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Understanding Principals’ Use of Emotional Intediige to Influence Their School Communities
Abstract
This qualitative hermeneutic phenomenological stsmyght to understand more deeply the
phenomenon of principals’ use of emotional intellige (El) to influence their school
communities. Studies about principal preparatiandls, Manser, & Mestry, 2007; Krugliak
Lahat, 2009; Hebert, 2011), suggest that principaisaining do not receive guidance about how
to develop the emotional capabilities necessamfloence how schools function. This
interpretive study sought to reveal how particisamderstood EIl and to identify the EI skills
and strategies that participants described as tmisém-depth interviews with three experienced
Massachusetts principals provided a large setwhtige accounts that were analyzed. Specific
strategies (Daiute, 2014) and templates (CrabtmdeMaller, 1992; Miles and Huberman, 1994)
were employed to extrapolate meaning from the tiges This data was interpreted as five
major findings. Salovey and Mayer’s (1990) Four+Bita Model of Emotional Intelligence
Domains was the theoretical benchmark selectedefatenced. Although the small sample size
does not make findings generalizable, the desigtemd possible to show how the phenomena
of El use by principals connects to the larger bofdgcholarship concerning EI.
The key conclusion drawn from the study’s findimgdicate that participants broadly understood
emotional intelligence to mean the acumen that lesgirincipals to build relationships and
establish trust for the purpose of improving ttseinools. Subthemes participants considered
essential included being open, being positive, dedspectful, being inclusive, being an active
listener, being self-reflective, being situatiogadlvare, and managing one’s emotions. Strategies

participants described entailed creating compreatierentry and strategic plans, modeling
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professional behavior, using evidence and usiraggsttforward language. Participants’ practical
recommendations comprise implementing these es$shiils and strategies within leadership
preparation programs, by providing for mentoringg allowing students to discuss and apply
theoretical ethical frameworks to practice. Futegearch could include longitudinal or mixed-
method studies and studying gender differencedrintkeaders’ use of El.

Keywords:aspiring principals, emotional intelligence, Sagwand Mayer’s Four-Branch
Model of Emotional Intelligence Domains, cognitiafeility model, emotional labor,

interpersonal intelligence, intrapersonal inteltige, adaptive work
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CHAPTER 1: INTRODUCTION

The purpose of this qualitative study was to dbscand analyze principals’ accounts of
their understanding, acquisition, and developméenwtional intelligence (EIl) and their use of
El to influence their respective school communitisis study was firmly rooted in a
hermeneutic phenomenological approach and emplogadtive inquiry techniques and tools to
provide further insights into the emotional intgdince capacities principals report using to lead
their schools. The study also used principals’ ant®to investigate whether emotional
intelligence development coursework should be mhetlin educational leadership preparation
programs.

The study sought to find both the common and distiopics and themes in participants’
lived experiences, and to improve current and &teaders’ successes in leading their schools.
The study sought to understand whether princigadanded the knowledge, development and

use of emotional intelligence as critical and neaegparts of their professional repertoires.

Personal Interest Statement

Prior to this inquiry, | interviewed four princigat various career stages. Their candid
reflections exposed a perceived gap between tketaft intelligences which they reported
principals need and the formal instruction theyereed regarding emotional intelligence in their
preparatory programs. Therefore, | proposed a hesatee phenomenological study of
“experienced” principals to create a rich accodrthe understanding and value each participant
placed on the topic of emotional intelligence withis or her professional practice. For the
purposes of this study, an “experienced” principalefined as someone who has served in this

capacity for ten or more years within the same sktbetting.
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As someone who is deeply interested in the devedopof principals, | view the
principal’s role as one that is highly social dieafive in nature. This view and interest aligns
with my philosophical preference for a social comstivist approach to the design of the study.
Accordingly, | constructed and utilized an intetpre one-on-one interview protocol with my
research participants to better understand the@emances and this phenomenon.

This study sought to reveal how participants a@gljideveloped and used the capacities
indicative of emotional intelligence in their preonal lives and how that knowledge may have
led to adaptations in their professional practicerdgime. The themes found evident in each
participant’s lived experiences may offer meaning asight to many, including the
participants, the researcher, and especially, cumencipals and new principals who are
embarking on their professional journeys. This gtaldo offered advice for those developing
educational leadership preparation programs.

Chapter One briefly explains the nature of the w{a) statement of the problem, (b)
statement of the purpose, (c) research questidpdgfinition of terms, (e) method (f)

delimitations, (g) significance of the study, ahgl ¢hapter outline.

Statement of the Problem

The study of the emotional intelligence of leadarthe business sector receives much
attention. Goleman (2013) states that “a primask t# leadership is to direct attention” and
specifically “to do so, leaders must learn to fotheir own attention...an inward focus, a focus
on others, and an outward focus” (p. 50). Thisest&int aligns with Salovey and Mayer’s (1990)
original definition of emotionally intelligent petgas “those who have the ability to self-assess
and modulate their behavior in order to guide athgs. 189). Salovey and Mayer (1990)

proposed The Four-Branch Model of Emotional Ingelfice, indicating four hierarchical
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domains or skills, which define one’s capacity éodonsidered emotionally intelligent: (1) how
to identify emotions, (2) how to use emotions,{8)v to understand emotions, and (4) how to
manage emotions.

Salovey and Mayer (1990) posited that an indivicaad both develop and increase his or
her emotional intelligence proficiency through sfie&nowledge of deficits and focused
attention to each of those identified domains. Bing self-focused and reflective, the authors
asserted that individual managers and leaders@zonie agents of their own awareness of, and
subsequent growth of, emotionally intelligent babav

The mixed-model approaches taken by Goleman (1&8%Bar-On (2013) differed from
Salovey and Mayer’s (1990) cognitive, mental apititodel in that Goleman and Bar-On blend
or “freely described personality characteristics tmight accompany such intelligence”
(Sternberg, 2000, p. 401) in their models, rathantfocus on cognitive ability alone. Some of
those characteristics listed were “personal inddpeoe, self-regard, and mood” (Sternberg,
2000, p 402). Sternberg (2000) further noted thizese mixed models treat mental abilities and
a variety of other characteristics such as motwvatstates of consciousness (e.g. “flow”) and
social activity as a single entity” (p. 403), whaseSalovey and Mayer focus on mental ability
alone.

The purpose of this study was to examine the cvgnskills and capacities of leaders
defined by Mayer, Salovey, & Caruso (2004, p. 2&8)indicative of someone with high
emotional intelligence. These qualities includedgnness and agreeableness; (b) being less apt
to engage in self-destructive behaviors, or vioggisodes with others; (c) being more positive
in social interactions; and (d) being more adeplestcribing motivational goals, aims, and

missions.



UNDERSTANDING PRINCIPALS’ USE OF El 4

Salovey and Mayer’s (1990) theory further predidtest emotionally intelligent
individuals were more likely to have (a) grown apiosocially adaptive households (i.e., have
had emotionally sensitive parenting); (b) were defiensive; (c) were able to reframe emotions
effectively (i.e. be realistically optimistic anggeciative); (d) chose good emotional role
models; (e) were able to communicate and disc@mfgs; and (f) had developed expert
knowledge in a particular emotional area such athatics, moral or ethical feeling, social
problem solving, leadership, or spiritual feeling.

Subsequently, in 2004, Caruso and Salovey bedarirgf managers specific advice on
how to develop one’s emotional intelligence skillee authors maintained that by applying
basic, practical questions aligned to each of threains, one’s capacity to become a more
emotionally intelligent manager [leader] is possibl

To be a leader in an affective, highly social s¢femvironment requires emotionally
intelligent behavior as well, perhaps even moreAsstudy sponsored by the Wallace
Foundation stated that “it is important to prepanacipals to be successful in their careers,
especially in developing their capacity to workwathers to influence their school’s direction”
(Davis, Darling-Hammond, LaPointe, & Myerson, 20054).

Being a principal is a complex and highly stressitdupation. Keltchtermans, Piot, and
Ballett (2011) noted this stress, stating thatiaggpal’s role is filled with a never-ending corafli
to be responsible to both self and others, andittigf complex and isolating role in which one
feels “torn and squeezed” (p. 100). Brotheridge laeel (2008) also agreed that conflict is
inherent in managerial emotion work:

It involves high strength relationships, and iswpported, unscripted, and

unacknowledged...Whilst managers are carrying ouhsegy rational change
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implementation, they are concurrently performingsible yet demanding emotion work

as part of their role, the consequence of which beapersonal conflict or tension. (p.

111)

Brotheridge and Lee’s (2008) views that “practigamare pulled in contrary directions as
they try to manage their dependence [on the folip\Wp. 285) are consistent with the conflict
between intrapersonal and interpersonal intelligenwhich other authors also observed (Cohen,
2005; Gardner, 1983; Hochschild, 1983).

Several challenges arise about a principal’s mlgositively influencing others through
the use of emotional intelligence: What is the ey for principals to learn to self-assess and
modulate their own behavior? Amidst the disparabe@s of emotional intelligence, how do
principals themselves define the traits and cajescibey have found to be most necessary and
useful in professional practice? Also, how do desig of educational leadership experiences
better prepare principals to manage the inhereeéstind conflict in their positions? How do
these designers help to develop the capacitiesithle principalsmotionally intelligent
leaders?

Recent research (Beatty, 2000, 2002, 2006; Beatdyekv, 2004; Hebert, 2011; Krugliak
Lahat, 2009; Leithwood, Louis, Anderson, & Wahlsttd®2004; Mills, 2009; Singh, Manser, &
Mestry, 2007) proffered recommendations that thdysbf emotional intelligence should be part
of principal preparatory programs, and the autkdes! the importance of school leaders to
possess these capacities. Mills (2009) conductadta-analysis focused on leaders in both
school and business environments and found theg théa moderately strong relationship
between emotional intelligence and effective lesklig@’ and that “this study has implications for

candidates in educational leadership preparatagrpms and the incorporation of emotional
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intelligence within that curriculum” (p. 22). Singh al. (2007) were much more specific as to
the importance of school leader’s possessing EdyHited that “the emotional intelligence of
leaders [in social, or affective environments] mttwice as much as cognitive abilities such as
IQ or technical expertise” and “that El is not ipposition to 1Q but it is an extension of the
human’s potential to succeed in a people-orientettr@nment” (p. 541).

These claims echo Gardner’s (1983) original thigkabout multiple intelligences,
specifically that there are two personal intelligesirequired in order to be emotionally
intelligent. Gardner treated intrapersonal intellige, or the understanding of self, and
interpersonal intelligence, or the capacity to e@&nd make distinctions between other
individuals as so “intimately intermingled” that bleose to introduce them as a pair (p. 255).
Furthermore, he posited that these personal igégltes are among the highest forms of
intelligence, a view that is in total agreementw#alovey and Mayer’s (1990) hierarchical
Four-Branch Model of ordering these emotional kmayskills.

Singh et al. (2007) also called for “a change incadional preparation programmes” and
advised that these abilities be a part of profesdidevelopment and mentoring networks to
provide support to educational leaders as theyesgrvo61).

Similarly, Krugliak Lahat (2009) concluded in haixed method study on educational
leaders’ perceptions of emotional intelligence tleaiucational leaders don’t know enough about
El, and that “mastering El can be an essentialftwdhim to lead and do his job effectively...
therefore mastering El is not an option for an etiooal leader, it is compulsory for his
effectiveness and his ability to lead successfuby"164).

Despite these numerous recommendations, thetasavidence to indicate that

principals are currently given the direction neeeg$o develop the emotional capabilities to
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influence how schools function. The 2005 Wallackdet Leadership Studyeveloping
Successful Principalsited that “little is known about how to help pripals develop the
capabilities to influence how schools function dratvstudents learn” (Davis et al., 2005, p. 5)
and that there is a “dearth of qualified schooti&gg” who can lead schools forward” (p. 4).
Furthermore, it noted that “Unfortunately the preges and standards by which many principal
preparation programs traditionally screen, seladtgraduate are often ill-defined, irregularly
applied, and lacking in rigor” (p. 5).

This 2005 study built upon the findings of a 2004dy also sponsored by the Wallace
FoundationHow Leadership Influences Student Learningich stated “We need to be
developing leaders with large repertoires of pcastiand the capacity to choose from that
repertoire as needed, not leaders trained in tlinedg of one “ideal set of practices” (Leithwood
et al., 2004, p. 8).

Beatty (2000, 2002, 2006) has studied the emotbdsshool leaders specifically. Beatty
(2000) asserted that “while writers and researctieracknowledge emotions as relevant to
teachers’ work... the emotions of leadership araiglly unmentioned” (p. 332). As part of her
research she asked principals in six different tt@sto anonymously share their thoughts about
the emotional aspects of their leadership rolessdramarize, she found that, “Leaders deal with
highly charged situations every day. The pressoiréise job add up to an emotional load that is
always present. Preparedness for the emotional afdtie principalship is foundational to
successful schools” (p. 32).

Hebert (2011) continued to research the relatignsbtween emotional intelligence,
transformational leadership and effectiveness bbsktprincipals. She recommended that

“principal preparation programs should considetuding a study of emotional intelligence and
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training on how specific strategies and skills eahance the leader’s abilities and skills in the
day-to-day interactions with all stakeholders” ).

The studies outlined above provided compelling ewcd that there is a need for
principals to possess emotional intelligence cdaciOne of the most noticeable research gaps
is the need to better define which specific tragsstituted these needed capacities and to
understand how these capacities are developede Bhgdies also suggested a need for
educational leadership development programs tebetjuip graduates with the emotional
intelligence capacities necessary to successfatipge all stakeholders. For these reasons, |
designed a more thorough hermeneutic phenomenalagiady of individual principals’
accounts, using narrative inquiry techniques antstto better understand how their

development and use of emotional intelligence ariltes their respective school communities.

Purpose of the Study

The purpose of this hermeneutic phenomenologiaalysivas to describe and analyze
experienced principals’ accounts of their undeditagy acquisition and development of
emotional intelligence and their use of El withieit professional practices to influence their
school communities. More specifically, through coctihg in-depth recorded interviews,
transcribing these interviews and then interprefiagicipants’ life texts it was possible to study
how they described being successful in effectingitp@ change, and what adaptations, if any,
they made to their professional practice as a tre$uinderstanding, developing and using their
personal emotional intelligence capacities. Alsascertained whether, according to participants
more training regarding emotional intelligence wbbave better informed and positively

impacted both their professional careers and theecs of current and aspiring principals.
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The study sought to find both the common and distiopics and themes in their lived
experiences, and to improve current and futuredesaduccesses in effecting positive change
through the use of emotionally intelligent behavibine study sought to understand whether
principals regard the knowledge, development ardofi®motional intelligence as critical and

necessary parts of their professional repertoires.

Research Questions

The following broad question guided this inquiry:
What are experienced principals’ accounts of thederstanding, acquisition, development,
and use of emotional intelligence capacities?
And specifically, the following six subtopics weaddressed:
1. What do these accounts reveal about how princigaderstand emotional intelligence?
2. How critical is emotional intelligence to princigapractice?
3. What experiences do principals attribute to thegmee or absence of emotional
intelligence?
4. What do these accounts reveal about how emotiatelligence is developed?
5. How has professional practice been informed angtadeover time because of one’s
acquisition, development, use and understandirggrmitional intelligence capacities?
6. What do these stories reveal about what may beedeededucational leadership

preparatory programs?

Definition of Terms

An Aspiring Principal is defined as a person who is in training to becarpencipal.
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Emotional intelligence(El) is defined by Salovey and Mayer (1990) as thbset of social
intelligence that involves the ability to monitarels own and others' feelings and emotions, to
discriminate among them and to use this informatiioguide one's thinking and actions” (p.
189).
Emotional labor is defined as “the management of feeling to cragiablicly observable facial
and bodily display” (Hochschild, 1983, p. 7).
Empathy is defined by Dictionary.com as the intellectutgntification with or vicarious
experiencing of the feelings, thoughts, or attisudéanother.
Hermeneuticsis related to philosophy, and is defined by @wdlins English Dictionaryas:

a. the study and interpretation of human behavaodr social institutions

b. (in existentialist thought) discussion of thepmse of life
and is used in this examination to describe theys&nd interpretation of participants’ life texts
to further understand their experiences of a shglnethomenon.
Interpersonal Intelligenceis concerned with the capacity to understand ttentions,
motivations and desires of other people. It allpesple to work effectively with others
(Gardner, 1999, p. 43).
Intrapersonal intelligence entails the capacity to understand oneself, toexgigie one’s
feelings, fears and motivations. It involves havamgeffective working model of ourselves, and
to be able to use such information to regulatdlivas (Gardner, 1999, p. 43).
Phronesis according to Aristotle (1941), is practical wisdoor the actions that flow from the
character of individuald?ersonal phronesisis what is good for one’s self apdlitical
phronesisis the practical wisdom to know what is good faean general [the common good]

(p. 1029).
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Salovey and Mayer’s Four-Branch Model of Emotionalntelligence Domains [arranged in
order of increasing complexity] include (a) theligpto perceive or identify emotion, (b) the
ability to use emotion to facilitate thought andbptize thinking, (c) understanding and
analyzing emotions or the ability to label emotiamsi recognize the relations among the words
and the emotions themselves, and (d) the abilitpaoage or reflectively regulate emotion to

promote emotional and intellectual growth (1990diAgram is included as Appendix A.

Significance of the Study

Prior research suggests that emotional intelligéscatical to the work principals do.
This study sought to describe and analyze pringigaicounts of their understanding,
acquisition, development and use of emotional igezhice and to reveal which learning
experiences participants regarded as importambpoaving their professional practices. The
common and distinct topics and themes uncoverezhpturing these principals’ lived
experiences by interpreting their life texts anshg#arrative inquiry tools and techniques to aid
in the organization, analysis and interpretatiodath may further understanding of the
phenomenon of how one’s professional practice lkeas informed and adapted over time
regarding the knowledge, development, use and atadeting of one’s emotional intelligence
capacities. This knowledge may impact the fieldbgause it suggests further foundational
supports, which may help prepare a principal tcettgy, use and to understand the role of
emotional intelligence within his or her repertanfevaluable professional practices.

This study sought to better assist principals imigg understanding regarding the
development and use of emotional intelligence megiuio positively influence his or her
school’s direction. Further, the study findings abBl use by principals connect to the larger

body of scholarship concerning El.
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Method

The study entailed a hermeneutic phenomenologpgaioach (Creswell, 2013, p. 79)
further informed by use of narrative inquiry tentpa(Creswell, 2007, p. 54) of three
“experienced” principals, defined as someone whasldeen a principal in the same

environment for ten years or more.

Rationale for Use of a Hermeneutic Phenomenologic&lpproach Using Narrative Inquiry

Tools

The study employed a hermeneutic phenomenologiettiad utilizing interpretive
narrative inquiry techniques and tools to assishéorganization and analysis of qualitative
data. Hermeneutic phenomenology is concerned witstudy of human cultural activity as
texts (Laverty, 2003). Texts can include writterverbal communication, visual arts and music
(p- 24). This study sought to describe the commeamng shared by a small heterogeneous
group of individuals about a specific phenomenoreg@ell, 2013, pp. 76-80); the
understanding and use of emotional intelligencetycipals. This called for interpreting their
hermeneutic texts, or stories about their livedegigmces. | wanted to study how participants
understood emotional intelligence and utilized thtslligence to influence their individual
school communities. Further, this phenomenon watoesd by extracting themes from
participants’ transcripts and interpreting the @égef each participant’s story, using narrative
inquiry techniques and tools.

The design and approach was also suited to thpleaize employed for the study.
Creswell (2013, p. 78), Denzin (in Baker & Edwar2i312, p. 23), and Bryman (in Baker &
Edwards, 2012, p. 18) all agree that an interpegiivenomenologic analysis may entail a small

sample size, yet provide “fine-grained,” in-deptic@unt of how individuals experience the
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phenomenon.Narrative inquiry is widely regarded as applicafolethe purpose of
understanding complex phenomena within a sociegpif@ & Dodge, 2005). These narrative
inquiry techniques included asking participantsropaded questions about their professional
practice, recording their voices, transcribing thescordings, and noting both verbal and non-
verbal responses to questions posed. The nariatjué’y tools employed were customized
templates to aid in the organization and analysikiding Thematic Data Summary Sheets, Plot
Analysis and Significance Analysis templates. Thegaplates were suggested for use by several
authorities in the field of qualitative analysi€luiding: Crabtree and Miller, 1992; Miles and
Huberman,1994; Little, 2008; Guba and Lincoln, 1994coln and Guba, 2000; Daiute, 2014.
The use of templates was an integral part of theys design. Using narrative inquiry templates
attempted to add insight and meaning to those wistad more fully understand the phenomena
of the experienced school leaders as virtuososxperts” (Dreyfus & Dreyfus, 1986, p. 50),
characterized as having the ability to seamlesgggrate emotionally intelligent capacities
within their repertoires of interpersonal skill.Pdore extensive description of study design and

methodology is delineated in Chapter Three.

Rationale for Use of a Focus Group to Pilot the Sty

There were several valid reasons to convene a fgroug; one of which is “to gain an
understanding from the perspective of the partitipaf the group” (Liamputtong, 2011).
Unfortunately, | had difficulty in convening suclgeoup, due in large part to the time the study
began; June of 2014. Most principals were busy etitth of year responsibilities and were
unable to meet in a focus group format. Howeveth Wie approval of my committee, five
individuals did agree to speak with me to pilot thaft questions. This piloting became Phase

One of the study. By meeting with these principbigas able to revise test questions to require
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participants’ answers to require more explanatiatier than simply answer as a yes or no
response. As a result of the piloting, one of seéeshquestions was revised. This revision is
shown in Appendix E.

| used a network broadcast strategy (Miles & Hulzerm994; Patton, 2001) to solicit
potential participants through my association vagisley University’s Ph.D. in Educational
Studies Community. | used the Lesley Community eiteil system to invite these colleagues to
either recommend participants, or self-nominaten$edves as candidates.

| also used that strategy to solicit the MassadisiS=condary School Administrators'

Association (MSSAA) in order to find suitable paipiants.

Interviews of Participants: Phase Two

After testing, revising and expanding the numbeantdrview questions from seven to
fifteen, a protocol was designed to use with thig@pants of the study. It encompassed
interpretive one-on-one interviews, which were rded for further analysis. | met with each
principal at least once, for two to three houmsxplained to participants that follow up sessions
or phone conversations were possible if furthetifcdation was necessary.

Analysis of Data

The interview transcripts (hermeneutical life-t¢xt®re coded and analyzed to find
common and distinct topics and themes in partidgiatories and to determine whether these
principals regarded the knowledge, developmentusedof emotional intelligence as critical
components of their professional careers. Theqjpaints’ transcripts were interpreted and
summarized using a qualitative hermeneutic phenotogital analysis approach informed by

use of narrative analytical techniques and toolgdi@g literature from experts in the field of
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gualitative (Maxwell, 2012) and narrative inquinciuding Atkinson (1998), Connelly and
Clandinin (1990), Denzin and Lincoln (2008), anduda (2014) guided the study.
The study was intended to reveal commonalitiesdiifiekences in each participant’s

reported use of emotional intelligence within hider school environment.

Delimitations

What follows are five delimitations to the studglichiting the study to Massachusetts
principals only; delimiting the study to experiedg&incipals having ten years of service in one
location; having a small sample size; considerinly &alovey and Mayer’s Four-Branch
cognitive ability model of emotional intelligencand constructing a qualitative,
phenomenological approach focused on narrativeysisalThese delimitations, and specific
limitations concerning this study, are further delted in Chapter Three and discussed in the

Future Research section in Chapter Five.

Chapter Outline

This dissertation consists of five chapters; thietents of which are described below.
Chapter One: Introduction

The introduction discusses how the topic of a ppaés emotional intelligence was
selected. It includes a personal interest statermdmet statement of problem provides the reader
with a research-based rationale and provides theexbfor the problem investigated in the
study. The purpose and the significance of theyséxglain why such research is being
conducted. A definition of terms is provided to the reader. A brief description of the research
methodology and a rationale for the number and tfpmrticipants sought for the study is

included. Delimitations are listed and explainecch@pter outline concludes this chapter.
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Chapter Two: Review of Literature

This review outlines the various bodies of literatthat were consulted. The literature
review includes a review of the topic of emotioimaélligence as it applies to school leaders, a
review of leadership approaches considered to st effiective in social or affective
environments, and it also includes vignettes céelpeople considered to be emotionally

intelligent leaders within U.S. history.

Chapter Three: Method

An introduction including a personal statement lofgsophical worldview and social
cultural perspective is articulated, followed bgedailed overview of the research design
selected. The participants and setting are exglai®is the instrumentation and data collection
procedures. The data analysis procedures are dedohdssues of trustworthiness are discussed,

as are the delimitations and limitations of thelgtltA chapter summary concludes this chapter.

Chapter Four: Results

This chapter includes the six research subquestindslata analysis for each of these
subquestions. Also included are the emergent thameshe resultant findings for each

subquestion. A chapter summary concludes this ehapt

Chapter Five: Summary, Discussion Future Research, and Final Re&fttions

This chapter includes an introduction and the rsabént points made in chapters one
through four and why this study is relevant. A dssion of the findings, including the practical
and theoretical implications, conclusions and rem@mdations for each is articulated for the
field to consider. A synthesis of understandingutlibe development of emotional intelligence

in leaders is provided. A conceptual model is ideldi to visually represent the problem and to
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define the four spheres of knowledge and the spdoibls recommended within each sphere as
essential foundational supports for such developn@se Figure 2. Future research, based upon
the specific delimitations and limitations of thady is discussed. A personal statement that
encapsulates what I learned from conducting ttisarch, and my hopes for the future regarding

the topic of emotional intelligence of leaders dade this chapter.
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CHAPTER TWO: REVIEW OF LITERATURE

Introduction

| studied principals’ understanding of emotionaélhgence because | wanted to know if
better understanding this affective dimension aflership from both the intrapersonal and
interpersonal perspectives would be beneficiah&opersonal development of principals
themselves. Furthermore, | anticipated that myifigsl might lead to new understandings for
those responsible for educational leadership patjoarprograms.

My interest in emotional intelligence sprang frorg mformal interviews (L. Maresca,
personal communication, March and April, 2011) Wahbr people who are either principals
today or who have recently retired. The interviéughlighted the arduous personal journeys
each person took through their individual princgbgps. These principals reported that they had
to learn independently, without benefit of instiantor guidance, how to navigate their complex
social environments skillfully. They found thesen*the-job” learning experiences to be painful,
lengthy, and isolating. These perceived gaps betwg@incipal’s formalized instruction in
addressing the affective emotional demands of hieeoposition and the independent learning
which had to take place before a principal was icemed “successful” in his or her school
relationships both prompted and inspired me tanlesore.

A study commissioned by the Wallace Foundatidtow Leadership Influences Student
Learning by Leithwood et al. (2004) noted that there awed'essential objectives critical to any

organization’s effectiveness: helping the orgamireset a defensible set of directions and
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influencing members to move in those directions™4p What this study did not reveal were the
affective skills a principal needed to possesgdento accomplish those objectives.

“Developing Successful Principals” by Davis et(@005), also commissioned by the
Wallace Foundation, acknowledged that affectiviisskiere required. The study supported my
perception that there was a gap in understandimgdmoeotional intelligence is initially
developed in leaders. Researchers Davis et al5§afiiserved that “little is known about how to
help principals develop the capabilities to inflaeftow schools function or what students learn”
(p- 21).

| anticipated that uncovering evidence of how pgpats develop these emotional
intelligence capabilities through literature andso@al research could positively impact the way
in which principals are formally and professiongligpared to lead the multiple constituencies
that comprise their school communities. Furthermouerent and aspiring principals might
benefit from having a greater formalized foundagidmowledge of how their personal
emotional intelligence develops and how it canrbproved.

Three questions guided this review of the litemaonstructed to further understand how
school leaders and other leaders influence theisttaencies using emotional intelligence, and
how these capacities are developed.

* What do we know about the emotional dimensiongadérship?

* Inleadership and school settings, what are thetiemad intelligence capacities
that are needed?

* What do we know about how these emotional intetitcgecapacities are

developed?
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The literature examined in Chapter Two is deliadah four sections: (a) the emotional
dimensions of leadership, (b) emotional intelligeapacities needed in business leadership and
school leadership settings, (c) what we know about emotional intelligence capacities are
developed, and (d) three U.S. leaders consideregamplify emotional intelligence. A chapter

summary concludes the chapter.

Emotional Dimensions of Leadership

The first section explores the emotional dimensmingadership. It includes a discussion
of Gardner’s (1983) theory of multiple intelliges¢cespecifically interpersonal and intrapersonal
intelligences; the various models of emotionallligence that have been constructed including
Salovey and Mayer’s (1990) cognitive ability modmintroversy about emotional intelligence
definition; and tests used to measure emotionalligénce.

Defining the emotional parameters of leadershgi fiequires an understanding of the
term emotional intelligence. Emotional intelligenselso commonly referred to in its
abbreviated form, El. The term gained a widespesdblarly interest with the landmark article
“Emotional Intelligence” (1990) by two seminal cohtitors to the field, psychologists Peter
Salovey and John Mayer. Salovey and Mayer’s origesearch was motivated by the gap
between the importance of emotions and the lewshath the average person understands them.
Salovey and Mayer defined emotional intelligencétlas subset of social intelligence that
involves the ability to monitor one's own and othéeelings and emotions, to discriminate
among them and to use this information to guidésaiénking and actions” (p. 189).

It is interesting to note the differing approachesxling researchers in the field have
taken to describe interpersonal and intrapersan@lligences. Salovey and Mayer (1990)

referred to them as social. Howard Gardner, a dpweéntal psychologist, labeled them as
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personal but with a caveat. In his bd&iames of Mind: The Theory of Multiple Intelligesce
(1983) Gardner expanded the notion of how humansmaart in many different ways other than
their intelligence quotient (IQ), or other standaed measures of intelligence. Gardner listed
seven specific intelligences. They are linguidbgjcal-math, musical, bodily-kinesthetic,
spatial, intrapersonal, and interpersonal. Gartheated intrapersonal intelligence, or the
understanding of self, and interpersonal intellgeror the capacity to notice and make
distinctions between other individuals, as so hirately intermingled” (p. 255) that he chose to
introduce them as a pair. Unlike any of the oth&zliigences he introduced he noted that neither
of these forms of personal intelligence can develdpout the other. Furthermore, he posited
that these personal intelligences are among theebigorms of intelligence, a view that is in
total agreement with Salovey and Mayer’s (1990)drhical ordering of emotional knowing
skills.

Salovey and Mayer’s Four-Branch Model of Emotionalntelligence

Salovey and Mayer’s approach (1990) to more deapdierstand emotions was to
arrange four different skills in a hierarchical man represented in Table 1, which they named
the Four-Branch Model of Emotional Intelligence dag this model is referred to as the ability
model of emotional intelligence as it focuses ogrstive ability.

Each branch is “arranged from more basic psychoédgirocesses to higher, more
psychologically integrated processes” (p. 10). &@mple, the lowest level branch concerns the
relatively simple abilities of perceiving and exggang emotion. In contrast, the highest level
branch concerns the conscious reflective regulaiifananagement of emotion.

Salovey and Mayer (1990) asserted that someondasagrootionally intelligent has

ability or competency in each of the emotional dome@&r branches: perceiving emotions, using
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emotions, understanding and analyzing emotionspaamthging emotions. Salovey and Mayer
posited that people differ in their abilities inchaof the domains but with specific knowledge of
deficits and increased attention, an individual icenease his or her emotional intelligence
proficiency. Someone’s emotional intelligence gemotior total sum of emotional intelligence is
referred to as his or her EQ, which is the clusfgrersonality traits, social graces,
communication, language, personal habits, friemdsn and optimism that characterize

relationships with other people.

The Emotional Intelligence of Managers

It took several years for Salovey to expand orntolpé&e of emotional intelligence as it related to
managers. Salovey teamed with colleague David GamarriteThe Emotionally Intelligent
Manager in 2004.

Caruso and Salovey (2004) offered managers spedfice on how to develop one’s
skills, using a schematic diagram for emotiondedathe Emotional Blueprint, which provided
linear, detailed how-to instructions for workingtivemotion. They adapted the titles of the
various skills to be more easily understood by academic mainstream readers. For instance,
“Identifying Emotions” was changed to “Read Pedpdad “Using Emotions” was changed to
read “Get in the Mood” (p.x).

The authors (2004) provided vignettes of hypotlaticanagers working through each of
the concepts to further a reader’s understandivghat emotional intelligence looks like in the
field. Their approach was practical, thoughtfulhegented and thought-provoking. The
appendices guided the reader to assess their awpatencies accurately. They pinpointed the

specific areas in which a manager needed workderdo improve his or her emotional
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intelligence skills repertoire no matter which angational setting he or she was positioned

within.

A Schism in the Field

The late 1990s spawned a host of other books carager’s use of emotional
intelligence, but lack the specificity and detdilGaruso and Salovey’s (2004) work. Daniel
Goleman, a recognized author on the subject of iemadtintelligence, popularized the term for a
more mainstream audience with several books osuhpect includingemotional Intelligence
(1995),Social Intelligencg€2006), and=cological Intelligence: How Knowing the Hidden

Impacts of What We Buy Can Change Everyt(20d.0).
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Table 1

Salovey and Mayer’s Four Branch Model of emotidnaglligence domains, arranged in order
of complexity.

Domain Description
perceive emotion the ability to identify emotionone’s physical states,

feelings and thoughts, ability to identify eias in other
people, designs, artwork, etc. through languagund,
appearance and behavior, ability to expressgtions
accurately, and to express needs relatecdsetfeelings,
ability to discriminate between accurate aratcurate, or
honest vs. dishonest expressions of feeling

use emotion to facilitate thought — one’s en®iprioritize thinking by
direction attention to important informati@ame’s
emotions are sufficiently vivid and availaBlethat they
can be generated as aids to judgment and rgemor
concerning feelings, one’s emotional mood gwichange
the individual’'s perspective from optimistegessimistic,
encouraging consideration of multiple pointsiew, and
one’s emotional states differentially encoeragecific
problem-solving approaches such as when hagpin
facilitates inductive reasoning and creativity

understand and analyze emotions employing emotlom@dledge — ability to label emotions
and recognize relations among the words aae@thotions
themselves, such as the relation betweergli&imd loving,
ability to interpret the meanings that emagiconvey
regarding relationships, such as that sadvfe=s
accompanies a loss, ability to understand dexrfieelings,
simultaneous feelings of love and hate ordidesuch as
awe as a combination of fear and surprisdityato
recognize likely transitions among emotionglsas the
transition from anger to satisfaction or franger to
shame

manage emotions reflective regulation of emot@mpromote emotional and
intellectual growth — ability to stay openféelings, both
those that are pleasant and those that ateasgmt, ability
to reflectively engage or detach from an eorotiepending
upon the judged informativeness or utilityiligbto
reflectively monitor emotions in relation toeself and
others, such as recognizing how clear, typiofluential or
reasonable they are, and the ability to maeagations in
oneself and others by moderating negative iemoand
enhancing pleasant ones, without repressing or
exaggerating information they may convey

(Salovey & Sluyter, 1997, p. 11)

Reproduced with permission, John D. Mayer 2015
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Mayer, Salovey, and Caruso (2008) found Golemanitngs limiting in scope. In 2008
the authors defended their original theory by pitong the clarifying article “Emotional
Intelligence: New Ability or Eclectic Traits?” Thauthors acknowledged that there was a
“schism in the field” and that the term was beisgd “in too many ways” and to “cover too
many things” (p. 503). Mayer et al. (2008) urgelddars to resist “the seduction of the
emotional” (p. 513) but to understand the termigglm its purest form. They made five
recommendations to clarify one’s thinking on thbjeat. First, researchers should cite research
literature rather than journalistic renderings @éstific concepts. Second, researchers should
limit the term to the abilities at the intersectlmetween emotions and intelligence, specifically
limiting the set of abilities involved in reasoniaout emotions and using emotions to enhance
reasoning. Third, researchers should also refoousgearch relevant to the ability conception of
El, whichincludes studies using emotional knowledge measarastional facial recognition
ability, levels of emotional awareness and emergasgarch on emotional self-regulation and
related areas. As a fourth recommendation, Mayal. eautioned that personality traits such as
need for achievement, self-control, and emotiorsals such as happiness and social styles such
as assertiveness should be called what they dherithan being mixed together in haphazard-
seeming assortments labeled as El. Finally, theocasitstated that greater attention should be
placed on issues of culture and gender, and timgiact on El theory and the measurement of El

(p. 513).

Testing One’s Emotional Intelligence

Mayer et al. (2008) asserted that emotional irggetice can be measured. In 1992 they

created an ability-based test designed to meakarearious domains of their Four-branch El
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ability model. This is the Mayer-Salovey-Caruso Eomal Intelligence Test or MSCEIT

(2003). The MSCEIT is based on three guiding pples: that emotions are critically important
to a person’s success, that people vary in theatiemal skills, and that these emotional skills
can be measured objectively. Some of the applicstior its use are the following: for the
selection and promotion of key individuals (leafleisr one’s career development, for executive
coaching and leadership development, for counselmygtherapy, and for seminars and
workshops.

Because it was developed by three of the leadisgarehers in the field, the MSCEIT
(2003) is one of the most recognized tests for oméag someone’s emotional intelligence.
There are others, such as Reuven Bar-On’s (201®)eqbd of El, which is a self-reported test
designed to measure competencies including awaesiesss tolerance, problem solving and
happiness. Other tests include The Multifactor Bomat Intelligence Scale, or MEIS (Conte,
2005), a performance-based test designed to asgesson’s ability to perceive, identify,
understand and utilize emotions, the Seligman Butronal Style Questionnaire or ASQ
(Dykema, Bergbower, Doctora, & Peterson, 1996) cWwhvas originally designed as a screening
test for the Metropolitan Life Insurance Companhjakt measures someone’s optimism and
pessimism, and the Emotional Competence InventoBG) (2012), which is more of a 360
degree review. The individual being scored takesB@1 test, but other people such as
managers, peers, clients/customers and othersméract with the subject in various roles also
offer their ratings on several different emotioocaimpetencies in order to provide a more
comprehensive assessment of a subject’s El abilitie

Cherniss (1999) provided nineteen separate pargsgport why emotional intelligence

testing is important to any work organization. Gpecific study cited by Cherniss was the
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analysis of 515 senior executives by Egon Zehnaternational (1999), a global executive
search firm (p. 4). The firm found that an execeisvemotional intelligence was a better
predictor of success than either relevant prevegserience or high 1Q. Cherniss also cited that
the Center for Creative Leadership found that tigry cause for derailment by executives
involved deficits in emotional competence, spealfig difficulty in handling change, not being
able to work well on a team, and poor interpersoalations (p. 2).

In summary, it appears that much is known aboutd#fmition of and dimensions of
emotional intelligence, and that those measuredbeapplied to determine whether someone is
capable of being a leader. A person’s emotionalligence capacities can be measured and
analyzed, using either Mayer et al.’s (2008) insteat, the MSCEIT (2003), or another test. If
one accepts Salovey and Mayer’s theory (1990) hieeor she agrees that these cognitive ability
skills can be developed, are hierarchical and bedoereasingly complex to master.

The second section of the literature review exmldahe emotional intelligence capacities
one needs to lead business or educational seEtatker, the major differences between the two

sectors, and the types of leadership commonly usedch setting, were underscored.

Emotional Intelligence Capacities Needed in Busise Leadership and School
Leadership Settings

A review of the literature pointed to the type ai@ionally intelligent leader needed to
lead today’s schools. This section elucidateslt#eters must understand complex concepts;
what it means to be authentic; how to manage adr{fliohen, 2005) and emotions in a
legislative context; the dynamics of a leader/menglxehange (LMX); and how important the
gualities of positive thought, hope, and trustiarerder to be successful motivators of others. In

addition, school leaders need to be able to quiakty accurately read the contextual clues of



UNDERSTANDING PRINCIPALS’ USE OF El 28

their environments, and make sense of\vaoynding experiencesr crisis event in their
leadership practice, that they may have encouniarteir roles (Ackerman & Maslin-

Ostrowski, 2004, p. 28).

Authenticity

In this current era those individuals who atghentic leadergAvolio, Gardner,
Walumbwa, Luthans, & May, 2004, p. 802), or thos®whow mastery of both intrapersonal
and interpersonal realms, seem to be the mostdalsaders who better understand their own
interpersonal and intrapersonal selves (Gardn&3)1®ould then be defined as authentic
leaders, or, according to Avolio et al. (2004):

those individuals who are deeply aware of how théyk and behave and are perceived

by others as being aware of their own and othexies/moral perspective, knowledge,

and strengths; aware of the context in which thggrate; and who are confident,

hopeful, optimistic, resilient, and high on morkbeacter. (p. 802)

Mayer et al. (2004) made some distinctions abaegdtwho exhibit high emotional
intelligence. They reported that emotional intedhge improves an individual’s social
effectiveness. They characterized high El individ@es “being more open and agreeable to
others and drawn to occupations involving socitraction” (p. 210). They asserted that high EI
individuals are “less apt to engage in negativeaif-destructive behaviors” (p. 210) and “are
particularly good at establishing social relatidpstwith others” (p. 210). They suggested that
these individuals “may be more adept at descrimogivational goals, aims and missions” (p.
210). They reported that “these individuals, byilong coaching advice to others, and by
directly involving themselves in certain situatipassist other individuals and groups of people

to live together with greater harmony and satiséact(p. 210).
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Managing Conflict and Emotions

One of the primary issues, then, of authentic pukkdership is the constant conflict between
what is good for self and what is good for othérs difficult for leaders to acknowledge that
there will always be conflict and that there isoatmuing need to manage the conflict that arises
between these two competing demands. This sourcendiict and need to manage one’s
emotions is a recurrent theme throughout the titeea beginning with Aristotle (2009), and later
refined by Hochschild (1983), Salovey and MayeO@)9 Cohen (2005), Naqgvi (2009), and
more currently, Schaubroeck and Shao (2011).

Aristotle (2009) discussed complex emotional ingelhce skills, those that Salovey and
Mayer centuries later referred to as the most cerbpierarchical emotional intelligence skills,
without the benefit of having “emotional intelligeat in his lexicon when he wrote the
Nicomachean ethicseries. This series served as a guide for peapkkgspecially, leaders] to
live their best possible lives and was concerndt tth individual [intrapersonal intelligence]
and communal [interpersonal intelligence] growth.

Aristotle (2009) didn’t deny that a good personlddae angry. He also did not offer
guidance on how to be emotionally intelligent retyag the management of one’s anger. Rather,
he said that anger should be “on the right grouadd,against the right persons, and also in the
right manner and at the right moment and for tgbktriength of time” (Book IV, Chapter 5). His
guidance, therefore, suggests the management dgfagsothe highest branch of Salovey and
Mayer’s Four-Branch Model (1990).

Much later, Hochschild (1983) introduced the cona#@motional laboy or managed

emotion,with The Managed Heart: Commercialization of Human Fegh 1983.
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Coincidentally, Gardner’srames of Minddebuted the same year. These two works are known
as benchmarks for greatly increasing our undergtgraf managed emotion in the workplace
and the importance of recognizing one’s multipkelilgences.

Hochschild’s (1983) work was groundbreaking in tstaé¢ defined the teremotional
labor as “the management of feeling to create a pubtiblservable facial and bodily display” (p.
7). She elaborated by saying

this labor requires one to induce or suppressngéh order to sustain the outward

countenance that produces the proper state ofsothehis kind of labor calls for a

coordination of mind and feeling and it sometirdessws on a source of self that we

honor as deep and integral to our individualipy.®)

She examined airline attendants’ attitudes abauwbrk they do, and observed their
coping mechanisms for dealing with the various f@oits of the workplace that are conducted in
the public eye. She noted that there was a coitficuse the service worker’s appropriate
behavior was part of the sale or transaction batvpeevider and consumer, and thus was more
commercial in nature than a transaction in whianeone did not interface with the consumer.
The attendant was expected to be “nice” no mattertwhe customer did. Hochschild developed
the term “feeling rules” (p. 56) in order to expeghich managed displays of emotional
responses were appropriate for an attendant ttagisphe examined the conflict between what
the “unmanaged, authentic self” (p.192) wants tpashal what the “false self” (p. 187) needs to
do, in order to do the work of serving the publiagously at all times. Hochschild (1983) also
coined the term “emotional dissonance” (p. 90)dedalibe the process of maintaining a

difference between feeling and acting.
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Hochschild (1983) theorized that attendamidace ac(p. 33) in order to cope. Surface
acting involves the employee presenting emotionkisor her “surface” without actually
feeling them. Think, for example, of “service wilsmile” even when that smile is feigned.
Deep acting requires changing one’s basic attitathesit the people one interacts with, by
positively altering one’s thoughts and creatingpdedeelings for the customer (p. 33). For
example, Hochschild reported that airline attenslardre coached to always think of their
customers as children, and to summon up materaagtits to care for them in a nurturing
manner, even when the customers did not deserveasoaring response. Though both forms of
acting are internally false, the surface actingrgued to be associated with increased stress,
emotional exhaustion, depression, and a lack dfesnticity whereas deep acting is argued to be
associated with reduced stress and an increassd eépersonal accomplishment. Whether
surface or deep acting, this taxing mental struggleontinual conflict between the intrapersonal
and interpersonal or managed, commercially bouhwsés given a name readers can better
understand: emotional labor. This emotional latzor &lso be thought of as continually needing
to use the highest emotional intelligence skilBalovey and Mayer’s (1990) Four-branch Model
of managed emotion in order to cope with the demardhe workplace.

Naqgvi (2009) elaborated upon Hochschild’'s (1983)exawork by describindpoundary
closedor boundary opertransactions (p. 29Boundary closed transactions take place without
any expectations of friendship. Boundary open t@atisns, on the other hand, are like meetings
between friends and in this situation service pters are expected to be actively involved and
share feelings with customers in a manner thast@mls commercial boundaries (p. 29). She
found that “services which are high in affectiventamt which encourages self-revelation are

particularly conducive to the development of bougdgpen relationships” (p. 29).
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Hochschild (1983), however, reminded us that whderice providers may be trained to
treat customers as friends, customers are notrestjto reciprocate. This concept can easily be
applied to service organizations such as schodlsciPals may be required to treat their various
constituencies as friends, either by employingastefacting or deep acting, but their
constituencies are not bound to reciprocate. Fyrdohool leaders generally interact with the
same stakeholders over a period of years as cothfratbe relatively short amounts of time that
flight attendants are required to interact with apgcific passenger. This concept may help to
explain why a school leader may feel so confligtedis or her interactions with others. Their
daily exchanges with others require principalsxerehigh levels of emotional labor because

their days are filled with frequent, affective stidnteractions.

Tension and the Spaces in Between

Cohen’s (2005) work aligned with Naqvi's (2009) tamtion that boundary open
transactions are rife in service sectors and ayie ini affective content. Cohen asserted that
because teaching is one of #gister tradesof human improvement, including psychotherapy,
social work, pastoral work or organizational depahent, where working directly on other
humans in efforts to better their lives, it is fieldl with predicamentsor deep difficultiesthat
can only be managed (p. 287). He too exposed théisyic, tenuous and continual tug which
exists between leader and follower; saying thaacptioners can work only if their clients work
with them, and can only succeed if their clientsssetfor and achieve success” (p. 287).

Lichtenstein, Uhl-Bien, Marion, Seers, and Orto@0@) introduce readers to a more
interactive perspective on leading in complex aidamystems: complexity leadership theory,
which may better explain that tension between leadd follower in complex adaptive systems

such as schools. These authors viewed leadership as
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a complex dynamic process that emerges in theaictige “spaces between” people and

ideas. ...leadership is a dynamic that transcendsapabilities of individuals alone; it is

the product of interaction, tension and exchanggsrgoverning changes in perceptions

and understanding. (p. 2)

Schaubroeck and Shao (2011) further corroborateld gaeceding author’s claim for the
need to manage emotion by agreeing that “effedtiaders are seen to ‘lead with emotional
labor’ meaning that they not only display approgri@motions, but they also utilize emotional
expression as a way to motivate and guide followsrs take their cue from them” (p. 1).

What differentiates education from the businestosés that it is, primarily, a social
enterprise, or as Cohen (2005) asserted, an akeutirt of the “professions of human

improvement” (p. 280).

Differences Between Legislative and Executive Leagship Styles

A CEO can use an executive leadership style bedsise she has enough concentrated
power to simply make decisions for others andlerlienefit of the organization he or she leads.
School leaders, however, must utilize a more ddtuiegislative power structure in order to
operate in their more complex and affective pditenvironments. School leaders simply don’t
have enough structural power to make most impodaaisions individually. This is why many
business leaders who transition to the social sestametimes fail miserably (Collins, 2005, p.
10).School leaders can't just fire someone who is namygiant and they are often hamstrung
by tenure and contractual issues, hallmarks o&adaglemic world. According to Collins (2005),
the executive direct leadership style that sereadérs so well in the business world is replaced

by one that is legislative and diffused. Collinkted that one somber former CEO said that he
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did not understand, until it was too late, what an&versity president called the reality of
tenured faculty: “A thousand points of know” (20@5,10).

This, and other hurdles to success in the managavhencial sectors were addressed by
Collins (2005) in the monograph written to accomp@ood to Grea{2001), titledGood to
Great and the Social Sectors: Why Business Thinkiigpt the Answeg2005). Collins (2005)
cited Frances Hasselbein, former CEO of the GiduBc of the USA, as a prime example of
legislative leadership in action. Notice in Hasseélts response about power how she relied on a
repertoire of emotional intelligence competencgeadcomplish her goals in a diffused political
environment:

Oh, you always have power, if you just know wherérd it. There is the power of

inclusion, and the power of language and the p@iehared interests, and the power of

coalition. Power is all around you to draw uport, ibis rarely raw, rarely visible. (p. 10)

Collins (2005) further remarked that legislativadership relies more upon persuasion,
political currency and shared interests to crdaecbnditions for the right decisions to happen.
He created a rating level for leadership with teeybest scoring Level 5. How coincidental that
one of his Level 5 leaders remarked, “I've leartieat Level 5 leadership requires being clever
for the greater good.” (p. 11), an ethical sentitmelated to Aristotle’s (2009) original position
that man should strive for a collective goodness.

Obtaining the collective goodness that AristoBeQq9) referred to depends upon
something often overlooked in studies of leadershifpcus on the follower. This dynamic
interplay between leader and follower is now comiyoeferred to as leader/member exchange

or LMX.
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LMX (Leader/Member Exchange)

Ronald Riggio, Susan Murphy, and Jean Lipman-Bluarerall associated through their
affiliation in the Kravis-de Roulette Leadershipr@&rence, established in 1990, which takes
place annually at Claremont McKenna College in €faont, California. This think-tank attracts
prominent leadership researchers, scholars antitpraers to present their work. Murphy and
Riggio edited the work of twenty-four contributavbo spoke at the 2001 conferenceltre
Future of Leadership Developmg2003). The twenty-four chapter entries are areangnder
five broad categories: setting the stage, leaded#wvelopment challenges, leadership
development techniques, leadership developmentythand leadership development
applications and practice. Two of the chapterdisf textthat made the most relevant
contributions to the subject of the emotional iligehce of leaders were “Relationship
Development as a Key Ingredient for Leadership Dmpraent (Uhl-Bien, 2003), and
“Waterfalls, Snowballs, Brick Walls and Scuzzballsmes Leader-Member Exchange Up the
Line Influence Leader Developmentogliser & Scandura, 2003).

Both entries thoroughly examined the leader/follodygad, which served to illustrate that
eternal, inherent conflict between being true wittirapersonal self as leader and being true to
the interpersonal needs, wishes and desires dblilogvers. This recognition that a duality or
mutual exchange exists between a leader and avialled to a more recent trend, that of
examining the heretofore “neglected” half in thestpership: the follower.

In 2006, the Kravis-de Roulette Leadership Comfeeereconvened. This time, a group of
twenty-two contributors gathered to preseniToe Art of Followership: How Great Followers
Create Great Leaders and Organizatiq2908). Editors Riggio, Chaleff, and Lipman-Blumen

arrangedrhe Art of Followershi2008)in three parts: defining and redefining followegshi
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effective followership, and the pitfalls and chathes of followership. In summary, they pointed
to the same conclusion that Lipman-Blumen (2000)edirlier, that instrumental, or connective
styles of leadership were the most effective. Eishange, however, was now being viewed
from the follower’s perspective; and the editorgéasserted that a new form of followership
existed, and it maximized the interactions betwleader and follower. This view is consistent
with the Lichtenstein et al.’s (2006) perspectivecomplexity leadership theory, which focused
less on a designated individual leader and mofeognleadership emerges in the interactive
“spaces between” people and their ideas (p. 2)aBmtoek and Shao’s (2011) field study has
continued that work by declaring that a leadeKedbility and competence are based upon a
leader-member exchange which matches the followmiggie of what a leader should look like.
The authors asserted that followers carry a memtade or prototype of how a leader should act
across six dimensions: sensitivity, dedication risinaa, attractiveness, intelligence and strength.
They maintained that only those leaders who diguldiie proper emotions when dealing with
situations were deemed appropriate by their follsw&hese leaders were taken seriously and
were judged to be competent in their roles.

Avolio et al. (2004) conceded that further workieded on differentiating authentic
leadership from existing theories of leadershiphsag Lipman-Blumen’s (2000)
connective/instrumental view, Elmore’s (2000) disited, or other varieties known as
transformational, charismatic, inspirational orvst. Lichtenstein et al. (2006) chose to focus
on the integration of leadership theory as a fraorkwf complex dynamic processes, rather
than the differentiation of leadership styles psgzbby Avolio et al. (2004). The positions of
Avolio et al. are worth noting, though, as thesthars view authentic leadership at the very base

or core of what constitutes profoundly positivedesship.
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It is worth noting that the most current literatorethe subject of emotional intelligence
corroborates this view on positivity. Concerns dlauthenticity, trust, optimism, hope,
resiliency and positive emotion were pervasiveulghout the literature reviewed.

In their model, Avolio et al. (2004) incorporatdaktintervening variables of hope, trust,
and positive emotions, because this provided “am@l foundation and point of departure for
authentic leadership development” and for firstetiracognized “the possible role that positive

emotions and trust may play in the authentic lestdprprocess” (p. 804).

Positive Thought

Similarly, Csikszentmihalyi (2003), a positive pegtogist, introduced readers to the
concept of flow, a deep sense of enjoyment, whaahanly arise if a worker’s challenges are
high, and his or her skills are high (p. 44). Iderto make the workplace one where people are
motivated to stay and to contribute, the authogssted making the conditions of the workplace
as attractive as possible, by imbuing people’s jpits meaning and value, and rewarding
individuals who find satisfaction in their work 7). Czikszentmihalyi was also concerned with
social capital, (pp. 69-70) psychic energy, (pp78J magnanimity (pp. 146-147), and empathy
(pp. 163-165). Rather than merely stating that kngwneself is paramount, as others do, he
probed deeper, reflecting seriously on one’s owpeernces, asking: “What are the things that
matter most to me?” “Who are the people | admirst?io“What kind of person do | definitely
not want to be?” and “What are the values | woudtlaompromise under any circumstance?” (p.
169). This need for existentialist reflection compnts Ackerman and Maslin-Ostrowski’s
work (2004, p. 28) on principal’s wounding expedes and how understanding and recovering

from these personal crises are central to leagedshielopment.
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Hope

Fullan (1998) has suggested that leaders shoutdpeful. He urged leaders to fight for
lost causes, to be hopeful when it counts, andite lan unwarranted optimism that things will
turn out well. He concluded that the leader who @amvey a sense of hopefulness was skillfully
managing the positive emotions of others. Fullamrmany like-minded counterparts who also
espouse the idea of hope in education. Kohl offétezlDiscipline of Hope: Learning from a
Lifetime of Teaching1998) simultaneously with Fullan. Freire (199d)reredThe Pedagogy of
Hope: Reliving Pedagogy of the Oppresddalpin wroteHope and Educatigrihe role of the
Utopian Imagination(2003) in order to infuse the field with optimisithese contributions
complimented Czikszentmihalyi's (2003) offering,eech author was deeply concerned with the

issues of organic, systemic, positive growth fasgle and their organizations.

Trust

Cross and Parker (2004) underscored the importainte two types of trust that need to
be present in social networkompetence-basexhdbenevolence-basdp. 99). Competence-
based trust focuses on ability. Used in the coraésthool leadership, if a leader is judged to be
competent, his or her constituents will be attentfurthermore, this competence-based trust
will allow the leader to shape his or her constitsethinking, and they will believe what he or
she says (p. 99). This theory is compatible withfthdings of Schaubroeck and Shao (2011),
gender issues notwithstanding. The authors fudhserted that benevolence-based trust focused
on vulnerability (p. 99). It meant that someone ldawot think poorly of someone else if that
person disclosed that he or she didn’t know mudugh given topic. Trusting someone’s
benevolence allowed people to expose their ladnotviedge about a subject and ask the

guestions which need answering. Cross and Parkertad that if people have benevolence-
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based trust they are more willing to be forthrighout their true expertise and be much more
likely to be creative, learning what they needlsat they can do something better, or differently.
From a leadership standpoint, leveraging this tyfeust seems consistent with the
collaborative leadership style popularized by autrtbeories of school improvement. This
understanding of trust also connected with Heige(2998) concept of adaptive work. Adaptive
work is understood as the learning required to eskiconflicts in the values people hold dear or
to diminish the gap between the values people dtarahd their reality.

Relational trustas defined by Bryk and Schneider (2002), is thees®f interpersonal
social exchanges that take place in a school contynaimd is based on four criteria: respect,
competence, personal regard for others, and itye(@ri 41). Bryk, Sebring, Allensworth,
Luppescu, and Easton (2010) further elaborate@lational trust irOrganizing Schools for
Improvement: Lessons from Chicaddis work provided a framework of five essensiapports
necessary for organizing schools for improvemeinst Bnd foremost was the recognition that
leadership is the driver for change (p. 45).

Bryk et al. (2010) used a cake baking analogy tp teaders understand that the
relational trust required for school improvememsists not only of a principal’s change efforts,
but required four essential ingredients: parent+oomty ties, a professional learning
community, a student-centered learning climate,iasluctional guidance which supports the
curriculum. Once those supports were in placeattibors asserted that it was the principal’s
responsibility to marshal the collective social rgryeor “oven’s heat” (p. 66) to transform those
basic ingredients into a full, rich cake. Bryk ktsawork on relational trust stressed that a leade
must have competence and expertise in order to meystem forward, and that he or she is

motivated by the interpersonal needs of the groatper than [intra]personal gain (p. 62).
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Wounding Experiences and Disorienting Dilemmas

Ackerman and Maslin-Ostrowski’s (2004) work alsoused on the affective aspect, or
“the astounding range of emotional challenges yaaeknowledged or appreciated” (p. 28). Like
many other authors they asserted that school Isadest develop an authentic or genuine sense
of self that is grounded in one’s strengths andexdbilities, in order to be successful.
Ackerman and Maslin-Ostrowski, however, focusedr thiteention on school leaders who
experienced a crisis event in their leadershiptpr@aand who strove to understand what that
wounding experience (p. 28) meant and how it infaesl their professional and personal growth
and development.

One of their subjects was able to reflect anewisrwounding experience (p. 28) many
years after he had been fired, which he then fa#f an unjust decision. This formerly embittered
principal found, upon reflection, that he was rewble for creating the culture that had allowed
the incident to occur and that he didn’t have theti| he thought he had. As a result he had a
better understanding of who he was as a leadey tmad was now a different and better
principal because of the crisis. He was able tathserisis to learn about himself and to change
for the better, which shows a mastery of managmgjsself through difficult times, and in
handling relationships with others better.

Mezirow (1991), too, thought that life crises wergical to the understanding of making
meaning of our human experiences. His theory i®diat adult learners in general, rather than
school leaders, yet is still useful by comparidda.observed that for learners to change their
meaning schemesonsisting of specific beliefs, attitudes, and&onal reactions, about

something, they must first engage in critical retilen on their experiences, which in turn can
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lead to a perspective transformation (p. 167). Héntained that this transformation occurs as
the result of one or mowdisorienting dilemms, such as life crises, or major life transitions.
Mezirow (1991) and Ackerman and Maslin-Ostrow&{4) have pointed to these
painful life experiences as being potentially calitd one’s development if one can be reflective
and assign meaning to them in order to avoid futuses more adroitly. This critical insight,
through revelation and self-discovery, is consisteth the intrapersonal capacity needed to

manage emotions, Salovey and Mayer’s (1990) highrastch of EI skill.

Situational Awareness

Like Collins, (2005), Kelchtermans et al. (2011)esgl with Cross and Parker’s (2004)
recommendation that leaders correctly identify anderstand the structure of timormal
social networks of collaboration and connectivitgttexist within their environments
(Kelchtermans et al., 2011, p. 104). This neednieustand one’s environment is further
illustrated in Cross and Parkeifdie Hidden Power of Social Netwoi(2904), which examined
how work really gets done in organizations. Crass$ Rarker (2004) conducted interviews in
over twenty corporations. They asserted that utaledgng one’s own contextualized political
environment is paramount because every organizhtidrits own culture and values. The
authors also implied that possessing a full rarfgamwtional intelligence competencies is
essential to succeed. For instance, to form a dgepiessional bond with one another, it was
important to first develop an awareness of howatiher person preferred to be contacted.
Interestingly, it was the personal information thabple shared about their lives outside of work
that led to increased relationships within the wemkironment. Cross and Parker (2004)
suggested something as simple as creating a peosohkaemplate to answer professional as

well as random personal questions such as: “Whddwnu most like to be stuck in an elevator
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with?” (p. 97) to make connections with new colleeg easier, more comfortable, and more
memorable. Note that the issue of culture was ea af emotional intelligence that Mayer et al.
(2008) also suggested required further research.

In summary, this section on the emotional intellige capacities necessary for a school
leader is strikingly different from managers inetfields, because of the diffused legislative
power structure inherent in school environmentudidbeless, capacities of school leaders and
business leaders all seem to spring from positigeght, or that currently recognized
groundswell of goodwill toward humanity. Unfortuabt, goodwill is amorphous and as difficult
to measure as trust, optimism, and hope. Stdkeéms that those leaders who can speak Kegan
and Lahey’s “language of ongoing regard” (as citeldnight, 2009, p. 511) will be viewed the
most favorably. Those leaders who can muster gnaige affection for their constituents, yet
find a healthy counterbalance in their personadioutside the principalship seem destined for
the most success. Leaders who genuinely and aighntonvey hope, trust and optimism
seem to hold the key to unlocking the desired bielha@f followers. What follows is a discussion

of the literature that examines how emotional ligehce capacities are developed.

What We Know About How Emotional Intelligence Capadies are Developed

Leading researchers in the field have acknowledigatinot enough is known about the
phenomenon of emotional intelligence. Davis e{2005), contributors to “The Wallace School
Leadership Study; Developing Successful Principaksye also admitted that little is known
about principals’ actual work lives and experien@ehow to help principals to develop the

capacities that make a difference in how schoaistfan and what students learn

(p. 5).
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There are, however, several promising, althougpadee pathways, which offer clues to
understanding what develops a leader’s emotionalligence capacities. One of the pathways
may be that the principal must have a groundingtiical and emotional epistemologies, which
Beatty (2002), Beatty and Brew (2004), StarratO@0and Aristotle (2009) all espouse.
Another pathway may be the acknowledgement of Mpgid Riggio’s (2003) and Lipman-
Blumen’s (2000) assertion that emotionalism andl@dmn school leadership are inevitable by-
products of a leader-member exchange and learmwg® deal with that conflict. Conflict
between self and others is also examined thoroughiohen (2005), Davis et al. (2005), and
Brotheridge and Lee (2008). Another avenue wortisimtering is Byron’s (2008) premise that
gender congruent behavior plays an important rokppropriate leadership development, and
finally, at the heart of leadership developmentiageiries by Mezirow (1991), Avolio et al.
(2004), and Ackerman and Maslin-Ostrowski (2004)ulwhich experiences contribute most to
adult development and especially the developmelaaafers.

This third subsection explores the theoretical gdmgs in ethics and emotionality that
are necessary for a leader’s emotional developnteaiso acknowledges that conflict is
inevitable in the role. It examines gender diffeein leaders, and includes a discussion on
wounded leader@ckerman & Maslin-Ostrowksi, 2004, pg. 28). It ctudes with vignettes of

three U.S. leaders who are considered to be enadtyantelligent.

A Theoretical Grounding in Ethics

Starratt (2004) and ancient guide Aristotle (20@@)ed practitioners to become
grounded in the ethical ramifications of their wofkey suggested that a theoretical grounding
in ethics is a necessity for principals. In thia ef complexity it seems that people take solace

and comfort in remembering ancient basic humaiaitegihics in order to make sense of how to
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operate best, to find well-being, and happinessfast paced world. Notably, Aristotle
referenced this notion of management of emotiomduris lifetime as well, although he used a
different term to describe this highest EI doméinhis treatise on the intellectual virtue of
phronesis Aristotle said that phronesis wasn’t simply dlskut the ability to decide how to
achieve a certain end, and also the ability tectflipon and determine that end, according to
Trayner (2006), a social learning theorist.

Gardner (2011), too, advanced this emphasis orglathically grounded. The author
returned to the ancient virtues for one of his nmesént offerings on ethical guidance to date.
Truth, Beauty, and Goodness Reframed: Educatinth®Wirtues in the Twenty-First century
explored the meaning of these three virtues agthedbackdrop of a most modern age.

Aristotle (2009) provided additional guidance oa thpic of ethics. He conceded that
studying about such controversial subjects as thigolitics can be difficult. As a baseline, he
suggested starting with what would be consideredty to be true by people of good
upbringing and experiences in life and proceed ftioene as to what is beautiful and just. In
order to attain the highest good for humans, ainasp or well being referred to asdaimonia
Aristotle felt that leaders must embody four vidguge of great soul, be a good ruler in a good
community, use practical judgment as shown by deaders, and be a truly good friend.

Although those qualities seem reasonable enougbeiR8tarratt (2004) asserted that
emotionally intelligent leaders need to be moredhghly and formally acquainted with ethical
analysisEthical Leadershigf2004) focused on the ethics of school leaderayto8tarratt
defined ethics in the context of school leaderghip way that is complimentary to Aristotle’s

view. He stated “these are norms and virtues bglmembers of a community bind themselves
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to a moral way of living because they seem botkarable and necessary to promote a richly
human and civic public life” (2004, p. 6).

Starratt (2004) posited that the problem faceddiwpsl leaders is that many have had
“little or no formal exposure to ethical analysisreflection, many lack a vocabulary to name
moral issues, and many lack an articulated moraldeape from which to generate a response”
(p. 4). He explained that some leaders are higldsahbut lack technical experience and some
have technical expertise but no moral compass. Wlaog to Starratt, either scenario is
inadequate. A school leader must be adept at gphath technical and moral dilemmas and also
be mindful of those he or she leads. Starratt aslettged Heifetz's (1998) assertion that we
need leaders today who challenge the collectivkimare to tackle tough problems through

adaptive work.

A Theoretical Framework of Emotional Epistemologies

Beatty and Brew (2004) favored a theoretical fram#vof emotional epistemologies to
assist aspiring leaders in re-examining emotiools in their practice. Beatty's doctoral
dissertation, “Emotional Matters in Educational deeship; Examining the Unexamined”

(2002), won the distinction of the best Canadiaseiitation presented that year, which helped to
put the topic of educational leader emotionalityhia spotlight. Her study connected the ideas of
principal emotionality, change in perception off s&ld work, relationships with faculty and
suggestions for future educational leadership Enogt

In 2004, Beatty proposed a further exploratiorealder’'s emotionality. She used a
seven-month-long online conversation with princsgabm England, Ireland, Canada, the United
States, New Zealand, and Australia on the subjestnotions of school leaders as the

inspiration for designing new, more meaningful cawork for her graduate students. Next, she
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created a volunteer research study of her gradwadgients to learn if this framework could be
helpful in engaging aspiring leaders to re-exane@metion’s role in their practice. This study
was called “Examining and Developing Emotional Egnsologies: a Foundational Issue for
Leadership Preparation Programmg004). She utilized an emotional epistemologies
framework schema, as shown in Figure 1, which shlec“the reinforcing spiral progression of
connected emotional knowing” (2002, p. 487) with $iedents.

Beatty’s (2002) schema spanned six levels: (1utlexamined emotional self, (2)
experiencing self as emotional, (3) restorying bglgharing of self as emotional, (4) connecting
with the other through the emotional self, (5) maoecting with the self through the emotional
other, and (6) connecting with the self and othesugh the emotional self as emotional knower,
representing a deepened emotional epistemology oOite exercises she employed was to have
her students individuallgestory, or share the story, of one’s emotional work eigreres with
others. Her students found this very helpful.

Beatty’s (2002) work resulted in five findings: (@r graduate students realized that
emotion played a critical role in social relati@isvork, but they were not discussed outwardly
with other professionals to assist meaning makirigear experiences; (b) many participants
were surprised to learn that their inner emotiasslies were shared by others, and that there was
an element of excitement to think that there waal@ alternative to the emotionally silencing
environments they were accustomed to; (c) the stsdeere concerned with the feelings of
vulnerability, which surfaced when exposing themationally charged experiences; (d) they
were concerned about the advisability of openingmptionally, because of the personal
vulnerability it would expose; and (e) the gradugttelents shared their personal stories about

the way they had previously tried to create ematiomeaning with peers, superordinates
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(superiors) and subordinates. Her study also iredwuh assessment to determine whether or not

these interventions were valuable.
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Unexamined emotional self [ \ g

.
e EK
Experiencing self as emotional \))

Restorying seff by sharing of seff as [ K}

Connecting with the other through the emotional self { T

Reconnecting with the self through the emotional other /?
M

Connecting with the self and other through the emotional self

as emotional knower — deepened emotional epistemelogy
]
Figure 1 The Reinforcing Spiral “Progression” of Conneckdotional Knowing

© B.R. Beatty, 2002, p. 487.

Note.Reproduced with the permission of B.R. Beatty,3201
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Beatty and Brew (2004) concluded that this theoa¢framework and epistemology of
the study of emotion could benefit principals iveleping their own emotional intelligence via
more formalized instruction in the preparatory ghaktheir training. Beatty has asserted that
leaders would have a more complete understanditfieafselves and others, and they would be
also be able to use their emotional intelligendlissdroitly to influence others and set
direction, two of a principal’s most important leaship functions. These two social functions
were corroborated in the 2005 Wallace report, “Stheadership Study; Developing Successful
Principals,” (Davis et al., 2005) and then agaia second Wallace study, “Learning from
Leadership Project; Investigating the Links to loyed Student Learning” (Wahlstrom, Louis,
Leithwood, & Anderson, 2010).

Beatty (2002), too, exposed the conflict that Iseirent when a leader must decide
between two competing forces: what is good foritir@apersonal self, and what is best for
society. In most cases, Beatty argued that leatipted an unhealthy stance of “emotional
silence” or not being true to themselves, stiflihgir own emotional intrapersonal responses in
an attempt to perform in a way that was sociallyeptable to others in the interpersonal realm,
which is consistent with Hochschild’s (1983) vidvat emotional labor, especiabyrface
acting, or the deceiving of others about what one refelys, but not deceiving one’s self (p. 33),

is stressful and exhausting work.

Conflict is Inevitable

In the following passage, Brotheridge and Lee (2@@8roborated that conflict is
inherent in managerial work:
Managerial emotion work is characterized by foweta: it involves high strength

relationships, and is unsupported, unscripted usradknowledged... Whilst managers
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are carrying out seemingly rational change impleatem, they are concurrently

performing invisible yet demanding emotion workpast of their role, the consequence

of which may be personal conflict or tension. (p1)]L

Brotheridge’s and Lee’s views (2008) are consistétit the continual conflict between
balancing the intrapersonal and interpersonalligegices that Gardner (1983), and Hochschild
(1983) observed. Cohen (2005) also acknowledgddhactitioners are pulled in contrary
directions as they try to manage their dependemtéhe follower]” (p. 285).

Noted for their ideas on school restructuring, Baatial. (2005), also acknowledged the
conflict inherent in the role and exposed the gapreparing principals to develop these
competencies in their Wallace Foundation stu8ghool Leadership Study, Developing
Successful Principals™:

In addition, principals are expected to serve titenoconflicting needs and interests of

many stakeholders, including students, parentshe¥a, district office officials, unions,

state and federal agencies. As a result, manyachahd practitioners have argued that
the job requirements far exceed the reasonablecitegsaof any one person. The
demands of the job have changed so that traditime#thods of preparing administrators

are no longer adequate to meet the leadershipedga$ posed by public schools. (p. 4)

Cohen (2005) found the situation “impossible” tonage adequately, because there are
no entirely satisfactory or lasting solutions, &tk solutions that practitioners patch together

regularly come unglued” (p. 287).

Gender Studies

From a different perspective, gender studies aates to school leaders can also inform

current research and leadership development. 14,208ruso and Salovey stated that “women
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may have a slight advantage in the hard skillswdteonal intelligence” (2004, p. 23), but that
“women are devalued, relative to men when they gaga certain leadership behaviors [gender
role norms], even though they might be effectiy@’43). Four years later, Mayer et al. (2008)
noted that gender deserved additional researdieindlarification of what should constitute
emotional intelligence development.

Byron (2008) expanded on the gender role norm eafss, which Caruso and Salovey
introduced in 2004. This study indicated that thaity to perceive emotions in employees was
more highly valued, and was indeed expected, foafe managers. She reported that managers
who were emotionally perceptive in her experimestatly led to higher employee satisfaction
when the manager was female rather than male. 8hteom to say that employees were
significantly more dissatisfied with female manag@ho were not emotionally perceptive than
they were with male managers who were not emotippakceptive. Furthermore, she stated
that emotional perceptiveness was associated meétieased persuasiveness in male managers,
but it was associated with supportiveness for femanagers, even when such managers were
not trying to be supportive (p. 28).

Schaubroeck and Shao (2011) also introduced the edgender in “The Role of
Attribution in how Followers Respond to the Emoab&xpression of Male and Female
Leaders.” They conducted two studies on this tofie laboratory study asked people to
evaluate the competence of hypothetical male amalgeleaders based upon those leaders’
emotional displays of anger versus sadness. Tloendestudy involved actual employees
reporting about their direct leaders. They were ablobserve in both studies that the
employees’ reactions to their leaders’ emotion@regsion was stronger when a dispositional

attribution was made for the emotional expressidrerefore, if there was a match between the
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leaders’ behavior, which linked their gender idgrio the appropriate gender-congruent
emotional expression, and this behavior correlatidid the followers’ expected prototype, then
followers evaluated the leader as more competer28)p The authors also reported that sadness
is a female-gender congruent and anger is a maléegeongruent (p. 28).
A Case for Battle-Scarred Warriors

Another issue that is central to a leader's mastégmotional intelligence is the study of
how authentic leadership develops and evolves tiwerand whether or not a leader must be
battle-scarred, or at least battle-ready, to bg prepared to understand and master the affective
demands of his or her position. Bloom (2004) adtext#or one-on-one coaching to guide new
principals to sidestep eleven “emotional potholgs”30) in his article on developing
emotionally intelligent principals. Some of thes#lwles were learning to become a supervisor
of adults, and learning to balance relationshi@sresy productivity By working with sagacious
coaches [mentors], armvoiding these potholes, he asserted that thesg@neeipals would then
be “ready to rumble” (p. 33). The following sectiexplores the lives of three U.S. leaders and

contrasts their reported development of El capegdigainst those reported by participants.

Three U.S. Leaders Considered to Exemplify Emotibrtalligence

To continue exploring the question of what do wewrabout how El is developed, |
turned my attention to three historical U.S. figirAbraham Lincoln, Eleanor Roosevelt and
Jimmy Carter—who are considered to exemplify enmationtelligence, according to Alvy and
Robbins (2010), Jones (2007), and Burke and Ca@@&6), respectively. | wanted to
understand more deeply about their individual $&ilels of emotional intelligence. As part of
my analysis, | contrasted their biographies with dlecounts of the study participants for a more

complete understanding of this phenomenon.
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Abraham Lincoln

No study of American history would be complete wiithstudying Abraham Lincoln, our
nation’s sixteenth president. Lincoln was a remildanan, noted for his emotional intelligence,
his honesty, humility, and moral leadership (AlvyR@bbins, 2010; Foner, 1999; Goodwin,
2005; Hornick, 2009; Kaplan, 2008). Frederick Dasgl once remarked:

Though high in position, the humblest could applolaim [Lincoln] and feel at home in

his presence. Though deep, he was transparenghtsirong, he was gentle, though

decided and pronounced in his convictions, hetalasant toward those who

differed from him, and patient under reproaches e.fard conditions of his early

life, which would have depressed and broken dowaker men, only gave

greater life, vigor, and buoyancy to the heroicispf Abraham Lincoln.

(Foner, 1999, pp. 616-624)

One of Lincoln’s greatest strengths was his abibtcommunicate. He was a gifted
storyteller and orator. Additionally, he had thdigbto write in a clear, unpretentious manner
that all could relate to. “Precision, brevity arldip speech became his characteristic style”
(Kaplan, 2008, p. 44). Lincoln’s direct, purposefat evocative prose has influenced many
current leaders, among them President Obama, wldeletb his first inaugural address on
Lincoln’s Gettysburg Address (Hornick, 2009).

According to Mayer et al. (2004, p. 210), indivadsiwho are identified as highly
emotionally intelligent have this ability to conti¢gerough storytelling, and clear, meaningful
prose. Certainly Lincoln exemplified this capacity.

Lincoln was also known for his empathetic natuly & Robbins, 2010, p. 74). Due to

his own modest upbringing, he could relate to commeople because he had lived that life
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(Alvy & Robbins, 2010, p. 22). He also had expeceuhthe death of several family members,
including his mother, when he was only nine yeddqldaplan, 2008, p. 16). Because of these
events, Lincoln experienced many painful human enstfirst-hand. Goodwin (2005) related
that Lincoln “possessed extraordinary empathy—ifteogcurse of putting himself in the place
of another, to experience what they were feeliogirtderstand their motives or desires” (p. 104).

Lincoln also suffered from depression throughastifetime, and was considered to
have a melancholy disposition (Kaplan, 2008, p.)1R&plan referred to Lincoln as “his own
psychiatrist” and reported that during his darkesiods he would turn to humor to
“counterbalance” depression (p. 67).

Indeed, when Lincoln’s skills and strategies ammpared against Mayer et al.’s (2004)
definition of a person who exhibits the highestratige mastery of emotionally intelligent
behavior (p. 210) his apparent mastery of inteigeabkand intrapersonal skills become apparent.
These data is included in the U.S. Leaders/Scheatlers Comparison Thematic Data Summary

Sheet as Appendix L.

Eleanor Roosevelt

Eleanor Roosevelt may not be as widely reveredraln, yet she was also remarkable
in her advancements for humankind (Atkins, 2011e302007). As the wife of President
Franklin Delano Roosevelt she redefined the rolEit Lady during a time of great national
crises that included the Depression and World Wglones, 2007, p. 99).

Like Lincoln, Roosevelt was no stranger to difftdife experiences. She suffered deep
heartache as a child, losing both of her parenthé&yime she was ten years old (Jones, 2007, p.
15). As an adult, Roosevelt faced even more chgdlenShe endured the loss of one of her child

in infancy (Jones, 2007, p. 36). She was also stippf her husband’s presidential aspirations
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although he had recently been diagnosed with palfact he did not want to disclose to the
general public (Jones, 2007, p. 55). She had atsthgred the humiliation of her husband’s
betrayal; an affair with her personal secretarygyLMercer (Jones, 2007, p. 35).

As Lincoln did (Kaplan, 2008, p. 125), Roosevédbawvithdrew during this time of great
personal turmoil (Atkins, 2011, p. 44). While heamiage endured, her alliance with her
husband was forever altered (Jones, 2007, p. 4bijeWhey retained a great admiration and
respect for each other throughout their lifetiméss. Roosevelt became increasingly self-
confident and outspoken (Jones, 2007, p. 46).

As the President’s wife she boldly changed the nuio something more meaningful and
personally connected with the nation, especiallynn. She was the first presidential wife to
hold a press conference, to which only female rtep®mwere invited (Jones, 2007, p. 99). She
began authoring the “My Day” column in 1935. Ittig@ed stories, opinions about the political
issues of the day, and spanned issues from litecathye convenience of frozen vegetables. The
column, published six days a week, was read byanglof Americans who enjoyed her easy-to-
read writing style (Jones, 2007, p. 76). This eas®mmunicating with others is an indicator of
an individual considered to be emotionally inteding (Mayer et al., 2004, p. 210).

Through these experiences, Roosevelt was transtbfrom a quiet shy child to an
international champion of humanitarian rights (X007, p. 114). Roosevelt was widely
known for her tireless energy, her compassion ancéindor (Jones, 2007, p. 117). After her
husband’s death, she was appointed by Harry Triamdhe U.S. Delegate to the United Nations
in 1945 (Jones, 2007, p. 113). In 1961, she waspaated by John F. Kennedy (Jones, 2007, p.
117). At his bequest she served on the AdvisorynCibto the Peace Corp, and she also chaired

the first President’'s Commission on the Status ohWn (Jones, 2007, p. 118).
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Roosevelt's unlikely story continues to inspirddg. She was able to attain the highest
level of emotional intelligence by managing her éos and the emotions of others through a
difficult time in American history. She is widelggarded as an activist for social change, an
author, a visionary and a humanitarian (Jones, 2003). Yet her self-confidence was years in
the making. In her booKou Learn by Livinghe reflected upon her development of
intrapersonal intelligence: “In the long run, weaph our lives and we shape ourselves. The

process never ends until we die” (Atkins, 2011150).

Jimmy Carter

Former president Jimmy Carter, too, is an insporel leader because of his wide-
reaching international humanitarian efforts. | used of his autobiographical workehe
Personal Beliefs of Jimmy Carté2002) to research his life and accomplishmentsv Nat age
90, he may be best known for his work after losirggbid for re-election. At first, Carter was
deeply disappointed at his loss, and considerenlniely to Plains, GA. He was, however, able to
manage his emotions positively by channeling hibtalto engage world leaders in meaningful
dialogue to effect change. He created The CartateC,ean international peacemaking
organization for that purpose (p. 135). Carter WaNobel Peace prize in 2002 for his efforts.
Carter is also deeply involved in Habitat for Huntiaand still an active participant in this
organization’s efforts (p. 165).

Carter is deeply religious (2002, pg. 3), and drayon these beliefs to establish a coda
of activism and morality. In the context of emo@bimtelligence, he embodies the authentic
ideals of hope, optimism and high moral charadtat Avolio et al. (2004) attributed to

leadership (p. 802).
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After reviewing the emotionally intelligent capaes that Lincoln, Roosevelt and Carter
all possessed, it became evident that each waistadso” as an authentic leader who
demonstrated his or her mastery of both the intsagpeal and interpersonal realms.

One of the hallmarks of a highly emotionally inigdint leader is his or her ability to
manage conflict and emotion. Mayer (2004) conte¢hdshigh El individuals are adept at
establishing positive social relationships withesth He adds that these individuals, by providing
coaching advice to others, and by directly invalvinemselves in certain situations, assist other

individuals and groups of people to live with gezatarmony and satisfaction.

Chapter Summary

We can extrapolate from Caruso and Salovey’s (2@@éntion to the development of
the emotional skills of managers that principads, imust possess four increasingly complex
emotional intelligence skills in order to becomeassful leaders. They must be able to
perceive emotion, use emotion, understand and a@aiyotion, and manage emotion. The most
complex of these skills is that of managing ematiwt only of one’s self, but also of others, as
a principal’s main purpose is to influence othemsdrd the direction of his/her school vision
(Leithwood et al., 2004, p. 4). Furthermore, wewrbat these skills can be identified and
fostered.

Through Gardner’s (1983) work in the personal ligehces we understand that knowing
one’s self (intrapersonal intelligence) is as int@aont as knowing others (interpersonal
intelligence), and indeed, these two intelligermesso “intimately intermingled” (p. 255) that
Gardner has theorized that one can not developuittne other.

Principals must become hyper aware or “micropdaltcliterate” (Kelchtermans et al.,

2011, p. 104) of their specific contextual envir@nts, and have a theoretically foundational
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understanding of Hochschild’s (1983) “feeling rulgs. 57) in order to navigate these
environments skillfully.

Dauvis et al. (2005) also exposed and acknowledgedap, which | identified in my
analysis of interviews with principals: the needdgpecific knowledge of how to develop the
emotional intelligence capacities of principalgitothe complex affective work that is inherent
in their positions. The authors have concluded itinath more work needs to be done to bridge
that gap. Furthermore, Starratt (2004) assertedabanust provide principals with a theoretical
framework for understanding the ethical ramificaiof one’s work. Beatty (2000, 2002, 2006)
and Beatty and Brew (2004) posited that schooldesathust become more comfortable with his
or her emotionality, the emotions of others, anelaiprogression of connected emotional
knowings in order to bring confidence and clar@yne’s role.

Kelchtermans et al. (2011) also reminded us thpatresipal’s role is filled with a never-
ending conflict to be responsible to both self atiters, and that it is a complex and isolating
role in which one feels “torn and squeezed” (2G111,00).

Based upon the literature reviewed, several stigliggested that leaders must become
comfortable with their own emotionality and leaoneimbrace it. Additionally, leaders must have
a foundational knowledge of ethics in order to dodywork. Understanding how a leader
develops this practical Aristotelian wisdom, orqesis (Trayner, 2006) to achieve social
change is key.

The review of the literature suggested that thabeals that seek to develop principals
fully, should consider how these “trigger evenis.(internal and external sources of turbulence
that challenge the leader’s ability (Avolio et &004, p. 815), such as wounding experiences

(Ackerman and Maslin-Ostrowski, 2004, p. 28), armbdenting dilemmas (Mezirow, 1991, p.
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167) impact a leader. The preceding literaturesoggested that a leader’'s emotional
development continues over a lifetime.

Also, the study of three U.S. leaders—Abraham LimcBleanor Roosevelt and Jimmy
Carter—considered to be emotionally intelligenteel to underscore both the similarities and
differences between those figureheads whose lilgsqut in a very public arena versus those
school leaders who must learn to navigate their ouanopolitical landscapes.

The aforementioned thought-provoking and diversbways presented are intended to
lead the reader to ponder how best to developrtiaienal intelligence of school leaders. For
this reason, | constructed a study to learn fropeeernced, seasoned principals, each of whom
had ten or more years of experience serving inrtiés The purpose of this research was to
glean more information about their personal andetones arduous journeys in hopes of
smoothing the way for future leaders to succegshaligate their micropolitical environments

with greater confidence and emotional agility.
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CHAPTER THREE: METHOD
Introduction

The purpose of this qualitative study that is fiyratiented in the hermeneutic
phenomenological approach and employed narratopgiy techniques and tools was to
describe, analyze and interpret principals’ accoohtheir understanding, acquisition, and
development of emotional intelligence (El) and thusie of El within their respective school
environments. More specifically, through recordedlepth interviews that were then
transcribed, it was possible to examine their antoaf how they have been successful in
leading their schools in improvement initiativesdavhat adaptations, if any, they have made to
their professional practice as a result of undaditay, developing and using their personal
emotional intelligence capacities. Also, it asdesd whether more training regarding emotional
intelligence would have better informed and poslinimpacted both their professional careers
and the careers of current and aspiring principals.

The study sought to find both the common and distiopics and themes in their lived
experiences, and to improve current and futuredesaduccesses in leading their schools. The
study sought to understand whether principals tetiee knowledge, development and use of
emotional intelligence as critical and necessaryspa their professional repertoires.

The following central question guided this inquiry:

What are experienced principals’ accounts of thederstanding, acquisition,

development, and use of emotional intelligence ciéipa?

And specifically, the following six questions wexddressed:

1. What do these accounts reveal about how princigaderstand emotional

intelligence?
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2. How critical is emotional intelligence to princigapractice?

3. What experiences do principals attribute to thesgmee or absence of emotional
intelligence?

4. What do these accounts reveal about how emotiatelligence is developed?

5. How has professional practice been informed angtadeaover time because of
one’s acquisition, development, use and understgrafiemotional intelligence
capacities?

6. What do these stories reveal about what may beedeededucational leadership
preparatory programs?

This chapter describes the study’s research mekbgyland includes discussions about
the following areas: (a) the study design, (b)dede of participants, (c) instrumentation, (d)
data collection, (e) data analysis (f) trustwordsis of the study, and (g) limitations and

delimitations of the study. The chapter culminaté#s a summary.

Overview of Study Design

This section delineates an overview for the studgsign. It begins with an explanation
of the philosophical worldview that the study iséd on, and it discusses the influence of my
sociocultural perspective. It then presents amatefor the hermeneutic phenomenological
approach taken that incorporates narrative anagsimiques and it provides an explanation of
the approach used in this study.

Philosophical Worldview and Influence of Sociocultual Perspective

As someone deeply interested in the developmeptindipals, | view the principal’s

role as one that is highly social or affective ature. This view and interest align with my

philosophical preference for a social constructiggroach (Creswell, 2013, p. 24) to the design
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of the study. Therefore, | created a qualitativel gt which allowed me to interact closely with
the participants in order to facilitate and accelsateconstruct their voices employing narrative
inquiry techniques and tools to more fully undendtéhe phenomena of how participants use
emotional intelligence to influence their schodtschoosing a hermeneutic phenomenological
approach (Laverty, 2003), | chose not to brackesed aside my bias, but instead to disclose my
assumption that a principal’'s understanding andofigenotional intelligence is important. This
notion of conducting co-inquiry and the researdfaring a pre-understanding about a topic is
central to both Heidegger’s (p. 24) and Godamgr’80) definitions of hermeneutic
phenomenology. | planned to be a researcher whipated fully with my participants in order
to understand their complex interactions with atheithin their school communities. | enjoy the
rich, interpersonal dialogues, which can resultrfrane-on-one interviews and noticing the
themes and patterns that can emerge from the apedeuestions | posed. Creswell (2013)
notes “we see the constructivist worldview manifagthenomenological studies in which
individuals describe their experiences” (p. 25)tk@rmore, Creswell definepistemological
assumptioras follows: the “researcher relies on quotes adeace from the participant;
collaborates, spends time in the field with papeits and becomes an ‘insider’ ” (2013, p. 201).
Therefore, the design aligns closely with my wordsivand is traditionally representative of this
type of qualitative study.

I hold the belief that the use of emotional inggince by school leaders should be
considered important. My bias was influenced byprgvious experience in interviewing
principals on this topic and by observing theiriabmteractions with other members of their
greater school communities. It is also influencgarly own experiences of interacting with

principals over the past seventeen years as aratatuc
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As both a researcher and a practitioner, | haversomal preference for holding
discussions with small groups of colleagues in otdedentify, discuss and solve problems
inherent in the field of PreK-12 education.

Therefore, the design of the study was influencethip stated bias that | believe
emotional intelligence of principals is importaltitwas also influenced by my experience in and
preference for facilitating meaningful discussiab®ut educational issues with small groups of
colleagues. The design reflected my constructpigiosophical preference for letting the
answers to the research questions emerge fromatheltlalso reflected my belief that the
hermeneutic phenomenological approach to this stdéin & Austin, 2001, p. 5), utilizing
narrative inquiry tools and techniques (Daiute, 204 29) to examine and interpret the
participants’ life texts is a qualitative approagplicable for understanding the phenomenon of
a principal’s use of emotional intelligence.

Rationale for Hermeneutic Phenomenological Approactncorporating Narrative Inquiry
Techniques

This examination of three “experienced” principatgailed a qualitative hermeneutic
phenomenological study (Creswell, 2007, p. 54) hedrporated narrative inquiry techniques.
An experienced principal is defined by me as soraewmo has served in this capacity for ten or
more years within the same school. Experiencedipats were sought with the assumption that
they have a greater depth of understanding abeirtitidividual school’s culture, and hopefully,
have positively impacted their school’s academipromement during their lengthy tenure. At
very least, this individual would have been ableawigate the emotional landscape of his or her
school culture for a decade or more. Moreover gdaothat he or she had not only survived, but

had thrived within this complex affective environme
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| chose to use a hermeneutic phenomenologicaladetbgy approach (Hein & Austin,
2001, p. 5) employing narrative inquiry techniqaesl tools because these treatments are widely
regarded as applicable for the purpose of intemgyetnd understanding complex phenomena
within a society (Ospina & Dodge, 2005, p. 151).

Phenomenology was advanced by two men; Edmundedwessd Martin Heidegger
(Laverty, 2003, pp. 22-25). Husserl favored a dpsige, empirical approach, whereas
Heidegger espoused a more interpretive, existesittabatment to interpreting a phenomenon,
leading to multiple interpretations. Gadamer lagvanced Heidegger's view of hermeneutics
by understanding it as a co-creation between theareher and participant (p. 30). Further, in the
Heideggerian tradition, according to Laverty (20G8g biases and assumptions of the
researcher are not bracketed, or set aside, tharrate embedded and essential to the
interpretive process” (p. 28). Van Eckartsberg nsakéurther distinction about the categories of
hermeneutical phenomenological studies, whetherdahe actual life-text or recollected
reflections (Hein & Austin, 2001, p. 9). This stuidyclassified as an actual life-text study, in
which the verbal expressions of the participantseewecorded, rather than studying the
recollected reflections of the participants. Theref | found this specific hermeneutic
phenomenological approach most fitting for my work.

Ospina and Dodge (2005) maintain that “personalest@eveal more implicit and
explicit knowledge about one’s personal identitd an life-course development within a
specific social construct than more traditional meeiblogies do” (p. 143), and that narrative
inquiry “allows people to tell stories that reflebe richness and complexity of their experience”

(p. 151).
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Narrative inquiry is focused on interpreting so@aénts, and a school environment is a
decidedly social construct. (Cohen, 2005; Coll#@)5; Cross & Parker, 2004). Much research
on leadership today still tends to emphasize {rafjgde and contingency theories, or is still
“person centered” (Ospina & Dodge, 2005, p. 149hdwever, one views leadership as the
collective achievement of a group, or being “imamwith one another in action” (Drath &
Palus, 1994, p. 11) then narrative inquiry helpth ltlee participant leader and the researcher to
capture, understand and interpret the complex phena of their lived experiences within that
social group in a richer manner than qualitativalygsis can (Ospina & Dodge, 2005, p. 150).
Previously, Denzin (1989) clarified this interpugticoncept athick description

A thick description does more than record whatrageis doing. It goes beyond mere

fact and surface appearances. It presents dedatext, emotion, and the webs of social

relationships that join persons to one anotherck description evokes emotionality and
self-feelings. It inserts history into experientteestablishes the significance of an
experience, or the sequence of events, for th@penspersons in question. In thick
description, the voices, feelings, actions, andnimgpof interacting individuals is heard.

(p. 83)

This concept was first used by Geertz (1973) anslapgplied to anthropological study.
Denzin’s description, though, applies specificadlynterpretive qualitative research.

Specifically, the study sought to interpret the mieg of principals’ actions within a
social life, which is referred to as the hermereapproach (Little, 2008). The more basic
definition for hermeneutics is the theory of texterpretations, such as the Bible, but in this case
the definition helps to make meaning of individsdived experiences by interpreting the

meaning of the experiences they had within a seoastruct by examining their life-texts.
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In this case, capturing principal’s individual fpmetic” narratives (Halverson, 2004, p.
3) was used to make meaning of one’s emotionalgiligent leadership experiences within the
context of his or her educational community. Hadeer introduced the idea of “phronesis,” or
the accession, documentation and communicationeoptactical wisdom of school leaders. He
used this Aristolean concept as a framework for poactitioners understand and apply
consequentially derived principles within the comtaf practice (Aristotle, 1941, p. 1026).
Aristotle believed that leaders led by balancinthqmersonal phronesis, or guiding action in the
interest of self, and political phronesis, or pimgugood for the community. The heart of this
qualitative hermeneutic phenomenological study eyipg narrative inquiry techniques and
tools is the intention to examine and expose imé&teol themes to further understand this
phenomenon; how experienced practitioners copetiéltontinual tension or conflict between
their interpersonal and intrapersonal intelligen@#¢schschild, 1983; Cohen, 2005; Brotheridge
& Lee, 2008; Kelchtermans et al., 2011). Halver§&004) referred to this “seemingly effortless
integration of political and personal phronesigxpert practice as the characteristic of a virtuoso
performance” (as cited in Dreyfus & Dreyfus, 1986200).
Explanation of the Narrative Inquiry Techniques and Tools Employed

A hermeneutic phenomenological approach employargative inquiry techniques and
tools framed the studiNarrative inquiry techniques included asking pgaats open-ended
guestions to elicit rich responses to questionsigparticipants’ lived experiences. Also, their
responses were recorded and transcribed, and kpteigion was given to notating both the
verbal and non-verbal responses participants gavadd a layer of understanding and to
expand upon the methodological approach takenyaeeenplates were utilized. Thematic Data

Summary Sheets, suggested by Miles and Huberm&4 ) 18:re used extensively. These
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templates were the tools employed to help the rekeato organize data, create codes, count the
frequency of codes, notice patterns and themesgengeirom the data, notice relationships
between variables to build a logical chain of enitks and to make contrasts and comparisons
between the data revealed. | also chose to creRligt Analysis template, included as Appendix
J, and a Significance Marker Analysis templateluded as Appendix K, as suggested by
Daiute’s (2014) dynamic approach to narrative stidiute suggested using a strategy
identified as the “materiality principle” (p. 29hich is meant to add a layer of meaning to the
texts by noting participants’ exclamations, repatis and the structural delivery of their
information. Narrative inquiry is a method of cagunry, a participative approach in which
researchers “conduct reseaweith leaderson leadership” (Ospina & Dodge, 2005, p. 150). The
participants and | were able to have deep, candmdsions regarding the El skills and
strategies each reported using within their sckea@lronments. | was able to pose research
guestions and inductively develop meaning fromritie data collected from these individuals
(Guba & Lincoln, 1998; Lincoln & Guba, 2000). Thes®e-on-one interview settings conducted
privately and anonymously allowed the participdotseflect thoughtfully on their years of
practice.This study had a relatively small sample size, Whii not allow the findings to be
generalizable. However, its construct as an in&ge hermeneutic phenomenological design,
did, nevertheless, allow for a rich, detailed asalpf the data and represented heterogeneity as
recommended by Bryman (in Baker & Edwards, 20128). Creswell (2013) also corroborates
that “the exploration of a phenomenon with a heggengous group can vary in size from 3-4
individuals to 10-15” (p. 78). The study linked thigenomenon of El use by principals to the

larger body of scholarship concerning El.
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The process yielded insights into the use of Belagers, both for the interviewee and
the interviewer. Below is an overview of the resbattesign steps taken, followed by a detailed

description of the phases of study, and the seleci participants.

Participants and Setting

The study’s targeted population was comprised ioicpals who serve in Massachusetts.
There were two phases to the study. Phase Oneipartis simply had to be MA principals who
had a genuine interest in the study topic. Phasedandidates did not have a time requirement
for having served in this role. Phase Two cand&lateded to be experienced, meaning they had
served for at least ten years in the same capadityn the same district and school location.
These experienced principals were sought baseleoassumption that they would have had a
great depth of knowledge regarding their individs&ool’s culture, and had probably impacted
their school’s academic improvement positively luseatheir contracts had been renewed more
than once by the school districts that employedthEhe phasing of the study is further
delineated in the Instrumentation section.
Rationale for Selecting Massachusetts Principals

Only Massachusetts principals were considered &spal participants for either Phase
One or Phase Two interviews. The rationale forcgtolg principals from Massachusetts is that
this state’s schools consistently lead the natiaihé ranking of student proficiency, according to
the 2012 Program for International Student AssessifdSA) results (PISA, 2012). Because of
the state’s high levels of achievement, the assiompitas made that these principals’ schools
were representative of this profile and particigasduld, therefore, provide specific insights as
to how principals best influence their schools’deraic achievement positively.

Strategy for Selecting the Sample Populations
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A phased, purposeful strategy was employed to adritie two different types of
interviews in this study. The sample populationstioth Phase One and Phase Two were
selected using a network sampling strategy (Mildduerman, 1994; Patton, 2001).
Participants were solicited from two pools of pat@ircandidates in order to study the
phenomena of a principal’s use of emotionally ildeht capacities to lead and influence
schools. As a doctoral candidate at Lesley Uniwersithe field of Educational Studies. |
canvassed other members of the Ph.D. in Educat®tndies Community via email. | invited
these colleagues to either recommend possiblecyamtits, or self-nominate themselves as
participants. This invitation was sent on June2liL4. The complete Lesley Intranet Email

Invitation to Educational Studies Ph.D. Studenisdtuded in Appendix B.

The Massachusetts Secondary School Administrasssiciation (MSSAA) was also
canvassed in order to locate suitable participdrits.principal of my school is a member of the
MSSAA, and she sent an invitation on my behalftteeomembers via a listserv. These members
were also invited to either recommend a colleagusell-nominate themselves as participants.
This invitation was sent on June 11, 2014. Forctraplete intranet message, see MSSAA

Intranet Invitation to Participate in Research feahcluded in Appendix C.

Instrumentation

This section includes a detailed explanation of tlmevstudy was constructed. It entailed
a phased, purposeful strategy to elicit resporsasgdress the questions posed.
Phasing Explanation

The study was conducted in two phases. Phase @eeiew participants were former
or present Massachusetts principals. The purpoged?hase One interviews was to pilot draft

guestions and to test and revise those questiahsvtiuld be asked of Phase Two participants.



UNDERSTANDING PRINCIPALS’ USE OF El 70

These initial Phase One Interview Questions areidec as Appendix D. The intent of
guestioning was to assure that | was asking questidich accurately incorporated the views
and vernacular of the “emic” | was attempting taodst (Creswell, 2013, p. 96). The revised
Phase One Interview questions are included as Afip&n Phase One questions were purposely
designed to be less probing, as these principdlaatinecessarily have the experience of having
served ten or more years in one school which liredwf Phase Two participants. They simply
had to have an interest in this topic and be vgllio field test interview questions for the
purpose of testing and refining interview questitorghe next round of participants. Phase Two
interviews included questions that were much mersgnal and detailed, as | sought to learn
much more about the specific skills and stratetfiese experienced practitioners employed
throughout their professional lives. | asked farengrobing and delicate questions of Phase Two
participants, in an attempt to inform the reseayaestions the study posed. These Phase Two
interview questions are included as Appendix F.
Phase One

The design for Phase One originally called for@fogroup; however | had difficulty in
convening such a group. There were several redeotise design of the study to include a focus
group, one of which was “to gain an understandiogifthe perspective of the participants of the
group” (Liamputtong, 2011). Focus groups “encourageriety of responses which provide a
greater understanding of the attitudes, behavigrsions or perceptions of participants on the
research issues” (Hennick, 2007, p. 6). | had hapeyhin a better understanding of the
phenomena of emotionally intelligent principalsdpeaking with those principals who were
genuinely interested in this topic. Unfortunatelgnvening a focus group at the time the

research commenced [June, 2014] proved difficaltha end of a school year is typically a busy
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time for principals. Therefore, an alternative Rh@he plan was crafted to pilot the draft
guestions by speaking with participants individyatl order to field test the draft questions
proposed for principals participating in the moet¢ailled Phase Two interviews. Five
participants agreed to be interviewed. | was abl@é¢et with three respondents individually, and
to conduct a joint phone interview with two otheFso candidates nominated themselves. One
of those candidates also invited a colleague tbgyaate. | personally asked two candidates to
participate. Six people initially responded, bueatid not follow up with my request to be
interviewed. Seven questions were asked of thegieipants. Notes were taken on how well
participants responded to the questions posedhbse interviews were not recorded. One draft
guestion, Question Five, was revised by first figgting the questions with this group of
participants. Simply by adding the word “How” aetheginning of this question required
participants to provide a deeper explanation thanyes or no response it would have elicited in
its first iteration.
Phase Two

Phase Two patrticipants were required to be expegkiMassachusetts principals,
defined as those who had served in this capadaditiefoor more years within the same school. A
total of five candidates initially consented totpapating in the more detailed Phase Two
interviews. Two were self-nominated. One was asled colleague to participate. | asked two
candidates to join the study. A total of four prpals were actually interviewed. Subsequently, |
narrowed the study to three principals, as ond@tandidates held the position of “co-
principal”, who had shared responsibility for leagla school. Therefore, this candidate’s job
description did not fit within the desired demodrapof the sample population as designed.

Another candidate was willing to participate, bsanavailable during the time period that the
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interviews were scheduled. One of the participaas currently a principal in a neighboring
state but had previously served in a Massachusghitsol as a principal for over ten years, so that
individual remained a participant in the study.

The small sample size for the study fulfilled tteterogeneity requirement for a
hermeneutic phenomenological design. Participaaied according to age, gender, level of
education attained, employment experience outdigeucation, administrative experience and
current employment status. Further, their schoiflerédd widely; two were elementary school
leaders, while one led a middle-school. The socmemic status of the schools each led
differed, as did the size of the locales. One vitasl $n a more affluent suburban setting, one
school was located in a small city setting with etlxncomes, and one was sited in a larger city
setting and had a large population of students iheived free and reduced lunches.

Each principal was interviewed once, typically &oiwo to three-hour period. The seven
original questions asked during the Phase Onevietgs were expanded to fifteen to further
probe participants’ individual accounts of emotilangelligence capacity identification, capacity
acquisition, development and use, and further icagilbns.

The number and types of questions posed were eggdndthe purpose of learning
much more about the specific skills and strategaeh of these experienced principals reported
using in his or her professional practice. The reatf this questioning was far more personal
and detailed, as these participants’ interviewsigiexd the core data the study sought to
interpret.

These participants’ responses were audio recond@eates were also taken at the time
of the interviews. Each of the interviews was taaifeed. Follow up sessions or

phone conversations were an option for furtheifatation but were not necessary.
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Data Collection

What follows are the eight steps taken to collkeetdata:

1.

A list of questions for both Phase One and Phase Jarticipants was created
with the assistance of members of my dissertatmnmittee.

A matrix was constructed to ensure that there wdiseat correlation between
this study’s research questions and interview guesand this was used to

inform the study’s analysis, which is included ggpAndix G.

The selection of participants was made by soligitandidates via email intranet
using a network sampling strategy (Miles & Huberpie®94; Patton, 2001) of
two distinct populations: the Lesley University’s.B. in Educational Studies
Community and The Massachusetts Secondary Schouimstrators’
Association (MSSAA). Those who agreed to parti@paere then contacted by
phone or email.

The study design consisted of two types of intevgiePhase One interview
participants were MA principals who were willingfield test seven questions
regarding the topic of emotional intelligence. Tdagerviews took place in lieu
of focus groups planned for the purpose of expiptire topic and generating
interview questions that were considered relevadtsound. As a result of field
testing Phase One questions, they were revisdutlglip better prepare for
interviewing Phase Two participants. Participantbath phases gave their

consent before individual interviews commenced eexch signed a consent form.

Phase Two participants were experienced MA pradsiprho were asked a series

of fifteen more detailed questions regarding th@doThese principals must have
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served for ten or more years as a principal witheaxsame district and at the same

school location.

6. Five participants agreed to pilot seven Phase Gweeview questions, which were
not recorded. These interviews, lasting 1-2 houicuration, provided the
information necessary to make revisions to intenggiestions for Phase Two
participants. | then expanded the questions tediftin order to conduct
substantially more detailed interviews with threperienced principals fitting the

demographic required of having served ten or mesgsg/in one school.

7. Five candidates agreed to be interviewed for theerdetailed and recorded Phase
Two sessions. These candidates either self-nondirtaéenselves for inclusion, or
were recommended by other participants. Four weesviewed; however one
participant’s interview was not used in the stuadyher role as co-principal was
not within the parameters of the population | wishe query. One candidate’s
availability to be interviewed did not coincide tviny schedule, so she was not
able to be included in the study. The interviewsedhin length from 2-4 hours

and were recorded.

8. I transcribed interviews conducted with the thrigitde participants. A copy of
the transcript was sent to each of the participemnbsth acknowledge his or her
contribution, and to invite each to qualify, cordeor elaborate on their original

texts. None of the participants chose to amendr#mscripts of their interviews.

In summary, multiple methods were used to captata.d his study employed data
collection methods including recording the Phase @articipant’s responses to the piloted test

guestions by taking notes and by both intervievand audio recording Phase Two participants’



UNDERSTANDING PRINCIPALS’ USE OF El 75

responses. Data collection also entailed creaiaig hotes and making observations of

principals during the interviews.

Data Analysis Procedures

I employed a systematic approach to the analysimta advanced by Miles and
Huberman (1994) that has been used extensivelyahtative design. Using this approach
necessitated the creation of codes, counting #géncy of codes, noticing patterns and themes
emerging from the data, noting relationships betwesiables to build a logical chain of
evidence, and making contrasts and comparisonsketthe data revealed. Miles and
Huberman (1994) suggested using templates sucheasdiic Data Summary Sheets to further
the analysis. Daiute (2014) further suggested #eeafi a Plot Analysis template and a
Significance Markers Analysis template to aid ilgsis. Data from the interviews were
transferred into the specific templates as recondmehy Miles and Huberman (1994) and
Daiute (2014). What follows are summaries of thelte steps taken to carry out the data
analysis, which will be presented in Chapter Four:

In step one, after examining the transcripts thghty | created a coding schema to
search for themes in the transcripts, which was théned. Some themes were combined, others
were omitted, and some were altered to betteratete participants’ responses. Methodologists
refer to this as the winnowing process (Seidmaf62Creswell, 2009; and Guest, MacQueen,

& Namey, 2012).

In step two, after refining the coding schemahaniatic Data Summary Sheet template
was created to provide a detailed and systematimeplure for fracturing the data collected, and
to examine the texts from multiple perspectiveds Ttaditional template approach used to

determine codes and to identify themes and indisasosuggested by both Crabtree and Miller
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(1992), and Miles and Huberman (1994). In ordeartohor the participants’ responses to
Salovey and Mayer’s cognitive ability theory of eimoal intelligence (1990), | incorporated
indicators from each level of Salovey and MayesiFBranch Model of emotional intelligence
domains (1990), which is included as Appendix Hisb incorporated indicators adapted from
some of the characteristics of a person with higbteonal intelligence may exhibit, as defined
by Mayer et al. (2004, p. 210) to the Thematic D&tanmary Sheet template. These twelve
theoretically-based indicators and twenty-eightesae and distinct themes that emerged from
the data were arranged within three different aateg: Self, Skills, and Strategies. | developed
the following themes and placed them in three categ representing a person’s Self, Skills, or
Strategies. Under the category of Self were hasaHdd-changing event is ego-less; has a self-
deprecating humor; understands balance betwedwadifle/what's most important. Under the
category of Skills: values others; respects otrergowers others; is motivational; is
supportive; is collaborative; is reflective; is ptlae/acknowledges/accepts; understands role as a
facilitator; understands abuse/use of power; isahstic; values and considers differing
perspectives. Under the strategies category | decduuses evidence/data to confront a problem;
can de-escalate others’ emotions/behaviors; uradetstdilemmas versus problems and can
address; shows appropriate situational responestation; leads by example; builds
foundational supports/trust/entry plan; focus/enghan school improvement; uses the
collective “we”; listens to others; uses the goldele; and, uses silent observation.

In step three, in order to anchor the participargsponses to Salovey and Mayer’s
cognitive ability theory of emotional intelligen¢&990), | incorporated El indicators from each
level of Salovey and Mayer’s Four-Branch Model wiagional intelligence domains (1990). |

also incorporated El indicators adapted from sofitbecharacteristics of a person with high
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emotional intelligence may exhibit, as defined baydr et al. (2004, p. 210) to the Thematic
Data Summary Sheet template. These twelve indgatere also arranged within the three
different categories: Self, Skills, and Strategielsindicators added under the Self category
were: understands self/knows who they are, ackrinyele personal strengths and deficits; is
drawn to “social work”/improvement, and has had somally sensitive parenting. El indicators
added to the Skills category were: can read otinéegpersonal awareness, understands fear, is
positive, and is open/willing to compromise. Elicators added to the Strategies category
included: has strategies for interpersonal exchsingath private and public, uses simple
language to communicate goals, etc., uses copiagegies, can manage his/her own emotion,
and is slow to react.

In step four, the Thematic Data Summary Sheet kmpvas further revised to better
categorize the responses. Some indicators wereeatkaatoo subjective and were deleted and
others were combined for a more accurate catedmnivaf data as represented in Appendix I.

In step five, the data gleaned from responseach ef the fifteen interview questions
posed was entered into the corresponding tempiatesther fracture it for the purpose of
coding and making meaning. | reviewed each trapstoiidentify the resultant themes. If a
participant’s response could be verified by diedtence from the text, the response was
identified by line number and added to the Them2atita Summary Sheet template. If a subject
referred to a specific incident or experience rpldttimes and that response was linked to an
indicator, it was only recorded once. This progsdsiown as inductive analysis, meaning that
the critical themes emerged out of the data (Paft®80, 2001). | looked primarily for themes or
indicators that were shared by all participantgewed these themes and indicators as the most

significant as all participant’s accounts referehtteem. The Thematic Data Summary Sheet
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template was revised several times in order toigeletter categorization of responses. This
revised Thematic Data Summary Sheet template wapleted for each of the fifteen interview
guestions. These templates helped to inform thesareb by extracting the key themes and
indicators that all participants shared.

In step six, in cases where multiple interviewsjioms were used to inform a research
guestion, | created a condensed version of alkeshédremes for reference, noting the interview
guestions which elicited that response. If an iatticwas shared kafll participants it was
considered significant, and noted in the findin@gsndensed Thematic Data Summary Sheets
were created for Research Questions One, Five ndr®l are included as Appendices Q, R,
and S.

In step seven, to add a layer of understanding@edpand upon the hermeneutic
approach taken, | also chose to create a Plot Aisalgmplate, included as Appendix J, and a
Significance Marker Analysis template, includedAgpendix K, as suggested by Daiute’s
(2014) dynamic approach to narrative study. Dasuiggested using a strategy identified as the
“materiality principle” (p. 29), which is meant &ald a layer of meaning to the texts by noting
participants’ exclamations, repetitions and thacttrral delivery of their information. This
added richness and understanding to the complexopiena of these participants’ lived
experiences.

In step eight, to further understand the dynarhi&roerican leaders regarded as having
emotionally intelligent capacities according to Aland Robbins, 2010; Jones, 2007; and Burke
and Cooper, 2006, | studied the biographies of Aéna Lincoln, Eleanor Roosevelt, and Jimmy
Carter respectively. | created a U.S. Leaders/Sdbesders Comparison Thematic Data

Summary Sheet, included as Appendix L, to theigtaphies in order to reveal the
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commonalities and differences between the indisatvealed in their stories and those of the
participants in the study. | also created a stdadeaSchool Leaders Comparison Thematic Data
Sheet, included as Appendix M, to compare the ddkeaders to one another. These templates
were created in an attempt to inform research guestour and five.

In step nine, to achieve a holistic view of apenses to all questions and all resultant
themes, | created one Combined Thematic Data Suyn@teeet and looked for the overarching
shared themes and indicators that emerged fromatae This is included as Appendix T.

In step ten, in addition to the extensive refeesro Salovey and Mayer’s (1990) Four-
branch Model of cognitive ability emotional intgiince, | also compared and contrasted
participant’s transcripts against two other thaoattframeworks | considered most useful for a
study of school leaders: Beatty’s (2002) schemaléermining the level of a leader’'s emotional
knowledge, and Starratt’s (2004) framework of sstjges for leaders to possess ethical
knowledge.

In step eleven | used eight traditional qualitatiesearch strategies to validate the
information being studied (Creswell, 2013, p. 250)e design and data collection strategies
included (a) having prolonged interaction in theddij (b) piloting of interview questions in the
field, (c) constructing a matrix of correlation Wween research and interview questions, (d)
triangulating data by using a blend of templaterapphes, (e) member-checking for script
amendment if necessary, (f) paying close attertbany personal bias, and (g) providing a
“thick” description (Denzin, 1989, p. 83) to allowaders to make their own informed decisions
regarding the transferability of findings (Linca8nGuba, 1985). Data analysis strategies
including confirmation that coding was performeasistently by enlisting the aid of colleagues

to independently code the transcripts and peeeveany discrepancies between our
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interpretations.

Finally, in step twelve | reviewed and synthesia#dnformation yielded from the field:
notes, observations, the Thematic Data Summaryt§hee Condensed Thematic Data
Summary Sheets, U.S. Leaders Thematic Data SumBhesgt, School Leaders Thematic Data
Summary Sheet, the Plot Analysis template, theifsignce Markers Analysis template, the
Combined Thematic Data Summary Sheet for all Ind@nQuestions, the actual recordings of

the participants, and their transcripts.

Issues of Trustworthiness

To ensure the trustworthiness of this study, séwelalation strategies recommended by
Creswell and Miller (2002) were employed. Long befthe study was designed, | engaged in
prolonged interaction and persistent observatiaghearield, including prior observation and
dialogue with principals. | then checked for misnpiretation by piloting questions with current
principals in Phase One of the study and madeehessary revisions. One pilot study
participant suggested that | change one questiamate it more open-ended. She also suggested
to withhold detailed explanations about the studytended purpose from participants and to let
the answers emerge from the questions posed. Axmais constructed at the outset of the study
in order to verify that the interview questionste&ad a direct correlation with one or more of
the research questions being explored. The intergigestions were informed by using
descriptors from Salovey and Mayer’s (1990) cogaitibility model for emotional intelligence.

Triangulation was achieved by using a combinatibtemplate approaches, specifically
Thematic Data Summary Sheets (Miles & Huberman4)L 3ot and Significant Marker
templates (Daiute, 2014) and then incorporating\@al and Mayer’'s Four-Branch Model of

emotional intelligence domains (1990) as additiondicators. | also incorporated Mayer et al.’s
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description of the high El individual (2004, p. 253 indicators listed on the Thematic Data

Summary Sheet templates. Line numbers were addéeé toanscripts for ease in specifically
identifying the location of evidence found in timelividual transcripts that support a theme or
indicator.

In addition, three colleagues each independentigddhe transcripts using the Thematic
Data Summary Sheets for each of the fifteen int@v\questions. Their results were compared
with mine to verify that our conclusions were senilAny differences were peer-reviewed and
discussed to ensure that the participants’ voica®e \adequately reflected in my interpretation.
To ensure the credibility of the transcripts eaaltipipant received a copy of his/her transcript
and was given the opportunity to qualify, conten@laborate on their scripts. This strategy is
known as member-checking (Lincoln & Guba, 1985)né&lof the participants opted to amend
their scripts.

The personal bias | brought to this study was elaofied and disclosed, as it is my
belief that the use of emotional intelligence blyad leaders is considered important. This bias
was influenced by first silently observing fiveqpeipals’ social interactions with other members
of their greater school communities. Subsequehbggan conducting interviews of four
principals to begin exploring this phenomenon ieager detail in 2011, before the dissertation
proposal stage (L. Maresca, personal communicatiianch and April, 2011).

Finally, the rich, “thick description” (Denzin, 198p. 83) of the principals’ enhanced
narratives, and the substantive supporting tempktewed readers to make their own informed
conclusions regarding the transferability of figBn(Lincoln & Guba, 1985).

In summary, numerous measures were taken to etisuxalidation of this study, using

traditional strategies vetted by numerous authesitin the field of qualitative study (Crabtree &
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Miller, 1992; Creswell, 2007, 2009, 2013; Cresv&eMiller, 2002; Daiute, 2014; Denzin, 1989;
Guest et al., 2012; Hennick, 2007; Lincoln & Gub885; Little, 2008; Ospina & Dodge, 2005;
Miles & Huberman, 1994; Seidman, 2006).

This study assumed that the principals selecteé Wweth aware of their personal
emotional intelligence capacities and valued usiirege emotional intelligence skills in order to
lead their respective school communities. | disatbsy personal stated bias that | find the use
of emotional intelligence by school leaders torbpartant to participants in both the letter of
invitation to join the study, and in my persondknactions with them. This bias was influenced

by my prior experience in both observing and inemng principals in the field.

Limitations

The following limitations of the study are explaith€a) difficulty in convening a focus
group, (b) not considering other models of emotiamalligence, (c) not considering a mixed-
methods research design, (d) not considering atlatigal study, (e) not considering gender
differences, (f) not considering other approachdsadership, cross-cultural perceptions by
followers, or other attributes of leadership, (gpfng a pool of experienced principals, and (h)

researcher bias.

Difficulty In Convening a Focus Group

| had originally planned for a focus group in Rh&ne, however | had difficulty in
achieving this goal. | had hoped to gain betteritdmwareness by speaking with principals
about the phenomena of emotionally intelligent @pals in a focus group setting (Creswell,
2013, p. 96) and to pilot test questions to be dskd>hase Two participants. By conducting a

focus group | may have had more insight into theubation | intended to study, resulting in
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better formulated interview questions.

Not Considering Other Models of Emotional Intelligance

| did not consider other emotional intelligencedels such as the mixed-method models
introduced by Goleman (1995) or Bar-On (2013). Hhgly also did not consider Mayer’s
(2014) latest thinking on the theory of persongtligence, which sprang from his work
regarding emotional intelligence. | was focuseelyobn Salovey and Mayer’s (1990) cognitive
ability Four-Branch Model Theory of Emotional Iligénce. Considering other mixed-method

models would have influenced the study differently.

Not Considering a Mixed-method Research Design

This qualitative hermeneutic phenomenological guged narrative inquiry techniques
and tools to gain a deeper understanding of thaghena of a principal’s use of emotional
intelligence to influence his or her school comntyini did not incorporate a mixed-methods
design approach.

Not Considering a Longitudinal Study

This was not a longitudinal study that traced ag@pal’'s development and use of
emotional intelligence throughout his or her engirefessional career. Considering a lengthier
study that tracked a principal’s learning over ragler period of time may have chronicled one’s
“disorienting dilemmas” (Mezirow, 1995, p. 50) awdunding experiences” (Ackerman &

Maslin-Ostrowski, 2004, p. 28).

Not Considering Gender Differences

While | noted some gender differences when paditis describe interactions with

others, the design of the study did not allow fereaamination of gender differences. The Plot
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Analysis template revealed some very differentraxtéon styles and resolution strategies
employed by male or female participants in the wt@he participant spoke about the
differences between his leadership style and lisessor, which prompted some further sidebar
guestions about emotionality and gender differemtésadership. Therefore, it would have been
wise to learn more about El strategies employeddmh gender, and to have incorporated those
in the study. Caruso and Salovey (2004) themsaopseded that “women may have a slight
advantage in the hard skills of emotional intellige” (p. 23), but that “women are devalued,
relative to men when they engage in certain le&getsehaviors [gender role norms], even
though they might be effective” (p. 23). Mayer ht(2008) also suggested that greater attention
should be placed on issues of culture and genddrtreeir impact on El theory and the
measurement of El (p. 513). Rockstuhl, Seiler, Adgne, and Annen (2011) also discuss the
impact of gender and perceptions of followers lgaaler. | also noted during my pre-study
interviews (L. Maresca, personal communication, ®aand April, 2011) that one of the female
participants reported using emotional labor (Hobild¢1983) on a regular basis, adopting some
male-congruent behaviors such as speaking in atoee, and apologizing once, rather than
profusely, in order to be taken seriously in hée rdherefore, my not considering gender
differences was an important omission for this gtud
Not Considering Other Approaches to Leadership, Cres-cultural Perceptions by
Followers, or Other Attributes of Leadership

| was most focused on the alignment between emaltiotelligence theory and
transformational leadership and related theorydasrced by Mezirow, 1995; Avolio et al.,
2004; and Riggio et al., 2008, specifically. Theref | did not choose to delve deeply into the

myriad other approaches to leadership, such agdloartransactional (Louis, Dretzke &
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Walstrom, 2010; Harms & Crede, 2010). | also ditlcimose to consider the cross-cultural
perceptions by followers of a leader (Rockstutdlgt2011) which may have proved
illuminative, as one of the participants did disctise perceptions of himself as a leader by
Hispanics and Blacks in his school community withig narratives Finally, school leaders may
attribute their successes to many other factorsrdtian solely having the ability to be
emotionally intelligent. Factors such as the ecasaonditions of a school’s location, the
geographic location of a school (urban, suburbamii@l), or whether the participant had a prior
history of association with the school they areently leading, i.e.: either in having taught
there, or had another administrative role therey atso play a role in successful school

leadership.

Finding a Pool of Experienced Principals

The small sample size was a delimitation of thetonnected to the research phase.
Finding a pool of principals to interview who fite description of “experienced”, meaning that
they had served for ten or more years in theirgettyge schools was a delimitation. Expanding
the range to principals having served less timelevbave enlarged the sample size and may

have enriched the study.

Researcher Bias

I hold the belief that the use of emotional intgince by school leaders is considered
important. This bias has been influenced by my e&pee in both observing and interviewing
principals prior to the study and by having persamtaractions with principals for the past

seventeen years in my role as an educator.
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Delimitations

The following delimitations to the study are dissed: (a) delimiting the study to
Massachusetts principals only, (b) delimiting thedg to experienced principals having ten
years of service in one location, (c) having a $s&hple size, (d) considering only Salovey and
Mayer’s Four-Branch cognitive ability model of enaoial intelligence, and (e) constructing a
qualitative, phenomenological approach focusedasrative analysis.
Delimiting the Study to Massachusetts Principals Oly

| delimited the study to principals who currerdbrve or have served in Massachusetts
schools. One rationale for soliciting principalsrfr Massachusetts is that Massachusetts schools,
in total, consistently lead the nation in the raugkof student proficiency, according to the 2012
Program for International Student Assessment (PI88)lts (PISA, 2012).
Delimiting the Study to Experienced Principals Hawng Ten Years of Service in One
Location

My rationale for setting these parameters arourddrticipants is that by serving for
this length of time, participants should have aggeawareness of the environment of the school
community in which he or she inhabits, and wouldéhaad one’s contract renewed more than

one time, and usually, under different superintatsie

Having a Small Sample Size

Having a small sample size for a study is usuaBoaiated with case method or
narrative analysis. However | thought that a consparof three individuals, representing both

male and female perspectives, and representing thiferent socioeconomic populations
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(urban, city and suburb) would yield sufficienta&dr the purposes of this phenomenological

study.

Considering Only Salovey and Mayer’s Four-Branch Cgnitive Ability Model of Emotional

Intelligence

| felt that this cognitive model was a purer ddfon of El abilty. Some of Goleman’s
(1995) definitions, especially, greatly extend &Irticlude personality traits such as need for
achievement, self-control, and emotional traitshsag happiness and social styles such as

assertiveness, which | thought was too broad &utfined in scope.

Constructing a Qualitative, Phenomenological Approah Focused on Narrative Analysis

| could haveconsidered other approaches to the study, includitxgd-model i.e.
gathering both qualitative and quantitative dataafmalysis, which may have generated very
different perspectives from which to analyze datawever, | felt that a study that had
phenomenological underpinnings and used narrakigerpts sufficiently delineated participants’
lived experiences for my purposes.

Limitations and delimitations are further examimedhapter Five in the section on

Future Research.

Chapter Summary

| used multiple approaches to create a qualitativdy. This hermeneutic
phenomenological study incorporated narrative ingi@chniques and tools recommended by
leading experts in this field (Daiute, 2014, LiitR908; Miles & Huberman, 1994). It was
designed to systematically fracture, analyze amth&gize principals’ accounts of their

understanding, acquisition, development and ussraftionally intelligent capacities within their
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professional practice. It was purposefully craftedully inform the six research subquestions it
sought to address.

Additionally, | was able to field test my intervieyuestions and locate suitable
candidates for inclusion in the study by using tavoek sampling strategy (Miles & Huberman,
1994; Patton, 2001).

Utilizing the Lesley University’s Ph.D. in Educatial Studies Community proved to be a
productive source for selecting participants fothghases of interviewing. Members were
invited to self-nominate or suggest peers for isido in the study. As a result, all eligible
participants for the Phase Two interviews origiddtem the Lesley Ph.D. Educational
Community.

| was able to interview the selected participam{grivate settings, which allowed
confidentiality and anonymity. This environment veaniducive for having rich discussions and
revealed new insights to the topic of a principakge of emotional intelligence within his/her
school environment. | disclosed my bias both irtimgiand again at the outset of the interviews,
stating that | thought the emotional intelligené¢goncipals was important.

| enjoyed the one-on-one interview format, as | padr experience in field testing this
type of research before constructing the studyMaresca, personal communication, March and
April, 2011). The interpretive phenomenologicaldstaesign aligned perfectly with my
philosophical preference for a social constructigigproach. Conducting enthusiastic research
with my participants in intimate, one-on-one seftiand having the findings emerge from the
interviews helped me to more thoroughly understargiphenomenon of a leader’s use of
emotional intelligence (Patton, 1990, 2001).

| used a strategic and systematic approach torthlgss of this study advanced by Miles
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and Huberman (1994) to fracture the data gleareed &ach interview question by using a
template that | titled a Thematic Data Summary §teeel compared participant’s indicators on
Thematic Data Summary Sheets with those of U.8lelesa and against each other. | added two
other templates, a Plot Analysis template and aifsignce Marker Analysis template to further
understand the “materiality” (Daiute, 2014, p. 89}he texts.

Numerous efforts were made to ensure the trustivashk of the study, by using
validation strategies recommended by experts itig¢hd: (Creswell, 2013; Denzin, 1989) These
approaches included prolonged interaction and $terdi observation in the field, checking for
misinterpretation by piloting test questions in §h®ne of the study, creating a matrix to assure
a correlations between research and interview guesstand informing the interview questions
with by using descriptors gleaned from Mayer eés 2004, p. 210) description of a highly
emotionally intelligent individual. Triangulationas achieved by using a blend of template
approaches (Miles & Huberman, 1994; Daiute, 20Edke and accuracy of locating identified
themes in the transcripts was improved by numbehedines of the transcripts. Colleagues
were employed to provide inter-rater reliabilitydgmeer-review to resolve discrepancies between
interpretations. The transcripts were providechtgarticipants in an attempt to member-check
and offer the opportunity to amend data colleckég personal bias was disclosed. The full
transcripts attached provided “thick descriptioD&(zin, 1989, p. 83), affording readers the
opportunity to draw their own conclusions from tteta independent of my conclusions.

The limitations and delimitations of the study welearly delineated. All participants fit
the definition of the experienced principal whichsathe population | had specified as my study

focus.
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CHAPTER FOUR: RESULTS
Introduction

The purpose of this hermeneutic phenomenologidalysivas to describe and analyze
principals’ accounts of their understanding, aatjois, and development of emotional
intelligence (El), and their use of El to influertbeir respective school communities. This study
used a hermeneutic phenomenological approach aptbgad narrative inquiry analytic
techniques and tools to provide further insights the emotional intelligence capacities
principals report using to lead their schools. Tihisrpretive inquiry was intended to provide
insights into the emotional intelligence capacipescipals report using to lead their schools.
The study also used principals’ accounts to exphore emotional intelligence can be addressed
in principal preparation programs.

This inquiry examined three experienced principatsounts of their understanding,
acquisition, development, and use of emotionalligece (El). Three participants, T, J, and D,
were interviewed, each for two to four hours ingim) and their in-depth interviews were
transcribed. For the purposes of this study, areapced principal is one who has served in this
role or ten or more years within the same school.

A systematic approach was taken to capture and“thesture” the data into categories
for coding and analysis (Strauss, 1987, p. 29itad . Maxwell, 2005). This technique allowed
for data to be observed and analyzed from sevédfateht perspectives. First, | recorded and
listened to the responses participants gave, triéestcthese interviews, and analyzed the
transcripts of their recorded interviews for bdtk verbal and non-verbal responses to questions
posed to aid in my interpretation of themes rewkalearticipants’ life stories. Primarily, direct

guotes are taken from the participants’ accounsifiport the findings. Second, | used several
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templates as tools recommended in the qualitagisearch methods literature for organizing and
interpreting narrative data to facilitate the ipretation of qualitative data. Both Crabtree and
Miller (1992) and Miles and Huberman (1994) suggsétg Thematic Data Summary
templates. Daiute (2014) suggests using both Segimcée Marker Analysis and the Plot Analysis
templates (p. 29). Third, themes that emerged tleparticipants’ narratives were added to the
customized Thematic Data Summary Sheets that teztdar this study. Fourth, indicators from
Salovey’'s and Mayer’s (1990) cognitive ability tihgof emotional intelligence were also
included in the Thematic Data Summary Sheets. Ttbdu my understanding of the participants’
reported use of this definition of El within th@iractice, participants’ individual narratives were
compared and contrasted against these indicatbrishwepresent the four domains of emotional
intelligence. Analysis was further informed by wziihg both a U.S. Leaders/School Leaders
Comparison and School Leaders Comparison templat€endensed Thematic Data Summary
Sheet was employed to analyze large amounts of Bigld notes, observations, the recordings
of the participants—including transcription andatain of their voice inflections—and these
various described templates were all utilized dyanalysis. Theoretical frameworks and
schemas for understanding ethical leadership ¢&taR004) and a leader’'s emotionality (Beatty,
2002) were also employed.

One central question guided this inquiry: What experienced principals’ accounts of
their understanding, acquisition, development, aselof emotional intelligence capacities?

The following six subquestions, which are refer@ds research questions, were
employed to frame the research:

1. What do these accounts reveal about how principaderstand emotional

intelligence?
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2. How critical is emotional intelligence to princigapractice?

3. What experiences do principals attribute to thesgamee or absence of emotional

intelligence?

4. What do these accounts reveal about how emotiatelligence is developed?

5. How has professional practice been informed angtadeover time because of one’s

acquisition, development, use and understandirggrmitional intelligence capacities?

6. What do these accounts reveal about what may lmkedeae educational leadership

preparatory programs?

This chapter presents the findings that emergad this qualitative study using a
hermeneutic phenomenological approach (Creswell320p. 76 - 80), employing narrative
inquiry techniques and tools advanced by CrabtneieMiller (1992), Miles and Huberman
(1994) and Daiute (2014, p. 29). The chapter isuoimed as follows: (a) Introduction, (b)
Organization of Data Analysi§&;) Data Analysis: Research Question One, (d) Batlysis:
Research Question Two, (e) Data Analysis: Resdaudstion Three, (f) Data Analysis:
Research Question Four, (g) Data Analysis: Res&@udstion Five, (h) Data Analysis:
Research Question Six, (i) Twelve Major Findings] §) a Chapter Summary.

Organization of Data Analysis

The following sections are employed to reportfthdings for each of the six research
guestions. Each section includes (a) an introdydtatement, (b) emergent themes that were
either directly inferred from the transcripts orre/eevealed from the use of the accompanying
templates, and (c) discussion of findings.

Data Analysis of Research Question One
What do these accounts reveal about how principalsnderstand emotional intelligence?



UNDERSTANDING PRINCIPALS’ USE OF El 93

Research Question One was intended to glean ipariis’ understandings about
emotional intelligence. Themes for this questioresgad primarily from analysis of the
participants’ narratives and by listening to papémts’ responses during the interview process.
Four other analytical tools were used: these iregdu@) thematic data summary sheets, (b)
condensed thematic data summary sheets, (c) thanqddysis, and (d) significance markers
templates.

During the interviews, participants, either dirgait indirectly, were able to report their
understanding of emotional intelligence. Primandgyticipants revealed their understanding
when they discussed the interpersonal and intrapatskills that they needed to possess and the
strategies that they employed in order to providection to others and to influence their

respective school’s academic achievement.

Central Theme

A central theme in each participant’s narrative tesneed to build relationships with
others. Participants consistently reported that\was essential before the important work of
school improvement could begin in earnest and toetinue.

What follows are examples of how participants régbtheir individual understandings
about what it means to be emotionally intelligghbegan by stating:

My practice always has to be “How do | show?” Hdlieve it, how do | help people to

see it for themselves?

He then elaborated:

Well, people only do what they believe in. So, wieetit's self-effacing or just honest,

what | believe in doesn’t matter. We have teachetke school; if their belief system

doesn't align with mine, what | have to do is sygk and appreciate and understand
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that. If it's something | truly believe in, then nob is to help people to see that. At the

same time, | need to be open to the fact that lidcbe wrong.

When asked how emotional intelligence impactedwek, J said: “I think the biggest
attempt that everyone can get their heads arowally is choosing carefully when | need to be
present and what emotion is driving that decisiomy part.”

T spoke about the conflict or tension that wouldwemif relationships were not forged
first:

If, you know, we got a nice understanding bubdttfoundation of emotional intelligence

or social capital or whatever you want to calhés not been built right from the

beginning by asking people what's important tarth&What should we probably drop?”

... If you don’t take the time to do that, then, aradie their voice as you move along in

your struggles, ‘cause there are going to be gtesgthey'll be just oppositional, they’'ll

be combative. It’'s just a battle versus comingnd doing what you really need to do.

Finally, T reported his understanding of emotianglligence by stating that:

Any worthwhile learning will take place [only] aft there’s a worthwhile

relationship...that’s really what this is doing. $is building relationships among

stakeholders. When you do ... [that], relationslEpsbuilt and then the work can
happen.

| observed that principals spoke repeatedly abimutrhportance of gaining the trust of
teachers, parents, students and staff and firktibgirelationships with these stakeholders
before doing the important work of school improvemnd explained how much progress she had
made with her current staff regarding contractsslies. She reported that she would say to them

“I know I'm not in your union, but | kinda am, imather way” [then addresses the interviewer]
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so, that's gotten them to really, | think, trust,raad if they know that something’s not right,
even for some of my most strongest, strong perg@saivho wouldn’t go to the principal, when
someone comes to them [to complain, they say] “Wgol just go talk to J!” And that, to me,
was a lot of growth because prior to that they wdwdve run to their union and that’s kinda
stopped.

| observed in D’s account that he consistentlgenéed himself as an advocate for a team
approach to solving school problems. D said thatafrhis favorite sayings was “that the
wisdom of the team always supersedes that of thedenius.” | found repeated examples of this
philosophy within his narrative. He cited trustimig teachers, “the practitioners in the field,” to
come up with solutions for increased student a@ent and his reports support that he
implemented their suggestions regularly.

T, now retired, could recall and gave examplethefnumerous conversations that he and
his most recent faculty and staff had engaged éncikéd having a deep interpersonal knowledge
about his staff. | observed that he continued $befiorelationships he had made by
communicating with his constituents in a mannet Kegan and Lahey (2001) have referred to
as the “language of ongoing regard” (p. 91) with ¢onstituents. Note that these were mature
relationships that he had cultivated over time:

It's just, um, listening to what people say ankimg... if | run into this teacher I'm

going to ask her “How are the twins doing?” Iuhrinto this teacher I'd ask her, um,

“Getting married in nine days, getting psychedht?” (Laughter). If I run into this

teacher it would be “How’s the camp in New HampshiHave you been there recently?”

If I run into this teacher, um, “I hear you juygit elected to a union position. What are

you finding hard about being in the union leadg®hlf | ran into this teacher
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| mean, every single person, my secretary: “Whgaig next daughter’'s wedding,

in the fall, in Vermont, right?” | would just cantie the conversation | ended last time |
saw them. Catch up.

He continued by saying:

| mean, so you just learn this over time; takept@eple, value the people you got, they
will work for you. Theywant[emphasis added] to work for you if you value thanal
their voice. And that was just one small thingd dvery day.

T, J and D each reported making repeated effosgjender trust and to build and/or

sustain relationships with their faculties.

Subthemes

| determined from their transcripts that particifsatlemonstrated eight major skills and
employed four specific strategies when describiggrtattempts to effect some change within
their individual schools. Specifically, participarwere able to describe various interpersonal
exchanges with others and the outcomes of thosesti®ns. | identified these thematic skills
and strategies from analyzing the participantsigcaipts and the thematic data summary sheets,
plot analysis template, and significance markargptate designed to aid in the interpretation of
data. | chose to categorize themes as skills ategfies using the following measure: a skill is
defined as “the ability to do something that cornem training, experience or practice (“Skill”,
2015), whereas a strategy is defined as “a plattdn or policy designed to achieve a major or
overall aim (“Strategy”, 2015).

What follows are discussions of the subthemes densil by one or more of the
participants to be necessary for building relatps. They include the skills of (a) being open,

(b) being positive, (c) being respectful, (d) beingusive, (e) being an active listener, (f)
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managing one’s own emotions, (g) being self-reffectand (h) being situationally aware. | will
also present the particular strategies that ppéaids described employing. They include (a)
creating comprehensive entry plans and strategiespb) modeling desired professional
behaviors, (c) using evidence, and (d) using dttéesgward language. Each subtheme is further
delineated below, supported by excerpts from ppgids’ individual narratives or explanations.

Being open One meaning assigned to El by participants isithaimportant to be open
to stakeholders, and to engage in meaningful died@pout ideas for school improvement. D’s
and J's reported comments, shown here, conveywhidimgness to engage in dialogue to effect
positive change. D said:

I’'m receptive to ideas from anyone who has theno@ag as they’re genuine. The one

thing | guaranteed teachers is that any idea theg that makes sense to them and their

colleagues and doesn’t violate policies we'll myimplement. | believe it's very
important to be open to ideas, but | also think iithportant to show people that if they
invest the time and energy to come up with somgthire’ll do it.

J also stressed the importance of being receftittee ideas of others. In this excerpt she
reflected upon recent dialogue and how her plan@éa after considering her faculty’s views. It
also underscores how much she valued their opinions

So my original plan went this way but basically][bstening to others and collaborating,

it went this way, which is a much better way. Squéss that would probably be the

biggest global example of school improvement tvatre trying to move forward... The
group | listen to, | would say hourly, daily, miely would be my teachers. You know.

Constantly. They give me feedback on about evargth

Both J and D expressed similar caveats theyaigauge their willingness to entertain
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new ideas. These measures were (a) if it's goodttatents, (b) if it doesn’t violate
administrative policies in place, or (c) if it do&sviolate teachers’ contracts.
Analysis of T's report reveals the numerous waywlnich he cited his willingness to

be open to others. These included crafting an gaiény designed to capture the views and
concerns of school stakeholders, and buildingategiic plan that acknowledged the collective
voices of his constituents; the plans incorporabed perspectives and suggestions into a
comprehensive call to action. His openness wasddswnstrated in the way he encouraged new
principals to do the same: to solicit the feedbaifcgtakeholders before suggesting school
improvements.

| noted that all participants’ reports includedherks about the importance of being open,
or receptive to others’ ideas for school improvetselm this way, participants conveyed the
high El value they placed on the skill of being mpe

Being positive Participants also described the skill of being fpasias contributing to
their understanding of El, especially in thoseanses when their faculties were attempting new
teaching approaches. Here, D remarked:

We’'ll look to see where our shortcomings are aedlwork on them...we’re not

criticizing what they've done; we’re not sayingdif're a bad teacher” ‘Cause there’s a

lot of that. No! We're saying, like in medicind there’s a new way to treat cancer and

it's effective and helps to cure cancer, doesfti@dn your doctors change what they

used to do, and try a new way? It makes your dditier! That's what we’re looking to

do. Go from good to great. “You've all been goblére’s a chance to move to great for

your kids.”
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An analysis of J's report confirmed her statedarathnding of how important it was to
be positive. She said that she attempted to “@itdh all the time” in order to provide support to
her faculty. T expressed his positivity in a candidmorous manner. He reflected on how he
sought to change teachers’ practices gently, bygusie students’ academic performance as the
focus for conversation and easing teachers’ fdaositehim as their school’s new leader. He
explained his thinking to me: “Not, I'm trying toawe you, [not] I'm trying to “can” [fire] you,
and [not] I'm trying to hurt you. I'm trying to gehe kids, the building on Level 1. | want AYP
[Adequate Yearly Progress] for these kids.” Hectgering his teachers suggestions for
watching students’ performance more carefully, said “because the goal was really not to Kkill
the teachers, the goal was to improve the kidditalo read.”

These reports reveal that participants underdiddd include the necessity of being
positive with faculty, especially when faculty igeampting new teaching practices. Participants
maintained that it was a necessity to focus padition students’ performance rather than focus
negatively on teachers’ ineffectiveness.

Being respectful Participants’ reports emphasizéne value of being respectful of
others’ voices, especially within the wider coneengchool community band of parents, school
committees and other administrators. Each citedheles of respectfully requesting and taking
into consideration all perspectives from all stakdbrs. This was most apparent whenever they
were describing how to move ahead with any impdéitahool achievement initiative. T's report
made evidenis ommitment to considering the greater school comigigwiews and opinions.

In this excerpt, he reflected on “voice” and wham ©iappen as a result of not paying attention to

others:
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You come to the table knowing that all of the de@yound you have the same, less or
more experience than you and that they all hax@ce... If | could kinda boil it all
down... it really speaks to “Do you understand tither people have and want a voice
that’s heard? If you do, if you understand ththeo people that work with you whether
they are parents or other administrators, teacktrdents, whoever, have a voice and
would want it heard then you will have, | thinkpropriate emotional intelligence to lead
the district, the school, to improve. If you dotfiink that people have a voice and you
want to sort of live by your own voice then | thiyou’ll have limited results if any
results, if any success. | guess you'll have tssthey just won't be positive. (Laughter)
This excerpt underscores T's understanding ofsEha critical necessity of treating
others respectfully. He asserted that principalstrhear, validate, and respect all voices in the
community in order to be “successful” and be comstd emotionally intelligent.
J spoke about how a new math initiative came about
It was an everybody input....I mean there was schowimittee input, there was
superintendent input... there was push back frorarpay but, then many parents were
very supportive so we had to figure out and comioata with the push back parents and
then the major shift from the idea to where ibiday on July 28 is probably a complete
180 degree turn than what came from teachersastanlot, rather significant, now that |
look at it.
D’s statements included many indications of bspect for others. While he often
emphasized the respect he has for his teachéitbeopractitioners in the field,” | noted that he

also regularly expanded that respect to othersdmutke faculty band of school community
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members. Here he speaks about a distinction otheke between child and adult learners in
general, and he voices why he feels differently:

You [the interviewer] talked about adult learnensl &hild learners. | don’t believe what

they say. | think we're all learners and | thinl tining that matters to kids matters to

adults; being respectful, learning from one anotKets do that. You call it adult
learning? That'’s silly. We're all learners.

For all participants, El includes having respectdthers. J and D both referenced “the
golden rule” in their narratives, and advocatea@shis measure to treat others in the same
manner that one expects to be treated.

Being inclusive The theme of being inclusive was common to eachiggaant’s stories
and explanations. Participants explained how tbstered relationships with those within the
school community, namely, faculty membefs analysis of participants’ narratives revealed
that they each valued faculty and were fully conexditto engendering inclusive senses of
community within each of their schools and withuttg members. As the following examples
show, each participant reported efforts to buildesive, collaborative, and collective school
bodies:

T reported that his goal was always to “principedof”’ the school he led. He described
setting up the conditions to make that happen:

No matter who was in the principal’s office, thakeholders in the building or in the

district have so ingratiated themselves with thigative, no matter which the principal

is, that initiative is going to move forward. Seetefore, with that [thought] in

mind...they’re not my ideas.
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J said that she also strove for collaboration“aratked real hard,” learning by error to
curb her tendency to “shoot out an email.” to issukrective. As an alternative, she remarked
that she made a greater effort to have more “béredenmunication” or two-way dialogue with
faculty. She noted that communicating in this waswne of her “biggest [self] growth areas.”

D’s report consistently demonstrated this inclagimature. His statements make reference
to his community members as family. Here he disesisshypothetical example of learning that
a faculty member has cancer:

Um, the first thing that people have to know ig/[support. If it's going to hurt them,

you have to let them know that, or anything | darto help you, to help, I will do.

“Here’s my cell number.” whatever it is, becauseave a family and | have to look at it

from that perspective.

D’s account often included collective “we” staterteesuggesting that he considers his
faculty and himself as one community. Moreovetthiree separate instances in his account D
referred to his faculty as “family.”

These excerpts illuminate how all participantsaregd their schools as communities or
attempted to build community in their schools. Tliemarks include many instances when they
report using inclusive, collective language whedradsing faculty members, especially in larger
meetings. This inclusive orientation, thereforatipfly explains their understanding of
emotional intelligence.

Being an active listenerParticipantsvere consistent in their endorsement of active
listening as an important ability for school lealémoted that participants valued this skill
highly, and that it was integral to their overatiderstanding of EIJ reported that it is her

“nature is to listen” and that others have recoggithat quality as part of her charactérhen D
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recounted a meeting with parents and their sonalsahool incident, he cited that his ability to
listen carefully was essential to his understandtegsituation fully. D promised the student’s
parents that he would “listen to every word you,’shyt also requested speaking to their son,
too. He explained to the parents that “I reallyntM®@ hear what he’s thinking, what he’s
feeling.” In this way, both J and D’s accounts ceye perceived importance of listening to
improve understanding.

T's account placed a very high value on becoraim@ctive listener. Here he states why
this skill was necessary for his success:

Because | was a bank branch manager and you stahoers and you tried to sell things

to the customer, and you can only sell after tieamer has had a chance to tell you

what he needs. So you ask him. “Do you have thid?o you have life  insurance?

Did you know we have life insurance?” And theny sk these questions and it gets
you to realize, yeah, | get more successful, &t ttgs person to talk more...the more | listen
the more successful I'm going to get.

| noted that T employed a seamless transfer ofaltes skills he found useful in the
banking world to that of the school environment.ri@ntained that once he understood his
banking customers’ needs he could “sell” them sbingt | observed that by his careful report
of listening to constituents and by incorporatingit needs, T was able to “sell” his faculty an
entry plan they could all could “buy” in to, just he had done in his prior career.

Participants repeatedly identified the importaotkstening as contributing to their
understanding of EI. Analysis of the data revedhad all three participants found this skill to be

essential to their roles.
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Managing one’s own emotionsEach participant maintained how important it was to
manage one’s own emotigespecially during contentious discussions with thie one
example T described what a typical school day cdssif: a continual barrage of events,
meetings, appointments and other encounters thairechim to engage with others. He related
that “the whole darn day is working with peopleiltng people up, calming people down,
listening to what they say, formulating decisionsrking with people, all different kinds of
people!” This statement implies that he understo®thad to manage his own emotions
accordingly, while simultaneously dealing with agieemotions. | noted that both J and D cited
situations that could have escalated had theykept“an even keel” in J's words. In her
narrative, J recalled speaking with faculty abauttes she had assigned. She maintained they
were angry with her because she had assigned smuesgof teachers more duties than others.
She explained that she “let them scream at methattshe did not respond in kind. In this story
she let teachers “vent” because she was intenbvlemg the problem of fair and equitable duty
allocation for the following year. She respondedshying “Ok, let’s talk this through and figure
it out.” She reported that she attempted to “kegpown emotion in check and listen,” and then
she explained that she used coping practices & gad meditation to help shape her ability to
remain calm and balanced during tense conversations

Analysis of the data revealed that each partid¢ipansidered it imperative to control his
or her emotions. Participants conveyed that thedleustanding of El includes the ability to stay
calm. D remarked “I do angmgally [he drew out the word for emphasis] well, wheadd my
temper. |1 do have a temper, and it can be bad.lAvauld tell my wife that nothing ever came
from anger.” J commented similarly “I learned tldtget upset too, it just feeds their

upsettedness. It takes you nowhere. It goes nowhere
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Being self-reflective Participants described being self-reflective in gnarstances
throughout their narratives. Participants were &blarticulate the changes they made in their
own behaviors over the many years spent in the sal@elncluded in their responses were
many remarks about their likes, dislikes, and pegfees. They made many references to now
knowing themselves well. J maintained that she acasely aware of her personal nature. She
explained, “from Myers-Briggs | actually know quaebit about myself.” She continued
“basically, | take a support role, what a surpriséle said this in what appeared to be a self-
deprecating manner], that's my go-to-kind of thirg.reflected on his life to date. He said “I
have a really good life! | can honestly say thate’ went on to recall the different jobs he had
held throughout his lifetime, and stated that kedibeing a teacher’s assistant, a teacher, an
assistant principal, and a principal. He maintaitined the only job he disliked was the position
of assistant superintendent, because he couldenioiskauthentic self. As a result, he reported, he
left that position.

| inferred from T’s report that he also learnedrtanage his emotions. Here, T cites how
he has changed over time:

Yeah, | think I've slowly become more and moreaafonfident and quiet leader, um, that

allows...understands the importance of stakeholdesgts up a climate or a framework

with their integral process and then tries to weith them...1 love this phrase “creates
the conditions that allow them to work freely andhe best of their ability” so that, in
the end, kids learn and love school, wanna consehool.

The above statements reveal that participantsratutel El to mean the ability to stay
calm, or to manage one’s emotions. Each princigahtained that the management of one’s

own emotions was one of the most important skdiohshe could possess.
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Being situationally aware Participants associated the ability of being situnelly
aware with their understanding of emotional inggdhce. Keltchtermans, Piot & Ballet (2011, p.
104) refer to situational awareness as being hyigdant, or “micropolitically-literate.” | also
observed that participants had a “macro” awareassgell, meaning that they revealed their
understanding about how others outside of the daleabm might perceive or react to a school-
related situation. Sometimes these situations w@ngparatively minor (i.e. addressing a parent
concern). In other examples, | noted that partidip&ad to react to major crises involving the
larger school community, such as the death of anpaParticipants’ excerpts, overall,
encapsulated their reported awarenesses aboutlhstakeholders could be impacted, both
those within their school microcosms, and in tlrgda public arenas outside, and how to best
“manage” other people’s thoughts, feelings, andtems, and how to minimize tension and
conflict.

Analysis of T's reports showed repeated exampldss perceived situational
awareness. In one section of his narrative helsgtahe difficult year at his school when he had
three parents die. It was evident that while heghbto console one parent, he was also intent on
crafting an appropriately sensitive message tamnfois entire school community:

I've had parents die. Well, actually, when | wageptions name of school], in one year |
had a parent die of cancer, a parent commit syieide a parent murdered. ...and what | would
do, within 24 hours, 1 would call the home.

After speaking with the parent, T would say:

All right, | want to say something to the kid’ask. Can | just say she passed, suddenly

passed away ...and we support you? ...Always calhthese as soon as | found out.

Hi...I'm calling on behalf of the faculty, to expsesur condolences ...anything | can
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do? And if I'm going to send a message home “Henew I'd like to say it, is this okay

with you?” | always get the okay from them.

J's account also reveals sensitivity for informhreg staff appropriately. She stated that
“sometimes its news that is difficult for the whal@aff, so | always hold a face-to-face...if it's
an emergency thing, before school.”

The excerpt that follows reveals D’s perceived r@nass of regularly enforced school
policies and how these policies can impact studeagstively. He questioned the soundness of
these school policies, based upon his understammdingw a child’s home external environment
can impact his or her learning:

It's a common thing that happens in schools a leénvkids fail, because people don’t

want to take responsibility for that. It's very Hdo say “I failed” so, a lot of times, that

something else becomes the parent, the childnteeniet, you name it, some other thing
than saying what can | do to stop? [pauses, svatdirection] Where’s this kid coming
from? You know? Did he eat today? What did he dg®weekend when he went home?

[D now focuses on me, the interviewer and asksefophasis] You're a parent? You've

got two kids? You make sure they get dinner anthdo homework? Homework is a

good example of that. You have teachers who dordeustand why children don’t hand

in their homework. You have three misses and tloenget a bad grade. That's a bad
policy. The question iwhy[word drawn out, said with emphasis] aren’t youndoyour
homework? Now if you're not doing your homework, ytm have a bad attitude and you
don’t care” We need to work on that. If you areiding your homework ‘cause you
don't have parents [or] nobody’s paying attentioryou, and you're a*lor 2 grader?

What 6-year-old [pause, then directs speech atmeanterviewer] [will] your 6-year-old
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go home and do her own homework without you thédesh't think that’s going to

happen.

D’s excerpt reveals that he thought about the caases of situations, and he tried to
understand why a child may have academic challeniggisows an acknowledgement of the
world the student lives in, outside of his or henaol life. D’s statements illustrate that he seeks
compassion and understanding for students, rdthertiave them penalized for failing to adhere
to a strict, zero-tolerance policy concerning horodw

All three participants’ reports suggest the presesf both a micro and macro political
literacy, or situational awareness, about theiiremments. The participants cited numerous
examples of dealing with situations at their sch@uld responding appropriately to both inform
and comfort others. By their remarks, it was evidbat participants were able to describe these
awarenesses they had about their surroundingghahduch awareness is a factor in their
understanding of El.

In addition to the skills listed above, | notediry analysis that the participants described
employing four strategies for facilitating smootl@eractions both with faculties and with their
greater school communities. They include (a) angatomprehensive entry plans and strategic
plans, (b) modeling desired professional behavi@)sising evidence, and (d) using
straightforward language.

Creating comprehensive entry plans and strategic phs It is common practice for
principals to create strategic plans when assigma@dhew school. First, they conduct entry plans
to expedite one’s learning about the school enwiramt by systematically meeting with each
stakeholder or representatives of stakeholder groad then learning about their concerns,

their values, and further understanding the sckamllture and current status. Through these
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efforts, principals are able to assess the cunlenate of the school, to recognize the strengths
and begin to address the deficits noted by therasadv their constituents in creating a strategic
plan. Two of the participants, J and T, cited theartance of carrying out well-crafted entry
plans. J said that she “did a very thorough enfig’pmeeting with every teacher as well as
many stakeholders. She maintained that “everythdid came out of the evidence of that entry
plan.” I noted references to the importance of ca@hensive entry and strategic plans which
surfaced continually throughout T’s narrative. Haimained that he had “two positive
experiences in doing whole school improvement.’d;lee makes an observation that
demonstrates his perceived micropolitical savvg psactitioner:

They don’t have to fit in. Youjou[he said with emphasis], need to fit into them.

His narrative implied that he needed to first usthnd the climate and culture of the
school, and how his faculty felt about its openato@fore he could create a plan that
incorporated their ideas and was successful. Tio waderstanding, T reported asking two vital
guestions of his new faculty members:

“What are some of the things about our school veeighcelebrate and keep? Number

two; what are some of the things we probably nedddk at and think about whether we

want to adopt?”... | spent the summer listening td amting down what my faculty had
to say. | also met with PTO leadership and schoprovement council people and |
came up with some things that they, that were “lmertheir hearts” so to speak and |
came up with a [strategic] plan to roll out as $bbool year started.

In order to begin effecting whole school changend J both describe wanting to know
what the concerns and beliefs teachers and otleédsabout the school. | noted that they both

incorporated solutions to those problems that $talkiers described as troubling into their entry
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plans. It was implied that they also endorsed odleeply-held customs, supported traditions and
other causes worth celebrating. Participants utagsemotional intelligence to mean the
interpersonal discipline of carefully listeningadf stakeholders’ concerns via a systematic entry
plan. Further, participants created strategic plarigegin addressing those concerns that
stakeholders noted, as well as addressing theircmmwoerns.

Modeling desired professional behaviorsD and J spoke about the importance of
modeling desired professional behaviors. D desdribes as “walking the walk” and emphasized
how necessary it was to model the change in priofiegispractice that one wanted to see in
faculty:

So, this change in our schools, my job is to b#ewstanding, supportive and kind ...even

with that, three years down the road, it’s stitlaad thing, but the bottom line is, if you

want to get a message across you got to walk ke Wobody’s going to change based
upon what | say.

J also cited the importance of modeling even thallest things she found to be
important. She reported concentrating on “mindfay&or, giving focused attention to one thing
at the present time, and she addressed and moalaledfor her faculty to become more
respectful, focused, and attentive:

One of the pieces | did [as part of my doctoratggpam, was] create our leadership

platform... | really looked at that as being pres&ilting in a meeting or talking to a

person, how many times is somebody letting theirphone go off (watch mine ring

now!) but that kind of stuff. I'm very consciou$that and we’ve gotten/um/my whole

staff is now. | mean when | first came here, laltg a meeting; they’re grading papers
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and I'm like “Whoaaa.” So we stopped all that... Thimda stuff has made a big

difference.

Analysis of this excerpt implied that J asked besis to put aside other work; also, to
silence their cell phones during meetings. Accaydmher account, she modeled this behavior
for others to follow and that she thought it wagartant for everyone, including herself, to
become more focused and respectful.

| also noted that D’s reported modeling was metated to demonstrating changes in
professional practice rather than to model geri@havior, as in J's example.

Through my analysis, | found that participantsomorated this strategy of modeling
professional behavior within their understandingwiotional intelligence.

Using evidenceParticipants’ reports revealed how important theyught it was to use
evidence to support a needed change, whetherlthage was systemic or individual. In D’s
account, he described his discussion with a teaab@ut improving her professional practice. He
stated that she had difficulty in managing herl&te reported holding a performance review
with her shortly after an observation of her insting her class, and he maintained that, by using
evidence to support his discussion with the teadteecould pinpoint classroom management as
an area for improvement:

| am a believer in taking data and using fact..fS@an use evidence, fact and just tell

people in a way that is not mean or anythingl $ily] So here’s what | observed. When |

was in there, there were seventeen times youdatbp and say . Do you think

that’s a distraction?

While D’s report implies that he was gentle angbetful, he states that having evidence

made it easier for him to have this kind of a casaon. He reported that as a result of having
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this discussion, the teacher asked another tefmhadvice, and she began to gain better control
of her classroom.

J's response was similar to D’s. She cited usthg golden rule” in addition to using
evidence. Here, she explains her rationale:

How would you like to be treated? If it's sometditihat’'s going to upset someone...I try

to sift through the facts to get to the point,ke®y own emotion in check, and listen, try

to deliver the news in the context to the persoakes sense to them.

T’s account also cited the need to use evideneaehharked that evidence makes it
easier for constituents to “buy in™:

You have to look at the data...you need some kirelvmfence that helps you forge ahead

and gives reasons to get people to buy in. Usualten | have to deliver bad news,

there’s evidence. There’s a reason why, and ktou need to be frank and forward

and truthful and have the actual singular reasearky articulated and defined. And then

you stick with it.

According to T, he recognized the need to cledefyne his justification to a school-wide
problem. He maintained that using supporting ewieédn justify this claim helps faculty to stay
focused on the problem and to be more alignedeatirg a solution.

These examples reveal that participants undergtaadlifficult group or individual
conversations are often emotionally-charged. By$otg on data, participants reported that they
were able to make critiques less about personphbility and more about the organizational
change(s) that needed to occur. Analysis reveatirticipants used evidence as a way to keep
the conversation focused and deliberate. Partitspaported attempts to stay calm, positive, and

caring while having these focused discussions.
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Using straightforward language Participants cited the need to use straightforward
language to communicate with their faculties amgdaschool communities. T employed
straightforward language when focusing facultytemtion on an identified problem:

And | said to them “Our district does not havetdf money.” The theme was “Let’s not

look out the window to see who’s going to come halp us. Let’s look in the mirror and

use ourselves. We're smart people and let’s figutehow we can do this.”

What made T’s narrative striking are the elemehtorytelling that are implied in his
speech to teachers, in that the protagonist(¢hjsncase, the faculty body, must provide for their
own rescue. Salovey, Mayer and Caruso (2004) cdriteat highly emotionally intelligent
people have the ability to connect through stoliyig| and clear, meaningful prose (p. 210). In
making these remarks, T employed a direct, cangidaach to empowering his team to find
solutions within. J described how she addressdestdders: She maintained “It's always
simple language and face-to-face, always, alwdysys.”

D did not suggest using straightforward languagé wonstituents, as T and J did, but |
noted that he consistently used a very candid agprto relate his messages to others. An
example of this was the way he reported leadingpagof National Institute for School
Leadership (NISL) students. He stated that “yod leaexample” and that he was “not [going]
to teach them [about] curriculum [but] to just tausture a group of folks to just talk about these
things.”

Analysis suggests that it was a common practicalfgarticipants to strive for a frank
and straightforward manner of speech in their comioation with stakeholders. Their
descriptions convey how they employed this dirgdesof communicating in their

understanding of El.
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Research Question One Findings

Numerous shared story elements are repeated troaugtany of thearticipants’
individual story progressions. A pattern of shagments was observed when participants
described the successes each had experienced highon her respective school. These elements
were (@) building relationships with others in sahsettings that were new to them, and/or
continuing to foster relationships made in schedigre they were already established; (b)
ameliorating discord through respectful dialoguewta school problem, by first understanding
and appreciating others’ beliefs about that probkgnfacilitating the adoption of shared beliefs
by being open to finding a mutually-agreed uporidson” to the problem; and (d) providing a
“defensible set of directions” (Leithwood, Louisnderson and Wahlstrom, 2004, p. 4) to
advance their schools.

This examination of the participants’ narrative@auts, and the accompanying
templates, led me to discern that participantsdiyoanderstood emotional intelligence as the
ability to facilitate a school community’s thoughbcesses regarding any proposed initiative.

Analysis revealed distinct skills and strategies fiarticipants practiced to do this
facilitative and adaptive work. Participants empdyeight major skills: (a) being open, (b) being
positive, (c) being inclusive, (d) being respectfe) being an active listener, (f) managing one’s
own emotions, (g) being self-reflective, and (hinigesituationally aware. Also, participants
utilized four strategies: (a) creating solid emlgns, (b) modeling desired professional
behaviors, (c) using evidence, and (d) using dttéagward language. Participants described
employing these identified skills and strategieth@smeans to guide and influence others’

thought processes regarding school initiatives s€heelve delineated means, identified through
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an analysis of the participants’ statements, reqmtesow participants reported their
understanding of emotional intelligence.
Data Analysis of Research Question Two
How critical is emotional intelligence to principak’ practice?

Research Question Two was intended tertsn how critical emotional intelligence was
to each participant’s practice. Themes for thisstjoe emerged from analysis of the
participants’ transcripts, and by listening to E@pants’ responses during the interview process.
Introduction

Participants were asked to consider whether oemaitional intelligence was critical to
their professional practice. Participants descridiagations in which they had observed people
who, in their estimation, had the ability to engagjeers in positive, respectful dialogue; or they

did not. They also described why this intelligemaes important to them personally.

Emergent Themes

Three themes emerged from participants’ reporteyTaported that emotional
intelligence was (@) critical to their role, (bjitical to their lives in general, and (c) thatghi
interpersonal ability was something both desiralé necessary for everyone to possess. These
themes are discussed together in the followingaect

All participants insisted that emotional intelligenwas critical to their day-to-day
practice as well as their careers. They describasl thenostjemphasis addedlitical part of
their practices. Each participant determined thabteonal intelligence had value; not only in
their professional lives, but also in all dimensiai their lives. They considered this ability ® b
emotionally intelligent as important to self andotbers. Participants either stated directly or

implied that El is a necessary interpersonal séillanyone to possess. Participants implied that
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their critical understanding of emotional intellnge involved the ability to engage with others in
a way that was emotionally-regulated and kind.|istrate this point, D often made statement
such as “So, if | can use evidence, fact, andtglisthe people in a way that is not mean or
anything” to describe how he attempted to improgefdiculty’s teaching practices. Parsed to its
most basic definition, two of the three particigargferenced emotional intelligence as the “the
golden rule,” or the ability to treat others in f@me manner you'd like to be treated. Here D
shares his strong impressions about the value ofienal intelligence and how it shaped his
moral code for treating others. He also reflectsuaithose people who treated children unfairly:

And when | talked to children, every time | talkedkids, no matter what it was, they

needed to know that | cared about them and believéhem. ‘Cause it was opposite of

this guy [a teacher who bullied children]... [I] Alsvent to school with the Sisters. |
learned a lot of opposites from them, too. Theyewt kind people. They hurt a lot of
kids, too. So between this guy and the Cathokte$s, | learned the value of what |
wanna call emotional intelligence if you wanna autame on it. | just learned that you
treat other people the way you wanted to be tdeatbat’'s where | would say, to use the
term emotional intelligence, that's where | got fingt real lesson, [seeing a teacher bully
students] and it was a life-changing experience.

T reported being an astute observer of othersbastand said that, based primarily on
observation and conversation, he could predict adratr not they would be successful in their
roles:

The most critical. | think it's a career builder,a career burner. Yep. | see and | talk to

principals. I've talked to superintendents. Andanlyou listen to how they speak and

sometimes how they dominate conversations oritlime, you say, | say to me; “This
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IS going to be a one contract person.” “Yep.” Andst of the time they are.

Yep...They dominate air space. They dominate thérae, when conversation occurs,

dialogue, right? They dominate it, they are naiggh’t finish sentence]....They’re not

sensitive. They don’t understand their own feedingd emotions, they definitely do

not look at how others are reacting to how theyaard they don’t even use itto guide

the way they behave. Its like “get a mirror, buddy. You notice everyone

yawning. It's like “Oh! Most of the time they engb being one contract people...yeah, if

they make it, if they even make that contracs $o funny. | think I've become really

astute at just listening to what people say.

Both D and T reflected on episodes where they @ksgeothers who, in their estimation,
lacked emotional intelligence. J's response dbessrhow important it is for anyone to possess
emotional intelligence. She continues by discuskergown children’s abilities:

Absolutely. It's critical to life...You can be ag-notch student at Harvard, but if you

can’'t do anything with what you've learned, yom't@ngage people, that’s all you've

got. I've seen that with my own two children whe 26 and 23. They both have

exceptional interpersonal skills. They're alwagsdhing, they engage people... They did

fine in college, but not anything you'd go “Wowok at your transcripts!” But they're

both doing very well, and my son in particular wag challenge child. [Now] He’s
promotion after promotion...

She went on to add how much her son’s colleagueshim and that he has an engaging
personality. She concluded by remarking that hadidn would both go very far, and that they
taught her that interpersonal skills were, in thrgglrun, more important skills to possess than

possessing academic achievement.
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Finally, D stated emphatically how much he vales®tional intelligence personally and
how he uses it in his practice:

It is, without question, and there is no second@ldhe single most important thing in

being a successful educator [at any level]...So, emalintelligence precedes anything

in my practice, in anybody’s practice, whether d@isriculum and instruction, whether

it's management types of things, no matter whateévsy the content has to be preceded

by helping people to be ready to be open to thasmgh or whatever it is that we're asking

them to do. It's in every element of my practice.

Research Question Two Findings

Participants readily agreed that emotional irgeltice is integral to their professional
practice. An overarching finding for all narrativeas that participants described EI as the most
significant capacity that guided their professigmalctices. Each participant expressed that this
cognitive ability extended beyond the professiahalension; it enriched their personal lives, the
lives of family members, people they observed tghmut life, and people they observed
throughout their tenures as principals. Each regoot implied that El is a necessary
interpersonal skill for anyone to possess. T exgldithat he had become more observant about
noticing the leadership behavior of others oveetille maintained that he could predict whether
or not these people would be successful schooklsdzhsed upon whether they monopolized
conversations or allowed for dialogue. All valuedi aescribed the importance of engaging
others in dialogues in ways that were emotionadiyutated, respectful and kind. Two of the
three participants referred to El as “the goldda,twr the need to treat others in the same
manner you would like to be treated. It was evidhat, for all three participants, the high

importance of emotional intelligence to their lesstiép is unassailable.
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Data Analysis of Research Question Three
What experiences do principals attribute to the preence or absence

of emotional intelligence?

Research Question Three was intended to solipgmences participants identified as
impacting them, either positively or negativelythim the context of their individual school
environments. Themes emerged through the analiyparticipants’ transcripts and listening to
participants’ responses during the interview precésur other analytic tools were also
employed.

It was important to understand how participantscdbed navigating their micropolitical
environments, or the social-emotional terrainghefr individual schools, and made meaning of
the various social and emotional experiences bt €ncountered there. Participants were able
to recall such experiences and categorize therites &good” or “bad,” depending upon the

outcomes of their stories.

The most negative experiences seemed easiesiall Erause these left participants
with vivid and painful memories. Thus, participantsre able to recall “disorienting dilemmas”
(Mezirow, 1995, p. 50) with clarity. Mezirow maiima that reflecting on these life crises and
resulting disorienting dilemmas leads to shiftpémspective, or transformative personal
behavior. Ackerman and Maslin-Ostrowski (2004) mepecifically refer to these crises as
“wounding experiences; or crisis events in leadprphactice” (p. 28). They proffer that school
leaders, by reflectively reviewing these woundirgegiences objectively, gain a more

comprehensive understanding of themselves anceofittherent strengths and vulnerabilities.
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Emergent Themes

Participants described being reflective about pasttionally-charged situations and
corrective in managing their emotions moving fordvalrwo of the participants acknowledged
not knowing how to manage the situations they hrexentered. They described emotionally-
charged experiences and individualized solutioay ttevised to alleviate that distress. What
follows are discussions that relate participantsbdenting dilemmas and solutions, and positive
experiences.

Participants’ disorienting dilemmas and solutionsln recounting her earliest years as a
principal, J acknowledged that the cause of haradis was because she did not understand how
to read her faculty’s true intent during interan8por how to manage her emotions. According
to J, some of her faculty members were resistaenwifirst became principal. She reported that
they were teaching more for the personal perksadhing, i.e. having summers off, rather than
teaching because they wanted to help students.réiogpto her report, she stated that faculty
were resistant to change and oppositional. Shaidedcthe adversarial teacher’s union in place
and said that teachers filed many grievances agaemsShe stated that the way she saw teachers
behaving was in total opposition to how she hadlaoted herself when she was a teacher.
While she was emphatic about how angry she wastdlsodaculty’s general apathetic attitude
about teaching, she also described knowing thahebded to keep her emotions in check.

Um, | didn't realize that not all teachers ..., Iamgery naive where | came from, it was

all about the kids all the time, and when | becdneeprincipal at M_, it wasn’t. So |

guess that was my disorienting dilemma profesdliprebout learning to keep my
emotions in check when | have teachers who _ fdbésish sentence]... I'm like “Why

are you a teacher, you hate kids!” You know, ‘eatist would make me angry. You
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know, that people were working with kids and thesren’t in it for the kids at all,

it was all about them. They were the ones who danlkswer the questions “Why are you

a teacher?” “So | could have summers off and vearkttle as possible.” Those kind

of people. | had a lot of them. A lot...So that veaisarea where | had to step back and

| actually had a little mantra for myself “Anyboegho walks in your door, remember,

they probably have an agenda.” So | would sit withry meeting and go “What does

this person really want?” and this really shaped lhhandled things.

In response to her disorienting dilemma—of notarsthnding what people wanted or
knowing how to manage her emotions—J’s resoluttoatesgy was to remind herself to
determine what a person’s true agenda was. Shihididzhenever she had a conversation. J
reported that by using this self-questioning statehe better understood what people wanted.
She also maintained that she continues to emplsysttategy in her current position.

D also cited several disorienting dilemmas he a#fiected him deeply: experiencing the
sudden death of his father when D was only 18 yefaagie; witnessing the retaliation against a
fellow teacher who bullied students; and later,ihgethical clashes with his superintendent
regarding the expectations of his job as assistgmerintendent.

In the following excerpt, D shares one of thoseofmoments in his life, when he was
first beginning his teaching career. D reportechessing a student retaliating against a teacher
who had bullied the student previously. D rememth@teserving this teacher bully students
when D himself was a student teacher:

There was this one guy...you could tell he abussgybwer, if you want to call it

that. He was an"Bgrade teacher, and um, you know, he’s big, eslpeaichis own

mind. He used that to intimidate people... He didtaf stuff... here | am, an ignorant
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21-year-old business major, so what do | knovhtdBut that didn’t seem right to me. |
learned that there’s consequences for not beieg tpother people
He then recalled how he had witnessed the tedsheg taunted and ridiculed by one of
those students in return. This incident took plaice city park in the summer. Teachers were
playing tennis, and there were many students gtdhle The particular teacher at the center of
the story was playing tennis:
One day, one of his formel"§rade students finally realized....I'm going tgthischool.
| can say anything to this guy and he can’t daf@ng about it! ....So, he started to
harass and call him names at the tennis courtenddéthe guy’s colleagues were, and us,
.... he’s bald, [the former student] made fun ottli¥au know, he fancied himself like a
big guy, but the kid started to tell him “You'rething but fat!” .... He’s [the teacher]
trying to pretend [that the taunts don’t phase]hkirst he gave him the look. The look’s
going to stop him? No! The kid says “Whaddya |lookit?” ‘cause you knew he had
thought about this. Meanwhile, there’s this otiperup of kids, you know, ‘cause this
park’s got hundreds of kids. And they're startimget the sense “He can’t” [do anything
to him, because he’s not middle school anymoriegyTstart to come a little closer.
‘Cause they're fearful, ‘cause this guy scared kicbu know? And maybe another
teacher in that group did, too. So the kids $tadrift in, and the next thing you know,
within about 5 minutes there’s 25 or 30 kids taumthis guy. And, uh, so bad, and the
teachers that were with him realized that (a)kide were right, and, (b) if they
intervened, the kids might turn on them, ‘causgyttiidn’t have great relationships in a
lot of cases, either... They ended up having to ptaping tennis. So | made a note to

myself that when | taught | would never say amyghtio a kid, when | had the power to
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scare and intimidate that kid, that | wouldn’t sayublic, to this child with his mother

and father sitting right there. And if you dordid that], you gotta do it, ‘cause it’s the

right thing and it actually makes you feel bejteurself. And | don’t want to turn into

just an angry, bitter person like that other gBiyt also because it can come back to bite

you in a very big way, like it did him.

In this story D reports his growing awareness abweineed to treat children
respectfully. His report indicates that he was v how to react to this emotionally-charged
situation, and he already had misgivings abouteheher’s past treatment of students. D implied
that he was concerned for the teacher, but hedstlaé¢ he was more concerned for himself. As a
novice teacher, he reported feeling afraid for leiinand for other teachers. He felt personally
afraid of this group of students that had joinethimtaunting, yet he knew that the teacher
involved, and others had precipitated this eventrégting students harshly. D stated that he had
observed other teachers ridiculing students irptst. Witnessing the student’s revenge against
the teacher caused him to reflect on his own dthehavior and to grapple with how he,
himself, should interact with students. Going forgdyais solution was to vow to be different and
respectful in his own interactions with studentsb$erved that this solution became a moral
code which D developed to guide his own self-dedatthical and moral behavior throughout
his professional career.

Participants varied in the ways they coped withdlsorienting dilemmas they
experienced. The preceding accounts demonstratbdtiaJ and D reflected on earlier
interpersonal mistakes made by themselves, orsthad they took corrective action. Both

described creating solutions to their problemscplagned using a strategy to remind herself to
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identify people’s true agendas; whereas D descrileeeloping a moral code that guided his
own behavior to treat students with respect.

Positive experiencesParticipants were able to describe many positiyeegnces that
occurred within their school settings. They reahllestances of having successful interactions
with others, even when those interactions wereasdittus. The following excerpts show how
each of the participants described having a “preseof emotional intelligence.

D described facilitating a change in understandmgugh respectful discussion. He
explained how parents react if the principal iauatic during dialogue:

when speaking to a parent he says] “Listen, you'reiaisly upset. | understand and |

want to assure you | care about your child acaré about you.” Watch the change in

attitude as you say something like that and medrhey become different people. They
hate you because they think you hate them, thejireikerybody hates their kid. As soon
as they look in your eye and believe that ...theyobee a different person.

In her account, J also demonstrates this willisgrte engage in meaningful dialogue
with others to facilitate change. She explains lsbe learned from her successful interactions
with union officials at her first school:

I took this approach, hm, and | brought this skith me here too, and it's worked fine.

You've got to behave like you are in a marriagehwibur union, otherwise it will go

nowhere. You have to be able to compromise andatatkit the issue. So I've taken that

and um, really brought, taken to heart the teacleergract. You break that and it will be
grieved, which it should be. The other piece, mkhs an understanding of teachers’

sense of fairness. You can be not breaking theactrdit all but if you have groups of
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teachers who feel like you are treating one graetpeb than another, even in a schedule,

you've completely destroyed your culture. Comphet8o | learned that here.

...That's really gotten them to really, | think, ttuse...Some of my most strongest,

strong personalities who wouldn’t typically go ketprincipal, when someone comes to

them [to complain, and they will say] Would youtjge talk to J.!” And that, to me, was

a lot of growth, because prior to that they woudddarun to their unions, and that’s kind

of stopped, so [I] reach them wherever they are at.

J reported that her more current positive intésastare a result of her earlier success in
understanding issues relating to her school andtfamembers. She acknowledged learning to
compromise if necessary. She stated that by disupsoblems openly, and soliciting solutions
from faculty, the teachers in her school became=malting to discuss issues with her. She also
emphasized the importance of treating all stafiitafjly, even if she was within her rights
contractually to do otherwise.

Finally, T described a situation where he anddusity discussed academic
performance, and how it led to whole-school change:

So then, let’s look at the reading issue. Lettklat how we look at kids, how we gather

data on kids. How do we look at the data? ...thaltgsaid we know we have to DIBEL

and Aimsweb the kids every so often. And | saillyhat do we do with the

information after we have it?” and that was stika the power. They were like “I

don’t know what to do! We don’t really do too muwith it.” And | said, “Why don't

we set up a format by which they can look at thaénd look at the info.” So, | came

up with some forms that were easy for the teadefif out. Once in the beginning of

the year and they just add data as the yeareveahd then they would pass that data
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into me and we would look at it...we met in graeleel teams and that was a new

thing to meet in grade level teams and to talkuaiee kids. When we would do is

look at each teacher’s data, each group of teactiata | would see the students whose

scores were not so good. So when | would do walietghs in the building | would

say to the teachers “Okay, all these kids thatgad have these really low scores,

when | walk into your room I’'m going to watch asele what these kids are

doing.”...and if | saw a kid off task I'd point itubto them...keep an eye on him, and

maybe move him closer to you. Check in more fratjyé [I] gave them some tips.

T reported being successful in guiding his facuitgy a new professional practice: the
recording and evaluation of student achievementi#s. He stated that his school made
adequate yearly progress (AYP) during the firstryddnis tenure and continued to achieve AYP

during each of the years he led the school.

Research Question Three Findings

Participants were able to recall multiple experesnattributable to the presence or
absence of emotional intelligence within their swhenvironments. Two of the participants were
able to recall the negative “wounding experienags'disorienting dilemmas” that shaped or
honed their repertoires of emotionally responsiddbaviors after reflecting upon these
experiences. For instance, J encountered a veersahal teachers’ union in her first
assignment as a school principal. She remarkedhlsasituation was very challenging because
teachers were very angry about the influx of rebsgeho were rapidly changing the cultural
identity of the school, and were resistant to wagktollaboratively with her as the new
principal. Teachers did not know how to meet thedseof these new students, and the

population went from primarily white to a very dige within a year. The union scrutinized and
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challenged any changes J made. She realized & Were frivolous charges, thinking to
herself “What are you grieving today; what I'm wiegrtoday? [or] my shoes?” This example
and other instances typifies how participants cadeehtify which episodes were caused by the
presence of emotional intelligence, either in thelwes or others; and alternately, those that
were attributed to an absence of emotional intetice.

Participants’ reports revealed that their cagaathandle these situations grew with
practice, meaning that it grew in accordance tddhger they had served in their roles. The
negative examples they shared tended to be episame®arly in their careers. J, for example,
attributed her early negative experiences to hietd or not understanding the intentions of
others. Alternately, the positive experiences pgodints recalled took place later in their tenures.

Taken together, each participant’s positive exgrexes showed a pattern of similarity
with the others in the types of resolution stragegeported. Each story revealed that the
participant engaged in frank, honest dialogue wittkeholders about issues of concern in his/her
individual milieu. Their stories illustrated thaiety learned resolution strategies, or, positive,
repeatable methods for interacting with others, (isarning to be fair with all groups of
constituents in order to maintain a sense of equitlyin the workplace). Participants cited
learning to manage their own emotional distress evigen being confronted by angry parents,
resistant teachers, and other individuals consitlerde oppositional or combative.

The above findings demonstrate that participamisevable to describe numerous
experiences that they attributed to the presenabsence of emotional intelligence, both within
themselves, and in others. They could each desbéing reflective, and they were able to

explain how they modified their behaviors as a ltesfthaving had these experiences. Therefore,
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their narratives aligned with both Mezirow’s (1928)d Ackerman & Maslin-Ostrowski’s

(2004) assertions that reflection leads to shifsarspective and transformative behaviors.

Data Analysis of Research Question Four

What do these accounts reveal about how emotionattelligence is developed?

Research Question Four was intended to glearcjpamits’ descriptions of their
emotional intelligence growth and development. Teefior this question emerged by studying
the participants’ transcripts, listening to pagamts’ responses during the interview sessions,

and using four additional analytical tools and ¢htieeoretical frameworks.

Emergent Themes

This section explores the following themes abbatdevelopment of El: (a)
understanding the root causes of complex emot{bdhsow empathy develops, (c) participants’
general reticence to discuss one’s vulnerabilitgraotionality, (d) participants’ lack of
reference to formalized ethical framewor&ad (e) similarities noted between participants and
U.S. leaders known for their El capacities.

Understanding the root causes of complex emotionBarticipants’ reports described
their understanding of being able to read the cempmotions others display or hide. Both D
and T were able to recognize this ability withire@nself. J's narrative implied she had made a
causal connection between emotion and behaviossh®ritid not report having this ability. The
ability to understand and analyze emotions is a®rsd the third-highest skill level of
attainment that Salovey and Mayer identified inrtkhegnitive ability model of emotional

intelligence (1990). The following excerpts suppgbrs observation. | noted that their reported
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abilities to understand the underlying causes ofilex emotions in others appeared to increase
over time.
D reported that, at a very early age, he had éshthat others’ displays of intense
emotion had little to do with him, personally:
My Dad passed away when | was young. | had toleastdff. Because | had to, at a very
early age. 18. So, at that time too, | don’t peadize things. So if somebody says
something hurtful about me, if they're res/whatewemight be kids in a class. | know
that it's never really about me. That'’s their lifieeir frustration, ‘cause they’re having a
hard time with their kid, their class, or theid&iat home, you know, so | don'’t. I've
never lost a second of sleep over that stuff ‘edusow it isn’t me. ...People are a lot
more interested and invested in themselves trendter will be in me. So what's
coming is coming from inside of them, and I've Ibple [he laughs here during the
interview] do some pretty outrageous things...lilleggyou one example as a principal...
D then describes a situation that occurred becawnsgarent had a fear of having her
children ride the bus. He explained that she predeto drive them to school, but that her car
would frequently break down. In these instances,vgbuld call D and ask if he could pick up
the children. He said that he would agree, ratian have the students miss school. Sometimes
the parent, reluctantly, would allow her childrerride the bus, but only as a last resort. She
would often ask D to help with food and other hdwdé needs, which he did by contacting local
charities. What follows is a description of theeiraction he had with her. He concluded that her
angry outburst was an attempt to mask her trueienstfear for her children, fear for her own

physical safety, and worry about her finances.
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One day, again, problem with the bus. That daypbgfriend, as it turns out, a felon, the
kids got on the school bus and this guy walkshenstchool bus ‘cause he wants to talk to
the kid. And the driver said “Excuse me, can’tkvaih the bus” to the guy. He [the guy]
says “Rrrrrrrrrer” [he’s angry] and he [the busvar] goes, “You can’'t walk on the bus,
it’s against the rules. If you get on the bud,Hdve to call the police.” And the guy, in
front of all the kids threatened to kill him. Seetkids flipped. They all start crying and
stuff, so | put a “No Trespass” on the guy foramhtalked to the bus company, the
driver, with cooperation, we press charges. 8atbm shows up. “Mr. _., you know,
this is not fair. He’s a good man; please dat'the police come. You need to call

the police and say he’s a good man.” And | saié’&m, | can’t do that, we have kids
really hurt. They were crying. It took us an hqust so they could even go to class

and what he did was just wrong. He threatenedlltedmebody. You can’t do that. It's
very scary.” She turned to me and says “Everybkmiyws you hate Spanish people.
You've always hated Spanish people and everybodyk that. Everybody in the
neighborhood says “You can't trust that Mr. _.diteesn’t like black people, he doesn’t
like Spanish people, he’s a bad man!” “I'm going:tll the police!” and she left. Now
you think that was about me? | didn’t. Nah. Of s@unot. She was desperate, in the end,
so that's a kind of a case.

When | prompted D to tell me how the situation wesolved, he explained:

A few days later she’s back in like nothing ever eapgal. My secretary, you know, she’s
like mad for me. “No,” | said, “That’s ridiculousCome to find out, the guy was a felon.
He was on parole. Just by calling the police, lgeisng back to jail. She’s a desperate

person, so | understand that. None of that haa twith me....some people who are
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upset or hurt or desperate, and they have to lashldm, you can’t take that stuff

personally. When she left | went to get a coff&e lialways did and sat down to do my

paperwork. ...l said [to my secretary] this isn’t abas. I'm not going to lose a second’s
worth of sleep about it. She’s hurtin’, so | justda feel bad for her, and it will resolve.

And it did. At least in the last 39 years it alwdnss.

D’s response connotes an understanding of theceanetes of the complex emotions the
woman was feeling. He implied that he could undedtthe blends of emotions she was
displaying and maintained that he knew that theasitn had nothing to do with him. He
explained that the woman reacted strongly becauseedied upon her boyfriend for financial
support, or “was desperate” in his words. D alstest that he was concerned for the woman, and
counseled her, saying “I think he’s a dangerousqgrerand | want you to be very careful.” This
and the fact that D would not withdraw the trespagsharge made her so angry that she
stormed out. D’s excerpt also demonstrates hoexp&ined to his secretary why the parent
had acted in the way she did. He reported courgshimsecretary not to be angry, but instead to
be aware of the woman'’s real reasons for behawaaityb

This is one of several instances where D’s repamnhotes an understanding of the root
causes of complex emotions, even when those ensagienmasked by other behaviors.

The other participants also reported similar exgeres. In J's case, she explained that
her school “turned urban very fast,” [meaning thatd become ethnically-diverse] because the
town had been designated as a refugee center.it8tdlat her teachers had no experience
dealing with students and families from culturdsentthan their own. On the surface, she
explained that she was dealing with resistant eacland that angry teachers filed many

grievances about her. She implied that she recedrlze root causes of their distress as anxiety
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over the changing composition of the student pdmraand a lack of knowledge about ways
they could reach and teach these newly enrolletksts. J implied that teachers had not
encountered language barriers to teaching or hagpceciate cultural differences in their
students previously. J acknowledged about her tiathét “they were just awful” when she
arrived. J implied that her position as a princiwak challenged regularly, and that the changing
population of the school exacerbated her teachergies further, but that she did not respond in
kind. She reported that her interactions were rggida“gentle and kind,” although she was
angry with her teachers’ behavior. She stated“thlagther it was true or not, | appeared to be a
rock.” These statements show that J was able wwidegshe management of her emotions. Her
narrative reveals that she sometimes employed ‘iemadtlabor” (Hochschild, 1983, p. 7) in her
attempts to engage others by remaining solid atmd amidst a contentious, conflict-laden
environment.

T commented directly about the necessity of acelyaeading others’ complex
emotions and then using these “social cues” toegghid and others’ actions accordingly:

And then to have an idea of what others havedelirigs and emotions and to sort

of be sensitive and take those social cues toegultht your next move’s going to be.

Ahm, and then to discriminate among them to sea&t'wigood, what's bad, where have |

stepped on a sensitive toe, or where should lggdevith caution and where should | just

run ‘cause I've got everyone running with me, nogvivith me too, and again, to use this

info to guide your thinking and actions. To sattdw up on this...to use this info to

create the environment, create the conditionswiiballow for whole school

improvement.
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These descriptions of situations connoted thdtgyaants were able to understand the
complexity of emotion. For example, D cited beimdgazed by a parent’s verbal attack and
accusations. The accounts revealed that partigpeatied the ability to decode or diagnose
other’s behaviors quickly and accurately and rartkélability as important. Additionally, two
of the three participants explained how they redpdmrduring these conflict-laden episodes with
ways that were considered to be emotionally-measwrecalm, which is the highest level of
emotional intelligence skill mastery according edvey & Mayer (1990). To that end, J
reported engaging in emotional labor (Hochschi®83, p. 7) to reach resistant teachers
“because that’'s what the school needed.” Even thabhe recalled teachers as “being just awful”
to her, she reported reacting in a way that wasatlgeand kind” in an attempt to create
relationships and to lessen teachers’ resistaficeported using managed displays of emotional
responses that were considered appropriate in twdeask her anger. Hochschild refers to these
as “feeling rules” (1983, p. 56).

How empathy developsThe study of the development of emotional intetige is
inextricably linked to the construct of empathy (Altus & Levinson, 1979). Mayer and Salovey
(1993) also make this observation, and contendtfitmood regulatory mechanism or ability to
“be open” causes people to feel more empathy towtrers. The authors suggest that empathy
may be a major underlying contributor to emotian&lligence. The analysis, therefore,
included an examination of what the participant€aunts indicate about their development of
empathy. | found all of the participants’ providaectounts that included empathetic statements
toward others.

D’s narrative contained the most frequent statés@garding empathy. There were

twenty separate incidences within his transcripés tmention this capacity to feel what others
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feel. In comparison, T made statements describimgaghy nine times, and J referenced it once.
D speaks about empathy directly:

It's other people’s experience. And not ablenderstand sometimes until you crawl

into their skin and walk around. And when you Hat}f it's a scary place. A much sadder

world, and when you think about what it’s like Bymeone else, but it makes you

a better teacher, a better principal, too.

Statements such as these appeared frequenthsinddfative. He reported that his
mother had provided emotionally sensitive parentifigs statement corresponds to Mayer and
Salovey’s contention “that highly emotionally irigént individuals are more likely to have had
emotionally sensitive parenting” (as cited in Sbemrg, 2000, p. 400). Below, D comments on his
own emotional development:

He died fighting a fire...l was only 18, and | jestme in and saw how my mother looked

and something changed in my brain. You know, t $agd “I'm going to lose her” and

so | couldn’t. | had to be the man of the house lanas ill-prepared for that. But | had

no choice. She was looking at me, you know, ‘cdwsas all she had, and that's what did

that.

After considering the views of Notarius & Levinsd®79; Mayer & Salovey, 1993; and
Stein, 2014 on empathy, | concluded that the falgwecontributing factors may have influenced
D’s development as an empathetic leader: he reppbeeing early emotionally sensitive
parenting, his statements consistently statedfanerece to be “open” to others’ ideas, and he
had experienced death and loss as a young man.

General reticence to discuss one’s vulnerability oemotionality. Of the three

participants interviewed, two participants, D andelscribed having a willingness to invite
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others to comment on their leadership behaviorthmitevel of willingness varied considerably
between the two. Ackerman and Maslin-Ostrowski @@ 32) stated that a leader’s
willingness to be vulnerable is highly importanhely define this willingness to be open or
vulnerable as being open to self-doubts, fearsgaledtions. They contend that these qualities
help school leaders stay on course. Beatty (2082)raferenced the importance of school
leaders learning to become vulnerable within h@abpf connected emotional knowing schema
(See Figure 1). D’s account stated that he opesbudsed his “flaws” and encouraged dialogue
with others. The following excerpts illustrate tbasbservations.

In the passage below, D recalled inviting his faconembers to talk with him if any felt
that any of his comments were troubling. His redsb demonstrates an awareness of the
physiological effects that people feel when upset:

And that’s the part that goes to your tummy. “Ddennk I'm a good teacher”, or, “He

doesn’t think I'm a good person”, that's even mopsetting. So, [| would say to people]

“never leave here [without saying something to tmeuh what's upsetting you]” ...and

people have done that, [talked with me] and thel/ignfeeling good, and | thank people

for that. | have no way of knowing some of thesadh. You say some things, you know,

and sometimes | say something, and if you are teaudr bothered, I'll think what I'm

saying is perfectly reasonable. Probably if | haardyself the next day I'd say “Oh, my

God, who said that?” [and someone says] “It wadyaughter) “Oh, really?!” So you

don’t even know. | trust people to make me aware.

J's narrative also revealed some vulnerabilitgllowing her faculty members to voice
their opinions. J said she had been at her cupesition for three years at the time the following

episode took place. She related that the facultsyaveyry with her for what they considered to be
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an inequitable allocation of duties. She statetigha had assigned some teachers more duties
than others. She explained, “I let them screamegt because she was attempting to rectify the
problem for the following year. Therefore, she a#al this type of inappropriate behavior. This
vulnerable stance was not consistently evidenunout her full narrative. A later excerpt
contradicts this openness. She relates how shertlyrmanages someone who comes to her
enraged:

“Do you need to vent, or do you want to talk?théy say they want to talk, | say “Then

stop screaming.” [If they say] “I need to vent.’5shy] “Then you’ve got about 30 seconds

and then we we’ll get to the bottom of this.” lbrks every time.

The contexts of the two episodes do vary. One emation was held with a group setting
where she had admitted her culpability and waradtht a workable solution for moving
forward; while the other description applied to @reone exchanges where she implied she had
limited tolerance for angry confrontation. When thw episodes are compared, there was a
noted contradiction in her willingness to being mpe having her leadership discussed.

In contrast, | had asked T a follow-up questiocduse he had commented about his
interactive leadership style versus his successsaership style. Our discussion focused on
gender differences, yet T's account revealed atahce to acknowledge the emotional state of
others as related below. He conceded that a womcigal might be more sensitive, and that
he had become “insulated” over time:

T. I think__ - I don’t think.” Pause. No, | dortliink there was much difference

leadership wise and the gender thing, no.

L. Okay.

T. I-1, you know, | guess naturally she would beresensitive to you know, you know, a
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woman crying. | kinda would, | kinda got a litilesulated from that after eighteen years.

You can.

L. (Laughter)

T. You know, | had a Kleenex box I'd put down detlpeople cry. Maybe she was a

little more sensitive to things but she still jlestirned to get a Kleenex box and put it out.

In comparison to T's uneasiness about discussimgien, D related a story where he
acknowledged the worry and concern that anothesopereported feeling. He said:

Unfortunately, one of my flaws is that I'm not arygood actor. (Laughter). We had a

teacher who came in and | asked her a questiort sbme of the Rilpractices for

advanced learning kids. She said something abousiog on the struggling kids that
year. And | didn’t say a thing. And | thought | wiase and | turned around and about
two hours later she came in and said “Your face no¢ that this wasn’t the answer
you're looking for. And | said “Well, it wasn't.”..she gets plaintive and | said “one of
the things we are looking to do with RIT is havéoitall our kids, not just the ones who
are struggling, so that hit me the wrong way” amagdlogized to her.. | said, “I'm sorry,

I didn’t mean for you to see that” but one of theny things | can’t do is hide what I'm

feeling.

In summary, these two participants described th#iingness to be vulnerable, and/or to
invite comment about one’s own emotionality. | alved differences in the ways participants
described comforting others who were experiencimgtenal distress, ranging from “being
insulated” and putting out a Kleenex box, to urdiagulty to “never leave here” without
discussing how they felt. | further noted that léneels of willingness to either show

vulnerability or to discuss emotionality varied esaterably between the D’s and T's accounts.
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Participants’ lack of reference to formalized ethcal frameworks. Starratt (2004)
urged that school leaders should have formal expdsuethical analysis, should be reflective
about the ethical concerns they and other schadkles are facing, have a working vocabulary of
naming moral issues, and have a moral landscape\itaich to generate a response. | found
minimal evidence that any participant referencedtdized ethical analysis frameworks within
their responses. This lack of familiarity is demoated in J's frustration in learning how to deal
with union negotiations:

I mean, “Does anybody ever teach a principal hmwark with a union? Absolutely not!

You're thrown in, just like we do to teachers, lgati're thrown into the fire with that.

D’s account describes how he and a team membérdatistrict through discussions
about moral dilemmas in a National Institute foh&al Leaders (NISL) training. He invited his
aspiring leaders to share theirs:

I'll share something, a moral dilemma | had, andny,teammate, we’ll talk about it.

[note, the “T” referenced is not one of the studyticipants] And when we ask people to

talk about their moral dilemmas, the fact that they dilemmas because there are no

good answers, and that’s where the learning kiodaes in.

In summary, there were no examples to suggesp#rtitipants had a familiarity with
formalized ethical frameworks, had accessed oréfaired to them within the scope of their
personal practices.

Similarities between school leaders and U.S. leaderenowned for their El
capacities.I chose to study Abraham Lincoln, Eleanor Rooseadt Jimmy Carter because they
were prominent U.S. leaders generally accepted@m@ars of individuals possessing

emotional intelligence. | contrasted and compahedt reported El capacities against those
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school leaders | interviewed. In reflecting upotemiews with the participants, and in
researching purposefully selected U.S. leadergrajohies, | discovered many similarities. The
following themes were identified in the U.S. Lea&l8chool Leaders Comparison Thematic Data
Summary Sheet: can acknowledge personal strengthdedicits, respects others, is reflective, is
adaptive (can acknowledge and accept), understatelas a facilitator, is empathetic, values
and considers differing perspectives, has stragegieinterpersonal exchanges both
private/public, understands dilemmas vs. problenagscan address, shows appropriate
situational response prioritization, leads by exianpses simple language to communicate
goals, and uses coping practices. One of the dorhthemes revealed through analysis of their
narratives was the school leaders’ ability to s&dries that were engaging and inclusive. Lincoln
also was a gifted storyteller (Alvy & Robbins, 2010 30). Coincidentally, Mayer, Salovey, and
Caruso (2004, p. 210) noted individuals who aratified as highly emotionally intelligent have
an ability to connect through storytelling, andaclemeaningful prose. Gardner (1995) too,
suggests that the key to leadership is the leadbilgy to convey a story. He states:

The story is a basic cognitive form; the artfidation and articulation of stories

constitutes a fundamental part of the leader'sition. Stories speak to both parts of the

human mind — its reason and emotion. And | sug@asher, that it is stories of identity-

narratives that help individuals think about aedlfwho they are, where they come

from, and where they are headed — that constitetsingle most powerful weapon in the

leader’s literary arsenal. (p. 43)

T describes talking to his new constituents atiking over the leadership of an

underperforming school. He related to me that tie@ipus principal had been fired. | observed
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that T's reported speech had the power to engdgsoin the ways that Gardner (2005)
suggested are effective:

Let’s not look out the window and see who’s gaiogome and help us. Let’s look in the

mirror and use ourselves. We're smart people atslfigure out how we can do this”

Analysis of T's message demonstrates his stoinytedbility; but in particular, it helps
his faculty to gain an identity, think about whoney are collectively, and reflect upon where
they came from and where they are headed.

Overall, | saw evidence in the participants’ naviss that they, like the U.S. leaders
studied, had the abilities to tell engaging, sttieat conveyed inclusiveness, fostered identity,
and compelled people to act. This ability is intdd¢o the development of a leader’s emotional
intelligence. This skill for engagement is listexdlame of Mayer, Salovey, and Caruso’s (2004)
definitions of a highly emotionally intelligent gam. Gardner (1995) also asserts that

storytelling is the key factor in a leader’s alyilib galvanize his or her constituency.

Research Question Four Findings

This analysis of the participants’ narratives aeded several significant findings relative
to emotional intelligence development. First, apnts explained how they made meaning of
the frequent social-emotional interactions they Wat others. Specifically, participant’s reports
revealed a cognitive ability to understand andya®émotions, which is Salovey and Mayer’s
(1990) third emotional domain. | noted that thegalded understanding “complex feelings such
as the simultaneous feelings of love and hateardd of emotions, such as awe, resulting as a
combination of fear and surprise.” They also désatirecognizing “likely transitions among
emotions, such as the transition from anger tefsation.” Participants’ reports also cited a

cognitive ability to manage their own emotions, evhis Salovey and Mayer’s (1990) fourth
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emotional domain. Specifically, | fourtdat participants responded to other’s displaysnafer
in ways that were considered emotionally even casueed. The reports revealed that
participants’ abilities appeared to improve ovardj which is also one of the criteria that defines
any intelligence. (Mayer, Salovey & Caruso, 200&2@0). | came to understand that the
development of empathy can be an important predaftemotionally intelligent people. | was
able to find supporting theoretical informationfaother understand the factors that specifically
influenced the high level of D’s empathy developm@verall, | was able to parse from the
narratives that participants did not expose thein gulnerability to faculty, ask for feedback on
one’s leadership style, or regularly discuss thairsthers’ emotionality within their social
constructs. The participants in this study did nepiort having formalized instruction regarding
the ethical ramifications of the work they do, i they cite references to any specific ethical
frameworks during the development of their own rhooales. Finally, | was able to highlight
and list commonalities between the school leadaesviewed and the U.S. Leader’s biographies
| studied. | found that both groups were welcomang personable, and they were engaging
storytellers. By studying the themes that emergeds able to identify and delineate various
means by which participants described the developwieemotional intelligence.
Analysis of Research Question Five
How has professional practice been informed and agéed over time because of one’s
acquisition, use, and understanding of emotional telligence capacities?
Research Question Five was intended to deternmiaeges to professional practice

participants described as a result of acquiringyguand understanding emotional intelligence in
the context of one’s work. Themes for this quesgorerged by examining the coping practices,

strategies for interacting with others, reflectiieughts shared by participants in their narratives
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as they described their roles, and listening ttigpants’ responses during the interview
process. Additionally, seven other analytical $cahd three theoretical frameworks were

employed.

Emergent Themes

Each principal interviewed had been in his/her @nésole for at least ten years, and each
had been a principal in at least one other locdiefore that. Therefore, the themes that emerged
from the data were the “enduring understandingsléssons, each reported having gained over
many years of practice. Participants describedpteattice was informed or adapted in many
ways. As each participant described repeated ictieres with others, they revealed a confidence
that their own abilities were strengthened.

The following section delineates specific thentes tvere revealed from analysis of the
participants’ transcripts. The five themes inclgdecoping practices participants reported
employing, (b) strategies developed for interactimtty others, (c) being reflective rather than
reactive, (d) growing confident in one’s role, dedldemonstrating a willingness to mentor
others.

Coping practices participants reported employingAccording to their accounts each
participant devised unique, individualized practiéer coping with the various stresses of their
roles. For example, J stated that she practicéot f yoga.” She also reported going into tffe 8
grade lunch at her school to converse with studentsduce stress. D referenced writing angry
letters that would never be sent. T said he spoketters such as his assistant principal.

T also indicated that he used the power of disnent; he maintained that he looked at
problems objectively, and decided whether or ney thvere important in the larger scope of what

really mattered. He reported measuring problemsliosther or not they impacted his school.
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Here, he recounted an exchange with another paheipo was upset about something said at a
district administrative meeting earlier that dafieTother principal asked if T was upset, too. He
replied “No. I'm not. | don’t care... doesn’t havey#imng to do with my school. And they
[meaning other principals in his district] wantget me going, like they're going? And I'm not
going! (Laughter).”

In his telling of the story, T presented himsalfreving used his emotional energy
judiciously. He maintained that because a problemdt concern him or his school, he wasn't
going to invest emotionally in the comment that wesle by another, or be influenced by the
other principal who was upset by the remark.

D’s account revealed that he adopted one of thee gaactices that Lincoln also
employed—writing letters that would never be sewhen he became angry (Alvy & Robbins,
2010, p. 80). D stated that in his role he wasoftelated, and had to take care of matters by
himself. He reported writing a vitriolic letter tbe superintendent when he learned that the
superintendent was planning to cut all kindergasiele positions throughout the district as a
cost-savings measure. D stated that he felt thesiigns were vital, and that he was
tremendously angry thinking about one of his aidgzarticular. He stated that her worth far
outweighed her salary. D explains how he coped:

So | was furious. ...so | gotta get this out, someh®o what | do, sometimes, to get it

out, I'll write it and then | throw it away. Saalrote this thing...”this was ignorant,

demonstrates that you have no awareness of wpptha in a school level, this will hurt

education in [names district]”... [he then explaiosne, the interviewer] if you're a

principal, pretty much it's you, you don’t haveygreers, any colleagues you can get
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together with and get things off your chest. Sotoatk a while, and while | wrote |

could feel the anger go through my fingers.

Nevertheless, D stated that he rewrote the I#teenext day and delivered it. After
sleeping on it, he explained, he changed it, cdingeevery negative thing he had written into a
positive. He also described furnishing his sugerident with a solution: offering to give up his
meager school supply budget in order to keep dis. & related that the superintendent was so
pleased with his letter that he reconsidered laa b remove aides from the district’s
kindergartens and lauded the fact that D came tin avsolution, and not a complaint. D
explained that the superintendent found anothertavéiym the budget without sacrificing
kindergarten aide and also left D’s school suppigidet intact.

This excerpt reveals that D had a good commariscgmotions, after serving for years
on the job. He stated that he knew that it was feegtim to stay silent when he was very angry,
even though this silence exasperated his wiferasi He recounts the moment when his wife
found the first letter he had drafted and leftiglanchbox. He related that she was mortified,
and asked why he wrote it. He replied “Becausedirgry. And if | say anything right now...|
do angryreally [emphasis added] well, when | lose my temper. hdee a temper, and it can be
bad.” His direction was then focused on me. He @xpld “And | would tell my wife that
nothing good ever came from anger. If | sit on gsifor a day, the next day things look better,
and | can address them in a positive way.”

D explained his use of an anger-reducing lettetivg strategy, plus a “cooling off”
period that he used to put himself in the supemitat's shoes. He reported rationalizing that

“He’s not trying to hurt anybody; he’s trying tovgamoney.” He reflected about this enduring
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lesson he learned about controlling his emotiorsttfss is a way of coping with frustration and
avoiding doing a thing you're really going to reigndhen you can’t take it back.”

In addition to developing and using these copiragiices, such as letter-writing, yoga,
consulting a colleague, or looking at a problemeotiyely, participants cited employing time-
tested strategies they had created for interaetitigothers.

Strategies developed for interacting with othersEach participant explained the
unique, repeatable ways of interacting they leatoesmploy with others, especially in stressful
situations. J demonstrated this well. During oteriview, she would often comment “I have a
phrase, actually,” or, “I actually had a little ntienfor myself,” meaning that she had adopted
some standard language to illustrate her awareriggsblems that she regularly encountered
and how she addressed them. J maintained that mgrather’'s emotions was as important as
managing her own. She spoke about how she de-excalhers:

The same thing when anybody comes to me enragkdr a parent, anything. First thing

| ask is, “Are you going to sit down? (Imitatesining) ‘Rrrrrrrrwwwaaaal’ ‘Are you

venting? Do you need to vent or do you want tkXalf they say they want to talk, | say

“Then stop screaming.” [If they say] “I need taw® ‘Then you've got about 30

seconds and then we will get to the bottom of’'thisvorks every time, it’s just

identifying that. Because | learned that if | gpset too, it just feeds their upsetedness. It

takes you nowhere. It goes nowhere. So that hakadavell for me. Identifying/

framing, trying to frame where their emotion is‘atuse if they are screaming at you,

you aren’t going to find out what the problemasyway, and they’ll walk out.

J echoed the same enduring lessons she had leamedtenure that D had also reported

learning when she stated that anger “takes you amwhShe reported that being aware of, and
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controlling her own emotions was a regular stratibgy she used to diffuse heated interactions
with others.

Being reflective rather than reactive.Each participant remarked that it was necessary
to listen carefully, and to weigh decisions befarghing to judgmenil appeared to be
especially concerned about how an administratohtrbg viewed. He describes how to be more
reflective:

Be a great listener and trying to really hear tlessage the person is trying to say

whether/no matter who it is. Parent, student...vthey're trying to say. Theslow

[he drew the word out, for emphasis]. Lots of tanesact slowly, not quickly... Take time

to think about it. | think if you react too quigklit doesn’t look like your response

was thoughtful and considerate of all the infd thas provided. So sometimes ...l say

“Ok, um, I’'m going to have to get back to you befthe day’s out. And | might consult

with my assistant, | might consult with other plegut | wouldn’t react right away...if

you can delay it, absolutely do it. And not fdoag time. Like the day, but 24 hours at
most.

J stated that she would do the same. When | dsiwdong she might deliberate on
something, she said that she would defer to th&opeshe was interacting with. She would ask
the person how much time she had to respond, sshieacould do so in a timely manner.

Growing confident in one’s role.Each participant’s report revealed a growing “€ase,
comfort, in his/her role. Participants describetkapened confidence in themselves and their
abilities to “handle” whatever situations that @& as their environments. D stated “You do this
long enough, you know who you are.” This “knowingawou are,” or developing an

authenticity, was echoed by all. Each describe@ldging various skills, strategies, and moral
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codes that defined him/her. D all but shouted wéagpiaining one of his moral codes to me. He
was describing the ongoing tension he had wittidrimer superintendent over his duties. He
stated emphatically, “It was the antithesis of wihaglieved in!” J, in her advice to new
principals, recommended defining one’s own meanbingmotional intelligence and then

figuring out what you can adopt, and what needshtmge. She emphasized self-assessment, or
“finding out who you are as a person” and “figurimgt what area you want improve.” Overall,
each principal’s report cited an understanding laticonstituted one’s own individual
weaknesses and strengths, revealed a growing eoickdn one’s ability, and described one’s
own beliefs and moral codes.

Demonstrating a willingness to mentor othersAlthough T’s report at times included
criticism of others he observed in leadership rdieswas also very willing to help those aspiring
principals he knew. In fact, each principal, by #ir¢ue of volunteering to participate in this
research, demonstrated his or her willingness ljp dpiring principals and scholars to better
understand the role and to learn how to succeéd in

Both T and D reported leading others in mentoroigs. Here T explains about some
genuine advice he gave to a colleague, an aspringipal who wanted him to write a reference
for her. He had casually asked what changes shagdieon making if she got the job. When she
went on at length he said:

You might want to put that on the back burnerdaninute, and you may want to ask,

‘cause you're going to be new [the two questiovizat should staff keep, what should

staff change].” She replied back that she had schnto learn. And when he saw her he

he said: “Just a suggestion! You could do it yway, but just think about this...yeah,
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slow it down! Take the time to set and build aagfeundation before you just start

slappin’ together some 2’ x 4's!”

Research Question Five Findings

Participants’ reports revealed “enduring undeditags,” or lessons learned, that
participants described having learned over manysyafgpractice. These observations are
corroborated by the contention of Mayer, Saloveyid Caruso’s (In Sternberg, 2000) position
that “the absolute ability level rises with aget &ach branch of the cognitive ability model of
emotional intelligence (p. 400) and Mayer, Saloaay Caruso’s (2004) opinion that the
criterion for any intelligence is that an individgaability improves over time (p. 209). Each
participant cited developing coping strategiesnhi@naging emotion and strategies for interacting
with others, being reflective rather than reactawed growing more confident in one’s role.
Participants were able to talk about how they haavg authentically, by explaining having a
deeper knowledge about many things, including tledwes. This observation correlates to
Mayer, Salovey and Caruso’s (In Sternberg, 2008})tion that “the absolute ability level rises
with age” for each branch of the cognitive abilitpdel of emotional intelligence (p. 400). In the
preceding reports, each participant described @yeswn which his or her role had been informed
or adapted over timas a result of having an increased understandiegiotional intelligence.

Analysis of Research Question Six
What do these stories reveal about what may be need in educational leadership
preparation programs?

Research Question Six was intended to deline@efgpimprovements participants
deemed important to a principal’s preparation netetto emotional intelligence. Themes for this

guestion emerged from studying the participantgidcripts and listening to the participants’
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responses during the interview process, In addifaur analytical tools and two theoretical

frameworks were employed.

Emergent Themes

The analysis of data for research question siailsra discussion of two suggested
categories of improvements. First, what may be ee@d programs to provide opportunities for
students to discuss current experiences and miteadrdas with others, and to role play.
Second, what aspiring principals should know andkeustand about six key areas: (a) building
relationships, (b) having the ability to listen) ¢teating solid entry plans and strategic pladk, (
being thoughtful and deliberate in decision mak{eg,being situationally aware, and (f) making
academic achievement the guiding focus of the @laiscussion of each follows:

What may be needed in programmingParticipants held widely-differing views on
what may be needed in programming. J recommendgd tbpecific course tailored to the
emotional intelligence of leaders would be helpTubpined that a program one of his colleagues
enrolled in was good, but that it did not adequapeepare her for the situations one faces daily
in the role. He maintained that principals wereoimed in numerous social interactions and
encountered many problems throughout the couraedaly. He implied that reacting to these
problems required individualized, unscripted reraedHe also explained that many of these
problems that arose over the course of the day maranticipated, or could not be planned for.
D was the most skeptical about programming, quesstipwhether any coursework would help
at all. He stated that emotional intelligence wasiaan quality that could only be developed
“over the course of your career.” He described @mat intelligence as “being a good person,”
“being sensitive,” or “being open to others,” arerhaintained that there was no set of steps, or

curriculum, one could take to “be a good person.”
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There were some specific elements, however, gaahts did agree on. Participants
generally recommended that developers should peawigbortunities for students to discuss and
role-play current experiences and moral dilemmadk wtihers and to make mentoring part of
principal preparation programming.

Provide opportunities for students to discuss and role-play current experiences and
moral dilemmas with others. The participants recommended that the sharingiwént
experiences and discussion of moral dilemmas wsenéal in helping new principals navigate
their roles. Starratt (2004) also recommendedgblabvol leaders should discuss ethical/moral
dilemmas, for the purpose of building a moral vadaly, and having a moral landscape from
which to draw (p. 4). J was of the opinion thatvrgincipals were unprepared for certain duties
of their positions, especially working with unioi&he recommended having opportunities for
role-playing to prepare aspiring principals forfeliing scenarios, so that they could become
more familiar with these types of situations befoeeng immersed in them. She implied that by
engaging in role-playing, new principals would thetter understand how to respond
appropriately. D maintained that discussing curexperiences and recounting moral dilemmas
were vital to a principal’s development and ultietgthelped aspiring principals to learn best.
He said that “by retelling, you learn. You get thepetition of a real event and [this is] the thing
with brain research, which is how you change. Yioange by doing.” Beatty's schema (2002, p.
487) recommends utilizing this same strategy; egptpa systematic form of retelling, which
she referred to as “restorying” to aid principalgheir emotional development. See Figure 1.

D demonstrated humor, in that he acknowledgedeteryone makes mistakes, and that
mentoring could at least minimize the fallout thapiring principals may experience after

having made a mistake. He explained that every®heinan and is prone to making mistakes. It



UNDERSTANDING PRINCIPALS’ USE OF El 151

was evident from our exchange that he truly enjdyading new principals to succeed. He
added jokingly “You can't throw a pot at ‘em!”

Make mentoring part of the program. Two of the participants, D and T, reported
volunteering to be mentors during their tenuresioly retired, was actively considering
mentoring others again. D stated and T implied thexitoring was necessary and beneficial to
aspiring principals. D emphasized that mentors egéd be available whenever necessary, and
in whatever capacity the new principal needed tHeumther, he recommended that students
should be able to choose their own mentors. Heqa®gb creating a list of available mentors that
students could choose from, rather than being pawth someone with whom they may not be
compatible.

What aspiring principals should know and understand Participants emphasized that
aspiring principals should fully understand the aripnce of particular intrapersonal and
interpersonal skills and strategies. Many of theesakills and strategies they reported as being
necessary for self-understanding of emotional ligezice were also of value for the benefit of
new leaders just entering the field. Participaatehed on the following topics: being open,
being positive, being respectful, being inclusiv@naging one’s own emotions, being self-
reflective, using evidence, and using straightfeditanguage. And in their commentaries, they
emphasized the following for aspiring principalsil@ing relationships, having the ability to
listen, and creating comprehensive entry and gfi@ans. They also explained the following
were all central to the role of principal: beingtghtful and deliberate in decision making, being

situationally aware, and making academic improverttenguiding focus of the job.
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Building relationships. All three respondents spoke of the necessity dtiimg
relationships with stakeholders as a precursohémge. T's statement was eloquent in this
regard:

Any worthwhile learning will take place after thex@ worthwhile relationship. That's

really what this is doing. This is building relatships between stakeholders. When you

do [this], relationships are built and then the kvcain happen.

He further maintained that by valuing and givirggce to the people in one’s
constituency, those stakeholders will work for ythe principal], and moreover, he explained,
“they want[he added emphasis to this word] to work for you.”

Having the ability to listen. This topic was one of the most frequently citedeing
important.Each of the participants emphasized how cruciahg to listen to others. D
commented frequently about this topic, and offdrsdadvice to aspiring principals to “have the
strength to listen, because it takes courage thatd’ He maintained that a weak response was
being defensive and standing your ground. In tissaince he was referring to his mentoring of
aspiring principals and his instructing them hovbé&st interact with enraged, angry parents. He
explained that he acknowledged how difficult it viadisten, when parents acted in this way, but
he advised that it was absolutely necessary &nliahd respond calmly in order to further
understanding and come to resolution.

Creating comprehensive entry plans and strategic plans. One patrticipant, T, spoke often
about the importance of having a well-thought autyeplan. He shared that one of his protégés
who aspired to be a principal had asked for a eefgg. When he casually asked her what
changes she’d make, she went on to describe thkesdle changes she’d make without her

faculty’s input. He reported advising that she sti@sk staff what to keep and what to change,
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and to build her plan around them. He sdgfiow it down! Take the time to set and build a grea
foundation before you just start slappin’ togeth@me 2x4s!” J also commented on the necessity
of having a solid entry plan. T explained that Ingvan entry plan that was inclusive and
comprehensive was the genesis for the importank wbschool improvement to come. In
commenting on the description of emotional intelige | provided at the outset of our

interview, T felt that it needed a concluding sta¢ait. He added “To use this info to create the
environment, create the conditions that will allfmvwhole school improvement to occur”.

In total, the combination of the creation of sysédicentry plans and then executing
strategic plans was valued and emphasized by ke T

Being thoughtful and deliberate in decision making. This was another common
comment participants made. They emphasized th&ideanaking should be deliberate and
well-thought-out because, as J related, forcedsdms made too quickly were usually
“emotionally charged” and were, generally, not sbumthe long term.

Being situationally aware. One participant discussed the fluid nature of lag. @
humorously referred to himself as the “hub of a @hand discussed all of the “spokes” that
made up his daily duties:

| got the kid spoke, | got the staff spoke, thaufgcspoke, the superintendent spoke, my

colleagues spoke, my parents spoke, my SIMCO spakeol council spoke, | got all

these people! The bus company spoke, my custog@itesthe food is crappy today
spoke (laughter), nobody can do recess today spokkall these things!

This statement implies that T had a situationaramness of his environment and
understood his role as the leader. He acknowletigegdhe fluid nature of his workday was

contingent upon many variables. In this vein, hebrously counseled a protégé who had just



UNDERSTANDING PRINCIPALS’ USE OF El 154

received her principal certification to understaimd fluidity. He was commenting on a binder
that she had created as part of the program. e “$&s a beautiful binder. Take that thing and
throw it up in the air and now put all those palgask in the bindefThat's [he added emphasis
on this word] your school day!”

Making academic achievement the guiding focus of the job. T maintained that he had
led two, positive and successful, whole-school mrpment initiatives during his tenure. He
emphasized that academic achievement “needs te guéttically everything you do.” He
recounted that during discussions with facultywoelld gently guide the discussion back to the
identified initiatives that he and stakeholders hgteed on. He implied that this tutelage helped
to keep him and his team focused on the targetablajanaking adequate yearly progress, or

AYP.

Research Question Six Findings

In discussing the topic of the development of eomatl intelligence of school leaders,
participants differed in their views regarding whay be needed in educational leadership
preparation programs. While all felt that emotioimélligence was critical to them personally,
and that they were interested in discussing itomance, there was no general consensus as to
which specific coursework would be most helpfutieating more robust programming, or even
if it would benefit participants.

Rather, participants’ discussions invariably €ufto the social interactions they had their
roles. They reflected on their experiences to datd,what they had learned. It was evident,
throughout our interviews, that participants warttedhare lessons learned with aspiring

principals, by offering advice on those topics thieyught would be most useful. The
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recommendations they made were most concernedmfactions with others, and the
interpersonal and intrapersonal skills they manmgdiwere essential to possess.

Participants’ narratives reveal what may be ne@deducational leadership preparation
programs today. Participants were generous in idb@sgmways that organizations and aspiring
principals could improve understandings about eonaiintelligence, although their
perspectives on what should be instituted diffevetkly.

While one participant maintained that a courseifipgo the emotional intelligence of
leaders should be taught, another was skepticaéthational intelligence could be taught at all.
There were more consensuses about providing oppbesifor new principals to share and
recount their recent experiences, allowing themlisouss their ethical/moral dilemmas with
others, and to provide opportunities to role-play.

T and D acknowledged that mentors are not onlgssary, but also vital to a principal’s
success. Whenever possible, they suggested allqwingjpals to choose their mentors. They
also sought to guarantee that those mentors bédyreadilable in times of crisis.

More often though, participants sought to impdstiee about skills and strategies
directly to aspiring principals. These articulagdements of practice were similar to those they
valued in their own repertoires.

They emphasized that new principals must be abetopen and actively listen to all
constituents, and to be confident and courageooigsgimto apologize if they've made a misstep.
Each participant noted that having empathy for istheas considered essential, especially during
trying circumstances. These veterans understaddstinool communities were willing to work
with them if principals first created genuine redaships with stakeholders. New principals were

urged to make school improvement their guiding $odthey cautioned new principals that the
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job is often reactive, doesn’t often go accordimglian, and that they need to be flexible. They
counseled not to let anyone force crucial decisiaking, but to carefully weigh suggestions,
alternatives, and outcomes. Finally, they coumk#iat new principals should be mindful of the
culture that already exists in the school theyesrtering, and to create an entry plan that takes
into account the stakeholders’ combined concemthdse ways, participants revealed what may
be needed in educational leadership preparatiagranes; and additionally, identified key topics
they felt aspiring principals should understand aaide.
Five Major Findings

In response to the six research questions, andi lmasthe data presented and analyzed,
the following observations and inferences are piteskas five major findings.
Finding #1: Participants broadly understood emotional intellice to mean the acumen that
enables principals to build relationships and distalrust for the purpose of improving their
schools.
Finding #2: As they described the adaptive work they did waitthieir schools, participants
reported utilizing skills that aligned with the twimost complex cognitive abilities as defined by
Salovey and Mayer (1989): understand and analyz#iens, and manage emotions.
Finding #3: Analysis of participants’ accounts revealed anoimgtension between being true
to the intrapersonal needs as leader and beingnmsse to the desires of stakeholders.
Finding #4: There was no evidence that participants ascribed ttilized ethical analysis or
reflection to inform their practices as leadersaiool communities.
Finding #5: Participants made practical suggestions they dernsil essential to principal
training relative to emotional intelligence suchlas need for mentoring. They suggested that

discussion about ethical concerns be included uc&tbnal leadership preparation programs.



UNDERSTANDING PRINCIPALS’ USE OF El 157

Furthermore, they suggested several interpersokingrapersonal skills and strategies that
aspiring principals should know and understand.
Chapter Summary

This chapter presented the analysis and findingiseémerged from conducting this
qualitative study of three principals’ accountsising emotional intelligence using a
hermeneutic phenomenological approach. First, Videsl an overview to the study approach
taken, and briefly explained the rationale for emgpig narrative inquiry techniquesd described
the specific templates | uselihe broad central question of the study and thewwquestions, or
research questions, were reiterated. | provideolvarview about the intent of each research
guestion and organization of the data analysislihdated the primary means for examining the
data solicited for the six research questions.a@atlysis that led to twelve findings entailed (a)
observing the participants during the interviewd taking field notes, (b) reviewing each
participant’s transcript, and (c) using ThematicdD8ummary Sheets to expose the main themes
and indicators that arose from the data. | thewrde=d in detail any additional templates or
theoretically-based schemas employed. | compaxgtdghies of three U.S. leaders who are
widely considered to be emotionally intelligenthe participants’ narratives in an attempt to
further understand participants’ reported developra@d use of emotional intelligence.

The five major findings are discussed in Chaptege For both their practical and ethical
implications. Conclusions and recommendations &hdinding are provided. Chapter Five also
contains an introduction that restates the cordkttie study conducted and a rationale for its
deployment, a summary of the study, a synthesimdérstanding about El development, a
conceptual model for consideration, implicationsftother research, and final reflections on

conducting this interpretive hermeneutic phenomeagioal study.
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CHAPTER 5: SUMMARY, DISCUSSION, FUTURE RESEARCH, ANFINAL
REFLECTIONS

This chapter is organized in five sections: (adduction, (b) Summary, (c) Discussion,
(d) Future Research, and (e) Final Reflectionse [ftroduction briefly restates the context of
the study and the rationale for its implementatiime Summary includes the conceptual
framework for conducting the study and its reseaesign. The Discussion section details the
five key findings, and the conclusions, practiaad gheoretical implications, and
recommendations that stemmed from each findinggrdhesis of understanding about the areas
of knowledge considered essential for supportitepder’'s El development as suggested by the
findings follow, and conceptual model of El undargting and use is included. Given the
delimitations and limitations of the study, | al®@ake recommendations in the section titled
Future Research. Finally, this chapter containalFReflections of my personal thoughts about
conducting this study and the findings that emerged

Introduction

To be a leader in an affective, highly social s¢femvironment requires emotionally
intelligent behavior. A finding from a 2004 studyosisored by the Wallace Foundatiélaw
Leadership Influences Student Learnwmgs that “we need to be developing leaders witlpelar
repertoires of practices and the capacity to chfrose that repertoire as needed, not leaders
trained in the delivery of one ‘ideal set of praes™ (Leithwood et al, 2004, p. 8). Another
study also sponsored by the Wallace Foundation52faind that “it is important to prepare
principals to be successful in their careers, dafigin developing their capacity to work with
others to influence their school’s direction” (Davet al., 2005, p. 4). Beatty, (2000, 2002, 2006;
Beatty & Brew 2004) has made principals’ developtiear primary academic focus, centered

on emotional capacity. She asserted that “whiléangiand researchers do acknowledge
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emotions as relevant to teachers’ work... the emetairieadership are virtually unmentioned”
(2000, p. 332). In a more recent study (2006),asthed principals to anonymously share their
thoughts about the emotional aspects of their kshgeroles. Her summary: “Leaders deal with
highly charged situations every day. The pressoiréise job add up to an emotional load that is
always present. Preparedness for the emotional afdtie principalship is foundational to
successful schools” (p. 32).

The 2005 Wallace School Leadership Studgveloping Successful Principaksported
that “little is known about how to help principasvelop the capabilities to influence how
schools function or what students learn” (Davialgt2005, p. 5) and that there is a “dearth of
gualified school leaders” (p. 4) who can lead s¢hémrward. Furthermore, it noted that
“unfortunately the processes and standards by whify principal preparation programs
traditionally screen, select and graduate are dltelefined, irregularly applied, and lacking in
rigor” (p. 5).

Now, more than ten years later, we are still wiregtwith the “how” to develop leaders
in this regard. Several questions remain to be arehby educational leadership programs in
how to best prepare principals to positively inflae others through the acquisition,
development, use and understanding of emotionalliggnce capacities:

* What are the skills and strategies principals tletves describe as being the most

necessary and useful in professional practice?

* How can designers of educational leadership progtaetter prepare principals to

manage the inherent stress and conflict in thesitjpms?

* How can these programs help to develop the capachiat make principals

emotionally equipped to lead?
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One of the most noticeable research gaps | notedheaneed to better define which
specific skills and strategies constitute theseleddcl capacities and to better understand how
these capacities are developed.

Recent research punctuates these investigativesn8ederal noted researchers and
authors have all proffered recommendations thastiny of emotional intelligence should be
part of principal preparatory programs (Mills, 20@ngh, Manser & Mestry, 2007; Krugliak
Lahat, 2009; Hebert, 2011).

Despite these numerous recommendations, thetdesavidence in the existing literature
to indicate that principals are currently given tleection necessary to develop the emotional
capabilities to influence how schools function. Himve studies provided compelling evidence
that there is a need for principals to possessienditintelligence capacities. These studies also
suggested a need for principal development progtarbstter equip graduates with the
emotional intelligence capacities necessary toessfolly engage all stakeholders. In an attempt
to inform the field about principals’ reported udeEl to lead and influence their schools, |
designed a study of three principals’ accountseirtacquisition, development, use and
understanding of the four cognitive domains of eamatl intelligence.

Study Summary

This section begins by restating the purpose okthdy and the six research questions

that guided the inquiry. Following that, | summarihe conceptual framework, and research

design of the study.

Purpose and Research Questions

The purpose of this qualitative hermeneutic phenmaiagical study was to describe and

analyze principals’ accounts of their understandaggjuisition, and development of emotional
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intelligence (EI) and their use of El within the&spective school environments. Through in-
depth interviews, it was possible to examine hosytteported having been successful in leading
their schools forward, and to learn what adaptatitvey made to professional practice as a result
of understanding, developing and using their peasemotional intelligence capacities. It also
reported their belief that more training regardemgotional intelligence would have better
informed and positively impacted both their profesal careers and the careers of current and
aspiring principals. The study sought to find bibtt common and distinct topics in their
accounts and to identify the themes in their lieggeriences, and to improve current and future
leaders’ successes in leading their schools. Ahézet of this hermeneutic phenomenological
study was the need to gain further insight intogpecific skills and strategies principals

reported using to lead their schools.

One central question provided a focus for this inquWhat are experienced principals’
accounts of their understanding, acquisition, dgwelent, and use of emotional intelligence
capacities?

The following six research subquestions guidedrtiementation of the study:
1. What do these accounts reveal about how princigaderstand emotional
intelligence?
2. How critical is emotional intelligence to princigapractice?
3. What experiences do principals attribute to thesgamee or absence of emotional
intelligence?

4. What do these accounts reveal about how emotiatelligence is developed?
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5. How has professional practice been informed angtadaover time because of
one’s acquisition, development, use and undergtgnafiemotional intelligence
capacities?

6. What do these stories reveal about what may beedeededucational leadership

preparatory programs?

Conceptual Framework

| interviewed four principals at various careegs&prior to conducting this study. Their
candid reflections exposed a perceived gap betteeaffective intelligences, which they
reported principals need to lead and influencehaaigpositively, and the formal instruction they
received regarding emotional intelligence in tipggparatory programs. To explore this topic
more fully, | proposed a hermeneutic phenomenoligitudy ofexperienced principalthat
employed narrative inquiry techniques and toolsafwalysis. An experienced principal, for the
purposes of this study, is defined as someone whaéarved in this capacity for ten or more
years within the same school setting.

I am deeply interested in the development of ppals. | view this important role as the
catalyst for school improvement, and as such,tdeebie highly social or affective in nature.
This view and interest aligns with my philosophipetference for a social constructivist
approach (Creswell, 2013, p. 24) to the desigmefstudy. Accordingly, | constructed and
utilized an interpretive one-on-one interview paubwith my research participants to better
understand this phenomenon through recording tiaematives and analyzing these accounts.

The study sought to reveal how the participantsimed, developed, used, and
understood the cognitive capacities indicativernbgonal intelligence in their long-standing

careers. Furthermore, the study sought to undefs$taw knowledge of El may have led to
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adaptations in participants’ professional practimesr time. | based my research on Salovey and
Mayer’s theory of cognitive ability, using the fearanch model of emotional intelligence
domains they first introduced in 1990. | soughtempare participants’ accounts against this
theoretical definition. | also incorporated May8alovery, and Caruso’s later definition of
someone who is considered to be “highly emotionaliglligent” (2004, p. 210). The findings of
this research may help to make meaning for mamjydiing the participants and for myself, but,
more importantly, to current principals, to newngipals just beginning their professional

journeys and to those who prepare them to lead.

Research Design

This hermeneutic phenomenological study employerhtige inquiry techniques and
tools to assist in making meaning of participahit®d experiences or life-textswas able to
have candid discussions with these leaders regatdeEl skills and strategies each reported
using within one’s school environment. While thenpée size was small, the population size
represented heterogeneity as recommended by Ci¢2@&8, p. 78) and was considered
appropriate by Bryman (in Baker & Edwards, 2012pwshated:

Life story research or a study based on Interpeg®lkenomenological Analysis is likely

to entail a much smaller sample size becauseedirib-grained analysis that is often

involved. It is simply not necessary to generatempus of data for such research (p. 18).

| was able to inductively derive meaning from tted data collected from these
individuals (Guba & Lincoln, 1998; Lincoln & Gub2000). These one-on-one interviews were
conducted privately and allowed the participantaritonymously reflect on their years of
practice and explain the value they place on usingtional intelligence within that role. This

inductive approach yielded insights into the us&ldby school leaders.
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Phasing explanation.The study consisted of two phases. Phase One iexnerv
participants were required to be former, or preddiassachusetts principals. Phase One
interviews were designed to pilot draft questiond t test and revise those questions for
intended Phase Two participants. Phase Two paatitspvere required to be experienced
Massachusetts principals; those who had servdddrcapacity for ten or more years within the
same school. Participants’ responses were audovded. Notes were taken at the time of the
interviews and each narrative was later personahscribed.

Data collection and analysis. | used proven methodologies suggested for quaktat
research for both the data collection and datayaisa{Crabtree & Miller, 1992; Miles &
Huberman, 1994; Little, 2008; Guba & Lincoln, 19@8)coln & Guba, 2000; Daiute, 2014). |
used a winnowing process (Seidman, 2006; Cres2@0l9; and Guest et al., 2012) to collapse or
combine codes | found common to all participantasToding schema was represented in the
Thematic Data Summary Sheet template created smg and analyze data. Variations of
Thematic Data Summary Sheets were also employexy iflksluded Condensed Thematic Data
Summary Sheets, a U.S. Leaders Thematic Data SunBhaet, a School Leaders Thematic
Data Summary Sheet and a Combined Thematic Datan@wrSheet for all Interview
Questions. The use of these templates to organiaiative data for the purposes of theme
identification and interpretation was an integrattpf the study’s design.

Theoretical frameworks consultethe most prevalent theoretical framework used was
Salovey and Mayer’s model, as outlined above. Tthertheoretical frameworks were used in
the course of this research. | used Starratt's4p@@mework of recommendations for
scaffolding a school leader’s ethical knowledge Bedtty’s (2002) reinforcing hierarchical

schema recommended for furthering a school leaderisected emotional knowledge.
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Other templates useth addition to the five varieties of Thematic D&ammary Sheets
utilized, two other templates were also employeddove additional meaning from the
participant’s stories. | used a Plot Analysis testgland a Significance Markers template as
suggested by Daiute (2014) to further analyze #ta ftlom different perspectives, and to record
the behavior of participants during the interviemsploying these seven templates and three
theoretical frameworks added a depth and richreetsetfindings that would not have emerged
had | studied the participant’s narrative accoumisolation.

Discussion

What follows is a discussion of the five majordiimgs generated from the six research
guestions. Each finding includes (a) a conclusfbppractical implications, (c) theoretical
implications, and (d) recommendations. A syntheisnderstanding about El and a conceptual
model representing the four areas of knowledgen¢isééor a leader’s EI development conclude
this section.

Finding #1

Participants broadly understood emotional intefigeto mean the acumen that enables

principals to build relationships and establiststifior the purpose of improving their schools.

(This finding serves to inform Research Questioe.pn

Conclusion

The central finding of this study was that partaifs revealed their understanding of
emotional intelligence to be primarily focused be tvork of building of relationships with
others. | observed a shared pattern among pantitsipsuccess stories relating to their individual
school's academic achievement. First and forenpasticipants described the necessity of

building trusting relationships with others, andrtexplained how they fostered those
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relationships, ameliorated discord through respéditlog, facilitated the adoption of shared
beliefs by being open, found a mutually-agreed ugmmation to the problems and finally, moved
forward with a defensible set of directions. Agauit of this finding | discerned that participants
broadly understood emotional intelligence as thktykbo build and sustain relationships with
stakeholders and to establish a sense of truseleetaelf and others. Further, participants
described ways in which they sought to create air@mment for shared decision-making that
minimized the input of the principal. One partigipaescribed the implementation of lasting
legacies or frameworks of professional practiceamh& sustain and continue school
improvement that exceeded his tenure, such as mgedt discuss data, a mathematics focus
group, an ELA focus group, and a faculty book ¢hdt read books to improve professional
practice.

By fostering these relationships, and developiagtf participants described being able to
facilitate a school community’s deliberations retyag any proposed initiative. They were also
able to describe activities that | categorizedigbtespecific skills and four strategies considered
necessary for building relationships. A skill (“8ki2015) is defined as ability to do something
that comes from training, experience, or practidegreas a strategy (“Strategy”, 2015) is
defined as a careful plan or method for achievipguicular goal usually over a long period of
time. Analysis revealed that these identified skifiere (a) being open, (b) being positive, (c)
being respectful, (d) being inclusive, (e) beingaative listener, (f) managing one’s own
emotion, (g) being self-reflective, and (h) beiitgationally aware. The strategies that
participants described employing were (a) creasimlgl entry and strategic plans, (b) modeling
desired professional behaviors, (c) using evideawd,(d) using straightforward language.

Practical Implications
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Participants insisted that the ability to build andintain trusting relationships with
stakeholders was necessary and primary. They uoddrthat any successful attempts at school
improvement stemmed from their having this abilégd within their narratives there were many
instances of building and strengthening relatigpshii observed participants to be facilitators of
change who adroitly led and influenced stakeholtt®ssrd positive academic change within
their school environments.

Theoretical Implications

Participants indicated that having a situationahi@mess, or understanding of the
micropolitical landscapes, including the informat®&l networks and the power relationships
inherent in their individual school environmentgsaparamount to their successes. This need to
have a situational awareness was sounded by Gnd€8aaker (2004), Collins, (2005), and more
recently, was echoed by Kelchtermans et al., (2@4l) (1987) uses the term “micropolitical”
more specifically related to power, control andoidgy rather than to issues of situational
awareness.

By listening to, and examining the emotional isstieat were “hard on the hearts” of
their followers (L. Maresca, personal communicatiduly, 2014) within this study all
participants were able to report successes ingntling change within their school
environments. This practice aligns with Beatty’6(@2) contention that school leaders should
have a framework for understanding the role of émnowvithin the scope of self's and other’s
practice.

Recommendations
It would be helpful to create a venue by which asgiprincipals and experienced

principals could work jointly to discuss this vemyportant, but puzzling, part of professional
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practice; the building of relationships and trughvstakeholders. These discussions could
provide helpful strategies for building social dapiAlso, it would benefit aspiring principals to
understand how experienced principals were abteeate environments conducive to shared
decision-making and/or created legacies of prod@ssipractice meant to sustain and continue
school improvement even after their tenures wemeese Understanding how relational trust is
created and fostered could serve as a foundatiomtkdrstanding of the interpersonal realm of
emotional intelligence, as it was the central fingdof this study. Suggestions for deployment
could include forums or workshops organized witsthool districts, consultant-led seminars
offered by organizations affiliated with princigadeparation, or as units of study included within
graduate course offerings on the emotional intetige of leaders.

Further, | categorized eight specific skills andrfstrategies from participants’
descriptions of doing this adaptive work. To redapse skills considered for building
relationships were (a) being open, (b) being pasitic) being respectful, (d) being inclusive, (e)
being an active listener, (f) managing one’s owmon, (g) being self-reflective, and (h) being
situationally aware. The strategies that partidipaescribed employing were (a) creating
comprehensive entry and strategic plans, (b) modelesired professional behaviors, (c) using
evidence, and (d) using straightforward languagehbof these important topics could be
explored, either individually, or part of a largenit of study through various means of
deployment. Channels of distribution could inclydefessional learning communities, forums
or workshops offered within school districts, cdtesut-led seminars, and principal associations.
These topics could also be introduced as unitsudlyswithin graduate course offerings on the

emotional intelligence of leaders.
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Finding #2
As they described the adaptive work they did withieir schools, participants reported
utilizing skills that aligned with the two most cptax domains of cognitive abilities as defined
by Salovey and Mayer (1990): to understand andyaeaamotions, and to manage emotions.

(This finding serves to inform Research Questiomgrfand Five.)

Conclusion

As they recalled the frequent interactions theywald others, | found that participants
could describe being able to discern the true nmgpaoil the complex emotions others displayed.
| found these descriptions of making meaning ofedmtions others displayed to be in
alignment with the third domain of El competencySaflovey and Mayer’s Four-Branch, or
cognitive ability model of emotional intelligenddat of understanding and analyzing self and
others’ emotions. Participants also conveyed thederstanding of El to mean the ability to stay
calm, or to manage one’s emotion. The managemesrnhotion is ranked as the most complex
of Salovey and Mayer’s (1990) four domains of Einpetency (See Table 1).

Practical Implications

This ability to understand and analyze self an@éihemotions was a common thread
observed continually throughout all participantst@unts. For example, D was able to determine
and to explain to others that a parent’s angryurstitoward him was likely an attempt to mask
her true root emotions of fear and desperationthieur participants stated that the ability to
manage one’s emotion was paramount.

This ability to manage one’s emotions masterfulg been valued since antiquity.

Aristotle (2009) offered this observation aboueader’s ability to manage the emotion of anger
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by saying that [anger should be] “on the right gras; and against the right persons, and also in
the right manner and at the right moment and feright length of time” (Book IV, Chapter 5).
Analysis of the data revealed that each partidgipansidered it an absolute priority to
control his or her emotion. Many of the storiestipgrants related had successful outcomes,
based upon their reported ability to discern othemstions, and then react in ways that de-

escalated others’ emotions.

Theoretical Implications

Understanding and analyzing self and others’ emstis noted to be the third most
complex of Salovey and Mayer’s (1990) four domaih&l competency. Participants also
conveyed their understanding of El to mean thatgld stay calm. This ability to manage one’s
emotion is noted to be the most complex of Salamy Mayer’s (1990) four domains of El
competency.

These stories revealed a growing confidence in nstaleding others’ emotions as
participants’ chronological accounts progresseds Tihding also correlates with Mayer,
Salovey & Caruso’s contention that ability that noyes over time is one of the criteria that
defines any intelligence (2004, p. 209).

Recommendations

Coursework, seminars or workshops to study vanoodels of emotional intelligence,
especially as they relate to school leadershipldhmeideveloped and implemented for
practicing by aspiring principals. Any models teaiphasize self-knowledge, management of
emotion and understanding others would be a gosd ffmm which to begin exploring and
assessing one’s own emotional intelligence abilitgcommend Salovey and Mayer’s (1990)

Four-Branch Model, because it considers only one@mitive ability to reason with and about
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emotions and emphasizes the capacity of emotienhance thought. According to Mayer, other
“mixed models” of emotional intelligence includerpenality traits unrelated to either emotion
or intelligence, such as teamwork, initiative astliavement motivation (www.unh.edun
summary, any advanced learning about the emotioteligence of leaders would enhance
understanding of this phenomenon.
Finding #3

Analysis of participants’ accounts revealed an amgtension between being true to the
intrapersonal needs as leader and being respatesikie desires of stakeholders. (This finding
serves to inform Research Questions Three, FouFaued)
Conclusion

| observed that participants’ accounts did not @ most part, reveal a comfort in
sharing their own emotional stance, or a willingn&sinvite others to comment on their
leadership behaviomhere was an ongoing tension noted between eathipant’s need to be
true to his or her authentic self, and the nedukteesponsive to the desires of the stakeholders.

It was disconcerting for me to see that only ohthese experienced participant’s
accounts described inviting others to discuss fleeiings with him if they felt his remarks
caused them distress. The other two participastsunts did not reveal this same level of
encouragement in discussing hurt feelings. | olegkonly a few instances in their accounts
describing inviting others to comment on their eiomdlity. This perceived reluctance to be seen
as vulnerable is an area that deserves furtheoeatpn. | did, though, note in all participants’
accounts that they admitted they did not persorraiye the answers for needed school reforms.
A shared pattern emerged between all participalgscriptions of working through sometimes

contentious issues with their constituencies. Eatively solicited discussion from stakeholders
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to ameliorate discord, facilitated the adoptiorslo@red beliefs, found mutually-agreed upon
solutions to problems, and created a collectivghgad-upon working plan of action for moving
forward, as noted in Finding #1.
Practical Implications

This revealed tension is discussed by severabasitegarding leaders and leadership.
Heifetz acknowledges a need to “diminish the gd998) through adaptive work. Cohen’s
(2005, p. 287) view is more grim. He states thadlieg in affective environments is
“impossible” to manage adequately, because thera@entirely satisfactory or lasting
solutions, and “the solutions that practitionerschdogether regularly come unglued” (p. 287).
Therefore, current literature on leadership undeescthis continual, tenuous tug that exists

between leader and follower.

Theoretical Implications

Hochschild, 1983; Mezirow, 1991; Brotheridge an@ L2008 Avolio et al., 2004;
Ackerman and Maslin-Ostrowski, 2004; Bloom, 2004vi3 et al., 2005; Naqvi, 2009; and
Shaubroeck and Shao, 2011, all generally exposeéliandss the inherent problems of leading in
an affective environment and suggest that a leaddglfingness to be vulnerable, to be open to
self-doubts, fears, and questions, are qualitigswiould help them be better school leaders.
Furthermore, Ackerman and Maslin-Ostrowski (20@Bcsfically asserted that guiding others
responsibly must entail a deep understanding okmwedf. Beatty and Brew (2004) addressed
this issue in their work with graduate studentsyffound their students to be concerned about
their feelings of vulnerability if they exposed ithemotionally charged experiences, and
guestioned the advisability of opening up to otlierghis reason. Beatty’'s schema (2002, p.

487) is included as Figure 1. It begins with thistfstep of having an unexamined emotional self,
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and then proceeds through five more steps: expenigrself as emotional, restorying self by
sharing of self as emotional, connecting with ttreeothrough the emotional self, reconnecting
with the self through the emotional other, andlfinaonnecting with the self and other for a
deepened emotional epistemology.
Recommendations

Aspiring principals and current principals shou&familiarized with the multiple
authors listed above. Both aspiring and curremtgipils should be exposed to studies, theories,
and exercises that support the expression and acwepof being vulnerable to one’s
stakeholders, and which promote deeper emotiorakityg. Both populations would also be
well-served by having a deep foundational undedsitnof Hochschild’s (1983) concept of
emotional labor. Further, there is a societal etgigm that principals have all of the answers to
make needed school reforms happen, and as a iesitjfficult for these leaders to express
their vulnerabilities with their constituencieswiould be beneficial for school communities to
acknowledge that a shared responsibility existwéen leader and follower to ameliorate
discord and move forward with mutually-agreed uptams of action.

Finding #4

There was no evidence that participants ascribed tilized ethical analysis or
reflection to inform their practices as leadersatiool communities. (This finding serves to
inform Research Questions Three, Four, Five ang Six
Conclusion

None of the participant’s reports referenced utifizor adhering to a specific ethical
framework. One participant did report using Cubdrasnework for finding solutions and

managing dilemmas, however this was considered ampactical advice than theoretical. |
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found that they more often created their own cadassponse to encountering thorny issues

within their roles.

Practical Implications

| noted that the participant who thought it was amgnt to discuss ethical dilemmas did
not gain this knowledge as a result of his own arafory program. D was asked by NISL, as an
experienced practitioner, to bring his knowledgd aork with a school team. He explained that
it was suggested he teach ethical leadership.tatedsthat he found it important to discuss
moral dilemmas with his team. He explained choosingxplore those emotional matters of

leadership more than the other team leaders did.

Theoretical Implications

| determined that D immersed learners in all thezets of Starratt’s (2004) ethical
recommendations by emphasizing that his studentsfleetive, have a vocabulary to name
moral issues, and have a variety of ethical expees from which to draw from. He provided
guidance to these aspiring leaders without sugggtiie utilization or adherence to a specific
ethical framework for reflection and direction. te&d, he reported that he created his own codas
for conducting this ethical work within his praaiand stated that discussing his and others’

moral dilemmas was helpful and beneficial to hiSNtrainees.

Recommendations

Aspiring principals should be familiarized with hats, studies, and theories that support
the discussion and creation of formalized ethicaiieworks to draw upon. Familiarization with,
and adopting Starratt’s (2004) suggestions woulligely beneficial to any newcomer in the

field. Starratt posited that there were three camepts necessary for a leader to have a
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foundational understanding of ethical leadersHipa(formal exposure to ethical analysis or
reflection, (2) a vocabulary to name ethical issa@sl (3) an articulated moral landscape from
which to generate a response (2004, p. 4). Haaspiing principals meet to discuss and restory
the ethical issues that have emerged from witheir thwn practice and then apply frameworks
for making meaning of these issues would be beiaéfit would also be extremely helpful to
learn how experienced principals have dealt withilar ethical dilemmas. Both of these
scenarios would offer support at critical time®ire’s professional role.
Finding #5

Participants made practical suggestions they cersidessential to principal training,
such as the need for mentoring. They also suggés#¢discussion about ethical concerns be
included in educational leadership preparation og. Furthermore, they suggested several
interpersonal and intrapersonal skills and stratetiat aspiring principals should know and

understand. (This finding serves to inform Rese&uhbstion Six.)

Conclusion

Participants offered many suggestions meant tetagsators of leadership preparation
programs. Their responses ranged from offeringipeoursework on emotional intelligence
for school leaders to skepticism whether emotiamtalligence could be taught at all.

Practical Implications

One practical suggestion that two participants askedged was that mentors were vital
to a principal’s success. They implied that menbhag usually already experienced the
emotional learning required to navigate one’s npolitical and affective environments, and that

they could help the inexperienced principals irt tegard. They also suggested allowing
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principals to personally choose their own mentovsifa roster of those who were available to
serve. They urged that mentors be readily availebbespiring principals in times of crisis.

More often though, they suggested that aspiringggals know and understand the
importance of some of the same interpersonal skilts strategies participants reported useful for
their own careers. These skills and strategiesided building relationships, having the ability
to listen, and creating comprehensive entry plamsstrategic plans. Participants also elucidated
the following elements as essential to succedsamdle: being deliberate and thoughtful in
decision-making, being situationally aware, and imglacademic improvement the guiding
focus of one’s work.

Theoretical Implications

Participants also suggested having discussion drthenethical concerns principals face
on the job. As in Finding Number Three, adoptingrtit's (2004) suggestions would be highly
beneficial to any newcomer in the field.

Recommendations

Educational leadership preparation programs shadigbt the practical suggestions that
experienced principals have offered, especiallyjkintamentoring part of any program. Further,
programming should provide opportunities for studea apply theoretical ethical frameworks
such as Starratt’'s (2004) to discuss, role-plaestory current ethical dilemmas that they may
be experiencing, or that their mentors may haveeegpced. Also, these programs should
provide opportunities for students to discuss thein emotionality, as suggested by Beatty and
Brew (2004). See Figure 1. Educational leadersteparation programs should also emphasize
these topics that participants felt were neceswaugspiring principals to know and understand,

including (a) building relationships, (b) havingethbility to listen, (c) creating comprehensive
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entry plans and strategic plans, (d) being thowgjlatid deliberate in decision making, (e) being
situationally aware, and (f) making academic achmeent the guiding focus of the job. In these
ways, educational leadership preparation prograrukide improved.
A Synthesis of Understanding

As a result of conducting this study, and by coasidy the findings in light of the
literature, it was possible to create a conceptualel to represent a synthesis of understanding
about what is needed to develop El in school leaderis synthesis draws upon several bodies
of literature: topics and problems of leadershipl¢(Bien, 2003; Cogliser & Scandura, 2003;
Lichtenstein et al, 2006; Naqvi, 2009; Brotheridgeee, 2008), especially school leadership
(Heifetz, 1998; Ackerman & Maslin-Ostrowski, 20@avis et al., 2005; Cohen, 2005; Bryk et
al., 2010, Keltchtermans et al., 2011); types ghoizational structures (Collins, 2005); social
networks (Cross & Parker, 2004) and power strust(iBall, 1987); types, definitions and
theories of various intelligences (Gardner, 19889 Salovey & Mayer, 1990), especially the
development of emotional intelligence; a leaderidarstanding of emotionality (Beatty 2000,
2002, 2006; Beatty & Brew, 2004) and leaders’ digmf emotions (Hochschild, 1983;
Shaubroek & Shao, 2011); and the ethical and nooradiderations facing leaders (Starratt,
2004; Aristotle, 2009; Gardner, 2011). Finallystihmodel was informed by the practical
suggestions offered by the participants in thighgtu

A rationale for using intrapersonal, interpersonal,El theory and practical spheres
of knowledge.l began to visualize this synthesis of understagdis a conceptual model by
observing the subtle differences in the way Gardh®99) categorized intrapersonal and
interpersonal intelligences versus the way Salarel/Mayer (1990) categorized emotional

intelligence. Gardner categorized interpersonaliatrdpersonal intelligences as personal
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intelligences. Conversely, Salovey and Mayer cleesssemotional intelligence as a subset of
social intelligence. This dichotomy in intelligendassification provided me with the clue to
what is needed to support a principal’s El develepima combination dfoth personal and

social development tools. Gardner posited thaapdrsonal and intrapersonal intelligences
(1999, p. 43) were among the highest forms of ligeshice possible. Mayer and Salovey
considered understanding and analysis of emotidrttEamanagement of emotion to be the
highest cognitive levels of emotional intelligertbat one can possess. Therefore, in order to
master the highest levels of Gardner’s intelligsnaed the highest levels of Salovey and
Mayer’s cognitive Four Branch Model of Elpropose that leaders need to develop both
intrapersonal knowledge, or a deeper understarafinge’s self; and interpersonal knowledge,
or a deeper understanding of others. Further,pgse that leaders must have a foundational
theoretical understanding of El (e.g. Salovey aray®f's model) and have a working definition
of emotional intelligence that is personally meafith These three interlinked theoretical areas
of knowledge are grounded to the practical knowdesigggested by the participants in this study
to be essential supports.

The model that follows (see Figure 2) providessauai representation of the problem,
and shows a multi-pronged approach for supportilegder’s El development within four
distinct areas of knowledge. | propose that schesaders can use the development tools
contained within four distinct areas or spherekrmmwledge to increase the El skill needed to
influence one’s school community. These four imédd knowledge spheres—intrapersonal,
interpersonal, El theory, and practical—are aleasial supports for developing a leader’s El. |
refer to principals specifically, but believe thiais model can encompass the El development of

leaders in other disciplines as well.
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Four Spheres of Knowledge

considered essential
for supporting a leader’s El development

Theoretical
Knowledge
of El Model

Use Salovey and Mayer’s
Four Branch Model of El

Cognitive Ability
nterpersonal
Knowledge
se Starratt’s Framework
for greater understanding of
others/ethical
and moral
concerns

Intrapersonal
Knowledge

Use Beatty’'s Schema
for greater understanding
of self

and/or other forms _ antli
of self-reflection Practical sogg?%gt)\l/vorking
Knowledge strategies

Employ 8 skills and
4 strategies
recommended
by
study participants

Leader uses

all four
spheres to
close
GAP
tandi OTHER
ELF understanding
Lséader Stakeholder

Facilitated Plan of Action' Goal

Figure 2 A conceptual model.
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What follows is an explanation of each knowledgeesp and the developmental tools
recommended within each:

The intrapersonal knowledge sphereA school leader may use many tools to develop
one’s intrapersonal knowledge. These vehicles melyde working through schemas and/or
other self-reflective exercises including journglietc. In this model, | recommend the use of
Beatty’s Reinforcing Spiral “Progression” of Conteet Emotional Knowing (2002, p. 487)
schema specifically. See Figure 1.

The interpersonal knowledge sphereTo gain further understanding of one’s ethical
and moral landscape, | recommend Starratt’s framie@@04) for use. Participants in this study
indicated that it is essential to have a situatiamareness of the ethical and moral concerns
inherent in one’s school’s environments. Also mowended for interpersonal development are
social networking strategies (e.g., those advabgedross and Parker (2004)) to increase
knowledge about stakeholders’ preferences, perdiwealand interests, to build trust and
rapport.

The EI theory knowledge spherel suggest that emergent leaders also have a
foundational understanding of an emotional intellige theory, (e.g. Salovey and Mayer’s Four-
Branch cognitive ability model (as cited in Saloepluyter, 1997, p. 11), as represented in
Table 1), and have a working definition of emotion&lligence that is personally meaningful. |
would recommend that leaders have a comprehenskerstanding of each of Salovey and
Mayer’s four domains of cognitive El ability.

The practical knowledge sphereThe three preceding spheres of theoretical knayded
are linked to the practical knowledge that theipgdnts in this study indicated were critical

understandings for any principal’s success. Thastral knowledge consists of employing the
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skills of (a) being open, (b) being positive, (€jry respectful, (d) being inclusive, (e) being an
active listener, (f) managing one’s own emotion,lging self-reflective, and (h) being
situationally aware. Practical knowledge also meanq@ementing the strategies of (a) creating
comprehensive entry and strategic plans, (b) mogelesired professional behaviors, (c) using
evidence, and (d) using straightforward language.

A gap in understanding. The problem that is represented is the gap innstatleding
represented between self, [leader] and other [atadller]. Heifetz (1998), Cohen (2005) and
Lichtenstein, et al. (2006) all point to the gapttaxists between a leader and follower’s beliefs
and the attempt to close that gap by some forndaptve work. If we agree, then, in alignment
with Finding 1 of this study that participants ureteod EIl to mean the acumen that enables
principals to build relationships and build trust the purpose of improving their schools, and
with the body of literature on school leadershipattmovement toward a goal (represented by
an arrow) is a facilitated or shared plan of ac{iBryk et al., 2010)—then | propose that a leader
must use the developmental tools suggested witdth ef these four distinct knowledge spheres
in order to influence his or her school communiigotigh the use of El.

Recommendation

Leadership preparation program creators shouldydesiursework that emphasizes skill
building within each of these four spheres in oftdedevelop a leader’s overall emotional
intelligence. By working through each sphere’sioetl development tools, | propose that
leaders, specifically school leaders, can devéiefEl proficiency necessary to close the gap in
understanding between self and others, to creeil@dted plans of action, to build relationships

with others and to establish trust for the purpafsenproving their schools.
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Future Research
Some of the most important suggestions for futesearch stem from the limitations and

delimitations noted in Chapter Three. Ways in wHidlire studies could be improved are also

discussed.

Limitations

Five limitations hold implications for future reseh: (1) not considering other models of
emotional intelligence or other contributions teaders’ development, (2) not considering a
mixed-method research design, (3) not considerilog@itudinal study, (4) not considering
gender differences, (5) not considering other apgnes to leadership or cross-cultural
perception by followers.

1. Not Considering Other Models of Emotional Inteligence or Other Contributions
to a Leaders’ DevelopmentConsidering other models of emotional intelligesaeh as the
models introduced by Goleman (1995) or Bar-On (2@@uld have influenced the study much
differently. Viewing school leaders’ emotional illigence through these or other lenses would
have provided a different perspective than my ahtacuse Salovey and Mayer’s (1990) purely
cognitive model of emotional intelligence. Alsoeth is the possibility that school leaders may
attribute their development and/or success in tegthieir school to myriad other factors other
than emotional intelligence, and these should laengxed.

2. Not Considering a Mixed-method Research Desig@reating a mixed-method
research design would have provided quantitativa ftet a deeper understanding of this
phenomenon. Collecting qualitative and quantitatiaea would have led to a more thorough
analysis by which to inform the research questtbaswere posed.

3. Not Considering a Longitudinal Study.A longitudinal study that tracks how a leader
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develops emotional knowledge, over several yeaightnmform the field. Tracking a leader’s
successes, failures, “wounding experiences” (Aclkerend Maslin-Ostrowski, 2004, p. 28) and
“disorienting dilemmas” (Mezirow, 1995, p. 50) oxeedecade or more could help new leaders to
avoid the pitfalls that befell leaders before thénoould also help to pinpoint specific arcs in
leaders’ development of emotional knowing (Bea2§02) when tracked throughout a
continuum.

4. Not Considering Gender DifferencedNot considering the observation of the gender
differences between the participant’'s use and gesunr of emotionally intelligent behavior was
an important omission. The participant’s differiegdership styles, interaction styles and
resolution strategies were made most apparent vaoamding data in the Significance Marker
template. Another interesting observation was nvalgien studying T's narrative. T commented
on the differences between his leadership styleh@duccessor’'s who was female, especially in
regard to her allowing others to be emotional.tedaluring the pre-dissertation field work for
this study that one of the female principals wha wdormally interviewed (L. Maresca,
personal communication, April 8, 2011) shared atsgy that she believed was necessary to
succeed in a male-dominated school administratorgronment. She had been instructed by
another female principal to adopt male-congruehtmrs such as keeping her voice low, and
to only apologize once. This feigned behavior cdube principal to engage in continual
emotional labor, which | considered to be exhagstimauthentic and not gender-congruent.
Perhaps a study comparing women’s’ and men’s’ gegplecific leadership styles and the
various EI skills and strategies they reported gisight serve to illuminate this topic further.
This study would be of interest especially becaig@aruso and Salovey’'s (2004)

acknowledgement that “women did have a slight Ebathge but were devalued, when using



UNDERSTANDING PRINCIPALS’ USE OF El 184

certain leadership behaviors, even though these efézctive” (p. 23).

5. Not Considering Other Approaches to LeadershipmoCross-cultural Perception
by Followers.| was most focused on exploring the linkages betwamotional intelligence
theory as it applied to transformational leadershgory as advanced by Mezirow, 1995; Avolio
et al., 2004; and Riggio at al., 2008. Therefodidinot choose to consider the array of other
approaches to leadership, such as shared or ttemsd¢Louis at al., 2010; Harms & Crede,
2010). | did observe that participants either exd or implied that they employed skills and
strategies which are considered indicative of adaptransformational leadership (Burns, 1978;
Bass, 1985). Some of these skills and strategatd 8aw emerge from the transcripts included
(a) being a role model for followers, (b) challemgiollowers to take greater ownership in their
work, and (c) understanding the strengths and wessas of followers (Bass and Riggio, 2006).

Because of the preceding observation, future séuti@ combine the study of
transformational leadership with emotional intediige development might prove illuminative to
the field. | also did not choose to consider tless-cultural perceptions by followers of a leader
(Rockstuhl et al., 2011) which may have had sortexasting revelations, as one of the
participants did discuss the perceptions of himael leader of a culturally-diverse, urban

school.

Delimitations

Three delimitations are addressed in terms of éutesearch: (1) delimiting the study to
Massachusetts principals only, (2) delimiting thedg to experienced principals having ten or
more years of service in one location, and (3)wiéing the sample size are also discussed.

1. Delimiting the Study to Massachusetts Principal®©nly. | had delimited the study to

principals who currently serve or have served irsdé&husetts schools due to the fact that
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Massachusetts schools consistently lead the nisttithre ranking of student proficiency (PISA,
2012). My assumption was that these principals prayide better insight as to how principals
influence their schools’ academic achievement p@syt, although the small study size did not
allow for generalization about this population. Brding the study to other New England states
would have produced a broader range of data toanfie the study.

2. Delimiting the Study to Experienced Principals Kving Ten or More Years of
Service in One LocationLocating a pool of principals to interview who tiite description of
“experienced”, meaning that they had served forotemore years in their respective schools
was a delimitation. Expanding the range to prinisi@ving served less time would have
enlarged the sample size but would have changeprémise of my study. Learning how
aspiring leaders navigate their social environmemsld be an interesting study, but would not
have necessarily explored how experienced prirgigascribe use and value of El within their
practices. One consideration may be to track agpprincipals’ experiences when paired with
experienced mentors of their choosing, and it waldd be noteworthy to compare the learning
experiences of this control group who have mentwenother group who do not. Bloom (2004)
advocated strongly that this type of one-on-one&lkimag was necessary to guide new principals
to sidestep eleven “emotional potholes” (p. 30).

3. Delimiting the Sample SizeThe study could have been improved by having alarg
pool of participants contribute data for analy3ise findings are based on self-reports by three
individuals. Experts debate about how many padicip are necessary for conducting qualitative
studies (Baker & Edwards, 2012). A small sample gzaisually associated with case method or
narrative analysis. Having only three individualsépresent a heterogeneous group is

acceptable for a phenomenological study accordir@réswell (2013, p. 78), but this small
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sample size can be viewed as a delimitation. Hamoge participants may have added
dimension and offered more differences of opinmidnsider compared to those three
principals’ voices that were captured for this ptraenological study anchored by individual’s
narratives. Nevertheless, with the in-depth exationaof three individuals, it was possible to
bring an analysis of the experiences of schoolggais into the wider area of scholarship

concerning emotional intelligence.

Ways in Which | Could Improve Future Studies

| consideredive ways in which | could improve any future steslii conduct. They are
(1) constructing a less comprehensive Thematic Batamary Sheet, (&ganizing Thematic
Data Summary Sheets categories differently, (3)gitie interview protocol more consistently,
(4) creating more targeted research and intervigesiipns, and (5) including more analysis on
the differences found, as well as the commonalgfesed between all participants.

1. Constructing a less comprehensive Thematic Data Sunary Sheet.Constructing
a less comprehensive Thematic Data Summary Sheehava been possible. | had incorporated
twenty-eight different and distinct common themew also twelve EIl indicators that |
considered highly important. This approach made lgngthy exercise to code fifteen separate
interview questions, and also made it difficult foy colleagues to conduct their independent
coding. A more streamlined Thematic Data SummargeShmay have facilitated a quicker
analysis of the data studied. Additionally, | magt have needed to complete a Summary Sheet
for every interview question asked. Another mettimdonsider in the future might be linking the
Thematic Data Summary Sheets to the research gnssather than interview questions.

2. Organizing Thematic Data Summary Sheets Catega@s Differently. The Thematic

Data Summary Sheets could have been better organigkould have used the standard
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dictionary definition of skills and strategies tave better categorized the El indicators recorded.

3. Using the Interview Protocol More Consistently During analysis | realized my
failure to ask all interview questions of all paipants. In a few cases | omitted questions,
especially if the participant’s responses tookferBnt direction than | had expected. | failed to
return to my original “interview question scrippartly because | was so immersed in the
participant’s story, and partly because | was enalsaed to return to a question that had been
partially answered but not fully answered. | atitithis limitation to my novice interviewing
skills. While | was deeply interested in hearing grincipals’ accounts, | was unskilled at
redirecting the dialogue, or was reluctant to doT$us was the case for interview questions 9
and 10. As a result, | was not able to find congsiietween all participants to aid analysis of
the data. There were multiple ways to examine #ia,&o this omission was not truly
detrimental to the study, but obtaining a more cetepanalysis by having these interview
guestions answered fully would have added a lafyeewfication and understanding to the data |
gathered.

4. Creating more targeted research and interview quegins. Some of my research
guestions and interview questions could have beastructed differently, to obtain better
results. For instance, | could have asked partitgpto define what his or her working
knowledge of emotional intelligence was. Answerthie interview question may have
significantly informed Research Question One. Addally, Research Question Three could
have been reworded to better understand why paatits found specific experiences relevant to
one’s emotional intelligence. As it stands nows iquite similar to Research Question Five.
Finally, the first interview question could haveesheeworded to ask participants to describe

ways in which they were open to others’ ideas,amathan to ask them if they consider
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themselves open to others’ ideas. In retrospectuld have crafted better research and interview
guestions.

5. Including more analysis on the differences found,sawell as the commonalities
shared, between all participantsThis study concentrated on the commonalities fdugtdeen
all participants. My rationale was that even thouighrveyed a small number of participants,
that those common themes representing the shanseérsus of all participants would be those
most worthwhile to analyze. What became more netahbugh, were the differences found
between participants’ responses. When | focusati@disparities found in the accounts
pertaining to gender, levels of demonstrated cognémotional intelligence ability (Salovey &
Mayer, 1990), empathy, demonstrated understandiethecal leadership (Starratt, 2004), and
levels of emotional vulnerability according to Bgat (2002) concept of emotional knowing, |
was prompted to investigate these gaps. | rediaeftiture research should also focus more on
the gaps between participant’s stories in additotihe similarities found, to further
understanding this phenomenon of principals’ usenodtional intelligence to influence their
school communities.

Final Reflections

Each of these findings and recommendations ulélpdead to a central point; that a
more formalized foundational understanding of eoral intelligence, ethics, and emotionality
is necessary and warranted. Experienced princggaked that—although they did not have
benefit of such training in their own journeys obfessional practice—they thought that a more
formalized instruction would benefit aspiring prippals well.

Research Question Four—How is one’s emotionallipgsce developed?—still begs the

most attention.Of course, one’s individualized EI developmentastextual, based upon unique
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experiences and conditions, still there are somenoonalities that may prove helpful to those
leaders entering the field. Therefore, a longitatistudy that tracks a principal’s emotional
intelligence development over time may be mostulse$tudies that consider gender differences
in relation to emotional intelligence developmentapture the concerns of aspiring principals,
especially when guided by experienced mentors walslol illuminate the field.

This study had two aims: to describe and analyaeipals’ accounts of their
understanding, acquisition, and development of emal intelligence (EI) and their use of El
within their respective school environments. lbadsught to determine whether training
regarding EI would be beneficial within educatiolegdership preparation programs. This
phenomenological study sought to provide furtheights into the emotional intelligence
capacities principals report using to lead thelosds. The study also used principals’ accounts
to investigate whether emotional intelligence degeient coursework should be included in
principal preparation programs. | propose that eyiph the conceptual model provided to link
and utilize four spheres of knowledge when workaith stakeholders would enhance a
principal’'s development of emotional intelligen@pacity and would positively influence his or
her school community’s academic achievement.

This study was an enjoyable undertaking from stafinish. | feel as passionate about
the subject of a principal’s use of El at the culation of this study as | did at the outset of my
educational undertaking. | feel that I've just bega scratch the surface of this exciting topic.

| was grateful to work with such an enthusiastougp of principals who understood what
| was attempting to do; more deeply understand #exounts of acquiring, developing and
using emotional intelligence within their professabspheres. Each of my committee members

has also served as a principal. Each, therefore very knowledgeable about the role and was
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deeply interested in my topic. Hopefully this coblbaative research effort between me, the
participants, and my committee members will helprfe principals to develop the EI capacities
needed to be successful in their roles.

It's heartening to see that this topic of emotian&lligence development is “hot” in
2015. It is seemingly in the news and on the mofdsducators everywhere, and is aimed at all
levels of education. The emphasis seems to beedabvelopment of one’s interpersonal
capacities, and is most concerned with one’s néwvigavithin the social, or affective,
environment of a school setting. This type of |l@agns referred to as Social/Emotional
Learning. The call for such development is gairgngund in many states, beginning with the
education of the very young. Kansas was the ftededo, in 2012, embed social, emotional and
character development standards in its’ educatimaaleworks for grades spanning K-12

(www.ksde.org).

Current exploration about the development of sireterpersonal capacities is not limited
to education, but extends to encompass the bissgaesorTime Magazine'sover story for
June 22, 2015 (Gray, 2015) expands on what is kredyout EIl today. It is titled “How High is

your XQ?; your next job might depend on it". It ogfs that 457 of the Fortune 500 companies use

personality testing to determine whether certaditg will lead to success in a particular roleeTh
article states that “people analytics’ are thestimuzzed-about buzzwords in HR circles as the
moment” (p. 44). The article defines XQ as “a natal qualification for workers all across the
economy” (p. 42)...albeit ill defined:

qualities that are so murky that often not evendmployers chasing it are able to define

it: they simply know that an algorithm has disemd a correlation between a candidate’s

answers and responses given by some of their snosessful workers. (p. 42)
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Therefore, I'm encouraged to see that the gapsé haticed and studied in the
emotional intelligence development of principale being queried and explored about human
development in general, across disparate sectars.donvinced that there is “a better way” to
develop these capacities within our schools’ lesdamd it lies in providing a more deliberate
approach to their learning. Here’s to developinduure school leaders as virtuosos, or
“experts” (Dreyfus & Dreyfus, 1986, p. 50), thoderacterized as having the ability to
seamlessly integrate emotionally intelligent capi@siwithin their repertoires of interpersonal

skill.
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APPENDICES

Appendix A: Salovey and Mayer’s Four-Branch Model é Emotional Intelligence Domains

Emotions in order of complexity

perceive emotion

the ability to identify emotion in one’s physicaates, feelings and
thoughts, ability to identify emotions in other pén designs,
artwork, etc. through language, sound, appearamtdahavior,
ability to express emotions accurately, and to espneeds related to
those feelings, ability to discriminate betweenuaate and
inaccurate, or honest vs. dishonest expressiofeebhg

use emotion

to facilitate thought — one’s emotions prioritibénking by direction
attention to important information, one’s emoti@me sufficiently
vivid and available so that they can be generasealds to judgment
and memory concerning feelings, one’s emotional drewings
change the individual’s perspective from optimistipessimistic,
encouraging consideration of multiple points ofwji@nd one’s
emotional states differentially encourage spegfablem-solving
approaches such as when happiness facilitatestindweasoning
and creativity

understand and
analyze emotions

employing emotional knowledge — ability to labelations and
recognize relations among the words and the enmtlmemselves,
such as the relation between liking and lovinglitgtiio interpret the
meanings that emotions convey regarding relatigssisiuch as that
sadness often accompanies a loss, ability to utashetrgomplex
feelings, simultaneous feelings of love and hatelends such as awe
as a combination of fear and surprise, abilitygwognize likely
transitions among emotions, such as the trandit@n anger to
satisfaction or from anger to shame

Manage emotions

the reflective regulation of emotion to promote émwal and
intellectual growth — ability to stay open to fegs, both those that
are pleasant and those that are unpleasant, abiligflectively
engage or detach from an emotion depending upojudged
informativeness or utility, ability to reflectivelyonitor emotions in
relation to oneself and others, such as recogntzavg clear, typical,
influential or reasonable they are, and the ahititynanage emotions
in oneself and others by moderating negative emstamd enhancing
pleasant ones, without repressing or exaggeratfiogmation they
may convey.

(Salovey & Sluyter, 1997, p. 11)

Used with permission of John D. Mayer
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Appendix B: Lesley Intranet Email Invitation

Educational_Studies-PhD_Students (PhD in Educdt®halies Community): Research
Study On Behalf of Linda Maresca

Sent by: Marie-Maude Petit-Frere on June 11, 2014 %8 am.

Hello Ph.D. Educational Studies Students,

My name is Linda Maresca, and | am a member o2€89 Educational Leadership
cohort. | would appreciate your help as | conveffecas group of school principals who are
willing to share their ideas about the importanterootional intelligence to their role.

This is a preliminary step in my doctoral reseatastening to principals discuss this
topic will help me to formulate questions | willeifor in-depth interviews in a later phase of my
research. If you are an elementary, middle or sgmgnschool principal, | invite you to
participate in one of these focus groups. My omiteda are that participants are interested in
discussing their ideas about emotional intelligesueeé sharing their experiences that suggest
how emotional intelligence is relevant to theirerol

| expect your time commitment will be two hoursless.

Focus groups are tentatively scheduled to be hettearahanto Regional Middle/High
School Library, 1001 Main Street, Boylston, MA 0556n:

Thursday, June 26 from 4:00 — 6:00 pm

Saturday, June 28 from 10:00 — 12:00 noon
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Thursday, July 10 from 4:00 — 6:00 pm
Saturday, July 12 from 10:00 -12:00 noon

If you are willing to assist me as a focus grougip@ant, please provide me with your
contact information, how you prefer to be contacted which focus group date is most
convenient for you to attend. Additionally, pledsel free to forward this invitation to any
principal you know who may be interested in papting in this research. My contact

information isilmaresca@lesley.ed@1 Griffin Rd., Sterling, MA 01564, Phone: (9748)2-9039

(home), (978) 340-2730 (cell).
Thank you for your interest and consideration.
Sincerely,

Linda P. Maresca
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Appendix C: MSSAA Intranet Invitation to Participat e in Research
From: dtucceri@bbrsd.org

Sent: Wednesday, June 11, 2014 4:02 PM
Subject: [MSSAA] Research Participant Invitation

MSSAA Member Mail

Hi Everyone,

I hope this finds everyone well during these last fveeks of school. Below is an invitation
from my library services specialists who is workomgher doctorate. She is looking to form a
focus group made up of principals to look at thpantance of emotional intelligence. | hope you
will support her in her endeavor!

Happy Summer

Diane Tucceri

Tahanto

June 9, 2014

Hello,

My name is Linda Maresca, and | am a member o2€89 Educational Leadership Ph.D.
cohort at Lesley University. | would appreciate ybelp as | convene a focus group of school
principals who are willing to share their ideas attihhe importance of emotional intelligence to
their role.

This is a preliminary step in my doctoral reseatdstening to principals discuss this topic will

help me to formulate questions | will use for irptieinterviews in a later phase of my research.
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If you are an elementary, middle or secondary skcpiaoacipal, | invite you to participate in one
of these focus groups. My only criteria are thatipgants are interested in discussing their
ideas about emotional intelligence and sharing #agieriences that suggest how emotional
intelligence is relevant to their role.

| expect your time commitment will be two hoursless.

Focus groups are tentatively scheduled to be hettearahanto Regional Middle/High School
Library

1001 Main Street, Boylston, MA 01505

on:

Thursday, June 26 from 4:00 — 6:00 pm

Saturday, June 28 from 10:00 — 12:00 noon

Thursday, July 10 from 4:00 — 6:00 pm

Saturday, July 12 from 10:00 -12:00 noon

If you are willing to assist me as a focus grougipipant, please provide me with your contact
information, how you prefer to be contacted, andctviiocus group date is most convenient for
you to attend. Additionally, please feel free toafard this invitation to any principal you know
who may be interested in participating in this egsh. My contact information is
Imaresca@lesley.ed@] Griffin Rd., Sterling, MA 01564, Phone: (978249039 (home), (978)
340-2730 (cell).

Thank you for your interest and consideration.

Sincerely,

Linda P. Maresca
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Diane Tucceri - Tahanto Regional High School (Btoyi3

Appendix D: Initial Phase One Interview Questions

REGARDING THE EMOTIONAL INTELLIGENCE OF PRINCIPALS

Prepared by Linda P. Maresca,
Doctoral candidate at Lesley University; Educatidreadership Program

CAPACITY ACQUISITION, DEVELOPMENT AND USE

1. When did you first become aware of the importarfagsong emotionally intelligent
capacities such as being open, being positivedgrasmteractions, and being adept at
describing motivational goals within your profesgbpractice?

2. Were there certain experiences or events whictribomed to the development of your
emotional intelligence capacities? (such as a iisting dilemma, a dialogue between
you and a trusted peer, or advice from a mentor?)

Please tell me about this (these) experiences

3. Were there certain experiences or events whichaytibute to the absence of emotional
intelligence?

4. Do you consider emotional intelligence as critimayour career?
FUTURE IMPLICATIONS

5. How has your professional practice been adaptedtowe because of your knowledge,
acquisition, development and use of emotional ligeshce within your work?

6. What advice in regard to emotional intelligence ldogou give to principals in training?
7. What advice would you give to the developers ofigpal preparation programs in

regard to the understanding, acquisition, developraed use of emotional intelligence
for principals in training?
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Appendix E: Revised Phase One Interview Questions

REGARDING THE EMOTIONAL INTELLIGENCE OF PRINCIPALS

CAPACITY ACQUISITION, DEVELOPMENT AND USE

1.

4.

When did you first become aware of the importarfaesong emotionally intelligent
capacities such as being open, being positivedrakmteractions, and being adept at
describing motivational goals within your profesgbpractice?

Were there certain experiences or events whichribomed to the development of your
emotional intelligence capacities? (such as a iisting dilemma, a dialogue between
you and a trusted peer, or advice from a mentor?)

Please tell me about this (these) experiences

Were there certain experiences or events whichaytibute to the absence of your
emotional intelligence?

Do you consider emotional intelligence as crittoayour career?

FUTURE IMPLICATIONS

5.

How has your professional practice been adaptedtowe because of your knowledge,
acquisition, development and use of emotional ligeshce within your work?

What advice in regard to emotional intelligence Wdogou give to principals in training?
What advice would you give to the developers ofigipal preparation programs in

regard to the understanding, acquisition, developraed use of emotional intelligence
for principals in training?
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Appendix F: Phase Two Interview Questions

REGARDING THE EMOTIONAL INTELLIGENCE OF PRINCIPALS

Linda P. Maresca
Doctoral Candidate for Educational Leadership PhDealey University
Imaresca@lesley.ed(978) 422-9039

CAPACITY IDENTIFICATION

1.

Do you consider yourself open to ideas other tham pwn regarding how to move your school
forward? If so, please tell me about an experiavivere this led to a school improvement.

How do you get your message across to others whseriding motivational goals, aims, and
missions?

How do you deliver bad news to staff, studentsepa; school committee members, or your
superintendent? Do you have a strategy? If so,didwou develop this strategy?

What coping behaviors do you engage in, in ordenanage the demands of being a principal?

CAPACITY ACQUISITION, DEVELOPMENT AND USE

5.

10.

11.

When did you first become aware of the importarfagsing emotionally intelligent capacities
such as being open, being positive in social ictéras, and being adept at describing
motivational goals within your professional praefic

Are you able to reframe your emotions effectiveliy®. be realistically optimistic and
appreciative)

Who has been or is a good emotional role modefdar and why?

Did you have emotionally sensitive parenting? Dibscyour upbringing relative to the role of
emotion.

Were there certain experiences or events whiclriboied to the development of your emotional
intelligence capacities? (such as a disorientitemtina, a dialogue between you and a trusted
peer, or advice from a mentor?) Please tell metah@@i(these) experiences.

Were there certain experiences or events whichagtibute to the absence of emotional
intelligence?

Do you consider emotional intelligence as critkcayour career?

FUTURE IMPLICATIONS
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12. How has your professional practice been adaptedtiowe because of your knowledge,
acquisition, development and use of emotional ligeshce within your work?

13. What advice in regard to emotional intelligence ldogou give to principals in training?

14. What advice would you give to yourself as a newgpal, knowing what you now know about
emotional intelligence?

15. What advice would you give to the developers afigpal preparation programs in regard to the
understanding, acquisition, development and usarmitional intelligence for principals in
training?



UNDERSTANDING PRINCIPALS’ USE OF El 202

Appendix G: Research Questions/Interview Questionslatrix

Interview Research Research Research Research Research Research
Questions  Question1l Question2 Question3 Question4 Question5 Question 6

1 X

2 X

3 X

4 X

5 X

6 X

7 X

8 X

9 X X

10 X X

11 X

12 X

13 X

14 X X

X
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Appendix H: Initial Thematic Data Summary Sheet
Note: The indicators in bold were deleted in the@iBed Thematic Data Summary Sheet.

Question

Indicators/ THEMES

SELF: T J D

Understands self/knows who they are

Is authentic

Has had a life-changing event

Acknowledges personal strengths and deficits

Is drawn to “social” work/improvement

Is “ego-less”

Has a self-deprecating humor

Understands balance between life/work/what's mast
imp.

Had emotionally sensitive parenting.

SKILLS: T J D

Can read others/interpersonal awareness

Values others

Respects others

Empowers others

Understands fear

Is Motivational

Is Positive

Is Collective

Is Collaborative

Is Open/Willing to Compromise

Is Reflective

Is Adaptive/Acknowledges/Accepts
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Understands role as a facilitator

Understands abuse/use of power

Mentors others naturally

Is empathetic

Values and considers differing perspectives

STRATEGIES:

Uses evidence/data to confront a problem

Can de-escalate other’'s emotions/behaviors

Has strategies for interpersonal exchanges
(private/public)

Understands dilemmas vs. problems/can address

Shows appropriate situational response prioritrati

Leads by example

Uses simple language to communicate goals/etc.

Builds foundational supports/trust/entry plan

Focus/emphasis on school improvement

Uses the collective “we”

Listens to others

Uses the golden rule

Uses coping strategies

Uses silent observation.

Can manage his/her own emotion.

Slow to react.

NOTES:

204
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Appendix I: Revised Thematic Data Summary Sheet
Question

Indicators/ THEMES

SELF: T J D

Understands self/knows who they are

Has had a life-changing event

Acknowledges personal strengths and deficits

Is drawn to “social” work/improvement

Is “ego-less”

Has a self-deprecating humor

Understands balance between life/work/what’s most i

Had emotionally sensitive parenting.

SKILLS: T J D

Can read others/interpersonal awareness

Values others

Respects others

Empowers others

Understands fear

Is Motivational

Is Positive

Is Supportive

Is Collaborative

Is Open/Willing to Compromise

Is Reflective

Is Adaptive/Acknowledges/Accepts

Understands role as a facilitator

Understands abuse/use of power

Is empathetic
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Values and considers differing perspectives
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Appendix J: Plot Analysis
J. T. D.
Setting Public middle school Public elementary Public elementary
First principalship school school
Veteran principal Veteran principal
Characters, Principal Principal Principal
primary, plot- | Resistant teachers Staff (all faculty) Superintendent
crucial Kindergarten aide
secondary
Initiating Resistant to everything | Failing school, Supt. wants to save
action Not focused on students Last principal had been| money, cut all
dismissed kindergarten aides
unilaterally across
district
Complicating | Principal didn't want New principal at this Principal knows that thig
action conflict school aide is worth her weight|
in gold, a real asset to
school
High point Just kept appearing at | Invites everyone to So mad that he writes a
(turning point, | their classrooms speak to him and tell vitriolic negative letter
climax) him the problems of the| calling the supt. ignoran
school
Resolution “Hi!, Good morning! Asks staff After cool down period,
strategies [said in a high voice] What are some of the | realizes the supt. is just
Just kept appearing, things we should trying to do his job.
knocking on her door in| celebrate? Rewrites the letter,
a way that was soft and| What are some of the | changing every negative
gentle. things that we probably | to a positive and
want to look at and suggesting supt. take hi
adopt? meager supply budget i
What should we take | order to keep the aide
another look at? employed
Creates entry plan that
addresses all concerns
Ending They became her biggestSchool turns around. Superintendent so
supporters Makes AYP first and all| impressed, uses
five years of his tenure | principal’s strategy as a
example of getting
creative
Coda But it took a lot of my | Let’s not look out the So | told him I'll give

presence. It would have
been much easier just t
stay away, but | know it
wasn't the right thing.

window to see who's

D going to come and help
us. Let’s look in the
mirror and use
ourselves. We're smart
people and let’s figure
out how we can do this.

you the money in my
school account back
‘cause it was just for
additional things
anyway, and we’ll do
without that, but we

need Betty.
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Narrator
stance

| need to be present. It's Let’s figure this out
not my comfort zone, | together.
but the school needs this.

Turned anger into a
positive, created a
solution rather than
make a complaint

208
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Appendix K: Significance Markers

J. T. D.
Psychological | Positive Positive Positive
states Calm Relaxed Relaxed
Measured Jovial Contrary
Humorous Humorous Confrontational
Self-depreciating Self-depreciating Candid

Emotionally sensitive
Self-depreciating

Affective
expressions

Give the person a
comfort level

Reading people’s
feelings

They have an agenda

| need to digest this.

| appeared to be a rock.

“Where have | stepped
on a sensitive toe?”

“l think their fear is that
they don’'t understand
the motivations of the
new leader.”

“hard on their hearts”
Dominate

“Percolate and ferment”
“...A'woman crying. |
got a little insulated
from that after 18 years.
You can.”

She’s hurt, she was
desperate

Slap in the face

Abuse power
Intimidate

There’s consequences
not being open

| cared about them and
believed in them.

| just learned that you
treat other people the
way you wanted to be
treated.

Sadder world

Scary place

Crawl into somebody
else’s skin and walk
around in it for a while
Let me tell these other 4
people how bad I stink!
So | trust people to mak|
me aware if | said or did
something that gives
them that “get up in the
middle of the night
worrying about that”
feeling.

nf

D

Cognitive
expressions

Awareness
Presence

Try to keep an even kes
Keep emotions in check

Understand

Something changed in
my brain.

| don't personalize.

| know it's never about
me.

| could feel the anger
flowing through my
fingers.

Speech
dialogue
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Intensifiers Strong Positive Single most
Absolutely So ingratiated
Anytime Resonate positively
Significant Pretty
Numerous Way better
Very Most
Good
Better
Daily
Minutely
Hourly
Causal Teachers were scared | Data analysis means | She’s hurt. She’s
connections | because lots of ESL looking at student desperate. It's never

kids/diversity flooding
the district suddenly

achievement more
critically

Choose low hanging
fruit (easy items to
change) and build

about me.

momentum.
Negations and “Ain’t the way it
hedges works!”

“Kinda insulated”

“I don’t know if | would

have picked me...”
Qualifiers The whole damn day | Foolish

People who don't think | Arrogant

like you
Coda, “Choosing carefully “Do you understand that “The content has to be
Other notable | when | need to be other people have and | preceded by helping
features, present and what want a voice that's people to be open to thi
metaphors, emotion is driving that | heard?” change...it's in every
sayings decision on my part.” element of my practice.’

“Don't let people force
you into decisions you
are not ready to make
‘cause that is usually

emotionally charged.”

“| appeared to be a
rock.”

“You've got to behave
like you are in a
marriage with your
union.”

“You can’'t make
everyone happy...”

“You have to learn that
your ideas really mean
nothing. It's really all
about working with the
stakeholders. You have
to drive their and your
ideas forward and sort d
be the manager, the
facilitator of all of these
ideas that are brought
together.”

“...not all my decisions
were popular but | think
their effect on people
was minimized because
they knew that, or |
think they understood

“This is no good for
your child. All it's doing
is it's hurtful and it's
hateful. | know you're
very angry, you're very
fupset. | get that. So, ho
can we come up with
some answers that will
help you, and most of
all, help your child?”

“So, by retelling, you
learn.”

“You change by doing.”

“Watch the change in

172}

210
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“The group | listen to, |
would say hourly, daily,
minutely, would be my
teachers. They give me
feedback on about
everything.”

“Visibility is one of my
big things.”

“I learned that | got such
greater motivation and
productivity out of
teachers if | attended
their meetings.”

“But | learned that when
| became comfortable,
sometimes that equates
to overconfidence and
then you don't see stuff
that you should have
anticipated.”

“Out there [outside
world] it's still a little
scare, so it's still my
growth area, always will
be.”

“I try to follow the
golden rule.”

“I do a lot of yoga.”
“If | get upset too, it just

feeds their
upsettedness.”

my intention was not to
hurt anybody but just to
make something more
efficient and to make
something better for the
kids, people, whoever
was involved.”

“You can't really fault
someone for wanting to
make something better
for people.”

“If you don’t take the
time to do that, then, an
value their voice as you
move along in your
struggles, cause there 4
going to be struggles,
they'll just be
oppositional, they'll be
combative.”

“I felt as though the
building did better
without me...it seemed
as though they
flourished and grew in
my absence and | felt
good about that.”

Favorite sayings:
“Oh, my word”
“Percolate and ferment”

attitude when you say
something like that [l
care about your child,
and you] and mean it.
They become different
people.”

“I do angry really well.”

“Nothing good ever
came from anger.”

“Anger is a far more
compelling thing than
dgratitude.”

“I'm not a very good
'ector.”

“It was the antithesis of
what | believed in.”

“l was, in fact,
insubordinate.”

“I learned that there’s
consequences for not
being open to other
people.”

“‘Cause in a group of
five to six
people...you're going to
have six different types
of concerns.”

“We were building
capacity.”

“You can't do something
immoral.”

“My word means
everything to me.”

“The wisdom of the
team always supercede
that of the lone genius.”

Observations

Used emotional labor

most of all three

Used the collective “we’

T was the only

often

interviewee to have had

211



UNDERSTANDING PRINCIPALS’ USE OF El 212

candidates the death of parent as
Most focused on whole | disorienting dilemma.
Used a high, whiny school improvement
voice to imitate resistant Contrarian
teachers Hedged on naming
gender differences Most empathetic

Just sits in on teacher
meetings, doesn’t say | Couldn’t think of any Worst at hiding his
anything instances where teachef feelings

improved rather than
was fired

Whispered to convey a
sensitivity when talking
about a parent who
committed suicide
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Appendix L: U.S. Leaders/School Leaders Comparisomhematic Data Summary Sheet

Each Indicator is referenced by the source and pag@er where it can be found.
Note: Aggregated responses to all Interview questigere tabulated for the participants.

Indicator/Theme

SELF: Abraham Eleanor Jimmy T.
Lincoln Roosevelt Carter
Understands self/knows who they are AR 14 A 67 C 48 960 18 791
K12 521 478 134
665 109 327
710 265 495
787 271 531
843 303 560
855 440 585
960 478 707
1351 545 741
558 791
945
Has had a life-changing event K 16 J 10 Cc 23 241
K72 J11 388
AR 110 J15 640
J23
J 36
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Acknowledges personal strengths and deficits AR 45 A 67 C 47 145 19 134
710 82 250
859 128 438
870 262 496
909 303 585
1351 329 667
479 741
546 1070
745
747
Is drawn to “social” work/improvement A 20 C 43
Is “ego-less” AR 12 85 280 94
87 556 242
815 812
684 936
Has a self-deprecating humor AR 63 648 155 48
838 191 367
1305 263 495
1351 273 520
302 650
318 691
504 812
554
Understands balance between life/work/what's most i C 43 97 154
193 178
523
Had emotionally sensitive parenting. C57 341 609
C58

C 59
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SKILLS:
Can read others/interpersonal awareness AR 74 C 140 35 46 16
101 191 120
243 241 184
590 306 185
643 342 205
674 422 244
691 487 305
927 536 312
947 543 366
1163 568 380
1214 601 385
1286 407
1337 477
488
507
548
620
658
785
878
918
1004
1036
1048
Values others C54 101 22
978 49
983 208
705

830




UNDERSTANDING PRINCIPALS’ USE OF EI

216

SKILLS:

Abraham
Lincoln

Eleanor
Roosevelt

Jimmy
Carter

Respects others

AR 58

J 90

C54

231
482
619
1053

542
569

21
95
124
177
205
275
397
451
497
514
616
1025
1036

Empowers others

J95

C 158

160
1065
1286

584

17
511
595
761
1020

Understands fear

C 243

233

113
259
284
381
508
786
879
929
1005
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Is Motivational AR 13 Ja3 139 67 144
250 180
202
789
Is Positive 300 483 145
329 542 180
483 202
542 332
1069
Is Supportive J51 462 46
805 167
1001 180
1168 407
1220 514
1225 550
643
781
847
866
888
929
1008
Is Collaborative AR 40 129 28 125
451 399 180
1215 569 590
757
Is Open/Willing to Compromise AR 60 C 158 85 34 34
569 97
477
757

1004




UNDERSTANDING PRINCIPALS’ USE OF EI

218

Is Reflective AR 81 J 86 cs1 79 50 132
551 162 230
614 205 311
665 223 335
708 242 356
800 251 388
834 261 404
854 266 439
909 325 549
960 343 597
1192 357 642
1218 388 669
1274 554 686
1337 399 741

440 781
481 945
545 1003
600 1035

1051

Is Adaptive/Acknowledges/Accepts AR 63 J 47 C 85 29 208 271
521 399 785
673 519
807 521
855 555
1099
1315

1351
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Understands role as a facilitator AR 44 J 96 C 98 86 70 122
522 163 211
548 170 447
621 206 511
673 251 669
804 304 745
935 387 788
983 539 900
999 555 1004
1176 584
1182
1274
1281
1214

Understands abuse/use of power J 66 c81 106 124
933 211
1152 361
1226 404

594
744

1023
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Is empathetic

AR 80
AR 121
K23
K 49

J21
J 90
AT2

c47

620
802
996
1001
1026

388

120
124
270
277
288
385
410
454
515
522
549
613
640
663
705
731
890
901
1044
1070
1072

Values and considers differing perspectives

AR 24
AR 39

J76

c83

131
180
243
454
466
807
1216

164
404
569

97
167
205
477
746
872
1004
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STRATEGIES: Abraham Eleanor Jimmy T.
Lincoln Roosevelt Carter
Uses evidence/data to confront a problem AR 122 C 157 462 25 30
515 165 195
543 707
844
950
Can de-escalate other's emotions/behaviors AR 24 C 147 234 415 304
640 581 406
765 517
1074 551
1225 916
1187 920
1286 942
943
1011
1046
Has strategies for interpersonal exchanges (privaléic) K 54 J76 C 141 125 72 173
AR 121 288 162 180
516 342 243
541 381 388
616 415 406
673 482 437
758 507 915
985 544 919
1049 564 926
1337 576 953
1164 1004
1186 1050
1216
1337
Understands dilemmas vs. problems/can address K 54 J 113 C 157 1176 360 478
B 51 1288 582 809
Shows appropriate situational response prioritrati AR 90 J52 C 141 602 171 284
1049 205 643
1187 566 954
1218
Leads by example AR 125 J76 C 65 145 66 17
528 305 643
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999 374 807
1162 502 995
504
544

Uses simple language to communicate goals/etc. K 44 J76 C 157 139 65 180
528 393 288
917
Builds foundational supports/trust/entry plan AR 39 C 157 131 123 410
514 252 512
805 388 789

1218

1337
Focus/emphasis on school improvement 80 21 187
519 75 675
642 779
805 842

1185

1287
Uses the collective “we” AR 92 C 156 140 47 330
528 388 590
641 506 757
1173 586 782
825

918
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Listens to others AR 26 J76 C 158 129 29 243
511 33 511
583 37 830
674 403 949
685 538 1005
710 565
764
927
1215
1337
Uses the golden rule Cc 47 160 396
Uses coping strategies AR 80 A44 c 97 583 191 242
AR 110 586 206 314
AR 125 736 207 436
738 299 456
301 863
331 1024
564
Uses silent observation. 947 72 549
371
Can manage his/her own emation. AR 62 c a7 585 166 299
749 192 389
1171 308 436
328 456
374 551
420 747
488 930
557 1046
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Slow to react.

AR 80

585
729
1161
1238

309
420
478
541
558

436
1023

Key to U.S. Leader references:

A: Atkins, Ann Eleanor Roosevelt’s Life of Soul $elsing and Self Discovery

AR: Alvy, Harvey and Robbins, Pam. Learning frorm¢oln
C: Carter, Jimmy. The personal beliefs of Jimmyt&ar

K: Kaplan, Fred. Lincoln: The biography of a writer

J: Jones, Victoria Garrett. Eleanor Roosevelt;@ageous spirit
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Appendix M: School Leaders Comparison Thematic Dat&Ssummary Sheet

Each Indicator is referenced by the source and pag@er where it can be found.

Note: Aggregated responses to all Interview questigere tabulated for the participants.

Indicator/Theme

225

SELF: T. J. D.
Understands self/lknows who they are 960 18 791
521 478 134
665 109 327
710 265 495
787 271 531
843 303 560
855 440 585
960 478 707
1351 545 741
558 791
945
Has had a life-changing event 241
388

640
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Acknowledges personal strengths and deficits 145 19 134
710 82 250
859 128 438
870 262 496
909 303 585
1351 329 667
479 741
546 1070
745
747
Is drawn to “social” work/improvement
Is “ego-less” 85 280 94
87 556 242
815 812
684 936
Has a self-deprecating humor 648 155 48
838 191 367
1305 263 495
1351 273 520
302 650
318 691
504 812
554
Understands balance between life/work/what's most i 97 154
193 178
523
Had emotionally sensitive parenting. 341 609
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SKILLS:
Can read others/interpersonal awareness 35 46 16
101 191 120
243 241 184
590 306 185
643 342 205
674 422 244
691 487 305
927 536 312
947 543 366
1163 568 380
1214 601 385
1286 407
1337 477
488
507
548
620
658
785
878
918
1004
1036
1048
Values others 101 22
978 49
983 208
705

830
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SKILLS:

Respects others

231
482
619
1053

542
569

21
95
124
177
205
275
397
451
497
514
616
1025
1036

Empowers others

160
1065
1286

584

17
511
595
761
1020

Understands fear

233

113
259
284
381
508
786
879
929
1005
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Is Motivational 139 67 144
250 180
202
789
Is Positive 300 483 145
329 542 180
483 202
542 332
1069
Is Supportive 462 46
805 167
1001 180
1168 407
1220 514
1225 550
643
781
847
866
888
929
1008
Is Collaborative 129 28 125
451 399 180
1215 569 590
757
Is Open/Willing to Compromise 85 34 34
569 97
477
757

1004
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1351

Is Reflective 79 50 132
551 162 230
614 205 311
665 223 335
708 242 356
800 251 388
834 261 404
854 266 439
909 325 549
960 343 597
1192 357 642
1218 388 669
1274 554 686
1337 399 741

440 781
481 945
545 1003
600 1035

1051

Is Adaptive/Acknowledges/Accepts 29 208 271
521 399 785
673 519
807 521
855 555
1099
1315
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Understands role as a facilitator 86 70 122
522 163 211
548 170 447
621 206 511
673 251 669
804 304 745
935 387 788
983 539 900
999 555 1004
1176 584
1182
1274
1281
1214

Understands abuse/use of power 106 124
933 211
1152 361
1226 404

594
744

1023
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Is empathetic

620
802
996
1001
1026

388

120
124
270
277
288
385
410
454
515
522
549
613
640
663
705
731
890
901
1044
1070
1072

Values and considers differing perspectives

131
180
243
454
466
807
1216

164
404
569

97
167
205
477
746
872
1004
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STRATEGIES: T. J. D.
Uses evidence/data to confront a problem 462 25 30

515 165 195
543 707
844
950
Can de-escalate other’s emotions/behaviors 234 415 304
640 581 406
765 517
1074 551
1225 916
1187 920
1286 942
943
1011
1046
Has strategies for interpersonal exchanges (primadic) 125 72 173
288 162 180
516 342 243
541 381 388
616 415 406
673 482 437
758 507 915
985 544 919
1049 564 926
1337 576 953
1164 1004
1186 1050

1216

1337
Understands dilemmas vs. problems/can address 1176 360 478
1288 582 809
Shows appropriate situational response prioritizati 602 171 284
1049 205 643
1187 566 954

1218

Leads by example 145 66 17
528 305 643
999 374 807
1162 502 995
504
544

Uses simple language to communicate goals/etc. 139 65 180
528 393 288
917
Builds foundational supports/trust/entry plan 131 123 410
514 252 512
805 388 789

1218

1337
Focus/emphasis on school improvement 80 21 187
519 75 675
642 779
805 842
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1185
1287

Uses the collective “we” 140 47 330

528 388 590

641 506 757

1173 586 782

825

918
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558

Listens to others 129 29 243
511 33 511
583 37 830
674 403 949
685 538 1005
710 565
764
927
1215
1337
Uses the golden rule 160 396
Uses coping strategies 583 191 242
586 206 314
736 207 436
738 299 456
301 863
331 1024
564
Uses silent observation. 947 72 549
371
Can manage his/her own emotion. 585 166 299
749 192 389
1171 308 436
328 456
374 551
420 747
488 930
557 1046
Slow to react. 585 309 436
729 420 1023
1161 478
1238 541
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Appendix N: T's Transcript

T. interview part 1 transcription

L. Thank you so much. I, um, have given you, unmaiting that | didn’t give you before. A
tiny little description of what Salovey and Mayay<l is.

So I'm going to give you a minute to read that, #meh we can talk about it. But that should
frame our questions.

T. Umhum. | thought there was a new piece to thezle here and there is.
L. Yeah!
T. Okay. Yeah, | like it.

L. Just because there is a lot of differing theodat there and terminology around El and this
helps to frame their theory and this seems to niiaé&enost sense. Goleman has his own theory
which starts to get loey-goosey and all over the place. So | like thatpt'stty clear.

L. Okay. So the questions I'm going to ask youga#icularly from your frame of reference
and not the person, the other people in the rodimght?

T. Okay.

L. Not your audience, not the person you're spagakiith. When you're thinking back on an
experience, okay?

T. Right. If I could just comment on this definioUm. Um. It's very succinct. And it really
puts into a very few words a lot of the, ah, infatian that occurs to make social intelligence
happen positively, and | think it answers what teaggpto make it go negatively. Just in some of
these little phrases “monitor one’s own feelingédu know, how many people don’t even
understand their own, how their feelings are beimgn or heard? Ahmm, and then to have an
idea of what others have for feelings and emotansto sort of be sensitive and take those
social cues to guide what your next move’s goingegoAhm, and then to discriminate among
them to see what's good, what’s bad, where hateppgd on a sensitive toe, or where should |
proceed with caution and where should | just rause I've got everyone running with me,
rowing with me too, and again to use this info tadg your thinking and actions. To sorta follow
up on this. To mention something | learned in oh8teve’s courses, ahm, to use this info to
create the environment, create the conditionswiiballow for whole school improvement to
occur | think finishes this nice thought up.

L. It does, it so does.
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T. So, | really resonate positively with this défion. Uh, | think | can speak to some of it from
my experiences.
Q HL -

L. Whoa yeah! I'm glad, ‘cause that is what we'szénfor! Um. So, first off, T, would you
consider yourself open to ideas other than your megarding how to have your school move
forward if so. Are you a principal currently?

T. Well, let me give you a little bit about me. &w/a teacher in public school for twelve years. |
was a banker when | lost my teaching job for nieary.

L. Okay!
T. So | kinda came back into the education business
L. Okay.

T. As a teacher and as an administrator. So | vieacher for twelve and an administrator for
eighteen years.

L. Uh huh.

T. And | recently retired in March after being aterim superintendent from December [of] one
year to March of next year. So a little over a y&@amterim superintendent. So, ahm, | sorta had
a pretty interesting career in education and | wdhree different school districts, all public
schools. None of them would | consider urban exteptvhich was considered urban, but |
would call it mildly urban. It wasn’t Worcester Boston.

L. Urban “light”
Laughter

T. Like Mike’s Light, Urban Light. But that's my dgk run through my background. Ahm, but I
have had two schools that were involved in/withutmle school improvement during the era of
the MCAS accountability and so forth and uh, attdrik I've had two positive experiences in
doing whole school improvement to reach what wassickered at the time MCAS proficiency
sorta stulff.

So | think | can speak to some of the stuff buntetget back to your original question about
being open. | think that when you're in elementsefiool or any school principal you have to
learn that your ideas really mean nothing. It'dlyeall about working with the stakeholders.

You have it to drive their and your ideas forwand gort of be the manager, the facilitator of all
of these ideas that are brought together. If yakth's your school, if you think they are your
ideas then what will happen is when you leave ydeas will leave and that agenda, that
initiative will cease. So | call it having a whaehool improvement idea or an initiative what the
term that I've been using all my life is “principptoof” so that no matter who was in the



89

90

91

92

93

94

95

96

97

98

99
100
101
102
103
104
105
106
107
108
109
110
111
112
113
114
115
116
117
118
119
120
121
122
123
124
125
126
127
128
129
130
131
132
133
134

UNDERSTANDING PRINCIPALS’ USE OF El 238

principal’s office the stakeholders in the buildioigin the district have so ingratiated themselves
with the initiative that no matter who the prindipg that initiative is going to move forward. So
therefore, with that in mind as a mindset, theyiog my ideas.

L. Okay.

T. You come to the table knowing that all of th@ple around you have the same, less or more
experience than you and that they all have a véiod.if | could, | just thought about this for the
last week after looking at questions again. Hmna, l&ih could kinda boil it all down to small

and succinct like Salovey and Mayer did, it realbheaks to “Do you understand that other
people have and want a voice that's heard? Ifd@uf you understand that other people that
work with you whether they are parents or otheriatstrators, teachers, students, whoever,
have a voice and would want it heard then you kdlle, | think, appropriate emotional
intelligence to lead the district the school to imnge. If you don’t think that people have a voice
and you want to sort of live by your own voice thehink you’ll have limited results if any
results, if any success. | guess you’ll have restiiey just won’t be positive. (Laughter)

L. Okay.

T. So, let's go back to my own personal experieana# I'll try not to make all the answers this
long, I'm sorta giving you background.

L. As you move around, I'll use my El as | need to.
T. Good call, good call!

T. So I'll go back to the experience | had wheadkt over a school in R_in 2008. It was a
school that was performing very poorly academicafig was a two-year old school. So the
school had just kinda been born and it was onlyyears old. The first principal was dismissed
and | was asked to take over. So | spent the summaeting with the faculty and | emailed them
all and | said “I'm here! It's July 1. My contrastarts. I'm here!” | sent them all an email, | said
“I'd love to meet with you either individually onigroups, whatever is comfortable for you.”
“These are my hours and what are some of the tl@bgat our school we should celebrate and
keep?” “Number two what are some of the things vabably need to look at and think about
whether we want to adopt?” So | started to get Enhaick and | started to make appointments
with people and | spent the summer listening towariting down what my faculty had to say. |
also met with PTO leadership and school improver@enincil people and | came up with some
things that they, that were “hard on their heaststo speak and | came up with plan to roll out
as the school year started. Really the main thémmen( clear throat) was “let’s look at _...” This
is what they said; they weren’'t happy with theiores either. They weren’t happy with school
discipline and they wanted someone to help.

L. Hmm.

T. And | said to them “Our district does not havieteof money. The theme was let’s not look
out the window to see who's going to come and help_et’s look in the mirror and use
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ourselves. We're smart people and let’s figuretmw we can do this.” So we started to look at
_, Started to do more on, um, look at student sgdoeking at all the things we did in the
building, why we do what we do. Everything! Frordkcoming and leaving the building, to
daytime to reading time to the curriculum, manyngnehings. And, um, you know just the way
we dismissed kids. | did a whole different thingrilwhat was happening. | had experience. |
thought it [the way they did dismissal previoushds silly. | said “Let’s try this other way, |
think you’re going to find it's a lot easier on yaund the kids and people were like “Oh my
God”, "I can’t believe the way we did dismissal'This is fantastic.” | said ‘Well, let’s give it a
shot. | though it would work and let’s just kindg so it’s just like one small little low hanging
piece of fruit, “Let’'s keep moving!”

L. Laughs

T. So then let’s look at the reading issue. Laitsklat how we look at kids, let’s look at how we
gather data on kids. How do we look at the data?v&agreed, you know. The faculty said
“Yeah, we know we have to Dibble and Aimsweb thaslkevery so often.”

L. Um.

T. And | said “Okay what we do with the informatiafter we have it?” and that was sort of like
the power. They were like “I don’t know what to dd%e don’t really do too much with it. * And

| said, “Why don’t we set up a format by which thean look at the data and look at the info? So
| came up with some forms that were easy for thelters to fill out. Once in the beginning of
the year and they just add data as the year weahdhen they would pass that data into me
and then we would look at it and we would try taye what was going on in the building. We
met in grade level teams and that was a new tloimgetet in grade level teams and to talk about
the kids. What we would do is as we look at eaekhers data, each group of teachers data |
would see the students whose scores were notdbdt gSo when | would do walk-throughs in
the building | would say to the teachers “Okay tladise kids that you said have these really low
scores, when | walk in your room I’'m going to watoid see what these kids are doing.”

L. Ah-ha
T. ‘Cause | want to see how they are using theieti
L. Okay.

T. And the teachers are like “Okay, yeah”, andid $a the teachers...
You all set?

L. My Kapersky internet security failed but thatkay.
T. Okay, Kapersky. Yeah, hmm.

L. It's okay.
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T. So | tried to take the pressure off the teacHerdd them “I'm not really here to see you; |
just want to see what those kids are doing dutieg teading time. So, my walk-throughs are
more focused on the kids versus [doesn't finishiesese].

L. Okay.

T. And obviously, not on the teacher. But wherold walk in my focus was to see how the
kids were doing. How they were spending their negglieriod. And the teachers were like
“Yeah, come in and watch, come see.” And if | sakid off task, I'd point it out to them and
say “l know you were busy with this little groupemhere, but he was really off task, and maybe
that’'s why his scores are such ____. Keep an eyemm@and maybe move him closer to you.
Check in more frequently.” Gave them some tips.

L. Suggestions?

T. Suggestions.

L. So you were very positive. You framed all ofttiraa very positive _.

T. Oh yeah! Yeah, because the goal was reallymkiltthe teachers.

L. Laughter. Right!

T. The goal was to improve the kids’ ability to dea

L. How long were you at that school?

T. 5 plus years. That was actually my last buildioigay. We ended up turning the school
around, so that our school went to what they nahackevel 1 building.

L. Yeah?

Where we made AYP the first year and we kept ofiadl years.

L. Fantastic!

T. All the subgroups, everybody, even the spemiladtudents which was really the biggest
challenge - we have had a lot of special ed stuidenagain, you're trying to get the teachers to
be more mindful of those kids voice, you know?

L. Right.

T. I tried to be mindful of the teachers’ voiceddrwas trying to make teachers more mindful of
those kids’ voices. And, you know “How do we redflddow | respect you is how you should

respect them. | respect them and, now, how do wé& wo all of this together?” Um, so | myself
was really working with the teachers, listeningltem and trying to incorporate what they had
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for fears. You know, get back to them, to relaxm
kids. We can do this together.”

hot here to hurt you; I'm here to help the

L. You bring something up, a huge buzzword “fead,seems to be my personal observation
that fear — stymies so many things that — so sfetiat a little, ‘cause, you know, you nailed it
when you said that “I'm listening to teachers, Inveo alleviate their fears. What do you think
their fear is?

T. Well, 1 think their fear is that they don’t ungéand the motivations of the new leader. You
know, what are the motivations of the new leadsii?tb move me? “I love where | am. I've
been here so many years. Please don’t move maseéPkeep my pond nice and level.”

L. Laughter.

T. “Don’t make waves. Please.”

L. Right.

T. But sometimes you know, so, you know, the way sometimes get around that is to have
conversation with teachers. Have structures ingpleltere you get to converse and listen to them
a lot and to communicate using the performance@mtork of the kids as this is the sort of like
the grounding, the thing that we’re talking about.

That's the focus. Not “I'm trying to move you, I'trying to can you, I'm trying to hurt you. I'm
trying to get the kids, the building on Level Wwant AYP for these kids. | want kids to learn
how to read. So they can function in this worldridAthat’s what's going to happen when we do
all these little things. All these little penniag @oing to add up to dollars later on.

L. Ahhh hahhhh.

T. So let’s get all the pennies, see if the penareseven there.

L. Laughter. | love the way you put that, T. Yowkn everybody has their own methodology,
but another thing that sound a little trite is thkthese conversations, with parents, students,
with teachers, with administration, they all seenb¢ deposits in a bank.

T. Absolutely!

L. In my way of thinking. So you said, you used iittle bit differently, but in other words,

we’ve got to have all those foundational pieceglate before we make a whole school or a
whole dollar, correct?

T. That’s right.
L. So a little different take, but...

T. Yeah.
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L. They are still deposits. They're deposits of wva call social capital.
L. Yup.

T. It's social capital. It's the ability to, um, Y@ a great communication with the stakeholders in
this entity we call the public school and as yod ddposits into that account someday you're
going to have to do something that takes deposiéy @and what happens is those the part of
those withdrawals are minimized if you’ve got enlowlgposits, so to speak, to make that
happen. | mean, not all of my decisions were papué | think their effect on people were
minimized because they knew that, or | think thagierstood that my intention was not to hurt
anybody but just to make something more efficient & make something better for kids,
people, whoever was involved, hmmmm. (clears thrgai can't really fault someone for
wanting to make something better for people.

L. Right.

T. If, you know, we got a nice understanding buh#t foundation of El or social capital or
what ever you want to call it, has not been bughtfrom the beginning by asking people what's
important to them, “What should we probably dropaking that information and coming up
with some better entry plan. If you don’t take time to do that, then, and value their voice as
you move along in your struggles, ‘cause theregareg to be struggles, they’ll be just
oppositional, they’ll be combative. It's just a thatversus coming in and doing what you really
need to do.

L. I'm curious, T, when you said, when you said §door’s open, want to set up an
appointment with me”.

T. Yeah.

L. Could you think back? How many, what percentafggour faculty took you up on that offer?
Was it collective or individual? Kind of break ib@n for me.

T. Everybody came before school, before they hagpart for school.

L. So every single faculty?

T. Every single faculty member came. Ahhm. A coupl@endividuals, mostly pairs or grade
levels. The building had four teachers in everydgrievel, so a lot of times pairs of people
came.

L. Okay.

T. ‘Cause a lot of people were doing things in paiready.

L. Okay.
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T. “l teach science, she teaches social studies. Vi&eady sort of a little team in the fourth
grade. We'll come to see you”, and they came. Tittedrade came as a group all four
together and it turns out that's how they were wagkThey were a tight group already. The
two kindergarten teachers, the first grade wasanatwo. But every grade seemed to do it a
little differently. Some of the special ed peopdene in with some of the aides because they
didn't feel like they could come, they didn’t fdide they had a voice, and | was like, sure, if
you have an assistant, yeah, because | want tay'f&¢@a team; | want to talk to all of you.”

L. Right.

T. It was good to get their point of view too. So,thg time school starts, but the time teachers
are supposed to report to work, everybody had c&werybody had come.

L. Fantastic.

T. And | sorta rolled it into this, and you knows} a lot of things that rolled together so when
school started there seemed to be like a thenteetbuilding, to be a climate, so when you
walked in to the building _. Those were the comtai¢imat | heard after I left the school.

L. So did you “principal-proof” that school?

T. I'm happy to say that when I left, my fear whattwhen | left that there would be something
that would happen. Um. | ended up getting an asdigtrincipal my second year, who |
mentored for four years.

L. Uhhum.

T. Who is in the Lesley program also. | would shg shanged it into, when | went back to visit
the school now as the interim superintendent ahd Visits with her, | would say the school was
her school. It definitely had her tone, her kingdaisin the building, in the hallways, with the
people, but the people were still very happy. lamgaged. She was still doing some of the
structural things that | was doing with her, yowWn the whole grade level thing, the faculty
meetings on regular basis, and she even grew & todnave a mathematics focus group which
was all volunteer where people met on a regulastiagalk about math instruction. They also
met in the summer and read some books, and did smmethat spun off into an ELA focus
group also. So she sorta took what we had dondaittcbn it. | felt as though the building did
better without me, so to speak. It seemed as ththeghflourished and grew in my absence and |
felt good about that.

L. and T. (Laughter)
L. I’'m gonna; you touched on something | need tpleve. Sidebar, not even on here, but,
uhhhh, gender. This was a woman. You're a guy. Ahmy ahmmm observations, differences

in leadership because of gender?

T. (Long pause.) Ummmm.
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L. Totally off-topic, but its something I've toucti®n and am just curious about.

T. I'think__ - 1 don’t think.” Pause. No, | donhink there was much difference leadership wise
and the gender thing, no.

L. Okay.

T. I-I, you know, | guess naturally she would berensensitive to you know, you know, a
woman crying. | kinda would, | kinda got a littlesulated from that after eighteen years. You
can.

L. (Laughter)

T. You know, | had a Kleenex box I'd put down aetipeople cry. Maybe she was a little more
sensitive to things but she still just learned &b a Kleenex box and put it out.

L. Okay.

T. Maybe at first she was, but | didn’t think shasathat much different as far as just the gender
part. The thinking; she definitely had. She warttethke what we were doing and make it
bigger.

L. Okay.

T. Which was great. | thought, like, “Wow, she’swvimg it even further than | did.”

L. Wow.

T. Yeah.

L. Don’t you think too, that between you and |. gther words, that should be the goal of a
leader to be surpassed, let the student becomtegtkan the master or the leader?

T. Yes.

L. To me that's truly ...

T. Yes

L. Truly social capital at its best.
T. Yes.

L. It's that you're not in it for you.
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T. Yeah.

T. You're in it for the future. The ego gets .

L. If you have one, you really ought to check itts door.
T. Oh yeah. Yeah.

T. And this is off-topic but that really comes up &when you're leading a building.
You know, just my relationship with the recreataepartment in town, who uses the school
every day for almost as many hours as | do.

L. Wow! Wow.
T. Okay. | sorta leave the building at 5 o’cloclddhe rec department takes over.
L. Of the town?

T. Of the town. So they take over every evening erety Saturday. You add up all these hours
and actually when, ‘cause the rec department v&asthé after school program, so as soon as s
school ended at like 3:30 until nine or ten at hidfhwas afterschool program and then athletics
in the gym. So they were practically in the builylas much as me, all right, and you know, you
have to deal with these people a lot. And you vgame after school time too, once in a while
for PTO functions and _. You just have to have agenstanding. “Lookit, | can trump you on
nights | gotta have a dance, | gotta have thatalbumost anything else you want, we’re going to
work together and practically almost have it all by going to need a few of these. Okay?
We’ve got an understanding, all right?” But everrkuag with that group they would say to me
“You're so easy to work with.” I'm like, “You knowhat? This is your school. You're paying
for it, not me.” Right?

L. Right.

T. “You live in this town. Your taxes are paying dfilion dollars for this building. I'm sorta

like your day manager so to speak. I'm trying tckenthis thing nice and comfortable for the

kids, and offer it to you at night. | want to kaeplean so that when you’re here, when you come
to take it at 3:30 it’s clean for you — and theilew you leave at night, my custodians come, it's
clean for me. We can work together. We can malgeahihappen.” Just lay that out. “Okay?,
Right? Right, | want it clean for me too.” Got tave that conversation, that understanding, you
know, understanding they have a voice, there’sgytorbe a lot of dates they want and this may
not be fun for me or my gym teacher. She’s gotaabne by school ending because here comes
the kids for the after school program. So you gatta

L. You didn’t run the after school program?
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T. No, no, the rec. department did. Yeah, so thene parts in the building that they took over
right at 3:30. So we gotta be outta there. Saglity I'll make sure it's clean for you. “You just
make sure it's good for me.”

L. So you had a nice reciprocal relationship?

T. Yeah, yeah. Again, saying to them it’s reallyiyschool, it's not my schools. ‘Cause I've
heard some principals say to stakeholders, paft@atisout of my school!”.

L. Right.

T. It's like “Really?” That's pretty disrespectfahd that’'s not listening to their voice. So
anyway, Just a little off topic there, all right.

L. I’'m going to stop this and start a new wave.file
T. interview part 2 transcription

Q H2 o

L. So how do you, you know, you spoke a littledbbut this when you said that you listened to
all of their concerns when you did your entry pérG_ and you probably did that in other
schools too? Right?

T. Yep, yep.

L. Uhm. But, um, any other strategy or somethirag the didn’t cover earlier?

T. No. | think that’s probably the big picture, thssential kinda thought.

L. 'm a really big picture kind of a girl. I'm aldrarian. We summarize everything!

T. Yep, yep. (Laughter)

L. So then, we touched upon this just a little bitt baaaad news, those withdrawals from the
bank if you will.

T. Uh huh.
L. What was your strategy when you had to do that?

T. Well | think, uh, let me just go back a littlé.dVhen you talk about listening to other people
and all that and when you start to put togetheressant of a plan a lot of times you have to look
at the data. You have to look at results. You haveok at, um, research, evidence. You need
some kind of evidence and that helps you forgedhed gives reasons to get people to buy in,
evidence. Usually when | have to deliver bad nehese’s evidence, there’s a reason why, and |
think you need to be frank and forward and trutlafudl have the actual singular reason clearly
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articulated and defined. And then you stick withTthere aren’t/isn’t one reason for this group,
another reason for this group. There is a reaspms‘is why we’re doing this. This is what
happened. Here’s why.” It's clear, it's singuldrete isn’t’ a different reason, there isn'’t
different info for different people. Because yowntddook truthful. You look like you're
wavering, you look like you're just giving peopléat they want to hear and you start to lose, |
think, the trust of your stakeholders. So whenegweer have to deliver bad news, frank and
forward, “Here it is and here’s why.”

L. Okay.
T. “I hate to say it, but this is what we’re goittgghave to do. This is what happened.”

L. Ummm.

02—

L. One of those experiences that no principal liseshen a faculty member just isn’t measuring
up. How might you address that?

T. Um.
L. Or how have you...

T. Yeah, | would say that, uh, if I had to framéwouldn’t say anything to faculty before the
person left. | would talk to the person first. Justally, you build up to that, there isn’t a
surprise. There should be a build up. There shbelgorta scaffolding of evidence that sorta
leads up to this very important decision, disappogdecision, but you get there. And then after
they leave, | never really got into explaining taach publicly or even privately to other people.
Usually, if anyone asked, | would just say thatas not a good fit. | would keep it very vague.
In that regard | would keep it vague and generalize only because you never know where this
information is going to go back to. You don’t knofwou’re going to...l don’t know how much
you should share with other people anyway. | dkntw if it's their business. A lot of times
people understand, they suspected. If, | think, diduyour homework right, they knew. “Yeah,
probably wasn’'t working out”. You know, but um, whgou have to tell it to the person usually
they're leading up to that, there’s so much evigenc

L. So speak to me about that scaffolding. Can gtiurte, were there any successes? In other
words, before you ratcheted it up to “You’re out thoor”, did you have some surprising
turnarounds? Were, | mean, did you have successthat, with the redirecting of a teacher?

T. Ummm. Usually — | can’t think, I'm trying to thk. | can’t think of one right now. No.

L. Okay. Fair enough. | was just curious to knowhire were any of those tough discussions
that actually resulted in, that changed.

T. Yeah, an epiphany kind of thing?
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L. (Laughter). Well, not even so much as an epighbut that you could see visible
improvement in the teacher.

T. I can’t, but if | think of one as we go along...
L. Sure, sure.

T. | can’t right now.

O ——

L. Soo — I'm really into knowing what coping behang did you engage in, in order to manage
the demands of being a principal.

T. Uh, One, by being a great listener and tryingetly hear the message that the person is
trying to say whether/no matter who it is. Parstudent, whoever, even students/teacher. What
they're trying to say. Then, slowwwww. Lot of timesact slowly, not quickly.

L. Yeah.

T. React slowly; take time to think about it. Irtkiif you react too quickly, it doesn’t look like
your response was thoughtful and considerate aif@hie info that was provided. So, sometimes
| would hear things and | would just, ask questidisten to it all and say “Okay, um, I'm going
to have to get back to you before the day’s ouhti Amight consult with my assistant; | might
consult with other people. But | wouldn’t reacthrigaway.

L. Give yourself a little grace period.

T. Yep, yep.

T. I think it's important, and more times than nibtyorked out to just not react right away.
Yeah. Now sometimes, of course, there’s an incidarthe bus, kid’'s hurt, whatever, you have
to react right away, but a lot of other thingsyoi can delay it, absolutely do it. And not for a
long time. Like the day, but 24 hours the most.

L. Okay.

T. Yep.

L. Okay. Um — any other things like, you know, eee or speaking to, you know, a mentor or
even speaking with the wife, or were there othgirap measures that you used?
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T. Let’s talk about email for a minute. Becauseny career as a principal email went from
nothing to like 24/7! Parents would email me evéay, any time of the day, and so | would
always, um, respond to them. Respond as soondastl {irfhank you for your email.” “Let me
work on this, I'll get back to you.” Always. 10:3un. night. “Thank you for your email, 'm
gonna go after this first thing tomorrow morningust to let them know. I think it's very
disrespectful to get an email and not respond &ysdHmmm. And that’s just one little thing.
People want to be heard, and they want to be adkdlged that they were heard. Now a lot of
principals would read an email and do nothingl tBke care of this tomorrow”. But the sender
doesn’t know you, hasn’t been acknowledged, so @Wbdhey think? They think you've read it,
and dissed them. But just reply back “Got your ényaah, | think that's what you’re saying is
important. I'll get right on this first thing in éhmorning. I'll get back to you.”

L. So that acknowledgement was huge.

T. Yeah, yeah.

L. Do you...

T. Then, try to solve it!

T & L. (Laughter) Then the next day take the timegou know, talk to all involved parties and
you know, “Why don’t you come in and let’s talk newou need to make an appointment.” and
sometimes the response would be “I'll tell my s&mgto call you in the morning and set up an
appointment, so we can talk about this.” “My kidsAmullied Friday after school.” They send an
email Friday night. “My kid was bullied on the whgme on the bus” (blah, blah, blah). Best
thing to do? “That’s important, that's not callext,fwe don’t tolerate that, come in first thing
Monday morning. My secretary will make the time 8Wthey’re going to have the weekend to
think about it and get ready. “Monday, yeah, ansa®we can, we are going to tackle this.” If |
don’t acknowledge that email all weekend this pBsegot two days to percolate and ferment...
L. (Laughter).

T. Bad thoughts about me, rightfully so.

L. Good words! | like that! Percolate and ferment!

T. Ohhh!

(Laughter)

T. Best thing you can do “Oh my word!, that's awfiilst thing Monday morning my secretary
will call. Let’s take care of this.”

Q #5 (paraphrased) ------------=-=-=---o-m---- e R
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637 L. Um, so, you know, you've had a long career. $emvdid you/at the beginning of our
638 interview you said “If you don’t get that peoplesdeto be heard, people have a voice, when did
639 that epiphany happen? When did you figure that out?

640

641 T. Well, uh, haha, it probably happened in my bagldareer.
642

643 L. Okay.

644

645 T. Because | was a branch manager and you hadeert@nd you tried to sell things to the
646 customer, and you can only sell after the custdmerhad a chance to tell you what he needs. So
647 you ask him. “Do you have this? So you have this%Bu have life insurance? Did you know
648 we have life insurance?” And then, you ask thesstijons and it gets you to realize, yeah, | get
649 more successful, as | get this person to talk mahe. more |1 listen the more successful I'm

650 going to get.

651

652 L. Give me a percentage. This is interesting. Wheas test driving these questions speaking to
653 someone...Would you be able to give me a percentiigevo much time you put into listening,
654 and how much time you respond?

655

656 L. Just quick, quick and dirty, no data!

657

658 T. Ummm. Oh, boy. I think, | mean | like to heaiop& more. | mean | like to ask more and find
659 out more about you. It's like...I already know abm#, | want to know about you. If you want
660 to know about me, you’ll ask me the questions. IRidn’t want to just tell you about me. |

661 really want to find out more about you. So, I'mmpito try to listen like, more than half. Now
662 right now | am dominating this whole thing...

663

664 L. (Laughter) But, yeah, it's a little different!

665

666 T. If | was sitting on the beach next to someom®uld ask them questions; about what the do,
667 what they've done, where they've been, and if | eaer relate to any of it, | will, but | really

668 like to hear how they've, you know...

669

670 L. Another question. Would you/do you have any idegour Myers-Briggs subtype, or if you
671 are an introvert or an extrovert?

672

673 T.I'm probably an extravert if | had to pick.

674

675 L. And an extravert means you derive your energgnfbeing with people versus and introvert
676 derives their energy from being alone.

677

678 T. Although I like being alone, too....
679

680 (Laughter)

681

682 L. These percentage questions gotta stop!
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T. I mean, | uh, just came out of a Rotary meetiragn the sergeant-at-arms and just went
around and had the floor for 15-20 minutes in fran20 something people, did a little comedy
show with everyone and their happy dollars andhait stuff. | mean, | asked them a lot of
guestions and said things, but | also like the topfideing in my truck.

L. So you're nicely balanced! Good, T! All rightlioquestions. It’'s such and easy flow that it's
easy for me to ask you lots of additional questi@wshopefully I'm not...

T. So it's working? My EQ?

L. It's working! (Laughter) You've got it going on!

O

L. Um! Ah, my next question is; Are you able toreghe your emotions effectively? So, | say,
for example, are you realistically optimistic, apgiative? And on the flip side, you might be
realllllllly livid, something just went down, | thk you hinted at it when you said you don’t
respond to questions unless its an emergencyisit&iut how do you reframe your emotions?
How do you go about that?

T. Well, that’s one of the good things about takihg time, is that you can have time to reframe
your emotions individually.

L. So that reflective time to give yourself the grdo say “l need a couple of hours, I'll get back
to you.” So, not making a snap judgment. Then yad #'s proven to work pretty well for you.

T. Yep. You get a chance to talk to an assistasbarebody else or some kids or something
before you get back to them. Yeah, it also givas tyme to kinda step back. They always say to
look at it from 40,000 feet. Just to see how im@atrthat thing is in the really big picture. Is it
really important in the big picture? It might n&.t50 why make a snap judgment call on
something, you know, that really isn’t importanyamy. And maybe you don’t even need to.
Sometimes you may step back after a few hours andl slon’t care! So what! It's not that
important to me.” Then they're like...okay...

T. and L. (Laughter)

T. I mean, you know, | would hear, it's funny, | uld have a principal call me and say “Did you
hear what somebody said at a meeting today?” kKen‘iWhat?” and they’'d tell me and I'm like
“yeah”. What did you think about that? | said, “Wéhat's how they felt”. “Well, aren’t you
upset about it?” “No, I'm not. | don’t care. | dérare.” And they’d be ranting and raving and
going on for about five minutes, blah, blah, blalah. And I'm like “I don’t care.” “Doesn’t

have anything to do with my school.” And they wamget me going, like they’re going. And

I’m not going!

L. (Laughter)
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L. So I'm going to pick what energy | need to divieéo something important?

T. Yeah! Yeah! If | think something needs to congrto resonate I'll jump in, but it doesn’t 'm
not going to just for fun, just because you are.

L. But do you feel that sometimes the person ngedsas an outlet or a sounding board? Do you
ever feel...

T. And I'll listen, yeah, and maybe they say on élieer end, “Well, Jeez”, | guess if he’s not
that whipped about it, maybe | don’t need to bexidan, if a sounding board sounds, here’s my
sound. “Do you want to hear my voice or just wanhéar what you want to hear?” It's my
voice. It's all about the voice thing. It's fascimg how it weaves through a lot of this stuff!

L. Doesn't it!

T. Like | said, | was trying to think about thibgtlast few days, what is the little...it's like
voice!

L. Oh, perfect.

(O —— S ——
L. Ahm, who has been a good/great emotional roldehfor you in life?

T.Um.

L. Somebody you think does this just so well.

T. You know, it's hard for me to pinpoint becauselhad so many bosses, colleagues. Um, |
don’t think | have a patrticular. | mean, | thinké taken from many different people and just
make my own thing out of it. | can’t...my first supgendent made me be reflective. My very
first superintendent really made me start to tlabh&ut things. Here’s the question he asked me.
Now, I'm a brand new principal in a K-2 school. (Ba)

(Laughter)
L. Feet to the fire, right?

T. K-2 school. Having our first little go/meeting@he says, “So what are you going to do about
the dropout rate?” And I'm like “The high schoobgout rate?” He says “Yeah”, and I'm like
“Oh, | really didn’t think I had much to do abotiat.” He’s like “No, you do.” I'm like.

“Ahhhh.” So then he kinda left that and went oratmther topic and | percolated on that after he
left, and as my career went on, this is where Htagt to make the decision. They might do it at
16. But they start thinking about it at 6, 7, 8,emha teacher says “I think | want to retain you” or
this happens or a teacher does this, or anothetelbatier comes in. All of the sudden this kid
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percolates and at 16 he is out. So | guess | reakyl to make sure that things that happen in my
school don't help kids think about dropping outeked to create conditions in my school where
kids want to stay in school, be life-long kindarteas, not temporary learners or non-learners,
non-readers, its like “Woo0000!” — So that was...(Latgg) “Oh, my, that too?” I'm the K-2 guy.
Okay!

L. So that was a huge big picture thing, when yewenocused on your K-2 world, so...

T. Yeah, and he was one of those slow to react. gdgsiever really lost his temper. | thought he
had really good emotional handle on people. Heguasl with people. Yeah, you know, he was
an interesting superintendent. My very first on@ak so glad he picked me. | don’t know if |
would have picked me!

(Laughter)

L. Oh, I'm going to get to that. That's at the loott, one of my questions.

O

L. So, you know, it's all about the parents, rigBt? my next question is “Did you have
emotionally sensitive parenting?”, and describerymbringing relative to the role of emotion.

T. Well, you know, my parents were immigrants friiady, and | don’t think they were very
emotionally sensitive people. They were (laughtet)confrontational...

L. You're talking to a Maresca, OK!

T. But very truthful, honest communication. | mehthink a lot us Italians are like that.
(Laughter) | think, maybe it's good, because itdems you. And that anything the world can say
to you, you probably have heard it in the homey&dre okay with it.

L. So the ethnic consideration is there.

T. I guess it’s a positive. People say things alyout but they are all in your own family. It's
not like you haven’t heard them already.

L. That's pretty funny, T!
T. Yeah, | don’t think my family is very emotionakensitive, nor am | with them.
L. Okay, fair enough.

01—

L. So, all right, we talked a little about this Butally think we’ve touched on this and you came
at it from a different angle, okay, about five diént angles so, far, but you know, is there
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anything else you'd like to tell me about experesor events which contributed to your
development of capacities as an emotionally irgetit person?

T. Um, | think of the mistakes that I've made. Ytoyto learn from them, and realize, uh, that's
this is a voice you gotta hear. You don't like &ah but you need to hear, and take it into
considerations and move on, try to forget about it.

L. Is it hard to do, to forget about it? Especiallif’'s been a negative experience that you've
hopefully learned but...

T. I guess, It's not...The forgetting part. Yeah. ®oof the stupid things that are still in there
“Oh, why did I do that?” But um, luckily it didntiurt anyone so it’s all right.

(Laughter) But when you look back professionally like “Ahhh, how could I, you know, when
I look back at my teaching...I started teaching irybea’74 and um, my first students are 50.
L. (Laughter). So these people are police officémsse people that have kids that I'm
going/playing with my grandkids at soccer games, @m, | look back at when | had them in my
classroom and “Oh, my word!” The things | useddg ® kids, and I'm not sure if | was very
sensitive to them back then but they all still “Mi;. _, how are you?” They give me hugs!
Couldn’t have been that bad, but “Oh, my word, d@svgo different back in the 70’s!”

L. What did you teach, T?

T. Sixth grade.

L. Sixth grade. Okay.

T. You know, all subjects. They were K-6 schoolskothen, you know. Middle schools didn’t
really emerge ‘til the ‘80’s.

L. Okay, So sixth grade.

T. Taught all subjects and you look back and sayweren’t very emotionally sensitive with the
things you did, but you didn’t hurt anybody!

(Laughter)

T. I didn’t hurt anybody.

L. They still seemed to like you and embrace yat fbe same.
L. Where did you begin teaching?

T.InL_.

L. In L., Ok. Uhhh, Ok. Anything else, or did wenkia nail it?
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T. Yeah, | think that's it.

Q #10 ------- -- et e

L. I think you just answered pretty much the nex¢ dout where there any instances where you
say, “Man!” Looking back, “Man!, if | had had angkling of other people’s voices and my own
voice/influence or their influence |1 might have dahings differently?”

T. Oh yeah. | would have done way better. | meeally, | was not that attuned to it when | was
teaching before | had my banking career. If | Hadink | would have done a way better job, |
mean, | think I still did a good job but | thinkMould have been way better.

L. And how many years were you a teacher? Did ymwear this question?

T. Seven.

L. Seven.

T. | taught seven years before | became a bankeah.

Q#11 ------- - e TR
L. Ok. Ahm, do you consider emotional intelligerasecritical to your career?

T. The most critical. | think it's a career builgder a career burner. Yep. | see and | talk to
principals. I've talked to superintendents. And wlyeu listen to how they speak and sometimes
how they dominate conversations or the air time, @y, | say to myself. “This is going to be a
one contract person.” Yep. And most of the timey thee. Yep.

L. So...

T. They dominate air space. They dominate tharag,twhen conversation occurs, dialogue,
right? They dominate it, they are not . Whenayslittle definition! They're not sensitive.
They don’t understand their own feelings and enmstiohey definitely do not look at how others
are reacting to how they are and they doesn’t egerit to guide the way they behave. Its like
“Get a mirror, buddy!”

L and T. (Laughter)

T. You notice everyone yawning. It's like “OhhhMost of the time they end up being one
contract people.”

L. Gotcha.
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T. Yeah, yeah. If they make it, if they even mdkat tontract. It's so funny. | think I've become
really astute at just listening to what people $aw.

L. Ok. I’'m going to stop this one (recording) andrsagain.
T. interview part 3 transcription

Q #12 - - S —

L. I want to know how has your practice been adapteer time and then, you know, and then
let’s talk about what we can do for new principalsncipal preparation programs and what
advice you would give to yourself. You know, th@se the navel-gazers, right? So you know,
let’s start with the easiest, the low hanging frhibw has your professional practice been
adapted over time because of your capacity?

T. Yeah, | think I've slowly become more and mof@@onfident and quiet leader, um, that
allows, you know, understands the importance dfettalders, you know, sets up a climate or a
framework with their integral parts of the processl then tries to work with them. I love this
phrase: “create the conditions that allow them toknireely and to the best of their ability” so
that, in the end, kids learn and love school, watomae to school.

L. What do you think those conditions are?

T. It's, it's having school be a happy place, havachool be uh, and being a person that people
want to be around versus someone they see and, avadlddown corridor from, um, having
school be a place where people want to come to,l@drether it's the kids or the teachers
(Laughter) or the aides or the custodians, anyboaly,You know, in all of my principal years |
would meet with my head custodian every morningmhgot to school and that was like_,
there’s not too many people around. There were geawhers there, not too many though, but
the custodian, whenever he’d see me drive up tbuiiding he knew “Okay, | get one on one
with the principal for at least 10-15 minutes.” Ahdl always say “How’s everything running?
Here’s what's going on today. You all set? How'smthing going? How’'d the guys do last
night?” blah, blah, blah, and just giving him thiate every single day values him. Of course
he’s valuable, but now he knows it! ‘Cause I’'m whilm one on one, every day. | didn’t do that
with anyone in my school except my secretary and fiihat’s it, and so, uh, he’s a big player in
the building, and so he was on my team. | needetong, call K. on the radio; “K., | need
____""Yeah, boss, whaddya need?” | need a guydxk\this Saturday. Find a guy, all right?”
“I'll get someone” | mean, so you just learn thissotime, take the people, value the people you
got, they will work for you. They warib work for you if you value them and their voiéed

that was just one small thing | did every day. Thimw — that's easy, that’s nothin’. Took no
time and it manifested itself into you know, yekater, four years into my five years at that
school, the guy has a heart thing. He ends upeimtispital emergency, blah, and blah, blah. I go
visit him. “Oh, my word!” You'd think | gave him &100,000.00 dollars. He tells me to this day,
“| can’t leave. You came to see me in the hospital.

L. So this was your head custodian?
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T. Yeah.

T. “Well, K., you went to the hospital in an ambate, | gotta go see you. | need you! You're
my guy!” “When | opened my eyes, you were therénwibur wife. | couldn’t believe it.” All his
family was there. | think | was the only one froaheol that went. Wakes, | would go, to um,
acknowledge deaths. You can’t believe how manycials whose teacher’s parent dies; they
don’t say anything to them. Nothin! Its like, how gou not say “I’'m sorry”? I've had parents
die. | had a parent who was murdered. Well actuyalhen | was in R_, one year | had a parent
die of cancer, a parent commit suicide, and a paneindered.

L. All in the same year?

T. Same. Ah, within one year.

L. So one parent was murdered, one committed suicid
T. ...had cancer. Yeah. Cancer. Yeah, yeah.

L. Whew! Quite the year!

T. And what | would do, within 24 hours, | wouldlicdlhe home. Call the spouse. “Hi, Mr. so and
so, | just heard that your wife passed away. | arsasry. What happened?” They want, that’s
therapeutic...give me your voice. [Whispers] “I dokriow if this is going to come out, Mr. __,
she hung herself.” I'm like “Oh, my word!, you gatbe kidding me!” He says/I said to him,
“Who found her”. He goes “I found her in the shedlit | said “Oh, my God, did the kids see
anything?” He said, “Nah, | took her down and aliiee police. | said “Oh, my word” | said,
um, “What're you going to do, what's going to happe the next few days? Well, | think the
kids will be out all week.” | said “All right, | wat to say something to the kid’s class. Can | just
say she passed, suddenly passed away?” He goeiss“fihe. Tell them just that she suddenly
passed away.” And um, “we support you.” So | said, “Are you going to be home later
today?” He said “Yeah”, so | said “Let me come hyhveome stuff.” So | wentto Big Y in H_
and bought $100.00 worth of stuff with my own monayd | brought him a ton of food. |

visited with him, | shook his hand, saw the studeftause the kids were home and he showed
me the shed. | was like “Holy crap”, but that’s tieéationships you make with these people.

L. So it so transcends the school walls when yosaioething like this, these relationships.

T. Oh, yeah, oh yeah, yeah.

L. And it’s, its John Dewey who said that educati®a social experience. You know, and what |
find really interesting, how T, is that when yoly $Bm looking at this can of worms what I'm
finding is that there’s this whole new, these nduzzwords” whole new kind of science,
affective science. This new buzzword wasn't arobefibre, or we didn’t use it, we certainly
didn’t use it.

T. Right.



UNDERSTANDING PRINCIPALS’ USE OF El 258

1004

1005 L. So, that's a powerful story. How you support plecand how you’re sensitive to an incredible
1006 situation, how you could deal with it.

1007

1008 T. Any time somebody passed away, you know, | lmeadreer parent who died on the couch, and
1009 um, so, I call the house. Always call the houssam as | found out. Get somebody on the
1010 phone. “Hi, this is me. I'm calling on behalf oftifaculty, to express our condolences”, da, da,
1011 da, da, dah. “Anything | can do?” And if I'm going send a message home “Here’s how I'd like
1012 to say it. Is this okay with you?” | always get thieay from them. Ahm.

1013

1014 L. Always get the okay from the person.

1015

1016 T. Yeah, the first person. I'm going to frame ie§sed away suddenly”, you know, “passed
1017 away’. You know “We grieve with the family, we’reete to support.” Please, you know, sealed
1018 envelope. I'd always put “We’re not telling the déuts, please, you tell your child.” ‘Cause,
1019 something like that, | think, needs to be frametdane. | know you've learned from John C.
1020 how we frame things.

1021

1022 L. Right.

1023

1024 T. How important that is. And death, things likatthshould be framed at home. Because, a lot of
1025 times they may stop and say a prayer, do whatéegrdo in their home, and they grieve about
1026 something like that or when they pass informatike that. So I'd always send it home in a
1027 sealed envelope saying “We haven't talked to thdesits, you do that. We’re going to assume
1028 you do that tonight, and our teachers and our pgggist will be there first thing in the morning
1029 in case the kids have any questions”, dah, dah,didh So when the parents get the letter, it's
1030 like Okay this is what happened. They haven't tbkelkids. Okay, | think | want to tell my kid.
1031 There’s going to be someone there tomorrow whelikichynight have a question. Okay, very
1032 good, they've done their homework. This school kaavhat’s going on! And they've told me
1033 what they know. And now | can do my parent patrt.

1034

1035 L. You've given them a comfort level.

1036

1037 T. Yeah!

1038

1039 L. You pass the baton so beautifully.

1040

1041 T. Yeah, ‘cause | think they want to own that part.

1042

1043 L. I'm thinking back and take two seconds of aingj but September {happened.

1044

1045 T. Did the same thing.

1046

1047 L. When | was a brand new teacher, it was my fiestr teaching and the word from on high was
1048 *“do not discuss this with students at all.”

1049
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T. Uh.

L. But | also operated in a K-4 setting, and slouind myself just wanting to reassure students
but yet, and as a parent myself to young childteheatime, trying to learn how to navigate
these waters, that unscripted stuff, we’d nevenlimmmbed in my...so, it's interesting.

T. And back then, we could own the air space, itian’t own it anymore. The kids would
know now by the phones, Face Book, buh, buh, bamdsv the damage control’s going to be a
little bit different. It's going to. When SeptembEt" came, | was in a K-2 school and we could
dominate. There were no phones with kids anywhmretoday there are kids with cellular info
and you have to do it slightly differently, butirtk the big thing is just to assure parents in a
letter, or now, it would be a ConnectEd call. ltulbbe “We’'ve/the kids know such and such
happened. We didn’t get into many details. Pleake btver at your own level.”

L. Say that you were still the principal, right? Would you, which would have been your
preferred media now. So say, um, the Boston bomjosthappened.

T. Yeah.

L. That Boston Marathon bombing, would you havealarConnectEd call, or would you have
done a letter, or ...?

T. | probably would have done a ConnectEd becabsagain, all the parents would know about
it, and | think a pretty good amount of the kidsulebknow about it, and I think | would do the
ConnectEd call.

L. Because social media, it's so much more prevaderd the news is already out there so...

T. Plus the other thing, the paper copy has tdget-delivered at home, dah, dah, dah. The
ConnectEd the parents would get on their phonelaadd get it at work and they'd see it, you
know, right when it happened.

L. Immediately.

T. Yeah, noontime or whenever | would send it. Elyad hey'd be like “Yeah, | got this
already.” Now the parents are already set, thinkingut stuff before they even step out of work.

L. Interesting, interesting, how media has chanydédat can we do, how can we kinda head
them off at the pass, if you will.

T. And yeah, you almost cannot head them off aptes anymore.

L. But at least it's a more immediate way of cotitegthem rather than a letter ‘cause you don't
know if the letter ever got out of Johnny’s bacKkpacwhat have you.

T. Right, that’s right.
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L. All right, now I'd like to know, you got a newrioicipal who's wet behind the ears, what
advice, of all of your years, what are you goingebthat person to help them? ‘Cause I'm a
service-oriented person. All | want to do is hélwant to help develop principals in any way |
can.

T. Right, right. | think the big thing is to jusegan understanding to know about and understand
this definition you shared with me in the beginniagd that’s, that's, um, be aware that your
position as a principal carries a lot of power amight. It can be used in two different ways.

L. Okay
T. It can be abused.
L. Ohhhh — Okay.

L. And it can be used to dominate and push, umitlalso has a lot of weight in that it can be
used to absorb and then give back, and how arggimg to go through? How are you going to
navigate your career? Are you going to be one wimidates or are you going to be one who
absorbs and then tries to reflect back? And uhagemper your power, so to speak. Um. | think
that's a real good compass point that a lot of pancipals should talk about and practice. Yeah,
you have to practice it. Umm. But | would consitleat a real, real critical thing to making
someone’s career successful or not. | recentlys@satan opportunity to mentor a couple of
principals in a district and | sent in my resumd athought about this, and | thought about that.
I'm like ... one’s a brand new principal, and one’s.al’'m sorry, one’s a second year principal
and one is an interim principal. And um, I'd lowesee how they react to things; I'd like to
watch them at a faculty meeting, just to see haay tho it. Again, who’s dominating the air
space? What's the content? You know, we doin’ adsthivia stuff or are we doing thoughtful,
reflective sorta strategic changes? You know, tleptive changes that are just like “we’re not
going to do this at 3 o’clock; we’re going to datt2 o’clock. Those are the surface level things,
easy things, but the strategic changes that regbarges of professional development changes
and practice changes and mindset, those are tleetibatcare the hard ones. Those are the one’s
that take, um, time to really build up.

L. So how long would you say it takes to build baoge a school culture?

T. You need, that needs to be your focus almoghaltime, it needs to guide practically
everything you do. You know, listening to how, tbat the people say. If a teacher comes into
your office and just starts complaining about sdrimgf, and you just say to the teacher, um
“How is that going to help the kids read?” and iik®, you know, they just complained and it's
like, “Oh!” It just makes the teacher think “Oh,afe is that really an important thing that I'm
talking about?” And you smile. “Is that really ggito help them read better?” (Laughter) Oh,
yeah, just those little things like that.
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L. T, you're framing it!
T. I mean, you have to think of that all the time.
L. Okay.

T. All the time.

L. So here you are, and you are standing in theomiand looking in the mirror, and you know,
the sorta famous Norman Rockwell mirror within anmi? A brand new principal, what advice
would you tell yourself?

T. Um, I think I like these two questions becaubeiously if you are a brand new principal
you're going to take over a building and not evexd¥in the building’s brand new. They've all
been there. You're the newbie!

L. (Laughter). Okay, you're the newbie!
T. You need to fit in.
L. Okay.

T. They don’t have to fit in. You, you need toifito them, and that’s why | like these two
guestions “Hey, whadda you guys do around herevibeks really well? Talk to me” and
zzzzzzttt (capture by writing down). “Okay, arerthany not so good things that you want to
change? What are those kind of things?” And zz#izzgtite ‘em all down and now you take
that info and you percolate on it, and you say “Dkeere’s my entry plan”. As a matter of fact, |
got an email from a colleague of mine at the distavel. She was going to be applying for a
principal job and so she asked me if | would waitetter of recommendation, “Yeah, I'll write
you a letter, sure, send me a copy of your resu@kdy. And | say to her, just for fun, “What
would you do when you'd _?, What would be the filéhg you do when you start working?” So
she said “l would...” dah, dah, dah [describe whatwhs going to do]. “I would do [this], |
would do [that].” And | said to her, | emailed Heack and said “You might want to put that on
the back burner for a minute and you may want ko ‘aause you’re going to be new...”, and |
just repeated the same questions [what staff shadgd, what staff should change]. So she
writes back “Oh, my God!, | have so much to learn!”

L. (Laughter)
T. Just a suggestion! You could do it your way, jost think about this. She’s, you know, then |
saw her and | can’t believe, and | said “Yeah, slodown! Take the time to set and build a

great foundation before you just start slappinethgr some 2x4’s!

L. (Laughter)
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T. Take your time.

L. I like that! Take your time. | am a very visysrson so when you say, when you talk about
deposits in the bank and slapping together thodés 2ifascinates me!

T. Oh, God.

L. And you know, T, there’s lots of _/anything elsay other advice you’d give to yourself. |
mean you told me “to listen to them”.

T. You gotta be a great listener. Gotta be a digtanher. Absolutely a great listener. Yep, yep.
L. Did we nail that one” | think we nailed it, byou tell me.

T. Yeah.

Q #15 - - S —

L. And the burning question, the burning questionme! What advice would you give to the
developers of principal preparation programs irarddo this, in regard to emotional
intelligence?

T. Uhm. Well, when | see, um, like there’s a prograthink at MESPA, there’s a leadership
program that people build these three-ring bindges the course of a year. As a matter of fact,
my assistant (when John C. hears this, he’s goimauigh), my new assistant principal was in
that program at MESPA and she built this beauttitge-ring binder with these beautifully
colored tabs and everything and it was all abdiitla bit about budget, a little bit about brain,
little bit about this, little bit about that, evaling teachers, nu, nu, nu, nu, nah. And so she
graduated and paid her money and got her ceridicahe was now a certified principal and |
said “It's a beautiful binder. Take that thing ahdow it up in the air and now put all those pages
back in the binder. That’'s your school day, thgbsr school day.”

L. (Laughter)

T. Okay! If your school was segmented in all thtades it would be awesome, but that ain’t the
way it works. It's a bully on the bus, it's somelyqaliked down the hall, it's she’s gotta go home
sick, it's another parent who hates your guts, safsndent wants to visit your school today,
school committee person send you an email, buh,lmth The superintendent wants to see you.
That's your day. And Um, | think if | had to look programs and | think that was a good
program. | looked at it. It was a good program. Hot sure they spent enough time talking about
working with people because the whole darn dayaekimg with people. You know, um, the
principal is like the hub of a wheel, okay, andth#se spokes; | got the kid spoke, | got the staff
spoke, the faculty spoke, the superintendent spukesolleagues spoke, my parents spoke, my
SIMCO, school council spoke, | got all these pebjplee bus company spoke, my custodian
spoke, the food is crappy today spoke, (Laughtelppdy can do recess today spoke, and all
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these things! Talk about dealing with people! Analding people up, calming people down,
listening to what they say, formulating decisionsrking with people, all different kids of
people to get/sometimes easy agendas to happesparaimes teachers’ practices changing to
happen. That's obviously the biggest nickel to argth. But that’s the big advice, how to work
with people that don’t think like us.

L. How to work with people who don’t think like us.
T. (Repeats) How to work with people who don't thiike us. Yep, yep.

T. Sometimes my assistant would come in my officé say “Why don’t you think like me?”
And I'm like “Cause | don’t! (Laughter). How do yawuork with people who don't think like
you?

L. Because | think we are the sum of our experiengeur growing up experience, your
teaching experience, everything! Our frames ofregfee are so different. Even kids, trying to
build comprehension, well, my idea of a park ieandifferent then your visual of a park.

T. Mine had broken glass in it.

L. Right, right. To me, finding commonality justeams to be so important, finding those
common threads. I'm going to end by thanking you.

T. | just want to mention one other thing aboutlab work. All this leads to one of my favorite
guotes that John C. asked each of us, on our ustydfyy of summer residency in Cambridge.
The very first morning he said “Give me a quotd tres steered your career” (dah, dah, dah).
And | said in that class, and what | still beliemas that any worthwhile learning will take place
after there’s a worthwhile relationship. [He sdme guote later: It read: “No meaningful learning
will occur without a meaningful relationship.” pdsly attributed to David P. Ausubel, an
educational psychologist]

L. (Writing down and repeating) Any worthwhile learg will take place after there’s a
worthwhile relationship...

T. After there’s a worthwhile relationship.

T. That’s really what this is doing. This is buidirelationships among stakeholders. When you
do what’s this definition, relationships are baittd then the work can happen.

L. This prompts one last question...Regarding yosir $#aff, your last staff as a principal, would
you be able to know after speaking with them regdigit would you know what their marital
status is? Would you know their children?

T. Everything.
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L. You would. So you would ask those? They woull fie you know more about them? How
did you facilitate the building of relationshipstramly between you and a faculty member, but
between faculty to faculty, faculty to student? ypa have any strategy for how you fostered
that?

T. It's just, um, listening to what people say as#ing. Oh, | mean, you know, yeah, | mean, |
can, you know, if I run into this teacher I'm goitigask her “How the twins are doing?” If | run
into this teacher I'd ask her, um, “Getting marriechine days, getting psyched, right?”
(Laughter). If I run into this teacher “How’s yodaughter? What's going on with her?” — single
parent. If | ran into this teacher it would be “Hewhe camp in New Hampshire? Have you been
there recently?” If | run into this teacher, umh@ar you just got elected to a union position.
What are you finding hard about being in the udeadership?” If | ran into this teacher |
mean, every single person, my secretary; “Whenis ypext daughter’'s wedding, in the fall, in
Vermont, right?” | would just continue the conveisa | ended last time | saw them. Catch up.

L. How hard is it to catch up when you just thréattthree-ring binder in the air and had, you
know_, all hell’s breaking loose!

T. Well, as | get older, it's getting harder. (Léter). I'll tell you that! But you know, try the
best you can. Yeah.

L. Okay.
L. I've thrown a lot at you, T. Is there anythinigeeyou want to add?
T. No, | think that’s it.

L. Thanks so much for your time. The only reasarould contact you is if | needed a little
clarification on something.

T. Yeah. | gave you my cell, right?

L. You did. And if you think of any other experiezttfolks who just want to be bothered by this
lady, (laughter) let me know. | plan, my goal sum, create a narrative. I'm doing a narrative
qualitative study.

T. Yeah, oh yeah.

L. 'm a librarian! (Laughter)

D. Dr. Sal! Love Dr. Sal.

L. He was a great guy.

T. Oh my word! | really enjoyed him.
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L. Because | didn’t come in with a strong math lgokind as some...
T. Even if you thought you did, you didn’t! He wgeeat.

L. So, T, I'm going to stop this recording.

265
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Appendix O: J's Transcript

J. interview part 1 transcription

L. Um, I'm here because | am tremendously intetestehe development of the emotional
intelligence of principals and I'll tell you justtany bit about me. I'm in a very service-oriented
role. I'm the library director at my school. Sdydve been observing for a long time, and |
wonder if, ah, being a service-oriented personilegee things that we could to illuminate the
field. So that's why I’'m here — to pick your braand see what you can give, me, Okay?

J. Pl tryt

(O P ——— S ——

L. So, J., first off, would you consider yourseffam to ideas other that your own regarding how
to move your school forward? Ahhh, and if so, ibiyawuld just please share with me an
experience that has led to school improvement?

J. Um. Absolutely, is the answer to the first qigestl think anytime, my nature is to listen. I've
been told that numerous times that I'm a goodnisteSo, | guess that’'s a good thing. And so,
um, | am very open to numerous ideas. Probablpitgest idea that came my way was a
significant change this past year. We were stritt\gecome a Level 1 school. We're a Level 2
right now under our TT and were recognized a lomg tago that extended time on learning is
needed in math in thé"grade. We have only one period and it's not endirga for learning

for kids. They’re taking the work home and they d&now what they’'re doing. We've known
that. Lots of different data points to that, seelwade a proposal, um, thinking it was going to
go one way and the superintendent was very exaledt it and he wanted to implement it for
2014 in the fall and then, (laughter) | startediggta lot of input. So my original plan went this
way but basically listening to others and collabiog it went this way, which is a much better
way. So | guess that would probably be the biggksial example of school improvement that
we’re trying to move forward, but small stuff, ygoow, It’s/l get a lot of feedback from parents
and | look at much of what they do, ah, em. Onergta that was silly but huge. They had a
small example of how to organize our lunch roomalige we have a large school, we have
1,200 kids. So, that was another example of okay kenda just try to do, as a rule of thumb, if
it's good for students and good for teachers thi take a good look at it. And as long as it
doesn't break the contract (Laughter), obviouslye Group | listen to, | would say hourly, daily,
minutely would be my teachers. You know. Constaritlyey give me feedback on about
everything. A gamut. So | gave you a couple of gxasithere.

L. Yes, you did. I'm curious, If you could just gack to the very first thing you said “Well, |
have a plan, | have a vision, and | wanted to gowlay, but after listening to input, so was this
teacher input, your teacher input, district inputwhat?
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J. It was an everybody input. | think ‘cause ittsh a huge change. | mean, there was school
committee input, there was superintendent input,thmmahmm, there was push back from
parents but then many parents were very suppastiwge had to figure out and communicate
with the push back parents and then the major Bhift the original idea to where it is today on
July 23%is probably a complete 180 degree turn than wéiatecfrom the teachers. It was a lot,
rather significant now that I look at it. We’'ll seew next year goes.

L. Right! I will be following up with you in JunéSo J, how's things going?”
J. “Are you still there?” (Self deprecating laugfite
L. (Laughter) | was just curious to know where tfestdback came from.

(O 77— R —

L. How would you say you get your message acrossiters when you are trying to describe
your methods; motivations, goals, etc.?

J. I'look at my world in an essential kind of “dost standards-based anything”. That's really
essential stuff. It's always simple language are fe-face always, always, always and I think
an example of this is my own modeling. Um. Visilyilis one of my big things, so if I'm
expecting teachers out there welcoming kids, | iedse out there welcoming kids. A simple
one, but surprising how hard that is to get acsassetimes. And the other one that stands out in
my mind that’s recent and motivating. Last couparg we really started, we’ve focused a lot on
collaboration like everybody and | learned thabt guch greater motivation and productivity out
of teachers if | attended their meetings. Didnit aaything, just walked in. So | structured my
times with my assistant principals so that | sprate time going to their collaboration meetings
than | did going to classrooms. They always exmente. And when | knew | was making
significant progress, they completely ignored memwhwalked in. | was like (laughter), that’s
what | was striving for. Um, yes, and when | stddtas it would be “Do you need something?” |
would say no, just keep going, I'm just hanging. &d that, for me, was probably the strongest
message that | would give as me, um, being theysigdly because | think it just brought it to a
much higher level of importance for them — ‘caugaim, I'm under the disadvantage of a huge
school. We're 1,200 kids. It's for middle schoolkoof the largest in the state. We only have
myself and my two assistants to do everything’'soeal easy to get sucked into shooting out
the email, so | worked real hard at that, learngérpor. A lot of hard work. You know, | didn’t
realize probably one of our biggest growth are@®mmunication, what blended

communication really is rather than just shootinganail, you know?

L. I wanted to ask you a little background. Howddrave you been...
J. Along time.

L. How long have you been in this principal role?
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J. Sure, yeah, | can. | am going into my elevertr Yere as principal, and | was a principal
prior to this for three years in M_, NH, and priorthat | was an assistant principal for two years
in D_ N.H. and prior to that, for fifteen years bx numerous hats in teaching in D_, N.H. | was
the related arts teacher, the ELA teacher, all taiddhool, though. | can’t seem to graduate!
(Laughter). How bad is that! Adolescence, | gueSa that’s pretty much my educational
background and then for here I think there’s alwsy®mething new and different every year. |
think it takes a while to establish that trust wigachers and | think that has become a strength
for me just because they are so used to me, andttitedanger, obviously, is that they are too
used to me, so | always have to throw somethingatetvem, which is very easy these days!

L. So, um, culture-wise, just speak to me a lititeabout — how long did it take you to feel
comfortable. You were the newbie at one point. Hmwg do you think it took you to feel
confident and comfortable in your role? Because lyad principal experience in other places as
well, so...

J. I think, um, how do | say this right? | thinké& been confident all along in my abilities to the
point | was at the time | had just completed mytdate and I'm feeling better about what | do,
and comfortable? I try not to get comfortable, eawben | do, you get comfortable... “Hi,
Cheryl!" “That’s one of my assistants.”

L. I hope she’s not your nurse, because I'm inrinese’s parking spot!, (laughter) | said to
myself, | don’t think the nurse is going to be heyday, | think I'm safe!

J. She [the assistant principal] is my therapmsiugh! But | learned when | became comfortable,
sometimes that equates to overconfidence and thengn’'t see stuff that you should have
anticipated, so | try to stay on my toes on thatkistuff, and really kinda anticipate and I've
learned that it's better to kinda see things thioadjttle bit, even if they don’t happen to be
proactive, vs. . (Laughter) Whichawneeall there sometimes too, but so, | guess
really that | was comfortable very early within theilding because | did a very thorough entry
plan. So, | met with each teacher as well as aflstakeholders and they taught me a lot in the
first few years. Everything | did came out of thedence of that entry plan and then, um, | don’t
know if you know anything about the history of Nve had some rough times here between
superintendent turnover and budget, so | livedughothat and um, [ still say this actually,

within my school, 95% of my job is just awesomekTtkachers and the kids, and out there it's
still a little scary — so it’s still my growth areaalways will be.

L. How many faculty members do you have?

J. Over 100. If I count lunch people/cafeteria, bt Something, | think.
L. Oh, my!

J. Pretty big.

L. Whew!
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L. You have two assistant principals?

J. Yes, Cheryl and Matt. He’s on vacation today.
L. I just met your assistant principal?

J. Yes, that’s Cheryl.

L. Putting names to faces, you know.

L. This is a tough one [tough question]. How do yeliver bad news? Do you have a strategy
for any of these stakeholders?

J. | absolutely do.
L. If you do, how did you develop this strategy?

J. I try to follow the golden rule. You know, thiel@olden rule...how would you like to be
treated? If it's something that’s going to upsethsbody’s ego or their going to take personally
and | think through this a lot and | try to keemita place that/the time of day and face-to-face.
Definitely if it's any kind of teacher reprimand anything like that | alert the union. | involve
them, try to give whoever it is a comfort level, gat’s individualized bad news or a difficult
conversation | try to sift through the facts to tgethe point, keep my own emotion in check and
listen, try to deliver the news in the contexthie person, makes sense to them, if they don’ like
it. There’'s such abroad | there’s a perceqtio, what can be hurtful to one person is
“what’s the big deal” [to another person], so youtb read that definitely and sometimes it's
news that is difficult for the whole staff so | aws hold a face-to-face, always a face-to-face.
I'll hold a volunteer meeting either before or aehool depending upon what it might be. If it's
an emergency thing, before school and then, urhkthda stuff.

L. Just helps me to take notes even though I'mroieg...

J. Oh sure! Wait ‘til you start coding! (Laughter)

L. I’'m just transcribing right now! And my gosh,tdkes a while, you know! It's work to do
yourself because it helps you pull out the theryes,don’t even , you need to read through
it.

L. Ah, let’s see. You did your emergency meetinghi& morning if you needed to. Okay.
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L. Ahh, J, but coping behaviors. What do you engaga order to manage the demands of
being a principal, especially in this large schwih a lot of students, what do you do? How do
you stay sane? (Laughter)

J. That's assuming | do! They may say differenfiphh. | do a lot of yoga. My husband will
laugh at that, but just for my personal healtly lter keep that in balance, you know. My personal
life, and my professional life, as it's very easyjust bring it home all the time. For here, | thin
this time is hard for me because the kids areotiad [summer months]. I'll go into the | |
laugh. Most people want to get out 8t grade lunch; | go into"8grade lunch to reduce my
stress level. (Laughter)

L. Spoken like a true middle school principal!
J. Definitely.
L. (Laughter)

J. And then the demands you know, obviously. Mykd#ee whole managing of paperwork and
stuff. I try to draw boundaries and | think I'vettgn better at sifting through what's really
important and delegating and that kinda stuff, angtrying to share the responsibility as much
as | can with staff and prioritize. It's really gaand the next thing you know, you just are
overloaded. And recognizing that your inbox wilvee

be empty so don’t bother trying. It's not ever gpto be, so. Some people struggle with that,
you’'ll never go home. You know, so...

L. What's a typical workday hour-wise?

J. Um, well, we, you know, with technology we réad much email at home. It’s ridiculous.
Um, we start/it starts rockin’ and rolling here abtan to seven in the morning and then the/l try
to be out of here around 3:30. Um, | get tired, koaw, | really do. | have night stuff. It's really
tiring for me to go all day and it’s that kind dtiff. But typically, it's not like we don’t take a
lunch hour, which I like.

L. And how many evening activities would you sayiyo in a year’s time that you do yourself?

J. A lot. It has significantly grown. Um, I'd satyaverages three times a month, so um,
sometimes...

L. | “graduated” from elementary school myself tmaldle/high school so | know what a full
day you have. Ok. I'm going to stop recording.
J. interview part 2 transcription

L. Let’'s move on to the second part of the questignwhich is acquiring, developing and using
those capacities.

J. Okay.
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Q #5 ~emrmemmrm e

L. When did you think you first became aware of ithportance of using emotionally intelligent
capacities; and those can be: being open, beintyegos social interactions, being adept at
describing your motivational goals and if you didhen?

J. I think I could answer this two ways. | thinkvds aware of the emotional being kind, and
reading other people’s, you know, feelings sinag Vitle, a kid, you know. | think that
comes/you don’t really realize it as a name bui temember, you know, being very aware of
that growing up as a kid. When | applied the stofithe brain to my practice is when | went to
brain-based. | started reading some of Jenserffs Btwas just so fascinating to me. So, | went
to a conference. Ever since | went to that | juss wnamored with the whole con/every time |
hear more research. That’'s again, my own dissentafiascinated by the unknowns of the brain
as well as the known things that we have, so tedaapplying it when | was teaching, actually. |
remember the books coming out with dendrites omt{ieaughter). Who ever wrote that is still
trying to sell it. | remember | even did a workshae, | think it was my first/second year here
where | ran with my teachers the whole all of ydififerent senses and how it affects your brain!
| had candles going and music. It was a blast,adigtuy eah.

L. So from a very early age you are saying.
J. I had an awareness. Oh, yeah.
L. You could read people. You didn’t have a namdt{dut you could definitely do that.

J. And that Myers-Briggs stuff and Gardner’s ingghce stuff too. | think | was in high schools
when [ first took that one [Myers-Briggs test]. &svwvery disappointed that | came out strong in
interpersonal skills. | thought it would ratherrmgurally brilliant or musically inclined, all this
(Laughter) And | remember when | was teaching,lyeaid we would give this kind of stuff all
the time and it was fun. But | came up, by faryas/ strong [in interpersonal skills] and it's
very interesting how it keeps/kinda evolved into own as time went on.

L. Would you happen to know your Myers-Briggs syiaty

J. From Myers-Briggs | actually know quite a bibabmyself because we took that two years
ago now with our whole leadership team. Basicathkk a support role (what a surprise!) —
that's my go-to-kind of thing. Some other things iconscious of, being um, more influential,
you know, | know I'm very close to, you know, hedrell different ways of framing this stuff...

L. Do you consider yourself an introvert?

J. I would say | am an introvert. Definitely, yeaithink I'm probably in the middle and have a
tendency to like my personal time. | don’t needbéan the limelight, | like being behind the
scenes. | don’'t have a desire to walk in and tadgkthe one on the stage, you know, kind of a
thing.
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L. Thank you.
J. Sure.

L. Sorry for the side tour questions but wheneveedr Myers-Briggs, personality testing or
Gardner, 1 light up like a Christmas tree. | findiascinating.

J. Oh yeah, definitely.

O

L. So thank you. Let’s see: Are you able to refraymer emotions effectively so that you can be
reasonably optimistic and appreciative and on lipeside, if you were really upset, how might
you do that?

J. Yeah, 1 do and I try, like today. | got here gud a coffee ‘cause I'm grumpy about this
schedule I'm forced to do and I try to um, focustloa positive all the time. | also do a lot of
meditation and yoga and that kinda shapes my than&ilittle bit, | think, like the normal person
or not like the normal person, however you warlbtk at it. Yeah, | think so. | have a tendency
to be over-positive sometimes. My old previousstasit used to call me Pollyanna, but um, |
look at that as that’s okay. | do try, becausedvkin the role of principal being positive is reall
important so | try to put that on all the time. Dtaxdways succeed, you know. There’s been
situations when, you know, if you know your stadfveell as | do, they can read me like a book
now. So even if I'm walking around with a fake sethey’ll be like “what’s wrong”, that kinda
stuff. I think, overall, | try to keep an even kegtah.

O

L. We are just ripping right through these [quessip huh!? (Laughter) Ah, who'’s been a good
role model for you, and why?

J. Hnmmm. Emotional role models. My yoga teachéndely. Um, in fact if it wasn’t for her,
actually, | dedicated my dissertation to her. Slo&is of my people. If it wasn’t for her, I'm not
sure | would have made it, this kind of focusingtba right things and the balance piece. So
definitely her. Um, | think my husband, you knowvthink he has a tendency to be very
emotional but yet we also/l think we balance eatieoout, you know, that kind of thing. |
guess those two might be the most, | think.

L. Why would you say?

J. Well, my yoga instructor just guided me witheuén knowing it, to, just looking at things that
are positive, and um, looking at when things gegssful, whatever, she could always read [your
emotions], you know. You walk into yoga and sheldoaad the room very well. So just
teaching through, just teaching how to keep younteans in balance and um, my husband just
really recognizing I'm falling apart, you know. TtHand of stuff. He’s very humorous, brings
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levity to a lot of situations. So | guess lauglaswell as my yoga instructor. They are both very
funny people. Just laughter and smiles make aiffigrence, so that kinda stuff.

O

L. And next questions. This may be a bit intrusiwgt, | find it fascinating. Do you think you had
emotionally sensitive parenting and please desgale upbringing relative to emotional
intelligence.

J. Um, | would say, um, I think so. | mean, | grevin the 60’s and 70’s, so the type of
parenting was different back then than it is nom.Hwould say that my dad was very sensitive
and always gave in. He'd try to be hard line bentlve’d always push him, you know, and he’d
give in. Mom would play it “I can’t believe it!” kid of stuff. But | would say both very/wanted
the best for us and gave us whatever they coulid tihat.

Q H
(Skipped Q #10)

L. Just catching up. Catching up with my transcrgiGoing very slowly! Ah, and we’re up to
guestion #9. Were there some certain experienegydlu feel really contributed to the
development of your emotionally intelligent capestand just give me some for instances. You
know, something not so great? A disorienting dileanendialogue between you and a trusted
peer, or advice from a mentor. So, if you couldt ghare with me these experiences you can
think of.

J. Sure. Um, let me think. I think a lot of thertys that taught me to be aware of my emotions at
the work place probably would be in my early yesss principal. Um, | didn’t realize that not

all teachers ..., | was very naive where | came fribmas all about the kids all the time, and
when | became the principal at M_, it wasn’t. Suéss that was my disorienting dilemma
professionally, about learning to keep my emotionsheck when | have teachers who... I'm

like “Why are you a teacher, you hate kids!” Yowln ‘cause that would make me angry. You
know, that people were working with kids and thegren’t in it for the kids at all, it was all

about them. You know, they were the ones who wauklver the questions “Why are you a
teacher?” “So | could have summers off and worktts as possible.” Those kind of people. |
had a lot of them. A lot. So, um...

L. Was this your second principalship?

J. My first one, my first one, yeah, yep. So thasvan area where | had to step back and |
actually had a little mantra for myself “Anybody wvalks in your door, remember, they
probably have an agenda.” So | would sit with evageting and go “What does this person
really want?” and this really shaped how | handhedgs. And whether it was true or not, |
appeared to be a rock, you know. Because that’s thbachool needed. Our school had at most
1,000 and turned urban very fast. A lot of angacteers there and M_ had become a refugee
center. So the population went from white to mixegty diverse, within a year. | mean, it was
very cool in my mind, but teachers were like “WHatl do?” You know, so, lots of challenges
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there, but | would say that there was a very stiamgn who would scrutinize everything. [For
example] “What'’re you grieving, what am | wearinglay? My shoes?!”, that kind of stuff. But |
took this approach, hm, and | brought this skithame here too, and it's worked fine. You've
got to behave like you are in a marriage with yanion, otherwise it will go nowhere. You have
to be able to compromise and talk about the isSad’ve taken that and um, really brought,
taken to heart the teachers’ contract. You breakahd it will be grieved, which it should be.
The other piece, | think is an understanding ofheas’ sense of fairness. You can be not
breaking the contract at all but if you have groapteachers who feel like you are treating one
group better than another, even in a scheduleygotdompletely destroyed your culture.
Completely. So | learned that here. We're tryingltosomething creative with, um, scheduling
in my third year here and one group had more luhati than another. But even though it was
allowed in the contract, you'd think that | threfsetm in the ocean without a lifeboat! It was like,
“Really?!” So | had tons of meetings. | let themeson at me. “So for next year, how can we
change it?” All those kinda things. And you knowydsn’t breaking the contract but | had
opened that door. “Ok, let’s talk this through diggdire it out.” So that was another thing. I'm
looking at your questions here.

L. No, no...

J. Understanding all that, understanding all thaen though they, | was within my right
completely, | have changed my perspective on ttwitract. | say to them, “It's not your
contract it's our contract. | know I'm not in younion, but | kinda am, in another way...” so
that’s gotten them to really, | think, trust medahthey know that if something’s not right, even
for some of my most strongest, strong personalities wouldn’t typically go to the principal,
when someone comes to them, [they say] “Would wsugo talk to J!". And that to me, was a
lot of growth because prior to that they would hawe to their union and that’s kind of stopped,
so [I] reach them wherever they are at.

L. Thank you. | have a sidebar question.
J. Sure.

L. When you said “I let them scream at me” could yast describe your emotions and how you
handled that? How did you frame that” What are gloing?

J. The same thing when anybody comes to me enragkdr a parent, anything. First thing | ask
is, “Are you going to sit down? (Imitates whinin@rrrrrrrwwwaaaa!’ ‘Are you venting? Do

you need to vent or do you want to talk?” If thay shey want to talk, | say “Then stop
screaming.” [If they say] “I need to vent?’ ‘Theowve got about 30 seconds and then we will
get to the bottom of this.” It works every timésijust identifying that. Because | learned thdt if
get upset too, it just feeds their upsettednesakéts you nowhere. It goes nowhere. So that has
worked well for me. Identifying/framing, trying foame where their emotion is at, ‘cause if they
are screaming at you, you aren’t going to findwhbat the problem is, anyway, and they’ll walk
out. It’s really worked pretty well except for oimeident in all these years that a teacher left,
slamming the door, but that’s all right, becaukad fired her anyway. No need to carry on our
conversation. (Laughter).
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L. Ok, it's not funny, but it is...

J. I mean, some of that stuff. You just can’t.drleed a long time ago; you can’t make everyone
happy but you know, can't even try, really but...

L. Um, sorry, My tape recorder scared me for a t@nu

L. J., do you consider emotional intelligence asoad to your career?

J. Absolutely. It's critical to life. Again, my owexperience and fascination with it,

‘cause I've seen, um, this is what I've witnessezhg many times over and | see it with our
children, our students going through; you can b#panotch student at Harvard...but if you can’t
do anything with what you've learned, you can’t agg people. That's all you've got. I've seen
that with my own two children who are 26 and 23eyrboth have exceptional interpersonal
skills. They're always laughing, they engage peoyde know, the book stuff. They did fine in
college, but not anything you'd go “Wow, look atuydranscripts!” But they're both doing very
well, and my son in particular was my challengdd:hile’s promotion after promotion, his
people love/walks into/they’ll both go very far. &htaught me that, actually. Of course when
they were growing up “What do you mean you have€al” | was always like, “Reallly, T?!”
But he proved me wrong.

L. I have a 21 yr. old and a 19 yr. old. and...
If I could sum up what you say?

J. Sure.

L. It sounds too me like your interpersonal skdte hopefully what carry you through life, the
others are, not that they’re not important, but thase skills determine where you’ll go, right?

L. Oh, my gosh, I think we just broke the recordehg¢because we got through the second part
of the interview so quickly]

J. Keeps your transcribing down!
J. interview part 3 transcription

So here we are! We're in the home stretch! | hawe §uestions for you.

J. Sure!
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L. I would like to know how your professional caré@as been adapted over time. You've really
touched on this already. Maybe if you could expandhis because of your knowledge, use and
development of emotional intelligence within yousnk — so what changes?

J. I think just the biggest attempt that everyoae get their heads around really is choosing
carefully when | need to be present and what emasiariving that decision on my part.
Sometimes it's my own comfort zone, desire, andetones it's my leadership coming out,
going “Don’t take the easy way; you know that’s nght.” Um. The biggest think so/a long
time ago, again, my first principalship. | haveiméd to use this skill too often here, but if | lzad
really resistant teacher, [I ] just kept walkin’,lyypou know, just “Hi!, Good morning! In a large
school, you know, just kept appearing, knockindhendoor in a way that was soft and gentle.
And a couple of them that would stand out in mydnifihey were just awful when | first started
and maybe by the end — | was only there three yaarslt was a little too close to home with
my own kids at middle school at the same time ff@mint school) and they were some of my
biggest supporters at the end. It’s interesting.iBiook a lot of my presence. It would have
been much easier just to stay away, but | knowagnit the right thing.

L. So was it your comfort level to stay away?

J. Oh, absolutely! Who loves conflict? Nobody dges) know. But, probably some people do.
Sometimes | think my husband does, but who likedeta with that. It's much more comfortable
to be with people who like you around. Um. It's mdtat it's about.

L. I've heard you talk about presence in your cosagons, SO your presence with staff, staff
discussions, planning time.

J. And | think the other piece to add is it's sdnm@sence. One of the pieces | did for Paul in
one of his courses was to have us create our lgaiggslatform. | don’t know if you took that
class with him, but | really looked at that as lggmmesent. Sitting in a meeting or talking to a
person, how many times is somebody letting thdirpt®ne go off (watch mine ring now!) but
that kind of stuff. I'm very conscious of that awe’ve gotten/um/my whole staff is now. | mean
when [ first came here, I'd go to a meeting; theygrading papers and I'm like “Whoaaa.” So
we stopped all that. It's that kind of stuff andtwimy own children. “Let me know when you're
done texting ‘cause | can't talk to you right nowHat kinda stuff has made a big difference.

L. We've had similar conversations in my house.

L. Now this is down a totally different path butwytouched on it earlier. “Oh, | answer way too
many emails, | really shouldn’t.” One of my inteeviees had said that communication had
changed so much during the principalship that tediaimanaging events or whatever has really
changed so it’s just interesting. We probably watildave had this texting conversation...

J. Oh yeah, it's very different and | just recentigde a decision these last couple of months, it's
not going away, so how am | going to work withnta way that’s positive?, you know. What's
social media going to look like to communicate wdrents and kids better as time goes on?
‘Cause it's not going away! And the same thing with email. People expect you to respond
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instantly now, and it's/we do it to ourselves. ks our cell phones. All that stuff. It's a time
balance, that's for sure.

L. Ah, here’s one of my meat and potatoes questions

J. Sure.

Q #13 - - S —

L. What advice would you give to new principalsasting the area of emotional intelligence?
What would you tell them, J.?

J. Um. | would tell them, number one, figure outavh is. Take/find your own definition and
start to figure out which one works best, whichtgdéiemotional intelligence works best for you.
If they try to change every aspect of their pertignthey will change nothing, so I think, um,

the research tells you that listening has coméouat and clear, no pun intended, in my
dissertation. Learning to listen effectively is afahe biggest things and um, for principals to be
able to do, so | might suggest that they starkihopabout listening and then always have them
kind of have checks and balances kind of guidelioegourself. Recognize if you're getting
angry. If you're getting angry it’s just like thedk and if you are walking in the hall and see kids
fooling around and you yell at them. That’s no itp#ey're going to turn around and laugh at
you. (Laughter.) You know, but if you go up to thesay “What’s going on?”, you have an
impact. It's the same kind of thing. So | guessévo things; finding out who you are as a
person, self-assessment, and figure out what andegaing to improve?

Q #14 - - S —

L. So here’s the navel gazer question. As a yogsopeyou're probably really good at that!
(Laughter.) What advice would you give to yoursedfa new principal? You're sitting here now,
and you’ve had many years’ experience...

J. “Career change. — No!” (Laughter.) Ahm, | thivack, you know, as um, I think it all goes
back again thinking of those early years, you knamg there’s some lonely times and not
everybody’s going to agree with you. You have t@bke to let your ego go and your emotions
go in order to think clearly and | think one of thest things | learned; don't let people force you
into decisions you are not ready to make ‘causkeishasually emotionally charged.

L. So what would you do? Somebody’s looking foraaswer now. What do you do? What's
your strategy?

J. I have a phrase actually. (Laughter.) “I needigest this. I'm not ready to go here.” Or say,
you know, “I think we need to get some more fee#tliemm people on this.” Obviously if it's an
emergency and whether we are going to evacuatetpit’s simple, you know, zzzzzzit, [sound
indicating something happening fast] but if it'syining that affects somebody else’s

professional day, um, I think it's a rule/we’re nrak some structural changes. It's July. Think
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we need to get teachers’ feedback here before we fooward with these decisions kind of
stuff. So that kinda thing.

L. If somebody was to sit here in your office feglistrongly, that they were trying to push you
into a decision, how much time would you typicdhlke to get back to them? You do your
mantra, you know, what'’s your turnaround time?

J. ' would probably ask them. I'd probably say. fEhare so many issues to use as examples...
L. Yes, so many generalities here, but...

J. “I need to think this over more, when do youchae answer by?” Sure you had to do a lot of
Larry Cuban stuff on reframing; is it an answeatproblem or a dilemma we’ve got to work
through? If it's an answer to a problem (it's alwdlie same answer).

“You sure you can't solve this one on your own ttue. | mean, 90% of stuff that ends up in
the problem area they can solve it themselves; jtstydon’t know they can solve it themselves.
If it is a big dilemma, that we really have to thithrough. “We gotta regroup on this.” And we
schedule a time to regroup. Or, | might say “l Ixeaked to table this for a couple of days” kind
of thing. | usually ask them, you know, “What ig tlatest | can get you that answer by?”

L. Lastly, what advice would you give to the deyos of principal preparation programs?

J. My Chapter 5 was the same thing (Laughter.)dearthat decision/that recommendation. |
think they really need to - there are a coupleghithat | don’t think principals learn in principa
school. It’s just the job type of stuff, and reallyhink they need to give them opportunities to
role play on multiple scenarios of, | mean, “Doaglaody ever teach a principal how to work
with a union? Absolutely not! You're thrown in, jugke we do to teachers, but you're thrown
into the fire with that. Hmmmm. You know, just kindl nuts and bolts things. Behaviors are
based on emotional intelligence and how that alka/oyou know. | think that would be
beneficial ‘cause | don’t know even/I think the ibralass in there now, but it's so broad, it's so
scientific, it doesn’t zero in on leadership belvavhat links right to social/emotional; my thing,
social/lemotional. It doesn’t link typically, andsihould.

L. Is your dissertation able to be read?

J. Actually, it's on ProQuest. (Laughter.) You'dlesit. It’s in there.

L. What's the title?

J. The Social Intelligence of Principals; we haulgadiscussion on semi colons in my cohort.

L. I bet you did!
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588 J....and it's Influence on the Continuous Improvehwnreachers. If you just put in keyword
589 social intelligence of principals, someone toldib@mes up, actually, even before it was on
590 ProQuest it was through the S & L at Lesley. But, Uf you just put social intelligence of
591 principals on continuous improvement of teacheshiduld come up.

592

593 L. Great! I'll be looking for it.

594

595 L. Well, I'm going to end this. That was amazindpahk you.

596

597 J. Sure, and thank you.

598

599 L. Is your clock right? [because our session wergdoquickly.]

600

601 J. It's never right! (Laughter.)
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Appendix P: D’s Transcript

D. interview part 1 transcription

L. All right, we’re on. And um, so I’'m going to stathank you so much for working with me.

Ah, and we’re here this morning talking about th@&onal intelligence of leaders, in particular,
principals. So you've worn a lot of hats, but patiy principal hat on this morning and tell me if
you consider yourself open to ideas other than gaur to move your school forward, and if you
do, could you maybe share with me an experienceenhés could lead to school improvement?

D. Sure, and uh, | think, just being honest, taktthat all the ideas/good ideas come from me is
foolish and arrogant so | think you have to, ofassity, be open to other ideas of others or you
are pretty much doomed where you are working fotan, and that is/so, I'm receptive to ideas
from anyone who has them as long as they're gentiimere are always a small number of
people come to you, you know, yeah, vested intesestose type of things, you can pretty
much discount. The one thing | guaranteed teachehat any idea they have that makes sense
to them and their colleagues and doesn't violateigs we’ll try to implement. | believe it's

very important to be open to ideas, but | alsokiiis important to show people that if they
invest the time and energy to come up with somgihire’ll do it. We won't just say “That'’s
great, thank you, but we’re not going to do thaain” You know, | wanna make sure that we
demonstrate that we value their ideas by makingntbperational. So, um, one | can give, |
mean, | could give 1,000 examples of that wouldgbr'll give you one because | think it's
extraordinary In a school where | was a principaiéle back, because I've been doing the
principal job for sixteen years, um, we had thedstibottom five student achievement on the
MCAS and that's back in the days of MCAS when isWast grade 4. So the district had adopted
a sort of a literacy program. It was called Righyl ave had a coach through Rigby and a sixth-
grade teacher and the coach came up with somefhiey. had an interesting observation. They
found that when they were teaching kids to write/itaow, preparing if you want to call it that
way for what the MCAS is going to require for loogmposition that when they had children
read each others’ work, their comprehension stant@dprove in everything they read. So the
coach and the teacher came up and said “We waltt something different with English
Language Arts and instead of spending time in #sab which, in this district is what they
expected us to do, we’ll use the basal and whatewutmwe want to spend most of our time,
much more than what normally would be done and/halpng a kid write/teaching the kids
rubrics for assessing one another’s writing anklaing those kids apply these rubrics and offer
constructive advice to their classmates and theyna After they started that, they went to the
basal, they read, they were more vertical readetsesy were looking for elements of good
writing and they were looking for it with their pseyou know, it's obvious to find flaws with

4™ grade students especially when we’re a very higlefty school. 72% poverty, 45%

minority. It's easy to find a flaw. This carried @ewwhen they started to read their basals. You
know, you just flip it around. So if you come incatine schedule says (the state was big at that
time monitoring minutes and coming in and seeing &@nd that). Um, and put it this way,
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“Would you have our back?” | said “Absolutely.” Sbat’'s how they taught ELA that year and
then the next year ‘cause the practices workedlgvnot have had that idea. We’d still be
sitting here (Laughter) waiting for me to have tiolsta, ‘cause it wasn’t going to come out of
this brain! It came out of them because they weegpractitioners. So all that to say that, you
know, you learn anytime. There was a really intémgd mentioned this to NISL (National
Institute for School Leaders) and there’s this camyp Ideo, out in California, that creates all
these amazing things. You give ‘em something aeg bBuild it. They're an eclectic mix of
people. They're artists, engineers, very, veryldrand the president of the company is an
absolute genius. | think he was on 60 Minutes Vigd Koppel. | mean Nightline with Ted
Koppel. He did a program called “The Deep Dive”SNIused that.

Nightline had assigned him [Ideo’s president] tdda shopping cart. That was the assignment.
Build us a shopping cart that is unique, differamigl what they came up with, by the way, in the
end was unbelievable. It was amazing and it waamhéwould have been buildable. It never
happened. | forget the whole process; they werasigothis mixed group of people. One guy’s
like 20 years old and he’s leading the group. Taslythe president of the company, Ted Koppel
says “Why pick him?” and he says “ ‘Cause he’s gablgading groups.” They walk in. They
had two weeks to do this. The leader of the compin@yprincipal if you want to call it [him]

that, he walks in and starts looking around and $@¥, yeah, that's what I like! It came out
great.” So Ted Koppel asks “How much involvementyda have with this in these two weeks?”
He says, “Well, | haven’t seen it yet, so, none€’ $hid “Well, it came out great, they are all
smiling.” He said, “I pick people I trust, and thkegve great ideas” and, um “if | don’t have to
interfere, | won’t.” And Ted said words to the eff@f “You're a genius, why wouldn’t you do
that?” And he said “I learned many years ago” (alode this expression) was that “the wisdom
of the team always supersedes that of the lonaigéand on that note, that's the answer to that
guestion.

L. I guess so! Wonderful! | always like to takeauple of notes, myself.
D. Well help yourself! (Laughter)

L. ’'m not a genius at shorthand!

D. I'm not a genius at anything!

L. Oh, my goodness!

D. Even for us average folks/more so for us avefaligs that team idea is pretty important!

07—

L. Thank you so much. So, D., what motivationallgpaims, missions, things that move your
school forward, how do you get your message a@ostere?

D. Well, people only do what they believe in. Sthether it's self-effacing or just honest, what |
believe in doesn’t matter. We have teachers irstheol. If their belief system doesn’t align
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with mine, what | have to do is step back and agpte and understand that. If it's something |
truly believe in, then my job is to help peoplese® that. At the same time, | need to be open to
the fact that | could be wrong, and um, you knomeg experience that comes up, cause it
happens all the time is/think of some of the wonk dloing on evaluation. And evaluation is
changing, and the role of the teacher is changiamdtically. You see direct instruction in front
of a classroom and [understand the] teacher’s @aarlotte Danielson, | had a chance to talk to
her, she’s a friend of a friend, is the one whothasDanielson model used by millions of
children right now.

L. Yes, | believe you mentioned Danielson on therghthe other day.

D. Yeah, she’s a friend of my friend, so they carieé me and | had a chance to talk. She’s
fearful that the model won’t work because peopleehaental maps like Senge says, the way
they've done things for years is the only way tbhag do them, and they have fears. And what
Charlotte Danielson said that as much as peopdectually understand, we learn better by
doing, when we’re actually the learners. That, knaw, the concept that you're sitting there,
and you’re an empty vessel and the knowledge godeasn’t work. And we all know that. And
we know standing in front teaching directly andtiggtthe main knowledge of one’s feedback
doesn’'t work. People are terrified that if theye@hk are Charlotte Danielson’s words) if they
allow kids control of some of the work, they witide control, and she says that's a real genuine
concern and I've talked to a lot of teachers abloat and it is. They feel if they are not in the
front of the room controlling it, the kids will geut of control. Now the reality is, when kids are
engaged in an assignment you can leave the buigdiregteacher and they won’t even know,
‘cause they are so into what they’re doing. Sa;sremething | know, it's beyond the belief. |
know. That's how kids learn best. | learn best, Bihdet you do too. You don’t learn when
somebody talks at you, you learn by doing things$ straring things and offering opinions, so,
this change in our schools, my job is to be undeding, supportive and kind and not call
people out when | see them standing there. Dog’tlday, put those kids in groups!” That’s
going to destroy him [the teacher]. But to helpglepexplain by rewarding them. | made a deal
in the first year, ‘cause | believe in that modeld | told folks that if you are attempting to have
those kids work in these groups as an educatail dgknowledge your effort. | can
acknowledge you know, ‘cause it doesn’t say “Ameytivorking in groups asking questions?” it
just says “Are they working in groups?” | see thierthere, they are doing it and “boinnng”
[sound of a bell] you get credit. And the commewboluld make is “Miss So and So is to be
commended for her willingness to try to implemeraven effective practices” and you know,
even with that, three years down the road, itléatnhard thing, but the bottom line is, if you
want to get a message across you got to walk the Wabody’s going to change based upon
what | say. | know that | can know something. Iidtve some very strong beliefs. I'm very
passionate about things and everybody knows tt&just the way | am, um, and | will honestly
say that it has never changed anybody’s thinkirabddly else in the world. | can state what |
believe, and why | believe it and my honest impssf why it's good for kids. ‘Cause
teachers want to do what'’s right for kids. Thataiway, that makes people feel like I'm
not/we’re not criticizing what they’ve done, welet saying “You're a bad teacher”; ‘cause
there’s a lot of that. Not “That was no good.”, yawow, “ ‘Cause you tell me everything I'm
doing [is wrong]!” No, we’re saying, like in medie “If there’s a new way to treat cancer and
it's effective and helps to cure cancer, does iti@n your doctors change what they used to do,
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and try a new way? It makes your doctor better!tEhahy we're looking to do. Go from good

to great. You've all been good. Here’s a chanamawe to great for your kids.” That, you know,
people carry their mental maps for years and ya@dsyears. Very hard to break, better to get
message across by living them, staying positiagjiisg) supportive, and in the absence of that, it
doesn’t matter what you say.

Long pause.
L. I guess we nailed that one, didn’t we!

D. (Belly laugh) It mattered to me, but someond ligten to that and say “What does this guy
know!”

L. Um, so, we get the point of delivering bad nesd sometimes you just have to do that, so
do you have a strategy? And if so, how did you tigvéhat strategy?

d. Yeah. | don’t. The reason | don't is | don’trtkithere can be a strategy. Bad news is a million
different things in a million different ways to eyeerson. So, there are some overarching
guidelines which is/rather it’s the trivial bad reiike the school didn’t do well, which | think is
trivial. Or whether the important bad news thatdtjfound out is a colleague has terminal
cancer. Um, the first thing that people have tovkand support. If it's going to hurt them, you
have to let them know that, or anything | can dbetp you, to help, | will do. “Here’s my cell

#’, whatever it is, because we are a family andvento look at it from that perspective. | think
that there are those sorts of things that dondt flremselves to have any scripts and | think when
you take/have action plans and you step 1, 2, Bvgdaken all the humanity out of it. And

that's not what we ever want to do, so, it’s, yowww, kinda in my own practice that when | hear
something that’s bad that | have to share, you kiitswery much situational. | would talk to
someone privately. | could, if they have someorg’te very close to, whatever, | could always
add a person if they want their friend preserdejpends upon what it is and again, we over
inflate the emphasis of MCAS scores. | mean, whes;aeally. But it’s life and death and it
destroys people because | understand that it's useitively when it shouldn’t be. But the real
pictures are health, family, the children you awe/#g. Those are the things that really matter.
The stuff, if there’s something that happened, esaveren’t where they should be, um, yeah, |
minimize it, to be honest with you. | just tell kslwe know what good practices we are working
on. “I'm proud of the work that you are doing ireth.” If there was somebody that wasn’t doing
the things they are supposed to, we're going tottathem. Those are private conversations. It's
very rare that people say “I'm not going to do th@r, the people who do it as a dog and pony
show. That'’s a little tougher, but most people wgille things an honest effort. But if those
efforts don’t get rewarded they feel hurt. But what can, or do, in a staff meeting, just say
“You keep doing what you're doing, we’re proud @iy’ “Just keep doing what you’re doing.”
We'll look to see where our shortcomings are andlwerk on them, everybody has things

they need to work on, so...
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L. I'd like you to think about a specific incidertet’s say you have a teacher who really needs
some help. He is not doing what he or she needs for students in his/her class. How would
you approach that bad news? What do you do?

D. Actually, it's not a common thing, but it hapgeham a believer in data. I'm a believer in
taking data and using fact, so if this would haapgened on that observation tour, there are
critical elements on that observation form. Wheit With the teacher, “You tell me, when |
went in there, there was an element; Students mespectful and polite, corrected each other, no
one was misbehaving. | was checking every timehamito stop the lesson because so-and so
and you did it seventeen times. | said “What dbes tell you about_? Do you think it's a
concern?” And they'll say “Yes”. So people comehe realization and | said “Okay, here’s
something we can do help because you are a gegditele you have great potential and this is
holding you back from helping kids and which is wiau want to do. So here’s some ideas you
can use.” | would be very reluctant to assign samdgbThat doesn’t work well. That's a slap in
the face. But, what happened is that, that indeidvent to somebody she knows does it well,
and got some really nice ideas and turned aroumduhure in her classroom. She loves kids,
kids like the class, they love being there. Thesy gan’t learn as much because seventeen times
in 30 minutes she had to say | have to stop bedawsee to wait for and she named a
bunch of different kids. So, if | can use eviderfeet, and just tell the people in a way that is no
mean or anything. [Not] “You know what happenedetiefBut] “Yeah, | know you want to do
really well for your kids. So, here’s what | obsedv Here’s the element and the element says

. When | was in there, there werendegr times when you had to stop and say
. Do you think that’s a disitbact’ you say to the teacher. “Yes”, [she
said] “Do you have some ideas, some assistancepifthdre’s anybody you trust, if you want
to talk to them, then that’s a good thing to dause | know you want to do what'’s best for your
kids.”

L. So you framed it so positively! You provided theport and you provide suggestions and
always seem to allow for people to come to thein@&cision. That you support them, to the
extent that you can, but when you say things lik&és the humanity out of it”, to me, you are
interested in people’s core, you seem to understamell when you say things like “that’s a slap
in the face” you get it. So thank you.

L. Are there coping methods that you engage in@snaipal? How do you manage the demands
of being a principal? What kind of outlets, coplmghaviors do you engage in?

D. I have a really good life! I can honestly sagttiso all right, I've had four types of jobs in my
career. | started out as a teachers’ assistanéeckm actually a business major and when | got
out, | got a summer job and worked with some katg] the people who ran it thought | was
good at it, and | liked it, but | didn’t have thegtee. So | started off with that and | became a
teacher. | taught for 18 years. | was an assigtamtipal, principal, assistant superintendent.
Now I'm back to being a principal and the only tithat | have ever felt... — and | understand
the idea is from the principal’s perspective, bhaven't needed that as a principal. | have
needed that as a teacher. The only time | evetdhfigure out ways to keep my mind was when
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| was in central office. That job was frustratigthe point where | was ready to blow up. So
that’s the only place | ever actually experiendeat kind of, ‘cause one thing | guess, there’s
things in your own personal life that you havedarh to do. My Dad passed away when | was
young. | had to handle stuff. Because | had te,\&ry early age. 18. So, at that time, too. |
don’t personalize things. So if somebody says sbmgthurtful about me, if they're
res/whatever, it might be/kids in a class. | knbattit's never really about me. That's their life,
their frustration, ‘cause they’re having a harddimith their kid, their class, or their kids at
home, you know, so | don'’t, I've never lost a saetohfsleep over that stuff ‘cause | know it isn’t
me. It's funny because its the same thing. We'llértg about teachers. The last line in Good
Will Hunting, you ever watch that movie? He felt responsibtestomething he wasn't, and the
guy keeps saying “It's not your fault, it's not ydault” and he eventually breaks down and
cries. One of the things I'm blessed with is | knibw not my fault, and | truly do, you know,
that’s not just words. People are a lot more irsie and invested in themselves then they ever
will be in me. So what’'s coming is coming from ideiof them, and I've had people (laughs),
I've had people do some pretty outrageous thingszd you this. You can always edit it if it gets
too long but I'll give you one example as a priradifcause | can think of a lot of people, if they
didn’t have the same context. My school, in N_, kehewas the principal had a high
Hispanic/high black and high ELL populations wherere were five self-contained sped classes.
There was this one particular lady who had two kitie lives about 5 miles from the school and
she has an old car. She has a fear of her kidg loeithe bus. She didn't like it. So, you know,
there were some days that it was okay [for thend®the bus].

L. What was she?

D. She was a parent. | should have said that. ®oargarents, um, Hispanic woman and on
certain days, depending upon where they were gadgwhat they were doing she liked to bring
the kids to school. She didn’'t want them to talelihs. They had this old car, and this car would
break down, and we had a great adjustment counsiloispoke Spanish and this lady speaks
some English but so/so and it would be M. “Can dowpdg come get the kids?” So, | get in the
car with M. and today you wouldn’t want to becaosesurance. They probably didn’t want me
to then, either, but I did it anyway because | didrant the kids to miss, so, we’d go down and
pick the kids us. I'd known this lady a couple efys. We got her food. | had some connections
with St. Vincent DePaul we used to get her, natnfrae. And she’d say “Mr. _, we don’ have
anything to eat.’ I'd say “Don’t’ worry about thatThank you, Mr. _.” “It's not me, | had

nothing to do with it, so please don’t thank meridN’d find some folks, and you know, they’d
deliver her food and help her kids out and stk# tihat, right? One day, again, problem with the
bus. That day, her boyfriend, as it turns out,larfeand kids get on the bus one day, and the
driver, | remember what it was, the kids got ongbleool bus and this guy walks on the school
bus ‘cause he wants to talk to the kid. And theeairsaid “Excuse me, can’t walk on the bus” to
the guy. He [the guy] says “Rrrrrrrrrrr” [he’s agyiand he [the bus driver] goes, “You can't
walk on the bus, it's against the rules. If you getthe bus, I'll have to call the police.” And the
guy, in front of all the kids threatened to kilhmi So the kids flipped. They all start crying and
stuff, so | put a ‘No Trespass’ on the guy for sahtalked to the bus company, the driver, with
cooperation, we press charges. So the mom showMup. ., you know, this is not fair. He's a
good man; please don't let the police come.” Yoawn“You need to call the police and say
he’s a good man.” And | said “Ma’am, | can’t do thae have kids really hurt. They were
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crying. It took us an hour just so they could egerto class and what he did was just wrong. He
threatened to kill somebody. You can’t do thas itery scary.” She turned to me and says
“Everybody knows you hate Spanish people. You'veagk hated Spanish people and
everybody knows that. Everybody in the neighborhsayk “You can't trust that Mr. _. He
doesn't like black people, he doesn't like Spamisbple, he’s a bad man!” “I'm going to call the
police!” and she left. Now you think that was abmé? | didn’t. Nah. Of course not. She was
desperate, in the end, so that’s a kind of a case.

L. How did you respond to that?

D. Nothin’ — she’s doing what she/venting, poings finger at me and stuff like that and | said
“I'm sorry you feel that way but | need to do wisatight for your children and the children on
the bus. And you might think | have some abilitck@ange things, and | can’t change things.
And this man, as | said before, | think he’s a dangs person, and | want you to be very
careful” and she stormed out. She’s going to lgetayor... A few days later she’s back in like
nothing ever happened. My secretary, you know,ssliie mad for me. “No”, | said, “That’s
ridiculous.” Come to find out, the guy was a felble was on parole. Just by calling the police,
he’s going back to jail. She’s a desperate persohunderstand that. None of that had to do
with me.

L. What an experience!

D. Oh yeah, there’s lot of those! Lot of those thappen. Things like that happen every year.
Not that part there, but you know, some people ateoupset or hurt or desperate and they have
to lash out. Um, you know, you can't take thatfspgrsonally. | mean, when she left | went to
get a coffee like | always did and sat down to dopaperwork. | didn’t tell my secretary. She
heard it through the closed door. You could hedaNidw! She was really mad. She asked me,
too, ‘cause she’s a great secretary and we likeld ether and she didn’t want to have me feel
anything, but I told her, | said “l.”, | said, “thisn’t about us. I'm not going to lose a second’s
worth of sleep about it. She’s hurtin’, so | jusida feel bad for her and it will resolve”. And it
did. And at least in the last 39 years it always. ha

L. So, for closure, did that woman every say she sary?

D. Nah. That's another thing that happens. Pedptest never, people saying they're sorry.
You know, um, we have a new secretary who's a svggetet person at the school I'm at now. |
was telling her, ‘cause | get a lot of nice thingg,nice things, | get that a lot. But usually,enic
notes, people call on the phone, you know. Youhi®lbng enough, you know who you are. The
people who complain will go right to the superirdent and it’ll [be]'’boom!” There was this
person who had complained that | put her autisticat risk and allowed him to be beaten, and
you know, we as a school and me as a person haaeadmillion things to help this family who
is struggling in their own way at home and agdie, ¢ontext. | told my secretary, “One of the
thing’s you'll learn, P., is that I/'you know/yousle” (she’s a lovely person) “people are going to
plainly love your personality. If somebody need$ah out, they will always go over your head,
and they will never go over your head to say soimgthice. There are 1,000 cases that | can
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prove that on, so don't take it personally, eitM#hen people are hurt, they lash out.” Anger is a
far more compelling thing than gratitude. And tedieen my experience, that’'s been true.

L. So, thank you.
D. interview part 2 transcription

D. Just roll!

L. Here we go!

O ——

L. All right, so um, when did you first become a&ab, of the importance of using the
capacities of being emotionally intelligent; sughbeeing open, being positive (you're a role
model for being positive!) and being adept at deswy your motivational goals, vision, to your
professional practice?

D. | gave you the global answer. Again, an overuserword is “Aha moment”, because it gets
symbolic of speech of a certain group, which I'nt adan of, but that’s neither here nor there. |
had/l just um, started, actually, | think | wasaagprofessional and um, we were, just funny,
they’re not expecting this. | could do anything. W&=d to play basketball. | was 21. There was
ten of us. A group of teachers from one the juhigh schools was in a league, they got together
to play tennis. There was this one guy, | knew twause we’d go for beers on Fridays with this
group of people and he, you could tell he abussgwver, if you want to call it that. He was a
teacher. He was arl'@rade teacher, and um, you know, he’s big, esipeaishis own mind.

L. Was he a big guy?

D. Yeah, he was a big guy. He used that to intiteige@ople, you know. He did a lot of stuff. |
mean, and I'm sitting, here | am, an ignorant 2&aryad business major, so what do | know,
right? But that didn’t seem right to me. | learrikdt there’s consequences for not being open to
other people. That's where this is going to goaose one day, one of his formétgrade
students finally realized... We're all one big gsaand go over to watch, so one of his fornfér 8
graders finally came to the realization that teisummertime. [The student is thinking] I'm
going to high school. | can say anything to thig gad he can’t do anything about it. He can't
touch me. You know. So, he started to harass dhficanames at the tennis court where all the
guy’s colleagues were, and us, and you know, hed@, lfthe former student] made fun of that.
You know, he fancied himself like a big guy, bug #id started to tell him “You're nothing but
fat!” and it started like this. He’s trying to peeid. First he gave him the look. The look’s going
to stop him? No. The kid says “Whaddya lookin’ &&use you knew he had thought about
this. Meanwhile, there’s this other group of kigsu know, ‘cause this park’s got hundreds of
kids. And they're startin’ to get the sense “He’tdqdo anything to him, because he’s not
middle school anymore]. They start to come a littteser. ‘Cause they’re fearful, ‘cause this guy
scared kids, you know? And maybe another teachiaingroup did, too. So the kids start to
drift in, and the next thing you know, within abduminutes there’s 25 or 30 kids taunting this
guy. And, uh, so bad, and the teachers that watrehim realized that a.) the kids were right,
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and b.) if they intervened, the kids might turntbem, ‘cause they didn’t have great
relationships in a lot of cases, either. Not asdmtim, but... They ended up having to stop
playing tennis. The whatever day it was, Thursdggriaoon tennis sessions ended. So | made a
note to myself that when | taught | would never aaything to a kid, when | had the power to
scare and intimidate that kid, that | wouldn’t sayublic, to this child with his mother and
father sitting right there. And when | talked taldren, every time | talked to kids, no matter
what it was, they needed to know that | cared atierh and believed in them. ‘Cause it was
opposite of this guy. All of those were oppositéscdwent to school with the Sisters. | learned a
lot of opposites from them, too. They were not kpebple. They hurt a lot of kids, too. So
between this guy and the Catholic Sisters, | ledthe value of what | wanna call emotional
intelligence if you wanna put a name on it. | jiestrned that you treat other people the way you
wanted to be treated. And if you don’t, you gottaity ‘cause it's the right thing and it actually
makes you feel better yourself. And | don’t wantum into just an angry, bitter person like that
other guy. But also because it can come back &oyoiti in a very big way, like it did him.

L. Lesson learned.

D. Yes, lesson learned. And | can honestly say8igears of teaching that | never said a hurtful
thing to a kid. And | consciously, no matter whaiald to tell a student, never let them leave until
they would tell me that they knew | cared aboutrth&you know, | know you’re mad at me, but
you need to know that what I'm doing is ‘causerecabout you.’ ‘Do you not know?’ ‘No.’

‘Then sit down ‘cause I'm going to tell you. Youdwm, ‘cause you’re not going to listen to me if
you don't think | care about you.” And, most of tiae that didn’t take very long ‘cause we
knew each other and the kid knew | wanted whatlvess for him. And that's a funny thing. You
talked about adult learners and child learnersnitdoelieve what they say. | think we’re all
learners and | think the thing that matters to krddters to adults; being respectful, learning
from one another, kids do that. You call it adakrning? That’s silly. We’'re all learners. Just
these general big picture things and ah, that'sevheould say, to use the term emotional
intelligence, that's where | got my first real lessand if was a life-changing experience ‘cause |
walked out of there myself ‘cause | was on the dadlk. | mean, | was only a paraprofessional,
but | was a teacher. I'm walkin’ out of there hdgirey don’t want me. They didn’t. | hadn’t
really started yet. I'd been, it was my first yelanas going to be a teacher. You know, a
paraprofessional and | had gotten my license. Bpyay, lesson learned and that served me well
over the years.

L. Ahhhh.
D. Did | answer all your questions, there?
L. You did, you did.

O

L. Um, are you able to reframe your emotions effety? So, I’'m getting a real good sense of
what your answer might be, but realistically, opsitically?
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D. Yeah, yeah, and not at the moment sometimesalgb have this thing, and sometimes it
drives my wife crazy, you know, but if somethingppans, and it's unfair, I'll go home and

she’ll say, “What did you say about that?” and $dly “I didn’t say anything.” “Why not?, you
aught to have said...” “Because I'm angry. And ilysanything right now...I do angry really
well, when | lose my temper. | do have a temped, ianan be bad. And | would tell my wife that
nothing good ever came from anger. If | sit on gsifor a day, the next day things look better
and | can address them in a respectful way. | dwewve to be everybody’s buddy, everybody’s
friend. Gotta tell people things they don’t wanmeah but you need to do it in a way that’s polite
or respectful, no matter what, and uh, | have ayustory (laughter) about that too I'll give you.
This is a great example. A meeting at the timesthgin N_. is a friend of mine and he’s a good
guy, but he’s a central office guy, lookin’ to saweney. So, they cut a paraprofessional teacher
assistant for Kindergarten [at my school]. ‘Causs tvould save X amount of dollars. They
have no idea what those people do in school. Na. ife, in our particular case the
paraprofessional, besides almost being a co-teathé@ndergarten is one of the most important
parts of a kid’s entire education. She took classelsow to teach reading. | would have hired
her as a teacher [if she was qualified]. She wadotte like that. There were a lot of good
people. She was our voluntary crossing guard inrtbeing. She supervised the cafeteria in the
afternoon better than any teacher we had in theadcWWhen we needed a sub and couldn’t get a
good sub she would take the class. She was woé®,$20.00, she’s making $15,000.00 a year.
So, | was furious. So the objective part of it wzet it was unilateral blind and ignorant
decision. So | gotta get this out, somehow. So wHat sometimes, to get it out, I'll write it and
then | throw it away. So | wrote this thing thaslzally wasn't personal but it, you know, _ was
ignorant, [this was] an ignorant thing, demonssdkat you have no awareness of what happens
in a school level, and you know, this will hurt edtion in N_., and stuff like that. Well, | hadn’t
thrown it away, and it was in my little bag. | doosually bring anything home but | had this
little bag that day. So the wife saw it. And shenw®h, my God!, why did you do this?” and |
looked at her. “Want to see the real one? Ripupdtl had/after the end of the day (the next
day, I'm losing my time frame). | came in and did¢te] the one | wanted to say. | rephrased
everything. Instead of saying “You have no cona#pthat kids need”, | put in “I know you

want the best for all.” | took every negative anched it into a positive and it ends up he used it
in a staff meeting for how to constructively apmio@a problem and he reassigned the teachers
aides. He brought them back. (Laughter). But mgwif home was “Oh, my God! Why did you
do that?” [I did that] ‘Cause | was mad and hadauhbto talk to.

L. So that was your way of coping.

D. Yes, that’s true. That’s one thing. If you'r@@ncipal, pretty much it's you. You know, you
don’t have any peers, any colleagues you can gethier with and get things off your chest. So,
if you have something to get off your chest, yottgéind a way to do it and that was — | did it.

It took a while and while | wrote | could feel taager go through my fingers, you know. And
next day, | woke up [thinking] “He’s not trying taurt anybody, he’s trying to save money” and
we were a hurting district and what | suggestedtardhing he went for was that we had a very
small school budget, for miscellaneous things Weatould do without. So I told him I'll give
you the money in my school column. I'll cover itl §ive you money in my school account back
‘cause it was just for additional things anywayd ave’ll do without that, but we need Betty.
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455 L. So you provided him with a solution?

456

457 D. Right. That's what he said. “You came in witbamplaint. I'm always open if you have a
458 solution. We're going to do that, D., | want youkizow. Keep your accounts.” It made him a
459 good guy in front of everybody. We're going to fiadvay. | know we need them.” So, that is a
460 way of coping with frustration and avoiding doinghang you're really going to regret when you
461 can't take it back.

462

463 L. If you are angry, and they know it, but yet yweare tempering that, how long might you take
464 to be reflective, before you said “I'll get backytou.”

465

466 D. It has to pass, you know. It depends on whiat iUnfortunately one of my flaws is that I'm
467 not a very good actor. (Laughter). We had a teasthercame in and she’s a good teacher and |
468 asked her a question about some of the RTI practiweadvanced learning kids. She said

469 something about focusing on the struggling kids ylear. And, | didn’t say a thing. And |

470 thought | was fine and I turned around and aboothaurs later she came in and said “Your face
471 told me that this wasn’t the answer you’re lookiog” And | said, “Well, it wasn’'t” and she
472 said “l want you to know that we work with all, natthe RTI block but we project-base things
473 for the advanced learner, and you see this in slye-gets plaintive, and | say, “I have, one of
474  the things we were looking to do with RTI is, yawokv, have it for all our kids, not just the ones
475 that are struggling, so that hit me the wrong wayti | apologized to her. | said “I'm sorry, |
476 didn’t mean for you to see that” but one of the yndmngs | can’t do is hide what I'm feeling.
477  So, you know, it depends. Sometimes people segghididn’t know | did. Other than that, |
478 have told people this; “Never go home with thakdeeling in the stomach. If I've said

479 something that hurts you, no matter what it is, dgon home.” ‘Cause we’ve all had it, that sick
480 feeling. Life’s too short for that, all right? Ddréave home with that. Um, you know, “If I've
481 said something that’s hurt your feelings come ind tell me. Be able to tell me, in all honesty,
482 because this won’t change [how | feel about usgnisider you friends. | consider you family,
483 but | may not agree with you, | may not like sonmeghbut that does not change the fact that |
484  think, you know, that you're a wonderful human lggirAnd that’s the part that goes to your
485 tummy. “Doesn’t think I'm a good teacher.” Or, “ildeesn’t think I'm a good person”, that is
486 even more upsetting. “So, never leave here...” p@ople have done that, and they end up
487 feeling good and | thank people for that. | havenay of knowing some of those things. You
488 say some things, you know, and sometimes | say thamge and if you are troubled or bothered,
489 I'll think what I'm saying is perfectly reasonablerobably if | heard it myself the next day, I'd
490 say “Oh, my God, who said that?! It was YoflLaughter) “Oh, really!” So, you don’t even

491 know. So | trust people to make me aware if | ssidid something that gives them that “get up
492 in the middle of the night worrying about that” lieg. That's for real life stuff, you know.

493 School shouldn’t be one of them.

494 Q HT —-mmmmmmmm

495

496 L. Well, we're marching right along to [the quesipWho’s been a good emotional role model
497  for you, and why?

498

499 D. Yeah, not to be cold, | mean, | don't reallynthiof a person, you know? Ah, | don’t know. |
500 mean, | know who | am.
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L. When did you know who you were?

D. Probably the day my father died. And my mom vedi;n’ apart, so...
L. Tell me about your family. So are you the ol@est

D. No, I'm the onliest! (Laughter)

L. The onliest.

D. It was my Dad and my Mom and me.

L. So he died...

D. Yeah. He was a firefighter. He died fightingra f| went from being a spoiled only child and
he was an older guy. 63. | was only 18 and | jaste in and saw how my mother looked and
something changed in my brain. You know, | justiséim going to lose her” and so | couldn't.

| had to be the man of the house and | was ill-preg for that. But | had no choice. She was
looking at me, you know, ‘cause | was all she faamt] that's what did that.

L. You grew.

D. You know, | think you just learn from people ymspect. There’s hundreds. There’s not one
guy | try to be like. That's never been true. Ohéhe things | stress with my own kids is “Don’t
try to be someone else. Even when you're playirgtspdon’t try to be Michael Jordan. There
is only one of those. You be you”, you know, “Doodpy, don’t imitate, be original.” So, I'm

not at/but like everybody else, I'm a hybrid. I'earned from a lot of people. | have an uncle, in
particular, who [ just thought was a tremendous. ¢lgarned a lot from him on how to roll with
things, stuff like that, as a person or whatevert&nly not in school, | wouldn’t say. Yeah,
picked up practices and ideas from good peopledoe. You know, | worked with one particular
friend, a good friend of mine, for six years. Ik®d up a lot from him, but | didn’t say that he
didn’t too. He picked up some things from me, tahink that's how it should work.

L. You know, | ask everyone the same question,thatls your particular perspective.

D. And that’s a funny thing; the fact that there@sanswer is the answer. That's true of a lot of
things. In education, | think we’re always tryirgyfind/do these things and get this outcome.
That will never happen. We're human and we apprdaiciys. That's why | think you have a
really interesting topic, ‘cause in a group of fieesix people, no matter what initiative you're
doing, you’re going to have six different typescohcerns about that initiative, and the buy in,
so what that explains a lot of times why thing$iabecause the higher up you go, the less
people care about buy in, you know? (Laughter)d_start with our friends at the Department of
Education. The only job | ever disliked was assistaiperintendent. | disliked that job.

L. How many years did you do that job?
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D. Two.

D. Two, that seemed like twenty-five! It was theitnesis of what | believed in. And |
interviewed for the job, just like we’re talkingitee | mean, | have some very strong beliefs and
everything | said, and everything they hired mewlmen push came to shove, talking about
getting teams of teachers making decision, instéade making it! Everybody agreed to that.
You're around at a table about this size and ttienreal world comes! The superintendent says
you're in charge of that group and I'd say “No, Nbtold ‘em. We’re working on the standards-
based report card and they're studying standarttsomie principal and a group of five grade-
level teachers for every grade. And, um, the ppals were empathetic people. We shared that
philosophy with each of the teachers. That souquietly good until we started. The
superintendent said “The expectation is that yairdl those meetings.” [l said] ‘As soon as |
do that, I'll lose the teachers’ trust. | told théimey were empowered, but I’'m going to sit here
and manage everything you say and do, then thagrempowered!” She walked out of the
room! And that's how my two years went! (Laughtiémvas not fun!

L. It was a blessing to go back to the principai8hi

D. It was certainly a choice.

Q #8 -
Skipped Q #9

L. So, we touched about your parenting, but wowd say that you had emotionally sensitive
parenting?

D. My mom, you know, was a very sensitive persog.ddd, it's funny what you learn from
history, too. He was a World War Il vet, and yowwn when he was a kid, and never expressed
anything. They were just expected to fit in anchbemal [when they returned home from war].
My dad’s job in World War I, if you've ever seeromies, the little boats that land Marines? He
was on those little boats. So he saw people, izeeabw, he saw people shredded. Dozens if not
hundreds, blown to pieces right next to him, arehtivas expected to come home and be... . He
was a good man. | mean, he was a great man, actHalhest, caring, open-minded. It's funny
‘cause when we were just talking/ my sister in gbéen around/talking about our parents and
how racial things have changed over the days shategeneration. You know, never, not once. |
never heard my mother or father say a negativeythbout race. Never used a racial word in my
entire life growing up. You know. So, he was a iga@bd man, but was very much introspective.
He would sit and be quiet for hours. So, you knaven | was small we did a lot of things
together. We went to the park, stuff like that, &sitt got older, we just weren’t close. So my
mom, yes. My Dad, no, but like | say now, | thinkriderstand a lot more and admire the fact
that he didn’t turn to alcohol. But he never reddist, well, sometimes he lost his temper, but
nothing, no foul language. It's amazing to be dbldo that considering where he came from,
you know.
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L. So thank you, | think we really talked about sfien 9. | think you shared with me about the
8" grade teacher. So, unless there’s anything ¢laewas a pretty disorienting dilemma. So,
that definitely contributed to your emotionallyetiigent capacities.

D. And my father’s death.

L. Very much.

D. Yeah, yeah.

L. You had to be...

D. Here I am! I'm 18. You know, never thought ofyandy but myself and | had to support my
mother. | was an only child. My dad was 47 andwhs 37 when | was born. So she did
everything for me and all the sudden | come honeeroght and [snaps his fingers] all changed,
you know? Had to do a funeral, bury this guy arat thas it. And | was disoriented? Disoriented
is not a strong enough word!

L. I guess not!

L. 'm laughing, but...

D. No, it's meant to be funny! Yeah!

Q #10 - - S ——

L. Were there any experiences that you feel thatlevattribute to the absence of emotional
intelligence? Obviously, from your perspective.

D. Yeah, I think a lot of times, | think empathyadot rarer than it should be in society. | do
think, again, it's not a global everybody’s thiseeybody’s that, but | think there are a lot of
ego-driven folks who only want to see things thitotizeir own lens. Um, | forgot which
researcher talks about the various lenses, I'm idigaiManks on that, but I'll see things from
different perspective points. The ability, as Atsd=inch says in “To Kill A Mockingbird”, my
favorite book, and as a library person , you kneards to the effect that you never understand
until you crawl into somebody else’s skin and wal&und in it for a while. And, um, a lot of
people don’t do that. They only see things, youwkné/hat that can translate into is other people
judging other people. “Oh, these parents are lid¥du can’t trust these parents!” Oh yeah, you
know, things like that and those kind of judgmearts made, because those people that/ | don’t
have much tolerance for that. But it happens, yoank you hear it. It's a common thing that
happens in schools a lot when kids fail, becausglpadon’t want to take responsibility for that.
Some of that failure is me. It's very hard to safailed”, so a lot of times, that something else
becomes the parent, the child, the internet, yonenig, some other thing than saying what can |
do to stop/where’s this kid coming from? You knoid he eat today? What did he do this
weekend when he went home? You're a parent. Yogotéwo kids. You make sure they get
dinner and do their homework. Homework is a gocahgple of that. You have teachers who
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don’t understand why children don’t hand in thentework. You have three misses and then
you get a bad grade. That's a bad policy. The quest whyaren't you doing your homework?
Now, if you're not doing your homework, do you havbad attitude and you don’t care? We
need to work on that. If you aren’t doing your havoek ‘cause you don’t have
parents/nobody’s paying attention to you, and yea'f' or 2" grader? What 6-year-old/would
your 6-year-old go home and do her own homeworkauit you there? | don’t think that’s going
to happen. So I think there is this absence. ktpgople don’t do it intentionally or maliciously,

I think it's just again Senge’s mental map. Thithis way. This is where my experience is. This,
it's other people’s experience. And not able toemsthnd sometimes until you crawl into their
skin and walk around. And when you do that, itscary place. A much sadder world, and when
you thing about what it’s like for somebody elset ih makes you a better teacher, a better
principal, too.

L. My handwriting, I'm telling you!

D. You've got pretty nice handwriting, you shoukksamine. | could never read what | write!

Q #11 - - S —

L. The last question in this section goes: Do yook that emotional intelligence is critical to
your career?

D. It is, without question, and there is no secplate. The single most important thing in being
a successful educator at any/same thing/peoplerdiifiate; like teachers are, like principals are,
like superintendents. We’re human. We’'re educaites face the same things. We might have
different expectations. You become your job, markess. To me, that's insanity. Again, so back
to central office, ‘cause that's the worst one! 8gse that becomes, um, not for everybody, for
some people that becomes a bureaucracy and thys tifat it dictates without the consideration
of the impact that has on teachers and kids. Théned meanings of the word ‘data’. There’s the
good meaning, which is information to drive thirtgat you do in your whole life, and | do all

the time, try to live by that, but then there’s whaall the ‘bad’ data — a very close set of tlsing
that you use to judge, like state testing. And knaw, we get these folks, and again, there’s this
big line out of schools, once you get away fronskid which you don’t see children, any more,
your emotional intelligence can go down dramaticdlle seen that happen to some extent.
People | know who became principals, who the fiestr, they were principals out of a
classroom, understanding of what live was likeddeacher. After three or four years though,
that teacher’s job got a lot easier, ‘cause tludingas so darn hard. All the sudden they started
expecting teachers to do things you wouldn’t hastenbable to do, but you forget that, because
seems now all the stuff you have to do, that jotobees easier. But it isn’t, you know. Then you
get into central office and you're overseeing 2ifogds in our case, and people then say, you
know, they’'ve only got 20 people on staff becausth® 8,000 things that come up in a
principal’s day they’re completely oblivious to. Athey [the principals] have to address...[so
much]. So, some people as they move up, what ié¢hea emotional intelligence over time
changes because of their own experience and theisfon themselves because... A Lesley
course we had on the brain course, the guy saidnberesting thing. The brain is always ego-
driven. Everything you hear is based on you. Tlanhs always telling you ‘After we talk about
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me, let’s talk about mfor a while!” (Laughter). He had a great line. And are that way, you
know. As much as we can be empathetic, we’ll worklat, but we’re us, and every thought
gets processed by what wave to do, where ware. Every person can empathize with doctoral
students about the work you have to do, that's fifat’s the way it is, but you don’t lose touch
with the fact, if you are an emotionally respongdegson, that other people are in the same boat.
So we struggle. We still understand that we doattehit worse than other people. You have it
very hard, like other people do, and as we movthagood chain, sometimes, that can get lost.
I've seen that, get lost, in a lot of cases.

L. And you didn’t want to get lost, for you...
D. No, I...
L. People expected you to...

D. I wouldn’t change, either! That was part of ireblems. That is why | left. They were very
happy, the superintendent was very happy | rebeshuse | was never going to do what/l can't!
There’s things that you can do. You can’'t do somgtimmoral. These people come to you and
say “You promised.” | want to say “Oh, yeah, mymprse/word doesn’t mean anything?! My
word means everything to me!” So you know, | calwtit. When she said “I expect you to chair
the meetings”, | didn’t chair the meetings. | wasubordinate. | was, in fact, insubordinate. |
didn’t come out and say it. | just didn’t do it Slee looked back later on, you know, and there...

L. So you retired from that position?

D. Yeah, | was due to retire anyway. | would hateyasd longer if the job had been what |
interviewed for. We were building teams, and telliyhe truth, it wasn’t because of me, but
because of that philosophy, N_’s a mess. | meafs dh the verge of a state takeover right now.
That district would not be in that position hadytlvested in teachers in 2009 like they said.
They were going to... When | interviewed, these teamie pulling together. We were building.
We were building capacity in house, for professialevelopment. Content area professional
development. A large group. We’re building capaaityrouse for professional development in
content area, professional development in pedagwgyessional development...we had a train
the trainers model in place. We empowered a lo¢athers in a short period of time, but the
head of the organization, or the central office..dh& people that liked that was me. | was
absolutely by myself...and the director of Title heSvas very much a teacher person. So, it
wasn't just me. And some secretaries. (Laughtecjedaries loved me, but you know, that was a
difficult thing, and you can say, it’s critical [@tional intelligence] and its sadly lacking in & lo
of situations.

D. interview part 3 transcription

L. So, now we get to the part of future implicagpand um, | call these the navel gazer
guestions and um, how, you’ve done a very goodjaadressing questions, but is there
anything you want to share with me about how yaofgssional practice has adapted over time,
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because of your knowledge, acquisition, developraadtsubsequent use of emotional
intelligence in your work? That's a mouthful!

D. No, actually, that’s funny, that’s the overrigiapproach to everything you do. So, if we're
working on a new approach to curriculum, we arengigg the way we are teaching reading, and
it's something that's new for teachers, these alid gxamples. We are changing the way
classroom instruction should be structured. Umpmagctice always has to be “How do | show?”
If I believe it, “How do | help people to see itrfinemselves?” So it impacts everything. If we're
moving forward, we’re putting a new safety protofmlhow we approach, um, prepare for
school tragedies. Nobody ever believes fire datks real. They think that they’re practice. So,
how do you get folks to understand the reality bftvwcan happen in these cases, so they can
picture their sons and their daughters? ‘Causetteyill do these things and learn from them
instead of just lock step going through it. So, @omal intelligence precedes anything in my
practice, in anybody’s practice, whether it's cocutum and instruction, whether it's management
types of things, no matter whatever it is, the eahhas to be preceded by helping people to be
ready to be open to this change or whatever itaswe’re asking them to do. It's in every
element of my practice.

Q #13 - - S —

L. So, here we are. A new principal in training. &/hadvice would you give to them in regard to
emotional intelligence?

D. Yeah, pretty much what we just talked abous ftot, in my own stuff, do notes. | might have
a few bullets, or important things to talk aboutt bdon’t ever, | mean, I've done a lot at Lesley
mostly because | had to, ‘cause it was a curriculbwmeven the NISL said, we really stress your
experience as a practice. Where you bring it. Whanght, | taught with one of my cohort
members from Lesley. It was actually me, four othet did the N_. schools. Our contingent,
what she and | did as one team, and the two guly# ds the other. Um, we did what we needed
to do with the curriculum but we spent a lot ofeinalking about the principal as an ethical
leader. You know, there’s a curriculum on thatieaghy it's important and everybody said
“Yeah, Ok”, and then we said, when you start ggttirio specifics, you know, what kind

of...I'll share something. A moral dilemma | had, ahdmy teammate will talk about. And
when we asked people to talk about their morahdifas, they fact is that they are dilemmas
because there are no good answers. And that’s winetearning kinda comes in. You just talk
to people about/if | had to do a training, soméhefthings I'd take/ I'd take this list and share
some stuff and not that after we talk about més tatk about me for a while, but I'm going to
throw outs some stuff that | like to talk to yowoalh, see how you feel.

L. Some experiences? Some ethical dilemmas?

D. Yeah, right. And why you might not. Why you feel . It's funny, a lot of things in NISL,
in conversations that we had, ‘cause we trained aflpeople. It all came back up to their
practice and conversations. Wow. Their/the otheupy that didn’t happen. It was curriculum,
right? Two different teams. On the two of us [martg it was always individualized and how
you felt about things.



776
77
778
779
780
781
782
783
784
785
786
787
788
789
790
791
792
793
794
795
796
797
798
799
800
801
802
803
804
805
806
807
808
809
810
811
812
813
814
815
816
817
818
819
820
821

UNDERSTANDING PRINCIPALS’ USE OF El 297

L. So, you didn’t shy away from these things?

D. No, we made that happen. Ended up with almost@lution at the high school. That should
have happened. Ended up with a new leadership sgaatethe high school. Again, if this
happened, the state wouldn’t now [be imminent ke @ver]/wouldn’'t be a Level 4 school, but
that got shot down. Some of my frustrations! Bgraup of NISL, eleven teachers from N_.
came up to me, and | got the job as the assistapefintendent]. “Can we talk to you a minute?’
‘Yep'. ‘So, you mean this?’ (Talk about ethics!) &), | said. “Ok, we’ve got some ideas as
people who work in the building about things weldalp to restructure.” One of the guys that
became a leader said “We know what you said.” Yanittthis one thing from NISL we brought
from Japan. This lady from Japan, in her own iralie way, said if you go to a principal in
Japan with a complaint, then you better have aisoluAnd I’'m not going to imitate her, but she
basically said...She couldn’t have weighed 85 Ib#ld tiny thing, but dynamo! And she said
“You walk into a principal’s office and you say ‘Hgs my complaint’ and he says, you know,
‘What’s your solution?’ ‘I don’t have a solutionThen he’d turn on you, and point at you and
say “Well you get outta my office right now!” anldat’s kinda ..... So we talked about that at
NISL with this group, and you know, “You told uswe have points...now you know they are
real.” And they were. A lot of bad things were haping. “We need to come up with a plan for
an academy within the high school.” Volunteerswgocan try some socially-emotional [laughs
because this is the topic we are discussing imtieeview] um, centered instruction with the
lowest 125 achieving kids coming into tH grade. That's what they wanted. They wanted the
neediest, the worst behavior problems, the mosteanacally unsuccessful, and they were going
to structure/they did an amazing job and they didat supported. So, now the state and a new
super. Fired principal, all that stuff, and nonehaft had to happen, but they were not open to,
you know, and part of it from NISL was becauseftdw that the message was delivered from
the social/lemotional perspective. And if you thiimk like [that, emotional], you should see her,
T! She wears it on her sleeve more that | do!

L. In looking back, how old were you when you fipgticame principal?

D. About 40.

Q #14 - - S —

L. About 40. So you're brand new at the job. Whiitiee would you give to yourself as a new
principal?

D. So, one thing to do is find somebody you trhst tyou can talk to. Not some mentor who got
assigned to you, because that again, that's ansitpethat they’re [administration] not aware of
your social/emotional needs because | mentoredpfiveipals when | was a principal myself,
and um, they were some of the best. All five peopédly liked the experience. It was great. It
was as good for me as it was for them.

L. Did you do this individually, or?
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D. Yeah, individually. A group will never work. Ttisanother thing, to get back to your topic,
what you've just said is that that those five peagl think the same way. There is no chance
that that’s true. So, | would never mentor a group.

L. I’'m just trying to understand!

D. No! NISL had it structured that way, in grougdige or six. | wouldn’t have done it because
I know that that is not the way. Nobody is realbirg to express their failures; “I'm havin’ a
really hard time with this. Let me tell these otfaur people how bad | stink!” You know, but
when they can call and say, crying sometimes, $lagyThis happened”, um, “This parent left
here furious.”, you know. Their worst mistakes.[@arents] go to the sup [superintendent, to
complain]. Or, you know, “What do | do?!”. | canysdlere’s some advice, all right?” We’ll talk
about that and if you need to go over it, go ouveBut it'’s not like “I'm going to meet you 3 on a
Tuesday, so you have your crisis then.” Crazy! @tdar) You gotta mentor somebody [on their
schedule, whenever necessary]. Say it's 7 o’cléckght. “I got a parent just called my
home...” you know, “She’s threatening me!” and thisl@hat, and “First thing in the morning,
what do | do?” “I'll be there.” Or, “I'll be in tharea if you need me.” Then, I'd just be in the
area. You don’t do everything, but you're proximehat helps. But | think that’s the difference
between mentoring as a program and mentoring giigehnother person.

L. So these people would seek you out and askgybe &« mentor?

D. No! No! They never got a say in it! (Laughteihély got assigned to me! And some people got
assigned to bureaucrats. As a matter of fact, tiviwipals that | ended up mentoring, not for real
[formalized], you know, but they had another mentbo came in and who was all about
procedural stuff, you know, process and this aadl tfiou know, fine, but the real things that
were bothering them, like “This teacher’s doingoarile job and she’s been around for 25 years
and what do | do about that?” They weren’t goinpetp with that one too much, you know. So
one in particular was a former student. | had hehe 6" grade. So she just called me once and
said, you know, “I have a mentor, but can you bemepntor?”

L. Awww! (Laughter).
D. | said “Absolutely.”
L. So, informally...

D. Yeah, the best ones were informally. And somesipeople would call me ‘cause they would
just say/even when | was in central office somebwdg calling me saying “Hey, I'm screwed!
Can you help me?” And I'd say “Yeah.” You're nofpawsed to do that, that's not the “chain of
command’! (Laughter) But, ahh, that would happemeyfd say “They [the parent] was going to
go to the sup [superintendent], they got a lawsged this and that, you know. Sometimes |
would have the parent come meet with me, you kvath, their lawyer, and just say “We don’t
want to do this stuff, right?” | would say “Thism®t good for your child. All it's doing is it's
hurtful and it's hateful. | know you’re very angmgou’re very upset, | get that. So, how can we
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come up with some answers that will help you, awdtrof all, help your child?” And the
lawyers always agree with it. Always. | never hae ¢hat said “Nope, we just want to! There’s
no money in it, but we want to take the schooldort” They get peanuts for that kinda stuff, so
they’re not going to the Supreme Court! They're intéérested, it's not going to advance their
career. Most of them are doing it for very littl@ney, and um, so when they come in and they
see somebody who'’s reasonable and wants to getsareg that’s all they’re lookin’ for. Then
you can always come up with two or three things Wilh, and sometimes, their principal has to
eat a little humble pie. “Made a mistake.” Oh yeahy gotta say that. | can do this, [represent
the inexperienced principal] but you [the princjmbtta call up and say “Hey, I'm sorry this
happened, it was a mistake.” Takes a lot of coutag® that, but, you know, | know you can do
it and you have to. Because | can’t say what youndis right. You know. You can’t throw a pot
at ‘em! [the inexperienced principal]

L. I'll support you, but...

D. I'll support you, but | can’t support you doitige wrong thing, and we all made mistakes.
God knows I've made my share! So this was a mistade know, most of the time they’ll call
and say “l made a mistake” and you know, “I'm rgafl trouble here” and you know, there’s
degrees. Sometimes they were, they were, [the tstaut it all starts with if you give them a
little time to simmer down and send them to a nmggtihey think they’re in a higher place, up
the chain of command, things like that. Feel emped.eBut mostly, time passes and they're not
furious any more. They're less furious. They're fustous with me, they don’t know me. And a
lot of times, if it was an older kid, one of thentys/I like kids, so | would ask them to bring the
kid. So I'll spend five or ten minutes just talkitmythe kid. You would call it a strategy, but with
me it was just [the right thing to do]... “We’re hde your student.” So Mom would come in,
or if she had an advocate, the advocate would éorard | would say “I'm going to listen to
every word you say. I'll block out whatever timewneed, but | really want to hear what he’s
thinking, what he’s feeling, ‘cause | think we afiree, right, we want to do what'’s best for him.”
And nobody ever disagreed with that. And we’d Inste them. Sometimes, the kid was right,
you know. (Laughter). “She doésite you!” [whoever irritated the student, perhajieacher or
principal] “Wow! If one tenth of what you're sayingtrue, yeah, she don't like you too much!”
So, we gotta admit that that's a flaw and I'll tatkthe principal. I'll say “You gotta address that
that’s not acceptable.” The principal will tell f\éeah, yeah, that's been a problem.” “Well, you
gotta handle that, tomorrow, so he’s not in thatm@anymore.” We’'re going to do this, to do
that. Sometimes we have to move the [child to fedifit] school, whatever we need to do, but
you know, anyhow, so that kinda stuff. I'm not exseme what that answered...

L. No, no, I'll...
D. You'll figure it out.
L. I'll polish it up...

D. You'll figure it out.
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L. So, the last thing, D., is; What advice, youhaen part of NISL, you've been part of a
training team from your school, so what advice wlogdu give to the developers, what's missing
from principal preparation programs in regard tdltadse levels. There are various levels. First
you need to understand it, then you have to acduiaad then you have to develop it, and then
you have to use it, so there’s degrees of usingiernal intelligence.

D. Right.
L. Um, so, are there/what kinds of coursework, wiadl of things would you say?

D. It's a funny thing, see, ‘cause | don't thinkstlis going to be helpful to you. | don’t think
there’s ever going to be a program that teachedienab intelligence. You know, that’'s a human
quality. It’s like I'm going to teach you to be ltalLaughter)

L. [’m very short!] Good luck!!!

D. No, right? It's you know, another thing from liraesearch. People change their thinking
based on experience and it's the only thing thahgles people’s thinking if | remember my
coursework correctly, but also, in my experientes true.

So, | think that spending/same for sensitivityrinag happening in the business world, they're
highly ineffective and there’s no such curriculumattmakes you a good person because, being
sensitive, is by my definition, being a good perd®eing open to others, so | don't think that |
would ever be able to say there’s a curriculumsset of steps we can take “Now you're 20%
good person, by the next meeting you'll be 45%dbh’t think that can happen. But | do think
what can happen is that old ‘you lead by examplétink within any district if you ask teachers,
you know, to identify, um, three to four administna who you feel really understand you and
what you’re doing and structure a group of folkgutst talk about those things and whether these
people talk to other small groups of principald, ot to teach them a curriculum. To just talk
about experiences, that is one thing, that, umrt@etoring piece, all of the people | worked
with as mentors, we all see things the same waw tHat’'s almost impossible randomly. You
know. So I'm not so sure with a different set opexences that they would have that outcome at
the end of the first year. It's because they, thasically did what | advised them to do, which
was understand the people that are involved. Ba tptheir concerns. Don’t be defensive. Um,
you know, have the strength to listen, ‘causeki€sacourage to do that. It takes far less courage
to dig in your heels and stand your ground. Thatgeak response. A strong response is, you
know, when they would have a bad thing, you kntweytd want me to be there. You'll call me
on that day, we’ll sorta debrief, and the resuls\wlvays good. So, and it was, | mean, couple
times it ended going to the sup for one thing ather, but it wasn't the degree it was gonna be.
It's gonna be really, really bad, and it ended amb something that was just a little bad.
(Laughter.) Was that instead of you might get fif@dthis, so...

L. So, if you were able to de-escalate, what were...



959
960
961
962
963
964
965
966
967
968
969
970
971
972
973
974
975
976
977
978
979
980
981
982
983
984
985
986
987
988
989
990
991
992
993
994
995
996
997
998
999
1000
1001
1002
1003
1004

UNDERSTANDING PRINCIPALS’ USE OF El 301

D. I think the thing is, and again, it wasn’'t bysdg, but I think, you talk about it and redo your
notes or you listen and that's how you learn. Wpeople talk about what they did. In other
words, if a person, a first year principal who Has very vicious parent who is out to get them,
and it worked out Ok, they call me the next morrang they walk be through it, they've just
recreated it. And when they recreate it in theinasiwhat it tells them, is “I did these things”,
you know, they were not, they were not the kindthofgs done naturally. When they [the
parents] came in and yelled and screamed [theirfasponse would have been] | would have
said “Get out of my school!” | believed you wheruysaid we need to be polite. And | listen to
whatever you have to say. And “My God, they’'d calown and I'd promise to be respectful if
you be respectful to me back. | did that in a mieg, and you know what? | did that, and it
worked!” | gave them a couple of alternatives agtdthem pick and it worked! So, by retelling,
you learn. You get this repetition of a real evamd the thing with brain research, which is how
you change. You change by doing, so I think dittnweould be well served if you could identify
folks who can do that thing real well, and agamwt, to force. Seven people are going to all listen
to this really awesome person over here who tellswhat to do, but by having ways to do that,
you can have discussions about things that workiaenl setting up networks. You know, what |
was saying there, was that one teacher with betevgsues, see she knows she had issues, she
went to someone she trusted who she know did thfitveell. Had | told her to do that stuff, she
would have never done it. She would feel judgedl @dn’'t even suggest that. | thought about
it. “You might want to watch 1 didn’t neédl say that at all but she would know that
fifteen or more times [of stopping to disciplinedénts] in this short period, | gotta stop, because
so and so’s not listening, she knows that that Wasceptable, so she sought out and | think for
people who are struggling with “What do | do?” mstsituation, “Do | need to be strong and
tough?” or “Do | need to be soft and listening?”"uvapuld talk to somebody who will tell you
just the opposite. You need to be viewed . FDe weak and stuff?” or “Do | be strong and
listen?” [Now shifts, talking about parent complsi ‘Cause the hard part to hear somebody tell
you that you stink and they really hate you. Thh#sd to hear, you know, and in the end it
won't be true. But it’s hard to say, “Listen, yoe'obviously upset. | understand and | want to
assure you | care about your child and | care apouwt’ Watch the change in attitude as you say
something like that and mean it. They become diffepeople. They hate you because they
think you hate them, their kid, everybody hatesrtkid. As soon as they look in your eye and
believe that, about the case, they become a diff@erson. By practicing these things you can
get the outcome you are looking for over the coofsgur career. So, all that to say | don't
think we’ll ever [develop a curriculum for emotidniatelligence]. (Laughter). That won’t wrap

it up? Yeah, do this, and ____, that’s just neve@ngto happen.

L. Just to sum up, to recap that you're saying thiated programming won’t work, but if you
engage in some significant dialogue about expesi@n®bservations that you have had, and you
could go about it in a more authentic way then...

D. Authentic, genuine is important. And people dughhave the right to call anybody they

think is a mentor whether they get the title arsllttbel. Doesn’t matter as long as they have the
ability to reach out to somebody and actually hiéna¢ be the structure of the district. You know,
be the structure of the district. Can we agree gmone practices that are conducive to help us
solve problems, like being an active listener? €rae all buzzwords, just put in the right place,
but that really genuine stuff, and the people, wieodecome the go to folks that the district says
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“You talk to whoever you feel comfortable with.’f‘llcan help you, but we’ve got these five or
six people here that have said here’s their call tbem every time you've got problems” and
the guarantee is that it's anonymous. You nevenkide feedback will always be positive and
constructive and there’s no downside to this ‘camsé&now that every one of us makes
mistakes, and some of these mistakes can be dosiydon’t help to fix them, so, you know,
we’re here to help you, and give people advicepatrike you would in a family.

L. I’'m going to close this now. Anything else yoamt to expand on?
D. I think it's pretty expanded, don’t you?

L. I think you've done it justice!
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Appendix Q: Condensed Thematic Data Summary SheeResearch Question One

Each Indicator is referenced by the line numberreviitecan be found in each participant’s transcript

Question #1 Do you consider yourself open to ideas other §fwam own regarding how to move your school forvard
If so, please tell me about an experience whesaléito a school improvement.

Indicator/Theme

303

SKILLS: T J D
Can read others/interpersonal awareness 35, 101, 243 46 16
Is Open/Willing to Compromise 85 34 34
STRATEGIES: T J D
Uses evidence/data to confront a problem 462 25 30
Listens to others 129 29, 33, 37 34

Question #2 How do you get your message across to

others wsgriding motivational goals, aims, and missions?

SELF: T J D
Understands self/knows who they are 521 109 134
Understands role as a facilitator 522 70 122

Question #3 How do you deliver bad news to staff, studentsepia; school committee members, or your superiet@?dDo you

have a strategy? If so, how did you develop thestegy?

SKILLS: T J D
Understands role as a facilitator 548 163, 170 211
STRATEGIES: T J D
Uses evidence/data to confront a problem 543 165 195
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Has strategies for interpersonal exchanges (primaidic) 541 162 173, 180
Question #4 What coping behaviors do you engage in, in ordenanage the demands of being a principal?

SKILLS: T J D

Can read others/interpersonal awareness 590, 643 191 244, 305, 312
Is Reflective 614 205, 223 230, 311, 335
Understands role as a facilitator 621 206 271, 300
STRATEGIES: T J D

Shows appropriate situational response priorithzati 602 205 284

Uses coping strategies 583, 586 191, 206, 207 242, 314

Can manage his/her own emation. 585 192 299

Question #6 Are you able to reframe your emotions effectively®. be realistically optimistic and appreciative

STRATEGIES: T J D

Uses coping strategies 736, 738 299, 301 436, 456
Can manage his/her own emotion. 749 308 436
Slow to react. 729 309 436
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Appendix R: Condensed Thematic Data Summary SheeResearch Question Five

Each Indicator is referenced by the line numberreviitecan be found in each participant’s transcript

Question #7 Who has been or is a good emotional role modeydar and why?

Indicator/Theme

305

| Is Reflective

[ 800

| 325

| 549, 597

Question #8 Did you have emotionally sensitive parenting? Diéscyour upbringing relative to the role of emotion

| Is Reflective

| 834

| 343

| 642

Question #9 Incomplete

Question #10 Incomplete

Question #11 No Consensus

Question #12How has your professional practice been adaptedtowe because of your knowledge, acquisition, tgweent and

use of emotional intelligence within your work?

SELF: T J D
Understands self/knows who they are 960 478 791
SKILLS: T J D
Is Reflective 960 481 781
Is Adaptive/Acknowledges/Accepts 1099 519, 521 785

Question #14What advice would you give to yourself as a newmg@pal, knowing what you now know about emotional

intelligence?

SKILLS: T J D

Can read others/interpersonal awareness 1214 568 878, 918
Is Reflective 1218 554 945
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Understands role as a facilitator 1214 555, 584 900

Values and considers differing perspectives 1216 569 872

STRATEGIES: T J D

Can de-escalate other’s emotions/behaviors 1225 581 916, 920, 942,
943

Has strategies for interpersonal exchanges (primatdic) 1216 564, 576 915, 919, 926,
953

Shows appropriate situational response priorithzati 1218 566 954

Listens to others 1215 565 949
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Appendix S: Condensed Thematic Data Summary Sheefesearch Question Six
Each Indicator is referenced by the line numberreviitecan be found in each participant’s transcript

Question #13What advice in regard to emotional intelligence idogou give to principals in training?
Indicator/Theme

STRATEGIES: T J D

Leads by example 1162 544 807

Question #14What advice would you give to yourself as a newm@pal, knowing what you now know about emotional

intelligence?

SKILLS: T J D

Can read others/interpersonal awareness 1214 568 878, 918

Is Reflective 1218 554 945

Understands role as a facilitator 1214 555, 584 900

Values and considers differing perspectives 1216 569 872

STRATEGIES: T J D

Can de-escalate other's emotions/behaviors 1225 581 916, 920, 942,
943

Has strategies for interpersonal exchanges (primaidic) 1216 564, 576 915, 919, 926,
953

Shows appropriate situational response priorithzati 1218 566 954

Listens to others 1215 565 949

Question #15What advice would you give to the developers ofigipal preparation programs in regard to the urideding,
acquisition, development and use of emotional ligezhce for principals in training?

SKILLS: T J D

Can read others/interpersonal awareness 1286, 1337 601 1004, 1036, 1048

Is Reflective 1274, 1337 600 1003, 1035, 1051
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Appendix T: Combined Shared Indicators For All Interview Questions 1-15

Question #1 Do you consider yourself open to ideas other fwam own regarding how to move your school forvard
If so, please tell me about an experience whesaléito a school improvement.

Each Indicator is referenced by the line numberreviitecan be found in each participant’s transcript

Indicator/Theme

SKILLS: T J D
Can read others/interpersonal awareness 35, 101, 243 46 16
Is Open/Willing to Compromise 85 34 34
STRATEGIES: T J D
Uses evidence/data to confront a problem 462 25 30
Listens to others 129 29, 33, 37 34

Question #2 How do you get your message across to others wsgriding motivational goals, aims, and missions?

Indicator/Theme

SELF: T J D
Understands self/knows who they are 521 109 134
SKILLS: T J D
Understands role as a facilitator 522 70 122
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Question #3 How do you deliver bad news to staff, studentsepia; school committee members, or your superiet@a?dDo you
have a strategy? If so, how did you develop thetegy?

Indicator/Theme

SKILLS: T J D
Understands role as a facilitator 548 163, 170 211
STRATEGIES: T J D

Uses evidence/data to confront a problem 543 165 195

Has strategies for interpersonal exchanges (privaidic) 541 162 173, 180

Question #4 What coping behaviors do you engage in, in ordenaoage the demands of being a principal?

Indicator/Theme

SKILLS: T J D

Can read others/interpersonal awareness 590, 643 191 244, 305, 312
Is Reflective 614 205, 223 230, 311, 335
Understands role as a facilitator 621 206 271, 300
STRATEGIES: T J D

Shows appropriate situational response prioritzati 602 205 284

Uses coping strategies 583, 586 191, 206, 207 242, 314

Can manage his/her own emaotion. 585 192 299

Slow to react. 585

Question #5 When did you first become aware of the importarfagssng emotionally intelligent capacities suchbasg open,
being positive in social interactions, and beingmidt describing motivational goals within youofgssional practice?
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Indicator/Theme

310

SKILLS: T J D

Can read others/interpersonal awareness 674, 691 241 366, 380, 385,
407

Is Reflective 665, 708 242, 251, 261, 266 356, 388, 404

Question #6 Are you able to reframe your emotions effectively®. be realistically optimistic and appreciative)

Indicator/Theme

STRATEGIES: T J D

Can manage his/her own emotion. 749 308 436
Slow to react. 729 309 436
Question #7 Who has been or is a good emotional role modeydar and why?

Indicator/Theme

SKILLS: T J D

Is Reflective 800 325 549, 597

Question #8 Did you have emotionally sensitive parenting? Diéscyour upbringing relative to the role of emotion

Indicator/Theme

SKILLS:

T

J

D

Is Reflective

834

343

642

Question #12How has your professional practice been adaptedtowe because of your knowledge, acquisition, tgweent and

use of emotional intelligence within your work?

Indicator/Theme

SELF:

Understands self/knows who they are

960

478

791
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SKILLS: T J D
Is Reflective 960 481 781
Is Adaptive/Acknowledges/Accepts 1099 519, 521 785
Question #13What advice in regard to emotional intelligence idogou give to principals in training?
Indicator/Theme

STRATEGIES: T J D
Leads by example 1162 544 807

Question #14What advice would you give to yourself as a newm@pal, knowing what you now know about emotional

intelligence?

Indicator/Theme

SKILLS: T J D

Can read others/interpersonal awareness 1214 568 878, 918

Is Reflective 1218 554 945
Understands role as a facilitator 1214 555, 584 900

Values and considers differing perspectives 1216 569 872
STRATEGIES: T J D

Can de-escalate other’'s emotions/behaviors 1225 581 916, 920, 942,
Has strategies for interpersonal exchanges (priwaéc) 1216 564, 576 glllg 919, 926,
Shows appropriate situational response prioritirati 1218 566 ggi

Listens to others 1215 565 949
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Question #15What advice would you give to the developers ofigipal preparation programs in regard to the urideding,
acquisition, development and use of emotional ligezhce for principals in training?

Indicator/Theme

312

SKILLS: T J D

Can read others/interpersonal awareness 1286, 1337 601 1004, 1036,
1048

Is Reflective 1274, 1337 600 1003, 1035,
1051
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Appendix U: Suggestions for Future Thematic Data Smmary Sheet

Question

Indicators/ THEMES

SELF: T J D

Understands self/knows who they are

Has had a life-changing event

Acknowledges personal strengths and deficits

Is drawn to “social” work/improvement

Is “ego-less”

Has a self-deprecating humor

Understands balance between life/work/what's mogt i

Had emotionally sensitive parenting.

Would add: Has possessions of sentimental attachaneand the
home/office

SKILLS: T J D

Can read others/interpersonal awareness

Values others
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SKILLS: T J D

Respects others

Empowers others

Understands fear
Would be changed to
Understands and recognizes emotions

Is Motivational

Is Positive

Is Supportive

Is Collaborative

Is Open/Willing to Compromise

Is redundant. The very nature of this study iseile.

Is Adaptive/Acknowledges/Accepts

Understands role as a facilitator

Understands abuse/use of power

Is empathetic

Values and considers differing perspectives
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STRATEGIES: T J D

Uses evidence/data to confront a problem

Can de-escalate other’s emotions/behaviors

Has strategies for interpersonal exchanges (primatdic)

Understands dilemmas vs. problems/can address

Shows appropriate situational response priorithzati

Leads by example

Uses simple language to communicate goals/etc.

Builds foundational supports/trust/entry plan

Focus/emphasis on school improvement

Uses the collective “we”

Listens to others

Uses the golden rule

Uses coping strategies
Would change to Uses positive coping strategies

Uses silent observation.

Can manage his/her own emation.

Slow to react.
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NOTES:
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Appendix V: Interview Questions, Tools and Template That Informed Each Research

Question

Research Question

Interview Questions that
Informed Research
Question

Analytic Tools and Templates Used

Research Question One

What do these accounts reveal
about how principals understand
emotional intelligence?

Interview Question 1
Interview Question 2
Interview Question 3
Interview Question 4
Interview Question 6

Individual Thematic Data Summary Sheet
for each Interview Question
Quotes from Transcripts

Observation of Participants
Condensed Thematic Data Summary Sheet

Research Question Two

How critical is emotional
intelligence to principals’
practice?

Interview Question 11

Quotes from Transcripts
Observation of Participants

Research Question Three

What experiences do principals
attribute to the presence or
absence of emotional
intelligence?

Interview Question 9
Interview Question 10

Quotes from Transcripts
Observation of Participants
Individual Thematic Data Summary Sheet
for each Interview Question
Plot Analysis

Significance Marker

Research Question Four

What do these accounts reveal
about how emotional intelligence
is developed?

All interview questions,
and especially
Interview Question 5

Quotes from Transcripts
Observation of Participants
U.S. Leaders/School Leaders Comparisops
School Leader Comparisons

Plot Analysis

Significance Marker

Starratt’s Ethical Leader Framework
Beatty's Emotional Leader Framework

Research Question Five

How has professional practice
been informed and adapted over
time because of one’s
acquisition, development, use
and understanding of emotional
intelligence capacities?

Interview Question 7
Interview Question 8
Interview Question 9
Interview Question 10
Interview Question 12
Interview Question 14

Quotes from Transcripts
Observation of Participants
Individual Thematic Data Summary Sheet
for each Interview Question
Condensed Thematic Data Summary Sheet
U.S. Leaders/School Leaders Comparisops
School Leader Comparisons

Plot Analysis

Significance Marker

Starratt’s Ethical Leader Framework
Beatty's Emotional Leader Framework

Research Question Six

What do these accounts reveal
about what may be needed in
educational leadership

preparatory programs?

Interview Question 13
Interview Question 14
Interview Question 15

Quotes from Transcripts
Observation of Participants
Individual Thematic Data Summary Sheet
for each Interview Question
Significance Marker

Starratt’s Ethical Leader Framework
Beatty's Emotional Leader Framework
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