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ABSTRACT 

For decades, principals have been recognized as important contributors to the 

effectiveness of schools (Day, Harris, & Hadfield, 2001; Pullan, 2001, Leithwood, Patten 

& Jantzi, 2010; Leithwood, Louis, & Anderson, 2012; Sebastian & Allensworth, 2012). 

Over these same decades, the work of school administrators has changed dramatically as 

a restructured system of governance and increased calls for accountability have resulted 

in constant pressure to innovate, change, and work with community stakeholders (Horng, 

Kalogrides, & Loeb, 2010; Leithwood & Jantzi, 2006; McLaughlin & Talbert, 2001). 

As in many jurisdictions across the country and indeed the world, public 

education in Prince Edward Island (PEI) faces leadership challenges. The limited quantity 

and difficulty in identifying quality people interested in school leadership, in particular 

the principalship, are major concerns. The purpose of this study was to investigate the 

specific factors that impact on the principalship aspirations of teachers in PEI schools. 

The qualitative methods for data collection employed in this intrinsic case study 

included focus group interviews, one-on-one interviews with key respondents, and 

information from relevant documents, and reflections drawn from my own experiences. 

The conceptual framework, developed from the review of literature served as the guiding 

and structural lens for the study. Data were collected from teachers, school administrators 

and district leadership team members and were organized in three categories: 

motivational, experiential and reluctance factors. 

The data for this research clearly indicated that most teachers in PEI are reluctant 

to apply to the principalship because of a perceived weakness in the required skills, a 

perceived unsuitability for the position based on the requirements posted, and 
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misalignment with their professional goals. This often manifests itself as a fear of the 

unknown or a lack of confidence among teachers when they are contemplating the 

principalship. 
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CHAPTER 1: INTRODUCTION 

Partly as a result of the job's myriad demands, there has come to be high 
turnover in the position, a shortage of teachers wanting to become principals, and 
a general sense of urgency in school leadership ( Gilman & Lanman-Givens, 
2001, p.73). 

For decades, principals have been recognized as important contributors to the 

effectiveness of schools (Day, Harris, & Hadfield, 2001; Donaldson, 2001; Elmore, 2000; 

Pullan, 2001, Leithwood, Patten & Jantzi, 2010; Leithwood, Louis, & Anderson, 2012; 

Sebastian & Allensworth, 2012). Over these same decades, the work of school 

administrators has changed dramatically as a restructured system of governance and 

increased calls for accountability have resulted in constant pressure to innovate, change, 

and work with community stakeholders (Homg, Kalogrides, & Loeb, 201 O; Leithwood & 

Jantzi, 2006; McLaughlin & Talbert, 2001). These increased demands have resulted in 

many principals feeling chronically overworked and undercompensated as they are asked 

to perform their duties with higher expectations, to do their job differently and better, and 

to do it quickly (Dibbon, 2003; Draper & McMichael, 2003). These workplace demands, 

coupled with higher public scrutiny, a media and business community that has been 

critical of educators, as well as decreases in the amount of government and school board 

support, have contributed to a general feeling that school administration is an 

undervalued profession (Grimmett, 2001; Williams, 2003). These many factors have led 

to a considerable decrease in the number of qualified teachers interested in positions as 

school administrators, especially the position of principal. 

Coupled with these issues is the realization that the principal's role is constantly 

being expanded to include significant responsibilities for the instructional leadership in 



schools (Yavuz & Bas, 2010), to ensure that all children achieve high standards and to 

satisfy the needs of children with exceptionalities (DiPaola & Tschannen-Moran, 2003), 

to be informed on the role and impact of large scale assessment (Newton, Tunison & 

Viczko, 2010), to focus on their relationships with teachers (Rice, 2009), and to be up to 

date on the integration of technology into teaching and learning (Larson, Miller & Ribble, 

2010). The role of the school administrator, in particular the principal, has become a less 

desirable goal in the minds of many qualified and potential aspirants. Educational leaders 

and policymakers must address the crucial and challenging administrative task of 

providing quality education programs by recruiting qualified personnel to fill 

administrative vacancies in public schools (Rebore, 2001; Young & Casseter, 2008). 

Research suggests an emerging, even ongoing, crisis in recruiting and retaining 

school administrators. The corresponding demand for assistant principals and principals 

in many parts of the world is at an all time high. This crisis is evidenced in reports from 

the United Kingdom and Ireland (Draper & McMichael, 2003; Howson & Sprigade, 

2011; Irish Primary Principals Network [IPPN], 2006), Australia (Dorman & d' Arbon, 

2003; Lacey, 2006), New Zealand (Brooking, Collins, Court, & O'Neill, 2003; Evans, 

2002), Asia (Stott & Zhang, 2001; Walker, Stott & Cheng, 2003), and Canada (Anderson, 

Brien, McNamara, O'Hara, & Mclsaac, 2011; Bognar & Associates, 1997; Dibbon, 2003; 

Grimmett, 2001; Grodzki 2011; McColl, 2003; Normore, 2001; Renihan, 1999; Williams, 

2003). These authors reported issues of both quantity and quality in the supply of trained 

school administrators. The difficulty of attracting candidates into initial administrative 

positions, such as the assistant principalship and the principalship, continues to be a 

concern which has been well documented in the United States (DiPaola & Tschannen-
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Moran, 2003; Harris, 2011; Hewitt, Pijanowski & Denny, 2009; Morton, 2011; Mulford, 

2008; Myung, Loeb & Homg, 2011; Shen, Cooley & Wegenke, 2004; Whitaker & Vogel, 

2005). As an example of the importance of this issue, a web search using the phrase 

"school administrator shortage" produced around 2,520,000 hits, a number which 

emphasize the attention this topic is receiving in our society today. 

As in many jurisdictions across the country and indeed the world, public 

education in Prince Edward Island (PEI) faces many leadership challenges. The limited 

quantity and difficulty in identifying quality people interested in school leadership, in 

particular the principalship, are major concerns. When this research project began I had 

discussions with the leadership teams of all three school boards in the province: the 

Western School Board, the Eastern School District and La Commission scolaire de 

langue fram;aise. Each indicated that leadership succession and development are primary 

concerns in its jurisdiction. Each understands the tremendous expectations placed upon 

school leaders by most stakeholders and that, in general, the supply of interested and 

qualified candidates does not meet the demand. 

The Purpose of the Study 

There is a predictably varied list of factors reported from those enrolled in or 

delivering leadership preparation programs, from aspiring and current administrators, and 

from superintendents attempting to explain why qualified individuals choose not to apply 

for administrative positions (Bass, 2006; Beaudin, Thompson & Jacobsen 2002; Dibbon, 

2003; Harris, 2011; IPPN, 2006; Morton, 2011; Mulford, 2008; Shen et al., 2004; 

Whitaker, 2003). For example, some authors raised concerns about the difficulty of 

attracting candidates into initial administrative positions, such as the assistant 
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principalship and the principalship (Shen et al., 2004). Still others identified a shortage of 

candidates to assume principal positions in urban areas (Whitaker, 2003), while some 

authors reported that vacancies in rural areas and in low socio-economic communities 

attract very few applicants (Howson & Sprigade, 2011; Mulford, 2008). While much has 

been said about many jurisdictions throughout the world, there has been no research done 

on this topic in PEI. The purpose of this study was to address this gap by investigating the 

specific factors that impact on the principalship aspirations of teachers in PEI schools. 

The scholarly literature was reviewed with any eye to not only the work done in principal 

recruitment, retention, and training, but also to create a framework for this investigation. 

The next section outlines the conceptual framework developed for this study. 

Conceptual Framework 

Following Miles and Huberman's (1994) three-part model of a conceptual 

framework, I have developed a diagram illustrating my principles of inclusion and 

exclusion, the theoretical, logical, and experiential relationships I expected to find in the 

course of my research, and the major 'intellectual bins' (p. 18) into which I gathered my 

general constructs (see Figure 1). 
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Figure 1 

Factors that influence teachers ' aspirations to the principalship 

-CL-
Motivational Factors 
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& Training 
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Planning 

Potential Applicants ' Decisions 

Reluctance Factors 
• Financial 

Compensation 
• Relationships 
• Responsibility 

& Expectations 
• Work 

Environment 
• Opportunity 

There are three major factor categories that influence teachers ' career decisions and 

aspirations towards leadership roles, and, in particular, the principalship: motivational, 

experiential, and reluctance factors. 

This conceptual framework served as the guiding and structural lens for the study 

and is referred to at the stage of data interpretation. The diagram of the conceptual 

framework illustrates the factors identified in the literature that influence teachers ' career 

decisions and aspirations toward leadership roles and, in particular, the principalship 

This conceptual framework was developed from a review of literature in the areas 

of career advancement, supply and demand of school administrators, educational 

leadership aspirations, reluctance factors, succession planning, administrator evaluation, 

as well as quality, quantity, recruitment, and retention of school administrators. As a 
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result, three sets of factors that affect the decisions teachers make in regard to their career 

advancement have been identified. It is clear that many factors are considered by 

potential aspirants and that the context in which people work is often a determinant in the 

importance they place on each factor. This study has endeavored to discover the factors 

that influence teachers' aspirations to the principalship in PEI schools. 

The Focus of Inquiry 

The focus of inquiry in this research project was an investigation into the factors 

that impact principalship aspirations of teachers in PEI schools. 

Supporting questions included: 

1. What motivational factors impact principalship aspirations of potential 

candidates in PEI schools? 

2. What experiential factors impact principalship aspirations of potential 

candidates in PEI schools? 

3. What reluctance factors impact principalship aspirations of potential 

candidates in PEI schools? 

Significance of the Study 

The importance of quality school leadership and its impact on school 

effectiveness and student achievement is well documented in the literature (Day, Harris, 

& Hadfield, 2001; Donaldson, 2001; Elmore, 2000; Fullan, 2001, Leithwood, Patten & 

Jantzi, 2010; Sebastian & Allensworth, 2012) and well established in the minds of the 

district leaders on PEI. Given the interest already indicated, this work will support the 

succession planning and other policy development in PEI school boards. 
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This study adds to the literature in the areas of reluctance factors as they relate to 

education, leadership succession, identification of principal candidates, and nurturing 

potential school leaders. It may also inform related educational policy development. 

Indeed, based on my preliminary discussions with PEI stakeholders, the results of this 

project are much anticipated by the leadership teams in the school districts in PEI as well 

as the Atlantic Centre for Educational Administration Leadership at the University of 

New Brunswick. These organizations have indicated both a high level of interest in and 

support for this investigation. International co-operative research between the University 

ofNew Brunswick and Dublin City University (Anderson et al., 2011) and opportunities 

to present and discuss the findings of this work at national (Mcisaac, 2012) and 

international (Anderson, Brien, McNamara, O'Hara, & Mcisaac, 2010) conferences has 

added to the significance of this study by showing that work is ongoing in this area yet 

little is known about the PEI context. 

The factors that are identified in this study, their connection with the literature, 

and their relative importance in the perspective of administrative candidates within these 

districts will have a significant impact on succession planning and policy development as 

these districts move forward. This study worked with data supplied by focus groups and 

key informant interviews with teachers and leaders from these districts, relevant 

documents, as well as my personal reflections from both the teacher and principal 

perspective. It provides direction for decisions made by the district leadership teams and 

the other educational partners in the province in the areas of leadership identification and 

development. It is hoped these other partners in educational leadership development in 

the province, namely, the University of Prince Edward Island, the PEI Teachers' 
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Federation, the PEI Association of School Administrators, and the provincial Department 

of Education and Early Childhood Development, will see this project as a major 

contributor to their own initiatives and a basis to further strengthen their partnership with 

school districts in the area of leadership development. This study is deliberately limited in 

its scope but the methods are replicable for other researchers and it is expected that the 

recommendations will be of assistance to other researchers and the decision-makers in 

similar jurisdictions. 

8 



CHAPTER 2: REVIEW OF THE LITERATURE 

The strategic development and deployment of school leaders are too important to 
be left to chance (Teo, 2002). 

The focus of inquiry in this research project was an investigation into the factors 

that impact principalship aspirations of teachers in PEI schools. With this in mind, the 

literature reviewed for this study included research articles, chapters from books, books, 

presentations, sponsored studies, dissertations, and media reports. I used online databases 

ERIC and psycINFO and read suggested authors and readings for this review. These 

initial searches led to the identification of leading authors and researchers in the field. 

The references from these original and successive studies provided a path forward. Part 

of this path developed through email contact with ten researchers in educational 

leadership whose work was pertinent to this focus of inquiry. All were very supportive in 

providing clarification of their work and all agreed to accept further correspondence. 

These contacts led to other work in the field and suggestions for all aspects of this study. 

My attendance at two international conferences as well as several national conferences 

also provided valuable leads to enhance this review of literature. 

School leadership is an overarching topic of this study, with the role of the 

principal and systemic issues of recruitment and retention the two major sub-areas 

considered. The following key phrases provided starting points for the study: reluctance 

factors of school principal candidates, school administration supply and demand, 

succession in educational administration, career aspirations of teachers, quality and 

quantity of principal candidates, school administrator evaluation, recruitment and 

retention of principals. 
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The literature uses a variety of terms for school administrators. I have retained the 

terms used in the original scholarship. Some clarification for the benefit of the reader: 

school administrator refers to the vice-principal and principal positions. Vice-principals 

are also called assistant principals or assistant heads and the principal is sometimes 

referred to as the head or headteacher. As a result, the position held by vice-principal is 

often referred to as the vice-principalship or assistant headship and the position held by 

the principal, often called the principalship, is also noted in some references as headship. 

The review of the literature is organized into the following sections: Motivational 

factors, Experiential factors and Reluctance factors. As outlined in the conceptual 

:framework for this study, the factors that motivate workers and the theories behind them 

are presented first followed by the factors that motivate some teachers to aspire to the 

principalship. The section on experiential factors looks at leadership styles and how they 

influence teachers' career aspirations, notes the role and availability ofleadership 

preparation as an influence, and then discusses the influence of succession planning in 

teachers' decisions. The third section reports on the many reluctance factors identified. 

These factors are provided from the perspectives of those enrolled in or delivering 

leadership preparation programs, teacher leaders, aspiring and current principals and 

superintendents. 

Motivational Factors 

Motivational theorists have contributed to the discussion around motivation and 

work by clarifying why some workers may be inclined to think positively toward career 

advancement or setting and reaching career goals, and some may not. The literature 

provides reports that indicate that for some aspirants to the principalship and for many 
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incumbents, there are both extrinsic and intrinsic motivators associated with the position 

such as personal growth, career advancement, and greater peer and student influence. 

Before considering the core factors at play in aspirants' decisions, an overview of the 

main motivation theories at issue will be useful. 

In his extensive work on the subject, Thierry (1998) explained that theories on 

motivation have often been divided into 'need' theories and 'goal' theories. Early 'need' 

theories assumed only the existence of basic physiological needs oriented towards 

survival. Later, 'need' theories were broadened to include all psychological needs. Goal 

theories, by contrast, assume that when a person considers particular goals ( or outcomes) 

to be attractive or worthwhile, significant behavior will occur to achieve them. 

Unattractive outcomes, on the other hand, result in behavior intended to prevent the 

outcome. Motives are thus cognitively represented through goals and resulting actions to 

meet those goals (Thierry, 1998). 

The seminal work on 'need theories' is Maslow (1970), who argued that human 

needs could be viewed as hierarchical. Lower-order needs for physical safety and security 

must be satisfied to some extent before higher-order needs for self-esteem and self

actualization can be addressed. He added that needs lose their motivating power once 

they have been satisfied. Based on Maslow's hierarchy, Herzberg (1968) suggested a 

two-factor theory of motivation. Herzberg conducted a worldwide survey designed to 

understand the factors contributing to satisfaction and dissatisfaction at work. His study 

found that five key factors influenced people's satisfaction at work: achievement, 

recognition, the work itself, responsibility, and advancement. He found the aspects that 

resulted in dissatisfaction were company policy, administration, supervision, salary, 

11 



interpersonal relations, and working conditions. Herzberg (1968) noted that the satisfiers 

or motivators are intrinsic, "describing man's relationship to what he does" (p. 74), 

whereas the job dissatisfiers "describe his relationship to the context or environment in 

which he does his job" (p. 74). Herzberg labeled these dissatisfiers "hygiene" or 

"maintenance" factors. He noted that, "the hygiene or maintenance events led to job 

dissatisfaction because of a need to avoid unpleasantness; the motivator events led to job 

satisfaction because of a need for growth or self actualization" (p. 74). This early work 

was, and remains, the basis for ongoing motivational theory development. 

In his Cognitive Evaluation Theory, Deci (1970), added to this discussion of 

satisfaction at work. He contended that people have two basal survival oriented needs: the 

need to be competent, and the need to be personally the cause of one's own behavior. 

People seek out situations that will challenge them to only a certain point. Intrinsically 

motivated behavior is seen in people who choose to feel competent and be self

determining. 

Building upon the work of Maslow, Herzberg, and Deci, Alderfer (1972) 

explained human motivation through his Existence Relatedness Growth (ERG) Theory. 

In this theory, Alderfer identified three categories of human needs that influenced a 

worker's behavior: existence, relatedness, and growth. Existence needs include hunger, 

thirst, safety, material needs, salary and working conditions. Relatedness needs include 

relations with family friends, co-workers and employers. Growth needs reflect an 

individual's desire to be creative, productive, competent, and successful. Although 

Alderfer arranged these needs in a hierarchy oflower-level and higher level needs, he 

saw their classifications as more of a continuum than a set of stages. He theorized that 
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people were at some level of satisfaction for each need and that individuals differed in 

their relation to the strength of each need. This work by Alderfer acts a guide for the 

presentation of the motivational factors reported in the study. 

While all of these theories have been challenged at some level (Thierry, 1998), 

each cognitive theory shares the common notion that people actively process information, 

which is corroborated by the literature on career decisions in the field of education. 

Decisions about advancement to leadership positions, in particular the principalship, are 

made by aspirants making conscious decisions. This is seen in the work of Wallace 

(2002). He reported that principals in Ontario and British Columbia identified "the ability 

to formulate purpose, resolve values dilemmas, and make a difference in the lives of 

students, teachers and parents" (p. 11) as the main reasons they became school 

administrators. These principals indicated that they found their instructional leadership 

role the most satisfying of all the roles a principal is expected to play. 

In their study from Iowa, Sodoma and Else (2009) reported on a comparison study 

originally done in 1999 and repeated in 2005. They found that principals were more 

satisfied with their jobs in the more recent study. Interestingly, when seen through the 

lens of Herzberg's (1968) work, the principals in both studies were more satisfied with 

the hygiene factors (policy, working conditions, supervision, relations, and salary) than 

with the motivating factors (achievement, recognition, advancement, the work itself, and 

growth). 

From Hong Kong, Walker and Kwan (2009) reported that vice-principals who 

have a strong desire for personal growth and who are actively involved in professional 

development opportunities in their schools have a greater desire to become principals 
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while vice-principals, who value harmonious working relationships, are less inclined to 

apply for the principalship. The Walker and Kwan study was built on the work ofYerkes 

and Guaglianone (1998) who asserted that attraction to the principalship is linked (in 

order of effect) to three blocks of factors: contextual, institutional and personnel. 

Contextual factors relate to the question, "What is it that we want our schools to do?" 

Institutional factors relate to the question, "What is the role of the principal in the 

school?" Personnel factors relate to the question, "Where do we get good school 

leaders?" Yerkes and Guaglianone ( 1998) concluded that, "we must act to re-educate the 

members of the school community, to re-define high school administrative jobs, and to 

find and support those dynamic professional educators who are interested in being high 

school administrators" (p. 13). This work supports the purpose of this study and will help 

frame the discussion in Chapter Eight. 

A variety of motivating factors that influence teachers to pursue administrative 

positions were identified by Shen et al. (2004). These included the excitement of the 

position, the opportunity to work with teachers, the desire to make a difference, and a 

change from classroom routines. Winter et al. (2003) found that salary, extra service pay, 

freedom to make decisions, a sense of achievement, and having an impact on the way 

school policies are created and implemented provided more satisfaction in the principal' s 

job than in the participants' current jobs. They also cited opportunities for career 

advancement, to serve, to give direction to others, and to use one's talents as motivating 

factors (Winter et al., 2003). From their work in the United States, Whitaker and Vogel 

(2005) concluded that, "despite many formidable factors, dedicated educators still 

undertake the challenge of becoming a principal in order to improve the learning 
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environment of all children" (p. 10). From Singapore, Walker, Stott and Cheng (2003) 

reported that it is seen as an honor to be asked to assume higher positions. Some 

educators may be motivated more by the prestige than their ability to do the job. They 

noted that, "given a traditional propensity to respect hierarchy and towards obedience, 

few candidates would refuse if asked to take up a principalship post, even if they lacked 

the motivation or felt unable to fulfill the demands of the role" (p. 201). These factors 

speak to the intrinsic motivation some aspirants have to the principalship despite the 

acknowledged challenges. 

From their work in the Miami-Dade Public School system (Florida, USA), Myung 

et al. (2011) reported that, "on average, teachers find the most appealing aspects of the 

principalship to be the ability to influence school change, the salary, and tasks related to 

building relationships with staff and students" (p. 704). The results of this work were 

similar to Morton (2011 ), who surveyed a broad range of educators in Colorado and 

reported that the top motivating factors influencing this group to consider principalship 

positions were the desire to make a positive difference for others, the ability to influence 

or improve a school, the ability to initiate change, leading and supporting teachers 

(instructional leadership), the professional challenge, a desire to be a leader, the personal 

challenge, developing and implementing a vision for school improvement, and a higher 

salary (p. 44). Similarities can be seen in the results from a survey of professional 

educators who hold a principal's license in Virginia. Harris (2011) ranked the responses 

from his survey and reported that: 

The most important motivating factor toward pursuing the principalship is the 

personal professional challenges of the job, closely followed by the desire to be a 
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leader. The desire to reach potential or self-actualization was the third most cited 

motivating factor, the desire to have a strategic influence on education was fourth, 

and the desire to broaden career options was fifth, and increased salary was sixth. 

Stepping stone for a higher job was seventh and being encouraged by colleagues 

was the eighth highest rated factor. (p. 57) 

Considering these studies as a whole, it is noted that Alderfer (1972) theoretical 

model gives the best insight into the motivation for teachers' career aspirations, given the 

preponderance of motivational factors. While some reported motivating factors satisfied 

the existence needs of salary and working conditions, and some related to the growth 

needs of competence and success, most were noted to be meeting the relatedness needs of 

relations, particularly those with co-workers and employers. Nevertheless, "needs" or 

"goals" are not the only factors at work; experiential and reluctance factors, as discussed 

in the next two sections, have their own roles to play. 

Experiential factors 

Potential candidates for the position of school principal are influenced in their 

leadership aspirations in part by the experiences they have had in their teaching careers 

(Lambert, 2003). These include the types of leadership they have been exposed to (Ash & 

Persall, 2000; Hargreaves & Fink, 2008), the preparation and training (if any) for 

leadership they have had the opportunity to be part of (Bush & Jackson, 2002), and the 

succession planning in place in their school board or district (Lacey, 2006; Normore, 

2001). These experiential factors are part of the many influences these applicants 

consider when deciding to apply for a principalship or other leadership roles. 
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There has been a great deal of research carried out under the broad umbrella of 

leadership. Many models, styles, or forms of leadership have been described and 

championed. Of these the most relevant for school administrators are Transformational, 

Distributed, Sustainable, Moral, Authentic, and Strategic. 

In a four-year study of transformational leadership, Leithwood and Jantzi (2006) 

discussed this type of leadership as a necessary response to school restructuring. They 

defined Transformational leadership as a style of leadership that: 

Enhances the motivation, morale, and job performance of followers through a 

variety of mechanisms. These include connecting the follower's sense of identity 

and self to the project and the collective identity of the organization; being a role 

model for followers that inspires them and makes them interested; challenging 

followers to take greater ownership for their work, and understanding the 

strengths and weaknesses of followers, so the leader can align followers with 

tasks that enhance their performance. (p. 113) 

Leithwood and Jantzi did not see the long supported, singular idea of instructional 

leadership as the means to ensure the success of the changes in schools. They argued that, 

"leadership only manifests itself in the context of change and the nature of that change is 

a crucial determinant of the forms ofleadership that will prove to be helpful" (p. 114). 

Robinson, Lloyd, and Rowe (2008), in their meta-analysis of leadership styles and their 

impact on student outcomes noted that, "transformational leadership is more focused on 

the relationship between leaders and followers than on the educational work of school 

leadership" (p. 665). These authors argue that the role of the school principal as well as 
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the education system itself is constantly undergoing change and that transformational 

leadership is needed to lead this change. 

Arguing for a distributed leadership model, Crow (2004) noted that leadership is 

not simply a function of what superintendents do in districts, or what principals or 

assistant principals do in schools, but that leadership involves the practices of multiple 

individuals and occurs through the complex network of relationships and interactions 

among the entire staff. Agreeing with Crow's point, other researchers refer to distributed 

leadership as networks (Spillane, Halverson & Diamond, 2004) and communities of 

practice (Hargreaves & Fink, 2008) that regard organizations as "living systems that are 

much less amenable to top-down regulations" (p. 235). The change highlighted by 

Leithwood and Jantzi, (2006), and Robinson et al. (2008) above is seen by these 

proponents of distributed leadership as best managed by a multi-leader approach. 

Distributed leadership is primarily concerned with mobilizing leadership at all levels in 

the organization not just relying on leadership from the top. It is about engaging the many 

rather than the few in leadership activity within the school and actively distributing 

leadership practice. The emphasis here is about leadership practice and not leadership 

functions. 

Hargreaves and Goodson (2006) emphasized the importance of sustainable 

leadership when they stated that "the prime responsibility of all education leaders is to 

put in place learning that engages students intellectually, socially, and emotionally" (p. 

6). They argued that sustainable leadership goes beyond temporary gains in achievement 

scores to create lasting, meaningful improvements in learning. Sustainable leadership 

builds a foundation of leadership that is not reliant on one person or a small group but 

18 



becomes part of the culture of a school and is sustained if and when the formal leader 

changes. Although most authors in this section hope that their leadership styles would be 

sustainable, Hargreaves and Goodson see it as the most important factor in ensuring the 

success of a school. 

Greenfield (2004) championed the need for moral leadership in schools. He 

posited that "education of the public's children is by its very nature a moral activity and 

that relationships among people are at the very center of the work of school 

administrators and teachers and for this reason, school leadership is, by its very nature, a 

moral activity" (p. 176). He maintained that there has been a growing interest in studying 

values, ethics, and the moral dimensions of educational leadership. The school 

community expects the formal leaders to exemplify high moral standards and to 

incorporate these into the life of the school where they can be seen as a basic tenet of the 

education children receive. 

Adding to the concepts outlined in Greenfield's (2004) arguments for moral 

leadership and some aspects of sustainable leadership noted in Hargreaves and Goodson 

(2006), Begley (2006) promotes an authentic leadership model. This is a model that 

includes professionally effective, ethically sound, and consciously reflective practices in 

educational administration. Begley argued that this is a style of leadership that is 

"knowledge-based, values-informed, and skillfully executed" (p. 576). Authentic 

leadership is further defined by Duignan (2012) as, "leaders demonstrating clarity of 

moral purpose, core values, a passion for their own school community and its leadership, 

and a focus on what happens within the learning environment and the quality of learning 

outcomes" (p. 141). 

19 



Eacott (2008) lobbied for more research to be carried out in the area of strategic 

leadership, a concept first identified by Kettunen in 2005. Although it is a relatively new 

term in educational research and, as such, there is an ongoing discussion about its 

definition, strategic leadership focuses on the planning required in public education. 

Kettunen (2005) stated that "strategic leadership implies the movement of an 

organization from its present position, described by the mission, to a desirable, but 

uncertain, future position, described by the vision" (p. 210). This may be seen by other 

researchers as a leadership development method as opposed to a style. In order to reach 

its goals a school or district may need to strategically implement its vision, which may 

lead to the incorporation of a complementary leadership style. 

Ash and Persall (2000) contributed to the discussion through their development of 

the Formative Leadership Theory. This theory is based on the belief that there are 

numerous leadership style options and many leaders within the school. The teacher is 

understood as a leader and the principal is seen as the leader of leaders. This theory is 

grounded in the belief that educators should enhance both student learning and the 

learning of the adults within the school. The development of a successful school 

community includes not only the learning goals of the students but also of the 

professionals who lead by example by working together to reach the goals set for and by 

everyone involved. 

The leadership style employed by a principal is often a factor in the decisions 

teachers and vice-principals make regarding their decision to apply for principal positions 

(Ash & Persall, 2000; Hargreaves & Fink, 2008). If the potential applicants see 

themselves as positive toward and able to emulate the style displayed by their principal, 
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they may aspire to that role. Nevertheless, choosing or developing a leadership style is 

not the only experiential factor involved in the career decisions of aspiring school 

administrators. 

According to Bush and Jackson (2002), recognition of the need for "specific 

preparation for aspiring and practicing school leaders" (p. 417) to generate the positive 

effects identified in school effectiveness research has been slow to emerge. They posited 

that "training in many countries is not a requirement for appointment as a principal and 

there is still an ( often unwritten) assumption that good teachers can become effective 

managers and leaders without specific training" (p. 418). Even though the 

Commonwealth Secretariat (1996) reported that in most African countries, "strategies for 

supporting and training school heads are generally inadequate" (p. iii), the problem by no 

means is confined to developing countries (Bush & Jackson, 2002). 

In England, there were several disconnected initiatives for school leadership and 

management training during the 1980s and 1990s, but it was the introduction, in 1995, of 

the Headteacher Leadership and Management Programme (HEADLAMP) to address the 

training needs of newly appointed heads, followed by the National Professional 

Qualification for Headship (NQHP) in 1997, and the establishment of the National 

College for School Leadership (NCSL) in November 2000, which signaled a much higher 

profile for school leadership and leadership preparation (Bush & Jackson, 2002). 

Researchers from the NCSL travelled the world in 2001 to "learn from international 

experience" (p. 419) by visiting leadership centres in Australia, New Zealand, Hong 

Kong, Singapore, Sweden, Canada, and the United States. They were specifically 

interested in not only formal training for new and current administrators, but also in 
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programs targeted at aspiring principals as well. The content of educational leadership 

programs has considerable similarities in different countries, leading to the hypothesis 

that there is an international curriculum for school leadership preparation. Most courses 

focus on leadership, including the development of a vision or mission, give prominence 

to issues of learning and teaching, often described as instructional leadership, and 

incorporate consideration of the main task areas of administration or management, such 

as human resources and professional development, finance, curriculum, and external 

relations (Bush & Jackson, 2002). 

Along with the relative lack of leadership training, succession planning in public 

education is not given as high a priority as it is in the business world (Lacey, 2006). 

BusinessDictionary.com defines succession planning as "the identification and 

development of potential successors for key positions in an organization through a 

systematic evaluation and training process" (http://businessdictionary.com/definitions). It 

is striking how easily a business definition transfers to education. The emphasis placed on 

this process in the business world where livelihoods are at stake should highlight for 

educational leaders the importance of formal succession planning in schools where 

children's futures are at stake. However it important to note that the goals of the business 

community are often clear cut while goals within the education community are wide 

ranging and certainly not universal. The qualities of leadership sought by jurisdictions 

throughout the world are different depending upon the state of the system. 

Fink and Brayman (2006) added to these concerns about a lack of planning for 

succession to formal educational leadership roles. Their review of the literature identified 

questions not only of supply and demand but also of the degree and extent to which the 
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nature of educational leadership has changed over time. They noted that more attention 

ought to be paid to the "effects on educational change by the rapid turnover of 

educational leaders through attrition, mobility, or planned rotation" (p. 63). Their study 

concluded that these factors, as well as the "pressures of the standardization agenda, have 

created additional difficulties that threaten the sustainability of school improvement 

efforts and undermine the capacity of incoming and outgoing principals to lead their 

schools" (p. 83). Succession planning in this atmosphere may be a lower priority. 

Hargreaves and Goodson (2006) reported that in many schools in Ontario, where 

school boards rotate principals from school to school on a regular basis, teachers see their 

principals "come and go like revolving doors" (p. 33) and quickly learn how to resist and 

ignore their leaders' efforts. The result is that school improvement becomes "like a set of 

bobbing corks, with many schools rising under one set of leaders, only to sink under the 

next" (p. 33). A school's effort to sustain deep learning experiences for all students and to 

create a culture of excellence for building community partnerships is severely limited in 

such circumstances. 

In their work surrounding the sustainability of change, Hargreaves and Fink 

(2006) argued that effective leadership succession requires a coherent plan to "coordinate 

the flow ofleaders from one school to another, to emphasize the transfer of knowledge 

from the outgoing leader to the incoming leader, and to be sensitive to the emotional, 

social, and cultural upheaval that principal rotation and succession often generate" (p. 

12). From Australia, Barty, Thompson, Blackmore, and Sachs (2005) suggested that 

succession planning needs to start early and that those who are interested in school 

administration receive every encouragement. A Canadian study by Reynolds, White, 
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Brayman, and Moore (2008) revealed that larger school districts were more likely than 

smaller districts to have formal policy directives to manage rotation or succession 

decisions. 

Extensive work on succession planning has been done by Normore (2001). In his 

case study of two Ontario districts, he saw the recruitment and the selection of school 

administrators as a vital part of succession planning. He identifies both recruitment and 

selection as processes that invo Ive attracting, screening, and identifying potential 

leadership candidates. It also invo Ives candidate preparation and support because districts 

need to formally plan how they will prepare future leaders. Normore argues that 

"development of a successful administration preparation program for aspiring 

administrators is a key part of leadership succession planning" (p. 258). 

Ten years on, Ryan and Gallo (2011) reported that succession planning continues 

to be an issue in Ontario. "Most Ontario school boards are experiencing a leadership 

shortage due to retirements and decreased leadership applications and immediate action is 

required" (p. 132). This problem is not limited to Ontario but is experienced worldwide. 

In his article comparing the findings from two longitudinal studies, in England and South 

Africa, Bush (2011) reported that: 

The governments are seeking to improve the supply and quality of school 

principals. Succession planning has become increasingly important because of the 

shortage of headship applicants in England, and in many other countries. 

Leadership development is a central part of any succession planning strategy. (p. 

785) 
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This is a major concern not only for individual schools and districts but for entire 

systems. These investigations into why qualified candidates are not aspiring to the 

principalship note that the lack of a formal succession plan will lessen the interest level of 

aspirants. 

The experiential factors identified in this section have been noted as situations, 

opportunities, or other experiences in which aspirants to the principalship will take into 

account: the examples set by their leaders, the professional leadership development 

opportunities available to them, and the policies and procedures for leadership succession 

in place in their jurisdiction when deciding if and when to apply for the top job. Building 

on these factors as well as the motivational factors presented in the previous section, I 

now tum to a discussion of the reluctance factors aspirants have reported to have 

influenced their principalship aspirations. 

Reluctance Factors 

In considering the importance of the school leader and the necessity for a 

structured succession plan for identifying and nurturing these leaders, it is important to 

identify the obstacles, both real and perceived, involved in prospective school 

administrators' career planning and leadership aspirations. These obstacles, or reluctance 

factors, are derived from scholarship reporting the perspectives of aspiring and current 

principals, superintendents, teacher leaders, and those enrolled in or delivering leadership 

preparation programs. With the exception of the last group, these are the same three 

groups from which I collected data for this research. 

Factors negatively influencing the decisions of potential principals in their career 

choices are referred to as reluctance factors for the purpose of this study. Related terms 
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include: barriers, inhibitors, disincentives, deterrents, unattractiveness, and dissatisfiers. 

For the purpose of this study these will all be referred to as "reluctance factors". In this 

study, reluctance is portrayed as disinclination rather than barriers or inhibitors in as 

much as the majority of candidates (teacher leaders or vice-principals) identified as 

potential principals are not inclined to apply for principalship positions. The scholarly 

work done in this area reports a long list of reluctance factors from areas such as financial 

compensation, relationships, responsibility, expectations, work environment, and 

opportunities. Researchers have noted not only a long list of factors but also the 

complexity facing those trying to explain these many factors. 

This complexity of the situation is succinctly described by Barty et al. (2005) in 

their investigation into the decline of the supply of principals in Australia. These 

researchers have confirmed that there are reductions in the numbers of applicants for 

principal positions, but that this shortage is not evenly distributed across the state 

systems. They noted: 

It is virtually impossible to depict, in a definitive way, the decline in interest in 

school leadership. It is not a simple, quantifiable matter. A decline in applications 

does not necessarily mean a decline in interest in leadership. While there have 

been, and continue to be, clear deterrents for people to take on the principalship, 

there are multiple factors at work in any vacancy that may cause a small number 

of applications to be lodged. (p. 14) 

In his case study of one mid-size Canadian school district Grodzki (2011) noted 

many changes that are making the role of principal less appealing: 

26 



The nature of the role and responsibilities of school administrators have changed 

in recent years. Increasingly the job has become more complex and multifaceted, 

and the myriad of educational reforms have only added to the demands of 

leadership requiring the acquisition of new kinds of skills, knowledge, and 

dispositions. (p. 4) 

Grodzki went on to provide specific concerns from his research. He noted: 

Principals are expected to lead in schools with increased student diversity 

including differences in culture and language, socio-economic status, and 

emotional, physical, and learning abilities. Necessary training, mentorship, and 

support often have not preceded or accompanied these changes, and increases in 

demands have resulted in stress, job dissatisfaction, and anxiety for many 

principals and vice (assistant) principals. (p. 4) 

This idea that there are multiple factors in play is supported by Woods, 

Armstrong, and Pearson (2012). Their article draws on a national government-funded 

program of inter-school collaborations in England. Focusing on data from four primary 

clusters, it explores head teacher perspectives on the ways in which the expertise of a 

senior School Business Manager was seen to be supportive of head teacher succession. 

They reported: 

School leadership is significant for student learning, but increased workload and 

complexity are believed to be in part responsible for the difficulties 

internationally in managing succession, with experienced leaders leaving the 

profession prematurely and potential future leaders reluctant to take on the role. 

(p. 141) 
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Data collected on satisfaction and dissatisfaction in teaching by Draper and 

McMichael (2000) suggested that "satisfaction for many teachers remained centered on 

the task of teaching and on working with colleagues and learners" (p. 463). The other 

administrative aspects of teaching, as well as the demands of administration and its 

extensive workload were considered key dissatisfiers. In an earlier study, Draper and 

McMichael (1998) reported that there was significant similarity among teachers in how 

the post of headteacher is perceived. However, an important difference between those 

who were keen to apply for headship and others who were unsure or positively reluctant 

was the significance they gave to the disincentives. Headship was seen to offer positive 

opportunities for autonomy, for control, for direction, and for the introduction of one's 

own ideas, but to have costs in terms of bureaucracy and paperwork, pressure and stress, 

degree of isolation in the role, and impact on quality of life. Draper and McMichael 

summarized their findings by indicating that, "those who did not intend to apply were 

seriously put off by the disincentives whereas others saw them as inevitable and 

acceptable dimensions of the post" (p. 201 ). 

Beaudin, Thompson, and Jacobsen (2002), IPPN (2006), and Shen et al. (2004) 

reported that the lack of an adequate salary for the administrative position was a 

reluctance factor for some aspirants. Similarly, Whitaker (2003) and Mulford (2008) 

reported that their respondents felt that administrators were being asked to do much more 

than the teachers without commensurate compensation. Ferrandino (2001) summarizes 

the situation in which many principals find themselves. He noted: 

While principals have advanced degrees, average ten years of classroom teaching 

experience, and manage huge staffs, they trade their 180-190 day work year for 
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one that exceeds 220 days; take on enormous responsibilities and headaches; lose 

their job security; and they may earn only a little more or even less on a day-to

day basis than they did as a teacher. (p. 441) 

Ever increasing responsibilities and expectations in the principal's role are widely 

reported as negatively influencing potential candidates in their decisions. The 

disinclination to take on increased responsibility, in particular with regard to the principal 

dealing with school finances, was identified in the work of Hay-McBer (2000), Mulford 

(2008), and the IPPN (2006). Brookings et al. (2003), Pounder and Merrill (2001), and 

Barty et al. (2005) also reported an increase in management responsibilities as a 

disincentive. A number of studies including those by Murphy and Beck (1994), Duke 

(1998), Portin, Shen, and Williams (1998), Winter and Morgenthal (2002), and Beaudin 

et al. (2003), reported an increase in the expectation placed on administrators in relation 

to students' academic outcomes as a reluctance factor. There were increased expectations 

on principals from parents reported in the work of Murphy and Beck (1994), Myung et al. 

(2011), Pounder and Merrill (2001), Whitaker (2003), and Shen et al. (2004). These 

authors reported that there were expectations from parents that the school administration 

would be in attendance and provide supervision for many evening and weekend school 

functions. This made the position considerably less appealing to those in administration 

and less inviting to those considering getting into the field. 

Respondents to inquiries in the work of Murphy and Beck (1994), the IPPN 

(2006), and Beaudin et al. (2002) reported that mandated state and district paperwork was 

a specific issue in concerns expressed about the principalship. This concern over 

paperwork was confirmed by the findings of Brookings et al. (2003) who reported that 
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the prospect of increased workload, in particular if the administrative position was one 

that included a teaching assignment, led to disinterest in the position. 

Relationships within the profession and in their personal lives were also reported 

as often being a key consideration for aspirants to the top job (Beaudin et al., 2002). 

These researchers reported that potential administrators often have anxiety about 

accepting administrative positions because of the anticipated change in relationship with 

the staff when in the same school, their lack of experience in this new relationship 

combined with a new school, and particularly the perceived difficulty of getting veteran 

teachers to change their instructional methods no matter the school. 

Brookings et al. (2003) noted that in their study from Australia, teachers and 

deputy principals did not see the position of principal as an attractive career step in 

particular because the present structure placed principals with the least amount of 

experience in situations with the highest degree of challenge. Such was the profile of the 

positions that were regularly available. In addition to this, Brookings et al. (2003), the 

IPPN (2006), and Shen et al. (2004) noted a perceived lack of support for these new 

administrators. In his work, Mulford (2008) presented the ideas that "an unsupportive 

external environment including the growing pressure of high stakes testing and 

accountability" (p. 30) and a "lack of feedback on their performance" (p. 31) made the 

position of principal undesirable in the eyes of many. 

Together with these professional-relationship concerns, Mulford (2008), Shen et 

al. (2004), and Barty et al. (2005) added that in their studies participants noted issues with 

the impact that administrative positions are having or would have on the participants' 

personal and family life. This impact on personal life is also connected to the results from 
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the Beaudin et al. (2002) report, which noted a great deal of stress in the position and also 

those of Shen et al. (2004) and Whitaker (2003) who both reported concerns about the 

long hours associated with school administration. 

Reports from a variety of countries highlighted the work environment as a key 

factor considered by applicants to the principalship. Long hours, budget cuts, 

overcrowding, and the shortage of qualified teachers were identified in the work of 

Mulford (2008) as issues that cause job-related stress and create a negative work 

environment. Shen et al. (2004) noted that the school district characteristics such as size, 

location, and reputation were factors in the career decisions of teachers and 

administrators in their study. Concerns over school district characteristics were reinforced 

by comments in the same study and in the work of Barty et al. (2005) who reported 

remoteness or isolation and Mulford (2008) who reported poverty, high unemployment, 

and inadequate health care in the community profile as determinants in decisions about 

applying for vacant administrative positions. 

Murphy and Beck (1994) identified that the many changes placed upon the 

schools by outside forces are a significant deterrent to administrative satisfaction or 

aspiration. Dealing with government policy and politically inspired reform attempts is a 

related deterrent. Whitaker and Vogel (2005) noted that the No Child Left Behind Act in 

the United States is an example of this frequent restructuring to meet the demands of 

school reform initiatives. In support of this concern about outside influence, Mulford 

(2008) identified a perception among potential candidates that "education has become an 

economic and political football in which the principalship is not valued" (p. 13). The 

work environment for school principals is influenced by many factors beyond the control 
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of the principal. Aspirants considering this role often see and sometimes anticipate the 

difficulties of the work environment that stem from both inside and outside the system. 

Managing these influences is an expectation of the principalship and often deters 

potential candidates. 

Anderson et al. (2011) reported preliminary findings on a joint research project 

between the University ofNew Brunswick (Canada) and Dublin City University (Ireland) 

using the leadership context in these two countries to better understand succession 

planning for the principalship. They investigated the factors that encourage and 

discourage aspirants to the principalship internationally. Their preliminary findings are 

similar to those already mentioned from the literature, but also include issues around "a 

sense of isolation" and "intergenerational differences" (p. 8). 

As was also noted in Anderson et al. (2011) the pattern ofresearch results 

indicated that a consistent set of perspectives on the principalship shared since the late 

1990s and mid 2000s continues to be prevalent. For example, Morton (2011), in his work 

from Colorado, reported that: 

The top inhibiting factors are the bureaucracy of the position (lack of autonomy, 

the politics of the position, dealing with competing interests between groups), the 

amount of stress, the number of working hours required each day and each week, 

as well as the number of days per year, dealing with parents in negative or 

contentious situations, the impact on family life or family responsibilities, the 

amount of paperwork, the "distance" from the classroom or student contacts, 

accountability for student achievement (pressures from standardized test scores), 

and the potential for litigation. (pp. 47-48) 
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Similarly, Harris (2011), who ranked the inhibiting factors resulting from a survey 

of principal license holders in West Virginia, noted that the number one inhibitor was too 

much stress in the job followed closely by a large time commitment. The next three 

ranked concerns for respondents in his research were accountability for student 

achievement, the amount of paperwork, and insufficient financial compensation. 

The literature also identifies external barriers to becoming a school leader as 

reluctance factors. In particular, reports highlighted the under-representation of women 

and minorities in the principal's role even though these groups are well represented in the 

teaching profession. DeAngelis (2003) reported on a study conducted by the Illinois 

Education Research Council that found disturbing indications of gender and ethnic gaps 

between principal certification program completers who applied and did not obtain or did 

not even apply for administrative positions. It concluded that women holding principal 

certificates are less likely than their male counterparts to seek a position. Additional data 

provided by Pounder and Merrill (2001) indicated that female enrollment in 

administration preparation programs has grown, although the number of women in 

administrative roles remains disproportionate to that of men, particularly at the secondary 

school principalship and superintendent levels. Acker ( 1989) attributed the situation to a 

number of fallacies on the part ofresearchers about women's career planning, 

maintaining that these notions are largely based on speculation. She stated that: 

Allegations to the effect that female teachers' altruistic motivations, desires for 

pleasant social relationships with colleagues, and preference to work with people 

rather than things, have been used against women as damning attributes in order 

to prove that women lack motivation for educational administration. (p. 78) 
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Acker maintained that statements like "women seem less able than men to disagree 

impersonally, without emotional involvement" or "a woman's perceived lack of drive" or 

"a woman's family situation makes it improbable that she will develop a strong 

professional commitment", are all assumptions based on poor evidence (p. 78). In the 

jurisdiction chosen for this study there are an almost equal number of male and female 

school principals. There are more female than male principals at the younger grades and 

more males than females in principal roles at the higher grades. More on this will be 

discussed in Chapter Eight. 

In their research from New Zealand, Brooking et al. (2003) posited that "deep

seated gendered structures permeate the system and contribute to both the under

representation of women in primary principalships and the current principal recruitment 

crisis" (p. 44). In that country's primary schools four-fifths of teachers are women yet 

they comprise only two-fifths of primary school principals. In Scotland, Coldron and 

Boulton (1998) added that the absence of appropriate role models and encouragement 

hava also been cited in the case of females in secondary schools not in or aspiring to the 

principalship. Neidhart and Carlin (2003), in their report from Australia, argued that, 

"the emphasis on the more instrumental, market-driven competition dimensions and a 

strong focus on outcomes have located school leadership more deeply in the corporate 

mode, which is clearly at odds with school leaders as community leaders" (p. 8). This 

style of leadership seems to reinforce many characteristics of stereotypical masculine 

behavior. In addition, it highlights the effect that policy decisions can have on 

encouraging certain leadership behaviors over others. This corporate mindset conflicts 

with the beliefs of women (and men) who prefer to exercise a different type ofleadership 
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that is more authentic in terms of who they are and more effective in building and leading 

schools where social outcomes and relationships are as important as academic outcomes. 

In her study of female head teachers in England and Wales, Coleman (2001) concluded 

that "evidence indicates that the difficulties recognized by many of the female secondary 

head teachers are similar. The issues are complex and relate to wide social and cultural 

influences" (p. 92). It is my view that there is an equal opportunity for each genders to 

become school principals in PEI schools. At the outset of this study there were more 

female than male principals in our elementary schools, an almost equal number in our 

consolidated schools and one-third of our high schools had female principals. 

Racial disparity in the area of the school principalship is even greater than the 

gender gap. Although in their study, Gates, Ringel, Santibanez, Ross, and Chung (2003) 

found that minorities make up nearly 18% of public school leaders and 11 % of private 

school principalships in the United States, these percentages do not reflect the racial 

composition of those student populations. None of the Canadian based studies noted race 

as a reluctance factor for aspiring principal candidates. In PEI schools the cultural 

diversity of students is increasing but visible minorities are still a small percentage of the 

population. The cultural diversity among school staffs and their leadership teams is even 

less than the student population. 

Summary 

The role of the principal has been established as significant in school and student 

success. The role has become significantly more scrutinized and reported, as described 

above, and increasingly more challenging for those who aspire to this position. The high 

expectations, whether real or perceived, which are placed on these school leaders, make 
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the position less inviting to those with the potential to fill the role. This situation is 

exacerbated by the fact that the 'baby boomers' who have filled these roles for the past 

two decades are retiring in large numbers and the applicants for these vacancies are few. 

Some researchers have used the term crisis (Brooking et al. 2003; Murphy & Vriesenga, 

2006) to describe the situation facing our schools. The literature clearly indicated three 

groups of factors from which teachers form their opinions about and make their decisions 

regarding their aspirations to the principalship. These motivational, experiential and 

reluctance factors were instrumental in the development of the conceptual framework for 

this study and for the direction of this investigation. 

Understanding all we can about the position of the principal and the supports 

required for him or her to succeed is a very important topic for educational researchers. 

The factors reported from many countries indicate a global concern in the area of school 

leader succession. The reasons for a lack of interest in the principalship are varied and 

complex. Willingness among practitioners, district and board leaders, and governments to 

support research and consider the resulting recommendations is essential for schools to 

meet the increased societal expectations placed upon them. This study contributes to 

discussions in these areas. 

36 



CHAPTER 3: RESEARCH DESIGN 

The reality of leadership is at least partly socially constructed-a product of 
experience and perceptions and a combination of material and subjective 
conditions (Riehl & Firestone, 2005). 

The topic of this research was derived through lived experiences in the teaching 

profession and reflection upon the issues that appear to be at the forefront of professional 

development for school leaders in the province of PEI. Through the course of preliminary 

investigations and research, together with the support of many educational partners on 

PEI, I decided to focus my research on the main factors that impact principalship 

aspirations of potential candidates in PEI schools. To this end, supporting questions arose 

naturally out of the review of scholarly literature on school administrators and career 

development. Supporting questions include: 

1. What motivational factors impact principalship aspirations of potential candidates 

in PEI schools? 

2. What experiential factors impact principalship aspirations of potential candidates 

in PEI schools? 

3. What reluctance factors impact principalship aspirations of potential candidates in 

PEI schools? 

Answering these questions has the practical result of permitting me to effect 

change in the succession policies and practices of school districts in the province of PEI. 

Case Study Methodology 

A qualitative case study methodology was used in this study. According to Berg 

(2001), a case study involves assembling a large amount of data about a group in a 

detailed manner that assists researchers in comprehending how the group operates or 
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functions. Merriam (1988) further defined a case study as "an intensive, holistic 

description and analysis of a single instance, phenomenon or social unit" (p. 21 ). Miles 

and Huberman (1994) helped to clarify the case study by positioning it as "a phenomenon 

of some sort occurring in a bounded context" (p. 25). They also noted, "The case is, in 

effect, your unit of analysis" (p. 25). According to Yin (2003), a case study design should 

be considered when: a) you cannot manipulate the behaviour of those involved in the 

study; b) you want to cover contextual conditions because you believe they are relevant 

to the phenomenon under study; or c) the boundaries are not clear between the 

phenomenon and context. These conditions were influential in the choice of a case study 

methodology for this research. I considered the aspirations of PEI teachers to the 

principalship, based on my experience in that system, to be influenced by some factors 

unique to this context and case study methodology allowed a holistic description and 

analysis of these factors. These ideas are supported by Baxter and Jack (2008) who add: 

The qualitative case study is an approach to research that facilitates exploration of 

a phenomenon within its context using a variety of data sources. This ensures that 

the issue is not explored through one lens, but rather a variety of lenses which 

allows for multiple facets of the phenomenon to be revealed and understood. (p. 

544) 

In this study the context is considered an important factor and is one of the 

justifications for choosing a case study methodology. In Canada, education is a provincial 

responsibility and so each province may function differently in many aspects of the 

delivery of education, in particular the approaches to leadership development. Provincial 

variability supports an investigation of this type into the phenomenon in PEI. 
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Stake (1995) and Yin (2003) have both written extensively on case study 

methodology. Both seek to ensure that the topic of interest is well explored and that the 

essence of the phenomenon is revealed. Both Stake and Yin base their approach to case 

study on a constructivist paradigm. Constructivists claim that truth is relative and that it is 

dependent upon one's perspective. This paradigm "recognizes the importance of the 

subjective human creation of meaning, but doesn't reject outright some notion of 

objectivity" (Yin, 2003, p. 21). One of the advantages of this approach is the close 

collaboration between the researcher and the participant, while enabling participants to 

tell their stories (Baxter & Jack, 2008). Through these stories the participants are able to 

describe their views of reality and this enables the researcher to better understand the 

participants' actions (Stake, 1995). This study researched the situation or phenomenon of 

principalship aspirations of teachers in one Canadian province, Prince Edward Island. 

Based on the conceptual framework developed from the literature and my unique 

perspective of this case, this research provides a detailed account of the topic in this 

particular context. 

A hallmark of case study research is the use of multiple data sources, a strategy 

which also enhances data credibility (Patton, 2002; Yin, 2003). Potential data sources 

may include, but are not limited to, documentation, archival records, interviews, physical 

artefacts, direct observations, and participant-observation. In case studies, data from these 

multiple sources are converged during the process of analysis rather than handled 

individually. Each data source is one piece of the puzzle, with each piece contributing to 

the researcher's understanding of the whole phenomenon (Stake, 1995). This 

convergence adds strength to the findings as the various strands of data are braided 
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together to promote a greater understanding of the case (Baxter & Jack, 2008). This study 

integrated data from focus group interviews, key informant interviews, relevant 

documents and researcher reflections to strengthen the understanding of the factors 

influencing teacher aspirations to the principalship in PEI schools. 

The term intrinsic is used by Stake (1995) to identify a particular type of case 

study. He suggests that researchers who have a genuine interest in a particular case 

should use this approach when the intent is to better understand the case. It is not 

undertaken primarily because the case represents other cases or because it illustrates a 

particular trait or problem; rather, because in all its particularity and ordinariness, the 

case itself is of interest. The purpose is not to understand some abstract construct or 

generic phenomenon or to build theory; although that is an option (Stake, 1995). Springer 

(2010) adds that "the intrinsic case study is fundamentally descriptive and focuses on 

describing the particulars of the case rather than making generalizations" (p. 406). This 

investigation came from my interest in a particular phenomenon; teachers' aspirations to 

the principalship in PEI schools, where I have been employed as both a teacher and 

administrator. I have had many informal conversations with teachers about their career 

aspirations and am very familiar with all aspects of the public education system in this 

province. Because of my unique perspective on the case selected for this study, the 

intrinsic case study approach guided this work. 

Methods 

The qualitative methods for data collection employed in this study included focus 

group interviews, one-on-one interviews with key respondents, information from relevant 

documents, and reflections drawn from my own experiences. Focus group interviews are 
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a "strategy for obtaining a better understanding of a problem or an idea by interviewing a 

purposefully sampled group of people rather than each person individually" (McMillan & 

Schumacher, 1997, p. 453). These semi-structured interviews allowed me to extend and 

add to the findings in the literature and to highlight the factors relevant to the situation in 

this province. Unlike the one-to-one interview, the focus group provides a checking 

mechanism to balance and challenge extreme or false views (Springer, 2010). Because 

the comments are made in a group setting, group members, rather than the interviewer, 

can challenge extreme comments and ask for clarification or for explanation of the 

rationale behind comments made by other members of the group. The following section 

describes the strengths of and challenges associated with focus groups and the focus 

group pro files. 

Focus group interviews can be difficult to control, more difficult than one-to-one 

interviews. Focus groups require a skilled facilitator to ensure individual group members 

do not unduly influence the course of the discussion or take up the interview time raising 

too many irrelevant issues (Krueger, 1994). To ensure that these issues did not affect the 

focus groups in this study, the following steps were employed. An initial or pilot focus 

group was assembled through personal contact and was used to fine tune the process and 

questions. I set clear expectations of the participants at the outset of each group. The 

focus group discussions were audio-taped. The focus group questions followed a 

traditional focus group interview format of four sections comprising opening, transition, 

key, and final questions (Hurworth, 1996). These questions (see appendices F and G) 

were developed in consultation with my supervisors and were considered in draft form 

until the pilot focus group was completed and feedback reviewed. After the pilot 
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interviews, the questions and procedures were finalized. Invitations to participate were 

sent out to all teachers, administrators and district leadership teams in the province. From 

the responses, focus groups and key informant interviews were scheduled. Data was 

collected in the spring of 2011. 

Five focus groups were convened for this study. The profiles of these groups are 

outlined in Table 1. 

Table 1 

Focus Group Profiles 

Group# Number and Gender Leadership Role Teaching Assignment 

Group 1 3 males and 3 females No current leadership role Currently teaching from grades K-12 

Group 2 lmale and 3 females No current leadership role Currently teaching from grades 7-12 

Group 3 1 male and 3 females K - 6 Administrators Currently teaching from grades K- 6 

Group 4 3 males and 2 females Middle and High School 2 with a teaching assignment, 3 
Administrators without 

Group 5 2 males and 2 females Eastern School District No teaching assignment 
Leadership Team 

These focus group interviews were complemented with seven key respondent 

interviews, four with teachers who were not in leadership roles and three with current 

administrators. These key informants selected the one on one interview option indicating 

they felt this to be a more comfortable setting to discuss their feelings and share their 

thoughts. The final number of key informants involved in this study was determined in 

part through consultation with my supervisors but was also dictated by the interest of 

those invited to participate and their availability, as well as the richness of the data 

collected in the focus group interviews. 
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The data collected in the interviews were supported by document analysis. 

Information about school administrator salaries, principalship application rates, and 

details ofprincipalship postings were accessed through the school boards' Human 

Resources departments and the teachers' Memorandum of Agreement. These data 

informed and helped to explain references that teachers in the study made to their 

contractual and financial factors. 

Together with these sources I was able to bring to the study my perspective as it 

relates to the data collected from the other qualitative methods. I have been a teacher and 

principal in the province of PEI and have experienced the transition from aspirant to 

principal, which gives me insight into the issues faced by informants. 

Sampling 

The data collection method used five focus groups and a list of key informants. 

These were created through purposeful sampling. Patton (2002) identifies purposeful 

sampling as appropriate for "selecting information-rich cases for an in-depth study" (p. 

169) when the researcher wants to understand something about those cases without 

needing or desiring to generalize to all such cases. Purposeful sampling requires that 

information be obtained about variations among the sub-units before the samples are 

chosen. The researcher then chooses samples because those involved are likely to be 

knowledgeable and informative about the topic the researcher is investigating (McMillan 

& Schumacher, 1997). This is confirmed by Wiersma (2000) who notes: 

The logic of purposeful sampling is based on a sample of information-rich cases 

that is studied in depth. There is no assumption that all members of the population 
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are equivalent data sources but those selected are believed to be information-rich 

cases (p.285) 

These points together led me to consider five focus groups as a sufficient number of 

sources. 

The population from which the focus group and key informants were selected is 

made up of all the teachers (n=1500) in PEI schools. For this study an invitation to 

participate (Appendix B) was sent via email to all teachers, vice-principals, principals, 

and district leadership team members in the province; responses were received through 

email as well. This invitation included both teachers who do and those do not have the 

prerequisite qualifications for principal status. No current permanent employee was 

eliminated since the minimum standards and qualifications for principal status in the 

province of PEI are minimal and could be achieved in a short amount of time (1-2 years) 

by the majority of teachers. 

The invitation asked each respondent to provide some basic demographic 

information such as age range, gender, current teaching assignment, eligibility for 

administrative assignment, current leadership position (if applicable), and years of 

teaching/leadership position experience. An explanation of the project and a description 

of the expectations associated with participation as well as letters of support from the 

district superintendents were included in the invitations. From this population, a sub

group of positive responders was selected and I, in consultation with my supervisors, 

selected focus group participants and key informants from those who indicated a 

willingness to participate. The descriptors used in the preliminary make-up of the focus 

groups guided the selection of focus group participants in order to have input from 
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important perspectives as identified in the literature. In order to address the research 

question, it was important to ensure these different perspectives were included and used 

to inform the study. 

Site and Population 

Prince Edward Island is Canada's smallest province with a population of 

approximately 138,000. At the time this study received approval (2011), the province was 

divided into three educational districts*: the Eastern School District, the Western School 

Board, and La commission scolaire de langue fran9aise. The Eastern School District was 

the largest school district on PEI, reaching from Crapaud to East Point. It consisted of 36 

schools** and approximately 900 teachers, serving approximately 13,000 students in 

kindergarten through Grade 12. 

The District was administered from the school board office located in the town of 

Stratford and was governed by a board of elected trustees. The Western School Board 

was the second largest school district on PEI, reaching from Kinkora to North Cape. It 

consisted of21 schools and approximately 500 teachers, serving approximately 8,000 

students in kindergarten through Grade 12. The Board was administered from the school 

board office located in the town of Summerside and was governed by a board of elected 

trustees. La Commission scolaire de langue fran9aise is the province's only French 

language school board with four*** schools throughout the province and a total student 

population of approximately 1000 students served by about 70 teachers. Respondents for 

this study came from all three districts. The leadership team focus group was from the 

Eastern School District. 

*In June of2012 the Eastern School District and the Western School Board were amalgamated to form one English Language School 
Board. 
**Six small schools were later closed reducing this number to 30. 
***Two more schools have opened bringing the CSLF number to six. 
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Data Collection 

Some qualitative data were collected through audio recording of the focus group 

discussions and the key informant interviews. The participants in both the focus groups 

and key informant interviews were asked the same series of questions (Appendix G). In 

some cases the questions were refocused depending upon the respondents' comments. 

These follow up or probing questions were used to provide clarification of participant 

comments. These recordings were supported by interviewer notes. Audio tapes were 

transcribed verbatim and saved as a Microsoft Word document. Documents that were 

referenced by the participants or determined by me as supportive of the study were then 

analyzed in order to determine which details would be included and where. 

Data Analysis 

Data were synthesized with the assistance of the Nvivo software to find common 

and divergent themes. This software enables concise coding and theme development of 

the data. Creswell (2009) points out that the coding process is a key feature of qualitative 

analysis. He notes that it involves "the process of grouping evidence and labeling ideas so 

that they reflect increasingly broader perspectives" (p. 132). By using codes, each unit of 

information was organized into relevant themes. Criteria were developed by me with 

support from my supervisor to describe each theme in order to guide the inclusion of 

information. These themes were organized with the conceptual framework for this study 

in mind. Within each theme, the comments were considered for each of the three factor 

categories (motivational, experiential and reluctance). Once all units of information were 

organized into themes and relevant factor categories, a review was conducted to ensure 

that the identified themes were adhered to and were valid. This review "begins with an 
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analysis which involves grouping together answers from different people to common 

questions or analyzing different perspectives on central issues" (Patton, 2002, p. 440). 

With the assistance of my supervisor I determined that the data from the teachers 

revealed seven themes, from the school administrators' six themes, and from the District 

Leadership Team six themes. There are four themes common to all three groups, two 

additional themes common to the teachers and school administrators, one unique theme 

from the teacher data, and two unique themes from the District Leadership Team data. 

This theme comparison is later illustrated in Table 28. 

Role of the Researcher 

My role involved securing formal permission and support for this project from the 

three school districts in the province, sending out invitations to participate, selecting the 

focus group and key informant interview participants, conducting the focus groups 

sessions and key informant interviews, maintaining a reflective log throughout the 

process, ensuring the data collection and analysis were complete and thorough, and 

communicating regularly with my supervisor to ensure all the necessary steps were 

completed. It was important for me, as a graduate student, to work closely with my 

supervisors and use the know ledge gained through these relationships and through my 

formal graduate level studies to ensure the project was sound. As well, throughout the 

data collection process I reflected on the data and maintained a written log of my 

reflections as the process unfolded. 

In consideration of my role as a school administrator in the province of PEI and 

other leadership roles I have held in the education community, issues of influence or bias 

were discussed with my research supervisory committee. In an effort to mitigate as much 
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as possible these influences while, at the same time, allowing reflectivity to support the 

project, these issues were dealt with directly in the Letter to Colleagues (Appendix B) 

and in the introduction prior to the start of all interviews. Participants were assured that I 

was conducting the study independent of the employer, outside of my role as an 

administrator, and solely as a part of my doctoral studies. 

Trustworthiness 

The trustworthiness of qualitative research is often questioned by positivists 

because their concepts of validity and reliability cannot be addressed in the same way as 

in naturalistic work (Shenton, 2004). Many naturalistic investigators therefore have 

preferred to use different terminology to distance themselves from the positivist 

paradigm. 

A leading author in this discussion was Egon Guba who, from as early as 1981, 

proposed four criteria that he believed should be considered by qualitative researchers in 

the pursuit of a trustworthy study (Guba, 1981). He joined with other authors, most 

notably his wife, Yvonna Lincoln, on a regular basis to revisit and reaffirm these criteria 

as a viable guide to trustworthiness in qualitative research (Guba & Lincoln, 1989; 

Lincoln & Guba, 2000; Guba & Lincoln, 2005). Guba (1981) developed the following 

constructs and the subsequent arguments or explanations to correspond to the criteria 

employed by the positivist investigator: 

a) Credibility (in preference to internal validity); 

b) Transferability (in preference to external validity/generalizability); 

c) Dependability (in preference to reliability); 

d) Confirmability (in preference to objectivity). 
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Lincoln (1995) wrote that, "although the whole area of qualitative inquiry is still 

emerging and being defined, Guba's constructs have been accepted by many" (p.278). To 

ensure trustworthiness in this qualitative study, Guba's constructs were used to identify 

the appropriate steps. 

In the area of credibility, Guba (1981) asked researchers to adopt well established 

research methods, develop an early familiarity with the culture of participating 

organizations, use a variety of data collection methods, and informants (triangulation), 

employ tactics to ensure honesty of informants, employ frequent debriefing sessions and 

peer scrutiny of the project, and employ member checking strategies. The research 

methods for this case study included focus groups, key informant interviews, document 

analysis, and researcher reflections. All these are common methods for this type of 

research and although each has its limitations, employing all will serve to "compensate 

for their limitations and exploit their respective benefits" (Shenton 2004, p. 67). I have 

been a school principal in this province for 12 years and bring experience from all grade 

levels as well as many formal and informal principal mentoring experiences to this 

project. The reflections included in this research speak to my familiarity with the culture 

and add to the credibility of the research. 

In addition to using a variety of data collection methods, the data collected for this 

study came from a variety of informants. Teachers of all ages and experience levels were 

invited to participate and key informants were identified to ensure as many different 

voices as possible were included in the study. In order to ensure honesty of informants, 

invitations were sent to all teachers in the province and they then offered to participate or 

not. From those who offered to participate, a purposeful sample was selected. Those 
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selected were encouraged to be frank and were assured that I was acting independently of 

the employer and that there were no wrong answers to the questions presented. As well, 

every effort was made to ensure that a trusting and welcoming environment was created 

and a positive rapport was established with the participants. The opportunity to withdraw 

from involvement in the study was made clear to all participants at the outset. Frequent 

debriefing sessions with my supervisor were held for all stages of the project and peer 

debriefing was done through presentations at various national and international 

conferences as the work progressed. 

To add to the credibility of this research, a common tactic of member checking 

was employed at appropriate stages. Participants had the opportunity to confirm the 

accuracy of the data collected, comment on the patterns emerging from the data collected 

and provide reflections on the meanings of these patterns. This supports the views of 

Miles and Huberman (1994) who stated that: 

Verification is something one brings forth with them from the field, not 

something which can be attended to later, after the data are collected. When 

making sense of field data, one cannot simply accumulate information without 

regard to what each bit of information represents in terms of its possible 

contextual meanings. (p. 221) 

By employing debriefings with all the participants in this study, this "in-field" 

verification was given appropriate context. 

With regard to transferability, Guba (1981) indicated that it is the responsibility 

of the researcher to provide "sufficient contextual information about the fieldwork site" 

and it is the reader's responsibility to make ''transferability inferences" (p. 88). Shenton 
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(2004) supported this claim and suggested that, "Ultimately, the results of a qualitative 

study must be understood within the context of the particular characteristics of the 

organisation or organisations and, perhaps, geographical area in which the fieldwork was 

carried out" (p. 71). Guba (1981) expected that information on the following issues 

should be given at the outset of any project: 

a) The number of organisations taking part in the study and where they are based; 

b) Any restrictions in the type of people who contributed data; 

c) The number of participants involved in the fieldwork; 

d) The data collection methods that were employed; 

e) The number and length of the data collection sessions; 

f) The time period over which the data was collected. 

In this study, the case included the province of PEI, which had three public school boards 

and approximately 1500 teachers at the outset of this study. Invitations to participate were 

provided to all teachers, including school administrators. From the positive responses, 

focus groups were developed (see Table 1) that involved all levels of teaching and 

leadership experience. Key respondents were identified from this group so one-on-one 

interviews could be conducted. Other details of the data collection are provided in the 

methodology section. 

With respect to dependability, Guba (1981) explained that there are close ties 

between credibility and dependability and that, "in practice, a demonstration of the 

former goes some distance in ensuring the latter" (p. 90). Shenton (2004) added that, "the 

processes within the study should be reported in detail" (p. 71). To enable readers of the 
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research report to develop a thorough understanding of the methods and their 

effectiveness, Guba ( 1981) expected the text should include sections devoted to: 

a) The research design and its implementation; describing what was planned and 

executed on a strategic level; 

b) The operational detail of data gathering; addressing the minutiae of what was 

done in the field; 

c) Reflective appraisal of the project; evaluating the effectiveness of the process 

of inquiry undertaken. 

Using these as a guideline, every effort was made to provide this detail. With 

every qualitative inquiry there is a level of fluidity in the project throughout, but to ensure 

dependability was established, the process was documented in detail and justifications for 

changes were confirmed through regular conversations with my supervisor. 

Finally, confirmability deals with the area of investigator bias. In qualitative 

inquiries, steps must be taken, "to help ensure as far as possible that the work's findings 

are the result of the experiences and ideas of the informants, rather than the 

characteristics and preferences of the researcher" (Shenton, 2004, p. 72). Triangulation of 

the methods plays an important role in this as well as justification for the research 

methodology and methods chosen. 

Ethical Considerations 

Key ethical issues for this research study were considered both to ensure that the 

research complied with the Tri-Council Policy Statement for the Ethical Conduct for 

Research Involving Humans and that it met ethical protocols for the University ofNew 

Brunswick Research Ethics Board. Permission to proceed with this research was also 
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sought from participating school boards on PEI. To comply with their regulations, a copy 

of the defended proposal and the letter stating UNB's Research Ethics Board approval 

was delivered to their offices. 

Confidentiality 

The participants were reminded of the issue of confidentiality. Patton (2002) 

explains confidentiality as what will be told to others about the research. Certainly, the 

focus group participants were aware of the others in their group, but their contributions to 

the group discussion were respected by others and kept confidential. Ways in which 

confidentiality was addressed within this study were as follows: 1) tape-recording focus 

group discussions and having them transcribed by a transcriptionist who signed a 

confidentiality agreement (see Appendix E); 2) member checking was adhered to by 

inviting 2-3 members of each focus group to read through the transcription to ensure that 

the draft replicated the focus group session; 3) the removal of any identifiable 

information from the transcripts ensured that I was the only one able to identify specific 

participants; 4) a copy of the transcript and analysis of each focus group is kept in a 

secure cabinet and also on an USB device that can only be accessed by me. The research 

study used job descriptions such as teacher or vice-principal instead of participants' 

names. All data will be destroyed five years from the completion of this project. 

Summary 

After identifying related research to my topic in the literature, I was able to use 

their findings and methods to shape my own choice of a qualitative intrinsic case study. 

Guba's (1981) work on the means by which researchers can make such a methodology 

sound provided the framework for my study. 
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CHAPTER4:THETEACHERS 

"We have reached the point where aggregate expectations for the principalship 
are so exorbitant, they exceed the limits of what reasonably might be expected 
from one person" (Copland, 2001, p. 529). 

The focus of inquiry for this research project was an investigation into the factors 

that impact principalship aspirations of teachers in PEI schools. Supporting questions 

revolved around the motivational, experiential, and reluctance factors that impact 

principalship aspirations of these potential candidates. 

Data were collected during a three-month period in the spring of2011 through 

focus groups and key informant interviews. These data were complemented with an 

analysis of documents referenced by the participants as well as notes from the 

researcher's journal. 

In response to inquiries about the factors they and their teacher colleagues 

consider when contemplating a possible career shift to the principal position, the teachers 

provided a wide-ranging list of factors that weigh on their decision. As such, this chapter 

provides, with the support of the research in this field, an analysis of these comments and 

added to the research with perspectives unique to this case. 

The requirements for eligibility for a principalship position in PEI schools are 

minimal. Appendix H provides the minimum requirements as outlined in the Teachers' 

Memorandum of Agreement. This status is easily attainable for teachers in their seventh 

year of teaching. As such, discussions with PEI teachers about their principalship 

aspirations occur in a context where up to 90 per cent of the teachers in the province may 

already meet the minimum requirements or could attain eligibility status within one to 

two years of deciding to pursue such status. 
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At the time when data were collected for this project there were approximately 

1500 teachers in the PEI public school system. They were employed in 63 schools 

throughout 3 school boards. As such, there were 63 principalship positions in the 

province, a ratio of approximately one principal for every 23 teachers. Every school had a 

dedicated principal position and there were no schools that shared a principal. 

For this studyl 8 teachers were purposely invited to participate in focus group 

sessions or to attend one-on-one interviews. In the end, 14 teachers were interviewed. 

These interviews were conducted over a three-month period. Table 2 provides a 

demographic profile of the teachers involved in this study. Only one of the teachers in 

this study acknow !edged that he was actively engaged in aspiring to the principalship. 

Table 2 
Teacher Profiles 

Teacher Sex Teaching Levels Subjects Principalship 
ID ex~. (rears) Taught Taught As~irations? 

TOI M 27 6-12 
French Immersion (FI), 

No English, Core (regular K-6 
curriculum subjects) 

T02 F 6 K-6 FI, Core Maybe 

T03 F 16 10-12 Social Studies, Science, School Maybe 
Counselor 

T04 F 7 7-12 English, Social Studies, Math, Maybe 
School Counselor 

T05 F 24 10-12 EAL (English as an Additional No 
Language), French, Core 

T06 F 14 7-12 Math, Computer, Physics No 

T07 M 30 10-12 Math, Computer No 

T08 F 22 K-9 Math, Social Studies No 

T09 M 28 7-12 Special Education (students No 
with intellectual disabilities) 

TIO M 10 1-9 Physical Education Yes 

Tll F 8 10-12 Science Maybe 

T12 M 11 K-8 Core No 

T13 M 14 K-3 Core Maybe 

T14 F 9 7-9 Math, Science Maybe 
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The teachers who took part in this study did so in two focus groups and in four 

one-on-one interviews. Table 3 provides the breakdown for the teachers' involvement. 

Table 3 

Teacher Involvement 

Interview Type 

Focus Group 1 

Focus Group 2 

One-on-One 

Participants 

6 

4 

4 

Years of Experience 

10-24 

11-27 

6-30 

Levels Taught 

K-12 

K-12 

K-12 

The participants in each group were asked the same series of questions {Appendix 

F). In some cases, the questions were refocused depending upon the respondents' 

comments. These follow-up or probing questions were used to provide clarification of 

participant comments. 

From the analysis of the participants' responses, clear themes emerged regarding 

their aspirations or lack of aspirations to the principalship. These themes included the 

following: 

• Role Change 
• Leadership Expectations 
• Role Support 
• Financial Considerations 
• Work - Life Balance 
• Suitability 
• Job-Specific Observations 

The order in which these themes are presented is generally the order in which they 

appeared naturally in the raw data. As I reviewed the transcripts of the interviews the 

conversations often began with a discussion of role change which led to comments 

around the expectations placed on principals and then naturally into the support for the 
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role of the principal. This is not to say that these are listed or presented in an order of 

most to least important. They are not and I made no attempt to have teachers discuss a 

ranking for this research. Because the first four themes are common to all three reporting 

groups, these are also the first four themes presented in the following two chapters. 

As noted in Chapter Two, the literature suggests that there are three categories of 

factors associated with principalship aspirations: motivational, experiential, and 

reluctance. Motivational factors are those that cause teachers to think positively toward 

career advancement, in particular the principalship. Experiential factors are any 

experiences teachers have had in their teaching careers that influence their perspective on 

the principalship as a possible career goal. These include the types of leadership they 

have been exposed to, the preparation and training (if any) they have had the opportunity 

to be part of, and their perspective on the succession planning in place in their school 

board or district. Reluctance factors are those that cause a teacher to have a negative 

perspective on the principalship and as a result be disinclined to aspire to that role. 

Table 4 is the first of three Factor-Theme Relatedness Tables (the others are 

found in chapters 5 and 6). These three tables provide a summary of the percentage of 

comments from teachers that were arranged into themes. Each percentage indicates the 

relative number of comments under each of the three factors for each theme identified in 

the data. The percentages given in the tables provide some initial insight into the group's 

(in this case the teachers) perspective for each theme as it relates to each of the three 

factor categories. The overwhelming reluctance on the part of the teachers to aspire to the 

principalship is illustrated here and detailed in this chapter. 
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Table 4 

Teacher Factor-Theme Relatedness 

Themes Motivational factor Experiential factor Reluctance factor 

Role Change 20% 0% 80% 

Leadership 14% 0% 86% 
Expectations 

Support 0% 83% 17% 

Financial 0% 0% 100% 
Considerations 

Work - Life Balance 17% 0% 83% 

Suitability 29% 29% 42% 

Job-Specific 0% 0% 100% 
Observations 

Teachers in this study provided many reflections on their perspective of the 

principalship. They acknowledged the importance of the position while at the same 

indicating how difficult it seemed to be. Most appreciated the work done by the 

principals with whom they work but felt that the job was not a position to which they 

would aspire. The next section provides details, arranged by theme, on the data collected 

from the teachers in this study. 

Role Change 

The most prominent theme in the data collected from the teacher interviews is that 

of Role Change. This theme was developed from respondents' comments relating to the 

change in role they felt they would have to undergo if they took on the principalship. 

There were 15 comments related to these issues, 12 ofwhich are considered reluctance 
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factors and three considered motivating factors. None of the teachers reflected on any 

experiential factors. These comments have been summarized into the idea statements in 

Table 5 below. 

Table 5 

Teachers' Role Change Factors Summary 

Factors Idea Statements 

Motivational • Rewarding to have a larger influence on the school community 

• Providing opportunities to advance career goals 

Experiential • No comments attributed to this 

Reluctance • Moving from the classroom 

• Changing the types of interactions they would have with students 

• Dealing with difficult parents 

• Dealing with larger discipline issues 

• Moving away from teaching to managing 

• Preventing leadership strengths from flourishing 

• Reducing their teaching load 

• Making decisions with significant implications 

The passion the teachers in this study have for their profession became very clear 

in the interviews and focus groups. They chose teaching as a way to connect with 

students, facilitate student learning, and make a difference in the young people's lives 

through building relationships and creating a safe learning environment in the classroom. 

While only one teacher expressed a desire for a challenge as a positive aspect of this role 

change and two indicated an interest in other leadership areas, the rest were reluctant to 

aspire to a change from their teaching role to that of the principalship. 
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Only one teacher in this study felt that this potential role change would have 

positive effects on his career and so his comments were coded as motivating factors. He 

has discussed his interest in school administration and eventually the principalship with 

his school administrative team and other administrators he knows. When reflecting on 

these conversations, this teacher shared these perspectives: 

But I've also heard, 'It's rewarding' and 'I enjoy the people.' They [principals] 

seem to enjoy less classroom [time] and more interaction with the entire staff and 

student body and parents and influencing the pulse of the school. Seeing things 

that a teacher might see as a difficulty, the principal sees that as a challenge to 

make things better and to try to improve or help or move things in a more positive 

direction. 

When pressed to clarify why he felt positive toward aspiring to the top job in a school 

this respondent added: 

Getting into administration would allow me to move forward in my career. Right 

now I feel like I'm kind of stuck and I'm looking for the next challenge. I enjoy 

teaching but I feel like it's time for me to move forward and that's [school 

administration] the direction I'd like to move in. It would give me the opportunity 

to use my skills as a motivator, communicator, and organizer. 

This teacher saw the principalship as a challenge but was at a stage in his career where he 

was looking for a challenge. He has made an effort to discuss his career aspirations with 

those in school administration and saw the principalship as career goal that is worth 

pursuing. 
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The majority of the teachers in this study indicated that this role change was a 

reason not to aspire to the principalship. Many of their responses, which were coded as 

reluctance factors, revolved around the joy of being in the classroom, the limits of the 

responsibility they want to take on, the potential separation from the students in the 

principalship, and the difficulty of dealing with issues beyond the scope of their own 

classroom. An elementary teacher summarized her concerns about losing the classroom 

connection: 

I like the fun I have in the classroom and I think I would really miss that. I really 

like that kind of contact with the kids and, from my perspective, a lot of what the 

principal has to deal with is the unpleasant part of dealing with kids and I know 

teachers have a little bit of that too but I don't know if principals get enough of 

the great side of the kids and I like kids so that's why I'd rather stay in the 

classroom. 

An experienced female elementary teacher held a similar view and reinforced the idea 

that her role as a classroom teacher was a good fit for her. She noted: 

I like my little classroom situation and it's really busy but I like to see my kids be 

they good or bad. I'm not sure that I'd get to see as many good kids in the office. 

I'm not necessarily one that likes to make the big decisions. I love to follow the 

rules and let someone else make them. 

These teachers saw their classroom teacher role as providing a close relationship with a 

small group of students whom they got to know really well. Although it was a busy and 

challenging assignment, it was a role in which they felt comfortable and they were 

unwilling to change their role and give up that relationship with students to take on more 
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responsibility and have a different type of interaction with more students, many of whom 

they might not know as well. 

Most teachers in this study valued the level of leadership their teaching position 

provided but also felt comforted that, if issues arose in the classroom or school, as 

teachers they had a support system in the form of school administration that could be 

called upon to help solve or, in some cases, take on the difficult situations. They did not 

feel that they would aspire to be in charge of this option for all the teachers and other 

staff in the school. One elementary teacher provided these examples: 

Things like dealing with detention and poor student behavior and uncooperative 

parents. As a teacher, if there is a parent who really doesn't cooperate, well we 

pass them on to the principal to deal with it. So, I'm pretty sure I would not enjoy 

that part of the work. As well as students who have extreme behavior issues. They 

have to wait 2-3 years for a psychological assessment and in the end these issues 

all fall to the principal. 

These concerns were not limited to the elementary level. A high school teacher shared 

these concerns but also highlighted the negative aspect of having to be prepared to deal 

with the unknown on a daily basis. He noted: 

As a principal you never know what you are going to deal with from day-to-day. 

Things like disruptions in the office and suspensions and having to make phone 

calls home. Some people [teachers] just don't want that grief. They don't want to 

be dealing with those challenging kids on a regular basis. They don't want to have 

to deal with behavior issues in other people's classrooms. 
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One high school teacher offered a personal explanation to identify her reluctance to 

aspire to a position in the school where she would have to deal with the difficult 

situations and the uncertainty that accompanied them: 

I don't have children so maybe that part of why I'm not as used to it. I'm like, 

this is the way it is. But it's hard when dealing with issues because there's a lot of 

grey area there. It's not all black and white. As much as we'd like it to be "here's 

the rule and that's the way it is", it's not that way. 

Being the last line of decision-making in the school is an important role for the principal 

in the eyes of these teachers. It is the tasks involved in this part of the job that make the 

job unattractive to these respondents. They are comfortable with their role as a teacher 

leader but do not see themselves as school leaders. 

Respondents also expressed concern that the role of the principal has moved away 

from the original role of master teacher and has been overtaken by mundane tasks only 

distantly connected to student learning. Teachers saw the principal as someone in the 

school who was more of a plant manager rather than an educational leader and this added 

to their reluctance to aspire to the top job. As an elementary teacher shared: 

The idea that you [as a principal] would be in charge of teachers, not just your 

own class type of thing and the idea that the principalship has gotten away from a 

teaching role bothers me. Originally or ideally it was supposed to be a master 

teacher role. Now there is so much caught up in the adminis-trivia; the Rubik's 

Cube of scheduling, bussing, ordering janitorial supplies, and I don't know what 

else. Where is the logic in moving from a seasoned teacher to suddenly being in 

charge of the physical plant as well as discipline and things like that? 
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This perspective of the principal as a manager of school operations as opposed to an 

educational leader caused these respondents to be reluctant to aspire to the top job. This 

role change was not something they felt they were suited for or would enjoy. 

Some respondents saw teaching as a leadership role and noted that there were 

other roles within the school and the education system that provided leadership 

opportunities. The principalship however, was rarely seen as the leadership role to which 

they would aspire. One teacher provided this reasoning: 

So in some of the other leadership positions I mentioned I would be more 

comfortable. I think that it comes down to creativity. I don't think the 

principalship would allow my creativity to shine through. Designing lessons and 

working with teachers and students are my strengths and I don't see the 

principalship allowing me to do that. 

This idea that the teaching profession provides many leadership opportunities 

besides the principalship and that these allow teachers to make significant contributions 

to the school in a role in which they are more comfortable was agreed upon by teachers at 

all grade levels. One high school teacher saw these positions as a better option for his 

skill set, and added to the sentiment expressed earlier: 

I'm very busy with athletics and computer things and I know that ifl was 

principal I wouldn't be teaching more than one or two subjects and that is the 

easiest part of my job, the teaching. Just the idea of going to meetings 

continuously and having to make decisions that I wouldn't like to make turns me 

away. I make lots of decisions as it is but they're not at as high of a level probably 
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as the ones the principal has to make that deal with parents and others in the 

community and with other schools. 

Overall, these respondents saw themselves involved in leadership roles within their 

school and felt proud of and comfortable with the part they play in the success of the 

school. Their reluctance to aspire to the principalship came from their concern that it was 

a significant role change that either did not play to their strengths or brought with it tasks 

they would not enjoy. 

Woven within this theme ofrole change from teacher to principal was the concern 

ofbeing faced with more difficult decisions. A number of respondents provided examples 

of the decisions they would not want to be faced with every day, as well as expressing a 

concern about the potential fallout as a result of those decisions. There was a comfort for 

them in knowing their role, doing it well, and being satisfied with the role they play in the 

operation of the school. A high school teacher provided these thoughts: 

I make a lot of decisions in my areas of responsibility. As you know, in athletics 

lots of decisions have to be made but maybe not critical decisions as in the case of 

cancelling classes for funerals or school closure in the case of a snow storm and 

then having someone growl at you because you did and someone growl at you 

because you didn't. So I just wasn't comfortable with that type of decision

making I guess; just more comfortable where I am. 

This idea of remaining within their comfort level and not aspiring to a role that would 

entail difficult decisions and tasks that would impact many people within the school and 

even the community was a cause for reluctance for these teachers. The role change to the 

top job seemed way out of their comfort zone. 
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The level of decision-making and the impact of those decisions was a level of 

responsibility with which few were comfortable. Building on the idea that this change in 

role from teacher to principal was not seen as a positive move by most teachers, another 

high school teacher shared this scenario in a focus group discussion which was, in her 

mind, a dilemma that she would rather not face: 

With me, it's more that I can listen to both sides of an argument or situation and I 

can see both sides and I would have a hard time picking one over the other. They 

may both have valid points. So, again I'd be much more comfortable following 

the rules that someone else set out. 

This comment sparked a very succinct summary statement from a focus group 

member who wrapped up the discussion on the negative aspects of role change: 

Some people enjoy doing that extra stuff and can let the water run off their back 

after making a tough decision whereas I might rethink it often and second guess 

myself. So it wasn't so much the hours but more the change where I'd have to 

give up to others the things I like doing and I'd be involved in dealing with 

different problems that really don't appeal to me. 

The role change from classroom teacher to school principal is seen by these 

respondents as a significant change in role within the school. The added responsibilities, 

the tasks unrelated to teaching, the change in relationships with students, the increased 

level of decision-making, and dealing with parents and the community on a larger scale 

were identified by many as factors that made them reluctant to aspire to the top job. Even 

the one respondent who was motivated to apply agreed that moving to the principalship is 

a significant role change. All respondents noted a great deal of respect and appreciation 
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for those who were in the position of principal and as detailed in the next section, they 

saw the position as having a great deal of expectations put upon it from many sources. 

Leadership Expectations 

The theme of Leadership Expectations was developed from data that referenced 

ideas such as increased time commitments, increased paperwork, expected expertise, and 

a lack of understanding of the role of the principal. Within the data, there were seven 

references to the high expectations stakeholders place on the principal, six of which 

clearly indicated that these were a factor in the respondents' reluctance to aspire to the 

principalship and one comment, seen as a motivational factor, that referenced these 

expectations as an opportunity to challenge oneself professionally. Once again there were 

no experiential factors related to this theme. Table 6 summarizes these Leadership 

Expectations. 

Table 6 

Teachers' Leadership Expectation Factors Summary 

Factors 

Motivational 

Experiential 

Reluctance 

Idea Statements 

• Providing opportunity for an expanded role within the school 

• No comments attributed to this 

• Struggling with expectations from all partners in the system 

• Having to champion initiatives with which you may not agree 

• Committing to an increased amount of time on the job 

• Dealing with increased paperwork 

• Expectations that you have experience in all aspects of education 

• Lacking a complete understanding of the skills needed for the 

principalship 
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The leadership expectations associated with the principalship were seen as a 

motivating factor to one teacher in this study. He felt that his career, positions, and 

personality had provided a constant increase in responsibilities and that the expectations 

he had for himself were aligned with the expectations associated with school 

administration. The principalship was his ultimate goal. He explained: 

I guess I'm looking forward to an opportunity to work more closely with parents 

and with staff to produce a nice product where parents can feel there is open 

communication in dealing with any questions or issues they might have. As well, 

I do a lot of leadership roles and have quite a bit to share with the staff at staff 

meetings and things and usually when we have fundraisers or events or 

assemblies I'm in charge of setting those up and making sure they are run 

properly and I think it would be almost a natural progression for me to go into that 

[school administration] because I'm used to heading a lot of things here at the 

school. 

The other informants were very clear about their concerns regarding the high 

expectations put upon principals from many parts of the education system. Not only did 

they see these expectations coming from the authoritative bodies such as the Department 

of Education and Early Childhood Development and the District offices, but also from 

the teaching staff, students, parents, and the community. The factors causing the 

reluctance included the challenges brought on by struggling with the expectations of the 

many stakeholders in the system, having to champion initiatives with which they may not 

agree, issues of increased time commitment and paperwork, expectations around the 
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principal being an expert on many topics as well as the role of the principal not being 

clearly understood or defined. 

The analysis of the data identified these concerns as reluctance factors 

contributing to the respondents' lack of aspiration to the principalship. One experienced 

elementary teacher saw the principal as being caught between needs of the staff and the 

demands of the school district or other outside influences. She commented: 

I think there is something about being [ the principal] in the middle of the struggle 

between the teachers and the school boards. They always have to fight for 

something. There's always some kind of problem to deal with in this area. There 

is never a calm period for them. If you are a teacher, at the end of the school year 

there may be a break for you but for the principal it seems there is always 

something that a principal is dealing with. 

Another teacher who had has taught at various levels and in a number of other provinces 

added to this idea of exorbitant expectations. He noted "It was considered a position of 

responsibility but in my view it is often a position of blame. The buck stops there and he 

or she would be getting it from all directions." 

These teachers saw the principalship as an unenviable position in which the apparent 

responsibility that accompanies the role gives rise to criticism from many stakeholders in 

the educational community. The expectations placed on the school leader positions them 

as a target for this criticism. 

A teacher who has had assignments at the junior and senior high school level 

spoke about one of the frustrations he saw in the position of principal that dissuaded him 

from considering it as a possible career move. Even though it might be a position of 
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influence there were many mandated expectations that made the job unappealing. He 

shared: 

But there is the other side when new stuff comes down the pike and the teachers 

get frustrated and these leaders are expected to be champions of stuff they don't 

even believe in. So if you're going to be the principal you have to champion these 

things and if you don't believe in them how can you champion them? I don't 

think that would be an easy position to be in. I remember thinking, "Why would 

anyone want that job?" 

Again, the principalship is seen as a position of influence but sometimes the principal is 

expected by other stakeholders to use this influence to implement changes with which 

he/she may not be comfortable or in agreement. This potentially exposes them to 

criticism from above and below. 

One expectation in particular was a negative for a high school teacher respondent. 

He felt that the time commitment that was part of the community's expectation of the 

position made it untenable. He noted: 

I wouldn't consider the principalship because of the number of hours required. I 

mean we [teachers] are there long days as it is and I think as an administrator I 

don't think it ever stops or they ever have a free weekend with the constant calls 

coming in and you're always thinking about the next week and everything that's 

going to happen on Monday and I don't think that it is easy to stop. You can't 

stop the phone calls. 

The clerical expectations were also an issue for a number of teachers in this study. 

They felt that although teachers certainly had their fair share of paperwork it was often 
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related to their teaching. The principal, it seemed to them, had much more paperwork and 

it was often unrelated to teaching and learning. One teacher was very direct with her 

concern. "So the part of the principalship I don't like is the paperwork. I think I would be 

a good educational leader who could go into the classroom and help teachers improve 

student learning through activities." 

Other respondents were less specific about their concerns over their role 

expectation. One teacher felt the expectations of the principalship, including the need to 

be an expert in all areas of education, prevented the position from being tenable. He 

noted, "The principalship, as it is now, having to be everything is an issue and I see that 

principals are going to have issues with being all things." 

Another point on which teachers voiced concerns centered on the unknown 

aspects of the principalship. They felt that they did not have a good understanding of 

what a principal really did beyond what they saw from their limited perspectives. They 

did acknowledge that a wide variety of skills unrelated to teaching maybe required to be 

successful and they were unsure if their skill set was complete enough for the job. One 

teacher shared: 

But I still don't know much about the principalship. It could be that I don't see 

myself in that role because I'm not all those things that I see are required. I have a 

lot of strengths but I think in the principalship your weaknesses will show and 

they will be pointed out time and time again. 

As in the previous theme ofrole change, the majority of teacher respondents in 

this study were reluctant to aspire to the principalship because of the increased 

expectations place on the school principal. The position was seen as a common target of 
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criticism because of these expectations. The principal, it appeared to the teachers, was 

seen by many stakeholders in the educational community as the person from whom they 

could get the changes, answers, or results they wanted. The conversations in the 

interviews and focus groups around high expectations naturally lead to a discussion about 

the next theme; support for the principal. 

Role Support 

The comments related to Role Support, or the perceived lack thereof for new 

principals, made it clear that the teachers considered it a major reluctance factor. Within 

the six comments that generated this theme, there was a perceived lack of support for the 

preparation and ongoing training they felt was required; there was also a perceived lack 

of support for the everyday issues faced by principals. There were no comments coded as 

motivational factors, four coded as experiential factors and two as reluctance factors. 

Table 7 summarizes this Role Support theme. 

Table 7 

Teachers' Role Support Factors Summary 

Factors 

Motivational 

Experiential 

Reluctance 

Idea Statements 

• No comments attributed to this 

• Appears to be a lack of professional development opportunities 

• Appears to be a lack of support for program implementation 

• Appears to be a lack of support for every day issues facing the principal 

• Principals appear to be often struggling to support change 

• Principalship puts leaders in the middle of conflicts between their 
bosses and their school community 

• Concerns about support from staff for a new principal 
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As noted above, there were no motivating factors within the theme of Role 

Support. The teachers' experiential factors comments centered on the perceived lack of 

support for principals in general and specifically the lack of support for principal 

professional development opportunities, the struggles to support top down initiated 

changes, and the difficulties of program implementation for which principals are 

responsible. On the topic of professional development support for the role, there were 

concerns about lack of training in leadership and new program implementation. One 

elementary school teacher shared her concerns about the professional development she 

felt would be necessary. She perceived that there was no professional development 

specific for principals in the offerings with which she was familiar. Highlighting such 

experiential factors this respondent noted: 

The professional development or training for that role [principalship] I don't think 

is there. Even when we have two days that the PEITF [Prince Edward Island 

Teachers' Federation] give in October there's really nothing for the principal. 

They need to know about literacy and all that but I think they need to know about 

leadership. 

Another elementary teacher commented on support for program implementation. 

In his experience, he has seen situations where the principal has been put in a difficult 

situation because of the lack of support, lack of information, and the role assumed by 

others for the principal. He noted: 

The idea that support by the principal for new programs is assumed by the 

providers while, at the same time, not necessarily providing all the information 

the principal may need or want in order to champion a new program and they 
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[providers] end up leaving him or her to be the person who smoothes out the 

wrinkles during the implementation phase. 

A high school teacher shared similar concerns: 

They [principals] are expected to buy into and promote the new pedagogy while 

at the same time diplomatically share this information with the parents' 

associations, the teachers and the kids. I'd like to be a part of that discussion but 

I'm fearful of ever taking that [principalship] role because I don't think the 

structure is yet right to really put this stuff into practice. 

An elementary teacher reflected on an observation of her principal who she felt 

was put in a difficult situation; one with which she would not be comfortable. She noted, 

"When I see my principal struggling to explain a change he did not initiate I know that 

job is not for me." 

Teachers in this study saw a lack of support for the principal by his or her 

supervisors as it pertains to program implementation. The teachers felt that the 

responsibilities for the success of these initiatives were put upon the principal with no 

apparent support for the struggles or challenges such initiatives often present. 

Some teachers identified Role Support as a reluctance factor in their 

contemplation of the principalship. These respondents identified situations where the 

principalship puts leaders in the middle of conflicts between their bosses and their staff. 

One elementary teacher saw principals in a position where they are often caught between 

various groups and left unsupported when disagreements arise. She commented: 

I can see what they're [principals] doing and I think they are kind of in between 

the teachers and the Department or between the teachers and the school board. I 
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think that being in the middle might not be the best place to be if you don't like to 

have to fight all the time. If you are either at the bottom or the top, you only deal 

with one other level. 

An elementary teacher who had no principalship aspirations shared a concern she would 

have for others who might be applying for a position in a new school. "I would be 

concerned about how much support or perceived lack of support you [ as the new 

principal] would have from the staff." Whether this new principal was new to the 

building or came from within the ranks and was new to this formal leadership role, both 

situations concerned this teacher. 

In general, teachers in this study felt there was insufficient professional 

development available to principals. They noted that principals were often unsupported 

by those in the education system who were responsible for new programs or initiatives. 

As well, when conflicts arose, the principal is often seen as caught in the middle between 

the school district and parents or the Department of Education and the teachers. After the 

discussions around role change, leadership expectations and this perceived lack of 

support, the conversations in the interviews and focus groups naturally proceeded to the 

financial benefits of the principalship given the issues already discussed. 

Financial Considerations 

Financial considerations were a topic of discussion in each of the teacher focus 

groups and all of the teacher interviews. Although it was never the first factor mentioned 

in any of the discussions with teachers involved in this study, it was very clear that the 

perceived increase in salary was not seen as an incentive for teachers to consider the 

principalship. In fact, none of the teacher respondents could identify how much in 
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additional salary principals received or how it was calculated. Some respondents referred 

to some factors that involved the calculation of principal salaries but when pressed could 

not provide any details of these calculations. This is in spite of the fact that these salary 

grids and responsibility allowances are clearly laid out in the teachers' collective 

agreement, a document that is provided in print to every teacher and is also available 

online. Given that the vast majority of the teachers in this study were reluctant to consider 

the principalship, coupled with the idea the few enter the teaching profession for the 

financial gains, as well as the respect teachers have for those who do take on the 

principalship, it is understandable that none of the teachers in this study were acutely 

aware of the principal compensation formula. 

This theme of Financial Considerations was developed from nine references to 

money-related matters in the interviews and focus groups. One comment referenced 

money as a potential motivation for some. One teacher shared an experience from a 

specific workplace. The remaining comments were quite negative and categorized as 

reluctance factors. Table 8 summarizes this Financial Considerations theme. 
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Table 8 

Teachers' Financial Considerations Factors Summary 

Factors 

Motivational 

Experiential 

Reluctance 

Idea Statements 

• Money might be a motivator for some 

• Working in a small school does not mean decreased workload and 

compensation does not reflect this 

• Pay allowances inappropriately calculated 

• Difference in salary between teachers and principals is nominal and 

not worth the grief 

• Financial compensation does not reflect increased level of 

responsibility and potential blame 

• Principalship is increasing in its demands and the small financial 

incentive is a deterrent 

• Principalship in smaller schools is less pay but the job is still 

demanding 

• Increased expectations from teachers to help with discipline as a 

result of the principalship salary 

The one motivational factor from the discussions with teachers in this study came 

from an intermediate level teacher who shared these thoughts as he reflected on 

conversations he had with colleagues. "When people talk about going [ into the 

principalship] they wonder if they will make a little more money. I don't think the extra 

money is worth it but I think that it is a consideration for some people." That so few 

people mentioned the additional salary as a motivator is an indication that teachers feel 

this is not a legitimate reason to aspire to the principalship. 

Although none of the teachers in this study had experienced the financial 

compensation associated with the principalship, one teacher with experience at all grade 

levels reflected on an experience from one school in which he worked: 
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Another thing that I think would [negatively] influence me was looking at the 

principal I worked for in a small school who wasn't making enough more money 

or wasn't on a pay scale that was adequate for the work she was doing. I think it's 

probably the same thing for high school when they have more teachers. 

Previous discussions in the chapter have shown that teachers are very aware of the 

workload of a school principal. This teacher's perspective was supported with many non

verbal cues from participants in his focus group. 

Teachers in this study detailed a wide range of reluctance factors when the 

discussions turned to issues around financial compensation. Teachers noted workload 

comparisons in small schools as compared to larger ones, the process for calculating 

compensation, insignificant increase as compared to teachers' salaries, and increases in 

demands and responsibilities from many parts of the system as not appearing to be 

acknowledged in the salaries paid to principals. 

When pressed to elaborate on the details of his knowledge of how financial 

compensation for the position is calculated one teacher added, "I think their pay is based 

on the number of students or teachers and that is not something I agree with. I think this 

should be improved." The improvement suggested here is a payment formula that 

recognizes the basic workload of a school principal no matter the size of the school. 

Certainly there is a logical argument that principals of larger schools may be expected to 

make a little more money, but the workloads of principals are seen by teachers as not 

directly proportional to the size of the school. 

A high school teacher shared this thought after the interviewer provided one more 

opportunity for the members of her focus group to add any other factors that were not 
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previously mentioned or more comments about topics that were discussed. This open

ended prompt led to the comment, "Pay would be a concern; Do I want all that extra grief 

for just a nominal increase in pay?" She added her understanding of how a principal is 

fmancially compensated, "I know that it has something to do with the size of the school 

in how much you [as a principal] get paid." This comment sparked a similar note from 

another member of this group. "Whatever the extra pay is, it wouldn't be enough. As far 

as the responsibility and the blame, you' 11 always have cooperative parents and angry 

parents." She added a concern regarding the intrinsic rewards when compared to the 

financial. "I'm not sure ifl'd find it more challenging or interesting than the job I have 

now. The little extra money is no incentive." 

An elementary teacher who teaches in what would be considered a small school in 

this province and who has seen a regular turnover in principals during her time there 

shared: "There are more and more demands and less and less incentive to [apply], and I 

think the money is probably a deterrent too for those in a small school at least." 

One high school teacher who indicated earlier in the focus group discussion that 

she had no interest in the principalship added these thoughts after listening to others 

comment on the role of money as an incentive. "On a number of occasions I've walked to 

the principal and said, 'So and so has just done this. This is why you get paid the big 

bucks!' Then I leave and he or she can have the extra pay and deal with the issue or 

whatever." 

In general, teachers in this study felt the financial compensation paid to principals 

was inadequate and in some cases unfairly calculated. These teachers were not well 

educated about the compensation formula but saw the position as a very challenging one 
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for which the additional salary would not be a motivating factor in their decision to aspire 

to the position. In some teacher interviews and focus groups comments around financial 

issues were closely followed by the importance of maintaining a work-life balance; an 

idea that few teacher felt they could do as a principal. 

Work-Life Balance 

This was a theme that was noted throughout the discussions with teachers. It was 

most often a passionate topic for the female teachers but discussed by the male 

respondents as well. It centered on concerns that the principalship, because of the 

anticipated increased workload and resulting time commitment, would take away from 

their time spent with family, would change their roles within the family in terms of the 

time available to spend with young children, and would make it difficult to balance their 

work and family commitments even to the point of being unmanageable. This theme was 

developed from seven comments regarding the expected sacrifices the principalship 

would require. Six of these concerns are seen as reluctance factors while one comment 

was categorized as an experiential factor. Table 9 summarizes the Work-Life Balance 

theme. 
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Table 9 

Teachers' Work-Life Balance Factors Summary 

Factors Idea Statements 

Motivational • No comments attributed to this 

Experiential • Time commitment experienced through volunteer coaching 

Reluctance • Being a new principal would take over your life. 

• Not willing to change their current role within their family 

• Dedicating time to their young children dissuades administration 

aspirations 

• Difficult to balance work and family, even unmanageable 

• Most are unwilling to commit the time required to the principalship 

• In general, females more committed to family matters 

The one comment in the Work-Life Balance theme categorized as an experiential 

factor came from a teacher who was quite interested in moving his career forward and 

saw school administration as the next logical step for him. His ultimate goal, the 

principalship, was understandably going to put some pressure on his ability to balance his 

family commitments with those increased responsibilities associated with the 

principalship. He had however experienced a significant time commitment with volunteer 

positions he has taken on at work. He remained realistic about this challenge when he 

shared. "I know with administration it does require a bit more time in a way. Although 

with all the coaching, I do put in a lot of time." He saw the commitment given to the 

school by his volunteer assignments as close to the level expected in the principalship. 

The reluctance factors identified from the teacher data under the theme ofwork

life balance related to issues of time taken away from family activities, the potential for 

the teacher's role within their family to change if they opted for a principalship position, 
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the timing of a career change in relation to the family situation, and the idea that the 

expected time commitment would simply be unmanageable. One junior high school 

teacher noted: 

But I guess with my children, that would be my biggest concern; just that balance 

of the family time with the work commitment of the administrative duties. I'm 

sure that especially during the first few years that you'd really want to dive in 

there and make a connection and positive impact and that might possibly take 

over your life in the beginning. 

A high school teacher with experience at the junior high level as well, felt that this 

was the key or most significant reason for her reluctance. "I could never take on that 

extra role as administrator because I'm already the administrator of my family and I 

wouldn't want to give that up." Another teacher in the same focus group added this 

comment quickly afterward. "Right now is a time in my life with my young kids that 

would keep me from doing anything in administration." Another teacher added. "It's 

[principalship commitment] hard with a family to balance things." 

A high school teacher in a focus group added to the discussion on work-life 

balance by sharing an observation about teachers in general and her staff in particular. 

She did clarify, when pressed, that she felt her comments about her staff were not 

negative but simply typical of high school teaching staffs in the province: 

The time commitment is a consideration for some people. About a third of our 

teachers are 8:30 - 3:30 people. They wouldn't want to put the extra time into it. 

In general the extra time for phone calls to and from home, the extra meetings and 

so on and many just want to be 'in school, out of school and done'. 
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The acknowledgement by the teachers in this study that the principalship is a time 

consuming position indicates their awareness of the time commitment their current 

principals make to the job. These teachers felt they were not willing to take away this 

time from their families to aspire to the principalship. 

From another female high school teacher came a gender-related, work-life 

balance concern: 

It's out of the question for me and I think it's a gender thing in a lot of situations. 

I'm speaking for myself but I do think this applies to a lot of women. It's just that 

the mothers are more connected. Not that most fathers aren't, but I think that we 

don't let go as easily. 

The concerns over these sacrifices were expressed passionately by the teachers in 

this study and the researcher noted that extra emphasis on this point came from the 

female voices. The mothers in this study placed a great deal of importance on their role in 

their family and felt that the sacrifices in terms of time the principalship would require of 

them created their reluctance to seek the position. It is interesting to note here and will be 

explored later as well, that the teachers did not feel that females were at a disadvantage in 

terms of opportunities to become a principal in PEI schools, just that females place a 

greater importance on their role in the family than on their principalship aspirations. 

The next two themes are unique to the teachers in this study. Both suitability and 

job-specific observations are naturally concerns of teachers who have had little or no 

school administrative experience. 
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Suitability 

Teachers in this study were very open to sharing their concerns about their own 

suitability for the principalship. This theme distinguishes itself from the theme of Role 

Change in that the comments indicating suitability focused on specific skill sets for the 

role of the principal, a particular disposition required for the position, a level of interest, 

gender, or professional goals. Within the seven comments from which this theme was 

developed, two were seen as motivational factors, two were considered to be experiential 

factors, and three were related to reluctance factors and. This section also includes 

comments on gender and how teachers in this study who referenced it felt it was a non

factor. Table 10 summarizes this Suitability theme. 

Table 10 

Teachers' Suitability Factors Summary 

Suitability Factors 

Motivational 

Experiential 

Reluctance 

Idea Statements 

• Current work ethic, attitude and skills make me as prepared as 

possible 

• Understand and am aware of expectations of the principalship 

• Other leadership roles are more suitable to current skill set 

• Only parts of the job are appealing 

• Perceived weakness in required attributes for the principalship 

( experience, demeanor, and discipline decision-making) 

• Earning and maintaining respect from the school staff 

• Those teachers with interest and qualifications are in the minority 

The motivational factors coded under the theme of Suitability came from the 

reflections of a junior high teacher who felt that many of the things that were required 
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and generally expected of his current teaching position in the school allowed him and 

even prepared him to some degree, to progress to school administrative roles and 

eventually the principalship. He acknowledged that he certainly did not have all the skills 

required to master the job, but felt that he was preparing himself by understanding, in 

general terms, what the position required. He shared: 

I feel with the body of work that I've done in my current position for the past 

[number of] years and ifl just be myself, work hard, take on as much as I can in 

an effort to help out, be supportive to staff and keep the lines of communication 

open with staff and parents, I' 11 be as prepared as possible for the next step. 

When pressed to clarify his knowledge of the position and the expectations the employer 

may have for a candidate, he added: 

Well, with each administrative posting they are looking for different things; 

whether it is a scheduler or computer tech or disciplinarian or different duties. So, 

I really don't have a problem with any of those roles. You just need to understand 

that there will be some learning to get done prior to the start of the school year 

and you'd need to get to where you need to be. 

In terms of experiential factors around suitability, some teachers in this study 

reflected on their aspirations and shared that there are leadership roles to which they 

might aspire but the principalship was not one. One elementary teacher reflected on other 

leadership roles in the education system that he might aspire to and noted, "I did think a 

little bit about it [the principalship] when I was looking for and thinking about applying 

to a Master's program but I think I would like to use my leadership skills at the 

Department level rather than as a principal." Another high school teacher indicated that 

85 



from what she has seen and heard of the principalship, she would be suited for only one 

part of the job. "I'm more interested in the instructional level than the behavior issues that 

are part of the job." 

The reluctance factors coded under the theme of suitability came from teachers 

who were anxious about certain aspects of the role and acknowledged a weakness in 

some areas they perceived to be important to the role. These disincentives as well as 

issues around career timing and not having the skills listed in a job description added to 

the teachers' reluctance in their reflections on a move to the principalship. A high school 

teacher summarized what he felt were some of his issues. He shared, "I think my age and 

my experience play a part and I think I'd be too soft; not that principals aren't soft and 

caring people, I'd just have a hard time with the discipline aspect." He also was 

concerned about his suitability in the eyes of the school staff. He added, "I guess it's a 

respect thing too; respect from staff who could be 20 years older than me. I wouldn't 

expect that I'd be able to have that initially and earning it is not something I could do or 

want to do at this po int in my career." 

From a focus group, a teacher who had no aspirations to the top job listened to all 

the others talk about suitability of candidates and added these comments at the end. The 

others were nodding agreement as she shared, "Anybody I've talked to didn't want to be 

the principal, but they didn't mind growling. The ones who have an interest and the 

qualifications usually don't growl because they see what the position entails. That group 

would be in the minority." The teachers agreed that in their conversations with colleagues 

regarding the principalship, the few teachers that they knew who may be considering 

such as career move were reticent to complain about their administrators and often did 
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not openly discuss their aspirations knowing that few colleagues shared their knowledge 

of or interest in the principalship. 

The teachers involved in this study were not specifically asked whether gender 

was a factor in their aspirations to the principalship. Although plenty of time was 

provided in all the interviews and focus groups for people to share all their thoughts and 

summary questions near the end of each session allowed for any other thoughts to be 

shared, there were very few comments about gender. Those who did comment made 

statements similar to this female high school teacher. "I don't think whether a person is 

male or female is a factor. There are all kinds of examples of good administrators from 

both sexes in our district." As noted earlier, there was no indication from any teachers 

that opportunities to become a principal were different for either gender. Some teachers 

did acknowledge that mothers feel a larger sense of responsibility to be available to their 

children as much as possible and the principalship would make it difficult to strike a 

suitable work-life balance. 

Suitability was a very personal topic for the teachers in this study. They 

acknowledged that they felt a particular set of skills and disposition were required to be 

successful in the principalship and all but one felt unsuited for the position. 

Job-Specific Observations 

Because the discussions with the teachers in this study were specifically designed 

for them to reflect on their experiences, they naturally reflected on the principals with 

whom they have worked, the schools within which they have been employed, and their 

knowledge of schools in their district. As a result, another theme that emerged was Job

Specific Observations. Of the six comments related to this theme, none were noted as 
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motivational, one was coded as an experiential factor, and five as reluctance factors. 

Table 11 summarizes this Job-Specific Observations theme. 

Table 11 

Teachers' Job-Specific Observation Factors Summary 

Factors 

Motivational 

Experiential 

Reluctance 

Idea Statements 

• No comments attributed to this 

• No flexibility to experience principalship and return to teaching if 

desired 

• Concerns about staff rapport 

• Concerns about school characteristics ( environment, location) 

• Change in relationship with staff if a staff member became principal 

• Specific criteria in the job posting that applicants cannot control 

A job-specific observation coded as experiential was expressed by a high school 

teacher who was unsure to which leadership role she might aspire. Her concerns centered 

on the lack of options to experience leadership positions. She shared her limitations and 

issues about the roles in this scenario: 

To go into a situation like that [principalship] when you've never taught at that 

level and to be the educational leader is scary. So the options to try those 

situations throughjob shadowing or other ideas like that don't exist. Who knows, 

you might be very successful and be really good at it but there's no flexibility to 

go there and try it and say, "Hey, not for me", and come back. 

In this province, as in many others, the transition from teacher to vice-principal and then 

to principal is seen by most as a career advancement. As such, any teacher who travels 

this path is expected to remain in school administration or even advance further in the 
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system. There are few examples of teachers returning to the classroom after assuming an 

administrative position. The idea shared here by this teacher is that this 'life sentence' 

does not allow a trial period from which teachers and the system itself may benefit. 

Reluctance factors in relation to job-specific observations were centered on 

concerns over staff relations, school profile, and changes in relationships. An elementary 

teacher who had no principalship aspirations shared two concerns she would have for 

others who might be applying for a position in a new school. "I would be concerned 

about what the rapport among the staff would be in the school." Another teacher 

commented on the same situation. "What about the characteristics of the school you 

would be assigned to? What is the school like?" These concerns about staff morale and 

other factors like reputation and even location are noted as job-specific observations. One 

teacher who worked in the capital region who was interested in the principalship was 

open about limiting his search for a position. "I would have a bit of reservation with 

moving outside of the Charlottetown area. I'd like to get something in the vicinity." 

Becoming the principal in the same school in which you were a teacher and going 

to a new school that you knew little about were equally worrisome among the teachers in 

this study. One high school teacher put it this way; "And I don't know that people who 

have worked in the same school for 10 or 15 or 20 years would want to necessarily be a 

principal or vice-principal in that school after working with those people for a long time. 

I think that's a big one." In another focus group a similar sentiment was expressed by an 

elementary teacher. She noted: 

Then there's the problem around the "in house" issue. Coming through the ranks 

in the same school to the principalship has a lot of baggage with it. The 
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relationships you've already formed are coming with you and good or bad; those 

memories are still there. 

A teacher who was not really interested in the principalship but was additionally put off 

by the requirements listed in the postings he has read, shared his frustration: 

It's frustrating sometimes when you look at a posting that involves criteria that 

you can't control and you may not qualify for it and that's a little disheartening. It 

might be not enough experience at a certain level or a certain skill or course that is 

needed. It must be frustrating for those few who might be interested. 

The job-specific observations were acknowledged by most teachers in this study 

as adding to their reluctance to consider the principalship. When a principalship is posted 

or advertised in the PEI school system only current school administrators are eligible to 

apply. This posting is available for all PEITF members to view. Only when no interest is 

shown by current administrators does the job become "open to the public". That is, any 

certified teacher in the province or in the country who meet the minimum requirements 

can apply. A review of many postings for this study showed a wide range of requirements 

for each position. Training in a specific software application or experience dealing with 

new immigrants are two examples. The employer has a significant amount of discretion 

in determining the qualifications and skill set outlined in the posting. It is understandable 

therefore why many teachers feel they are not prepared to aspire to these principalship 

positions. 

Summary 

The teachers involved in this study were very thoughtful and their comments 

thought- provoking. The motivating, experiential, and reluctance factors they cited in 
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their consideration of aspiring to the principalship were similar to those in the literature, 

as further discussed in Chapter Eight. The majority of these teachers had no or little 

interest in the principalship. It was interesting to note that they were all very concerned 

and often turned off by the potential role change they would have to assume with such a 

career move as well as the high expectations that all aspects of the education system 

place on principals. At the same time, there were clear indications that few knew a great 

deal about what the principalship entailed. It is noteworthy as well to mention that 

monetary incentives did very little to positively influence teachers' decisions regarding 

the principalship. Few of those interviewed felt that gender was an issue when teachers 

made a decision to aspire or not to aspire to the school's top job other than some concerns 

specific to mothers in the work-life balance theme. It was not surprising that there were a 

limited number of experiential factors contributed by the teachers in this study. There are 

no formal opportunities for teachers in the province to gain administrative experience and 

few teachers are exposed to such opportunities through informal channels. More will be 

written on this issue in Chapters Five and Six as well as within the discussions and 

recommendations in Chapter Eight. An elementary teacher gets the last word and sums 

up the discussion from the teachers in this study rather well: 

I think there is a general negative view of the job, both within the teaching 

profession and maybe in society in general. I think it not something many people 

aspire to be. Like kids, when they are growing up they often say, "I'm going to be 

a teacher", but they don't ever say, "I'm going to be a principal." 
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CHAPTER 5: THE SCHOOL ADMINISTRATORS 

Nothing else outside of the school helps create conditions in the school which 
faster the individual and collective learning of teachers as much as school 
leadership(Leithwood, et. al., 2010). 

In order to fully capture the aspirations to the principalship of PEI teachers, this 

study includes reflections by school administrators on their efforts to identify a level of 

interest in school administration within their staff. The data also include details of 

conversations initiated by teachers as they contemplate a career move to the principalship 

through consultation with their school administration. The richness of these teacher

administrator conversations is the focus of this chapter. 

At the outset of this study PEI had 63 schools with a principal assigned to each 

school regardless of the school size. Schools with fewer than 300 students are allotted 

one vice-principal position. Schools with between 301 and 800 students generally have 

two vice-principal positions, and schools with more than 800 students may have three 

vice-principal positions. The larger schools do have some flexibility in how they form 

their leadership team; some opt to use a vice-principalship allotment to create subject 

department head positions. As a result, the number of school administrators in the 

province may change from year to year but is estimated to be around 140. 

An invitation to participate in this study (Appendix B) was sent electronically to 

all school administrators in the province. From the respondents, 16 were purposefully 

selected to participate and in the end 12 were interviewed. These interviews were 

conducted over a three-month period. Table 12 provides an overview of the school 

administrators involved in this study and the interview format in which they participated. 
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Table 12 

School Administrators' Profiles 

School Gender Grades in Years Years as an Interview 
Administrator Administrative Teaching Administrator Format 

Assi2flment 

SAOl M 10-12 25 + 1 -5 

SA02 M 7-9 20+ 5-10 

SA03 M 10-12 25 + 1-5 Focus Group 1 

SA04 F 10-12 25 + 1-5 

SA05 F 10-12 20+ 5-10 

SA06 F K-6 20+ 10 - 15 

SA07 F K-6 20 + 5 - 10 Focus Group 2 

SA08 F K-6 25 + 15 -20 

SA09 M K-12 25 + 5-10 

SAlO M K-6 15 + 5 - 10 One-on-one 

SAll F 10-12 15 + 1 - 5 One-on-one 

SA12 F K-8 20+ 5 - 10 One-on-one 

The participants in each focus group were asked the same series of questions 

(Appendix F). In some cases, the questions were refocused depending upon the 

respondents' comments. These follow-up or probing questions were used to provide 

clarification of participant comments. 

From the analysis of the responses, there were clear categories or themes of 

factors that the school administrators identified as influencing teachers' aspirations or 

lack of aspirations to the principalship. These included: 

• Role Change 
• Leadership Expectations 
• Role Support 
• Financial Considerations 
• Work-Life Balance 
• Job-Specific Observations 
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While these the categories are the same as reported in Chapter Four, they were not 

pre-conceived but emerged as part of the data analysis process. As the coding and 

subsequent analysis proceeded, it became evident that many of the same factors identified 

in the teacher data were clearly evident in the school administrators' interviews and that 

some themes could logically be carried forward to report the findings from the school 

administrator data. There were no specific references to "suitability" in the school 

administrator data and as such, only six of the seven themes from the analysis of data 

supplied by the teachers are reported here. No new themes emerged. 

As noted in Chapter Two, the literature suggests three categories of factors 

associated with principalship aspirations: motivational, experiential, and reluctance. 

Table 13 shows the percentage of comments related to each factor category for each 

theme in the data. This Factor-Theme Relatedness Table is designed to provide a quick 

view of the emphasis, or lack of emphasis, placed on each theme for each of the three 

factor categories in the school administrator data. 

Table13 

School Administrators' Factor-Theme Relatedness 

Themes Motivational factor Experiential factor Reluctance factor 

Role Change 28% 36% 36% 

Leadership Expectations 25% 17% 58% 

Role Support 7% 93% 0% 

Financial Considerations 7% 7% 86% 

Work - Life Balance 0% 44% 56% 

Job-Specific Observations 13% 74% 13% 
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Unlike the teachers, who could only speculate as to the experience of being an 

administrator from their teacher positions, the responses from school administrators 

sometimes took on a reflective tone. Although the focus of the interviews was the 

conversations these administrators have had with teachers regarding the teachers' 

aspirations to the principalship, there are valuable data that come from personal 

reflections on the administrators' journeys as well. These comments are included, where 

appropriate, to complement the discussion on the motivational, experiential and 

reluctance factors. The researcher used notes from his journal to identify particular pieces 

of a conversation to be included here that would strengthen the points made regarding 

these factors. The next sections elaborate on the six themes reported in Table 13. 

Role Change 

Role Change emerged as a theme from school administrators' comments as they 

considered the change in role teachers felt they would have to undergo if they aspired to 

the principalship. The administrators' comments also captured the significance of the role 

change by reinforcing, in these focus group conversations, the idea that a principal plays 

a much different role in a school than does a teacher. There were 14 comments related to 

these issues, four that were categorized as motivating, five as experiential, and five as 

reluctance factors. Table 14 summarizes this Role Change theme. 
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Table 14 

School Administrators' Role Change Factors Summary 

Factors 

Motivational 

Experiential 

Reluctance 

Idea Statements 

• Opportunities to have a larger impact on student learning 

• Seeking greater career challenges within the teaching profession 

• Principalship has lots to offer those with a leadership aptitude (a desire to take 

on the challenges of the position) 

• Make good things happen for your students 

• Most teachers want to focus on teaching 

• Most teachers do not want to lose the connection with students that teaching 

provides 

• Some people bring an intrinsic sense of leadership to teaching 

• The majority of teachers have no interest in short term admin opportunities 

• Uncomfortable with change in role which leads to different conversations 

with their peers 

• There is a reluctance to change teacher-student relationship 

• There is a reluctance to change teacher-staff relationship 

• Many aspirants are anxious about skill development or enhancement 

Motivating factors included the opportunity to have a larger impact on student 

learning, seeking greater career challenges within the profession and having a desire to 

take on these challenges, and the desire to make good things happen in the lives of 

students. 

One elementary school principal, reflecting upon the conversations he has had 

with a number of teachers about the principalship, shared two points he tries to make in 

these discussions. The first was acknowledgement ofresearch around the influences of 

the principalship: 
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We know that the research says that the second most important factor in student 

learning is the role of the principal in the school. So there is no doubt that it can 

be an extremely rewarding profession for those who are passionate about it. There 

are down sides to it [principalship] but it is one of the most important things we 

can do to impact student learning. 

The second point was a note on the potential of the position as he saw it. He added, "So if 

that's your goal and you've got a leadership aptitude then the principalship has many 

wonderful things and opportunities to offer." This principal saw this quality as a 

prerequisite to being interested and successful in the position. Other motivational factors 

were shared in an administrator focus group. 

An experienced vice-principal posited that intrinsic motivation plays a role is a 

teacher's aspirations to this type of school leadership. Reflecting upon a recent 

experience to emphasize this point, he shared: 

There are a lot of people who don't have the drive, interest or motivation to go 

there [principalship]. In a course I took we had many discussions and in the end it 

was like the Teddy Roosevelt poem [The Man in the Arena] that said there are a 

certain [kind of] people who want to get in the game, get their hands dirty and 

knuckles scraped and be part of it. The sorts of people who become principals and 

administrators have that sort of character. That's not to say that teachers don't, but 

not very many of them are looking for this sort of challenge. 

An elementary school principal with the most school administrative experience among 

participants in this study supported the comments above by adding, "I think some people 

[teachers] want to make a difference. I think that if you are visionary and instinctively 

97 



know what's good for kids and if you get in it [the principalship] for the right reasons you 

can make stuff happen." These intrinsic motivating factors were seen as an important part 

of deciding to pursue the role change to the principalship position. The administrators 

also shared thoughts that were experiential factors. 

The experiential factors identified under the theme of role change included the 

ideas that teachers came to the profession with a desire to teach and not to be 

administrators, that some people are aware of their leadership potential and bring that to 

the profession, and that many teachers were not interested in the few opportunities 

available to experience a taste of administration. Many that did have those experiences 

were uncomfortable with the role change. 

An experienced high school principal who was part of a focus group made the 

following point when the group discussion turned to the change in role a teacher must 

undergo when aspiring to the principalship: 

But if you look at it, people who get into teaching usually get into it because they 

love kids and they love teaching. You don't enter teaching because you think that 

one day I want to be an administrator. 

This point was a similar to one made by a teacher in the previous chapter. She then 

reflected on her own experience to reinforce the sentiments she heard from teachers with 

whom she has had conversations about their career aspirations. She noted: 

I think that was, for me, the most difficult part of the transition. I did teach one 

section when I was in [a previous school] and at least that gave me that 

connection but at the same time I didn't do a good job teaching because it was 

always the last thing I would get to when I was an administrator. So it's a bit of a 
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catch 22 and there are a lot of teachers who are not willing to give that [the 

teaching] up. 

The administrators acknowledge that having to move out of the classroom and lose that 

close connection with the students was difficult for them and is a concern for many 

teachers who might aspire to the principalship. The idea that some people have innate 

leadership abilities was another experiential factor offered by the administrators. 

A high school principal shared the idea that most people are aware of their 

leadership potential and bring that to the teaching profession. He posited: 

I think that some people were born to be leaders. The young person who initiates 

ball games or take control of the direction of a party might be seen as having a 

natural skill or someone who people naturally follow for some reason. I think 

people have some sense that they could be a good leader and people know when 

they are not. 

This idea was acknowledged by others in the focus group as one more possible 

explanation for few teachers' considering the principalship. The conversation then turned 

to specific opportunities for teachers to experience what school administration may entail. 

An effort to provide some exposure to school administration for some of their 

teachers was described in a focus group by the principal of a junior high school. This 

helps to illustrate that even limited experiences bring to light the significant difference in 

the roles of the teacher and the administrator. He noted: 

What we've done in the past is each September we ask people if they are 

interested in filling in for one ofus when we are out of the building. We've had a 

few people step up to do this but when we've had an administrative opening or 
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when we've talked to them about doing something more permanent they are 

basically not interested. 

He went on to share some of the details of the conversations he has had with these 

teachers after their experience: 

Most said it was okay for a few days or a few weeks but they were wary of the job 

in part because they would have to deal with their peers and maybe having to say 'no' or 

'that is not correct' or 'you need to change that' to their peers. 

These experiential factors all noted a concern over the significant change in role 

that teachers would have to undergo, be comfortable with, and take on with little prior 

know ledge or experience. The administrators shared the large reluctance they see in most 

teachers with whom they have spoken as well as acknowledging their own reluctance 

before making the change to their current roles. 

The reluctance factors identified under the theme of role change included the 

teachers' unwillingness to change their teacher-student relationship or their relationship 

with staff members. They may also be reluctant because the expanded role of the 

principal requires skills to be developed or enhanced. 

A junior high principal who was part of a focus group weighed in on the concerns 

teachers have with changing their role within a school. He made the point that, "Not 

everyone can be in a school for 13-14 years and then take over an administrative role. 

Not everyone can do that. It takes a certain type of person." This point was confirmed by 

another principal in the same focus group who had successfully made that transition. He 

shared, "It's different being a teacher and having goods friends on staff and being the 
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principal and being friendly with the staff." An experienced vice-principal agreed: "That 

is a big deterrent. It's a change in the relationship that they are not comfortable with." 

An experienced vice-principal who has had many conversations with staff about 

getting on the career path to school administration shared a number of points that 

summarize this section: 

A lot of teachers don't like all the multi-tasking required to answer to so many 

parents, students and others and trying to find those diplomatic ways of dealing 

with issues. It's all in how you handle it but I find that some people [teachers 

thinking about the principalship] would find that too stressful and intimidating 

too. They need to know that their skills will develop. 

One new principal shared a summary of a conversation she had with a respected 

colleague when she was contemplating her application to a vacant principalship position: 

I've had a lot of those conversations with people who I believe are great leaders. I 

think of one person in particular with whom I worked at another school in the 

district who never aspired to the top job, who, when I asked him about it, said, 

"The bullsh** wasn't worth it. What I get from teaching comes from the kids and 

I value that special interaction". 

When reflecting on the comments from administrators on this theme of role 

change, I noted that changing from a teacher on staff to an administrator in that same 

school may be the most difficult transitions to make in the teaching profession. Those 

that do this successfully must have an overwhelming indication of support from the 

majority of staff. It may be an easier transition to go from a vice-principal position to a 

principalship position within the same school that to go from a teacher to any 
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administrative position in the same school. The majority of teachers in PEI who move to 

administrative positions do change schools to begin that part of their career. 

Leadership Expectations 

Within all the school administrators' focus groups and interviews there were 

comments that touched on the high expectations many groups and individuals place on 

the school principal. This theme ofLeadership Expectations was developed from 11 

comments. Within the data there were three references to motivating factors, one 

regarding experiential factors and seven that were coded as reluctance factors. Table 15 

summarizes this Leader Expectations theme. 

Table 15 

School Administrators' Leadership Expectation Factors Summary 

Factors 

Motivational 

Experiential 

Reluctance 

Idea Statements 

• Having a 'caring nature' for the whole school community is required 

• An understanding that with the right attitude, the necessary skills 

will develop with experience 

• Knowledge of intrinsic rewards 

• Reflections on short term administrative opportunities 

• Reluctant to deal with difficult aspects of discipline issues 

• Principalship appears to be increasingly demanding and complex 

• Deterred by the pressure on the principal to be all things to teachers, 

students and parents. 

• Deterred by the expectations to accommodate all learning disabilities 

• Principal role expanding to become a counselor for young parents 

• Principal often used as a target for community frustrations 

The motivating factors from this theme centered on ideas such as the teachers 

interested in the principalship need to have a caring nature, they must be helped to 
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understand how people grow into the position, they need to be given a proper perspective 

on the principalship as well as be assured in the knowledge that there are intrinsic 

rewards associated with the position. 

An experienced elementary principal emphasized a point that he tries to make to 

any teacher with whom he speaks who has principalship aspirations. "You really have to 

care about the school, the students and the staff to a point where you say to yourself, 

'This has to be done and I'm willing to do it."' The most experienced elementary 

principal in the study built upon this idea by emphasizing that her conversations with 

teachers almost always focus on the development of skills and experience that all aspiring 

principals must understand will take time. She did not see this inevitability as a deterrent. 

She explained: 

But I think that it is important that these teachers see that the administration meets 

[difficult] people in a reasonable fashion without judgment. There's no point in 

getting into an argument with parents when everyone just wants to find a solution. 

Ultimately, we are here for the student and not necessarily to appease the parent. 

It's all in how you handle these things. It can get big and ugly or it can work itself 

out. 

In an effort to soften the reality of this skill development and experience process, this 

principal added, "And they should be exposed to the rewards too. There are all sorts of 

stories that would warm your heart about kids and the love and affection they have for 

their principal." 

These motivating factors were noted as information that teachers aspirants need to 

have. These administrators emphasized that intrinsic rewards do exist in the job and they 
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can be motivators for teachers to consider when contemplating the expectations that will 

come with the principalship. The opportunities to experience this on a short term basis 

was also a topic in the administrator interviews. 

The experiential factor in this theme of leadership expectations came from a 

school principal' s reflections on conversations she has had with teachers. She talked 

about short-term opportunities for teachers in her school to experience school 

administration. These experiences often lead to more reflective conversations about the 

teachers' aspirations. She shared one situation: 

The best example is when my V-P [ vice-principal] was on a medical leave this 

spring for 21 days and we got a staff member in to fill in and she did a wonderful 

job but everyday she said, "Oh my God, is this what goes on here? I can't believe 

it. The other teachers should know what goes on in here." In the end we both 

wrote each other a letter because I wanted feedback and I wanted her to have 

some feedback. 

This example of opportunity and feedback is an illustration of the few experiences 

available to aspiring principals in the PEI school system. The lack of a formal mentoring 

program is highlighted in the reluctance factors in other themes in this chapter and will be 

discussed further in Chapter Eight. There are reluctance factors specific to the theme of 

leadership expectations that came out of my discussions with school administrators. 

The reluctance factors related to the theme of leadership expectations centered on 

the idea that the job continues to become more complex and more demanding. Teachers 

who have been approached by their administrators and teachers who have initiated these 

conversations are very concerned about the many roles a principal must take on, the 
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complexity of the position, as well as the expectations and pressure on the principal to be 

all things to teachers, students, and parents. 

A high school principal, reflecting on conversations she has had with teachers 

regarding the opportunities throughout the school year to gain some experience and 

insight into the role of school administration, summarized the teachers' reluctance this 

way: "I think a lot of it stems from the fact that they don't want to deal with the discipline 

stuff; the calls to the parents. It's a real issue for them." A vice-principal from the same 

school added, "I think that they don't want to deal in particular with those difficult 

conversations, and that's where I've had a number of teachers say, 'Oh, I don't know 

how you do this!'" These comments were supported by an administrator who has 

experience at a number of schools and all grade levels. He shared: 

The job entails so much now and it's so complex and when I see people trying to 

do all the things like scheduling or any of the other million things a principal is 

expected to do nowadays. It's such a bigger job now then it was 20 years ago. 

There are so many social and economic issues that you are dealing with; breakfast 

programs and alike. I'm often in awe of people who take on an assignment like 

that no matter the size of the school. 

The complexities shared here are also reported by school administrators in this 

study as being manifested in the changes that society has undergone. Experienced 

administrators in this study have witnessed these changes and are concerned that this too 

may be a factor in many potential candidates' reluctance to apply. In one focus group, an 

experienced elementary principal noted that she issues a caution in the conversations she 

has with teachers. She notes that, "Society has changed and it has changed the nature of 
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our job." This led to a number of comments from focus group members who agreed that 

the role of the principal has become more complex and that it is understandable why so 

many potential leaders in their schools are reluctant to step forward. A vice-principal who 

has worked with more than six principals, has had administrative roles in several schools, 

and has been part of many conversations with young teachers about school administration 

shared these expectations: 

I think people [teachers] see it [the principalship] as a headache because of all the 

pressure. We're under the gun all the time. We're in the media. We're getting 

hammered by assessment results. Some results aren't necessarily great so we feel 

more pressure and in turn, the teachers are feeling more pressure and the parents 

want to know why the kids aren't scoring as well as a city school or whatever. I 

just think there's a lot of pressure coming from many different directions; a lot of 

pressure from above. It also comes from the community. You are expected to do a 

lot in your community and to add to your community. 

In another focus group, the leadership expectations put upon the principalship was 

also mentioned by an administrator who was reflecting on the reluctance of some 

teachers to apply for principalship openings even though he and others were encouraging 

them to do so. He noted: 

As well, there are a lot more issues now especially with [ students with] special 

needs. We have a lot of needs for a small number of kids. Autism is just one 

example. I just see a lot of people being discouraged by the pressure of it all. They 

don't want to deal with all that. I understand it and I know some who didn't apply 

for those very reasons. 
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A very specific example of this changing and arguably expanding role of the 

principal came from an elementary principal who noted that this situation may be more 

prevalent at the younger grades but is a phenomenon that, although relatively new, is 

becoming more common and has been noted in her conversations with her teachers. She 

shared: 

We've talked about how a lot of young parents are struggling and they look to the 

principal as the 'grownup' and while they are venting about what's going on, they 

are really needing counseling, help with other things, or someone to reassure 

them. Just by virtue of the fact you are a principal they think that you are a 

grownup they can tum to for help. 

An elementary principal summarized these reluctance factors with a personal reflection 

after listening and sharing in this part of the focus group conversation: 

Ifl were a young teacher, I'd have a lot of trepidation about the principalship. I 

think there are all these other factors now that just didn't exist a while back. There 

are more people who think that they can push teachers and principals around. 

Because you are an employee of the school, I can talk to you whatever way I want 

and I can put on you whatever expectations I want. 

Another elementary principal weighed in on this issue, noting that in her conversations 

with teachers, she is very candid about the evolution the principalship has undergone and 

how this perceived lack of support adds to the reluctance of teachers to aspire to the top 

job. She shared: 

I tell them that if I was where I was 15 years ago and know what I know now, I 

would rethink it. It was a lot simpler to be a principal 15 years ago. I don't think 
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that the Department realizes what the District is asking ofus all the time and I 

don't think the District realizes what the Department is asking ofus all the time. 

We are flooded with requests and deadlines. For example, the District introduced 

a new teacher evaluation policy this year. It's just constantly downloading, 

downloading and it's not as rewarding as it once was. 

The school administrators spoke with concern about the reluctance of many of 

their school leaders to aspire to formal leadership roles, in particular the principal. 

Although they noted that there are intrinsic rewards associated with the position, the 

teacher aspirants are not made aware of these. This is compounded by the lack of 

opportunity to experience the position. The leadership expectations that are associated 

with the position are increasingly demanding and these administrators feel the position is 

becoming less rewarding as a result. Compounding these concerns were issues brought 

up by the administrators around the support available and required for current and 

aspiring principals. 

Role Support 

The comments from school administrators in this study were decidedly negative 

when the discussions turned to the idea of support for principals. This theme, developed 

from 10 comments, provided only one note that could be categorized as a motivational 

factor, albeit reserved. The administrators reflected on their own experiences as aspiring 

and new administrators and the conversations they have had with teachers about their 

aspirations and as such, the rest of the comments were coded as experiential. I noted that 

some administrators were reticent to share all their concerns with teachers who they knew 

were considering a path to the principalship but were very open in sharing their concerns 

108 



with me. In most cases they saw these teachers as possessing the necessary leadership 

skills and enthusiasm required to become a principal and did not want to discourage 

potential candidates. Table 16 summarizes this Role Support theme. 

Table 16 

School Administrators' Role Support Factors Summary 

Factors 

Motivational 

Experiential 

Reluctance 

• 

• 
• 
• 
• 
• 
• 
• 

• 
• 

Idea Statements 

Communication between aspirants and current principals is very valuable 

Difficult to watch unprepared principals get 'steamrolled' 

Principals must create their own support and advocacy groups 

Frustrated by a lack of support from the district office 

No formal way to identify potential principalship candidates 

No formal succession plan 

No formal mentorship plan 

Informal, short-term fill in assignments are the only mentorship 

opportunities available 

Short term experiences occur with little feedback 

Realization that the job is getting more challenging or difficult 

• No comments attributed to this 

The one motivational factor in this theme of role support highlighted the 

importance of communication among aspiring administrators and experienced ones. A 

principal with less than five years experience highlighted the value in aspiring teachers 

having these conversations with administrators. In an effort to provide a positive note to 

the conversation on support for principals he suggested: 
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These are the things that aspiring principals or administrators need to hear from 

the experienced ones. They might be more inclined to aspire to the leadership role 

if these conversations and other supports were available to them. 

This idea received support from others in the focus group when it was shared. A formal 

process for this sharing does not currently exist in the PEI school system. The 

experiential factors noted under this theme highlight other parts of a formal process that 

school administrators feel would be an important support for current and aspiring 

principals. 

The experiential factors noted by school administrators included a lack of 

preparation by the district for their principal candidates, an insufficient network of 

supports in place for principals, no formal succession planning or mentorship planning 

for aspiring administrators, and the limited benefits of short term, informal experiences 

available for potential principal candidates. There was an overall sense that the job is 

becoming more difficult, while the lack of formal or even informal supports makes the 

position less inviting. 

A vice-principal who has worked with more than six principals, has had 

administrative roles in several schools, and has been part of many conversations with 

young teachers about school administration shared these concerns: 

I've worked with a few new principals who thought they were ready but they 

were never groomed properly. They don't seem to be aware of: a) their own 

limits or b) the board has not given them the knowledge that they should have 

before they step in. Because a lot of them, I would say that at least half of the 
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principals I have worked with have gotten steamrolled by situations and it's hard 

to watch. 

An elementary school principal shared his experience and how he conveys this reality to 

teachers who discuss the principalship with him. He noted: 

But there are a lot of days when you're trudging through it alone and that would 

be part of what I would talk to them about. Make sure that you have a support 

network that is there because your professional growth is something that you will 

have to work on alone. Advocate with a group, if you can; but there's not a lot out 

there for you. 

This idea of having a network of supportive people available for the principal is 

important to the administrators in this study. They saw this network as having both a 

formal and informal component and each was valuable. The conversation then turned to 

another area of support that the administrators felt was, from their experience, important 

and lacking. 

A principal shared his experience and explained how he uses it to make the point 

to teachers he sees as potential candidates. The frustration evident in his comments was 

common among the school administrators in this study when they discussed the lack of 

formal succession planning for the principalship. He shared: 

Well, I've been talking to the Human Resources Manager for 15 or more years 

about this. Is there any way to help to pinpoint those people in your building who 

are interested? Back then it was something that I was interested in, that I wanted 

to do and it always seemed that it was out of reach and there was nothing there 

that I could do to help me get to that next level. 
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A vice-principal talked about having discussions with other teachers and new 

administrators about this absence of a formal succession program. He shared the 

frustrations he fmds within the system: 

From my perspective, in my district there is no succession plan. There is no plan 

for mentorship or anything like that. There's no money for PD [professional 

development], no money to invest in you and you had better learn from those 

people in that building because that's all there is. There is something wrong with 

that; something wrong with not having a plan for opportunity for people to learn 

the basic skills and not just the global philosophy of leadership. I don't think the 

succession plan is in place and so we only have Band-Aid responses. 

Another high school principal in the same focus group described her concern with 

the lack of mentorship saying that, "There is no chance for you [ aspiring principal] to 

experience some type of mentorship." When referring back to her own efforts to provide 

those experiences within her school, she highlighted the importance of those short-term 

opportunities for interested teachers. "I don't know what other schools do but for us to 

have those people [staff acting as administrators] is important and it's a very small pool." 

However, a concern about these short term experiences came from a principal 

who felt there was little benefit in these opportunities if the current administrators were 

not skilled in providing feedback, mentorship or at least close monitoring so the teacher 

might gain as much as possible from the experience. Her own time in the principalship 

provided her a perspective that allowed her to note that little improvement has been made 

in this regard. She shared: 
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Fifteen years ago when the principal or the vice-principal was out there was no 

one put in to replace them. They just left for the day and the secretary looked after 

the extra work. There was no mentorship, no one you could talk to and not a lot of 

opportunity to get a taste [ of the demands of the job]. So we may not be helping 

them [ staff as acting administrators] because we are doing our work and they are 

doing their work but there is no feedback and no framework to say, "You know, 

you really need to do this or do it this way." It may often be easier for me to do it 

[ the administrative duties] myself. 

Even when principals make an effort to informally mentor potential leaders in 

their building, there is a feeling among administrators that they may not have the skills to 

do this appropriately and in many cases it may not be a real benefit to either party. The 

administrators in this study agreed that the principalship is becoming more challenging 

and those aspiring to the role and those currently in the position require a support 

structure to help them succeed. 

An experienced high school vice-principal who has spoken to many teachers 

about their administrative aspirations acknowledged that supports need to be in place in 

order for success to occur because she too has seen the job become more challenging. She 

summarized the overall concerns the administrators in this study shared with regard to the 

support needed for aspiring teachers to consider the role of the principal: 

I'd say to a young teacher considering administration that I'd need a lot of 

mentoring and a lot of reassurance from people who have been around and have 

survived to tell me it's going to be okay. I'd need to know what's going to come 

at me, angry parents, and liability, whatever. More often now you are not getting 
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any support from home in these situations and it makes the job more frustrating 

and less rewarding. 

The lack of a formal support structure that includes a succession plan creates an 

environment in which aspiring principals need to have their own informal support system 

in place in order to feel confident in their abilities. This is exacerbated by the increasing 

complexities of the principalship and lack of formal mentorship for new principals. These 

administrator discussions around support for the people in and aspiring to the role were 

predominantly focused on the increasing reluctance of potential candidates to apply and 

on the hesitation of current administrators to encourage potential leaders to aspire to the 

principalship. With these issues on the table, the discussions turned to the financial 

compensation available to principals and the influence that might have on aspirants. 

Financial Considerations 

The issue of pay or financial compensation for principals was also a common 

theme in the conversations school administrators have had with aspiring teachers. The 

data collected in the school administrator interviews took on a different tone than the 

teacher interviews on this theme. The school administrators, unlike the majority of 

teachers, were well aware of the process for calculating principalship allowances and felt 

it was important to include this topic in their conversations with teachers. 

This theme was developed from 14 references to the financial aspect ofbeing a 

principal, one of which was considered a motivational factor, one that was experiential in 

nature and 12 that were coded as reluctance factors. Table 17 summarizes this theme. 
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Table 17 

School Administrators' Financial Considerations Factors Summary 

Factors 

Motivational 

Experiential 

Reluctance 

Idea Statements 

• Money is a consideration for some aspirants 

• Principals can dictate their workload and maybe paid well for the 

level of time they commit 

• Not enough money to entice the best candidates 

• Too many headaches when compared to the small additional financial 

compensation 

• Not enough money to accept a change in lifestyle 

• Increased time on the job is not reflected in the limited increase in pay 

The one motivational reference came from a principal with less than five years of 

experience who was reflecting on a conversation she had with a colleague when they 

were discussing teachers' aspirations to the principalship. She noted, "I think that money 

is a consideration for some. Some people aspire to the principalship to maximize their 

pensionable years' formula." The administrators in the focus group felt this was a 

motivator for very few but did agree that it is a factor in some conversations they have 

had. 

The experiential factor stemmed from a comment one school administrator made 

when reflecting on the principal position and the control she perceived the principal had 

over the workload. She noted: 

The principalship is interesting too because you get to pick how much you do or 

how much you don't do. So you could have a big school and be a 'coaster' and 

get the extra pay or be someone like me who can't sleep until all the tennis balls 
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are put back on the legs of the chairs properly. I guess you get to pick your hourly 

rate depending upon how much you want to do and there are all-stars in every 

profession and there are slackers in every profession and [in this case] they all get 

the same pay. 

Again, this was a factor that the group saw as a profile of very few principals. They did 

agree that a principal can spend as many hours at work as they liked because there was 

always something to do. Most principals have a reputation as very hard workers but the 

system does allow for those who do the minimum to survive. 

From the discussions with the school administrators there was an overwhelming 

sentiment that the compensation is and would be a reluctance factor in the decisions 

aspiring teachers make when considering the principalship. The issues were related to 

what a number of administrators referred to as the 'headaches' associated with the job, 

the expected change in lifestyle and the increased time commitment the added 

responsibilities would bring. When pressed to elaborate on the term 'headaches', 

members of one focus group mentioned the increased workload in comparison to the 

additional stipend, the increased time commitment, liability concerns, and the additional 

stress the principalship entails. These were similar to the reluctance factors brought up in 

the other interviews as well. 

From the focus group of elementary administrators came a number of comments 

when one experienced administrator cautioned, "But I don't think we can ignore the 

money issue either. We may not be getting the best people because it not enticing enough 

for the headaches that you deal with." A principal with just a few years of experienced 

added, "I don't think that people are in it for the money because it's not really that much 
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more money for the extra work that you have to do." A colleague agreed by saying, "On 

a scale it looks like more pay but it's not for the stress and liability [involved]." Then she 

added, "And there are some [ aspiring teachers] who will say that the headaches aren't 

worth the small amount of extra money." When reflecting on conversations she has had 

with teachers on her staff, an experienced principal shared: "We talked about the pay -

the salary increase. They didn't see that as an incentive at all. It wasn't enough for them 

to make that change in their lifestyle." 

An experienced vice-principal, who has spoken to many teachers about their 

administrative aspirations, shared her own reluctance at considering the top job and has 

given the same answer to staff members who were considering a career move and 

encouraging her to advance as well. She makes this argument: 

The financial aspect is of zero relevance and it's not why I got into this position. 

When I see what I make as compared to a teacher- it's really not a whole lot. I 

mean, I'm in a smaller school too, but to me even ifl was at a bigger school it still 

wouldn't be an incentive. To me, it [being the principal] is just not worth it for 

what you have to go through in some cases. It's just not worth it! 

In another focus group a similar sentiment was shared. One high school principal shared 

part of her discussion with teachers who approached her looking to discuss their career 

aspirations: 

They wanted to know about the money. How much money does it pay? Some saw 

it as a prestigious position and I think those are the two reasons that should not be 

considered. Even though teachers - I' 11 give them their due because they put in a 

lot ofhours as well but the pay for a principal doesn't equal out. Ifwe counted the 
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little extra we have in our pay cheques for all the stuff that we had to deal with in 

the week - wow. 

A junior high principal who actively seeks out staff members who might be 

interested in experiencing some administrative assignments and has had many 

conversations with his teachers about their career aspirations confirmed the idea that 

financial considerations is a reluctance factor for many. He summarized a lot of the 

thoughts on this theme when he noted: 

I was surprised at how many people see the money as a negative. You don't often 

hear teachers talking about how much they make, but when you engage them in 

conversations about administration they comment that the salary doesn't even 

come close to compensating for the headaches involved. A lot of them know the 

difference in salary and they don't feel it would be close to enough [to 

compensate for the added duties]. 

This theme of financial compensation brought out a sense of frustration in most 

administrators in this study. They acknowledge that they did not take on their roles for 

the additional stipend associated with it, but also felt the increased salary does not come 

close to compensating them for the additional hours they put in and the headaches they 

take on. They noted that the increase in salary is seldom an incentive to teachers aspiring 

to the role of principal. The idea that the principalship is associated with an expectation 

of increased workload and time commitment triggered discussions relating to the ability 

of a principal to maintain a balance between his or her work life and their other 

commitments and interests. 
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Work-Life Balance 

There were nine comments throughout the school administrator interviews that 

coded as part of the theme of Work-Life Balance. These included references to the 

struggle or pressure to be a family leader, an attentive parent as well as a school leader 

and visible administrator. The discussions on this theme were different in scope in these 

school administrator interviews than in the teacher interviews. The school administrators 

were dealing or have dealt with the issue of work-life balance and shared their own 

experiences and philosophies both with the teachers with whom they spoke about 

principalship aspirations and in the interviews for this study. None of the nine references 

were seen as motivational factors, four were experiential and five were categorized as 

reluctance factors. Table 18 summarizes the Work-Life Balance factors in this theme. 

Table 18 

School Administrators' Work-Life Balance Factors Summary 

Factors 

Motivational 

Experiential 

Reluctance 

Idea Statements 

• No comments attributed to this 

• There is a period in life where you can commit more time to the job 

• Some people seem to be able to do both family and professional roles 

• It is setting a good example to be able to do both roles 

• It is important to understanding the commitment and balance the 

responsibilities 

• Many are choosing family over career advancement 

• Female teachers have a leadership role already within the family 

• Not willing to add headaches of administration to their already busy role 

within their family 

• Have to decide what is most important 

• Not possible to have both parents in formal leadership roles at work 

119 



The experiential factors came from school administrators reflecting on their own 

situations as they discussed career aspirations with their staff The idea that there are 

times during a teacher's career that may be more suited to principal aspirations was the 

focus of these experiential factors. One experienced elementary principal shared her 

thoughts on this factor as she reflected on the conversations she has had with teachers on 

her staffs and her own situation: 

Family is a big reason. Now that my kids are grown and they are on their own I 

feel that I can really do the job. This is the time that I've felt that I've done my 

best work because I had time to do it. I'm putting more hours in at school now but 

I get a greater sense of satisfaction from what I do when I put more hours in. Now 

with an empty nest the last 2- 3 years, I'm working much later hours. It's nothing 

now to stay at school until 7:00 p.m. I can have my own meal and cook my supper 

whenever I want. I think I'm more tired now at the end of the day. 

Another elementary principal in the same focus group made the point that some 

principals are still dealing with a busy family and working hard to meet the demands of 

the principalship. She added, "There are some people who are doing both. They are up 

for the 5 a.m. practice and on the computer at midnight trying to answer the last of the 

emails so they can be ready for the next day." 

From the same focus group came a personal example that illustrated the 

complicated nature of this argument. Depending upon the principal' s situation and 

attitude, the job of family leader and school leader may be doable but it can take a toll. 

An experienced principal added: 
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I think you are in your prime and you are showing a lot of good characteristics of 

being an administrator when you are a young parent. That was my case. It was 

rushed but we got things done. There was more adrenalin going then. It was like a 

game or a challenge to get everything done. 

An elementary school principal with fewer than 10 years' experience shared his 

philosophy on the role of parent and principal and the struggle to establish and maintain a 

work-life balance: 

We [ teachers he talks to] get into the personal philosophy there a little bit. I 

wouldn't be able to do what I do if it wasn't for the stability I have in my home. 

My children miss out on some things. I'm a dedicated family man but there are 

times when the school has to come first because you're the guy or the gal who's 

in charge and if there's something going on you have to be there and that's just 

one of the sacrifices that you make. You model a lot of the behaviors you want to 

see in your staff and that means attending extra-curriculars and doing all of those 

things and sometimes it means you 're missing out on things at home. 

The experiences the administrators shared showed a mix of expectations that 

come with the principalship. They indicated that expectations are very high to be 

available, visible, and organized in order to do the job well. They felt it certainly involved 

a sacrifice of family time in order to be a successful principal. It was evident in these 

discussions that the ability to maintain a work-life balance would be a significant concern 

to aspiring principals. 

The reluctance factor comments related to the work-life balance theme focused on 

the ideas that, when faced with the choice of putting family or work first, many aspirants 
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did not see a possible compromise and were not willing to make the sacrifices anticipated 

in the principalship at the expense of their family or were struggling with seeing how a 

balance could be possible. Most teachers indicated to their administrators that their lives 

were already very busy and added responsibilities from work would not or could not be 

fitted in. One high school principal noted, "They're more interested in their families right 

now than they would be about work." An elementary principal added, "I see a lot of 

good leaders in the system now but they are raising children and they are choosing family 

first and that's what I would highly recommend." A junior high principal noted a 

connection to teacher gender when adding to this discussion in a focus group: 

I have some real leaders among my female teachers who have no interest in going 

there but I think it is more of a family thing. They have a lot of things happening 

with their families and those are much more important to them than administrative 

aspirations. 

We see in these comments that administrators feel that faced with a choice, most 

aspirants, in particular mothers, are reluctant to make what are seen as necessary 

sacrifices of family time to commit to the principalship. 

A principal who has had many conversations with potential leaders on his staff 

added this summary of those conversations: 

They come in every day and do a great job of teaching and many have lots of 

leadership skills. But they didn't want the headaches. They didn't want to make 

the difficult calls and didn't want to go home each night and have to take all that 

baggage with them. They have a busy family life. Their evenings were full with 

their kids or whatever they had planned. 
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A high school vice-principal reflected on the conversations he has had with staff 

members and summarized the concerns they shared with him: 

It's just like any job where you take on more hours and more responsibility and 

you have to prioritize your life and you have to say, "What's more important to 

me here? Getting the extra salary or satisfaction or whatever from having this 

more responsible job or making sure my kids get to the rink on time?" There is a 

real balancing act there too. I think that young people today have a different 

attitude. They are putting family first. 

This balancing act was noted by an elementary principal who share the conversation he 

had in his house about the level of commitment he feels he is expected to provide in his 

role: 

I've said to my wife, who has thought about some management positions in her 

workplace that I don't think we could be both be managers. So if you want to step 

into management then I will step back into teaching because we both can't be 

married to the job at the same level. There are lots of families who do it but I 

don't think it would be something that would fit for me. 

These reflections from administrator-teacher conversations showed a lot of 

reluctance on the part of potential leaders to aspire to the principalship because they did 

not see themselves as able or willing to make the family and social life sacrifices that 

appeared to be necessary in order to be a successful principal. Some indications were that 

certain points in a teacher's career may provide more opportunity to focus on the job 

since family responsibilities may reduced. There was certainly a lot of concern over the 

principalship preventing a successful work-life balance. 
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As the administrators shared their thoughts on teachers' aspirations and their own 

paths to the principalship they noted that sometimes the positions that are advertised may 

have specific issues that reduce the interest from potential candidates. 

Job - Specific Observations 

From the school administrator data there were eight comments related to the 

theme of Job-Specific Observations. These were often related to a particular position that 

may have been advertised and the reflections were particularly focused on this situation. 

One of these was coded as a motivational factor, six as experiential factors and one as a 

reluctance factor. Table 19 summarizes these Job-Specific Observation factors. 

Table 19 

School Administrators' Job-Specific Obselilations Factors Summary 

Factors 

Motivational 

Experiential 

Reluctance 

Idea Statements 

• Intrinsic rewards make the job very worthwhile 

• Important to reflect on your career goals and looks for a good 

match 

• Look to work at a grade level at which you are comfortable 

• Understand that your first posting may not be your optimal 

situation 

• Changing schools may be a necessary step ( can be positive) 

• The set of skills or profile of the principal the school community is 
looking for 

• Increased travel time and an unfamiliar community 

The motivating factor shared by an elementary principal centered on the positive 

feedback he received indirectly from a parent and how, in this instance, he felt the 

satisfaction that comes from the opportunity to make a difference on a school wide basis. 
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In his conversations with teachers he speaks with about the intrinsic satisfaction and 

reiterates to them the need to aspire to the principalship for what he feels are the "right 

reasons." He shared: 

The pros are definitely that ability to make change, to positively impact students 

and to impact teachers. I think the biggest pro reminds me of a comment my wife 

made recently when I was having a bad day and questioning myself as to why I 

ever got into the principalship in the first place. She shared with me a 

conversation she had with a parent and the parent spoke about the positive impact 

I had made on her child and how pleased she was with how the school was run 

and how pleased she was with the education being provided. At the end of the day 

that's why we should aspire to this role. So, those would be the positives and if 

someone gets into the principalship for those intrinsic reasons then it's all worth 

it. 

These intrinsic rewards are also available to teachers. Often, they are found more 

often in the classroom teacher role than in the role of principal. The idea that these are 

available to principals was important for this principal to share with his teacher leaders. 

The experiential factors provided by the administrators covered a wide range of 

aspects of the principalship. They felt that career goals, grade configuration, geography 

or school location, changing schools, and the type of principal the school and community 

are looking for are all experiential, job-specific factors to consider when contemplating a 

career path to the principalship. 

In the focus group of elementary school administrators, one principal who has 

experience in three schools, touched on a number of factors she would consider in her 
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own career aspirations at this point and noted that these should be factors for aspiring 

principals to consider as well. She noted: 

I think it depends on the personality and where they are in their life and career 

too. New people [teachers aspiring to the principalship] need to consider these 

too. With seven years left I don't want to go to a job with a lot more stress and 

deal with a lot more grief. I want to be in a rewarding job where I can still work 

hard and have satisfaction at the end of the day. 

Following on this comment, an experienced elementary principal added: 

Also what you feel are your own capabilities. For instance, I know that I would 

never go to a high school because I feel I'm not capable of doing it. I've never 

taught there or junior high either. I think it has to do with you capability and your 

personal desires. I also know that I would not like to be in a big school where 

there are 160 kindergarten kids. These are things new people should think about 

too. 

An administrator from the same focus group who has experience at all grade 

levels shared what was agreed by everyone in the group to be a significant job-specific 

factor when teachers are considering applying for a principal position. She noted that a 

first appointment might not be an ideal situation but it does provide an opportunity to get 

to what might be considered a better assignment. 

I think if you are a young teacher and you get assigned to [a rural school] you 

might say, "Yes, I'm driving for ever to get here and it's not all the things I 

thought being a principal was all about but I'll put in my time here and I know 

some day I'll get something in the [urban] area where I live." 
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An experienced principal followed up on this point with a personal observation: 

I was in a situation like that. I applied to a small school administrative position to 

get out of a school I was in. If that's what it takes to get a change then that's what 

I'll do and I tell new people that they need to consider this option if they are 

serious about seeing their career move forward. 

This idea of location as a significant consideration was further explored by an elementary 

principal who has had experience in four schools in her district. She added a positive and 

strategic note to this discussion: 

Sometimes there is an advantage to going to a new place as well. I've been 

encouraged to go to schools where there was too much familiarity with the person 

who was the principal there and they just wanted someone who could go in and 

shake things up and not have that community connection. There is a lot to be said 

for a new face for everyone involved. 

From the focus group of junior high and high school administrators, an 

observation that was very job-specific was shared. A high school principal noted some 

factors he has shared with teachers who have discussed with him their career aspirations: 

I would like to add that for principals and even vice-principals, switching schools 

is a consideration. That is something I would look into and I tell them [ aspiring 

principals] to look into as well. What sort of shape is that school in? Why was 

there a change in administration happening? What sort of goals does that school 

have? Are they looking for a principal who is an instructional leader versus a 

manager? Has there been a problem and will you have a lot of managing to do? 

What [situation] you are going into is a factor. 

127 



These job-specific, experiential factors were shared by the administrators as 

details of a prospective principalship to be considered by aspirants. Some argued that the 

first assignment may not be ideal but it may be a stepping stone to a more suitable 

position. As well, some argued that the position should be a good fit for the aspirant's 

skills and experiences. They cautioned teachers who may be considering the principalship 

to find out more information about the position than is provided in the posting. The 

discussion around the potential school's proximity to the aspirant's home lead one focus 

group member to share a concern about a long commute. 

The one comment under the heading of job-specific observations that was coded 

as a reluctance factor came from an administrator who has experience at many levels of 

the education system. His comment was part of the discussion in the elementary focus 

group when the positive and negative aspects of going to a new school in a rural area 

were being debated. He cautioned: 

But that's a huge commitment to travel that far every day. Plus you are going to a 

community you are not familiar with and they are not familiar with you and there 

is a big learning curve in that too. 

These job-specific factors added to the concerns these administrators had for the 

teachers in their schools who were discussing with them their principalship aspirations. 

The location, size, grade configuration, and reputation of the school were additional 

things to consider as were the length of the commute, the career goals of the aspirant, and 

the need to change schools often to begin an administrative career. The intrinsic rewards 

associated with the principalship were noted but accompanied by a caution that few 

aspirants were made aware of the positive aspects of the top job. 
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Summary 

In this chapter, the data from administrator interviews were arranged into six 

themes that were similar to those in Chapter Four. Within each theme, the comments 

were presented as motivational, experiential, and reluctance factors. The ideas shared by 

the administrators focused on their conversations with teachers who have approached 

them to discuss their aspirations to the principalship as well as efforts by the 

administrators to initiate similar conversations with candidates they felt to be potential 

school leaders. These data were supported naturally by the administrators' reflections on 

their own career aspirations and the paths they had taken to reach their current positions. 

The data presented a picture of the principalship in PEI schools as a challenging 

assignment that is growing in its complexity and diminishing in its intrinsic rewards. The 

administrators shared the rewarding aspects of the job as well as their concerns for the 

future and made every effort to provide a true picture of the position to the aspirants with 

whom they spoke. There was a sense of frustration in these interviews that stemmed from 

a lack of formal planning for aspirants to experience the principalship through short-term 

opportunities or formal succession planning, as well as a perceived lack of support for 

current and aspiring principals. 
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CHAPTER 6: THE DISTRICT LEADERSHIP TEAM 

"!fear that we 're not going to be able to attract good quality leadership and 
that's a concern, not only for this district, but for this province. "A School Board 
Chairperson, in Dibbon, (2003). 

This research project was designed to capture a broad perspective of PEI teachers' 

aspirations to the principalship. Using the review ofliterature as a starting point and 

complementing that with advisory team input and school administration researcher 

consultations, this research project is strengthened by including the perspective of a 

sampling of school district leaders. This leadership group is responsible for, among other 

things, the leadership development in the district's schools. An invitation to participate in 

this research project was extended to the leadership teams of the two English language 

boards and the French language board in the province. All three responded positively and 

the team from the largest school board in the province, the Eastern School District, which 

represents approximately 70% of the students and schools in the province, was 

purposefully selected to take part. 

The unique perspective of a district leadership team adds to the fullness of the 

story being captured in this research. The members of the Eastern School District 

Leadership Team (ESDLT) involved in this focus group have all been school vice

principals and school principals and, at the time this data were collected, were working at 

the Superintendent, Director or Manager levels within the district office. Table 20 

provides a demographic profile of the District Leadership Team members involved in this 

study. 
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Table 20 

District Leadership Team Profiles 

DLTID 

01 

02 

03 

04 

School Admin. Exp. (yrs.) 

8 

15 

12 

11 

Levels as Admin. 

10-12 

K-6 

K-9 

1-9 

DLT Exp. (yrs.) 

4 

2 

4 

25 

The data were collected as part of a focus group in which all the participants were 

asked the set of questions found in Appendix G. These were similar to the questions 

presented to the administrators in this study but altered slightly to fit the context. In some 

cases, the questions were refocused depending upon the respondents' comments. These 

follow-up or probing questions were used to provide clarification of participant 

comments. 

From the analysis of the responses, there were clear themes that the district 

leadership team members identified as influencing teachers' aspirations or lack of 

aspirations to the principalship. These were the following: 

• Role Change 
• Role Support 
• Work - Life Balance 
• Job-Specific Observations 
• Career Development 
• Ignorance 

While some of the categories are predictably repetitious from Chapters Four and 

Five, they were not pre-conceived but emerged as part of the data analysis process. As 

the coding and subsequent analysis proceeded, it became apparent that some of the same 
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factors identified in the teacher and administrator data were clearly evident in the district 

leadership team discussion. Four themes (Role Change, Support, Work-Life Balance, and 

Job-Specific Observations) could logically be carried forward to report the findings in 

this chapter. There were no specific references to "suitability" or "financial 

considerations" in the district leadership team data but two unique categories evolved 

from the district leadership team data. These additions strengthen as well as widen the 

perspective on this topic reported in this research project. 

These themes were again related to the three categories of factors previously 

discussed. Table 21 shows the percentage of comments related to each factor category for 

each theme in the data. 

Table 21 

District Leadership Team Factor Relatedness 

Themes Motivational factor 

Role Change 25% 

Role Support 50% 

Work - Life Balance 0% 

Job-Specific Observations 45% 

Career Development 25% 

Ignorance 14% 

Experiential 
factor 

12.5% 

50% 

0% 

10% 

50% 

43% 

Reluctance 
factor 

62.5% 

0% 

100% 

45% 

25% 

43% 

The members of the District Leadership Team who took part in this research were 

able to provide a unique perspective to the topic. Each of them had been a teacher who, at 

one time in his or her career changed from being a teacher reluctant to aspire to 

administration, to an aspiring administrator and then, through an informal succession 

process, became a school principal. Now they have a district-wide perspective on the 
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aspirations of teachers, the process through which one becomes a school principal, and 

they have considerable influence over the teachers who aspire to those principal roles. 

Similarly to the administrator interviews and focus groups, the data collected from 

the ESDLT took on a reflective tone. Although the emphasis within the focus group 

questions was the conversations these district leadership team members have had with 

teachers regarding the teachers' aspirations to the principalship, there are valuable data 

that come from personal reflections on their own journeys as well. These comments are 

included, where deemed appropriate, to complement the discussion on the motivational, 

experiential, and reluctance factors that become apparent in the data. The researcher used 

notes from his journal to identify particular pieces of a conversation to be included here 

that would strengthen the points made regarding these factors. In an effort to provide as 

much confidentiality as possible to the members of the ESDLT focus group, reference to 

their comments is limited to generic phrasing and any specific references to their 

experiences as teachers and school administrators are edited out as well. The next 

sections elaborate on each of the six themes reported in Table 21. 

Role Change 

Role Change emerged as a theme from the district leadership team data as it had 

from the teacher and administrator data when the ESDLT focus group members reflected 

on their own transitions, the conversations they had with teachers when they were in their 

administrative roles, and the roles they now play in the district office. Two comments 

were coded as motivational in nature, one as experiential, and five comments were coded 

as reluctance factors. Table 22 summarizes the idea statements around Role Change from 

the ESDLT data. 
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Table 22 

District leadership Team Role Change Factors Summary 

Factors 

Motivational 

Experiential 

Reluctance 

Idea Statements 

• Ready for a new challenge 

• Opportunities presented themselves 

• Tried it but - didn't like it 

• Concerned about becoming a manager of adults 

• Concerned about non-teaching management responsibilities 

• Pressure associated with acquiring education credentials 

• Time commitment related to meetings and events outside of the school 

day 

• Change in relationships associated with role change (same school) 

The idea that being in a particular stage of his or her career influences a teacher to 

seek out or just be open to the possibility of a change in role within the system was an 

idea brought to the discussion by a few members of the ESDLT, who saw this as a 

motivational factor if the timing was right. One of the members reflected on his 

experience to make this point. He commented: 

When I did apply, and what attracted me when I was looking at that 

[principalship] posting is that, I was looking for a change. I think it's interesting. 

A lot of teachers I talk to never consider it until they feel they are ready for a 

change. They realize that they are ready for something new and maybe they've 

become more confident in their abilities and they say, "Now I'm ready". Whereas 

when they were younger, they didn't imagine they would be looking for a 

change. 
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Building on that idea, another member of the team posited that sometimes the 

opportunities come when you may not be actively seeking a change but are in a position 

that you would consider it based on the details of the position. This member emphasized 

that there are numerous factors that aspirants to the principalship may weigh in their 

decision to take on this new leadership role: 

It's interesting because but sometimes you're not looking for a change. For me, it 

was just that those opportunities presented themselves because of major changes 

in the system. I wasn't seeking them. If it was on my timing, I wouldn't have 

done it [ administrative change] that quickly. Things aligned that way and away I 

went. 

Being ready for a new career challenge and having an opportunity present itself 

were factors that motivated some members of this focus group to aspire to the 

principalship. This idea of opportunity as a motivator is brought out here as it was in the 

data from the school administrators and the teachers. The ESDLT members went to share 

their perspectives on the types of opportunities that were available to them and to current 

aspirants in the system 

In terms of experiential factors influencing teachers' aspirations, the discussion in 

this focus group closely aligned teachers' experiences with their interest in pursuing the 

principalship path. The opportunity to fill an administrative role on a short-term basis is 

often the only way a teacher might get to experience the role of a school principal and to 

gain sufficient information on which to base their decision as to their aspirations to such a 

position. Members of the ESDLT felt this was the most common way in which teachers 

in their district were identified as potential administrators and recognized for their 
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leadership potential. Current principals and they themselves, when they were school 

principals, used these short-term assignments to expose, encourage, and test their teacher 

leaders. The ESDLT members reported mixed results with this system. One focus group 

member remembered a teacher saying to him after such an opportunity, "I never want to 

do that again but if you need me to fill in for a day or two, I will, but I'm not looking to 

go there at all." To explain this response, the ESDLT member added that the teacher and 

others as well felt that being in a position where they may have to make those tough 

decisions around kids who might be their neighbours or friends of their children or 

otherwise known to them outside of school made the short-term experience informative 

but difficult. This would apply not only to the short-term appointment but to the longer 

term position as well. 

Reluctance factors were identified in the majority of sentiments from the ESDLT. 

These ranged from role changes in the management of people, budgets and facilities, the 

additional education requirements, the increased time commitment, and the change from 

staff member to supervisor. A focus group member weighed in with concerns expressed 

by teachers with whom she has had conversations about principalship aspirations. She 

noted a concern not touched upon in the other focus groups or interviews: 

There may be some apprehension or reluctance in the management of adults. It's 

not the same as managing students. They may think, 'not only will I be an 

educator but also a manager of adults' and that is new. 

Some other reluctance factors noted by this focus group member related to the 

other management responsibilities associated with the principalship. She added, "As well, 
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they will be expected to manage budgets and be responsible for the facility. These are not 

skills that we necessarily bring from our educator role." 

These comments were supported by another focus group member who added a 

number of other reluctance factors that, from her experience of talking to teachers, 

encouraging teacher leaders, and identifying people she felt would do a good job in the 

top role, played a significant role in their hesitation to explore this path. She noted, 

"Another factor is the education piece. Doing that Master's of Education to develop the 

necessary skill set is another layer of potential pressure in preparing for the role of the 

principal." This focus group member went on to share other concerns she has heard in her 

conversations with teachers. 

As well, there are a lot of evening commitments throughout the school year. The 

expectations are there to attend the many parent meetings, school and community 

events - sporting events [and] to be seen as part of the community. 

The theme ofrole change was seen by members of this ESDLT focus group to be 

a negative aspect in the minds of many teachers. One member summarized a sentiment 

voiced by several teachers with whom she has spoken and reflected on her own 

experiences to reinforce the reality of this concern. Other members of the focus group 

nodded or verbalized their agreement as this member noted: 

Especially if you are looking to begin your administrative career in the school 

you've been a teacher in. The other teachers see you in one role and all of a 

sudden you are their supervisor. There is a distancing that happens. You may not 

be part of conversations that you were involved in before. 
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The anticipation and reality of the change in role that a teacher, aspiring to the 

principalship, must undergo has been identified as a theme in all three groups involved in 

this study. Discussions on this theme have indicated that there is a large reluctance 

among teachers in PEI schools to undergo this change when they contemplate career 

opportunities. 

Role Support 

In the ESDLT focus group data, the theme of support for aspiring administrators 

was developed from four comments related to the importance of encouragement, positive 

feedback and opportunities to converse with peers and others about teachers' aspirations 

and short-term administrative experiences. Members of the ESDLT shared their personal 

experiences as well as reflected on their supervisory opportunities to see potential school 

leaders in their first forays into formal administrative positions. Since no districts in the 

province have any formal succession plans in place, these district leaders identified these 

short-term placements as often the best way to evaluate potential candidates and provide 

experiences for aspirants. The tone of this part of the conversation was very positive. 

Two of the comments were coded as motivational in nature and two as experiential; there 

were no reluctance factors. Table 23 summarizes the idea statements around Role 

Support from the ESDLT data. 
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Table 23 

District leadership Team Role Support Factors Summary 

Factors Idea Statements 

Motivational • Important to have support and encouragement from colleagues to apply 

• Important to show support in conversations regarding career aspirations 

Experiential • Important to have a confidant who will be there for you 

• Feedback is an important part of deciding to apply 

Reluctance • No comments attributed to this 

The motivational factors were related to encouragement from colleagues and 

supportive conversations with aspirants One focus group member, when reflecting on her 

experience, emphasized the point that encouragement and support from others is an 

important part of the decision-making process when aspiring teachers are considering a 

move to school administration and to the principalship in particular. She felt it was often 

the most important consideration because of the void in any formal succession process in 

the district. She noted: 

I had a lot of support and a lot of encouragement from a many of the older 

teachers on staff and from the administration at [the school where I worked] so I 

applied and thought I'd give it a go. Had it not been for that support and 

encouragement I may not have applied. So I think this is an important piece and 

has a lot of influence on their [teachers'] decisions. 

Although the support required for success in the principalship needs to come from many 

sources and be both formal and informal, she noted that when a role change is considered 
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it was important for her and would be important for aspirants to have support from 

colleagues. 

Another focus group member supported these comments while emphasizing 

certain details he felt are particularly important when conversations take place between 

current administrators or district leaders and aspirants. His comments were directed to the 

responsibility these leaders have when these important conversations take place. He said, 

"I think it comes down to supporting them [aspirants] in those conversations and helping 

them see the talents that they do have and sharing with them what the frustrations can be 

and how you deal with that." This was seen as a supporting role for the principal as the 

aspirant begins to journey down the path to the principalship and for the supervisors of 

new principals. 

The motivational factors shared by the ESDLT members noted the importance of 

support for aspirants from colleagues and from their current principals as they progress 

along their journey to the principalship. I noted that there were no references in this 

conversation to any formal processes in place for all these to happen. The conversation 

with this group around experiential factors also highlighted the unstructured nature of the 

experiences available to teachers who may be contemplating a role change. 

One of the experiential factors noted under this theme came from a member of the 

ESDLT focus group who shared a specific support person who was influential in her 

decision to apply for a principalship. She made the point that support can come from 

many places and it is often up to the individual aspirant to weigh that support in their 

ultimate decision. "The importance of a confidant, with whom you [ as a potentially new 
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principal] can, 'bounce things off and gain from their experience', should not be 

understated." 

Another member of this focus group noted the importance of feedback when 

aspirants take advantage of short-term opportunities or as a result of other leadership 

roles in which they have been involved. 

I think that feedback is a big factor. The feedback they get from their peers, their 

family, from other teachers, their administration and others like board office staff; 

this plays a big role in their decision to apply. There is a whole host of people 

who provide opinions that factor into the applicant's decision and weigh heavy on 

that decision. 

This part of the data focused on the theme ofrole support and was prefaced by the 

acknowledgement there is no formal succession plan in place in any of the districts in the 

province. Therefore, the members of this focus group were emphatic about the 

importance of informal support for the aspirants in the system. 

The support available for aspiring principals in the province is, in the absence of 

any formal succession planning, found in the conversations these aspirants have with 

colleagues and informal mentors. Encouragement from these sources appears to play a 

large role in the aspirants' decisions. Within both the ESDLT focus group and the 

administrator focus groups and interviews, this support has been identified as 

instrumental in the decisions school principals have made to move in that direction with 

their careers. It is interesting to note that the members of the ESDLT felt support was 

very important but did not connect the lack of formal support structures to teachers' 

reluctance to apply. More on this will be discussed in Chapter Seven. 
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Work-Life Balance 

Personal circumstances are often a deciding factor when one considers a career 

move. The theme ofWork-Life Balance was as evident in the comments from the 

ESDLT focus group data as it was in the teachers' and administrators' data. There were 

four comments throughout the ESDLT focus group data that coded as part of the theme 

of Work-Life Balance. These included references to the struggle or pressure to be a 

family leader, an attentive parent, and at the same time a school leader and visible 

administrator. These district leadership team members have been school administrators 

and have dealt with the issue of work-life balance. The four comments that made up this 

theme were all coded as reluctance factors. Table 24 summarizes the Work-Life Balance 

factors in this theme. 

Table 24 

District Leadership Team Work-Life Balance Factors Summary 

Factors Idea Statements 

Motivational • No comments attributed to this 

Experiential • No comments attributed to this 

Reluctance • Could see no compromise between family and work commitments 

• The job can consume you 

• Difficult to be away from young children for the extra time required 

• The job is now a 12 month commitment 

Reluctance to aspire to the principalship dominated the comments in this Work

Life Balance theme. The discussion noted the difficulty aspirants have in anticipating 

finding a balance between their work responsibilities and family commitments. The focus 
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group members reflected on their own situations and conversations they have had with 

potential leaders on their staffs. Many of the conversations involved the :frustration on the 

part of the aspirants to foresee a compromise between their potentially increased time 

commitment in a principalship and their responsibilities as a parent. One member used 

his own case as an example. He shared: 

In my many years of teaching to that point I didn't really consider being an 

administrator because of my personal circumstances. I had a young family and 

also was operating a business at the same time. So it wasn't really a great fit. 

When sharing some thoughts from her conversations with teachers, a focus group 

member noted that both in the conversations that she initiated and ones that teachers 

initiated, she tried to ensure that this theme was part of their dialogue. She shared, "A big 

part of it for me is talking to them about work-life balance. The job can consume you and 

you need to make sure you have a life outside the building." Another member added, 

"Some of it is family-related. If they have young children they don't want to be on the 

road for that extra time. They need to be available for their family." 

During this part of the discussion, there was acknowledgement from all the 

ESDLT members of the focus group that this theme is a significant one. I noted a lot of 

agreement from the other members as each one spoke about the work-life balance 

conversations in which they have been involved. This last comment attracted unanimous 

support from the group and summarized the discussion for them: 

Time is a big factor. A lot of people I talk to have to look at how much time can 

they commit to it. Where's the time for their family and all the other interests they 

have? They know that the principlalship is no longer a 10 month position like 
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teaching is. There are responsibilities for the full 12 months of the year and 

although it may not be full-time in July and August, more and more we see the 

workload creeping into the summer months. So that's a big one with people. "Do 

I have the time to do the job the way it has got to be done?" 

The ESDLT focus group members were concerned about the ability of new and 

current administrators to establish and maintain a work-life balance. They felt that this 

was a very important topic to discuss with aspirants to the principalship and noted that 

was a major factor in many potential school leaders not pursuing the top job in our 

schools. 

Job-Specific Observations 

The theme of Job-Specific Observations developed out of the data collected in 

the teacher interviews and focus groups, the administrator interviews and focus groups 

and is also found in the data from the leadership team focus group. In the ESDLT focus 

group data, there were 11 comments related to the theme of Job-Specific Observations. 

Five of these were identified as motivational factors, one as an experiential factor and 

five as reluctance factors. Table 25 summarizes the idea statements around this theme 

from the ESDLT data. 
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Table 25 

District Leadership Team Job-Specific Observations Factors Summary 

Factors 

Motivational 

Experiential 

Reluctance 

Idea Statements 

• Encouragement from many sources 

• Opportunity to live and work closer to family 

• Opportunity to determine your own (and continue to have a) teaching 

assignment 

• District initiatives were appealing (School Development, Inclusion) 

• Ability to fit into the current administrative team at the school 

• Teaching assignment pre-determined or not noted in the posting 

• Lack of familiarity with the school 

• Concerns about the school location 

• Issues around having your children attending the school 

In being motivated to apply for principalship positions, aspirants have identified 

the notion that feeling they are a good fit for the job that is posted is a highly motivating 

factor in their decision. The members of the ESDLT shared, in this focus group, 

examples of conversations they experienced as teachers and instigated as administrators 

and supervisors. They were encouraged and have encouraged others to seek a 

principalship when the job appeared to be a good fit for the person in question. 

When the characteristics of the job and of the aspirant matched well, others 

encouraged the aspirant to apply. This is illustrated in one note from a focus group 

member who said: 

I had quite a bit of encouragement [to apply for the principalship] from the staff 

and the parent community. It was relatively seamless because I was fortunate 

enough to work with a principal who very much believed in teams so it had 
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almost been a co-administrative situation. We had been working together on some 

changes. It was kind of school development before School Development; so we 

were on that path and staff wanted to see those changes move forward. The 

transition was fairly seamless. 

A focus group member shared a number of reasons for aspiring to a particular 

principalship position and significant in those reasons was the opportunity to move closer 

to her family. She saw this as a "very attractive feature." 

A motivating factor unique to the ESDLT discussion was related to the control 

principals would have over their teaching assignment. One focus group member shared 

this note after agreeing with an earlier comment about the importance and interest of 

most principals maintaining a connection to the classroom: 

For the principalships that are posted we normally allow the successful applicant 

to determine their teaching assignment. Vice-principals do not have the same 

flexibility and often have to go into an existing portfolio but most of our 

principals can pretty much determine their [ teaching] assignment and load. 

This idea of having control or influence over their teaching assignment has been 

mentioned numerous times in the data from the other groups involved in this study and 

also shared in the ESDL T focus group. The notion that teachers aspire only to be teachers 

when they first consider the profession was repeated here. All their training and planning, 

their hopes and dreams, are focused on securing a teaching job and becoming the best 

educator they can be. At some point in their career, after their initial goals have been 

attained, some teachers may look for other challenges within the system where they can 

further develop their skills or contribute to the system on a larger scale. When looking at 
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these new opportunities, a motivating factor can be the idea that accepting additional 

responsibilities such as school administration can be done in combination with 

maintaining a teaching assignment or the classroom connection that is so highly valued. 

One focus group member reflected on her own experience in this respect, noting: 

My heart has always been in being a classroom teacher. I transferred [from one 

school to another] because the vice principal position at [the second school] had a 

full-time teaching position attached to it. From there, the principal left and it 

seemed to me a natural transition to move up into the principalship and that had a 

teaching assignment as well. 

Another focus group member shared her thoughts when applying for her first 

principalship in the district. Job-specific factors motivated her to apply. 

The district initiatives were very attractive to me. There were a lot of things that 

were rolling out with regards to school development. I liked how kids were 

integrated, not segregated. Those were some key areas that I thought I would 

relate to. I loved the school, the community; I liked the fact that there was a 

teaching component and it was just a great school to be in. I completely enjoyed 

the years I spent there. 

These job-specific motivational factors reflected the positive influences that 

teachers consider when choosing to apply for a principalship. Seeing the requirements of 

the job as a good fit for the applicant, having control over any teaching assignment that 

may be involved, supporting district initiatives and even moving closer to family were all 

seen as reasons to apply. 
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The experiential factor identified under the theme of Job-Specific Observations 

centered on the nature of the administrative team already in place and whether the 

aspirant would be able to contribute to the success of this team. One ESDLT member 

shared a summary of conversations he has had with teachers who have experienced some 

short-term administrative assignments and are now considering applying for open 

positions. He noted: 

For some people, when they look at it [a principalship posting], and I've had this 

conversation with them, they talk about the admin[istration] team in place there 

now and that they may be joining. They wonder, "Will it be a good fit for me? 

Are they [ current administrators] people I respect and can I feel as part of a team 

with them?" So sometimes these types of thoughts do play into it [the decision to 

apply]. 

Again, these potential applicants are considering their capabilities based on no or very 

little experience and are faced with making a significant career move to a position in 

which they may or may not be a good fit. 

There were several reluctance factors that came out of this focus group that were 

coded under the theme of Job-Specific Observations. These factors related to the 

aspirant's familiarity with the school, the school climate, school location, and even 

family dynamics. When reflecting upon the conversations they have had with teachers 

considering a change in their career path and musing about the road to the principalship, 

these ESDLT focus group members detailed these reluctance factors. One member noted 

that often these conversations occur when a posting for a particular position is advertised 

and the discussion is specific to the situation. She noted that one teacher was reluctant 
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because the teaching component was not clearly defined and in such a small school there 

might not be enough flexibility to get the teaching assignment one desired in order to 

handle all the other administrative responsibilities. In another situation, the teaching 

assignment was already determined and it was not something this teacher was interested 

in or trained to teach. One focus group member noted that in some of the conversations 

she has had with staff members regarding this decision they have commented, "I don't 

know a lot about that school and that makes me less sure about this opportunity." 

Location can be a reluctance factor as well. One focus group member noted that 

many aspirants do not want to travel a long distance in order to secure their first 

principalship. She noted: 

I've had colleagues who have been interested in a change or a start in 

administration who have looked at a posting in a rural community and have said, 

"It looks like an opportunity but why should I have to drive way out there?" 

Another agreed with these concerns around school location and added that, "They may 

be in a vice-principalship now and they believe that they want to be in a bigger school in 

or around Charlottetown and won't look at other positions in the district." 

Having your children attend the same school in which you work is an issue unique 

to the teaching profession. There are both positive and negative aspects to this situation 

and each family unit who experiences this situation evaluates the experience a little 

differently. The idea of having your teacher colleagues be your child's teacher can be 

potentially positive or negative for your professional relationships. This situation is 

magnified when you are the principal of the school your children attend. There are even 

more dynamics at play in that situation. This scenario was posited by an ESDLT focus 
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group member as he reflected on conversations he had with colleagues about this unique 

situation. He shared: 

I had a conversation with a colleague, who was a high school principal in which 

his children were students, about this very thing. He said that he didn't find out 

until after his kids had finished school how difficult it was for them to be in the 

[same] building with their father as the principal. I've had other aspiring 

administrators ask me about this situation as well because they were a bit nervous 

about it. This could factor into their decision. 

This is certainly a unique situation that could be positive or negative depending upon the 

children's perspective but this focus group member portrayed it as a reluctance factor 

based on the conversation in which he had been involved. 

The job-specific observations theme is a common theme in all three reporting 

groups. It indicates an overall concern about aspirants finding a principalship that they 

are not only eligible for but also feel has the potential for success. In the absence of a 

formal succession plan, the aspiring administrators are reliant on the information gained 

informally to assist them in their decision to apply. 

Career Development 

The ESDLT leaders not only have made the transition from teacher to principal, 

but also have taken on responsibilities, as district leaders, related to the direct 

supervision, evaluation and professional development of school administrators. Because 

of this perspective, the discussions around teacher aspirations to the principalship delved 

into areas not mentioned in the teacher or administrator focus groups. As a result, the 

analysis of the data collected in this focus group identified two new themes. One of these, 
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Career Development, was developed from eight related comments. Career Development 

is seen in this study as the activities teachers participate in to further their careers. These 

may include formal actions such as taking courses and applying for leadership positions 

within a school or district, or informal actions such as taking on more responsibilities 

within a school or seeking out information on leadership opportunities. Two of the 

comments were coded as motivational, four as experiential, and two as reluctance factors. 

Table 26 summarizes the idea statements around Career Development from the ESDLT 

data. 

Table 26 

District Leadership Team Career Development Factors Summary 

Factors 

Motivational 

Experiential 

Reluctance 

Idea Statements 

• Identifying and then encouraging the leaders in your building 

• Inherent interest in students and learning more to help them 

• Important to take on other leadership roles as part of a 
progression 

• Create short-term opportunities within the school 

• Look for those volunteering to fill leadership roles and take on 
responsi bili ti es 

• The progression will be a personal journey 

• Teachers in the M Ed program were after higher certification 
but not administration positions 

• Many cannot picture themselves in the role 

In terms of motivational factors under the Career Development theme, the ESDLT 

focus group participants reflected on their experiences at each step in their careers and 

shared factors that motivated them to aspire to the principalship. They then identified the 

qualities that they, in their current roles, would expect to see in aspirants and noted the 
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role principals play in this informal process. These included identifying and encouraging 

the leaders in one's building and looking for people who have an inherent interest in 

students and their learning. One district leader shared the perspective he brings to 

conversations with teachers and principals: 

Some ofit is taking stock of the people in your building and seeing who has those 

leadership qualities and that passion for being part of making a difference for 

kids. We should certainly encourage those people who fit these characteristics, 

but also be up front with those people who we feel that aren't a good fit. 

Another district leader added to this idea by describing other characteristics that 

district leaders and school principals should be looking for in aspirants. He acknowledged 

that there is a learning curve for new principals but success is achievable if certain 

motivating factors are in place. He noted: 

It is a skill set that people can learn as long as you have an interest in kids and you 

have an interest in bettering yourself and trying to understand the depth and 

breadth of curriculum and so on. 

The ESDLT provided a profile of the qualities they would look for in a teacher who may 

be suited for a principal role. This appears very subjective and is often left to the current 

principals to identify and encourage these potentially motivated individuals. We have 

seen from the data that many school administrators are reluctant to engage in this process 

when the job they describe is becoming more difficult and less rewarding. 

A number of experiential factors were identified in the data collected from this 

focus group. Due to a lack of formal succession planning in the province, informal 

opportunities for leadership experience and development must be sought out by the 
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interested individual. These teacher leaders may show an interest in or be encouraged to 

pursue leadership roles within the education system. Career development opportunities 

are limited by the small size of the education system in the province but are, nevertheless, 

often the path that school principals have travelled to reach their positions. Members of 

the ESDLT felt that although this path may be unclear and unorganized, self-motivated 

individuals have sought out leadership roles and used these various positions as 

preparation for the principalship. One focus group member shared: 

I had taken on a lot ofleadership roles at the school and I was the involved in the 

PEITF [Prince Edward Island Teachers' Federation] in various roles and in each 

successive role I gained more confidence and received more encouragement. So 

it's critical that you provide opportunities for them [the aspirants] to kind of get 

their feet wet. Whether it be job shadowing or filling in for a day to see what it's 

like, because you don't really know until you're in it. Even with the vice

principals, it's critical that the principal trains them to become potential principals 

because the skill sets are often very different. So it's that nurturing along the path 

that is critical. 

These informal opportunities were considered by a number of the ESDLT members as 

the best scenario for principals to evaluate potential aspirants and to provide opportunities 

for aspirants to experience what the formal leadership roles in the school are like. This 

may lead aspirants to look for leadership roles that will bring them more exposure as a 

school leader and as a potential leader in the eyes of their principal and school district 

leaders. When reflecting on their time as school principals, two ESDLT members shared 

how they identified and mentored some leaders on their staffs: 
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I liked to bring them in when I was out of the building and give them an 

opportunity to sit in the admin[ istration] chair for a day or two and then talk to 

them about the experience. Some of them, once they sit in the chair say," You 

know what, I think I might like this", and so you provide them with more 

opportunities; get them to chair school committees; get them to go to workshops. 

The other member added: 

I would agree. It's easy to recognize who has leadership skills in your building. 

Those are the people who are doing the extra work or who are on committees, 

have been department heads or STCs [Site Technical Contacts] without any 

recognition or compensation but also those people who are good under stress, 

who manage their time well, who obviously have good classroom management, 

and who can problem solve as well. You learn quickly who has those skills. 

These experiences are valuable in the development of school leaders who may eventually 

aspire to the principalship. The EDSLT members felt that the growth and development 

teachers acquire from these leadership roles play an important part in the aspirations they 

may develop for the principalship, but upon reflection, they acknowledged that the path 

was not clear and neither had been their own aspirations when they accepted each 

successive leadership role. Their eventual rise to the role of school principal was a result 

of personal contacts, peer encouragement, and timing. They believe this pathway or 

process is still the most common route aspirants must travel to the principalship. A 

typical example was shared by one ESDLT member: 

My first administrative experience or role within the district was [as a] 

Department Head. I think it was the third year I was teaching. I was asked by a 
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[district] coordinator if I would take that on and I did that for three years and so it 

was a little taste of administration. I was young and trying to feel my way but 

through that role I was making contacts with school administrators, board office 

personnel, and so on. In my fifth or sixth year of teaching I began my first vice

principalship. I had lots of encouragement from there and from some board office 

staff to take a look at that position. It was something I had an interest in and while 

I was a vice principal there I decided to get involved in a Masters of Education 

program in school administration. I stayed in that VP [ vice-principalship] position 

for five years and there was a principalship that opened up. I applied for that and 

was successful. So it was kind of a personal progression for me going into the 

principalship. 

This career development discussion also included reluctance factors noted by the 

ESDLT. They shared that some efforts had been made at the district level in the past to 

formally identify aspirants. The district was aware of the potential of a large vacancy in 

school administrative positions and some data were collected on the aspirations of those 

involved in teacher certification upgrading courses or programs. The synopsis ofthis 

collected data was shared by one ESDLT member and was coded here as a reluctance 

factor. He recalled: 

In the district back a number of years ago we tried to track everyone who was 

upgrading their education in the area of administration. They were taking courses 

through the PEITF, courses from UPEI [University of Prince Edward Island] or 

other universities, Master of Education programs and all these other things. It was 

interesting because we had some focus groups with some of those people and 
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most of them said they really got into it just for the education or to upgrade their 

license for pay purposes. Very few of them said that their intent was to ever go 

into administration. 

As a follow up to this comment, another focus group member reflected on her own 

reluctance and helped to connect all the factors in this theme: 

I was one of those teachers who had no intention of going into administration. It is 

a lot like [another focus group member] said. Teachers don't necessarily see 

themselves in that role so it's important to give them the opportunity to get some 

leadership roles and planting the seeds, moving them forward and guiding them 

through the process. 

This reference to process in interesting in that the process is informal. The 

reluctance of many potential teacher leaders may be due in part, as respondents from all 

groups have noted, to the lack of a formal succession process. This career development 

theme created from the ESDLT data shows that to this point in the province of PEI, 

principals have travelled a precarious path to reach the top job in their schools and 

development of school principals has been the result of risk taking and self-confidence 

inherent in the successful candidates. 

Ignorance 

The members of the ESDLT brought a lot of experience to this focus group 

discussion. Because of this they were able to reflect on many personal experiences and 

conversations they have had with teachers inquiring about the pathway to the 

principalship. From the data, a second theme unique to this group emerged: Ignorance. 

This theme encompasses comments from the ESDLT focus group conversation noting the 
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lack of knowledge teachers have about the principalship and all it involves. Seven 

comments were coded under the theme oflgnorance. One of these comments was seen as 

motivational, three as experiential and three as reluctance factors. Table 27 summarizes 

the idea statements around this theme from the ESDLT data. 

Table 27 

District Leadership Team Ignorance Factors Summary 

Ignorance Factors 

Motivational 

Experiential 

Reluctance 

Idea Statements 

• Some think it looks like an easy job 

• Little experience in being the last line of responsibility 

• Teaching is busy and there is very little time for investigating other 

roles 

• Short term opportunities help to demystify the position 

• Not knowing all the details and responsibilities of the position 

• A lack of confidence or uncertainty in their abilities to do the job 

The one comment coded as a motivating factor came from conversations an 

ESDLT member have had with teachers who were motivated to explore the route to the 

principalship for what might be considered the wrong reasons and were giving the 

impression that from what they knew and saw of the role, it seemed like something in 

which they were interested. This focus group member shared: 

I've had some conversations with people who I felt were not going into it [school 

administration] for the right reasons; who were thinking, "I'm tired ofteaching

administration looks easy and I want to get into that cushy chair." But they don't 

really know what it's about. 
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From my experience, the sentiment expressed here would be rare but the data 

from the teacher respondents in this study revealed that teachers, for the most part, know 

very little about what the principalship entails and so it is understandable that some 

teachers may feel it would be an easier job than teaching. The ESDLT conversation 

moved on to the members' experiences in their previous principal roles when they 

endeavored to create opportunities for potential leaders within their schools. 

The experiential factors came from the focus group members' own experiences 

but also the experiences they have tried to create in their schools. Some of the ignorance 

is understandable because of the nature of the profession. Teachers are busy. Principals 

are busy. There is little time for the principal to discuss, share, and reflect on their job and 

responsibilities with teachers on staff who may be interested in the principalship. The 

opportunities to experience what the principalship may be like are not part of any formal 

succession plan or leadership development program and so this is left to the individual 

teacher- principal relationship within each school to create such experiences within the 

school. Members of the ESDLT focus group shared their thoughts and experiences that 

relate to the ignorance teachers feel when considering the principalship. One noted: 

Many of them [teacher aspirants] are worried about being the person for whom 

'the buck stops here'. Because we [administrators] insulate teachers from a lot of 

that stuff and I think that worries some teachers who are looking at an 

administrative career because once you're in the office you are involved in 

everything and anything. They really can't get a taste of it until they're in the 

position. 
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To emphasize the idea that being busy gets in the way of being informed, one 

focus group member added the following comment to the ignorance discussion: 

Schools are really busy places and often, if, you as a teacher love what you do, 

you don't often look beyond what you're doing and you don't know that there are 

other roles within the school that could also bring you that satisfaction. 

When reflecting on the random experiences or opportunities some teachers do 

have to gain some insight into the principalship by filling in on a short-term basis, one 

focus group member shared his perspective on some of the understanding that may be 

gained by a teacher after having such an opportunity. He noted: 

So those experiences helps to demystify the position and helps people understand 

what it is that you do there and why some days you don't have 100% of your 

attention to give to them because you are doing other things that takes precedence 

over their issue. 

During this portion of the discussion in the ESDLT focus group, several 

reluctance factors related to ignorance on the part of teachers about the principalship 

were brought up. Leading with his own experience and then reflecting on conversations 

he has had with teachers about the principalship, one focus group explained his view of 

teachers' perceptions of and uncertainty over the principalship position. He began with a 

personal reflection: 

Looking at what administrators did- at least my perception of what they did 

having never done the job- I questioned whether or not that was something I 

really wanted to get involved in. I wasn't sure. So I think some of it is to 
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demystify the principalship because most of the teachers that I talked to didn't 

really know what school administration was. 

Another focus group member added his reflections on conversations he has had with 

teachers about their career advancement aspirations. He noted: 

They really weren't sure what they [school administrators] did. They had a 

perception but because they didn't walk that walk- so many of them wanted to 

know, "What really is the job all about?" Many of them were uncomfortable and 

they often asked, "Do you think I can do the job?" 

These comments drew similar reflections from other focus group members. One added: 

I think for me those conversations were around people saying, "What is the job and do 

you think I can do it?" Some of those people became very strong administrators later on 

and very competent people. I think it shows that lots of people aren't sure. 

This theme of ignorance is unique to the ESDLT focus group data. It indicates 

that the district leaders acknowledge a gap in the teachers' understanding of what the 

principalship entails. As a result, the ESDLT note a reluctance to apply on the part of 

many potential candidates. The example of the ESDLT efforts to gain an understanding 

of the career aspirations of those teachers who were actively upgrading their certification 

levels identified to them that most were not interested in the school administration 

positions for which they were becoming eligible. 

Summary 

The data from the ESDLT focus group complemented the data from the teachers 

and the administrators in two important ways. It confirmed ideas from the other two 

groups as seen in the common themes from all three groups and it added two new themes 
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that were unique to the district leadership perspective. This data confirmed that a change 

in role, increased expectations, issues around support, and concerns about a work-life 

balance are themes that all three groups represented in this study agree are top of mind 

when teachers are contemplating a possible career change to the principalship. The 

overall reluctance on the part of teachers to aspire to the principalship reported in the 

teacher and school administrator data was confirmed by the ESDLT data. The reliance on 

an informal process to identify and encourage potential candidates brought to light in the 

school administrator data was also evident in the ESDLT data. The addition of the Career 

Development and Ignorance themes helped to further clarify the leadership development 

issues in the province's education system. 
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CHAPTER 7: COMPARATIVE ANALYSIS 

The purpose of this study was to investigate the factors that impact on the 

principalship aspirations of teachers in PEI schools. I created a framework using the three 

major factors categories identified from the literature: motivational, experiential, and 

reluctance. I collected data from three perspectives: current teachers, current school 

administrators, and district leaders. This permitted me to triangulate my research topic 

and find both common and divergent themes and perspectives. The focus of inquiry 

presented to the teachers, school administrators and district leaders in this study directed 

their responses to reflect upon the factors that influence the teachers in the province in 

their aspirations to the principalship. The purposes of this chapter are to presents a 

comparative analysis of those three perspectives and to explain the resulting common and 

divergent themes. 

Common and Divergent Themes 

In an effort to capture the varied perspectives of PEI teachers on the factors that 

they consider in contemplating a career shift to the principalship, this project sought out, 

through interviews and focus groups, the stories of the teachers themselves, of the 

administrators in whom they often confide, and of the district leadership team members 

who are responsible for identifying and hiring school principals for the province's 

schools. This threefold approach provided a wide perspective from the three groups who 

are most involved in the career development of new principals. 

In the data analysis stage of this study the data were synthesized with the 

assistance of the Nvivo software to find common and divergent themes. This software 

enabled concise coding and theme development of the data. In using codes, each unit of 
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information was organized into relevant themes. Criteria were developed to describe each 

theme to guide the inclusion of information. These themes were organized with the 

conceptual framework of this study in mind. Within each theme, the comments were 

considered for each of the three factor categories (motivational, experiential and 

reluctance). In the end, analysis of the themes from each of the three groups identified 

four common themes across the three groups, two themes common to the teachers and 

administrators, one theme unique to the teachers, and two unique themes from the 

District Leadership team data. Table 28 illustrates these comparisons. 

Table 28 

Group Themes 

Teachers 

*Role Change 

*Role Support 

*Work - Life Balance 

* Job-Specific Observations 

1''Leadership Expectations 

"Financial Considerations 

Suitability 

School Administrators 

*Role Change 

*Role Support 

*Work - Life Balance 

* Job-Specific Observations 

"Leadership Expectations 

"Financial Considerations 

District Leadership Team 

*Role Change 

*Role Support 

*Work - Life Balance 

* Job-Specific Observations 

Career Development 

Ignorance 

There were four common themes that emerged independently in each group. 

These included the significant role change that a teacher undergoes when he or she leaves 

a classroom assignment to assume a formal leadership role such as the principalship 

either in the same school or a new school; the consideration of their ability to maintain 

work-life balance; the importance and availability of support for someone in or accepting 
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a principalship position; and observations about specific principalship positions such as 

grade level, location, or school reputation. 

Leadership expectations and financial considerations were themes developed from 

data collected in conversations and reflections from both the teachers and school 

administrators. Although the perspectives on these two themes were different in each 

group and will be discussed later in this chapter, considerable time was spent in 

discussion around these two themes in these two groups. 

One theme unique to the teachers' data was suitability. Understandably, these 

teachers had no school administrative experience and were, in most cases, concerned 

about their suitability for the principalship. 

The data from the District Leadership Team revealed two unique themes. Career 

development was seen by this group as part of their responsibility and part of this focus 

group discussion touched on the importance of providing the teachers in the district with 

a clear path to the principalship. Ignorance, in the sense of lack of information, was also a 

unique theme developed from the District Leadership Team data. This group reflected on 

their conversations with teachers and noted that there is a lack of information on the 

teachers' part as to how one develops their skills for a principalship position and what the 

position actually involves. 

Factor Analysis by Theme 

As noted in Chapter Two, the literature suggests three categories of factors 

associated with principalship aspirations: motivational, experiential, and reluctance. 

Motivational factors are those that cause teachers to think positively toward career 

advancement, in particular the principalship. Experiential factors are any experiences 
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teachers have had in their teaching careers that influence their perspective on the 

principalship as a possible career goal. These include the types of leadership they have 

been exposed to, the preparation and training (if any) they have had the opportunity to be 

part of, and their perspective on the succession planning in place in their school board or 

district. Reluctance factors are those that cause a teacher to have a negative perspective 

on the principalship and as a result be disinclined to aspire to that role. Early in each of 

Chapters Four, Five, and Six, the comments coded under each theme for each of the three 

reporting groups (teachers, school administrators and district leaders) were reported and 

displayed in tables as a percentage of the overall comments within each theme for each 

factor. The next section explains the emphasis placed on each factor by each group for 

the four common themes. 

Role Change 

Role Change was one of the four themes common to all three groups. Comments 

coded under this theme were identified by references to leaving the role of a classroom 

teacher to take on a principalship. Table 29 illustrates the differences among the groups 

for each of the factor categories in this theme. The percentages in this and subsequent 

tables quantify the emphasis (by percentage of comments) placed on each factor for each 

theme by each group. For example, 20% of the teachers' comments coded as relating to 

role change were identified as motivational. 
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Table 29 

Role Change Factors by Group 

Factors 

Motivational 

Experiential 

Reluctance 

Teachers 

20% 

0% 

80% 

School Administrators District Leadership Team 

28% 25% 

36% 12.5% 

36% 62.5% 

The data from this theme showed that teachers saw their current role as important 

and fulfilling. Their career goals were, for the most part, to become a teacher and be the 

best teacher they could be. Few teachers aspired to the principalship and those that did 

acknowledged that the pathway was unclear, the role change appeared significant, and 

that their relationships with students and other staff would change dramatically and not 

for the better. 

The administrators also acknowledged the reluctance of many teachers to change 

roles and explained this, in part, as a lack of opportunities, both formal and informal, for 

teachers to gain some insight into school administration prior to having to commit to a 

change in role. They appreciated that some were willing to step forward despite the lack 

of a clear pathway but remained concerned about both the quantity and quality of 

candidates. The district leadership team members also acknowledged the overwhelming 

reluctance on the part of teachers to aspire to the principalship and, like the 

administrators, were concerned by the lack of a formal pathway to the top job. They 

added that principals may be in the best position to identify and nurture the best 

candidates; those teachers with leadership skills. They did not consider whether the 

principals had the skills, time, or training to do this. 
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Role Support 

The second of the four common themes across the three reporting groups, the 

theme of Role Support was developed from references to assistance, encouragement or 

structures that might provide support to teachers aspiring to the principalship. Table 30 

illustrates the differences among the groups for each of the factor categories in this 

theme. 

Table 30 

Role Support /actors by group 

Factors Teachers School Administrators District Leadership Team 

Motivational 0% 7% 50% 

Experiential 83% 93% 50% 

Reluctance 17% 0% 0% 

Because the teachers' view of the principalship is limited by their experiences and 

perspectives as only classroom teachers, their view of the role their boss plays in the 

school and the system is, for the most part, an unenviable one. The teachers often see the 

principal dealing with disruptive or misbehaving students, frustrated parents, demanding 

supervisors and community groups, and ever changing system policies and procedures. 

This perspective, although not a complete picture of the job, is what teachers assume is 

the role of the principal. They do not see examples of support within the system for their 

principal and, for the most part, are reluctant to aspire to such a role as a result. The 

school administrators and district leadership team acknowledged that teachers do not 

have a true perspective of the job. There is no formal system in the province for teachers 
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to learn more about the principalship and learn about the supports that are in place. The 

school administrators emphasized how important such supports are. They felt that it was 

their responsibility, once they became administrators, to seek out and establish these 

supports in order to succeed. The district leadership team added that support was 

important for them as well during their principalships and establishing such networks was 

an informal process in the province. 

Work-Life Balance 

The theme of Work-Life Balance was developed from comments associated with 

or references to the concerns of being able to meet the responsibilities of the principalship 

and be seen as competent while at the same time having a life away from the school 

which may include a parenting role, maintaining a relationship, or being involved in other 

social or leisure activities. This was a major concern to all three groups. Table 31 

illustrates the differences among the groups for each of the factor categories in this 

theme. 

Table 31 

Work-Life Balance Factors by Group 

Factors 

Motivational 

Experiential 

Reluctance 

Teachers 

17% 

0% 

83% 

School Administrators District Leadership Team 

0% 0% 

44% 0% 

56% 100% 

Across all three groups, this theme was the most concerning. The teachers felt that 

the principalship was becoming more complicated and demanding. They felt that their 

principals had to be all things to all people, be available whenever people wanted or 
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needed them, be in attendance at all school and most community events, and be 

knowledgeable about everything from school maintenance to curriculum assessment. 

This was an untenable position for someone who wished to have a balance between their 

work and their private life. The school administrators acknowledged that the job is 

becoming increasingly difficult and demanding and that the work-life balance is a 

constant struggle, but some did argue that they felt they were able to maintain some 

balance. The district leadership team noted that this was the number one concern of the 

aspiring teachers with whom they spoke and that no formal solution to this issue existed 

in the province. They felt that the teachers' perspective on this issue was close to the 

reality of the situation and that it is preventing good candidates from stepping forward. 

Job-Specific Observations 

This theme was developed from comments related to current positions with which 

the respondents were familiar, job postings detailing the requirements for the 

principalship of a particular school, or specifics of a school such as location, grade levels 

or reputation. Table 32 illustrates the differences among the groups for each of the factor 

categories in this theme. 

Table 32 

Job-Specific Observation Factors by Group 

Factors 

Motivational 

Experiential 

Reluctance 

Teachers 

0% 

0% 

100% 

School Administrators District Leadership Team 

13% 45% 

74% 10% 

13% 45% 
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The perceived demands of the principalship noted in the three previous themes are 

invariably articulated by teachers each spring when the open principalship positions get 

posted and teachers see the requirements set out for potential candidates. Most teachers 

cannot picture themselves in those positions, do not identify their skill sets with the 

requirements listed, and are not sure how they might prepare to be eligible for such an 

assignment. 

The school administrators acknowledge that the demands of the job are increasing 

and that these demands are reflected in these job postings. They noted that they have 

experienced these increased demands and understand why teachers may be reluctant to 

apply. Some administrators felt that they themselves might be reluctant to apply if they 

were considering this career path in today's climate. For their part, the district leadership 

team members noted that those few teachers who are considering a career path to the 

principalship need to be intrinsically motivated, be willing to learn on the job, and have 

had success in other leadership roles within their school or the system that caused them to 

think that they could succeed in the top job in a school. 

Teacher - School Administrator Common Themes 

Two common themes identified in the data collected from the interviews and 

focus groups held with the teachers and school administrators were Leadership 

Expectations and Financial Considerations. Neither of these themes emerged from the 

District Leadership Team data since no comments from that focus group touched on these 

areas. 
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Leadership Expectations 

The theme of Leadership Expectations was generated from data that referenced 

ideas such as increased time commitments, difficult decisions, increased paperwork, 

anticipated expertise, and a lack of understanding of the role of the principal. Table 33 

illustrates the differences between the teachers and school administrators for this theme. 

Table 33 

Leadership Expectations Factors by Group 

Factors 

Motivational 

Experiential 

Reluctance 

Teachers 

14% 

0% 

86% 

School Administrators 

25% 

17% 

58% 

The leadership expectations associated with the principalship were seen as a 

reluctance factor by the majority of the teachers. Their perspective (whether or not it was 

well informed) identified the position of principal as having very high expectations in all 

areas. They noted the expectation of a broad skill set, a highly visible profile, and a high 

tolerance for criticism while also being expected to deal with issues and agendas arising 

both inside and outside the system. 

As a result of their experience with the position, the school administrators were 

somewhat more positive in their comments regarding the leadership expectations of the 

position. They acknowledged the pressure from many groups for the school principal to 

be involved in various aspects of the community, to be knowledgeable in all aspects of 

curriculum delivery and assessment, as well as being a figure of authority, a building 
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manager, a caring and attentive boss, and a buffer for the many demands put upon the 

staff. When reflecting upon their experiences, however, they also noted the intrinsic 

rewards associated with the position. The school administrators lamented the lack of 

formal succession planning available to them and to those teacher leaders they saw as 

potential principals. They were frustrated that they could not point to a clear pathway for 

the teachers with whom they discussed a possible administrative career. 

Financial Considerations 

The second theme common to only the teachers and school administrators was 

Financial Considerations. This theme was developed from references to money-related 

matters. Table 34 illustrates the differences between the teachers and school 

administrators for the theme of Financial Considerations. 

Table 34 

Financial Considerations Factors by Group 

Factors 

Motivational 

Experiential 

Reluctance 

Teachers 

0% 

0% 

100% 

School Administrators 

7% 

7% 

86% 

The teachers in this study were unanimous in their opinion that the remuneration 

for the principalship was in no way an incentive to aspire to the position. Interestingly, 

few of the teachers were well informed as to how principals were compensated, yet still 

commented that whatever the increase in pay might be, it was not worth the negatives 

they associated with the position. They added that financial gain did not originally 
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motivate them to enter the teaching profession and certainly was not a motivator for their 

aspirations to the principalship. 

The majority of school administrators in this study were in agreement with the 

teachers' view on this matter. They noted that although a few teachers might consider the 

raise in pay as a motivating factor; these would be part of a small minority. The 

compensation for school administrators is negotiated as part of the teachers' collective 

bargaining process since both groups are part of the same bargaining unit in this 

province. As a result, the compensation for school administrators is part of a larger list 

with which the PEITF enters into contract negotiations with the employer. Since the 

school administrators make up only approximately four per cent of the membership, their 

compensation is often not an item upon which the union takes a stand. This continues to 

be a concern among administrators in the province. Some feel that the increased demands 

or expectations of the position have not been reflected in recently negotiated 

administrative allowances and this may be causing some reluctance in the teacher 

population to consider the principalship as a career goal ultimately leading to issues of 

both quantity and quality of school administration candidates. 

Themes Unique to the District Leadership Team 

Two themes developed from the District Leadership Team focus group alone 

were Career Development and Ignorance. The unique perspective of the members of the 

ESDLT adds depth and breadth to this research. These leaders not only have made the 

transition from teacher to principal, but also have taken on responsibilities, as district 

leaders, related to the direct supervision, evaluation and professional development of 

school administrators. 
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Career Development 

Career Development is seen in this study as the activities teachers participate in 

to further their careers. These may include formal actions such as taking courses and 

applying for leadership positions within a school or district, or informal actions such as 

taking on more responsibilities within a school or seeking out information on leadership 

opportunities. Table 35 illustrates the factor relatedness for this theme from the District 

leadership Team data. 

Table 35 

Career Development Factors by Group 

Factors 

Motivational 

Experiential 

Reluctance 

District Leadership Team 

25% 

50% 

25% 

The District Leadership Team acknowledged that a lack of formal succession 

planning is a reluctance factor for some teachers with whom they spoke but, reflecting on 

their own experiences, they noted that those who have a strong interest in the 

principalship are motivated to seek out opportunities and take advantage of the informal 

training and short term experiences that are available. They reported that there have been 

programs offered in the past on an inconsistent basis and that there was significant 

interest from teachers during these times. The district had made efforts in the past to 

identify potential school administrators but the need is not the same each year and it has 
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been their practice to ramp up efforts only when an increased number of openings are 

anticipated. 

The ESDLT focus group noted that the best path for self motivated, aspiring 

principals in the province remains to seek out and take advantage of other leadership 

positions and short term administrative positions when they come available. The concerns 

with this approach are that there may not be a large enough pool of qualified candidate 

from which to draw when vacancies occur and as a result new principals may not have 

the skill set to be successful. This is exacerbated by other issues reported in this research 

such as a perceived lack of support, dealing with a significant role change, maintaining a 

work-life balance and meeting the increased leadership expectations. The development of 

a new principal' s career may be put at risk before experience allows him or her to 

develop the required skills to be successful. 

Ignorance 

The other theme unique to the District Leadership Team focus group was 

Ignorance. This theme encompasses comments from the ESDLT focus group 

conversation noting the lack of knowledge teachers have about the principalship and all it 

involves. Table 36 illustrates the factor relatedness for this theme from the District 

leadership Team data. 
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Table 36 

Ignorance Factors by Group 

Factors 

Motivational 

Experiential 

Reluctance 

District Leadership Team 

14% 

43% 

43% 

The ESDLT noted that a small minority of teachers see the principalship as an 

easy job, but also that this idea is ill informed and does not come from candidates likely 

to be successful. They acknow !edged that teachers have very little opportunity to 

experience and, as a result, understand the demands of being the last line of responsibility 

in the school. There are informal, short term opportunities available for those who are 

interested in pursuing school administration but these may not paint a true picture of 

principalship. Teachers are very busy with their day to day responsibilities and time for 

investigating their options for any career aspirations they may have is limited. These 

factors coupled with a lack of confidence in some potential candidates leads to an 

uncertain path for many teachers aspiring to the principalship and consequently to issues 

of quality and quantity for the district leaders. 

Theme Unique to the Teachers 

Only one theme in the research, suitability, was unique to the teachers. Because 

their lack of experience with the principalship was unique from the other two reporting 

groups, they provided this important perspective on the position for this study. This 

allowed me to see their view of the principalship from a classroom teacher' perspective 

and understand how the majority of them were reluctant to pursue the school's top job. 
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Suitability 

The theme of suitability was unique to the teacher respondents in this study. The 

comments from which this theme was developed focused on specific skill sets for the role 

of the principal, a particular disposition required for the position, a level of interest, their 

gender, and their professional goals. Table 3 7 illustrates the factor relatedness for this 

theme from the teacher data. 

Table 37 

Suitability Factors by Group 

Factors 

Motivational 

Experiential 

Reluctance 

Teachers 

14% 

43% 

43% 

The teachers be!ieved that each principal posting was specific in its requirements, 

expectations, and profile of the desired candidate. They understood that it would be rare 

for them to move into a principalship position without having some other administrative 

experience but their reflections in this study indicated that they have paid attention to the 

details of the principalship postings as they come up. They were aware of the attributes

they and the employer would look for in a principal for their school and what other 

school communities are looking for as well. Most teachers in this study did not believe 

they had the skills, motivation, or potential to make such a career change that would 

bring them as much satisfaction as they has in their current position. Each teacher had a 

different emphasis in this area but most felt the role of the school principal was not for 

them. 
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Conclusion 

This chapter provided a comparative analysis of the data from the three groups 

involved in this study. The fact that there were both common and divergent themes 

among the respondents strengthens the results. The common themes; the majority in this 

study, point out that all three perspectives gathered for this investigation acknowledge 

issues around role change, work-life balance, support, and job-specific observations. The 

divergent themes suggest that perspectives from experienced school administrators and 

district leaders are valuable in the consideration of all factors influencing teachers' 

aspirations to the principalship. 

All three groups agree that teachers in PEI schools have a lot of reluctance to 

aspire to the principalship. The varying perspectives of the three groups have allowed this 

researcher to investigate teachers' aspiration from the main participants in conversations 

on the subject. 
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CHAPTER 8: DISCUSSION 

This chapter presents a summary of this research study, including a review of the 

purpose, population sample, and methods used as well as a summary of the findings and 

conclusions of the research. Additionally, the recommendations for policy and practice 

and implications for further study are presented. 

There has been a significant amount of research done in and around the idea of 

the important role that principals play in education (Day et al., 2001; Donaldson, 2001; 

Elmore, 2000; Fullan, 2001; Leithwood et al., 2010; Sebastian & Allensworth, 2012). As 

part of this discussion, there is an acknowledgement that the role of the principal has 

become a very difficult job (Dibbon, 2003; Draper & McMichael, 2003) and for many, an 

undesirable career choice (DiPaola & Tschannen-Moran, 2003; Larson, et al., 2010; 

Newton, et al., 2010; Rice, 2009; Yavuz & Bas, 2010). Connected to these findings is a 

body of research into factors affecting the decisions of potential candidates to apply or 

not to apply for principalship positions (Bass, 2006; Beaudin et al., 2002; Dibbon, 2003; 

Harris, 2011; IPPN, 2006; Morton, 2011; Mulford, 2008; Shen,et al., 2004; Whitaker, 

2003). The purpose of this study was to investigate the factors that impact on the 

principalship aspirations of teachers in PEI schools, and in doing so, address a gap in the 

literature that saw no such research done on this topic in this jurisdiction. 

Supporting questions for this investigation included: 

What, if any, motivational factors impact principalship aspirations of potential 

candidates in PEI Schools? 

What, if any, experiential factors impact principalship aspirations of potential 

candidates in PEI Schools? 
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What, if any, reluctance factors impact principalship aspirations of potential 

candidates in PEI Schools? 

The review of literature for this project was designed to be as thorough as possible 

by not only encompassing the Canadian research literature and complementing it with a 

global scan, but also by investigating the methods employed and the audiences reached in 

collecting perspectives on this topic. As a result, it was determined that a qualitative case 

study methodology would be used in this study and purposeful sampling of three groups 

would be appropriate. 

Discussion 

The conceptual framework developed from the literature review served as the 

perceptual lens for the study. It provided three categories of factors that are in play when 

teachers contemplate their principalship aspirations: Motivational, Experiential and 

Reluctance factors. The following section connects the findings in this study to the 

reports in the literature and identifies the differences between these two sources. 

Motivational Factors 

The motivational factors are related to the work of motivational theorists who 

have contributed to the discussion around motivation and work by clarifying why some 

workers may be inclined to think positively toward career advancement or setting and 

reaching career goals. Prominent theorists in this area include Maslow, Herzberg, Deci, 

Alderfer and Thierry. Since their work often built upon the others, each cognitive theory 

shares the common notion that people actively process information. Career decisions 

about advancement to leadership positions, in particular the principalship, rely on 

aspirants making conscious decisions. All of the literature cited in this project that 
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reported results that included motivational factors, used one or more of these theorists' 

work to frame the discussion around the factors that positively or negatively influence a 

teacher to aspire to the principalship. This study used the work of Alderfer (1972) as a 

guide for presenting the motivational factors reported in the study. Alderfer explained 

human motivation through his Existence Relatedness Growth (ERG) Theory. In this 

theory, Alderfer identified three categories of human needs that influenced a worker's 

behavior: existence, relatedness, and growth. Existence needs include hunger, thirst, 

safety, material needs, salary and working conditions. Relatedness needs include relations 

with family friends, co-workers and employers. Growth needs reflect an individual's 

desire to be creative, productive, competent, and successful. Although Alderfer arranged 

these needs in a hierarchy of lower-level and higher level needs, he saw their 

classifications as more of a continuum than a set of stages. He theorized that people were 

at some level of satisfaction of each need and that individuals differed in their relation to 

the strength of each need. While some respondents reported motivating factors satisfied 

the existence needs of salary and working conditions, and some related to the growth 

needs of competence and success, most were noted to be meeting the relatedness needs of 

relations, particularly those with co-workers and employers. 

There were few teachers in this study who were motivated to apply to a 

principalship position. Those who were motivated clarified this motivation by noting that 

this was part of their career goals and they were looking for opportunities for larger 

challenges in the profession beyond the role of the classroom teacher. These ideas were 

consistent with the work of Shen et al. (2004) and Winter et al. (2003) who noted that 

career opportunities in terms of a having larger influence or impact on students, schools 
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or other aspects of the education system and career advancement goals were both 

motivating factors for teachers in their studies. It is important to note that the motivated 

teachers in this study did acknowledge that maintaining a work-life balance and being 

suited for a particular position were challenges in, but not deterrents to, aspiring to the 

top job. 

School administrators in this study shared, from their own situations and from 

conversations they have had with their teachers, similar motivating factors that were 

reported by the teachers. In addition to what the teachers reported, the school 

administrators also felt, like Walker et al. (2003), that some candidates were motivated by 

the prestige of the position. In a number of studies, such as those by Morton (2011), 

Harris (2011), and Winter et al. (2003) it was reported that financial incentives associated 

with the principalship were seen as motivating factors for very few respondents. The 

results of this study indicated that money is not an important motivational factor for most 

teachers, which is consistent with the findings in the literature. 

The district leadership team data indicated that in many of the conversations they 

have had with teachers it was evident that people begin to look at the principalship when 

they are ready for a new challenge in their career. This was consistent with the reports 

from Harris (2011) and Winter et al. (2003) where respondents to both studies indicated 

they were motivated to apply to the principalship in order to seek out personal or 

professional challenges. 

There were no motivating factors reported in this study that were unique to those 

described in the literature. Motivating factors were the least reported of the three 

categories; this point will be further discussed later in this chapter. 
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Experiential Factors 

Potential candidates for the position of school principal are influenced in their 

leadership aspirations in part by the experiences they have had in their teaching careers 

(Lambert, 2003). These include the types of leadership they have been exposed to 

(Hargreaves & Fink, 2008), the preparation and training (if any) they have had the 

opportunity to be part of (Bush & Jackson, 2002), and the succession planning in place in 

their school board or district (Lacey, 2006; Normore, 2001). The teachers in this study 

indicated that their experiences in watching their principals meet the demands of their 

job, filling in for an administrator on a short-term basis, or looking for opportunities to 

explore the position further, all influenced their aspirations to the principalship. 

One experiential factor that frustrated a lot of teachers was the lack of a clear 

pathway for career advancement in the province's education system. In the province of 

PEI no formal succession planning process or program exists and so, those interested in 

exploring the leadership possibilities are obliged to rely on informal and uncertain 

processes for advancement. This lack of a clear pathway is disappointing when one sees 

the reports from Ontario where Nonnore (2001) noted that formal succession planning is 

a key to successfully filling principalship positions with qualified candidates and from 

Lacey (2006), in her work in Australia, in which she acknowledges that strategic 

succession planning at an organizational and school level enhances leadership aspirations 

and increases application rates. 

Other experiential factors reported in this study, such as reflections on short term 

opportunities, seeking out a pathway or progression of leadership opportunities, and 

identifying support systems, were all reported by the teachers, administrators and district 
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leadership team members as important in terms of identifying and nurturing potential 

principals. These factors are connected to the report from Bush and Jackson (2002) who 

noted that the idea that "good teachers will make good administrators" is still common in 

some jurisdictions, but cannot be relied upon to fill principalship positions or identify 

potential principals. Most teachers in this study, when reflecting upon their principalship 

aspirations, felt unprepared or uninformed or both when discussing the path to the 

principalship. Through an analysis of relevant documents it was determined that the 

prerequisites for attaining principalship positions in PEI schools (see Appendix H) are 

less stringent than in many other provinces (see Appendix H), a point that colours the 

discussion later in this chapter. 

Reluctance Factors 

Draper and McMichael (1998), from their work in the United Kingdom, noted an 

important difference between those who were keen to apply for headships and others who 

were unsure or reluctant. This difference was the significance given to the disincentives. 

In this study, the vast majority of teachers in PEI were reluctant to aspire to the 

principalship. Many of the factors that were reported in this study aligned with the 

literature reviewed and reported in Chapter Two. The reluctance or unwillingness to 

change roles (Beaudin et al., 2002; Harris, 2011; Morton, 2011), irresolvable work-life 

imbalance (Barty et al., 2005; Morton, 2011; Mulford, 2008) and concerns over school 

configuration, climate and or profile (Shen et al., 2004; Barty et al., 2005) were noted by 

all three of the groups (teachers, school administrators and district leadership team) who 

contributed to this project. Additionally, the teachers and school administrators both 

acknowledged that teachers' reluctance stemmed from a lack of perceived support from 
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the system or the community which was also reported in the work of IEL (2000), 

Brookings et al., (2003), and IPPN (2006). This reluctance was also inherent in the 

unreasonable expectations from many sources which aligned with the reports from 

Brookings et al. (2003), Harris, (2011),and IPPN (2006) as well as insignificant financial 

compensation as seen in the work of Barty et al. (2005), IPPN (2006), and Morton 

(2011). 

Injurisdictions where there is a significant focus on standardized testing, and the 

results of this testing have direct and immediate impact on the school, staff and school 

administration, the pressures associated with meeting those standards are reported as an 

often cited reluctance factor (Harris, 2011; Morton, 2011 ). Because PEI has no such 

"high stakes" testing regime in place, this factor was not part of the discussions held for 

this research. 

The school administrators reported no reluctance factors unique from the other 

two groups or the literature. The teachers and district leadership team did offer factors not 

reported by the other two groups or in the literature. The teachers reported a reluctance to 

apply to the principalship because of a perceived weakness in their required skills, a 

perceived unsuitability for the position based on the requirements posted, and 

misalignment with their professional goals. These three factors are unique to this study. 

The district leadership team data provided two important reluctance factors not noted in 

the teacher or school administrator data or the literature. From their perspective, they 

noted that many teachers in PEI were interested in furthering their education and training 

for the purposes of enhancing their pay but not for the opportunity to be eligible for the 

principalship and were moreover reluctant to consider the position even though they were 

185 



getting much closer to meeting the requirements. The discussions the district leadership 

team had with these teachers led the team to acknowledge that there was a fear of the 

unknown or a lack of confidence among teachers when contemplating the principalship. 

These issues will be discussed in the next section. 

Conclusions 

The purpose of this study was to investigate the factors that impact on the 

principalship aspirations of teachers in PEI schools. The conceptual framework helped to 

shape the work by organizing the factors into three categories. As a result, supporting 

questions for this research asked about Motivational, Experiential and Reluctance factors 

at play in this case. The data provided in this investigation identified a significant list of 

factors relating to and affecting the decisions PEI teachers make in their principalship 

aspirations. 

Since only a small number of teachers indicated that they were motivated to 

aspire to the principalship, motivational factors were few, and none were reported from 

the data that were unique to those seen in the literature. Factors such as career 

advancement or setting and reaching career goals, looking for greater opportunities or 

challenges as well as financial incentives that were seen to be satisfied by attaining a 

principalship position, motivated few PEI teachers in this study. 

Experiential factors identified in this study were reported to be part of an informal 

process only and available on a limited basis. Teachers reflected on the leadership 

examples set by the principals with whom they have worked; however, although there 

was a high level of respect and recognition of the work principals do, this relationship did 

not provide much insight into the job itself. In some cases, teachers were encouraged to 
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take advantage of short term administrative replacement opportunities or to seek out 

leadership positions along an incoherent pathway in the hopes that they might be enticed 

to further investigate opportunities or position themselves to be as prepared as possible 

for principalship positions in which they may be or may not be interested, deemed 

suitable, or be eligible to apply. Those who indicated an interest in pursuing the 

principalship acknowledged that this was how things happened in the province and were 

actively pursuing such opportunities while others saw this as disjointed and uninviting or 

in some cases, were not even aware that this was how things happened and were thus 

unsure as to how to proceed. 

Reluctance factors were the most common offering from respondents. Many of 

the reluctance factors reported in this research were similar to those in the literature but 

some were unique to this case. The teachers involved directly, as well as those whose 

conversations with their school administrators and district leadership team members were 

reflected upon in this study, were for the most part, reluctant to aspire to the role of 

school principal. Researchers who have reported on a perceived lack of support as a 

reluctance factor (IEL, 2000; Brookings et al., 2003; IPPN, 2006) noted that this 

manifests itself in many ways. In this study perceived lack of support was seen in the 

uncertainty of teachers about the details of the job and the unclear pathway to pursue the 

position. In most cases, teachers' knowledge about the principalship came from limited 

experiences or perspectives. Their understanding of what the role involved was unclear, 

their possible pathway to the principal was unstructured, and the perceived negatives of 

the position greatly outweighed the positives. 
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The data for this research clearly indicated that most teachers in PEI are reluctant 

to apply to the principalship because of a perceived weakness in the required skills, a 

perceived unsuitability for the position based on the requirements posted, and 

misalignment with their professional goals. This often manifests itself as a fear of the 

unknown or a lack of confidence among teachers when they are contemplating the 

principalship. 

Recommendations 

It was a great privilege for me to talk to educators in PEI about this topic in this 

format, and I was continually impressed with their interest, candor and sincerity. They 

shared many thoughts and feelings with me, and as a researcher it was an honor to be part 

of those conversations. When reflecting not only on the data but also on the process, I 

kept returning to the idea that teaching is a very important leadership role in the 

education system. Building on this as it does, being the leader of teachers, as a school 

principal, is a particularly important role. It is important to note that the following 

recommendations have a strong sense of partnership embedded in the ideas that a more 

formal approach is needed and wanted by those who were involved in this study. The 

recommendations included here are provided with the utmost respect for everyone in the 

education system in the province of PEI. 

To the teachers: 

Many of the participants in this study acknowledged that teaching is a leadership 

role but that nurturing those teacher leader skills with an eye to larger, formal leadership 

roles within the PEI school system, in particular the principalship, is an unstructured and 

poorly publicized process. It is often left to the teacher to seek out opportunities or to the 

individual school administration to create an environment where these skills are 
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acknowledged and nurtured. This study provides the following recommendations to PEI 

teachers: 

1] It is recommended that teachers continue to value the concept of 'teacher as 

leader' and continue to learn, formally and informally, how to be the best possible teacher 

leader for as long as they remain in that role. 

2] It is recommended that they look for other or additional leadership roles within 

their school or education system in which they can contribute their time and talent to 

ensure the best possible educational experience for all students. 

3] It is recommended that they support the development of a formal succession 

plan for their school board so that their formal leaders will be identified, nurtured, and 

prepared for leadership roles in the system. 

To the School Administrators: 

The school administrators in this study noted many examples of informal 

opportunities they were provided or have provided to others in an effort to encourage 

leadership aspirations among teachers. Those who currently provide these opportunities 

are to be commended for their efforts. It was clear from the responses of participants in 

this study however, that these informal efforts are not the best way to continue to identify 

principalship candidates. This study therefore provides the following recommendations to 

PEI school administrators: 

4] It is recommended that school administrators support and be involved in the 

development of a formal succession plan for school administrators in the province. 
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5] It is recommended that they continue to provide leadership opportunities, with 

support and feedback, within their schools to those teachers indicating an interest in 

school administration. 

6] It is recommended that they embrace a leadership style that shares the 

leadership in the school, demystifies the formal leadership positions in the school, and 

nurtures the potential leaders on staff. 

To the District Leadership Teams: 

The ESDLT members who participated in this study provided similar sentiments 

to those of the school administrators. This is understandable since each of them had 

experience in that role prior to their assignment at the board level. The additional 

perspective on teacher aspirations they provided from their board-level leadership role 

acknowledged that this role provides them with significant influence over the 

identification and promotion of teachers to the principalship. As such, they noted in this 

study that many teachers lack understanding of the pathway to the principalship in PEI 

and that opportunities must be provided to teacher leaders if their leadership career is to 

develop. This study provides the following recommendations to PEI District Leadership 

Teams: 

7] It is recommended that PEI School District Leadership Teams partner in the 

development of a formal succession plan for school administrative positions in the 

province. This includes the development of a formal, structured pathway to the 

principalship, a professional development program for aspiring principals, an 

administrative certification program for school administrators, and a communication 
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strategy to inform all education stakeholders of the requirements for, and pathways to the 

principalship. 

To the Boards of School Trustees: 

Although this group of stakeholders (and the following two groups as well) was 

not part of this study, I have had some experience working with the Board of School 

Trustees in the three different districts in which I have been employed. The trustees are 

responsible for the development and review of board policy in many areas that influence 

district operations. Their role could and should be significant and so the following 

recommendation is included. 

8] It is recommended that the Boards of School Trustees support, specifically 

through policy development, the creation of a formal succession plan for school 

administrators in their districts. 

To the Faculty of Education at the University of Prince Edward Island: 

The Faculty of Education has indicated through a variety of initiatives over the 

past number of years that they are able and interested in being a partner in providing 

quality education to the province's school system. I have worked closely with the faculty 

on a number of these initiatives and as a result make the following recommendation: 

9] It is recommended that the UPEI Faculty of Education support and be involved 

in the development of a formal succession plan for school administrators in the province, 

specifically in a partnership role in the development and delivery of a professional 

development program for aspiring principals and administrative certification for school 

administrators. 
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To The Department of Education and Early Childhood Development: 

The provincial Department of Education and Early Childhood Development 

naturally plays a very important role in the province's school system. For this reason, the 

following recommendation is included: 

10] It is recommended that the Department of Education and Early Childhood 

Development support and be involved in the development of a formal succession plan for 

school administrators in the province, specifically in a partnership role in the 

development and delivery of a professional development program for aspiring principals 

and an administrative certification for school administrators. 

Implications 

This study focused on the factors influencing teachers in their consideration of a 

principalship position. The lack of a principalship preparation or a certification program 

in the province may be preventing the best candidates from embarking on the path to the 

principalship. The minimum requirements now in place for the principalship positions 

place many teachers in a position that eligibility may be easily attainable, but their lack of 

preparedness for such a significant career change gives many of them pause. Evidence 

from the research suggests at least eight themes in need of further inquiry in order to 

develop a more comprehensive appreciation for the factors influencing teachers in PEI 

with regard to their principalship aspirations. These themes are: 

1] Understanding teacher leaders. What are the career aspirations of the teacher 

leaders in schools? What do they want and need? 

2] Effectiveness of district/university/government/other partnerships in the 

development of principal professional development and principal certification programs. 
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What are the best ways to proceed for a jurisdiction lacking in these formalized 

programs? 

3] Effects off ormalized identification, recruitment, and training of potential 

principals. What are the most effective practices in developing a pool of potential school 

leaders? 

4] The changing nature of the principalship. Is the role of the principal becoming 

too difficult for one person and should formalized school leadership be re-examined to 

meet the current demands? 

5] A strategic approach to succession planning. Is it more than just job 

replacement? What is involved in a strategic approach to recruit, develop, and retain 

individuals with a range of leadership competencies? 

6] Level specific inquiries. Are the aspirations of elementary, middle and high 

school teachers different? 

7] Age specific inquiries. Is there a 'window' in a teacher's career in which 

principalship or other formal leadership aspirations are heightened? 

8] Gender specific inquiries. Are there issues which hinder or enhance career 

advancement for female teachers and/or male teachers? 

Final Thoughts 

I began this project to investigate the principalship aspirations of PEI teachers 

because it was a topic in which I had a lot of interest. Throughout my teaching and 

administrative career I had many conversations with teachers and vice-principals who I 

felt could become very good school principals. The reluctance I heard from them 
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concerned me. I turned to the Faculty of Education at the University ofNew Brunswick 

for assistance. I am grateful for their support. 

The role of school principal is a difficult job. It is becoming more difficult as the 

stakeholders in public education increasingly point to the academic success of students as 

a strong indicator of the economic and social health of our society. Prince Edward Island, 

although not as immersed as other jurisdictions in the regime and results of standardized 

tests, is not immune to scrutiny provided by the public and others when results of the 

Programme for International Student Assessment (PISA) and related international testing 

are published. Every stakeholder appears to have a plan for student academic 

improvement and often that plan involves more work and higher expectations for the 

school principal. 

The school principal is seen as the second most influential factor, after teachers, 

in the success of students. There is certainly a level of status and even respect that comes 

with the job but the pressures to perform, conform, inform, and reform are ever present. 

As a result, those teachers in PEI schools who may well have the potential to be very 

good principals are, for the most part, reluctant to aspire to the principalship. 

To be a successful principal requires a lot of experience, training, preparation, 

confidence, and risk taking. This package of characteristics may often be incomplete in 

many aspirants. They need a pathway that will help them see the principalship as 

attainable and doable. The recommendations presented here come from the conversations 

I was privileged to have with teachers, school administrators, and school district leaders. I 

look forward to continuing these conversations as the stakeholders in public education in 
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Prince Edward Island work together to get the best people as well prepared and supported 

as possible to take on one of the most rewarding jobs in education. 
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Eastern School District 
234 Shakespeare Drive 
Stratford PE CIA 8V7 

(Name) _________ _ 
Superintendent of _______ _ 

Dear ----------

APPENDIX A 
Letter to School Boards 

I am writing this letter to request permission to conduct research within the School 
District. The research is part ofmy PhD program being conducted with the University ofNew Brunswick's 
Faculty of Education. The purpose of my research is to investigate the factors that influence the decisions 
Prince Edward Island teachers make to apply or not to apply for principalship openings. 

This research proposal for this study has been approved by my program advisory committee and 
UNB's Research Ethics Committee, copy letters from both of which are attached. If you would like 
additional information about my study you can contact me at (902) 569-1717 / demcisaac@gov.pe.ca, my 
supervisors, Dr. Kirk Anderson andersk@unb.ca (506) 447-3343 or Dr. Ken Brien kbrienl@unb.ca at 
(506) 452-6213. 

If you are willing to grant approval for schools in your district to participate in this study, would 
you please sign below and return your consent to me at the address below. You are free to withdraw from 
the study at any time if you wish, and all information received will remain strictly.confidential. 
Sincerely, 

Dale Mclsaac 
992 Donagh Rd. 
Charlottetown PE CIA 7J8 
demcisaac@gov.pe.ca 
902 569-1717 

••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••• 
Dale Mclsaac has explained the purpose and nature of his research to me and I am willing to grant my 
approval for this school board to participate in his study. I understand that I am free to withdraw from the 
research at any time, and that all data gathered from teachers, administrators and District leadership team 
personnel will remain in the strictest of confidence. 

Signature Date 

Yes, I would like to receive a final copy of Dale Mclsaac's research findings. My contact information is: 

Address: Email: 
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Date ----
Dear Colleague, 

APPENDIXB 
Letter to Colleagues 

As part of my research on the principalship I have found reports that I feel are very relevant to you 
and your profession. Much research done in the area of school leadership and the impact of it on student 
achievement is pointed in its conclusions. Leithwood and Jantzi, (2006) find that the principal of the school 
can account for up to 20% of a school's impact on student achievement. The principal' s role has been 
expanded to include significant responsibilities for the instructional leadership in schools, to ensure that all 
children achieve to meet high standards, and that the needs of children with disabilities are satisfied 
(DiPaola & Tschannen-Moran, 2003). 

Some research suggests that there is an emerging crisis in recruiting and retaining school 
administrators. The corresponding demand for assistant principals and principals in many parts of the world 
is at an all time high. This may be evidenced in reports from the United Kingdom (Draper & McMichael, 
2003; IPPN, 2006), Australia (Dorman & d' Arbon, 2003; Lacey, 2003), New Zealand (Evans, 2002: 
Brookings, Collins, Court & O'Neill, 2003), Asia (Stott & Zhang, 2003), and Canada (Bognar & 
Associates, 1997,: McColl, 1999: Reniham, 1999: Dibbon, 2003: Williams, 2003). All report issues of 
quantity and/or quality in the supply of trained school administrators. The difficulty of attracting candidates 
into initial administrative positions such as the assistant principalship and the principalship itself is a 
growing concern, well documented in the United States (ERS, 2000; IEL, 2000; DiPaola & Tschannen
Moran, 2003; Mulford, 2003; Shen, Cooley & Wegenke, 2004; Whitaker & Vogel, 2005). A web search by 
this researcher using the phrase 'school administrator shortage' produced 489,000 hits! 

I am writing as a doctoral student to invite you to participate in my research project that aims to 
shed light on the situation in PEI schools. You are invited to participate in a focus group of your peers to 
share your thoughts on the role of the school principal, your interest in the principalship and factors that 
influence you and your colleagues' thoughts or decisions about applying for a principal position. 

The 60-90 minute focus group will take place at a location and time convenient to you. The focus 
group discussions will be audio-recorded so that the transcribed notes accurately reflect members' 
comments and language All audio cassettes, notes, and the typed copies will be secured in a locked cabinet 
accessible only to me, Dale Mcisaac. Focus group members names and any information which could 
identify them will be removed and only the members of your group and I will know your contributions to 
the study. All information shared will remain strictly confidential. Participation in the study will be 
completely voluntary and focus group members can withdraw at any time during the study. Focus group 
members will be able to review the transcribed notes and will receive a summary of the research findings. 
Focus group members may also request a copy of the final research report on the bottom of the Informed 
Consent form (Appendix D). 

If you would like to be involved please complete the attached invitation (Appendix D) and the 
Informed Consent Form (Appendix C) and email it to me, demcisaac@gov.pe.ca or in the courier to 
Bluefield High School. I will be in contact with you soon after receiving these documents. 

The superintendent of your school board has approved this study. This research proposal for this 
study has been approved by my program advisory committee and UNB's Research Ethics Committee, copy 
letters from both of which are attached. If you would like additional information about my study you can 
contact me at (902) 569-1717 / demcisaac@gov.pe.ca my supervisor Dr. Ken Brien kbrienl@unb.ca at 
(506) 452-6213 or the Associate Dean of Graduate Studies Dr. Kirk Anderson andersk@unb.ca (506) 447-
3343. 

Sincerely, 
Dale Mcisaac 
992 Donagh Rd. 
Charlottetown PE CIA 7J8 
demcisaac@gov.pe.ca 902 569-1717 
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APPENDIX C 

Informed Consent for Focus Group 

I understand that I am being asked to participate in a 60-90 minute focus group 
with 5-7 colleagues and Dale Mcisaac for a research study to identify the factors that 
influence educators's decisions to apply for principal positions. I have read the 
information provided in Appendix B and all of my questions about this research have 
been answered by Dale Mcisaac to my satisfaction. I understand my rights as a focus 
group member as outlined in Appendix B. If selected, I would like to participate in 
this study. 

Participant (signature) Date 

I, Dale Mcisaac, have explained the purpose of this research study to the best of 

my ability. I have answered __________ 's questions to his/her satisfaction 

regarding participating in this project. 

Researcher (signature) Date 

Please check: 

_____ I would like to receive a copy of the transcription to review. 

_____ I would like to receive a copy of the research outcomes. 

My contact information is: 

Civic Address: Email 
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APPENDIXD 

Participant Information Form 

Dear Island Educator: 

You are invited to take part in an educational research project now being conducted in the 
province of PEI. Dale Mcisaac, a doctoral candidate at the University of New Brunswick, 
will be conducting focus group interviews and one on one interviews as part of his data 
collection for his dissertation entitled "Factors Influencing Teachers' Aspirations to the 
Principalship in Prince Edward Island Schools". The study requires participation from 
teachers at all levels of experience and leadership interests/aspirations. He would 
welcome your involvement and asks that you complete the following demographic 
sentence and reply with your contact information as an indication of your willingness to 
be contacted for participation. This reply should be returned via email to Mr. Mcisaac at 
demcisaac@gov.pe.ca in the next two weeks. He will be contacting participants between 

I ama: 

female male 
teacher (_K-6 or_7-12) 
department head 
vice-principal ( _ K-6 or_ 7-12) 
principal (_K-6 or_7-12) 
district leadership team member 

With: __ years total teaching/administration experience. 

I would be willing to participate in: 

__ a focus group session 
a one on one interview 
either format 

I understand that my participation in the focus group interviews as part of this research 

project is strictly voluntary but very much appreciated. I would be willing to travel to_ 

Summerside or _ Charlottetown to take part in a 60 - 90 minute focus group 

session. 

Name: ----------------

Ph: (work) _______ (other) _______ _ 

Email: ---------------------
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APPENDIXE 

Transcriptionist Confidentiality Form 

I, , agree to transcribe the audio 

taped focus group from Dale Mclsaac's research project. I will not be told the names or 

any details about the participants. I will transcribe one copy of each audio taped focus 

group which will be returned along with the tape to Dale Mcisaac. I understand that all 

information is strictly confidential and I agree that I will not disclose any information 

heard on the tapes. There will be remuneration for transcribing the tapes. 

Signature: ------------- Date: ---------

Researcher: Date: ------------ ---------
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1] Introductions: 

APPENDIX F 

Interview Questions 

(Teachers) 

We will begin today's discussion with a set of introductions. In tum, please tell 

the group your name, teaching and/or administrative assignment, grade or level at which 

you are currently working, years of experience, and, if applicable, your administrative 

aspirations. (Pass around a prompt card) 

2] What factors do you feel influence or come into play when you and/or other teachers 

consider aspiring to become a school principal in PEI? 

3] What other comments would you like to share on this topic? 

4] Are there any final comments on the topic or process anyone would care to make at 

this time? 

5] Are there any final questions? 
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APPENDIX G 

Interview Questions 

(School Administrators and District Leadership Team) 

1] Introductions: 

We will begin today's discussion with a set of introductions. In tum, please tell 

the group your name, teaching and/or administrative assignments you have had, grade or 

level at which you are currently working, years of experience, and, if applicable, further 

administrative aspirations. (Pass around a prompt card) 

2] Who or what inspired you to apply for positions as a school administrator? 

3] What factors do you feel influence or come into play when you and/or other teachers 

consider aspiring to become a school principal in PEI? 

4] What other comments would you like to share on this topic? 

5] Are there any final comments on the topic or process anyone would care to make at 

this time? 

6] Are there any final questions? 
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APPENDIX H 

Principalship Requirements 

P E I T F Memorandum of Agreement 

The Minimum requirements to be eligible for a principalship in PEI schools are: 

1] At least seven (7) years teaching experience 

2] Teachers' Certificate VA or above 

3] One course in Educational Administration 

Email communication with the Nova Scotia Teachers' Union 

Each Board will post what it considers to be the qualifications they require depending on 
the position/level. In practice, almost every posting will set the qualifications as a 
Masters in School Administration or equivalent with 5 years of administration 
experience. They may require the person to be bilingual depending on the assignment and 
often state that preference will be given to those who have completed a Board sponsored 
Adm. Mentorship. 

Bill Redden, Executive Director 
Nova Scotia Teachers Union 

Email communication with the Newfoundland and Labrador Teachers' Association 

Most ads for administrators will say Education degree, teaching experience and proven 
leadership required, and Masters in Educational Administration or related post graduate 
degree preferred. 

Don Ash 
Assistant Executive Director/ 
Director Benefits & Economic Services 
709-726-3223/1-800-563-3599, ext. 231 
email at dash@nlta.nl.ca 

Email communication with the Ontario Principals' Council 
By minimum requirements, are you referring to the qualifications you require to become 
a principal? If so, see below. 

A member in good standing with the Ontario College of Teachers 
Teacher's certificate 
An acceptable postsecondary degree 
Qualifications in three divisions (one of which must be Intermediate) 
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Five years of successful classroom teaching experience in elementary or 
secondary education 

And one of: 
two specialist, or 
one specialist and a half master's degree, or 
a master's degree that required completion of at least 30 graduate 
postsecondary credits or their equivalent, or a doctorate, or 
at least 30 graduate postsecondary credits or their equivalent 

Sarah LeBlond 
ONTARIO PRINCIPALS' COUNCIL 
180 Dundas Street West, 25th Floor 
Toronto, Ontario MSG 128 
Phone: 416-322-6600, Ext. 267 or 1-800-701-2362 
Fax: 416-322-6618 

Email communication with the British Columbia Principals' and Vice-Principals' 
Association 

I believe you will find everything you need on this page: 

http://www.makeafuture.ca/ career-resources/ overview /teachers-administrators/principal
vice-principaV 

Certification and Qualification Details 

A Master's or equivalent degree in a relevant field and senior educational leadership in a 
school system may be required. Eligible membership in the Ministry of Education's 
Teacher Regulation Branch is necessary to be appointed to this position. Some Principals 
may be members of associations such as BC Principals' & Vice-Principals' Association, 
or other local Principal and Vice-principal associations. 

Richard Williams 
BCPVPA 
Manager, Communications 
604-689-3399 
800-663-0432 
Website: http://www.bcpvpa.bc.ca 
Twitter: http://www.twitter.com/bcpvpa 
YouTube: http://www.youtube.com/bcpvpavideos 
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Curriculum Vitae 

Mr. Dale Mcisaac 
992 Donagh Rd. Rte. 257 Donagh, PE ClB OX2 

902 569-1717 (h) 902 393-0974 (c) 
demcisaac@gov.pe.ca 

EDUCATION 

2015 PhD (Educational Administration) University ofNew Brunswick 
Dissertation: Factors Influencing Teachers' 
Aspirations to the Principals hip in PEI Schools 

2008 Diploma in University Teaching University ofNew Brunswick 

2001 M Ed. (Leadership and Learning) University of PE I 
Thesis: The Relationship 
Between Involvement in High School Sport 
and Academic Achievement 

1985 B Ed. (Physical Education) University of New Brunswick 

EMPLOYMENT 

2011 - present Teacher/ Athletic Director Colonel Gray Senior High School 
Charlottetown PE 

2004-2010 Principal Bluefield High School 
Hampshire PE 

2001-2004 Principal East Wiltshire School 
Cornwall PE 

1999- 2001 Principal Georgetown Elementary School 
Georgetown PE 

1995 - 1999 Teacher/ Athletic Director Montague Regional High School 
Montague PE 

1990- 1995 Teacher Montague Int. / Sr. High School 
Montague PE 

1985 - 1990 Teacher Upper Miramichi High School 
Boiestown NB 



LEADERSHIP ACTIVITIES 

2009 - 2010 Chair of the PEI High School Principals' Association 

2005 - 2010 Chair of the Eastern School District Principals' Professional Development 
Committee 

2007 - 2008 Chair of the PEITF Cyber Conduct Review committee 

2004 - 2008 Executive Member of the PEI School Athletic Association 

2005 - 2008 Co-chair of Bluefield High School's School Development Committee 

2000 - 2004 Executive member of PEI Physical Educators Association 

2000 - 2004 Board of Directors ofCAHPERD (Physical and Health Education Canada) 

PROFESSIONAL ACTIVITIES 

2007 - 2008 Member of the PEI High School Organization Review committee 

2002 - 2006 Mentor for three new ESD principals through the Beginning Principal 
Induction Program 

2001 - 2004 Member of Beginning Teacher Induction Planning Committee 

2002 - 2004 Member of Beginning Principal Induction Planning Committee 

1999 - 2010 Professional Development presentations to the ESD trustees, WSB 
teachers, WSB vice-principals, ESD teachers, ESD principals, ESD vice
principals, PEIHSF, Department of Education and Early Childhood 
Development staff and management team 

RESEARCH INTERESTS 

Educational Leadership, Change Theory, Curriculum and Program 
Development, Professional Development, Assessment for Learning, 
School Culture, Team Building. 
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