar foundation in 

typical training programs. 

Conceptual Underpinnings: Educational Leadership Theory 

 Theories are developed in order to explain the way the world works (Gardner, 

1995).  There are numerous theories of leadership and initially these theories came from 

research in the field of business.  In general, transactional and transformational leadership 

theories stand as the anchors with numerous other theories falling between those anchors.  

Burns (1978) fundamentally defined transactional leadership as leaders trading one thing 

for another with colleagues to reach the goals of the organization (Marzano, Waters & 

McNulty, 2005).  This is often referred to as a Quid Pro Quo relationship.  Burns’ (1978) 

transactional theory of the relationship of leaders and followers “conceives of leaders and 

followers as exchanging gratifications in a political marketplace.  They are bargainers 

seeking to maximize their political and psychic marketplace…Relationships are 

dominated by quick calculations of cost-benefits” (p. 258).  Transformational leadership 
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is a process focused on change (Burns, 1978; Nazim & Mahood, 2016; Smith, 2016) 

involving personal connections between leaders and followers that raises the level of 

motivation among individuals (Northouse, 2013).  Transformational leadership focuses 

on shaping the organizational structure, a collaborative culture, and the capacity of the 

staff as a whole to fulfill the goals of the organization (Bass, 1978; Hendriks & 

Scheerens, 2013; Thakur, 2014).  The main responsibility of a transformational leader 

within a school setting is to develop a workplace environment in which teachers are able 

to collaborate and feel a sense of connectedness with the goals of the learning 

organization (Hendriks & Scheerens, 2013).  No single leader will be able to follow only 

one style as transactional behaviors will be required along with the more transformational 

ones (Weller & Weller, 2002). 

Several leadership models appear repeatedly throughout educational leadership 

literature, and as with the field of business, two models rise to the top among 

practitioners – the models of transactional and transformational leadership (Leithwood, 

2005; Yukl, 2012).  While each of these models are explained in further detail in chapter 

2, it is important to note that the workings of typical educational leaders can be thought 

of using these theories.  For example, the work of Marzano, Waters, and McNulty (2005) 

on school leadership and its importance to student achievement revealed that both 

transactional (managerial) and transformational (inspirational, team oriented, and 

supportive) leadership behaviors are important (Table 1.1).  Successful leaders 

understand this and know that context is important in deciding on actions.  In writing 

about School Leadership that Works (2005), Robert Marzano and his colleagues explain 

that there are 21 leadership responsibilities that support student achievement.  Each of the 
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21 responsibilities of leaders fall somewhere on that leadership spectrum (transactional to 

transformational).  Table 1.1 illustrates the 21 responsibilities and categorizes them as 

either primarily transactional or transformational in nature.  If the responsibility is 

context dependent, it is categorized as such, meaning it could be categorized as either 

transactional or transformational, depending on the conditions or circumstances that are 

relevant to the event or fact.  The specific characterization would depend on the situation 

and the approach of the leader to that situation.  For example, focus can be considered 

transactional if the leader is the only one establishing the goals.  However, if the goals are 

developed by the group, they can be considered transformative.  It should be noted that 

Marzano, Waters, and McNulty do not categorize any behaviors as transcendent, an 

extension of transformational that included a spiritual element.  It will be further 

addressed in Chapter 2.  Their work is about leading schools and not about the leader as 

an individual person.  

Table 1.1 

The 21 Leadership Behaviors and Leadership Theories and Styles 
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Affirmation 

Recognizes and celebrates 

accomplishments and 

acknowledges failures 

X   

Change Agent 

Is willing to challenge and 

actively challenges the status 

quo 

 X  
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Contingent Rewards 
Recognizes and rewards 

individual accomplishments 
X   

Communication 

Establishes strong lines of 

communication with and 

among teachers and students 

 X  

Culture 

Fosters shared beliefs and a 

sense of community and 

cooperation 

 X  

Discipline 

Protects teachers from issues 

and influences that would 

detract from their teaching 

time or focus 

X   

Flexibility 

Adapts his or her leadership 

behavior to the needs of the 

current situation and is 

comfortable with dissent 

 X  

Focus 

Establishes clear goals and 

keeps those goals in the 

forefront of the school’s 

attention 

  X 

Ideals/Beliefs 

Communicates and operates 

from strong ideals and 

beliefs about schooling 

  X 

Input 

Involves teachers in the 

design and implementation 

of important decisions and 

policies 

 X  

Intellectual 

Stimulation 

Ensures faculty and staff are 

aware of the most current 

theories and practices and 

makes the discussion of 

these a regular aspect of the 

school’s culture 

 X  

Involvement in 

Curriculum, 

Instruction and 

Assessment 

Is directly involved in the 

design and implementation 

of curriculum, instruction, 

and assessment practices 

  
 

X 

Knowledge of 

Curriculum, 

Instruction and 

Assessment 

Is knowledgeable about 

current curriculum, 

instruction, and assessment 

practices 

  X 

Monitoring/Evaluating 

Monitors the effectiveness of 

school practices and their 

impact on student learning 

  X 

Optimizer 
Inspires and leads new and 

challenging innovations 
 X  
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Order 

Establishes a set of standard 

operating procedures and 

routines 

X   

Outreach 

Is an advocate and 

spokesperson for the school 

to all stakeholders 

 X  

Relationships 

Demonstrates an awareness 

of the personal aspects of 

teachers and staff 

 X  

Resources 

Provides teachers with 

materials and professional 

development necessary for 

the successful execution of 

their jobs 

  X 

Situational Awareness 

Is aware of the details and 

undercurrents in the running 

of the school and uses this 

information to address 

current and potential 

problems 

  X 

Visibility 

Has quality contact and 

interactions with teachers 

and students 

 X  

Note: Adapted from “The 21 Responsibilities and Their Correlations (r) with Student 

Academic Achievement”, by R. Marzano, T. Waters, and B. McNulty, School Leadership 

that Works: From Research to Results, 2005, pp. 42-43.  Copyright 2005 by ASCD. 
 

In 2012, Shoho, Barnett, and Tooms analyzed the literature surrounding the 

challenges that affect the theory and practice of APs and how APs are prepared to 

become instructional leaders.  They titled their book Examining the Assistant 

Principalship: New Puzzles and Perennial Challenges for the 21st Century.  After a 

comprehensive review of the literature and empirical data, Shoho, Barnett, and Tooms 

(2012), reported: 

• the AP is generally assigned tasks that the principal finds undesirable; 

• much of an APs time is spent dealing with discipline, with little time involved in 

leadership related tasks or initiatives; and, 
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• building level leadership often involves the principal in instructional activities 

while the assistant principal attends to the management of the school (i.e. 

scheduling, facilities management, ordering of supplies, and discipline issues).  

In general, the role of the principal has been viewed as transformational in nature, 

while the role of the assistant principal has been viewed predominantly as transactional in 

nature (Germes, 2010; Glanz, 2004; Shoho, Barnett, & Tooms, 2012).  Being bound by 

these traditional beliefs makes it more difficult for assistant principals to learn the skills 

needed to become a transformative or transactional principal (Weller & Weller, 2002).  

Purpose of the Study 

The purpose of this research was two-fold.  First, it explored the issue of a 

possible misalignment between the duties APs anticipate they would perform in their jobs 

and the actual tasks they do on a daily basis.  This possible misalignment can contribute 

to the underutilization of New Hampshire public school APs .  The possible misalignment 

was studied by examining the current role of New Hampshire public school APs as they 

rank 25 duties first based on what they anticipated the role to be (the order they believed 

duties should/would be ranked in order for the role to be used effectively with the 

organization) and then in order of frequency (their actual performance).  This is similar to 

the work of Glanz (1994) and Sun (2011), therefore their work forms a framework for 

this study.  The second purpose of this study was to explore the anticipated and actual 

requirements of APs in terms of leadership theories, an aspect neither Glanz nor Sun 

addressed.  

The literature clearly addresses the issue of educational leadership and the 

importance of leadership in student achievement.  The vast majority of that research in 
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the topic of education has been conducted on principals as the school educational leader.  

Too often, school leadership is seen as one entity when in fact there are two distinct 

positions that occupy this role.  In fact, school leadership roles are filled by the principal 

and the assistant principal in cases where both positions are filled. 

The role of assistant principal (AP) is often seen as a steppingstone on the 

administrative ladder (Hauseman, Nebeker, McCreary, & Donaldson, 2002; Weller & 

Weller, 2012).  It can be considered as an apprenticeship for becoming a principal.  While 

there are some APs who love their work and do not aspire to be a principal, most endure 

the requirements, which are often transactional in nature, while hoping to make a more 

significant difference in their school.  The literature also states that in regards to assistant 

principals, two issues exist: the first is the misalignment of the position expectations and 

the actual work and the second is the underutilization of the assistant principal in terms of 

their potential to influence student achievement.  The misalignment issue was first 

studied by Glanz in 1994.  In 2011, Ana Sun replicated Glantz’s study.  Both of these 

studies took place in New York.  The purpose of this proposed research was two-fold.  

First, it explored the issue of a possible misalignment and underutilization of New 

Hampshire public school APs by examining the current role of the New Hampshire 

public school APs as they first rank the duties in order as they anticipated they would 

perform, based on importance, and then rank them again in order, based on the frequency 

of the duties they actually perform.  Secondly, the purpose of this study was to explore 

the anticipated performance and the actual performance in terms of leadership theories, 

an aspect neither Glanz nor Sun addressed. 
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Research Questions 

 Given the previous work of Glanz (1994; 2014) and Sun (2011, 2012) and the 

additional exploration of the role of leadership theories, the following questions guided 

this study:  

1. What is the alignment or misalignment, determined by ranking, of what New 

Hampshire assistant principals anticipated their duties would be and the duties 

they actually perform?  

2. How do current public school assistant principals in New Hampshire describe the 

alignment or misalignment between what they anticipated their duties would be 

and the actual duties they perform? 

3. How do current public school assistant principals in New Hampshire relate 

leadership theories to the alignment or misalignment between what they 

anticipated their duties would be and the actual duties they perform? 

 Significance of the Study 

Researchers maintain, and have for some time, that the assistant principal is an 

underutilized resource in education and have been for some time (Calabrese, 1991; 

Leithwood & Seashore Louis, 2012; Marshall & Hooley, 2006; Panyako & Rorie, 1987; 

Shoho, Barnett, & Tooms, 2012).  Marshall and Hooley (2006) explored the assistant 

principalship in an effort to find and retain people for this important role.  Their book, 

titled The Assistant Principalship: Leadership Choices and Challenges, drew attention to 

and provided a research base for examining the role.  Marshall and Holley stated, “The 

assistant is often ignored and sometimes maligned…yet is often the first person to deal 

with any immediate challenges in a school, whether curricular or disciplinary” (p. vii).  
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Although the assistant principal is seen as an invaluable resource for the success of a 

school, little attention has been given to this role and function.  

The merits of this study include providing a greater depth of knowledge regarding 

the expected versus the actual day-to-day work of assistant principals in New Hampshire.  

This knowledge base is under-developed (Hauseman, Nebeker, McCreary, & Donaldson, 

2002).  Education is a vitally important component for the success of individuals, 

communities, countries, and our global society (DiGaetano, 2015;  Hargreaves & Shirley, 

2012).  It is clear that standards for teaching and learning are continually on the rise (Day, 

2000; Drysdale et al., 2016; Hord, 1997; Schechter & Firuz, 2015) and there is an 

increased accountability placed upon educational leaders to increase student achievement 

(Gurr, 2015; Hord, 2009; Seashore-Louise, Leithwood, Wahlstrom, & Anderson, 2010).  

According to Shoho, Barnett, and Tooms (2012): 

The increased job demands placed on school principals…may call for a new view 

of the assistant principal and his / her roles and responsibilities. In this current age 

of school accountability with a focus on instructional leadership, school principals 

must consider a more distributed model of leadership in which they share 

responsibilities with assistant principals.  (p. 84)  

Therefore, it is imperative that school leaders make the best use of every resource 

available, including examining the role of the AP in school reform (Glanz, 1994; 2014; 

Sun, 2011; 2012).  The findings of this study have implications for policy makers at the 

local and state levels.  Locally, school boards may be better informed of what the 

capabilities and expectations of the role of the AP could be and, therefore, seek to 

approve updated job descriptions and other policies regarding the role of the AP.  At the 
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state level, policy makers may revise the list of skills needed as well as the certification 

requirements for the role of the AP.  This study explored the role of the AP in New 

Hampshire, with the potential to influence the existing model of the assistant principal 

beyond the Granite State.  

Research Design 

 This sequential exploratory mixed methods study (Ivankova, Creswell, & Stick, 

2006; McMillan, 2016) identified the anticipated job expectations and the actual job 

experiences of assistant principals (APs) in New Hampshire (NH).  It also explored the 

thoughts and feelings of current APs regarding the difference between the expectations 

and experiences through the lens of leadership theory.  Phase I of this study involved the 

collection of quantitative data through the administration of a survey of current NH APs.  

The four-part survey designed by Anna Sun (2011) was based on the research of Jeffrey 

Glanz (1994).  Sun granted this researcher permission to use the survey to obtain current 

data from New Hampshire public school APs.  Phase II of this study was based on the 

results of Phase I and involved follow-up qualitative semi-structured interviews with 

volunteer APs that also completed Phase I.  Qualitative interviews were conducted in 

person or via telephone.  This researcher adapted the interview questions from Sun’s 

study to be appropriate to the research questions in this study.  Additional questions on 

the role, if any, leadership theories play in their work were also explored. 

Assumptions, Beliefs, and Biases 

 All researchers hold certain assumptions, beliefs, and biases.  These assumptions 

can be called hypothesis, conjecture, guess, postulate, or theory (McMillan, 2016; 

Tashakkori & Teddlie, 2010).  This researcher acknowledges these assumptions: 



THEORY TO PRACTICE                                                                                               19 

 

• APs are underutilized and that if those serving in the role were better utilized 

there would be further gains in student achievement.  

• The survey instrument that was used has been shown to be a valid and reliable 

measurement tool.   

• All interviewees were honest and forthright in their responses which resulted in 

rich data.   

• The coursework leading up to the certification of the participants has had an 

influence on the mental models they hold. 

• When asking APs what they believe their ideal work should be, it was assumed 

that APs reported the responsibilities of the role they believe would have the 

strongest impact on the success of the organization. 

Limitations 

 It is important to acknowledge what the study can and cannot do (Tashakkori & 

Teddlie, 2010) in terms of generalizability to other populations.  The limitations of this 

study are: 

• This study focused on educational leaders in New Hampshire who may have 

similar cultural and educational experiences.  The potential similarities in cultural 

background, experiences, and theoretical understandings gained from institutional 

coursework are recognized as potential limitations of the study.  

• New Hampshire schools and their leaders are not representative of the US as a 

whole.  New Hampshire is typically among the leading states when it comes to 

student results on educational testing.  Additionally, leaders in NH take pride in 
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the notion of local control that may not exist in other places.  This limits the 

generalizability of the results. 

• Although the small sample size and regional nature of the sample limited 

generalizability, the findings of this study may be used to influence decision 

making in public schools throughout the nation.  

Definition of Key Terms 

The following terms are defined to provide clarity of meaning for the essential 

words used in this proposed study: 

• Assistant principal.  An individual that serves as the other formal building-level 

leader, just behind the building principal.  The official title of the individual may 

differ from school to school and may include titles such as assistant principal, 

associate principal, vice-principal, deputy head, dean, or associate dean.  Different 

terms may be found in the research from other countries.  

• Calibration.  Calibration refers to the alignment or misalignment of items.  For the 

purposes of this study, the items it refers to are the anticipated and actual duties of 

an assistant principal. 

•  Collective leadership.  Collective leadership is a form of distributed influence 

and control in which employees are actively involved in organizational decision 

making (Miller & Rowan, 2006; Leithwood & Mascall, 2008). The terms 

collective leadership, collaborative leadership, shared leadership, and distributed 

leadership may all be considered to have the same overarching meaning.  For the 

purposes of this study, all four terms were used interchangeably unless otherwise 

noted. 
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• Context dependent.  Leadership behaviors are categorized as context dependent 

when the conditions or circumstances that are relevant to the event or fact change 

the nature of the leadership style.  For example, Marzano, Waters, and McNulty 

(2005) discuss involvement in curriculum, instruction, and assessment as a 

leadership skill.  If the leader in involved by dictating the curricula material, then 

the behavior is transactional.  If the leader is involved by establishing a committee 

and empowering them, then the behavior is transformational.  

• Intuitive understanding.  The knowledge one acquires about the world around 

them through regular and active exploration of that world (Gardner, 1991). 

• Job expectations.  The understanding one has of the tasks and responsibilities 

associated with a designated role.  

• Misalignment.  Misalignment occurs when one’s theoretical understanding of a 

role is not in sync with the reality of his or her day-to-day practice within that 

role. 

• Paradigm.  A shared understanding or conceptual model of ideas important within 

a field of study (Hairston, 1982). 

• Practice.  The actual day-to-day tasks and responsibilities performed by an 

individual. 

• Theory.  Theory provides a practical explanation of the answers found when ideas 

(information gained from the abstract domain) and data (information gained from 

the concrete domain) are gathered and analyzed collectively to answer research 

questions (White & Klein, 2002).   In this paper the term theory, style, and 

behaviors, when referring to leadership mean the same thing. 
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• Transactional leadership.  Leadership in which leaders and followers utilize 

exchanges, trade one thing for another, with colleagues to reach the goals of the 

organization (Bass, 1985; Northouse, 2013; Marzano, Waters & McNulty, 2005).  

• Transcendent Leadership.  “This is a leadership style that expands 

transformational leadership to include the practice of spiritual awareness and the 

characteristics of compassionate healing” (Larkin, 1995, p. 8). 

• Transformational leadership.  Leadership that is focused on change (Burns, 1978) 

that involves personal connections between leaders and followers that raise the 

level of motivation among individuals while emphasizing collective purpose 

(Avci, 2015; Leithwood & Seashore Louis, 2012; Nazim & Mahood, 2016; 

Northouse, 2013). 

Summary 

Public school leaders are being held increasingly accountable for significant gains 

in academic growth for students.  While much has been written about the important role 

of the principal and teacher in student achievement, another important, yet often 

overlooked educational resources is that of the assistant principal (AP).  There is a 

misalignment between what APs anticipate their work will be and the actual day-to-day 

responsibilities of the AP (Glanz, 1994, 2004; Sun, 2011; Wong, 2009).  The role of the 

AP is being underutilized due to the traditional tasks and responsibilities assigned to 

those in that position.  Tasks have been managerial in nature,  rather than one of 

leadership (Kwan & Walker, 2012) .  The traditional role of the AP fails to fit the modern 

needs of our public school leadership teams.  The role of educational leaders comes from 

many sources: theory, tradition, governmental regulations, and practice. 
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This research study explored the possible misalignment between the anticipated 

performance and the actual work of public school APs in NH to inform educational 

leaders and policy makers so that they may better utilize the role of the AP.  The 

understanding of what it means to be an AP was also explored by looking at the 

leadership traditions, the development of leadership theories, national, state, and local 

policies relating to the role, and the practices of those currently serving in the role.   
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Chapter 2 

Review of Related Literature 

There can be no arguing that the education of children is of utmost importance 

and that schools need to be doing all they can to ensure that the best education is being 

provided to every child (Leithwood & Seashore Louis, 2012; Seashore Louis, Leithwood, 

Whalstrom, & Anderson, 2010).  There are many components in an educational system: 

buildings and grounds; curriculum, instruction, and assessment; resources, policies, and 

personnel to name a few (Creemers & Reetzigt, 1996; Yukl, 1998).  The literature is clear 

on the role of educational leadership on student achievement (Hallinger & Heck, 1996; 

Hallinger & Heck, 1999; Hargreaves & Shirley, 2012).  Research studies indicate that in 

regards to APs, two issues exist: the first is the misalignment of what is anticipated and 

the actual work (Glanz, 1994; Glanz, 2004; Scott, 2011; Sun, 2012) and the second is the 

underutilization of the assistant principal in terms of their potential to influence student 

achievement (Shoho, Barnett, & Tooms, 2012; Stoner & Voorhies, 1981).  The purpose 

of this research was two-fold.  First, it explored the issue of a possible misalignment and 

underutilization of New Hampshire public school APs by examining the current role of 

the APs in this study as they ranked duties based on what they anticipated their 

performance would be and then ranked the same duties again based on what their actual 

performance is, based on frequency.  Secondly, this study explored the position of an AP 

through the lens of leadership theory.  
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Literature Search Methods and Strategies 

 While there are books, such as Literature Review: Six Steps to Success (Machi & 

McEvoy, 2012) to guide the researcher in the process of creating a review, the process is 

often individualized.  Such was the case with this researcher.  

Getting to the Topic 

The research topic is a result of the researcher’s interest in supporting the role of 

the assistant principal as an educational leader in public schools.  Ping-Man Wong’s 

(2009) work, A Conceptual Framework for Understanding the Working Relationship 

Between School Principals and Vice-Principals, initiated this researcher’s investigation 

into the topic.  Wong emphasized the importance the relationship between the principal 

and the assistant principal has on supporting the success of the school.  An investigation 

into what the literature reports on leadership styles and their influences provided strong 

evidence that collective leadership has a greater impact on the goals of an organization 

than that of single figurehead leadership (Day, Gu, & Sammons, 2016; Panyako & Rorie, 

1987; Pearce & Conger, 2003).  From there, the researcher explored the effects of 

collective leadership on student achievement (Hattie, 2015; Leithwood & Mascall, 2008; 

Leithwood & Seashore Louis, 2012).  It was then determined that the strongest link 

between building level leadership (principals and assistant principals) and student 

achievement was through the development and maintenance of a collaborative workplace 

culture for teachers – with the AP having a greater influence than the principal on the 

workplace culture (Leithwood, Mascall, 2008; Leithwood & Seashore Louis, 2012).  

With the understanding that the AP holds a greater influence on student learning, 

this researcher wished to investigate the actual, day-to-day work of the AP.  It was 
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wondered if an investigation into the actual work of the AP might identify a 

misalignment between what they anticipated the work would be and what it actually is. 

Also, this researcher is interested in what practicing APs in New Hampshire report about 

the leadership theories that drive their work. Do they believe there is a conflict between 

theory and practice?  

Systematic Search Process of the Literature 

 A systematic search of the literature in the area of educational leadership theory 

was conducted in order to determine what literature exists.  Information was previewed, 

chosen, and arranged by reading and scanning articles and books, compiling charts and 

outlines, and developing concept maps to assist in the organization of all relevant data 

(Machi & McEvoy, 2012).  The process of gathering scholarly articles and books was 

conducted primarily via electronic search engines, including Academic Search Premier, 

ERIC, EBSCO, and Google Scholar.  In addition, ProQuest was used to search for 

previous dissertations on the topic of educational leadership theory and practice as well 

as the role of the assistant principal.  Data was also gathered via personal communication 

(i.e. telephone conversations, email chains, and face-to-face communication) with current 

experts and educational authors in the field of educational leadership.  

This review of the literature begins with a description of the concept of theories, 

how theories are developed, leadership theories in general and educational leadership 

theories.  Following the presentation of educational leadership theory, the review of the 

literature examines how aspiring leaders learn about theories, including the research; how 

tradition informs practice; and the impact of governmental regulations on educational 

leaders’ work.  The researcher then narrowed the focus of educational leadership to the 
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work of an assistant principal and their impact on student learning, including the 

misalignment between expectations and reality, which occurs when theory and practice 

collide.   

Personal Development of Theories 

Throughout one’s life a great deal of knowledge is gained. This knowledge is 

acquired starting at a very young age via formal and informal modes of schooling 

(Gardner, 1991).  Howard Gardner, in his book titled The Unschooled Mind: How 

Children Think & How Schools Should Teach (1991), describes how children acquire 

theories and understandings of the world around them and how they relate themselves to 

that world.  Those theories and informal understandings are what Gardner refers to as the 

“…child’s emerging understanding of the world” (p. 85).  He uses the term intuitive 

understandings when referring to the knowledge acquired through regular and active 

exploration of the world in which we live (Gardner).  He states, “… children use their 

ideas regularly and generatively and draw inferences consistently from them” (p. 85).  

Those informal observational understandings are garnered by children at a very young 

age, often even prior to formal schooling.  Their strong views of the world and their place 

in that world may be held even after formal schooling is acquired (Gardner, 1991).  Life 

experiences and observations become their understandings and working sense of the 

world (Gardner).  Gardner claims, “Children’s understandings of mind and matter 

strongly affect their scripts about the most universally encountered objects and events in 

the world...” (p. 99).  He recognizes that at times, these powerful understandings are often 

incorrect and fundamentally misconceived. 
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Gardner helps us to understand the difference between intuitive theories and 

formal or scientific ones.  He points out the power of intuitive theories.  His work was 

visually represented in a video prepared by the Annenberg Foundation.  A Private 

Universe (1987) documented students’ struggles to grasp simple scientific concepts 

which conflicted with their intuitive understandings of the same concepts.  The same is 

true for adults.  Gardner uses the term intuitive understandings and Thomas Kuhn used 

the term paradigm (Hairston, 1982).  Kuhn was writing about scientific study and 

claimed that experts in one field or another share an understanding or conceptual model 

of ideas important in that field.  Additionally, students who enter that field, or discipline, 

study those theories and paradigms as part of their initiation into the field.  This 

corresponds to Senge’s presentation on mental models (1990). 

What this means to us is that teachers looking to become educational leaders 

bring to their formal educational leadership training their intuitive understandings of what 

it means to be an assistant principal, principal, or superintendent.  Graduate schools 

present research on formal or scientific educational theories to these aspiring leaders.  

When the aspiring leader starts his/her first leadership position, or moves from one 

position to another, there is often a misalignment between the intuitive and formal theory.  

What they believed would be involved in the position and what they hoped to accomplish 

collides with the reality of the actual tasks they perform.  This conflict causes cognitive 

dissonance about leadership and what they have learned in the college classroom.  

Educational Leadership Theories 

 Theories are developed in order to explain the way the world works (Gardner, 

1995).  There are numerous theories of leadership.  Researchers in the field include such 
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notables as Max Weber (1864-1920), Douglas McGregor (1906-1964), James Burns 

(1918-2014), Bernard Bass (1925-2007), Michael Fullan (1940 – present), Howard 

Gardner (1943-present), Margaret Wheatley (1944- present) and Peter Senge (1947 – 

present).  Leadership is important in that it directs members of an organization to achieve 

the common goals.  In schools, that goal is student achievement.  Transactional and 

transformational leadership theories stand along a leadership style continuum; however, 

they are often seen as the two opposing anchors.  It is these two theories that are most 

familiar to educators, although they have undoubtedly read about others. 

Educational leadership theories evolved from the existing business leadership 

theories and just as in business, both transactional and transformational behaviors and 

actions are needed for organizational efficiency (Thakur, 2014).  These theories can be 

examined through the individual’s worldview.  They can be contrasted through this 

concept for a better understanding of leadership.  This worldview can be thought of as 

having many elements or components.  These include one’s view of learning, the focus of 

a leader’s work, workplace model, communication style, leadership manner, emphasis on 

culture, who hold the power within the organization, source of motivation, impact of 

change, intellectual ability context, and decision-making style.  Two perspectives, 

transactional and transformational, are compared in Table 2.1 in terms of their 

manifestation and the 11 aforementioned components of a person’s worldview.  

Examining the components of a worldview in terms of leadership theories helps to 

explain the contrast as they apply to elements.  For example, the component emphasis is 

seen as revering the status quo in transactional terms, while change is the rallying cry in 

transformational leadership.  More importantly for this conversation, is the way in which 
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the focus of an issue or problem is seen.  In transactional, the focus is on the task versus 

relationships in transformational leadership.  Student discipline, a primary concern on an 

AP, can be managed as either punishment or examining the purpose.  An assistant 

principal’s job often requires the person to assume a transactional view of the world.  

Table 2.1  

Transactional and Transformational Leadership Theories Compared 

     Component        Transactional  Transformational 

View of Learning  Behaviorist   Constructivist 

Focus   Task    Relationships 

Workplace Model  Assembly-Line  Cooperative Team 

Communication  One-way   Multi-directional 

Leadership Manner  Autocratic/Direct  Democratic/Indirect 

Emphasis   Status Quo   Change 

Power   Leader    Leader and Followers 

Motivation   Rewards/Punishment  Purpose/Higher Perspective 

Change   First Order   Second Order 

Intellectual Ability  Intellectual Ability  Intellectual Ability 

Decision-making  Executive   Legislative 

Note: Adapted from “Comparison of Transactional and Transformational Leadership 

Theories,” by K.C. McCabe, (2008), [PowerPoint presentation, slide 21]. Used with 

permission of the author. 
  

 Hoy and Smith (as cited in Smith, 2016) contend that leaders need to recognize 

their leadership style and how important that style is to the effectiveness of a school.  The 

work of Marzano, Waters, and McNulty (2005) on school leadership and its importance 

to student achievement revealed that both transactional and transformational leadership 

behaviors are important (see table 1.1).  It should be noted that they did not examine 

transcendent leadership in their analysis.  Successful leaders understand this and know 
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that context is important in deciding on actions.  An understanding of transactional and 

transformational leadership is necessary for effective leaders.  The two leadership 

theories are distinctly different, yet not mutually exclusive.  A single leader may utilize 

each form at different times, depending upon the context of the situation (Yukl, 1998).   

Finding the balance between transformational leadership and transactional 

leadership has been the focus of leadership theory and practice for decades (Gardiner, 

2006).  Throughout the process, it has been recognized that leadership theories and 

practices have evolved over time as a result of pragmatism and continued efforts to 

prepare for the needs of the future (Gardiner, 2006).  The progressive evolution of 

leadership theories and practice may be referred to as orthogenesis (Grehan & Ainsworth, 

1985).  This process leads us to explore a third theory called transcendental.  A deeper 

look at the three theories is warranted. 

Transactional Leadership 

 Transactional leadership is a more traditional form of leadership (Avci, 2015).  

Burns (1978) fundamentally defined transactional leadership as leaders trading one thing 

for another with colleagues to reach the goals of the organization (Marzano, Waters & 

McNulty, 2005).  Burns’ (1978) transactional theory of the relationship between leaders 

and followers “conceives of leaders and followers as exchanging gratifications in a 

political marketplace.  They are bargainers seeking to maximize their political and 

psychic marketplace…Relationships are dominated by quick calculations of cost-

benefits” (p. 258).  

Bass (1997) asserts that a transactional leader operates in a defined system and 

follows the rules of that system.  Transactional leaders keep close tabs on the 
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performance of their subordinates and only act to correct problems when they arise (Avci, 

2015).  They manage using a system of rewards and punishments (Thakur, 2014).  

For the past 50 years, leadership studies have been primarily focused on 

transactional leaders while transformational leaders have been largely ignored 

(Leithwood & Jantzi, 2006).  The relationship that exists between leaders and followers 

within organizations heavily utilizing a transactional style of leadership are not as 

appealing, creative, nor able to fulfill goals as the relationships dominated by a 

transformational style (Burns, 1978).  In contrast to transformative leadership, which is 

examined next, transactional leaders are not interested in the individual characteristics or 

motivations of their employees (Avci, 2015). 

Avolio, Bass, and Jung (1999) analyzed survey data from 3,786 respondents and 

14 separate studies using the same leadership style questionnaire to examine the 

components of transactional and transformational leadership.  From their work, they 

determined: 

Transactional models of leadership simply do not go far enough to build the trust 

and developing the motivation to achieve the full potential of one’s workforce.  

The level of integration and interdependencies that are needed for the new work 

environment will require leadership that goes beyond the more basic transactional 

style to styles that are more intellectually stimulating, inspirational and 

charismatic…such leadership will likely result in higher levels of cohesion, 

commitment, trust, motivation, and performance being observed in those 

organizational environments. (p. 460) 
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Transactional leadership characterizes the traditional model of influence found 

within most human groups (Gardiner, 2006).  The term most often associated with 

transactional leadership is manager.  A newer more progressive leadership frame, the 

next orthogenesis (Grehan & Ainsworth, 1985) of leadership theories, transformational 

leadership, has emerged with greater focus over the past century. 

In conclusion, transactional leadership improves the efficiency of a school, while 

transformational leadership steers the organization toward a better course of action 

(Thakur, 2014).  

 Transformational Leadership 

As with transactional leadership models, transformational models of leadership 

were first articulated in the writings of Burns (1978) and Bass (1985).  In most basic 

terms, it is a process focused on change (Burns, 1978) involving personal connections 

between leaders and followers that raises the level of motivation among individuals 

(Northouse, 2013).  Northouse (2001) defines transformative leadership as the ability to 

get individuals in the organization to want to change, improve, and be led.  

Transformational leadership focuses on shaping the organizational structure, a 

collaborative culture, and the capacity of the staff as a whole to fulfill the goals of the 

organization (Hendriks & Scheerens, 2013).  The main responsibility of a 

transformational leader within a school setting is to develop a workplace environment in 

which teachers are able to collaborate and feel a sense of connectedness with the goals of 

the learning organization (Hendriks & Scheerens, 2013).  Kurland, Peretz, and Hertz-

Lazarowitz (2010) say that high functioning schools have transformational leaders.  A 

key component necessary for transformational leaders is the ability to empower teachers 
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by including them as important members of the decision-making processes while also 

sharing suitable leadership tasks with them (Hendriks & Scheerens, 2013).  

Bass (1985) theorized that there are four behaviors that transformational leaders 

possess.  These are: individualized consideration, intellectual stimulation, inspirational 

leadership, and idealized influence (Bass, 1985).  They are known as the model of the 

Four I’s of Transformational Leadership (Bass, 1985).  Individual consideration is 

defined as providing “personal attention to members who seem neglected” (Bass, 1990, 

p. 218).  Intellectual stimulation is described as allowing and empowering followers “to 

think about old problems in new ways” (Bass, 1990, p. 218).  Inspirational motivation 

includes communicating “high performance expectations” (Bass, 1990, p. 218), and 

idealized influence is defined as “modeling behavior through exemplary personal 

achievements, character, and behavior” (Marzano, Waters, & McNulty, 2005, p.14). 

Prior to the 1950’s, decision making within organizations was based on a linear 

problem-solving model that included a diagnosis of the problem, a search for possible 

solutions, testing and approval of the new system or procedure, and then monitoring the 

effectiveness of the change (Bass & Avolia, 1994).  Although this model was logical, it 

failed to include the flexibility for decision makers to move in any other direction than 

the linear path outlined.  Bass and Avolio (1994) point out the ineffectiveness of such a 

decision-making process by stating,  

…organizational decision making does not ordinarily occur in neat linear order 

that complete rationality dictates…The process is likely to be more effective if 

decision makers are ready, willing, and able to move backward as well as forward 

in their efforts. (p. 108) 
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Transformational leaders that exemplify the characteristics of the Four I’s may 

more successfully enhance steps in the decision making processes to allow for 

information to be created, shared, and transferred in whichever direction may be most 

appropriate for the specific context and situation (Bass & Avolia, 1994). 

Transformational leadership is a favored style of leadership as it is assumed to 

produce greater results for organizations than members expect (Balyer, 2012; Marzano, 

Waters & McNulty, 2005).  Transformational leaders are those that develop people who 

desire to change, to progress, and to be led (Balyer, 2012; Hall, Johnson , Wysocki, & 

Kepner, 2012; Marzano, Waters, & McNulty, 2005).  This model involves leadership that 

understands colleagues motives, fulfills their needs, and shows respect toward others 

(Northouse, 2013).  Transformational leaders support the success of the organization by 

valuing their colleagues.  Balyer (2012) agrees with Marzano, Waters and McNulty’s 

2005 inclusion of intellectual stimulation, contending it leads to becoming collectively 

empowered.  In Leithwood’s 2005 review of research titled Educational Leadership, he 

purported, “All transformational approaches to leadership emphasize emotions and 

values, and share in common the fundamental aim of fostering capacity development and 

higher levels of personal commitment to organizational goals on the part of leaders’ 

colleagues” (p. 10).  

Doris Kearns Goodwin is a globally renowned presidential historian and Pulitzer-

Prize winning author.  For over five decades, she has examined the leadership strengths 

of our most successful Presidents with Abraham Lincoln, Theodore Roosevelt, Franklin 

Roosevelt, and Lyndon Johnson as guides (Goodwin, 2018).  With the historical data and 

personal interactions and communication with United States (US) presidents over a 50 
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year period, in 2013 Goodwin set forth to identified 10 attributes that distinguish truly 

great leaders (Goodwin, 2018).  Of those attributes, one specifically has the 

characteristics of transformational leadership.  Goodwin stated, “Truly great leaders have 

a capacity to create a culture that inspires and motivates the best performance from a 

team” (D. Kearns Goodwin, personal communication, March 17, 2019).  In contrast, 

weaker cultures have a single leader who directs the work of others from an authoritative 

position  (Seashore Louis & Wahlstrom, 2011).  This means that pure transactional 

leaders produce weaker cultures in their organizations.  

The orthogenesis of transformational leadership has evolved to include relational 

leadership and practices as well as organizational decision-making influences.  

Transformational leadership has grown to include a greater number of stakeholders in 

design and decision- making processes (Gardiner, 2006).  Collective leadership is a form 

of transformational leadership with distributed influence and control in which employees 

are actively involved in organizational decision making (Miller & Rowan, 2006).  This 

form of leadership utilizes the combined efforts of organizational team members to 

influence the decision making of those in formal leadership roles (Leithwood & Mascall, 

2008).  The terms collective leadership, collaborative leadership, shared leadership, and 

distributed leadership may all be considered to have the same overarching meaning.  For 

the purposes of this study, all four terms will be used interchangeably, unless otherwise 

noted.  

 The historical underpinnings of collective leadership were formed by research and 

theories in the fields of leadership, organizational behavior, psychology, and teamwork 

(Pearce & Conger, 2003).  There is a strong historical emphasis on a single figure-head 
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leader command-and-control perspective to leadership until the 20th century (Pearce & 

Conger, 2003).  It was Mary Parker Follett who first introduced the idea of collective 

leadership in her book titled, Creative Experience (1924).  In that book, she introduces 

the concept of the law of the situation which Pearce and Conger (2003) summarized by 

stating: 

The law of the situation stated that rather than simply following the lead of the 

person with the formal authority in a situation, one should follow the lead of the 

person with the most knowledge regarding the situation at hand. Thus, Follett 

proposed a radically different leadership process in contrast to her contemporaries 

– one closely aligned with the concept of shared leadership. (p.16) 

 Pearce and Conger (2003) conducted a comprehensive review of the literature on 

collective leadership.  They took the results of their work and co-authored the book 

Shared Leadership: Reframing the hows and whys of leadership.  They shared their 

understanding of what collective leadership is by stating: 

The key distinction between shared [collective] leadership and traditional models 

of leadership is that the influence process involves more than just downward 

influence on subordinates by an appointed or elected leader. Rather, leadership is 

broadly distributed among a set of individuals instead of centralized in the hands 

of a single individual who acts in the role of a superior.  (Pearce & Conger, 2003, 

p. 12) 

The goal of their book was to communicate a clear understanding of what 

collective leadership is and to encourage future research with a focus on this form of 
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leadership (Pearce & Conger, 2003).  The idea of defining and explaining collective 

leadership continues in the study of education. 

Peter Dewitt (2017) is an educational consultant, author, and international speaker 

on the subject of collaborative leadership in schools.  In his book titled Collaborative 

Leadership: Six Influences that Matter (2017) he answered the question What is 

[collective] leadership? by stating:  

[Collective] leadership includes the purposeful actions we take as leaders to 

enhance the instruction of teachers, build deep relationships with all stakeholders 

and deepen our learning together. It includes the managerial side, as well as 

instructional and transformational leadership, and is the whole of all of these 

parts…[Collective] leadership is about working in collaboration with all 

stakeholders and not manipulating people to agree with the goals we have already 

chosen. (pp. 3-4) 

Dewitt derived his understanding of collaborative leadership from the results of 

Hattie’s (2015) research on collaborative leadership and the sources of influences 

collaborative leadership has on student learning.  John Hattie (2015) conducted a meta-

analysis of 1200 studies focused on the influences on student learning.  As a result of his 

careful analysis and synthesis of information, Hattie purported that there are 195 

influences in school organizations that impact student learning (Dewitt, 2017).  The 

greatest positive influence on student learning was determined to occur when 

collaborative leaders foster an environment where the strengths of each member are 

brought together to maximize the strength of the whole (Dewitt, 2017).  This phenomena 
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is known as teacher collective efficacy (Dewitt, 2017; Hattie, 2015; Hord & Tobia, 

2012).  

New models of leadership recognize that effective organizations practice 

leadership that is embedded in a system of shared decision making at various levels 

within the organization (Avci, 2015; Creemers & Reezigt, 1996; Day, Gu, & Sammons, 

2016; Leithwood & Seashore Louis, 2012; Pearce & Conger, 2003; Thakur, 2014; Smith, 

2016).  Leithwood and Mascall (2008) conducted a study focused on the combined 

effects of all sources of leadership within schools.  After their review of the 

contemporary literature on the topic, Leithwood and Mascall (2008) reported several 

positive consequences of collective leadership: 

[Collective leadership] enhances opportunities for the organization to benefit from 

the capacities of more of its members; it permits members to capitalize on the 

range of their individual strengths; and it develops among organizational members 

a fuller appreciation of interdependence and how one’s behavior affects the 

organization as a whole…(Collective leadership) has the potential to increase on-

the-job leadership development experiences and reduce the workload for those in 

formal administrative roles. (pp. 530-531) 

As a result of their research, Leithwood and Mascall (2008) posited that, 

“Influence seems to be an infinite resource in schools.  The more those in formal 

leadership roles give it away, the more they acquire” (p. 529). Seashore Louis, 

Leithwood, Wahlstrom, and Anderson’s  (2010) five-year Investigating the links to 

improved student learning: Final report of research findings resulted with very similar 

key findings as to the level of influence transformational leaders have when practicing 
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collective leadership within their schools.  Seashore Louis, Leithwood, Wahlstrom, and 

Anderson (2010) found, “Collective leadership has a stronger influence on student 

achievement than individual leadership…Principals and district leaders have the most 

influence on decisions in all schools; however, they do not lose influence as others gain 

influence” (p.19).  

Leithwood and Mascall’s (2008) findings on the impact of collective leadership 

served as the foundation for Seashore Louis, Leithwood, Whalstrom, and Anderson’s 

study (2010) that, in part, focused on the sources of leadership within school 

organizations that utilize collective leadership.  The results of their work reported that the 

three roles within the school organization with the greatest influence on decision making 

are the district administrator (superintendent), the principal, and the assistant principal 

(Seashore Louis, Leithwood, Whalstrom, & Anderson, 2010).  

A new approach of conceptualizing leadership has emerged over the last few 

decades, ushering in what has been referred to as the post-heroic or shared leadership era 

(Pearce & Conger, 2003).  Terms associated with this new wave of leadership include 

servant, authentic, spiritual, moral, and transcendent (Crossan & Mazutis, 2008).  

Transcendent Leadership 

In addition to the better known transactional and transformational leadership 

theories is another lesser known theory called transcendent leadership.  This is a 

leadership style that expands transformational leadership to include practice of spiritual 

awareness and the characteristics of compassionate healing (Larkin, 1995).  The factor 

that distinguishes transcendent leadership from former leadership theories is the inclusion 

of self for the leader (Yukl, 2013).  Transcendent leadership focuses inwardly, a model of 
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leadership of self (Crossan & Mazutis, 2008).  While it is not discussed in the literature in 

terms of educational leadership theory, this review would not be complete without an 

explanation of it.  Transcend means to go beyond the set limits; to surpass.  This is done 

by focusing on the spirituality of self and others.  Research on the leadership style is 

often found within the realm of ethical leadership.   

Diana Larkin used the term transcendent leadership in her dissertation research 

study titled Beyond Self to Compassionate Healer: Transcendent Leadership (1995).  

Larkin defined transcendent leadership as a “leadership style that expands 

transformational leadership to include the practice of spiritual awareness and the 

characteristics of compassionate healing” (p. 8).  Today’s leaders are called upon more 

than ever to meet the needs of students, teachers, parents, communities, and entire 

learning organizations.  There is little attention paid to leaders taking time to meet their 

own individual needs as an influential member of that learning organization and yet in the 

midst of the dynamic and increasingly challenging environment, leaders must be able to 

lead individuals, organizations, and themselves in order to meet the demands of our 

society (Crossan & Mazutis, 2008).  

While there is little, if any, research on the application of transcendent leadership 

to school organizations, there is certainly a practical application.  Public school principals 

and assistant principals are expected to implement sustainable change for hundreds and 

sometimes thousands of stakeholders effectively and at an efficient pace.  Leadership 

performance that can be sustainable in the future must include components of 

transactional leadership, transformational leadership, and leadership of self (Crossan & 

Mazutis, 2008).  The expectations for leaders have evolved from the tradition of an 
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individual figure-head holding sole decision making and influence in an organization to 

that organizational members having influence on decision making and direction taking.  

The older, more traditional theories of leadership are not as successful when applied to 

today’s organizational needs.  A change in the concept of leadership theory is warranted 

as the traditional methods do not meet the needs of today’s learning organizations.  The 

orthogenesis of transformational leadership has resulted in yet another paradigm 

development – the concept of transcendent leadership.  This shift in thinking has resulted 

in the encouragement and empowerment of leaders to include their needs as people when 

planning for, making, and sustaining change within an organization.  Figure 2.1 illustrates 

the relationship of transcendent leadership,  transactional leadership, transformational 

leadership, and the leadership of self and shows that transcendent leadership includes 

transactional, and trans-formational leadership, with the leadership of self..  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2.1. Transcendent Leadership  Adapted from “Transcendent leadership”, by M. 

Crossan, D. Vera, & L. Nanjad, 1995, The Leadership Quarterly: Transcendent 

leadership: Strategic leadership within and amongst three levels.  
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Understanding Educational Leadership Theories 

 The ultimate goal of research in any discipline is to increase understanding of a 

specific subject matter in order to determine how things work and why they work the way 

they do (Chibucos, Leite, & Weis, 2004).  Research is conducted to gain knowledge or to 

determine how a situation may be improved (Chibucos, Leite, & Weis, 2004).  The use of 

intellectual and practical questioning drives this process (White & Klein, 2002).  To 

answer questions, researchers operate within the domain of concepts and ideas (abstract) 

and the domain of observable and empirical (concrete) data (Chibucos, Leite, & Weis, 

2004; White & Klein, 2002).  Theories result when evidence gained from the abstract 

ideas is brought together with data gathered from the concrete domain to answer research 

questions (Chibucos, Leite, & Weis, 2004).  When researchers develop and organize 

ideas to explain the answers to their research questions, the process is referred to as 

theorizing (Chibucos, Leite, & Weis, 2004; White & Klein, 2002).  The results of reliable 

and systematic research are known as phenomena.  A theory, as defined by Chibucos 

(2004), is, “…the total set of empirically testable, interconnected ideas formulated to 

explain those phenomena” (p. 1).  Theories provide practical explanations of the answers 

found when ideas and data are gathered and analyzed collectively to answer research 

questions (White & Klein, 2002).  The development of theories is important to the 

advancement of knowledge as they help us make sense of empirical data and our 

everyday lives (Chibucos, Leite, & Weis, 2004; White & Klein, 2002; Coakley, 2011).  

Coakley (2011) states, “Theories provide frameworks for…uncovering the deeper 

meanings and stories…They also enable us to be more informed citizens as we apply 

what we learn in our research to the world in which we live” (p. 32). 
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Learning About Educational Leadership Theory 

The common belief among certification granting colleges and universities in New 

Hampshire is that it is important for all educational leaders to have an understanding of 

leadership theories.  This is evidenced by Plymouth State University’s Masters of 

Education K-12 principal certification program course requirement AD 5330 Leadership 

in Curriculum Development and Assessment in which Marzano, Waters, and McNulty’s 

(2005) School Leadership that Works: From Research to Results is a required text (E. 

Spear, personal communication, April 1, 2019).  Discussions of leadership theories and 

applications are evident at other New Hampshire institutions of higher learning as well.  

Southern New Hampshire University’s (SNHU) Master of Science in Organization 

Leadership, includes OL670, Organizational Leadership.  Those seeking principal 

certification at Keene State College are required to take EDUC 651, School Leadership.  

Students in this program learn about “transformative and ethical leadership” 

(www.keene.edu/catalog/courses/detail/EDUC651/).  These courses emphasize 

transformative leadership theories and underrepresent transactional behaviors.  The 

exception may be superintendent certification courses, which include such topics as 

transportation, buildings and grounds, and negotiations.  

Tradition Informs Practice  

 Stoner and Voorhies (1981) conducted a study to determine the duties assigned to 

assistant principals.  They surveyed principals and assistant principals in Indiana to 

determine the role of the AP.   The results were categorized into eight areas: 

1. Serve as the chief disciplinary official. 

2. Assist teacher with disciplinary issues. 



THEORY TO PRACTICE                                                                                               45 

 

3. Conduct parent conference regarding student behavior problems. 

4. Examine and deal with attendance problems. 

5. Follow-up on students with extended or suspicious absences. 

6. Talk with teachers about their complaints. 

7. Assist with new teacher orientation. 

8. Meet with parent concerning parental complaints. 

Researchers assert that there are tasks that are traditionally assigned to the 

assistant principal.  These often include managing textbooks, handling discipline, and 

coordinating the buses (Glanz, 1994; 2014; Hauseman, Nebeker, McCreary & 

Donaldson, 2002; Moore, 2009; Scott, 2011; Sun, 2011, 2012).  While conducting a 

study of nearly 300 assistant principals in Indiana, Scott (2011) concludes that APs are 

still performing many, if not most, of the same duties that their predecessors performed 

50 years ago. 

Jeffrey Glanz, a former teacher, principal, and researcher in the field of 

educational leadership has participated in the authorship of more than twenty published 

books and an even greater number of peer-reviewed article publications 

(http://us.sagepub.com/en-us/nam/author/jeffrey-g-glanz).  In 1992, Jeffrey Glanz 

reviewed the literature on the role of the AP and reconfirmed that, although there was 

much research conducted on the role of the principal, there was much left to be learned 

about the role, the function, and the potential impact the AP could have on organizational 

development (Glanz, 1994).  Glanz then developed a study to describe the duties and 

responsibilities of APs in order to provide recommendations for enhancing the 

effectiveness of the role (Glanz, 1994).  He developed a survey questionnaire that was to 



THEORY TO PRACTICE                                                                                               46 

 

serve as a measuring tool to measure the current responsibilities of an AP versus their 

idea of what they should be performing.  He also inquired about the aspects that gave 

working APs the greatest satisfaction (Glanz, 1994).   

Of the 164 completed and returned questionnaires, over 90% of the responding 

New York City public school APs reported that their primary duties included: 

• handling disruptive students, 

• dealing with parental complaints, 

• supervising lunch duty, 

• scheduling coverages for teachers, and 

• completing surveys, forms, book orders, and other administrative paperwork.  

(Glanz, 1994, p. 284) 

The APs in Glanz’s study were found to be considerably uninvolved in 

professional development for teachers, teacher training, and instructional leadership such 

as curriculum development (Glanz, 1994).  His study reinforced what the literature states 

about the transactional leadership duties and tasks placed upon the AP that are generally 

managerial in nature (Avci, 2015; Hauseman, Nebeker, McCreary, & Donaldson, 2002).  

Glanz (1994) called for a more active role of the AP as an instructional leader and with 

critical issues that affect the school.  His research did not go unnoticed.  

More than a decade after Glanz’s work, Anna Sun (Sun, 2011), a doctoral student 

at the University of Buffalo in Buffalo, New York (NY), conducted a follow-up study 

that focused on the roles and responsibilities of APs in NY.  She sought to determine if 

the role of the AP had changed as a result of the recently increased accountability reforms 

within the realm of public education (Sun, 2011; 2012).  Sun utilized Glanz’s (1994) 
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survey instrument, with his permission, as a measuring device for her study.  The survey 

listed 25 duties to be ranked twice by APs.  The first ranking was to be according to their 

actual day-to-day tasks and responsibilities as an AP.  The second ranking of tasks was to 

be done based on their belief of what their day-to-day tasks and responsibilities should be 

(based on the importance of the task as it relates to maximizing effectiveness) as an AP 

(Glanz, 1994; Sun, 2011, 2012).  Sun reported that the top five actual primary duties of 

the APs were: 1) disciplining student; 2) completing administrative duties or paperwork; 

3) counseling students; 4) evaluating teachers; and 5) conducting parent conference.  In 

contrast, the duties that were listed as being performed least were: 1) innovating and 

researching; 2) performing instructional media-services; 3) preparing for administrative 

duties such as graduations and cumulative records, which Granz called articulating; 4) 

preparing school budgets; and 5) ordering textbooks (Sun, 2012, p. 54). 

In articulating the four conclusions of her research, Sun says that the role of the 

AP had broadened since Glanz’s study in 1994.  The expanded role includes an increase 

in instructional tasks and critical school issues; however, the involvement in instruction 

had not risen to the level which APs believe they should participate.  Also, Sun (2011; 

2012) declares that the effectiveness of APs as instructional leaders may only be realized 

if collaborative leadership is utilized in the school organization.  This is consistent with 

the platform of the International Successful School Principal Project (ISSPP) (Day & 

Gurr, 2014).  Furthermore, Sun (2011, 2012) reports that assistant principals should have 

a much greater role in school decision-making processes.  Finally, she purported that 

increased time should be allotted for APs to participate in instructional leadership 
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initiatives.  In fact, Muijis and Harris (2002) have called for the AP role to shift from 

transactional to transformative. 

Each of these researchers (Day & Gurr, 2014; Glanz, 1994; Moore, 2009; Scott, 

2011; Stoner & Voorhies, 1981; Sun, 2012) discusses the need for collaboration, which is 

a transformative leadership behavior (Marzano, Waters, & McNulty, 2005).  Glanz 

(1994) and Sun (2012) showed that the actual leadership behaviors of APs were 

transactional in nature.  Some of the participants in Glanz’s study made comments that 

indicated they were disturbed by the work they were required to perform, felt a 

disconnect between their person and the actual work.  This resulted in a loss of 

satisfaction.  Such a loss means that the APs could never reach a transcendent state of 

leadership.  

Governmental Regulation and Policy 

 The State of New Hampshire articulates the duties of school leaders in their 

Revised Statutes Annotated (RSAs) and Administrative Rules.  Chapter Ed300 details the 

Administration of Minimum Standards in Public Schools.  The duties of the school 

principal are detailed, while those of the assistant, called the associate principal, are 

limited to this statement: “The school associate principal shall be responsible for assisting 

and supporting the school principal in promoting the success of all students as stated in 

the above duties” (NH General Court, Part ED 304 (e)).   

Job Descriptions of Assistant Principals 

Public schools in New Hampshire (NH) school districts generally hold a formal 

written account of the roles and responsibilities of each administrator.  The documents 

are generally preserved in school board policies and/or handbooks which are housed in 
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the Central Office and are available to the public electronically (personal communication, 

S. Buckley, May 1, 2019).  Job descriptions describe the general tasks, duties, and other 

responsibilities of a position and articulate how the governing body sees the role in 

action.  The job descriptions of Assistant Principals (APs) in public schools in NH vary 

from district to district and from school to school.  A review of AP public school job 

descriptions from four different NH school districts provides a sampling from across the 

state.  Each of the four samples vary in language yet have similar expectations of the 

responsibilities listed for the role.  

Job descriptions from four random New Hampshire school districts were analyzed 

against the 21 leadership behaviors of Marzano, Waters, and McNulty (2005) and are 

illustrated in Table 2.2.  In the first chapter, Table1.1 charted the 21 leadership behaviors 

and indicated whether each was primarily transactional (t), transformative (T), or context 

dependent (CD), according to the authors.  

For example, none of the job descriptions mentioned affirmation, change agent, 

contingent rewards, flexibility, or situational awareness.  Each of four mentioned five 

leadership behaviors: 

• Involvement in curriculum, instruction, and assessment; 

• Knowledge of curriculum, instruction, and assessment; 

• Monitoring/evaluating 

• Establishing order; and  

• Outreach. 
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Table 2.2. 

 AP Job Description Compared with the 21 Leadership Behaviors  
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Affirmation (t) 

Recognizes and 

celebrates 

accomplishments and 

acknowledges failures 

    

Change Agent (T) 

Is willing to challenge 

and actively challenges 

the status quo 

    

Contingent Rewards (t) 

Recognizes and rewards 

individual 

accomplishments 

    

Communication (CD) 

Establishes strong lines 

of communication with 

and among teachers and 

students 

 X  X 

Culture (CD) 

Fosters shared beliefs 

and a sense of 

community and 

cooperation 

 X X  

Discipline (t) 

Protects teachers from 

issues and influences that 

would detract from their 

teaching time or focus 

X X X  

Flexibility (T) 

Adapts his or her 

leadership behavior to 

the needs of the current 

situation and is 

comfortable with dissent 

   

 

Focus (CD) 

Establishes clear goals 

and keeps those goals in 

the forefront of the 

school’s attention 

  X 

 

Ideals/Beliefs (CD) 

Communicates and 

operates from strong 

ideals and beliefs about 

schooling 

  X 
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Input (T) 

Involves teachers in the 

design and 

implementation of 

important decisions and 

policies 

  X 

 

Intellectual Stimulation 

(CD) 

Ensures faculty and staff 

are aware of the most 

current theories and 

practices and makes the 

discussion of these a 

regular aspect of the 

school’s culture 

  X 

 

Involvement in 

Curriculum, Instruction 

and Assessment (CD) 

Is directly involved in the 

design and 

implementation of 

curriculum, instruction, 

and assessment practices 

X X X X 

Knowledge of 

Curriculum, Instruction 

and Assessment (CD) 

Is knowledgeable about 

current curriculum, 

instruction, and 

assessment practices 

X X X X 

Monitoring/Evaluating 

(CD) 

Monitors the 

effectiveness of school 

practices and their impact 

on student learning 

X X X X 

Optimizer (CD) 

Inspires and leads new 

and challenging 

innovations 

    

Order (CD) 

Establishes a set of 

standard operating 

procedures and routines 

X X X X 

Outreach (CD) 

Is an advocate and 

spokesperson for the 

school to all stakeholders 

X X X X 

Relationships (CD) 

Demonstrates an 

awareness of the personal 

aspects of teachers and 

staff 
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Resources (CD) 

Provides teachers with 

materials and 

professional development 

necessary for the 

successful execution of 

their jobs 

 X   

Situational Awareness 

(CD) 

Is aware of the details 

and undercurrents in the 

running of the school and 

uses this information to 

address current and 

potential problems 

    

Visibility (CD) 

Has quality contact and 

interactions with teachers 

and students 

   X 

Note: Adapted from “The 21 Responsibilities and Their Correlations (r) with Student 

Academic Achievement,” by R. Marzano, T. Waters, and B. McNulty, School Leadership 

that Works: From Research to Results, 2005, pp. 42-43. Copyright 2005 by ASCD. 

 

 Of the 21 leadership behaviors five behaviors were mentioned in each of the four 

job descriptions.  Each of those five behaviors were primarily context dependent (CD).   

Context dependent means that the behavior is primarily reliant on the situation and 

whether the leader demonstrates a transactional or transformational action.  For example, 

when fulfilling the leadership behavior Involvement in Curriculum, Instruction and 

Assessment, a transactional leader may tell the teaching team which curriculum, 

instruction, and assessment techniques and tools will be used for student instruction.  On 

the other hand, a transformational leader will gain information from the teaching team, 

get their perspectives, and utilize their knowledge when making decisions about which 

tools will be used.  
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 The next most consistent leadership behavior found within the job descriptions 

was discipline, a transactional (t) behavior.  This is consistent with the work of Glanz 

(1994, 2014), Hauseman, Nebeker, McCreary and Donaldson (2002), Sun (2011, 2012) 

and Weller and Weller (2002). They examined job descriptions and concluded that 

discipline was the primary responsibility of an AP.  Three of the four school districts 

identified discipline as a responsibility of the AP.  Each of the remaining leadership 

behaviors received mention in two or fewer of the job descriptions identified within the 

sample group.  

Marzano, Waters, and McNulty (2005) identified the following behaviors as being 

transformational (T) in nature; being a change agent, being flexible, and taking input.  

One of the four job descriptions mentioned taking input from teachers as a responsibility 

of the AP.  None of the other transformational behaviors were mentioned in any of the 

responsibilities listed, indicating that the AP is seen as a transactional or minimally 

effective school leader.  In essence, the AP is viewed as a manager (Weller & Weller, 

2002).   

The Assistant Principal as a School Leader 

Scott (2011) reports that the title of assistant principal (AP) emerged after World 

War II and was generally filled by an experienced teacher.  The AP was generally an 

advisor to the principal with little, if any, formal responsibility (Glanz, 2004).  It was 

nearly 40 years after the position was introduced to U.S. schools when the first 

comprehensive discussion of this position occurred (Gurley, Anast-May, & Lee, 2015).  

In 1970, the National Association of School Principals commissioned Austin and Brown 

to develop the first description of the roles and responsibilities of the AP.  These early 
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researchers described the role of the AP as essential to the effective functioning of 

schools.  Austin and Brown also reported that the role of the AP was not a solid training 

ground for the principalship due to the role holding predominantly a managerial focus 

(Austin & Brown, 1970).  They further reported that those serving as the AP did not find 

satisfaction and viewed it as a step on the way to the principalship (Austin & Brown, 

1970).  

More recently, the results of research on the role of the AP and the potential 

impact it may have on schools called for reform specifically in the area of professional 

development aimed at increasing leadership capacity (Gurley, Anast-May, & Lee, 2015).  

In 1991, Calabrese and Tucker-Ladd (1991) and Marshall and Mitchell (1991) reported 

the need for APs to be increasingly involved in policy making, decision making, the 

opportunity to build trust, and growing as professionals.  Marshall & Mitchell (1991) 

concluded that school leaders should develop leadership teams that include and 

incorporate APs as critical members of the team.  

The AP is a key member of a learning community that serves all students well 

(Shoho, Barnett, & Tooms, 2012).  Ideally, those who serve in the role of AP provide 

professional support and partnership with their principals to develop, support, and sustain 

high-performing schools (Shoho, Barnett, & Tooms, 2012).  In this time of increased 

responsibilities, the work of an AP has become more complex, and requires a variety of 

skills. 

The Skills Needed for Assistant Principals  

While it is important to look to the literature relative to the skills needed for 

assistant principals, it is difficult due to a lack of specific research in the area.  With this 
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understanding, research focused on the skills needed for principals will be presented first.  

These skills are often generalized to those of the AP as is done by policy and regulatory 

agencies.  

Extrapolating from research on principals.  Christopher Day is the founder and 

current coordinator of the Successful School Principal Project (ISSPP), the world’s 

largest network of researchers who focus on the practices of school principalship (The 

International Successful School Principal Project, 2019).  In 1998, the National 

Association of Headteachers in the United Kingdom commissioned a study of principals 

that were recognized to be successful – the largest study of its kind, at that time (Day, 

2000).  Day, along with a five-person research team, conducted the study with 12 

principals selected for the project.  After visiting each of the schools for multiple days, 

conducting interviews, and reviewing other documentation related to the principal’s 

leadership, the data revealed that each of the 12 principals were “values led, people 

centered, achievement oriented, inward and outward facing, and able to manage a number 

of ongoing tensions and dilemmas” (Day, 2000, p. 56). Day and his research team 

concluded that successful leadership is the development and sustainment of a shared 

vision, the school culture, and relationships with others whereas “management is the 

coordinating supporting, and monitoring organizational activities” (p. 57). 

Professional standards express the skills required and the quality of work of 

people who practice in a specific role (Professional Standards for Educational Leaders, 

2015).  Standards help to communicate the scope of work required by the role as well as 

suggest how those working in that role may achieve outcomes necessary for success 

(Professional Standards for Educational Leaders, 2015).  
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The National Policy Board for Educational Administration most recently updated 

the Professional Standards for Educational Leaders in 2015 (Professional Standards for 

Educational Leaders, 2015).  The standards were updated to meet the increased 

accountability placed on school leaders at the national as well as the result of knowledge 

gained in the field of educational research (Professional Standards for Educational 

Leaders, 2015).  Within the introduction of the revised standards, it states: “Given this 

growing knowledge - and the changing demand of the position – educational leaders need 

new standards to guide their practice in directions that will be the most productive and 

beneficial to students” (Professional Standards for Educational Leaders, 2015, p. 2).  In 

addition, the National Policy Board for Educational Administration (2015) made it clear 

that the updated standards were intended for all levels of educational leadership.  When 

answering the question to whom do the standards apply? they stated: “The Standards are 

foundational to all levels of educational leadership.  They apply to principals and 

assistant principals…” (Professional Standards for Educational Leaders, 2015, p. 2).  The 

10 Standards for Educational Leaders include skills related to the following areas of 

leadership: 

• Mission, vision, and core values; 

• Ethics and professional norms; 

• Equity and cultural responsiveness; 

• Curriculum, instruction, and assessment; 

• Community of care and support for students; 

• Professional capacity of school personnel; 

• Professional community for teachers and staff; 
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• Meaningful engagement of families and community; 

• Operations and management; and 

• School improvement. (Professional Standards for Educational Leaders, 2015, 

p. 3) 

The state of New Hampshire (NH) certification qualifications for associate 

principal requires APs to hold the same skills, competencies, and knowledge as are 

required for principals.  Those skills are found within the NH Educational Rules Ed500 

and are defined as: 

• Educational leadership 

• Knowledge of school culture and instructional programs; 

• Management of the organization and operation of the school; 

• Relationships with the school and community; 

• Integrity, fairness, and ethics in learning; 

• The social and cultural context of learning; and 

• Knowledge of how to develop local district goals. 

(http://www.gencourt.state.nh.us/rules/state_agencies/ed500.html) 

It is always a challenge to compare lists because terms are used interchangeably, 

while the intent may be the same.  This was also the case in the aforementioned job 

descriptions. 

Specific to the assistant principals.  Johnson (2015) conducted a study focused 

on the skills assistant principals need in order to be successful as instructional leaders.  

The author’s findings from his study suggest that assistant principals are not prepared to 

serve in leadership roles for curricular and instructional issues.  Assistant principals lack 
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the training and knowledge base necessary to be effective instructional leaders (Johnson, 

2015).  These findings support those of Hauseman, Nebeker, McCreary, and Donaldson 

(2002) who contend that new APs often lack the needed skills to do the job well.  In 

addition, conflict management responsibilities take up much of the assistant principal’s 

time (Johnson, 2015). 

Weller and Weller (2002) were more specific in the articulating of the skills 

needed for an AP.  The first skill they report is called “people skills” (p. 27).  Marzano, 

Waters, and McNulty (2005) do not use this term per se but include communication and 

relationships in their list of leadership behaviors.  Communication is listed as the second 

most important skill according to Weller and Weller (2002).  In their survey of 100 

practicing assistant principals conducted in 2000, Weller and Weller report that listed 

knowledge of leadership theory to be the third most important skill need. 

When research and theory collide.  Intuitive understandings (Gardner, 1991) are 

brought to the field of educational leadership by everybody that has experienced school 

leadership, at any level.  The members include, but are not limited to, present and former 

students, parents, community members, teaches, school level and district level 

administrators, school board members, governmental agencies, and political decision 

makers.  The knowledge acquired by each members’ regular and active exploration of the 

world around them informs and adds to the paradigms (Hairston, 1982).  Those 

understandings frame the norms of transactional leadership, transformational leadership, 

and collective leadership theories. Furthermore, they dictate the roles, responsibilities, 

and tasks expected to be performed by members within those shared beliefs.  The 

traditional role of the AP has included primarily managerial, transactional, type 
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leadership tasks and responsibilities (Germes, 2010; Glanz, 2004; Shoho, Barnett, & 

Tooms, 2012).  The traditional role of the AP no longer fulfills the needs of our school 

learning organizations.  Changes need to occur in understanding of the role of the AP as 

more of an educational leader rather than the belief that the AP should primarily be a 

manager.  Changes in paradigms do not occur by studying the traditions of those common 

beliefs and understandings; however, new ideas are adopted when members live the 

success of shifts made within those norms (Hairston, 1982).  There is a strong resistance 

to initiating shifts in paradigms until problems within the field reach crisis proportions 

(Hairston, 1982).  Much of the traditional and current common beliefs that shape our 

understanding of the role, responsibilities, and tasks of the AP are based on knowledge 

found within text books and are adopted as a result of our lived experiences (the 

traditional actions and behaviors exhibited by those within the role of the AP).  

The Misalignment Between the Anticipated and Actual Duties 

 Misalignment occurs when one’s theoretical understanding of a role is not in sync 

with the reality of his or her day-to-day tasks and responsibilities within that role.  Kwan 

and Walker (2012) conducted a large-scale study of APs in Hong Kong.  The study 

examined the misalignment between the ideal or anticipated roles and the actual 

responsibilities and tasks those serving in the role of AP reported to have undertaken 

(Kwan & Walker, 2012).  In assessing whether a gap existed between the anticipated  and 

actual roles played by assistant principals, the findings suggest that there is a 

misalignment between what the assistant principals would like to do, the anticipated, and 

what they are actually doing (Kwan & Walker, 2012). 
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  The anticipated job expectations.  As Marshall and Hooley (2006) contend, the 

role of the assistant principal involves both choices and challenges.  Like most other jobs, 

those transitioning into a leadership position, do so in order to positively impact students.  

According to Cathy Toll’s ASCD (Association of Supervision and Curriculum 

Development) guest blog, written on May 19, 2016, the answer generally fits into one of 

three broad categories.  She called these: “I want to fix this place; I could do better than 

whomever we have now; or I have a vision to bring to life”. 

In 1994, Jeffrey Glanz surveyed 164 APs in New York City.  He provided APs 

with a list of 25 duties and asked them two questions: first, to rank the duties (from 1 to 

25) they actually performed on a daily basis and second, to rank the same jobs they 

anticipated they would perform.  His study was replicated in 2011 by Anna Sun asking 

the same questions of APs in upstate New York.  Sun asked the same questions 17 years 

later.  Each duty can be identified as either transformational in nature, transactional, or 

context dependent.  A duty is context dependent depending on the circumstances that are 

relevant to it.  Table 2.3 lists the 25 duties from the Glanz and Sun studies that were 

ranked by the participants when answering the question of the importance of each duty as 

they anticipated it would be.  The duties are then identified as either transformational, 

transactional, or context dependent.  The number in the third and fourth columns compare 

the ranking results from the Glanz and Sun studies.  An examination of the ranking in the 

Glanz (1994) study, show that of the top ten anticipated duties, six are transformative; 

three are transactional; and one is context dependent.  Clearly, APs aspire to be 

transformative.  The converse is also true.  Of the last ten items, numbers 15-25, only two 

are transformative; six are transactional; and 2 are context dependent.  In the Sun (2011) 
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study, the participants once again anticipated being transformative.  Of the top ten items, 

five were transformative; four were transactional; and one was context dependent.  Of the 

last items ranked in the Sun study, only one was transformative.  Eight were transactional 

and one was context dependent.  

Table 2.3  

Comparison of Glanz (1994) and Sun (2011) Survey Results of Anticipated Duties  

Anticipated Duties of an AP Leadership Style Glanz, 1994 Sun, 2011 Difference 

     

Teacher training  Transformational  1 7 -6 

Staff development 

(inservice) 

Context dependent 2 8 -6 

Curriculum development Transformative 3 6 -3 

Evaluation of teachers Transformative 4 2 2 

Instructional leadership Transformative 5 1 4 

Formulating goals Transactional 6 5 1 

Innovation & research Transformative 7 12 -5 

Parental conferences Transformative 8 11 -3 

Articulation (graduation 

records) 

Transactional 9 9 0 

School scheduling 

(coverage) 

Transactional 10 18 -8 

Emergency arrangements Transactional 11 16 -5 

Assemblies Transactional 12 17 -5 

Administrative duties 

(paperwork) 

Transactional 13 4 9 

Instructional media-services Transactional 14 24 -10 

Counseling pupils Transformative 15 9 6 

Faculty meetings Context dependent 16 13 3 

Ordering texts Transactional 17 25 -8 

School clubs Transactional 18 21 -3 

Assisting PTA Transformative 19 23 -4 

Student attendance Transactional 20 14 6 

Student discipline Transactional  21 3 18 

Lunch duty Transactional  22 20 2 

Public relations Context dependent 23 15 8 

School budget Transactional 24 24 0 

Teacher selection Transformative 25 16 9 
 

The actual work.  Glanz (1994) and later Sun (2011) also asked each assistant 

principal to rank the list of 25 duties in terms of the importance to their actual work.  

Again, each duty can be identified as either transformational in nature, transactional, or 
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context dependent.  A duty is context dependent depending on the circumstances that are 

relevant to it.  Table 2.4 lists the 25 duties from the Glanz (1994) and Sun (2011) studies 

that were ranked by the participants when answering the question of the importance of 

each duty in terms of actual work.  The number in the third and fourth columns compare 

the ranking results from the Glanz and Sun studies.  These are shown in Table 2.4.  

Table 2.4  

Comparison of Glanz (1994) and Sun (2011) Survey Results of Actual Duties  

Actual Duties of an AP Leadership Style Glanz, 1994 Sun, 2011 Difference 

     

Student discipline Transactional  1 1 0 

Lunch duty Transactional  2 7 -5 

School scheduling (coverage) Transactional 3 8 -5 

Ordering texts Transactional 4 25 -21 

Parental conferences Transformative 5 5 0 

Assemblies Transactional 6 18 -12 

Administrative duties 

(paperwork) 

Transactional 7 2 5 

Articulation (graduation 

records) 

Transactional 8 23 -15 

Evaluation of teachers Transformative 9 4 5 

Student attendance Transactional 10 13 3 

Emergency arrangements Transactional 11 10 1 

Instructional media-services Transactional 12 22 -10 

Counseling pupils Transformative 13 3 10 

School clubs Transactional 14 20 -6 

Assisting PTA Transformative 15 21 -6 

Formulating goals Transactional 16 9 7 

Staff development (inservice) Context dependent 17 12 5 

Faculty meetings Context dependent 18 11 7 

Teacher training Transformative 19 14 5 

Instructional leadership Transformative 20 6 14 

Public relations Context dependent 21 17 4 

Curriculum development Transformative 22 15 7 

Innovation & research Transformative 23 16 7 

School budget Transactional 24 24 0 

Teacher selection Transformative 25 16 9 

 

Of the top 10 actual duties ranked in Glanz’s study, eight (80%) are transactional 

in nature.  When Sun asked the same question in 2011, five (50%) were transactional.  
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While there had been a shift in the duties performed by APs on a daily basis, still half of 

an AP’s day was spent performing managerial tasks.  In the Glanz study (1994) the top 

ten items in the actual category were categorized as follows: two are transformative; eight 

are transactional, and none are context dependent.  In the Sun study, conducted later, four 

of the top ten items were transformative; six were transactional; and none were context 

dependent.  In the bottom of the Glanz rankings, two were transformative; six were 

transactional; and two were context dependent.  Sun’s study revealed that of the bottom 

ten items four were transformative; five were transactional; and one was context 

dependent.  

  The anticipated and actual together.  Germes (2010) also studied the percieved 

roles, responsibilities, and duties of the assistant principal position.  He sought to define 

the actual responsibilities of an AP, the desired responsibilities of an AP, and the 

relevance of each duty to becoming a principal in order to determine the impact on 

entering the principal position.  Findings regarding actual responsibilities and duties of 

the AP noted percieved differences in the day-to-day experiences of assistant principals 

resulted in disparities.  Germes concluded that the AP position consists of roles, and 

responsibilities that are generally assigned by the principal and lead to prescribed formal 

duties. 

Mattocks (2016) also examined the perceived school leadership roles of the AP in 

order to better understand the opportunities and constraints in the current configuration 

and how they may affect an instructional leadership role.  She concluded that the role of 

the AP continues to be mired in managerial and clerical duties, yet the role of today’s AP 

has been expanded to include instructional leadership responsibilities (i.e. staff 
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supervision, instructional leadership, and curriculum development) (Mattocks, 2016).  

The expansion of the tasks and responsibilities placed upon the AP are a result of 

widespread educational reform (Kwan & Walker, 2012).  As the demands placed upon 

schools increase, building level leadership teams must also improve their effectiveness in 

order to meet those demands.  

Due to the lack of research regarding the role of the AP, Scott (2011) conducted a 

study that compared the actual tasks being performed by assistant principals to their ideal 

job expectations.  Scott utilized results of Stoner and Voorhies’ (1981) research and 

focused on the role and function of the assistant principal to frame her study.  Data from 

Scott’s (2011) research ranked the top ten actual tasks of leadership into the following six 

leadership responsibilities:   

• Leadership in staff personnel;  

• Pupil personnel; 

• Community relations; 

• Instructional leadership;  

• Management of schools; and 

• Student activities. (p. 83)  

Scott (2011) claims that based on her statistical findings, there was a significant 

difference between the expected and actual tasks that assistant principals performed.  She 

stated, “These results indicate that assistant principals had greater expectations of their 

job responsibilities than what they actually practiced” (p. 85).  

Sun (2011) concluded that some of the managerial tasks were no longer at the top 

of the list of actual tasks being performed on a daily basis and that there may be a shift 
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toward more transformative actions.  She indicated that some of transformational 

behaviors typically done by the principals may be moving into the realm of the AP, 

hinting at a more collaborative leadership.  Still, the extent of the APs involvement falls 

short of what they want it to be.  

The implication of this misalignment.  Tension has been created because of the 

difference between the anticipated duties of an AP and the actual work they do on a daily 

basis (Glanz, 1994; 2004; Sun, 2011; 2012).  This misalignment and tension create 

potential issues such as underutilization, job dissatisfaction, poor job performance, and 

lack of professional opportunity (Glanz, 1994; 2004; Sun, 2011; 2012).  Additionally, 

Hauseman, Nebeker, McCreary and Donaldson (2002) contend that the AP is not allowed 

to assert their personal and/or professional values as this constitutes a violation of 

expected behavior.  

This study was conducted to explore the possible misalignment in New 

Hampshire as well as how a sampling of APs in NH has come to understand their role 

and leadership style in their public school.  The misalignment between the anticipated 

and actual needs to be understood in order to make better use of the AP as a resource in 

school improvement.  Additionally, a misalignment between the anticipated duties of an 

AP and the actual work they do daily causes tension for the AP and for the organization 

(Glanz, 1994; 2004; Sun, 2011; 2012).  Misalignment and tension create potential issues 

such as underutilization (Day, 2000; Gurr, 2015; Scott, 2011), job dissatisfaction 

(Oleszewski, Shoho & Barnett, 2012; Panyako & Rorie, 1987), under performance 

(Glanz, 1994; Sun 2011), and lack of professional opportunity (Glanz, 1994; 2004; Sun, 

2011; 2012).  These tensions and negative results are illustrated in Figure 2.2. 
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Figure 2.2 Tension Resulting from Misalignment between the Anticipated and Actual Job 

Duties of the AP 

The Untapped Potential of the Assistant Principal 

While assistant principals are generally part of a school’s leadership team, if their 

duties are more transactional than transformative in nature, they are being underutilized 

in schools across the country.  Calabrese (1991) stated,  

Assistant principals are a neglected variable in the effective schools equation. 

Effective schools have assistant principals who are dynamic, enthusiastic, 

creative, and caring. Ironically, there is little support for the traditional assistant 
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principal’s role. Researchers belittle that role; many principals ignore the talents 

of the assistant principal; and educational organization experts try to discover 

alternatives. (p. 51) 

Educational researchers have studied the influence of school-level leadership on 

student achievement for decades (Allen, Grigsby, & Peters, 2015; Hallinger & Heck, 

1996; Leithwood, Sun, & Pollock, 2017; Waters, Marzano, & McNulty, 2003).  

Researchers have concluded that school-level leaders play an important role in student 

learning (Hallinger & Heck, 1996; Jacobson, 2011; Creemers & Reetzig, 1996; 

Leithwood, Sun, & Pollock, 2017).  School-level leaders, practicing a collective 

leadership model, have an impact on student achievement primarily through their 

influence on teachers’ motivation and teachers’ workplace settings (TWS), with 

workplace settings having the strongest impact (Seashore Louis, Leithwood, Whalstrom, 

& Anderson, 2010). 

Marzano, Waters, and McNulty (2005), examined 69 studies that included more 

than 650 building principals and reported 21 specific leadership responsibilities of 

building-level leaders that have a significant effect on student achievement.  Of those 21 

responsibilities, teacher workplace setting (TWS) was found to be among the most 

influential responsibilities of educational leaders seeking to increase student achievement 

(Marzano, Waters, & McNulty, 2005).  Teachers’ workplace setting (TWS) is two 

dimensional and includes: 1) the collaborative culture within the school; and 2) the 

physical structures in place that support collaboration (Leithwood & Mascall, 2008).  The 

terms culture, environment, climate, and conditions are used somewhat interchangeably 

in various studies. 
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Numerous studies have documented the role of the building principal in 

establishing workplace settings within their school  (Hord & Tobia, 2012; Jacobson, 

2011; Waters, Marzano, & McNulty, 2003).  Allen, Grigsby, and Peters (2015) examined 

the correlation between elementary school leadership, workplace setting, and student 

achievement.  These researchers reported a positive relationship between leadership and 

workplace setting via leadership’s influence on the teachers’ perceptions of their 

workplace setting (Allen, Grigsby, & Peters, 2015).  The role of educational leaders as 

necessary nurturers of workplace setting is a strong theme within the literature on 

building-level leadership.  

Kenneth Leithwood, a renowned educational researcher and professor at the 

Ontario Institute for Studies in Education and his colleague, Blair Mascall, began 

examining student achievement and school reform from the perspective of collective 

leadership and teachers’ workplace setting (TWS).  The outcome of their study found that 

collective leadership has significant direct effects on TWS and the strongest path linking 

leadership’s influence on student achievement is through TWS (Leithwood & Mascall, 

2008). 

Seashore Louis, Leithwood, Whalstrom, and Anderson (2010) conducted a 

follow-up five-year study.  They reported that teachers indicated that the assistant 

principal (AP) had greater influence on their workplace setting than the principal.  The 

original Leithwood and Mascall (2008) study had not specifically addressed the 

intentional actions and behaviors of the assistant principal.  Later, Shoho, Barnett, and 

Tooms (2012) created an edited book that examined the experiences of APs through the 

use of qualitative interviews.  They report that information and strategies specifically 
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about the practices of assistant principals in schools that develop teachers’ workplace 

settings is limited.  Within their book, Sun (2012) contributed the findings of her study 

focused on the practices of APs who share leadership practices with the building 

principal. Sun (2012) stated: 

The quality of school leadership is increasingly gaining recognition as a 

significant factor in the improvement of student achievement…However, debates 

about what constitutes effective leadership have long focused on school principals 

and teachers, and until relatively recently have ignored the roles and contributions 

of other school leaders, such as assistant principals. (pp. 153-154) 

 Sun (2012) conducted interviews with ten APs in New York State to explore the 

salient roles APs play within organizations that share instructional leadership.  Sun 

posited that APs have become increasingly more responsible for supporting instructional 

leadership in schools.  Sun concluded, “While there are important findings from this 

study’s survey and interviews of APs, future research may investigate how others – 

principals, teachers, district administrators, students, and parents – view APs jobs and 

think what APs should be doing in schools” (pp. 171-172).  Even still, current researchers 

and authors in the field of educational leadership, and educational consultants continue to 

overlook the role of the AP and the potential positive influence those in the role may have 

within school organizations.  Peter Dewitt’s book titled Collaborative Leadership: Six 

Influences That Matter Most (2017) mentions the role of the AP only a single time and 

his mention is not within the context of the influence the role may hold, only how the 

absence of one makes life more difficult for the principal.  Dewitt’s only reference to APs 
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states, “Being a school leader can be lonely, especially if you were like us and did not 

have an assistant principal” (p. 178).  

Power of AP to influence student achievement.  Creemers and Rezigt (1996) 

reviewed empirical data to provide an overview of how school-level factors and 

classroom-level factors influence student achievement.  These researchers found that 

school-level factors (i.e. building-level leadership) influence student achievement through 

their influence on classroom-level factors (i.e. teachers’ workplace settings).  However, 

they pointed out that more research focused on how the school-level factors influence 

classroom-level factors must be conducted in order to enhance student achievement.  Ten 

years later a study was published that added insights on the relationship between 

leadership and student achievement. 

Day, Gu, and Sammons (2016) conducted a 3-year mixed methods study focused 

on the practices of elementary and secondary building-level leaders in schools where 

students achieved high academic levels in order to determine how leadership was layered 

to improve students’ learning outcomes.  Day, Gu, and Sammons (2016) found that the 

most direct influence building-level leaders have on student achievement is through the 

improvement of school conditions (i.e. teachers’ workplace setting) while using a 

distributed leadership model that includes staff in leadership roles.  The study did not 

address the role of the assistant principal.  

In schools that utilize collective leadership, the influence each person has differs 

in strength  (Creemers & Reetzig, 1996; Seashore Louis, Leithwood, Whalstrom, & 

Anderson, 2010).  Leithwood, Seashore Louis, Whalstrom and Anderson (2010) maintain 

that the assistant principal has more influence on the teachers’ workplace setting (TWS) 
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than was previously reported in the literature.  Leithwood and Jantzi (2006) used data 

from a previously conducted four-year evaluation testing the leadership strategies on 

teachers motivation, capacities, and work setting and their influence on student 

achievement.  These researchers concluded that although numerous resources are being 

spent on improving leadership in an effort to increase student achievement, a significant 

amount of energy should be put forth to explore the actions and behaviors of successful 

leadership and their influence on school organizations and ultimately student 

achievement (Leithwood & Jantzi, 2006).  

Most of the existing literature on the role of the AP addresses managerial 

leadership duties and responsibilities (Pearce & Conger, 2003).  Research conducted and 

reported by the International Successful School Principal Project indicated that APs are 

not viewed as system leaders and more research needs to be conducted on their leadership 

role (Day, Gu, & Sammons, 2016).  Oleszewski, Shoho, and Barnett (2012) state, 

“Although the assistant principal is a critical leader in schools, the position is 

underutilized and under-researched…the role of the assistant principal needs to be 

reconfigured” (p. 264).  

The AP’s contribution to leadership synergy.  A conceptual framework for 

understanding the working relationship of school principals and assistant/vice principals, 

created by Ping-Man Wong (2009).  Wong’s (2009) framework outlines school 

administration and the working relationship between the principal and assistant principals 

by exploring their roles, status, and the management tasks and functions of such teams  

 Roles.  Principals and assistant principals typically and traditionally hold very 

different roles within schools (Gurley, Anast-May, & Lee, 2013; Karpinski, 2008; 
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Pounder & Crow, 2005; Wong, 2009).  The role of the assistant principal has been 

studied for many years and has been found to generally be utilized exclusively for 

managerial purposes (Austin & Brown, 1970; Gurley, Anast-May, & Lee, 2013; Weller, 

2002).  Assistant principals are often responsible for student discipline and supervision 

and building operations with minimal instructional leadership responsibilities (Gurley, 

Anast-May & Lee, 2013; Pounder & Crow, 2005).  Within Wong’s (2009) model, the 

traditional role of assistant principals would be considered managerial (M). 

 There is no denying the impact of the leader, be it positive or negative, on school 

culture and student achievement.  The role of the successful principal has been studied 

around the globe and has consistently been found to be an increasingly challenging, 

multi-faceted, and dynamic leadership role (Day & Gurr, 2014; Gurr, Drysdale, & 

Mulford, 2007; Jacobson, Johnson, Ylimaki, & Giles, 2009; Lieberman, Miller, Roy, 

Hord, & Von Frank, 2014; Pounder & Crow, 2005).  As education changes across our 

state, nation, and throughout the globe, the roles and responsibilities of educational 

leaders are also changing (Cranston, 2002; Leithwood & Mascall, 2008; Wahlstrom & 

Seashore-Louis, 2008; Youngs, 2007).  Stressors continue to be placed on school 

principals and, therefore, it is becoming increasingly important for distributed leadership 

to take place as school systems strive to increase student achievement (Gurr, Drysdale, & 

Mulford, 2007; Jacobson, Johnson, Ylimaki, & Giles, 2009; Leithwood & Seashore 

Louis, 2012; Lieberman, Miller, Roy, Hord, & Von Frank, 2014).  Principal and assistant 

principal teams need tools to help them develop the capacity of their teachers, together. 

Defining the role of the assistant principal as an educational leader will help principal and 

assistant principal teams develop practices to promote supportive conditions within their 
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working relationship.  Leadership teams that maximize their collaborative efforts may be 

more able to maximize the capacity of teachers and their schools.  

 Status.  Within Wong’s model (2009), the principal and assistant principal status 

dimension of the working relationship, by nature, functions as either a chief and assistant, 

the mentor-learner, or as a partnership.  Researchers challenge school leaders to develop 

administrative teams that include both the principal and assistant principal as critical 

members of the team (Marshall & Mitchell, 1991).  When considering Hord and Tobia’s 

(2012) supportive structural and supportive relational conditions, a working relationship 

between P&AP teams that is heavily weighted toward a partnership may be the most 

beneficial for overall school success and student achievement.   

Summary 

 The role of educational leaders comes from many sources: theory, tradition, 

governmental regulations, and practice.  Theories develop in order to explain the way the 

world works (Gardner, 1995).  Educational leadership theories evolved from existing 

business leadership theories.  Several leadership models appear repeatedly throughout 

educational leadership literature, yet two models rise to the top among practitioners – the 

models of transactional and transformational leadership (Crossan & Mazutis, 2008; 

Leithwood, 2005; Yukl, 2012).  A third, transcendent, is currently appearing in the 

literature.  Burns (1978) fundamentally defined transactional leadership as leaders trading 

one thing for another with colleagues to reach the goals of the organization (Marzano, 

Waters & McNulty, 2005).  In most basic terms transformational leadership is a process 

focused on change (Burns, 1978) involving personal connections between leaders and 

followers that raises the level of motivation among individuals (Northouse, 2013).  A key 
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component necessary for transformational leaders is the ability to empower teachers by 

including them as important members of decision-making processes while also sharing 

suitable leadership tasks with them (Hendriks & Scheerens, 2013).  A new approach of 

conceptualizing leadership has emerged over the last few decades, ushering in what has 

been referred to as the post-heroic or shared leadership era, a new form of 

transformational leadership (Pearce & Conger, 2003).  Terms associated with this new 

wave of leadership include servant, authentic, spiritual, moral, and transcendent (Crossan 

& Mazutis, 2008).  These terms often overlap.  The evolution of leadership theories are 

the result of a continual need for change in thinking and practice to meet the demands of 

the current times.  Demands in efficiency and effectiveness require new ways of thinking, 

innovative ideas, and changes in practice for growth and success of any organization.  

Public schools are not excluded from these demands.  

Governmental regulations also play a part in forming the work of public-school 

leaders.  Standards for educational leaders are developed at the national, state, and local 

levels.  Regulations play a part in explaining the roles and responsibilities of educational 

leaders, including the role of the AP.  Those traditional standards and policies often 

overlook the role of the AP as a transformational leader and ear mark the AP a manager 

of transactional duties and tasks.  

For nearly a century, the role of the AP has existed in United States (US) public 

schools (Glanz, 2014).  The practices of those serving as APs also plays a part in forming 

what the current day-to-day tasks and responsibilities are for those in that role.  Those 

who are part of public schools (i.e. students, parents, community members, teachers, 

administrators, and policy makers) develop a mental model (Senge, 1990) of what the 
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role of the AP is.  Those mental models outline what the expected day-to-day tasks and 

responsibilities should be for that role without investigating the current needs of the 

learning community or thinking flexibly about the potential leadership capabilities of the 

role.  The role of the AP has broadened over time (Sun, 2012) and there is a need for the 

expectations of the role to be realigned with the current needs of public schools and the 

potential impact that role holds for schools.  Chapter 3 is a description of the research 

design and methodology selected for this research study.  

 

  



THEORY TO PRACTICE                                                                                               76 

 

Chapter 3 

Research Design and Methodology 

Problem and Purpose Overview 

 The purpose of public schools is to create an educated citizenry.  Every resource 

should be leveraged to make this happen, and yet the assistant principal (AP) is an often-

overlooked educational resource.  Calabrese (1991) strongly asserts that, “Assistant 

principals are a neglected variable in the effective school equation” (p. 51).  Weller and 

Weller (2002) contend that the role of the AP is one of the least researched and least 

discussed positions in educational leadership resulting in the ineffective use of the 

position.  The ineffective use of a position means that the individual is not allowed to act 

in such a way that his/her responsibilities, tasks, and duties assist with the advancement 

of the organization toward goal completion (Senge, 1990).  

The role of the AP is being underutilized due to the traditional tasks and 

responsibilities assigned to the role have been managerial in nature rather than that of 

transformative leadership (Koru, 1993; Scott, 2011; Sun, 2011).  In addition, building 

principals and APs have not experienced, nor do they understand, the potential for 

leadership the role of the AP holds.  Finally, there is an understanding of the role of the 

AP that is adopted and accepted by those in education that has created a mold in which 

the person should fit.  This model has become the paradigm of what the AP is rather than 

what the AP can be (Calabrese, 1991; Germes, 2010; Koru, 1993; Scott, 2011; Sun, 

2011).  

The role of assistant principal (AP) is often seen as a steppingstone on the 

administrative ladder.  It can be considered as an apprenticeship for becoming a principal 
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(Glanz, 1994).  The literature states that in regards to assistant principals, two issues 

exist: the first is the misalignment of expectations of the position and the actual work 

(Glanz, 1994; Kwan & Walker, 2012; Sun, 2011) and the second is the underutilization 

of the assistant principal in terms of the potential to influence student achievement 

(Calabrese, 1991).  The misalignment issue was first studied by Glanz in 1994.  In 2011, 

Anna Sun replicated Glantz’s study.  Both studies took place in New York (NY) state, 

one in NYC and the other in upstate NY.  The purpose of this research was two-fold.  

First, to explore a possible misalignment and underutilization of New Hampshire (NH) 

APs by examining the current role of the APs as they rank duties they anticipated they 

would perform and then ranked again based on frequency in their actual work.  This is 

similar to the work of Glanz (1994) and Sun (2011).  Secondly, this study explored the 

anticipated and actual work of APs in terms of leadership theories, an aspect neither 

Glanz nor Sun addressed. 

Research Questions 

 Given the previous work of Glanz (1994) and Sun (2011) and the additional 

exploration of the role of leadership theories, the following questions guided this study:  

1. What is the alignment or misalignment, determined by ranking, of what New 

Hampshire assistant principals anticipated their duties would be and the duties 

they actually perform?  

2. How do current public school assistant principals in New Hampshire describe the 

alignment or misalignment between what they anticipated their duties would be 

and the actual duties they perform? 

3. How do current public school assistant principals in New Hampshire relate 
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leadership theories to the alignment or misalignment between what they 

anticipated their duties would be and the actual duties they perform? 

Methodology Overview  

Research Design Overview 

 Mixed methods research blends the best parts of quantitative and qualitative 

strategies and is used when neither fully addresses the question.  Johnson, Onwuegbuzie, 

and Turner examined 19 previously published definitions of the terms mixed methods to 

develop a concise and universal definition.  Their definition was published in 2007 in the 

Journal of Mixed Methods Research.  It states: 

Mixed methods research is the type of research in which a researcher or team of 

researchers combines elements of qualitative and quantitative research approaches 

(e.g. use of qualitative and quantitative viewpoints, data collection, analysis, 

inference techniques) for the broad purposes of breadth and depth of 

understanding and corroboration.  (p. 123)  

 This sequential exploratory mixed methods study (Ivankova, Creswell, & Stick, 

2006; McMillan, 2016 ) identified the anticipated performance and the actual 

performance of assistant principals (APs) in New Hampshire (NH).  It also explored the 

thoughts and feelings of current APs regarding the difference between the anticipated and 

actual.  Phase I of this study involved the collection of quantitative data through the 

administration of surveys of current NH APs willing to participate in the study.  The four-

part survey (Appendix D), designed by Anna Sun (2011, 2012), was based on the 

research of Jeffrey Glanz (1994).  Sun has granted this researcher permission to use the 

survey to obtain current data from New Hampshire public school administrators 
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(Appendix F).  Phase II of this study was based on the results of Phase I and involved 

follow-up qualitative interviews (Appendix E) with volunteer APs.  Qualitative 

interviews were conducted in person or via telephone.  The researcher adapted the 

interview questions from Sun’s study to be appropriate to the research questions in this 

study.  Additional questions on the role, if any, leadership theories play in their work was 

also explored. 

Advantages and Limitations of Mixed Methods Design 

Mixed methods research is a process for collecting qualitative and quantitative 

data to capture a strong and detailed account of a situation (Creswell, Plano Clark, 

Gutmann, & Hanson, 2003; McMillan, 2016; Tashakkori & Teddlie, 2010).  Using one 

data source from either qualitative and quantitative research in isolation and independent 

of each other does not provide data strong enough to capture the depth and breadth details 

of a situation (Creswell, Plano Clark, Gutmann, & Hanson, 2003) and may leave the 

research question unanswered.  McMillan (2016) explains that there are three main mixed 

methods designs.  They are explanatory sequential, exploratory sequential, and 

convergent.  

The research questions guiding this study are best answered using an exploratory 

sequential design.  There are advantages and disadvantages to each mixed methods 

research design.  An exploratory sequential design is a two-phased method, which 

provides a clear, direct, and up-front structure and data collection process (McMillan, 

2016).  One phase includes a quantitative data collection process, while the other 

provides a qualitative data collection process.  McMillan states that an advantage of 

exploratory sequential mixed method design is the inclusion of both quantitative and 
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qualitative research in a single study.  Incorporating both branches of research into a 

single study makes the data richer.  

Research Permission and Ethical Considerations  

When conducting research, the norms that distinguish acceptable conduct on the 

part of the researcher from unacceptable conduct are referred to as ethical considerations 

(Resnik, 2011; U.S. Department of Health, 1979; Vanclay, Baines, & Taylor, 2013).  In 

the literature, there are numerous sources that outline the necessary principles researchers 

must abide by when conducting ethical research (Boyce & Neale, 2006; Diekema, 2006; 

http://dissertation.laerd.com/principles-of-research-ethics.php; Resnick, 2011).  Although 

different authors report various numbers of key principles, there are five values that 

outline the common codes of conduct found within all ethical research.  The underlying 

factor in each of the principles emphasizes the need for beneficence (do good) and non-

malfeasance (do no harm) (Resnik, 2011; U.S. Department of Health, 1979).  Resnick 

(2011) states ethical researchers must obtain informed consent from participants, 

minimize risk of harm, protect the confidentiality and anonymity of participants, avoid 

any deceitful behavior, and always provide participants the opportunity to with from the 

study. 

 This research was conducted with consenting professional adults in New 

Hampshire.  Each participant acknowledged consent to participate before being sent the 

survey.  The informed consent (Appendix C) states, “As a participant in this study, I may 

experience minimal risks.  While the survey asks for minimal demographic data, personal 

data will not be shared in the dissertation narrative.  No identifying information will be 

used in the data presentation.  All interview recordings and transcripts will be stored on a 
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secure server.”  

Risk of any identifiable information being revealed was mitigated to the extent 

possible by adherence to research and data storage guidelines.  All audio recordings, and 

transcripts were stored and maintained on a password-protected secure server; 

confidentiality was preserved in password-protected files accessible only to the 

researcher.  No personally identifiable information was included in any publications or 

reports. 

All documents and information pertaining to this research study were kept 

confidential in accordance with all applicable federal, state, and local laws and regulations.  

Data generated by the study may be reviewed by Plymouth State University's Institutional 

Review Board, which is the committee responsible for ensuring the welfare and rights of a 

research participant, to assure proper conduct of the study, and compliance with university 

regulations.  Per the University’s IRB rules all participants’ identities were blinded; 

participants were assigned pseudonyms bearing no relationship to their actual name.  In 

this study, each interview began by asking the interviewee to choose a pseudonym.  Only 

the researcher knows the real names of the interviewees.   

 Transcripts and recordings are stored on a secure server with access limited to the 

investigator for a period of three years, at which time all data will be erased. All printed 

data (i.e. documents or spreadsheets) are maintained in a locked cabinet in a locked 

faculty office with access limited to the investigator.  This protocol will be maintained for 

a period of three years, at which time all records will be destroyed. 
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The Role of the Researcher  

 The role of the researcher is to develop research questions that will serve as the 

foundation for the study (Patton, 2012; Tashakkori & Teddlie, 2010).  From those 

questions, the researcher determines which research method should be used, the potential 

participants, data collection methods, recording tools, analysis techniques, and methods 

for sharing the results of the study.  The role of the researcher in each of these aspects is 

different when conducting quantitative research than it is when conducting qualitative 

research (Creswell & Poth, 2018). 

 The questions developed for quantitative research are empirical in nature and are 

therefore objective (McMillan, 2016).  There are generally many participants selected for 

quantitative studies and are often selected randomly.  When gathering, analyzing, and 

reporting quantitative data, the findings are reported as a statistical analysis (McMillan).  

The data and findings that result from quantitative research are presented in the form of 

numbers.  There is generally no discretion used during the data analysis phase on the part 

of the researcher when formulating qualitative data (McMillan, 2016).  

 Research questions that require a qualitative design are about the stories of people 

(Creswell & Poth, 2018; Patton, 2002; Saldana, 2016).  Qualitative research is subjective 

in nature (Creswell & Poth, 2018).  The qualitative researcher has a more complex role 

when gathering and analyzing data (Fink, 2000; Saldana, 2016; Sutton & Austin, 2015).  

The qualitative researcher interacts with participants to collect a large amount of data to 

determine the emergence of words as themes (Saldana, 2016).  The data is collected 

through personal observational notes, digital audio and/or video recordings, as well as his 

or her memory of the observation.  After the observation process, the researcher 
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organizes the data so that it may be analyzed, processed, and reported (Fink, 2000).  The 

data is then reflected on by the researcher in order to provide context for the findings that 

reflects their personal worldview (Sutton & Austin, 2015).  In qualitative research the 

researcher uses his or her personal experiences and understandings of the study topic to 

assist in the data analysis and organization process (Creswell & Poth, 2018; Saldana, 

2016).  

 When conducting qualitative research, the researcher must mitigate his or her 

biases as much as possible throughout the entire process, while also relying on personal 

experiences to support the analysis and interpretation of data (Creswell & Poth, 2018).  

This researcher intends to mitigate bias by keeping a researcher’s notebook and having 

interviewees validate the transcripts. 

Research Design 

 An exploratory sequential mixed method study (ESMM) (McMillan, 2016) was 

selected as the design for this study as the process will provide the best structure for the 

collection of data needed to answer the research question.  Mixed method research design 

has a quantitative research component, Phase I, and a qualitative research component, 

Phase II (Creswell & Poth, 2018; McMillan, 2016; Patton, 2002).  The quantitative data 

gathered during Phase I results in empirical statistical information that was then used to 

drive Phase II, the qualitative data gathering process (McMillan, 2016; Tashakkori & 

Teddlie , 2010).  The observations, stories, and words gathered during Phase II are then 

reflected upon by the researcher and organized into themes (Creswell & Poth, 2018; 

Saldana, 2016).  Utilizing a mixed method results in richer data and provides greater 

details regarding the topic of study (Tashakkori & Teddlie , 2010). 
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Phase I: Quantitative 

 For the purposes of this study, Phase I consisted of a ranking survey distributed to 

a purposeful sampling (McMillan, 2016) of 270 New Hampshire public school assistant 

principals.  This portion of the research provided the data needed to answer the first two 

research questions of the study.   The question being answered using quantitative research 

was, What is the alignment or misalignment, determined by ranking, of what New 

Hampshire assistant principals anticipated their duties would be and the duties they 

actually perform? 

 Participants.  A list of New Hampshire public elementary and secondary schools 

can be found on the New Hampshire Department of Education’s (NHDOE) website.  The 

list is titled “New Hampshire Public Schools District by Number” 

(https://my.doe.nh.gov/Profiles/PublicReports/PublicReports.aspx?ReportName=School 

List). When the list was downloaded by the researcher in the Spring of 2019, there were 

262 elementary and 160 secondary public schools listed in NH.  These schools can be 

pre-schools only, elementary, middle, or high schools.  Some schools are listed more than 

once.  For example, there are three schools listed for Lincoln, New Hampshire.  In fact, 

the three schools are under the same roof, with the same principal and assistant principal.  

The same is true for the Profile Schools in Bethlehem.  There are two separate schools 

listed, when in fact it is a combination junior and senior high school.  An excel 

spreadsheet was created by this researcher listing the schools by town.   

 The listing from the NHDOE does not include any mention of assistant principals, 

so each school’s website was located to see if the school had an AP listed.  It was 

necessary to call some schools because of incomplete or confusing information.  Each 
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assistant to the principal was listed on the spreadsheet along with his/her title and school 

email address.  The spreadsheet then contained the names and titles of 315 educational 

leaders.  The titles gleaned from the school’s website were assistant principal, dean of 

students, dean of faculty, associate principal, vice-principal, assistant principal of 

operations, and assistant principal of student services and dean of faculty.  Some 

individuals held more than one title.  There were 189 schools that did not have an AP and 

49 schools with more than one.  Of these 49 schools, 44 were secondary, either middle or 

high.  

 The potential participant group was developed using a purposeful sampling 

method (McMillan, 2016).  Purposeful sampling assures strong reliability of data 

collected (Patton, 2002).  McMillan defines a purposeful sampling as a “selection of 

participation who have desired characteristics” (p. 114).  There were two criteria 

necessary for inclusion in Phase I of the study.  First, the individual must have been 

currently employed in one NH public school and hold no other professional roles other 

than those of the AP.  There were also seven schools where a single assistant principal 

worked for more than one principal.  This meant that there were 315 possible 

participants.  The list of 315 was then examined to determine the number who met the 

criteria for inclusion. Table 3.1 shows the reason why 35 assistants, associates, deans, or 

vice-principals were eliminated.  The table indicates the reason and number of 

individuals disqualified from participation, bringing the number of first round emails to 

280. 
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Table 3.1  

Elimination of Non-Qualifying NH APs 

Reason for Elimination Number Affected 

Academic Dean (job restrictions) 1 

Acting Assistant Principal 1 

Assistant Principals More than One Principal 4 

Assistant Principal of Operations 1 

Assistant Principal and CTE Director 3 

Assistant Principal and Curriculum Coordinator 9 

Assistant Principal with Teaching Responsibilities 3 

Assistant Principals and SPED 5 

Interim Assistant Principal 3 

Dean of Faculty 3 

Part-Time Assistant Principal 2 

 

            The researcher was unable to locate 13 possible participants because the email 

was returned as undeliverable.  The researcher was also aware that an unknown number 

of assistant principals had left the position and were unable to be contacted.  After 

searching the internet and calling a number of schools an additional 5 were located at 

other schools.  Emails were sent to them there, including one who had left the position 

and returned to teaching.  In total, the possible participants numbered 272.  N=272. 

 Data Collection.  The survey used for Phase I was administered to New 

Hampshire public school assistant principals.  The population selected was intended 

to serve as a representative group of all assistant principals in the United States.  
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The quantitative data gathered during this phase was used to develop broad 

inferences as to what APs report as their actual duties as well as the ideal or 

expected duties they believe APs should perform.  The broad inferences derived 

from the quantitative data can be generalizable to the much larger population of US 

public school APs (Polit & Beck, 2010).   

 Procedure.  This researcher recruited volunteer participants by sending email 

invitations (Appendix A), follow-up telephone calls, face-to-face contact, and via 

networking.  The initial email invitation to participate was sent to the 272 APs/Deans 

who met the criteria of working full time in a public elementary or secondary school in 

New Hampshire.  It was sent to their school email address.  The invitation explained the 

purpose of the study and asked those interested to reply to the email.  The researcher then 

sent a follow-up email with an embedded informed consent form (Appendix C) and 

directions for consenting to participate (Appendix B).  Within two and a half weeks of the 

initial blast of emails inviting APs to participate, a second blast email was sent to all 

APs/Deans who had not yet responded.  This researcher created an Excel Book to 

manage contact and response information.  

 When an informed consent form was received by the researcher, the 

participant was sent a thank you email with an imbedded link to the survey or their 

email address was added to the survey invitations sent out via Survey Monkey 

(Appendix D).  At the end of the survey there was a place for the participant to 

indicate if they were interested/willing to be considered for inclusion in Phase II of 

the study.  
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Phase I Survey.  A sample survey is an accurate method of collecting data.  For 

the first part of the survey, respondents were asked to indicate if their school was either 

an elementary or secondary.  Following that, they were asked to rank items.  The 

directions state: “This table lists 25 duties.  In the right-hand column, please enter a 

number from 1 to 25, ranking the duties you think you should or anticipate you would 

perform, ranked in order of importance.”  Upon completion of this task, the respondents 

were presented the same table of items and directed to rank the duties in order of their 

frequency among the duties you regularly perform.” 

There are benefits to both the participant and society.  Involvement in a study 

often gives the participant a chance to reflect on the question and their work.  Given 

the busy nature of an APs day, time to reflect is minimal.  This study provided an 

opportunity to examine the participant’s work.  

  The role of the AP has been overlooked in the research and the workload is often 

transactional in nature.  Given that every resource available to schools should be used to 

help students achieve, this research provides a different way to consider the benefits of a 

more collaborative leadership model.  The findings of this study will also have 

implications for policy makers at the local and state levels.  Locally, school boards may 

be better informed of what the capabilities and expectations of the role of the AP could be 

and, therefore, develop updated job descriptions and other policies regarding the role of 

the AP.  At the state level, policy makers may update the list of skills needed as well as 

the certification requirements for the role of the AP.   

 Reliability and Validity.  The survey used in Phase I was originally designed by 

Jeffrey Glanz in 1994.  It was administered to 200 New York City assistant principals by 
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Glanz.  The results were published in Clearing House as an article in 1994.  Anna Sun 

received permission from Glanz in 2011 to adapt the survey for use in her doctoral 

dissertation.  She administered the instrument to 133 in upstate New York.  The 

instrument has been fully tested.  

Phase II: Qualitative 

 Qualitative research is conducted when there is a problem that needs to be 

addressed.  This research method seeks details of the issue from the perspective of the 

participants.  A strength of qualitative is that it results in rich findings that help us more 

clearly understand the issue (Creswell & Poth, 2018). 

 Participants.  The participants in Phase II of the study were selected from a 

volunteer group who completed the survey in Phase I.  Face-to-face interviewees were 

selected using purposeful sampling.  The New Hampshire School Administrators’ 

Association (NHSAA) organizes school districts in NH into five areas: Lakes Region, 

North Country, South Central, South East, and South West (Appendix G).  The goal was 

to have two representatives from each of the areas with a balanced school level and 

gender representation.  While there was no anticipated need to disaggregate the data by 

gender, a balance of male/female was sought.  

 Data Collection.  Phase II of this study answered the last two research 

questions.   The questions answered in this phase address the issue of how current public 

school assistant principals in New Hampshire describe the alignment or misalignment 

between what they anticipated their duties would be and the actual duties they perform 

and how current public school assistant principals in New Hampshire relate leadership 

theories to the alignment or misalignment between what they anticipated their duties 
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would be and the actual duties they perform?  The detailed data sought after was best 

garnered via personal communication with volunteers from Phase I.  Personal 

communication with participants to gather detailed data of the issue being studied was 

collected in the form of words, using semi-structured interviews (Rea & Parker, 2005; 

Rubin & Rubin, 2005; Turner, 2010). 

 Rubin and Rubin (2005) are experts in the field of interviewing.  They assert that 

the collection and examination of qualitative data has expanded our understanding of the 

world.  They contend that “Qualitative interviews have operated for us like night vision 

goggles, permitting us to see that which is not ordinarily on view and examine that which 

is often looked at but seldom seen” (p. vii). 

   The follow-up interview protocol (Appendix E) was been adapted (with 

permission of the author (Appendix F) to fit the research questions in this study.  The 

interview protocol consisted of eleven open-ended questions.  The first question asked 

the participant to tell the interviewer something about their work as an educational leader 

in New Hampshire.  This question helps establish rapport and acknowledges their role as 

a leader.  

The next two questions related to the survey and asked the participant to validate or 

refute the findings of the survey.  They were asked about the possible misalignment or 

alignment between the anticipated and actual daily work they perform as an assistant 

principal.  The question elicited both their cognitive and emotional responses to any 

misalignment.   

The next questions addressed the last research question about leadership theories 

and style.  The researcher attempted to learn how the interviewee learned about 
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leadership and how they perceive their leadership style as an acting AP.  The interview 

concluded by asking about their educational leadership aspirations/goals?  Finally, they 

were asked if there was anything else, they would like to add. 

 Interview Procedure.  Interviewees elected to be interviewed in person, by 

telephone phone, or via an electronic video conferencing platform.  The interviews were 

conducted in a private manner.  The interviews were recorded on a digital audio recorder.  

Upon completion of each interview, digital audio recordings were uploaded to Trint®, a 

professional on-line transcription service.  Interview transcriptions were then reviewed by 

the researcher and corrected for accuracy before being emailed to corresponding 

interviewees to check for accuracy.  Interviewees were given the ability to amend the 

transcriptions, if needed.   

Summary 

The role of the AP is being underutilized due to the traditional tasks and 

responsibilities assigned to the role have been managerial in nature rather than that of 

leadership.  The literature states that in regard to assistant principals, two issues exist: the 

first is the misalignment between the anticipated performance and the actual work and the 

second is the underutilization of the assistant principal in terms of their potential to 

influence student achievement.  The purpose of this research is two-fold.  First, it 

explored the issue of a possible misalignment and underutilization of New Hampshire 

public school APs by examining the current role of the APs as they ranked the duties they 

anticipated they would perform and rank the duties again based on their actual 

performance.  This two-phased sequential exploratory mixed methods study (Ivankova, 

Creswell, & Stick, 2006; McMillan, 2016) identified the rank order of duties AP 
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anticipated performing and the actual job experiences of assistant principals.  Secondly, it 

explored the thoughts and feelings of current NH APs regarding the difference between 

what they thought their duties would be and the actual duties they perform.  Phase I of 

this study involved the collection of quantitative data through the administration of 

surveys of current NH APs.  Phase II of this study was based on the results of Phase I and 

involved follow-up qualitative interviews with volunteer APs.  Qualitative interviews 

were conducted in person or via telephone. 

The participant group for Phase I was developed using a purposeful 

sampling method (McMillan, 2016).  There were two criteria necessary for 

inclusion in Phase I of the study.  First, the individual had to be currently employed 

in one NH public school and hold no other professional roles other than those of the 

AP.  As of June 1, 2019, there were 272 assistant principals in New Hampshire who 

met these requirements.  The final number of participants was 270 because two of 

the possible participants had to drop out of the study before it began due to medical 

reasons.  The participants in Phase II of the study were selected from a volunteer 

group who had completed the survey in Phase I.  Interviewees were selected using 

purposeful sampling.  A minimum of 10 participants were sought for Phase II. 
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Chapter 4 

Presentation and Analysis of the Data 

 Chapter 4 presents and examines the data from this study on the possible 

misalignment between job expectations and the actual work of New Hampshire public 

school assistant principals through the lens of leadership theory.  The chapter begins with 

an overview of the problem and study purpose, then reviews the research questions and 

methodology.  Finally, the researcher details the process and results of both Phase I, the 

quantitative portion of the study, and Phase II, the qualitative portion.   

Problem and Purpose Overview 

The literature states that in regards to the assistant principalship, two issues exist: 

the first is the misalignment of what assistant principals (APs) anticipate their work to be 

and the actual work they perform (Glanz, 1994; Kwan & Walker, 2012; Sun, 2011).  The 

second issue is the underutilization of the role of the assistant principal in terms of the 

potential to influence student achievement (Calabrese, 1991).  The purpose of this 

research was to explore both the issue of a possible misalignment and underutilization of 

New Hampshire public school APs and the anticipated duties and the duties APs actually 

perform in terms of leadership theories. 

Research Questions 

 The following questions guided this study:  

1. What is the alignment or misalignment, determined by ranking, of what New 

Hampshire assistant principals anticipated their duties would be and the duties 

they actually perform? 

2. How do current public school assistant principals in New Hampshire describe the 
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alignment or misalignment between what they anticipated their duties would be 

and the actual duties they perform? 

3. How do current public school assistant principals in New Hampshire relate 

leadership theories to the alignment or misalignment between what they 

anticipated their duties would be and the actual duties they perform? 

Research Methodology   

 This sequential exploratory mixed methods study (Ivankova, Creswell, & Stick, 

2006; McMillan, 2016 ) identified the anticipated expectations and the actual job 

experiences of assistant principals (APs) in New Hampshire (NH).  It also explored 

thoughts and feelings of current APs regarding the difference between the anticipated 

work and the actual experiences of NH APs.  Phase I of this study involved the collection 

of quantitative data through the administration of surveys of current NH APs willing to 

participate in the study.  The four-part survey (Appendix D), designed by Anna Sun 

(2011, 2012), was based on the research of Jeffrey Glanz (1994).  Sun has granted this 

researcher permission to use the survey to obtain current data from New Hampshire 

public school administrators (Appendix F).  Phase II of this study was based on the 

results of Phase I and involved follow-up qualitative interviews (Appendix E) with 

volunteer APs.  Qualitative interviews were conducted in person or via telephone.  The 

researcher adapted the interview questions from Sun’s study to be appropriate to the 

research questions in this study.  Additional questions on the role, if any, leadership 

theories play in their work were also explored through additional questions on the survey 

and analyzing the responses. 
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Phase I Research 

Phase I Timeline 

 The researcher defended her dissertation proposal on the morning of June 27, 

2019 and began the Phase I process the same afternoon.  An Excel spreadsheet with email 

addresses had been created using publicly available data from the New Hampshire 

Department of Education and individual school or school district websites.  The 

following timelines highlight the process for contacting the participants and is included to 

show the process.  It may also help other researchers wanting to replicate the study. 

June 27, 2019 280 emails were sent to qualifying participants.  

June 28 to July 3, 2019 106 emails were re-sent individually because they had been 

returned to the researcher’s account as undeliverable.  

Some school districts block emails to multiple recipients.  

This was true of three of the larger school districts and 

required the researcher to then send individual emails to 51 

individuals.  

July 18, 2019 229 emails were resent in part due to an email account 

administration error at the University level.  

July 19 to July 24, 2019 27 personal reminder emails were sent to individuals who 

had indicated interest but had not returned the consent 

form.  Five of the 13 emails that were undeliverable were 

located, making the possible pool total 272. 

July 20 to July 24, 2019 2 emails were received by the researcher from possible 

participants explaining that they were interested in the 
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study but unable to participate because of medical reasons. 

This reduced the original number (N) to 270.  

July 25 to July 28, 2019 7 phone calls were made to the researcher’s colleagues 

explaining the study.  

July 27 to July 29, 2019 18 emails were sent to individuals with reference to 

network connections.  

August 1, 2019 Soft cut-off date for consent forms to be returned and 

surveys sent to participants. 

August 18, 2019 Hard cut-off date for consent forms and surveys to be 

returned.  

August 19-30, 2019 Phase I data analyzed. 

The timeline shows that repeated efforts were necessary in order to gather as 

much data from as broad a sample as possible.  The surveys were sent at the close of the 

school year, adding to the difficulty of contacting APs who did not work in the summer.  

Survey Instrument 

 The four-part survey used in this study was designed by Anna Sun (2011) and as 

previously stated, it was based on the research of Jeffrey Glanz (1994).  After contacting 

Anna Sun, she granted this researcher permission to use the survey to obtain current data 

from New Hampshire public school APs.  

In 1992, Jeffrey Glanz reviewed the literature on the role of the AP and 

reconfirmed that, although there was much research conducted on the role of the 

principal, there was much left to be learned about the role, the function, and the potential 

impact the AP could have on organizational development (Glanz, 1994).  Glanz 
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developed a study to describe the duties and responsibilities of APs in order to provide 

recommendations for enhancing the effectiveness of the role (Glanz, 1994).  He 

developed a survey questionnaire that was to serve as a tool to measure the current 

responsibilities of an AP versus their idea of what they should be performing.  He also 

inquired about the aspects that gave working APs the greatest satisfaction (Glanz, 1994).  

Sun (2011) utilized Glanz’s (1994) survey instrument, with his permission, as a 

measuring device for her study.  The survey listed 25 duties to be ranked twice by APs. 

The first ranking was to be according to their actual day-to-day tasks and responsibilities 

as an AP.  The second ranking of tasks was to be based on their belief of what their day-

to-day tasks and responsibilities should be or anticipated in the role of an AP (Glanz, 

1994; Sun, 2011, 2012).  

 This researcher used the same survey and presented it to participants through 

Survey Monkey®, an online platform for gathering data (www.surveymonkey.com).  

However, this researcher’s survey asked participants to rank the duties they anticipated 

performing first, then rank the duties they actually performed second.  The average time 

NH APs spent completing the survey was 14 minutes.  

The order of items in a survey may affect the final ranking, so this survey listed 

25 duties in alphabetical order.  These were the same duties used by both Glanz (1994) 

and Sun (2011, 2012).  In 1994, Glanz had asked the participants in his study three 

questions:  “What are your current responsibilities as an assistant principal?  In your view 

what duties should APs be performing?  What aspects of your job give you the greatest 

satisfaction (Glanz, 1994, p. 284)?  From the responses he received, he extrapolated a list 

of duties and ranked them based on the percentage of respondents.  The final list of duties 



THEORY TO PRACTICE                                                                                               98 

 

can be found in Table 4.1 It was used to ask current NH APs about their anticipated work 

and their actual job responsibilities. 

Table 4.1  

Twenty-Five Duties of the Assistant Principal (Glanz, 1994) 

1. Administrative duties 10. Formulating goals 19. School clubs 

2. Articulation 11. Innovation & research 20. School scheduling 

3. Assemblies 12. Instructional leadership 21. Staff development 

4. Assisting PTA/PTO 13. Instructional media- 

services  

22. Student attendance 

5. Counseling pupils 14. Lunch duty 23. Student discipline 

6. Curriculum development 15. Ordering textbooks 24. Teacher selection 

7. Emergency 

arrangements 

16. Parental conferences 25. Teacher training 

8. Evaluation of teachers 17. Public relations  

9. Faculty meetings 18. School budgeting  

 

 Jeffrey Glanz’ (1994) study on the role of the AP resulted in a survey list of 25 

duties that outline the work of an AP.  In 2010, Anna Sun (2010) used the survey 

instrument to study the role of APs in New York.  This researcher used the rank order 

survey as the measurement instrument for the quantitative phase of this exploratory 

sequential mixed methods study – Phase I.  

It should be noted that Glanz (1994) and Sun (2011) referred to the duty of 

Scheduling/coverage as scheduling substitute teachers.  Glanz and Sun referred to 

Articulation as the administrative and logistical duties required to prepare for graduation 
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(i.e. preparing and sending cumulative files for students to the receiving upper grades, 

schools, or post high-school institutions – whichever school is at the next-level). 

Participants  

Participants from public schools in New Hampshire were sought for this study.  

The New Hampshire Department of Education (NHDOE) lists 512 public pre-schools, 

elementary, middle, or high schools on its website.  Of that number, only 322 have one or 

more assistant principals.  The number is not accurate for purposes of this study because 

the number matches the identifying numbers for state assessment purposes, when in fact 

some schools are a combined middle and high school with two separate identifying 

numbers.  The list of 512 was narrowed to 305, based on schools being classified as 

either elementary or secondary.  Those schools being categorized as pre-school were 

eliminated.  After the schools were examined, it was necessary to review the list for 

named individuals.  Thirty-five individuals were furthered disqualified because they did 

not meet the criteria of: being classified as either an assistant principals, dean, or vice-

principal at either an elementary, middle, or public high school in NH; employed full-

time in their position; working under a single principal in one school; and having no other 

responsibilities outside those of an AP.  The initial qualifying list was further reduced to 

270 when two possible participants emailed the researcher to indicate they were on 

medical leave.  While they expressed an interest in the study, they could not participate.  

 What is unknown is the number of possible summer transfers, resignations, or 

retirements.  Through the researcher’s professional network, it was learned that three 

additional individuals were no longer in the position when the initial emails were sent.  
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Determining a final number for the possible qualifying participants was not possible, but 

the researcher began Phase I with the understanding of a participant pool of 270.  

Sixty-seven individuals showed interest in participating and received the 

Informed Consent Form (Appendix C).  The soft closing date for the survey was August 

1, 2019.  As of that date, 55 surveys had been received.  Emails were sent to the other 

individuals who had signed the consent form and five indicated they would be finished 

“soon.”  When the Phase I survey data collection officially closed on August 18, 2019, 60 

participants had completed the survey.  The final number of participants might have been 

67 but three individuals who consented to participate and received the survey did not 

complete it.  Another four individuals who received the Informed Consent Form did not 

consent to participate and therefore did not receive the survey, making the number of 

surveys completed for Phase I to be n = 60.  Thirty-five of the respondents were 

elementary school APs (any grades K-8) equaling 58.3% of the participant pool.  

Twenty-four respondents were high school APs (grades 9-12), equaling 40% of the 

participant pool.  One respondent served as an AP in a K-12 school, equaling 1.7%.  The 

participant pool of 60 (n) was 22.2% of the larger group of all eligible APs in NH, 270 

(N). 

It should be noted that no demographic data was collected from the participants.  

The research questions did not explore any correlation of data to age, gender, or years of 

experience.  Survey respondents were asked to indicate the level, elementary or 

secondary, or their school so that the interviewees could represent the total picture. 
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Aggregate Survey Results 

Aggregate data are a compilation or summary of data intended to represent the 

individuals in a particular group (Billard & Diday, 2003).  For the purpose of this study, 

the aggregate data illustrates how the 60 respondents ranked 25 duties of the assistant 

principal in order of what individual APs anticipated performing versus the same duties 

ranked in order of frequency based on actual performance.  

The same 25 duties were ranked two times by each participant, first in order based 

on anticipation of performance and then based on actual performance.  Anticipated 

performance was based on what each individual AP believed their day-to-day work 

would be, prior to serving as an AP.  The beliefs are a result of each individual’s personal 

understanding or paradigm of what it means to be an AP (Hairston, 1982).  The actual 

performance of duties ranked by NH APs was based on how often APs actually engaged 

in the duty during his or her day-to-day work.  

The survey was created using Survey Monkey®, an online platform for gathering 

data (www.surveymonkey.com).  It was distributed through an email link to respondents 

and then data was analyzed using rank order.  Rank order was calculated using an 

average of each participant’s weighted score for each duty ranked 

(https://help.surveymonkey.com/articles/en_US/kb/How-do-I-create-a-Ranking-type-

question).  Weighted scores are applied in reverse.  For example, the item chosen from a 

respondent as the first choice on a rank order survey with 25 items would receive a score 

of 25.  The item chosen as the last choice on a rank order survey with 25 items would 

receive a score of 1.  The overall score for each of the 25 duties is a representation of the 

weighted average of all 60 Phase I respondents. 
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Survey results of anticipated duty rankings.  Figure 4.1 illustrates the 

anticipated rankings of NH APs.  The duties with the five highest weighted scores, in 

order from greatest to least, were Instructional leadership (20.23), Student discipline 

(19.43) Counseling pupils (19.17), Evaluation of teachers (18.85), and Staff development 

(17.55).  This means that the APs responding to this survey believed, before they began 

their work, that they would be spending their work time in the areas of Instructional 

leadership, Student discipline, Counseling pupils, Evaluation of teachers, and Staff 

development.  The duties with the five lowest weighted scores, in order from greatest to 

least, were Lunch duty (7.32), Instructional media-services (7.3), Assisting PTA/PTO 

(7.07), School clubs (6.77), and Ordering textbooks (2.23).  The last five were believed to 

be what would consume the least amount of their time at work.  The difference between 

the anticipated duty ranked first and the duty ranked last was 18.05.  As Figure 4.1 

shows, Formulating goals (17.08), Teacher training (16.8), and Curriculum development 

(16.02) also received strong weighted scores.   
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Figure 4.1. Duties Ranked Based on Anticipation of Performance 

Survey results of actual duty rankings.  Respondents were asked to rank each duty in 

order of importance, with number 1 being the most important.  Figure 4.2 illustrates the 

ranking of duties based on what APs reported as their actual work.  The duties with the 

five highest weighted scores, in order from greatest to least, were Student discipline 

(23.42), Counseling pupils (20.48), Administrative duties (20.13), Evaluation of teachers 

(19.77), and Parental conferences (17.67).  This means that NH APs reported that once 

they began the work of the AP those five duties consumed the majority of their time.  
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Figure 4.2. Duties Ranked Based on Actual Performance 

The duties with the five lowest weighted scores, in order from greatest to least, 

were School clubs (6.92), Instructional media-services (6.57), Assisting PTA/PTO (6.37), 

School budgeting (6.18), and Ordering textbooks (3.33).  This means that NH APs 

reported these are the duties that they performed the least often.  

The difference in rank order of duties.  Table 4.1 provides a side-by-side 

comparison of the numerical rank order of the 25 duties based on what the 60 APs 
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anticipated their work would be and what these same APs reported to be their actual 

performance.  The duty receiving the highest numerical rank order is listed as number 1 

while the duty receiving the lowest rank order is listed as number 25.  The difference in 

rank order represents a movement up (+) or down (-) on the numerical rank order from 

what APs anticipated their work would be to where the duty ranks in regard to their 

actual day-to-day performance.  

Six of the duties in the survey showed no difference from the anticipated to the 

actual, meaning that they were aligned (Table 4.2).  These duties were: Assemblies, 

Assisting PTO/PTA, Emergency arrangements, Instructional media-services, Ordering 

textbooks, and Teacher evaluations.  

For example, prior to beginning working as an assistant principal, the numerical 

rank order for anticipation of performing Administrative duties was 12th out of 25.  The 

APs knew that they would be doing this work, but it ranked near the middle of the list in 

terms of what they thought they would be doing.  When the respondents ranked the same 

duty, Administrative duty, in terms of the work they actually do, it had moved up to third.  

They are spending much more time performing Administrative duties than they had 

anticipated.  Another example is Instructional leadership.  Prior to beginning their work, 

these APs anticipated that it would be their most important job.  They ranked it as 

number one. In actuality, it ranks 10th out of the 25 duties they do on a regular basis.  
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Table 4.2  

The Difference in Rank Order of Duties – Anticipated v. Actual  

 Duty Rank based on 

Anticipation 

of 

Performance 

Rank Based 

on Actual 

Performance 

Difference 

 Administrative duties 12 3 +9 

 Articulation 17 14 +3 

 Assemblies 18 18 0 

 Assisting PTO/PTA 23 23 0 

 Counseling pupils 3 2 +1 

 Curriculum development 8 16 -8 

 Emergency arrangements 9 9 0 

 Faculty meetings 14 8 +6 

 Formulating goals 6 13 -7 

 Innovation & research 13 20 -7 

 Instructional leadership 1 10 -9 

 Instruction media services 22 22 0 

 Lunch duty 21 6 +15 

 Ordering textbooks 25 25 0 

 Parental conferences 10 5 +5 

 Public relations 16 17 -1 

 School budgeting 20 24 -4 

 School clubs 24 21 +3 

 School scheduling 19 11 +8 

 Staff development 5 12 -7 

 Student attendance 15 7 +8 

 Student discipline 2 1 +1 

 Teacher evaluation 4 4 0 

 Teacher selection 11 19 -8 

 Teacher training 7 15 -8 

 

 There are a number of different ways to present descriptive statistical data 

(McMillan, 2016).  The three that describe central tendency are the mode, median, and 

mean.  A measure to show variability in a data set is the range (McMillan, 2016).  When 

using weighted score, the mean is not calculated because the number would always be the 

same.  However, in order to indicate central tendency, the weighted score, median or 

middle score, mode or most frequent score, and range are presented in Table 4.3.  This 
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table gives the reader an overview of the 25 duties.  The first five duties will be explained 

in greater detail on the following pages.  

Table 4.3  

Comparing the Statistical Data for Each Duty Through Both Perspectives: Anticipated 

and Actual 

 

Duty Perspective Weighted 

Score 

Median Mode Range 

Instructional 

Leadership 

Anticipated 20.28 1 1 (17) 1-22 

Actual 14.95 6 11 (6) 2-24 

Student       

Discipline 

Anticipated 19.43 1 1 (18) 1-24 

Actual 23.42 1 1 (34) 1-23 

Counseling 

Pupils 

Anticipated 19.17 2 2 (11) 1-25 

Actual 20.48 2 3 (16) 1-18 

Staff 

Development 

Anticipated 17.55 5 3 (7) 1-23 

Actual 13.38 7 13 (7) 3-23 

Formulating 

Goals 

Anticipated 17.08 4 14 (9) 1-20 

Actual 12.08 10 13 (8) 4-23 

Teacher 

Training 

Anticipated 16.80 3 3, 7, (8) 2-25 

Actual 11.65 8 14, 17, 18 (6) 3-25 

Curriculum 

Development 

Anticipated 16.02 4 4 (9) 1-25 

Actual 11.45 9 17 (6) 5-23 

Emergency 

Arrangements 

Anticipated 14.98 7 9 (9) 1-23 

Actual 15.47 6 10 (7) 3-19 

Parental 

Conferences 

Anticipated 14.77 7 11 (7) 3-23 

Actual 17.67 3 6 (7) 2-22 

Teacher 

Selection 

Anticipated 14.60 5 1, 10, 11 (5) 1-25 

Actual 10.35 12 19 (9) 4-24 

Administrative 

Duties 

Anticipated 14.08 4 3, 22 (5) 1-24 

Actual 20.13 2 1, 2 (10) 1-21 

Innovation & 

Research 

Anticipated 14.03 6 6 (6) 1-25 

Actual 9.42 2 1, 2 (10) 1-21 

Faculty 

Meetings 

Anticipated 13.38 10 11 (11) 3-24 

Actual 15.80 7 7 (9) 2-22 

Student 

Attendance 

Anticipated 13.18 5 2 (6) 2-24 

Actual 16.03 3 2, 5 (8) 1-25 

Public 

Relations 

Anticipated 12.07 9 18, 19 (6) 2-23 

Actual 11.0 10 12,18, 21 (5) 1-25 

Articulation Anticipated 11.9 8 14 (6) 2-25 

Actual 11.73 7 14 (6) 3-25 

Duty Perspective Weighted 

Score 

Median Mode Range 
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Assemblies Anticipated 9.6 12 21 (7) 3-25 

Actual 10.48 11 16, 18, 24 (6) 4-25 

School 

Scheduling 

Anticipated 8.5 15 19 (8) 1-25 

Actual 13.7 6 6 (6) 2-24 

School 

Budgeting 

Anticipated 8.03 15 18 (8) 2-25 

Actual 6.18 17 23 (11) 5-25 

Lunch 

Duty 

Anticipated 7.32 14 24 (10) 2-25 

Actual 16.67 3 4 (9) 1-25 

Instruction Media 

Services 

Anticipated 7.3 16 24 (7) 10-24 

Actual 6.57 16 23 (9) 9-25 

Assisting PTA/ 

PTO 

Anticipated 7.07 15 21 (8) 4-25 

Actual 6.37 15 25 (14) 7-25 

School 

Clubs 

Anticipated 6.67 16 22 (12) 8-25 

Actual 6.92 16 22 (9) 8-25 

Ordering 

Textbooks 

Anticipated 2.23 22 25 (34) 19-25 

Actual 3.33 21 25 (22) 6-25 
 

 Each of the 25 duties in Table 4.3 was presented in descending order based on the 

weighted anticipated score.  Two duties, Instructional Leadership and Student Discipline 

have a median and mode of one.  This tells the reader that each was anticipated by more 

than 25% of the respondents as they ranked this duty as their number one choice.  Student 

discipline also ranked number 2 by more than half of the respondents when considering 

their actual job.  

Disaggregate Survey Results 

School leaders, principals and often assistant principals, are involved in the 

process of examining student assessment data.  These leaders understand the importance 

of looking at the whole school, or aggregate data, to determine if school improvement is 

happening.  While they may explain the school data to teachers, the teachers are more 

concerned with examining the individual student results.  They place more importance on 

the disaggregated data because their work happens at this level.  
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Just as the school leaders present the total picture and the teachers examine the 

individual results, it is important to look at both the aggregate and disaggregated scores in 

order to better understand the possible misalignment between what APs anticipated their 

job to be and the actual work itself. 

Disaggregate data is information that has been broken down from a larger group 

of data points and separated into detailed sub-categories.  Disaggregate data can be 

presented in many forms and provides information that may not be seen in aggregated 

data (Right to Education, 2017).  The disaggregate data from this study is broken into 25 

sub-categories, one category for each of the 25 duties listed within the rank order survey.  

The detailed survey data for each duty is presented with a series of three figures.  The 

first figure is labeled with the duty name and then either anticipated or actual along with 

the weighted score, provides the median, mode, and range of individual responses for 

duties when ranked based on what APs anticipated their performance would entail prior 

to serving as an AP and is presented in a bar chart format.  The second chart also 

provides the median, mode, and range of individual responses for duties when ranked 

based on what AP reported their actual job performance was, based on frequency, and is 

also presented in a bar chart.  Both charts illustrate the percentage of respondents who 

ranked the specific duty in the top 52% - placing the duty anywhere between the 1st and 

14th spot on the rank order.  The third chart for each subcategory illustrates and compares 

the data from both the anticipated performance survey and the actual performance survey 

and is presented in a line chart format.  Appendix H contains charts for the disaggregate 

data of all 25 duties. 



THEORY TO PRACTICE                                                                                               110 

 

Presented in the body of this work are five charts illustrating the disaggregated 

data for the duties with the highest weighted score for anticipated performance.  The five 

are Instructional leadership, Figure 4.3; Student Discipline, Figure 4.4 Counseling pupils, 

Figure 4.5; Evaluation of teachers, Figure 4.6; and Staff development, Figure 4.7.  The 

narrative for each gives further details of the data, including any clustering of scores.  

The clusters are of interest to the researcher in noting that some data points were chosen 

frequently, while others were not.  For example, in the ranking of Student discipline – 

Anticipated, there was at least one respondent who chose positions 1 through 12.  

Comparing that to Student discipline – Actual, the first four positions were chosen and 

then there was a gap of five places followed by another gap of ten after two respondents 

ranked it as numbers 10 and 11 respectively.  Examining both the clusters and the gaps 

gives the readers a fuller picture of the data. 

The lowest five duties, with the exception of Lunch duty, ranked very low on both 

the anticipated and actual scales.  During the follow-up interviews, some of the 

participants mentioned that these duties are now generally performed by others in their 

buildings.  Ordering textbooks is generally done by the department head while the media 

center personnel deal with the duty of Instructional media-services. 

Instructional leadership.  When NH APs ranked duties based on their 

anticipated performance, the duty of Instructional leadership received the highest 

weighted average rank order score (20.28) (Figure 4.3).  The Instructional leadership – 

Anticipated resulted in 91.6% of respondents placing Instructional leadership in the top 

52% of the rank order.  Forty-eight percent of the respondents placed this duty as number 

one, two, or three.  There was an obvious clustering at the higher-ranking positions for 
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this duty. The mode for Instructional leadership - Anticipated was number 1 in the rank 

order with 17 respondents reporting they believed they would be performing Instructional 

leadership as their highest priority, prior to actually having served as an AP.  The range 

for IL – Anticipated was 1-22.  It should be noted that none of the respondents ranked it 

at numbers 9, 17, 18, 19, 21, 23, 24, or 25.  This means that the vast majority ranked 

Instructional leadership between the 16th rank order spot and the first.  

When NH APs ranked Instructional leadership based on their actual work, the 

duty received a weighted average rank order score of 14.95.  In Figure 4.3, Instructional 

leadership – Actual illustrates that 70% of the respondents ranked Instructional leadership 

in the top 52% of the rank order.  Eight percent of the respondents placed this duty as 

number two or three with no respondents ranking Instructional leadership as 1 or 4.  The 

mode for Instructional Leadership – Actual was11 in rank order with 6 respondents 

reporting they actually perform Instructional leadership as 11th out of 25, based on 

frequency.  The range of scores for Instruction leadership – Actual was 2 – 24.   

When comparing the anticipated and actual rank order scores for Instructional 

leadership, the rank order score with the greatest difference from anticipated to actual 

was rank order spot number one.  Seventeen APs (28.3%) believed they would perform 

Instructional leadership as the primary duty prior to serving in the role, while no 

respondents reported they actually participate in Instructional leadership as their most 

frequent AP duty.  The differences between the anticipated rankings and the actual 

rankings is very close between positions 18 through 25.  
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Figure 4.3 Instructional Leadership 
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Student discipline.  The duty of Students discipline (Figure 4.4) received the 

second highest weighted average rank order score (19.43) based on anticipated 

performance.  The majority of respondents, 49 or 68.3%, placed this duty in the top 52% 

of the rank order with 11 or 47% of ranking it first, second, or third.  These high rankings 

indicate that as aspiring assistant principals they believed Student discipline would be an 

important part of their work.  When NH APs ranked Student discipline based on their 

actual work, the duty received a weighted score of 23.42 – an increase of 3.99 points over 

the anticipated score.  An overwhelming majority of respondents, 58 or 96.6%, placed 

this duty in the top 52% of the rank order with 56 or 87% of all respondents ranking it 

first, second, or third.  When comparing the anticipated and actual rank order scores for 

SD, the rank order score with the greatest difference was with the first spot.  Eighteen 

(33%) believed they would perform the duty of Student discipline as their highest 

anticipated task while 34 (57%) NH APs reported this as actually being their most 

frequent duty, a difference of 16 respondents.  In other words, while they may have 

believed that Student discipline was important, they underestimated the amount of time 

that would actually be spent participating in this duty.  

A careful examination of the data points shows a relatively consistent choice of 

data after the first few rank order positions.  The gaps in the selection of rankings 

happens at the end of the ranking points. 
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Figure 4.4 Student Discipline 
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Counseling pupils.  The duty with the third highest weighted rank order score 

(19.17) when ranked based on anticipated performance was Counseling pupils (Figure 

4.5).  While the weighted score is not as high as Instructional leadership or Student 

discipline, the clustering of this duty is much tighter.  The majority of respondents placed 

this duty in the top 52% of all duties for both Counseling pupils - Anticipated (88.3% of 

respondents) and Counseling pupils - Actual (95% of respondents).  The median score for 

the anticipated and the actual duty of Counseling pupils was rank order number two, 

meaning that it was ranked high from both perspectives.  The mode for anticipated 

performance was rank order number two (11 respondents).  The mode for actual 

performance was rank order 3 (16 respondents).  It can be seen that Counseling pupils 

was considered an important part of the work the APs anticipated they would do as well 

as what they actually do.  When comparing the anticipated and actual rank order 

responses for Counseling pupils, the greatest difference was at rank spot three.  Three 

respondents anticipated performing this task third while 10 reported actually performing 

Counseling pupils as the third most frequent- a difference of seven respondents.  

The data indicates the importance of this duty to these respondents.  Only seven 

of the sixty ranked it lower than the 13th position in anticipated and three ranked in the 

bottom half in actual work.  
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Figure 4.5 Counseling Pupils 
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Evaluation of teachers.  The duty of Evaluation of teachers received the fourth 

highest weighted average rank order score (18.85) when ranked based on anticipated 

performance (Figure 4.6).  This shows that prior to beginning their work as an AP, these 

respondents believed that Evaluating teachers would be an important part of their job.  

The vast majority of respondents placed this duty in the top 52% of all duties for both 

Evaluation of teachers– Anticipated (98.3% of respondents) and Evaluation of teachers - 

Actual (95% of respondents).  The median score for Evaluation of teachers – Anticipated 

was rank order six and the median score for Evaluation of teachers – Actual was rank 

order three, meaning that more respondents placed it in the top half of the rankings.  In 

both the anticipated and actual rankings, the concentration of responses is in the top half.  

However, the patterns look different.  None of the respondents had placed Evaluation of 

teachers in the first place of anticipated duties, while 6 placed it in the first position of 

actual.  When comparing the Anticipated respondent rank order scores with the Actual, 

the greatest difference was position six responses with three spots out of the 25 having 

this difference.  At rank order spot number one no respondents anticipated this duty 

falling as the highest order while six NH APs reported this duty as ranking number one 

when based on their actual work.  The Evaluation of teachers– Anticipated order number 

six had 6 respondents while the Evaluation of teachers – Actual corresponding number 

had 12 respondents.  The final rank order with a difference of six was rank order position 

ten with Evaluation of teachers – Anticipated having eight respondents and Evaluation of 

teachers – Actual two respondents.  
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Figure 4.6. Evaluation of Teachers  
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Staff development.  The duty of Staff development received the fifth highest 

weighted average rank order score (17.55) when ranked based on anticipated 

performance (Figure 4.7).  The weighted average rank order score for Staff development 

-Actual was 13.38.  A majority of respondents (85%) recorded Staff development– 

Anticipated among the top 52% of duties.  A lesser majority of respondents (58.3%) 

recorded this duty in the top 52% when ranked based on the actual work they do in regard 

to Staff development.  The Staff development– Anticipated illustrates 35% of NH APs 

ranked Staff development within the top 5 spots while the Staff development – Actual 

indicates 11% of NH APs ranked this duty within the same 5 spots.  

The median, modes, and ranges differ, too.  The median score for Anticipated 

Staff development was position 5, while it slipped to position 7 when ranked for Actual 

performance.  The modes for both have the same number of respondents, seven.  The 

positions change, however.  When looking at the Staff development – Anticipated, the 

mode is position two, or second most important while in actuality, the mode slips to 13th . 

The range of scores chosen is similar.  
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Figure 4.7 Staff Development 
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 There is a wealth of information in the disaggregated data.  The top five duties 

ranked in order of the highest weighted scores in order from high to low were: 

Instructional leadership, Student discipline, Counseling pupils, Evaluation of teachers, 

and Staff development.  Only the top five duties are reported in detail in the body of the 

work.  Each of the 25 duties are reported in three ways in Appendix H.  Charts are shown 

for the anticipated score, actual score and Comparison of anticipated and actual. 

Open-Ended Survey Responses 

Questions four and five of the survey were open-ended questions intended to 

provide respondents the opportunity to comment on the list of 25 duties.  Question 

number four stated, “Are there duties listed in the ranking tables that you think should not 

be included? If so, please identify them.”  Thirty-four of the sixty respondents answered 

this question.  Some gave multiple examples while others made general comments like 

“Many of the things listed are not things I do.”  Another respondent wrote, “I view my 

job as a stop-gap before the principal.  Anything they need me to get done is and should 

be on my list.” Comments provided by more than a single respondent were Assemblies 

(2); School clubs (4); Lunch duty (4), Instructional media-services (5); and Ordering 

textbooks (15).  

Question number five asked, “Are there duties that do not appear in the ranking 

tables that you think should be added to the listings?  If so, please identify them.” Sixteen 

of sixty respondents commented.  While all responses were noted and recorded, 

comments provided by more than a single respondent show commonality.  These were 

Special education (4); and Bus duty (2).  A complete list of all open-ended responses can 

be found in Appendix I. 



THEORY TO PRACTICE                                                                                               122 

 

While the comments provide data for the researcher, they are focused on the 

survey which was designed by Jeffrey Glanz in 1994.  The comments show that some of 

the duties are no longer a priority while others are.  One of the respondents noted that 

some things have come to the forefront in his/her work with this statement, “Family 

counseling, Staff mediating, Student crisis (take priority over everything).” 

Phase I Data Integration 

 Phase I of this exploratory sequential mixed methods design was the quantitative 

data gathering portion of the research.  The aggregated and disaggregated data collected 

from the results of 60 NH APs completing the electronic survey provided information to 

answer the first research question that guided this study: What is the alignment or 

misalignment, determined by ranking, of what New Hampshire assistant principals’ 

anticipated their duties would be and the duties they actually perform?  

 While the data from Phase I provides some interesting information, there is no 

clear cut yes or no answer to the question of alignment of misalignment.  It is more a 

matter of degrees.  These degrees were noted in Table 4.2 where the rankings for each 

duty were presented.  The differences were noted as positive (+) or negative (–) and were 

based on the difference between the anticipated average rank order spot and the actual 

average rank order spot.  For example, the duty with the great differential, and therefore 

the most misaligned, was Lunch duty.  It received a ranking of 21st when considered by 

the respondents in terms of what they anticipated they would be doing.  In actuality, the 

duty is listed as number 6.  This is a difference of +15 places.  

 Two duties had a differential of nine points, one a +9 and the other a -9.  

Administrative duties was ranked as 12th in terms of anticipation and 3rd in actual 
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performance.  This made a difference of +9.  On the other hand, as aspiring APs, they 

believed that Instructional leadership would be their number 1 duty.  In terms of actual 

work, it ranked 10th, meaning there was a difference of -9 points.  The APs were not 

doing what they anticipated they would in terms of Instructional leadership.  

 Five duties had a difference, either positive or negative of 8 points.  These duties 

were: Curriculum development (-8), School scheduling (+8), Student attendance (+8), 

Teacher selection (-8), and Teacher training (-8).  

 Six of the 25 duties proved to be perfectly aligned.  This is almost a quarter of the 

duties.  These were: Evaluation of teachers, ranked 4th on each scale; Emergency 

arrangement, ranked 9th; Assemblies, ranked 18th on both scales; Assisting PTO/PTA, 

ranked 23rd on both; Instructional media-service, ranked 22nd; and Ordering textbooks, 

ranked 25th.  Of the six, five are transactional duties.  Only Evaluation of teachers is not, 

and by all accounts is meant to be transformative. 

Phase II Overview 

The quantitative data gathered during Phase I resulted in empirical statistical 

information that was then used to drive Phase II, the qualitative data gathering process 

(McMillan, 2016; Tashakkori & Teddlie , 2010).  Phase II of this study was based on the 

results of Phase I and involved follow-up qualitative interviews (Appendix E) with 

volunteers from Phase I.  Qualitative interviews were conducted in person or via 

telephone.  The observations, stories, and words gathered during Phase II were then 

reflected upon by the researcher and organized into themes (Creswell & Poth, 2018; 

Saldana, 2016).  Phase II answered the second and third research questions that guided 

this study. 
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Phase II Timeline 

The quantitative data gathering phase of this research ended on August 18, 2019.  

Participants indicated they were willing to be interviewed by checking a box at the end of 

the Phase I survey.  Forty-eight of the 60 participants in Phase I, checked the box.  That 

was 80% of the participants and 17.7% of the 270 eligible assistant principals.  

August 1, 2019 Names of volunteer participants were sorted into five 

regions of NH as designated by the NHSAA.   

August 1 – 4, 2019 Contact was made with individuals chosen through a 

purposeful sampling method.  Balance was sought 

regarding gender, school level, and region.  Emails sent to 

interviewees with preliminary data and definitions of 

leadership styles. 

August 5 – 22, 2019 Interviews were conducted.  Five of the interviews were 

conducted over the phone and five were face-to-face.  After 

each interview was conducted, the recording was uploaded 

to Trint®.  Prior to the interview the data (Table 4.2) and 

definitions (Appendix E) were resent to the interviewee. 

August 20 – 30, 2019 Transcripts reviewed by the researcher and sent to 

interviewees for confirmation and correction.  No 

substantive changes were suggested by the interviewees.  

September 2 - 29, 2019 Transcripts analyzed for themes. 
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Participants for Phase II 

Phase II of this study was based on the results of Phase I and involved 10 follow-

up qualitative semi-structured interviews with volunteer APs who completed Phase I.  

Sixty NH APs completed the Phase I survey.  Of those, 48 Phase I participants 

volunteered to be interviewed for Phase II.  Initial consideration was given to use a 

random sampling to select 10 participants from the pool of 48.  With further 

consideration, it was decided that a purposeful sampling of interviewees would result in a 

better representation of APs throughout NH.  The New Hampshire School 

Administrators’ Association (NHSAA) organizes school districts in NH into five areas: 

Lakes Region, North Country, South Central, South East, and South West (Appendix G).  

The ultimate goal was to have two representatives from each of the areas with a balanced 

school level and gender representation; therefore, a purposeful sampling was required to 

select the 10 interviewees from the 48 volunteers.  

School levels of APs were broken into two categories, elementary (including any 

configuration of grades K-8) and secondary (middle and/ or high, including any 

configuration of 5-12 not housed in an elementary school).  By design, there was no need 

to disaggregate the data by gender, still a balance of female/male was sought.  

The population of NH public school APs is unique in number and structure.  

There are more than 933 assistant principals in the State of Florida (http://www.fldoe.org, 

November 10, 2019).  Chances are good they don’t know many of their colleagues.  With 

a relatively small population of school administrators, when compared to larger states, 

and the close proximity of schools and districts, superintendents, principals, and assistant 

principals are often familiar with the other administrators in their region of the state and 
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even beyond.  Due to this unique population, greater detail about the region, grade level, 

and gender selection of participants chosen for Phase II will not be provided.  This 

decision was made to uphold the commitment to confidentiality that was granted to all 

participants of this study.  

Semi-Structured Interviews 

 Process.  Rubin & Rubin (2005) describe qualitative research as “…not simply 

learning about a topic, but also learning what is important to those being studied” (p. 15).  

One way to learn from people familiar with the topic being studied is to conduct 

interviews.  Rabionet (2011) stated, “Qualitative interviewing is a flexible and powerful 

tool to capture the voices and the ways people make meaning of their experience” (p. 

563). 

Phase II was the qualitative portion of this exploratory sequential mixed methods 

study and consisted of 10 individual semi-structured (Drever, 1995) in-depth interviews 

with 10 NH APs.  Five interviews were conducted in person and five were conducted via 

telephone.  Rubin and Rubin (2005) are experts in the field of interviewing.  They assert 

that in-depth interviews provide the results needed for decision makers to, “…shed new 

light on old problems” (Rubin & Rubin, 2005, p. 3).  The goal of the topical interviews 

conducted with the NH APs was to synthesize their words, ideas, and themes to develop a 

broad understanding of the topic being studied.  

   The interview protocol and questions for this study (Appendix E) were adapted 

(with permission of the author, Anna Sun) (Appendix F) to fit the research questions in 

this study.  The interview protocol consisted of eleven open-ended questions.  The first 

question asked the participant to tell the interviewer something about their work as an 
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educational leader in New Hampshire.  This question helped establish rapport and 

acknowledges their role as an educational leader in the Granite State.  

Emergence of Themes 

A key and important strategy used to categorize data in qualitative research is the 

concept of coding (Maxwell, 2008; Weston, Gandell, J. Beauchamp, McAlpine, 

Wiseman, and C. Beauchamp, 2001).  The goal of coding is to arrange data into 

categories, or bins, which are developed during the data analysis process (Maxwell, 2008; 

Weston et al., 2001).  Maxwell (2008) states, “Such categorizing makes it much easier for 

you to develop a general understanding of what is going on, to generate themes and 

theoretical concepts, and to organize and retrieve your data to test and support these 

general ideas” (p 237).  These bins are organized into categories and sub-categories.  

Creswell (2013) refers to the first reading as finding provisional or preliminary codes.  

These are found in the first cycle of the coding process (Saldana, 2013).  

Ryan and Bernard (n.d.) tell us that data analysis is the task of discovering themes 

and as such is the heart of qualitative research.  By themes, they mean “abstract, often 

fuzzy, constructs which investigators identify before, during, and after data 

collection…that come from reviewing the literature, of course” (p. 1). 

The researcher used the conceptual underpinning from the works of Jeffrey Glanz 

(1994), Anna Sun (2010 & 2011), James Burns (1978), and Bernard Bass (1978) to create 

the provisional codes for the first cycle of the coding process.  The synthesis of this 

literature was important in the coding process.  Recognizing the shared understandings 

that came out of the framework for this study influenced the research questions, data 

collection methods, and the coding methods used for this study (Weston et al., 2001).  



THEORY TO PRACTICE                                                                                               128 

 

Qualitative data analysis involves the process of reading, re-reading, and coding 

data to find meaning (Saldana, 2013).  While reading the transcripts of the ten 

interviewees, this researcher made notations, creating a codebook (Figure 4.X), that 

helped to organize the data into categories which determined what was important and 

significant in the data.  Themes emerged from the iterative process of coding and 

represents a shared understanding of the findings (Weston et al., 2001). 

Glanz’ work developed the list of duties used to define the work of assistant 

principals (APs).  Sun used the duties developed by Glanz to develop the rank order 

survey used as a measuring tool for this study.  The work of Burns and Bass provided the 

foundation for leadership theories (transactional leadership and transformational 

leadership), the lens through which this study explored the work of New Hampshire (NH) 

APs.  Therefore, the provisional themes for this study were the position, alignment, and 

leadership theory.  

For this study, the transcripts from the 10 interviews were digitally copied and 

pasted into a single document with text from each participant having a unique font color.  

This allowed the researcher to distinguish between participant responses while searching 

for specific words using the keyboard find function.  The find function provides the 

location and frequency of sought-after words or phrases within a document.  Words or 

phrases that appear repeatedly within a text are used to support the emerging theme.  It 

should be noted that frequency alone does not indicate importance (Saldana, 2013).  

Themes 

Through the multiple readings of the transcripts, line by line, three themes 

emerged from the Phase II data.  The themes were Job (J), Calibration (C), and 
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Leadership Theories and Style (LTS).  Within each of the themes, strands of information 

were derived to give detail, clarification, and greater meaning to each theme.  It is strands 

that provide the rich data sought by the researcher.  Secondary themes emerged over time 

and were further sorted into third cycle themes.  These are shown in Table 4.4. 

Table 4.4  

Preliminary, Secondary Cycle, and Third Cycle Codes 

Preliminary Theme Secondary Cycle 

Theme or Strand 

Third Cycle Theme or 

Strand 

 The Position 

Duties 

 

Jack of all Trades 

 

Frustration 

 

 

Decision-Making 

Strategies 

 

Student Discipline 

Lunch Duty 

 

Lack of Training 

Locked in the Role 

Overlooked 

 

Autonomy 

Lack of autonomy 

Reactive 

 

Calibration 

Alignment 

 

Misalignment 

Expected Alignment 

 

Expected Misalignment 

Unexpected Misalignment 

Leadership Theories and 

Style 

Transactional 

Transformational 

Servant 

Balanced 

 

The Position of the Assistant Principal 

The twenty-five duties listed by Glanz (1994) and Sun (2011) refer to many of the 

responsibilities that fall on assistant principals, yet there are many other roles and tasks 

that APs participate in each day that are not included on that list.  Seven of the ten (70%) 

assistant principals interviewed for this study spoke about the roles and responsibility of 

the AP as being dependent upon outside factors such as the location of the school within 

the state, the traditional role of the AP within the individual school or district, and the 

leadership style of the building principal.  One interviewee, Summer, experienced the 
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role of AP in more than one region of New Hampshire.  She described the work of the 

AP by stating, “I guess it depends maybe on where you've worked or the systems that 

you're in, obviously.  They differ widely from east to west and north to south.”  Elizabeth 

also had experience in more than one region of the state.  When describing her job as an 

AP, she said, “I think it also depends on location... I've worked in several different areas 

of the state and the things you have to put time and energy in do often differ.”  Julia said, 

“I feel like the assistant principal role depends on how strong the actual principal is in 

your building.”  

There is no single research-based list of duties, roles, or responsibilities that 

outlines the work of all APs and encompasses all they do.  When asked about her 

experience as an AP, Elizabeth said, “The reality of the work we do is, I think, a bit of an 

abyss.”  However, each of the ten assistant principals spoke about their work with 

students as being the most important part of their job.  Scott said, “Working with kids is 

really the primary piece of my job.”  Three APs stated specifically that their work with 

children was the part of their job that they enjoyed the most.  Larry stated, “I really like 

the interactions with the kids.”  Jake described his interest in students by stating, “I like 

working with the kids.  I like knowing their names.  I like asking how their games went, 

and how this, that, or those things went.”  Jake was interested in getting to know each of 

his students, individually.  

It was clear that the position was a big one and had many parts.  After careful 

analysis, the theme of job was further refined into the strands.  The strands are Student 

discipline, Jack of all trades, and Reactive.  

 



THEORY TO PRACTICE                                                                                               131 

 

Duties 

 The purpose of duties in schools is to see that the school system is operating 

efficiently and effectively.  Some schools distinguish between administrative duties and 

teacher duties, although some duties may overlap.  For example, in elementary schools, 

teachers are often assigned to recess duty; however, in a small school, the AP may assist 

with this duty.  The duties referred to in this study were the same 25 duties articulated by 

Jeffrey Glanz (1994). 

Student Discipline.  Eight of the ten assistant principals (80%) spoke directly 

about their job as being predominantly about Student discipline.  Their comments 

include: 

• “I have worked in buildings where my role was exclusively discipline.” -Summer 

• “Student discipline is something that we have to do by the nature of the job.”         

-Kate 

• “Obviously, for a lot of us, discipline is right there at the top.  That’s what people 

think of when they think of an assistant principal… It is a lot different than I 

expected.  You know you are going to be addressing behavior, but you didn't 

realize it was going to be 75 to 80 percent of your day.” -Elizabeth  

• “When I came here, I wasn't really sure.  Honestly, I wasn't totally sure what I 

was getting into.  I knew about Student discipline.” -James 

•  “As an assistant principal, or in that role, the main purpose is [working] with 

students.  That can be a whole host of things from behavior, to scheduling, to 

anything that may be going on in their lives or whatever you may need to help 

them with.” -Jake 
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•  “In the role of the assistant principal, Student discipline has always been one of 

my major responsibilities.”- Mercedes 

• “I don’t think anybody loves doing discipline.  It comes with the territory.  It is 

one of the things you have to do.” –Scott 

• “I did know what I was getting into.  I guess I was hopeful that it wasn't going to 

be as much Student discipline as it turned out to be.  [The superintendent] said it 

would be 70 percent.  It was more like 95 percent.” -Julia 

Lunch Duty.  Throughout the interviews, Lunch duty was spoken about 24 times 

and at least one time by seven (70%) of the APs.  Assistant principals mentioned that 

Lunch duty was predominantly an assigned task that is very time consuming.  Lunch duty 

was also said to be an important time for APs to interact with students.  Their comments 

include: 

•  “I waste an epic amount [sic]of hours on Lunch duty.” - Kate 

•  “We do Lunch duty every single day.  The three of us have lunch, all three of us, 

the principal and two assistants, have Lunch duty every day.” - Scott 

• “I know I spend a lot of time in our cafeteria and out at recess.  Lunch duty is a 

great time for administrators to show their face and network with kids and talk 

with kids.” - Julia 

• “In large part, for much of my AP career, watching classes during lunch periods 

has been limited or off limits because my requirements have been that I would be 

in Lunch duty.” - Summer 

• “That is where the majority of my time is.  Duties.  Whether it's done in lunch or 

before school, after school, that is all high on the priority list.  Yeah.  I do 
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morning duty every day and after school duty every day.  Lunches?  I'm down 

there from time to time or when I get called.” - James 

• “… Those are times of the day, lunch and recess, where there are a lot of 

behavioral incidents and, if I am on duty, I am not able to respond the way I 

would need to.” – Elizabeth 

• “Lunch duty is a place, being in the cafeteria, being in with the children while 

they're eating.  I think it is a fantastic time for teachers, administrators, and 

anybody to be with students.  It is not in an environment where they are feeling 

any kind of pressure to perform.  It is their downtime.  They are sharing a meal, 

there is something sort of communal about that based on our society.” - Muir 

Jack of All Trades 

The term Jack of all Trades originated in 1300’s and was used to describe a 

person with multiple skills and average efficiency (https://www.merriam-

webster.com/dictionary/jack-of-all-trades).  The term Jack was used as a generic name 

for a representative from a group.  Seven of the ten assistant principals (70%) spoke 

directly about the work of the AP as requiring multiple skills.  Their comments include: 

• “I feel like the assistant principal’s role is all-encompassing and you have to be a 

jack of all trades and know it all in order to support the principal.” Julia 

• “The job descriptions are never ending.  They are anything that the principal or 

building leader deems necessary or appropriate.  There are so many things that 

this job could include.” –Summer 

• “I didn’t expect how much we need to do and all the different pieces that come 

with that.” - Elizabeth 
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• “I like having my hands in a lot of different things…I have my hands in a little bit 

of everything.” – Jake 

• “My role, I am almost like a gap filler.  I cannot imagine the school without this 

role.  Who would pick up…what would fall through the cracks? - James 

• “If I had to unclog a toilet, I would unclog a toilet. I am kind of a whatever it 

takes kind of person…I will do whatever it takes.  I will serve food.  I will unclog 

toilets or clean up spills or whatever.” – Larry 

•  “I'm often scurrying around setting up the technology for Assemblies.  You know 

those types of tasks.  They just happened every day.  Maybe it's because you're 

the only person available because you have a little bit more autonomy over your 

time.  The things that really don't seem to rank as important for leadership are the 

things they do engage in quite a bit.” – Kate 

Frustration 

 Alex Lickerman (2012), a physician who contributes to Psychology Today, 

contends that “we all have a certain level of tolerance for frustration.”  He talks about the 

role of repeated exposure to a situation and says that “…we more easily manage our 

frustration at the beginning of a frustrating experience and with people we've only just 

met, but as time passes and our frustration continues, our ability to manage it steadily 

decreases.” 

 Frustration was a secondary theme that emerged from an analysis of the interview 

data on the topic of the position.  Eight of the ten (80%) APs addressed the topic in terms 

of lack of training, being locked into the role of AP, or being overlooked in their position.  
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Their frustration was evident and as Dr. Lickerman (2012) believes it becomes more of 

an issue over time.  

Lack of training.  Four APs (40%) spoke directly about the role of the AP 

lacking training to support the actual day-to-day duties of the role.  Three of the four APs 

spoke specifically about a lack of training in the area of Student discipline and 

Counseling pupils.  Their comments include: 

• “I felt really frustrated.  It wasn't my style that didn't fit it was what was 

happening in the building was so disruptive that I felt like I spent a great deal of 

time trying to support specific students…It was really frustrating because I don’t 

have the training in autism or in special education…We didn't really have the 

pieces in place and I just felt like we were constantly sticking our fingers in the 

dam.” - Muir 

•  “Student discipline and Counseling pupils- I’m not trained as a counselor.  I 

didn’t have any training in counseling.  Isn’t it ironic that a lot of what we do 

within this state has to do with discipline and counseling when many of us 

probably aren’t even trained deeply in the area of counseling…It is an interesting 

dynamic to be put in a position to be having to do all that and not necessarily 

having formal training. In the preparation for being an assistant principal 

counseling was not an area of focus.” - Summer 

• “I think the Student discipline piece of the assistant principal job really could be 

decreased with added support in other areas…I really don't feel like all of that 

should fall on an assistant principal.  I feel like that is very punitive for kids.  

Whereas, if we have a behavior specialist, she is a certified therapist.  She has 
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more experience and more training on how to work with those kids to get to the 

root of the problem…” - Julia 

• “I would certainly love to see more PD offered for assistant principals.  We 

certainly have administration conferences, but I'd love to see more focus on AP 

duties or AP trainings more specifically.” - Larry 

Locked in the role.  Two NH APs (20%) spoke about being locked into the role 

of the AP.  Their comments include: 

•  “If you're not trained outside of that discipline bubble, it makes you less 

effective, less attractive if you're trying to move in different buildings or move up 

the ladder and less knowledgeable about the important issues in a building.  This 

has been my experience; you often get pigeonholed almost into a certain track.  

You get in that track because your leaders in your building, your principal or 

superintendent, expect you to be in that track and if they're not open and willing 

and interested to use a model that gives you flexibility as an AP then your options 

are limited.” - Summer 

• “As you probably already know, you get locked into things.  I can't go back to the 

classroom as much as I would love to go back to the classroom… Now I've been 

here for 15 years.  It is stay put or go to be a principal and add 20 more 

responsibilities to list.” -  Kate 

Being bound by the traditional understanding of what APs are and what they do 

makes it more difficult for assistant principals to learn the skills needed to become a 

transformative or transactional principal (Weller & Weller, 2002).  
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Overlooked.  Seven NH APs (70%) spoke about a strong sense of being 

overlooked, dismissed, underutilized, lost in the credit, and underappreciated as building 

leaders.  Their comments include:  

• “What happens very often is that we are lost in the credit... That is the kind of 

thing that I see sometimes where people aren't given anywhere near enough credit 

for the work that's being done, and not just by assistant principals, the people who 

have curriculum directors in their building, or deans in their building, or 

counselling, special education directors, the athletic director.... Those people are 

doing a lot of the work, but they're not spoken of in the same way that the 

principals are.” - Scott 

• "People don't realize the hours and the thought that go into everything that we do.  

I think that if they did there would be a little more patience with us when things 

do not get solved as quickly as they would like, or a decision is made that doesn't 

quite match with what they were hoping for.” - Elizabeth 

• “I just think that the role of the AP is certainly underappreciated.” - Larry 

• “I feel like a lot of times assistant principals are sort of that unsung hero…I feel 

like most of the assistant principals I know are capable enough and talented 

enough and I sometimes feel like you are a little bit dismissed.  Sometimes you 

are a little bit dismissed because you are the assistant principal.  I’ve seen it where 

somebody who was an assistant principal made a very good argument for doing 

something and it was just sort of ignored.” - Muir 

• “I do think the role of AP is often underutilized.  I do think we could be doing 

more.  We should be encouraged to do more…For me it wasn't until I looked at 
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changing jobs that I realized early on in my career how much I didn't know about 

what the principal did or didn't know about how the building operated because I 

was buried with my assistant principal duties that I was given.  They were very 

limited.” – Summer 

• “[The principal] ran the show and it was his way.  If I have had some things that I 

could add, I wasn't necessarily given the opportunity if my philosophy and his 

philosophy didn't match.” - Julia 

• “So, that kind of stuff like ordering supplies, I don't enjoy that.  In my other 

position the secretaries did that.  There is always a component with any job that is 

just...you can't have it all.  That is what comes with this.  I have to do it and I do 

it.  Some days I'm bitter because it takes me away from other things, but I get on 

with it…There are all sort of requirements that go along with it that are not 

necessarily meaningful but are time consuming.” - Mercedes 

Decision-Making Strategies 

Autonomy 

Autonomy occurs when an individual or a group has the authority to make 

independent decisions.  Eck and Goodwin (2010) conducted a study on the effects of 

principal’s autonomy in school organizations and found a positive correlation between 

school leadership having defined autonomy and student achievement.  Eck and Goodwin 

describe defined autonomy as having, "...set clear, non-negotiable goals for learning and 

instruction, yet provide school leadership teams with the responsibility and authority for 

determining how to meet those goals" (para 11).  
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Autonomy, and the lack thereof, is a concern at many levels in educational 

institutions.  Jim Knight contends that there is a growing body of research indicating that 

professionals are “rarely motivated when they have little autonomy” (2019, p. 16).  While 

Knight’s work centers around teachers and coaching, the principles are the same for 

everyone.   He added that there is evidence that autonomy is decreasing, rather than 

increasing in schools and that compliance is not the answer to the complex problems in 

schools. 

Two APs addressed the philosophy of decision-making in terms of autonomy or 

lack of autonomy.  They were expressing their hope and belief that APs should have 

increased authority when making decisions regarding their role and how they meet the 

goals of the organization.  

• “There are benefits to [Lunch duty].  My philosophy with Lunch duty as being 

assigned, to be assigned as the one in Lunch duty, the person that has to be there, 

above all else, to make sure the room is safe, is one responsibility.  Being able to 

be in Lunch duty, taking in all that Lunch duty offers, without having to be 

stranded in Lunch duty.  They are different, philosophically different.  I think they 

are philosophically different from a building level leadership standpoint and I 

think many of us are given those responsibilities without a way to choose them or 

not choose them.  I think if you're looking at what we should be doing on a day to 

day basis, I think we should be able to choose to be in the lunch room because 

there are some giant benefits to the lunchroom experience, but not required to be 

in the lunchroom.  There are other times things we could do to use our time.” 

– Summer 
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• “We want to be doing more student-centered types of things, but we tend to get 

hung up on the administrative, what's commonly referred to as administrivia.  

Those are also important things they are just not the stuff that we would prefer to 

do.  I think there is a difference between what we would prefer to do and what we 

are responsible for doing.” – Scott     

Six of the ten (60%) used words that freedom, latitude, flexibility, and the ability 

to make decisions when they were describing autonomy in their job. 

•  “I have a lot of freedom to do a lot of different things.  I think I have been lucky 

enough with the principals that I've worked with.  They have given me a lot of 

freedom to make a lot of decisions…They let me make decisions and move 

forward with them.” - Jake 

• “For me, honestly, I have some flexibility here.  I do what I enjoy.  I know what I 

enjoy doing and I know what my strong suits are, and I try to make those a 

priority.” - James 

• “I feel like I have latitude here...I definitely operate with a lot of autonomy… It's 

not written anywhere that I have to do it [the principal’s] way.  [The principal] 

still affords me that latitude and autonomy to flex my creative muscles, otherwise, 

any monkey could do this job…I am happy in the assistant principal role because 

of the autonomy piece.  That is the biggest component that keeps me here.” - Kate 

• “I've been fortunate.  Prior to working here, both the principals that I've worked 

with have really embraced a partnership… I've never felt like duties get passed 

down to me because they are less desirable…Both principals have asked me, 
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“Where do you want to grow?” “What are some things you want to take on?” I 

guess I've been lucky in that respect.” - Mercedes 

• “I assign [duties] to myself as often as I can.” - Muir 

• “…I have virtual free reign to do what I need to do during my day.” - Scott 

Eight out of the ten APs (80%) spoke about their fulfillment of daily duties as 

being either autonomous or assigned.  Of the eight, six (75%) spoke about their daily 

duties as being autonomous, while three APs (25%) described their responsibilities as 

being assigned by the principal.  One AP, James, stated his duties were assigned yet he 

also had autonomy over what his day looked like.  

Lack of Autonomy 

• “At this point, I have been assigned to duties and probably will continue to be.  I 

definitely would rather be able to oversee.” - Elizabeth 

• “My principal does assign [duties].  I'm expected to be there; however, there is 

also the understanding that if I'm out at my duty and something else is going on, 

I'm free to go take care of whatever issue I need to go to take care of.” – James 

• “My priority had to be the lunchroom... We should be able and allowed to balance 

our day more, so that we are not spending three hours of a six-and-a-half-hour day 

in the lunchroom.  If there are other things that we feel would be equally or more 

important to be doing at the time… I think we should be able to choose to be in 

the lunchroom because there are some giant benefits to the lunchroom experience, 

but not required to be in the lunchroom.  There are other things we could do to use 

our time.” - Summer 
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Reactive 

Decisions can be strategic, habitual, or unintended.  When rushed, it may be difficult 

to be strategic and decisions are habitual or reactive in nature.  Kahneman referred to this 

as Thinking, Fast and Slow (2011).  Nine of the ten APs (90%) spoke about the position 

as being reactive in nature.  Their comments include: 

• “It is that constant conundrum of proactive versus reactive.  I think in this role so 

much of what I do has been reactive and it remains reactive.” - Summer 

• “I thought my main job would be managing the building, taking care of kind of 

the day-to-day stuff which obviously would include discipline, other student 

behavior, whatever you want to call that, dealing with those things that are more 

reactionary than things you may be planned for.” -  Jake 

• “[I am] always putting out fires.” - Kate 

• “I am swamped with the day-to-day, whether it be Student discipline, talking with 

kids, or having kids come down to my office who just need to take two minutes to 

blow off steam.” - James 

• “…APs are doing a lot more putting out fires and rolling with it, in the moment...  

We have to deal with things right then and there, when they pop up.” - Larry 

• “If you want to go in and observe a classroom or do a walkthrough, it gets 

bumped to the lowest priority because it is whatever is happening at that 

moment.” - Mercedes 

•  “It is fairly telling that we get pulled into the minutiae of daily crisis, often.”- 

Muir 
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• “I very much use an all hands-on deck approach.  I will be there to support any 

one of my teachers at any given time, no matter what it is they need.” - Julia 

• [Student discipline] leaves not much time for all these other tasks.  It is like, what 

is the most important thing that I need to address?  Sometimes it is not 

instructional leadership or things that we've ranked higher.” - Elizabeth 

Assistant principals spoke at length about strands that fall with the theme of the 

position.  Most of the data gathered from each conversation was about the personal 

experiences each AP had in the role of the AP, their thoughts and feelings about the 

importance of the role, and the limitations they perceive within the role.  APs shared a 

great deal of passion when speaking about the work and often used humor or sarcasm as a 

way to soften their emotions.  There were heightened words of satisfaction as well as 

obvious dissatisfaction.  These NH APs shared that, although they love their work, they 

are disheartened with feelings of being underutilized, dismissed, underappreciated, and 

overlooked as a result of serving in the role of an AP. 

Table 4.5  

The Position Theme and Strands 

Code Preliminary Theme Secondary Cycle 

Theme or Strand 

Number of APs 

Who Spoke 

Specifically about 

the Theme/Strand 

P The Position Duties 10 

Jack-of-All-Trades 8 

Frustration 8 

Decision-Making 

Strategies 

10 

 

Table 4.5 illustrates the preliminary and secondary themes that emerged when 
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interviewees talked about the Position of an assistant principal.  The strands or subthemes 

include the duties, being a Jack-of-all-trades, the Frustrations surrounding the position, 

and decision-making strategies.  There was an even distribution of conversation about the 

secondary themes of duties, Jack-of-all-trades, frustration, and decision-making 

strategies.  Some of the comments were critical but not negative.  

Calibration 

 Calibration refers to the alignment or misalignment of items.  This study was 

grounded in the idea of the calibration of anticipated and actual duties of New Hampshire 

Assistant Principals.  Alignment occurred when the mean rank order of anticipated and 

actual duties scores was the same on both surveys.  Misalignment occurred when there is 

a difference between what the aspiring APs believed would be the duties they would 

perform and the actual duties they are performing on a regular basis.  The notion of 

calibration, alignment and misalignment, was clearly addressed in Phase I of this study.  

The researcher wanted to dig deeper into the concept and asked about it in the interviews.  

Prior to each interview, APs received an email that contained the results of the 

survey from Phase I and definitions of transformational and transactional leadership.  

APs were asked to review the documents as they served as the framework for the Phase II 

interviews.  The first three questions of each interview asked APs to share their thoughts 

and feelings about the survey results and any alignment or misalignment they saw 

between the rank order of duties anticipated by APs and the rank order of actual duties 

(Appendix E).  Within the theme of calibration, the strands of alignment and 

misalignment arose.  These strands were further detailed by organizing interview data 

into expected and unexpected alignment and misalignment.  The words expected, 
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accurate, not surprised, and agree were categorized under expected.  The words 

unexpected, shocked, surprised, and disagree were categorized under unexpected.  The 

assistant principals interviewed in Phase II of this study shared their thoughts and 

feelings on the Phase I survey results as an alignment or misalignment of individual 

duties, as well as the role of the AP, all 25 duties as a whole.  

Alignment 

 Alignment occurs when one’s theoretical understanding of a role corresponds 

with the reality of his or her day-to-day tasks and responsibilities within that role.  For 

this study, APs shared their thoughts and feelings on any alignment they saw, when 

reviewing Phase I survey data, between the rank order of duties APs anticipated and the 

rank order of duties APs actually perform.  

Assistant principals stated they expected the alignment in the areas of Student 

discipline, Counseling pupils, Teacher evaluation, School clubs, and Ordering textbooks.  

Nine of the ten APs (90%) stated they expected Student discipline and Counseling pupils 

to be aligned.  The duties of Teacher evaluation, School clubs, and Ordering textbooks 

were spoken about one time each as being expectedly aligned.  A few comments from 

APs about expected alignment include: 

• “I think it came out probably what I would have expected it with plus or minus 

one or two here or there.   I look at this, numbers one and two, being Student 

discipline and Counseling pupils, those top ones make total sense to me…I think 

it came out right where I would have anticipated.” - James 

• I agree with most of them…I see Student discipline and Counseling pupils as 

being high for most people on the list.  Then, some of those things that are lower 
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like Ordering textbooks and School club, I see those as being lower and it makes 

sense that they are lower down the list…” - Jake 

• “Looking at the numbers, I am not surprised at the top, Discipline and 

Counseling.  Those do not surprise me at all.  That is what I would expect and that 

is what I do and have done in my many years in different schools.” - Summer 

• “Well, I certainly agree that Student discipline is something that we have to do by 

the nature of the job.  It ranks high and we also rank it high, so it doesn’t surprise 

me.” - Kate 

• “Something like Ordering textbooks, I know I put that last because I never do it.  

It’s not a job I do really at all.” - Elizabeth 

None of the APs spoke about a duty or the group of duties as being unexpectedly 

aligned.  

Misalignment 

Misalignment occurs when one’s theoretical understanding of a role is not in sync 

with the reality of his or her day-to-day tasks and responsibilities within that role.  APs 

spoke about their thoughts and feelings on misalignment they saw, when reviewing Phase 

I survey data, between the rank order of duties APs anticipated and the rank order of 

duties AP actually perform.  The specific word misalignment was used five times by NH 

APs throughout Phase II.  When coding transcripts, the words misalignment, mismatch, 

different, and difference were all categorized under misalignment.  Four NH APs (40%) 

reflected on the role of the AP being misaligned by looking at the compared rank order of 

all 25 duties as a group.  Their comments include: 
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• “Yes. I identify with this… It is tough.  I think for me it is a lot different than I 

expected when I came along here …The fact that there is a mismatch does not 

surprise me. – Elizabeth 

• “I think, in large part, it is a systems issue which creates a misalignment.”               

- Summer 

• “I am not surprised by the results, given the day-to-day.” – Mercedes 

• “I feel like it is pretty accurate on both accounts...When you are rating them based 

on importance, I think it is fairly telling as I look at the differences.” -  Muir 

Misalignment was spoken of 27 times throughout the 10 interviews with 18 of the 

mentions being about expected misalignments and nine being unexpected misalignments. 

Expected misalignment.  Of the 25 duties, APs spoke about several individual 

duties as being expectedly misaligned.  The two duties with the highest percentage of AP 

reporting as expected misaligned were Lunch duty (30%) and Instructional leadership 

(40%).  Four APs spoke specifically about the duty of instructional leadership as being 

expectedly misaligned.  Their comments include: 

• “I’m not surprised.  I think as an assistant principal I went in believing that this 

first column, instructional leadership, Student discipline, Counseling pupils, 

would be the most important part of my job and the part I would be spending the 

most amount of time.  So, it doesn’t surprise me.” - Mercedes 

• “Fascinating data.  Yes.  I am not surprised.  It is a little validating.  Yes.  It is so 

true.  I wish I did do more Instructional leadership in my building.”  

- Julia 
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• “I think I actually agree with it.  Think I had Instructional leadership even lower 

than 10 for my actual frequency – or what I actually do.  I think I would agree that 

everybody makes a statement that we are instructional leaders, but typically it is 

not one of the first things I actually get to do, unfortunately.  It is certainly 

something I would like to do more of.  I think everybody would agree with that. 

We are here to teach.  It is certainly something I don’t get to do enough.” - Larry 

• “I look at the list and I’m seeing things and I’m certain I didn’t rank them very 

high, but I know that I engage in them a lot and there quite low on the 

[anticipated] like Lunch duty.” - Kate  

 Unexpected misalignment.  When reviewing the Phase I data, there were 

individual and small groups of NH APs who spoke about specific duties as being 

unexpectedly misaligned.  Three APs (30%) mentioned their surprise of the misalignment 

of Lunch duty.  Two APs shared their surprise with the misalignment of Instructional 

leadership (20%).  Individual APs spoke about being surprised with a misalignment of 

Formulating goals, and Innovation and research.  Their comments include: 

• “I’m shocked at the negative nine for instructional leadership, negative nine for 

teacher training, negative nine for Formulating goals.  It shocks me that those are 

that far apart.  Those things are pretty important and, at least from my experience, 

Formulating goals, working with teachers…It kind of shocks me that those are so 

far apart from what’s important and what people actually do.” - Jake  

• “I believe that my primary function is the instructional leadership.  But when I 

look at [Phase I data] it is listed as number one (for anticipated) and then it has it 

ranked at ten (for actual).” - Muir 
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• “I’m looking at Administrative duties.  On [the actual], it is number three…I am 

surprised that Administrative duties was around 12 on the [anticipated]…When I 

look at something like Innovation and research I think, ‘Oh, that’s not many 

people at all doing that.’  That is really low on the list at 20, but yet it is somewhat 

middle of the road with what people expect to be doing.” - Summer 

• “I thought that the Parental conferences would have been higher based on [actual] 

and [anticipated].  I thought that would have been higher.  I certainly spend a fair 

amount of time doing that...Teacher selection- I thought that the actual number 

would be lower.  I was actually surprised to see that the actual number was so 

low.” - Larry 

 Table 4.6 illustrates the preliminary code of calibration and the strands of 

alignment and misalignment.  It also shows the number of APs who spoke about each of 

the strands. 

Table 4.6  

Calibration Theme and Strands 

Code Preliminary Theme Secondary Cycle 

Theme or Strand 

Number of APs 

Who Spoke 

Specifically about 

the Theme/Strand 

C Calibration Alignment 10 

Misalignment 8 

 

The focus of this study was to explore the possible misalignment of what NH APs 

anticipated their duties would be and their actual duties once in the position.  Quantitative 

data from the Phase I survey provided rank order scores for each of the 25 anticipated and 

actual AP duties.  Each of the APs were provided the opportunity to view the results of 
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the Phase I survey data prior to being interviewed.  During the interviews, APs were 

asked to calibrate the scores by reflecting on their thoughts and feelings regarding the 

alignment or misalignment of the anticipated and actual rank order scores they saw.  Each 

of the 10 NH APs (100%) spoke about specific duties as being aligned.  Eight NH APs 

(80%) spoke about duties being misaligned.  Those duties were Administrative duties, 

Formulating goals, Lunch duty and Teacher selection. 

Leadership Theories and Styles 

 Theories are developed in order to explain the way the world works (Gardner, 

1995).  There are numerous theories of leadership.  Transactional and transformational 

leadership theories are often seen as the two opposing points on a continuum.  It is these 

two theories that are most familiar to educators (Thakur, 2014).  Theories can be 

examined through an individual’s worldview.  For this study, leadership theory was 

examined through the worldview of NH APs and was mentioned 22 times throughout the 

interviews.    

Transactional Leadership 

Transactional leadership is leadership in which leaders and followers utilize 

exchanges, trade one thing for another, with colleagues to reach the goals of the 

organization (Northouse, 2013; Marzano, Waters & McNulty, 2005).  

None of the NH APs spoke about their leadership style as being primarily 

transactional in nature, yet the term transactional was spoken 17 times.  Transactional 

leadership was talked about as a necessary leadership style by NH APs, yet it was not 

viewed as the primary style by any.  When speaking about transactional leadership, APs 

were referring to the definitions on-hand during the interview, the leadership style of 
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principals they work with, and a leadership style they utilize with some aspects of their 

work as an AP.  When speaking about their work, NH APs described their use of 

transactional leadership out of necessity rather than being a personal preference.  

Three AP (30%) that described their actual leadership style within the workplace 

as being transactional in nature and due to outside factors.  APs mentioned that the 

building principal, school constituents, and school systems in general dictate the 

leadership style in which APs operate.  NH APs described transactional leadership as a 

style they used in certain situations and when working with specific individuals as being 

predetermined by others.  Their comments include:  

• “I believe in certain circumstances and within certain systems it is harder to be a 

transformational leader if that is what you feel is the best thing to do or the way to 

best lead.  I think, by default, we land in transactional leadership…That makes me 

wonder if my leadership style is a result of the positions I have worked in within 

the systems I’ve worked in or is my leadership style how I expect to be as a 

leader…Looking at these definitions, transformational leadership, I believe, is 

where we should be.  I believe more often in my own role as an AP I am 

functioning in a more transactional way.” - Summer 

• “To be quite honest, I feel like in an AP role we are sort of subjected a little bit to 

somebody else's leadership… we sort of have to follow whatever the principal 

thinks… I think that there is the ability and the room for transformation leadership 

as an AP.  I don't think that there is as much transformational leadership 

happening at the AP level as we would like there to be.” – Julia 
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• “We would like to think that we are transformative and inspire change and can 

motivate people to do the same, but in reality, they are not really looking to us for 

that, I don’t believe.  A lot of people are looking for us to handle a transaction for 

them.” - Kate 

Transformational Leadership 

 Transformational Leadership is leadership that is focused on change (Burns, 

1978) that involves personal connections between leaders and followers.  It raises the 

level of motivation among individuals while emphasizing collective purpose (Avci, 2015; 

Leithwood & Seashore Louis, 2012; Nazim & Mahood, 2016; Northouse, 2013).  The 

term transformational was used 33 times throughout the interviews.  In addition, the 

closely related term transformative was used four times within the context of leadership 

theories and style.  Each of the ten NH APs (100%) identified as using transformational 

leadership as their primary leadership style.  Their comments include: 

•  “I would say I would lean toward more the transformational.  I think the personal 

connection and working relationship, together, being on the same page with your 

mission and vision and where you want to go as a building as a school.  I think I 

identify more with that.” - Elizabeth 

• “[My leadership style is] probably transformational, in some ways… it is 

collaborative.  Every teacher, and they do it all day long, every teacher in the 

building is comfortable coming in here and working together on issues.” - James 

• “In leadership, for me, it is very transformational.  I'm very much somebody who 

tries to empower teachers and give a lot of support.”- Scott 
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• “For the most part, I am more transformational- working with other people, 

getting their input, and sharing the leadership.  I think you get more buy in that 

way.” – Jake 

• “For myself, I would say that my style is more of the transformational leadership 

piece.  The part that really resonates with me is that personal connection between 

leaders and followers.  My goal always is to build relationships.” – Julia 

• I was originally highly transactional…Whereas now, I see myself more like, ‘Let 

me help you help yourself.’ … I suppose I’ve shifted away from being 

transactional.”  - Kate 

• “[My leadership style is] transformational.  I think making those connections is 

absolutely huge - validating people and showing kids that you care…I believe in 

building relationships with kids.  It gets back to our personal connections.” – 

Larry 

• “Looking at these definitions… Transformational leadership - I believe that is 

where we should be.” – Summer 

Servant leadership.  The theory of servant leadership emerged from the work of 

Robert Greenleaf (1977) as a result of his study on the characteristics of leadership.  

Greenleaf stated that the primary goal of servant leaders is to serve.  When describing 

servant leadership, Greenleaf stated, “It begins with the natural feeling that one wants to 

serve, to serve first.  Then, conscious choice brings one to aspire to lead” (p.10).  

Greenleaf’s concept of servant leadership places an emphasis on an individual’s desire to 

serve others as being the predominant intent, followed by the desire to lead.  
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Two of the ten (20%) NH APs spoke about servant leadership as being their 

primary leadership style.  Servant leadership falls under the umbrella concept of 

transformational leadership.  Those two APs mentioned the term servant leadership a 

total of eight times and within context of their own personal leadership styles.  

• “I think for me right now, where I am in my journey, I think it is more of a 

servant leadership role that I play.  I feel as though I do a lot not just with staff but 

with students and with parents- it's all relational.  It's about building relationships, 

building trust, caring about that person, getting the best out of them, and helping 

them to be their best selves.” – Mercedes 

• “Personally, I really see myself far more as a servant leader...I think I have always 

been a ‘lead by example’ kind of a human being.  I have always felt that 

everything I ask others to do I have to be willing to do, too.  That is just who I 

am.” – Muir 

Muir’s and Mercedes’ consideration for self as a factor in determining their 

leadership style echoes the characteristics of transcendent leadership, an emerging 

leadership theory within the broader theory of transformational leadership.  Transcendent 

leadership is characterized by the encouragement and empowerment of leaders to include 

their needs as people when planning for, making, and sustaining change within an 

organization (Crossan & Mazutis, 2008).  

Balanced leadership.  Hoy and Smith (as cited in Smith, 2016) state that leaders 

need to recognize their leadership style and how important that style is to the 

effectiveness of a school.  Transactional and transformational leadership behaviors are 

important for student and school success (Marzano, Waters, and McNulty, 2005).  
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Successful leaders understand this and know that context is important in deciding on 

actions.  Although none of the NH APs in this study identified as primarily transactional 

leaders, three APs (30%), spoke about the role requiring more than a single leadership 

style.  When asked what leadership style he has used as an AP, Larry stated, “Probably a 

little bit of each (transformational and transactional).”  Additional comments from two 

other NH APs who expressed the need for balanced leadership include: 

• “I don't think one leadership style is more important than the other.  It's really a 

balance and having the intuition of knowing when and where…We all do 

[transactional leadership] from time to time, just to get things done…” - Kate 

• “I think there are times where you have to be very top down and you have to 

make a decision, this is what we're going to do and this is how we're going to do 

it, and you go from there.  Then, I think there are some things where it is much 

more of a shared leadership where you are getting opinions and you are taking 

everybody's information in and then trying to make decisions based on the 

feedback you're getting from everybody and then move forward with something. 

It just depends on what it is.” - Jake 

Being Transformational in a Transactional Role 

While examining leadership theories through the lens of their worldview, NH APs 

reported that, although they view the role of the AP as primarily transactional in nature, 

they strive to incorporate a transformational leadership approach whenever possible.  

Three of the ten (30%) NH APs spoke about striving to use transformational leadership in 

the role, even in areas where transactional leadership has been the norm.  Their comments 

include: 
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• “Although it's a highly transactional position, I do try to look for opportunities to 

make it transformative for folks and you know there really are some pretty 

amazing transformations of folks.” – Kate 

• “The [teacher evaluation] model is supposed to be transformational; I would say.  

Because of the sheer number, sheer volume that we're doing it probably ends up 

being a lot more transactional.  I think a lot of it is, ‘Let's just get this done’.” - 

James 

• “Administrative duties are like the filing, answering the phone, and typing things 

up…that is more transactional.  You just are doing it and checking it off your list. 

It is essential, obviously.  That is our opportunity to be transformational by 

addressing something that maybe, in the past, we would have done in a more 

transactional way.” – Elizabeth  

NH APs’ Leadership Theory Development 

 One’s understanding of the day-to-day duties, tasks, and responsibilities within a 

role are acquired by the individual’s informal and formal observations of their world 

(Gardner, 1991).  Gardener (1991) refers to the emerging understandings as intuitive 

understandings.  Those informal observations and life experiences become the 

understandings and working sense of the world (Gardner, 1991).  Gardner recognized 

that, although powerful, those understandings are often incorrect and fundamentally 

misconceived.  

NH APs spoke about a variety of informal and formal observations fundamental 

in their acquisition of an understanding of the role.  Three NH APs (30%) spoke about 

their graduate level principal certification program as formal observations, one of which 
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was James.  James also made the comment, “That is all good and great in theory” when 

speaking about the degree of influence his graduate level coursework had on his 

understanding of the role.  Five NH APs (50%) spoke about personal mentors or building 

principals as being influential.  It is important to note that three of the five APs that 

reported other administrators as being influential spoke about the work of ineffective 

administrators served as an example of what not to do.  Three NH APs (30%) spoke 

about their personal informal observation of school organizations and a need for 

somebody to fulfill a variety of responsibilities as fundamental to their understanding of 

the role.  When asked what influenced their understanding of the role, NH APs stated: 

• I went to [University] for both my undergrad and my graduate degrees and I had 

awesome role models…Hearing their perspectives and learning from people that I 

respect and trying to craft that or cultivate that in myself.  [My principal] has a 

really high level of integrity in the way he does his work and the way he solves 

problems and interacts with people.  I respect that.  I've learned a lot from that.”     

- Elizabeth 

• “Well, I was really lucky.  I had two fabulous mentors early on in my 

administrative career.  I had several really great people who just took the time to 

sit down and process with me.” - Kate 

• “My father was a principal.  He was an elementary school principal for [many] 

years and I knew I would be going into education.  I definitely went into 

administration because of my father and all the good that I saw he did.” - Larry 

• “I don’t know if I really had any influences.  While I was a PE teacher, we did not 

have an assistant principal and I saw all the things that were missing and things 
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that I took on because there was nobody else there to do them… When I came 

here, I wasn’t totally sure what I was getting into.  I was getting my master’s 

degree and doing all the coursework.  That is all good and great in theory.” - 

James 

• “After I received my principal’s certification, I began to volunteer in the main 

office…I did projects for the administrative team…I basically volunteered to take 

on certain tasks to get ready for the role.” - Scott 

• “First, as a teacher, seeing what the administrators in my building did, was one 

way the role developed for me.  You watch who your people are…I kind of knew 

what I wanted to be and who to model after…You are kind of learning what 

works and what doesn’t work that way.” - Mercedes 

• “I have experienced some administrators who made me realize that maybe I need 

to be in that role.  When seeing somebody who is not leading by example or who 

is not embracing open communication…sometimes when you see something not 

going well and you feel like you could go in there and do it better.  It motivates 

you to go in a certain direction.” – Muir 

Phase II of this study gathered qualitative data by interviewing 10 NH APs who 

also participated in Phase I.  The focus of this study was to explore the possible 

misalignment of NH APs anticipated and actual work duties, through the lens of 

leadership theory.  During the interviews, this researcher asked each NH AP to speak 

about their personal leadership style as well as the leadership style or styles they believe 

are necessary for those serving in the role.  Each of the ten NH APs (100%) identified as 

being primarily transformational in nature.  Two of the NH APs (20%) identified as being 
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transformational leaders yet also exemplified aspects of servant leadership.  Three NH 

APs (30%) spoke about balanced leadership and the need for transactional leadership, 

depending upon the situation.  Three NH APs (30%) spoke about the role of the AP as 

being transactional, by default, yet they strive to use a transformational approach as often 

as possible.  

When asked about the external sources that influenced their thinking as they 

acquired their understanding of the role, three NH APs (30%) spoke about graduate level 

coursework, five APs (50%) spoke about mentors, and three APs (30%) spoke about 

personal observations as being influential.    

Table 4.7  

Leadership Theories and Styles Theme and Strands 

Code Preliminary Theme Secondary Cycle 

Theme or Strand 

Number of Times 

APs Spoke 

Specifically about 

the Theme/Strand 

LTS Leadership 

Theories and Style 

Transactional 17 

Transformational 37 

 

Each of the ten (100%) of the NH APs interviewed in Phase II self-identified as 

being transformational leaders.  Throughout the interviews, APs spoke about 

transactional leadership 17 times, while transformational leadership was spoken of 37 

times.  Table 4.7 presents the primary theme of Leadership Theories and Styles and the 

frequency to which the secondary strands of transactional and transformational leadership 

were mentioned.  

 NH APs reported a variety of sources influenced the development of their 

understanding of the role and their personal leadership styles.  The entities with the 

greatest influence were mentors and institutions of higher education.  
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Validity and Reliability of the Study 

Validity  

In order for research findings to be believable, the data measurement must be of 

high quality.  Validity and reliability are the characteristics used to determine the quality 

of measurement within a study (McMillan, 2016).  McMillan defines validity as, “…a 

judgement of the appropriateness of a measure for the specific inferences, interpretations, 

or conclusions that result from the scores generated by the measure” (p. 155).  

Instruments chosen for use in a mixed method study must be valid.  The results of 

the Phase I are based on data from an instrument designed by Jeffrey Granz (1998) and 

further used by Anna Sun (2011).  While some of the duties established by Glanz may no 

longer have the importance they once had, that final determination was made by the 

participants through their ranking of the duties.  

Reliability or Trustworthiness 

McMillan (2016) reminds the reader of the imperfect nature of research 

measurement when emphasizing the importance of measurement reliability.  He describes 

reliability as, “…the extent to which participant, rater, and observer scores are free from 

error” (p. 160).  The fewer the errors that occur within the scores, the more reliable the 

results will be.  Results that use valid and reliable measurement produce more accurate 

results.  

Qualitative research is often subject to criticism because of issues of validity 

(Shenton, 2004).  The rigor of the research design itself lends trustworthiness to a 

qualitative study (Marshall & Rossman, 2016).  Additionally, there are steps researchers 



THEORY TO PRACTICE                                                                                               161 

 

can take to increase the rigor of a study.  These steps include paying close attention to 

credibility, transferability, dependability, and confirmability. 

Credibility.  The research design, the results of the study, and the triangulation of 

data have all contributed to the credibility of this study.  The credibility of this study was 

verified as it was based on a well-established and respected research design.  This 

sequential exploratory mixed methods study (Ivankova, Creswell, & Stick, 2006; 

McMillan, 2016) involved the collection of quantitative data via an electronic survey 

(Phase I) of 60 NH APs and qualitative data via telephone or face-to-face interviews with 

10 NH APs.  Mixed methods research blends the best parts of quantitative and qualitative 

to address research questions with greater breadth and depth than either, when conducted 

independently (Johnson, Onwuegbuzie, & Turner, 2007). 

Secondly, the credibility of this study was verified by the data in Phase I and 

Phase II being consistent with themes found within the literature on the topic of assistant 

principals.  A few examples of this consistency include the notions of the role of the AP 

being primarily transactional in nature and underutilized.  A more detailed description of 

the results of this study and consistency with the literature will be presented further in 

chapter 5. 

Finally, the triangulation of data further verifies the credibility of this study.  

These points of triangulation include the Phase I survey, the interviews and electronic 

member checking, and an analysis of NH AP job descriptions.  The survey in Phase I was 

utilized by Anna Sun (2011) and was developed from the findings of Jeffrey Glanz 

(1994).  The survey was valid and reliable as Both Glanz’ and Sun’s studies were found 

to be credible.  The semi-structured interviews deepened the richness of the quantitative 
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survey results and explored the concept of leadership theory.  Electronic member 

checking was utilized to enhance the trustworthiness of the data (Birt, Scott, Cavers, 

Campbell, & Walter, 2016).  Finally, a review of AP public school job descriptions from 

four different NH school districts was conducted and served as a sampling from across 

the state. 

Transferability.  The term transferability is used by Lincoln and Guba (1985) in 

place of the term of generalizability, which is used in quantitative research.  This 

researcher cannot be sure of the experiences of all assistant principals, as every 

individual’s experience is unique.  It is important to recognize that, although each APs 

understanding of the role and experience within the role is unique, the themes that 

developed may, or may not, relate to the work of others in the role within the state of 

New Hampshire and beyond. 

Dependability.  This researcher located two studies about the misalignment of 

AP duties.  The lens for each study varies.  In 1994, Jeffrey Glanz surveyed 164 APs in 

New York City to describe the duties and responsibilities of APs and to provide 

recommendations for expansion of the role (Glanz, 1994).  His study was replicated in 

2011 by Anna Sun. Sun asked the same questions of APs in upstate New York yet 

through the lens of an accountability-oriented environment.  Seventeen years after the 

Glanz study, and with his approval, Sun asked the same questions (Sun 2011).  Eight 

years after Sun’s study, this researcher used Sun’s survey and adapted the interview 

questions, with her approval, to analyze the anticipated and actual duties of NH APs 

through the lens of leadership theory.  
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Although Glanz, Sun, and this researcher used the same framework and survey 

with three different lenses, there were reoccurrences of themes that emerge from the 

survey and interview data of all three studies.  For example, while there has been a shift 

in the duties performed by APs on a daily basis, this study confirms that more than half of 

an AP’s day is spent performing managerial tasks.  In addition, the NH APs in this study 

reported that their involvement with transformational leadership opportunities fell short 

of what they want it to be.  It is very possible that, unless major changes occur with the 

role of the AP, a replicated study would again show similar results.  

Confirmability.  This researcher took measures to ensure that the thoughts and 

words of those participating in this study were accurate and captured the intent of each 

participant.  During Phase I, the electronic survey, the researcher provided two open-

ended questions where participants could add their thoughts and feelings about specific 

duties within the rank order survey.  During Phase II, the interviews, the researcher asked 

clarifying and probing questions of each interviewee when the words they spoke may not 

have provided a clear meaningful response.  In addition, each interview was audio 

recorded and electronically transcribed prior to review by the researcher.  All changes 

made to the electronic transcripts were made to strengthen the grammatical construct of 

each document.  Each transcript was then electronically shared with the corresponding 

NH AP to be member checked for accuracy, meaning, and intent.   

Summary 

This chapter presents the results and findings of the Phase I survey of 60 New 

Hampshire Assistant Principals and the Phase II interviews of ten NH APs in an attempt 

to address the research questions that framed this study:  
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1. What is the alignment or misalignment, determined by ranking, of what New 

Hampshire assistant principals anticipated their duties would be and the duties 

they actually perform?  

2. How do current public school assistant principals in New Hampshire describe the 

alignment or misalignment between what they anticipated their duties would be 

and the actual duties they perform? 

3. How do current public school assistant principals in New Hampshire relate 

leadership theories to the alignment or misalignment between what they 

anticipated their duties would be and the actual duties they perform? 

Phase I answered the first research question.  Based on the analysis of 60 surveys 

collected from APs in New Hampshire schools, six of the 25 duties were perfectly 

aligned.  The remaining 19 duties each had a measure of misalignment with differences 

in rank order scores being as small as one and as large as 15.  

 The Phase II interviews provided the data to deepen the results of Phase I and 

answered research questions number two and three.  The interview data was analyzed, 

and several themes emerged with each theme having additional strands of information 

that clarified and expanded the data.  New Hampshire APs reported that, although the 

view the role of the AP as primarily transactional in nature, they strive to incorporate 

transformational leadership whenever possible.  Assistant principals also expressed their 

hope and belief that those serving in the role should be granted increased decision-

making authority, autonomy, in order to better meet the goals of the organization.  
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 The chapter ends with an overview of the validity and reliability of the study and 

provides information on the trustworthiness, credibility, transferability, and dependability 

of the study.  
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Chapter 5 

Findings, Conclusions, and Implications 

Chapter 5 presents the findings, conclusions and implications of the study.  The 

chapter begins with an overview of the study that includes key points from the literature 

review, the purpose, the research questions, and the design.  The findings of Phase I and 

Phase II are then presented with connections to the literature and conclusions that address 

each of the research questions.  Finally, implications for application and suggestions for 

future research are detailed.  

The Study 

Theories provide practical explanations of the answers found when ideas and data 

are gathered and analyzed collectively to answer research questions (White & Klein, 

2002).  It is a common belief among University professors that it is important for all 

educational leaders to have an understanding of leadership theories (E. Spear, personal 

communication, April 1, 2019).  Transactional leadership and transformational leadership 

are the two most familiar and prolific theories understood and practiced by educational 

leaders (Marzano, Waters, & McNulty, 2005; Smith, 2016).  Transactional leadership is a 

more traditional form of leadership (Avci, 2015) and is defined as leaders trading one 

thing for another with colleagues to reach the organizational goals (Burns, 1978).  Those 

tasks are typically managerial in nature.  Transformational leadership focuses on shaping 

the organizational structure, a collaborative culture, and the capacity of the staff as a 

whole to fulfill the goals of the organization (Hendriks & Scheerens, 2013).  Goodwin 

(2018) purported that truly great leaders have the characteristics of transformational 

leadership and hold the capacity to create cultures that inspire and motivate teams.  
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Purely transactional leaders produce weaker cultures in their organizations (Seashore 

Louis & Whalstrom, 2011).   

The role of the AP continues to be mired in managerial and clerical duties that are 

transactional in nature (Glanz, 1994; Mattocks, 2016; Kwan & Walker, 2012).  While 

there has been a shift in the duties performed by APs, still much of the AP’s day is spent 

performing managerial tasks (Sun, 2011).  Researchers described the role of the AP as 

essential to the effective functioning of schools (Austin & Brown, 1970; Gurley, Anast-

May, & Lee, 2015) and is a key member of learning communities that serve all students 

well (Shoho, Barnett, & Tooms, 2012).  Even still, the role of the AP is an underutilized 

resource in schools (Calabrese, 1991).  The traditional role of the AP has included 

primarily managerial, transactional type leadership tasks and responsibilities (Germes, 

2010; Glanz, 2004; Shoho, Barnett, & Tooms, 2012) and no longer fulfills the needs of 

our school learning organizations.  Changes need to occur in understanding of the role of 

the AP as more of an educational leader rather than the belief that the AP should 

primarily be a manager.   

 This study explored the possible misalignment between the anticipated roles and 

the actual responsibilities and tasks New Hampshire (NH) APs experience.  In assessing 

whether a gap existed between the anticipated and actual roles played by assistant 

principals, the findings suggest that there is a misalignment between what the assistant 

principals anticipated they would do and what they are actually doing.  Not all duties are 

misaligned, and the gap varies depending on the duty.  

 This researcher examined this misalignment by asking the following questions:  

1) What is the alignment or misalignment, determined by ranking, of what NH APs 
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anticipated their duties would be and the duties they actually perform; 2) How do current 

public school assistant principals in NH describe the alignment or misalignment between 

what they anticipated their duties would be and the actual duties they perform? and 3) 

How do current public school assistant principals in NH relate leadership theories to the 

alignment or misalignment between what they anticipated their duties would be and the 

actual duties they perform? 

The participant group for Phase I was developed using a purposeful sampling 

method (McMillan, 2016).  There were two criteria necessary for inclusion in Phase I of 

the study.  First, the individual must currently be employed in one NH public school and 

second, they could hold no other professional roles other than those of the AP.  Sixty of 

the possible 270 qualifying New Hampshire APs (22%) participated in Phase I of the 

study.  

The participants in Phase II of the study were purposefully selected from a 

volunteer group who had completed the Phase I survey.  Of the 60 qualifying NH APs, 48 

(80%) were willing to serve as participants for the Phase II interview process.  This 

researcher designed the study with a goal of interviewing ten NH APs with two coming 

from each of the five regions of the state, as defined by the New Hampshire Department 

of Education (Appendix G).  In addition, the goal was to obtain an elementary and a 

secondary AP from each of the five regions.  There was a total of ten participants in  

Phase II with at least one representative from each of the five regions determined by 

NHSAA.  Five of the interviewees were elementary school APs and five were secondary 

APs.  One region had three APs representing it.  
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Findings 

Answering the Research Questions 

 A sequential exploratory mixed methods study (Ivankova, Creswell, & Stick, 

2006; McMillan, 2016 ) was used to identify the anticipated performance and the actual 

performance of NH APs and to explore the thoughts and feelings of current APs 

regarding the difference between the anticipated and actual duties.  Phase I of this study 

involved the collection of quantitative data by surveying 60 NH APs.  Phase II of this 

study was based on the results of Phase I and involved follow-up qualitative interviews 

with ten volunteer NH APs who also participated in Phase I.  

Research Question 1 

 The first research question of this study asked, “What is the alignment or 

misalignment, determined by ranking, of what New Hampshire assistant principals 

anticipated their duties would be and the duties they actually perform?” This question 

was addressed using quantitative data in Phase I of the research design.  

The data indicated that what NH APs anticipated they would do in their job 

differs from what they actually do.  In statistical analysis, the use of Spearman’s rho 

coefficient can be used to determine the strength of a relationship between points of data.  

Nonparametric statistics are generally used for ranked or sorted data (Hollander, Wolfe, 

& Chicken, 2013).  Creswell (2005) states, "Spearman’s rho is the correlation statistic 

used for nonlinear data when the data are measured on ordinal scales (rank-ordered-

scales)" (p. 598).  Spearman’s rho rank correlation coefficient is a nonparametric rank 

statistic proposed by Charles Spearman as a measure of the strength of an association 

between two variables (Hauke & Kossowski, 2011).  The variables analyzed for this 
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study were: 1) the rank order number for each of the 25 duties when ranked by what APs 

anticipated their work would be, and 2) the rank order number for each of the 25 duties 

when ranked by what AP reported their actual work.  

For this study, the Spearman’s rho coefficient was calculated to analyze the 

difference of the anticipated rank order number and the actual rank order number of all 

25 duties, as a group.  The calculation was conducted using a Microsoft Excel® Data 

Analysis tool.  Spearman’s rho coefficient was found to be .633.  In statistical analysis, 

Spearman’s correlation coefficient rho falls as a value somewhere between +1 and -1.  A 

value of 0 indicates no association between the two variables.  A value of 1 indicates total 

correlation.  The value of .633 indicates that, although there is a positive correlation 

between what NH APs believed their work would be and what their work actually is, the 

rho value was less than 1.  Therefore, there is a measure of misalignment between the 

anticipated work and the actual work of NH APs and is explained in the following 

paragraph. 

To look more closely at the misalignment, this researcher analyzed each of the 25 

AP duties individually.  It is important to consider the possible measure of error when 

analyzing individual items within a rank order survey, especially when there are more 

than two items being ranked (Ammar & Shah, 2012).  Due to this inherent margin of 

error, it was not the goal to find an absolute determination of alignment or misalignment 

for each individual duty, rather, to find the likeliness or the possibility, and to what 

degree, each duty was found to be aligned or misaligned.  The degree to which each duty 

was aligned or misaligned was found by analyzing the rank order difference between the 

anticipated and actual duty score.   
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Table 5.1 indicates the differences in the AP ranking of anticipated and actual 

duties and is presented in descending order from greatest to least, with no account of 

negative or positive difference.  A difference of 24 on the rank order score would be an 

absolute misalignment.  A difference of 24 would indicate the duty was found to rank at 

the opposite end of the scale when comparing the anticipated and actual rank order 

scores, for that same duty.  A difference of 0 indicates perfect alignment. 

Table 5.1  

Differences in Ranking Duties Anticipated and Actual 

Duty Difference between 

Anticipated and Actual 

Alignment – Misalignment 

Label 

Lunch duty +15 Substantially misaligned 

Administrative duties +9 Substantially misaligned 

Instructional leadership -9 Substantially misaligned 

Curriculum development -8 Substantially misaligned 

School scheduling +8 Substantially misaligned 

Student attendance +8 Substantially misaligned 

Teacher selection -8 Substantially misaligned 

Teacher training -8 Substantially misaligned 

Staff development -7 Substantially misaligned 

Innovation & research -7 Substantially misaligned 

Formulating goals -7 Substantially misaligned 

Faculty meetings +6 Some misalignment 

Parental conferences +5 Some misalignment 

School budgeting -4 Some misalignment 

Articulation +3 Closely aligned 

School clubs +3 Closely aligned 

Counseling pupils +1 Closely aligned 

Public relations -1 Closely aligned 

Student discipline +1 Closely aligned  

Teacher evaluation 0 Perfectly aligned 

Ordering textbooks 0 Perfectly aligned 

Instructional media-services 0 Perfectly aligned 

Emergency arrangements 0 Perfectly aligned 

Assisting PTO/PTA 0 Perfectly aligned 

Assemblies 0 Perfectly aligned 
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Given the absolute highest differential of 24, Table 5.1 shows that the highest 

differential in this study was 15, the difference for Lunch duty.  Since no duties have a 

differential of 24, none are labeled as perfectly misaligned.  Duties with the differential of 

four, five, or six points indicate some misalignment.  Those with a differential of four or 

less are considered closely aligned.  Duties with a differential of seven points or higher 

are labeled as substantially misaligned.  Six of the 25 (24%) duties were perfectly 

aligned.  An alignment/misalignment continuum is one way to illustrate to what degree 

each of the duties were found to be aligned or misaligned by NH APs.  

 Figure 5.1 presents such a continuum with duties being placed at the number that 

corresponds with the difference in anticipated and actual rank order, for each duty.  The 

figure shows the alignment/misalignment, but not the direction (+ or -) for the difference.  

Figure 5.1 illustrates the six duties that were perfectly aligned, having no difference in the 

rank order scores between anticipated and actual.  These six duties were Assemblies, 

Assisting PTO/PTA, Emergency arrangements, Instructional media services, Ordering 

textbooks, and Teacher Evaluation.  This figure also illustrates that six additional duties 

received a difference of nine.  These two differential scores, zero and nine, account for 12 

of the 25 duties.  On this continuum of being perfectly aligned, zero, to perfectly 

misaligned, 24, there was a cluster of duties that showed a measure of misalignment.  

While none of the duties were perfectly misaligned, the figure indicates how drastically 

misaligned Lunch duty was compared with the other 24 duties.  

  A continuum is a way to show how items fall on points in a line and in 

relationship to each other.  The continuum shown in Figure 5.1 has 26 points, indicated 

by the black dots, ranging from zero to 25 on a continuum line.  These numbers represent 
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the difference between the anticipated and actual rank-order scores for each duty.  They 

are labeled on the figure as Rank Differential.  The six duties listed next to the zero are 

the duties that are perfectly aligned.  There is a cluster of three duties at rank differential 

points one and seven.  There is another cluster of five duties at rank differential point 

eight.   

     Rank Differential                                    Duty 

25   

24   

// (indicates a break in the sequence where no data points appear) 

15  Lunch duty 

14   

13   

12   

11   

10   

9  Administrative duties, Instructional leadership 

8 
 Curriculum development, School scheduling, Student attendance, Teacher 

selection, Teacher training 

7  Formulating goals, Innovation & research, Staff development 

6  Faculty meetings 

5  Parental conferences 

4  School budgeting 

3  Articulation, School clubs 

2   

1  Counseling pupils, Public relations, Student discipline 

0  Assemblies, Assisting PTO/PTA, Emergency arrangements, Instructional 

media-services, Ordering textbooks, Teacher evaluations 

Figure 5.1 Alignment / Misalignment Continuum. 

In summary, the answer to the first research question is that six of the duties were 

perfectly aligned.  The remaining 19 duties each had a measure of misalignment with 

differences in rank order scores from one to 15.  While it might be argued that anything 

that is not aligned is misaligned, this researcher chose to label those duties with a 

differential between one and three points as closely aligned.  This considers any possible 

margin of error.  In total, 56% of the duties were misaligned to some degree. 
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Research Question 2  

 The second research question of this study was, How do current public school 

assistant principals in New Hampshire describe the alignment or misalignment between 

what they anticipated their duties would be and the actual duties they perform?  This 

question was addressed using qualitative data gathered from Phase II.  Analysis of the 

interviews resulted in primary, secondary, and third cycle themes emerging.  Secondary 

cycle themes provided deeper understanding for the primary themes and third cycle 

themes enriched the corresponding secondary and primary themes.  The Phase II data 

resulted in some overlap of understanding within primary and secondary themes.  The 

findings are presented linearly, theme-by-theme, with overlap mentioned within the 

themes.  Findings have been synthesized and are viewed from a big picture perspective 

and presented as a whole.  Synthesis of the findings will help the reader understand the 

impact of the larger role while understanding the many parts involved.  The preliminary 

themes addressing this question were the themes of The Position and Calibration, which 

were explained in Chapter 4. 

 In general terms.  As a result of the Phase II interviews, the researcher realized 

that NH APs spoke with passion about their work.  These educators truly enjoy working 

with students and believe that what they do as leaders is important to the success of their 

schools.  The desire to have a positive impact on children was echoed throughout each of 

the interviews. 

 The interviewees described the alignment or misalignment both holistically and 

with great specificity.  NH APs spoke about their role being misaligned as a whole, 

encompassing all 25 duties.  Four of the interviewees spoke about their role in the AP 



THEORY TO PRACTICE                                                                                               175 

 

position being misaligned with their pre-employment expectations.   In general, one of 

the APs spoke about the duties being aligned with his expectations.  Jake understood 

before he became an AP that some of the tasks he would perform on a daily basis were 

transactional and some were transformative.  He believes the job is just what he expected 

it to be.   

When I first became [an AP], I thought my main job would be managing the 

building, taking care of the day-to-day stuff which obviously would include 

discipline, our student behavior, and dealing with those things that are more 

reactionary than things you may have planned for.  I haven't been shocked by 

anything to be honest. 

 Specific duties mentioned.  During the interview process, none of the ten APs 

spoke specifically about Instructional media services or Articulation.  Very little was 

mentioned about Formulating goals, Curriculum development, Emergency arrangements, 

Parental conferences, Teacher section, Student attendance, Faculty meetings, Public 

relations, Assemblies, School scheduling, School budgeting, Assisting PTA/PTO, School 

clubs or Ordering textbooks.  Two APs stated that Ordering textbooks was not their 

responsibility, yet Mercedes noted that she did her ordering of supplies during the 

summer months when teachers are not typically in the building.  

NH APs anticipated that the duties of Student discipline and Counseling pupils 

would be the second and third highest ranking duties of their role, prior to serving as APs.  

NH APs reported Student discipline and Counseling pupils to actually be the first and 

second highest ranking duties while serving in the role.   

 APs gave attention to specific duties by mentioning them in the interviews.  The 
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duties that received some attention during the interviews were Counseling pupils, 

Evaluation of teachers, Staff development, Teacher training, and Administrative duties.  

While these duties were discussed, the ones that garnered the most attention were 

Instructional leadership, Student discipline, and Lunch duty.  It is important to note that 

Jake was also shocked by the results of the Phase I survey, specifically the 

transformational duties of instructional leadership, teacher training, and formulating 

goals, which resulted in rank order scores with a difference of at least seven (Table 5.1).  

Jake stated, “It shocks me that those are that far apart.  I would think that, because those 

things are pretty important, at least in my experience…you are doing that all of the time.  

It is a huge part of the job.” Jake’s statement of surprise at the low ranking of those duties 

indicates that he is provided the opportunity to participate in these duties on a regular 

basis.  It is also another example of the lack of standardization of AP duties. 

 Every interviewee spoke about the duty of Student discipline being a very large 

part of their job.  Eight of them (80%) spoke directly about their job being predominantly 

concerned with Student discipline.  The combined voices of these APs described the duty 

of Student discipline, although it took up considerably more time than expected, as being 

a critically important way for them to help students.  While they knew that Student 

discipline was part of the job, they did not expect the duty to take up an overwhelming 

amount of their time. 

 Another duty which was mentioned over and over again was Lunch duty.  This 

traditionally transactional duty was a responsibility of seven of the ten APs.  When 

speaking about Lunch duty, APs spoke with passion, humor, frustration, and 

understanding.  Five of the seven were required to perform this duty and while they 
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acknowledged it to be transactional, they talked about making every effort they could to 

use the time for transformational learning.  Even with trying to make the most of the 

situation, they acknowledged their frustration in not being able to use the time more 

effectively.  Each of the five had a different tone when discussing this duty.  Some were 

clearly discouraged.  

 The desire to have increased authority in decision-making within duties extended 

beyond Lunch duty.  Elizabeth, for example, stated she would like to be able to oversee 

the duties she is assigned rather than be told how, when, and where to do them.  She 

voiced this desire in support of students as she is unable to help with other areas when 

following her required duty procedure, especially during her afternoon dismissal duty.  

This was evidenced by her statement, “Those are times of the day, lunch and recess, 

where there are a lot of behavioral incidents and, if I am on duty, I am not able to respond 

the way I would need to.”   

The purpose of duties in schools is to see that the school system is operating 

efficiently and effectively.  There is no doubt that NH APs believe duties are important to 

the functioning of schools.  They requested that the expectations that are placed on them 

be adjusted to better meet the needs of the organization.  APs are not asking to be given 

fewer responsibilities, by no means.  They are asking that changes in the expectations for 

implementation be considered, so that they may be better able to function in their roles.   

  Cognitive and affective language.  The neuroscientist Antonio Damasio (1994) 

contends that humans are not thinking beings who feel but are feeling beings who think.  

Table 5.2 highlights the words the ten interviewees used when responding to the 

interview questions.  The chart shows that they used words to describe their cognition – 
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what they thought about their work as an AP.  The interviewees used more affective 

words to describe the emotions and feelings about their position as an assistant principal.  

Many of those affective words were positive in nature, but some were negative.  The 

affection they spoke about was for the students they work with.  The frustration centered 

on a loss of control and resentment that their work cannot be more impactful. 

Table 5.2  

Words Used by the Interviewees to Describe their Work as an AP 

Cognitive Words - think Affective Words - feel 

Believe Affection  Competent 

Know Concerned Dismissed 

Think Feel Frustrated 

Understand Glad Grateful 

 Regretful Resentful 

 Sad Tired 

 Underappreciated Underutilized 

 

The ten NH APs who interviewed for this study spoke openly about their 

experiences in the role and their moods and emotions at work.  There were mentions of 

enjoyment, positive energy, and happiness that emerged countering the feelings of 

frustration.  Frustration was mentioned frequently and with fervor.  Eight of the ten 

(80%) APs addressed frustration in terms of lack of training, being locked in the role of 

AP, or being overlooked in their position.  Additionally, participants expressed frustration 

and strong feelings of dissatisfaction concerning the idea of being overlooked.  Seven NH 
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APs (70%) spoke about their sense of being overlooked as feeling dismissed, 

underutilized, and underappreciated as building leaders.   

NH APs expressed frustration regarding Decision-making strategies.  They 

passionately sought more autonomy.  Each of the ten NH APs (100%) spoke about 

aspects of their work being related to the decision-making strategies they may employ.  

Three participants (30%) described their responsibilities as being assigned by the 

building principal with very little room for their own decision-making.  NH APs (60%) 

spoke about their duties and other aspects of their daily work as being assigned by the 

building principal with varying degrees of personal autonomy being granted as to how, 

when, or where the tasks are performed.  Scott stated, “We want to be doing more 

student-centered types of things…I think there is a difference between what we would 

prefer to do and what we are responsible for doing.”  When talking about the duties she 

has, Elizabeth stated, “At this point, I have been assigned to duties and probably will 

continue to be.  I definitely would rather be able to oversee.”  

The participants were not complaining about having tasks assigned to them.  They 

were expressing their desire to be given permission to act as responsible, contributing 

members of the leadership team.   

 In summary, the second research question addressed the ways in which the APs 

described the misalignment.  The APs addressed the misalignment in both general and 

specific terms.  Jake was most articulate when he expressed his surprise about the 

transformational duties that were misaligned.  APs used both cognitive and affective 

language in their descriptions during the interviews as they spoke about their work in 

general.  
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Research Question 3 

 The third research question, How do current public school assistant principals in 

New Hampshire relate leadership theories to the alignment or misalignment between 

what they anticipated their duties would be and the actual duties they perform? was 

answered during Phase II of the research design.  

Leadership Theories and Style.  Theories are developed in order to explain the 

way the world works (Gardner, 1995).  An understanding of leadership theory, especially 

transactional and transformational, is necessary for effective leaders (Marzano, Waters, & 

McNulty 2005).  The terms theory, style, and behaviors mean the same thing when 

referring to leadership.  Hoy and Smith (as cited in Smith, 2016) contend that leaders 

need to recognize their style and the influence that style has on the effectiveness of a 

school.  Burns (1978) defined transactional leadership as leaders trading one thing for 

another with colleagues to reach the goals of the organization.  Transformational 

leadership focuses on shaping the organizational structure, a collaborative culture, and 

the capacity of the staff as a whole to fulfill the goals of the organization (Hendriks & 

Scheerens, 2013).  For this study, leadership theories were explored through the 

worldview of NH APs. 

 Transactional and transformational leadership theories are not mutually exclusive 

because a single leader may utilize each form at different times, depending upon the 

context of the situation (Yukl, 1998).  Finding the balance between the leadership styles 

has been the focus of leadership theory and practice for decades (Gardiner, 2006).   

 Each of the ten NH APs (100%) identified as using transformational leadership as 

their primary leadership style.  Participants also spoke about utilizing transactional 
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leadership out of necessity, and from time-to-time.  They expressed that the use of 

transactional leadership is often out of obligation rather than personal preference.   

 For this study, Glanz’ (1994) list of 25 AP duties was used to describe the work of 

the AP.  When cross-referenced with Marzano, Waters, and McNulty’s (2005) leadership 

behaviors, each duty was identified as either transformational in nature, transactional, or 

context dependent.  Leadership behaviors and styles are categorized as context dependent 

when the circumstances around the event change the leadership style used.  Table 5.3 lists 

the anticipated duties of NH APs and the corresponding leadership style while Table 5.4 

lists the actual duties the APs perform regularly.  Taken together, these two tables show 

how the NH APs related leadership theories to the alignment or misalignment of duties. 

 Table 5.3 lists the anticipated duties in rank order status according to the Phase I 

data of this study, which was completed during the summer of 2019.  The table illustrates 

the duties in order of anticipated pre-employment expectation.  The third column 

identifies the leadership style of each duty.  Transformative duties are identified as T, 

transactional duties are identified as t, and duties that are context dependent are labeled 

CD.  

 The NH APs ranked Instructional leadership, a transformational behavior, as the 

most important duty they believed they would be performing in their job as an assistant 

principal.  The expectation to be involved in transformational duties was echoed during 

the interviews as well.  Three of the top four duties anticipated by the NH APs are 

transformational in nature.  The second most anticipated duty was Student discipline, 

typically a transactional behavior.  The duties they believed or anticipated they would be 

spending the least amount of time on were Ordering textbooks and assisting or 
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overseeing School clubs.  

Table 5.3  

The Leadership Style of Anticipated Duties in Rank Order  

  

 Table 5.4 lists the actual duties and the corresponding leadership behavior.  For 

example, the NH APs ranked Student discipline as the duty that takes up most of their 

time.  In comparing the two tables, it is obvious that the aspiring APs knew Student 

discipline would be a major part of their work, and it is indeed, indicating a degree of 

alignment.  Instructional leadership, which ranked first in anticipation, ranked tenth in 

actual on-the-job performance, indicating a substantial degree of misalignment.  

Anticipated Duties of an AP Roberts, 2019 Leadership Style 

Instructional leadership 1 T 

Student discipline 2 t 

Counseling pupils 3 T 

Evaluation of teachers 4 T 

Staff development  5 CD 

Formulating goals 6 t 

Teacher training  7 T 

Curriculum development 8 T 

Emergency arrangements 9 t 

Parental conferences 10 T 

Teacher selection 11 T 

Administrative duties  12 t 

Innovation & research 13 T 

Faculty meetings 14 CD 

Student attendance 15 t 

Public relations 16 CD 

Articulation  17 t 

Assemblies 18 t 

School scheduling  19 t 

School budget 20 t 

Lunch duty 21 t  

Instructional media-services 22 t 

Assisting PTA 23 t 

School clubs 24 t 

Ordering texts 25 t 
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According to this study, APs spend the least amount of time on Ordering textbooks, just 

what they had anticipated.  

Table 5.4  

The Leadership Style of Actual Duties in Rank Order 

  

Actual Duties of an AP Roberts, 2019 Leadership 

Style 

Student discipline 1 t 

Counseling pupils 2 T 

Administrative duties  3 t 

Evaluation of teachers 4 T 

Parental conferences 5 T 

Lunch duty 6 t 

Student attendance 7 t 

Faculty meetings 8 CD 

Emergency arrangements 9 t 

Instructional leadership 10 T 

School scheduling 11 t 

Staff development  12 CD 

Formulating goals 13 t 

Articulation (graduation records) 14 t 

Teacher training 15 T 

Curriculum development 16 T 

Public relations 17 CD 

Assemblies 18 t 

Teacher selection 19 T 

Innovation & research 20 T 

School clubs 21 t 

Instructional media-services 22 t 

Assisting PTA 23  t  

School budget 24 t 

Ordering texts 25 t 

  

 The findings in Phase I and Phase II show that NH APs clearly aspire to be 

transformative.  Of the top 52% of the highest-ranking duties anticipated by NH APs 

(rank order spots 1-13), eight of those duties are categorized as being transformative 

(62%), four duties are transactional (31%), and one is context dependent (7%).  
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Conversely, of the top 52% of the highest-ranking duties actually performed by NH APs, 

four of those duties are categorized as T (31%), seven duties are t (54%), and two are CD 

(15%).  Figure 5.2 presents a comparison of the duty types that were ranked in both the 

anticipated and actual surveys.  It illustrated that of the duties labeled transactional, the 

APs anticipated that only four of these would constitute a focus of their work, when in 

fact seven did.  The reverse is true of those labeled transformational.  The APs 

anticipated that transformative duties would be their focus, when it fact, the was cut in 

half. 

 

Figure 5.2 Comparison of Duty Type as Determined in Anticipated and Actual Surveys 

 Traditional Role.  The traditional role of the AP has included primarily 

managerial, or transactional type of leadership tasks and responsibilities (Germes, 2010; 

Glanz, 2004; Shoho, Barnett, & Tooms, 2012), yet none of the NH APs identified their 

leadership style as being primarily transactional in nature.  Cognitive dissonance is a state 

of tension that happens when a person holds two conflicting ideas at the same time 

(Tavris & Aronson, 2015).  When we believe we are acting one way and in reality, we act 

0 2 4 6 8 10 12

Transactional Duties

Transformational Duties

Context Dependent Duties

Anticipated Actual

Top 52% Duties 
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another, we are experiencing this psychological state.  As humans, we easily rationalize 

the difference.  Summer apparently had been considering this when she said, “Is my 

leadership style the result of the positions I worked in, within the systems I’ve worked in, 

or is my leadership style how I expect to be as a leader?” 

 Participants described the role of the AP as very traditional, stuck, and dinosaur-

like.  When asked during the interview if there was anything else that readers should 

know about the work of a NH AP, Kate stated, “…allow the assistant principal to evolve 

into less of that very traditional, uptight, mean individual.  It is stuck.  Everything else is 

moving and advancing, but this role remains the same... progress the role to something 

more 21st Century.”   

 The work of an AP appears to have remained constant throughout educational 

research (Hauseman, Nebeker, McCreary & Donaldson, 2002).  Being bound by these 

traditional beliefs makes it more difficult for assistant principals to develop and 

strengthen the skills needed to become transformative leaders (Weller & Weller, 2002).  

It is apparent that APs want to be transformative leaders.  They are frustrated trying to be 

transformational in a traditionally transactional role.  

 Being transformational in a transactional role.  While examining leadership 

theories through the lens of their worldview, NH APs reported that, although they view 

the role of the AP as primarily transactional in nature, they strive to incorporate a 

transformational leadership approach whenever possible.  For example, when viewing 

duties through the lens of transactional, the focus is on the task versus relationships as it 

would be in transformational leadership.  Student discipline, a primary concern of an AP, 

can be managed as either punishment or examining the purpose.   
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 An assistant principal’s job often requires the person to assume a transactional 

view of the world.  NH APs are trying to change the traditional expectations and 

paradigm by shifting the work of the AP from transactional to transformative.  These APs 

are striving to work within the system and their limits to make their interactions with 

students and colleagues more transformative and effective.  They hope that this might 

happen for their colleagues as well.  

 The development of NH APs leadership theories.  Many of the traditional and 

current common beliefs that shaped the understanding of the role, responsibilities, and 

tasks of the AP were based on knowledge found within textbooks and their lived 

experiences (the traditional actions and behaviors exhibited by those within the role of 

the AP).  The beliefs are a result of each individual’s personal understanding or paradigm 

of what it means to be an AP (Hairston, 1982).  Each participants’ understanding of 

leadership theory and the role of the AP is a result of the individual’s informal and formal 

observations of the world (Gardner, 1991).  The third research question asked how 

participants relate leadership theories to their role as an AP.  Participants were asked how 

they developed their understanding of the role of the AP, prior to service.  The 

understandings shared by participants represent their working sense of the role of the AP 

(Gardner, 1991).  

 NH APs spoke about a variety of informal and formal observations fundamental 

in their acquisition of an understanding of the role.  Five NH APs spoke about building 

principals or other mentors as being influential in their professional development.  Three 

of those five spoke about the work of ineffective administrators serving as examples of 

what not to do.  Even those insights are learning opportunities.  Three NH APs spoke 
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about formal coursework as being influential.  Scott developed his understanding through 

formal coursework and through practical application of tasks related to what he perceived 

the role to be.  However, one of the participants pointed out that most of the knowledge 

and skills that are needed to be an AP are learned on-the-job, not through coursework.  

This researcher found that each of the interviewees had unique experiences and 

perspectives that supported their understanding of the role.  There was no single source of 

information that all participants had in common.  The understanding of the role of the AP 

that is adopted and accepted by those in education has created a mold in which the person 

should fit (Glanz, 1994, 2004).  This mold has become the paradigm of what the AP is 

rather than what the AP can be (Gardner, 2006; Pearce & Conger, 2003; Shoho, Barnett, 

& Tooms, 2012).  

 These findings do suggest that building principals, mentors, and graduate 

coursework, may be the primary informal and formal observable sources that support the 

participant’s understanding of the role of the AP, prior to serving in the role.  There is 

great importance and opportunity for each of these sources to provide meaningful, 

relevant, and specific skills-based instruction aligned with the actual work of the AP, for 

aspiring APs and principals.  

 The answer to the third research question, How do current public school assistant 

principals in New Hampshire relate leadership theories to the alignment or misalignment 

between what they anticipated their duties would be and the actual duties they perform? 

was answered during Phase II of the research design and is complex.  The APs who were 

interviewed know and understand about transactional and transformational leadership.  

They want to be transformative in their work and acknowledge that much of what they do 
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is transactional in nature.  Some of those interviewed mentioned how they make every 

effort to turn a transactional duty into a transformative one.  This conflict causes tension 

and frustration for the AP.  They believe that some of their frustrations could be tempered 

if they were given more autonomy to make decisions.  

Summary of the Findings 

The findings of the quantitative portion of this study, Phase I, indicate that some 

duties performed by APs are aligned with what they expected their job to be.  Six of the 

25 duties: Assisting PTO/PTA, Emergency arrangements, Instruction media services, 

Ordering textbooks, School clubs, and Teacher evaluation, used as the framework for this 

study (Glanz, 1994) were perfectly aligned.  Six of the duties were closely aligned.  Two 

of the duties showed some misalignment and 11 can be considered substantially 

misaligned.  The duties with the greatest misalignment were Lunch duty, Administrative 

duties, and Instructional leadership.  

The findings of the qualitative portion of this study, Phase II, were two-pronged.  

The first part revealed how NH APs describe the alignment or misalignment of the 

anticipated and the actual work.  Their explanations were given in three ways: general 

terms, with great specificity, and using cognitive and affective language.  The second part 

of this Phase found that although NH APs experience their role as heavily and 

traditionally transactional, they strive to incorporate transformational leadership as often 

as possible.  

Implications and Recommendations 

This researcher sought to make a contribution in the area of educational 

leadership, specifically as it pertains to the professional work of the assistant principal.  
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This researcher explored what NH APs anticipated their work would be prior to 

employment and then compared those results with the actual work they perform to 

determine if they are aligned or misaligned.  It was important to examine the calibration 

of duties because misalignment within the role can have negative consequences for the 

individual and for the school (Kwan & Walker, 2012).   

The APs were grateful to be a part of this study and expressed that in many ways.  

One said it was about time that someone was looking into the work of the AP.  In many 

ways, just being listened to and allowed to express their thoughts and feelings was 

empowering for these APs.  They examined their daily work in a different light and 

learned about themselves and their jobs.  It may be difficult to quantitaively measure the 

impact of this study on their work, but their words expressed their gratitude at being 

listened to and included. 

Implications for Institutions of Higher Education  

Eight New Hampshire colleges and universities provide K-12 principal 

certification programs with coursework designed to prepare graduates for the role of a 

building principal.  There are no institutions of higher education (IHE) in the state of 

New Hampshire that provide assistant principal certificate or licensure programs.   

 During the interviews, half of the interview participants reported that their 

graduate level coursework contributed to their understanding of the role.  The findings of 

this study indicated that there is a misalignment between the anticipated and the actual 

work of NH APs.  These two things together imply that institutions of higher education 

are not providing K-12 principal certificate graduates with a broad understanding of the 

AP’s actual role.  This is true for both the traditional practice and the potential the AP has 
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to improve student learning.   

 It is recommended that colleges and universities consider adjusting course 

requirements to better prepare graduates for the role of the principal and the AP, both 

singularly and collectively.  NH APs reported that, although Counseling pupils was the 

second highest ranking duty they actually perform, second only to Student discipline, 

they did not receive formal training in counseling in their principal certification program.  

Requiring a course in counseling would be of great benefit to perspective APs.  In 

addition, coursework focused on what the duties, tasks, and responsibilities of the AP 

actually are may help to reduce the misalignment.   

 The APs talked about the complex issues students are facing and that they want 

and need strategies to deal with students who have experienced trauma in their lives, so 

coursework on this subject would benefit APs as well as other educators.  Additional 

training on transformational strategies to improve skills in Student discipline and 

Counseling pupils may give the APs additional confidence in their work.  Some of the 

APs talked about trying to make Student discipline more transformative.  They have 

figured this out intuitively.  Coursework might provide strategies before the AP needs to 

take action on the job and struggles to figure out the process of disciplining in a 

transformative way.     

Implications for Policy Makers  

 The findings of this study have implications for policy makers at the state and 

local levels.  This study explored the role of the AP in New Hampshire, with the potential 

to influence the existing model of the assistant principal beyond the Granite State.  At the 

state level, policy makers may expand upon the duties of the school principal (ED 
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304.01) to better articulate and include the unique duties of the assistant principal.  Skill 

requirements could be updated to include components for student counseling, positive 

student discipline, and transformational leadership. 

 Locally, school boards may be better informed of what the capabilities and 

expectations of the role of the AP could be and, therefore, seek to approve updated job 

descriptions and other policies regarding the role of the principal and the AP.  For 

example, when the job descriptions of four random school districts were initially 

analyzed, it was shown that none of the job descriptions mentioned affirmation, change 

agent, contingent rewards, flexibility, or situational awareness (Marzano, Waters, & 

McNulty, 2005).  While each of four job descriptions mentioned five leadership 

behaviors involved in curriculum, instruction, and assessment this involvement was not 

evidenced in the interviews.  There is clearly a conflict between how the job is described 

to applicants and what the job entails in reality.  

 At the same time, policy makers should become more familiar with the research 

on transformational leadership and embrace the potential for this leadership model which 

results in school improvement.  This makes sense educationally, politically, and 

financially.  Good schools are important for communities to thrive.  Policies on 

administrative evaluation models employed by superintendents could also be examined to 

reinforce a transformational leadership model and support principals’ understanding of 

the overall leadership capability of AP, rather than the emphasis being on performing 

managerial tasks that have little if any impact on student and teacher learning.  

Implications for School / District Leaders 

 The findings of this study also have implications for district and school leaders.  
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At the district level, superintendents may reinforce the need for transformational 

leadership within building level school leadership teams.  Superintendents and building 

principals seeking fiscal responsibility may reflect on the findings as they consider the 

amount of time each day APs are assigned to managerial tasks and transactional duties.  

District leaders and principals may consider taking a close look at what APs are told to do 

and how they are told to do those tasks since the issue of autonomy was frequently 

mentioned in the interviews.   

 At the school level, principal supervision of APs should include the responsibility 

of fulfilling tasks and duties while granting autonomy to APs, so they may use their 

leadership capabilities as they see fit.  Assistant principals should be able to accomplish 

tasks and duties and fulfill responsibilities acting as they believe they should rather than 

being told how, when, and where to be.   

 District and school leaders might consider the use of a social worker and/or 

behavior specialist to help alleviate the overwhelming commitment to Student discipline 

and Counseling of pupils for the AP.  This is especially important when the behaviors of 

the students result from mental health issues. 

 Finally, districts and schools may consider increasing the recognition given to 

those who serve in secondary leadership roles, such as the role of the AP.  Recognition in 

the form of verbal praise, public appreciation, or award nominations generally cost 

districts little to no money but reap huge benefits.  Recognition for the positive impact 

APs have on schools could be increased at the school, district, and state level.  Districts 

may consider implementing an annual award for an AP to be presented at graduation or 

an event of similar importance.  Scott, one of the ten APs interviewed in Phase II, 
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recommended that more APs be recognized each year, at the state level.  He suggested 

that the current body of educational recognition, the New Hampshire Excellence in 

Education Awards (NH Edies), consider increasing the number of recipients within the 

AP category to match the number of principal recipients, each year.  In 2016, only one 

NH AP was awarded an Edies (www.edies.org/previous-years-winners/award-

recipients/).  At the same ceremony, three principals received recognition.  This is a 

typical arrangement.  Each school level can nominate a principal for top honors, where 

the AP recognition rotates between elementary, middle, and high. Positive employee 

morale contributes to increased effectiveness.  Community support and the belief that 

building leaders are good for schools helps district budgets to be more readily accepted 

throughout the budget planning and voting process. 

 The findings and implications for institutions of higher education (IHEs), policy 

makers, and schools and district leaders were discussed.  It is recommended that IHEs 

evaluate their course offerings and graduate programs to include the unique needs of 

those aspiring to serve as an AP.  Policy makers should examine the current lists of 

knowledge, skills, and duties of administrators to include special circumstances of an AP.  

At the local level, leaders should update job descriptions to better match what really 

happens on a day-to-day basis, or they might consider having the day-to-day work match 

the job description.  At all levels, an awareness of transformational leadership should be 

brought to the forefront.  Recognition for the work of the AP should be increased.  
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Study Limitations 

Limitations 

 Research studies have benefits and limitations.  It is important to acknowledge 

this in terms of generalizability to other populations (Tashakkori & Teddlie, 2010).  The 

limitations of this study are: 

• Any study asking participants to recall thoughts or feelings must acknowledge the 

possibility of memory error. 

• The work on an assistant principal is complex.  This study focused on the 25 

duties originating from a 1994 study.  While this researcher asked interviewees if 

other duties should be added to the list, this information was not considered in the 

survey completed by the 60 participants in Phase I. 

• This research study was limited to APs in New Hampshire.  It is a small state 

when compared to the original (Glanz, 1994) and follow-up (Sun, 2011) studies 

which were conducted in New York State. 

• This study focused on educational leaders in New Hampshire who may have 

similar cultural and educational experiences.  The potential similarities in cultural 

background, experiences, and theoretical understandings gained from institutional 

coursework are recognized as potential limitations of the study.   

• New Hampshire schools and their leaders are not representative of the US as a 

whole.  New Hampshire is typically among the leading states when it comes to 

student results on educational testing.  Additionally, leaders in NH take pride in 

the notion of local control that may not exist in other places.  This limits the 

generalizability of the results. 
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• The sample size was small.  There were 60 participants in Phase I and 10 in Phase 

II of this study.  As such, the sample limits generalizability.  

Researcher’s Bias  

 All researchers hold certain assumptions, beliefs, and biases.  Researcher bias 

happens when the researcher, knowingly or unknowingly, influences the outcome of the 

study to fit preconceived ideas.  At the beginning of this study, this researcher 

acknowledged personal biases related to this study.  Those biases are 

• having worked as an assistant principal for seven years, with two different 

principals, this researcher has her own personal understanding of what the role is;  

• the personal beliefs that APs are underutilized, and the role of the assistant 

principal is an important factor in school reform;  

• the understanding that transformational leadership styles and behaviors are more 

effective in achieving high levels of performance within schools than 

transactional leadership; and 

• every job, including that of the AP, contains some duties and functions that are 

transactional in nature and necessary to the organization. 

In order to mitigate those biases, this researcher took the following steps:  first, all 

quantitative data was analyzed by the researcher and by computer software.  Second, 

during the interview process, the researcher was mindful of giving time for the question 

to be answered, and then asked probing follow-up questions to be sure the meaning was 

clear.  All interviews were recorded and transcribed word for word.  The interviews were 

then sent to each interviewee for authentication.  Detailed notes allowed the researcher to 

go back to check the data without having to rely on memory alone. 
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Future Research 

 While there are important findings and implications from this study, additional 

research is warranted to further explore the role of the AP and the impact that role could 

have on schools.  It is suggested that further study include the following issues:  

1. Research examining school systems that operate outside the traditional paradigm 

of the AP is warranted.  Future research might identify those systems where a 

more transformational AP is the norm.  A look at their understanding of the role, 

how that understanding was developed, and how the change occurred would be 

valuable information for schools and school improvement efforts.  This could be 

in conjunction with examining the levels of success in schools with alternative AP 

roles. 

2. Examining building level leadership teams that function within a transformational 

culture would provide helpful information for educational leaders who are striving 

to better utilize the work of the AP.  Because the APs in this study expressed a 

desire to be more collaborative and transformational, it would be useful for those 

in the field to know how, and by whom, Glanz’ (1994) 25 duties are performed 

within a collaborative leadership culture.   

3. Examining schools with trained personnel who assist with student counseling and 

student discipline may result in significant changes in the day-to-day tasks of the 

AP.  These two duties consumed most of the actual time for APs in this study.  If 

trained personnel were employed in a school, what might that mean for the AP 

and the students? 
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4. Replicating the study with a larger population of APs for the purpose of greater 

generalizability.  This study was limited only to APs in New Hampshire and 

interviewed only ten APs from the Granite State.   

5. As noted earlier, this study utilized Glanz’ (1994) research instrument of the 25 

duties of the AP.  The same instrument was used by Sun (2011) 18 years after the 

original study.  This study on NH APs was conducted nearly 25 years after Glanz’ 

study.  It is recommended that another study take place in the future to see if the 

paradigm of the AP has changed.  There was a large gap between the Glanz and 

Sun studies.  This study took place eight years after the Sun study.  Changes are 

not taking place very quickly in terms of the role of the AP.  If IHE adopt some of 

the recommendations in this study and if the policy makers do the same, it would 

be important to conduct another study within the next five years.  In no changes 

are made, then perhaps another study would raise concerns about the 

underutilization of the AP again. 

Hearing Their Voices and Stories 

One of the ten interviewees, Muir, articulated what others were saying.  She 

stated, 

“I think it's [this study] a really great idea.  I love that this is happening.   A lot of times 

assistant principals are unsung heroes.  It's nice that someone's looking at this dynamic 

and actually giving voice to assistant principals.” Muir was proposing what psychologists 

know: humans want to contribute to the greater good.  They also want their voices heard.   

Assistant principals in New Hampshire were eager to contribute to this study.  

Within an hour’s time of sending the initial information about the study, four APs 
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responded with interest.  By the end of the next day an additional 25 APs had expressed 

interest in the study.  Although both Phase I and Phase II took place during the summer 

months, a time of the year when many APs are not required to be at work each day, there 

was an overwhelming response to the initial and subsequent invitations to participate.   

NH APs quickly consented to participate and completed the online survey at an 

astonishing rate.  Many of them completed the survey in the evening, when on vacation, 

and even on weekends.  Many of the 60 APs who consented to participate in Phase I 

replied to the invitation email with messages of gratitude and appreciation for the study.  

One AP indicated that she was pleased to participate in the study and that she was 

dedicating her efforts in honor and memory of her mother, a former NH public school 

administrator.  In addition to the 60 NH APs who completed Phase I, there were other 

NH APs who responded to the initial invitation yet, with regret, were not able to 

participate due to personal or medical reasons.   

Forty-eight of the 60 participants of Phase I consented to participate in Phase II 

with many of them sharing they would do whatever needed to support the study.  Due to 

the nature of the study and the limitations of the researcher, it was not possible to hold 48 

individual interviews for Phase II.  This overwhelming response for personal interviews 

prompted this researcher to consider holding focus groups in the future with NH APs who 

wish to contribute further and have the chance to talk to their NH colleagues about their 

educational hopes, wishes, and aspirations.  It was a humbling experience and honor for 

this researcher to facilitate the process of having their voices, singularly and collectively, 

heard.  
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Connecting Three Studies to Improve the Work of APs 

The duties aspiring APs anticipate performing has changed since Glanz’ original 

study in 1994 and those changes are summarized in Tables 5.5 and 5.6.  The tables show 

the three studies that have examined the misalignment between the anticipated and actual 

work of an AP.  The three studies, together, spanned two states, New York and New 

Hampshire.  Glanz’ study took place in 1994, Sun’s took place in 2011, and this study 

was conducted in 2019, 25 years after Glanz’ original research.  

Table 5.5  

Comparison of Studies Based on Rankings of Anticipated Duties, Glanz (1994), Sun 

(2011), and Roberts (2019) 

Anticipated Duties of an 

AP 

Glanz,  

1994 

Sun,  

2011 

Difference 

Glanz-Sun 

Roberts, 

2019 

Difference 

Sun-Roberts 

Teacher training  1 7 -6 7 0 

Staff development  2 8 -6 5 +3 

Curriculum development 3 6 -3 8 -2 

Evaluation of teachers 4 2 2 4 -2 

Instructional leadership 5 1 4 1 0 

Formulating goals 6 5 1 6 -1 

Innovation & research 7 12 -5 13 -1 

Parental conferences 8 11 -3 10 1 

Articulation  9 9 0 17 -8 

School scheduling  10 18 -8 19 -1 

Emergency arrangements 11 16 -5 9 7 

Assemblies 12 17 -5 18 -1 

Administrative duties  13 4 9 12 -8 

Instructional media  14 24 -10 22 2 

Counseling pupils 15 9 6 3 6 

Faculty meetings 16 13 3 14 -1 

Ordering texts 17 25 -8 25 -0 

School clubs 18 21 -3 24 -3 

Assisting PTA 19 23 -4 23 0 

Student attendance 20 14 6 15 -1 

Student discipline 21 3 18 2 1 

Lunch duty 22 20 2 21 -1 

Public relations 23 15 8 16 -1 

School budget 24 24 0 20 4 

Teacher selection 25 16 9 11 5 
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 In the Glanz study, aspiring APs listed Teacher training as the duty they believed 

would be at the forefront of their work.  Additionally, the results of his survey indicate 

working with teachers as a priority.  The first five duties in Glanz’ ranking of anticipated 

duties are teacher-focused, while working with students comes in at numbers 15, 20, 21, 

and 22.  The results of Sun’s survey (2011) of anticipated duties paints a different picture.  

The top two duties pertained to working with teachers; however, Student discipline 

moved from a rank of 21 in the Glanz study to a rank of three in the Sun study.  In 2011, 

aspiring APs considered that Administrative duties would be the fourth highest ranking 

duty. 

In the 2019 study, conducted by this researcher the anticipated duties that were 

ranked as most important were Instructional leadership and Student discipline.  The 

duties that had the greatest positional change were Articulation and Administrative 

duties.  Counseling pupils has been moving up the rank order in importance since the first 

study.  Each iteration of the survey showed a six-place increase in anticipated 

importance.  Counseling pupils was ranked fifteenth in the Glanz study, ninth in Sun’s 

study and third in this study.  APs are anticipating it to be an important part of their work 

more than it ever has been. 

Some of the duties maintained a consistent low ranking.  For example, lunch duty 

was ranked 22 in Glanz’s study, 20 in Sun’s, and 21 in this study.  Assisting PTO/PTA is 

another duty that received low ranking each time.  It is interesting to note that the duty of 

creating or assisting with the School budget ranked 24 across all three studies.  This 

means that the role of the AP does not typically involve working with the budget process 

at a meaningful or effective capacity.  Instructional media-services have moved down 10 
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rank spots, from 12 to 22, since the time of Glanz’ study and have remained consistent at 

22 since Sun’s study.  This may be due to the increased inclusion of personnel supporting 

technology integration and media services since the early 1990’s.  

 Table 5.6 compares the results of the three studies through the lens of actual work.  

Again, it is comparing the results of the Glanz study in 1994, the Sun study conducted in 

2011, and this study undertaken in 2019.  

Table 5.6  

Comparison of Studies Based on Rankings of Actual Duties, Glanz (1994), Sun (2011), 

and Roberts (2019) 

Actual Duties of an AP Glanz, 

1994 

Sun, 

2011 

Difference 

Glanz-Sun 

Roberts, 

2019 

Difference 

Sun-

Roberts 

Student discipline 1 1 0 1 0 

Lunch duty 2 7 -5 6 1 

School scheduling  3 8 -5 11 -3 

Ordering texts 4 25 -21 25 0 

Parental conferences 5 5 0 5 0 

Assemblies 6 18 -12 18 0 

Administrative duties  7 2 5 3 -1 

Articulation  8 23 -15 14 9 

Evaluation of teachers 9 4 5 4 0 

Student attendance 10 13 3 7 6 

Emergency arrangements 11 10 1 9 -1 

Instructional media 12 22 -10 22 0 

Counseling pupils 13 3 10 2 1 

School clubs 14 20 -6 21 -1 

Assisting PTA 15 21 -6 23 -2 

Formulating goals 16 9 7 13 -4 

Staff development  17 12 5 12 0 

Faculty meetings 18 11 7 8 3 

Teacher training 19 14 5 15 -1 

Instructional leadership 20 6 14 10 -4 

Public relations 21 17 4 17 0 

Curriculum development 22 15 7 16 -1 

Innovation & research 23 16 7 20 -4 

School budget 24 24 0 24 0 

Teacher selection 25 16 9 19 -3 

  

 Student discipline remains the duty consuming most of the APs time and is the 
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only duty that has maintained a consistent ranking and no differential in 15 years.   The 

duty that changed positions most drastically between the Glanz (1994) and Sun (2011) 

studies was Ordering textbooks.  In 1994, this duty consumed a lot of the APs time and 

effort.  It dropped in 2011 and continues to be a low priority.  The duty of articulation or 

communicating with the next and previous levels of study was important in the Glanz 

study with a rank order of eight.  That duty dropped significantly in the Sun study to rank 

order number of 23.  It has risen again in this study and currently occupies a mid-level 

position of 14.  Student attendance is another duty that has changed over time.  In 1994, it 

was ranked tenth.  It dropped three places to 13 in 2011 and currently is ranked at 

seventh.  Public relations, Curriculum development, Innovation and research, School 

budgeting, and Teacher selection remain at the bottom of the ranking.   

 At the conclusion of his study, Glanz (1994) also wrote about his implications and 

recommendations.  One recommendation concerned redefining the role of the AP.  While 

some positive changes in the role have occurred since Glanz’s original study, there is still 

much work to be done.  Of the top 52% of the highest-ranking duties actually performed 

by NH APs, only four of those duties are categorized as transformational.  Such 

important work as Instructional leadership ranked tenth in this study.  Innovation and 

research sadly ranked 20th out of 25.  While teachers and other administrators, as well as 

the public, are crying for more educational research, the AP is left out of the process.  In 

Sun’s 2011 study, APs were found to be more involved instructional leadership than in 

1994.  

 Glanz spoke at length about relieving the AP of lunch duty in order to increase 

instructional leadership opportunities.  Obviously, this has not yet happened.   
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Lessons Learned 

 As anyone who writes a dissertation, this researcher has learned a great deal in 

this process and would like to summarize some key points or lessons learned from the 

research and those participating in this process. 

First and Foremost, APs are Good People  

 NH APs are first people then assistant principals.  The ten people purposefully 

selected for Phase II interviews are a representative group of all APs in New Hampshire.  

The personal interactions this researcher experienced via emails, telephone conversations, 

and face-to-face conversations provided an in-depth look into the AP as a person.  NH 

APs are people who are dedicated to their profession and the children they serve.  They 

are hard-working, humble, and patient.  They went out of their way to be helpful to a 

stranger, who happened to be a colleague.  This researcher was impressed with their skill-

level and ability to be flexible thinkers.  Their time, energy, and expertise were gifts to 

the researcher and their profession.  

What the Role Should Be 

 The ten people interviewed for this study each held their own unique 

understandings and experiences in the role and the duties associated with it.  The personal 

information they shared provided details about their anticipated and actual work.  

Although they did not hold identical beliefs as to what the role of the AP is, there were 

commonalities within the group as to what they believe the role should be.  New 

Hampshire APs were frustrated because they are not permitted to do what they 

anticipated they would be able to do.  New Hampshire APs believe those serving in the 

role should:  be given fewer tasks that are managerial in nature; granted increased 

decision-making authority; and permitted to serve as transformational leaders, even when 
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accomplishing transactional duties.  Their desire to change the role was not for their 

benefit, but for the benefit of their learning community. 

The Tension Between the Ideal and the Actual 

 In many ways the job is not what the APs thought it would be and they are 

frustrated by that.  They see the need to learn more about counseling students, especially 

those with complex social and emotional issues.  They can’t do it all, or even all that they 

want, and that creates a tension for them.  The job may be stressful in itself and there are 

things like not having autonomy that make it even more stressful.  Perhaps this research 

will help.  

Summary 

Chapter 5 presented the findings, conclusions, and implications of the study.  

Implications for institutions of higher education, state and local policy makers, and 

schools and districts were detailed.  Recommendations for future research were presented 

for contemplation.  

This sequential exploratory mixed methods study explored the anticipated and 

actual duties of NH APs through the lens of leadership theory.  Transactional and 

transformational leadership are the two theories with which educators are most familiar 

and were the lenses for addressing the last research question. 

This study of 60 NH APs examined the misalignment between the anticipated 

roles and the actual responsibilities and tasks New Hampshire (NH) APs experience 

using Glanz’ (1994) 25 duties of the AP.  In assessing whether a misalignment existed 

between the anticipated and actual roles played by assistant principals, the findings 

suggest that there is some level of misalignment between 19 of the 25 duties in terms of 
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what the assistant principals anticipated they would do and what they are actually doing.  

This misalignment was evident in both Phase I and Phase II of the study.   

The findings of the qualitative portion describe the alignment and/or 

misalignment in the voices of the ten interviewees.  Their explanations were given in 

three ways: considering the role as a whole, with great specificity, and using cognitive 

and affective language.  Although NH APs experience their role as heavily transactional, 

they strive to incorporate transformational leadership as often as possible.  

According to the literature and verified by this study, the role of the AP has been 

used to handle transactions rather than as an agent of organizational change.  Fourteen of 

the 25 duties in the survey can be classified as transactional.  Three are context dependent 

and only eight are transformative in nature.  Five of the six duties which received a 

single-digit weighted rank-order score can be thought of as transactional.  This shows that 

there are some transactional duties that take little or no time in the regular workday.  

However, of the 13 duties receiving a weighed rank-order score of more than 12, only 4 

are transformative.  As Kurland, Peretz, and Lazarowitz (2010) remind us, 

transformational leadership style and behaviors have been shown to be most effective in 

school reform efforts.  The main responsibility of a transformational leader within a 

school setting is to develop a workplace environment in which teachers are able to 

collaborate and feel a sense of connectedness with the goals of the learning organization 

(Hendriks & Scheerens, 2013).  Having transformational leaders is required to produce 

high functioning schools.  

While researchers and practitioners see the need for a change in the AP paradigm, 

this has not happened since Glanz’s original study in 1994.  The traditional tasks and 
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responsibilities expected of the AP fall well below the measure of actual potential of 

those serving in this role if they were utilized to their full capacity.  Changes need to 

occur in understanding of the role of the AP as more of an educational leader rather than 

the belief that the AP should primarily be a manager.  Any resources that are 

underutilized in an educational setting, including APs, should be examined from both an 

academic achievement, personnel, and financial perspective. 
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APPENDIX A 

Participant Communication 

Initial Invitation 

 

The email below will serve as the initial communication with potential participants. The 

email will be sent from the researcher’s Plymouth State University email address 

(acroberts@plymouth.edu). 

 

Hello. My name is Alison Roberts. I am the principal of Newfound Area School 

District’s Danbury Elementary School in Danbury NH. I am emailing you as a doctoral 

candidate of Plymouth State University’s Doctor of Education program.  

 

I reach out to you requesting that you consider participating in my research study. My 

research focuses on the important work of assistant principals/deans in New Hampshire 

and I need your expertise.  The purpose of my proposed research is two-fold. First, I am 

exploring the possible issue of misalignment and underutilization of New Hampshire 

public school APs/Deans by examining the current role of the APs?Deans in this study as 

they rank the duties they actually perform and rank the duties they believe they should 

perform. Secondly, I will explore the actual and ideal job requirements of the AP/Deran 

in terms of leadership theories (transactional, transformational, transcendent). The study 

will be conducted in two phases.  
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Phase I of the study requires participants to complete an online survey that will take no 

more than 10 minutes of your valuable time. Upon completion of the survey, you will be 

given the option to be considered as a participant for Phase II of the study, a smaller 

group of volunteers. Phase II will consist of personal interviews to be held at the 

convenience of the participant, during the early summer months.  

 

If you are interested in participation in this study, please respond to this email and I will 

contact you.  

 

Have a good end of your school year and a wonderful summer. 

 

Sincerely, 

 

Alison Roberts 
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APPENDIX B 

Participation Packet 

 

This follow-up email will be sent to all APs/Deans who have indicated a willingness to 

participate in the study. 

 

Thank you for indicating your interest in my study of the work of APs/Deans in New 

Hampshire. Embedded in this email is the Plymouth State University’s Informed Consent 

Form. Please review the form, which is an important part of the Institutional Review 

Board (IRB) process in any research investigation. If you are willing to participate, please 

reply to this email with “Yes, I consent to participate” in the subject line. Such a response 

will be considered as your “signature” on this document. Please print this document and 

retain a copy for your files. Thank you. 
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APPENDIX C 

 

CONSENT TO PARTICIPATE 

 

VOLUNTARILY IN A RESEARCH INVESTIGATION 

 

PLYMOUTH STATE UNIVERSITY 

 

INVESTIGATOR(S) NAME: Alison C. Roberts, Ed.D. Doctoral Candidate, C.A.G.S., M. 

Ed 

STUDY TITLE: Theory to Practice: Exploring the Misalignment between Job 

Expectation and the Actual Work of the Assistant through the Lens of Leadership 

Theory 

 

PURPOSE OF THE STUDY 

The purpose of this proposed research is two-fold. First this researcher will explore the 

issue of a possible misalignment and underutilization of New Hampshire public school 

APs by examining the current role of the APs in this study as they rank the duties they 

actually perform and rank the duties they believe they should perform. Secondly, the 

researcher will explore the actual and ideal job requirements in terms of leadership 

theories.  

 

I am being asked to be a participant in the study because I am employed as an assistant 

principal/vice-principal/dean in a New Hampshire public elementary or secondary school. I 

have no other job responsibilities (i.e. special education director, teacher, Career Technical 

Education Director) beyond those normally associated with being an assistant principal.  

 

DESCRIPTION OF THE STUDY 

This study will be conducted in two phases. In Phase I the researcher asks participants to 

complete a four-part survey. Part 1 of the survey has questions about basic background 

information; In Part 2, the researcher asks that you rank duties you actually perform from a 

given list; Part 3 is similar to Part 2, but directs you to rank the duties you should perform 
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based on importance from a given list; Part 4 asks 2 open-ended questions regarding the 

duties of the assistant principal. It is estimated that completion of the survey will take no 

more than 10 minutes. Upon completion of the survey, you will be asked if you would like 

to volunteer to be a participant Phase II of the study, which will include a personal 

interview. These interviews will be conducted at the convenience of the participant. The 

goal is to have surveys completed before June 30 and interviews conducted during early 

summer. 

There are no known financial costs to participate in this study. 

RISKS AND DISCOMFORTS  

As a participant in this study, I may experience minimal risks. While the survey asks for 

demographic data, personal data will not be shared in the dissertation narrative. No 

identifying information will be used in the data presentation. All interview recordings and 

transcripts will be stored on a secure server.  

BENEFITS  

There may be no direct benefits of participating in this study; however, the knowledge 

received may be of value to educational leaders in deepening their understanding of the 

important role of assistant principals. Results from the survey will be used as the basic 

interview questions. Information from this study is also expected to be disseminated 

through scholarly articles and conference presentations. As such, it is expected that other 

universities and schools may also use this information to benefit their students. 

 

ALTERNATIVE PROCEDURES 

The alternative is to not participate in this study.  

 

CONFIDENTIALITY 

All documents and information pertaining to this research study will be kept confidential in 

accordance with all applicable federal, state, and local laws and regulations. I understand 

that data generated by the study may be reviewed by Plymouth State University's 

Institutional Review Board, which is the committee responsible for ensuring my welfare and 

rights as a research participant, to assure proper conduct of the study and compliance with 

university regulations. If any presentations or publication result from this research, I will not 

be identified by name or by personal details that would allow for my constructive 

identification.  
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Transcripts and recordings will be stored on a secure server with access limited to the 

researcher for a period of three years, at which time it will be erased. All printed data (i.e. 

documents or spreadsheets) will be maintained in a locked cabinet in a locked faculty 

office with access limited to the investigator for a period of three years, at which time it 

will be destroyed. 

 

TERMINATION OF PARTICIPATION  

I may choose to withdraw from this study at any time and for any reason. If I choose to drop 

out of the study, I will contact the investigator and my research records will be destroyed. 

The survey is designed to be anonymous. However, if the respondent wishes to be 

considered for inclusion in Phase II, then identifying information will be required in order to 

make contact.   

 

I understand that I must be employed as an assistant principal in a New Hampshire public 

school and that I have no I have no other job responsibilities (i.e. special education director, 

teacher, Career Technical Education Director) beyond those normally associated with being 

an assistant principal.  

 

I must be 18 years of age or older to participate in this study.  

 

COMPENSATION 

I will not receive payment for being in this study. Participation in this study is strictly 

voluntary. There will be no cost to me for participating in this research. 
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INJURY COMPENSATION 

Neither Plymouth State University nor any government or other agency funding this 

research project will provide special services, free care, or compensation for any injuries 

resulting from this research. I understand that treatment for such injuries will be at my 

expense and/or paid through my medical plan. 

 

QUESTIONS  

Each of my questions have been answered to my satisfaction and if I have further questions 

about this study, I may contact Alison Roberts, at 603-630-2713 or 

acroberts@plymouth.edu. If I have any questions about the rights of research participants, I 

may call the Chairperson of the Plymouth State University’s Institutional Review Board at 

603-535-3114 (Valid until July 1, 2021). 

 

VOLUNTARY PARTICIPATION 

I understand that my participation in this study is entirely voluntary, and that refusal to 

participate will involve no penalty or loss of benefits to me. I am free to withdraw or refuse 

consent, or to discontinue my participation in this study at any time without penalty or 

consequence.  

I voluntarily give my consent to participate in this research study. I understand that I will be 

given a copy of this consent form. 

Signatures : 

_______________________ 

Participant’s Name (Print)  

________________________                              

_____________________ 

Participant ’s Signature                                Date 
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I, the undersigned, certify that to the best of my knowledge, the subject signing this consent 

form has had the study fully and carefully explained by me and have been given an 

opportunity to ask any questions regarding the nature, risks, and benefits of participation in 

this research study.  

 

Investigator’s Name:  Alison Roberts  

_________ ____________________________________  ___June 6, 

2019__________ 

             Investigator’s Signature         Date 

 

 

Plymouth State University’s IRB has approved the solicitation of participants for the study 

until  

__________________________ 
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APPENDIX D 

Survey Ranking of Duties 

 

This survey is being conducted by Alison Roberts, a doctoral candidate of Plymouth State 

University’s Doctor of Education program. You have been selected to receive this survey 

as a result of a comprehensive review of all educational leaders in New Hampshire. 

 

Instructions: This survey is part of a doctoral research study on Assistant 

Principals/Deans seeking the following information: 

1) Your ranking of duties you actually perform as an Assistant Principal/Dean  

2) Your ranking of duties you think you should perform as an Assistant 

Principal/Dean 

 

This questionnaire is designed to be completed in about 10 minutes. It would be 

appreciated if you could complete this survey as soon as possible and no later than June 

30, 2019. Thank you in advance. 

 

Part I: Background Information 

Your School (please check):   ___ Elementary (Including any configuration of grades K-8 

in a stand-alone building)  

                                    ___ Secondary (Middle and/or High, including any 

configuration of grades 5-12 not housed in an elementary school) 

 

Part II. Ranking Duties You Actually Perform 

 

This table lists 25 duties. In the right-hand column, please enter a number from 1 to 25, 

ranking the duties in order of their frequency among the duties you actually perform. 

 

Duties Your ACTUAL duties ranked in order of 

frequency 

Administrative duties  

Articulation*  
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Assemblies  

Assisting PTA  

Counseling pupils  

Curriculum development  

Emergency arrangements  

Evaluation of teachers  

Faculty meetings  

Formulating goals  

Innovation & research  

Instructional leadership  

Instructional media-services  

Lunch duty  

Ordering textbooks  

Parental conferences  

Public relations  

School scheduling (coverages**)  

School clubs  

School budgeting  
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Staff development  

Student discipline  

Student attendance   

Teacher selection  

Teacher training  

 

*Articulation refers to administrative and logistical duties required to prepare for 

graduation (e.g.., preparing and sending cumulative record cards for graduating graders to 

next-level schools). 

**Coverages refers to scheduling teachers to cover for regular classroom teachers who 

are absent. 

 

Part III. Ranking Duties You Anticipated Performing 

 

Duties Duties you ANTICIPATED performing 

Administrative duties  

Articulation*  

Assemblies  

Assisting PTA  

Counseling pupils  

Curriculum development  

Emergency arrangements  
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Evaluation of teachers  

Faculty meetings  

Formulating goals  

Innovation & research  

Instructional leadership  

Instructional media-services  

Lunch duty  

Ordering textbooks  

Parental conferences  

Public relations  

School scheduling (coverages**)  

School clubs  

School budgeting  

Staff development  

Student discipline  

Student attendance   

Teacher selection  

Teacher training  
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*Articulation refers to administrative and logistical duties required to prepare for 

graduation (e.g.., preparing and sending cumulative record cards for graduating graders to 

next-level schools). 

**Coverages refers to scheduling teachers to cover for regular classroom teachers who 

are absent. 

 

Part IV: In Conclusion… 

 

1) Are there duties listed in the ranking tables that you think SHOULD NOT be 

included? If so, please identify them: 

 

 

2) Are their duties that DO NOT APPEAR in the ranking tables that you think SHOULD 

BE ADDED to the listings? If so, please identify them: 

 

 

You have finished the survey. Thank you very much for your participation!  

 

If you are interested in being considered to continue involvement in the study (Phase II) 

and be interviewed (about 1 hour) this summer, please add your name and email address 

below. To honor your willingness to connect and as a token of appreciation for your time, 

you will be eligible to receive your choice of either a Dunkin’ or Amazon gift card. 

Names of gift card winners will be drawn at random at the end of the data gathering 

process.  

 

Name ______________________________ Email: ______________________________ 
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APPENDIX E 

Definitions & Interview Questions: Phase II 

Transactional leadership-  Leadership in which leaders and followers utilize exchanges, 

trade one thing for another, with colleagues to reach the goals of the organization. 

Transformational leadership-  Leadership that is focused on change that involves 

personal connections between leaders and followers that raises the level of motivation 

among individuals while emphasizing collective purpose. 

 

Script: 

 

Researcher: Thank you for participating in this interview. It is my understanding that 

your participation in this study is completely voluntary. You do not have to answer every 

question and may refuse to answer any questions.  

The purpose of this research is two-fold. First, it will explore the issue of a possible 

misalignment and underutilization of New Hampshire public school APs by examining 

the current role of the APs as they ranked the duties they actually perform as well as how 

they ranked the duties they believe they should perform. Secondly, my goal is to explore 

the actual and ideal job requirements in terms of leadership theories. The purpose of this 

interview is to collect information on your views and perceptions of your roles and 

responsibilities in your daily work; and to relate leadership theories (transactional, 

transformational, and transcendent) to those duties. The result of this study may help 

educators, practitioners, and policymakers better understand the function of assistant 

principals in schools.  

The questions being asked are those about your perceptions and about what you identify 

as your major roles and responsibilities. Your identity will be kept strictly confidential 

and data will be presented under a pseudonym. What name would you like associated 

with your responses? The connection to your real name will be known to me alone.  

The time commitment is about 50-60 minutes.  

Are your ready to begin? 

 

This paper, which you may remember was emailed to you along with these questions, 

contains a summary of the aggregate data from the survey.  
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1) Do those findings resonate with you as an AP? Why or why not?  

 

2) Misalignment occurs when one’s theoretical understanding of a role is not in sync 

with the reality of his or her day-to-day tasks and responsibilities within that role. 

Please share with me what your thoughts are about any misalignment or 

alignment you thought about in doing this survey.  

 

3) Does the misalignment or alignment of the actual duties and the duties APs 

should perform cause dissonance or more of a sense of efficacy for you? How did 

this information make you feel? Had you considered it before you completed the 

survey?  

 

4) How would you describe your leadership style and how did you develop your 

understanding of that style?  

 

5) Would you say you are more of a transactional, transformational leader, or 

transcendent leader? You can refer to the definitions I sent you before the 

interview if you would like. Why is it that you see yourself as that type of leader? 

 

6) How do you relate your understanding of leadership theories to the actual duties 

you perform as an AP?  

 

7) How do you relate your understanding of leadership theories to the duties you 

think APs should perform (based on importance)? 

8)  What are your educational leadership aspirations/goals? 

9) Is there anything else you would like to tell me? 

Thank you so much for your time and expertise. I will be sending you a transcript of this 

interview. Please review it and make any corrections you deem necessary. 

Please feel free to contact me if you have any questions of concerns.  
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APPENDIX F 

Use of Survey 

Permission – Anna Q. Sun 
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APPENDIX G 

New Hampshire Department of Education Map of School Administrative Units 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Retrieved from: https://www.education.nh.gov/data/documents/sau-regions.pdf 

  

https://www.education.nh.gov/data/documents/sau-regions.pdf
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APPENDIX H 

Duty Rankings 

Instructional Leadership 

Student Discipline 

Counseling Pupils 

Evaluation of Teachers 

Staff Development 

Teacher Training 

Curriculum Development 

Emergency Arrangements 

Teacher Selection 

Administrative Duties 

Innovation & Research 

Faculty Meetings 

Student Attendance 

Public Relations 

Articulation 

Assemblies 

School Scheduling 

School Budgeting 

Lunch Duty 

Instructional Media-Services 

Assisting PTA/PTO 

School Clubs 

Ordering Textbooks 



THEORY TO PRACTICE                                                                                               241 

 

 

 

 

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Instructional Leadership - Anticipated (Score = 20.28) 

7% 5% 5%3%

28%

13%

8%7% 5% 5% 3% 3%1% 1%1% 1%

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Instructional Leadership - Actual (Score = 14.95) 

70.0% of responses in top 52%

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

Instructional Leadership 

Anticipated Actual

91.6% of responses in top 52% 

n = 60 

n = 60 

5% 5% 5% 5% 
8% 8% 8% 

10% 
7% 7% 

1% 1% 1% 3% 3% 3% 3% 
7% 7% 

Median       6 

Mode        11 (6) 

Range       2-24 

Median     1  

Mode        1 (17) 

Range       1-22 



THEORY TO PRACTICE                                                                                               242 

 

 

 

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Student Discipline - Actual (Score= 23.42)

96.6% of responses in top 

52%

56%

23%

8%
5%

1% 1% 1%1%

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Student Discipline - Anticipated (Score = 19.43) 

68.3% of responses in top 52%

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

Student Discipline

Anticipated Actual

10% 8% 7% 
5% 5% 5% 5% 3% 3% 3% 3% 

1% 1% 1% 

30% 

1% 1% 1% 1% 

n = 60 

n = 60 

Median      1 

Mode         1 (34) 

Range        1-23 

Median     1 

Mode        1 (18) 

Range       1-24 



THEORY TO PRACTICE                                                                                               243 

 

 

 

 

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Counseling Pupils - Anticpated (Score= 19.17)

88.3% of responses in top 52%

n = 60

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Counseling Pupils - Actual (Score = 20.48)n = 60

16% 15%15%
10% 8%8%

5% 5% 3% 3% 3%1% 1% 1%1%

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

Counseling Pupils

Anticipated Actual

10% 
7% 7% 7% 8% 8% 8% 

5% 3% 3% 1% 1% 1% 1% 

18% 

1% 
5% 

1% 

95% of responses in top 52% Median     2 

Mode        3 (16) 

Range       1-18 

Median     2 

Mode        2 (11) 

Range       1-25 



THEORY TO PRACTICE                                                                                               244 

 

 

 

 

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Evaluation of Teachers - Anticpated (Score = 18.85) 
n = 60

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Evaluation of Teachers - Acutal (Score = 19.77)n = 60

7%5% 3%

20%

13%
10% 10% 7%8%

5% 3% 3% 1% 1% 1%

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

Evaluation of Teachers

Anticipated Actual

18% 
13% 13% 

10% 10% 8% 
7% 7% 

3% 3% 3% 1% 1% 

98.3% of responses in top 52% 

95% of responses in top 52% Median     3 

Mode        6 (12) 

Range        1-24 

Median       6 

Mode       11 (11) 

Range      2-22 



THEORY TO PRACTICE                                                                                               245 

 

 

 

 

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duties

Staff Development - Anticipated (Score = 17.55)n = 60

11%
10% 10%

7%
1%1%

8%8%8% 7%
3%3%3%3% 3% 3% 1%1%1%1%

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Staff Development - Actual (Score = 13.38)n = 60

11%
8%7% 7% 7%7% 7% 7% 5% 5%5%3% 3% 3% 3%3%1% 1% 1% 1% 1%

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

Staff Development

Anticipated Actual

85% of respondents in top 52% 

58.3% of respondents in top 

52% 

Median     7 

Mode        13 (7) 

Range       3-23 

Median     5 

Mode        3 (7) 

Range        1-23 



THEORY TO PRACTICE                                                                                               246 

 

 

 

 

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Formulating Goals - Anticipated (Score 17.08)

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Formulating Goals - Actual (Score = 12.08)

51.6% of respondents in top 52%

n =60

13%

8%
8%

3% 3% 1%

8%8% 8% 7%7%
3%

8%
5%

1% 1%1%1%

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

Formulating Goals

Anticipated Actual

n =60 

73.3% of respondents in top 52% 

10% 8% 7% 7% 7% 5% 
3% 3% 1% 1% 1% 1% 

10% 
15% 

3% 
7% 5% 

1% 1% 

Median       4 

Mode        14 (9) 

Range       1-20 

Median     10 

Mode        13 (8) 

Range       4-23 



THEORY TO PRACTICE                                                                                               247 

 

 

 

 

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Teacher Training - Anticipated (Score = 16.80)

76.6% of respondents in top 52%

n =60

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Teacher Training - Actual (Score = 11.65) n =60

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

Teacher Training

Anticipated Actual

1% 1% 1% 1% 1% 3% 1% 3% 3% 5% 3% 
7% 

10% 
13% 13% 

8% 8% 
3% 5% 3% 

Median         3 

Mode        3, 7 (8) 

Range        2-25 

3% 3% 3% 3% 3% 1% 1% 1% 1% 1% 1% 

10% 10% 10% 
7% 5% 5% 5% 5% 

8% 8% 

38.3% of respondents in top 52% Median         8 

Mode   14, 17, 18 (6) 

Range        3-25 



THEORY TO PRACTICE                                                                                               248 

 

 

 

 

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Curriculum Development - Anticipanted (Score = 16.02) 

75% of respondents in top 52%

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Curriculum Development - Actual (Score = 11.45)  

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

Curriculum Development

Anticipated Actual

15% 
10% 

7% 7% 7% 8% 8% 

1% 1% 1% 1% 1% 1% 1% 1% 
5% 5% 5% 3% 3% 3% 

Median         4 

Mode            4 (9) 

Range          1-25 

n =60 

n =60 

45% of respondents in top 52% Median          9 

Mode           17 (6) 

Range          5-23 

7% 7% 7% 8% 

1% 1% 

8% 
3% 

10% 
7% 7% 7% 5% 5% 5% 5% 3% 3% 



THEORY TO PRACTICE                                                                                               249 

 

 

 

 

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Emergency Arrangements = Anticipated (Score = 14.98)

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Emergency Arrangements- Actual (Score = 15.47)

70% of respondents in top 52%

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

Emergency Arrangements

Anticipated Actual

71.6% of respondents in top 52% Median          7 

Mode             9 (9)  

Range           1-23 

n =60 

15% 
11% 

1% 1% 1% 1% 1% 1% 1% 
5% 5% 5% 5% 5% 3% 3% 3% 3% 

7% 
10% 

3% 

n =60 

Median         6 

Mode           10 (7) 

Range          3-19 

11% 
10% 10% 

7% 7% 7% 7% 
1% 3% 1% 3% 3% 5% 5% 5% 5% 

8% 

3% 



THEORY TO PRACTICE                                                                                               250 

 

 

 

 

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Reanking of Duty

Parental Conferences = Anticipated (Score= 14.77)

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Parental Conferences - Actual (Score = 17.67)n =60

Median         3

Mode           6 (7)

Range         2-22

86.6% of respondents in top 52%

11% 10%10%
8% 8% 8% 7%7% 5%5%

1% 1%1%1%3% 3% 3%3%

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

Parental Conferences

Anticipated Actual

n =60 

68.3% of respondents in top 52% Median        7 

Mode          11 (7) 

Range       3-23 

10% 11% 
7% 7% 7% 8% 

5% 5% 5% 5% 5% 
1% 1% 1% 1% 1% 3% 5% 

8% 



THEORY TO PRACTICE                                                                                               251 

 

 

 

 

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Teacher Selection - Anticipated (Score = 14.60)

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Teacher Selection - Actual (Score = 10.35)

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

Teacher Selection

Anticipated Actual

Median          5 

Mode     1, 10, 11 (5) 

Range          1-25 

63.3% of respondents in top 52% 

n =60 

8% 

1% 

n =60 

8% 8% 7% 7% 7% 5% 5% 5% 5% 5% 3% 3% 3% 3% 3% 
1% 1% 1% 1% 1% 1% 3% 

33.3% of respondents in top 52% Median         12 

Mode           19 (9) 

Range          4-24 

1% 1% 1% 1% 1% 3% 3% 3% 3% 5% 5% 5% 5% 7% 7% 8% 10% 10% 
15% 



THEORY TO PRACTICE                                                                                               252 

 

 

 

 

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Administrative Duties - Anticipated (Score = 14.08)

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Administrative Duties - Actual (Score 20.13)

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

Administrative Duties

Anticipated Actual

Median           4 

Mode           3, 22 (5) 

Range          1-24 

16% 

n =60 

53.3% of respondents in top 52% 

5% 5% 5% 
1% 1% 1% 1% 1% 

3% 3% 3% 5% 7% 7% 7% 7% 5% 
8% 7% 7% 8% 

Median         2 

Mode         1, 2 (10) 

Range        1-21 

88.3% of respondents in top 52% 

n =60 

16% 15% 

7% 7% 7% 8% 
5% 5% 3% 3% 1% 1% 1% 1% 



THEORY TO PRACTICE                                                                                               253 

 

 

 

 

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duties

Innovation & Research - Anticipated (Score = 14.03)

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duties

Innovation & Research - Actual (Score = 9.42)

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

Innovation & Research

Anticipated Actual

Median         12 

Mode           20 (7) 

Range          3-25 

Median         6 

Mode           6 (6) 

Range          1-25 

26.6% of respondents in top 52% 

10% 

n =60 

68.3% of respondents in top 52% 

10% 8% 8% 7% 7% 7% 7% 5% 5% 5% 3% 3% 3% 1% 1% 1% 1% 1% 1% 1% 

10% 

n =60 

10% 11% 
7% 7% 7% 8% 8% 

5% 5% 5% 3% 3% 1% 1% 1% 1% 1% 1% 



THEORY TO PRACTICE                                                                                               254 

 

 

 

 

0
2
4
6
8

10
12
14
16
18
20
22
24
26
28
30
32
34
36
38

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

R
es

p
o

n
d

en
ts

Ranking of Duty

Faculty Meetings - Anticipated (Score = 13.38)
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APPENDIX I 

OPEN-ENDED SURVEY RESPONSES 

 

Question #4: Are there duties listed in the ranking tables that you think should not be 

included? If so, please identify them.  

Thirty-four out of sixty respondents commented. Comments are listed in the order 

responses were collected. 

• Lunch duty 

• Ordering textbooks 

• Ordering textbooks 

• School clubs, Ordering textbooks, Instructional media-services 

• Ordering textbooks 

• I’m unsure what a few of the items are actually alluding to, so this is a difficult 

question to answer 

• Administrative duties (too vague to category) 

• Ordering textbooks 

• Ordering textbooks, Assisting PTO (we don’t have one), Teacher training and 

Staff development are hard to differentiate 

• Assisting the PTA, School clubs, Instructional media-services 

• Ordering textbooks 

• Family counseling, Staff mediating, Student crisis (take priority over everything 

• I view my job as a stop-gap before the principal. Anything they need me to get 

done is and should be on my list. 

• Budgeting, Lunch duty 

• In my building, other people address some of these areas, such as Student 

attendance and Budgeting. That may not be the case at some school, however.  

• Textbook ordering 

• Lunch duty, Assemblies, Ordering textbooks 

• Ordering textbooks, School clubs, Public relations 

• Instructional media-services 

• School clubs, Assemblies, Special 

• I understand this list, as this position varies greatly across the state. 

• Ordering textbooks 

• Well, it depends on the scope of the duties – I follow policy regarding attendance, 

but do not need to do much regarding the daily attendance gathering. 

• Articulation: I’m not 100% sure what this is and how it fits in my job. It is simply 

preparing students for the next grade level or is it preparing them for graduation 

and a different type of schooling? Administrative duties also. Are we talking 
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photocopying, printing, things that I do that a secretary could do for me? I could 

use a clearer definition of both. 

• Articulation (school counselors’ purview); Ordering textbooks (team leader / 

curriculum director purview); Instructional media-services (Tech and Media 

Center Purview) 

• Lunch duty 

• Many of the things listed are not things I do. 

• Instructional media-services (I don’t know what is meant by that) 

• LUNCH DUTY 

• There are some I don’t do. 

• I’m not sure what Instructional media-services is. 

• Ordering textbooks, I see this as the Curriculum Directors task. 

• Ordering textbooks 

• Ordering textbooks 

 

Question #5: Are there duties that do not appear in the ranking tables that you 

think should be added to the listings? If so, please identify them:  

Sixteen of sixty respondents commented. Comments are listed in the order responses 

were collected. 

• Sports 

• SE development 

• Special Education process 

• Strategic Planning: District Leadership Planning / Initiatives; Bus Duty 

• Regular meetings with PLC’s, Visiting Classrooms (Visibility) 

• Attendance at school events / functions. Chaperoning duties 

• Collaborating with colleagues 

• Facilities / Maintenance 

• Central Office Initiatives, Special Education Meetings, Team Meetings, Data 

Analysis, State / District Testing, Technology Assistance, Custodial Duties 

• 504 Coordinator / Meetings 

• Leading Communities (I used ‘faculty meetings’ to incorporate this) and serving 

as LEA in special education meetings (I used ‘parent conferences’ to incorporate 

this). 

• Data 

• Bus Duty 

• Climate Development / Maintenance 

• 504 Plans / Special Education Meetings 

• Creating Master Schedule, Policy Development 
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