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Future Themes for The Long Island
Education Review:

Editor’s Perspective
For decades, policy makers have talked about the
need to significantly improve public education.  Ironi-
cally, President Ronald Reagan started the move-
ment with the report “A nation at Risk.”  Never did he
think or would he have supported, an expanded
Washington presence in the nation’s classrooms.
Today, however, three decades later, the federal government is
spurred on by the national outcry for more rigorous academic stan-
dards and the means to force schools and students to meet them.

The Race to the Top initiative has been launched by the Obama
administration, to invite all 50 states to compete for $4.35 billion in
additional educational funding to generate transformational reform.
The first allocations were intended to support states facing budget
shortfalls; however, the second allocation is targeted to stimulate
positive change.

The design of this federal program allows Washington to reward
states that can demonstrate a track record of leadership that aligns
with the administration’s aggressive reform agenda which includes
– enforcing rigorous academic standards, creating data systems
that track individual student performance, ensuring teacher quality
and effectiveness, and turning around failing schools.

Indeed, New York State prepared for the competition well with
a collective and focused effort unparalleled in recent years.
Education Commissioner Steiner informed the Board of Regents
that the State was “ready for the race.”
−−−−−    New York State passed landmark education reform legislation
     with support of broad coalition

• Statewide principal and teacher evaluation system with 40%
weight on student achievement established

•  Charter school cap raised from 200 to 460 (10% of NYS
public schools)

• Over $20 million in capital funds dedicated to expanding the
state’s longitudinal data system

• Educational Partnership Organizations authorized to manage
persistently lowest-achieving schools

−−−−−    Awarded $696.6 million in federal Race to the Top competition
− − − − −    Implementing bold Regents reform agenda based on compelling
      theory of action and educational needs
The policy changes that have already taken place in our State are
encouraging.  Now, we hopefully await improved results in student
achievement.

This edition of the Long Island Education Review includes four
articles concerning school district leadership.  Superintendent
Richard Simon discusses the transition into the position of su-
perintendent, while Jane Eichman, Ed.D., reviews formal mentoring
and training programs for the superintendency, Les Loomis, Ed.D.,
and I outline the overlap in the research on district leadership
practices, and Robert Dillon, Ed.D., presents his findings relative
to Superintendents’ evaluations and the perceived importance of
student achievement in the process.  University/Secondary school
partnership for improved supervision through collaborative lead-
ership is the issue presented by Mary Ellen Freeley, Andrew
Ferdinandi and Paul Pedota, while Lynn Marsh, Elsa Sofia-Morote,
Jennifer McCormick and Thomas Franza have studied college
student attitudes toward Technology usage.  Our Opinion Center
includes articles regarding Open Meetings Law and the Causes
of High Achievement and Good Behavior, respectively.
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OPINION CENTER

By Douglas Gerhardt, Esq. and
Karlee S. Bolaños, Esq.

Impact of Recent Open Meetings Law
Changes on School Districts

Three significant changes1  recently made to the
New York State Open Meetings Law2  apply directly to public
bodies covered by the law. School districts should take par-
ticular note of these changes and ensure complete compli-
ance.  Failure to comply could risk the validity of decisions
and possibly costs.

Overview/Refresher of New York’s Open Meetings Law

The Open Meetings or “Sunshine” Law went into
effect in New York in 1977 with amendments following two
years later. The purpose of the law is to afford the public the
right to attend and listen to debate of public bodies making
decisions which impact the populous. The law’s legislative
declaration characterized its purpose this way:

“It is essential to the maintenance of a demo-

cratic society that the public business be per-

formed in an open and public manner and that

the citizens of this state be fully aware of and

able to observe the performance of public offi-

cials and attend and listen to the deliberations

and decisions that go into the making of public

policy.”3

The Open Meetings Law (OML) requires public
meetings to be open to the public.  Exactly which meetings
this applies to was clarified in the amendments to the law.
Meetings are defined as: “the official convening of a public
body for the purpose of conducting public business.”4   This
has come to be interpreted as any time a quorum of a public
body gathers for the purpose of discussing public business.5

Such meetings must be open to the public, whether or not
there is an intent to take action and regardless of the man-
ner in which the gathering is characterized.6

As much as the law insists upon open meetings,
the public does not necessarily have a right to speak.  The
Committee on Open Government, the arm of the New York
State Department of State charged with overseeing and is-
suing advisory opinions on the OML, offered the example of
a public body, such as the Town Board, which decides not to
answer questions or permit the public to speak.  The Com-
mittee determined the Board was not obligated to do so.7

This has often been a source of debate, particu-
larly at school board meetings where members of the pub-
lic feel strongly about an issue and wish to voice opinions
or concerns.  The Commissioner, while encouraging
boards to permit debate and public speaking during has
not indicated this is required.8   Decisions by the Commis-
sioner, Committee on Open Government and the courts
have indicated when public bodies adopt rules regarding
who may speak and when, such rules must withstand the
test of reason. Rules will be overturned as impermissible
if they are not reasonable.9

The OML also permits some meetings of public
bodies to be closed.  The law provides for “executive ses-
sions” under limited circumstances.10   Noteworthy here and
sometimes forgotten is the fact that an executive session is
not a separate meeting but rather a defined portion of an
open meeting during which the public may be excluded.  Only
eight subjects11  may be discussed in executive session and
a detailed process for executive session must be followed.12

The law also seeks to ensure access to open pub-
lic meetings.  Public bodies must make reasonable efforts
to ensure meetings are held in facilities that permit “barrier
free physical access” for handicapped persons.13  Beyond
that, the law is not specific as to where meetings take place.

This general overview of the law provides appropriate

context for changes just enacted and effective immediately.

Recent Changes

The OML is not static.  Opinions by the Committee
on Open Government offer explanatory interpretations of the
law and frequently open meetings issues find their way to
court. Most recently, the legislature and governor became
involved changing the statute itself.  These changes directly
impact public bodies, including school districts.

Public bodies have long been required to make
meetings accessible to those with disabilities.  However,
the law has been silent with respect to size of the venue.
In the past, situations have occurred where a large num-
ber of community members have sought to attend ‘open’
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meetings, but have been unable due to the size of the venue.
Consequently, they have been unable to observe/participate
in meetings which were otherwise ‘open’ to them.

Effective immediately, public bodies must make
reasonable efforts to hold public meetings in a room that
can accommodate members of the public who wish to at-
tend.14  This new requirement does not make the public en-
tity a guarantor that every person wishing to attend will be
able to do so.  Rather, the requirement appears to require
the public body reasonably anticipate the ability of the planned
meeting place to accommodate reasonably anticipated at-
tendance.  It further appears to require the entity make rea-
sonable efforts, if necessary, to provide a room of ample size
to accommodate those who wish to attend that meeting.

By way of example, if a committee of a public body
typically conducts its public meetings in a conference room
that comfortably handles committee members and the hand-
ful of members of the general public who usually attend, the
committee may, if undertaking a matter that has generated
much public controversy and debate, consider scheduling
its meeting on that matter in a larger venue (such as the
principle board room of the public entity, school gymnasium
or auditorium or the like).15

The new law is helpful in articulating the duty of
public bodies and puts them on notice of new requirements
to be met.  Somewhat less clear are answers to questions
which compliance would likely bring up.  For example, would
a public entity be required to re-locate a public hearing or
meeting after it has been called to order if a larger than
expected crowd attended?  Would providing live audio/video
feed to an adjoining room be sufficient?  Would the answer
to either of these questions differ if the meeting had not been
called to order?

Additionally, moving a hearing or meeting would
trigger compliance issues with public notice for such a meet-
ing. Therefore, in such an instance, it may be advisable for
affected boards to adjourn the public hearing or meeting to
a future time and date (with additional notices made) that
can safely accommodate the public. The lack of clarity on
this issue, suggests further guidance from the New York
State Committee on Open Government or the courts may
be forthcoming.

The second significant revision to the OML, effective
June 14, 2010, provides that if a court determines that a public
body failed to comply with any of the requirements of the OML,
the court may declare the actions or approvals undertaken by
the public body void, in whole or in part, without prejudice to
reconsideration in compliance with the requirements of the
law.16  In other words, failure to comply with the OML could
result in nullifying decisions made at the invalidly held meet-
ing. Additionally, under the new provision, if a court finds such
a violation, it may require that the members of the public body
participate in a training session concerning the obligations
imposed by the OML conducted by the staff of the Committee
on Open Government.17

This change in law makes it even more important
to ensure adherence to all aspects of the OML.  This in-
cludes: compliance with hearing and meeting notice require-
ments, executive session administration, quorum require-
ments, and documentation of any recusal or abstentions
recorded in relation to any perceived or actual conflict of in-
terest under Article 18 of the General Municipal Law.

The third significant revision to the Open Meet-
ings Law, effective April 1, 2011, relates to the ability to
record public meetings.18  This was an issue of some
debate which  eventually was clarified through case law
and opinions by the Committee on Open Government. It
is now crystallized in statute.

The historic general rule was that a public body
had authority to adopt reasonable rules concerning its pro-
ceeding which included ensuring any recordings were not
disruptive.19   The rule was first established in the 1970s
when recording a meeting could actually have been some-
thing of a distraction, given the size of the equipment.

Technological advances curbed that a bit and case
law followed.  In 1985, the Appellate Division of the New York
Supreme Court determined recordings were acceptable.  In
a case involving recording a school board session, the court
noted the Education Law permits boards to adopt rules re-
garding its operations.  It went on to note, however, this au-
thority is “not unbridled. Irrational and unreasonable rules
will not be sanctioned.” 20   The court continued:

“[t]hose who attend such meetings and who decide

to freely speak out and voice their opinions, fully realize that

their comments and remarks are being made in a public

forum. The argument that members of the public should be

protected from the use of their words, and that they have

some sort of privacy interest in their own comments, is there-

fore wholly specious.” 21

The Mitchell ruling and cases after it created the de
facto rule for recordings - public bodies can adopt rules per-
taining to the conduct of their proceedings, but generally,
they must permit recordings so long as these are not dis-
tracting or obtrusive.22

Chapter 43 of the Laws of 2010 effectively codifies
case law allowing any meeting of a public entity to be re-
corded, broadcast, webcast and photographed as long as it
is not disruptive to the proceedings of the meeting.23  Under
the new law, public entities may adopt rules and regula-
tions (consistent with recommendations from the Commit-
tee on Open Government) governing the location of the
equipment and personnel used to photograph, broadcast,
webcast or record those proceedings.24  Any rules and regu-
lations adopted by the public entity must be conspicuously
posted during meetings and written copies made avail-
able upon request.25

Public entities adopting, considering, and devising
rules in time for the law’s effective date (April next year),
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would be well served to review the Mitchell decision and
those of the Committee on Open Government.  Obtrusive-
ness and the distracting nature of the recording equipment
will be important elements to any recording rules.  The num-
ber, manner and placement of recording devices may also
be considered in developing regulations.  However, before
taking on any of this work developing local regulations, it is
advisable to contact the Committee on Open Government.  It
has indicated model rules will be available in the future “and
prior to April, 2011.” 26   It has also stated: “if the public body
fails to adopt written rules governing such issues, it would
not be precluded from imposing reasonable procedures in
order to effectuate the efficient functioning of government.”  27

The Committee further notes it expects to adopt model rules
in the near future. School districts and others looking to de-
velop rules, might consider waiting for the Committee’s
model rules to be published.

Conclusion

New York’s Open Meetings Law has ensured gov-
ernment functions under the watchful eye of interested mem-
bers of the public.  Open and forthright government dealings
are critical to credibility.  The OML has helped attain that.  The
new law fosters the underpinnings of the original statute
enacted more than a generation ago.  School districts will
continue to benefit from openness as they comply with these
and all provisions of the Open Meetings Law.

Endnotes

1 Chapters 40, 43 and 44 of the Laws of 2010.
2  New York State’s Open Meetings Law is commonly re-
ferred to as ‘The Open Meetings Law.’  Formally, this law is
codified in New York State Public Officers Law Sections 100
et seq.  The Open Meetings Law is different from FOIL – the
Freedom of Information Law which governs what public docu-
ments must, as public records, be disclosed upon request.
3   NYS Public Officers Law §100.
4   NYS Public Officers Law §102(1).
5  Opinion of Committee on Open Government, OML-AO-
4505 (October 25, 2007) citing, Orange County Publications

v. Council of the City of Newburgh, 60 AD 2d 409 (2d Dept.,
1978), aff’d 45 NY 2d 947 (1978).
6  Id. A simple example may be characterizing a meeting as
a work session will not alone make the meeting closed to
the public.
7  Opinion of Committee on Open Government, OML-AO-
4292 (December 6, 2006).
8  Appeal of Wittneben, 31 Educ. Dep’t Rep. 375 (1992)). It
has long been held that school boards can limit time permit-
ted in for the public to speak. (Matter of Kramer, 72 St. Dep’t
Rep. 114 (1951)).

9 Opinion of Committee on Open Government, OML-AO-
4141 (February 24, 2006) and Mitchell v. Garden City Union

Free School District, 113 AD 2d 924, 925 (2d. Dept., (1985)).
10  Public Officers Law §105(1)
11  Public Officers Law §105(a)-(h):  “(a) matters which will
imperil the public safety if disclosed;  (b) any matter which
may disclose the identity of a law enforcement agent or in-
former; (c) information relating to current or future investiga-
tion or prosecution of a criminal offense which would imperil
effective law enforcement if disclosed; (d) discussions re-
garding proposed, pending or current litigation; (e) collective
negotiations pursuant to Article 14 of the Civil Service Law
[the Taylor Law]; (f) the medical, financial, credit or employ-
ment history of a particular person or corporation, or matters
leading to the appointment, employment, promotion, demo-
tion, discipline, suspension, dismissal or removal of a par-
ticular person or corporation; (g) the preparation, grading or
administration of examinations; and (h) the proposed acqui-
sition, sale or lease of real property or the proposed acquisi-
tion of securities, or sale or exchange of securities held by
such public body, but only when publicity would substantially
affect the value thereof.”
12  Executive session is beyond the scope of this article and
not fully discussed.  Questions regarding proper use of ex-
ecutive session can be directed to the authors or counsel.
13  Public Officers Law §103(b).
14  Chapter 40 of the Laws of 2010.
15  Similar examples are suggested by the Committee on
Open Government in its explanation of the new law at http://
www.dos.state.ny.us/coog/index.htm.
16  Chapter 44 of the Laws of 2010 (NYS Public Officers Law
§107(1))
17  Id.
18  Chapter 43 of the Laws of 2010 NYS Public Officers Law
§103(d).
19  Opinion of Committee on Open Government, OML-AO-
4044  (September 30, 2005) citing, Davidson v. Common
Council of the City of White Plains, 244 NYS 2d 385 (1978).
20  Mitchell v. BOE of Garden City 113 AD 2d 924, 925 (2nd

Dept., 1985).
21  Id.
22  Mitchell has been cited more recently by other courts. See
for example, Peloquin v. Arsenault, 162 Misc.2d 306 (Su-
preme Court, Franklin County, (1994))
23  Chapter 43 of the Laws of 2010.
24  Id.
25  Id.
26 Committee on Open Government website, http://
www.dos.state.ny.us/coog/index.html#mission (searched
and retrieved May 16, 2010).
27  Id.

Douglas Gerhardt, Esq. and Karlee S. Bolaños, Esq. are partners in
the law firm Harris Beach PLLC and work with school districts and
municipalities statewide.
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OPINION CENTER

By Thomas F. Kelly, Ph.D.

The Causes of High Achievement and
Good Behavior:  Cause - Effect Confusion

We have been using two forms of educational accountabil-
ity/assessment for at least 60 years.  Teacher evaluation
and state and standardized tests have been used all across
the country.  During that time there is no evidence of clear
improvement in student achievement nationally.

Deming tells us chronic problems are caused not by the
workers, but by the system.  It is not the teachers who need
to be fixed.  It has also been said that trying to improve stu-
dent achievement by testing them is like trying to fatten cows
by weighing them.  It is not the students who need to be fixed.
We must recognize the futility of current assessment pro-
cesses and look into the system for an alternative assess-
ment solution.

There is a cause – effect equation that illustrates the rela-
tionship between effective instructional programs, personal
relationships, high achievement and good behavior.

EP + PR = HA + GB
(Causes) = (Effects)

Effective Programs + Positive Relationships = High Achieve-
ment + Good Behavior

This is a structural formula for school improvement.  The left
side of the equation indicates the causes for the effects on
the right side.  Problems with achievement and/or behavior
have their causes and their solutions within the instructional
programs and relationships that exist in the classroom/
school.

This is extremely important.  The present system tends to
see low achievement and discipline problems as the “fault”
of the students.  Yet, anyone who works in schools has seen
the same student who achieves well in one class do terribly
in another.

The same holds true for discipline problems.  We can see
the same student who is a chronic discipline problem in one
teacher’s class and never a discipline problem in another’s.
Discipline problems can be caused by negative teacher –
student relations and/or ineffective programs.  Frustrated
students who consistently fail invariably become discipline
problems.

Looking for solutions on the right (effect) side of the equation
is useless.  This is cause-effect confusion.  The good news
is that we can control the left (cause) side of the equation.
Improvement on the left side will always cause improve-
ment on the right.  The great fallacy of the reform movement
is that we have been trying to change effects when what we
need to change are the causes.

For most students, the power of effective programs is prob-
ably the ultimate cause for not only high achievement and
good behavior, but also positive relationships.  There are
some teachers who may have less than  dazzling person-
alities but get along with their students quite well.  What
these teachers invariably do have is an effective program.
Students engaged in learning are not discipline problems.

While it is true that some students come into school so
disruptive that an effective program by itself will not initially
engage them in learning, at least at the outset, that is true for
only a very small minority.  For those few, establishing a
positive relationship is of primary importance in order to get
them into the effective program.  Once they are effectively
engaged in the program, they will no longer be discipline
problems.

I am convinced that, ultimately, effective instructional pro-
grams are the solution to low achievement.  It is also clear
that they contribute mightily to positive relationships between
teachers and students, students and students and parents
and teachers.

Thus the cause - effect equation has an alternate form that
also is valid for the overwhelming percentage of students
and teachers:

EP  =  HA + GB + PR
 (Cause) =    (Effects)

While relationships can be either a cause, effect or both,
effective programs, by themselves, cause high achieve-
ment, good behavior and positive relationships for the over-
whelming majority of students.  This generally holds true
even for most “disturbed” students once they get into these
effective programs.

Our current evaluation processes miss the point
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The following program elements are recommended for reading program assessment.

1. SE: STUDENTS ENGAGED consistently in learning.

2. ID: INDIVIDUAL STUDENT DIFFERENCES are consistently and effectively addressed by the program

3. PP: A PLACEMENT PROCESS exists to place students at appropriate reading skills levels

4. LT: LEARNING TOOLS are available to all students at all times

5. RM: RECOGNITION MEMORY only is required.  Rote memory is never required.

6. Es C: ESSENTIAL CURRICULUM is identified and prioritized.  Students demonstrate mastery of essential curriculum

7. En C: ENRICHMENT CURRICULUM is used as needed when essential curriculum is mastered

8. ICD: IRRELEVANT CURRICULUM DELETED from program

9. CP: A COORDINATION PROCESS exists for each student’s program between grades and schools

10. TSA: TEACHER SELF ASSESSES program effectiveness continuously

11. TIP: TEACHER IMPROVES PROGRAM continuously

12. TSS: TEACHER SHARES SUCCESSFUL program practices and materials

13. MP MONITORING PROCESS exists for teacher assessment of student progress. It also facilitates students

assessment of their own work

Deming tells us that chronic problems in organizations are
not caused by the people (workers) but the system.  Teachers
are not causing low achievement.  Achievement is an effect
caused by the program.  For example, if we want to improve
reading achievement test scores, we must improve the read-
ing program that causes them.  Any real improvement in the
reading program will cause improvement in the effect, stu-
dent achievement and test scores for that program.

By following Deming’s quality principle of commitment to
continuous reading program improvement, we will see
continuous improvement in student reading achievement.
By applying this continuous assessment and improve-
ment process to all learning programs we will see im-
provement in achievement by all students in all programs.
We must move from dependence on conventional teacher
observation and evaluation and student tests to improve
student achievement to continuous instructional program
evaluation and improvement.  We must recognize the need
to assess the system.  It will only be through dealing effec-
tively with assessment of systemic problems and methods
that we will be able to overcome them.  While self assess-

ment of individuals can improve the individual, only self
assessment of the system can improve the system.  Until
systemic obstacles to improvement are addressed, even
the ability of individuals to improve their own performance
will be limited by those systemic obstacles.

PROGRAM OBSERVATION CHART

The chart below provides a structure that can replace
present ineffective practices.  Across the top are listed the
curriculum/program components recommended in a school
reading program.  Observations can involve a 60 – 90
second walk through by supervisors looking for the pres-
ence of specific program elements.  When components
are found to be present, the chart is marked for that teacher.
As time goes by, the elements of the program can be imple-
mented and recorded on the chart.

Professionals can make their own program charts with the
components needed for any and all subject areas.  As more
elements of program effectiveness are put in place, stu-

dent achievement will increase and test scores will rise.
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Supervision Through Collaboration:
  A University / Secondary School Partnership

By Mary Ellen Freeley, Ed.D.
     Andrew D. Ferdinandi, Ed.D.
     and Paul Pedota, P.D.

Abstract

Effective teaching involves engaging students and
staff in learning activities that promote a positive self-image
as well as academic success. This article describes the year
long collaboration between a university and a struggling ur-
ban high school in the areas of administration,  curriculum,
school counseling and strategies utilized to promote positive
changes in the  delivery of instruction and counseling ser-
vices that result in improvement in student learning and  stu-
dent self-image and the improvement of how the school is
viewed by its students, their parents, and the community.

Overview of the Project

In 2007, the St. John’s University School of Educa-
tion and a New York City Vocational High School entered into
a collaborative effort to change the direction of a persistently
struggling school to a school that would successfully meet
the academic standards mandated by the No Child Left Be-
hind legislation (NCLB, 2001). This is an inner city school
with a population of approximately 1500 students that did
not meet Annual Yearly Progress (AYP).  The student body is
70% Black or African American, 80% are male, 20% of the
entire population are Special Education students, 75% are
at or  below the poverty level, and 90% meet eligibility for the
free or reduced lunch program.

The recently appointed principal of the school
reached out to St. John’s in an effort to help (a) bring about
positive change in the areas of teaching and learning, (b)
improve how teachers and students interact with each other
and (c) clarify the role of the school counselors. In order to
effectively and successfully ascertain the needs of the school
it was decided by the consultation team (CT) to have a re-
treat for the school’s administrative team.  The university
faculty who comprised the CT were former administrators
and teachers in New York City who had the expert knowl-
edge and hands-on experience to understand the school’s
needs and to guide and support change.  It was clear from
the outset that in order for the CT to have any chance of
success individuals in the school not only had to trust the CT
but trust each other.

          The primary purpose of this retreat was to initiate a
conversation where ideas could  be expressed in an open
and safe environment. This exchange of ideas allowed the
CT to better understand the issues, to see how the school
leadership viewed the issues and each other, and to estab-
lish trust among all participants (Tschannen-Moran, 2001).
The fact is that trust alone cannot guarantee success, but in
any environment where individuals do not trust one another
there is no chance to improve (Bryk and Schneider, 2002).

The CT did a great deal of listening at the initial
meeting to gain an understanding of the school’s needs.  In
addition, the individual presenters from the university exhib-
ited concern, consistency, integrity, an environment for open
communication and a willingness to share ideas which pro-
moted trust among all the participants (Tschannen-Moran
and Hoy, 2000). At the conclusion of the two day meeting
school administrators understood that establishing and
maintaining trust was important if the school was to change
from failing to succeeding (Bryk and Schneider, 2002; Tarter,
Sabo and Hoy, 1995; Tarter, Bliss and Hoy, 1989).  From their
post retreat comments it was evident that they believed:

. each individual was competent to perform all that was
required in his/her position

. each individual had each other’s best interest at heart,

. they could depend on each other for help and support,

. an individual was honest and authentic in reviewing
situations, and

. all parties would be willing to share information with
each other.

Furthermore from participants feedback, the CT
gained an understanding of the issues and did express genu-
ine concern and a willingness to work with the school leader-
ship.  It was also clear that the quality and duration of the CT’s
professional development program would be an important fac-
tor in improving teaching  practices as well as having a positive
impact on student learning (Hirsch, Koppich, Knapp, 2001).



11

F
all, 2010   Long Island E

ducation R
eview

Development and Implementation of a Plan

On the first visit to the school, the CT looked at char-
acteristics that would define an effective school (Taylor, 2002):

. a mission statement that was known and shared by all,

. a safe and orderly environment,

. high expectations for all,

. a high level of instruction and high levels of student
teacher interaction,

. the use of data to evaluate student progress, and

. parental involvement.

Through informal observations and conversations,
it was apparent that there was a need to change the way
teachers viewed students both as individuals and academi-
cally, as well as raise the teachers’ respect for student ability
and by extension raise the expectation of students’ perfor-
mance (Elmore, 1996).  In an attempt to accomplish this the
CT began to work with the Departmental Assistant Princi-
pals who were responsible for supervision, in reviewing
classroom observation practices and procedures. To this
end, a two hour workshop was conducted by the CT on the
“pre” and “post” observation processes to review procedures
that would support change in professional practices and
would increase the quality of classroom instruction and stu-
dent learning. For example, the use of prior teacher observa-
tions to build skills in a professional development approach
as well as to document areas in continued need of improve-
ment for marginal teachers was discussed and modeled.
Additionally, the CT emphasized that a positive climate
among the staff would help to insure that people would
work in their departments to identify and solve problems
(Blasé and Blasé, 2001).  Furthermore, individual meet-
ings were conducted with supervisors who requested sup-
port from the consultants or whom the principal identified
as needing direct CT intervention.

In particular, one assistant principal of a major sub-
ject area sought additional consultation time. She was ea-
ger to improve her supervisory practices and invited CT mem-
bers to join her in a classroom observation (with the teacher’s
agreement) and then to observe her conducting a post ob-
servation conference. Based on those experiences, it was
recommended that she utilize an observational rubric with
her teachers to ensure that everyone was “on the same page”
regarding the expectations of the lesson as well as to foster
teacher reflection.

Upon her analysis of the data with her staff, one
area of the rubric became the focus of her future work with
her department, namely student engagement. Since the
assistant principal identified this as a need common to her
teaching staff, the CT created a PowerPoint presentation
focused on student engagement that she could use at a

subsequent departmental meeting.  The CT suggested that
at a future department meeting she ask one teacher who
was demonstrating success with student engagement to
present some strategies that were found to be successful.
Additionally, they recommended that she review Wehlage’s
and Stronge’s work on engagement as well as Wehlage’s
model.

As with all other building supervisors, the assistant
principal was encouraged to think of the department meet-
ing as a vehicle for teacher growth and learning. For ex-
ample, the CT provided a PowerPoint presentation on differ-
entiated instruction with the suggestion that the teachers
include a demonstration of a strategy at one meeting and
then solicit feedback from those who utilized it at the next
meeting.  The CT recommended having staff share their
thoughts on how the strategy may be adapted, tweaked or
enhanced to meet the specific needs of their students. The
supervisors agreed that this approach would lead to “hands
on” experiences with differentiating instruction and provide
teachers with ownership of the instructional strategies.

Using a qualitative note-taking approach subse-
quent visits centered on observing the interactions between
students and staff as they entered the building, traffic flow,
behavior in the hallways prior to class and after the late bell,
disruptions to the instructional program, bell to bell instruc-
tion, and the rapport between students and teachers in their
subject classrooms. The CT met frequently with the princi-
pal debriefing their observed concerns as they emerged and
brainstormed with him to seek solutions that he was com-
fortable with and that would be viable within the desired cul-
ture of his building which would focus on teaching, learning,
and student success.

Another area for development involved assisting
the principal to view himself as the authority figure in the
building; building confidence in himself in his roles as in-
structional leader, manager, change agent, communicator,
and “team leader” for program assessment and implemen-
tation (Shellard, 2003; Fullan, 2002; Glickman, 2002 and
Supovitz, 2000).

Evidence of the CT’s success in the area of princi-
pal development was realized at the wrap-up meeting at
the conclusion of the 2007-2008 school year.  Most obvious
to the CT was the much improved level of cleanliness of the
building, the quiet and sense of order that pervaded the
hallways, and the principal’s confidence in himself as the
building leader all of which create an atmosphere condu-
cive to teaching and learning.  The principal was emerging
as a thoughtful, reflective and inquisitive professional.  His
priorities shifted from focusing on a school in need of re-
structuring to one that was now completing a Comprehen-
sive Education Plan for 2008-2009.  Of particular note was
the way the principal handled a specific situation one morn-
ing and then used that situation as a teachable moment
with his assistant principal.  Not only was the resolution
student-focused, but the principal modeled an important
lesson for his protégé.
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The principal presented four key questions that he
hoped to use to move the school further forward: What should
our students learn?  How will we know they have learned it?
What do we do if they did learn it?  What do we do if they did
not learn it?  He realized that these questions led directly to
the issues of measurement and accountability.   A number of
measurable suggestions were made by the CT as planning
for the next school year got underway:

.  Develop student leaders and give them the opportunity
to take ownership of their school.

. Motivate students to want more from their school expe-
rience. This starts with the teachers; teachers must
raise the bar; teachers must “own” the mission and
the vision.

. Have each stakeholder school-wide identify one spe-
cific goal that they would hold themselves accountable
for accomplishing.

. Encourage teachers to use a huge K/W/L chart on the
side of a classroom wall to demonstrate clearly to the
students what they Know, Want to learn, and record
when they Learned it (with evidence).

. Develop a syllabus and/or a calendar of lessons for
teachers of regents courses to assure continuity and
consistency across courses and within a department.

. Have each A.P. identify one teacher that they would
work with closely for improvement over a year and give
new teachers a “buddy teacher.”

. Create a school-oriented visual that could be dupli-
cated, distributed and prominently displayed to docu-
ment “where we were”, “what we’ve accomplished” and
“where do we go next.”

. Enhance outreach/recruitment of students by bringing
guidance counselors from feeder schools in for lunch,
sending parents and students to the feeder schools,
having the Spotlight students and Honors students visit
the schools, and hosting community events. All agreed
that there were many ways to rebuild the reputation of
the school by using a small focused positive steps.

. Introduce a new school wide initiative called “Win the
Day.”  The guidance department will identify a cohort of
students who will receive personalized mentoring in
order to help “win their day” by attending all of their
classes including the first and last periods of the day,
coming to school daily on time, completing all assign-
ments, and monitoring their own classroom behavior.

Through a partnership with the guidance department, all
staff members will be challenged to set personal goals to
“win their day as well.”

Emphasis on the Role of the School Counselors

In order to address the principal’s concern regard-
ing the school counseling program, a St. John’s University
professor from the department of school counseling joined
the CT team. This school’s counseling department consisted
of eight counselors, six female and two male, all full-time
employees, and an Assistant Principal of Guidance (APG).
The consultant viewed the Assistant Principal of Guidance
(APG) as someone who was respected by both the counse-
lors and the principal and who was open to the consultant.
The consultant met with the APG to share ideas and work
with her to try to have her on board with the goal of looking at
problem areas and creating solutions.

The school counseling CT’s first order of business
was to determine who was requesting the consultant, what
that person saw as the problem(s) to be addressed and the
nature of the problem(s).  In this particular case, the consul-
tation was triadic (Doughtery, 1995) in nature. The triad was
made up of the consultant, the help seeker (principal) and
the client (school counseling department) with the ultimate
beneficiary of this engagement being the students. The first
goal was to determine the relationship between the princi-
pal and the counselors; since the principal requested the
consultant, it was very possible that the counselors were not
in favor of this.  As noted earlier, the consultant had to estab-
lish the degree to which the parties trusted each other.  For
this collaboration to be successful there had to be an honest
and trusting working relationship among the professionals
(Sebring & Bryk, 2000); the consultant needed to explore
and identify this relationship.

There was a major issue that surfaced early in this
particular consultation. From the initial meeting with the prin-
cipal and then with the school counselors it was clear the
two did not see the counselors’ work the same way.  The
principal recognized that the counselors were doing a good
job but thought they could do a “better job.” The counselors
thought they were doing a good job but also thought they
were overworked in terms of the paperwork required and
that they were underappreciated by the principal.  They were
also unsure of what the principal meant by “their being able
to do a better job.”

There was no disagreement between the princi-
pals and the counselors regarding the counselors’ work
meeting an acceptable standard or attaining quality accep-
tance by the department as a whole, with some variance
among individual counselors. The principal was looking for
the counselors to take their work to a higher level; that is, to
become substantially engaged with their students through
meaningful and frequent personal contact.  In conjunction
with the counselors the consultant identified areas for qual-
ity improvement and set markers to determine if in fact there
was measurable improvement.

Along with establishing the degree to which the prin-
cipal and counselors would work with each other it was im-
perative that a trusting relationship be established between
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the consultant and the counselors. This can be somewhat
difficult because, as in this case, consultants not based in
the school are perceived as outsiders is not based in the
school (Dinkmeyer & Carlson, 2006). After all it was not the
counselors who thought changes needed to be made, it
was the principal, resulting in an understandable hesitation
on the counselors part to work with the consultant.  A meet-
ing between the consultant and the counselors as a group
provided a forum to clarify why the consultant was there, the
agenda, and to bring to the surface counselor concerns. The
consultant allowed the counselors to do most of the talking
which involved venting. By the end of the hour-long meeting
the counselors understood the consultant was there to do
things “with them” and not “to them” and the consultant came
away understanding the counselors’ views of the principal,
the school, and the quality of  their work.

It became clear early on that there were some posi-
tives to build on and some obstacles to overcome. The posi-
tives included counselors’ admitting that things could be
better, viewing the consultant as a positive change agent,
and respecting the leadership of the Assistant Principal of
Guidance (APG) who showed a willingness to work on im-
proving things. In addition, and especially important for the
consultant to note, several counselors did show genuine
interest in trying to improve things.

There were three primary obstacles. First, while all
the counselors agreed there is always room for improve-
ment, a few counselors did not display enthusiasm for actu-
ally exploring steps to make changes, holding steadfast to
the idea that there was already too much paperwork and too
many tasks to complete. Second, it was thought the princi-
pal did not appreciate the work done by the counselors. Third
and most disturbing to the counselors was the belief that
decisions were made top-down in an arbitrary way with little
and often no input from the counselors. This made the coun-
selors feel marginalized. That type of feeling is a significant
obstacle to improving staff relationships (Brewster &
Railsback, 2003).

Establishing a Connection with Counselors

Giving voice to the counselors by allowing them to
express their concerns was the first step. This countered
their expressed feeling of being marginalized and was an
important step in trust building (Bryk & Schneider, 2002).
The starting point involved engaging the entire counseling
department in a conversation about the school, their work,
and offered a forum for ideas and issues to be raised with-
out criticism or the consultant discounting any proposals.
The consultant came away from the meeting with two is-
sues of concern: (a) the need to improve attendance and (b)
students were failing too may courses and therefore were
not able to graduate.

Where possible, the consultant tried to put two coun-
selors together on one project to support each other, know-
ing that creating support among staff fosters team-building

and acts as an incentive to keep working on the project
(Blasé & Blasé, 2001; Tschannen-Moran, Uline, Hoy, &
Mackley, 2003).  The consultant met individually with those
counselors who agreed to take on a project. He asked
each counselor to respond to three questions before the
logistics of the project were designed. Is the project posi-
tive, possible, and supported?   That is to ask: was the
project positive for the students?  was it realistically pos-
sible to complete?  and was it supported by the principal
and the assistant principal? There had to be a yes answer
to each of these questions. For obvious reasons any “no’
answer would be an obstacle that had to be overcome.  It
was very important for the decision makers to be kept
current on all that was taking place. The consultant met
with the principal and the assistant principal and informed
them of the progress. Both expressed positive thoughts
and presented no obstacles to continuing. This allowed
for the consultant to move to the second phase: estab-
lishing consultant credibility.

At the next consultant-counselors meeting there
was a shift in focus from talking about problems to owning
solutions.  As a follow-up to the individual meetings that
took place the consultant asked the counselors to identify
projects they might want to explore with the consultant. Two
counselors said they had projects in mind and wanted to
talk about them. The consultant worked with the two coun-
selors to begin clarifying their projects and developing a
plan of action. An hour is not sufficient time to talk through
and establish two projects, but it is enough time for the
consultant to demonstrate to any reluctant counselors that
the process is easy, and some energizing projects can
come out of the discussion. This meeting was a starting
point for further conversations. Watching the interaction put
the other six counselors at ease about doing a project them-
selves. At the end of the meeting, two additional counse-
lors asked the consultant if they could meet with him and
start to develop their own project.

The Consultant Establishes Credibility

Up to this point the counselors experienced the
consultant in expressed terms and not manifest terms. The
counselors had never actually witnessed any defining ac-
tion that offered them a chance to believe the consultant
can “do” as well as talk.  An overnight retreat was arranged
for the consultant and counselors with the agenda and
events organized by the consultant. This gave the consult-
ant an opportunity to show the counselors that he was a
capable professional. This was an important perception
for the counselors to embrace. Through demonstration, the
consultant can break through any resistance based on
doubts about his ability.  There are many levels of resis-
tance (Parsons & Meyers, 1984), this could be one of them.
Written feedback indicated all eight counselors thought the
retreat was worthwhile. They reported that they learned
some strategies about school counseling, they saw the
consultant as less of an outsider, and they believed it had a
positive impact on team building.
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Committing to a Project

Within two weeks of the retreat, the consultant met
individually with each of the eight counselors.  Three domi-
nant issues were identified. First, there were too many stu-
dents doing very poorly academically with no strategies in
place to address this problem. These students were vulner-
able to leaving school without a diploma or any marketable,
vocational skills. The consultant and the counselors agreed
that it would be beneficial to meet with the students to find
out what they thought their needs were. This was a student-
focused approach. It was decided that the consultant would
attend a group session and demonstrate specific techniques
that would engage students.

Second, there was no acknowledgment of student
success in either the academic domain or demonstrated
positive social responsibility. It was decided that a peer sup-
port plan would be developed. Students who were passing
all their courses would be given awards in their homeroom
or in the subject class in which they excelled. In addition to
the counselor, it was suggested the principal also be present.
Furthermore, the student receiving the award would be asked
to identify another student who might be close to achieving
this academic milestone and work with that student in an
effort to produce positive results.

The third more difficult problem involved how to stop
gang influence and intimidation in and outside the school.
This problem remains in the discussion stage at this time
and is a system wide issue that will require the involvement
of numerous stakeholders including students, school offi-
cials, parents, the community, and law enforcement.

Changes That Influence School Climate

All parties agreed that the school has to work on
changing it’s climate to become much more positive.
There were several simple suggestions that should be
implemented.  Each counselor should make no less than
two positive phone calls home each week to inform the
parent(s) that the student has demonstrated a positive
behavior.  That behavior might include, but not be limited
to, improved attendance, improved grades, greater par-
ticipation in a class, or completed homework on time. One
source of this type of information would be obtained from
counselor-teacher conversations which are presently lim-
ited. This strategy would support students as well as in-
crease professional collaboration.

Another easy to implement idea is to have a “word
of the week.” The word, chosen by the A.P. for English in
consultation with teachers and students, would be an-
nounced on the public address system, posted on a bulletin
board, hung at the school entrance on a display and used in
English classes throughout  the school.  Words cannot be
negative, cannot be slang, or street derivations of words.
Some words that might be considered include: integrity, honor,
commitment, motivation, and achievement.  This is another
strategy that may add to a positive school environment.

Finally, having teachers and counselors being vis-
ible in the halls between classes may help to reduce inci-
dents of violence and negative behavior. Teachers should
stand at the classroom door and greet students; this would
afford teachers the opportunity to provide positive feedback
to students. Likewise, counselors should make themselves
accessible and engage students in between classes.  In-
creasing staff-student interaction may promote better stu-
dent outcomes.  A goal of these small  school wide projects,
and creating a positive climate in the school is to offer stu-
dents a better chance of succeeding.

Impact of the School-University Collaboration

As a result of the collaboration, the school’s yearly
“Quality Review” from the New York City Department of Edu-
cation cited the following findings:

What the school does well:

• Students assessed to be in greatest need are first to
receive support to improve their progress and perfor-
mance.

• Staffing and scheduling decisions are based on strong
evaluations of individual student’s performance and
the nature of the program and intervention that they are
most likely to require.

• Systems and structures are being implemented which
enable the school to function effectively on a day to day
basis.

• The Principal’s high expectations are raising the ex-
pectations of the whole school community so that goals
established are becoming challenging, but achievable.

• There are effective and consistently applied procedures
in place to encourage and monitor student attendance
and tardiness.

• The entire Administrative team has a clear vision for
procedures and systems to effect change.

• School leaders track the outcome of periodic assess-
ments and other diagnostic measures and use the
results to make strategic decisions to modify practices
to improve student outcomes.

• There is support and professional development from a
university to help meet the needs of teachers and stu-
dents.

The annual Quality Review also cited a few areas
in need of improvement which included: (a) further de-
velop a school wide approach to the objective collecting
and interpreting of data; (b) ensure that teachers use data
to plan and provide differentiated instruction; (c) further
develop effective partnerships with outside entities to sup-
port the academic and personal growth of students; and
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(d) improve the consistency with which teachers record in-
formation about individual students and their classes as a
whole and evaluate their progress against targets set for
improvement.

As a result of these findings, the CT plans to focus
on the major area in need of improvement – the use and
interpretation of data – as we continue our work with the
school’s staff into the next school year. A professional devel-
opment program is planned for the entire staff during the
summer to increase staff understanding of why data is im-
portant and how it can be used to drive instruction and sup-
port student achievement.  All collaborators are committed
to the school’s motto “failure is not an option” and eager to
see continued improvement for the benefit of the students.
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College Students’ Attitude
Towards the Frequency of Types

of Technology Used For Online Learning

by Lynn Marsh, RDH M.S., Elsa-Sofia Morote, Ed.D.
Jennifer McCormick, M.A., B.C.B.A., and Thomas Franza, Ed.D.

Abstract
 This study examines the perception of students

regarding the frequency and preference of types of technol-
ogy used for online learning.  Differences were compared
between two groups of students, currently taking online
classes, those who previously completed an online course
and those who had not.  An independent samples t test
revealed that there were no significant differences between
the two groups regarding their attitudes towards frequency
of use of the types of technologies used during online learn-
ing.  In addition, a frequency analysis revealed that most of
the students felt that certain forms of synchronous learning
technology should never be used during an online course.
Differences were revealed with regard to the technology
preferred for personal communication during online
courses.  A discussion of student familiarity with some types
of technology followed.

Purpose
Many colleges and universities are offering online

learning courses as part of their undergraduate and gradu-
ate programs.  An estimated 12.2 million students were
enrolled or registered in an online college level credit
course during the 2006-2007 academic school years
(Parsad & Lewis, 2008).  Online learning can take many
forms; delivery systems of information can vary and the use
of different types of technology can be required for partici-
pation.  Online learning can provide flexibility, individual-
ized learning, and may be offered at a lower cost than learn-
ing that occurs face-to-face (Griffiths & Graham, 2009).
Technology used during online learning is also being used
in face-to-face classroom environments.  This present study
will build on the information regarding students’ attitudes
toward online learning technology.

The purpose of this study was to examine stu-
dents’ attitudes towards the types of technology used dur-
ing online learning.  There were three types of technology
examined in this study; asynchronous learning technology
(blackboard environment,  internet discussion groups,
internet one-way audio only and online tests),  synchro-
nous learning technology (fax, internet chat groups, internet
two-way audio only, internet one-way live video and one-
way audio, internet one-way live video and two-way audio,
internet two-way live video and two-way audio, personal
information manager general, simulations, telephone/voice
mail, videoconferencing), and personal communication

technology (communication via email, electronic portfolios,
databases, traditional mail correspondence and web blogs).

This study was intended to answer two questions:
Is there a difference between students who previously com-
pleted an online course and students who have not with
regard to which types of technology they feel should be used
in an online course and with what frequency?  Is there a
difference between the student groups with regard to the
preference of the technology they feel should be used in an
online course and the frequency of that use?

Theoretical Framework

Asynchronous Learning Technology
Individuals learn differently and process and un-

derstand information at different rates.   Self Determination
Theory (SDT) (as cited in Lapointe & Reisetter, 2008) sup-
ports the idea of interpersonal involvement to help students
learn. According to SDT when students learn they need to
meet their psychological needs of autonomy, relatedness,
and competence; asynchronous learning can be used to
meet these needs.  Asynchronous learning can take the
form of discussion groups which, when carefully structured,
can promote on-task discussions that increase the stu-
dents knowledge about the task (Vonderwell, Liang, & Al-
derman, 2007; Teo & Webster, 2008).  In addition, discus-
sion groups have been used successfully to build collabo-
rative student- to- student and student- to- teacher learning
environments (Cox & Cox, 2008).  Timely, appropriate feed-
back from instructors, along with the amount of course-
related contact, has been found to impact student attitudes
toward asynchronous learning environments and their de-
cisions to remain with or to drop out of a distance learning
course (Tello, 2007).

Synchronous Learning Technology
Synchronous learning provides a real time learn-

ing experience for students.  This type of methodology facili-
tates immediate reactions and comments which offer online
students the opportunity to interact when working together
with other students in group assignments or projects.  Syn-
chronous learning has been accepted by students because
it is  easy to use, efficient, and affords the ability for students
to learn from each other while creating a sense of class-
room community for online students   These features of
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synchronous learning technology help maintain the students
interest in online learning (Maushak & Ou, 2007).

In the online environment, synchronous learning
allows full interactive communication between students as
well as between students and faculty members. Students
are able to “share data in real time resulting in a learning
environment that closely mimics a face-to-face classroom
experience” (Rybarczyk, 2007, p. 31).  Student involvement is
an important aspect for active and engaged learning and
synchronous learning demonstrates an increase in student
participation and understanding.  Synchronous learning is
most valuable when frequent feedback and communication
with other students, as well as the faculty member, is re-
quired. Student success is evident when faculty members
utilize the correct educational tools to accomplish the spe-
cific goals and learning outcomes of the course.   The infor-
mation and expansion of technology has made synchro-
nous learning a resourceful method and financially feasible
for students to complete degrees while maintaining a work
and a home life.

Regardless of the positive aspects of synchronous
learning, the characteristic time restriction for assignments
or lectures in synchronous learning can place limitations on
sufficient discussion and thoughtful feedback (Park & Bond,
2007). Technology related problems and inefficient network
connections have a negative influence on communication
between classmates as well as the faculty member. “In ad-
dition, to some students who had a language barrier, it was
more challenging to communicate with their peers without
face-to-face interactions. Sound problems like noises and
repeats created more difficulties for them” (Park & Bond,
2007, p.259).

Personal Communication Technology
Inside the long distance learning paradigm, courses

are taught in a myriad of ways.  Whether the pedagogy meth-
odology is synchronous or asynchronous, personal com-
munication is a concern for students.  Personal communi-
cation in long distance learning plays a significant role in
creating a sense of connectedness and classroom com-
munity for the enrolled students. Woods (2002) states that,
“both quality and frequency of interpersonal and group com-
munication are critical factors in the relative success of online
distance courses and programs” (p. 382).  Without personal
communication, students begin to feel disconnected and
isolated with regards to the rest of the class.  The students’
sensitivity toward personal communication is imperative with
regard to the level of satisfaction with the online learning
experience.

According to Gregory (2003), personal communi-
cation is an essential component for moving an online
course from simple communication to an educational ex-
perience comparable to a traditional classroom environ-
ment.  Advances in technology have made online learning
a forceful power in education; it provides an interactive ap-
proach for reaching students with time and distance barri-
ers. Technology plays an active role within higher educa-

tion.  Heiman (2008) reports, “internet technology has a
powerful potential for knowledge innovation, increasing ef-
ficiency, and improving the educational system” (p. 245).
The need for personal communication and human interac-
tion regarding online learning is imperative on the part of
the faculty member in creating an encouraging social and
academic environment.

Methods
The data for this present study was obtained from a

previous study conducted by Thomas Franza Jr. (2006).
Franza (2006) developed a survey to measure student and
faculty attitudes on the use of technology for online learning
courses.  The original study was entitled, “Web Based Dis-
tance Learning Training and Technology Needs as Perceived
by Faculty and Student: A Contrast between Web Based and
Traditional Classrooms.”  The participants from the original
study involved 272 students enrolled in an online course for
the 2005 Spring and/or Summer semester in a private co-
educational college located on Long Island, New York (to
see complete survey see Appendix B,  pages 145-147,
Franza, 2006).

The data for this present study contained responses
from 57 students who were taking online courses at the time
of the original survey, 40 reported that they had previously
completed an online course, 17 reported that they had not.
Of the 40 students who reported that they had previously
taken an online course, 17 were randomly selected; using
SPSS, for this study.

Twenty- two questions from the original survey were
used in this study.   These questions asked the respon-
dents to indicate which tools they felt should be used in an
online course and with what frequency measured by a five
point Likert Scale (1=Never, 2=Once or twice/semester, 3=
Monthly, 4=Weekly, 5=Daily).  For this study, items were
validated using a factor analysis with an absolute value of
.50; from this factor analysis 3 variables; asynchronous
learning technology, synchronous learning technology, and
personal communication technology, were developed.
Based on results of the factor analysis, 4 items were in-
cluded to measure how often students felt types of technol-
ogy should be used for asynchronous learning, 10 items
were included to measure how often students felt types of
technology should be used for synchronous learning, and
5 items were included to measure how often students felt
types of technology should be used for personal commu-
nication during an online course.  Three of the original 22
items were omitted as they either did not load or loaded in
two places (see Tables 1, 2, 3).

Chronbach’s alphas were computed to determine
the reliability of each of the three variables created.  Results
of reliability for each variable; technology for asynchronous
online learning (64.2%), technology for synchronous online
learning (94.8%), and technology for personal communica-
tion (82%), indicated reliability of the measurement.  An in-
dependent samples t test and frequency analysis were per-
formed to contrast the frequency and preference of use for
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specific technology between both groups of students; those
who previously completed an online course and those who
had not.

Results
Question one: Is there a difference between stu-

dents who previously completed an online course and stu-
dents who have not with regard to which types of technology
they feel should be used in an online course and with what
frequency?

An independent samples t test was conducted to
evaluate if there was a difference between students who
previously completed an online course (indicated as “P” in
the below tables) and those who had not (indicated as “NP”
in the below tables) with regard to how often they felt specific
types of technology should be used in asynchronous learn-
ing, synchronous learning, and personal communication
during an online course.  Results revealed that there were
no significant differences between the students who previ-
ously completed an online course and those who had not
with regard to how often they felt specific types of technology
should be used in asynchronous online learning t (27) =
1.734, p = .094, synchronous online learning t (27) = -.104, p
= .918, and personal communications t (24) = .629, p = .535,
during an online course.

Question two: Is there a difference between the
student groups regarding their attitude toward preference
of technology used and the frequency of that use during an
online course? Frequency distributions for the three vari-
ables were computed for each group, students who previ-
ously completed an online course and those who had not.
Frequency distributions revealed the percent of use that the

students felt each type of technology, within each variable,
should be used during an online course.

Asynchronous Learning Technology
Percentage of the students’ attitude towards how

often each type of asynchronous learning technology should
be used during an online course are indicated in Table 1.
Results revealed that both groups of students; 52.9% of
those who previously completed an online course and 50%
of those who had not, felt that the blackboard learning envi-
ronment should be used on a weekly basis.  Of the students
in both groups; 82.4% of those that previously completed an
online course and 43.8% of those that had not, felt that internet
discussion groups should be used on a weekly basis.

Students; 37.5% of those who had previously com-
pleted an online course and 66.7% of those who had not, felt
that internet one-way audio only should never be used; addi-
tionally 37.5% of those students who previously completed
an online course felt that internet one-way audio should be
used at least once or twice a semester.   Both groups of
students; 43.8% of students who previously completed an
online course and 56.3% of those that had not, felt that online
tests should be used on a monthly basis.

Students who had previously completed an online
course, compared to students who had not, were more likely
to feel that internet discussion boards and online tests be
used on a weekly basis.  Students who had not previously
completed an online course, compared to students that
had, were more likely to feel that the blackboard learning
environment be used once or twice a semester and that
internet one-way audio only never be used (Table 1).

Table 1 Asynchronous Learning Technology (Previous online course N=16, No Previous online course N=13)
Percentage of students’ attitude towards how often asynchronous learning technology should be used during
an online course.

 

 Never 
1 

Once or twice/semester 
2 

Monthly 
3 

Weekly 
4 

Daily 
5 

Blackboard 
learning  

     

P ----- ----- ----- 52.9 47.1 
NP ----- 6.3 ----- 50.0 43.8 
 
Internet 
discussion  

     

P ----- ----- ----- 82.4 17.6 
NP 6.3 6.3 31.3 43.8 12.5 
 
Internet one-
way audio only 

     

P 37.5 37.5 ----- 18.8 6.3 
NP 66.7 20.0 6.7 ----- 6.7 
 
Online tests  

     

P ----- 12.5 43.8 37.5 6.3 
NP 6.3 12.5 56.3 12.5 12.5 
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Geography:  The Lost Discipline

By John A. Nidds

Synchronous Learning Technology
Percentage of the students’ attitude towards how

frequent each type of synchronous learning technology
should be used during an online course are indicated in
Table 2.   Results revealed that 41.2% of students who pre-
viously completed an online course and 33.3% of those that
had not; felt that internet chat groups should be used on a
weekly basis during an online course.  Of the students who
previously completed an online course 43.8% felt that internet
two-way audio only should be used once or twice a semes-
ter, whereas 53.3% of the students who had not previously
completed an online course felt that it should never be used.
Of the students who previously completed an online course
43.8% felt that simulations should never be used; whereas
of the students who had not previously completed an online

 Table 2 Synchronous Learning Technology (Previous online course N=14, No Previous online course N=15)
Percentage of students’ attitude towards how often synchronous learning technology should be used during an
online course.

course, 26.7% felt that simulations should not be used and
26.7% felt that it should be used monthly.  Telephone and
voice mail was a technology that 40% of students who previ-
ously completed an online course felt should never be used,
whereas of the students who had not previously completed
an online course, 25% felt that telephone and voicemail
should be used monthly, 25% felt it should be used weekly,
and 25% felt that it should never be used.

The frequency results revealed that most students
from both groups felt that a fax, internet one-way live video
and one-way audio, internet one-way live video and two-way
audio, internet two-way live video and two-way audio, per-
sonal information manager general, and videoconferencing,
should never be used during an online course (Table 2).

 Never 
1 

Once or twice/semester 
 2 

Monthly 
3 

Weekly 
4 

Daily 
5 

Fax      
P 43.8 37.5 6.3 6.3 6.3 
NP 56.3 6.3 18.8 6.3 12.5 
 
Internet chat groups 

     

P 11.8 11.8 29.4 41.2 5.9 
NP 13.3 20.0 26.7 33.3 6.7 
 
Internet two-way audio only  

     

P 37.5 43.8 ------ 12.5 6.3 
NP    53.3 20.0 13.3 6.7 6.7 
 
Internet one-way live video 
and one-way audio 

     

P 43.8 31.3 6.3 12.5 6.3 
NP 73.3 13.3 6.7 ----- 6.7 
 
Internet one- way live video 
and two- way audio 

     

P 37.5 37.5 6.3 12.5 6.3 
NP 66.7 13.3 6.7 6.7 6.7 

 
Internet two-way live  
video and two- way audio 

     

P 37.5 31.3 12.5 12.5 6.3 
NP 60.0 13.3 6.7 13.3 6.7 

 
Personal information 
manager General  

     

P 46.7 20.0 20.0 6.7 6.7 
NP 40.0 6.7 33.3 6.7 13.3 
 
Simulations  

     

P 43.8 25.0 12.5 12.5 6.3 
NP 26.7 20.0 26.7 20.0 6.7 
 
Telephone/ voice mail 

     

P 40.0 6.7 20.0 26.7 6.7 
NP 25.0 12.5 25.0 25.0 12.5 
 
Videoconferencing 

     

P 50.0 31.3 6.3 6.3 6.3 
NP 66.7 6.7 13.3 6.7 6.7 
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Personal Communication Technology
     Percentage of the students’ attitude towards how often
each type of personal communication technology should be
used during an online course are indicated in Table 3.  Re-
sults revealed that, 80% of students who previously com-
pleted an online course and 56.3% of those who had not; felt
that e-mails should be used on a weekly basis.  Frequency
results revealed that an equal percent of students, 28.6%
who previously completed an online course felt that either
electronic portfolios be used on a monthly basis or on a
weekly basis, while 33.3% of students who had not previ-
ously completed an online course felt that they should be
used on a monthly basis.  Of the students who previously
completed an online course 37.5% felt that online data bases
should be used weekly; whereas 40% of students who had
not previously completed an online course felt they should
be used monthly.  Both groups of students; 50% of those
who previously completed an online course and 60% of those
who had not, felt that traditional mail correspondence should
not be used.

Students who  previously completed an online
course, compared to  students who had not, were more
likely to feel that  e-mails, electronic portfolios and web logs/
blogs be used on a weekly basis and that traditional mail
correspondence be used on a once or twice a semester
basis.  Students who had not previously completed an online
course, compared to those that had, were more likely to feel
that online databases be used on a monthly basis. Differ-

Table 3   Personal Communication Technology (Previous online course N=12, No Previous online course N=14)

Percentage of students’ attitude toward how often personal communication technology should be used during an
online course.

ences in the realm of personal communication technology
revealed that most students who had previously taken an
online course preferred the use of web logs/blogs, opposed
to those students who had not previously taken an online
course (Table 3).

Educational Importance of Study
The educational importance of this study is that it

provides insight to students’ attitude with regard to how of-
ten certain types of technology should be used in online
learning.  The results of this study indicate that students who
had previously completed an online course were more likely
to recognize and appreciate the types of technology used in
asynchronous learning, synchronous learning, and personal
communication and how often that technology should be
used in an online learning environment.  Students who had
previously completed an online course felt that the technol-
ogy used in all three areas; asynchronous learning, syn-
chronous learning, and personal communication, be more
frequently used compared to students who had not previ-
ously completed an online course.

This study revealed that students were more likely
to prefer technology used in asynchronous learning. One
could hypothesize, based on SDT theory (as cited in Lapointe
& Reisetter, 2008), that students are more likely to use learn-
ing techniques used in asynchronous learning because
these techniques support their psychological needs of au-
tonomy, relatedness, and competence. The frequency re-

 Never 
1 

Once or twice/semester 
2 

Monthly 
3 

Weekly 
4 

Daily 
5 

E-mail      
P ----- ----- ----- 80.0 20.0 
NP ----- 6.3 6.3 56.3 31.3 
 
E-portfolios 

     

P 21.4 14.3 28.6 28.6 7.1 
NP 26.7 13.3 33.3 13.3 13.3 
 
Online 
databases 

     

P 18.8 12.5 18.8 37.5 12.5 
NP 13.3 6.7 40.0 33.3 6.7 
 
Traditional mail   

     

P 50.0 18.8 12.5 12.5 6.3 
NP 60.0 6.7 13.3 6.7 13.3 
 
Web Logs/Blogs  

     

P 37.5 12.5 12.5 31.3 6.3 
NP 53.3 20.0 13.3 6.7 6.7 
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sults revealed the highest percent of responses for students
in both groups were those that felt a fax, traditional mail,
internet one-way live video and one-way audio, internet one-
way live video and two-way audio, internet two-way live video
and two-way audio, personal information manager general,
and videoconferencing, should never be used during an
online course.

According to the review of the literature, the prefer-
ence of synchronous learning technology is accepted by stu-
dents as it is easy to use, efficient and affords the ability for
students to learn from each other while creating a sense of
classroom community for online students.  However, our
research indicates that most of the students felt that certain
forms of synchronous learning technology (fax, internet one-
way live video and one-way audio, internet one-way live video
and two-way audio, internet two-way live video and two-way
audio, personal information manager general, and
videoconferencing) should never be used during an online
course.  Differences in the realm of personal communica-
tion technology revealed that most students who had previ-
ously taken an online course preferred the use of web logs/
blogs, opposed to those students who had not previously
taken an online course.

Future research should examine if there is a rela-
tionship between the students’ knowledge or lack of knowl-
edge regarding the use of technology and preference of tech-
nology when enrolled in an online course.  The findings of
this study should not be overlooked concerning the further
advancement and progression of online learning courses.
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Abstract

Research found in the literature reveals that formal
mentoring is an increasingly important aspect of the educa-
tional profession due to an ever more complex organiza-
tional environment.  The corporate world provides mentoring
opportunities for employees.  Likewise, twenty states cur-
rently provide some type of mentoring programs for new su-
perintendents.  However, little research currently exists re-
garding formal mentoring and training programs for new
superintendents in the state of Illinois.

The foci of this quantitative study were to examine
whether formal mentoring programs are provided for new
superintendents in the state of Illinois and to determine what
specific subject areas should be included in these programs.
This study adds to current research that suggests a need for
formal mentoring and training programs for superintendents
in order to assist in successful progression in the educa-
tional process and to play a vital role in the administrative
preparation of new superintendents.

Introduction

The purpose of this study was to conduct research
in order to determine whether formal mentoring and training
programs are provided for new superintendents in the state
of Illinois.  The goal was to research mentoring programs
from multiple perspectives.  Of particular interest to the re-
searcher was a study of the literature related to mentoring
programs provided for employees in the corporate world and
mentoring and training programs provided for new teachers,
new principals, and new superintendents in the field of edu-
cation.  No formal comparative research was conducted or
was a comparative study included as part of the research
questions.

This study was selected because of the impor-
tance of formal mentoring for new superintendents.  For-
mal mentoring programs for new superintendents provide
a necessary progression in the educational process and
play a vital role in the administrative preparation of new
superintendents.

Statement of the Problem

The state of Illinois does not offer a formal
mentoring program for all new superintendents or for expe-
rienced superintendents new to the state.  As a result, new
superintendents in Illinois often enter the superintendent
position devoid of essential training activities and adequate
professional development opportunities that could be an
asset to them as they embark on a new administrative ca-
reer.  The school superintendent often heads one of the
largest businesses in the community, particularly in rural
areas.  Where school districts with multiple buildings have a
ready-made community of principals, there is only one su-
perintendent in the district (Beem, 2007).

School district superintendents are faced with a
myriad of decisions and responsibilities.  Veteran superin-
tendents have the advantage of relying on past experiences
when confronted with numerous decisions and responsibili-
ties.  In contrast, new superintendents are unable to draw on
past experiences when faced with important school district
decisions and the turbulence and lack of predictability of the
day-to-day rhythms of administrative life (Livingston, 2007).
Many new superintendents are left to thrive on their own as
they wade through budget documents, contracts, and school
board relationships (Beem, 2007).  Without the availability of a
formal mentoring and training program, some superinten-
dents may be left to fend—or to flounder—on their own.

Significance of the Study

Literature is replete with information regarding the
implementation of formal mentoring programs that the cor-
porate world provides for employees and that school dis-
tricts provide for new teachers, new principals, and new su-
perintendents.  Beem (2007) contends that in the 1990s,
teacher mentoring programs proved that supporting first-
year teachers yielded better instructors and provided in-
creased teacher retention rates among school districts.  That
success led to mentoring programs for new building princi-
pals.  Now mentoring programs are trickling up to superin-
tendents, who by definition are the instructional leaders of
their school districts.  This study seeks to add to and extend
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the expanding body of knowledge regarding formal mentoring
programs for new superintendents.  In addition, the research
seeks to reiterate the increasing importance of providing for-
mal mentoring opportunities for new superintendents in the
state of Illinois.

Review of the Literature

History

The term mentor originates from Homer, the ancient
Greek poet, and his epic poem, The Odyssey.  When the
great warrior, Odysseus, departed for the Trojan War, he left
the education of his son, Telemachus, in the hands of his
trusted friend, whose name was Mentor (Reese, 2006).  The
term mentor refers to one who acts as a guardian, a trusted
counselor, or a teacher (Christ, 1989).

According to Little (1990), mentoring burst onto the
educational scene in the early 1980s as part of a broad move-
ment aimed at improving education.  Since that time,
policymakers and educational leaders have pinned high
hopes on mentoring as a tool for reforming teaching and
teacher education.  Due to an awareness of various prob-
lems faced by beginning teachers, policymakers realized the
logic of providing on-site support and assistance to novices
during their first year of teaching.

Mentoring in the Corporate World

Ensher and Murphy (2005) state:

Some of the top U.S. companies such as IBM, Cisco,

Disney/ABC, and NBC/Universal utilize some type of

mentoring programs.  The fact that these organiza-

tions, like many others, are required to remain at the

cutting edge of technology, prepare for executive suc-

cession, build strong organizational cultures, create

shareholder wealth, and attract and retain top talent

underscores the importance of mentoring for their

continued success. (p. 263)

Various companies have taken advantage of the
benefits of mentoring programs in their organizations, with
60% of Fortune’s 100 best companies utilizing formal
mentoring programs (Branch, 1999).  “Moreover, the exist-
ence of a formal mentoring program is now being used as
criteria against which the ‘best companies to work for’ are
judged” (Branch, 2004, p. 132).  Zachary (2005) states, “To-
day more organizations are embracing mentoring than ever
before, because it adds value for organizations, individuals
within the organization, and others with whom they
interact . . . .” (p. 8).

Mentoring Programs for New Teachers

Historically, little attention has been paid to the de-
velopment or mentoring of education’s prime resource—its
teachers.  However, Huling and Resta (2001) report a dra-
matic increase in teacher mentoring plans since the early

1980s.  Moir and Gless (2004) contend that new teachers
are faced with myriads of problems and an overwhelming
lack of support.  As a result, they can easily become disillu-
sioned.  Their initial excitement often becomes quickly bur-
ied by feelings of doubt, frustration, and discouragement.

The first year of employment is often recognized as
a critical period in a new teacher’s career.  Frustrations can
escalate as beginning teachers are expected to perform the
same duties as more experienced teachers (Thompson,
1995).  Teaching is one of the few professions in which new
teachers are expected to assume the same responsibili-
ties as veterans in the field (Danielson, 1996).  It is not
uncommon for some new teachers to ultimately begin to
question their reasons for entering the field of teaching.
Breaux and Wong (2003) stress that school districts should
commit the time and resources necessary to effectively train
and support new teachers, “in whose hands we so trust-
ingly place our children” (p. vi).

Mentoring Programs for New Principals

Just as novice teachers sometimes struggle with
experiences of inadequacy, beginning principals often har-
bor similar feelings and frustrations.  Even when principals
are at the beginning of their administrative careers, they
sometimes believe they should know more and be able to
do more than they are currently able to do.  [Numerous]
states are trying to improve the quality of training provided
for principals (Gates et al., 2003).  “[M]any new principals
still find themselves questioning how best to tackle the
multiple challenges of the job. . . . [W]here principals once
found themselves thrust into the position without much
preparation, today’s administrators are often given ample
opportunities to work closely with veteran principals before
assuming the job” (Franklin, 2005, pp. 1-2).

Mentoring Programs for New Superintendents

A school district superintendent holds a highly pres-
tigious position in public education.  Carter and Cunningham
(1997) stress the importance of a need for support in the
early years of the superintendency.  Despite such statements,
a review of the literature did not reveal a formal mentoring
program for new superintendents in the state of Illinois.
Recognizing that a need for mentoring exists, some profes-
sional organizations, such as the Illinois Association of
School Administrators (IASA), have stepped up to fill in the
gap by providing workshops, training activities, and
mentoring opportunities for new superintendents.  These
are provided on a voluntary basis.

Illinois legislation aimed at the adoption of a for-
mal mentoring program for new superintendents was
drafted in May, 2008 in the form of Senate Bill 2500.  Senate
Bill 2500 was approved by the House of Representatives
and sent back to the Senate for concurrence (Alliance Leg-
islative Report 95-69, IASB, 2008).  At the time of this re-
search project, however, Senate Bill 2500 had not been

signed into law.
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Method

Population

The population identified for this study included all
individuals employed as public school district superinten-
dents in the state of Illinois during the 2007-2008 academic
school year.  The researcher contacted the IASA and re-
quested a list of all public school district superintendents in
the state of Illinois.  The list yielded a total of 868 public
school district superintendents.

Instrumentation

The researcher developed and implemented a self-
administered, three-page survey instrument, which con-
sisted of three parts.  Part I of the survey instrument was
comprised of personal and employment information.  Part II
of the survey instrument consisted of items designed to
gather data relative to the individual respondent’s superin-
tendent mentoring and training experience.

Part III of the survey instrument addressed recom-
mended subject areas that might be included in formal
mentoring and training programs for new superintendents.
Twenty specific subject areas that often require a
superintendent’s knowledge and understanding were listed.
Using a 5-point, Likert-type response scale, respondents
were asked to rate the extent to which they thought the indi-
vidual subject areas should be included in formal mentoring
and training programs for new superintendents.  Utilizing a
principal components analysis, the 20 individual subject ar-
eas were empirically categorized into five subject-area
groups, as follows:  Law and Policy, Finance, Community
Relations, Technology Skills, and Employee Relations.

Data Collection

Survey data were collected over a five-week period.
The survey packets that were mailed to the 868 members of
the defined population consisted of a cover letter, a Partici-
pant Consent Form, a survey instrument, and a stamped,
self-addressed return envelope.  In order to ensure confi-
dentiality during the data collection process, each school
district superintendent was assigned an identification num-
ber.  By the end of the five-week period, 559 surveys (64.4%)
were completed and returned.  Data gathered from the 559
returned survey instruments were entered into a Statistical

Package for Social Sciences 14.0 (SPSS) Graduate Student

Pack data file for analysis.

Results

A summary of the superintendent survey results for
this research study includes the following data:

-  99.1% reported that their current school district did not
require a formal mentoring program for superinten-
dents new to the district.

-   89.7% reported they had never been involved in formal
mentoring.

-  53.2% reported they had never been involved in infor-
mal mentoring.

-  70.5% did not have a mentor prior to becoming a new
superintendent.

-  29.5% had a mentor prior to becoming a new superin-
tendent.

-  74.5% wished that a mentor would have been avail-
able to them as a new superintendent.

-  60.7% believed they might have benefited from a men-
tor of the same gender.

-  89.0% believed they might have benefited from a men-
tor from the same type of school district.

-  50.0% believed that the state of Illinois should require
a formal mentoring program for new superintendents.

-  5.4% received mentoring in a state other than Illinois.

New superintendents in some geographical areas
have access to experienced superintendents and other so-
cial networking opportunities.  Some state affiliates of the
American Association of School Administrators (AASA) oper-
ate mentoring and training programs for new superinten-
dents or those working in the state for the first time.  Most of
these programs are optional rather than required, and they
vary widely from state to state.  Some of these programs are
highly structured; others are quite informal (Beem, 2007).

Discussion

New superintendents enter a role in which they have
no previous experience on which to rely.  Despite this lack of
experience, they are still expected to be competent and knowl-
edgeable in their duties and responsibilities as the chief
executive director and school district leader.  Unfortunately, a
superintendent often portrays the image of the Lone Ranger
in the world of school administration (Daresh, 2001).  Due to
the fact that only one superintendent position exists within a
school district, there is no one else within the district with
whom the new leader can communicate—or commiserate—
on a superintendent level.

Results from this research study point to a definite
need for a formal superintendent mentoring and training
program throughout the state of Illinois.  New superinten-
dents embark upon highly visible leadership positions in
school districts where there is much to learn and where the
responsibilities of the job are extremely demanding.  They
could benefit from the support and guidance that a formal
superintendent mentoring and training program could pro-
vide.  Based on the results, however, it appears that a large
percentage of superintendents in the state of Illinois enter
their new district administrative positions with inadequate
preparation and a lack of formal mentoring.

Johansen (2006) emphasizes that new teachers
often have the advantage of being mentored by colleagues
within their own buildings.  In contrast, however, new super-
intendents find themselves hired to fill the top position in
their district.  As a result, there are no other similar positions
available for collaboration.  “In few locations do [superinten-
dents] have an experience equivalent to the internship of a
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doctor or social worker; they are plunged immediately into
the full responsibilities of [the role]” (Danielson, 1996, p. 6).
Wong (2002) states, “In every aspect of the real world, people
are trained.  Even local businesses . . . train their new work-
ers.  The military spends more time training, supporting,
and retraining its troops than we do for our teachers [or our
principals or superintendents].  Compare this with many
schools where training is nonexistent” (p. 57).  Although
formal mentoring and training programs may not address
all of the needs of a new superintendent, they can be a
valuable asset to new superintendents who face the chal-
lenges and responsibilities of new administrative careers.

Implications for Practice

The need for formal mentoring programs for new
superintendents is validated by the findings of the survey
results for this study.  In contrast, no evidence was found
in the literature that the state of Illinois provides a formal
mentoring program for new superintendents.  Current
mentoring opportunities in the state of Illinois appear to
be a variegated menu of informal activities and in-service
trainings.

The timeliness and importance of this research
study are reinforced by the current and predicted shortages
of qualified candidates who are willing to pursue school
district superintendent positions in the future.  Beem (2007)
states,

The superintendency may be the final frontier for

formal mentoring programs.  In the 1990s, teacher

mentoring programs proved that supporting first-

year teachers yielded better instructors who stayed

[in the profession] longer.  That success led to pro-

grams for building principals.  Now mentoring pro-

grams are trickling up to superintendents, who by

definition are the instructional leaders of their school

districts. (p. 11)

The successful implementation of a formal
mentoring and training program for new superintendents
could be a useful tool for school districts and educational
leaders as they train and prepare new superintendents for
their administrative roles and responsibilities, address po-
tential administrator shortage problems, and search for ef-
fective ways to retain qualified new superintendents not only
within their local school districts, but also throughout the
entire state of Illinois.

Recommendations for Future Research

Recommendations for future research could focus
on the following areas:

• Conduct a study to determine the correlation
between a new superintendent’s participation in a formal
mentoring and training program and his or her retention
within the same school district.

• Conduct a study to determine the requirements,
qualities, and expectations for individuals who serve as men-
tors to superintendents in formal mentoring and training pro-
grams.

• Conduct a longitudinal study to determine how
new superintendents learn as a result of their participation in
formal mentoring and training programs.

• Conduct a study to research the availability and
accessibility of formal mentoring and training programs for
female and/or minority superintendents.

• Conduct a study that would concentrate on the
marketing of a hypothetical, custom-designed, formal
mentoring and training program for new superintendents.

The recommendations for future research are im-
portant because they may add credence to the examination,
consideration, and implementation of formal mentoring and
training programs for new superintendents in the future.  The
outcomes of such studies can be used to promulgate the
effectiveness of formal mentoring and training programs for
new superintendents in the state of Illinois.

A definite need for formal mentoring and training
programs for new superintendents exists.  New superinten-
dents must be knowledgeable in a plethora of subject areas
in order to effectively and responsibly manage their respec-
tive school districts.  In addition, the need for new superin-
tendent mentoring and training programs is exacerbated by
the fact that superintendents have no other individuals at the
same administrative level within their respective school dis-
tricts with whom they can collaborate.

The literature and the data results from this study
strongly support a need for formal mentoring and training
programs for new superintendents.  Furthermore, a review
of the literature reinforces the fact that a need for formal
mentoring and training programs for new superintendents
will continue to live on and be a pressing issue in the next
century.

Disclaimer

Since the completion of this research study, the state
of Illinois has passed legislation that now requires mentoring
for new superintendents.  The original intent of the law, ac-
cording to Hendren (Telephone Interview, 2010), was to re-
quire statewide mentoring for all new superintendents.  On
July 23, 2009, Public Act 96-0062 was passed and became
effective.  The act stipulates that school district superinten-
dents who begin serving on or after July 1, 2009, and who
have not previously served as a school district superinten-
dent in the state of Illinois, are required to participate in a two-
year superintendent mentoring program established by the
Illinois State Board of Education (ISBE).

The implementation of the required superintendent
mentoring program, however, is contingent upon the Gen-
eral Assembly appropriating funds to the ISBE for this pur-
pose.  Even though the law is now on the books of the state
of Illinois, superintendent mentoring is not a requirement at
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the present time because funds have not been appropri-
ated.  Superintendent mentoring will not be required until
the state of Illinois is financially on its feet again.  When the
state does become financially stable, it is predicted that the
ISBE will conduct budget hearings and strategically ask
superintendents to attend and testify as to the need for the
superintendent mentoring program.
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Transition to the Position

of Superintendent of Schools

By Richard A. Simon

A carefully planned transition into the position of
superintendent of schools is critical to the ultimate success
of a superintendent in making a positive difference in a school
district.  Diagnosing who the key players are and identifying the
major issues that need addressing as well as understanding
the history and culture of a district are but a few of the chal-
lenges that face incoming superintendents.  The purpose of
this paper is to identify successful strategies that superinten-
dents use to make this transition.

Five sitting superintendents were interviewed, two in
their first year, two in their second year, and one in the third year.
Three of the five are in their first superintendent position while
the other two are in their second superintendent position.  Two
of the districts are small, with enrollments of approximately
2,000 students, one is a medium size district with 3,400 stu-
dents, and two are somewhat larger with enrollments of over
5,000 students.  All of the districts are suburban with student
achievement measures placing the districts near or at the top
of their respective regions.  Each interviewee responded to a
set of questions about their transition experiences and two
provided copies of formal written transition plans.

All of the subjects emphasized the importance of de-
veloping a plan for transition.  Two of the superintendents noted
that they had consulted the book Entry: How To Begin A Leader-
ship Position Successfully by Barry Jentz with Joan Wofford.
One of the superintendents noted that he had not had a plan
going into his first superintendent position and as a result of
some issues had a plan and used the book Entry for his sec-
ond superintendent position.  One of the first time superinten-
dents, stated she had been guided by the book Entry since this
was her first position.  She developed a five page plan that she
frequently adjusted, using the document as a “Draft” that she
did not share with the Board.  As a contrast, one superintendent
made his entry plan a formal public document.  The plan ran
ten pages long and included five specific goals each with a
series of objectives and activities.  Another of the subjects stated
that he had read the book First 90 Days: Critical Success Strat-
egies for New Leaders at All Levels by Michael Watkins.  Finally,
one of the first time superintendents developed a written plan
and sent it to the Board of Education for comments.  She noted
that the Board was “blown away” that she had even created
such a plan.

Developing a formal entry plan is a must for incoming
leaders.  “Bad beginnings follow from an informal, ad-hoc, hit-
the-ground running approach to entry” (Entry p. 6).  All of the
interviewees emphasized that the process of creating the plan,
thinking through the steps and key activities, was very valuable.
This is consistent with the findings of Barry Jentz and Jerome T.
Murphy in their article “Starting Confused:  How Leaders Start
When They Don’t Know Where to Start” in the June 2005 issue
of Phi Delta Kappan.  The authors state, “To avoid bad begin-
nings, we believe that new administrators must hit the ground
learning, rather than running.  Entry requires that they build
relationships with stakeholders and develop a process for
learning” (p. 738).

Identifying and meeting the key constituents and “play-
ers” in each district and community was a consistent recom-
mendation from each of the subjects.  Approaches included
both formal, structured meetings with specific interview ques-
tions to informal, social type meetings.  No matter what the
structure, the interviewees emphasized that listening to the
hopes and desires of each person was key to developing a full
picture of the district and the start to developing important work-
ing relationships.  One of the subjects found that her initial plan
to create a set morning with time for interested community
members or staff to visit her without an appointment evolved
into a practice that she continues to use and has, at least in
part, defined her superintendency.

In addition to individual meetings with each Board of
Education member, the incoming superintendents also used
formal training or structured retreats to establish relationships
with members of the Board of Education.  Specifically, one of
the superintendents had representatives from the New York
State School Board’s Association run a two-day retreat that in-
cluded establishing protocols for Board-Superintendent rela-
tions.  Another of the superintendents designed and led his
own retreat in the hope of getting his Board to work more effec-
tively as a group.  Specifically, this superintendent utilized a
number of activities contained in the book So Now You’re The
Superintendent! by John Eller and Howard Carlson.  Topics
covered in the retreat included phone call communication, email
communication, face to face communication, emergency com-
munication standards, and goal setting parameters.
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Each of the superintendents began their term at the
beginning of the summer and noted that this made it possible
to schedule meetings with a variety of important constituents.
The subjects identified key constituents as all of the leaders of
the various bargaining units, parent organizations, administra-
tors, clergy, civic association leaders, retired staff, and Board
members.  One of the superintendents noted that his decision
to seek advice from a previous superintendent who had served
the district for a long period sent a very positive message to the
community.  Another of the superintendents felt he had learned
a great deal from inviting former Board of Education members
to meet with him.  Finally, one the superintendents starting his
second superintendent position noted that he had failed to
meet with parent leaders in his first position and this had cre-
ated a number of problems.  He made sure to avoid this prob-
lem with his second position.

The subjects all agreed that the entry interviews alone
did not give them the complete picture of the culture of the
district.  Each cited additional steps and sources that they found
helpful.  Suggestions included reviewing past newspaper ar-
ticles about the district, doing on-line search for blogs and
other platforms that addressed issues and/or people in the
district.

One of the important decisions each superintendent
had to make involved establishing a regular approach to com-
munication with the Board of Education.  Each described a
formal process to keep the Board informed of developments in
the district.  All but one of the subjects sends a “Friday Packet”
home to each Board member with information gathered during
the week.  The other subject noted that he had inherited a
practice of sending the packet home on Thursday night and
found that the process worked particularly well.  He noted that
this gave him the opportunity to use his administrative staff to
respond to questions that Board members had more immedi-
ately, i.e. on Friday rather than having to wait over a weekend.
One of the other superintendents indicated that he decided to
send a “Friday Packet” only every other week as he found he
was spending too much time on the notes that he composed
for the Board.  All of the superintendents saw this process as a
means to move issues along, often sharing proposals with the
Board in the packet and stating that the proposal would be
implemented unless one or more of the Board responded in
writing with a concern.

One of the subjects learned during entry interviews
with the Board that the previous superintendent had often used
electronic communication to deliver “bad news.”  While elec-
tronic communication is time efficient and is delivered at the
same time, the incoming superintendent heard loud and clear
that the Board felt this approach had had a negative impact on
the culture of the district.  The new superintendent therefore
made regular phone calls to Board members a high priority.

All of the superintendents used the entry process to
assist them in setting goals for the first year.  The interviews
they conducted with constituents served as a valuable source
of information and played a key role in setting priorities.  One
superintendent developed a list of possible Board/district goals

from the entry interviews and then worked with the administra-
tive team to organize and streamline the list into a final list of
approximately 15 possible goals.  The proposed goals were
then presented to the Board at a public work session and each
Board member was given a number of points to allocate to one
or more of the proposed goals.  This point allocating process
was developed in response to learning through some of the
entry interviews that historically the Board had taken literally
months of debate to reach any agreement on what goals to
select.  The interviews also revealed that the Board often ended
up with numerous goals, many of which went uncompleted.  By
getting the Board to agree to the point process, a set of goals
was agreed to at the first meeting and the total number of goals
was kept to a manageable six goals.

One of the superintendents also faced a Board that
wanted a long list of goals for the year.  He took a different
approach, getting the Board to agree that they would categorize
the goals into areas such as curriculum, human relations, tech-
nology, etc. and that they would select only one from each area.
The rest of the potential goals were placed on a “Parking Lot”
list to be addressed only if time permitted.

All of the superintendents were asked what key change
did they implement during the first year, how did they identify it,
and what process did they use to achieve the change.  One of
the superintendents noted that he recognized that he needed
to “slow the very big ship down” given the financial pressures
all communities were facing.  Specifically he heard throughout
his entry activities that the district was entering dangerous wa-
ters so he has made his first year theme one of finding econo-
mies of scale rather than continuing to seek new initiatives.
Another of the subjects arrived at a time that the district had no
settled contracts with its bargaining units.  She worked to rein-
force the strong existing value of the worth of each individual
staff member that previous Boards had supported.  Specifically
she successfully lobbied the Board to continue to pay a staff
member’s salary that was on extended medical leave beyond
the contract requirements.   She also learned during her entry
activities that the district had not placed a lot of emphasis on the
use of data.  The new superintendent began to gradually shift
the culture by emphasizing the use of data in making deci-
sions.

One of the subjects learned during the entry process
that it had been many years since the entire staff of the district
had worked together on a conference day.  Part of this was
the large size of the district and part was a history of inde-
pendence that each building felt.  The new superinten-
dent decided to design a conference day for his first year
that brought everyone in the district together.  He engaged
key constituents in planning the content of the day and
viewed this as an opportunity to establish his own mark
on the district.

During the entry process one of the superinten-
dents made his major goal to reduce the budget battles
he had witnessed each year as he was aware of the nega-
tive impact of these battles.  He used his entry plan to
convince the Board to agree to a retreat to be held in Janu-
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ary to set budget priorities and to establish a process that would
minimize public rancor.  Another of the superintendents inherited
a culture in which individual Board members felt empowered to
engage directly with the building administrators to resolve day-
to-day management issues.  The new superintendent made
changing this part of her entry plan, using the Board retreat as an
opportunity to better define the policy making role of a Board as
well as setting parameters for her building administrators.

Each of the subjects was asked what advice they would
give incoming superintendents to make a successful transition.
All emphasized that building relationships with the various key
constituencies was critical.  While each went about this in their
own way, they saw the first few months as a time to establish
protocols and practice that structure the manner in which they
interacted with people.  The subjects also stressed the impor-
tance of honoring the traditions of the district.  All of the entry plans
included steps for the incoming superintendent to identify those
traditions and practices that held both symbolic and practical
importance.  Using entry interviews provided a rich source of
information to identify these key traditions.

A number of the superintendents saw the negotiation
of the terms of their contract as a critical part of the entry process.
One superintendent stated that he would only take the job with a
unanimous vote of the Board.  He also recognized that reaching
agreement on his contract was the only real chance for him to
negotiate as this was the time that the most Board members
would be in support of him.  In short, he stated that the transition
to the job starts with the negotiating of the contract.

The subjects also emphasized that the incoming su-
perintendents need to reign in the Board’s anticipation and hope
for sweeping changes.  Some of the subjects felt particular pres-
sure to bring change to the district.  Each recognized that the
entry process and the manner in which they established rela-
tionships with key constituents were more important than any
tangible change they might make.

While each of the subjects shared unique and specific
stories about their transition to the superintendent role, a num-
ber of themes emerged that can be used to make the chances of
a positive transition and successful run as superintendent likely.

These are ten strategies to consider:

1. Develop a written plan of entry and use it as a means to
establish and define the relationships that are crucial
to the success of a superintendent.

2. Use the entry plan activities as a vehicle to identify and
set the goals and direction for the district.

3. Be sure to engage past superintendents and Board
members in the entry process as they often hold
the key to the history and culture of a district and
community.

4. Make time for everyone!  Be proactive in seeking out
advice.  Leaving out a constituent group can cause
serious harm.

5. Devote time to discussing and establishing communi-
cation protocols with the Board as this will define the
manner in which you will operate.

6. Use the entry process as an opportunity to define who
you are to the community.

7. Learn from failures, both your own and those who have
been in the role before you.

8. Deliver bad news to your Board in person, not by phone
or email.  This offers you a chance to have dialogue
about the situation.

9. Use data as a means to assist in the process of deter-
mining priorities for the district.

10. Use the entry process as a way to buy time to learn
about the community and to determine the best path to
follow.

Utilizing a formal, carefully crafted entry plan is both an
opportunity to make the transition to the role of superintendent
smooth and successful and a chance to engage the school
community in a process that can produce the seeds for positive
change.  As Jentz and Murphy state in their Kappan article, “It can
spark an organizational self-examination-something that all or-
ganizations periodically require-at a time when the passing of
the baton to a new leader makes such an assessment both
legitimate and possible.” (p. 744)

Sources:

Eller, J. & Carlson, H. (2009). So Now You’re The Superintendent!

Thousand Oaks, California: Corwin Press.

Jentz, B. & Wofford, J. (2008).  Entry: How To Begin A Leadership

Position Successfully.  Leadership and Learning Inc.
www.entrybook.com

Jentz, B. & Murphy, J.  (2005)  Starting Confused: How Leaders
Start When They Don’t Know Where to Start.  Phi Delta Kappan, 6,
736-744.

Watkins, M.  (2003)  First 90 Days: Critical Success Strate-

gies for New Leaders at All Levels.  Harvard Business
Press.

Richard A. Simon, M.S. in Ed., is Superintendent of Schools in the

West Islip School District, on Long Island.

○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○
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The relatively recent focus on the quantitative impacts of school
leadership has produced a number of academic inquiries
and models ‘in practice.’ Two of these efforts share similar
findings that are worth noting.

The academic research of Robert Marzano and Timothy
Waters on effective school and district leadership and the
difference it makes in student achievement has produced
important findings. Marzano/Waters first conducted a meta-
analysis focused on principals and then moved on to analyze
superintendent and central office leadership. The New York
Council of School Superintendents recently sent superinten-
dents across the state a summary of these findings.

The in-district improvement initiative developed at the
Rensselaerville Institute and known as Get to Great is an
effort to guide individual school districts on effective, results-
oriented leadership. As in many on-the-ground applications,
this program utilizes experienced professionals to assist su-
perintendents and their teams to develop local results lead-
ers and to implement a district-wide system for improved stu-
dent achievement. The approach builds on years of experi-
ence in taking a variety of organizations, including good school
districts and failing urban schools, to greater achievement.
Three years of work in 25 New York State school districts
using this program has produced a substantial body of re-
sults that is a useful supplement in ongoing research.

While Marzano’s and Waters’ findings emerge from research
and the Get to Great approach comes from experience, the
two are very similar.

Does district leadership matter?
Marzano and Waters found a .24 correlation between district
leadership and student achievement.  Explained in their words,
“To interpret a correlation of .24, consider an average superin-
tendent; that means that he is at the 50th percentile in terms of
his leadership skills.  Also, assume that this superintendent
is leading a district where the average student achievement
is also at the 50th percentile.  Now, assume that the superin-
tendent improves his or her leadership abilities by one stan-
dard deviation (in this case rising to the 84th percentile of all
district leaders).  Given the correlation between district lead-
ership and student achievement of .24, we would predict that
average student achievement in the district would rise to the
59.5th percentile.”

Pretty impressive!  It means that in theory, a skilled superin-
tendent can improve student achievement by nearly 10%, if
the focus on self-improvement is realized.

Similarly, professionals working in a planned program like
Get to Great recognize the quantitative correlation of practical
training and experience for developing leaders. They have
found that the investment in leadership development to pre-
pare superintendents and principals to lead for improved re-
sults typically translates into tangible results. Once estab-
lished, this model can then be expanded beyond administra-
tors to teachers and staff members, resulting in a focus on
making behaviors in the district intentional to greater student
achievement.

The academic findings of Marzano/Waters can be favorably

compared to the practical findings of Get to Great leaders in a

wide range of local school districts.

What are the specific leadership behaviors that are
associated with student achievement?
Marzano and Waters identified five district level leadership
“responsibilities” or “initiatives” as having a statistically sig-
nificant correlation with student achievement: ensuring col-
laborative goal setting; establishing nonnegotiable goals for
achievement and instruction; creating board alignment and
support of district goals; monitoring achievement and instruc-
tion goals; and allocating resources to support the goals for
achievement and instruction.

1. Collaborative goal setting:
Marzano and Waters state:  “Effective district leaders include
all relevant stakeholders, including central office staff, build-
ing-level administrators, and board members, in establish-
ing nonnegotiable goals for their districts.”

The Get to Great initiative requires a leadership team involv-
ing central office, school, and teacher leaders to identify five or
fewer measurable district goals that define student success.
The team then suggests these goals to the board for their
consideration and adoption. Often, board members observe
the leadership team’s development of the suggested goals.

2. Nonnegotiable goals for achievement and instruction:
“Effective district leaders ensure that the collaborative goal
setting process results in nonnegotiable goals (goals that all
staff members must act on) in at least two areas:  student
achievement and classroom instruction.”

Similarly, the five or fewer district goals developed as part of Get

to Great are exactly that - nonnegotiable targets for student
achievement.  Because these are stretch goals to be achieved
within three years, participating districts also set yearly suc-

District Leadership:
Independent Efforts, Similar Findings

The Research of Marzano/Waters and the ‘Get to Great’ Initiative

 by Les Loomis, Ed.D. and Kevin N. McGuire, Ph.D.
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cess points to be reached, like an increase in the number of
elementary students reading at grade level and a greater per-
centage of middle and high school students passing courses.

The Get to Great approach to instruction is both similar to, and
different from, the Marzano and Waters concept of nonnego-
tiable goals for instruction.  Get to Great establishes a com-
mon framework for teacher teams to use in pursuing greater
student achievement.  Each team designs and runs a “proto-
type” focusing on an area of significant student under-perfor-
mance. Informed by a variety of assessment data, the teams
do “whatever it takes” to hit the target.  In this way profession-
als are not prescribing certain types of instruction, but rather
prompting teams to identify what works and what doesn’t and
to adjust instruction to accelerate results.

3. Board alignment with and support of district goals:
“In effective districts, the local board of education is aligned
with and supportive of the nonnegotiable goals for achieve-
ment and instruction.”

Board members who are participants in practical efforts like
Get to Great help to shape and then adopt the five or fewer
district goals. Superintendents are encouraged to invite them
to the sessions where the consultant works with administra-
tor and teacher leaders to identify the stretch targets for stu-
dent success. Superintendents schedule sessions at board
meetings where leaders and teachers present specific ex-
amples of the success they are achieving through their proto-
types. Experienced leadership professionals have also joined
superintendents in conducting board retreats, encouraging
board members to focus their own leadership on becoming
“stewards of greater results.”

4. Monitoring achievement and instruction goals:
“Effective superintendents continually monitor district progress
toward achievement and instructional goals to ensure that these
goals remain the driving force behind the district’s actions.”

Monitoring and communicating achievement is an essential
part of the on-the-ground practice called ‘tracking to success.”
Districts set milestone points, usually every quarter, where
they compare the results against the targets for each teacher
team. They also compile the results at the school and district
levels on high profile indicators like the increase in the num-
ber of students reading at or above grade level and the de-
crease in the number of students failing courses. Superinten-
dents communicate these school and district results to the
entire faculty and staff, each quarter, inviting teachers to lead
beyond their classrooms by offering ideas on innovative prac-
tices to advance results.  At the end of each year the district
develops and communicates an annual dashboard compar-
ing that year’s results to the district goals and to achievement
in the previous two or three years.

5. Allocating resources to support the goals for achieve-
ment and instruction:

“High performing districts ensure that the necessary re-
sources, including time, money, personnel, and materi-
als are allocated to accomplish the district’s goals.”

Dialogue with superintendents, principals, and teachers
during Get to Great efforts results in locally articulated
conclusions like ‘sharper focus’ and ‘tighter alignment’
for district instructional efforts, especially important in dif-
ficult financial times. The experience of Get to Great pro-
fessionals identifies the two most essential resources as
the time and energy of professionals, and that part of the
leadership development process is to help leaders chan-
nel time and energy to make a greater difference. This
should involve superintendents constantly coaching prin-
cipals, and principals coaching teacher leaders. Local
districts identify that Get to Great practices strengthen other
initiatives, particularly work on professional learning com-
munities and formative assessments.

Two other findings: defined autonomy and superin-
tendent longevity:
Marzano and Waters identify two other district leadership
factors that make a difference in student achievement.
“Defined autonomy means that the superintendent ex-
pects building principals and all other administrators to
lead within the boundaries of the district goals.”  Effec-
tive superintendents maintain a balance between direc-
tion and latitude for principals.  This balance leads to
higher student achievement.

Experiences using Get to Great practices suggest that in
the districts that increased achievement substantially and
quickly, the superintendent personally leads the effort
and all the principals are engaged. The work sorts out
principals who are not entirely committed or capable,
and allows for additional leadership development for the
individuals who need assistance.

The final research finding involves superintendent lon-
gevity.  “Specifically, this finding implies that the longevity
of the superintendent has a positive effect on the average
academic achievement of students in the district.  This posi-
tive effect may manifest itself as early as two years into a
superintendent’s tenure.”

The superintendents who are interested in the improvements
that Get to Great helps to develop tend to be those who are
instructional leaders, are open to learning, and who are not
reluctant to share their authority in order to raise achievement.
Where dedicated superintendents are experiencing resis-
tance, the Get to Great approach has helped to bring the board,
administrators and staff together, thus decreasing conflict.
Generally speaking, these efforts promote the positive im-
pacts of leadership longevity.

Kevin N. McGuire, Ph.D., retired Superintendent, Half Hollow
Hills School District, and Professor, retired from St. John’s Uni-
versity, currently serves as Editor of the Long Island Education
Review.

Les Loomis, Ed.D., is a former Superintendent of Schools, and is
currently an education consultant to Rensselaer Institute.
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A State Wide Description and Comparison of Superintendents’ and School Board

Presidents’ Perceptions of the Extent to which Student Achievement was Utilized

in the Evaluation of the Superintendent in 1989 and 2010 and Whether Such

Evaluation Results in Improved Student Achievement

Abstract

The purpose of this study was to address these questions:

1)   To what extent did the New York State superintendents
and school board presidents perceive student achieve-
ment data as being utilized in the formal superintendent
process in 2010?

2)   To what extent did New York State superintendents
perceive student achievement data as being utilized in
the formal superintendent evaluation process in 1989
and 2010?

3)   To what extent did New York State school board presi-
dents perceive student achievement data as being uti-
lized in the formal superintendent evaluation process in
1989 and 2010?

4)    To what extent did the incumbent New York state super-
intendents and school board presidents perceive su-
perintendent evaluation as leading to improved student
achievement?

A survey instrument was developed and administered to one-
third of the school districts in 1989. In 2010, a survey was
electronically administered to school board presidents and
superintendents. School board presidents and superinten-
dents in New York State reported that student achievement
was much more extensively utilized in the formal superinten-
dent evaluation process in 2010 than it was in 1989, and that
nearly nine out of ten school board presidents (87%) and
eight out of ten superintendents (78%) perceived superinten-
dent evaluation as having a positive impact on student achieve-
ment either to a limited or great extent.

Superintendent evaluation in New York State became a legal
requirement a quarter of a century ago (Commissioner’s
Regulations, 1985). It came on the heels of a federal report,
A Nation At Risk (1983), one of the more influential and
critical federal reports that served as a catalyst for initiating a
series of reforms intended to focus on fixing what the au-
thors considered a broken and failing public school system.
One area highlighted in A Nation At Risk was the need for
accountability in the schools. During the first decade of the

new millennium the emphasis on accountability for the
schools on the part of the federal government and its min-
ions has broadened and deepened as evidenced by such
federal legislation as No Child Left Behind (NCLB, 2001 and
Race to the Top, 2010) .The major focus that NCLB advo-
cates for measuring teacher accountability is the employ-
ment of standardized test results to ascertain the efficacy of
accountability programs.

Race to the Top (RTT), a competitive federal grant program
introduced in 2010 requires school districts, “to raise aca-
demic standards, to evaluate teachers based in part on how
much their students are learning, to train teachers more
effectively and to remove those who are not cut out for the
job.” (Ripley, 2010).  As a result, states such as Louisiana,
Tennessee, Illinois and Florida have responded to RTT
mandates that heavily rely on  student achievement in the
evaluation of both teachers and principals, (McNeil, M., &
Maxwell, L., 2010).

Virtually any experienced educator would acknowledge that
the evaluation of teacher effectiveness utilizing objective data,
particularly standardized achievement test results represents
a major paradigm shift in American public education. An in-
teresting nuance in this new paradigm is the emphasis on
achievement growth rather than student achievement scores,
per se, along with the expectations that all students will be
proficient and achieve well regardless of socio-economic
status, race, gender, and pre-test scores. This new para-
digm views the schools as an all encompassing, integrated
learning environment characterized by high academic ex-
pectations for all students on the part of teachers, as well as
building and district administrators.

This overwhelming pressure for improved student achieve-
ment has now extended its focus from our school buildings
to our district offices. School boards and superintendents are
learning that they operate in a different and evolving environ-
ment. Boards of education, as well as superintendents, are
responsible to ensure that academic improvement and growth
must characterize all students regardless of race or socio-
economic status (Rice, D., Delagardelle, M., Buckton, M., Jons,
C., Lueders, W., Vens, M., et al., 2000).

- by Robert R. Dillon Ed D.

Using Student Achievement in Superintendent Evaluations:
      Does it Result in Improved Student Achievement?
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Superintendents in the past have often acted as general man-
agers and/or executives, and deferred to their assistant su-
perintendents and building principals to provide instructional
leadership to ensure that the students were learning ( Banks,
P, & Maloney, R, 2007).  Now the boards of education, in part-
nership with their superintendents, also must assume a much
greater responsibility for student learning and academic
growth, a responsibility for which many superintendents and
school board presidents were, and still are, ill equipped to
provide. If one scrutinizes the programs in which doctoral stu-
dents enrolled during the half-century from 1950 to 2000, it is
readily apparent that these programs provided little or no train-
ing in curriculum, instruction, learning and evaluation.

Unfortunately, a recent study conducted by the Council of
New York State Superintendents reported that, “Fifty six per-
cent of the responding superintendents did not think that
their boards used available facts to make decisions and
further stated that their boards were not focused on student
achievement.” (Rogers,T., Fale, E., et al. 2009).  This study
went on to assert that “both superintendent skill, and board
focus on student achievement are essential to success in
leading a school district” (Rogers, T., Fale, E., et al 2009).
However, as indicated, questions may be raised as to
whether superintendents have the necessary skills, compe-
tencies and foci for carrying out these tasks.

A natural follow-up question that rises in this era of teacher
and principal accountability is, “Are boards of education hold-
ing the superintendent of schools accountable for student
achievement and student growth in their evaluation of the
superintendent?”  This question was directly and emphati-
cally addressed by Dr. David Steiner, the New York State Com-
missioner of Education, who, in a July 2010 keynote speech
at the Mid-Hudson’s Principal’s Academy held at the State
University of New York at New Paltz, rhetorically asked why
student achievement was not required to be included in the
superintendent’s evaluation.

Although superintendent evaluation was ostensibly man-
dated in New York State in 1986, the criteria and methodol-
ogy of the superintendent evaluation process often varied
widely from district to district. The politics and culture of
each district and board of education contributed to the range
of differences in their responses. A doctoral dissertation
titled “Superintendent Evaluation in New York State”( Dillon,
1989) utilized a survey instrument to examine incumbent
superintendents’ and school board presidents’ perceptions

of the extent to which student achievement data was uti-
lized in the public schools of New York state to evaluate
school superintendents.

In 2010, a research team from the Department of Educa-
tional Administration, State University of New York at New
Paltz, sought to replicate the 1989 study utilizing essentially
the same survey instrument from 1989 with some slight
modifications. The goal of the 2010 study was to answer the
following questions:

1) To what extent did the New York State superintendents
and school board presidents perceive student achieve-
ment data as being utilized in the formal superintendent
process in 2010?

2) To what extent did New York State superintendents perceive
student achievement data as being utilized in the formal
superintendent evaluation process in 1989 and 2010?

3) To what extent did New York State school board presi-
dents perceive student achievement data as being uti-
lized in the formal superintendent evaluation process in
1989 and 2010?

4)  To what extent did the incumbent New York state superin-
tendents and school board presidents perceive superin-
tendent evaluation as leading to improved student
achievement?

Data concerning superintendents’ and school board presi-
dents’ perceptions of the extent to which student achieve-
ment was utilized in the evaluation of superintendents in
1989 and 2010 is presented in Table 1.

Analysis of Data

Analysis of data in Table 1 shows that in 1989 approximately
two thirds of the responding superintendents and 40% of
the responding school board presidents indicated that stu-
dent achievement was not utilized in the evaluation of the
superintendent. Barely thirty-six percent of the responding
superintendents claimed that student achievement was
used in the evaluation process, either to a great or limited
extent, whereas 61% of the responding school board presi-
dents responding indicated that student achievement was
utilized in their superintendent’s evaluation to either a lim-
ited or greater extent.

Table 1 Is student achievement utilized in the formal superintendent’s evaluation process?

         Great Extent             Limited Extent____  _____Not At All______

     1989             2010              1989          2010   1989              2010

     #      %          #        %                     #       %           #       %                #       %              #      %

Superintendents     3    3 %       27    22%                  34   33%       66    55%             65    64%         28    23%

School Board Presidents     6     7%        22    25%                 55   54%       50    57%             41    40%         15   17%



34

F
al

l, 
20

10
  

 L
on

g 
Is

la
nd

 E
du

ca
tio

n 
R

ev
ie

w

In the current 2010 study, only twenty-three percent of the
superintendents responding to the survey claimed that stu-
dent achievement was not utilized in their evaluation,  whereas
an even fewer percentage of school board presidents (17%)
selected the option “not at all”. Seventy-seven percent of the
superintendents responding to the survey reported that stu-
dent achievement was utilized in their superintendent evalua-
tion process, to either a great or limited extent, whereas 82%
of the board presidents responded that student achievement
was utilized in their superintendent evaluation process to ei-
ther a great or limited extent. It appears that in 2010, superin-
tendents and board presidents are in much greater agree-
ment regarding the extent of student achievement in the su-
perintendent evaluation process than in 1989.

Sixty-four percent of superintendents reported that student
achievement was not included in their evaluation process in
1989 yet in 2010 only twenty-three percent of the responding
superintendents reported that student achievement was not
utilized in their superintendent evaluation, a marked decrease
of forty-one percent.

The perception that student achievement was part of the super-
intendent evaluation process to a great or limited extent has
increased among the board presidents from sixty-one percent
of responding board presidents in 1989 to eighty-two percent
of responding board presidents in 2010. Forty percent of board
presidents reported that student achievement was not included
in their evaluation process in 1989 yet in 2010 only seventeen
percent of the responding superintendents reported that stu-
dent achievement was not a part of their superintendent evalu-
ation, a decrease of twenty-seven percent.

In the 2010 study the researchers also asked, “Does the evalu-
ation of the superintendent result in improved student achieve-
ment?” Responses to this question are found in Table 2.

Analysis of the data in Table 2 revealed that twenty-two per-
cent of the superintendents responding to the survey claimed
that the evaluation of the superintendent did not result in im-
proved student achievement, whereas the corresponding fig-
ure for board presidents was 14 percent.  Seventy-eight per-
cent of superintendents responding to the survey indicated
that the evaluation of the superintendent resulted in improved
student achievement to either a great or limited extent,
whereas, eighty-seven percent of the board presidents re-
sponding acknowledged that the evaluation of the superin-
tendent resulted in improved student achievement to either a

great or limited extent. Further data analysis revealed that
superintendents, in general, were less positive about super-
intendent evaluation resulting in improved student achieve-
ment than were school board presidents.  For example, twenty
percent of the school board presidents felt that the evaluation
of the superintendent improved student achievement to a great
extent, whereas only twelve percent of the superintendents
shared this perception.

In closing, data seems to reveal that both incumbent school
board presidents and superintendents in New York State
report that student achievement is much more extensively
utilized in the formal superintendent evaluation process in
2010 than it was in 1989, that the perceptions of the school
board presidents and superintendents were more in agree-
ment concerning the extent of student involvement in 2010
then they were in 1989 and that superintendents (78%) and
school board presidents (87%) perceived superintendent
evaluation as having a positive impact on student achieve-
ment either to a ‘limited” or “great” extent.
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Table 2   Does the evaluation of the superintendent result in improved

student achievement? (2010)

      Great Extent         Limited Extent           Not At All

         #          %             #            %    #         %

Superintendents        15     12%           80        66% 27      22%

Board Presidents       17      20%           58        67% 12       14%
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