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Abstract 
 
 

Prior to 1989, in New Zealand, very few women were represented in senior 

leadership positions in schools, especially co-educational secondary schools. 

Following the 1989 Education Act, commonly referred to as the 'Tomorrow's 

Schools' legislation, women began to be appointed in increasing numbers to school 

principalships. In New Zealand, as in other western democracies where New Right 

ideologies have impacted on educational policy, the role of the school principal has 

become more demanding and complex. If principals are to be supported in this role, 

it is considered important that the knowledge and experiences which influence their 

professional practice are better understood so that professional development 

programmes are targeted appropriately. 

 

This study builds on previous studies of women's experiences of leadership in 

education (Neville, 1988; Shakeshaft, 1989, 1995; Strachan, 1991, 1997; Court, 

1992; Ozga & Walker, 1995; Hall, 1996; Coleman, 1996, 2000; Ah Nee-Benham & 

Cooper, 1998; Henderson-Kelly & Pamphilon, 2000; McCarthy, 2001; McLay & 

Brown, 2001) but has as its focus, the sources of influence on five women principals' 

practice. It has a complementary focus to McLay's and Brown's (2001) study of 

women headteachers in UK independent secondary schools. They investigated the 

women's formal training but also sought to find out what life experiences might have 

prepared them for the role of leading a school. Ah Nee-Benham's and Cooper's 

(1998) narratives of minority women in school leadership positions in the United 

States provided the inspiration for this study of five New Zealand principals. While 

the women in this study are not 'voices from the margins' as are the women in Ah 

Nee-Benham's and Cooper's study, through the use of narrative and other qualitative 

methods, their individual accounts capture the voice of experience which is too often 

missing from the educational leadership literature (Ah Nee-Benham & Cooper, 1998; 

Heck & Hallinger, 1999; Southworth, 2001). The women's stories add collectively to 

an emerging literature base which seeks to unravel how leaders actually think and 

work.  
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This study specifically examines five women principals' personal theories and beliefs 

about leadership and investigates how their personal histories and career experiences 

have influenced their professional knowledge and practice. The research methods 

reflect a commitment to understanding the women's experiences from their 

perspectives and their stories are seen as providing a window into what they know. 

Methods such as concept mapping, open-ended unstructured interviews and annals 

(snake diagrams) help unpack their personal theories about leadership as well as 

assist understanding of the influence of their personal histories and professional 

experiences.  

 

The educational leadership literature provides a useful starting point to analyse the 

first part of the research question regarding the women's conceptions of leadership. 

The literature acknowledges various approaches to leadership, three of which may be 

called 'moral/critical', 'people-centred' and 'corporate managerial'. Respectively, they 

each have 'world-views' which emphasise 'ideals', 'people' and 'efficiency'. In this 

study, I aim to identify what 'world-views' underpin the women's conceptions of 

leadership but also how they have constructed these concepts. The different needs of 

each of their schools in association with the principals' own backgrounds and values 

systems have strongly influenced their varying conceptions of leadership. While on 

one level their beliefs are unique, on another, they reveal some common themes. The 

principals are people-focussed but this commitment is underpinned by deeply held 

ideals about the purpose of schools enriching lives. Efficient management systems 

are seen as important supporting concepts to assisting people and accomplishing 

ideals.  

 

In order to answer the second part of the research question regarding how the 

women's personal histories and professional experiences have influenced their 

professional knowledge and practice, this study drew on the findings of an Australian 

study which investigated the sources of influence on teacher knowledge in action 

(McMeniman, Cumming, Wilson, Stevenson & Sim, 2000). It provided the platform 

and focus for the current study of women principals. 
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A key finding of this study is that the women's beliefs and practices have been 

influenced by both their personal histories and various career experiences which have 

assisted them to grow professionally. Central to their learning from these 

experiences, however, is the way in which the individual interprets or filters 

experience and actively constructs meaning. Principals' knowledge bases are socially 

constructed but mediated by their personal theories. Learning from experiences in the 

workplace has a critical influence especially if it is scaffolded by experts (Billett, 

2001) or if there is a community of practice (Wenger, 1998, 2000) encouraging 

participation. When this learning is augmented by various research access points 

(McMeniman et al., 2000) such as critical dialogue with peers, in-service education 

and formal postgraduate studies, it potentially has a direct and daily influence on 

principals' practice. 

 

Although this study is limited to an analysis of five women principals, the 

commonalities in the sources of influence on their practice, lead one to suggest that 

the findings may have relevance for other principals, both male and female, and 

possibly other practitioners. 
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Chapter 1 
 
 
 

Nature and purpose of this study 

 
Ma te mohio ka ora: 

Te ora ka mohio 

Through learning there is life: 

Through life there is learning 

 

1.1 Contextual background to the study 

'Ma te mohio ka ora: Te ora ka mohio', or 'Through learning there is life: Through life 

there is learning'. It seems appropriate to quote this whakatauki, or Maori proverb, at the 

beginning of this study of five women principals in Aotearoa/New Zealand. Firstly, it 

acknowledges the national context for their leadership which is Aotearoa/New Zealand. 

While each of the subjects is pakeha (a Maori term for New Zealanders of European 

descent), the national context for their leadership is a country which recognised in 1840, 

through the signing of the Treaty of Waitangi, the founding principle of a partnership 

between the British Crown and the indigenous Maori. Secondly, the whakatauki 

encapsulates the spirit of enquiry of this study which sets out to investigate how the 

whole of life experiences of the women have influenced their conceptualisation of 

leadership and their professional practice. A key finding of the study, in fact, is that 

each of the women's practice has been influenced by both their personal histories and 

various career opportunities which have enabled them to grow professionally. 

 

My interest in researching female leadership experience was in part fuelled by a 

curiosity as to why there were so few women scholars listed in the educational 
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leadership reading lists. As Jones, Marshall, Matthews, Smith and Smith (1995) 

observe, knowledge which is a product of [men's] experiences and history is passed off 

as a world view which encapsulates all human experience' (p138). Very often the voices 

which are heard are men's. In following my research interest into women's experience of 

leadership, I discovered many women scholars (Jill Blackmore, Joanna Cooper, Marian 

Court, Alison Jones, Brigid Limerick, Karen Seashore Louis, Mollie Neville, Jenny 

Ozga, Jan Robertson, Charol Shakeshaft, Jane Strachan, to name only some) who are 

writing about aspects of educational leadership. I 'discovered' feminist research in which 

women's experiences are given centrality rather than merely adding women to the 

process. In my research study therefore, I wanted to acknowledge women's experiences 

and beliefs about educational leadership and look, in an holistic way, at the influence of 

women's personal histories and career experiences on their beliefs about their 

professional practice. 

 
The external context for women's practice in New Zealand has been influenced by the 

impact of the 'Tomorrow's Schools'1 legislation which resulted in 'self-managing 

schools'. Prior to 1989, very few women were represented in senior leadership positions 

in schools, especially co-educational secondary schools where women tended to be 

relegated to the role of senior mistress in the hierarchy. From 1989, however, women 

began to be appointed in increasing numbers to school principalships, although recent 

studies of school leadership in both the UK and New Zealand reveal that women remain 

under-represented at head or deputy level, despite the increasing feminisation of the 

teaching force (Kelly & Thornton, 2000; NZEI, 2000). 

 

In New Zealand, as in other western democracies where New Right ideologies have 

impacted on educational policy, the role of the school principal has changed and there 
                                                 
1 'Tomorrow's Schools' is the term which is commonly used to refer to the changes occurring in New 
Zealand schools following the passing of the 1989 Education Act. 
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are very public expectations of the individuals who carry out this demanding and 

complex role (Dunford, Fawcett & Bennett, 2000; Russell, 2001). If principals are to be 

supported in their role, it is considered important that the knowledge and experiences 

which influence their professional practice are better understood so that professional 

development programmes are targeted appropriately. 

 

This study adds to previous studies of women's experiences of leadership in education 

(Neville, 1988; Shakeshaft, 1989, 1995; Strachan, 1991, 1997; Court, 1992; Ozga & 

Walker, 1995; Hall, 1996; Coleman, 1996, 2000; Ah Nee-Benham & Cooper, 1998; 

Henderson-Kelly & Pamphilon, 2000; McCarthy, 2001; McLay & Brown, 2001) but 

has as its focus, the sources of influence on five women principals' practice. McLay's 

and Brown's (2001) research has a complementary focus to the present study. McLay 

and Brown investigated the formal training undertaken by women headteachers in UK 

independent secondary schools, but also sought to find out what life experiences might 

have prepared them for the role of leading a school. 

 

The women in the current study hold principalships in a variety of schools from both the 

primary and secondary sectors. Two of the women work in urban primary schools; one 

a small, low decile2 Years 1-8 multicultural school, the other a medium sized, high 

decile Years 1-8 school. One of the women is principal of a large independent school 

which is co-educational and has enrolments spanning kindergarten to Year 13. The 

remaining two women are principals of secondary schools; one a large co-educational 

school, the other, a small girls' school. The wide range of school situations was 

deliberate as I was keen to explore what differences may occur amongst the women's 

                                                 
2 'Decile' relates to the socio-economic status of a school. A low decile (1-2) means low socio-economic 
status while high decile schools (9-10) have high socio-economic status. 
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conceptualisation of their practice and the influences on this, but also, I wished to 

ascertain if there were commonalities.  

 

1.2 Purpose of the study 

The study investigates how five women principals conceptualise their practice as 

educational leaders and from this, how their personal histories and professional 

experiences have influenced their professional knowledge base and practice. 

 

In the educational leadership literature, various approaches to leadership are 

acknowledged. Three of these approaches may be called 'moral/critical', 'people-centred' 

or 'corporate managerial'. Respectively, they each have 'world-views' which emphasise 

'ideals', 'people' or 'efficiency'. In this study of five principals, I aim to identify what 

'world-views' underpin their conceptions of leadership. In the literature, for example, 

there is a suggestion that female leaders tend to be people-focussed (Gilligan, 1982; 

Shakeshaft, 1989, 1995; Helgesen, 1990; Sergiovanni, 1992; Ozga & Walker, 1995; 

Enomoto, 1997; Henderson-Kelly & Pamphilon, 2000; Coleman, 2000; McLay & 

Brown, 2001). Similarily, several writers refer to the increasing managerial focus which 

accompanies self-managing schools. (Ball, 1993, 1994; Blackmore, 1996; Zeegers, 

1996; Burke, 1997; Smyth, 1997; Williams, Harold, Robertson & Southworth, 1997; 

Wylie, 1997a, 1997b; Peachey, 2000; Russell, 2001). While these emphases in the 

literature are useful for analysing how the women conceptualise their leadership, it is  

considered important that further evidence from practice reveals what leaders actually 

think and do as much of the literature theorises in broad terms about different 

perspectives (Southworth, 2002).  
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Ah Nee-Benham's and Cooper's (1998) narratives of minority women in school 

leadership positions in the United States provided the inspiration for this study of five 

New Zealand principals. While the women in this study are not 'voices from the 

margins' as are the women in Ah Nee-Benham's and Cooper's study, through the use of 

narrative and other qualitative methods, their individual accounts capture the voice of 

experience which is too often missing from the educational leadership literature. The 

women's stories add collectively to an emerging literature base which seeks to unravel 

how leaders actually think and work.  

 

A professional's knowledge base is highly permeated by personal experience. How 

professionals respond or react to situations is influenced by their belief systems, 

therefore, it is considered important to know how they construct their beliefs. While the 

educational leadership literature has not emphasised to any great extent how principals 

socially construct their professional knowledge base, by comparison, the literature on 

how teachers add to their knowledge base has a longer tradition beginning with Dewey 

(1904/1974). For this reason, an Australian study which investigated the sources of 

influence on teacher knowledge (McMeniman, Cumming, Wilson, Stevenson & Sim, 

2000) provided the platform and focus for the current study of women principals.  

 

Methods such as concept mapping, open-ended unstructured interviews and annals 

(snake diagrams) assist understanding of how principals develop their personal theories 

about leadership. Concept maps and snake diagrams facilitate women's reflections and 

provide a useful strategy to unlock their stories. While on one hand, each woman's 

account is 'unique', reflecting her individual life experiences, on another level, there are 

common experiences and influences.  
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Using an adaptation of a categorisation of sources of influence on professional practice 

developed by McMeniman et al. (2000), it is possible to classify the sources which have 

influenced principals' practice and gain a collective understanding of how principals 

maintain, or add to, their knowledge base. If school principals are to be better supported 

to carry out their demanding and complex roles, it is important that more is known 

about how they update their professional knowledge and, significantly, what strategies 

may assist them to avoid the stress and burnout which have led to observable numbers 

leaving the profession.  

 

Currently in New Zealand, much rhetoric is heard from politicians and others regarding 

the need for New Zealand to develop a 'knowledge society'. It may be argued that high 

quality teaching and learning in our schools is fundamental to achieving this. If schools 

are to become genuine 'learning communities' which encourage lifelong learning, school 

principals need to be 'lead learners'. Relevant professional development opportunities 

are central to achieving this goal. Implications arising from the current study include 

identification of forms of professional development which will assist principals' 

learning. Although women are the subject of this study, it is considered that the findings 

may apply in many cases to men principals also. 

 

1.3 Significance of the study 

The present study builds on previous studies which examine women's experience in 

educational leadership. The women's accounts, individually and collectively, contribute 

to an emerging literature base which seeks to unravel how leaders actually think and 

work. Through its emphasis on the whole of life experiences of women and its use of 

qualitative methods, it provides deep data which have been scarce in much of the 

educational leadership literature (Ah Nee-Benham & Cooper, 1998; Heck & Hallinger, 
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1999). This study is significant in that it identifies the sources of influence on the 

professional knowledge base and practice of five women principals. The findings have 

the potential to contribute to a better understanding of the influences on principals' 

practice. From this, it is envisaged that more targeted, relevant professional 

development may be made available for principals as 'lead learners' in their schools. 

 

1.4 Research design 

Figure 1:1, Research Design, presents the conceptual and methodological framework for 

this study of the sources of influence on the professional practice of five women 

principals in Aotearoa/New Zealand. 

. 



 
8 
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The major components included in Figure 1:1 and the relationships amongst them 
are now explained in turn. 

 
Research question 

The focussing question has two aspects: 

i) What personal theories or beliefs about leadership inform the professional 

knowledge base and practice of five women principals? 

ii) How have these personal theories or beliefs been influenced by the women's 

personal histories and professional learning experiences? 

 

Beliefs 

In investigating the first part of the research question, the various 'world-views' which 

underpin the women's theories or beliefs about leadership are considered. Three 'world 

views' representing 'ideals', 'people' and 'efficiency' have been derived from the 

educational leadership literature. A fourth possible 'world-view' represents a 

combination of the three and reflects the findings of recent empirical research into the 

nature of school leadership (Day, Harris, Hadfield, Tolley & Beresford, 2000).  

 

External context 

The external context for the women's practice includes the macro, or wider socio-

political context in which New Right influences on New Zealand education led to the 

establishment of self-managing schools. At the micro, or local school level, features 

such as the specific needs of the students and the socio-economic status of the school 

population will likely influence the women's leadership.  

 

Personal and professional histories 

For the purposes of investigating the second part of the research question, the influence 

of the principal's personal histories and professional learning experiences are examined.  
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Methodology 

With the focus on how five women conceptualise their practice and account for the 

influences on it, the study fits into a qualitative paradigm with constructivist/interpretive 

theoretical underpinnings. 'The constructivist paradigm assumes a relativist ontology 

(there are multiple realities), a subjectivist epistemology (knower and respondent co-

create understandings), and a naturalistic (in the natural world) set of methodological 

procedures' (Denzin & Lincoln, 2000: 21). Feminist theory has also influenced the 

choice of topic and the methodological approach which emphasises reciprocity and 

trustworthiness. The research strategy is based on an examination of case as a way of 

parsing experience and developing analytic generalisations (Yin, 1994; Shulman, 1996).  

 

Research methods 

The main methods of data collection include concept mapping, a brief questionnaire, 

consideration of the women's personal histories and career experiences through the use 

of annals (snake diagrams) and unstructured, open-ended interviews. Several methods 

of data analysis are used to organise and interpret the data. These include detailed 

transcriptions of the interviews, narrative construction of the women's stories, 

interpretation of their concept maps and categorisation of the sources of influence on 

their practice, identified primarily from the interview data. Membership Categorisation 

Analysis (MCA) (Baker, 1997) was used in two ways; initially, as a way of 

'interrogating' the transcripts to establish key themes generated in the women's talk. A 

later use of MCA enabled the researcher to examine in greater depth an excerpt from 

one interview to see if earlier conclusions regarding the sources of influence on the 

women's practice could be confirmed (Silverman, 2000:178).  
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1.5 Organisation of the thesis 

The inquiry is divided into seven chapters. Each chapter commences with a brief 

introduction outlining its purpose and structure. Main points are summarised at the end 

of each chapter and links are established to the following chapters. 

Chapter One provides an introduction and brief overview of the study. 

Chapter Two highlights the literature that informed the study of the sources of influence 

on the professional knowledge base and practice of five women principals in 

Aotearoa/New Zealand. 

Chapter Three describes the research methodology underpinning the study as well as an 

account of the methods of data collection and analysis. 

Chapter Four reports in narrative form the individual stories of the five women 

principals. It concludes with an analysis of what the women's stories add collectively to 

understanding how their life experiences have shaped their work as principals. 

Chapter Five analyses the women's personal theories and beliefs about leadership from 

concept map and interview data. It concludes with a summary of the main ideas 

underpinning their conceptions of leadership. 

Chapter Six reports and analyses on a case-by-case basis the sources of influence on the 

women's practice particularly how their personal histories and professional experiences 

have influenced it. Snake diagrams (annals), interview transcripts and brief 

questionnaires are the primary data sources. 

Chapter Seven summarises the major findings of the study and presents a conceptual 

framework for the sources of influence on principals' professional knowledge and 

practice. It identifies practical implications of the research, particularly for the 
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professional support and development of principals as 'educational leaders'. It concludes 

with directions for future research. 

Following the bibliography, the appendices contain copies of letters written to the 

participants, the questionnaire and evidence of the process used for the categorisation of 

the interview transcripts. Although the transcriptions for just one participant are 

included in the appendices, attached to the inside cover of the thesis is a CDRom 

containing the ten fully transcribed interviews. 

Having set the study in its context and outlined its purpose, conceptual and 

methodological framework, I now turn to Chapter 2 to examine the literature which 

underpins the study. 
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Chapter 2 

 

Review of related literature 

 
2.1 Introduction 

This chapter reviews the literature which informs the study of the sources of influence 

on the professional knowledge base and practice of five women principals in 

Aotearoa/New Zealand. Various theoretical models of leadership which have been 

derived from the literature on leadership theory are outlined in the chapter. As Heck and 

Hallinger (1999) observe, the test of a theory is not its truth, but its usefulness in 

generating understanding. While scientific inquiry and logical positivism dominated the 

conceptualising of leadership throughout the 1950s � 1980s, Heck and Hallinger note 

the vast amount of criticism directed at traditional conceptualisations, methodologies 

and constructions of knowledge. New ways of thinking have led to 'new schools' which 

'include variations on traditional views of science (such as naturalist or 

phenomenological), advocacy (for example, critical theorist, neo-Marxist, feminist), and 

perspectives that undercut the idea of theory (such as post-structural, post-modern)' 

(Heck & Hallinger, 1999: 142).  

 

Approaches to conceptualising school leadership in contemporary literature, Leithwood 

and Duke (1999) contend, offer eclectic and overlapping perspectives. While six 

categories of leadership are described and presented as distinctly different models, 

Leithwood and Duke conclude that 'they are by no means pure' (p55). Where the six 

approaches (instructional, transformational, moral, participative, managerial and 

contingent) however are most discrete is in their basic foci and the key assumptions on 

which they are based.  
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While no one theory nor any one approach can subsume the complexities of leadership 

(Fidler, 1997) this chapter synthesises some of the themes which emerge in the 

educational leadership literature and conceptualises three arguably distinct theoretical 

positions which seem relevant to explore the extent to which the women who are the 

subject of this study, match the particular approaches, or show variations of them. 

While there are some overlaps between the conceptual positions, it is considered that 

there are sufficient distinctions regarding their foci and their underlying assumptions to 

justify their differences. 

 

The three different approaches derived from the educational leadership literature, I have 

called moral/critical, people-centred and corporate managerial. In turn, they reflect 

different world views namely 'ideals' driven, 'people' focussed or 'efficiency' oriented. 

The moral/critical approach is underpinned by an absolute non-negotiable set of 

principles or beliefs about the moral purpose of schools. A people-centred approach 

emphasises the needs of people rather than a more universal commitment to 

emancipatory justice as characterised by the moral/critical approach. While a people-

centred approach is not the unique domain of either gender, in the literature there is a 

suggestion that women are likely to exercise this approach to leadership. By contrast, 

the corporate managerial approach to school leadership reflects a new paradigm for 

education which is business-focussed. There is a corporate mindset which emphasises 

efficient practices over human sensitivities associated with the ethics of justice and care 

which characterise the first two approaches. This approach to educational leadership is 

viewed as a response to 'New Right' educational reforms in western democracies such as 

New Zealand which provide the contextual basis for the five women's principalship. 

The three approaches derived from the literature provide contrasting 'world views' 

against which to analyse these women's leadership. While the three approaches reflect 
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different theoretical perspectives and world views, there is evidence (Day, Harris, 

Hadfield, Tolley & Beresford, 2000) from practice that school leaders draw on a range 

of approaches, depending on the situation. The literature informing this fourth approach 

reveals a picture of effective school leadership which is people-centred but values-led. 

 

Studies investigating female leadership and career experiences in the New Zealand 

context, as well as in countries with comparable systems of education are examined in 

the following section. While critical theorists, including feminist writers, have been 

included in the earlier discussion of approaches to leadership, in this section feminist 

approaches to understanding leadership are more explicitly examined to provide a 

critique from a feminist perspective of the nature of educational leadership which is the 

focus of this study. Feminist writers, ranging from liberal feminists through to radical 

feminists, comment on the influence of gender on power and culture. 

 

While the educational leadership literature has not emphasised to any great extent the 

ways in which principals add to, or delete from, their professional knowledge base, by 

comparison, the literature on the professional knowledge of teachers has a much longer 

tradition, as Ethell and McMeniman (2000) suggest, beginning with Dewey. Research 

focussing on the professional knowledge of teachers and other practitioners is reviewed 

in the third sub-section because it provides a useful platform from which to analyse 

women principals' experiences. All five women in this study emphasised the 

significance for their practice of learning from experience. For this reason, the literature 

base for the study was widened to include socio-cultural theory which emphasises social 

and cultural contributions such as typically occur in workplace learning, to the 

knowledge base and practice of individuals. Finally, the chapter concludes with a 

summary of the key points arising from the analysis of the literature. 
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2.2. Educational leadership theory 

The academic literature on educational leadership outlines the existence of different 

approaches to leadership. As discussed in the introduction to this chapter, for the 

purposes of this review of the educational leadership literature, three distinct approaches 

are used. These may be termed moral/critical, people-centred and corporate 

managerial. The three approaches emerge from different paradigms or 'world views'. 

Each approach is now examined in turn. 

 

2.2.1 Moral/critical approach 

School principals, like teachers from whose ranks they are promoted, are often attracted 

into the profession by the notion of making a difference to students' lives. In the 

literature this motivation is reflected in what may be termed a moral/critical approach to 

leadership which is underpinned by an absolute non-negotiable set of principles or 

beliefs about the moral purpose of schools (Blackmore, 1989; Smyth, 1989 & 1997; 

Bottery, 1992; Sergiovanni, 1992; Preston, 1996; Burke, 1997; Dempster, 1997; 

Hargreaves, 1998; Leithwood & Duke, 1999). In Figure 1:1, Research Design, this 

approach is represented as 'Ideals'. 

 

The word moral by itself may have been used to describe this approach which has an 

emphasis on doing the right thing, rather than doing things right. Maunter (1999) 

suggests, moral refers to �what is good or bad, right or wrong, in human character or 

conduct�moral demands are those demands that come from God, or�are those that 

override all other kinds of demands�moral judgements are universalizable� (pp364-

365). The addition of the word critical however strengthens the focus on social justice 

and critical reflection of current practice. Maunter (1999) suggests that critical theory is 
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'determined by an interest in human emancipation and so [is] committed to seeking 

radical social change' (p116).  

 

Leithwood and Duke (1999) in their review of all articles dealing with leadership in 

four major educational administration journals over the previous decade indicate that 

the moral leadership category was mentioned in 16 articles. The focus of moral 

leadership is on the values and ethics of the leader and authority and influence are to be 

derived from defensible conceptions of what is good or right (Leithwood & Duke, 

1999:50). In addition to a concern for specific sets of values, Leithwood and Duke note 

an aspect of moral leadership which is political in its origin. It 'focuses on the nature of 

the relationships among those within the organization and the distribution of power 

between stakeholders both inside and outside the organization' (1999:51). 

 

Hargreaves (1998) proposes that educational change should be a moral and political 

struggle. While education will always favour some groups and interests over others, any 

attempts to change education in fundamental ways are ultimately political acts (p282). 

With regard to current changes confronting schools, Hargreaves states, 'the origins of 

some of our present educational uncertainties are manufactured and malevolent and 

should not be causes for celebration but for fundamental critique' (p287). 

Smyth (1997) argues for a 'socially just' alternative to the 'self-managing school' in 

which decisions are informed much more by educational considerations, than ' those of 

economics, entrepreneuralism, marketing, image, impression management, and the like' 

(p1111). Smyth further proposes that schools need to be engaged in:  

questioning what it is they are doing, not from an accountant's point of view, 
but from the perspective of how their agenda fits with a broader view of what 
constitutes a just society. If there is any auditing of schools deemed necessary, 
then it needs to be educational, moral and democratic forms of auditing 
(p1111). 
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Smyth (1989:190) comments that teachers need to have a more questioning role about 

school practices and the task of school leadership should enable teachers to critically 

assess their circumstances and their role in determining them.  

 

Sergiovanni (1992) advocates for a model of leadership that emphasises professional 

and moral authority rather than bureaucratic, psychological and technical-rational 

authority. He proposes that if leadership theory is to reflect emerging practice, then the 

moral dimension in leadership needs to be at the centre of enquiry. Too often in schools 

the emphasis is on doing things right rather than doing the right things. 'School-based 

management', Sergiovanni comments, 'becomes an end, rather than a means of 

restructuring. School-improvement plans are considered to be the same thing as school 

improvement' (p5). 

 

Bottery (1992) argues for transformative or moral leadership in which the concept of 

leadership is linked to a concept of the ultimate purposes of the school. School leaders 

should not merely maintain the status quo. If schools are primarily concerned with the 

personal, social and political development of students and staff, then, leadership must 

be: critical; transformative; visionary; educative; empowering; liberating; personally 

ethical; organizationally ethical; and responsible (Bottery 1992:186). 

 

Education in this approach involves scrutiny of the status quo to see what needs 

changing. 'It is necessarily transformative, educative and visionary, for it seeks to 

change for the better. It raises the consciousness of those within the organization, so that 

they can see their own position, and what needs to be done' (Bottery, 1992:187). 
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Burke (1997) contends that leaders must take into account ethical dimensions in 

teaching and leadership. He poses important questions including:  

• What does it mean to think of myself as an ethical professional educator? 

• What is the ethical basis of 'duty of care' in an education institution? 

• What does it mean to act as an educational leader for the public good, in the present 

climate of educational reform? 

Schools need to establish an 'ethic of critique' which will ensure an ongoing critical 

review of the institution (Burke, 1997:8).  

 

Dempster (1997) in his study of ethical challenges for school leaders, stresses the 

importance of principals modelling 'moral leadership in the way they run their 

schools�to concentrate on the ultimate good of schooling, even though they are 

constantly under pressure to do otherwise' (p16). 

 

Summary 

A moral/critical approach to leadership emphasises the values and ethics of the leader 

whose decisions are derived from defensible conceptions of what is good or right. A 

leader's role is to make a difference to the lives of both students and staff. The ethic of 

critique implies that principals engage in an ongoing critical review of their schools to 

ensure that they are transformative and educative. 

In the following section, an approach to leadership which emphasises the importance of 

people and relationships in a school, is discussed. 

 

2.2.2 People-Centred approach 

Just as teachers draw on a complex repertoire of personal and professional skills in their 

interactions with students, successful principals also draw on an immense storehouse of 
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people skills in their daily interactions with staff, students, parents, trustees and other 

external groups and individuals. While a people-centred approach is not the unique 

domain of either gender, in the literature there is a suggestion that females are likely to 

exercise this approach to leadership (Gilligan, 1982; Shakeshaft, 1989, 1995; Coleman, 

2000; Helgesen, 1990; Sergiovanni, 1992; Ozga & Walker, 1995; Enomoto, 1997; 

Henderson-Kelly & Pamphilon, 2000; McLay & Brown, 2001). A people-centred 

leadership approach emphasises the needs of people rather than a more global 

commitment to emancipatory justice as characterised by the moral/critical approach 

reviewed in Section 2.2.1. In Figure 1:1, Research Design, this approach is represented 

as 'People'. 

 

While a concern for genuine participatory practices and democratic outcomes is similar 

to moral/critical leadership, a people-centred leader is less inclined to be driven by 

absolute principles in the way that a moral/critical leader is. How people are treated and 

valued outweighs ideological perspectives. Leadership involves a set of social 

interactions and the leader is motivated by a desire to include staff, students and parents 

in decision-making which affects them. Difference and diversity are valued. 

'Utilitarianism' or 'consequential ethics' (Preston, 1996) apply as the leader weighs up 

the outcomes for all involved, prior to making a decision. 

 

In the literature there is a significant link made between the ethic of care and people-

centred leadership. Enomoto (1997) cites Gilligan's (1982) proposal of an ethic of care 

which conceptualises moral maturity as the caring for, and sensitivity to the needs of 

others. Gilligan (1982) postulates the ethic of care as a gendered construct based on the 

premise that women see and experience the world differently from men. She states their 

life experiences are understood within a web of relationships. The emphasis on 
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responsibility and relationships, according to Enomoto, 'rather than on rights and rules, 

distinguishes the ethic of care from that of justice' (Enomoto, 1997:351). 

Rather than applying moral principles generally, one deliberates on the 
particular individuals within a specific circumstance to offer a moral decision. 
Nurturing and sustaining relationships are considered primary in such 
deliberation (Enomoto, 1997:352). 

 

Shakeshaft (1995) suggests that women have a different leadership style from men. 

Relationships with others are central to all actions of women as they spend more time 

with people, communicate more, care more about individual differences and motivate 

more than men. From their speech patterns to decision-making styles, Shakeshaft 

observes, women exhibit a more democratic, participatory style that encourages 

inclusiveness rather than exclusiveness. Building community is an essential part of a 

woman administrator's style.  

 

Shakeshaft (1989) cites her study with Perry in which she found that women principals 

were more likely than men principals to use questions in their interactions with teachers. 

They observed how women used the pronoun 'we' rather than 'I' and 'allowed' teachers 

to talk during interactions. Men by comparison, were more likely to make their points 

using statements rather than questions and to use the pronoun 'I'. Male principals out-

talked their teachers, and were more likely to lecture and to 'limit' teacher talk. 

Shakeshaft also noted that women spent more time focussed on personal issues and 

relational processes. They asked teachers personal questions or made personal 

comments and volunteered their own personal stories. Shakeshaft suggests, 'power with, 

rather than the power over, behaviours might account for women principals greater 

success in motivating and helping teachers' (p18). 
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Henderson-Kelly and Pamphilon (2000) in their research into women's leadership in 

early childhood education which is family-focussed and female-dominated, demonstrate 

that women's frameworks are more often based on principles of care, connection and 

dialogue. Henderson-Kelly and Pamphilon identify the following concepts as essential 

for effective leadership: 

• People Wisdom � interpersonal skills, communication skills, knowledge and 
application of personality and learning theories. 

• Emotional Wisdom � understanding and being attuned to the emotional 
needs of self, others, groups; motivating, encouraging, consoling at the 
appropriate times; intuitive responses to situations. 

• Role Wisdom � knowing and being able to perform in a number of roles 
simultaneously; for example administrator, cleaner, storyteller, negotiator, 
banker. 

• Resource Wisdom � being able to do a lot with very little; creative solving of 
problems related to finances, physical and human resources (p10). 

 

Shakeshaft (1999) cites research into the tradeoffs for women working in administration 

which reveal that the people focus is not lost during career advancement. The 'balance 

between the personal and family on the one side and career on the other, is central to 

women, and [they] are less likely than men to give up one for the other' Shakeshaft 

claims (1994:114). 

 

Emotional intelligence is an important part of people-centred leadership. Goleman 

(1995, 1996, 2000) suggests that emotional intelligence is central to the ability to lead 

both ourselves and others. Emotional intelligence includes knowing one's emotions; 

managing emotions; motivating oneself; recognising emotions in others; and handling 

relationships. The Hay Group (2001) in a report on the competencies required for 

principalship identify 20 specific competencies that contribute to emotional intelligence. 

These emphasise self-awareness, self management, social awareness and social skills 

including understanding and developing others. 
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Summary 

A people-centred approach to leadership emphasises the needs of people in an 

organisation rather than a global commitment to various ideals. Leadership is based on 

the ethic of care which Gilligan (1982) proposes is a gendered construct. Further, 

Shakeshaft suggests relationships are central to the actions of women leaders who spend 

more time on personal issues and related processes than their male counterparts (1989; 

1995). Regardless of gender, emotional intelligence is central to the ability to handle 

complex situations such as those needed for principalship (Goleman, 1995, 1996, 2000; 

Hay Group, 2001). 

 

A different style of leadership which emphasises the importance of managerial 

efficiency will be examined in the following section.  

 

2.2.3 Corporate managerial approach 

Many of the features of this approach are managerial or transactional in nature. The 

word corporate and its derivatives refer to the nature of the organisation in which the 

managerial leadership is carried out. It is organised in a business-like way and people 

are authorised to act according to corporate intent. While there is devolved decision 

making, there are also strong external accountabilities and steerage from the 'centre' 

which can dominate how principals carry out their work. In Figure 1:1, this approach is 

represented by 'Efficiency'. 

 

Leithwood and Duke (1999) cite Rost's (1991) suggestion that there is considerable 

support in the literature and amongst practitioners for managerial approaches to 

leadership. Significantly however, they note that this support and the meaning of such 

leadership often has to be inferred rather than being explicitly stated. In the review of 
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the literature for this study, references were made by various writers to corporate 

managerial forms of leadership while advocating for other more emancipatory models 

(Ball 1994, Blackmore 1996, Smyth 1989). 

 

Leithwood and Duke (1999) cite a previous review (Duke & Leithwood, 1994) which 

identified 40 studies that address managerial leadership. Leithwood and Duke 

acknowledge the similarities between this orientation to educational leadership and that 

found in the classical management literature. School management functions include 

provision and distribution of financial and material resources; effective problem 

solving; managing the school facility; managing the student body; maintaining effective 

communication with internal and external stakeholders; accommodating and 

implementing district office policies which lead to school improvement; mediating 

conflict, buffering staff from external disruptions; and handling political issues 

(Leithwood & Duke, 1999:54). 

 

Systems come before people in corporate managerial leadership, as it stresses strategic 

priorities, quality assurance, accountability, benchmarking and competitive edge over 

human sensitivities such as love, care and justice which contribute to relationship ethics 

in an educational institution (Burke 1997:5). Burke suggests that a new paradigm for 

education has been introduced. The market metaphor and its associated business-

oriented discourse has resulted in a leadership model which is business-focussed. 

Parents and students are seen as clients or customers. The public education system is 

increasingly deregulated and schools must compete for these clients. Burke (1997) 

argues that professional educators must 'acquiesce to the corporatised mindset � to 

realistically [and rationally] accept the educational reforms as the way things are now, 

and to get on with it' (p7). 
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In the context of the educational market, Blackmore (1996) states that school principals 

have to become entrepreneurs and sound financial managers rather than educational 

leaders. Instead of schools focussing on student needs, they have to respond to external 

pressures from the 'centre', via accountability mechanisms such as performance 

management and contractual arrangements. Public accountability is also demanded 

through the media. Leadership is increasingly about 'image management' as a result of 

the increase in 'parent power' and 'media generated' educational issues. 

 

Wylie (1997a) reporting on the New Zealand educational reforms, observes that schools 

are increasingly conscious of their image, and their reputation especially, as principals 

must plan round student numbers. Additionally, they face dilemmas over taking special 

needs students or students who have been suspended from other schools, partly because 

of funding implications but also because of a concern for external image. 

 

Smyth (1997) suggests that the emphasis on budgeting and resource allocation means 

that the principal has been diverted from being the educational leader to become a 

'glorified business manager' (Smyth 1997:1100). Smyth cites Evett's study of locally-

managed schools (LMS) in England which reported an expansion of managerial and 

executive tasks and a reduction in educational leadership aspects. Smyth comments, 

'Heads, their senior management teams and governing bodies are having to think in 

commercial terms' (Smyth 1997:1104). 

 

Ozga and Walker (1995) argue that while management discourses which emerged 

during the 1990s stressed the importance of collaborative relationships these did not 

have their origins in any recognition of disempowerment, but instead in the 

entrepreneurialism of the 1980s which manipulated power. They were more about 
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achieving efficient outcomes than developing either the agenda for social justice or 

people in schools which are the basis for moral/critical and people-centred approaches 

to leadership. Blase and Anderson (1999) make similar observations regarding an Open 

Transactional Facilitative Leadership style (p20). 

 

Summary 

The corporate managerial approach to school leadership reflects a new paradigm for 

education which is business-focussed. There is a corporatised mindset which 

emphasises efficient practices over human sensitivities associated with the ethics of care 

and justice. This approach to educational leadership is viewed as a response to the 

educational reforms which resulted in an expansion of managerial tasks and a reduction 

in educational leadership. Self-Managing Schools (SMS) or School-Based Management 

(SBM) may be viewed as a policy expression of corporate managerialism. The impact 

of SMS on the principalship will be discussed in the following section. 

 

Self-managing schools 

In New Zealand, as in other western democracies where New Right ideologies have 

impacted on educational policy, self-managing schools have resulted. Numerous writers 

comment on how the need for a strong business focus has led to an increasing 

managerial focus to leadership in this environment (Ball, 1993, 1994; Blackmore, 1996; 

Zeegers, 1996; Burke, 1997; Smyth, 1997; Williams, Harold, Robertson & Southworth, 

1997; Wylie, 1997a, 1997b; Peachey, 2000; Russell, 2001). Arising from this, the role 

of the principal has changed and increased workload has impacted on principals� energy 

and focus on educational matters (Snook, 1989; Wylie, 1994, 1997a, 1997b, 1998a, 

1998b; Smyth, 1997; Strachan, 1997; Williams et al. 1997; Hargreaves, Lieberman, 

Fullan & Hopkins, 1998; MacBeath, 1998; Dunford, Fawcett & Bennett, 2000). Zeegers 
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(1996) in a study of principals, in Victoria, reveals a fundamental change in the role of 

the principal from an educator to a business manager. Resulting from this, there is less 

shared knowledge with teachers and a growing isolation between the principal and staff. 

Dempster (1997) also notes this trend. 

 

A body of literature which examines critically the impact of the wider political, 

economic and social influences on how New Zealand schools are managed and 

governed articulates serious concerns about the increasing managerial focus to schools 

which is seen to detract from their core purpose of learning and teaching (Codd, 1993; 

Dale & Jesson, 1993; Lauder, Hughes, Waslander, Thrupp, McGlinn, Newton & 

Dupuis, 1994; Wylie, 1994, 1997a, 197b, 1999a & 1999b; Gordon, 1995; Dale, 1997; 

Lauder, Hughes & Watson, 1999; Snook, 1999; Thrupp, 1999; Thrupp & Smith, 1999; 

Rentoul & Rosanowski, 2000).  

 

Recent educational policies in Australia, New Zealand and the U.K. emphasise the role 

of the principal as the 'lynchpin' in devolved systems of education (Ball, 1993; 

Blackmore, 1996). Dempster (1997) observes how restructuring and the devolution of 

authority and responsibility to school sites have brought increasing powers to the school 

principal (p9). He cites various studies which reveal that governors often delegate their 

responsibilities so that in real terms the balance of power remains firmly with the head. 

The picture that emerges from these kinds of studies is one of retention of 
power by the principal aided by compliant or apathetic parents and teachers. 
When this is the case, principals are acting at best on a 'heroic' model of 
leadership, at worst on an autocratic model (p9). 
 
 

Dempster states further, that when this model prevails, it places the principal in the 

untenable position of being sole moral arbiter in ethical issues which arise in the school. 
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Summary 

In New Zealand, as in other western democracies where school-based management has 

resulted from New Right ideologies, it has been observed that the principal's role has 

fundamentally changed from an educator to a business manager. Accompanying this, 

has been a change in the nature of ethical issues arising in schools, leading to principals' 

professional values being placed under stress. This trend is reviewed in the following 

section. 

 

Ethical issues for self-managing schools 

In countries with variations of school-based management, decision-making in schools is 

increasingly made on the basis of economic rationalism rather than for educational 

benefits (Ball, 1994; Zeegers, 1996; Smyth, 1997; Dempster, Freakley & Parry, 2001). 

Pragmatic principles apply and ethical decision making is of a 'consequential nature' 

(Preston, 1996:206) where decisions are often based on the desire to minimise damage. 

Dempster et al., (2001) note that the creation of a competitive climate in the public 

provision of schooling is placing school leaders and teachers under pressure to enhance 

achievements as a result of the parents' right to choose in a more consumer-driven 

system. They observe that the nature of ethical situations arising in schools is changing 

and that professional values are being put under stress as a result of the new competitive 

climate (p1). While difficult decisions have always accompanied teaching and 

leadership in schools, Dempster and Mahoney (1998) comment that school-based 

management has impacted on the range and nature of ethical issues being encountered. 

Issues which have arisen include student selection, streaming, staff profile control, 

selective reporting, income generating and marketing. These sorts of issues cause 

greater concern for principals where schools must compete for students as is often the 

case under school-based management. 
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Older principals, Dempster et al. (2001) observe, have more difficulty with finance and 

funding matters than their younger counterparts who have only experienced a system 

which has these expectations of the principal's role. Dempster et al. identify a common 

theme in their data which acknowledges that the values of economic rationalism are 

inconsistent with many of the professional and personal values held by principals (p8). 

 

Summary 

The development of self-managing schools has resulted in the nature of the principal's 

role changing to reflect an increased business focus, accompanied by accountability 

through various compliance requirements to the 'centre'. At the same time, the nature of 

ethical decisions made by principals is also changing as a result of the new competitive 

climate. The corporate managerial approach which meets the requirements of a system 

that stresses accountability, benchmarking and competitive edge (Burke, 1997) may not 

necessarily equip principals to handle the challenges to their professional values. 

 

While the three approaches which have been reviewed thus far, reflect different world 

views and therefore, competing values, there is an alternative approach to school 

leadership which is based on empirical studies that suggests a view of leadership which 

is both people-centred and values-led. In this approach, the requirement to be efficient 

and accountable does not necessarily detract from the principal�s role of educational 

leader.  

 

2.2.4 An alternative approach which is people-centred and values-led  

While the three approaches discussed in the previous sections reflect different 

theoretical perspectives and world views, there is evidence from practice that school 

leaders draw on a range of approaches, depending on the situation. As Leithwood, 
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Jantzi and Steinbach (1999) observe, 'Outstanding leadership is exquisitely sensitive to 

the context in which it is exercised' (p4). 

 

A recent UK study provides empirical evidence of how effective school leaders actually 

operate. Day, Harris, Hadfield, Tolley and Beresford (2000) in their study of twelve 

headteachers (male and female) of a range of primary and secondary schools, conclude 

that effective leaders are constantly and consistently managing several competing 

tensions and dilemmas (p167). They observe that effective leaders are, above all, 

people-centred. Day et al., propose a values-led contingency model which is 

underpinned by 'the heads' capacity to be reflective�about their own values, beliefs and 

practices, and those of their staff' (p174). 

 

Day et al. suggest components of a professional knowledge base which effective 

practitioners draw on depending on the situation. Their recommendations for 

appropriate professional development therefore include:  

• analysis of personal and professional values; 

• critical, reflective thinking; 

• promotion of people-centred continuing professional development; 

• emphasis upon intra as well as interpersonal skill development; 

• recognition of the importance to successful learning of the emotional as well as the 

cognitive mind; and 

• problem solving and management of 'competing forces' (2000:176). 

Harris, Day and Hadfield (2001) writing about the same study as Day et al. (2000) state 

that they 'aimed to capture the voice of practice' which much leadership theory has 

failed to do. Harris et al. state, 'Many of the dominant and popular theories of leadership 



 31

do not fully reflect the contextually bound and situated nature of leadership practice in 

changing times' (p36). 

 

The Hay Group (2001) using data from a series of focus group interviews and twenty-

five in-depth interviews with first-time principals, set out to identify the skills, 

knowledge, attributes and competencies required for first-time principals in New 

Zealand. In their subsequent report, the Hay Group states that while knowledge and 

skills rarely differentiate performance between principals, excellence on the other hand, 

usually depends on the more deep-seated characteristics of the person (p2). They 

observe that highly effective first-time principals are motivated by a deeply held 

personal conviction concerning the right of every student to receive top quality 

education. As well, these principals see themselves as leaders of the school community 

and rely on people skills to enthuse and motivate others to secure their support and 

commitment (p15). 

 

Summary 

Literature which aims to capture the voice of practice (Harris et al., 2001) reveals a 

picture of effective school leadership that is able to constantly and consistently manage 

tensions and dilemmas (Day et al., 2000). The intra and interpersonal skills of the head 

are emphasised. Above all, this approach to leadership is people-centred but values-led. 

In the following section this approach is extended to include the principal's role as an 

educational leader. 

 

Principals as educational leaders 

Barth (1990) in a seminal work on educational leadership, argues for schools being a 

community of learners in which the principal, students and teachers are committed to 
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lifelong, cooperative learning (p45). He suggests that the concept of the principal as 

learner generates 'continuous personal and professional invigoration of principals' (p67) 

and may be a major antidote to debilitating demands which they face. Barth (1990:85) 

argues for a model of professional development of principals which focuses on 

improving practice. By assisting principals to reflect thoughtfully about their work, and 

to engage in conversations with others about that work, they will develop a better 

understanding of the complex nature of schools and their own styles as leaders. Barth 

extends the concept of a community of learners to become a community of leaders 

(1990:122). He states fervently 'A good school for me is a place where everyone is 

teaching and everyone is learning' (1990:162). Collegial support and a belief in risk 

taking are essential for this to occur. 'My vision of a good school', Barth states, 'is one 

where students and adults are encouraged to take risks, and where a safety net protects 

those who risk' (1990:163). 

 

Southworth (2002) constructs a compelling argument for a more holistic investigation 

of educational leadership which takes into account the realities of leaders' lived 

experiences. Rather than the overly generalised accounts of school leadership which 

have dominated the literature, Southworth argues, 'We need to acknowledge much more 

explicitly�that a range of features�may influence the nature of leadership and 

management in a school' (p4).  He proposes, 

We need to think beyond the contemporary boundaries of management and 
administration because management and leadership needs to embrace 
classrooms; we must take far more seriously�educational leadership [which 
means] not only leading an organisation which is concerned with education, 
but also educative leadership � leadership for learning (p5). 

 

Southworth argues that learning-centred leadership requires leaders who are not only 

skilled in leadership and management 'but also knowledgeable in learning and teaching' 

(Southworth 2000:6). Southworth advocates that such leaders are not only interested in 
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new ways of thinking about pupil participation in learning, but also develop 

opportunities for teachers to learn from one another and share their knowledge with 

others outside the school boundaries. 

 

Summary 

The reality of leaders' lived experiences suggests a learning-centred approach to 

leadership which seems pertinent for the analysis of women principals. This approach 

reflects principals' interest and knowledge about teaching and learning and a 

commitment to lifelong learning including their own, that of their staff and their 

students. 

 

In the following section, studies investigating female leadership and career experiences 

which include feminist approaches to understanding leadership are examined. 

 

2.3 Female leadership and career experience 

A relatively recent but growing body of literature examines female leadership 

experience. It includes empirical studies which investigate the experience of women 

educational leaders in the New Zealand context (Neville, 1988; Strachan, 1991, 1997; 

Court, 1992; McCarthy, 2001) as well as in countries with comparable systems of 

education (Coleman, 1996, 2000; Hall, 1996; Ah Nee-Benham & Cooper, 1998; Kelly 

& Thornton, 2000; McLay & Brown, 2001). Several of these focus on women working 

in the secondary sector (Strachan, 1991, 1997; Coleman, 2000; McCarthy, 2001; McLay 

& Brown, 2001). Court (1992) studied six women, not all of whom were principals, 

from a range of primary and secondary schools. Neville's (1988) study preceded the 

impact of the New Zealand education reforms and included non-school educational 

leaders, as well as principals. Hall (1996) using observations and interviews 
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investigated six case studies, including three primary and three secondary principals in 

the UK. Her study had an explicit focus on power, culture and gender. The impact of 

life histories was also examined. Coleman (2000) using quantitative data derived from a 

survey of all the female headteachers in England and Wales, found that the majority of 

the female heads use a collaborative and 'people-orientated' style of management. 

 

McLay's and Brown's (2001) study has a relevant and complementary focus to the 

current investigation of sources of influence on five women principals. McLay and 

Brown investigated the formal training undertaken by women headteachers in UK 

independent secondary schools, but also sought to find out what life experiences might 

have prepared them for the role of leading a school. McLay and Brown used semi-

structured interview data as a basis for concept maps which they constructed and sent to 

the headteachers for verification.  

 

Several findings emerging from McLay's and Brown's investigation are relevant to the 

current study. Eight of the nine subjects acknowledged the encouragement of supportive 

parents who believed strongly in the value of education. Of the four subjects who were, 

or had been married, all had children and being a full-time mother took precedence for a 

period. Seven subjects had received encouragement to apply for headships from 

colleagues or headteachers. The timely advice received had been influential in their 

decisions to apply for positions. Regarding preparation for headship, all subjects had 

found their previous positions of responsibility in schools useful, affirming the value of 

learning from experiences on the job. Three of the four mothers in the study stressed the 

importance of motherhood in their own preparation for headship. McLay and Brown 

cite Coleman's (2000) reference to Grogan (1996:25) who refers to the life experiences 

of women, as wives and mothers, moulding them as administrators � the experience 
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making them different from males in the same position. All the heads had attended 

some training courses, the majority for deputy heads and heads. All the subjects 

acknowledged other course members as the most useful aspect of their training, 

affirming the powerful influence of peers on learning. None of the subjects planned to 

become heads. McLay and Brown observe that this lack of a career plan appears typical 

of women studies elsewhere (Hall, 1996; Coleman, 1996). They comment on the 

implications of this for those who help women plan and prepare for their careers. 

 

Rathgen (2000) comments from a feminist perspective on the gendered nature of many 

women teachers' career decision making which is reflected in the way capable women 

in teaching tend to underestimate their own capabilities. 

Many women beginning teachers have no ideas about their career expectations 
or possible paths. They leave teacher education 'content' to teach rather than 
manage, and talk about promotion as being something that 'might come up' 
rather than something that they will actively pursue (Rathgen, 2000:209). 

 

Poole and Langan-Fox (1997) in a longitudinal study of Australian women's career 

paths state that to understand the career experiences of women it is necessary to look at 

particular lives over time � 'the life course' and the particular social context in which 

lives are lived � 'timelines' (1997:13). They argue that women's career experiences 

utilise new theoretical perspectives which reflect the reality of 'career' in lives. In 

particular they note,  

The theme of changes over time and the reconceptualisation of career 
orientations, success and life satisfactions, as life priorities are redefined and 
reappraised. Further the life space of women seems more circumscribed and 
more prone to external influences such as partners in home life and those in 
more powerful positions in the workplace. The life space of women has the 
potential for more conflict, more pressures, more ambivalence about family 
and career and more constraint from multiple sources including self-
constrictions focalised over time than is the case for men (Poole & Langan-
Fox, 1997:197). 
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The findings of Poole and Langan-Fox influenced the selection in this study of five 

women, all of whom are, or have been, married and had children, to examine how their 

personal histories have influenced their careers, and how their careers, conversely, have 

influenced their personal histories. 

 

Feminist approaches to understanding leadership 

Several writers represent various perspectives on the relationship between gender and 

leadership theory (Blackmore, 1989, 1995, 1996, 1998, 1999; Schmuck, 1992; Apelt, 

1995; Ozga & Walker, 1995; Porter, 1995; Ramsay, 1995; Hall, 1996; Marshall & 

Patterson, 1996; Strachan, 1997; Marshall, 1999, 2000a & 2000b). These range from 

liberal feminist through to radical separatists, some of whom are sceptical about the 

need for theory at all because of the feminist emphasis on personal experience and 

distrust of intellectualism (Blackmore, 1989:97). 

 

Blackmore (1989) proposes elements of what constitutes a feminist reconstruction of 

the concept of leadership. These include a view of power which is multi-dimensional 

and multi-directional. Blackmore maintains that policy makers and liberal feminists 

should undertake a more radical critique from a feminist perspective of the very nature 

of educational administration and leadership (Blackmore, 1989:96). She states how 'the 

lens of privilege�requires women in leadership to consider their positions, to better 

understand why and how they came to be in their position and how they can use that 

position to challenge and transform exclusive images of leadership into more inclusive 

ones' (1995:54). 

 

Ozga and Walker (1995) state most conventional theory regarding educational 

management does not encapsulate women's experience and values. They suggest that 
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educational leadership offers 'some scope for the pursuit of redistributive agendas and 

for organised and concerted activity aimed at reducing inequality and promoting 

fairness' (p35). They talk about 'gender blindness' in the leadership literature and how it 

idealises masculine virtues of decisiveness, incisiveness and strength. While Ozga and 

Walker acknowledge that new management practices correlate with women's styles of 

leadership, they suggest that this does not signify the growth of a feminist agenda for 

management but rather the 'development of sophisticated strategies of cooption of the 

education workforce�' (p37). They argue that while the management discourses which 

emerged during the 1990s such as human resource management (HRM) and total 

quality management (TQM) stressed the value of group work, cohesiveness and 

collaboration, they did not have their origins in any recognition of disempowerment, but 

instead in the entrepreneurialism of the 1980s which manipulated power. 

 

Processes such as strategic planning and financial management are accorded high status, 

'while the real work of the institution (teaching, supporting students, working together) 

is done elsewhere, and taken for granted' (p41) Ozga and Walker state. Further, formal 

procedures, meetings and committees allow male managers to display highly 

stereotyped behaviour, and confirm their belief in what they do. Women managers are 

often alienated in such settings they claim. Ozga and Walker draw on feminist theory 

and their own experiences as managers, significantly, in large tertiary organisations 

rather than schools. They reveal the contradictions created for feminist managers by 

'management's imperative to control and economise'. Feminist managers they suggest 

'live within powerful constraints, but seek to use their skills and influence (and control 

of resources) to achieve particular ends. They also seek to achieve those ends through 

particular processes, processes that challenge conventional power relationships'. They 

argue that while some worthwhile practices provide a useful starting point for 
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'alternative' forms of educational leadership to those which they perceive as the norm, 

these 'are not emancipatory without a critical social science framework that reveals 

workplace inequality and exploitation based on race, class, gender and sexuality' (p38). 

 

Ah Nee-Benham and Cooper (1998) in their rich narrative of minority women in 

leadership in United States schools state that 'unlike middle-class Anglo women, 

minority women in school leadership roles often lack friends in positions of power who 

will advocate for their needs and dreams' (p2). Further they refer to the voices from the 

margins which provide alternative theories of what is important in educational 

leadership. One voice is that of 'Rachel' who is a Japanese American, Buddhist, 

elementary school Vice Principal. Rachel says that while her values might be feminist, 

the feminist connotation of 'activist' works in exactly the opposite way to how she 

works. She quotes an ancient Chinese proverb to demonstrate her commitment to 

change even though her method is different: "Nothing so gentle, so adaptable, as water, 

yet it can wear away that which is hardest and strongest" Lao-tsu (p109). Rachel tries 

to remain open to the multiple realities of all who work in her school. Her sense of 

equity stretches beyond gender to class, race, ethnicity, embracing the illiterate, the 

poor, working towards a sense of inclusion and community. 

 

Ah Nee-Benham and Cooper focussed on the diverse personal stories of their subjects 

because 'they ground our understanding of leadership in culture and context, elements 

frequently missing in mainstream literature on leadership' (p3). Their compelling 

examination of both the personal-private as well as the professional-public lives of 

minority women in various sectors of educational leadership in the United States 

provided an inspirational approach for this study of five women principals in 

Aotearoa/New Zealand.  
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Reay and Ball (2000) critically evaluate some of the recent feminist writing on gendered 

styles of leadership alongside more mainstream literature on educational management. 

They observe that school headship is 'a management post which includes both power 

and leadership' and that 'homogenizing conceptions of what it means to be female' do 

not reflect reality which is more complex (p145).  

Put simply, our argument is that a number of feminist texts on management 
and gender work with essentialized notions of femininity in which 
homogenizing conceptions of what it means to be female depict women as 
uniformly nurturant, affiliative and good at interpersonal relationships. In 
contrast, we suggest that gendered identities are in context more fluid and 
shifting than they are depicted in such texts�female leadership practice 
frequently appears to be both more multi-faceted and more contradictory than 
the idealized depictions in some feminist texts (Reay & Ball, 2000:145). 
 
 

Reay and Ball (2000) note that both men and women who win promotion have typically 

been sponsored and their mentors are usually a man owing to the gendered nature of 

institutional hierarchies. Resulting from this, 'for both men and women, role models for 

exercising power are primarily male' (2000:149). Reay and Ball argue that women may 

increasingly operate in what is perceived as a male way of doing things. They conclude, 

'It seems likely the powerful in society, regardless of their sex, share more in common 

with each other than they share with relatively powerless members of either sex' (Reay 

and Ball, 2000:150). 

 

Summary 

From this review of previous studies into female leadership and career experience, 

several themes which have relevance for the current study, are apparent. For women in 

school leadership positions, most had not planned to become heads, and mentors have 

been important in encouraging them to apply for promotion. The fact that those mentors 

are often men, reflecting the gendered nature of institutional hierarchies, means that the 

role models for exercising power are primarily male, and women may increasingly 
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operate in a way that is perceived as a male way of doing things (Reay & Ball, 2000). 

Female leadership practice is seen as more multi-faceted and more contradictory than 

homogenising conceptions of female leaders. In terms of preparation for the role of 

principal, experiences gained from previous positions in schools and the influence of 

peers were highlighted as significant. For those women in leadership who had children, 

being a full-time mother had taken precedence over their careers for a period, reflecting 

the influence of what Poole and Langan-Fox (1997) refer to as the influence of the life 

course on women's experiences. The experience of motherhood was perceived as useful 

in preparation for headship. 

 

In the following section, literature which looks at how teachers, and other practitioners, 

maintain, or add to, their professional knowledge, will be examined because it provides 

a useful platform from which to analyse women principals' experiences. 

 

2.4  Professional knowledge and practice 

The educational leadership literature has not emphasised to any great extent the ways in 

which principals add to, or delete from, their professional knowledge base. By 

comparison, the literature on teachers professional knowledge has a much longer 

tradition beginning with Dewey. Pertinent studies include Shulman, 1987; Meade and 

McMeniman, 1992; Clandinin and Connelly, 1996; Clandinin; 1998; Ethell and 

McMeniman, 2000; and McMeniman et al., 2000. The study carried out by 

McMeniman et al. (2000) launched the focus for the current study looking at the sources 

of influence on the professional practice of five women principals. (In Chapter 3, the 

influence of the McMeniman et al. study on the methodology is acknowledged). 
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McMeniman et al. (2000) specifically investigated the impact of educational research on 

teacher knowledge in action. They sought to track the personal theories of teachers 

which underpin their actions and to examine the influence that research has on those 

theories. The findings of their study confirm the importance for teachers' practice of 

formal research and other research dissemination sources including initial teacher 

education, professional reading, critical other, in-service, formal postgraduate studies 

and teacher as researcher. McMeniman et al. state, 'It is to these sources that teachers 

attribute the predominant influences on their knowledge in action' (p492). McMeniman 

et al., however, acknowledge that teachers' 'own learning' and 'peer influence' were the 

next most frequently mentioned sources of influence and that these two sources also 

will have likely been influenced, either directly or indirectly, by research: 

It is improbable this reflection on experience (own learning) is isolated from 
teacher understanding derived from other sources, particularly as this category 
would include all non-traditional reading and courses. Peer influence is 
arguably also affected by reflection on practice and/or in-service, and/or 
reading, and/or coursework � that is, this category too would involve any 
research-informed influences to which the peer is exposed (McMeniman et al., 
2000:492). 

 

Central to their findings, McMeniman et al. note the importance of individual classroom 

practitioners being at the hub of the whole process of how they interpret and utilise 

research informed professional knowledge.   

The knowledge in action of classroom practitioners has at its conceptual heart 
the teacher as a self-motivating and intuitive person who mediates, researches, 
integrates, disseminates, transforms, learns, collaborates and communicates by 
accessing and interacting with formal and disseminated research sources as 
well as a constantly updated professional knowledge (McMeniman et al., 
2000:494). 

 

McMeniman et al. comment on the likely impact on teacher knowledge and practice if 

research informed sources were removed, 

If we remove the sources to which teachers attribute so much of their 
knowledge in action, the formal research and research access points, the 
impact could be substantial. Should that occasion arise, it is not too 
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hypothetical to envisage a situation where teachers resort to practice based on 
intuition and a knowledge base that is at worst atrophied and at best locked in 
time, in an information era of accelerating and unpredictable change (p495). 

 

Having said that, however, McMeniman et al. qualify further their comments on 'own 

learning', 

It is also clear that experience as a result of practice (own learning) has a 
subsequent effect on teachers' knowledge bases and their interpretation of 
research. It is the teacher who construes meaning from research, from practice 
and from the relationship between research findings and practice (p496). 
 

In another study investigating the knowledge in action of expert teachers, Ethell and 

McMeniman (2000) comment on the importance of reflective practice. They observe 

that 'the ability and propensity to reflect on one's teaching practice have been recognized 

as key elements in teaching effectiveness since the writings of Dewey' (p89). Ethell and 

McMeniman trace Schön's epistemology of professional practice which is grounded in 

practice and inseparable from it. They note how Schön's (1987) incorporation of 

Dewey's concept of 'learning by doing' is reflected in how aspiring teachers are initiated 

into the traditions of practice by experts.  

 

Schön (1987, 1991) proposes that practitioners engage in reflection-in-action and 

reflection-on-action. Ethell and McMeniman (2000) observe that while reflection-in-

action involves practitioners revising their personal constructs of teaching and learning 

while engaged in practice, reflection-on-action, involves them thinking back over 

practice in a systematic and deliberate way (p89). Ethell and McMeniman cite Clarke's 

(1995:246) observation 'that within Schön's conceptualisation of reflection, reflective 

practice, not repetitive practice, is the hallmark of a professional' (p89). Schön (1987, 

1991) further suggests practitioners are motivated by the desire to improve or change 

their practice and that, by experimenting-in-practice and reflecting-in-practice, 

practitioners research in the practice context rather than the research context (1987:74). 



 43

Leithwood, Jantzi and Steinbach (1999) drawing on Vygotsky�s zone of proximal 

development acknowledge that participation with more expert colleagues in a field of 

practice, substantially extends the potential for individual development (p152). 

Leithwood et al. cite earlier research (Leithwood, Steinbach & Begley, 1992; Hamilton, 

Ross, Steinbach & Leithwood, 1996) in which teachers typically claim that on-the-job 

learning is the most valuable source of their own professional development (1999:163). 

Acknowledging the field of adult learning, Leithwood et al. (1999) suggest that 

authentic, problem-centred learning accounts for the bulk of adult learning, not just that 

of teachers (1999:163). They argue that participation in well conceived school-

improvement processes, that stimulate collaborative school cultures in which individual 

teachers are able to access the expertise of their colleagues, offer optimum conditions 

for ongoing teacher learning and development (p163). Brookfield (1986) also supports 

the notion of the value of learning through authentic experiences. 'Most adult learning is 

not acquired', he states, 'in formal courses but is gained through experience or through 

participation in an aspect of social life such as work, community action or family 

activities' (p10). 

 

While Dewey (1938/1955) was a proponent of 'learning by doing' he observed that not 

all experiences are educative. 'The belief that all genuine education comes about 

through experience does not mean that all experiences are genuinely or equally 

educative' (p13). Various theorists focus attention on how personal characteristics or 

'disposition', (Andresen, Boud & Cohen, 2000; Billett, 2001) as well as the 

characteristics of particular worksites (Lave & Wenger, 1991), may contribute to 

experiences being genuinely educative or not.  
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Billett (2001) states that involvement in workplace activities alone will not necessarily 

result in new learning because individual workers determine how and what they learn. 

Individuals 'ultimately construct knowledge and determine what they appropriate, what 

they ignore and what they merely learn in a superficial way' (p37). Billett argues that 

individuals' varied responses to similar experiences in the workplace are influenced by 

the prior knowledge that they bring to the experiences. Individual responses, or 

dispositions, are the product of personal histories or ontogenies (p37). In defining 

'dispositions', Billett (2001) draws on Prawat (1989), 'Dispositions comprise attitudes, 

values, affect, interests and identities' (p.xv). Billett notes that, 'Dispositions underpin 

concepts and procedures, and are sourced through individuals' personal histories and 

other social practices such as work' (p.xv). 

 

Andresen, Boud and Cohen (2000) in commenting on experience-based learning (EBL) 

propose that, 

Learning involves the whole person (senses and feelings as well as intellect; 
affect and conation as well as cognition); and that this is associated with 
perceptions, awareness, sensibilities and values being invoked, representing 
the full range of attributes of the functioning human being (p227-228). 

 

Andresen et al. observe that a distinguishing feature of experience-based learning is that 

the experience of the learner is central to the learning process. They state, 'At the 

personal level it draws on the learner's previous life experience, engages the whole 

person, and stimulates reflection on experience and openness towards new experience 

and, thence, continuous learning' (p238). 

 

Billett (2001) reflects the concern of others about the limitations of situated learning 

such as that in the workplace which may favour the development of procedural 

knowledge and ignore conceptual development (p95). There is a concern that 



 45

participation in work tasks alone may lead to understanding that is disconnected rather 

than 'richly associated' with an existing conceptual understanding or schema (Billett, 

2001:95). Lave's and Wenger's (1991) distinction between 'situated activity' and 

'situated learning' is useful to understand how engagement in work tasks may not 

necessarily lead to new learning. 

 

Lave and Wenger (1991) maintain that the degree of participation a worker or learner 

has in a particular activity will influence the type of learning. Legitimate peripheral 

participation (LPP) in a learning community, coupled with an openness and availability 

of shared knowledge and experiences (transparency) in that community, will assist the 

learner to construct knowledge. Brown and Duguid (1996) refer to the value of 

'legitimised theft' and 'stolen knowledge' within situated learning situations where social  

practices make it possible for learners to acquire new knowledge. Billett (1993) 

observes that the social world provides scaffolding that differs in type, strength and 

versatility according to the dispositions, knowledge and skills of the masters or experts. 

 

Billett (2001) acknowledges the contribution of experts and other workers who assist 

the learning of vocational knowledge. He states, 'Some of this learning is of the kind 

that learners would not discover done' (p79). Vygotsky's (1978) concept of scaffolding 

in which learning results from active collaboration between the expert and novice has 

application for workplace learning as more experienced workers, scaffold the learning 

of those less experienced. Billett (2001) refers to the 'tricks of the trade' (p35) which are 

passed on in this way. 

 

Shulman (1996) also highlights the powerful influence that fellow workers or learners 

may have on the learning experience. He suggests that learning from experience is 



 46

nearly impossible without the scaffolding of others and their role as active listeners and 

critical friends. While he asserts that 'collaboration' is a key principle of effective and 

enduring learning, at the same time, 'community' is its eternal scaffolding. The 

establishment of a community of learners is critical to the learning process (p214). 

Shulman develops a case-based model to demonstrate how practitioners may learn from 

experience. In a case, Shulman proposes, the learner is not passive and takes 

responsibility for her/his learning. Shulman refers to this as 'activity' or 'agency'. In a 

learning community, individuals think about their own learning (metacognition) and 

collaborate with others by supporting and scaffolding each others' learning. 

 

McLellan (1996) acknowledges the model of situated cognition (Brown, Collins & 

Duguid, 1989) which 'is based upon the notion that knowledge is contextually situated 

and is fundamentally influenced by the activity, context, and culture in which it is used' 

(p6). Ethell and McMeniman (2000) note that 'situated cognition requires the creation of 

opportunities enabling learners to link new knowledge meaningfully to existing 

knowledge structures (schemas) and that this occurs through active, social and authentic 

learning processes' (p90). Ethell and McMeniman (2000) state 'learners thereby engage 

in socially mediated meaningful learning' (p95). 

 

Lave and Wenger (1991) argue that a 'community of practice is an intrinsic condition 

for the existence of knowledge, not least because it provides the interpretive support 

necessary for making sense of heritage' (p98). Engagement in social practice is 

fundamental if learning is to occur. Wenger (1998) develops further the concept of 

communities of practice as a social theory of learning which places learning 'in the 

context of our lived experience of participation in the world' (p3). He proposes a 

conceptual perspective for learning in communities of practice which has as its primary 
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focus that learning occurs through social participation. Further that participation relies 

on individuals actively participating in the practices of social communities and 

constructing identities in relation to these communities (p4). 'Such participation shapes 

not only what we do, but also who we are and how we interpret what we do' (p4). 

 

Wenger (2000) states, 'the success of [learning] organizations depends on their ability to 

design themselves as social learning systems and to also participate in broader learning 

systems such as an industry, a region, or a consortium' (p225). This means that 

worksites such as schools need to be open to new learning through such things as staff 

involvement in professional associations, in-service courses and qualification upgrades. 

Wenger comments how communities of practice, can also learn not to learn. 'Without 

the learning energy of those who take initiative, the community becomes stagnant. 

Without strong relationships of belonging, it is torn apart. And without the ability to 

reflect, it becomes hostage to its own history' (p230). This comment echoes the warning 

of McMeniman et al. (2000) about professional practice becoming atrophied when it is 

not open to new sources of learning. The role of critical others or colleagues who 

provide internal leadership in a community of practice is noted by Wenger (2000). 'A 

community needs multiple forms of leadership: thought leaders, networkers, people 

who document the practice, pioneers etc' (p231). 

 

Summary 

From this review of how practitioners add to their professional knowledge, the 

significance of personal dispositions which are sourced through personal histories is 

shown to have a subsequent effect on how individuals interpret or construct meaning 

from experience. Authentic experiences occurring in a practice context accompanied by 

practitioners' reflection while engaged in practice (reflection-in-action) as well as their 
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thinking back over practice (reflection-on-action) in a systematic and deliberate way, 

contributes to whether learning is educative or not. For situated cognition to occur, there 

must be opportunities for learners to link new knowledge meaningfully to existing 

knowledge structures or schemas. The influence of colleagues and critical others within 

a work setting can have a powerful influence on assisting learners to engage in socially 

mediated, meaningful learning. Whether or not workplaces develop into active social 

learning systems or, communities of practice, is dependant upon how well they are open 

to new sources of learning. 

 

2.5  Conclusion 

This chapter has outlined literature relevant to the key themes which emerge through the 

study. The literature relating to various approaches to school leadership, provides a 

useful basis for an analysis of women principals' conceptions of leadership. A 

moral/critical approach emphasises the importance of the values and ethics of the leader 

whose decisions are derived from defensible conceptions of what is good or right. By 

contrast, in a people-centred approach to leadership, how people are treated and valued 

outweighs ideological perspectives. Relationships are central to the actions of people-

centred leaders and emotional intelligence is required to handle complex situations 

which arise in schools. The corporate managerial approach to school leadership reflects 

a move to more business-focussed leadership which resulted from educational reforms 

in western democracies leading to variations of school-based management. This 

approach is seen as valuing efficient practices over human sensitivities associated with 

the ethics of care and justice. 

 

Empirical studies which aim to capture the voice of practice show effective school 

leadership to be people-centred but values-led. Effective leaders are able to constantly 
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and consistently manage competing tensions and dilemmas because of their capacity to 

be reflective about their values, beliefs and practices (Day et al., 2000). Rather than the 

overly generalised accounts of school leadership which have dominated the literature 

(Southworth, 2002), a learning-centred approach to leadership is proposed which, 

emphasises the importance of heads being 'lead learners' who are knowledgeable about 

teaching and learning and who are committed to their own learning, their staff's and 

most importantly, their students' learning.  

 

From the literature examining female leadership, the influence of learning from 

experiences in various positions was emphasised as important preparation for headship. 

The role of mentors and colleagues in a professional setting was also valued.  For 

women who have children, motherhood was also seen as a useful preparation. Feminist 

literature advocates for a more radical critique of the very nature of education leadership 

aimed at challenging conventional power relationships. It is proposed that for women in 

leadership positions there is a need to critically reflect on how they came to be in their 

positions. 

 

The socio-cultural literature emphasises the importance of active engagement in social 

practices, such as occurs in workplaces, being fundamental for learning to occur. 

Learners construct meaning from active participation in authentic experiences which are 

socially mediated by involvement in communities of practice. Personal dispositions are 

shown to have a powerful influence on how individuals interpret or construct meaning 

from such experiences. As well, practices within different workplaces will influence 

how open they are to encouraging learners to engage in socially mediated, meaningful 

learning. 
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Having summarised the key themes in the literature which are pertinent to this study of 

women principals, in the following chapter, the methodology which underpins this 

study is examined. 
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Chapter 3 
 
 
Methodology 
 
 
3.1 Introduction 
 
 
This chapter begins with a brief review of the methodological paradigm underpinning 

the study followed by a discussion of the methods used for data collection. The 

overarching paradigm for this study is qualitative with constructivist/interpretive 

theoretical underpinnings. Feminist theory has also influenced the choice of topic and 

the methodological approach which emphasises reciprocity and trustworthiness. The 

research strategy is based on the use of case study. The data collection phases include 

concept mapping, a questionnaire, open-ended unstructured interviews and annals. 

 

In the middle section of the chapter, the methods used to analyse the data are examined. 

These include detailed transcriptions of the interviews, Membership Categorisation 

Analysis (MCA) (Baker, 1997), narrative construction from the women's stories, 

interpretation of their concept maps and categorisation of the sources of influence on 

their practice, identified primarily from the interview data. The framework used for the 

coding of data regarding sources is derived from an Australian study investigating how 

research influences teachers' conceptualisation of their practice (McMeniman et al. 

2000). 

 

In the final section of the chapter, there is an account of the participants and the ethical 

issues raised by the study. The chapter concludes with a summary of the key points, 

including a review of the strengths and limitations of the methods used. 
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3.2 Methodological paradigm 
 

The decision to adopt a qualitative approach to this study has been informed by a wide 

range of reading on qualitative research (Eisner, 1991; Bogdan & Bicklen, 1992; 

Fraenkel & Wallen, 1993; Silverman, 1993, 1997, 2000; Denzin & Lincoln, 1994, 1998; 

Yin, 1994; Lofland & Lofland, 1995; Shulman, 1996; Atkinson & Coffey, 1997; 

Holstein & Gubrium, 1997; Neuman, 1997; Clandinnin & Connelly, 1998; Guba & 

Lincoln, 1998; Schwandt, 1998; Heck & Hallinger, 1999; Burns, 2000; Fontana & Frey, 

2000; Janesick, 2000; Merriam & Simpson, 2000; Newman, 2000).  

 

 

As Fraenkel and Wallen (1993:380) observe, much research in education is a mixture of 

quantitative and qualitative approaches. In comparing the distinctive features of each, 

they note the preferences in qualitative methodologies for: 

• hypotheses emerging as the study develops (rather than stated at the outset); 

• narrative description (rather than description reduced to numerical scores); 

• assessment of validity through cross-checking sources of information as in 
triangulation (rather than through procedures with statistical indices); 

 
• expert informant (purposive) samples (rather than random techniques); 

• narrative/literary descriptions of procedures (rather than precise descriptions of 
procedures); 

• primary reliance on the researcher to deal with procedural bias (rather than 
specific design control for procedural bias); and 

• preference for a narrative summary of results (rather than a statistical summary of 
results). 

 

Bogdan and Bicklen (1992, cited in Fraenkel & Wallen, 1993) note further 

characteristics of qualitative research which informed the decision in the current study 

to adopt a qualitative approach. These include: 
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1. The natural setting is the direct source of data, and the researcher is the key 

instrument in qualitative research. Qualitative researchers research in the practice 

environment. The context assists understanding. 

2. Qualitative data are collected in the form of words and pictures, rather than 

numbers. The kind of data collected in qualitative research include interview 

transcripts, field notes, audio recordings, videotapes, personal comments and 

anything else that may reveal insight to understanding the phenomenon. 

3. Qualitative researchers are concerned with process as well as product. They are 

especially interested in how things occur. 

4. Qualitative researchers tend to analyse their data inductively. Through emergent 

data collection, a picture is constructed rather than the pieces of a puzzle being 

assembled from a picture which is already known. 

5. How people make sense of their lives is a major concern to qualitative researchers 

(pp380-381). 

 

Before qualitative research can begin, the phenomenon to be studied must be identified 

(Fraenkel & Wallen, 1993). In the current study of five women principals, the 

phenomenon being studied is their beliefs about leadership and how these have been 

influenced by their personal histories and career experiences. The participants in the 

study were identified by purposive sampling (Fraenkel & Wallen, 1993). The principals 

are all female, pakeha (New Zealanders of European descent) and mothers. As well, 

they represent a range of different school types from primary and secondary, State and 

private, as well as single sex and co-educational schools. Their schools also vary in 

socio-economic status (decile ratings). I was concerned to see the extent to which any, 

or all, of the factors mentioned, influence women's beliefs about leadership. A range of 
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hypotheses emerged as the study progressed. These were not pre-determined and the 

data collected in this study were not 'manipulated' as in experimental research. It 

involved a range of methods that assisted deeper understanding of the subjects' 

perspectives. This study adopted a qualitative approach because, as researcher, I was 

interested in studying real world situations and I wanted a holistic perspective. The data 

were detailed, providing thick description capturing personal perspectives and 

experiences. Having worked in a variety of leadership positions in education I was 

known and trusted by all the participants assisting me to gain more meaningful insight 

into their situations. 

 

This study draws on a qualitative methodological paradigm because it reflects a 

commitment to the study of the world from the point of view of the interacting 

individual. The research question seeks to access information about how five women 

principals conceptualise their leadership and the ways in which their personal histories 

and professional experiences have influenced their practice. 

 

Denzin and Lincoln (1998) suggest 'a paradigm is a basic set of beliefs that guide 

action. Paradigms deal with first principles, or ultimates. They are human constructions' 

(p185). In considering the main perspectives that Denzin and Lincoln (2000) note, 

underpin qualitative research including positivism, post-positivism, constructivism, 

critical theory and related positions including feminism, it is acknowledged that this 

study adopts a constructivist-interpretative perspective with its relativist ontology, 

subjectivist epistemology and naturalistic methodology (Denzin & Lincoln, 2000:21). 

Denzin and Lincoln (2000) observe that 'there is no single interpretive truth' and that 

qualitative interpretations of research data are constructed (p23). In this study of five 

women principals, the researcher's interpretation is just one of many possible and 
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throughout the data collecting phase, the researcher and the participants jointly construct 

knowledge.  

Internal and external validity which are features of positivist and post-positivist 

approaches, are replaced in constructivism by concepts of trustworthiness and 

authenticity. Harrison, MacGibbon and Morton (2001) define trustworthiness to mean 

�the ways we work to meet the criteria of validity, credibility, and believability of our 

research � as assessed by the academy, our communities and our participants� (p324).  

Denzin and Lincoln (2000) comment on the multi-method focus of qualitative research,  

The use of multiple methods, or triangulation, reflects an attempt to secure an 
in-depth understanding of the phenomenon in question. Objective reality can 
never really be captured. We can know a thing only through its representations 
(p5). 

 

Further, they state, 

[the] combination of multiple methodological practices, empirical materials, 
perspectives, and observers in a single study is best understood, then, as a 
strategy that adds rigor, breadth, complexity, richness, and depth to any 
enquiry (Denzin & Lincoln, 2000:5). 

 

In this study of women principals, the methods of data collection reflect the 

constructivist/interpretive approach to understanding the world from the point of view 

of the interacting subject. Qualitative methods such as personal histories and open-

ended unstructured interviews are used to elicit the women's personal theories about 

leadership and the ways these have been influenced by their life and career experiences. 

While such methods do not generate quantifiable results or broad perspectives in the 

way that earlier positivist studies into educational leadership did, they do reflect an 

increasing use, as evidenced in the literature (Heck & Hallinger, 1999), of naturalistic 

and personal experience approaches. Heck and Hallinger state: 
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Qualitative approaches offer a useful avenue for understanding how leadership 
is defined and implemented, how leaders are shaped by their backgrounds and 
beliefs (gender, ethnicity, culture, educational experiences), and how they 
think about and resolve educational problems. These are characteristics of 
leadership that are difficult to uncover through surveys and quantitative 
inquiry. As such, qualitative inquiry has a role to play in filling blank spots 
and also blind spots (p153).  

 

 

Feminist theory and methodology 

While the current study fits into a qualitative paradigm which has constructivist 

interpretive theoretical underpinnings, it has also been influenced by feminist theory 

(Weiler, 1988, 1999; Blackmore, 1989, 1995, 1996, 1998, 1999; De Vault, 1991; Du 

Plessis, 1992; Lather, 1992, 1998; Middleton & Jones, 1992; Reinharz, 1992; Ewick, 

1994; Joyappa & Self, 1996; Hurtado & Stewart, 1997; Du Plessis & Alice, 1998; 

Dupuis & Neale, 1998; Grace, 1998; Olesen, 2000; Harrison, MacGibbon & Morton, 

2001). 

Although the study does not take a critical feminist perspective with an explicit focus on 

power, culture and gender, feminist theory has influenced the focus on women 

principals as the subject of the study. The methodological approach has also been 

influenced by feminist approaches which value personal narratives and oral histories 

(Joyappa & Self, 1996) and reciprocity and trustworthiness which characterise feminist 

research (Harrison et al., 2001). 

 

Joyappa and Self (1996) criticise the limitations of much �classical� research with its 

tendency to ignore or misrepresent women�s experience and values. By contrast, 

feminist research acknowledges that all human experience is worthy of study and that 

women's experience, in particular, is valued. Rather than being viewed as subjectively 

flawed information, methods such as 'personal narratives and oral histories are seen as 

valuable primary sources' (Joyappa & Self, 1996: 2). 
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Lather (1992), cites earlier feminist studies that illustrate how feminist researchers have 

'challenged the invisibility and distortion of women�s experiences in the social sciences' 

(p91). She argues that there are multiple feminist standpoints which reflect differences 

between women such as culture, class, race and sexual orientation (p93). Feminist 

researchers study women from the perspective of their own experiences in order to 

better understand their world.  

 

Jones, Marshall, Matthews, Smith and Smith (1995) acknowledge post-structural 

feminist perspectives which recognise differences 'within' women as opposed to 

'amongst' women. They talk about 'the diverse contradictory and shifting ways in which 

individual women experience gender' (p154). 

 

Hurtado and Stewart (1997) observe how feminist methods have evolved from efforts 

by researchers to dismantle privilege - both gender and scientific 'and that an integral 

part of feminist epistemology and methods has been to create an activist scholarship at 

the root of which is the hope of changing power relations' between the researcher and 

research participants (p307). 

 

Ethical considerations are important. Written consent needs to be obtained and a 

commitment made to reciprocity (Harrison et al., 2001). Harrison et al. state that 

attention to reciprocity is a characteristic of qualitative research and of feminist research 

in particular.  

Reciprocity, the give and take of social interactions, may be used to gain 
access to a particular setting. Through judicious use of self-disclosure, 
interviews become conversations, and richer data are possible. By asking 
participants to examine field notes and early analyses, researchers can give 
back something to their participants and engage in member checks as a means 
of ensuring trustworthiness (p323).  
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Confidentiality and anonymity are important, particularly when biographical methods 

are being used. The feminist researcher must have an open agenda and, in the final write 

up, needs to recognise that her interpretation is one of many possible (De Vault, 1991). 

De Vault states that the feminist ethnographer 'becomes an author and, therefore she 

interprets, constructs, persuades. She will have authority; the question is how she will 

deploy the authority of the writer' (p73). Further, De Vault cautions regarding the need 

to be 'sensitive to abuses of interpretative authority' (p73). 

 

3.3 Research strategy � case study 

Case study is used as the research strategy (Yin 1994; Shulman 1996). While there are 

acknowledged limitations to the use of case, conclusions drawn from cases such as the 

five women principals, are generalisable to theoretical propositions. 'The investigator�s 

goal is to expand and generalize theories (analytic generalization) and not to enumerate 

frequencies (statistical generalization)' (Yin, 1994:15). 

 

Shulman�s (1996) application of case is used as in �What is this a case of?� i.e. what 

may be learned from the cases of the five principals? Using narrative techniques, the 

principals are asked to retell their career/life experiences reflecting on aspects which 

have influenced their principalship. In this retelling, we start to develop a case which is 

a way of parsing experience so that practitioners can examine and learn from it 

(Shulman, 1996). Case is not just an anecdotal device but in the retelling of a story it 

relies on connections between events being made and in so doing, we begin to build a 

set of theoretical principles.   

Case study has been criticised as not being theoretically rigorous enough. However, the 

theory that is shaped from case study is grounded in the real world of the research 

participants. Theory shaping in interpretive case studies is heuristic because it aims to 
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find out how and why phenomena occur (Merriam, 1988). Theory is woven through the 

entire research process. 

 

3.4 Phases of data collection 

The data collection methods reflect a qualitative methodological paradigm which 

commits to understanding women's experiences from their perspective. Attention is 

given to confidentiality and anonymity because of the personal nature of the data. Each 

of the data collection phases will now be discussed in turn. 

 

3.4.1 Concept mapping 

Novak (2001) acknowledges the development of concept maps as a data gathering 

strategy derived from Ausubel's (1963, 1968, 1978) work in cognitive psychology 

which showed how 'learning takes place by the assimilation of new concepts and 

propositions into existing concept propositional frameworks held by the learner' 

(Novak, 2001:2). Novak describes concept maps as 'tools for organizing and 

representing knowledge' (p1). He observes that concepts are 'represented in a 

hierarchical fashion with the most inclusive, most general concepts at the top of the map 

and the more specific, less general concepts arranged hierarchically below' (p1). 

Relationships between concepts are shown by a series of propositional cross-links (p1). 

 

Concept mapping as a data gathering strategy has been used in a wide range of studies 

such as an investigation into children's understanding of science (Novak, 1972), tracing 

conceptual change in preservice teachers enrolled in a multicultural/special education 

course (Trent, Pernell, Mungai and Chimedza, 1998) and as a method to assist adult 

students' learning strategies (Daley, 2002). Concept maps have been used in various 

studies to elicit teachers' practical knowledge (VanLeuvan, 1997; McMeniman et al., 
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2000; and Meijer, Zanting & Verloop, 2002). While the current study asks principals to 

construct their own concept maps about leadership, in a previous study investigating 

women head teachers working in independent schools in the UK (McLay & Brown, 

2001) researchers constructed concept maps for individual principals based on semi-

structured interviews which they sent back to the headteachers for verification. The use 

of concept maps to capture the professional knowledge of principals is very much 'work 

in progress' to which the current study contributes.  

 

In the initial stage, as a way of seeing how the principals organise their professional 

knowledge, they were asked to construct a concept map (Novak, 1972, 2001; Novak & 

Gowin, 1984; Cochran, De Ruiter & King 1993; Markham & Mintzes, 1994; 

Mergendoller & Sacks, 1994; Jones & Vesiland, 1995; VanLeuvan, 1997; Artiles & 

McClafferty, 1998; Trent et al., 1998; McMeniman et al., 2000; Daley, 2002; Meijer et 

al., 2002). The individual maps prioritise various concepts which the principals consider 

to be important in school leadership. Jones and Vesiland (1995) state that concept maps 

are a useful tool for researchers seeking insight into how individuals construct their own 

idiosyncratic conceptual understandings and beliefs (p135).  

 

The five women principals were asked to list 20 words or phrases that they believe are 

important for effective leadership in their schools. Working from an overarching 

concept, or concepts, they were asked to show how these relate to one another, putting 

in arrows and labelling any propositional links. Following the concept map 

construction, in an audiotaped interview, the principals explained their conceptions of 

leadership and then elaborated on the sources for each of the concepts, that is, where 

they acquired them. By completing the maps early in the research and independently of 
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the researcher, the resulting data were not influenced by the researcher. Also, concept 

maps have the advantage of avoiding �pious bias� which can occur with interviewing. 

 

The data generated by the concept map exercise were 'messy' as the principals chose not 

to follow a hierarchy of concepts1,  as suggested in the literature, but rather mapped their 

concepts and beliefs differently. Inter-relationships and linkages between concepts are 

strong but not made in an hierarchical way. The research process reveals that the 

principals are sophisticated thinkers/complex problem solvers and that they refuse to 

follow a particular pattern suggested to them. One principal, refers to her 'unconcept, 

concept map'. Further, she states 'I quite strongly believe that all of these things are 

important for leadership...I really, really believe that if any one of these things is 

missing, there's a problem'.  

 

Data from concept mapping and transcribed interviews are reported in Chapter 5 and the 

principals' concept maps are reproduced as Figure 5.1 � 5.5. 

 

3.4.2 Questionnaire 

The principals were asked to complete a short questionnaire (see Appendix A, 

Professional Background Summary) which provides a brief résumé of their professional 

experience as well as data on professional development and the main sources of any 

reading the principals do about education. Data from the questionnaire provide useful 

supplementary information to that generated from the interviews. 

 

 

 

                                                 
1 Following interviewer probes, some of the principals ranked major concepts. These are discussed in 
Chapter 5. 
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3.4.3 Open-ended unstructured interviews 

Each principal was interviewed twice for approximately one to one and a half hours. In 

the first interview, the women explained the thinking behind their concept maps and 

then, in response to probes from the interviewer, sourced their concepts. The second 

interview was based on the annal (snake diagram) which reflected influences on their 

practice.  

 

The open-ended, unstructured interviews enabled the participants to reflect further on 

the things which they identify as having considerable influence on their professional 

knowledge base and practice.  Silverman (1993) states interviewees are viewed as 

experiencing subjects who actively construct their social worlds; the primary issue is to 

generate data which give insight into peoples' experiences. The main way to achieve 

this is through unstructured, open-ended interviews which are usually based on prior in-

depth participant observation.  

 

The 'active interviews' (Holstein & Gubrium, 1997) mean that the interview accounts 

are socially constructed and are a collaboration between each of the principals and the 

interviewer. Together the principals and the interviewer draw on cultural knowledge 

(Baker, 1997) such as what it means to work in educational leadership; as women; and 

in some cases, as former colleagues and postgraduate students. As researcher, my 

membership of these categories (Baker, 1997) provided me with the 'warrant' or 

credibility to interview the women in this way. There is a high level of trust on the part 

of the women evident in the discussions, but also the need for a heightened ethical 

awareness on the part of the interviewer because of their self-disclosure. 
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3.4.4 Annals 

At the second interview, the principals reflected on the major career or life experiences 

which have influenced their practice. As part of this, they constructed snake diagrams or 

annals of their lives (Clandinin & Connelly, 1998). Clandinin and Connelly comment, 

'An annal�is a line schematic of an individual�s life [which] allows researchers and 

participants to gain a sense of the whole of an individual�s life from his or her point of 

view.  

 

As the principals drew their snake diagrams, they were asked 'to tell stories, to construct 

chronicles around the points marked on the annal' (Clandinin & Connelly, 1998: 164). 

The snake diagram became a 'vehicle' to listen to how the women constructed influences 

and provided the focus for the second interview. 

 

Summary 

The data collection methods reflect qualitative and feminist methodologies which 

emphasise understanding women's experiences and beliefs from their perspectives. 

Attention is given to the trustworthiness and authenticity of the data. The use of a 

combination of data collection methods contributes to the breadth and depth of the 

enquiry. In the next subsection, Data Analysis, methods used to analyse the primary 

data are reviewed. 

 

3.5 Data analysis 

Following their collection, data were analysed in several ways to provide a more 

complete understanding of the women's conceptions of leadership and how their 

personal histories and professional experiences have influenced their practice. The 
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interviews were fully transcribed and combined with other data sources to inform the 

analysis.  

 

3.5.1 Transcriptions 

The interviews were taped and transcribed using the transcribing conventions in 

Silverman (1993: 118) (see Appendix I). The use of such detailed 'recorded data is an 

essential corrective to the limitations of intuition and recollection and thus helps to 

minimise personal perceptions or analytical biases' (Heritage, 1984: 238).  

 

The ten transcriptions have been recorded as 1a � 5a and, 1b � 5b corresponding with 

the order in which the principals were interviewed, firstly, about their concept maps and 

secondly, about their snake diagrams, or schema of influences on their practice. While 

the transcriptions for one participant only are included as Appendicies I and J, all ten 

interviews are recorded on CD Rom and are attached following the appendices.  

 

To ensure the trustworthiness and authenticity of the material (see Section 3.2 � 

reciprocity) each of the transcriptions was sent back to the participants to see if there 

was anything they wished to add or delete. This examination also enabled the women to 

have 'control over' data to be interpreted by the researcher. This was important 

considering the high level of self disclosure evident in the interviews.  

 

3.5.2 Membership Categorisation Analysis 

The transcribed data were analysed using Baker�s (1997) Membership Categorisation 

Analysis (MCA) which focuses on: 

• the categories which are established in and by the talk, including any standard 

relational pairs; 

• the attributes attached to these categories; 
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• the cause and effect accounts that are enabled by the category-attribute connections; 

and 

• the substantiation procedures used by the speaker to support the category � attribute 

� account connections (p142-143). 

 

Baker (1997) suggests that interviewing is understood as an interactional event in which 

members draw on their cultural knowledge, including their knowledge about how 

members of categories routinely speak (p131). 

 

At an earlier stage in the research design, MCA was intended to be the main analytic 

tool to answer the research question because it was considered to be a rigorous method 

of interrogating the data. As a result, the transcripts for the two participants who were 

interviewed first, were analysed using the four steps outlined above. By focussing on 

the various categories which were established, in and by the talk, between the 

interviewer and the two principals, it proved a rigorous, if time consuming, way of 

establishing themes. Appendices B, C, D and E provide evidence of how the categories 

and their attributes were developed.  

 

For the remaining three principals, the same process was followed but not written up 

formally as in the appendices. With hindsight, although it may have been quicker to use 

a computer software package such as NUDIST to code the data, the process proved 

invaluable for me, as researcher, to analyse the transcripts in such a focussed way 

because it enabled me to know the detail well in its context. It provided a sound 

understanding of not just leadership, but the other elements of the women's life stories 

which, on the surface, have nothing to do with leadership but to do with the person 

leading. As well, it meant when verbatim quotations were needed for the women's 
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narratives and to support the analyses of the concept maps and snake diagrams, I was 

very familiar with their spoken words.  

 

As part of the emerging design for this study, it was decided, in consultation with the 

research supervisor and another researcher who is knowledgeable about MCA, that full 

MCA of all ten transcripts was not justified as the concept maps and snake diagrams 

had generated data which answered the research question. Instead, it was decided to 

apply MCA to a smaller section of data as a final filter to see if the earlier conclusions 

that had been drawn about the sources of influence on the women's practice might be 

confirmed (see Appendix F). Silverman (2000:178) refers to this as the 'refutability 

principle'. While the extract chosen for analysis in Appendix F is only one small 'slice' 

of a much larger interview, the different way of 'interrogating the data' which MCA 

provides, confirmed some of the significant influences on the professional knowledge 

base and practice of one principal, thus affirming the credibility and trustworthiness of 

earlier analyses. MCA also enabled me to compare the categories in Table 3.1 with 

those produced in the women's talk. It revealed that although the women's stories are 

'unique' in that they show local theory being generated, there was a correlation between 

these local theories and the broader classification schedule in Table 3.1.  

 

3.5.3 Narrative Construction 

Narratives from the women's stories were written to capture in a more holistic way the 

women's personal theories and beliefs and to show how these had been influenced by 

their personal histories and professional learning experiences (see Chapter 4). Ah Nee-

Benham and Cooper (1998) argue, in spite of narrative being methodologically 'messy', 

'that to talk meaningfully about how life experiences shape one's work as a school leader 

requires a storied approach that is descriptive, personal and concrete' (p6). The concept 
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maps and snake diagrams provided a first layer of data but the women's stories revealed 

through the open-ended, unstructured interviews, what Ah Nee-Benham and Cooper 

refer to as a rich multiplicity of layers. As a way of contributing to the authenticity and 

trustworthiness of the women's narratives, the researcher asked each of the participants 

to read early drafts and to make corrections (see Appendix G). This 'member checking' 

was also a way for the researcher to give something back to the women who had so 

generously given their time and shared their personal stories (see Section 3.2 - 

reciprocity). 

 

3.5.4 Concept maps 

The coding and analysis of the concept maps and transcripts followed the procedure 

which McMeniman et al. (2000) established for their investigation of the sources of 

teacher knowledge. As explained in Section 3.4.1, the principals were asked to identify 

the concepts or beliefs about leadership which underpin their professional practice. 

These were analysed against the four approaches to leadership which were derived from 

the Educational Leadership literature (see Chapter 2).  

 

The data were analysed on a case-by-case basis to identify commonalities and 

differences between the principals' concepts and the sources for these. In an attempt to 

overcome the limitation of the interpretation being carried out by a single researcher, 

two other researcher colleagues who were familiar with the method, examined the 

concept maps. Early in the data analysis phase, the preliminary interpretation of the first 

concept map was moderated by the first colleague. Later, all five concept maps were 

discussed with the second colleague as a way of enhancing the reliability of the 

findings. Also, the five concept maps were then given separately to a group of 
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practising adult educators2 who were willing to check the reliability of my findings. In 

pairs, they analysed one concept map each and then discussed as a whole group their 

interpretations which corresponded with the researcher's findings. 

 

3.5.5 Categorisation of sources of influence 

The interview transcripts were coded using a framework derived from the McMeniman 

et al. (2000) study, which investigated the influence of research on teacher knowledge 

in action. The current study which examines five principals' conceptualisation of their 

practice, and how it is influenced by their personal histories and professional learning 

experiences, is indebted to and builds on the valuable work carried out by Marilyn 

McMeniman and her team. Table 3.1 shows the framework which has been adapted 

from McMeniman et al. (p393). 

                                                 
2 The educators were enrolled in a 'Critical Thinking and the Professional Practice of Adult Educators' 
course as part of their Diploma in Adult Teaching and Learning. 



 69

 

CATEGORISATION OF THE SOURCES OF INFLUENCE ON PRINCIPALS� 
PRACTICE 

 Adapted from McMeniman et al., (2000: 393) 
 

• Own learning � associated with personal experiences both within and  
outside of education; 

• Workplace Learning � learning resulting from participation in a culture of practice in 
the workplace; influence of specific contexts. 

• Significant other � a specifically identified person who has influenced the principal in 
various ways; this person may be a family member or other key individual within the 
principal's personal life. 

• Intuition � explained in terms of 'seeming natural to do'; 

• Personal characteristics of the principal � often based on own schooling or life 
experiences; 

• Self motivation � linked to the participant's desire to maintain personal interest; 
 

• Principal induction training; 

• Professional reading � in the area of curriculum and policy documents linked to system 
and school policies; 

• Professional reading � provided by print media including books, professional 
magazines, newsletters etc., journals and other media including the internet; 

• In-service � provided through short professional development workshops and 
conferences; 

• Formal postgraduate studies � completed through tertiary institutions; 

• Peer influence � as provided by interaction with fellow principals/educators; 

• Critical other � a specifically identified person who has influenced the principal�s 
practice through various ways; this person may be another principal or other key person 
in a school; an academic with whom the principal has had contact through formal studies 
at university; a researcher with whom the principal is familiar because of reading or 
active involvement in that research etc. 

• Principal as researcher in the form of  
(a) active reflection on practice or practical problem solving with a view to changing 

how things are done; may include action research strategies 

(b) participation in a formal research project, national task force or working party 

 

Key: 

1 = Personal Sources, 2 = Professional Reading,  
3 = Professional Development, 4 = Professional Colleagues 
 

Table 3:1 

1 

2 

3 

4 
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Minor adjustments, such as 'principal induction training' replacing 'initial training', were 

made to the original framework to reflect principals as the focus. Also, various 

categories were clustered and placed in different order from the original. Personal 

sources (1) have been augmented by two new categories, 'workplace learning' and 

'significant other' which are in italicised font. Professional reading (2) and professional 

development (3) follow the original descriptors. Professional colleagues (4) is a new 

cluster which acknowledges the influence of other people in a professional setting, 

whether they be 'peers' or 'critical others'. 

 

The major alteration made to the original framework is a refinement to the category 

'own learning' associated with personal experiences both within and outside education. 

It was considered that the original term 'own learning' did not recognise sufficiently the 

significance of learning from experience in the workplace, which all five principals in 

this study acknowledged. The original category seemed to decontextualise the learning 

and did not reflect sufficiently the impact of specific contexts in which the learning 

takes place. The decision to include workplace learning as a discrete source, was 

informed by discussions with colleagues working in the area of adult education and 

training. Through a process of re-examining the sources to which the principals 

attributed significant influence, this decision was sustained by the data which are 

described in Chapter 6 showing the relative focuses for each principal (see Tables 6.1-

6.5).  

 

The inclusion of 'workplace learning' as a category, does not imply that participation in 

work tasks alone will lead to improved practice, but when it is 'richly associated' 

(Billett, 2001) and permeated by 'research access points' (McMeniman et al, 2000) such 

as 'professional development' and 'critical others', this source of learning, it may be 
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argued, is dynamically being updated through the impact of multiple sources of 

learning. When it is 'scaffolded' by experts (Billett, 2001) or when there is a 'community 

of practice' (Wenger, 2000) associated with a willing 'disposition' (Billett, 2001) on the 

part of the learner, professional knowledge and skills are updated in a direct and 

powerful way.  

 

Summary 

The data were analysed in a variety of ways to provide a more complete understanding 

of the principals' conceptualisation of their practice, and the sources of influence on this. 

The data analysis methods included detailed transcriptions, MCA to establish themes 

and to refute earlier analyses, narrative construction, concept map analysis and 

categorisation of sources of influence on the women's practice. 

 

In the following section, the criteria used for selection of the principals, along with 

associated ethical issues, are discussed. 

 

3.6 Participants and ethical issues 

The women in this study have been selected because they are principals of a range of 

school types in the primary and secondary sectors in New Zealand. The spread of school 

situations is useful for comparative purposes to ascertain commonalities and differences 

regarding the women's beliefs about leadership and the sources of influence on these.  

 

The five participants all of whom are pakeha, are experienced, highly respected 

principals. As well, they all are, or have been, married and had children. This criterion 

was included to see how it may have influenced the women's conception of leadership 

and their practice. Two of the women work in urban primary schools; one a small, low 
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decile, Years 1 � 8; the other, a medium sized, high decile, Years 1 � 8. The third 

woman is principal of a small to medium sized girls' secondary school located in a large 

provincial town. The fourth is principal of a large, co-educational school and the fifth 

works in a medium to large, independent, co-educational city school which has 

enrolments from kindergarten to Grade 13. Two of the women have completed masters 

degrees in educational leadership and two others have papers towards a postgraduate 

diploma. Although each of the cases is 'unique', the multi-site nature of the research  

enables analytic generalisations (Yin, 1994) to be made regarding the women�s 

conceptions of leadership and the sources for these. 

Ethical issues 

Each of the participants is well known to the researcher. The high level of trust between 

the researcher and the five women increased the likelihood of obtaining good quality 

data. However, care and ethical consideration were given to any 'insider knowledge' 

gained and a commitment to reciprocity was carried out. Confidentiality was provided 

through the use of pseudonyms and the removal of specific details which might easily 

reveal the women's identities3. The snake diagrams which contained detailed personal 

sources have not been reproduced for this reason. An informed consent form was signed 

by each principal (see Appendix H). 

 

In personal experience methods, Clandinin and Connelly (1998) note that the ethical 

dimensions of researcher-participant relationships are highlighted. 

When we enter into a research relationship with participants and ask them to 
share their stories with us, there is the potential to shape their lived, told, 
relived, and retold stories as well as our own.  These intensive relationships 
require serious consideration of who we are as researchers in the stories of 
participants, for when we become characters in their stories, we change their 
stories.  In other places we have written that personal experience methods have 
the potential to generate new shared stories for participants and researchers in 

                                                 
3 Ethical clearance was gained through Griffith University processes and confirmed by letter 16 February 
2001. 
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relationships that are akin to friendships (e.g. Clandinin & Connelly, 1988).  
As researchers we are also changed, but because we enter the relationships 
with certain intentions and purposes and, as the ones most often initiating the 
research relationship, our care and our responsibility is first directed towards 
participants (Clandinin & Connelly, 1998: 169). 

 

Clandinin and Connelly state further,  

because personal experience methods involve �real� people, and not just texts, 
we need to pay the closest attention to the aftermath of the research�As 
personal experience researchers, we owe our care, our responsibility, to the 
research participants and how our research texts shape their lives (p169). 

 

3.7 Strengths and limitations of the research methodology 
 
This section on the strengths and limitations of the research design is a summary of the 

issues already noted throughout the chapter. A major limitation of data generated by 

case studies is that they cannot be statistically generalised to a whole population in the 

way that survey data can. While qualitative methods such as personal histories are by 

their nature subjective, they do generate valuable primary data. They provide deeper 

levels of insight into leadership which more traditional studies do not. While one cannot 

statistically generalise from case studies, one can learn from them (Shulman, 1996) and 

develop analytical generalisations (Yin, 1994) based on the theoretical principles which 

arise during the research process.  

 

The data generated by the concept mapping did not conform to the pattern that the 

literature on concept mapping suggests, (see section, 3.4.1). Although the principals 

chose not to follow a hierarchy of concepts, strong linkages were evident between 

various concepts. The women's concept maps reflected their holistic beliefs about 

leadership and, in many ways, mirrored the real-life complexity that characterises their 

practice. 
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The layering of various methods of data gathering contributed to the emerging picture 

of the influences on the women's practice. As Denzin and Lincoln (2000) observe, this 

is a 'strategy that adds rigor, breadth, complexity, richness, and depth' ( p5) to the 

research process. 

 

The fully transcribed interview data helped minimise personal perceptions or analytic 

bias. As well, the 'member checking' of the transcriptions and the narratives ensured a 

greater trustworthiness and authenticity of the stories. To help alleviate a major 

limitation of data being interpreted by a single researcher, data analyses were discussed 

with colleagues and other researchers to see if the early findings were confirmed by 

others. The concept maps were also examined by a 'reference group' to provide a futher 

filter for the researcher's interpretation. 

 

The use of MCA, while having the limitation of being time-consuming, did ensure that 

the researcher was very familiar with the actual words spoken by the women. The 

categories which were developed while being unique on one level, on another, revealed 

a correlation with the categories in the broader classification schedule in Table 3.1. 

Using Silverman's (2000) 'refutability principle' a smaller section of one principal's 

interview data was examined in an in-depth way using MCA principles. This further 

examination of the data confirmed the earlier interpretations generated from the 

narratives and analyses of the concept maps and the sources of influence. 

 

The research design, in line with feminist methodology, set out to acknowledge 

women's experience from their perspective. It is felt that this has been accomplished and 

in the process a more detailed, in-depth understanding of their conceptualisations of 

leadership and the sources of influence on their practice has been acquired. The 
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constructivist/interpretive approach meant that the women were viewed as interacting 

subjects and that with the interviewer, they jointly constructed new knowledge. The 

researcher was mindful of her interpretation of the data being only one of many possible 

and subjected her findings to the scrutiny of others throughout the research, as well as 

using MCA 'to refute' her earlier analyses. 

 

3.8 Conclusion 

The study draws on a qualitative methodological paradigm which is suited to 

understanding five women's beliefs about leadership and how these have been 

influenced by their personal histories and professional experiences. The study is also 

informed by feminist theory and methodology in that women's experiences are the focus 

of the research. Each of the methods of data collection and analysis fit within a 

constructivist/interpretive approach which seeks ways of eliciting the subject's 

understanding about phenomena and acknowledges that the researcher's interpretation is 

just one of many possible. 

 

In the following chapter, narratives of the women's stories are constructed and 

discussed. The narrative descriptions are followed by Chapter 5 in which the findings of 

the concept mapping analyses are presented. Chapter 6 provides a report on the sources 

of influence on the principals' practices based mainly on the transcribed interview data. 

Chapter 7 provides a summary of the dissertation and pulls together the major findings 

with respect to the research question. 
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Chapter 4 
 
 
Five principals' narratives 
 
 
4.1 Introduction 
 
This chapter reports in narrative form the individual stories of the five women principals 

who agreed to be subjects for this study. 'Narrative as research method provides us with 

glimpses of previously hidden reflections on school-life phenomena rather than the 

traditional quantified external views provided by earlier studies' (Ah Nee-Benham & 

Cooper (1998:8). Ah Nee-Benham and Cooper argue, in spite of narrative being 

methodologically 'messy', 'that to talk meaningfully about how life experiences shape 

one's work as a school leader requires a storied approach that is descriptive, personal 

and concrete' (p6). Each of the five women principal's stories supported this view. The 

'stories' revealed through the open-ended, unstructured interviews, what Ah Nee-

Benham and Cooper refer to as a rich multiplicity of layers of insight into the principals' 

experiences.  

 

The narratives have been organised to provide brief biographical data followed by 

stories from the women's personal histories which reveal their perceptions of leadership 

and some of the significant underpinning influences on these. While the stories have 

been interpreted by the researcher, it is the women's individual 'voices' which speak. For 

this reason, in this chapter, as well as the next, longer quotations have not been indented 

as it is felt to have done so would have interrupted the narrative flow. Underlined words 

in the direct speech indicate an emphasis in the talk which follows the transcribing 

convention used for the transcriptions (see 3.5.1 � Transcriptions). 
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The chapter concludes with an analysis of what the women's stories add collectively to 

understanding how their life experiences have shaped their work as school principals. 

 

4.2 Individual narratives 
 
 
4.2.1. Stephanie  

Stephanie has worked for 29 years in the teaching profession and been a principal for 16 

of these in four different schools. Her current school is a decile 10 (very high socio-

economic status), full primary, Year 1-8 with 430 students. Stephanie's highest 

qualification is a Master of Education degree which she completed five years ago. 

 

Stephanie received all her compulsory education through the Catholic school system 

which she stresses has its 'advantages and disadvantages but a very strong link 

originating from that was being people-orientated.' Her family background was working 

class and a university education was frowned on. 'There were barriers to be honest', says 

Stephanie, 'my parents thought going to teachers' college was a terrible career. Why 

didn't I just get a proper job working in an office�And when I came home with 

[husband to be] who was at university, that was even worse�'  

 

She describes how she was of the first generation of women who continued working 

when they had children. Prior to this it was the norm for a female primary teacher to 

resign her position and take time out from her career to raise her family. 'I know when I 

did it', she says, 'eyes were raised and there was a certain amount of finger pointing' by 

members of the small rural community in which she lived. Stephanie reveals how she 

was ambitious. 'I suppose I knew when I was about 30 or 32 that I probably did want to 

be a principal and I did want to move forward in my career and I think the main 

obstacles to that were that I was a woman and that I had a young family.'  
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Stephanie clearly recalls how her interest in moving from teaching to a principalship 

was 'the beginning of where I stopped thinking that my career was the second one in the 

family.' Further, 'It was going to be of benefit for all the family if I worked on my 

career�Up until then I was resigning from jobs I quite liked and were going quite well 

for me so we could go off and do whatever it was [husband] wanted.' 

 

As a teaching principal in the 1980s 'when Tomorrow's Schools was unleashed' 

Stephanie experienced a huge increase in workload. 'You were negotiating charters, 

writing policies and using language you had never heard of before and everything had to 

be done yesterday�a lot of principals went under during that time.' As a coping 

strategy, Stephanie recalls 'throwing sickies to go to school to work�but then some 

release time did come.' She would not have survived, she says, without prioritising what 

was most important. 'I wrote up basically what turned out to be an annual plan for the 

year whereby I committed myself to doing certain things and stuck fairly rigidly to 

those goals. This meant that I could block out other demands.' 

 

In her first principalship, Stephanie recalls how she 'learnt about systems management, 

possibly innovation and organisational planning.' She explains further, 'I think I worked 

out how to do things so that I could survive day-by-day as a teaching principal with a 

young family while wanting my school to move forward. This led to a commitment to 

lifelong learning. Through professional development, I understood why planning and 

continuous improvement were important�so I think I did it first and then learnt the 

theory behind it second.' 

 

As a teaching principal, Stephanie vividly recalls, 'You're working flat out�its just one 

of those terrible jobs that you work night and day. I always did preparation for my class 

first because that was the most important but it was like eating the vegetables first to get 
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to the good stuff. What I looked forward to was the school management which I�did 

second.' As a principal, Stephanie 'liked having an influence over the whole school, not 

just one classroom.' 

 

A principal must have 'a strong belief system [which she] can then articulate' to others 

Stephanie says. 'You've got to be able to work with people to create a shared vision. 

You need to be able to talk to them and listen to them and inspire.' The 'people' she 

refers to include colleagues at work, peers within the profession, the students, parents 

and the community. It is important, Stephanie feels, to have a 'genuine respect and 

concern for others.' She suspects that 'people who really do care about the colleagues 

they work with have greater job satisfaction.' Further, 'I think that you feel better about 

yourself when you do things that are right for the right reasons.' The fact that she 'can 

still return to [her] old schools and feel welcomed' provides tangible evidence of the 

positive outcomes resulting from this belief. 

 

The underlying purpose of a school, Stephanie believes, is 'for children so that they can 

learn and reach their potential.' Further, 'Principals need a real sound knowledge of 

pedagogy, how children learn, if they're going to run their schools effectively.' A 

reference to the possibility of winning a Ministry I.C.T1 cluster contract, reveals how 

Stephanie considers that children's learning may be enhanced. 'It will bring a substantial 

amount of money for professional development with the main thrust of that PD being 

pedagogy. [It will] be about children�s learning and I would like to think that from there 

teachers will have a greater understanding of children�s learning styles, multiple  

intelligences, thinking tools, and how this fits into the New Zealand Curriculum.'  

                                                 
1 I.C.T. refers to Information and Communication Technologies 
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Stephanie believes schools need to 'present the curriculum and teach the curriculum to  

the children where the main emphasis is on building on their strengths and their 

intelligence [so that] it's broadening their ability to think deeply and to learn.' She 

explains further, 'Our challenge is probably to work out how to integrate the curriculum 

so what we�re really doing is teaching children to learn through the curriculum as 

opposed to just teaching the curriculum. And I think that�s quite a huge step for teachers 

and schools to make.'  

 

While Stephanie acknowledges that on one level schools are a business, 'the profit is in 

the learning outcomes of children.' She comments, 'Schools could learn a lot from the 

business world and businesses could learn a lot' from schools. 'Our skills in organisation 

and communication are at an advanced level because we do it every single day�We are 

a business that has 430 clients in our facilities for five hours a day and we are 

continuously interacting with them and there are very few professionals that have to 

deal with those sorts of numbers.'  

 

Even though she has been a principal for 16 years and of four different schools, 

Stephanie has an ongoing passion for her job which is sustained by her personal 

commitment to learning. As she says, 'If you don't keep [learning] you will just start to 

become tired, and old and fed up.' Apart from her own qualification upgrades which 

have been significant influences on her professional practice, throughout her career, 

Stephanie has particularly valued the interaction with colleagues who are 'innovative 

and interesting.' She comments, 'You learn from them and it is exciting to share ideas.' 
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4.2.2. Jo 

Jo has worked 23 years in the teaching profession having taken four years out to care for 

her children while they were young. She has been principal for three and a half years of 

a girls' state secondary school which is located in a large provincial town. It has 400 

students and is a decile 6 (medium socio-economic intake). On the school site there is a 

residential hostel for students who board. Jo's highest qualification is a Bachelor of Arts 

degree but she completed two thirds of the papers for a specialist diploma in educational 

management, prior to her appointment as principal. 

 

Neither of Jo's parents was highly educated. She describes how her father left primary 

school and went to work on the family farm and how her mother 'had this desire to go 

teaching�[but] had only a year or two at secondary school before she had to leave' for 

economic reasons. Jo was supported however in her aspirations to be a teacher 

especially by her mother. 'In terms of value and equality for girls and women and so on, 

that was part of my basic upbringing', she recalls. 'It was never education was just for 

boys but I know in a lot of families at that time that was still the thinking.'  

 

Jo attributes much of her own success at both primary and secondary school to the 

influence of individual teachers and the power they can have to influence young lives. 

She reminisces, 'I think particularly in those days when education for girls and family 

experiences of university weren't there' [if it hadn't been for the influence of various 

teachers] 'I would�never have thought about university.' Jo's own experiences have 

contributed to her belief about the 'power that teachers can have if they actually touch 

personally.' Jo also reflects how she 'may have settled for a lot less' if it weren't for the 

strong academic emphasis of the co-educational secondary school she attended. 
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Jo never saw herself becoming a principal and describes how when she and a colleague 

gave up teaching to have their first children that they 'were both of the mind, well that 

was it. We'd given up to have our families. We might go back later on, but if we didn't, 

it wasn't the end of the world.' During her four years away from the classroom, Jo 

comments on how busy she was with her own children but also how she 'did end up 

being the president of Plunket and chairperson of the kindergarten committee.' Being a 

parent has influenced Jo's leadership. 'Having your own children, bringing up your own 

children, does influence how you do this job', she says. 'It taught me a kind of tolerance 

and a patience and an insight into the ways kids think and operate which�maybe you 

could read in a textbook, but is graphically displayed when you're working with your 

own kids.' 

 

Jo talks about her move back into teaching as being 'by sheer accident' and further how 

her career developed almost in a serendipitious way as various opportunities presented 

themselves. The opportunity to work with young people in a quite different way from 

that of a classroom teacher, Jo says, 'opened a whole new area' for her. 'My role as a 

Dean and as an AP [Assistant Principal] and all that was shaped in those years.' She 

explains, 'The one-to-one and the working with kids with learning difficulties and all 

that came through working with (colleague) and seeing a different way of working with 

kids.' She concludes, 'That influence was absolutely, absolutely paramount in terms of 

the way I operate with kids now.' 

 

From her involvement in this new area of school life, Jo found herself immersed in 

'political battles.' Jo's election as the National President of the [named] association 

offered her 'enormous opportunities because there was the leadership of that association 

itself,' but also the profile that it provided. An additional influence on Jo from her role 

as President was the development of a commitment for bicultural practices. 'Most of our 
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national meetings around the country were on marae so it meant being involved in 

powhiri and singing waiata, and, sleeping on marae just became common place.' 

 

Although she was from a 'non-single sex background and had taught only in lower 

socio-economic schools', the Board of Trustees of her current school deliberately 

appointed Jo as principal to be a change agent. The school had experienced serious 

problems and a new way of doing things was required. The reaction of staff varied from 

those who acknowledged 'we've got to change' to others 'who you could see were 

watching on the side', Jo says. Gradually they came on board. She observes, 'Where 

they are at in terms of their careers and their life and how much longer they've got in 

teaching and their personalities and all of that means varying success.' 

 

As a strategy Jo recalls deliberately looking 'around at staff that were on board with 

change.' She 'brought them into the circle in terms of where [she] wanted to go�gave 

them a role to play.' The previous school culture had not 'empowered [them] to be part 

of the decision making' and Jo describes how 'a lot jumped at that opportunity�kind of 

like ripples on a pond, spread the power.' She acknowledges that without others 

following 'you're not going to be a change agent.' 

 

Jo attributes varied experiences from her own 'background, both in terms of [her] own 

study and opportunities [she'd] been given to do other things' as contributing to the 

professional knowledge which she brought to her appointment as principal. These 

opportunities included 'professional development I'd had, committees I'd chaired�As a 

DP I'd done all the staffing, all the timetabling, so I knew all that side. I looked after all 

the personnel management side. I'd come through a background of transition and Deans 

and careers so, that kind of pastoral care side I was strong in�I'd chaired Curriculum 

Committee in my previous school and had seen that school through a complete new 
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curriculum change. I'd been in the College of Ed. and been around advising so I'd been 

in and out of all different sized schools and worked with them. I'd done some of the 

papers towards my education administration course so I had a theoretical base too and 

I'd done the Resource Management papers so I could add a bit of finance but that was an 

area where I hadn't done a terrible lot.' 

 

From her personal life, having built two houses, Jo brought experience in property 

matters. 'When the Property Manager comes and tells me there's a hole in the soffit, I 

know what he's talking about' she says with a chuckle. In addition, having 'a husband 

working in computing has meant that I'm very ICT competent and confident there.' 

 

Jo's personal qualities have contributed to her successfully leading the school and its 

community through a rebuilding phase. Her 'sense of humour and ability to keep things 

in perspective and to be realistic and practical' have greatly assisted, she says. As well, 

Jo believes that it is 'really important' as a principal 'to be consistent in the values you 

portray.' All the important decisions are guided by her belief that the students are the 

focus. For her 'the end justifies the means.' She says, 'If its for the education of the girls 

in this school and the betterment of this school, then�I can live with that�that's what 

gets me through the hard decisions.' 

 

4.2.3. Margaret 

Margaret has worked for 28 years in the teaching profession, having taken an additional 

13 years out to raise her own children. She has been principal for seven years of a Year 

1-8, inner city, multicultural, decile 2 (low socio-economic) primary school which has 

195 children. The school has a 65% roll turnover per annum and many children with 

high special needs, including a significant number of non-English speaking children. 



 85

Margaret's highest qualification is an Advanced Diploma of Teaching although she has 

only one paper to complete a specialist diploma in educational management. Prior to her 

appointment as principal, she had an extensive background in Special Education. 

 

When Margaret decided to take up teaching it was seen by her parents and others as 'a 

very acceptable thing to do.'  She 'wasn't rocking the boat at all.' When her own children 

came along, she took time out from teaching and was fully involved doing family and 

community things. She says how she learnt a tremendous amount from her years with 

Plunket, Kindergarten, Playcentre, Girl Guides, Pony Club and the WEA Book Club. In 

all these groups she found herself as secretary or office holder. Margaret comments that 

from her involvement with these voluntary community groups she learnt to work with a 

variety of people, including 'a wide range of ages and stages.' 

 

As a mother she was fascinated by her own children's learning. Her interest in literacy 

and love of reading was imparted to her children. She says, 'They were all reading when 

they went to school�they were immersed in it�they could never have been non-

readers.' As Margaret's children grew to independence her life began to change. 

Although she had loved her years as a relief teacher and had been fully involved in 

Special Education in a Special School and as a Visiting Teacher, Margaret tells how she 

became 'weary of working only with problem children.' Her husband whom she 

identifies as a significant influence in her life, recognised that there were things other 

than classroom teaching that she would do in education and encouraged her to apply for 

her current position. When she won the position however, she recalls how she was 

'stunned' and did not 'accept it straight away.' 

 

Margaret describes how soon after taking up her appointment, a rather abrasive parent 

challenged her, 'How long are you going to be here, now how long are you going to be 
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here?' Margaret was taken aback and said 'What do you mean?' The woman replied, 

'Well the last one stayed five terms, how long are you going to be here?'  

 

The children in Margaret's school are her main focus. 'I think one thing that would drive 

all of us here would be our vision for the children and meeting their needs.' She 

acknowledges how 'the demands on the staff are incredible' in her school especially as it 

has a large number of 'hoppers' and 'bungies'. The 'bungies' move 'out of the area, ring 

up and say that they are looking for a house back here and that they want to come back.' 

The 'hoppers' refer to the high number of transient children the school has. 

Reassuringly, Margaret attributes her school's success in looking after these children to 

resilience. 'We seem to be able to manage better and have those systems in place�to 

accept children, to welcome them.' 

 

As principal, she stresses the importance of valuing her staff. 'That's everybody � 

including part-timers, cleaners, dental nurses, trainee teachers, teacher-aides and 

teachers.' Margaret also believes a leader needs to provide drive and energy for those 

around her. 'Drive', she says, can often mean 'leading from behind�its not out there 

pulling them along, its often just in behind, just tweaking.' She explains further, 'You 

need the drive often to set things up and get the momentum going because if you can't 

generate that energy and get them looking at whatever part of the vision that you're 

going for, then you can forget about it because you'll get things coming in, you'll get 

sabotage. When I say drive, I don't mean it negatively, I mean it very positively. This 

time of the year its hard slog so often the drive will be something quite stupid. It might 

be balloons all around the staffroom for no particular reason at all. You just do 

something whacky and everybody sort of laughs and they just sort of relax a bit.'   
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Because of the transient population and the high number of special needs children, 

Margaret's school has a structure based on behaviour management. She emphasises the 

importance of children knowing that there are consequences for behaviours, both 

positive and negative. 'The values are there. There's an openness there. They know, if 

you hit, you sit.' She recalls, 'When we first started this I had a number of parents who 

came to me' and they said 'I teach my kids if somebody hits them, they hit back.' 

Margaret replied to them, 'We've got to stop it. Fighting is not okay.'  

 

Indicating to a small boy sitting outside her office, Margaret describes how he tends 'to 

not have too much control�We've got to work on this.' She observes, 'Once he's calm' 

it's important to get him to own his behaviours and to recognise what choices he made. 

It's imperative she says 'to get the children to take responsibility for their own 

behaviour.' She says to them, 'You're fine. Nothing wrong with you, you're great. You're 

a wonderful child but what you did is not okay.' They receive a very clear message. 

Margaret recalls the impact of having to, for the first time ever, suspend a child, 'It was 

awful, it really was awful�it was shattering for the Board�The circumstances were 

such that we were left with no, no alternative.'  

 

Positive behaviours by children are rewarded by a variety of 'goodies' ranging from the 

opportunity to use the principal's 'whirl around chair' for the day, to a once weekly 

'raffle' in which all the children who have been 'caught being good' go in a draw for $10 

vouchers donated by the local shopping mall. 

 

Because of the high turnover of children in her school, Margaret explains that school-

wide behaviour systems which work in other schools, will not work in her school. 'I 

love cool schools. I love peer mediation, I think they are wonderful systems, however, 
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you have to train the whole school and when you turn over the kids that we turn over, 

we can't do it.' 

 

Margaret cares passionately about the children in her school. 'They come and help me 

for an hour. The little bods come along and we do things together.' Her caring extends 

to families also. 'Every fortnight in each class, there's a person who will get a book for, 

'Caught Being Good' which will include things like 'caught being a good 

friend'�There's a little girl here, her mother was killed in a car crash and the 

grandmother has got these two little girls. One hasn't started school yet, but she's got 

both these little girls and we rang her and asked if she would come to assembly. Of 

course, she thought she was invited because her little granddaughter got a 'Caught Being 

Good' book but then of course we had this special presentation. Well she had tears. 

Teachers were sitting there with tears with Annie getting her book.' 

 

References to the children dominate Margaret's talk. She stresses that staff and parents 

and the Board are 'here for the children and their learning.' She is adamant also that 'in 

order to be a teacher you've got to be a learner and if you're not learning new stuff, how 

do you energise?' She explains, 'We're a learning place and we are a teaching place. We 

learn from the children. We're not the total experts.' Bottom line, 'the school is a 

learning place�we are all learners and we're all teachers.' 

 

Margaret reflects a genuine passion and joy in the way she describes her work as a 

principal. 'This has been a wonderful experience and I feel very privileged.' She is full 

of new ideas about possibilities for further developments, or research projects, which 

could improve the chances of children successfully learning. These include such things 

as attention to pre-school literacy as well as researching the positive effects for all 

children's learning through teachers modifying the way they teach to accommodate non-
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English speaking children in the class. Underpinning Margaret's beliefs about leadership 

is a passionate determination 'that children are going to learn.' 

 

4.2.4. Diana  

Diana has taught for 19 years although she has had several periods of maternity leave 

during that time, coinciding with the birth of her four children. She has been principal 

for five years of a decile 9 (high socio-economic), Year 9-13, state, co-educational 

secondary school which has over 1080 students. Diana's highest academic qualification 

is a bachelor's degree in which she completed a major in Computer Science. Prior to 

entering teaching she had two years experience in the computing industry. 

 

Diana recalls how although both her parents were university academics, she came from 

a family of teachers. 'For a number of generations back there have been teachers, so I 

knew when I left school I didn't want to be a teacher.' However, 'It didn't take long out 

in the real world to discover that actually I did want to be a teacher, and so I am really 

quite passionate about it.' One of the main reasons that Diana left industry was because 

'I felt like we were pawns in the hands of a multi-national and that what we were 

doing�did not value the individual�that was quite an important thing for me.' In 

becoming a teacher, 'I was looking for a career where I felt I could make a difference 

that counted.'  

 

From her years in the computing industry Diana acquired useful skills in marketing and 

experience in facilitating professional workshops. Also, she comments on similarities 

between her work in schools and her previous work. 'We've got a thin client system 

which is not dissimilar from the enormous network I worked on 20 years ago.' Diana 

acknowledges the influence of her background in computing, on her interest and 
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expertise in ICT in education. These things in turn, have indirectly influenced 

achievements at her school. Diana believes ICTs are useful tools but they must be 

integrated effectively into the curriculum as a means to enhance learning. 'The key is to 

be learning through ICTs�its all about integration�and ensuring that skills are 

transferred. Its really much the same with anything I think on learning.' She says further, 

'I'm now at the point where I actually think that the teachers, if we could concentrate on 

learning�ICTs will just fall into place because they're such a marvellous tool.'  

 

Diana recounts how her decision to apply for her current position was a 'really big 

decision because of the huge impact which being a principal has on your life.' She was 

concerned that her four children were still very young and wondered how she would 

'maintain the energy to keep at it for as many years as [she] needed to.' Earlier in her 

career when both she and her husband were working, Diana had 'carried much of the 

burden' when the children were sick and those 'sorts of things.' Her husband's decision 

to leave his job and be more available for the children meant Diana was able to commit 

to the demands of the principal's position, especially now that she was the 'breadwinner'. 

 

Being a parent when you are a teacher is very useful Diana acknowledges. It assists 

understanding she says, but also, 'I think it's a good balancer. For me its�really good to 

have something else in your life and in a principal's role it is very hard' to do this. Time 

pressures mean that all her outside interests are 'on hold' and 'just by the time you 

maintain your few friendships' she says, it is 'very hard to have something else in your 

life.' She considers herself 'lucky' to have the family because 'for many people they don't 

have that and their only life becomes the school.' 

 

Because of the increasing numbers of principals succumbing to stress related illnesses, 

Diana considers it important for principals to keep fit so that they can successfully do 
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the job. She usually works 60 hours a week and most of the school holidays. For this 

reason she started skipping for 10 minutes in the mornings which has had a 'dramatic 

impact' on her fitness levels. She attributes much of her ability to sustain long hours at 

work and additional evening duties to her upbringing. 'What our family did was study 

every night�we didn't watch T.V. We did homework every night or we had sports 

practices or music�but that was the way things operated.'  

 

The relatively short time-frame between her being a full-time classroom teacher and her 

appointment as principal, Diana suggests, accounts, in part, for her strong interest in 

curriculum and teaching. She accepts that many of her secondary principal colleagues 

'aren't as convinced that curriculum knowledge [for principals] is important, especially 

in bigger schools where it's almost impossible to do it. But I really believe it is 

important.' Diana adds emphatically, 'We are talking about the future of education 

within New Zealand.' 

 

The most important thing that ever happened to Diana in her time teaching, she vividly 

recalls, was the opportunity to participate in a week long Lopdell House2 course. 'It 

changed everything for me in [curriculum area] teaching and my view of teaching. It 

was an 'ah-ha' experience.' She continues, 'All of a sudden we were doing what was 

important which was thinking about the way we teach.' Following her participation in 

the course, Diana 'became heavily involved in networking' especially with women 

teachers. Since then she has 'always belonged to a formal networking group within 

whatever job.' An example of this is a group of other 'women [curriculum] teachers 

[who met] nine times a year for ten years' although they now only 'get together once a 

year.' Diana explains, 'We talked about our work and we shared resources�we ran 

                                                 
2 Lopdell House was a national centre for teacher in-service in N.Z. 



 92

workshops and we were a group of cross primary and secondary people' which was 

important. 

 

As a principal, Diana speaks positively about the influence on her practice of interacting 

with colleagues from other schools and places. 'The thing that's influenced me most has 

been principals talking about changes within their schools.' She mentions four principals 

from different countries who have indirectly influenced her school's next direction in 

teaching and learning. 

 

Being a non-New Zealander, Diana claims, has advantages in that she is able to bring a 

fresh perspective, she believes, to a view of the New Zealand education system. 

Although she may not have the 'depth of love for New Zealand that you do if you are a 

New Zealander�[her] passion is the students and the learning and the people and those 

things and they are sort of transferable.' References to ways of enhancing teaching and 

learning in her school permeate Diana's talk whether it be discussing the design of a 

new teaching building; strategic planning with the Board of Trustees; the use of ICT 

tools in learning; or experimentation with the allocation of time for Heads of 

Departments. 

 

Reflecting on her time as principal, Diana says, 'What I've probably learnt over the last 

five years is that I thought some things were more important, and now I'm beginning to 

think that everything's important�and that�s probably one of the biggest challenges in 

the job is to try to make sure that you don't leave anything out�but�the people part of 

it is, absolutely essential.' She states that she has 'always been a great believer that you 

need to connect with people.' Even when having to confront a staff member over a 

serious issue it is important to 'make sure that you somehow move on and maintain that 

relationship.' 
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4.2.5. Liz 

Liz has worked for 36 years in the teaching profession and been a principal for ten of 

these in two different schools. Her current school is decile 10 (very high socio- 

economic status), independent and co-educational. It has 1350 students from 

kindergarten through to Year 13. Liz's highest qualification is a Master of Educational 

Administration degree which she completed prior to being appointed as a principal. She 

worked for a period in the Education Review Office. 

 

Her family background provided Liz with diverse experiences with different kinds of 

people. 'I had a father who was a Presbyterian Minister�it gave me a real 

understanding of things like poverty and so on because Dad had worked in fairly 

difficult parishes�He had a huge social conscience and those kinds of influence were 

fairly strong in the family.' She reflects how her own 'strong sense of social justice' 

which has always been important to her was partly based on the 'kind of family' she 

came from. She adds with a chuckle, 'Its probably been one of the areas that's got me 

into difficulty at times, along the way.'  

 

Liz speaks poignantly about the move as a young person from the Waikato with its high 

density Maori population to urban (South Island city). 'I found it a really difficult and 

interesting experience to move from what was essentially a fairly strong bi-cultural 

background. I mean we had Maori lessons and 50% of the school was Maori, then I 

moved down to [city] with a rather ethnocentric group of city kids who just had no idea 

what was going on outside.' Liz reflects further, 'I found it really difficult to understand 

how people judge people, based on either their accents, or their looks, or their colour, 

without really getting to know them. I've found this with waves of migrants who have 

come into schools and into communities. I really have a great deal of difficulty 
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understanding how people are so quick to judge without actually really getting to 

understand [others] and what makes them tick and so that�s just something that�s so 

very much ingrained within me�I still grapple with that.' Recent events like September 

11 have 'absolutely emphasised with me�unless we get that right in schools, unless we 

get that right in our community, a much more tolerant kind of community and much 

more tolerance in our schools then�I honestly believe that we are absolutely doomed.' 

 

In teaching Liz had 'tried really hard to work on its fairness and justice' but as a leader 

she says 'its probably one of your tensions.' She vividly recalls as a new principal 

arriving 'in a school that [had] one set of standards, you treat all kids the same and that�s 

all there is to it. The thing that I had to get my head around as a leader was the fact that 

that�s absolutely wrong. Its fundamentally wrong and not the way either you manage a 

school or you treat your students. It was just wonderful being able to build a team of 

people to work with that and to really look at [the] terrible, punitive culture that had 

existed in the school and to look at different ways of managing students so that they did 

develop a sense of responsibility and a set of skills that helped them accept that there 

were consequences for their behaviour, but they were still treated with dignity the whole 

way through.' For one or two of the staff the change 'was a massive thing', Liz recalls.  

 

Liz refers to her success in gaining staff support for looking at the individual needs of 

students as the 'biggest leadership challenge' of her whole career. She acknowledges the 

influence of her experience from the Education Review Office and her enrolment in a 

Master of Educational Administration degree in making this possible. 'I had the best 

practice possibilities from working in the Review Office and I had the theoretical 

underpinnings from working with the Masters programme and all of that just came 

together.' 
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Liz describes her own single-sex schooling in the 1950s and 1960s as being 'the most 

unfair and often unjust kind of environment that one could ever picture�it [was] a 

mental cruelty that was really inflicted upon the students by a lot of the staff�I think 

the real talent that was there was never nurtured and supported and so it was�that kind 

of platform that I came from, that there's got to be a better way.' She states how she is 

very conscious of wanting to make absolutely sure that 'we have made a difference and 

a positive difference for all of the students here.' She adds, 'If you are not here to make a 

difference, then I think�this is the wrong place to be and I think any school would 

think that but that's something that I'm very very conscious of.' 

 

Liz emphasises the importance of having strong relationships in the school. 'No matter 

what you want to do in your school with students, or with parents, or with staff, or with 

whomever you are working, unless you get the relationships right and unless you have 

strong positive relationships with the students, amongst themselves, with the staff, 

amongst themselves, with the way those two groups in particular relate to one another, 

the rest just can't and won't happen.' Further, she claims that while she has 'some pretty 

strong business practices in terms of�accountability�things like dealing with finances 

and planning and so on, I think if you don't get the relationships right then nothing else 

is going to work.'  

 

She recalls, 'When I first started looking at middle management and so on in schools, I 

think, I instinctively always thought that relationships were important but�along the 

way I probably got a wee bit captured by some of the business speak and the models 

which lead you down a path that's really important but [they are not]� the soul of 

what's going on in leading a school.' With the 'business model' she says, 'outcomes' are 

the focus and 'in a sense, it didn't matter how you got there as long as the outcomes 
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were alright�and I actually don't think that�s valid. I think its really important how you 

get there so I do believe that process is really important.' 

 

Liz explains further her views regarding the importance of relationships in schools. Its 

paramount, she says, that 'you've got to get [the relationships] right�I think in a lot of 

schools where you see things not working as they should, its because the relationship 

between the principal and the staff, or principal and parents, or staff�whatever, that 

they're not working right and I know it sounds a bit like 'motherhood and apple pie', but 

I actually think that you've got to get that right and if that's not going right then you're in 

trouble.' 

 

Liz believes it is essential to have an optimistic vision. 'I really want to work hard to 

make teachers feel more optimistic, much more valued�just upbeat about the fabulous 

job they're doing.' She exudes a passion and joy about teaching as a profession. 'I think 

teachers have got a wonderful job and I certainly wouldn't have missed any of my 

time�the relationships that you've been able to build up over the time and I think that 

optimism�is just something that is so important and if you don't have that, then I think 

that once again you're probably looking at the wrong job�when you're dealing with 

young people if you don't have that, what is there?'  

 

4.3 Conclusion 

The women's narratives presented in this chapter have explored leadership through what 

Ah Nee-Benham and Cooper (1998) refer to as the 'lens of personal experience, 

focussing on the interaction of the personal and the professional' (p141). Each of the 

women's profiles or narratives reflect their own individual life experiences and are 

therefore, on one level, unique. Their conceptions of leadership reflect an amalgam of 
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their personal beliefs and theories which have been influenced by their personal 

histories and professional experiences. On another level however, the women's stories 

add collectively to a common picture that is emerging.  

 

The women's family backgrounds and their own school experiences have strongly 

influenced the values which underpin their leadership. Having had their own children, 

seems to have influenced how they see their jobs and specifically, how they view the 

children or students in their schools. Each of the women, while being quite different, 

reveals some similar personal qualities such as being determined, positive, energetic, 

resilient and caring and, each is people-focussed. They have a strong values base which 

'sees them through the tough decisions'. All continue to view their jobs with a genuine 

passion and joy and all have a strong belief that the purpose of a school is to improve 

the lot of children or students. Schools have to make a difference. To do this, teaching 

and learning are key focuses of their leadership. All value strong interpersonal 

relationships and they seem to have the ability to 'lift' those around them and energise. 

Lastly, but most importantly, the women are all 'educational leaders'. References to their 

own learning; their staffs' learning and the children's or students' learning permeate their 

talk. 

 

In the following chapters, further layers of insight will be added to the emerging picture 

of these five women's conceptions of leadership and the sources of influence on their 

practice. This starts with Chapter 5 which presents an analysis of the women's concept 

mapping data. 
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Chapter 5 
 
 
Mapping how five principals conceptualise their leadership: 

personal theories and beliefs about leadership 
 

5.1 Introduction 

This chapter reports the results of the investigation of the five women principals' 

concepts regarding leadership of their schools. The focussing question is 'What personal 

theories or beliefs about leadership underpin the professional knowledge base and 

practice of five women principals?' 

 

As discussed in Chapter 3, Section 3.3.2, the women were asked to list the important 

beliefs or concepts which underpin their leadership. They were then asked to organise 

these into a flow-chart (concept map) with the most important concepts at the top, 

linked by arrows to less important concepts at the bottom. If they could, they were 

asked to label any of these arrows with linking ideas, e.g. xxx "leads to" yyy. 

 

In Section 5.2, each of the principal's concept maps has been reproduced as Figures 5.1 

� 5.5. The concept map data are augmented by narrative descriptions of the five 

principals' conceptualisations as evidenced in their concept maps. Verbatim quotations 

from the interviews conducted in association with the mapping tasks, illustrate specific 

concepts. In the explanations which follow the reproduction of each concept map, key 

concepts are identified by the use of italics. The chapter concludes with a summary of 

the main ideas underpinning the principals' conceptualisation of their leadership.  
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5.2 Principals' conceptions of leadership 

5.2.1  Stephanie 

Figure 5.1 is a reproduction of Stephanie's concept map of the important beliefs and 

concepts which underpin her leadership of her school. 

 
 
 

 

 

 

Figure 5.1: Concepts underpinning Stephanie's leadership 

In the following section, I provide an interpretation of Stephanie's concept map and the 

various elements contained within it. 
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For Stephanie, a central concept in her beliefs about leadership is the need for the 

principal to have a strong inner core which she must work on and develop. The inner 

core comprises the personal qualities, values and core beliefs which reflect the person 

within the professional role of leader. The influence of Steven Covey's work is 

acknowledged by Stephanie who comments, 'The inner core is linked to Covey�s idea of 

organisational change. So there�s an inner core of personal qualities and that extends to 

what you�re doing within the organisation and to what you�re doing with people. I think 

that the strength is the inner core. You�ve got to keep working on it�because if there 

isn�t the passion, the values, the beliefs and your attributes, or skills being continually 

upgraded then, what you do with people and what you do in your organisation will be 

limited.'  

 

Stephanie's focus on 'doing things right', rather than by implication merely 'doing the 

right thing', is a feature of moral leadership in which 'authority and influence are to be 

derived from defensible conceptions of what is right or good' (Leithwood & Duke, 

1999:50). She elaborates, 'So I think to be a successful principal you have to have a 

strong belief system yourself that you can then articulate to other people. You have to 

be a role model�that sort of higher order thinking and even behaviour too, I think. 

Your values and your morals and things like that need to be up there.'  

 

Stephanie says her concern for people and respect for other people's talents are guiding 

principles for her relationships. She explains, 'I think that perhaps people who really do 

care about the colleagues they work with have greater job satisfaction. I think that you 

feel better about yourself when you do things that are right for the right reasons�I can 

still return to my old schools and feel welcomed.'  

 



 

 101

Within Stephanie's inner core she lists the attributes which she considers important for a 

principal. While emphasising essential survival skills such as being organised, focussed, 

resilient and efficient, she also believes that it is important for the principal to show 

initiative and to be willing to be a risk taker.  

 

A commitment to lifelong learning is an important part of Stephanie's core beliefs. She 

emphasises this further in her concept map by listing some of the ways she, as a 

principal, adds to her professional knowledge, including being reflective; engaging in 

action research; professional reading and undertaking qualification updates. Passion 

for the Job is significantly placed in a box of its own and is in a larger font, as though to 

stress that it is a core characteristic which underpins her views about her work as a 

principal. Bearing in mind that Stephanie has been principal of four schools over a 16 

year period, this passion and her commitment to lifelong learning may explain her 

continuing enthusiasm for her work. She says 'In the middle is�me and you have to 

focus on yourself. You have to keep upskilling. That gives you the skills and knowledge 

to work on organisational improvement.'   

 

The arrows in Figure 5.1 which lead from Personal Qualities to People and 

Organisation suggest that these two important aspects of Stephanie's beliefs about her 

leadership, flow from the core. Her ability as a principal to carry out the important 

People and Organisational roles of her job are inextricably linked to her Personal 

Qualities. While for many school principals, the need to balance people matters with 

effective organisational planning and management can be competing foci, for 

Stephanie, there appears to be no conflict. Both are equally important aspects of her 

beliefs about effective leadership.  
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Stephanie's theories about her practice focus on how the people in the organisation can 

be developed but also how the organisation and management functions can be 

improved. On the people side of the concept map, she again stresses the importance of 

having a strong belief system and for her to be a role model for others. She draws on 

Sergiovanni's (1992) notion of 'leadership density' as an empowering concept. She 

refers to the principal as a mentor/coach who assists others to develop their leadership 

potential. At the same time, she says, the principal must also be skilled in performance 

management and have effective systems in place. 'It's crucial that we build up leadership 

density within our school so we are mentoring and coaching the new set of 

leaders�and I think that we need to be skilled in performance management systems 

because if it's done properly, I think it's quite empowering and it directly leads back to 

the organisation to continuously free them.' 

 

Again, there does not appear to be a conflict for Stephanie as the professional/emotional 

side of her leadership is in balance with the technical/rational aspects. Underpinning her 

beliefs about people however, she stresses, is a need to have a respect for and genuine 

concern for others. 

 

On the organisation side of Stephanie's concept map, she charts a way for the 

organisation to continuously improve based on strategic planning and an effective 

system of self review which draws on data gained from evaluation and action research. 

She cautions however, 'I think you can work through processes of [strategic planning] 

and still come up with mediocre goals and mediocre objectives so what is going to make 

your school perhaps outstanding or visionary or exciting, will be�your interactions 

with people. Its almost like your ambition for your school�ambition for your school as 

a whole to improve, and ambition for your pupils�that they will reach the very best 

they can and ambition for your staff that they will too.'  
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5.2.2 Jo 
 

Figure 5.2 is a reproduction of Jo's concept map of the important beliefs and concepts 

which underpin leadership of her school. 

 

Figure 5.2: Concepts underpinning Jo's leadership 

In the following section, I provide an interpretation of Jo's concept map and the various 

elements contained within it. 
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Jo's beliefs about leadership emphasise the importance of her having a clear vision for 

the school as well as the ability to generate a followship1 for her ideas. She explains, 'If I 

hadn't known where I was heading it would have been like going off on a trip without a 

roadmap so that was important.' With reference to the concept of followship, she says, 

'You can't do it on your own and it doesn't matter how clear my vision is and where I'd 

like it to be, if it isn't where the rest of the school and the staff and the Board are going, 

then I'm not going to get anywhere, so it is important that I can bring other people on 

board.'  

 
This notion of followship is significant because prior to Jo's appointment there was an 

acrimonious situation at the school which had split the staff, Board and entire 

community. The two prioritised concepts of vision and followship are significantly 

linked by communication. The double headed arrow between vision and followship 

indicates the two way nature of this process. Jo comments, 'Communication has got to 

be an important one. Communicating my vision�me giving information, but also 

listening to what other people are saying.' 

 

The principal as a change agent appears to be an overarching concept for Jo's beliefs. 

She explains, 'There's no doubt when you come in, you�re a a change agent, and that�s 

what the Board indicated they wanted.' The role of the principal as change agent must 

however take into account the culture of the school. To ignore 'the culture and the 

traditions would be at your own peril,' Jo says. 'So I had to very quickly learn what that 

culture and what those traditions were and I guess having a background of not coming  

from a traditional single-sex school, some of those traditions were new to me.' Equally 

however, 'Some of those traditions were also holding us back from where we were  

                                                 
1 Jo's use of the term 'followship' is derived from Sergiovanni's concept of followership. It is used 
throughout the discussion with reference to Jo's concepts of leadership. 
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going and so there's been a matter of having to gently shape the culture and adapt it. Not 

ride over it and ignore it.' Both communication and culture are 'two way' and 'they're 

key things', Jo says.  

 

The person in the professional is an integral part of Jo's conceptualisation of her 

leadership. Her personal strengths are critical to her leadership. She lists these as 

decisive, realistic, able to keep things in proportion and as having a good sense of 

humour. She comments, "In terms of my own personal side, I think being a reasonably 

strong person has been important. Strong physically and mentally�able to make 

decisions even when they weren't pleasant ones and stand by the fact that they needed to 

be done.' As well, the ability 'to have a good laugh is important to surviving', she says. 

 

Jo's beliefs about leadership stress the importance of the principal using her people skills 

to generate followship. The concept labels she uses to articulate this belief are 

networker, team builder, committees, empowering and delegating. Jo refers to these as 

her 'vision tools' which enable her to work positively with her staff to generate 

followship. Jo acknowledges Sergiovanni's influence on her beliefs about leadership. 

Sergiovanni (1991) observes that 'charismatic leadership does not exist as something 

concrete or objective but is a perception � indeed an attribute that cannot be separated 

from followership' (p127). Also, Leithwood et al. (1999) note how charismatic 

leadership 'generates both increased optimism among colleagues about the future and 

enthusiasm about work. Charismatic school leaders are perceived to exercise power in 

socially positive ways' (p57). This last point connects with how Jo aspires to work with 

her staff. 'Those people skills are what's going to produce the followship', she says. 

 

Jo believes that the principal must have visibilty and credibility; the two concepts being 

mutually linked. Relating to the previous principal who was not particularly visible and 
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who had lost much credibility, these qualities are important for Jo's principalship. She 

explains, 'The previous principal had a closed door all the time and it was a formal 

appointment and I thought, in order to find out what was happening in my school and be 

in touch with them and that, I needed people to come and tell me things�but I had to 

come out there and be visible.' 

 

With regard to her credibility with staff she says, 'One of the ways that I wanted to 

prove my credibility was as a teacher so that I was an instructional leader. I know that 

some people have said being a principal and teaching is not a good thing, but in the first 

couple of years, being in the classroom and dealing with difficult kids', was important 

for staff to see.  

 

Jo also believes that the principal must be informed and knowledgeable as well as being 

able to manage resources effectively. She explains, 'This school was virtually bankrupt 

when I came in so we could only do certain things so it is a matter of who and what's 

most important and what can be left�when you're in a situation where the problem is 

immense and the resources are small you've really got to get every value out of every 

dollar.' Even though resources are scarce she prioritises 'investment in PD.' She 

explains, 'I see that as an investment and goodwill with the staff is really important and I 

know they're working jolly hard�a few dollars given there gets back an immense 

amount and again, that�s a personal philosophy.' 
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5.2.3 Margaret 

 

Figure 5.3 is a reproduction of Margaret's concept map of the important beliefs and 

concepts which underpin leadership of her school. 

 
 

 

 

Figure 5.3: Concepts underpinning Margaret's leadership 

In the following section, I provide an interpretation of Margaret's concept map and the 

various elements contained within it. 
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For Margaret, honesty is a central organising element in her representation of the beliefs 

and concepts which underpin her leadership. She stresses this by numbering it one (1) 

and also by using large block letters for the word and its two primary linking concepts 

staff and children. Honesty extends to 'all dealings with children, staff, 

parents/caregivers and the BOT' (Board of Trustees). Resulting from this, Margaret 

claims, 'comes respect for people, for our children, our staff, our parents, all our 

community, because if you're not honest about what's going on in the school, then you 

don't have trust. You don't deserve to have the trust of your community.' The reciprocal 

nature of this honesty is indicated by the various two way arrows leading to each of the 

named stakeholders. Trust is a valued feature of the relationships. She explains that 

honesty and trust does not necessarily mean agreement. 'It comes both ways, once you 

develop that with people and you have their trust you know what you're doing may not 

always be what they agree with�I'm not talking about agreement. I'm talking about 

being honest with people. They then trust you. Its not about just being nice and warm 

fuzzies, you can have all those things, but�people's trust' is critical.  

 

Children are at the centre of Margaret's beliefs about leadership. A shared vision for 

their education and well-being is a primary focus for each of the groups listed. 'One 

thing that would drive all of us here would be our vision for the children and meeting 

their needs', Margaret states. The curriculum focus varies (literacy/numeracy across 

curriculum; sports/outdoor education, music/art) but the ethic of care (Gilligan, 1982) 

means that attention to the children's specific needs is a constant priority. The children 

learn that there are consequences for behaviours, positive and negative. Given the very 

low decile rating of the school and the high roll turnover, Margaret believes the children 

need to know they can rely on stable consequences for types of behaviour. Margaret has 

an explicit agenda that the children will have a clear understanding of the consequences 

of various behaviours so that the school provides a safe context for learning, and 
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stability for a predominantly transient population. This is reinforced also by the staff's 

determination that the children will learn, regardless of any other issues in their lives. 

Success seems likely for the children, in the face of overwhelming odds. 

 

Margaret's ethic of care extends to the staff whom she values and trusts. Collectively, 

they are determined that children will learn, in spite of the difficulties many of them 

experience in their home lives. She states how 'in a school with a 65% roll turnover they 

don't know when kids are coming or going�[staff] work with children, they work so 

hard. They're so aware, plus there are high, non-English speaking children. All those 

very very needy, very needy, and the demands on the staff are incredible in a school like 

this.'  

 

Margaret believes teaching and learning should be a positive collective experience that 

involves both the children and the staff being teachers and learners. 'In order to be a 

teacher' she says, 'you've got to be a learner and if you're not learning new stuff, how do 

you energise�and we're a learning place and we're a teaching place. We learn from the 

children. We're not the total experts�We are all learners and we're all teachers.' The 

school is a community of learners, a place where all participants engage in learning and 

teaching.  

 

Margaret also believes that staff need to be 'risk takers' and be willing to step outside 

their personal comfort zones. 'They are risk takers�they will try new things.' 

Sometimes the risk does not work but Margaret is philosophical. She says to staff, 'It's 

not the end of the world. What did you learn out of it, how would you do it differently? 

We do go back and discuss those things. We'll review things. That�s really important.' 

The positive effects of this risk taking are symbolised by the arrows linking the children 

and their learning as well as the collective knowledge and experience, which is 



 

 110

developed collegially as a result of teachers trying new ways of doing things and 

engaging in conversation with colleagues about the experience. Margaret notes there is 

a 'collegiality' and 'trust and support within the staff.'  

 

Margaret believes the principal must provide drive and energise staff and students. She 

values openness in all dealings. With parents/caregivers she strives to develop empathy. 

At times it is difficult, however, to achieve this. 'Sometimes it's hard to have the 

empathy for our families and when you see somebody with a $90 doll and you know 

that the family's not able to do other things for their children, but the mother will buy a 

doll, you know, so to try and understand her need to pay 90 bucks for a doll for her 

birthday and yet you can understand that because she wants�the child to have 

something.'  

 

Margaret believes in the value of reflective practice (Schön, 1987) which influences 

how she works with both staff and the children. 'I do it in the garden. I do it when I'm 

walking, but it also means that I'll go and look further for things but I find that I need to 

be distanced physically so that all sorts of things clear from your mind and you focus in 

on it and you think�then you know where you need to go to get what you need. You 

can work out who or what�it comes through very clearly. I have some idea of how that 

can be dealt with so when I go back and I'm looking at it, I can think that�s not going to 

work.' Margaret also reflects back over events to determine if there may have been a 

better way of handling a situation. She is committed to improving her practice. 
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5.2.4 Diana 

 
For Diana's conceptualisation of the important concepts which influence her leadership, 

she chose to adapt a change management model which she had been introduced to by 

some visiting scholars. What appeals to her about the model is that it reflects her belief 

'that if any one of these things is missing, there's a problem.' When queried about 

whether or not any of the concepts dominated, Diana replied 'No, that's why I ended up 

drawing this.' While she used to think 'some things were more important�now 

everything's important�and one of the biggest challenges in the job is to try to make 

sure that you don't leave anything out', she says. 

 

Diana's choice of a matrix, as illustrated in Figure 5.4, to explain her concepts and 

beliefs about leadership is significant. The matrix is in many ways an eloquent 

statement about her thinking and some of the influences on it. Her 

mathematical/computing background reveals itself. The various attributes are either 

'there' or 'not there'. She uses pluses and equals signs to show the impact of any item 

being omitted. All the components contribute to a functioning system. In association 

with her concept map, or as she described her 'non concept, concept map' Diana 

included a key which personalised and gave deeper insight into what the various 

concepts mean for her. 

 

Figure 5.4 is a reproduction of Diana's representation of the important beliefs and 

concepts which underpin leadership of her school. 
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My aims for leadership: 

Vision: thinking strategically; maintaining the focus; constant desire to learn and improve; innovative and 
take risks; believe; seeing the big picture; enthusiasm. 
 
Values: promote honesty; treat others as we would like to be treated; role model; fairplay. 
 
Knowledge: about this school: curriculum, learning, assessment, extracurricular, buildings, staff, 
students, parents, community; about education in New Zealand; about trends overseas. 
 
Management: delegation; organisation; finance; property. 
 
Empowering people: spotting and empowering the key players; valuing the teacher, the student, the 
community member, BOT members, principals at primary schools; genuine 'affection' and interest, care 
and compassion for students; ability to get people working as a team; empowerment of all; accessibility; 
commitment to listening to and acting on concerns. 
 
Communication: written, verbal and 6th sense; sense of humour. 

Problem solving: create alternative solutions; seek and act upon advice. 

Personal strength: health and fitness; support; work ethic. 

 

Figure 5.4: Concepts underpinning Diana's leadership 
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In the following section, I provide an interpretation of Diana's concept map and the 

various elements contained within it. 

 

Diana has an holistic view of leadership which incorporates what could be competing 

paradigms, i.e. 'ideals', 'efficiency' or 'people' as discussed in the literature section. All 

eight components: vision; values; knowledge; empowering people; communication; 

problem solving; and personal strength are required. Failure to include any one, Diana 

believes, will result in problems. If vision is missing, there will be a lack of direction. A 

constant desire to learn and improve is enhanced by strategic thinking and maintaining 

a focus. Being innovative, taking risks, believing, seeing the big picture and having 

enthusiasm are all important. Without values, mistrust will result. Honesty is essential 

and the importance of the principal modelling ethical leadership is emphasised.  

 

Diana maintains that if knowledge at both a local and global level is missing, ill 

informed decisions will be made. Management and organisation are required to ensure 

appropriate oversight of finance and property. Delegation is valued. Without 

management, disorganisation and an inability to implement decisions will result. 

Empowering people is required if the true potential of the organisation, including the 

individuals in it, is to be reached. This involves valuing the teacher, the student, 

community members, BOT and principals of contributing primary schools2. Genuine 

affection and interest, as well as care and compassion for students, are necessary. The 

ability to empower others and work as a team are valued by Diana. She stresses the 

importance of the principal being accessible and her commitment to listening to, and 

acting on, concerns. 

 

                                                 
2 Contributing schools are primary schools which are feeder schools to the secondary school. 
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Without communication, misunderstanding results. Communication includes both 

written and verbal forms but also what Diana refers to as an intuitive 6th sense. 

Henderson-Kelly and Pamphilon (2000) refer to this as Emotional Wisdom which  

involves 'understanding and being attuned to the emotional needs of self, others, groups; 

motivating, encouraging, consoling at the appropriate times; intuitive responses to 

situations' (p10). Effective problem solving which involves creating alternative 

solutions and incorporating appropriate advice is necessary to avoid festering, unsolved 

problems. 

 

The last concept which Diana includes in her matrix relates to the personal strength of 

the principal. She has a strong work ethic to handle the multitudinous demands and long 

hours of the job. At the same time, however, reflecting on the increasing numbers of 

New Zealand school principals experiencing burnout and other stress related illnesses, 

she must pay attention to her own health and fitness. Without doing this, collapse will 

occur.  
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5.2.5  Liz 

Figure 5.5 is a reproduction of Liz's representation of the important beliefs and concepts 

which underpin leadership in her school. 

 

 

Figure 5.5: Concepts underpinning Liz's leadership 

In the following section I provide an interpretation of Liz's concept map and the various 

elements contained within it. 

 



 

 116

Liz believes that relationships are paramount to how she conceptualises leadership. She 

explains, 'Probably the key thing, not only for me in my leadership, but the key thing to 

happen with the people in this school is to look at relationships.' While relationships are 

paramount, they are based on moral underpinnings which generate important principles. 

These include strongly held convictions about various 'ideals' such as fairness/justice; 

tolerance of difference-diversity; and integrity/ethics. Liz comments, 'These are some of 

the things that are absolutely critical to get right in leading a school and I think unless 

you keep those things going, all the planning in the world and all the curriculum 

development that you might like to do is actually wasted.' The two way arrows however 

between each of the 'ideals' and the relationships box in Figure 5.5 show how 

interrelated each of these concepts are.  

 

Accompanying Liz's moral beliefs about leadership is the belief in the importance of the 

principal having an optimistic vision. This personal characteristic is also linked by two 

way arrows to the relationships box, at the top of the figure, indicating how the personal 

element is important in sustaining relationships. The principal's belief in an optimistic 

vision is linked by two way arrows also, to the box which reflects the whole purpose of 

a school which is to enrich lives of students, staff and all members of the school 

community. Liz comments, 'I'd like to think it was an outcome. I think it is an 

underpinning view of everything.' 

 

The managerial aspects of Liz's work are labelled in the third layer of concepts, at the 

foot of the figure, as accountability and strategy/planning. These are important in 

providing a sustainable basis from which the school may operate but they do not 

dominate as indicated by the ranking of three (3) which she has provided. While Liz 

acknowledges the need for strong business practices, these are only supporting 
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concepts. Liz's school, as an independent school, has a longer tradition of self-

management than state schools in New Zealand yet the focus of her school and her 

conceptualisation of her leadership of it, is that 'ideals' and 'people' have priority. 

 

5.3 Conclusion 

The data generated by the concept map exercise were not straightforward to analyse as 

the principals chose not to follow a hierarchy of concepts as suggested in concept 

mapping literature. Rather, they mapped their concepts and beliefs idiosyncratically. 

Inter-relationships and linkages between concepts were strong but not made in an 

hierarchical way. The research process revealed that the principals are sophisticated 

thinkers/complex problem solvers and that they refused to follow a particular pattern as 

suggested by the concept map method discussed in the literature. One principal reflected 

the sentiments of the others when she referred to her 'unconcept, concept map.' Further, 

she stated, 'I quite strongly believe that all of these things are important for 

leadership�I really, really believe that if any one of these things is missing, there's a 

problem.' 

 

The individual principals conceptualised their leadership in different ways. It was not a 

case of 'one size fits all'. The different needs of each of their schools in association with 

the principal's own background strongly influenced varying concepts of leadership. 

Having said this, however, there were a number of common themes in the data. Each of 

the women perceived herself as an 'educational leader'. While several made reference in 

their concept maps and in the interviews, to the need for effective management 

strategies, concepts related to these aspects did not rate as highly as those to do with 

beliefs about the moral purpose of schools, the importance of relationships and good 
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communication within the school and the need for schools to be a 'learning place'. 

Further discussion of these findings occurs in Chapter 8. 

 

In the following chapter, the sources of influence on the women's theories and beliefs 

are identified from an analysis of the interview data. These are categorised using Table 

3.1 (see Chapter 3) which is adapted from a framework developed in an earlier study 

carried out by McMeniman et al. (2000: 393) which investigated the sources of 

influence on classroom teachers' practice. 
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Chapter 6 
 
 
Categorisation of sources of influence on the principals'  

practice 
 
 
6.1 Introduction 
 
In the previous chapter, the concept maps' data showed how the five women principals 

who are the subjects of this study, conceptualised their beliefs about leadership. In 

order to investigate the second part of the focussing question of this study, relating to 

how the women's personal histories and professional learning experiences have 

influenced their practice, this chapter reports and analyses on a case-by-case basis, the 

data drawn from the interview transcripts.  

 

Each woman was interviewed twice following the concept map construction and, 

during the drawing of snake diagrams, or annals, (see Chapter 3, Section 3.3.5) which 

facilitated reflections about significant influences on their practice. Although the snake 

diagrams provide comprehensive data, in order to protect the anonymity of the 

women, they have not been reproduced. Instead, the principals' comments recorded in 

the interview transcripts provide the primary data to examine sources of influence on 

their practice. These are analysed using a framework (Table 3.1, Chapter 3) adapted 

from McMeniman et al. (2000). The various categories of sources include: 

• own learning from experience; 

• workplace learning; 

• significant other; 

• intuition; 

• personal characteristics; 

• self motivation; 

• principal induction training; 
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• professional reading � policy/curriculum documents; 

• professional reading � books/magazines/journals/internet/media; 

• in-service/professional development/conferences; 

• formal postgraduate studies; 

• peer influence; 

• critical other; and 

• principal as researcher. 

 

In this chapter the various sources are identified by the use of italics. 
 

As McMeniman et al. (2000) found in their study, the various sources are not mutually 

exclusive. They reflect the complexity of critical professional experiences which affect 

how professionals undertake their duties. At times, several influences are mentioned in 

one statement, for example, professional development, postgraduate studies and 

professional reading. Where this occurs they have each been recorded as a source. 

Although the categories of sources are the interpretation of a single researcher, rigour 

was brought to the process by checking decisions with other researchers who are 

familiar with the framework.  

 

A key adaptation of the categorisation of sources developed by McMeniman et al. 

(2000), was the decision to extend own learning to include additional sources of 

workplace learning and significant other. As discussed earlier in Chapters 2 and 3, in  

the McMeniman et al. study the central question investigates the impact of research on 

teachers' conceptualisation of their practice, or teacher knowledge in action. This focus 

seemed to highlight what may be called 'more formal' sources, rather than 'less formal' 

sources such as learning from experience in the workplace. It was considered that the 

original category, own learning, was too broad and decontextualised the learning by 

not reflecting sufficiently the impact of specific contexts in which the learning took 

place. For this reason, an additional source called workplace learning was identified 
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along with another source called significant other which acknowledged the influence 

of individuals from the women's personal lives, on their practice. These include 

parents, partners and former teachers.  

 

In Section 6.2, Tables 6.1 � 6.5 summarise the classification and mention of sources of 

influence on each of the principal's practice. The numbers for each source do not 

distinguish between a single utterance and a much longer explanation given by the 

various principals. For these reasons, the tables are only useful for indicating the 

general focus or focuses of each principal, rather than as precise numerical indicators. 

In each of the five cases, the principal's verbatim comments are used to illustrate the 

diversity of sources and are augmented by a discussion of the sources.  

 

In Section 6.3, additional data from the Professional Background Summary sheets 

(Appendix A) provide useful supplementary information about sources of professional 

development and the sort of reading about education the principals do. The chapter 

concludes with an elaboration of the main arguments that appear in the analysis of the 

women's reflections about significant influences on their practice. 

 

6.2 Case-by-case analysis of the sources of influence 

6.2.1 Stephanie 

A summary of the various sources of influence on Stephanie's professional knowledge 

and practice is provided in Table 6.1. Also included, is the incidence of mention of 

sources which provides a general indication of the relative influence of various 

sources. 
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Table 6:1 

Classification and incidence of mention of sources of influence on Stephanie's 

professional knowledge and practice.  

 

Having summarised the influence of various sources on Stephanie's professional 

knowledge and practice, in Table 6.1, a discussion of the key findings will follow. 

 

She acknowledges the strong influence of personal sources of learning on her practice. 

In particular, her core beliefs about the importance of honesty, a sense of duty, work 

Sources No. Sample Comments 

Personal Sources: 
Own Learning 
 
 
Workplace Learning  
 
 
 
Personal Characteristics  
 
 
Self motivation  

 
12 
 
 
5 
 
 
 
13 
 
 
3 
 

 
Then I talk about values and I suppose values are influenced by 
your upbringing and your life experience.  
 
I learnt about systems management, possibly innovation and 
organisational planning in my first principalship and then all the 
other stuff around it I learnt later but that was just pure survival.  
 
I think that you feel better about yourself when you do things that 
are right for the right reasons. 
 
[Referring to the concept map] in the middle is me and you have 
to focus on yourself. You have to keep upskilling.  

Professional Development  
 
 
 
Postgraduate  

7 
 
 
 
10 

Professional reading, going to courses, listening to people. Going 
to conferences. Those sorts of things. You�ve got to keep doing 
that.  
 
[Leadership qualification] is quite a big thing for me�you were 
introduced to people like Sergiovanni and so on�I think that the 
diploma gave me that and it also exposed me to ideas�  

Professional Reading -
policy  
 
 
 
 
Professional Reading -
books  

2 
 
 
 
 
 
4 

The Ministry of Education 2000 report on the school sector said 
that a teacher can make a difference to 40% in terms of children�s 
achievement�so one of my challenges is to convince the 
community they should be spending their money on professional 
development, not on extra teachers. 
 
I�m reminded about what Michael Fullan said�remember that 
your version of change may not be the one that�s needed.  

Peer Influence  4 I�ve been enjoying working in that ICT cluster because�the five 
principals that are involved, are all wanting to do things that are 
innovative and interesting so I think linking up with people who 
are movers and shakers� 
 

Critical Other  
 
 

6 [Two individuals] have moved in their careers and I have too so 
there�s been lots of different things to talk about and reflect on 
and support...Its really about discussion and its about 
debate�[and] reflection. We've almost had an informal 
mentoring�[and] I think a key thing is the trust. 

Principal as Researcher 2 
 

There are various ways that you can make a difference in your 
school management. Well I tried to use the school improvement 
model which is basically evaluate, get analysis and plan future 
action and deliver it, and review it and evaluate it. You know that 
cycle?   
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ethic and concern for people have been influenced, she says, by her upbringing and 

life experience. Many references are made to personal characteristics reflecting the 

influence on her practice of, what she describes as, her inner core and belief system 

that emphasises moral responsibility. 

 

A very direct link to her practice is made by Stephanie, regarding what she has gained 

from her enrolment in two postgraduate qualifications. Referring to her master's 

thesis, she says,  

The thesis I did was on change management so that was quite fascinating. 
That probably strengthened the inner core because it opened my eyes as to 
where a school can go and why change is important�There are still people 
that argue why change�I suppose through higher education you fully 
understand the speed at which society and the world is changing and that the 
school has no option but to change if it's to reflect the needs of the 
community. 

 

Much of Stephanie's on-going passion for her job has been fuelled by involvement in 

professional development and dialogue with others in the profession. Several 

references made to critical others and peer influence demonstrate how other people 

can powerfully influence a professional's practice. Stephanie acknowledges the 

influence on her practice of two colleagues who act as critical friends but also, how 

throughout her career, she has been attracted to what she describes as 'movers and 

shakers' who have had a positive influence on how she carries out her work. 

 

Overall, Stephanie's main sources of influence on her practice are those derived from 

own learning, personal characteristics and professional development, particularly 

from her enrolment in postgraduate qualifications. 
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6.2.2 Jo 

A summary of the various sources of influence on Jo's professional knowledge and 

practice is provided in Table 6.2. Also included, is the incidence of mention of sources 

which provides a general indication of the relative influence of various sources. 

 

Table 6:2 

Classification and incidence of mention of sources of influence on Jo's 

professional knowledge base and practice. 

 
Sources No. Sample Comments 

 
Personal Sources: 
Own Learning  
 
 
 
 
 
 
Workplace Learning 
 
 
 
Significant Others  
 
 
Intuition  
 
 
Personal Characteristics 

 
18 
 
 
 
 
 
 
17 
 
 
 
7 
 
 
1 
 
 
10 

 
Having your own children, bringing up your own children, 
does influence how you do this job�its taught me a kind of 
tolerance and a patience and an insight into the way kids 
think and operate which�maybe you could read in a 
textbook, but is graphically displayed when you're working 
with your own kids.  
 
Opportunities I'd been given in positions�to do other things, 
professional development I'd had, committees I'd chaired, all 
of that had to be part of it.  
 
[Referring to her own schooling] it just shows the power that 
teachers can have if they actually touch personally. 
 
By intuition probably rather than by anything clear.  
 
I think being a reasonably strong person has been important. 
Strong physically and mentally. 

Professional Development  
 
Postgraduate  

1 
 
4 

Professional development I'd had�all of that.  
 
Some of it's through professional study. I mean, having had 
reading and worked towards the education administration 
papers and so on, so that's been important.  

Professional Reading-books  2 
 

I'd read Sergiovanni and people about leadership and culture 
and things. 

Peer Influence  4 Consult with other principals, sometimes ring people who I 
think might have dealt with that problem elsewhere. 

 
Critical Other  
 
 

 
5 

 
The one to one and the working with kids with learning 
difficulties and all of that came through transition and 
working with (colleague) and seeing a different way of 
working with kids. 

 

Having summarised the influence of various sources on Jo's professional knowledge 

and practice, in Table 6.2, a discussion of the key findings will follow. 
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For Jo, personal sources appear to have provided the most significant influence on her 

professional practice. She makes numerous references to own learning, workplace 

learning, significant others and personal characteristics. In the following statement, 

she graphically illustrates the potential richness of workplace learning. Apart from a 

reference to her own study and papers towards a postgraduate qualification, all the 

other sources identified in the statement have been a direct result of 'opportunities' 

which have arisen in the various jobs and associated offices she has held. Referring to 

the knowledge which she brought to her appointment as principal, she comments,  

So my background, both in terms of my own study and opportunities I'd been 
given in positions�to do other things, professional development I'd had, 
committees I'd chaired, all of that had to be part of it, and I was quite 
fortunate that I'd probably had a good range of that. I mean as a DP I'd done 
all the staffing, all the timetabling, so I knew all that side. Looked after all the 
personnel management side, I mean I'd come through a background of 
transition and Deans and careers so, that kind of pastoral care side I was 
strong in, in terms of being with the (named association) travelling around 
and staying on marae and being involved with powhiri and that, the Maori 
perspective I was quite comfortable with. And again I'd been in two schools 
that were strong in that and it was non-existent here so I was building on a 
zero base. I'd chaired Curriculum Committee in my previous school and had 
seen that school through a complete new curriculum change. I'd been in the 
College of Ed. and been around advising so I'd been in and out of all different 
sized schools and worked with them so, all of those all come in. I'd done 
some of the papers towards my education administration of course so I mean 
I'd read Sergiovanni and people like about leadership and culture and things 
so I had a theoretical base too and I'd done the Resource Management papers 
and that there so I could you know, add a bit of finance but that was an area 
where I hadn't done a terrible lot. 

 

While participation in work tasks alone does not necessarily lead to new learning or an 

enriched conceptual understanding of professional life, where this participation is 

associated with opportunities to develop expertise through diverse experiences and 

scaffolding by experts (Billett, 2001), the learning can be powerful as illustrated by 

Jo's experience. Apart from benefiting from a rich diversity of learning experiences 

from her work, Jo's own 'disposition' (Billett, 2001) or receptiveness to new learning, 

appear to have strongly influenced her active participation in this workplace learning. 
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Significant others, particularly several of Jo's own teachers have influenced her 

thinking and practice as a principal. Her strong belief in the power of teachers to 

'touch' young lives is directly attributed to her own experiences of school. Several 

references are also made to peer influence and critical others suggesting that 

interaction with colleagues is valued, by Jo, as a source of professional learning. In her 

talk she makes references to how she has learned from particular individuals. The 

influence of critical others within her work settings seems to have contributed to the 

quality of Jo's workplace learning and the development of her practical expertise and 

working knowledge. Her description of the impact of a critical other � her first 

principal, shows how his positive role modelling has influenced her beliefs, 23 years 

later, about the role of the principal in setting the tone of a school and developing its 

culture.  

I just warmed to him and that school �so I've never underestimated the kind 
of impression that a principal can have in an interview situation like that and 
the way he talked about his school and was obviously so proud of what he 
wanted to do and his philosophy in terms of what the kids were like and what 
he wanted to achieve and what he was looking for in a young teacher and, just 
just the total impression. I mean, I came out feeling as though I had known 
this guy for years, and that my career would be kind of in good hands 
working for this person�I've always had that view that that the tone of a 
school and the culture and that are set by the principal and if there's 
something about the principal you don't like then you're not going to really be 
happy in the school underneath.   

 

Overall, the main influences on Jo's professional practice are personal sources from 

her own life experience and workplace learning. Her disposition or willingness to take 

up new opportunities, has contributed to the quality of the learning experience. Other 

people, including significant others, critical others and peers have also been valued 

influences.  
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6.2.3 Margaret 

A summary of the various sources of influence on Margaret's professional knowledge 

and practice is provided in Table 6.3. Also included, is the incidence of mention of 

sources which provides a general indication of the relative influence of various 

sources. 

 
Table 6:3 
 
Classification and incidence of mention of sources of influence on Margaret's 

professional knowledge base and practice. 

 
Sources No. Sample Comments 

Personal Sources: 
Own Learning  
 
Workplace Learning 
 
 
Significant Others  
 
 
 
 
 
Personal Characteristics 

 
8 
 
6 
 
 
1 
 
 
 
 
 
2 

 
[From] voluntary community I learnt a tremendous amount.  
 
I think that the experience of working in special education has 
given me a lot of skills that I think apply well here.  
 
(Husband) suddenly realised that�there were other things I would 
do. He supported me when I applied for this job. In fact he 
encouraged me to apply for it because I'd discussed with him. I 
said�"I'm sick of working with problem children. Always seeing 
the kids with the difficulties." 
 
I can be bloody minded probably. 
 

Professional Reading - policy 
 
 
 
 
Professional Reading - books  
 

2 
 
 
 
 
6 
 

What the Ministry is producing, because it certainly is pouring a lot 
of energy, a lot of stuff into this area. We saw a CD Rom, a proto 
type of a CD Rom which [is] targeted at year 7/8/9/10 for 'reluctant 
boy readers'.  
 
That book Making Peace at Mayfield. Those books, coupled with 
Joan Dalton stuff. One of the best little books for teaching practice 
is probably Collis and Dalton.  
 

Postgraduate 1 I'd been at the College of Education doing the DipSpecialEd. 
 

Peer Influence  1 Very very fortunate in going to Wellington, working with people 
from the Ministry, listening to what they're saying, also, looking at 
the changes that are still coming.  
 

Critical Other  4 Colin Brown, Diane Crew and Sue Douglas. You know, we have a 
chance, we always talk with them. So you get a very different 
picture of all these things that are going on� 
 

Principal as Researcher 6 [Referring to findings of Literacy Taskforce] It impacts on what 
goes on here, it does impact strongly. I think if anything it confirms 
the process of our budget�looking at resources and professional 
development, looking at our programmes of work�What's the 
evidence you can see in your school that this is working?  

 
Having summarised the influence of various sources on Margaret's professional 

knowledge and practice, in Table 6.2, a discussion of the key findings will follow. 
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Margaret makes numerous references to the influence on her practice of her own 

learning associated with experiences both within and outside education. From her 

years out of the workforce while she raised her family, she gained a wide range of 

skills, particularly from many voluntary community organisations in which she 

participated as a member and in many cases, as an office holder. Her many years 

experience in Special Education provided knowledge and skills which have been 

important influences on her leadership of a low decile school. In particular, she has 

developed an extensive repertoire of strategies for dealing with children with 

behavioural difficulties. Her knowledge and skill in this area is such that children in 

her school learn in spite of having many difficulties to overcome. 

 

Apart from personal sources relating to her own learning within and outside education, 

professional reading and involvement in a National Taskforce are important sources 

of influence on Margaret's professional knowledge base and practice. The involvement 

in the Literacy Taskforce is an example of research directly influencing Margaret's 

professional knowledge and skill. This is categorised as principal as researcher. She 

makes numerous references to her participation in the Taskforce, highlighting the 

relevance for her own practice and that of the teachers in her school who are keenly 

interested in developments. 'It's great', she says 'to feed back' to staff ways of dealing 

with the big problems which the school faces. These include ways of coping with 

transiency and the 'unstructured transitions' which accompany this social problem.   

 

From her involvement in the taskforce, Margaret has valued 'looking at the big picture' 

and the regular contact with high-profile experts in the field who have been a 

significant influence on her thinking. She acknowledges direct sources of influence by 

naming key individuals on the taskforce who are critical others. Professional reading 
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of curriculum and policy documents, along with literature relating to literacy and ways 

of improving teaching and learning are also valued by Margaret as contributing to her 

professional knowledge.  

 

Overall, the main influences on Margaret's professional practice include her own 

learning, workplace learning, particularly from her involvement in Special Education, 

professional reading and her active participation in the Literacy Taskforce - principal 

as researcher. 
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6.2.4 Diana   

A summary of the various sources of influence on Diana's professional knowledge and 

practice is provided in Table 6.4. Also included, is the incidence of mention of sources 

which provides a general indication of the relative influence of various sources. 

 
Table 6.4 
 
Classification and incidence of mention of sources of influence on Diana's 

professional knowledge base and practice. 

 
Sources No. Sample Comments 

 
Personal Sources: 
Own Learning  
 
 
 
Workplace Learning 
 
 
 
Significant Others  
 
 
 
 
 
Intuition 
 
 
Personal Characteristics 

 
16 
 
 
 
10 
 
 
 
4 
 
 
 
 
 
1 
 
 
4 
 

 
[Referring to workload issues] I have drawn on my own 
experiences in providing my advice when asked by teachers 
here that they have to limit what they're prepared to give. 
 
Obviously it's influenced my interest in ICT and the things 
we've done at (school), and my beliefs about it are fairly 
deep.  
 
There was an amazing family friend who was also the 
principal of the school I went to who was a great influence 
on me�she was a childhood role model for me because of 
her passion for teaching and learning and�she was a very 
very close family friend. 
 
I'm a great believer if you have everything else in place, 
you sometimes go with your gut reaction about things.  
 
I'm more concerned about where society is heading and I 
really feel quite strongly that schools provide a values base.  

Professional Reading  
  

4 
 

So I keep really abreast of what's happening�and I read, I 
try to read quite as widely as I have time for. I mean, I 
make a very definite effort.  

Professional Development 7 [In-service course] changed everything for me in [subject] 
teaching. It was an 'ah-ha' experience and so that was a 
major influence on me. Going on that course was effective. 
It brought about real change. 

Peer Influence  4 I became heavily involved in networking amongst women 
teachers and from then on have always belonged to a 
formal networking group.  

 
Critical Other  

 
5 

 
The Chairperson of the Board was a very very senior 
Manager in (large government department)�so she was 
very experienced in personnel management and that helped 
me a lot�I just picked up things from her�doing my 
appraisal and helping me set my goals and think about what 
was important.  

Principal as Researcher 2 We've had an experiment this year where our HOD [Head 
of Department] Science had a double time allocation and 
its interesting because he's definitely had more time to read 
as a result.  
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Having summarised the influence of various sources on Diana's professional 

knowledge and practice, in Table 6.4, a discussion of the key findings will follow. 

 

Diana acknowledges personal sources including her own learning and learning from 

experience in the workplace as being significant influences on her practice. From 

within her family circle she gained valuable insight into schools. She recalls her father 

being instrumental in developing a new school from an older run-down one and the 

stimulating discussions about the purpose of education that took place around the 

dinner table. Also, her previous employment in the computing industry and her 

academic specialism have influenced her career-long interest in ICT (Information and 

Communication Technologies) in education. 

 

Ongoing professional reading is a daily influence on Diana's thinking and practice. 

She describes how she devours large numbers of books which, if relevant, she passes 

on to her staff. Also as a researcher, Diana is willing to 'try things out' as a way of 

improving practice. She refers to an experiment in which the school investigated the 

impact of increasing the non-contact time available for a senior Head of Department. 

He was provided with extra time for his own professional reading but also, to enable 

him to get into classrooms to work with teachers as a way of enhancing students' 

learning. 

We have identified where we're trying to move in the next few years and it was 
really important to have some data and some information in order to help us 
make some strategic sort of decisions and so that was just an example giving a 
double time allocation for a year which costs about $12,000 and to set up some 
parameters and some reporting�we won't know finally until some School Cert 
results, because one of the aims was to try to get into School Certificate 
classrooms and look at the way people were teaching and actually help with the 
teaching in the classroom�  
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This approach to research informed practice is akin to Schön's (1987) notion that 

practitioners are motivated by the desire to improve or change their practice, and that 

by experimenting-in-practice and reflecting-in-practice, practitioners research in the 

practice context rather than the research context (p74). 

 

Diana feels strongly about the value of relevant professional development for 

principals which she cites as being influential on her own practice. She recalls a very 

powerful course which changed everything for her in teaching and learning. From this 

she has made an ongoing commitment to network with peers and critical others who 

contribute to her own upskilling as a principal. 

 

Overall, the main influences on Diana's professional practice include her own learning 

from within and outside education, professional development, professional reading 

and the influences of peers and critical others. 

 

6.2.5  Liz 

A summary of the various sources of influence on Liz's professional knowledge and 

practice is provided in Table 6.5. Also included, is the incidence of mention of sources 

which provide a general indication of the relative influence of various sources. 
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Table 6:5 
 
Classification and incidence of mention of sources of influence on Liz's 

professional knowledge base and practice. 
 

Sources No. Sample Comments 

Personal Sources: 
Own Learning  
 
 
 
Workplace Learning 
 
 
 
 
Significant Others 
 
 
Intuition  
 
 
Personal Characteristics 

 
7 
 
 
 
13 
 
 
 
 
1 
 
 
 
1 
 
5 

 
It was really based as much on my own particular 
experiences but I guess it was also partly based on the kind 
of family I came from. 
 
[I] moved to one of these wonderful new innovative exciting 
secondary schools that probably was ahead of its time and I 
guess it was that experience probably that turned my world 
upside down.  
 
I had a father who was a Presbyterian Minister�He had a 
huge social conscience�  
 
I think I've instinctively always thought that relationships 
were important.  
 
I've really worked hard to make sure that there's a better 
way for our students. 

Professional Reading - books  
  

3 
 

But its more out of some of the readings I did when I was 
actually working for the College doing the tutoring. Things 
on the servant leader� 

Professional Development 
 
 
 
Postgraduate 

2 
 
 
 
3 

Michael Scriven came out earlier on this year and I went to 
a session he did on appraisal and it just was so powerful. 
Made me sort of look at our practices.  
 
So I enrolled in a Master of Education Administration at 
[university] and that was just the most fabulous experience 
for me because it challenged me intellectually. It made me 
think about what kind of leader I wanted to be�The 
experiences were huge in terms of my thinking, it actually 
was the challenge of trying to develop a coherent 
framework.   

Peer Influence  2 [Recently] the outstanding influence for me, the real stand 
out has been Bruce Murray at Tawa College whom I heard 
give an absolutely brilliant speech at a principals' 
conference on the servant leader. 

Critical Other  5 Working with a very very good principal who gave me 
heaps of responsibility�he was ahead of his time in a 
sense I wasn't expected to do, you know, the woman's job 
in the senior management team like the uniforms and all of 
that�I was in charge of curriculum and�we had the 
opportunity to swap and change and share and do things so 
although I guess, 20 years on or whatever it is, it�s the way 
things are done. In those days it wasn't.  

Principal as Researcher 3 Thinking about [international research] how it may or may 
not apply to New Zealand because I think there has been a 
huge tendency for us to just grab bag stuff from Australia 
or Britain or America without saying okay, there's some 
good ideas here but how does that fit into say a bi-cultural 
system� 

 
 
Having summarised the influence of various sources on Liz's professional knowledge 

and practice, in Table 6.5, a discussion of the key findings will follow. 
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Liz acknowledges personal sources of learning, such as her family background, as 

providing a strong influence on the values base which underpins her principalship. As 

well, she recounts numerous examples of how experiences in various schools she has 

worked in, have provided opportunities to grow and expand her professional expertise. 

One such experience influenced her career long interest in pastoral care and 

curriculum issues. 

[I] moved to one of these wonderful new innovative exciting secondary 
schools that probably was ahead of its time and I guess it was that experience 
that turned my world upside down�within a very short time. I [arrived] as an 
ordinary teacher but I knew there was a pretty fair chance that I could move 
further and I guess the experiences there in which I was given huge 
opportunities�I was made a dean�[Also] working with a fabulous 
department in which we did a lot of things which started to challenge the 
curriculum and the delivery of the curriculum and we managed to do some 
tremendous innovation.  

 
 

A period working in the Education Review Office in conjunction with her enrolment 

in a Master of Education Administration degree, Liz attributes, as being important 

influences in equipping her with the professional knowledge and skills to take up her 

first principalship. She recalls,  

That wonderful advantage of the ERO for Best Practice and the [university] 
experience with establishing the framework�was a pretty important kind of 
experience, but then it made it very easy for us to do all kinds of different 
things at the school which actually supported the view of looking at 
individual needs. It meant that a team of people who wanted to set up an 
offsite alternative school and it just fitted in so coherently with�the way we 
did things there that it was just so easy and so obvious and just seemed to 
flow. We wanted to look at different ways of introducing different subjects, 
structuring the curriculum, and it just became so easy. We wanted to look at 
different ways of delivering pastoral care services and we were able to 
establish a one stop shop with�social workers and outside medical people to 
help with kids so all of those things which I guess appeared to be quite big 
changes happened because we'd been able to look at really a different way of 
valuing kids.   

 

Liz also makes several references to the influence of professional reading, citing 

researchers and literature which have indirectly influenced her practice. She mentions 

the concept of the servant leader which has been influential for her and how recently a 
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principal colleague (peer influence) spoke inspiringly at a principals' conference on the 

topic and this was an 'outstanding influence' for her.  

 
Throughout her career, while critical others or mentors have influenced the range of 

experiences which Liz has learned from, she reflects how 'in the end' her personal 

characteristics or 'disposition' (Billett, 2001) have probably determined what she 

learned.  

[Referring to various mentors] One woman in particular and probably two or 
three male colleagues, but in the end, I think its actually something that�s 
down to you to make your own way and make your own successes and make 
changes�in the end there's always more than one way to do things and it 
doesn't mean to say that I'm right all the time, and so if that�s the case, I've 
always looked at moving on.  
 

Because of this attitude, Liz says, she has never worked in an environment, for any 

length of time, which she has not really enjoyed. Her sense of self determination has 

influenced her ongoing commitment to tackle new challenges and to 'enjoy' her 

profession. 

 

Overall, Liz acknowledges a range of sources including personal sources, workplace 

experiences and postgraduate study. The influence of peers and critical others have 

also added to her professional knowledge base and contributed to her practice. 

 

6.3 Supplementary information on the sources of influence 

The information gleaned from the professional background summary sheets, provides 

a fuller insight into some of the 'mediated influences' or 'research access points' 

(McMeniman et.al, 2000) which influence the principals' practice. All five principals 

belong to a spread of professional associations. These include various sector 

principals' groups, at a local and national level, as well as wider educational 

associations such as NZEAS (New Zealand Educational Administration Society). 
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Several principals also belong to business leadership associations such as NZIM (New 

Zealand Institute of Management) and the Chamber of Commerce and EMA 

(Employer and Manufacturers Association). 

 

All principals named recent professional development that they have attended ranging 

from seminars to do with policy issues such as Dealing with Traumatic Incidents and 

the Treaty of Waitangi, through to enrolment in legal papers at university. The main 

sources of reading about education which the principals described covered a very wide 

range. Several named specific texts which they had recently read but the main form of 

reading can be classified into policy publications such as the New Zealand Gazette, 

ERO1 publications, and circulars from the NZQA2 and MOE3; research publications 

such as NZCER4; SET5 articles and NEMP6 reports, all of which provide easy access 

to the most up to date research; and finally, professional newspapers which are 

published on a weekly basis such as Education Review to others which are published 

less frequently such as Principal Today. 

 

6.4 Conclusion 

Overall, the principals acknowledged a wide variety of sources which have influenced 

their leadership. It proved difficult to isolate dominant sources because of the 

complexity of critical professional experiences and also because of the nature of the 

unstructured interviews which were free ranging. The main sources of influence on 

these principals' leadership were: 

• own learning; 

• workplace learning; 

                                                 
1 Education Review Office 
2 New Zealand Qualifications Authority 
3 Ministry of Education 
4 New Zealand Council for Educational Research 
5 SET: Research Information for Teachers 
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• personal characteristics; 

• professional development; 

• postgraduate studies; 

• critical other; and 

• peer influence. 

What is evident from the data is that principals maintain their knowledge base by 

drawing on knowledge and experiences from many sources which have the potential to 

transform their practice. Although there were variations amongst the five women, a 

principal's own learning and personal characteristics were shown to be important 

components of their professional knowledge base. In addition, workplace learning, or 

learning from experience on the job, in all cases, proved to be an important influence. 

The data showed a wide range of rich, context specific, concrete experiences which 

have significantly influenced the principals' beliefs and practices.  

 

The women in this study, reveal that the 'best' learning from experience in the 

workplace is informed by research, which was the focus of the study carried out by 

McMeniman et al. (2000), but it occurs through a 'mediated process' such as through 

in-service, formal postgraduate studies and critical others. Also, the women's 

personal characteristics or 'dispositions' (Billett, 2001) which portray a willingness to 

participate in new learning were found to be significant influences on their 

professional practice.  

 

While the principal as researcher was not mentioned as frequently as other sources of 

influence already discussed, several of the principals did mention specific ways they 

engage in research. With the exception of one principal who is involved in a National 

Taskforce which has a significant influence on her practice, for the other principals 

                                                                                                                                               
6 National Education Monitoring Project 
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who mentioned research, this involvement was more akin to ways in which they could 

improve their practice through exploring different ways of problem solving or how 

they might adapt research findings for their school. This research-informed practice is 

'filtered' by other mediating influences and often takes the form of reflection-on-action 

(Schön, 1987) or small pilots or experiments to improve practice such as with action 

research. 

 

One source of influence from Table 3.1, principal induction training, was not 

mentioned by any of the principals. Given that several of the subjects have been 

principals for a long period, and that New Zealand has only just formulated a national 

principal induction training programme, this is not surprising. 

 

The additional information gleaned from the professional background sheets 

confirmed the principals' involvement in a wide range of professional associations and 

ongoing in-service which is complemented by regular reading of policy documents, 

easily digested research reports, professional newspapers and relevant books. 

 

In the final chapter, the major findings in respect of the research question will be drawn 

together. From this, practical implications from the research will be identified along 

with directions for further research. 
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Chapter 7 

Conclusions and implications 

7.1 Introduction 

This study investigated five women principals' personal theories and beliefs about 

leadership and examined how their personal histories and career experiences have 

influenced their professional knowledge and practice. The participants in the study, all 

of whom are, or have been, married and have children, were selected to represent a 

range of school types from both the primary and secondary sectors. Their individual 

schools vary in size, socio-economic status (decile rating) and type. The five 

participants, all of whom are pakeha, are experienced, highly respected principals. 

 

This chapter summarises the previous chapters and outlines the major findings of the 

study. A conceptual framework (Figure 7.1) which builds on a model developed by 

McMeniman et al. (2000) shows how principals' professional knowledge and practice 

are influenced by a range of sources. Although this study is limited to an analysis of five 

women, there appear to be sufficient commonalities in the sources of influence on their 

practice, to speculate that the findings might be applied to understanding the leadership 

of principals generally. The chapter concludes with implications for policy and practice 

as well as further research that might follow from the findings, methods and concepts 

used. 

 

7.2 Summary of the previous chapters 

Through its emphasis on the whole of life experiences of the women and its use of 

qualitative methods, this study aimed to provide deep data which have been scarce in 

much of the educational leadership literature (Ah Nee-Benham & Cooper, 1998; Heck 
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& Hallinger, 1999). Writers such as Southworth (2002), advocate for further evidence 

from practice as to what leaders actually think and do, because much of the literature 

theorises in broad terms about different perspectives. This study adds to an emerging 

literature base which seeks to unravel how leaders actually think and work. 

 

This study builds on previous studies of women's experiences of leadership in education 

(Neville, 1988; Shakeshaft, 1989, 1995; Strachan, 1991, 1997; Court, 1992; Ozga & 

Walker, 1995; Hall, 1996; Coleman, 1996, 2000; Ah Nee-Benham & Cooper, 1998; 

Henderson-Kelly & Pamphilon, 2000;  McCarthy, 2001; McLay & Brown, 2001). Ah 

Nee-Benham's and Cooper's (1998) narratives of minority women in school leadership 

positions in the United States provided the inspiration for this study of five New 

Zealand principals. The study has a complementary focus to the McLay and Brown 

(2001) study which investigated the formal training by women headteachers in UK 

independent secondary schools, but also sought to find out what life experiences might 

have prepared them for the role of leading a school.  

 

The educational leadership literature acknowledges various approaches to leadership. 

Three of these approaches reviewed in Chapter 2, may be called 'moral/critical', 'people-

centred' and 'corporate managerial'. Respectively, they each have 'world-views' which 

emphasise 'ideals', 'people' and 'efficiency'. An alternative fourth approach suggests a 

view of 'educational leadership' which is both people-focussed and values-led. In this 

study of five principals, I not only aimed to identify 'what world-views' underpinned 

their conceptualisation of leadership but also how they had constructed these concepts. 

While the educational leadership literature has not emphasised to any great extent how 

principals socially construct their professional knowledge base, the literature on how 

teachers add to their knowledge base, by comparison, has a longer tradition beginning 



 141

with Dewey (1904/1974). For this reason, an Australian study which investigated the 

sources of influence on teachers' knowledge (McMeniman, et al., 2000) provided the 

platform and focus for the current study. 

 

With the research focus on how the whole of the women's life experiences have 

influenced their professional knowledge and practice, this qualitative study took a 

constructivist/interpretive approach. There was a methodological assumption that there 

are multiple possible understandings of a situation (relativist ontology) and that the 

researcher and participants jointly create shared understandings (subjectivist 

epistemology). Internal and external validity which are features of positivist and post-

positivist research, were replaced by concepts of trustworthiness and authenticity. 

Although the study does not take a critical feminist perspective with an explicit focus on 

power, culture and gender, feminist theory has influenced the focus on women's 

experiences of leadership. 

 

In an attempt to add 'rigor, breadth, complexity, richness and depth' (Denzin & Lincoln, 

2000:5) to the study, multiple perspectives (five different cases) and the use of different 

layers of data collection and analysis were employed. The research methods reflected a 

commitment to understanding the women's experiences from their perspectives. The 

principals' stories were a window into what they know. Methods such as concept 

mapping, snake diagrams and open-ended interviews assisted in unpacking their 

personal theories about leadership. Because of the personal nature of the data, attention 

was given to confidentiality and anonymity. Trustworthiness and authenticity were 

enhanced by asking the participants to check the transcribed data and the narrative 

constructions. 

Four complementary methods were used to collect the data: 
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• concept mapping where the five principals mapped their conceptual 

understanding of what they believe is important for effective leadership in 

their schools; 

• annals or snake diagrams were drawn to gain an understanding of the 

whole of the women's lives and the major career or life experiences which 

they identify as influencing their practice; 

• two open-ended unstructured interviews were undertaken with each 

principal, following the concept mapping and during the annal construction 

in which the snake diagram became the 'vehicle' to listen to how the 

women talked about the influences on their practice; and finally, 

• a short questionnaire provided factual details of the women's professional 

experiences as well as supplementary data on professional development 

and the main sources of reading the principals do about education. 

 

The concept maps and first interviews elicited the principals' conceptual understanding 

of effective leadership and the sources of that understanding. The snake diagrams and 

second interviews were successful in eliciting how the women's personal theories have 

been influenced by their life and career experiences. From each of the methods there 

was a consensus regarding the kinds of sources influencing the women's professional 

knowledge and practice. 

 

Following the collection of data, they were analysed in several ways to ascertain how 

the principals conceptualised leadership and how their personal histories and 

professional experiences have influenced their practice. The ten interviews were taped 

and fully transcribed using transcribing conventions (Silverman, 1993:118) which help 

correct the limitations of intuition and recollection, thus minimising personal 
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perceptions or analytical biases (Heritage, 1984:238). To ensure the trustworthiness and 

authenticity of the material, each of the transcriptions was sent back to the participants 

to see if there was anything they wished to add or delete. This examination also enabled 

the women to have 'control over' what data could be interpreted by the researcher which 

was important because of the high level of self disclosure evident in the interviews. 

 

Narratives from the women's stories were written to capture, in an holistic way, their 

personal theories and beliefs and to show how these have been influenced by their 

personal histories and professional experiences. As Ah Nee-Benham and Cooper (1998) 

argue, 'to talk meaningfully about how life experiences shape one's work as a school 

leader requires a storied approach that is descriptive, personal and concrete' (p6). As a 

way of contributing to the authenticity and trustworthiness of the women's narratives, 

each of them read early drafts and had the opportunity to make corrections. 

 

The data generated by the concept maps were 'messy' as the principals chose not to 

follow a hierarchy of concepts as suggested by the literature on concept mapping. The 

concept maps reflected the principals' holistic beliefs about leadership and mirrored the 

real-life complexity that characterises their practice. While the women deviated from 

mapping the concepts hierarchically, their maps proved to be a useful tool to gain as 

Jones and Vesiland (1996) suggest, an 'insight into how individuals construct their own 

idiosyncratic conceptual understandings and beliefs' (p93).  

 

The coding and analysis of the concept maps and interview transcripts followed the 

procedure which McMeniman et al., (2000) established for their investigation of the 

sources of influence on teacher knowledge in action. The data were analysed on a case-

by-case basis to identify commonalities and differences between the principals' concepts 
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and the sources of these. A variety of strategies were employed to overcome the 

limitation of the interpretation being carried out by a single researcher. 

 

Membership Categorisation Analysis (MCA) (Baker, 1997) was used in two ways. 

Initially, it was used to code the interview transcripts by focussing on the categories 

generated in the women's talk. The various categories, while 'unique' on one level, on 

another correlated with the categories in the broader classification schedule based on the 

format developed by McMeniman et al., (2000). A more in-depth application of MCA 

was also made to a smaller section of one principal's interview data to see if it 

confirmed or refuted the conclusions drawn from the other forms of analysis 

(Silverman, 2000).  

 

Having summarised the previous chapters, I will now outline the major findings of the 

study.  

 

 

7.3 Major findings of this study  

The major findings of this study are grouped in response to the two parts of the research 

question. The first section, entitled Conceptualisation of Leadership, presents the key 

findings regarding the personal theories or beliefs about leadership that inform a 

principal's professional knowledge base and practice. The second section, entitled 

Sources of Influence on Professional Knowledge and Practice, presents the key findings 

regarding the influence of principals' personal histories and professional learning 

experiences on their practice. Comment is provided on how the study's findings 

compare and contrast with those of McLay and Brown (2001) who investigated how the 
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formal training and life experiences of women headteachers in UK independent 

secondary schools might have prepared them for the role of leading a school.  

 

Although the New Zealand principals are not 'voices from the margins' as recorded by 

Ah Nee-Benham's and Cooper's (1998) powerful study of minority women in leadership 

in United States schools, there are some commonalities with their findings which are 

also commented on. Each woman in the current study, like the women in Ah Nee-

Benham's and Cooper's study 'told of critical experiences that both broadened her 

professional knowledge and practical understanding of schooling and school leadership' 

(Ah Nee-Benham & Cooper, 1998:145). The various research methods used prompted 

them to reflect deeply on their own philosophies of leadership and the sources of these. 

 

Following the discussion of sources influencing principals' practice, the question of how 

this research adds to the generalisations of McMeniman et al. (2000) whose study 

provided the platform for the current study, is considered as a prelude to a presentation 

of the key learnings from this study. These are expressed diagrammatically in Figure 7.1 

which distills features of the women's experiences which may have application for other 

principals. The figure includes some analytical generalisations regarding how principals 

develop their professional knowledge base and practice. 

 

 

7.3.1 Conceptualisation of Leadership  

This study revealed that a principal's knowledge base is underpinned by a range of 

concepts regarding leadership which she/he believes to be important. The principals' 

conceptions of leadership reflect an amalgam of their values, beliefs and attitudes which 

have been influenced by their personal histories and professional experiences. Their 
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knowledge bases are socially constructed and mediated (Ethell & McMeniman, 2000) 

through their personal theories.  

 

The different needs of each of their schools in association with the principals' own 

backgrounds and values systems strongly influenced their varying concepts of 

leadership. Individual principals conceptualised leadership in different ways (see 

Chapter 5). It was not a case of 'one size fits all'. As Leithwood et al. (1999) comment, 

'Outstanding leadership is exquisitely sensitive to the context in which it is exercised' 

(p4). Further, contingent leadership emphasises the importance of 'how leaders respond 

to the unique organisational circumstances or problems that they face' (p15) (italics in 

original). The contextual nature of leadership means there is a need, as Southworth 

(2002) suggests, to respect differences and acknowledge all the different factors which 

make a school what it is as these contribute to leadership style and beliefs.  

 

While each of the women in this study mapped their conceptions of leadership 

differently, each of them conceptualised leadership in an holistic sense. One principal 

who combined eight key concepts into a matrix, rather than a concept map, reflected the 

sentiments of the others when she stated, 'I quite strongly believe that all of these things 

are important for leadership�I really, really believe that if any one of these things is 

missing, there's a problem'. Diana's matrix includes concepts which emphasise the need 

for vision, values, knowledge, empowering people, communication, problem solving 

and personal strength. They are not ranked hierarchically as all are considered 

important. Personal strength of the principal, for example, relates to how she must 

juggle multitudinous demands and long hours of work with the need to maintain her 

own health and fitness. Without this, Diana says, reflecting on the increasing numbers 
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of New Zealand principals experiencing burnout and other stress related illnesses, 

collapse will occur. 

 

Another principal's concept map shows an even balance between the 

professional/emotional and the technical/rational aspects of her leadership. While on the 

'people' side of her concept map, Stephanie stresses the need to have respect for, and a 

genuine concern for others; on the 'organisation' side of her map, she charts a way for 

the school to continuously improve based on an effective system of self review. Her 

view of leadership is inclusive of both the people aspects and technical management 

aspects. Both these concepts, however, flow from a strong inner core of personal 

qualities, values and beliefs, that extend to 'what you're doing within the organisation 

and to what you're doing with people', she explains. 

 

The women principals in the study are people-centred and strongly driven by a number 

of core personal values which create a passionate commitment to improving how things 

are done in their schools. They all believe in the importance of both 'people' and 'ideals' 

as discussed in Chapter 2. While each of the women is quite different, they share some 

personal qualities such as being determined, positive, energetic, resilient and caring. Ah 

Nee-Benham and Cooper (1998) comment about the dogged determination that 

characterises minority women's work as leaders. While this characteristic is essential, 

they suggest the need to strive and to soar against racism, sexism and bureaucratic 

structures. The current study suggests that a similar resilience is demonstrated by the 

five New Zealand women principals, enabling them to remain passionate and positive 

about their important work as school principals. In New Zealand, the national context of 

self-managing schools demands strong accountability and compliance which can create 



 148

overload and have a demoralising effect on individual principals. In spite of this, the 

women principals' personal qualities enable them to rise above such forces.  

 

All five women value strong interpersonal relationships and seem to have the ability to 

energise those around them. Effective lines of communication enhance their 

relationships. Jo, for example, stresses the importance of effective communication in 

gaining what she calls 'followship' for her vision and 'ideals'. She comments, 

'Communication has got to be an important one. Communicating my vision�in giving 

information, but also listening to what other people are saying.' Liz emphasises that 

relationships are paramount to how she conceptualises leadership. 'Probably the key 

thing, not only in my leadership, but the key thing to happen with the people in this 

school is to look at relationships.' Liz's concept of relationships however is underpinned 

by strongly held convictions, which have developed over a lifetime, about various 

'ideals' such as fairness and justice, tolerance of difference and diversity, as well as 

integrity and ethics.  

 

As Day et al. (2000) observe, the ability to constantly manage competing tensions and 

dilemmas which, characterise the nature of school leadership, is underpinned by 'the 

heads' capacity to be reflective...about their own values, beliefs and practices' (p174). 

Each of the women in this study has a clearly articulated philosophy about her own 

values, beliefs and practices and uses this as a basis when she has to make the 'tough 

decisions'. The people-centred approach to leadership is premised, as Day et al., found, 

upon values rather than management systems and market forces. All the principals in 

this study believe passionately that the purpose of a school is to improve the lot of 

children, or students. This belief is articulated by Margaret who is principal of a low 

decile school, 'One of the things that would drive all of us here would be our vision for 
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the children and meeting their needs.' Despite the difficulties which many of the 

children experience in their home lives, Margaret and her staff are 'determined that 

children will learn.'  

 

To ensure that their schools make a difference, the women promote practices which lead 

to quality teaching and learning. These include scaffolding for staff and students,  

(Vygotsky, 1978; Shulman, 1996) by establishing conditions for learning by the 

application of good organisation and planning. The women encourage discourse and 

debate about issues to do with teaching and learning and show a willingness to take 

risks by encouraging innovation, which is important if schools are to be genuine 

communities of practice characterised by an openness to new learning (Barth, 1990; 

Wenger, 1998, 2000). The women are all 'educational leaders'. References to their own 

learning, their staffs' learning and the children's or students' learning permeate their talk. 

Margaret illustrates this. 'In order to be a teacher', she says, 'you've got to be a learner 

and if you're not learning new stuff, how do you energise?�We're a learning place and 

we're a teaching place. We learn from the children. We're not the total experts�We are 

all learners and we're all teachers'. Margaret's view reflects Barth's (1990) concept of a 

school 'as a community of learners, a place where all participants � teachers, principals, 

parents and students � engage in learning and teaching' (p43).  

 

The principals cherish important ideals and are people-focussed but they also articulate 

a commitment to ensuring their schools are well managed. Leadership and management 

are not viewed as discrete opposites but rather integral parts of a whole (Southworth, 

2002). Given that New Zealand schools have been 'self-managed' since 1989, this 

'acceptance' of the importance of managerial systems is not surprising. What has been 
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gleaned from this study, however, is that these managerial issues have not dominated 

how the principals conceptualise their leadership.  

 

While several principals made references in their concept maps and in the interviews, to 

the need for effective management strategies, these concepts were seen as 'supporting' 

concepts to those which focussed on the needs of people and the moral purpose of 

schools. Jo, for example, believes that the principal must be able to manage resources 

effectively. 'This school was virtually bankrupt when I came in so we could only do 

certain things. It was a matter of who and what's most important and what can be 

left�When you're in a situation where the problem is immense and the resources are 

small you've got to get value out of every dollar.' Liz views concepts to do with 

accountability, strategy and planning as providing a sustainable basis from which the 

school can operate. She acknowledges the need for strong business practices but the 

focus of her school, and her conceptualisation of her leadership of it, is that 'ideals' and 

'people' have priority. 

 

Southworth (2002: 5) suggests that 'management and leadership need to embrace 

classrooms'. Further,  

We must take far more seriously than at present the fact that we are studying and 
interested in developing educational leadership. By that I mean not only leading 
an organisation which is concerned with education, but also educative leadership 
� leadership for learning' (p5).  

 

The five women principals in this study emphasised the importance of learning for their 

leadership, including their own learning, their staffs' and that of the children or students.  

The women principals' conceptions of leadership are strongly people-focussed as their 

leadership is viewed as at the centre of a web of interrelationships (Gilligan, 1982). 

Each has strongly held ideals about the importance of schools making a difference to 
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children's or students' lives. While two of the women articulated a commitment to a 

critical awareness of concepts such as equity and justice, for the others, their 

commitment to schools making a difference did not seem to arise out of any critique of 

the distribution of power in their schools and society generally, which feminist theorists 

such as Blackmore (1989, 1995) advocate. None of the women demonstrated the 

awareness of 'personal difference' felt by the minority women in Ah Nee-Benham's and 

Cooper's (1998) study.  

 

Like the minority women in Ah-Nee Benham's and Cooper's (1998) study, each of the 

five women principals 'have formed conceptions of leadership that arise directly from 

their own personal and professional histories' (p140). These influences are explored in 

the following section. 

 

7.3.2 Sources of Influence on Professional Knowledge and Practice 

While a principal�s professional knowledge base is underpinned by a range of concepts 

regarding leadership which she/he believes to be important, this study also provided an 

insight into how principals maintain or develop their professional knowledge base. It 

demonstrates how principals draw on knowledge and experiences from many sources 

which have the potential to transform their practice. Principals do not act as 

hermetically sealed individuals in the professional context but respond to a range of 

sources including their personal histories, experiences in the workplace, various forms 

of professional development, critical others and involvement in research activities. 

Because of the complexity of critical professional experiences, it is not possible to 

isolate one source as a whole range of things affect how principals undertake their 

duties. While on one level, the sources of influence were idiosyncratic reflecting the 

individual's unique career/life experiences, on another level, there were particular 

sources which were common to them all. These will now be discussed in turn. 
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Personal sources 

The current study concurs with McLay's and Brown's (2001) findings regarding how a 

range of life experiences influence women principals' leadership. The influence of peers 

or headteachers in encouraging women to apply for headship was a shared finding in the 

two studies. This study also supports McLay's and Brown's findings regarding the 

importance of various social experiences for new learning but adds to their findings by 

prioritising the influence of a principal's own values, attitudes and beliefs on how they 

construct learning from various life experiences. The five women identified personal 

sources as having the most significant influence on their professional knowledge and 

practice. These personal sources were associated with the personal characteristics 

(McMeniman et al., 2000) of the principals as well as personal experiences both within 

and outside education.   

 

This study highlighted how an individual's 'personal characteristics' (McMeniman et al., 

2000) or 'disposition', (Billett, 2001) contribute to their professional knowledge base. 

Individuals bring to their practice, values, attitudes and beliefs which influence how 

they construct knowledge by interpreting and filtering potential sources of new learning. 

There is a dynamic interaction which effects how meaning or professional knowledge is 

constructed. This accounts for how it is possible for two individuals to experience a 

similar event but for the learning outcomes for each to be quite different. All the women 

in the current study revealed a strong belief system about the importance of learning � 

for their students, their staff and themselves. There was a deeply held personal 

conviction about the need to foster teaching and learning that led to enhanced 

opportunities for students. 
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People from the principals' personal lives also impacted on their beliefs about 

leadership. Partners, family friends or former teachers had influenced them in a variety 

of ways. Diana, for example, speaks warmly of 'an amazing family friend who was also 

the principal of the school [she] went to,�She was a childhood role model�because of 

her passion for teaching and learning.'  

 

The women's own experiences of school, both positive and negative, strongly 

influenced the values which underpin their leadership. Jo reflects how her own 

schooling had a significant influence on her belief in the power which teachers can have 

if they 'touch personally'. She spoke eloquently about five different teachers from her 

secondary school who encouraged and challenged her to achieve. 'I may have settled for 

a lot less than I was capable of', she says, especially when 'in those days education for 

girls and family experiences of university weren't there'. Liz by contrast, had a school 

experience which she described as 'mental cruelty' inflicted by staff in which talent was 

neither nurtured nor supported. From this, as a teacher, and later as a principal, she 

believed that schools must make a positive difference for all students. While each 

woman had a different experience of schooling, they both developed a similar 

philosophy about the power of teachers to influence young lives, which has influenced 

their practice. While McLay and Brown (2001) found all the women in their study 

attributed leadership roles at schools, such as being prefects, as contributing to their 

leadership, only one of the women in the current study spoke of school leadership 

experience. All, however, emphasised how their schooling, for better or worse, had 

influenced their beliefs. Such a finding reflects the formative influence of one's 

schooling on later belief systems. 
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Family backgrounds also strongly influenced the women's beliefs about leadership. Liz 

for example, credits her family background with contributing to her own 'strong sense 

of social justice.' 

I had a father who was a Presbyterian Minister�it gave me a real 
understanding of things like poverty and so on because Dad had worked in 
fairly difficult parishes�He had a huge social conscience and those kinds of 
influences were fairly strong in the family. 
 

McLay and Brown (2001) also emphasised the importance of supportive parents who 

valued education. One woman in the current study who had unsupportive parents, like 

one of the women in McLay's and Brown's study, acknowledged the mentoring of nuns 

in her career as an important influence. 

 

Four of the women acknowledged the influence of having had their own children on 

their roles as principals and specifically, how they view the children or students in their 

schools. Jo illustrates this,  

Having your own children�bringing up your own children does influence how 
you do this job�It's taught me a kind of tolerance and a patience and an insight 
into the way kids think and operate which�maybe you could read in a textbook, 
but is graphically displayed when you're working with your own kids. 

 

This finding concurs with the findings of McLay and Brown (2001) in which three of 

the four mothers in their study stressed the importance of motherhood in their own 

preparation for headship. 

 

As in McLay's and Brown's study, several of the women never planned to become 

principals. This reflects other studies cited by McLay and Brown (Hall, 1996; Coleman, 

1996) and feminist writers such as Rathgen (2000) who comments on female teachers' 

views of promotion as 'being something that 'might come up' rather than something that 

they will actively pursue' (p209). Jo, for example, recalls how when she and a colleague 
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gave up teaching to have their first children that they 'were both of the mind, well that 

was it. We'd given up to have our families. We might go back later on, but if we didn't, 

it wasn't the end of the world.' This theme of several of the women reconceptualising 

their career plans around changed life situations, such as having children, reflects the 

experience of women in a longitudinal study of Australian women's career patterns 

(Poole & Langan-Fox, 1997) which concluded that the 'life space of women seems more 

circumscribed and more prone to external influences, such as partners in home life and 

those in more powerful positions in the workplace' (p197).  

 

Margaret's initial reaction to her appointment as principal also reflects the way in which 

capable women in teaching tend to underestimate their own capabilities. She recalls 

how she was 'stunned' and did not 'accept [the position] straight away.'  

 

Workplace learning 

In the Australian research (McMeniman et al., 2000) which this study builds on, it was 

felt the original category of 'own learning' did not acknowledge sufficiently different 

sources of 'own learning' such as that attributed to 'workplace learning' (see Chapters 3 

and 6). The categorisation developed by McMeniman et al., seemed skewed towards 

what may be defined as more 'formal' sources of learning, rather than learning from 

experiences in the workplace or other situations such as voluntary work which several 

principals mentioned. The term 'own learning', it was felt, decontextualised the learning 

and did not acknowledge sufficiently the impact of specific contexts in which the 

learning had taken place.  

 

In particular, each of the principals highlighted experiences gained from previous 

positions as important ways in which they had acquired professional knowledge and 
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honed their practice. Jo, for example, reflected on the numerous opportunities that she 

had been given in various positions which had contributed in a very practical way to the 

knowledge which she brought to her appointment as principal. Also, Stephanie recalls 

her early experiences as a teaching principal during the introduction of 'Tomorrow's 

Schools' when she learnt about systems management and organisational planning as 

survival strategies. It was only later through professional development that she 

understood why these were important. She says, 'I did it first and then learnt the theory 

behind it second.' This way of acquiring knowledge in a professional setting is 

considered typical. It also illustrates how relevant professional development which 

builds on a practical base of experience, can powerfully develop expertise. McLay and 

Brown (2001) also found all the women in their study acknowledged previous posts of 

responsibility as being useful preparation for leadership. 

 

Professional development and other significant sources of influence which add real 

value to work-based experience will be examined in the following sections. 

 

Professional Development 

McMeniman et al. (2000) suggest that the category of 'own learning' or 'reflection on 

experience' is likely to be influenced by other sources such as professional reading, in-

service courses, formal postgraduate studies and research. The findings of this study 

provide evidence of the influence of these sources on 'own learning'.  

 

All five principals belong to a spread of professional associations such as principals' 

groups and regularly participate in relevant short courses which, they acknowledge, 

influence their practice. As well, they all read widely. Although several named 

specific texts, the main types of reading may be classified as policy publications; 
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shorter research reports which provide easy access to up-to-date research; and 

professional magazines and newsletters.  

 

Involvement in relevant in-service courses and qualification upgrades which build on 

their professional experience, also proved to be a transforming influence for several 

principals. Diana reflects how her involvement in a national in-service course 'was an 

'ah-ha' experience�It brought about real change.' Stephanie referring to her enrolment 

in a postgraduate diploma says, 'It was quite a big thing for me�you were introduced 

to people like Sergiovanni and so on�It also exposed me to ideas.' Also, Liz describes 

how her enrolment in a Master of Education Administration degree 'was just the most 

fabulous experience' because it challenged her intellectually. 

It made me think about what kind of a leader I wanted to be. I came in from a 
sciency kind of background. I had no idea what critical thinking was. I had no 
theoretical framework to work from at all�the experiences were huge in terms 
of my thinking, it actually was the challenge of trying to develop a coherent 
framework. 
 

This finding mirrors McLay's and Brown's (2001) finding regarding the importance of 

continuing professional development which has 'a concern for practical skills but also 

for a more philosophical approach' to leadership (Ribbins, 1999:87 cited in McLay and 

Brown, 2001:113). 

 

Colleagues 

Colleagues were also highlighted by this study as very important sources of influence in 

a professional setting. This concurs with McLay's and Brown's (2001) finding regarding 

the importance of supportive networks for improving leadership. All five principals 

confirmed the positive influence of named individuals with whom they have interacted 

professionally on the job but also as part of wider networks.  
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Stephanie, for example, acknowledges the influence on her practice of two colleagues 

who have been 'critical friends' for many years. She elaborates on how this professional 

friendship has been characterised by 'discussion', 'debate', 'critique', 'reflection', 

'informal mentoring' and a 'bottom line of support' based on 'trust'. As well, she values 

the dialogue with, and support from, other principals in her ICT cluster.  

 

Work-based mentors were also identified as being transforming influences on the 

women's practice, as they had created opportunities which had expanded the women's 

career horizons. Liz reflects how working with a 'very, very good' [male] principal who 

was ahead of his time, had given her valuable experience in curriculum leadership when 

at that time, 'the woman's job in the senior management team' typically involved 'the 

flower arranging and the organising of prize-givings and looking after the girls in a co-

educational secondary school. While some of the principals had negative experiences 

with their Boards of Trustees, Diana attributes much of her professional upskilling in 

personnel and strategic matters, to the skilful mentoring she has received from members 

of her Board. 

 

Research 

With the exception of one principal who was involved in a national taskforce, for the 

other principals their involvement in research was more akin to ways in which they 

could improve their practice through exploring different ways of problem solving or 

how they might adapt research findings for their school. They researched very much in 

the practice environment and were motivated by the desire to improve or change their 

practice, by experimenting-in-practice and reflecting-on-practice (Schön, 1987). 
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All the principals accessed research through what McMeniman et al. (2000) refer to as 

a 'mediated process' such as through in-service education, qualification upgrades and 

professional reading. This mediated process enhances the quality of their learning 

from experience in the workplace. 

 

The five women principals have drawn on knowledge and experiences from many 

sources. In particular, they highlighted personal sources, workplace learning, 

professional development, colleagues and to a lesser extent, research. In the following 

section, how these findings add to the generalisations of the McMeniman et al. (2000) 

study will be discussed. 

 

7.3.3 How has this research added to the generalisations of the 

McMeniman et al. (2000) study?  

While McMeniman et al. (2000) specifically investigated the impact of research 

informed sources of influence on teacher knowledge in action, this study had a more 

holistic focus as it sought to unpack the impact of practitioners' personal histories and 

professional learning experiences on their knowledge and practice. The principals in 

this study particularly emphasised the importance of personal sources and workplace 

learning on their professional knowledge and practice. 

When the various experiences which contributed to personal sources were analysed, 

what became evident was the wide range of rich, highly specific, context-based, 

concrete experiences which have significantly influenced the principals' beliefs and 

professional practices. These experiences are most powerful, however, when they are 

informed by what McMeniman et al. (2000) refer to as 'research access points' which 

have a significant influence on how principals learn from experience. The 'research 

access' points include a range of activities such as formal postgraduate study and 
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professional updates of various kinds. Principals like the teachers in the McMeniman 

et al. study do access research but, generally, in a very mediated way through 

secondary sources rather than directly from research journals or engagement in formal 

research projects.  

 

Principals attribute workplace experiences as being important ways in which they have 

honed their practice. From this study, it may be concluded that the potential richness 

of learning from experience in the workplace, when it is scaffolded by experts (Billett, 

2001) or where there is a 'community of practice' (Wenger, 1998, 2000) encourages 

participation in new learning. This does not mean that participation in work tasks 

alone will lead to improved practice (Billett, 2001), but given the nature of schools as 

worksites with their tradition of expertise in learning and teaching, the chances of such 

participation leading to new learning, are increased. As well, the personal dispositions 

of individuals, when characterised by an openness to new learning and a willingness to 

reflect on practice, increase the possibility of this learning being 'richly associated' 

with existing concepts and procedures (Billett, 2001) adding to their professional 

knowledge base. It may be argued, learning from experience as a source of knowledge, 

is not as McMeniman et al. (2000) envisage, 'at worst atrophied and at best locked in 

time' (p495) but rather is dynamically being updated through the impact of new 

sources of learning such as critical dialogue with peers, in-service education and 

formal postgraduate studies. Learning from experience in the workplace, when it is 

informed by such 'research access points', has a direct and daily influence on 

principals' practice.  

 

While the key findings of this study may appear diametrically opposed to those of the 

McMeniman et al. study, which affirmed the significant influence of formal research 
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on teacher knowledge, it may be argued that there is a strong convergence of the 

findings between the two studies. As has been discussed earlier, principals, like the 

teachers in the McMeniman et al. study, are influenced by research but it is via a 

mediated process through various 'research access points' such as the nature of specific 

workplaces whether they are conducive to new learning as communities of practice 

(Wenger, 2000); professional development of various kinds; and the power of 

colleagues to influence practice in a professional setting. 

 

The McMeniman et al. study which investigated teacher knowledge in action provided 

the platform for this study of the sources of influence on principals' knowledge and 

practice. While the McMeniman et al. study used a schema based on Shulman's (1987) 

categorisation of teacher knowledge to classify teachers' discourse, this investigation 

of women principals suggested professional knowledge and skills related to their 

important roles as educational leaders. It may be suggested that teachers are concerned 

about motivating students and teaching their curriculum knowledge effectively 

(knowledge of learners and their characteristics and pedagogical content knowledge, 

Shulman, 1987), while principals are more concerned about relationships, and school 

systems and processes at a macro level.  

 

This study highlighted the personal theories which underpin principals' professional 

knowledge bases as being ideals-driven, people-focussed but pragmatically influenced 

by a concern for efficient management structures which support teaching and learning.  

Each of the principals in this study has been in education for a long period of time and, 

some have been principals of several schools for many years, yet they all remain 

passionate about their work. A possible reason for this lies in their personal 

dispositions and belief that they are educational leaders. Each of them talks about 
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teaching and learning and the importance of schools enriching the lives of students. 

They believe in lifelong learning. They have a commitment to their own learning 

through formal and informal means, the learning of their staff and most importantly, 

their students' learning. This is reflected in how they support and scaffold (Vygotsky, 

1978; Shulman, 1996) the learning of their staff and students so that they are 

encouraged to take risks in an environment where if failure occurs, they can learn from 

this also. This belief helps ensure that their schools are communities of practice which 

remain active and open to new learning for all (Wenger, 1998, 2000). 

 

This study has demonstrated the application of the McMeniman et al. (2000) findings 

to understanding leadership of school principals. In the following section, features of 

the women principals' experiences which may have application for understanding the 

leadership of principals generally, are distilled. 

 

7.3.4 What have I learned from this study which may be applied to 

understanding the leadership of principals generally? 

While this study has been limited to an analysis of the sources of influence on five 

women principals' knowledge and practice, there are some common influences which I 

consider lead to the capacity to make some analytical generalisations (Yin, 1994) 

which may have relevance for other principals, both male and female. To do this, a 

pictorial representation (Figure 7.1) of the sources of influence on principals' 

professional knowledge and practice has been developed. This figure incorporates the 

main theoretical dimensions of the discussion thus far. It is adapted from a model 

which McMeniman et al. (2000: 494) developed to explain the sources influencing 

teacher knowledge in action.  
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Figure 7.1: Sources of influence on principals' professional knowledge 

and practice    

     Adapted from McMeniman et al. (2000:494) 

 

The major components in Figure 7.1 and the relationships amongst them are now 

explained in turn. 

 

Person within the professional 

At the 'conceptual heart' of practitioner knowledge in action (McMeniman et al., 2000: 

494) is the individual principal's personal characteristics and beliefs about leadership. 



 164

The person within the professional role of principal brings to her or his practice 'values', 

'beliefs' and 'attitudes' which influence how she, or he, 'interprets' or 'filters' new 

experiences. Whether or not an experience is educative (Dewey, 1938/1955) will be 

greatly influenced by the personal 'disposition' (Billett, 2001) of the practitioner who 

actively creates meaning. The process of constructing meaning from experience is 

dynamic, as symbolised by the arrows around the outside of the central concept in 

Figure 7.1. The broken lines and the arrows penetrating the outer surface of the circle 

represent how principals draw knowledge and experiences from many sources which 

have the potential to transform their practice. Principals do not act as hermetically 

sealed individuals in the professional context but depending on their dispositions may, 

or may not, be receptive to learning from various experiences. 

 

Sources of influence on professional knowledge and practice 

Principals draw on knowledge and experiences from many sources which have the 

potential to transform their thinking and practice. As represented in the left-hand box in 

Figure 7.1, they respond to a range of sources including their personal histories, 

experiences in the workplace, various forms of professional development, critical others 

and involvement in research. Of these, the most significant influences are personal 

sources including personal histories and learning from experiences in the workplace. 

However, when these are enhanced by research informed sources such as professional 

development of various kinds and critical others, the learning has the potential to more 

powerfully transform professional knowledge and practice. 

 

External context 

The socio-political context in which schools operate has the potential to be a major 

influence on school leaders' thinking and practice. The national context for New 
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Zealand principals is a system of self-managing schools which has strict lines of 

accountability to the 'centre' (see Chapter 2). While this feature may have been expected 

to strongly influence principals' practice, from this study, there were few specific 

references made to the need for compliance and accountability. For this reason 

therefore, in Figure 7.1, the external context is recognised as an influence although the 

findings of this study did not emphasise it.  

 

School context 

At the local level, the characteristics of individual schools have a strong influence on 

how principals conceptualise their leadership and carry out the requirements of their 

role. The individual needs of students and the special characteristics of schools will 

influence principals' practice. Many of these influences are manifested in the categories 

such as personal histories and workplace learning listed under Sources in Figure 7.1. 

 

Personal theories underpinning professional knowledge base and practice 

While much of the educational leadership literature emphasises various approaches to 

leadership, the actual nature of school leadership is more complex. As represented in the 

large rectangular box, on the right hand side of Figure 7.1, principals' professional 

knowledge bases are underpinned by strong ideals and a concern for people, yet these 

concepts are supported by a rational acceptance of the need for efficient procedures and 

systems. While there may be a potential conflict of interest between these 'world views', 

where principals have a clearly thought out values base, they are better placed to make 

informed decisions (Dempster et al. 2001). The actual nature of decisions made, and 

actions taken, will likely be of a contingent nature, depending on the actual needs of the 

individuals and situations (Leithwood et al., 1999). 
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Underpinning successful principals' theories about leadership is a belief that they are 

'educational leaders' who are committed to lifelong learning. It may be suggested that 

principals who remain passionate about their work continue to learn themselves whether 

this is through involvement in a range of in-service opportunities, professional reading 

or enrolment in postgraduate studies. They lead 'learning organisations' (Southworth, 

2002) or 'communities of practice', (Barth, 1990; Wenger, 1998, 2000). The findings of 

this study suggest that they encourage and scaffold the ongoing learning of their staff 

and most importantly, their students. Their practice is characterised by discourse and 

debate about ways in which teaching and learning in their schools might be improved. 

This discourse reflects the needs of their schools but is also informed by reference to 

wider networks outside the school ensuring that they remain open to new learning 

themselves (Wenger, 2000; Southworth, 2002). As part of this openness, there is a 

willingness to challenge the status quo, not to just replicate old practices, and if 

necessary, take risks aimed at improving practices in their schools. 

 

Summary 

To sum up, this study of five women principals in Aotearoa/New Zealand examined 

how their personal theories or beliefs about leadership informed their professional 

knowledge and practice. It also sought to unpack how their personal theories or beliefs 

have been informed by their personal histories and professional learning experiences. 

Figure 7.1 incorporates the main theoretical conclusions drawn from this study. 

 

By drawing comparisons across the data, it was possible to understand principals' 

conceptions of leadership as defined by the five women. Although their stories were 

unique, in that they showed local theory being generated in response to the distinctive 

contexts of individual schools as well as the women's personal histories and career 
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experiences, it was possible to glean some commonalities regarding their conceptions of 

leadership. As portrayed in Figure 7.1, the principals saw themselves primarily as 

educational leaders who have strong ideals about the purpose of schools being to enrich 

lives. While the principals cherished important values and were people-focussed, they 

also articulated a commitment to ensuring their schools were well managed. Leadership 

and management were not viewed as discrete opposites but rather integral parts of a 

whole (Southworth, 2000). As shown in Figure 7.1 their conceptions of leadership 

reflected an amalgam of their values, beliefs and attitudes which have been influenced 

by their personal histories and career experiences. Their professional knowledge bases 

appear to have been socially constructed and mediated (Ethell & McMeniman, 2000) 

through their personal theories. 

 

While a principal's professional knowledge base is underpinned by a range of concepts 

regarding leadership, Figure 7.1 also shows how principals maintain or develop their 

professional knowledge base. While on one level, the sources of influence on principals' 

practices are idiosyncratic, reflecting unique career/life experiences, on another level, 

there are particular sources which appear to have significant influences. As the 

diagrammatic representation in Figure 7.1 shows, principals' dispositions or personal 

characteristics, attitudes and beliefs about leadership are important filters for how they 

may learn from new experiences. While Figure 7.1 also shows how principals draw on 

knowledge and experiences from many sources, the findings of this study point to the 

significance of personal sources of learning and learning from various experiences in 

the workplace. However, when these sources are mediated by 'research access points'  

(McMeniman, 2000) such as professional development opportunities, engagement with 

critical others and research in the practice environment (Schön, 1987), learning has the 
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capacity to be conceptually richer, increasing the prospect of enhanced professional 

practice. 

 

Given the interpretive nature of this study, it appears that these findings may have 

relevance for other principals, which further investigations may confirm. This 

implication, and others following from this research, will be discussed in the following 

section. 

 

7.4 Implications 

The findings arising from this research have implications for individual principals, as 

well as the nature of professional development opportunities and development of 

schools as communities of practice. Specific implications for principals' values, beliefs 

and attitudes; development of people skills; professional relationships; workplace 

learning; professional development including postgraduate study; research activities; 

women's career development and the nature of principals' work will be discussed in 

turn. 

 

Values, beliefs and attitudes 

If a principal's inner core of values, beliefs and attitudes is at the heart of how she/he 

leads, it is suggested that opportunities for principals be created in which they have the 

possibility as Day et al. (2000) and Dempster et al. (2001) propose, to reflect on 

personal and professional values. It is considered that this experience will enhance the 

likelihood for principals, when they are faced with demanding and complex decisions 

which characterise school leadership, that they will have a sound basis for their 

decisions.  
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Development of people skills 

The importance of relationship building and being people-focussed which were 

highlighted in this study, suggest professional development which enhances 'soft skills' 

as much as the financial and business skills required to run a self-managing school. 

These 'soft skills' include an awareness of the importance to successful leading and 

learning of emotional intelligence, emphasising the development of both intra and 

interpersonal skills. As this study showed, the principals' ability to handle relationships 

amongst staff, including the ability to 'read' situations and mood is critical. With the 

current drive for accountability of senior staff in schools, there is a possible mismatch 

between what it means to be a good leader and how good leadership is appraised. If 

accountability measures do not take account of 'soft skills', which are more difficult to 

measure, much professional knowledge is being missed in the process.  

 

Enhancing professional relationships 

This research also highlighted the importance of people, including significant others 

from principals' personal lives, as well as peers and critical others who form 

professional relationships, for the development of principals' professional knowledge 

and practice. This research therefore affirms the value of in-service work in schools 

such as is provided by Teacher Support Services and Ministry Cluster contracts in ICT 

and Literacy. The collegial support which characterises this form of in-service leads to 

skill development for individuals but also to applied research improving whole school 

practices. As well, increased opportunities for networking with peers is also encouraged 

to overcome professional isolation, but also to challenge principals' thinking, in a 

supportive and trusting environment. With on-line developments such as the Principals' 

On Line Network, networking opportunities are enhanced. 
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Work place learning 

One of the major findings of this study was the way in which principals acknowledge 

on-going learning in the workplace for shaping theoretical and practical aspects of their 

leadership. If workplace learning is significant for the development of principals, what 

are the implications? For principals themselves, it is considered important that they 

create mechanisms which assist them make use of schools as learning laboratories. An 

emphasis on reflection-in-action and reflection-on-action (Schön, 1987) will enhance 

learning from various experiences in the workplace. There are implications also, for 

how principals create new opportunities for their staff's learning so that schools are 

'learning organisations' (Southworth, 2002). As well, it is considered important that 

schools as worksites remain active and open to new learning (Wenger, 2000). As part of 

this, students, staff and principals are encouraged to take risks and challenge mediocrity. 

It is also considered important that lateral and innovative workplace practices are 

encouraged even if they do not all succeed. Failure within a supportive environment can 

provide rich material for reflection, and growth may occur as a result.  

 

If schools are to be genuine communities of learners, the hope is they will be open to 

new learning, characterised by discourse and debate happening in staffrooms, and a 

willingness by staff and principals to step outside comfort zones and take risks. As 

illustrated by the findings of this study, teachers are critical to the ability of schools to 

positively influence young lives, therefore, they ought to be nurtured, supported and 

when necessary, challenged about their important role.  

 

Professional development � leadership for learning 

The apparent importance of learning in the workplace also has implications for policy 

makers who oversee recommendations for career-long professional development. For 
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those who organise professional development, a combination of on-site and off-site 

experiences seems to make sense. On-site professional development ensures a focus on 

the specific needs of schools while external input from off-site sources will assist 

schools, as workplaces, to remain open to new learning themselves. Professional 

development opportunities which focus on the implications of 'educative leadership' 

mean principals will have opportunities to update their curriculum knowledge and to 

explore teaching strategies such as the use of ICT tools and different ways of thinking, 

to enhance students' learning.  

 

Leadership for learning has implications for principals themselves continuing to learn 

by both formal and informal means. The choice of how they do this is individual, but it 

is considered important for a range of opportunities to be available whether they are 

through qualification upgrades or through networking with colleagues and others from 

both within and outside the school sector. 

 

Postgraduate study 

This study affirmed the efficacy of postgraduate qualifications which build on practice 

and are relevant to the needs of principals and their schools. They add value and help 

develop new solutions to school-based problems by encouraging research in the practice 

environment. An additional spin-off of postgraduate study is the development of 

collegial support systems with other professionals, not necessarily working in the same 

sector of education. These professional support systems are important for individual 

principals but also have the advantage of putting in perspective, individual school 

issues.  
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Research activities 

Principals' involvement in research is more akin to exploring ways in which they might 

improve school practices through exploring different ways of problem solving or 

engaging in action research. An implication arising from this is that external facilitators 

can provide a useful role in assisting schools to clarify issues and to develop new 

strategies which improve learning and teaching. Principals should be supported to 

continue accessing research but the busyness of their professional lives means that they 

are reliant on easily accessed, frequently updated research reports which have 

implications for how researchers publish their findings. Professional newsletters and 

magazines have a useful function in disseminating research to principals who are less 

likely to read research journals or to engage in formal research. This study demonstrated 

that the 'best' learning from experience in the workplace occurs when it is enhanced by 

research informed resources which have an indirect influence on principals' practice 

through various 'research access-points' such as in-service education, professional 

reading and critical others. 

 

Women's career development 

This study showed how the impact of the 'life course' on women's careers, such as 

through having children, often means that their careers are disrupted. As well, capable 

female teachers can often lack confidence about applying for promotion. An important 

implication arising from this, is for senior staff and others who mentor teachers, that 

they recognise the impact of life situations on women and that they encourage capable 

women to apply for promotion.  
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The nature of principals' work 

Principals' work involves long hours and is demanding in nature. The findings of this 

study suggest that principals who remain passionate about their work, learn to maintain 

a balanced focus to the whole of their lives which includes career, family, spiritual and 

physical fitness. The opportunity for principals to revitalise themselves through 'time 

out' from the daily pressures of running complex organisations would assist the 

achievement of this. Also, it is considered worthwhile to develop career pathway 

planning for principals along with appropriate mentoring and peer support for 

individuals so that they maintain enthusiasm and avoid staleness and burnout. Rather 

than overloading principals, the opportunities to engage with colleagues, to reflect and 

to hear or read about new ideas, may provide, as Barth (1990) suggests, an antidote for 

the stresses of a demanding job. 

 

Suggestions for further research 

The tentative theoretical position regarding sources of influence on professional practice 

which has been arrived at in this study could be explored further, perhaps with some 

male principals and even with other professional groups such as nurses, to ascertain 

how robust it is in explaining leadership for other professionals. 

 

As the various research methods used in this study helped unpack principals' theories 

and beliefs about their practice, it is felt they may have relevance for researchers 

investigating the nature of professional knowledge in other workplace settings. In the 

New Zealand context, where Government rhetoric promotes the concept of New 

Zealand developing into a knowledge society/economy, the type of data generated by 

the methods used in this study might usefully augment the statistical data more 

commonly gathered by government departments. 
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Although the influence of Boards of Trustees and external agencies such as the Ministry 

of Education and the Education Review Office were not emphasised in this study, 

further investigation of their influence on leadership is considered warranted. Several of 

the principals mentioned Boards. While there was a range of perceptions, further work 

with regard to how Boards actually function, would assist in clarifying the 'ideal' and 

the 'reality'. There was a suggestion from some principals that by default, busy 

principals end up doing the Board's work.  

 

It would be useful for further research to be undertaken into the methodological nature 

of concept maps, particularly in relation to mapping leadership in context. This would 

add to the findings of the current study in which the women constructed their own 

concept maps but also those of McLay and Brown (2001) who, as researchers, 

constructed concept maps based on interviewees' opinions about leadership. 

 

The women's stories were so detailed and full of rich accounting, I have been able to 

incorporate only a small sample of the available data to answer the focussing questions. 

It is possible the transcriptions (with the subjects' permission) could be used to 

investigate further research questions. While this study provided a broad sweep of five 

principals' views, a more in-depth analysis of some of the transcripts may highlight 

other aspects.  

 

7.5 Conclusion 

This study set out to investigate how the whole of life experiences of five women 

principals influenced their conceptions of leadership and their professional practice. A 

key finding of the study was that each of the women's practice has been influenced by 

both their personal histories and various career opportunities which have enabled them 
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to grow professionally. Central to their learning from these experiences, however, was 

the way in which the individual interprets or filters experience and actively constructs 

meaning. Principals' knowledge bases are socially constructed and mediated through 

their personal theories. 

 

An aim of the study was to capture the voice of experience and to add to an emerging 

literature base which seeks to understand how leaders actually think and work. The 

research methods proved to be useful strategies to unlock principals' stories which on 

one level are unique, reflecting individual life histories. On another level, there were 

common themes to their beliefs and the sources influencing these. The principals in this 

study showed that people are their focus but this commitment is underpinned by strong 

values systems and ideals about the purpose of schools. Management systems were seen 

as important supporting concepts to assisting people and accomplishing ideals. 

 

This study highlighted how principals draw on knowledge and experiences from many 

sources which have the potential to transform their practice. Principals do not act as 

hermetically sealed individuals in the professional context but respond to a range of 

sources including their personal histories, experiences in the workplace, various forms 

of professional development, critical others and involvement in research. Strategies such 

as networking with professional colleagues and engagement in postgraduate studies 

were shown to assist principals avoid burnout and stress which have led to increasing 

numbers exiting the profession. Rather than overloading busy people, these strategies 

may alleviate burnout (Barth, 1990). 

 

The findings of this research into female principals suggest that leaders with a 

commitment to lifelong learning are more likely to remain passionate about their work. 
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As the translation of the whakatauki, or Maori proverb, quoted at the beginning of this 

thesis states, 'Through learning there is life: Through life there is learning'. If New 

Zealand is to develop into a knowledge society, high quality learning and teaching in 

our schools must occur. If schools are to become genuine learning communities which 

are open to new learning, school principals need to be 'lead learners' themselves. 

Relevant professional development opportunities are considered important to achieving 

this goal. 

 

From this study, it is hoped a better understanding of how principals maintain and 

develop their knowledge bases has been generated so that they may be better supported 

to carry out their demanding and complex roles. Although this study was limited to an 

analysis of five women principals, the commonalities in the sources of influence on 

their practice, lead one to suggest that the findings may have relevance for other 

principals, both male and female, and possibly other practitioners.  
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Appendix A 

 

PROFESSIONAL BACKGROUND SUMMARY 

 

Name: 

School: Please include name, roll size, year groups, decile rating, type. 

 
1. What are your years of service in the teaching profession? 

 
 

2. What sorts of schools have you been a principal of? [Primary, 
Secondary, State, Co-ed, Single Sex, Independent, Integrated, Other 
(please state).] 

 
 

3. How many years have you been a principal? 
 
 

4. How many principalships have you held?   
 
 

5. What is your highest educational qualification? 
 
 

6. Did you undertake any relevant professional development prior to your 
appointment as a principal?  If so, what form did this take? 

 
 

7. What professional associations do you belong to? 
 
 
 
 

8. What is the most recent professional development you have attended? 
 
 
 
 

9. What is the main source of any reading you do about education? 
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Appendix B  
Jo, Interview 1: 
Categories and attributes 
 

 

Categories Attributes (line reference from transcript 2a, 
CDRom) 

Vision 
 
• it would have been like going off on trip without a 

roadmap�that was important (9-10) 
• vision is the end point of where I want to be (32) 
• it was about change in this school (153) 
• wanted a flattened management structure�all part 

of the vision tools, how we were going to operate 
and its part of these people skills (247-260) 

• just having to have your vision�of wanting to 
improve the lot for kids and�keep that in mind 
(449-450) 

• keeps reminding you well why am I doing this (501-
502) 

• can't allow others and their views to sway you from 
your direction that you're going (506-507) 

 
 

Followship • can't do it on your own�it is important that I can 
bring other people on board (41-45) 

• those people skills is what's going to produce the 
followship (117-118) 

• work with people to bring as many on board as 
possible and then in turn, empowering others 
because I couldn't do it all on my own (131-133) 

• without others following you you're not going to 
become a change agent (182-183, 273-277) 

 
 

Communication • the moment we're into a two way, then the 
communication has got to be an important one (56-
57) 

• me giving information, but also listening to what 
other people are saying (59-60) 

 
 

School culture/traditions • had to be a good bit of institutional knowledge�I 
couldn't go off on a limb and I think that�s where 
the culture of the school's an important thing (66-
68) 

• had to very quickly learn what that culture and what 
those traditions were (78-79) 

• some of those traditions�were also holding us back 
from where we were going (85-86) 

• been a matter of having to gently shape the culture 
and adapt it (86-91) 

 
 



 191

Personal qualities/strengths of the 
principal 
 
 
 

• strong physically and mentally...able to make 
decisions and�stand by the fact that they needed to 
be done (93-96) 

• sense of humour (319) 
• ability to keep things in perspective and to be 

realistic and practical (319-320, 328-332) 
 
• really important to be consistent in the values you 

portray (381-385) 
• having your vision and working out your priorities 

and knowing what's going to be important (385-
386) 

• the end justifies the means�if its for the education 
of the girls in this school and the betterment of this 
school (433-435) 

• that�s what gets me through the hard decisions (439) 
• open minded and creative and thinking outside the 

square (744-745) 
• deal with anything that just comes at you and stay 

calm (750-751) 
• open minded and receptive and sometimes its�your 

beginning teacher or whatever that will throw up a 
really good idea that nobody else might have 
through of (771-777) 

• keeping it in perspective and being able to laugh 
(789-790) 

• [a] personality that says I hate to be beaten (813) 
• staff burnout across the board is a real concern 

(831-832) 
 
 

Principal's people skills • people skills and the mediation and working to get 
people on side (107-108) 

• people skills is what's going to produce the 
followship (118) 

• work with people to bring as many on board as 
possible, and then in turn, empowering others (131-
132) 

• one of the people skills is building the team (245) 
• being approachable. I run an open door policy (293-

294) 
 
 

Change agent 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

• when you come in�you're a change agent and 
that�s what the board's indicated they want you to 
do (113) 

• some people came in straight away and said you 
know, we've got to change (120-121) 

• others came and you could see they were watching 
on the side�and gradually they came on board. 
Some, three and a half years later, are still being 
dragged into the 21st century basically (121-125) 

• where they are at in terms of their careers and their 
age and how much longer they've got in teaching 
and their personalities and all of that means varying 
success (127-129) 

• deliberately looked around at staff that were on 
board with change and were comfortable and I 
could see were going to cooperate and kind of 
brought them into the circle in terms of where I 
wanted to go and knowing my vision, and gave 
them a role to play in that�because the culture of 
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the school had been�[that] people were not 
empowered to be part of the decision making (139-
145) 

• a lot jumped at that opportunity�kind of like 
ripples on a pond, spread the power (146-147) 

• as early as my interview the board said�that's the 
direction we need to go (155-162) 

• previous situation had been dysfunctional (181) 
• without others following you you're not going to be 

a change agent (182-183) 
• staff rep was on the board and I believe the staff had 

an input in�the person specification (526-527) 
 
 

Professional experiences prior to  
appointment  

• my background, both in terms of my own study and 
opportunities I'd been given�to do other things 
(188-189) 

• professional development (190) 
• committees I'd chaired (190) 
• as a DP I'd done all the staffing, all the timetabling, 

so I knew all that side�looked after all the personal 
management (193-194) 

• I'd come through a background of transition and 
Deans and careers so, that kind of pastoral care side 
I was strong in (194-195) 

• staying on marae and being involved in powhiri and 
that, the Maori perspective, I was quite comfortable 
with and again I'd been in two schools that were 
strong in that (196-198) 

• chaired curriculum committee in my previous 
school and had seen that school through a compete 
new curriculum change (199-201) 

• been in the College of Ed. and had been around 
advising so I'd been in and out of all different sized 
schools and worked with them (201-203) 

• done some of the papers towards my education 
administration of course so�I'd read Sergiovanni 
and people like about leadership and culture and 
things so I had a theoretical base (203-206, 872-
875) 

• I'd done the Resource Management papers�so I 
could�add a bit of finance but that was an area 
where I hadn't done a terrible lot (206-208) 
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Professional experience 
 
 
 
 
 
 
 
 
 
 
 
 
 

• principals and department heads�I've worked 
under have passed down certain skills and 
knowledge and values that I've taken on board (870-
871) 

• discussing with other people doing the 
[administration] papers and picking up other 
peoples views which you wouldn't get if you were 
just getting the material and writing the essays by 
yourself, so that professional dialogue and reflecting 
(875-878) 

• working with the College of Education�going 
around schools advising�gave me new 
perspectives (878-882) 

• all of those things really mingle together. Its hard to 
say that anyone is more important than the other 
(882-883) 

 
 

Professional life experiences prior to 
appointment  

• I'd done a lot of building�so when the Property 
Manager�tells me there's a hole in the soffit I 
know what he's talking about (210-213) 

• a lot of women in these positions wouldn't have 
(217-218) 

• having built two homes�I was drawing on an 
enormous range of background information and 
knowledge (220-224) 

• it would be very easy for people to kind of pull the 
wool over your ear, yes and con you and that if you 
didn't know (227-228) 

• values picked up from family at a young 
age�encouragement and so on (864-865) 

• a husband working in computing has meant that I'm 
very ICT competent and confident there (867-868) 

 
 

Visibility and credibility 
 
 
 
 
 
 

• because the previous principal hadn't been�I had to 
come out there and be visible (300-305) 

• whether its�shopping down town or�watching a 
game of sport or attending PTA meetings�it does 
mean you're on duty 24 hours a day�to show the 
leadership (312-315) 

• if you're locked away in an office then you can't do 
that so, people had to see that I was out and actually 
knew what I was talking about (316-318) 

 
 

Personal philosophy and beliefs
 
 
 
 
 
 

• there were a multitude of little issues�they just 
want to see where I'm coming from�how I rank my 
priorities (364-369) 

• really important to be consistent in the values you 
are portraying (381-382) 

• that's what gets me through the hard decisions (439) 
• just having to have your vision�of wanting to 

improve the lot for the kids and�keep that in mind 
(449-450) 
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Networker/opportunist • you never know when you're talking to somebody 
or whether they are a potential parent, or whether 
they�have got an accounting background and they 
might be a good person for your next finance 
committee or whatever (410-413) 

• when you've got limited physical resources then 
you've really got to take every opportunity (417-
418) 

 
 

Resource manager in a self managing 
school 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

• important that you can manage resources (546) 
• when you're in a situation where the problem is 

immense and the resources are small�you've really 
got to get value out of every dollar (428-429) 

• number one would be generating our own income so 
we can actually feed back into staff (838-837) 

• when we restructured the curriculum and we went to 
30 periods instead of 25, we guaranteed every staff 
member four non contacts  (839-840) 

• the way we've done that is to pay for staffing not out 
of the Op grant because the Op grant doesn't go far, 
but out of locally generated funds and the 
international students are doing that (843-845) 

• those were no international students when I arrived 
three and a half years ago and that�s meant a 
massive energy into producing promotional 
material�that I can take overseas and me 
personally travelling (846-849) 

• last year I was away twice, and I tried to aim it over 
my holidays so that I'm out of the school as little as 
possible (849-850) 

• there's an immense amount of personal time�when 
you're away for three weeks�its seven days and 
people kind of think�having another holiday �and 
its lonely in hotel rooms and coping with languages 
that are not your own (851-857) 

• on the other hand, we have gone from none to 20 
international students (858-859) 

• putting the investment back in PD�even though 
we're short of money�I see that as an investment 
and goodwill with the staff �I know they're 
working jolly hard�a few dollars given there gets 
back an immense amount and again that�s a 
personal philosophy (557-559) 

 
 

Instructional leader  • wanted to prove my credibility as a teacher so that I 
was an instructional leader (654-665) 

• credibility with the staff in terms of my leadership 
ability in the actual teaching and curriculum area 
(667-668) 

• credibility with the kids�being out there and 
actually teaching and working amongst them meant 
they got to know me and I got to know them (669-
674) 
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Appendix C  
Jo, Interview 2: 
Categories and attributes 
 

 

Categories Attributes (line reference from transcript 2b, 
CDRom) 

Personal characteristics of the 
principal 
 
 
 
 
 

 
• from early age�had an affinity with other 

kids�organising them (5-12) 
• only child�became very independent and kind of 

strong and able to organise my own time (53-60) 
• there was a quiet confidence and an inner strength 

(98-200) 
• ability to write and deliver a speech. Don't ask me 

where that came from, and it still stands me in very 
good stead (290-292) 

• I'm very lucky that I've got a very quick mind and I 
pick things up very quickly and whether its 
timetabling or staffing or finance or whatever (688-
689) 

• nothing will beat me (690) 
• I'm a good all rounder � possibly master of 

none�you do have to cover so many fields and 
particularly these days under Tomorrow's Schools 
(692-697) 

 
 

Family Upbringing 
(i) Mother 

• mother who really valued reading�brought up to 
believe that educating girls was just as important as 
boys (14-17) 

• she'd had an ambition to be a teacher herself�but 
she'd had to go out working at an early age�so she 
was really keen..., the support would be there (17-
22, 44-46) 

 
 

(ii) Father • occasionally my father would say to her, "What's 
the use of paying all this money for her to go to 
university�she'll just get married and have 
children." (25-27) 

• hadn't had any secondary education at all�he'd left 
primary school and gone to work on the family 
farm, so there was no need for education for him 
(39-42) 

 
 

(iii) Family  • it was a household also where my grandparents 
were living�being brought up in a home where 
there were four adults�very good vocabulary from 
communicating with adults by the time I went to 
school (66-72) 
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Principal's own schooling 
(i) Primary 

• both primary schools were really positive (73) 
• leadership thing kept coming through�I was very 

often the class monitor, the class librarian (76-78) 
• was quite a traditional school�I was the head 

prefect and the dux (81-85) 
• by the time I went to Secondary School I 

was�fairly confident about my own ability (87-89) 
 
 

(ii) Secondary �  
influences on future aspirations 
 
 
 
 
 
 
 

 
• at that stage�the principal and DP and Senior 

Mistress still pranced around the school with their 
black academic gowns and I'd had no experience 
with university (102-104) 

• my first glimpse at�the worst of the State housing 
areas (118-119) 

• fortunately I settled in like a duck to water (121) 
• was a strong influence�if I'd�perhaps not been 

pushed in an academic line, not fed back the 
information which built my confidence�I may 
have settled for a lot less than I'd been capable of 
doing (156-162) 

• in those days when education for girls and family 
experiences of university weren't there (167-168) 

• shows the power that teachers can have (178-179) 
• would have altered the whole pattern of my life 

(173) 
 
 

Named teachers who were mentors 
(i) Science teacher/form teacher 

• doing some kind of research on accelerated 
learning�took on a mentoring role�you need to 
set your goals high (127-142) 

• primary training is not aiming high enough (151) 
 
 

(ii) History teacher • saw some kind of potential in the history area for 
me (185) 

• write a book�and he chose to use me as the guinea 
pig (186-192) 

• formed a real close affinity�there was nothing 
untoward about it at all (200-207) 

• that's a relationship with one teacher, again (212) 
 

(iii) Geography teacher • looking back there were lots of things I don't 
like�but he was a passionate subject (teacher) 

 
 

(iv) English teacher • exceptionally good English teacher 
• knew instantly what three subjects I'd be going on to 

university with�and it was led solely by the fact 
that I had three excellent teachers and of course the 
moment you've got a good teacher you do well and I 
guess it becomes a self fulfilling prophecy, that 
what you do well at, you pursue (226-232) 

 
 

(v) Senior Woman • had a regular meeting as the head girl with her every 
week and she was a kind of a mentor too in terms of 
that role and�senior women in a school (301-305) 
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Leadership experience at secondary 
school 

• then having that role of head prefect and dux 
again�the academic side being�reinforced (306-
310) 

• selected as a prefect�really surprised�wouldn't 
have seen myself as a highly social, popular person 
in that respect�got on with everybody, you know, 
non confrontational�fitted in with everybody (234-
242) 

• we had different responsibilities�a committee that 
raised funds for overseas�shoulder tapped to to 
chair student committee and so on (247-252) 

• there were definitely opportunities�the leadership 
from being a prefect and then the head 
girl�building my strengths in terms of leadership 
(258-262) 

• gave me a lot of skills in terms of public speaking 
(270-271) 

• there was a network of head prefects from all the 
schools�gave me the opportunity to mix with 
senior leaders in the schools�we would discuss 
issues and so on (278-283) 

 
 

University • just one of the masses�was on a studentship. I had 
already made my commitment to teaching so�I 
knew which career I was heading for (312-314) 

• got through it because it was a means to an end 
(316-317) 

 
 

Student at College of Education  
 

• that was the year I was married and we were 
building a new house, so I was kind of balancing 
College. We were absolutely rock poor (318-321) 

• there were so many conflicting pulls of trying to get 
houses built, and being newly married and being out 
on section and so on (341-343) 

• sections were where I did the learning thing and I 
enjoyed those (344-345) 

 
 

Woman with young children who 
chose not to continue teaching 

• I did end up being the president of Plunket 
and�chairperson of the kindergarten committee 
(415-416) 

• those four years when I was off with the kids was 
the busiest time (421-424) 

 
 

Parent • having your own children, bringing up your own 
children, does influence how you do this job (428-
429) 

• its taught me a kind of tolerance and a patience and 
an insight into the way kids think and operate 
which�maybe you could read in a text book, but is 
graphically displayed when you're working with 
your own kids (433-436) 
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'Opportunities'  

(i) Opportunity to return to teaching 

 
 
• it was just by sheer accident I really got back in 

(teaching) (399-400) 
• (husband) really encouraged me�this is an 

opportunity (406-410) 
• went back�not convinced�that I really wanted to 

put my kids into childcare and go back, but�I 
walked in there and look, I was home again (412-
414) 

 
 

(ii) Opportunity to work in transition 
education  
 
 
 
 
 
 
 

• opened a whole new area�my role as a Dean and 
an AP and all that was shaped in those years (474-
476) 

• the one to one and the working with kids with 
learning difficulties and all of that came 
through�working with (name) and seeing a 
different way of working with kids (476-479) 

• that influence was absolutely, absolutely paramount 
in terms of the way I operate with kids now (483-
484) 

 
 

(iii) National president of named 
organisation 

• leadership thing just kept coming through�I don't 
go seeking it, it just looks for me (491-492) 

• we think you'd be a good person (499) 
• they felt I was the more confident in terms of public 

speaking (500-501) 
• we were going through a lot of political battles 

(507) 
• from there comes the National President of the 

association�offered enormous opportunities 
because there was the leadership of the association 
itself, but it was all the profile that it meant (512-
515) 

• there's been no politics in my background until 
[then]�fighting for a cause (538-541) 

 
 

(iv) Immersion in Maori protocol • most of our national meetings around the country 
were on marae so it meant to be involved in powhiri 
and singing waiata and sleeping in marae, it just 
became common place (524-526) 

 
 

(v) Opportunity to work for NZQA • gave me the experience of working with 
NZQA�into the leadership role of running 
workshops (632-633) 

 
 

(vi) Secondment to the College of 
Education 
 
 
 

• was probably the next best professional 
development�the first of my adult education stuff 
really, teaching teachers (636-639) 

• my first formal training in teaching adults (674, 
676-680) 
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Named women in leadership roles 
who influenced 

• there were a number of strong women who probably 
put their little bit in (548-552) 

• at (school) in those days it was still pretty 
chauvinistic (554-555) 

 
 

Colleague - educational 
administration 

• got me started in the first of the professional 
reading�was leading the vanguard in that direction 
(580-581) 

 
 

Principal of school • I wasn't going to make it through to a principal's 
role all in one school (583-585) 

 
 

Colleague � academic mentor 
 

• encouraging of the academic side (607) 
• this is superficial garbage. Where's your 

professional thinking and asking the challenging 
questions (612-613, 616-625) 

 
 

Self managing schools  
 

• have to cover so many fields (696) 
 
 

Experiences as DP  • opportunity to learn a lot of things that were 
critical�balancing staffing, balancing the dollars, 
dealing with property and all that (697-700) 

 
 

Board of Trustees • helping to select a principal and working alongside 
board members�knowing what priorities were 
driving them and realising how superficial their 
understanding was (703-705, 708-715) 

•  
 

Career decision linked to life 
situation 

• for family reasons made the decision not to apply 
for (principalship) (717-725) 

 
 

Advisory Service colleague • an academic challenger in terms of asking questions 
(733-735, 740-743) 

 
 

Future opportunities • ERO (768-775) 
 
 

Experience of being a principal • it does concern me how long people can keep that 
up (793-800) 

 
 

Principal of school in small town 
 
 

• bit like the days when people did country 
service�you got buried and forgotten (808-810) 

• just stagnate in a small town (819-820) 
 
 

 
 
 



 200

 
Appendix D  
Stephanie, Interview 1: 
Categories and attributes 
 

 

Categories Attributes (line reference from transcript 2a, 
CDRom) 

 
Inner core of personal qualities 

 
• extends to what you're doing within the organisation 

(15-16) 
• extends to what you do with people (16) 
• inner core is the strength (17) 
• you've got to keep working on it (17-18) 
• unless there is passion, values and beliefs and your 

attributes/skills being continually upgraded, then what 
you do with people and in the organisation will be 
limited (18-21) 

• deal with disappointment by being sensible, self talk 
and that strong inner core, strong self belief  
(684-686) 

• provides support and security for risk taking  
(706-708) 

 
 

Values/beliefs • influenced by upbringing and life experience (25) 
• core beliefs such as: honesty, sense of duty, work ethic, 

concern for people (26-27) 
• personal qualities such as: being organised, focussed, 

resilient, able to show initiatives, efficient and being a 
risk taker (36-37) 

• not let the lows put you off (49) 
• have to have strong belief system that you can 

articulate to other people (128-129) 
• have to be a role model (129) 
• have to be positive (130) 
• higher order thinking and behaviour (131) 
• your values and morals and things like that need to be 

up there (131-132) 
• positive (574-580) 
• negative thinking didn�t pay (582-583) 
• develop your values and beliefs in life experience  

(170-171) 
• received all of my education through the Catholic 

school system�a very strong link originating from that 
was being people orientated (177-179) 

• feel better about yourself when you do things that are 
right for the right reasons (189-190) 
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Strategic planning • working towards continuous improvement through 
really important strategic planning (58-59) 

• strategic planning allows you to be innovative (59-60) 
• allows you to set up your systems management and 

organisational planning (60-61) 
• short term and long term planning (63) 
• linked to this is an understanding of how to evaluate 

using action research and self review (64-65) 
 
 

School as a business • profit is in learning outcomes of children (482) 
• can learn a lot from business world (483-484) 
• advanced skills in organisation and communication 

(487-488) 
• 430 clients for five hours a day�continuously 

interacting with (490-492) 
• we have skills accountants or lawyers may not have 

(494-495) 
 
 

Self managing schools 
 

• Tomorrow�s Schools unleashed in the '80's. (79-80) 
• huge amount of work (80, 85-87) 
• negotiating charters (85) 
• writing policies (86) 
• using language you had never heard of before (86) 
• everything had to be done yesterday (87) 
• there were people that were saying you must do this 

and other people saying you must do that (87-88) 
• it was very busy, very busy time (109-110) 
• such a new way of working (97) 
• the change comes first and then the coping strategies or 

the support for people come second (118-119) 
 
 

Principal who survived the 
introduction of Tomorrow's Schools 
 

• wrote up an actual plan for the year whereby I 
committed myself to certain things and stuck fairly 
rigidly to that (90-91) 

• meant I could also block other things out (92) 
• threw sickies to go to school to work was one of the 

coping strategies (110-112) 
• used sick leave a day here and a day there so I could 

work in the office (114) 
• then some release time did come (115) 
 
 

Principals who did not survive the 
introduction of Tomorrow's Schools 

• a lot of principals went under during that time 
[introduction of Tomorrow�s Schools] (89) 

• its in the initial stage [educational change] that some 
people don�t cope (121) 
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Change • loathe to start doing things any way�your version of 
change may not be the one that�s needed (398-403) 

• find a path together with staff, community and children 
(407-408) 

• have to be able to deal with your disappointments if it 
doesn�t work out (679-680) 

• if you want to develop a culture of risk taking, the 
culture becomes important (696-697, 699-701) 

• you want key people to risk take with some security 
that they will be supported (703-704) 

• has to be a purpose to it (710-713) 
• learn from your mistakes (715) 
 
 

Leader of people • got to be able to work with people (134) 
• create a shared vision (134, 424-425) 
• you�ve really got to be able to talk to them and listen to 

them (135) 
• inspire all of those sorts of things (135-136) 
• Sergiovanni�s high priestess or priest (136-137) 
• build up leadership density within our school (155, 

420-427) 
• need to be skilled in performance management 

systems�if its done properly is quite empowering and 
it directly leads back to the organisation to continuously 
free them (160-163) 

• people who really do care about the colleagues they 
work with have greater job satisfaction (187-188) 

• can still return to my old schools and be, and feel 
welcomed (192-193)  

• ambition for your school as a whole to improve, and 
ambition for your pupils�that they will reach the very 
best they can and ambition for your staff they will too 
(268-272) 

 
 

Focus on children • main thrust will be pedagogy�about children�s 
learning (282) 

• we will have a greater understanding of things like 
children�s learning styles�multiple 
intelligences�thinking tools�(283-285) 

• present the curriculum and teach the curriculum where 
the main emphasis is building on their, the children�s 
own strengths, own intelligence�broadening their 
ability to think deeply and to learn (286-289) 

• the challenge is probably to work out how to integrate 
the curriculum so that what we�re really doing is 
teaching children to learn through the curriculum as 
opposed to just teaching the curriculum (289-292) 

• children are children and they all have learning needs 
[regardless of decile rating of school] (319) 
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Learning • smaller classes doesn�t actually improve learning (328, 
365-366) 

• what teacher does inside the classroom improves 
learning (329) 

• deeper learning, research based, multiple intelligences, 
higher thinking (415-416) 

• not gimmicky (432-436) 
 
 

Professional development • challenge to convince the community to spend money 
on professional development, not extra teachers (334-
366) 

• [Teachers of current high decile school] starved of 
professional development (360) 

• [Boards of Trustees] starved of professional 
development (362) 

 
 

Lifelong learner  • through being a lifelong learner I know about school 
improvement and school effectiveness (29-30) 

• knows about the literature (31-32) 
• knows about experimentation within a proper action 

research model (32) 
• means professional reading (32) 
• qualification updates (33) 
• understood why those things were important (73) 
• I think I did it first and then learnt the theory behind it 

second (74-75) 
• if you don't keep (learning) you will just start to 

become tired and old and fed up (246-248) 
 
 

Named qualifications • [named qualification] was a big thing (517) 
• introduced to people like Sergiovanni (519-520) 
• could see how important efficiency, organisational 

planning and systems management was to providing 
positive school environment (521-523) 

• exposed to ideas like continuous improvement to 
improve children and their learning (525-528) 

• powerful motivation (528) 
• [Masters study] strengthened inner core (535) 
• opened eyes to where a school can go and why change 

is important (536-537) 
• you fully understand the speed at which society and the 

world is changing (539-540) 
 
 

Professional colleagues who enrolled in 
named qualification 

• they�ve all done something (602-603) 
• wanted things to happen (607) 
• ready for change (608) 
• provided crucial networking and support (610-613) 
 
 

Named tertiary institution • offers excellent support to graduate teachers and 
professionals through support services, qualification 
updates, leadership centre (596-600) 

• got many of us going (601) 
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Principals organisations • provide networks (616) 
• provide good conference each year (616-617) 
• [as teaching principal] didn�t consider attending 

principals conferences (617-618) 
 
 

Principals in ICT cluster  • creativity through dialogue (637-638) 
• all quite ambitious (639-640) 
• all wanting to do things that are innovative and 

interesting (642-643) 
• movers and shakers (643) 
• learnt from them and exciting to share ideas (646) 
• trust has to be there (647) 
• passionate and excited (662-664) 
 

Bored principals • it is easy to get bored, complacent and negative (631-
332) 

• can even get grumpy (634) 
 
 

Woman who chose to work while 
children young  

• first generation of people that continued working when 
they had children (549-550) 

• eyes were raised, fingers pointed (551-553) 
• knew wanted to be a principal about 30 or 32 
• ambitious (554) 
• obstacles because woman with family (555-580) 
• working in Catholic school and rural community (559-

560) 
• how can I empower myself (565-568) 
 
 

Influence of life situation on 
professional practice 

• must be organised (41-42) 
• focussed (45) 
• self discipline of just doing the jobs you have to do 

each day and not letting things build up (45-46) 
• worked out how to do things so that I could survive as 

a teaching principal with a young family (71-72) 
 
 

Teaching principal in a small rural 
community 

• everybody knows you, so there were demands on you 
anyway (101-102) 

• and you had a young family, its probably one of the 
busiest times of your life (102-103) 

 
 

National infrastructure 
(i)  Ministry of Education • part of our external customers (210) 

• just a bureaucratic organisation that sets policy (211) 
• has very little to do with me (211-212) 
• that might change because there is certainly a change 

of emphasis with the Ministry (212-213) 
• a huge restructuring and none of us know the outcome 

of that (213-214) 
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Appendix E  
Stephanie, Interview 2: 
Categories and attributes 
 

 

Categories Attributes (line reference from 
transcript 1b, CDRom) 

 
School improvement model 

 
• can make a difference in your school (51-52) 
• evaluate, plan future action and deliver it and 

review it and evaluate it (52-54) 
• action research cycle (55-56, 60-62) 
 
 

Named diploma in educational 
management 

• quite important (65) 
• couldn�t have done change management (in 

Masters) unless done the diploma (66-67) 
• gave me the theoretical background to say I 

want to try a particular thing (76-79) 
 
 

Tertiary fellowship  • able to study, read, reflection (102-103) 
• people who excited and inspired me (103-104, 

108-111) 
 
 

Two specifically identified individuals • been quite important (122-123) 
• professional friendship (124) 
• still important for all of us (131) 
• lots of different things to talk about and reflect 

on and support (133-135) 
• discussion, debate, critique (137-139) 
• bottom line of support (141-142) 
• reflection (142) 
• informal mentoring (142-143) 
• key thing is trust (147) 
 
 

NZEAS • monthly meetings (156) 
• network of people quite useful (156-157) 
 
 

Travelling fellowship • allowed me to see what was going on in 
Australia (158) 

• lot of influence especially in ICT and 
leadership (160-161) 

• academics to talk to who are actually in 
universities and writing stuff (166-168) 

• spoke to school principals who actually were 
putting the practice into action (170-171) 

• very good study tour (171-172) 
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Early barriers to higher education • parents thought going to teachers� college was a 
terrible career (200-201) 

• why didn�t I get a proper job working in an 
office (201-202) 

• waste of time�that academic (203-204) 
• what are academics? [parents view] (204) 
• came home with (husband to be) who was at 

university that was even worse (206) 
• wasn�t encouraged particularly (207) 
 
 

Working mother with young child • want to do things with my career because it will 
benefit them as well (217) 

• made a life decision to continue career and also 
to have children (224-229) 

• I was seen as so unusual (420) 
• local newspaper asked me to write an article 

and I wrote �not all families are nuclear� (423-
424) 

• didn�t help my cause in (town) (424) 
• think how far we�ve come (431) 
• people were a little bit critical and making you 

think �Well am I doing the right thing or not?� 
(435-436) 

• once you know you were doing something that 
was good for you and your family and 
then��Well I don�t care what other people 
think, I�m going to do this� (438-440) 

• its worked out to be very good for me (440) 
 
 

Early women leaders • didn�t have family and a lot of them never 
married (230-234) 

 
 

First time principal (teaching principal) 
 

• basically teaching fulltime and running a little 
school (246-247) 

• if you�re a teaching principal you�re working 
flat out (252) 

• just one of those terrible jobs you just work 
night and day (253) 

• always did preparation first for class�that was 
most important (254-255) 

• looked forward to the management�that was 
the bit I liked most (255-257) 

• liked having an influence over the whole 
school, not just one classroom (261-262) 

• really liked the adult mentoring (264) 
• liked the strategic aspects to leadership (265) 
• really enjoyed the systems management (265-

267) 
• if you�ve got all of that going well, your school 

moves forward (272-273) 
• its not just paper, its actually a process you�re 

following to get school moving (272-274) 
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Wife (early days of career) • ambitious and worked hard but didn�t really 
know where I was heading (276-278) 

• in some respects I was following (husband) 
(278) 

 
 

Named special education institution • in the �70s (278) 
• quite progressive compared to anything else 

(282) 
• met people who were also progressive�movers 

and shakers (278-284, 512-513) 
 
 

Teacher trainee • spent three years at the College learning to be a 
teacher (299-300) 

• all that happened was I grew up a little (300-
301) 

• had very poor work habits (300) 
• that was in the days you got paid to be there 

(302) 
• we�d be going out�and work was something 

you had to do every now and then (304-305) 
 
 

Beginning teacher • really enjoyed it 
• that was when you were placed in schools to 

pay back your bond (309-310) 
 
 

Mature student in special education 
qualification 

• that year of training was better than three years 
(315-316) 

• lecturers wouldn�t accept any assignments that 
weren�t well written and obviously a high 
standard (316-317) 

• nobody had ever imposed that on me�gave me 
a bit of a shakeup but it was good. (317-318) 

 
 

Pregnant teacher who carried on working • got this job because I had priority rights.. it 
caused a huge stink in the primary school (378-
379) 

• they were furious that I had taken the job off 
someone (379-380) 

• here I was pregnant and shouldn�t even be 
going back to work (380-381, 386-387) 

 
 

Sister in charge of named religious order • very prim and proper sort of lady (387) 
• you�re the person who will lead this school 

(390-391, 394-400) 
 
 

Nuns • people have perceptions about them (385-386) 
• all this support from them (410) 
• people that you think would say �Your place is 

in the home�, but they never saw it like that 
(412-413) 
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State primary school in small rural town 
 

• how dare you apply (413-414) 
 
 

Women�s Lib • Anne Hercus talking about women�s rights, 
women�s everything (419-420) 

 
 

State primary • applied for principal�s job and I wasn�t even 
interviewed. I was quite hurt by that (459-461) 

• what did I expect I was A, I was a woman, and 
B, I was teaching at the Catholic school (463-
465) 

 
 

Future career • (current school) will be my last school (524-
525) 

• need to find a different career�still it will be in 
education (527-529) 

• in about two years might apply for a year�s 
fulltime study leave [to complete law degree] 
(531-533) 

• have enough law units to be able to do 
something in consulting, or policy, or Ministry, 
or ERO or something (537-540) 

 
Mentors: 
a) Sister in charge of religious order 
 
 
b) Other named individual 

 
• she was very significant�because she got me 

started (568-581) 
 
• encouraging me to apply for fellowship (582) 
• everybody needs a bit of a helping hand (587) 
• there were two people who were in quite 

influential positions who were able to [help] 
(592-596) 
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Appendix F 

Analysis of interview excerpt using MCA 

In the following excerpt from an interview with Stephanie both she and the 

interviewer draw on their cultural knowledge and shared understanding of what it 

means to be professional colleagues in education. This forms an overarching category 

in the talk, but within this there are other sub-categories such as being women; 

women with children and partners and adult students.  

 

In the opening turn ( 590-595) the interviewer probes further into Stephanie's beliefs 

about the importance of lifelong learning. 

I [Referring to the concept map], we, we�ve talked quite a lot about the 
lifelong learning and your own learning and the (.) commitment there that 
you�ve got for your staff for example. We�ve talked about the action 
research. Are there any other things in there that you�d describe as sources 
that we might not have 

S Now what do you mean by sources? 
I Things that lead to you believing that lifelong learning�s important (590-

595). 

 
Stephanie introduces the category of a specific tertiary institution which she says 

offers excellent support to graduate teachers and principals. She uses pronoun 

alignment to substantiate the support she has received from it through 'your' Support 

Services, 'your' qualification updates and 'your' leadership centre. 

 
Well I think (specific tertiary institution) has. This offers excellent support to 
you know graduate teachers and principals through your, your Support 
Services, through your qualification updates and ah through your leadership 
um centre (596-599). 

 

She further substantiates her claim with her reference to the institution being a leader 

with the development of a postgraduate qualification in educational management 'that 
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got many of us going.' She emphasises the 'many' and the pronoun 'us' is significant as 

it refers to a new category of professional colleagues who enrolled in the named 

qualification. 

so I think this (institution) has ah, does it very well to be honest and were 
leaders with the (qualification) and that got many of us going (599-601). 

 

She speaks with the authority of experience to further substantiate her answer. 

I was a part of the first group that went through and when you look at them, 
they�ve all done something (602-603). 

 

Her reference to 'them' and how 'they've all done something' establishes a powerful 

cause and effect as the qualification has contributed to the individuals who enrolled in 

it, achieving in their careers. Also, Stephanie says, 'they were a group of people who 

wanted things to happen' (607). This suggests another cause and effect that is linked 

to the personal characteristics of those individuals who enrolled in the qualification.  

In the talk, the pronoun alignment between Stephanie and the interviewer is 

significant. When the interviewer substantiates Stephanie's view by the use of the 

pronoun 'we', this indicates that both Stephanie and herself are members of the 

category of professional colleagues who enrolled in the qualification. She says, 'Yes, 

we were ready for change but that made it happen' (608), referring to the 

qualification. Following this, Stephanie further supports this claim by replying 'Yes, 

yes' (609).  

 

The interviewer then introduces a further attribute which is attached to the category of 

professional colleagues who enrolled in the qualification. This includes a high level 

of professional support in the group to which Stephanie adds 'networking' and restates 

'support'. Stephanie and the interviewer collaborate to construct a joint understanding 
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of the value to each of them of their association with others who enrolled in the 

qualification. 

I Yes, we were ready for change but that made it happen. 
S Yes, yes. 
I And that�s the support I think, do you think, of other people in that group. 
S Oh ab�the networking and the support. 
I It�s the thing I valued. 

S It has been quite crucial (608-613). 
 

A further category of principal organisations is suggested by Stephanie as providing 

valuable networks. Specifically she mentions the NZPF (New Zealand Principals' 

Federation) which has the attribute of putting 'on a good conference each year and 

that�s worthwhile' (616-617). Following this, a standard relational pair is set up as 

'teaching principals' and 'non-teaching principals'. Stephanie explains how when she 

was a teaching principal she had not considered attending the conferences and it was 

only as a non-teaching principal that she had accessed these (617-619). Although it is 

not stated here, her reference (1a, 77-95, Appendix I) earlier in the interview to the 

plight of teaching principals, suggests that the intense pressures which they live and 

work under, may be a reason for her previous non-attendance at principals' 

conferences.  

 

In a later turn (623-625) the interviewer queries Stephanie's reference in her concept 

map to her core belief in principal creativity, then probes regarding the impact on 

Stephanie of having been a principal for a long time (627). Stephanie's response 

reveals some of the attributes of bored principals. 

I think it is easy to get bored and when you get bored I think you also get a 
bit complacent and a bit negative�and you can even get grumpy you know. 
There are a number of grumpy principals out there (631-635). 
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A further standard relational pair is established in the talk as 'bored/unsuccessful 

principals' and 'creative/successful principals'; the suggestion being that creative 

principals are more likely to be successful and conversely, bored principals are more 

likely to be unsuccessful. 

 

To overcome any possible feelings of complacency or negativity which characterise 

bored principals, Stephanie reveals how she has been 'really thinking hard' about what 

she will do post her current school. This attribute can be linked to the category of 

creative/successful principals who are not content with sitting still, but rather focus on 

the future and new exciting possibilities. 

 

Stephanie substantiates her views further by introducing a sub-category of successful 

principals with her reference to the ICT cluster principals. 

Now, a way of being creative is through having dialogue with like minded 
colleagues. You know I�ve been enjoying working in that ICT cluster 
because there, um every principal, or the five principals that are involved, 
they are all quite ambitious (637-640). 

 
Her reference to how they're all wanting to do things that are innovative and 

interesting is linked by means of a 'cause and effect' to her own practice. 

and they're all wanting to do things that are innovative and interesting so I 
think linking up with people who are movers and shakers. You know�they 
don�t have to be doing it the way you want to�but you learnt from them and 
that�s exciting and so being able to share ideas (.)�in a way that you trust, 
you know the trust has to be there (642-647). 

 

She emphasises how she learnt from these principals which is another cause and 

effect. As well, she stresses, 'trust' has to be a feature of the relationship. The 

attributes associated with the category of ICT cluster principals are similar to the 

earlier category of professional colleagues who enrolled in the postgraduate 
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qualification. Stephanie's comment, 'and that's exciting', suggests a link between her 

interaction with colleagues and her on-going passion for the job which is fuelled, in 

part, by this.  

 

In the following turn, Stephanie and the interviewer again collaborate to generate a 

shared understanding which further substantiates their belief in the positive influence 

of interacting with others in a professional community. 

I It sort of follows on from that earlier idea that we said about those that did 
the (qualification). 

S That�s right 
I Its its that almost, um professional community 
S Mm 
I Isn�t it. 
S It is (648-654). 

 

Further attributes of the category of successful professional colleagues are revealed in 

the lines 661-666. The sort of colleagues who inspire Stephanie are passionate and 

excited by what they are doing. She emphasises how she 'really enjoys working with 

them'. 

I really enjoy just working with people who are down to earth and um, don�t 
have a huge ego but you know, are passionate�and excited by what they are 
doing�They are the people I�m attracted to (661-666). 

 

Stephanie's commitment to lifelong learning has been supported by a specific tertiary 

institution which has provided professional in-service and qualification updates 

through its Support Services and Leadership Centre. Various individuals who enrolled 

in a postgraduate qualification along with other peers such as the ICT cluster 

principals, have engaged with Stephanie in ongoing dialogue and support which she 

has valued. An overall effect of her commitment to lifelong learning has been 
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Stephanie's sustained passion for her job which has been nurtured by the various 

influences mentioned. 

 

While the extract chosen for analysis is only one small 'slice' of a much larger 

interview, the different way of 'interrogating the data' which MCA provides, 

confirmed some of the significant influences on the professional knowledge base and 

practice of one principal, thus affirming the credibility and trustworthiness of earlier 

analyses. It confirms the importance of lifelong learning; the value of on-going in-

service work; qualification upgrades and positive interaction with peers as 

contributing to the development of the professional knowledge base and practice of 

this principal. 
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Appendix G: Letter to participants 
 
 
Date 
 
 
Dear  
 
As promised I have a draft of a brief narrative which is taken from your story. I would 
very much appreciate you reading it and making any corrections, additions or 
deletions. You will notice how I have provided a pseudonym and tried to 'cover' other 
specific references. If you would prefer another 'name' I am more than happy for an 
alternative suggestion. I've included a franked, addressed envelope for you to return 
the draft as soon as you are able. 
 
You may be interested to know that my Research Question is "What personal theories 
or beliefs about leadership inform the professional knowledge base and practice of 
five women principals and how have these been influenced by their personal histories 
and professional learning experiences." 
 
I am writing up an analysis of the concept maps and the sources of influence from the 
interview transcripts. Hopefully I'm on target to have a draft of the thesis ready by the 
beginning of August, when my study leave ends. 
 
Once again, sincere thanks for your involvement especially when you are so busy. I 
have got to say that I find each of you inspirational! 
 
Warm regards 
 
 
 
 
 
Maureen 
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Appendix H: Initial letter to participants 

Date 
 
Dear  
 
Thank you for agreeing to be a participant in my research project for the EdD degree at 
Griffith University, Queensland. 
 
My doctoral research examines the sources of influence on the professional practice of 
five New Zealand women principals who lead a range of schools in both the primary and 
secondary sector. The purpose of this letter is to provide you with further details of the 
research process and to make explicit the ethical safeguards. 
 
Expectations of participants 

In consultation with the participants, the research process will include: 

1. In the initial stage the participants will be asked to construct a concept map which 
prioritises various concepts which they consider to be important in educational 
leadership. The participants will list 20 words or phrases that they believe are 
important for effective leadership in their schools. Working from an overarching 
concept/s they will then show how these relate to one another, putting in arrows 
and labelling any propositional links. 

2. Following the concept map construction, in an audiotaped interview, the 
participants will be asked to talk about their beliefs about school leadership. This 
face-to-face interview will last approximately 1 � 1 ½ hours at a time and place 
convenient to the participant. Interviews will be based on open-ended questions 
drawn from information contained in the concept maps. 

3. The participants will be asked to complete a Professional Background sheet which 
will provide a brief résumé of their principalship experience. This should take no 
more than five to ten minutes to c omplete. 

4. At a second audiotaped interview, using a visual schema, participants will be 
asked to reflect on the major career/life experiences which have been significant 
for them.  This interview will last approximately 1 � 1 ½ hours.  

5. Following the interviews, transcriptions will be sent back to the participants to see 
if there is anything they wish to add or delete. As well, the interviewer will have 
the opportunity to ask further questions if necessary. 

 
Ethical Safeguards 
1. Griffith University�s research guidelines ensure the anonymity of persons and 

institutions involved in the research. All information will be used only for the purpose 
of the study. Tapes of interviews and other identifying information will be kept in a 
locked filing cabinet and destroyed on completion of the thesis. 

2. Participants will be provided with copies of their interview transcripts so they can 
alter or delete any material they do not wish to be used. 



 217

3. Each of the participants will have the opportunity to examine early analyses and will 
receive copies of the final write up of their stories. In this it is hoped the researcher is 
able to give back something to the participants but also ensure the authenticity and 
trustworthiness of her interpretation of their experience. 

4. Participants have the right to withdraw from this study at any time. 

 
Research Supervision 

I have received ethical clearance for my proposed research design from Griffith 
University�s Human Research Ethics Committee.  
 
My principal supervisors for the research are Professor Neil Dempster, Dean of 
Education, Griffith University and Dr Lindsay Parry, Associate Principal, Christchurch 
College of Education. Should you wish to discuss any aspects of this research, please feel 
free to contact them: n.dempster@mailbox.gu.edu.au, lindsay.parry@cce.ac.nz 
 
Further to my earlier communication, I wish to formally invite you to participate in this 
study and ask that you complete the reply slip and return it in the enclosed freepost 
envelope at your earliest convenience. 
 
In appreciation 
 
Yours sincerely 
 
 
 
 
 
Maureen Doherty 

!__________________________________________________________________ 
 
I agree / do not agree to be part of the above study which examines the sources of 
influence on the professional practice of five New Zealand women principals. 
 
Name:__________________________________________________ 
 
Signature_______________________________________________ 
 
Date______________________________ 
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APPENDIX I: Transcription of interview 1a 
 

 

TRANSCRIPTS 

Key Details:  

[ indicates point at which a current speaker�s talk is overlapped by another�s talk 

= one at end of line and one at beginning indicate no gap between the two lines 

(.4) indicates elapsed time in silence in tenths of a second 

(.) indicates tiny gap 

_____ indicates some form of stress via pitch and/or amplitude 

:: indicate prolongation of the immediate prior sound.  The length of the row of colons indicates 

the length of the prolongation. 

WORD Capitals except at beginning of line indicate especially loud sounds relative to the 

surrounding talk  

.hhhh A row of h�s prefixed by a dot indicates an inbreath;  without a dot, an outbreath.   The 

length of the row of h�s indicates the length of the in or outbreath. 

(   ) indicates the transcriber�s inability to hear what was said 

(word) possible hearings 

((    )) contains author�s descriptions rather than transcriptions 

.,? indicate speaker�s intonation 

 (Silverman, 1993: 118) 

 

 
Interview 1a 
Tuesday 11 September 2001 

I Interviewer 
P1 Principal 1 (Stephanie) 
 
 
I Thank you. for um agreeing to be part of this um research which is interested in 1 

the views that (.) principals have about their practice. Now I�ve asked you um 2 

to do a concept map, or a mind map of the key sort of (.) key sort of beliefs that 3 

you�ve got and I wonder if you would talk me through this and sort of think 4 

aloud in terms of of the concepts that you believe are most important. 5 

P1 Ok, well I did it how you said  6 
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I Right 7 

P1 with my yellow bits of paper. 8 

I Yep 9 

P1 Um and I found that I was probably going through three ideas. So first the 10 

personal qualities 11 

I Yeh 12 

P1 which I think is the the inner core and this is linked a wee bit to consider 13 

(Covey�s) idea of organisational change. So there�s an inner core of personal 14 

qualities and that extends over  there to what you�re doing within the 15 

organisation and then over here what you�re doing with people. And I think that 16 

the strength, this is the inner core, that�s the bit I�ve got here that you�ve got to 17 

keep working on the inner core, because if there isn�t the sort of passion and the 18 

values and the beliefs and your attributes, your skills being continually (.) 19 

upgraded then what you do with people and what you do in your organisation 20 

will be limited. Does that make sense? 21 

I It certainly does. 22 

P1 So I�ve talked about passion for the job because I think if you�ve lost that (.) 23 

you your going to be ineffective. Then I talk about values and I suppose values 24 

are influenced by your upbringing and your life experience, but I�ve listed some 25 

that I can think of. Um things like honesty, sense of duty, work ethic, concern 26 

for people. Um, those sorts of things. Core beliefs, um, (.) the idea of being a 27 

lifelong learner, that�s something that I believe in quite strongly and coming out 28 

from there means that through being a lifelong learner I know about school 29 

improvement and school effectiveness. I know about the literature, I know about 30 

the importance of being reflective, I know about experimentation within a sort 31 
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of a proper action research model. Um, it means professional reading and it 32 

means qualification updates. Um, things like being reliable and being creative, 33 

those things (.) strong beliefs that you need to be that in your job. And then you 34 

bring with you some attributes that you have and a lot of these are learnt I think. 35 

Like being organised, being focused, resilient, being able to show initiative, 36 

being efficient, being a risk taker. I I don�t know whether I was born with those 37 

[but I think you learnt them. 38 

I [Where, where did you learn them? 39 

P1 Just through being in the job I think and um, all the other things that life 40 

experience throws up at you, but you cannot for example run the school, parent 41 

two children and update your qualifications without being organised 42 

I No 43 

P1 so even if you weren�t at the beginning you certainly learnt to by the end and 44 

you can�t do it without being focussed either, you know, that self discipline of 45 

just doing the jobs you have to do each day and and not letting things build up. 46 

Perhaps resilience, I think in teaching it�s a fairly (.) I suppose was going to 47 

describe this cut-throat approach but there are, there is the highs and the lows 48 

and you�ve got to (.) work your way through that. Not let the lows put you off. 49 

I So that�s teaching as opposed to the principalship or [on the way through 50 

P1  [Well, yes, may even be 51 

your career building or whatever.  52 

I Yeh 53 

P1 You know, some things you get and some things you don�t so it (1) how how to 54 

deal with people. I mean communities are quite exacting of what they expect of 55 

the school so there will be um criticisms as well as compliments. Well you just 56 
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need to be able to be realistic when you deal with all that. :::Um, in terms of the 57 

organisation, I think you�re working towards continuous improvement. Um, and 58 

you�re doing that through I believe, really important strategic planning and 59 

strategic planning allows you to be innovative. It allows you to set up your 60 

systems management and your organisational planning so you know that could 61 

be you know that could be your year by year planning, strategic planning taking 62 

you out say four or five years and then your year by year planning as well. Um, 63 

and linked into that is an understanding of how to evaluate using action 64 

((cough)) research and self review. 65 

I And and this model here, where did you to develop that from? 66 

P1 I think I learnt, I learnt about systems management (.) possibly innovation and 67 

organisational planning in my first principalship and then all the other stuff 68 

around it I learnt later but that was just pure survival. 69 

I Right. But you have enhanced that ( ). 70 

P1 Yes, I think I worked out how to do things so that I could survive day by day as 71 

a teaching principal with a young family um and then the more I got into it in 72 

terms of the lifelong learning, I understood why those things were important and 73 

then enhanced it, so I think I did it first and then learnt the theory behind it 74 

second. 75 

I And I think that�s the way good practitioners operate. 76 

P1 Yeh, well its survival 77 

I Yeh 78 

P1 And when I was um a teaching principal in the '80�s, that was when 79 

Tomorrow�s Schools was unleashed so there was a huge amount of work. 80 

I Tell me a wee bit about that. 81 
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P1 Well I was a principal of a two teacher school and (.) it was 1989 wasn�t it. 82 

I Yeh 83 

P1 So I had a 6 year old and a 3 year old at at home, um and all of a sudden ah this 84 

huge workload came through the school that you were negotiating Charters, 85 

writing policies and using language you had never heard of before and 86 

everything had to be done yesterday and there were people that were saying you 87 

must do this this and this and other people saying you must do that and I found, 88 

well a lot of principals went under during that time but I found that unless I 89 

wrote up basically what turned out to be an actual plan for the year whereby I 90 

committed myself to doing certain things and stuck fairly rigidly to that, so it 91 

meant that I could also block out other things, I don�t think I would have 92 

survived. 93 

I And as you say, a lot went under. 94 

P1 A lot of principals did go under. 95 

I Yeh 96 

P1 It was such a new way of working. 97 

I Yeh. You mentioned about um the children at that time, um was that just that it 98 

(.) you were so tied up time-wise that you weren�t organised? 99 

P1 Yes, I think, I think if you�ve got, um if you, you were a teaching principal and 100 

you were in a small rural community so everybody knows you, so there were 101 

demands on you anyway, um and you had a young family, its probably one of 102 

the more busiest times of your life. 103 

I Well its recognised as the (.) the principalship that�s probably the most difficult 104 

isn�t it. 105 

P1 Mm 106 
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I And what sort of release time did you have at that time? 107 

P1 Well I don�t think we had any you know and I so I think there was no release 108 

time and I was teaching a composite year 4 to year 8 class so it was very busy 109 

very busy time. In fact I do recall throwing sickies to go to school to work. 110 

I Yeh. 111 

P1 But that was [one of the coping strategies. 112 

I  [Using the system 113 

P1 Using my sick leave a day here and a day there so I could work in the office but 114 

then some release time did come. 115 

I Yes 116 

P1 But it didn�t come immediately like most external changes in education. The 117 

change comes first and then the coping strategies or the support for people 118 

comes second. 119 

I Yeh 120 

P1 And its in that initial stage that some people just don�t cope. 121 

I Mm 122 

P1 Now over here this is probably kind of um very important is is um (.) where 123 

where people fit in. So I�m saying that (.) in the middle is the that�s the me and 124 

you have to focus on yourself. You have to keep upskilling. That gives you the 125 

skills and knowledge to work on organisational improvement but I thought I�d 126 

separate out because they are so important. So I think to be a successful 127 

principal you have to have the strong belief system yourself that you can then 128 

articulate to other people. Um, you have to be a role model, um, and I think that 129 

being a role model you have to be positive and um, you know, that sort of a 130 
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higher order thinking and even behaviour too, I I think (1) you you your values 131 

and your morals and things like that need (.) need to be up there. 132 

I Yeh 133 

P1 You�ve got to be able to work with these people to create a shared vision so 134 

you�ve really got to be able to talk to them and listen to them and inspire all of 135 

those sorts of things.  I�ve talked about Sergiovanni�s you know his three 136 

aspects and the third one which was the high priestess or priest, you know what 137 

I mean? 138 

I Yeh,  139 

P1 I think you have to get to that third stage to be able to be able to do this and I 140 

think a lot of this, is his first two stages. You know, [organisationl. 141 

I  [And by that 142 

 Yes 143 

P1 Cause that�s just being organised and efficient but good principals should be all 144 

of those things plus that. 145 

I It�s that added dimension that you�re picking up on.   146 

P1 Yes, yep. 147 

I When you say people, who are you talking about. 148 

P1 I�m talking about your colleagues at work and your peers within the profession 149 

and the teaching your clients, your customers, your parents, the community. 150 

I And the students? 151 

P1 Absolutely. :::Probably put um, the students as your clients and parents as the 152 

customer if that makes sense. 153 

I Yes. 154 
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P1 Ok, now it crucial that we build up leadership density within our school so we 155 

we are mentoring and coaching the new set of leaders. 156 

I And you consciously do that? 157 

P1 I try to. Yes. No, I like it. I like seeing [people  158 

I  [Yeh 159 

P1 grow within within themselves um and I think that we need to be skilled in 160 

performance management systems because that�s, (.) if its done properly I think 161 

its quite empowering and it directly leads back to to the organisation to 162 

continuously free them. 163 

I Yes. 164 

P1 And I think that you do have to have a genuine respect and concern for others. 165 

Not one that says those people (t  ) me to get to where I want to be, 166 

but rather saying, those people um are deserving in their own right. 167 

I Where where do you (.) think you developed that idea from? 168 

P1 Um, I think I�ve always been like that, so um I suspect its part of this inner core 169 

and where do you develop your values and beliefs (  ) I suspect in life 170 

experiences. 171 

I Yeh. And your upbringing, what what was it about that that made you value 172 

those things? 173 

P1 Um, (3) that�s hard to tell isn�t it, cause your upbringing is your own [and  174 

I  [It is 175 

P1 things you need and its hard to compare with somebody else�s that might be 176 

different but certainly I suppose received all of my education through the 177 

Catholic school system which has its (.) its advantages and disadvantages but a 178 

very strong link originating from that was being people orientated. 179 
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I Yes. (1) Sort of that ethic of care.  180 

P1 Yeh. I think so. I think so. 181 

I Strong ethic isn�t there.  182 

P1 I think so. 183 

I Yeh 184 

P1 So that would be part of it.  185 

I Yes 186 

P1 But another part of it might be that um (.) I think that perhaps people who really 187 

do care about the colleagues they work with have greater job satisfaction so I 188 

think that you feel better about yourself when you do things that are right for the 189 

right reasons. 190 

I Yeh, you get feedback? 191 

P1 Oh I think I do, yes, yes I do. :::I can still return to my old schools and be, (.) 192 

and feel welcomed. 193 

I That�s fantastic because we know that there are a lot of people who headed up 194 

schools that that wouldn�t be the case. 195 

P1 Mm. And I've been, as you know, principal of four schools so there are three of 196 

them that I can return to and even (.) my first one. (named)  197 

P1 Yes, up until last year I could walk to there and I still knew people and yet I�ve 198 

been gone for quite a while  199 

I Yes 200 

P1 So um, this, if I went this year I I don�t think I would know people now 201 

I They�ve moved on. 202 
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P1 All of those families that might have (.) started, because my daughter�s 18 and 203 

she started as a 5 year old at that school, they are now well and truly through the 204 

system, 205 

I Yeh. 206 

P1 But its taken that long. 207 

I Yeh. Where where do you see um things like the Review Office and the 208 

Ministry and that side of your job? 209 

P1 They�re just part of our external customers I suppose. Um, the Ministry is in my 210 

view just a bureaucratic organisation that sets policy and has very little to do 211 

with me. That might change because there is certainly a change of emphasis 212 

with the Ministry and there�s been a huge restructuring and none of us know the 213 

outcome of that. ERO I think are quite useful allies. They help with the 214 

evaluation and self review and I think if you if you have good systems in your 215 

school, you know what ERO are going to tell you, that it is handy having an 216 

external agency that comes in and gives you some objective feedback and if you 217 

really are committed to continuous improvement, perhaps you are not going to 218 

be too upset by the message or messenger. 219 

I Right, You understand what they are doing. 220 

P1 Yeh. Yeh. They�ve never worried me. Never been fazed by ERO. 221 

I And what about the Board of Trustees. We haven�t mentioned them as such as a 222 

group. 223 

P1 Ok. No, well um, they�re important.  224 

I Yeh 225 

P1 Um, they (.) set the policy for the school and they employ the staff so half of 226 

your job over on this side is to work, is to work really well with your Board and 227 
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your community so that�s part of your people skills because if you�re trying to 228 

create this shared vision, it won�t be shared if your community don�t believe in 229 

it. 230 

I No. What do you think the underlying purpose of a school is?  231 

P1 Well its clearly to provide relevant and appropriate learning situations for 232 

children so that that�s what we�re there for. We�re there for children so that they 233 

can learn and reach their potential.  234 

I Okay 235 

P1 Perhaps what I haven�t mentioned in terms of lifelong learning, is that I�m 236 

strongly believe in (1) this is becoming even more so lately, that principals need 237 

a real sound knowledge of pedagogy, how children learn. If they�re going to run 238 

their schools effectively. 239 

I Yeh. And, and where where did you learn that? 240 

P1 Through um qualification updates, ah professional reading, going to courses, 241 

listening to people. Going to conferences. Those sorts of things. You�ve got to 242 

keep doing that. You�ve got to keep doing that. Got to keep (  ). And I 243 

think that builds the passion because you hear, if you hear new ideas and as you 244 

reflect on what people are saying, it starts to make you feel excited about what 245 

you can do in the school and if you don�t keep doing that, you will just start  246 

I Yeh 247 

P1 to become tired (.) [and old and fed up. 248 

I  [Yes, its that renewal isn�t it. Yes. 249 
P1 Yes, it�s really important. 250 

I Its really interesting what you�ve got here and there is such a strong values um 251 

base to everything that you�re doing. That�s the thing that I�ve always admired 252 



 229

about you as a principal. That you always work from a (.) strong philosophical 253 

understanding and reaction. But you are also very considered aren�t you. 254 

P1 Mm. That that is the key I think. Um, but I think you can have (values) and 255 

perhaps still have a bad school. 256 

I Tell me, and when we say that we are talking about the continuous improve, the, 257 

you referred to it before, the Sergiovanni�s, the lower two things. Is that sort of 258 

the management type things? 259 

P1 The management efficiency, the organisation. 260 

I Tell me about that. 261 

P1 Strategic Planning. I think you can work through processes of that and still 262 

come up with mediocre goals and mediocre objectives so what what is going to 263 

make your school perhaps outstanding or visionary or exciting, will be I think 264 

still a lot of what's been happening here and your interactions with people but its 265 

its almost like your ambition for your school. 266 

I Yeh. And we�ve got to have ambition. 267 

P1 I think you do. Ambition for your school as a whole to improve, and ambition 268 

for your pupils 269 

I Yeh 270 

P1 That they will reach the very best they can and ambition for your staff that they 271 

will too. 272 

I Yes. And with um your staff, how, because you�ve only been in your current 273 

school a short while, what sorts of ambitions have you got for your staff that 274 

you�ve got currently?  275 

P1 I want to see them get involved in their own personal learning ( ) needs. 276 

I�m noticing that quite a few of them have stopped any formal kind of learning 277 
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and and I I think its too soon in their careers for them to be doing that so I�m 278 

keen to see them um start updating their qualifications. I I think that�s a good 279 

beginning for them. We�re applying for the ICT Cluster studies and if we won 280 

that that would bring huge amounts of money for professional development and 281 

the main thrust of that PD will be pedagogy. Would be about children�s learning 282 

and I would like to think that from there we will have a greater understanding of 283 

things like children�s learning styles. Um, what is multiple intelligences and 284 

what does it mean. Um, where do thinking tools fit into that and you know how 285 

can we (.) somehow present the curriculum and teach the curriculum to the 286 

children where the main emphasis is building on their, the children�s own 287 

strengths, their own intelligence and its broadening their ability to think deeply 288 

and to learn. You know that in-depth learning that schools are talking about so it 289 

may be our our challenge is probably to work out how to integrate the 290 

curriculum so what we�re really doing is teaching children to learn through the 291 

curriculum as opposed to just teaching the curriculum. And I think that�s quite a 292 

huge step isn�t it? 293 

I Oh, [its 294 

P1  [Its your (paradigm) shift 295 

I It is. Yeh. Because schools were very outcomes driven once.  296 

P1 Mm 297 

I You know that kids could do things whereas now you�ve got to have that 298 

lifelong [emphasis. 299 

P1  [That�s right. And I�m not sure that ERO or even the Ministry caught up 300 

with that [actually. 301 

I  [No. 302 
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P1 So I think that schools that are risk taking and there are a number in (place) that 303 

are starting to 304 

I Yeh 305 

P1 so you�ve got your digital classrooms at (named school), enquiry learning 306 

classroom at (named school), I mean they are just two innovations that I know 307 

about. I suspect that learning philosophy that drives them is very similar to what 308 

I�m talking about and I suspect that they um (.) that ERO when they go in, still 309 

expect to see their achievement objectives of how do you know you�ve covered 310 

them, how do you know children have learnt them, and um while you�re trying 311 

to set up these new ways of doing things, its really hard to keep everything else 312 

going as well so those schools are vulnerable to the ERO reports in the short 313 

term. 314 

I In the short term. Yeh. You yourself are now principal of a high decile school. 315 

High socio economic school, but you have been principal of a whole range of 316 

schools. Um, (1) do you think that makes a difference at all? 317 

P1 It not big, as big a difference as you would think there is through the media. I 318 

think that children are children and they all have learning needs. Ah, I 319 

personally don�t think there is the huge divide in wealth within New Zealand 320 

that justifies this idea that if you�re in a decile 10 you�re somehow very wealthy 321 

and if you�re decile one, you�re very poor. Yet clearly there are income 322 

differences but from from um when I was teaching, when I was principal of 323 

(named school) I probably thought that the schools that had a decile 10 could 324 

generate more income so therefore they were lucky, but I have to say, going into 325 

a decile 10 school, we can generate the income but then the parents want to 326 

spend it on extra teachers, they are absolutely obsessed by smaller classes and 327 
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having smaller classes doesn�t actually, necessarily improve learning. What 328 

improves learning is what the teacher does inside the classroom  329 

I Exactly 330 

P1 and I was reading somewhere I think it was the Ministry of Education 2000 um 331 

report on on the school sector and there was a quote in there that said that a 332 

teacher can make a difference to to 40% in terms of children�s achievement, a 333 

teacher can, and what a teacher does so one of my challenges at (current school) 334 

is to convince the community they should be spending their money on 335 

professional development, not on extra teachers. 336 

I Yeh. 337 

P1 That�s where it should go. And also convincing teachers that having 28 children 338 

as opposed to 26 is not life threatening. 339 

I No, no 340 

P1 And they think it is. 341 

I That�s interesting because even the teacher unions I know in secondary push 342 

push the class size. 343 

P1 Mm. And one teacher extra in a school where you�ve got 430 children, 17 344 

classes, one teacher basically takes one and a bit child out of the class. Two 345 

teachers might take three children. Now, (.) where�s the gain. I can�t see it there. 346 

You know, one teacher�s worth $50,000.  347 

I That�s right. 348 

P1 It�s a huge amount of investment  349 

I Yeh 350 

P1 for what I think is more emotional reasons as opposed to ((phone rings)) 351 
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I With this um money that parents would quite like to put into an extra teacher or 352 

two, that could generate a huge amount of buying power for professional 353 

development couldn�t it. 354 

P1 Oh it could. Um, $50,000 is huge and and this year at (current school), I think 355 

we had 1.5 teachers over entitlement so depending on the cost of the teacher, 356 

you know, you�re looking at a price between $50 and $75 thousand. Meanwhile,  357 

I Yeh 358 

P1 we, I think, and and I�m a bit of a lone horse here, but I think we have teachers 359 

that have been starved of professional development  360 

I Yeh 361 

P1 and even Boards who have been starved of it  362 

I Yeh 363 

P1 and um we have very tacky furniture in classrooms because all of the monies 364 

gone into staffing, um and I, I�m I�m sceptical as to whether there�s been huge 365 

learning. 366 

I Yeh. 367 

P1 We�re an interesting community in (current school) in the sense that children are 368 

(.) absolutely focussed on learning so we have the ideal learning environment. 369 

You walk into classrooms and the children are just attentive, hanging on their 370 

teacher�s word. I went into a classroom yesterday, year 7 classroom, and I  371 

 walked in there and the classroom was absolutely silent and all children in there 372 

were working. It must have been uninterrupted silent reading and I looked 373 

around for the teacher and she wasn�t there  374 

I ((laugh)) 375 
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P1 and I went up to one of the children and said �Where�s your teacher� and she 376 

said �Oh she went out�, but it hadn�t stopped them from doing what they were 377 

meant to be doing. Extraordinary. 378 

I Is that perhaps different from some other places you�ve worked at ((laugh)). 379 

P1 Absolutely. Um, they love learning.  380 

I Mm 381 

P1 They enjoy it so we should be able to do amazing things. 382 

I Yeh. Its that value added thing isn�t it. 383 

P1 Mm 384 

I So much more exciting things. Yeh. 385 

P1 I think so. 386 

I Yeh. You mentioned a couple of examples of other schools that are doing things 387 

here in (place). You yourself, do you have any ideas for things at this stage. You 388 

mentioned the ICT cluster and ah, [pedagogy. 389 

P1  [Yes, I�m working, working with 390 

um four other schools, ah and we�re working quite hard because this is the week 391 

you have to get the application in so um we are putting quite a few hours into 392 

that.  393 

I Yeh 394 

P1 Now if that�s successful. I I think that�s going to be a big um a big winner for 395 

(current school).  396 

I Yeh 397 

P1 If that isn�t successful I think the whole thing is going to be slower. What I�m 398 

loathe to do though is to walk into (current school) and just start doing things 399 

my way right from the beginning. I I don�t want to do that because I�m 400 
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reminded about what Michael Fullan said you know, it�s the very first thing he 401 

says in his sort of 10 ideas for change management. He says you know, 402 

remember that your version of change may not be the one that�s needed  403 

I Yeh 404 

P1 and ah I feel at (current school) I have some very talented and dedicated 405 

teachers and I�m not going to walk in there and say �What you�re doing is 406 

wrong. What you should be doing is that. Um what I want us to do is find a path 407 

together.� So it will take a bit longer and we won�t have a digital classroom or 408 

enquiry based classroom in 12 months but two years down the track we are 409 

going to be doing things that will be will be uniquely (name of school), um that 410 

our community can understand and that our children are excited about and that 411 

our staff want to do and I�m not sure what it is. I mean I know its going (.) to 412 

move more to that constructive, this um, type learning 413 

I Yeh 414 

P1 where its deeper learning and its more research based and it takes into account 415 

multiple intelligences and higher thinking but whether its digital classrooms or 416 

whether its something else is still to be determined. 417 

I Yeh, and in some ways what you�re about will be much more enduring. 418 

P1 I think so. 419 

I Will live past the life of a principal in a school. 420 

P1 Yes. I am heartened by the fact that (previous school) is still continuing to grow 421 

and be innovative and I haven�t been there all year. 422 

I Yes 423 

P1 Because I believe there was leadership density in that school but the vision was 424 

truly shared so I left but there were plenty of good people that continued. 425 
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I Exactly. 426 

P1 And you know there is a lot of innovation still happening in that school. 427 

I Yeh. Yeh, that would be my experience of secondary school�s I�ve worked in  428 

 and um, (1) but unless it is deeper than just the individual leading the school, it 429 

won�t last. 430 

P1 That�s right. 431 

I So, and it can�t be gimmicky either. Gimmicks can help but. 432 

P1 Mm. Gimmicks, that�s all they are 433 

I Yeh 434 

P1 Um, and for some members of your community there have to be some 435 

gimmicks. 436 

I That�s right 437 

P1 You know, painting the school or something. 438 

I Yeh, [yeh 439 

P1  [It looks good but you�ve got to have the solid lasting stuff happening as 440 

well. 441 

I Mm, so we got onto that by talking about staff and their learning. But what 442 

about the Board of Trustees and their learning? 443 

P1 Well my experience with Boards of Trustees is that they are loathe to learn and 444 

um so I�ve been in four schools so its not a huge sample, but I�ve been in a rural 445 

community and the farmers, they don�t want to learn. They just want to get on 446 

their tractors and do their farming work ah and then turn up to meetings  447 

I Mm 448 

P1 So, so its really hard to get them to actually go on courses and when they did go 449 

on courses they moaned and winched and said it was boring and a waste of time. 450 
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Um, when I was at (previous school), that was a sort of a lower socio economic 451 

environment, very working class, and people were either too busy to go on 452 

courses or couldn�t afford the time off work. 453 

I Yeh 454 

P1 Um and then all they wanted to do was turn up to meetings and go home again. 455 

They didn�t really want to do it.  456 

I No. 457 

P1 Um, (previous school), they they went on some courses but a lot of the 458 

education I think in the end came from us to them at Board meetings. 459 

I When you say from us? 460 

P1 From the staff. Now that I�m in a decile 10 community um, you�re talking about 461 

highly educated professional people who actually believe they know a lot and 462 

they do but they also aren�t lining up to learn either  463 

I No 464 

P1 Because they may value more of the business learning than education and I 465 

think (.) education is seen as being a bit sort of wet and a bit sort of um 466 

somehow less (.) empowering than the business yet my little dabble in um doing 467 

Legal Systems 101 last year and going along to the Institute of Management 468 

stuff, would make me feel that there�s a lot that happens in education, cutting 469 

edge ( ) but whether we have poor self esteems that can�t communicate that, 470 

that our skills in education are worth as much as an accountant or a lawyer and 471 

the road to get there is just as arduous and difficult and challenging as it is to go 472 

through Law school or whatever. 473 

I Yeh 474 

P1 But somehow we, we seem to be the poor cousins I think. 475 
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I You mentioned um NZIM business sort of thing, yet on one level running a 476 

school is is running a business, I mean we haven�t really talked about that side 477 

of it other than the strategic planning which is important. Um I mean your 478 

school is a business, you you�re obviously involved in lots of things of that 479 

nature. 480 

P1 Yes it�s a business when you�re going to work hard to make a profit, or your 481 

profit is in the learning outcomes of children so I suppose you know its slightly 482 

different in their perspective but I think we can learn a lot from the business 483 

world but I also think that you need to hang on to the fact that we have huge 484 

amounts of knowledge about education, about learning, which could be 485 

transferred to the business world. They could actually learn a lot from us as 486 

well. And even, (.) our skills in organisation and communication are at an 487 

advanced level because we do it every single day.  488 

I Yep 489 

P1 We are a business that has 430 clients in our facilities for five hours a day and 490 

we are continuously interacting with them and there are very few professionals 491 

that have to deal with those sorts of numbers. 492 

I Exactly. 493 

P1 So that gives us skills I think that um the Accountant or the Lawyer may not 494 

have. 495 

I Huge amount. Complex skills. 496 

P1 Quite complex, yes. 497 

I Yeh 498 

P1 And um yes, I think education�s all over the place because you�re dealing with 499 

people and people are all over the place. 500 
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I Yeh 501 

P1 So part of being a good leader is to be able to go with that, to be flexible. 502 

I Yeh. Oh that�s just fascinating (name). As I thought, you would put a lot of depth 503 

into what you�ve done. We�ve talked a little bit about um the sources of your 504 

beliefs here, um, but I�m wondering if we could work through it in a sort of 505 

systematic way and then we might start with the continuous improvement, the 506 

more management sort of side. We talked a little bit about you learnt by doing  507 

 in your first principalship but I�m just wondering if you could identify some 508 

specific sources for each of the things as we go through. It might be easier to  509 

 start with that one seeing we�ve just been talking about some of the� 510 

P1 Ok. So [where� 511 

I  [There�s no right or wrong answer, its really, I�m just [interested 512 

P1  [That�s what I�d 513 

say too. Okay 514 

I I must have been taught well. ((laugh)) 515 

P1 Yeh, you must have have. (Named educational leadership qualification) is quite 516 

a, a big thing for me.  517 

I And this is. Okay, right [so 518 

P1  [So that�s where you were introduced to people like 519 

Sergiovanni and so on and um you could see um in a very concrete way how 520 

important efficiency, ah organisational planning and systems management was. 521 

Just just to get your, you know into (.) some form of of positive school 522 

environment. If you haven�t got your organisation right you will always be 523 

dithering, floundering, so um I think that the diploma gave me that um and it 524 

also exposed me to ideas like continuous improvement. You know, that the end 525 
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that you search for is just getting better, and knowing that you�re getting better. 526 

And can put why its so important that you�re going to get better is because the 527 

end result is children and their learning, ah, so its quite powerful motivation.  528 

I Yeh 529 

P1 Is that what you�re meaning? 530 

I I�m really, yes I�m interested um in that. Apart from the (qualification) have you 531 

done anything else, or= 532 

P1 =Well I�m doing the Masters because the Masters followed on from the 533 

(qualification). Um, the thesis I did was on change management so that was um 534 

you know, quite fascinating. That probably strengthened the sort of inner core 535 

thing because it um it opened my eyes as to where where a school can go and 536 

why change is important. I mean (.) there are still people that argue why change. 537 

I Yeh 538 

P1 And and I suppose through higher education you fully understand the speed at 539 

which society and the world is changing. That the school has no out option but 540 

to change if it�s to reflect the needs of the community. 541 

I Yeh. Okay. ::And then, right at the beginning you stressed the importance of 542 

this strong inner core and we�ve talked a little bit already about you know your 543 

own upbringing and education and its and its really hard to (.) to (1) I guess 544 

come up with a specific source for any of these because it�s its a combination 545 

isn�t it. But it seems in what you are saying a lot of these are just part of you as 546 

a person. 547 

P1 I�ve always been reasonably determined to (1) follow through and do the things 548 

that I want and I�m of the generation of, I suspect the first generation of people 549 
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that continued working when they had children because I know when I did it, 550 

you know eyes were raised and  551 

I Yeh 552 

P1 there was a certain amount of finger pointing. Um, and I suppose I knew when I 553 

was about 30 or 32 or something that I probably did want to be a principal and I 554 

did want to move forward in my career, um and I think the obstacles to that 555 

were that I was a woman and that I had a family. You know, not that your 556 

family are obstacles but in that regard it can be because [you�re 557 

I  [Its (  ) 558 

P1 Yep. Yeh. And um, also, at that time I was working in a Catholic school and I 559 

was in a rural community, both of which are quite hard to get out of 560 

I Mm 561 

P1 So I think if you understand where it is that you�re heading, um, you have a go 562 

at reaching the goals you want. If it doesn�t work out, you can then ((cough)) 563 

reflect and you can say �Well I wonder why. What could I do that could be 564 

better or what, you know, what, how can I empower myself so in the end I can 565 

reach my goals� and um, I�ve always done that so there had, you know, 566 

nothing�s ever been handed to me at all, but in the end I�ve still got there and its 567 

just really, its just hard work and being a bit stubborn  to be honest. 568 

I Good advice probably. 569 

P1 That tenacity. You know those sorts of things and just not being put off. 570 

I Yeh. Sounds good. Um, so that�s these things in here. The respect for other 571 

peoples talents and that sort of thing that you�ve highlighted there. Where did 572 

you develop that from? 573 
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P1 I think it has always been there, um but I somewhere along the line I learnt that 574 

if you think in a positive way and you look for positive things, your day 575 

becomes more enjoyable so its very easy to be negative and to knock things, but 576 

its also easier, well its better and it feels better to look at people and say �Well 577 

what are their strengths and um how can I utilise those strengths and how can I 578 

learn from those people um and how can that even help me with my goals and 579 

then you start thinking like that, um it becomes a lot better. 580 

I Yeh. 581 

P1 So I, I don�t know where I learnt it. I might have learnt it through um finding 582 

out that negative thinking didn�t pay off. You know, I don�t know. 583 

I [Successful 584 

P1 [Hard to know. 585 

I Yeh. Just something that�s been there for a long time. 586 

P1 But I think I learnt it as an adult and not as a child. 587 

I Yeh 588 

P1 I think its an adult. 589 

I And then we, we�ve talked quite a lot about the lifelong learning and your own 590 

learning and the (.) commitment there that you�ve got for your staff for 591 

example. We�ve talked about the action research. Are there any other things in 592 

there that you�d describe as sources that we might not have 593 

P1 Now what do you mean by sources? 594 

I Things that lead to you believing that lifelong learning�s important. 595 

P1 Well I think (specific tertiary institution) has. This offers excellent support to 596 

you know graduate teachers and principals through your, your Support 597 

Services, through your qualification updates and ah through your leadership 598 
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um centre. You know you sort of (name) stuff, um so I think this (institution) 599 

has ah, does it very well to be honest and were leaders with the (qualification) 600 

and that got many of us going. I mean, there were quite, those first people 601 

because I was a part of the first group that went through and when you look at 602 

them, they�ve all done something. 603 

I That�s exciting isn�t it. 604 

P1 It is, it is. 605 

I Yeh 606 

P1 So they were a group of people who wanted things to happen. 607 

I Yes, we were ready for change but that made it happen. 608 

P1 Yes, yes. 609 

I And that�s the support I think, do you think, of other people in that group. 610 

P1 Oh ab�the networking and the support. 611 

I It�s the thing I valued. 612 

P1 It has been quite crucial.  613 

I Yeh 614 

P1 So that�s that�s right. And then your principal organisations and so on because 615 

they provide network. I think the NZPF you know put on a good conference 616 

each year and that�s worthwhile going to but I have to say when I was a 617 

teaching principal I hadn�t considered going to them. So it�s only been as a non-618 

teaching principal that I�ve accessed those. 619 

I Okay. And um, the creativity thing? 620 

P1 If you�re not um 621 

((Turning over tape))  622 
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I Yeh, so its quite a, quite a interesting sort of thing. I think we�ve, we were 623 

talking about the creativity and you said about the importance for you, that�s the 624 

the boredom thing that could become a [problem. 625 

P1  [Yes I 626 

I  [You�ve been principal a long time 627 

P1 I have been [and I�m saying that (current school) will be my last school 628 

I  [Yeh 629 

P1 So I�m really thinking hard about what I�ll do um you know post (current 630 

school), but um, yeh I think it is easy to bored and when you get bored I think 631 

you also get a bit complacent and a bit negative  632 

I Yeh 633 

P1 and you can even get grumpy you know. There are a number of grumpy 634 

principals out there, um 635 

I Yeh 636 

P1 Now, a way of being creative is through having dialogue with like minded 637 

colleagues. You know I�ve been enjoying working in that ICT cluster because 638 

there, um every principal, or the five principals that are involved, they are all 639 

quite ambitious 640 

I Yeh 641 

P1 and they're all wanting to do things that are innovative and interesting so I think 642 

linking up with people who are movers and shakers. You know, they don�t even 643 

have, they don�t have to be doing it the way you want to 644 

I No 645 

P1 but but you learnt from them and that�s exciting and so being able to share ideas 646 

(.) um in a um in a way that you trust, you know the trust has to be there. 647 
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I Yeh. :::Yeh. It sort of follows on from that earlier idea that we said about those 648 

that did the (qualification). 649 

P1 That�s right 650 

I Its its that almost, um professional community 651 

P1 Mm 652 

I Isn�t it. 653 

P1 It is. 654 

I Do you contact those people apart from your cluster meetings? 655 

P1 Well I do. I�m quite um closely associated with probably (.) three, three out of 656 

the five so yes I do.  657 

I Yeh 658 

P1 I don�t enjoy hierarchies of (2) if you like seniority. I don�t, I�m not into that at 659 

all. I find that a big turnoff. Um, and I also don�t enjoy people who sort of ponce 660 

around being important. I really enjoy just working with people who are down to 661 

earth and um, don�t have a huge ego but you know, are passionate 662 

I Yeh 663 

P1 and excited by what they are doing.  664 

I Yeh 665 

P1 They are the people I�m attracted to. 666 

I Okay, that�s excellent. Um, a lot of these attributes we�ve talked a little bit 667 

about you being a teaching principal and having young family meant that you 668 

had to be those things, um, what about the risk taking. Where did you learn 669 

about that? 670 

P1 Um, I think I�ve always been a bit of a risk taker you know. 671 

I ((Laugh)) 672 
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P1 I think it�s the gambling instinct 673 

I ((Laugh)) 674 

P1 I�m not allowed to gamble because my husband won�t let me  675 

I ((laugh)) 676 

P1 so I risk take in other ways. But no, I think I I like taking a wee bit of a risk 677 

I Yeh 678 

P1 And um, ah (.) it makes life exciting, but then you�ve got to be able to deal with 679 

your disappointments if it doesn�t work out too. 680 

I Yes. And how do you deal with disappointments? 681 

P1 (the poor cat is bruised?)? No 682 

I ((laugh)) 683 

P1 ((laugh)) No, not at all. Well, how do you deal with it. Just by being sensible I 684 

think and ah, self talk and that strong inner core, strong self belief. You know, 685 

those sorts of things. 686 

I Yeh, yeh, yeh. That�s good. And then the the people side that that you�ve 687 

mentioned. Um, a lot of these things are are tied very much to the inner core 688 

aren�t they? 689 

P1 Yes, and to organisational [improvement. 690 

I  [The organisational [improvement. 691 

P1  [Which is ( ) but you can�t 692 

have continuous improvement and organisational improvement if the people 693 

inside the organisation aren�t improving. 694 

I Yeh 695 

P1 And then if you want to develop a culture of risk taking (.) then um these (.) you 696 

know the culture becomes important doesn�t it. 697 
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I Yeh. 698 

P1 :::One of the comments I heard when I first went to (current school) was that um 699 

we learnt not to risk take because if you got it wrong, um you you wore it and 700 

um, (.) so that�s that�s definite a culture that you�d want to change isn�t it 701 

I Yeh 702 

P1 because you want your key people to risk take with some security that they will 703 

be supported. 704 

I Yeh. And that�s important and that security, whose that provided by? 705 

P1 Well I think the leader is a big person, you know, a big part of in providing it 706 

and then you�re one leader amongst many in schools so your whole leadership 707 

team. 708 

I Yeh. 709 

P1 I mean, there shouldn�t be risk taking for the sake of risk taking. There has to be 710 

a purpose to it. If somebody�s tried in something, they�re trying to improve, it 711 

doesn�t work, well why not, what could we do next time, so that the learning 712 

process happens. I mean we say that to children don�t we. 713 

I Yeh 714 

P1 As long as you learn from your mistakes. 715 

Tape ends. 716 
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APPENDIX J: Transcription of interview 1b 

Interview 1b 
Thursday 20 September 2001 

 

I Interviewer 

P1 Principal 1 (Stephanie) 

 
 
I What I would like to do is for you to think about the whole of your life, (.) from 1 

now, could be a little bit into the future, but run it back to whenever your earliest 2 

experiences are and I would like you to think about it visually (.) and the visual 3 

schema that I�m going to get you to draw and its its something that anyone can 4 

draw, is I am going to get you to draw a snake. Doesn�t have to be a flash snake. 5 

Nobody actually cares what the snake looks like. Okay. On the snake what I  6 

 would like you to do (.) in a reflective sort of way is to think about the (.) the 7 

significant, life, career experiences, anything at all, that�s had an impact on you  8 

 (.) in making you the leader you are (.) and it can go, it can go right back. I mean 9 

you take it as far back as you want so (.) that�s really what I�m going to get you 10 

to do. So you might want to draw a snake and (.) and you�ll probably, I mean if I 11 

was drawing a snake I�d just do ( ) probably do a big something = 12 

P1 = that�s what I was thinking.  13 

I Something like that 14 

P1 Yeh 15 

I And it might be that we�ve got, you draw it whatever way it suits you, that we�ve 16 

got (.1) you the person (.) sort of here, and it maybe that (.) and while you are 17 

drawing = 18 

P1 = its (like) chronological? 19 

I Yeh, it is. It�s a schema of your life  20 
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P1 = Right, Okay. 21 

I And and while you draw 22 

P1 Yeh 23 

I if you�re happy, it would be nice if you could think aloud (.)  24 

P1 Oh, okay 25 

I and sort of share with me what your thinking is. 26 

P1 What I�m thinking at the moment I can�t draw because ( ). 27 

I Doesn�t matter. 28 

P1 So that�s  [ good  29 

I  [ I�m going, I�m going to get a flash, um graphic artist to do this up. 30 

P1 That�s good. That�s very [good. 31 

I  [And I�ve played around with the idea actually of 32 

having one ready for you to fill in. 33 

P1 Right 34 

I And do you think that would be a better thing for the future for me to do or 35 

P1 I I (.) perhaps think it doesn�t matter. 36 

I It really doesn�t matter a [hoot. 37 

P1  [This this might make it more open-ended. 38 

I And I think it�s the ideas [that I�m really interested in. 39 

P1  [Yeh 40 

P1 So, so you want a path in terms of the leadership. 41 

I Yeh. And in terms of the things that have um (.) influenced your beliefs about 42 

your practice. 43 

P1 Okay. So I�ll start up the top with where I am now. 44 

I Yeh 45 



 250

P1 Okay. And then various milestones.  So I suppose the schools I�ve been at will 46 

have impacted so my most recent school at (previous school), um (.) if I pop that 47 

there 48 

I Yep 49 

P1 That�s when I really (.) thought about school improvement. So I did try to have 50 

to have (  ) school improvement and associated with that (.) um (.) you 51 

know how (.) there are various ways that you can um make a difference in your 52 

school (.) (Name) used the quality management, well I tried to use the school 53 

improvement model which is basically(.) evaluate and get analysis and um plan 54 

future action and deliver it and review it and evaluate it. You know that cycle? 55 

I So its sort of an action research cycle? 56 

P1 It was, it was.  57 

I Yeh 58 

P1 So, I I deliberately used that [to impress 59 

I  [Do you want ( ) = 60 

P1 =No No, I�m fine. So if I put action research and perhaps down there just put the 61 

um (.) what is it I think I�ll start with review. Review gap analysis. (.3) Plan (1) 62 

Action. 63 

I ::::And where did you learn about this. 64 

P1 That is the Diploma. So I�m going to put the diploma over here somewhere. 65 

((cough)) The Diploma of Educational Management is (.) is quite important. ::so 66 

I�ll put that there. Okay, that that was quite important and possibly Masters (.) 67 

because you have to do so much reading don�t you um and that�s about change 68 

management which is what school improvement number is (.) so but but I 69 

couldn�t have done the change management ideas unless I�d done the diploma. Do 70 

you see what I mean [So um 71 
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I  [Yeh. So chronologically where does that come in 72 

relation then to the work you were talking about at your previous school. 73 

P1 Well I think hhh that the diploma and the masters which was going on while I 74 

was at (previous school). 75 

I Yeh= 76 

P1 =gave me the theoretical background to um to say I want to try a particular thing 77 

and I�ve done the reading on it and this is how its meant to work and this is the 78 

methodology and I�m going to try it and and I actually found it (.) very 79 

successful. I think the difference in what I was doing perhaps to what (name) was 80 

doing, that (name) kept looking at each of those steps carefully to improve the 81 

steps  82 

I Mm 83 

P1 where I was looking at the (.) the whole picture to improve the school. Did that 84 

make sense? 85 

I Yeh, it does. 86 

P1 Now somewhere in there [though 87 

I  [Can you put the years when you were at that school= 88 

P1 =Yeh, yeh, certainly 89 

I Did you bring that questionnaire.  Did you think about that? 90 

P1 No I didn�t. 91 

I That�s alright. I�ll get that from you later. 92 

P1 So, 1996 � 2000 (.) and the change management masters started in 1995 and 93 

finished in 1997 and the diploma for me started the first year was 19 94 

I 2 was it? 95 

P1 1992 96 

I Yeh 97 
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P1 and I finished at the end of 199(4) 98 

I That�s right 99 

P1 And there was somewhere in there the um (.) Teaching Fellow at the (institution) 100 

which was great. 101 

I That would have been 95 102 

P1 Yes, so that was 1995 and why, while that was great was um I was able to do the 103 

study (.) reading (.) and reflection and not to mention your (goods) people, um 104 

who excited and inspired me. 105 

I Yeh 106 

P1 So that would (.) just put that ( ) 107 

I But that�s in a professional sort of context. 108 

P1 Well people like (secondary principal) is a good example (.) isn�t it. 109 

I And you met him through that because ( ) 110 

P1 It was as the teaching fellow. 111 

I That�s right 112 

P1 So so that school, at (previous school) really keen on that school improvement 113 

model and action research. Um, where at (current school):::and the other thing I 114 

suppose I was quite interested in which might be (.) a slightly different systems 115 

management 116 

I You always were, since I�ve known you, been interested in it. 117 

P1 Yes. But I think because of the um (.) the type of child that you can get at 118 

(previous school), you�re don�t have your systems for ( ) example 119 

behaviour that just gets out of control so um and and I I want to put in there 120 

somewhere (.) um, I don�t know whether I�m allowed to. 121 

I That�s (  ) 122 

P1 Okay, well somewhere there is (two names) because that�s been quite important. 123 
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I So that�s the professional friendship [isn�t it of two significant people. 124 

P1  [Yes,Yes So I�ll write it in somewhere. 125 

I Yeh.   126 

P1 (good luck) 127 

I Somewhere on the snake. 128 

P1 Okay, so it starts about here doesn�t it. 129 

I Yes. Yes it really took off when I was ( ) fellow 130 

P1 :::::And its still important isn�t it for all of us. 131 

I Yeh. 132 

P1 Okay, and of course um the two have moved in their careers and I have too so 133 

there�s been lots of different things to talk about and reflect on and support isn�t 134 

there? 135 

I Yes 136 

P1 So I should put that. Its really about discussion (1) and its about debate. 137 

Sometimes it is isn�t it.  138 

I It is. We often (critique) how you will respond. 139 

P1 And that�s ( ). 140 

I Yes. Yes It�s the bottom line of support isn�t it. 141 

P1 Yeh. Yeh. And ah the other one is reflection. :::So I think we�ve almost had an 142 

informal mentoring of it.  143 

I Yeh 144 

P1 Would you agree? 145 

I Definitely= 146 

P1 =So I�ll put that down as well. I think um a key thing is the trust. :::Okay, so um 147 

(.) there have been other things for example, 1997, um,  148 



 254

I If you run out of room you can extend the snake down. Don�t worry about 149 

squashing it. 150 

P1 Okay, so that should be further down. I might put that somewhere there(..) um 151 

I Should I have used a bigger piece of paper? 152 

P1 Well if we�re talking about it then I�ll just redraw it. (  ) Cool. Right. 153 

Somewhere there was NZEAS ((cough)). 154 

I That�s right 155 

P1 Um, so they were the monthly meetings (2) and the network of people was quite 156 

useful. And of course for me the (named) Fellowship (..) and that was in 1997 157 

and that allowed me to um to see what was going on in Australia  158 

I Yeh 159 

P1 and that had a lot of influence in what I did in my ( )especially other ICT. 160 

Especially the ICT and leadership and so think the treatments that ( ). 161 

I Mm, so what did you do that gave you those, when you were on that Fellowship. 162 

What did you do that informed you about these things? 163 

P1 Well I�m, (.) What was wonderful was that because of the NZEAS they had  164 

 links, you know, quite strong links to the Australian version of that so all the way 165 

along I�ve had academics to talk to. Remember I spoke to people like (named 166 

individuals) and people like that who are actually in universities and writing stuff  167 

I Yes 168 

P1 so I was allowed to speak to them and then they had arranged for me to speak to 169 

school principals who are actually putting the practice into action so it was very 170 

good study tour. 171 

I How long was that for? 172 

P1 Um 173 

I A few months wasn�t it. 174 
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P1 Six weeks. No, no it was only six weeks. Six weeks but it was very very good. 175 

I Yeh 176 

P1 So that�s, that�s that�s had a sort of a bit of a profound influence as well. 177 

I Yeh 178 

P1 and would ( ) try and but that somewhere. Because its all to me  179 

I Yeh 180 

P1 a lot of what I think and where I�ve come from has been in the last (.) you know 181 

decade and I know there�s been a lot that happened before  182 

I Yep 183 

P1 I think before was the ambition and we struggled to get there. 184 

I Well you can pop those in too. 185 

P1 Okay. 186 

I Have you got enough room. Do you want to go on another page further down? 187 

P1 I think I�ll start at about 19�when was it. Well I�ll just, yeh, ambition, um 188 

because I�ve always had that. Um, interest. 189 

I What was the ambition based on.? 190 

P1 I don�t know, but I�ve always had it, um 191 

I Why did you? 192 

P1 I did even when I was at school. 193 

I Okay. So its again coming back to something that�s just part of you. 194 

P1 I think it was,  195 

I A desire 196 

P1 but its not necessarily with my brothers and sisters. 197 

I No. 198 



 256

P1 And there were even some um (.) there were barriers to be honest. I mean my 199 

Parents thought going to teachers� college was a a a terrible career. Why didn�t I 200 

just get a proper job working in an office. 201 

I It was a waste of time. 202 

P1 That�s right. That academic, what are academics ( ). 203 

I Yes. 204 

P1 And when I came home with (husband to be) who was at university that was 205 

even worse so it wasn�t as if it was encouraged particularly, but certainly it�s 206 

always been there um, yeh, so I�ve always wanted to move forward I think and I 207 

think that I�ve figured out that (husband) probably didn�t or wasn�t, I wanted to 208 

even more. Somewhat destined. 209 

I So somewhere in there you made a significant decision. 210 

P1 Yeh, its probably [when I 211 

I  [Because you could have been cruising  212 

P1 I think its when I had [children  213 

I  [Yeh 214 

P1 so we�re looking about 1983 I think I um (.) I said right, you know, I want to do 215 

things with my career because it will benefit them as well. 216 

I That�s interesting because a lot of (.) um (.) women teachers at that time took (.) 217 

quite a few years out didn�t they? 218 

P1 Mm, but I was older and I think in you�re 20�s you�re more susceptible to you 219 

know members of your family saying you can�t with children, but I was in my 220 

30�s 221 

I Yes 222 

P1 and I had decided I�d do it before I even got pregnant. I (thought) about it so um 223 
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I That�s sort of like a life (.) that�s a life decision almost that you�ve made or 224 

commitment isn�t it 225 

P1 So, I I suppose, pre (2) pre 1983 a decision (3) to continue to continue my career. 226 

I But also to have children. 227 

P1 To continue my career and have children. 228 

I Yeh, because again, a lot of um early women leaders (beliefs) about these 229 

women that it was actually that they didn�t have family and a lot of them were 230 

single, they never married. 231 

P1 That�s right. 232 

I or gone into a relationship. 233 

P1 Well Helen Clarke is a similar age to me so that�s how she obviously didn�t  234 

I Yes 235 

P1 Um and I suppose, well I don�t know, I can�t speak for sure, but I (.) but I know 236 

if she chose not to or just didn�t want to um or couldn�t or whatever  237 

I Yeh 238 

P1 So pre 1983 decision to continue my career and have children um and probably 239 

round about ah I think I became a principal about 1986, um, so 1986 became a 240 

principal 241 

I :::And your children were quite young. 242 

P1 They were. They were um three and (.) one, so it was 1986. Okay, so 1987 243 

became a principal and um when I went to (former school) which was 1991 244 

because that was um, I should have put teaching, so I was basically teaching 245 

fulltime and running a little school. 1991 the school was a bit bigger and it was 246 

there that I ah realised I liked the leadership side of my job (  ) the 247 

teaching. 248 

I So there you must have a quite an important decision 249 
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P1 Yeh.   250 

I :::And and what was it about that, what made you come to that conclusion. 251 

P1 I just found that um if you�re a teaching principal you�re working flat out. You 252 

know, its just one of those terrible jobs that you just work night and day, um, and 253 

I always did preparation for my class first, um, yeh because that was the most 254 

important but it was like eating the vegetables first and get to good stuff. What I 255 

looked forward to was the school management which I waited and did second, 256 

and that was the bit I liked most. 257 

I Yes. 258 

P1 So I you know just thought about that. I thought well where I�m heading 259 

I Yeh 260 

P1 is not to be an expert teacher but to be an expert leader and I liked, I liked having 261 

an influence over the whole school, not just one classroom. 262 

I Yeh. And that influence, what sort of things did you want to influence? 263 

P1 Well what I really liked was the adult mentoring. (2) Um, I I liked that part of it. 264 

I liked the um strategic aspects to it, (2) um, aspects to leadership and I actually 265 

really enjoyed the systems management. I fairly often get a bit of a buzz out of 266 

that. 267 

I So instead of it being a pain in the neck um 268 

P1 No I liked [it 269 

I  [Yeh, the way some people would, you know, jolly admin or whatever. 270 

P1 Yeh, I I actually like it. I see, I see that if you�ve got all of that going well, your 271 

school moves forward, you know, and its not just paper, its actually a process 272 

that you�re following to get your school moving. 273 

I Yeh 274 
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P1 So, um, I mean before, before 1983 I I think, I was certainly still ambitious and 275 

worked hard and all of those sorts of things, but I didn�t really know where I was 276 

heading because in some respects I was following (husband). Um, you know I 277 

was at (previous institution) (.) in the 70�s and um actually that did have a bit of 278 

an influence being there because it was special education 279 

I Yes 280 

P1 and it was quite progressive compared to anything else.  So you met people who 281 

were also progressive um and you sort of met um the sort of movers and shakers. 282 

That�s where they all were at that time. 283 

I Yes. 284 

P1 Because you could get out of school every year. You got another year�s training, 285 

um, so= 286 

I =Did you do the DipT STN did you? 287 

P1 Yes I did. I did that in 1975 I did that. What was it called,  288 

I DipSTN 289 

P1 STN.  290 

I You did it at the College? 291 

P1 Yeh, with (name) 292 

I Oh yes, well he was so involved with Deaf education too. 293 

P1 Yes he was, and (name) was the other 294 

I Oh, what two lovely people. 295 

P1 Yes. (name) was quite um, he had very high standards 296 

I Yeh 297 

P1 and its interesting because I went, I�d spent three years at the College of 298 

Education learning to be a teacher, 69,70 & 71 and all that happened to me in 299 
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those three years was that I grew up a little but I had very poor work habits and 300 

that was in the days that you got paid to be here 301 

I ((laugh)) 302 

P1 And I guess just ( ) myself off. We�d be going out and having you know, 303 

and work was something that you had to do every now and then. But that was 304 

my attitude.  305 

I Yes 306 

P1 And then um, in 72, first year teaching, really enjoyed it. 73, 74 I started at 307 

(current school) which was interesting, Yr 2 and 3 teacher and that was when 308 

you were placed in schools to pay back (.) your bond. You know when you were 309 

bonded? 310 

I Yeh. 311 

P1 Now at the end of 74 no job. Applied for millions, couldn�t get one and and in  312 

 my first year teaching I had a deaf child so I thought well this, you know, I�m not 313 

getting a job in a school so I will apply to go on the educational ( ) course. 314 

Was accepted and went on it and that year of teacher training was better than 315 

three years and (name) he would not accept any assignments that weren't well 316 

written and obviously a good standard and nobody had ever imposed that on me 317 

before. And that really gave me a bit of a shakeup but it was good, you know 318 

I Yeh 319 

P1 It was really good for me although at the time I thought, you know, then in fact I 320 

probably didn�t even know the word pedantic, but by ( ) that�s what he 321 

was. 322 

I It was probably the um EOD that you did. The Diploma in Education of the 323 

Deaf. 324 

P1 It was the start 325 



 261

I Yes, because STN is special teaching one. You did the specialisation. 326 

P1 Yeh, yeh, we [had no,  327 

I  [Specialisation 328 

P1  [Education of the Deaf.  329 

I Yeh 330 

P1 It wasn�t called a diploma back then.  331 

I It was called something else. 332 

P1 But it counted for six papers 333 

I Okay. 334 

P1 Because from there, I went um, I did the Higher Diploma of Teaching and I think 335 

I went to varsity and I did three papers. 336 

I Oh, okay.  And were you able to credit those towards your Higher= 337 

P1 =Yes, yeh I did so [that 338 

I  [What were the papers you did, just out of interest? 339 

P1 Which ones? 340 

I At university. 341 

P1 I did Education and Sociology. 342 

I Okay. 343 

P1 Education I, 101 and that�s two papers so there's one unit and Sociology. And 344 

and I also did history. Medieval England. Medieval Europe. And I know that 345 

Chris ( ) didn�t work back then and he shouldn�t be doing them now. This holy 346 

war ( ). So so that was kind of�but there I was just kind of lurching really. 347 

And then, see I was at (institution) as a year five. After a year there I got a senior 348 

teacher�s position and um, and then (husband) said �Oh I don�t really like ( ) any 349 

more (   ) so I gave up my, you know, my management unit ((cough)). He didn�t 350 

have one. So that he could get this Scale A job at (school). You know these were 351 
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the things you do though, and off I went to (place). He had his job and I didn�t 352 

have one so I got a long term relieving job at um (school) for a term and then a 353 

job came up at (school) and I applied and got it, so that was the start of my 354 

interest with years 7 & 8 kids 355 

I Yes 356 

P1 And um, I stayed there until (husband) said �I�m sick of (school) and I�m now 357 

ready to get a management unit, so he became head of maths in um (town).  And 358 

so off I went there, no jobs, for me, and that�s, and then a job came up at (school) 359 

so I grabbed it because it�s a job and that�s how I got into Catholic education. 360 

((Laugh)). And [then 361 

I  [Was that an Assistants job 362 

that you were talking about? 363 

P1 Yeh, it was a Scale 8, and I was actually made redundant from it because um the 364 

school went from a three teacher school to a two teacher school and um, an 365 

Catholic schools jobs are tagged so the principal�s job was tagged and the, what 366 

they call the DRE, Director of Religious Education so there�s three teachers. 367 

There�s the principal, there's the DRE and there�s me. So my job was 368 

disestablished and and ah, that was the time I was pregnant and remember I said I 369 

was going to carry on teaching. And 370 

I Yes. Was this with your first or second? 371 

P1 First. 372 

I Okay. 373 

P1 And um, a job came up at a primary school and that was in ((cough)) the days of 374 

priority rights. 375 

I Oh. 376 
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P1 So I applied and I got this job because I had priority rights. And it caused a huge 377 

stink in the primary school. They were furious that I had taken the job off 378 

someone who they wanted to get and here I was pregnant and shouldn�t even be 379 

going back to work. 380 

I Of course not. ((laugh)). 381 

P1 At the same time, the Sister who was in charge of (school), hated it, hated it, she 382 

didn�t want to be there and her boss from (city) came down, and this is what I 383 

quite like about nuns, you know, because people have perceptions about them, 384 

but she, and I was having all this flak about wanting to work in (town), and she 385 

came out, very prim and proper sort of lady, and I was sitting there eight months 386 

pregnant 387 

I ((laugh)) 388 

P1 and she�s having this conversation with me and she said �You�re the person who 389 

will lead this school. We are going to meet ah (name), the teacher, the Principal, 390 

we�re going to let her go back Ireland because she is unhappy 391 

I Yeh 392 

P1 and I�ve chosen you. You�re going to lead the school. Eight months pregnant, 393 

didn�t batt an eyelid. They, they didn�t mind, and so I applied for the principal�s 394 

job, to my surprise got it, and um, and had ah (daughter). So they, I mean the 395 

appointed me then gave me a year�s leave of absence. The school um, the school 396 

was integrated but that didn�t matter. I still got the job so they must have had 397 

some, (.) still (Education Board) making the appointment so they must have just 398 

said �She�s the one� and um, and I was. 399 

I So that was pre 89 obviously [when things did change. 400 

P1  [Yes. Yeh, that�s right. And because (name) was 401 

born in '83 so um it was it was really quite interesting. First principal�s job. Came 402 
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back from um my year off and um, started leading the school. It was really good. 403 

I enjoyed it. The year that I was on maternity leave I used to go back every day  404 

 to do a wee bit of teaching which was, I didn�t get paid for it, I just did it to keep 405 

my um hand in it, and the nuns that were still there, they used to look after 406 

(daughter), they absolutely adored her. 407 

I Oh, that was= 408 

P1 =So I all this support from them 409 

I Yeh 410 

P1 People that you think would say �You�re place is in the home�, they never saw it 411 

like that but across the way, at the State primary school, I was, you know, how 412 

dare you apply. It�s very interesting. 413 

I Oh, I agree. 414 

P1 But that was the start, wasn�t it. When Women�s Lib. Anne Hercus. I remember 415 

[going  416 

I [Yes 417 

P1 to one of her meetings where she was talking about women�s rights, women�s 418 

everything, and because I was seen as so unusual, the um (local newspaper) or 419 

whatever it was  420 

I ((laugh)). 421 

P1 asked me to write an article and I wrote this article saying �Not all families are 422 

nuclear� which didn�t help my cause in (town). They probably saw me as ( ). 423 

I Yeh. And when we look at it in the light of family structures today, just 424 

P1 That�s right.  425 

I Yeh.  426 

P1 Yeh, its quite interesting. 427 

I The (.) the world has changed. 428 
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P1 Yes, and I mean, when you think about it, how far we�ve come.. 429 

I Yes. Its interesting. 430 

P1 So, so it was all of those sorts of things [where  431 

I  [yeh 432 

P1 people were being a little bit critical and making you think �Well am I doing the 433 

right thing or not?� 434 

I Yes 435 

P1 and once you knew you were you were doing something that was good for you 436 

and your family and then just saying �Well I don�t care what other people think, 437 

I�m going to do this� and its worked out to be very good for me. Thank goodness 438 

I did. 439 

I It certainly has. Um, so looking back then we�ve gone through each of the 440 

schools and 441 

P1 Well I haven�t told you, all I�ve really done is talked about (school first principal 442 

at). I haven�t really talked about (former school) under them. Um, that was where 443 

I knew that I wanted to be a principal as opposed to a teacher.  444 

I Right 445 

P1 And I suppose (first school) was the beginning of the journey in terms of 446 

principalship.  447 

I Yes 448 

P1 And also for me, it was also the beginning of where I stopped thinking that my 449 

career was built around the house. And actually, (.) it was going to be of benefit 450 

for all of us if I worked on my career, so that, it took me to there to work that out. 451 

Up until then I was resigning from things I quite liked and were going quite well 452 

for me so we could go off and do whatever it was (husband) wanted. 453 

I Yeh, so some women, even today, they never get to that (.) realisation. 454 
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P1 But I think we both, you know, we came to that together as a couple, um because 455 

when we were trying to get out of (town), we both wanted to leave. We felt that 456 

we had exhausted our um (.) you know our potential there, and um (.) I had 457 

applied for a principal�s job at the primary school and I wasn�t even interviewed. 458 

I was quite hurt by that. 459 

I In (town). 460 

P1 In (town). And um, the feedback I got well, what did I expect because A, I was a 461 

woman, and B, I was teaching at the Catholic school. I mean, so there were two 462 

you know. So I thought, well you know, I�m not, I cannot stay here because I 463 

cannot move 464 

I No. 465 

P1 so I need to get back to (city). And (husband) was feeling a bit the same at the 466 

High School. He couldn�t see himself moving there, so he wanted another 467 

challenge, so we both said, well we�ll just apply, apply, apply  468 

I Yeh 469 

P1 and whoever gets their job first the other one will follow.  470 

I Yes 471 

P1 And I did. I got (school). 472 

I Okay. 473 

P1 And that was um, I�d been in a two teacher school and (school) was five (1) 474 

teachers, so off I went to there and (husband) eventually got (school).  475 

I Was did he just do relief teaching? 476 

P1 No, no, he um, oh it was really very interesting. I I got the job. Um (daughter) 477 

was seven. (Younger child) was four. I boarded in (town) for three nights a week. 478 

Quite a nice home and so I was there Mondays, Tuesdays and Thursday nights 479 

and then I�d commute back to (town). (Husband) was solo dad of the two  480 
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 children and still living in our house. 481 

I Oh, I see. 482 

P1 And still at the High School, and then we finally sold our house and bought one 483 

in (city). He was still in (town) because he never got the job. And um and we 484 

reversed this. He�d commute and he boarded in (town). 485 

I Right. 486 

P1 and we bought a house in (city) and I had the girls fulltime and that was awful. I 487 

hate to say it but you were so busy. 488 

I ((laugh)). Yeh. 489 

P1 And then thankfully, (husband) got a job at (school). We did this for three terms 490 

we did that backwards and forwards and then in the fourth term he started at 491 

(school) and we were all together again. 492 

I Yeh. I mean, that�s really interesting just how you do it and the way you must 493 

have worked it out. 494 

P1 Yes. Well it worked though. It meant that we both got jobs 495 

I Yes 496 

P1 and um, and then for me its worked out really well because I went on to 497 

(institution) and then I went on to (previous school) and now I�ve gone on to 498 

(current school) but (husband) hasn�t,  499 

I No 500 

P1 because he�s still at (school) and he ((cough)) probably would quite like to have 501 

gone by now. 502 

I Yes, yeh, that�s the way it is. 503 

P1 That�s the way it is. 504 

I Well (name), its just been fascinating [listening to you.  505 



 268

P1  [Do you think you�ll be able to read all of 506 

that. 507 

I I�m sure. That will be perfect. 508 

P1 That (institution) certainly um, ( ) there. Makes you feel so old doesn�t it. 509 

((working out years)).  �78, and that, that�s where I met these most interesting 510 

progressive, movers/shakers. People who thought outside the square. Its like you 511 

did in your, when you were doing um, work before you did before you became a 512 

DP. 513 

I Oh, in transition ( ). 514 

P1 Yes, it�s a similar thing isn�t it. You meet really interesting people. 515 

I Yes you do, and it takes you in directions that you never knew existed (before). 516 

P1 That�s right, that�s right. 517 

I So so our earliest things has been looking back to about �75.  518 

P1 Yeh. 519 

P1 No that�s excellent. Its really good and I mean, I didn�t say I was interested in the 520 

future but that down, (.1) can you crystal ball gaze? 521 

P1 Well I think (.) I�m saying that (current school) ((cough)) will be my last school. 522 

I Yeh. 523 

P1 So I now need to find a different (.) career really. 524 

I Yes. 525 

P1 I still think it will be in education 526 

I Yeh 527 

P1 and I think (.) you know I started that law degree last year, and I will pick it up 528 

next year and I think in about two years I might apply for study, you know a 529 

year�s study leave, fulltime, 530 

I Yes. 531 
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P1 to see if I can really get my way through it 532 

I Yeh 533 

P1 and I think by the time I leave (school) I will have enough law units 534 

I Yes 535 

P1 to be able to say, um, that I can do something either in consultancy, or policy or 536 

ministry [or ERO or something. 537 

I  [Yes. I can see you heading there in those directions.  538 

P1 Yeh 539 

P1 I I mean, just even in listening to you today that I know that from other 540 

discussions, you are quite analytical about (.) about issues and even about 541 

yourself. Yeh. And I think, I think you�d be really well suited to leading policy 542 

initiatives in the Ministry or ERO, or something like that. 543 

P1 Mm. 544 

I And it would make a huge difference to schools [and 545 

P1  [Well yes 546 

I And what happens to learning in the classrooms. 547 

P1 That�s what I would hope.  548 

I Yes. 549 

P1 And I do, I know enough about myself now to know that I�m, I don�t do well if 550 

I�m bored or I feel I am not moving,  551 

I No 552 

P1 So I�ve got= 553 

I =Your life history would tell us that. 554 

P1 Yeh, [so I kind of have to keep planning the next thing. 555 

I  [Yeh 556 

P1 that I�m planning for 557 
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I Yeh 558 

P1 otherwise, I, I (2) just couldn�t stand it. 559 

I Well, thank you so much. 560 

P1 That�s alright. Good luck with it. 561 

I So we didn�t say anything about [mentors. 562 

P1  [So talking about mentors 563 

I Yes 564 

P1 The the Sister somebody or other whose name I forget, but at the time she was in 565 

charge of Mercy Nuns who kind of came= 566 

I =We need to just note that there was a person like this 567 

P1 I hate using this word but they weren�t called that. The Superior of the 568 

I Yep= 569 

P1 =Mercy Order, I think in (region). 570 

I Yes. 571 

P1 Who basically said �You can be the next principal�. 572 

I Yeh. 573 

P1 And um [despite. 574 

I  [So she was very significant 575 

P1 Well she must have been actually 576 

I Yeh, yeh. 577 

P1 because that got me started. Back there. The other mentor that I think was 578 

(name),  especially in encouragement. Encouraging me to apply for the 579 

Fellowship. 580 

I Okay. 581 

P1 Because that was another. 582 

I It was like a turning point I remember you saying. 583 
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P1 It was. (3) So that�s, say that everybody needs a bit of a helping hand. 584 

I I think we all do don�t we. 585 

P1 Yeh, and I think I got it there and I got it there. But with all the other things its 586 

been always in a contestable situation 587 

I That�s right. 588 

P1 And that was still contestable and so was that, but there were two people who 589 

were actually= 590 

I =In quite influential positions 591 

P1 Yes, yes. 592 

I That were able to= 593 

P1 =Really good. 594 



The following ten transcriptions are to be read in association with a doctoral 

thesis written by Maureen Doherty entitled 'Sources of Influence on Professional 

Practice: a study of five women principals in Aotearoa New Zealand'.  
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TRANSCRIPT  1a 

 
Interview 
Tuesday 11 September 2001 

I Interviewer 

P1 Principal 1 (Stephanie) 
 

 

I Thank you. for um agreeing to be part of this um research which is interested in 

the views that (.) principals have about their practice. Now I’ve asked you um to 

do a concept map, or a mind map of the key sort of (.) key sort of beliefs that 

1 

2 

3 

 1



you’ve got and I wonder if you would talk me through this and sort of think 

aloud in terms of of the 

4 

concepts that you believe are most important. 5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

P1 Ok, well I did it how you said  

I Right 

P1 with my yellow bits of paper. 

I Yep 

P1 Um and I found that I was probably going through three ideas. So first the 

personal qualities 

I Yeh 

P1 which I think is the the inner core and this is linked a wee bit to consider 

(Covey’s) idea of organisational change. So there’s an inner core of personal 

qualities and that extends over  there to what you’re doing within the 

organisation and then over here what you’re doing with people. And I think that 

the strength, this is the inner core, that’s the bit I’ve got here that you’ve got to 

keep working on the inner core, because if there isn’t the sort of passion and the 

values and the beliefs and your attributes, your skills being continually (.) 

upgraded then what you do with people and what you do in your organisation 

will be limited. Does that make sense? 

20 

21 

22 

23 

24 

25 

26 

27 

28 

I It certainly does. 

P1 So I’ve talked about passion for the job because I think if you’ve lost that (.) 

you your going to be ineffective. Then I talk about values and I suppose values 

are influenced by your upbringing and your life experience, but I’ve listed some 

that I can think of. Um things like honesty, sense of duty, work ethic, concern 

for people. Um, those sorts of things. Core beliefs, um, (.) the idea of being a 

lifelong learner, that’s something that I believe in quite strongly and coming out 
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29 

30 

31 

32 

33 

34 

35 

36 

37 

38 

39 

40 

from there means that through being a lifelong learner I know about school 

improvement and school effectiveness. I know about the literature, I know about 

the importance of being reflective, I know about experimentation within a sort 

of a proper action research model. Um, it means professional reading and it 

means qualification updates. Um, things like being reliable and being creative, 

those things (.) strong beliefs that you need to be that in your job. And then you 

bring with you some attributes that you have and a lot of these are learnt I think. 

Like being organised, being focused, resilient, being able to show initiative, 

being efficient, being a risk taker. I I don’t know whether I was born with those 

[but I think you learnt them. 

I [Where, where did you learn them? 

P1 Just through being in the job I think and um, all the other things that life 

experience throws up at you, but you cannot for example run the school, parent 

two children and update your qualifications without being organised 

41 

42 

43 

44 

45 

46 

47 

48 

49 

50 

51 

52 

53 

I No 

P1 so even if you weren’t at the beginning you certainly learnt to by the end and 

you can’t do it without being focussed either, you know, that self discipline of 

just doing the jobs you have to do each day and and not letting things build up. 

Perhaps resilience, I think in teaching it’s a fairly (.) I suppose was going to 

describe this cut-throat approach but there are, there is the highs and the lows 

and you’ve got to (.) work your way through that. Not let the lows put you off. 

I So that’s teaching as opposed to the principalship or [on the way through 

P1  [Well, yes, may even be 

your career building or whatever.  

I Yeh 
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54 

55 

56 

57 

58 

59 

60 

61 

62 

63 

64 

65 

66 

67 

68 

69 

70 

71 

72 

73 

P1 You know, some things you get and some things you don’t so it (1) how how to 

deal with people. I mean communities are quite exacting of what they expect of 

the school so there will be um criticisms as well as compliments. Well you just 

need to be able to be realistic when you deal with all that. :::Um, in terms of the 

organisation, I think you’re working towards continuous improvement. Um, and 

you’re doing that through I believe, really important strategic planning and 

strategic planning allows you to be innovative. It allows you to set up your 

systems management and your organisational planning so you know that could 

be you know that could be your year by year planning, strategic planning taking 

you out say four or five years and then your year by year planning as well. Um, 

and linked into that is an understanding of how to evaluate using action 

((cough)) research and self review. 

I And and this model here, where did you to develop that from? 

P1 I think I learnt, I learnt about systems management (.) possibly innovation and 

organisational planning in my first principalship and then all the other stuff 

around it I learnt later but that was just pure survival. 

I Right. But you have enhanced that ( ). 

P1 Yes, I think I worked out how to do things so that I could survive day by day as 

a teaching principal with a young family um and then the more I got into it in 

terms of the lifelong learning, I understood why those things were important and 

then enhanced it, so I think I did it first and then learnt the theory behind it 

second. 

74 

75 

76 

77 

78 

I And I think that’s the way good practitioners operate. 

P1 Yeh, well its survival 

I Yeh 
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79 

80 

81 

82 

83 

84 

85 

86 

87 

88 

89 

90 

91 

92 

93 

94 

95 

96 

97 

98 

99 

100 

101 

P1 And when I was um a teaching principal in the '80’s, that was when 

Tomorrow’s Schools was unleashed so there was a huge amount of work. 

I Tell me a wee bit about that. 

P1 Well I was a principal of a two teacher school and (.) it was 1989 wasn’t it. 

I Yeh 

P1 So I had a 6 year old and a 3 year old at at home, um and all of a sudden ah this 

huge workload came through the school that you were negotiating Charters, 

writing policies and using language you had never heard of before and 

everything had to be done yesterday and there were people that were saying you 

must do this this and this and other people saying you must do that and I found, 

well a lot of principals went under during that time but I found that unless I 

wrote up basically what turned out to be an actual plan for the year whereby I 

committed myself to doing certain things and stuck fairly rigidly to that, so it 

meant that I could also block out other things, I don’t think I would have 

survived. 

I And as you say, a lot went under. 

P1 A lot of principals did go under. 

I Yeh 

P1 It was such a new way of working. 

I Yeh. You mentioned about um the children at that time, um was that just that it 

(.) you were so tied up time-wise that you weren’t organised? 

P1 Yes, I think, I think if you’ve got, um if you, you were a teaching principal and 

you were in a small rural community so everybody knows you, so there were 

demands on you anyway, um and you had a young family, its probably one of 

the more busiest times of your life. 

102 

103 
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104 

105 

106 

107 

108 

I Well its recognised as the (.) the principalship that’s probably the most difficult 

isn’t it. 

P1 Mm 

I And what sort of release time did you have at that time? 

P1 Well I don’t think we had any you know and I so I think there was no release 

time and I was teaching a composite year 4 to year 8 class so it was very busy 

very busy time. In fact I do recall throwing sickies to go to school to work. 

109 

110 

111 

112 

113 

114 

I Yeh. 

P1 But that was [one of the coping strategies. 

I  [Using the system 

P1 Using my sick leave a day here and a day there so I could work in the office but 

then some release time did come. 115 

116 

117 

118 

119 

120 

121 

122 

123 

124 

125 

126 

127 

128 

I Yes 

P1 But it didn’t come immediately like most external changes in education. The 

change comes first and then the coping strategies or the support for people 

comes second. 

I Yeh 

P1 And its in that initial stage that some people just don’t cope. 

I Mm 

P1 Now over here this is probably kind of um very important is is um (.) where 

where people fit in. So I’m saying that (.) in the middle is the that’s the me and 

you have to focus on yourself. You have to keep upskilling. That gives you the 

skills and knowledge to work on organisational improvement but I thought I’d 

separate out because they are so important. So I think to be a successful 

principal you have to have the strong belief system yourself that you can then 
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129 

130 

131 

132 

133 

134 

135 

136 

137 

138 

139 

140 

141 

142 

143 

articulate to other people. Um, you have to be a role model, um, and I think that 

being a role model you have to be positive and um, you know, that sort of a 

higher order thinking and even behaviour too, I I think (1) you you your values 

and your morals and things like that need (.) need to be up there. 

I Yeh 

P1 You’ve got to be able to work with these people to create a shared vision so 

you’ve really got to be able to talk to them and listen to them and inspire all of 

those sorts of things.  I’ve talked about Sergiovanni’s you know his three 

aspects and the third one which was the high priestess or priest, you know what 

I mean? 

I Yeh,  

P1 I think you have to get to that third stage to be able to be able to do this and I 

think a lot of this, is his first two stages. You know, [organisationl. 

I  [And by that 

 Yes 

144 

145 

146 

147 

148 

149 

150 

151 

152 

153 

P1 Cause that’s just being organised and efficient but good principals should be all 

of those things plus that. 

I It’s that added dimension that you’re picking up on.   

P1 Yes, yep. 

I When you say people, who are you talking about. 

P1 I’m talking about your colleagues at work and your peers within the profession 

and the teaching your clients, your customers, your parents, the community. 

I And the students? 

P1 Absolutely. :::Probably put um, the students as your clients and parents as the 

customer if that makes sense. 
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154 

155 

156 

157 

158 

159 

160 

161 

162 

163 

164 

I Yes. 

P1 Ok, now it crucial that we build up leadership density within our school so we 

we are mentoring and coaching the new set of leaders. 

I And you consciously do that? 

P1 I try to. Yes. No, I like it. I like seeing [people  

I  [Yeh 

P1 grow within within themselves um and I think that we need to be skilled in 

performance management systems because that’s, (.) if its done properly I think 

its quite empowering and it directly leads back to to the organisation to 

continuously free them. 

I Yes. 

165 

166 

167 

168 

169 

170 

171 

172 

173 

174 

175 

176 

177 

P1 And I think that you do have to have a genuine respect and concern for others. 

Not one that says those people (t  ) me to get to where I want to be, 

but rather saying, those people um are deserving in their own right. 

I Where where do you (.) think you developed that idea from? 

P1 Um, I think I’ve always been like that, so um I suspect its part of this inner core 

and where do you develop your values and beliefs (  ) I suspect in life 

experiences. 

I Yeh. And your upbringing, what what was it about that that made you value 

those things? 

P1 Um, (3) that’s hard to tell isn’t it, cause your upbringing is your own [and  

I  [It is 

P1 things you need and its hard to compare with somebody else’s that might be 

different but certainly I suppose received all of my education through the 
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Catholic school system which has its (.) its advantages and disadvantages but a 178 

very strong link originating from that was being people orientated. 179 

180 

181 

182 

183 

184 

185 

186 

187 

188 

I Yes. (1) Sort of that ethic of care.  

P1 Yeh. I think so. I think so. 

I Strong ethic isn’t there.  

P1 I think so. 

I Yeh 

P1 So that would be part of it.  

I Yes 

P1 But another part of it might be that um (.) I think that perhaps people who really 

do care about the colleagues they work with have greater job satisfaction so I 

think that you feel better about yourself when you do things that are right for the 

right reasons. 

189 

190 

191 

192 

193 

194 

195 

I Yeh, you get feedback? 

P1 Oh I think I do, yes, yes I do. :::I can still return to my old schools and be, (.) 

and feel welcomed. 

I That’s fantastic because we know that there are a lot of people who headed up 

schools that that wouldn’t be the case. 

196 

197 

198 

199 

200 

201 

202 

P1 Mm. And I've been, as you know, principal of four schools so there are three of 

them that I can return to and even (.) my first one. (named)  

P1 Yes, up until last year I could walk to there and I still knew people and yet I’ve 

been gone for quite a while  

I Yes 

P1 So um, this, if I went this year I I don’t think I would know people now 

I They’ve moved on. 
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203 

204 

205 

206 

207 

208 

209 

210 

211 

212 

P1 All of those families that might have (.) started, because my daughter’s 18 and 

she started as a 5 year old at that school, they are now well and truly through the 

system, 

I Yeh. 

P1 But its taken that long. 

I Yeh. Where where do you see um things like the Review Office and the 

Ministry and that side of your job? 

P1 They’re just part of our external customers I suppose. Um, the Ministry is in my 

view just a bureaucratic organisation that sets policy and has very little to do 

with me. That might change because there is certainly a change of emphasis 

with the Ministry and there’s been a huge restructuring and none of us know the 

outcome of that. ERO I think are quite useful allies. They help with the 

evaluation and self review and I think if you if you have good systems in your 

school, you know what ERO are going to tell you, that it is handy having an 

external agency that comes in and gives you some objective feedback and if you 

213 

214 

215 

216 

217 

really are committed to continuous improvement, perhaps you are not going to 

be too upset by the message or messenger. 

218 

219 

220 

221 

222 

223 

224 

225 

226 

227 

I Right, You understand what they are doing. 

P1 Yeh. Yeh. They’ve never worried me. Never been fazed by ERO. 

I And what about the Board of Trustees. We haven’t mentioned them as such as a 

group. 

P1 Ok. No, well um, they’re important.  

I Yeh 

P1 Um, they (.) set the policy for the school and they employ the staff so half of 

your job over on this side is to work, is to work really well with your Board and 
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228 

229 

230 

231 

232 

your community so that’s part of your people skills because if you’re trying to 

create this shared vision, it won’t be shared if your community don’t believe in 

it. 

I No. What do you think the underlying purpose of a school is?  

P1 Well its clearly to provide relevant and appropriate learning situations for 

children so that that’s what we’re there for. We’re there for children so that they 

can learn and reach their potential.  

233 

234 

235 

236 

237 

238 

239 

240 

I Okay 

P1 Perhaps what I haven’t mentioned in terms of lifelong learning, is that I’m 

strongly believe in (1) this is becoming even more so lately, that principals need 

a real sound knowledge of pedagogy, how children learn. If they’re going to run 

their schools effectively. 

I Yeh. And, and where where did you learn that? 

P1 Through um qualification updates, ah professional reading, going to courses, 

listening to people. Going to conferences. Those sorts of things. You’ve 

241 

got to 

keep doing that. You’ve got to keep doing that. Got to keep (  ). And I 

think that builds the passion because you hear, if you hear new ideas and as you 

reflect on what people are saying, it starts to make 

242 

243 

244 

you feel excited about what 

you can do in the school and if you don’t keep doing that, you will just start  

245 

246 

247 

248 

249 

I Yeh 

P1 to become tired (.) [and old and fed up. 

I  [Yes, its that renewal isn’t it. Yes. 

250 

251 

252 

P1 Yes, it’s really important. 

I Its really interesting what you’ve got here and there is such a strong values um 

base to everything that you’re doing. That’s the thing that I’ve always admired 
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253 

254 

255 

256 

257 

258 

259 

260 

261 

262 

263 

about you as a principal. That you always work from a (.) strong philosophical 

understanding and reaction. But you are also very considered aren’t you. 

P1 Mm. That that is the key I think. Um, but I think you can have (values) and 

perhaps still have a bad school. 

I Tell me, and when we say that we are talking about the continuous improve, the, 

you referred to it before, the Sergiovanni’s, the lower two things. Is that sort of 

the management type things? 

P1 The management efficiency, the organisation. 

I Tell me about that. 

P1 Strategic Planning. I think you can work through processes of that and still 

come up with mediocre goals and mediocre objectives so what what is going to 

make your school perhaps outstanding or visionary or exciting, will be I think 

still a lot of what's been happening here and your interactions with people but its 

its almost like your ambition for your school. 

264 

265 

266 

267 

268 

269 

270 

271 

272 

273 

274 

275 

276 

277 

I Yeh. And we’ve got to have ambition. 

P1 I think you do. Ambition for your school as a whole to improve, and ambition 

for your pupils 

I Yeh 

P1 That they will reach the very best they can and ambition for your staff that they 

will too. 

I Yes. And with um your staff, how, because you’ve only been in your current 

school a short while, what sorts of ambitions have you got for your staff that 

you’ve got currently?  

P1 I want to see them get involved in their own personal learning ( ) needs. 

I’m noticing that quite a few of them have stopped any formal kind of learning 
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and and I I think its too soon in their careers for them to be doing that so I’m 

keen to see them um start updating their qualifications. I I think that’s a good 

beginning for them. We’re applying for the ICT Cluster studies and if we won 

that that would bring 

278 

279 

280 

huge amounts of money for professional development and 

the main thrust of that PD will be pedagogy. Would be about children’s learning 

and I would

281 

282 

 like to think that from there we will have a greater understanding of 

things like children’s learning styles. Um, what is multiple intelligences and 

what does it mean. Um, where do thinking tools fit into that and you know how 

can we (.) somehow present the curriculum and teach the curriculum to the 

children where the main emphasis is building on their, the children’s own 

strengths, their own intelligence and its broadening their ability to think deeply 

and to learn. You know that in-depth learning that schools are talking about so it 

may be our our challenge is probably to work out how to integrate the 

curriculum so what we’re 

283 

284 

285 

286 

287 

288 

289 

290 

really doing is teaching children to learn through the 

curriculum as opposed to just teaching the curriculum. And I think that’s quite a 

huge step isn’t it? 

291 

292 

293 

294 

295 

296 

297 

298 

299 

300 

301 

302 

I Oh, [its 

P1  [Its your (paradigm) shift 

I It is. Yeh. Because schools were very outcomes driven once.  

P1 Mm 

I You know that kids could do things whereas now you’ve got to have that 

lifelong [emphasis. 

P1  [That’s right. And I’m not sure that ERO or even the Ministry caught up 

with that [actually. 

I  [No. 
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303 

304 

305 

306 

307 

308 

309 

310 

311 

312 

313 

314 

315 

316 

317 

318 

319 

320 

321 

322 

323 

P1 So I think that schools that are risk taking and there are a number in (place) that 

are starting to 

I Yeh 

P1 so you’ve got your digital classrooms at (named school), enquiry learning 

classroom at (named school), I mean they are just two innovations that I know 

about. I suspect that learning philosophy that drives them is very similar to what 

I’m talking about and I suspect that they um (.) that ERO when they go in, still 

expect to see their achievement objectives of how do you know you’ve covered 

them, how do you know children have learnt them, and um while you’re trying 

to set up these new ways of doing things, its really hard to keep everything else 

going as well so those schools are vulnerable to the ERO reports in the short 

term. 

I In the short term. Yeh. You yourself are now principal of a high decile school. 

High socio economic school, but you have been principal of a whole range of 

schools. Um, (1) do you think that makes a difference at all? 

P1 It not big, as big a difference as you would think there is through the media. I 

think that children are children and they all have learning needs. Ah, I 

personally don’t think there is the huge divide in wealth within New Zealand 

that justifies this idea that if you’re in a decile 10 you’re somehow very wealthy 

and if you’re decile one, you’re very poor. Yet clearly there are income 

differences but from from um when I was teaching, when I was principal of 

(named school) I probably thought that the schools that had a decile 10 could 

generate more income so therefore they were lucky, but I have to say, going into 

a decile 10 school, we can generate the income but then the parents want to 

spend it on extra teachers, they are 

324 

325 

326 

absolutely obsessed by smaller classes and 327 
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328 

329 

330 

331 

332 

333 

334 

335 

336 

337 

338 

339 

340 

341 

342 

343 

344 

345 

346 

347 

348 

having smaller classes doesn’t actually, necessarily improve learning. What 

improves learning is what the teacher does inside the classroom  

I Exactly 

P1 and I was reading somewhere I think it was the Ministry of Education 2000 um 

report on on the school sector and there was a quote in there that said that a 

teacher can make a difference to to 40% in terms of children’s achievement, a 

teacher can, and what a teacher does so one of my challenges at (current school) 

is to convince the community they should be spending their money on 

professional development, not on extra teachers. 

I Yeh. 

P1 That’s where it should go. And also convincing teachers that having 28 children 

as opposed to 26 is not life threatening. 

I No, no 

P1 And they think it is. 

I That’s interesting because even the teacher unions I know in secondary push 

push the class size. 

P1 Mm. And one teacher extra in a school where you’ve got 430 children, 17 

classes, one teacher basically takes one and a bit child out of the class. Two 

teachers might take three children. Now, (.) where’s the gain. I can’t see it there. 

You know, one teacher’s worth $50,000.  

I That’s right. 

349 

350 

351 

P1 It’s a huge amount of investment  

I Yeh 

P1 for what I think is more emotional reasons as opposed to ((phone rings)) 
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I With this um money that parents would quite like to put into an extra teacher or 

two, that could generate a 

352 

huge amount of buying power for professional 

development couldn’t it. 

353 

354 

355 

356 

357 

358 

359 

360 

361 

362 

363 

364 

365 

366 

367 

368 

369 

370 

371 

P1 Oh it could. Um, $50,000 is huge and and this year at (current school), I think 

we had 1.5 teachers over entitlement so depending on the cost of the teacher, 

you know, you’re looking at a price between $50 and $75 thousand. Meanwhile,  

I Yeh 

P1 we, I think, and and I’m a bit of a lone horse here, but I think we have teachers 

that have been starved of professional development  

I Yeh 

P1 and even Boards who have been starved of it  

I Yeh 

P1 and um we have very tacky furniture in classrooms because all of the monies 

gone into staffing, um and I, I’m I’m sceptical as to whether there’s been huge 

learning. 

I Yeh. 

P1 We’re an interesting community in (current school) in the sense that children are 

(.) absolutely focussed on learning so we have the ideal learning environment. 

You walk into classrooms and the children are just attentive, hanging on their 

teacher’s word. I went into a classroom yesterday, year 7 classroom, and I 

walked in there and the classroom was absolutely silent and all children in there 

were working. It must have been uninterrupted silent reading and I looked 

around for the teacher and she 

372 

373 

wasn’t there  374 

375 I ((laugh)) 
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376 

377 

378 

379 

380 

381 

P1 and I went up to one of the children and said “Where’s your teacher” and she 

said “Oh she went out”, but it hadn’t stopped them from doing what they were 

meant to be doing. Extraordinary. 

I Is that perhaps different from some other places you’ve worked at ((laugh)). 

P1 Absolutely. Um, they love learning.  

I Mm 

382 

383 

384 

385 

386 

387 

388 

389 

390 

391 

392 

393 

394 

P1 They enjoy it so we should be able to do amazing things. 

I Yeh. Its that value added thing isn’t it. 

P1 Mm 

I So much more exciting things. Yeh. 

P1 I think so. 

I Yeh. You mentioned a couple of examples of other schools that are doing things 

here in (place). You yourself, do you have any ideas for things at this stage. You 

mentioned the ICT cluster and ah, [pedagogy. 

P1  [Yes, I’m working, working with 

um four other schools, ah and we’re working quite hard because this is the week 

you have to get the application in so um we are putting quite a few hours into 

that.  

I Yeh 

395 

396 

397 

P1 Now if that’s successful. I I think that’s going to be a big um a big winner for 

(current school).  

I Yeh 

P1 If that isn’t successful I think the whole thing is going to be slower. What I’m 

loathe to do though is to walk into (current school) and just start doing things 

my way right from the beginning. I I don’t want to do that because I’m 

398 

399 

400 

 17



reminded about what Michael Fullan said you know, it’s the very first thing he 

says in his sort of 10 ideas for change management. He says you know, 

remember that 

401 

402 

your version of change may not be the one that’s needed  403 

404 I Yeh 

405 

406 

407 

408 

409 

410 

411 

412 

413 

414 

415 

416 

417 

418 

419 

420 

421 

422 

423 

P1 and ah I feel at (current school) I have some very talented and dedicated 

teachers and I’m not going to walk in there and say “What you’re doing is 

wrong. What you should be doing is that. Um what I want us to do is find a path 

together.” So it will take a bit longer and we won’t have a digital classroom or 

enquiry based classroom in 12 months but two years down the track we are 

going to be doing things that will be will be uniquely (name of school), um that 

our community can understand and that our children are excited about and that 

our staff want to do and I’m not sure what it is. I mean I know its going (.) to 

move more to that constructive, this um, type learning 

I Yeh 

P1 where its deeper learning and its more research based and it takes into account 

multiple intelligences and higher thinking but whether its digital classrooms or 

whether its something else is still to be determined. 

I Yeh, and in some ways what you’re about will be much more enduring. 

P1 I think so. 

I Will live past the life of a principal in a school. 

P1 Yes. I am heartened by the fact that (previous school) is still continuing to grow 

and be innovative and I haven’t been there all year. 

I Yes 

P1 Because I believe there was leadership density in that school but the vision was 

truly shared so I left but there were plenty of 

424 

good people that continued. 425 
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426 I Exactly. 

427 

428 

429 

430 

431 

432 

433 

434 

435 

436 

437 

438 

439 

P1 And you know there is a lot of innovation still happening in that school. 

I Yeh. Yeh, that would be my experience of secondary school’s I’ve worked in 

and um, (1) but unless it is deeper than just the individual leading the school, it 

won’t last. 

P1 That’s right. 

I So, and it can’t be gimmicky either. Gimmicks can help but. 

P1 Mm. Gimmicks, that’s all they are 

I Yeh 

P1 Um, and for some members of your community there have to be some 

gimmicks. 

I That’s right 

P1 You know, painting the school or something. 

I Yeh, [yeh 

440 

441 

442 

443 

444 

445 

446 

447 

448 

P1  [It looks good but you’ve got to have the solid lasting stuff happening as 

well. 

I Mm, so we got onto that by talking about staff and their learning. But what 

about the Board of Trustees and their learning? 

P1 Well my experience with Boards of Trustees is that they are loathe to learn and 

um so I’ve been in four schools so its not a huge sample, but I’ve been in a rural 

community and the farmers, they don’t want to learn. They just want to get on 

their tractors and do their farming work ah and then turn up to meetings  

I Mm 

P1 So, so its really hard to get them to actually go on courses and when they did go 

on courses they moaned and winched and said it was boring and a waste of time. 

449 

450 
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451 

452 

453 

454 

Um, when I was at (previous school), that was a sort of a lower socio economic 

environment, very working class, and people were either too busy to go on 

courses or couldn’t afford the time off work. 

I Yeh 

455 

456 

457 

458 

459 

460 

461 

462 

P1 Um and then all they wanted to do was turn up to meetings and go home again. 

They didn’t really want to do it.  

I No. 

P1 Um, (previous school), they they went on some courses but a lot of the 

education I think in the end came from us to them at Board meetings. 

I When you say from us? 

P1 From the staff. Now that I’m in a decile 10 community um, you’re talking about 

highly educated professional people who actually believe they know a lot and 

they do but they also aren’t lining up to learn either  463 

464 I No 

P1 Because they may value more of the business learning than education and I 

think (.) education is seen as being a bit sort of wet and a bit sort of um 

somehow less (.) empowering than the business yet my little dabble in um doing 

Legal Systems 101 last year and going along to the Institute of Management 

stuff, would make me feel that there’s a lot that happens in education, cutting 

edge ( ) but whether 

465 

466 

467 

468 

469 

we have poor self esteems that can’t communicate that, 

that 

470 

our skills in education are worth as much as an accountant or a lawyer and 

the road to get there is just as arduous and difficult and challenging as it is to go 

through Law school or whatever. 

471 

472 

473 

474 

475 

I Yeh 

P1 But somehow we, we seem to be the poor cousins I think. 
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I You mentioned um NZIM business sort of thing, yet on one level running a 

school is is running a business, I mean we haven’t 

476 

really talked about that side 

of it other than the strategic planning which is important. Um I mean your 

school is a business, you you’re obviously involved in lots of things of that 

nature. 

477 

478 

479 

480 

481 

482 

483 

484 

485 

486 

487 

488 

489 

490 

491 

492 

493 

P1 Yes it’s a business when you’re going to work hard to make a profit, or your 

profit is in the learning outcomes of children so I suppose you know its slightly 

different in their perspective but I think we can learn a lot from the business 

world but I also think that you need to hang on to the fact that we have huge 

amounts of knowledge about education, about learning, which could be 

transferred to the business world. They could actually learn a lot from us as 

well. And even, (.) our skills in organisation and communication are at an 

advanced level because we do it every single day.  

I Yep 

P1 We are a business that has 430 clients in our facilities for five hours a day and 

we are continuously interacting with them and there are very few professionals 

that have to deal with those sorts of numbers. 

I Exactly. 

494 

495 

496 

497 

498 

499 

500 

P1 So that gives us skills I think that um the Accountant or the Lawyer may not 

have. 

I Huge amount. Complex skills. 

P1 Quite complex, yes. 

I Yeh 

P1 And um yes, I think education’s all over the place because you’re dealing with 

people and people are all over the place. 
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501 

502 

503 

504 

505 

506 

507 

508 

509 

510 

511 

512 

513 

514 

515 

516 

517 

518 

519 

520 

521 

522 

523 

524 

525 

I Yeh 

P1 So part of being a good leader is to be able to go with that, to be flexible. 

I Yeh. Oh that’s just fascinating (name). As I thought, you would put a lot of 

depth into what you’ve done. We’ve talked a little bit about um the sources of 

your beliefs here, um, but I’m wondering if we could work through it in a sort of 

systematic way and then we might start with the continuous improvement, the 

more management sort of side. We talked a little bit about you learnt by doing 

in your first principalship but I’m just wondering if you could identify some 

specific sources for each of the things as we go through. It might be easier to 

start with that one seeing we’ve just been talking about some of the… 

P1 Ok. So [where… 

I  [There’s no right or wrong answer, its really, I’m just [interested 

P1  [That’s what I’d 

say too. Okay 

I I must have been taught well. ((laugh)) 

P1 Yeh, you must have have. (Named educational leadership qualification) is quite 

a, a big thing for me.  

I And this is. Okay, right [so 

P1  [So that’s where you were introduced to people like 

Sergiovanni and so on and um you could see um in a very concrete way how 

important efficiency, ah organisational planning and systems management was. 

Just just to get your, you know into (.) some form of of positive school 

environment. If you haven’t got your organisation right you will always be 

dithering, floundering, so um I think that the diploma gave me that um and it 

also exposed me to ideas like continuous improvement. You know, that the end 
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526 

527 

528 

529 

530 

531 

532 

533 

534 

535 

536 

537 

538 

539 

540 

541 

542 

543 

544 

545 

546 

547 

548 

549 

that you search for is just getting better, and knowing that you’re getting better. 

And can put why its so important that you’re going to get better is because the 

end result is children and their learning, ah, so its quite powerful motivation.  

I Yeh 

P1 Is that what you’re meaning? 

I I’m really, yes I’m interested um in that. Apart from the (qualification) have you 

done anything else, or= 

P1 =Well I’m doing the Masters because the Masters followed on from the 

(qualification). Um, the thesis I did was on change management so that was um 

you know, quite fascinating. That probably strengthened the sort of inner core 

thing because it um it opened my eyes as to where where a school can go and 

why change is important. I mean (.) there are still people that argue why change. 

I Yeh 

P1 And and I suppose through higher education you fully understand the speed at 

which society and the world is changing. That the school has no out option but 

to change if it’s to reflect the needs of the community. 

I Yeh. Okay. ::And then, right at the beginning you stressed the importance of 

this strong inner core and we’ve talked a little bit already about you know your 

own upbringing and education and its and its really hard to (.) to (1) I guess 

come up with a specific source for any of these because it’s its a combination 

isn’t it. But it seems in what you are saying a lot of these are just part of you as 

a person. 

P1 I’ve always been reasonably determined to (1) follow through and do the things 

that I want and I’m of the generation of, I suspect the first generation of people 
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550 

551 

552 

553 

554 

555 

556 

557 

558 

559 

560 

561 

562 

563 

564 

that continued working when they had children because I know when I did it, 

you know eyes were raised and  

I Yeh 

P1 there was a certain amount of finger pointing. Um, and I suppose I knew when I 

was about 30 or 32 or something that I probably did want to be a principal and I 

did want to move forward in my career, um and I think the obstacles to that 

were that I was a woman and that I had a family. You know, not that your 

family are obstacles but in that regard it can be because [you’re 

I  [Its (  ) 

P1 Yep. Yeh. And um, also, at that time I was working in a Catholic school and I 

was in a rural community, both of which are quite hard to get out of 

I Mm 

P1 So I think if you understand where it is that you’re heading, um, you have a go 

at reaching the goals you want. If it doesn’t work out, you can then ((cough)) 

reflect and you can say “Well I wonder why. What could I do that could be 

better or what, you know, what, how can I empower myself so in the end I can 

reach my goals” and um, I’ve always done that so there had, you know, 

nothing’s ever been handed to me at all, but in the end I’ve still got there and its 

just really, its just hard work and being a bit stubborn  to be honest. 

565 

566 

567 

568 

569 

570 

571 

572 

573 

I Good advice probably. 

P1 That tenacity. You know those sorts of things and just not being put off. 

I Yeh. Sounds good. Um, so that’s these things in here. The respect for other 

peoples talents and that sort of thing that you’ve highlighted there. Where did 

you develop that from? 
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574 

575 

576 

577 

578 

579 

580 

581 

582 

583 

584 

585 

586 

587 

588 

589 

590 

591 

592 

593 

594 

595 

596 

597 

598 

P1 I think it has always been there, um but I somewhere along the line I learnt that 

if you think in a positive way and you look for positive things, your day 

becomes more enjoyable so its very easy to be negative and to knock things, but 

its also easier, well its better and it feels better to look at people and say “Well 

what are their strengths and um how can I utilise those strengths and how can I 

learn from those people um and how can that even help me with my goals and 

then you start thinking like that, um it becomes a lot better. 

I Yeh. 

P1 So I, I don’t know where I learnt it. I might have learnt it through um finding 

out that negative thinking didn’t pay off. You know, I don’t know. 

I [Successful 

P1 [Hard to know. 

I Yeh. Just something that’s been there for a long time. 

P1 But I think I learnt it as an adult and not as a child. 

I Yeh 

P1 I think its an adult. 

I And then we, we’ve talked quite a lot about the lifelong learning and your own 

learning and the (.) commitment there that you’ve got for your staff for 

example. We’ve talked about the action research. Are there any other things in 

there that you’d describe as sources that we might not have 

P1 Now what do you mean by sources? 

I Things that lead to you believing that lifelong learning’s important. 

P1 Well I think (specific tertiary institution) has. This offers excellent support to 

you know graduate teachers and principals through your, your Support 

Services, through your qualification updates and ah through your leadership 
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um centre. You know you sort of (name) stuff, um so I think this (institution) 

has ah, does it very well to be honest and were leaders with the (qualification) 

and that got 

599 

600 

many of us going. I mean, there were quite, those first people 

because I was a part of the first group that went through and when you look at 

them, they’ve all done something. 

601 

602 

603 

604 

605 

606 

607 

608 

609 

610 

611 

612 

613 

614 

615 

616 

617 

618 

619 

620 

621 

622 

I That’s exciting isn’t it. 

P1 It is, it is. 

I Yeh 

P1 So they were a group of people who wanted things to happen. 

I Yes, we were ready for change but that made it happen. 

P1 Yes, yes. 

I And that’s the support I think, do you think, of other people in that group. 

P1 Oh ab…the networking and the support. 

I It’s the thing I valued. 

P1 It has been quite crucial.  

I Yeh 

P1 So that’s that’s right. And then your principal organisations and so on because 

they provide network. I think the NZPF you know put on a good conference 

each year and that’s worthwhile going to but I have to say when I was a 

teaching principal I hadn’t considered going to them. So it’s only been as a non-

teaching principal that I’ve accessed those. 

I Okay. And um, the creativity thing? 

P1 If you’re not um 

((Turning over tape))  
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623 

624 

625 

626 

627 

628 

629 

I Yeh, so its quite a, quite a interesting sort of thing. I think we’ve, we were 

talking about the creativity and you said about the importance for you, that’s the 

the boredom thing that could become a [problem. 

P1  [Yes I 

I  [You’ve been principal a long time 

P1 I have been [and I’m saying that (current school) will be my last school 

I  [Yeh 

630 

631 

632 

633 

634 

635 

636 

637 

638 

639 

640 

641 

642 

643 

644 

645 

P1 So I’m really thinking hard about what I’ll do um you know post (current 

school), but um, yeh I think it is easy to bored and when you get bored I think 

you also get a bit complacent and a bit negative  

I Yeh 

P1 and you can even get grumpy you know. There are a number of grumpy 

principals out there, um 

I Yeh 

P1 Now, a way of being creative is through having dialogue with like minded 

colleagues. You know I’ve been enjoying working in that ICT cluster because 

there, um every principal, or the five principals that are involved, they are all 

quite ambitious 

I Yeh 

P1 and they're all wanting to do things that are innovative and interesting so I think 

linking up with people who are movers and shakers. You know, they don’t even 

have, they don’t have to be doing it the way you want to 

I No 

P1 but but you learnt from them and that’s exciting and so being able to share ideas 

(.) um in a um in a way that you trust, you know the trust has to be there. 

646 

647 
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648 

649 

650 

651 

652 

653 

654 

655 

656 

657 

658 

659 

660 

I Yeh. :::Yeh. It sort of follows on from that earlier idea that we said about those 

that did the (qualification). 

P1 That’s right 

I Its its that almost, um professional community 

P1 Mm 

I Isn’t it. 

P1 It is. 

I Do you contact those people apart from your cluster meetings? 

P1 Well I do. I’m quite um closely associated with probably (.) three, three out of 

the five so yes I do.  

I Yeh 

P1 I don’t enjoy hierarchies of (2) if you like seniority. I don’t, I’m not into that at 

all. I find that a big turnoff. Um, and I also don’t enjoy people who sort of ponce 

around being important. I really enjoy just working with people who are down 

to earth and um, don’t have a huge ego but you know, are passionate 

661 

662 

663 

664 

665 

666 

667 

668 

669 

670 

671 

672 

I Yeh 

P1 and excited by what they are doing.  

I Yeh 

P1 They are the people I’m attracted to. 

I Okay, that’s excellent. Um, a lot of these attributes we’ve talked a little bit 

about you being a teaching principal and having young family meant that you 

had to be those things, um, what about the risk taking. Where did you learn 

about that? 

P1 Um, I think I’ve always been a bit of a risk taker you know. 

I ((Laugh)) 
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673 

674 

675 

676 

677 

678 

679 

680 

P1 I think it’s the gambling instinct 

I ((Laugh)) 

P1 I’m not allowed to gamble because my husband won’t let me  

I ((laugh)) 

P1 so I risk take in other ways. But no, I think I I like taking a wee bit of a risk 

I Yeh 

P1 And um, ah (.) it makes life exciting, but then you’ve got to be able to deal with 

your disappointments if it doesn’t work out too. 

681 

682 

683 

684 

I Yes. And how do you deal with disappointments? 

P1 (the poor cat is bruised?)? No 

I ((laugh)) 

P1 ((laugh)) No, not at all. Well, how do you deal with it. Just by being sensible I 

think and ah, self talk and that strong inner core, strong self belief. You know, 

those sorts of things. 

685 

686 

687 

688 

689 

690 

691 

692 

693 

694 

695 

696 

697 

I Yeh, yeh, yeh. That’s good. And then the the people side that that you’ve 

mentioned. Um, a lot of these things are are tied very much to the inner core 

aren’t they? 

P1 Yes, and to organisational [improvement. 

I  [The organisational [improvement. 

P1  [Which is ( ) but you can’t 

have continuous improvement and organisational improvement if the people 

inside the organisation aren’t improving. 

I Yeh 

P1 And then if you want to develop a culture of risk taking (.) then um these (.) you 

know the culture becomes important doesn’t it. 
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698 

699 

700 

701 

702 

703 

704 

705 

706 

707 

708 

709 

710 

711 

712 

713 

714 

715 

716 

I Yeh. 

P1 :::One of the comments I heard when I first went to (current school) was that um 

we learnt not to risk take because if you got it wrong, um you you wore it and 

um, (.) so that’s that’s definite a culture that you’d want to change isn’t it 

I Yeh 

P1 because you want your key people to risk take with some security that they will 

be supported. 

I Yeh. And that’s important and that security, whose that provided by? 

P1 Well I think the leader is a big person, you know, a big part of in providing it 

and then you’re one leader amongst many in schools so your whole leadership 

team. 

I Yeh. 

P1 I mean, there shouldn’t be risk taking for the sake of risk taking. There has to be 

a purpose to it. If somebody’s tried in something, they’re trying to improve, it 

doesn’t work, well why not, what could we do next time, so that the learning 

process happens. I mean we say that to children don’t we. 

I Yeh 

P1 As long as you learn from your mistakes. 

Tape ends. 
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APPENDIX  1b 

Interview 
Thursday 20 September 2001 

 

I Interviewer 

P1 Principal 1 (Stephanie) 
 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

I What I would like to do is for you to think about the whole of your life, (.) from 

now, could be a little bit into the future, but run it back to whenever your earliest 

experiences are and I would like you to think about it visually (.) and the visual 

schema that I’m going to get you to draw and its its something that anyone can 

draw, is I am going to get you to draw a snake. Doesn’t have to be a flash snake. 

Nobody actually cares what the snake looks like. Okay. On the snake what I 

would like you to do (.) in a reflective sort of way is to think about the (.) the 

significant, life, career experiences, anything at all, that’s had an impact on you 

(.) in making you the leader you are (.) and it can go, it can go right back. I mean 

you take it as far back as you want so (.) that’s really what I’m going to get you 

to do. So you might want to draw a snake and (.) and you’ll probably, I mean if I 

was drawing a snake I’d just do ( ) probably do a big something = 

P1 = that’s what I was thinking.  

I Something like that 

P1 Yeh 

I And it might be that we’ve got, you draw it whatever way it suits you, that we’ve 

got (.1) you the person (.) sort of here, and it maybe that (.) and while you are 

drawing = 

P1 = its (like) chronological? 

I Yeh, it is. It’s a schema of your life = 20 
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21 

22 

23 

24 

25 

26 

27 

P1 = Right, Okay. 

I And and while you draw 

P1 Yeh 

I if you’re happy, it would be nice if you could think aloud (.)  

P1 Oh, okay 

I and sort of share with me what your thinking is. 

P1 What I’m thinking at the moment I can’t draw because ( ). 

28 

29 

30 

I Doesn’t matter. 

P1 So that’s  [ good  

I  [ I’m going, I’m going to get a flash, um graphic artist to do this up. 

31 

32 

33 

34 

35 

36 

37 

38 

39 

40 

41 

P1 That’s good. That’s very [good. 

I  [And I’ve played around with the idea actually of 

having one ready for you to fill in. 

P1 Right 

I And do you think that would be a better thing for the future for me to do or 

P1 I I (.) perhaps think it doesn’t matter. 

I It really doesn’t matter a [hoot. 

P1  [This this might make it more open-ended. 

I And I think it’s the ideas [that I’m really interested in. 

P1  [Yeh 

P1 So, so you want a path in terms of the leadership. 

42 

43 

I Yeh. And in terms of the things that have um (.) influenced your beliefs about 

your practice. 

P1 Okay. So I’ll start up the top with where I am now.44 

45 I Yeh 
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46 

47 

48 

49 

P1 Okay. And then various milestones.  So I suppose the schools I’ve been at will 

have impacted so my most recent school at (previous school), um (.) if I pop that 

there 

I Yep 

50 

51 

52 

53 

54 

55 

56 

57 

58 

59 

60 

61 

62 

63 

P1 That’s when I really (.) thought about school improvement. So I did try to have 

to have (  ) school improvement and associated with that (.) um (.) you 

know how (.) there are various ways that you can um make a difference in your 

school (.) (Name) used the quality management, well I tried to use the school 

improvement model which is basically(.) evaluate and get analysis and um plan 

future action and deliver it and review it and evaluate it. You know that cycle? 

I So its sort of an action research cycle? 

P1 It was, it was.  

I Yeh 

P1 So, I I deliberately used that [to impress 

I  [Do you want ( ) = 

P1 =No No, I’m fine. So if I put action research and perhaps down there just put the 

um (.) what is it I think I’ll start with review. Review gap analysis. (.3) Plan (1) 

Action. 

64 

65 

66 

67 

68 

69 

I ::::And where did you learn about this. 

P1 That is the Diploma. So I’m going to put the diploma over here somewhere. 

((cough)) The Diploma of Educational Management is (.) is quite important. ::so 

I’ll put that there. Okay, that that was quite important and possibly Masters (.) 

because you have to do so much reading don’t you um and that’s about change 

management which is what school improvement number is (.) so but but I 
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70 

71 

72 

73 

74 

75 

76 

77 

78 

79 

80 

81 

82 

83 

84 

85 

86 

couldn’t have done the change management ideas unless I’d done the diploma. 

Do you see what I mean [So um 

I  [Yeh. So chronologically where does that come in 

relation then to the work you were talking about at your previous school. 

P1 Well I think hhh that the diploma and the masters which was going on while I 

was at (previous school). 

I Yeh= 

P1 =gave me the theoretical background to um to say I want to try a particular thing 

and I’ve done the reading on it and this is how its meant to work and this is the 

methodology and I’m going to try it and and I actually found it (.) very 

successful. I think the difference in what I was doing perhaps to what (name) was 

doing, that (name) kept looking at each of those steps carefully to improve the 

steps  

I Mm 

P1 where I was looking at the (.) the whole picture to improve the school. Did that 

make sense? 

I Yeh, it does. 

87 

88 

89 

90 

91 

92 

P1 Now somewhere in there [though 

I  [Can you put the years when you were at that school= 

P1 =Yeh, yeh, certainly 

I Did you bring that questionnaire.  Did you think about that? 

P1 No I didn’t. 

I That’s alright. I’ll get that from you later. 

P1 So, 1996 – 2000 (.) and the change management masters started in 1995 and 

finished in 1997 and the diploma for me started the first year was 19 

93 

94 
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96 

97 

98 

99 

100 

101 

102 
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107 

108 

109 

110 

111 

112 

113 

114 

115 

116 

117 

118 

119 

I 2 was it? 

P1 1992 

I Yeh 

P1 and I finished at the end of 199(4) 

I That’s right 

P1 And there was somewhere in there the um (.) Teaching Fellow at the (institution) 

which was great. 

I That would have been 95 

P1 Yes, so that was 1995 and why, while that was great was um I was able to do the 

study (.) reading (.) and reflection and not to mention your (goods) people, um 

who excited and inspired me. 

I Yeh 

P1 So that would (.) just put that ( ) 

I But that’s in a professional sort of context. 

P1 Well people like (secondary principal) is a good example (.) isn’t it. 

I And you met him through that because ( ) 

P1 It was as the teaching fellow. 

I That’s right 

P1 So so that school, at (previous school) really keen on that school improvement 

model and action research. Um, where at (current school):::and the other thing I 

suppose I was quite interested in which might be (.) a slightly different systems 

management 

I You always were, since I’ve known you, been interested in it. 

P1 Yes. But I think because of the um (.) the type of child that you can get at 

(previous school), you’re don’t have your systems for ( ) example 
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120 

121 

122 

123 

behaviour that just gets out of control so um and and I I want to put in there 

somewhere (.) um, I don’t know whether I’m allowed to. 

I That’s (  ) 

P1 Okay, well somewhere there is (two names) because that’s been quite important. 

124 

125 

126 

127 

128 

129 

130 

131 

132 

133 

134 

135 

136 

137 

138 

139 

140 

141 

142 

143 

144 

I So that’s the professional friendship [isn’t it of two significant people. 

P1  [Yes,Yes So I’ll write it in somewhere. 

I Yeh.   

P1 (good luck) 

I Somewhere on the snake. 

P1 Okay, so it starts about here doesn’t it. 

I Yes. Yes it really took off when I was ( ) fellow 

P1 :::::And its still important isn’t it for all of us. 

I Yeh. 

P1 Okay, and of course um the two have moved in their careers and I have too so 

there’s been lots of different things to talk about and reflect on and support isn’t 

there? 

I Yes 

P1 So I should put that. Its really about discussion (1) and its about debate. 

Sometimes it is isn’t it.  

I It is. We often (critique) how you will respond. 

P1 And that’s ( ). 

I Yes. Yes It’s the bottom line of support isn’t it. 

P1 Yeh. Yeh. And ah the other one is reflection. :::So I think we’ve almost had an 

informal mentoring of it.  

I Yeh 
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145 

146 

147 

148 

149 

150 

151 

152 

153 

154 

155 

156 

157 

158 

159 

160 

161 

162 

163 

164 

165 

166 

167 

168 

P1 Would you agree? 

I Definitely= 

P1 =So I’ll put that down as well. I think um a key thing is the trust. :::Okay, so um 

(.) there have been other things for example, 1997, um,  

I If you run out of room you can extend the snake down. Don’t worry about 

squashing it. 

P1 Okay, so that should be further down. I might put that somewhere there(..) um 

I Should I have used a bigger piece of paper? 

P1 Well if we’re talking about it then I’ll just redraw it. (  ) Cool. Right. 

Somewhere there was NZEAS ((cough)). 

I That’s right 

P1 Um, so they were the monthly meetings (2) and the network of people was quite 

useful. And of course for me the (named) Fellowship (..) and that was in 1997 

and that allowed me to um to see what was going on in Australia  

I Yeh 

P1 and that had a lot of influence in what I did in my ( )especially other ICT. 

Especially the ICT and leadership and so think the treatments that ( ). 

I Mm, so what did you do that gave you those, when you were on that Fellowship. 

What did you do that informed you about these things? 

P1 Well I’m, (.) What was wonderful was that because of the NZEAS they had 

links, you know, quite strong links to the Australian version of that so all the way 

along I’ve had academics to talk to. Remember I spoke to people like (named 

individuals) and people like that who are actually in universities and writing stuff  

I Yes 
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P1 so I was allowed to speak to them and then they had arranged for me to speak to 

school principals who are actually 

169 

putting the practice into action so it was very 

good study tour. 

170 

171 

172 

173 

174 

I How long was that for? 

P1 Um 

I A few months wasn’t it. 

175 

176 

177 

178 

P1 Six weeks. No, no it was only six weeks. Six weeks but it was very very good. 

I Yeh 

P1 So that’s, that’s that’s had a sort of a bit of a profound influence as well. 

I Yeh 

179 

180 

181 

182 

183 

184 

185 

186 

187 

188 

P1 and would ( ) try and but that somewhere. Because its all to me  

I Yeh 

P1 a lot of what I think and where I’ve come from has been in the last (.) you know 

decade and I know there’s been a lot that happened before  

I Yep 

P1 I think before was the ambition and we struggled to get there. 

I Well you can pop those in too. 

P1 Okay. 

I Have you got enough room. Do you want to go on another page further down? 

P1 I think I’ll start at about 19…when was it. Well I’ll just, yeh, ambition, um 

because I’ve always had that. Um, interest. 189 

190 

191 

192 

193 

I What was the ambition based on.? 

P1 I don’t know, but I’ve always had it, um 

I Why did you? 

P1 I did even when I was at school. 
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194 

195 

196 

197 

198 

199 

I Okay. So its again coming back to something that’s just part of you. 

P1 I think it was,  

I A desire 

P1 but its not necessarily with my brothers and sisters. 

I No. 

P1 And there were even some um (.) there were barriers to be honest. I mean my 

Parents thought going to teachers’ college was a a a terrible career. Why didn’t I 

just get a proper job working in an office. 

200 

201 

202 

203 

204 

205 

206 

207 

208 

209 

210 

211 

212 

213 

214 

215 

216 

217 

218 

I It was a waste of time. 

P1 That’s right. That academic, what are academics ( ). 

I Yes. 

P1 And when I came home with (husband to be) who was at university that was 

even worse so it wasn’t as if it was encouraged particularly, but certainly it’s 

always been there um, yeh, so I’ve always wanted to move forward I think and I 

think that I’ve figured out that (husband) probably didn’t or wasn’t, I wanted to 

even more. Somewhat destined. 

I So somewhere in there you made a significant decision. 

P1 Yeh, its probably [when I 

I  [Because you could have been cruising  

P1 I think its when I had [children  

I  [Yeh 

P1 so we’re looking about 1983 I think I um (.) I said right, you know, I want to do 

things with my career because it will benefit them as well. 

I That’s interesting because a lot of (.) um (.) women teachers at that time took (.) 

quite a few years out didn’t they? 
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P1 Mm, but I was older and I think in you’re 20’s you’re more susceptible to you 

know members of your family saying you 

219 

can’t with children, but I was in my 

30’s 

220 

221 

222 I Yes 

223 

224 

225 

226 

227 

P1 and I had decided I’d do it before I even got pregnant. I (thought) about it so um 

I That’s sort of like a life (.) that’s a life decision almost that you’ve made or 

commitment isn’t it 

P1 So, I I suppose, pre (2) pre 1983 a decision (3) to continue to continue my career. 

I But also to have children. 

228 

229 

P1 To continue my career and have children. 

I Yeh, because again, a lot of um early women leaders (beliefs) about these 

women that it was actually that they didn’t have family and a lot of them were 

single, they never married. 

230 

231 

232 

233 

234 

235 

236 

237 

238 

239 

240 

241 

242 

P1 That’s right. 

I or gone into a relationship. 

P1 Well Helen Clarke is a similar age to me so that’s how she obviously didn’t  

I Yes 

P1 Um and I suppose, well I don’t know, I can’t speak for sure, but I (.) but I know 

if she chose not to or just didn’t want to um or couldn’t or whatever  

I Yeh 

P1 So pre 1983 decision to continue my career and have children um and probably 

round about ah I think I became a principal about 1986, um, so 1986 became a 

principal 

I :::And your children were quite young. 
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P1 They were. They were um three and (.) one, so it was 1986. Okay, so 1987 

became a principal and um when I went to (former school) which was 1991 

because that was um, I should have put teaching, so I was basically teaching 

fulltime and running a little school. 1991 the school was a bit bigger and it was 

243 

244 

245 

246 

there that I ah realised I liked the leadership side of my job (  ) the 

teaching. 

247 

248 

249 

250 

251 

252 

253 

254 

255 

256 

257 

258 

259 

260 

261 

262 

263 

264 

265 

266 

267 

I So there you must have a quite an important decision 

P1 Yeh.   

I :::And and what was it about that, what made you come to that conclusion. 

P1 I just found that um if you’re a teaching principal you’re working flat out. You 

know, its just one of those terrible jobs that you just work night and day, um, and 

I always did preparation for my class first, um, yeh because that was the most 

important but it was like eating the vegetables first and get to good stuff. What I 

looked forward to was the school management which I waited and did second, 

and that was the bit I liked most. 

I Yes. 

P1 So I you know just thought about that. I thought well where I’m heading 

I Yeh 

P1 is not to be an expert teacher but to be an expert leader and I liked, I liked having 

an influence over the whole school, not just one classroom. 

I Yeh. And that influence, what sort of things did you want to influence? 

P1 Well what I really liked was the adult mentoring. (2) Um, I I liked that part of it. 

I liked the um strategic aspects to it, (2) um, aspects to leadership and I actually 

really enjoyed the systems management. I fairly often get a bit of a buzz out of 

that. 
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268 

269 

270 

I So instead of it being a pain in the neck um 

P1 No I liked [it 

I  [Yeh, the way some people would, you know, jolly admin or whatever. 

271 

272 

273 

274 

275 

P1 Yeh, I I actually like it. I see, I see that if you’ve got all of that going well, your 

school moves forward, you know, and its not just paper, its actually a process 

that you’re following to get your school moving. 

I Yeh 

P1 So, um, I mean before, before 1983 I I think, I was certainly still ambitious and 

worked hard and all of those sorts of things, but I didn’t really know where I was 

heading because in some respects I was following (husband). Um, you know I 

was at (previous institution) (.) in the 70’s and um actually that did have a bit of 

an influence being there because it was special education 

276 

277 

278 

279 

280 I Yes 

281 

282 

283 

284 

285 

286 

287 

P1 and it was quite progressive compared to anything else.  So you met people who 

were also progressive um and you sort of met um the sort of movers and shakers. 

That’s where they all were at that time. 

I Yes. 

P1 Because you could get out of school every year. You got another year’s training, 

um, so= 

I =Did you do the DipT STN did you? 

288 

289 

290 

291 

292 

P1 Yes I did. I did that in 1975 I did that. What was it called,  

I DipSTN 

P1 STN.  

I You did it at the College? 

P1 Yeh, with (name) 
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294 

295 

296 

297 

298 

299 

I Oh yes, well he was so involved with Deaf education too. 

P1 Yes he was, and (name) was the other 

I Oh, what two lovely people. 

P1 Yes. (name) was quite um, he had very high standards 

I Yeh 

P1 and its interesting because I went, I’d spent three years at the College of 

Education learning to be a teacher, 69,70 & 71 and all that happened to me in 

those three years was that I grew up a little but I had very poor work habits and 

that was in the days that you got paid to be here 

300 

301 

302 

303 

304 

305 

306 

307 

308 

309 

310 

311 

312 

313 

314 

I ((laugh)) 

P1 And I guess just ( ) myself off. We’d be going out and having you know, 

and work was something that you had to do every now and then. But that was my 

attitude.  

I Yes 

P1 And then um, in 72, first year teaching, really enjoyed it. 73, 74 I started at 

(current school) which was interesting, Yr 2 and 3 teacher and that was when you 

were placed in schools to pay back (.) your bond. You know when you were 

bonded? 

I Yeh. 

P1 Now at the end of 74 no job. Applied for millions, couldn’t get one and and in 

my first year teaching I had a deaf child so I thought well this, you know, I’m not 

getting a job in a school so I will apply to go on the educational ( ) course. 

Was accepted and went on it and that year of teacher training was better than 

three years and (name) he would not accept any assignments that weren't well 

315 

316 
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written and obviously a good standard and nobody had ever imposed that on me 

before. And that really gave me a bit of a shakeup but it was 

317 

good, you know 318 

319 

320 

321 

322 

323 

324 

325 

326 

327 

328 

329 

330 

331 

332 

333 

334 

I Yeh 

P1 It was really good for me although at the time I thought, you know, then in fact I 

probably didn’t even know the word pedantic, but by ( ) that’s what he 

was. 

I It was probably the um EOD that you did. The Diploma in Education of the 

Deaf. 

P1 It was the start 

I Yes, because STN is special teaching one. You did the specialisation. 

P1 Yeh, yeh, we [had no,  

I  [Specialisation 

P1  [Education of the Deaf.  

I Yeh 

P1 It wasn’t called a diploma back then.  

I It was called something else. 

P1 But it counted for six papers 

I Okay. 

335 

336 

337 

338 

339 

340 

341 

P1 Because from there, I went um, I did the Higher Diploma of Teaching and I think 

I went to varsity and I did three papers. 

I Oh, okay.  And were you able to credit those towards your Higher= 

P1 =Yes, yeh I did so [that 

I  [What were the papers you did, just out of interest? 

P1 Which ones? 

I At university. 
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342 

343 

344 

345 

346 

P1 I did Education and Sociology. 

I Okay. 

P1 Education I, 101 and that’s two papers so there's one unit and Sociology. And 

and I also did history. Medieval England. Medieval Europe. And I know that 

Chris ( ) didn’t work back then and he shouldn’t be doing them now. This holy 

war ( ). So so that was kind of…but there I was just kind of lurching really. 

And then, see I was at (institution) as a year five. After a year there I got a senior 

teacher’s position and um, and then (husband) said “Oh I don’t really like ( ) any 

more ( ) so I gave up my, you know, 

347 

348 

349 

my management unit ((cough)). He didn’t 

have one. So that he could get this Scale A job at (school). You know these were 

the things you do though, and off I went to (place). He had his job and I didn’t 

have one so I got a 

350 

351 

352 

long term relieving job at um (school) for a term and then a 

job came up at (school) and I applied and got it, so that was the start of my 

interest with years 7 & 8 kids 

353 

354 

355 

356 

357 

I Yes 

P1 And um, I stayed there until (husband) said “I’m sick of (school) and I’m now 

ready to get a management unit, so he became head of maths in um (town).  And 

so off I went there, no jobs, for me, and that’s, and then a job came up at (school) 

so I grabbed it because it’s a job and that’s how I got into Catholic education. 

((Laugh)). And [then 

358 

359 

360 

361 

362 

363 

364 

365 

366 

I  [Was that an Assistants job 

that you were talking about? 

P1 Yeh, it was a Scale 8, and I was actually made redundant from it because um the 

school went from a three teacher school to a two teacher school and um, an 

Catholic schools jobs are tagged so the principal’s job was tagged and the, what 
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367 

368 

369 

370 

371 

372 

373 

374 

375 

376 

they call the DRE, Director of Religious Education so there’s three teachers. 

There’s the principal, there's the DRE and there’s me. So my job was 

disestablished and and ah, that was the time I was pregnant and remember I said I 

was going to carry on teaching. And 

I Yes. Was this with your first or second? 

P1 First. 

I Okay. 

P1 And um, a job came up at a primary school and that was in ((cough)) the days of 

priority rights. 

I Oh. 

P1 So I applied and I got this job because I had priority rights. And it caused a huge 377 

378 

379 

380 

381 

stink in the primary school. They were furious that I had taken the job off 

someone who they wanted to get and here I was pregnant and shouldn’t even be 

going back to work. 

I Of course not. ((laugh)). 

P1 At the same time, the Sister who was in charge of (school), hated it, hated it, she 

didn’t want to be there and 

382 

her boss from (city) came down, and this is what I 

quite like about nuns, you know, because people have perceptions about them, 

but she, and I was having all this flak about wanting to work in (town), and she 

came out, very prim and proper sort of lady, and I was sitting there eight months 

pregnant 

383 

384 

385 

386 

387 

388 

389 

390 

391 

I ((laugh)) 

P1 and she’s having this conversation with me and she said “You’re the person who 

will lead this school. We are going to meet ah (name), the teacher, the Principal, 

we’re going to let her go back Ireland because she is unhappy 
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392 I Yeh 

393 

394 

395 

396 

397 

398 

399 

400 

401 

402 

403 

404 

405 

406 

407 

408 

P1 and I’ve chosen you. You’re going to lead the school. Eight months pregnant, 

didn’t batt an eyelid. They, they didn’t mind, and so I applied for the principal’s 

job, to my surprise got it, and um, and had ah (daughter). So they, I mean the 

appointed me then gave me a year’s leave of absence. The school um, the school 

was integrated but that didn’t matter. I still got the job so they must have had 

some, (.) still (Education Board) making the appointment so they must have just 

said “She’s the one” and um, and I was. 

I So that was pre 89 obviously [when things did change. 

P1  [Yes. Yeh, that’s right. And because (name) was 

born in '83 so um it was it was really quite interesting. First principal’s job. Came 

back from um my year off and um, started leading the school. It was really good. 

I enjoyed it. The year that I was on maternity leave I used to go back every day 

to do a wee bit of teaching which was, I didn’t get paid for it, I just did it to keep 

my um hand in it, and the nuns that were still there, they used to look after 

(daughter), they absolutely adored her. 

I Oh, that was= 

P1 =So I all this support from them409 

410 

411 

412 

I Yeh 

P1 People that you think would say “You’re place is in the home”, they never saw it 

like that but across the way, at the State primary school, I was, you know, how 

dare you apply. It’s very interesting. 413 

414 

415 

416 

I Oh, I agree. 

P1 But that was the start, wasn’t it. When Women’s Lib. Anne Hercus. I remember 

[going  
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417 

418 

419 

420 

421 

422 

423 

424 

425 

426 

427 

428 

429 

430 

431 

432 

433 

434 

435 

I [Yes 

P1 to one of her meetings where she was talking about women’s rights, women’s 

everything, and because I was seen as so unusual, the um (local newspaper) or 

whatever it was  

I ((laugh)). 

P1 asked me to write an article and I wrote this article saying “Not all families are 

nuclear” which didn’t help my cause in (town). They probably saw me as ( ). 

I Yeh. And when we look at it in the light of family structures today, just 

P1 That’s right.  

I Yeh.  

P1 Yeh, its quite interesting. 

I The (.) the world has changed. 

P1 Yes, and I mean, when you think about it, how far we’ve come.. 

I Yes. Its interesting. 

P1 So, so it was all of those sorts of things [where  

I  [yeh 

P1 people were being a little bit critical and making you think “Well am I doing the 

right thing or not?” 

I Yes 

436 

437 

438 

439 

440 

441 

P1 and once you knew you were you were doing something that was good for you 

and your family and then just saying “Well I don’t care what other people think, 

I’m going to do this” and its worked out to be very good for me. Thank goodness 

I did. 

I It certainly has. Um, so looking back then we’ve gone through each of the 

schools and 
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P1 Well I haven’t told you, all I’ve really done is talked about (school first principal 

at). I haven’t really talked about (former school) under them. Um, that was where 

I 

442 

443 

knew that I wanted to be a principal as opposed to a teacher.  444 

445 

446 

447 

448 

449 

450 

I Right 

P1 And I suppose (first school) was the beginning of the journey in terms of 

principalship.  

I Yes 

P1 And also for me, it was also the beginning of where I stopped thinking that my 

career was built around the house. And actually, (.) it was going to be of benefit 

for all of us if I worked on my career, so that, it took me to there to work that out. 

Up until then I was resigning from things I quite liked and were going quite well 

for me so we could go off and do whatever it was (husband) wanted. 

451 

452 

453 

454 I Yeh, so some women, even today, they never get to that (.) realisation. 

455 

456 

457 

458 

459 

460 

461 

462 

P1 But I think we both, you know, we came to that together as a couple, um because 

when we were trying to get out of (town), we both wanted to leave. We felt that 

we had exhausted our um (.) you know our potential there, and um (.) I had 

applied for a principal’s job at the primary school and I wasn’t even interviewed. 

I was quite hurt by that. 

I In (town). 

P1 In (town). And um, the feedback I got well, what did I expect because A, I was a 

woman, and B, I was teaching at the Catholic school. I mean, so there were two 

you know. So I thought, well you know, I’m not, I cannot stay here because I 

cannot move 

463 

464 

465 I No. 
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P1 so I need to get back to (city). And (husband) was feeling a bit the same at the 

High School. He couldn’t see himself moving there, so he wanted another 

challenge, so we 

466 

467 

both said, well we’ll just apply, apply, apply  468 

469 

470 

471 

472 

473 

474 

475 

476 

477 

478 

479 

480 

481 

482 

483 

484 

485 

486 

I Yeh 

P1 and whoever gets their job first the other one will follow.  

I Yes 

P1 And I did. I got (school). 

I Okay. 

P1 And that was um, I’d been in a two teacher school and (school) was five (1) 

teachers, so off I went to there and (husband) eventually got (school).  

I Was did he just do relief teaching? 

P1 No, no, he um, oh it was really very interesting. I I got the job. Um (daughter) 

was seven. (Younger child) was four. I boarded in (town) for three nights a week. 

Quite a nice home and so I was there Mondays, Tuesdays and Thursday nights 

and then I’d commute back to (town). (Husband) was solo dad of the two 

children and still living in our house. 

I Oh, I see. 

P1 And still at the High School, and then we finally sold our house and bought one 

in (city). He was still in (town) because he never got the job. And um and we 

reversed this. He’d commute and he boarded in (town). 

I Right. 

487 

488 

489 

P1 and we bought a house in (city) and I had the girls fulltime and that was awful. I 

hate to say it but you were so busy. 

I ((laugh)). Yeh. 

 50



490 

491 

492 

493 

494 

495 

496 

497 

498 

499 

500 

501 

502 

503 

504 

P1 And then thankfully, (husband) got a job at (school). We did this for three terms 

we did that backwards and forwards and then in the fourth term he started at 

(school) and we were all together again. 

I Yeh. I mean, that’s really interesting just how you do it and the way you must 

have worked it out. 

P1 Yes. Well it worked though. It meant that we both got jobs 

I Yes 

P1 and um, and then for me its worked out really well because I went on to 

(institution) and then I went on to (previous school) and now I’ve gone on to 

(current school) but (husband) hasn’t,  

I No 

P1 because he’s still at (school) and he ((cough)) probably would quite like to have 

gone by now. 

I Yes, yeh, that’s the way it is. 

P1 That’s the way it is. 

505 

506 

507 

508 

509 

I Well (name), its just been fascinating [listening to you.  

P1  [Do you think you’ll be able to read all of 

that. 

I I’m sure. That will be perfect. 

P1 That (institution) certainly um, ( ) there. Makes you feel so old doesn’t it. 

((working out years)).  ’78, and that, that’s where I met these most interesting 

progressive, movers/shakers. People who thought outside the square. Its like you 

did in your, when you were doing um, work before you did before you became a 

DP. 

510 

511 

512 

513 

514 I Oh, in transition ( ). 
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515 

516 

517 

518 

519 

P1 Yes, it’s a similar thing isn’t it. You meet really interesting people. 

I Yes you do, and it takes you in directions that you never knew existed (before). 

P1 That’s right, that’s right. 

I So so our earliest things has been looking back to about ’75.  

P1 Yeh. 

520 

521 

522 

523 

524 

525 

526 

527 

528 

529 

530 

531 

532 

533 

534 

535 
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P1 No that’s excellent. Its really good and I mean, I didn’t say I was interested in the 

future but that down, (.1) can you crystal ball gaze? 

P1 Well I think (.) I’m saying that (current school) ((cough)) will be my last school. 

I Yeh. 

P1 So I now need to find a different (.) career really. 

I Yes. 

P1 I still think it will be in education 

I Yeh 

P1 and I think (.) you know I started that law degree last year, and I will pick it up 

next year and I think in about two years I might apply for study, you know a 

year’s study leave, fulltime, 

I Yes. 

P1 to see if I can really get my way through it 

I Yeh 

P1 and I think by the time I leave (school) I will have enough law units 

I Yes 

P1 to be able to say, um, that I can do something either in consultancy, or policy or 

ministry [or ERO or something. 

I  [Yes. I can see you heading there in those directions.  

P1 Yeh 
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541 

542 

543 
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557 
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P1 I I mean, just even in listening to you today that I know that from other 

discussions, you are quite analytical about (.) about issues and even about 

yourself. Yeh. And I think, I think you’d be really well suited to leading policy 

initiatives in the Ministry or ERO, or something like that. 

P1 Mm. 

I And it would make a huge difference to schools [and 

P1  [Well yes 

I And what happens to learning in the classrooms. 

P1 That’s what I would hope.  

I Yes. 

P1 And I do, I know enough about myself now to know that I’m, I don’t do well if 

I’m bored or I feel I am not moving,  

I No 

P1 So I’ve got= 

I =Your life history would tell us that. 

P1 Yeh, [so I kind of have to keep planning the next thing. 

I  [Yeh 

P1 that I’m planning for 

I Yeh 

P1 otherwise, I, I (2) just couldn’t stand it. 

I Well, thank you so much. 

P1 That’s alright. Good luck with it. 

I So we didn’t say anything about [mentors. 

P1  [So talking about mentors 

I Yes 
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566 

567 
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570 
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573 

574 

575 

P1 The the Sister somebody or other whose name I forget, but at the time she was in 

charge of Mercy Nuns who kind of came= 

I =We need to just note that there was a person like this 

P1 I hate using this word but they weren’t called that. The Superior of the 

I Yep= 

P1 =Mercy Order, I think in (region). 

I Yes. 

P1 Who basically said “You can be the next principal”. 

I Yeh. 

P1 And um [despite. 

I  [So she was very significant 
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588 

P1 Well she must have been actually 

I Yeh, yeh. 

P1 because that got me started. Back there. The other mentor that I think was 

(name),  especially in encouragement. Encouraging me to apply for the 

Fellowship. 

I Okay. 

P1 Because that was another. 

I It was like a turning point I remember you saying. 

P1 It was. (3) So that’s, say that everybody needs a bit of a helping hand. 

I I think we all do don’t we. 

P1 Yeh, and I think I got it there and I got it there. But with all the other things its 

been always in a contestable situation 

I That’s right. 
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590 

591 
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594 

P1 And that was still contestable and so was that, but there were two people who 

were actually= 

I =In quite influential positions 

P1 Yes, yes. 

I That were able to= 

P1 =Really good. 
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TRANSCRIPT  2a 

 
Interview 
Wednesday 24 October 2001 

 

I Interviewer 

P2 Principal 2 (Jo) 

 

1 

2 

3 

4 

5 

6 

7 

I So, when you started, what, what were you starting with? 

P2 The clear vision (.) I think. 

I Ok, Right O, so that would be your number 1? 

P2 Definitely. Yep= 

I =And so from the clear vision, what things come from that then? 

P2 I guess identifying where the school was at and in terms of where I wanted it to 

be from the vision and then trying to work out where to get from one to the 

other and that’s where a lot of the other skills of leadership I guess came in in 

order to make that happen but if I hadn't known where I was heading it would 

have been like going off on a trip without a roadmap, um, so 

8 

9 

that was important. 10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

I Yep. 

P2 I think (.) all my background became important in terms of trying to draw on 

every resource I could to help me then get to the thing and as a new principal 

um that’s you know, there have been times where I've thought well I don't know 

the answer to that and so you go out and you find, [um 

I  [And and where where 

would you go when you go to find? 

P2 Um, consult with other principals, um sometimes ring people who um I think 

might have dealt with that that problem elsewhere um sometimes to the um like 

it might be PPTA if its an employment issue or something like that, so, so again, 
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21 

22 

23 

24 

25 

26 

27 

28 

29 

30 

31 

32 

33 

34 

35 

trying to delve into the back of my mind and think well who might have the 

answers and that in itself is is a test sometimes too of not knowing where where 

you can get the answers from. 

I Yeh. You mentioned, so you've got your clear vision so probably if we were 

going to put a stickie down [we'd pop that at the top shall we? 

P2  [Yep, yep we would, yep= 

I =And we can move these around anyway 

P2 Mm Yep. 

I Now you mentioned about the road map. Is that the vision, and then you said 

something about the skills to implement [that vision. 

P2  [I think the road map is probably how 

to get there if the vision is the end point of where ((laugh)) I want to be. Um so 

its that, the things that enable you to make that that route that takes you through 

to your vision becoming a reality. 

I Mm 

36 

37 

38 

39 

40 

P2 Um, and I'm not, thats where I, the next one, there are so many important 

aspects that I don't know which one is the next most important. Um,  

I There might be several. 

P2 Yes, the the followship notion has got to be high 

I Yes 

P2 because you can't do it on your own and it doesn't matter how clear my vision is 

and where I'd like it to be, if it isn't where the rest of the school and the staff and 

the board are going, um then I'm not going to obviously get anywhere, so it 

41 

42 

is 

important that I can bring other people on board and so that, that has got to be 

an important one as well. 

43 

44 

45 
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60 
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62 
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64 

65 

I Well, it just even occurs to me, even, we could even work with this and it could 

be that you could put an arrow through from your clear vision to your 

followship if you want. 

P2 Yeh, and it’s a two way. 

I Okay 

P2 It’s a two way thing. 

I Yeh. I mean we might even work with this unless you want to do a double thing 

[and see how it looks. 

P2 [Well, I mean I don’t mind. 

I Yeh 

P2 And I guess in there, because the moment we're into a two way, then the 

communication has got to be an important one. Communicating my vision 

I Yep 

P2 Um, so my, me giving information, but also listening to what other people are 

saying= 

I =Well it might be that you could do an arrow with communication on it or 

something, [that could be  

P2  [Okay. And I think one of the things is not knowing (town) and not 

knowing the school,  

I Yep 

66 

67 

68 

69 

70 

P2 then there had to be a good bit of institutional knowledge and so one come back 

as well because I couldn't go off on a limb and I think that’s where the culture of 

the school's an important thing as [well. 

I  [Alright, Okay. 

P2 I'm not sure where you see that fitting on the diagram= 
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71 

72 

73 

74 

75 

I =Well you put it where you like, [its your diagram but I just even, yeh 

P2  [But um, 

I So its linked in isn't it. 

P2 Yeh, definitely, it goes round here too. 

I Mm 

76 

77 

78 

P2 Because part of (school) is the culture and the traditions 

I Yeh 

P2 and it would be at your own peril that you'd walk over those, um, so I I had to 

very quickly learn what that culture and what those traditions were and I guess 

having a background of not coming from a traditional single sex school, some of 

those traditions those were new to me 

79 

80 

81 

82 

83 

84 

85 

86 

I Right= 

P2 =um and the kind of teaching background I had and where I'd gone to school 

myself wasn't single sex and traditional girls' school so there was a real learning 

curve but equally I could see that in some ways, some of those traditions and 

that were also holding us back from where we were going and so there's been a 

matter of having to gently shape the culture and um adapt it. Not ride over it and 

ignore it but but just say well, you know, this has stood the test of time and its 

still suitable for the 21

87 

88 

st century but this is no longer applicable to this school 

and the clientele that we have now, um, so the communication and culture has 

yeh, it’s a two way thing as well so they're, they're key things. 

89 

90 

91 

92 I Yep. 

P2 Mm, where to next? Um (2) in terms of my own personal side, I think being a 

reasonably strong person has been important. Strong physically and mentally 

93 

94 
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and strong, able to make decisions and even when they weren't pleasant ones, 

um, stand by the fact that they 

95 

needed to be done 96 

97 

98 

99 

100 

101 

102 

103 

104 

105 

106 

107 

I Okay 

P2 so that one is important, um 

I Where would that come then if you were putting that down. 

P2 Well it’s a way of achieving this clear vision so I guess they are things that are 

all going to lead to this, [um, so personal strengths (.3)  

I  [Yep 

P2 are important, and I guess I mean the communication is a part of that personal 

strength as well 

I Mm 

P2 Um, so that it doesn't sound as thought its all um one sided and ((laugh)) hard 

decisions and that, the people skills and the mediation and working to get people 

on side is also, that’s another people one, um, which is really important, which 

all comes in here too. 
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117 
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119 

I Yep 

P2 So if I just leave it at the people skills and again the communication's part of 

that, um, cause there's no doubt when you come in and you’re a a change agent, 

and that’s what the boards indicated they want you to do, (.) it, there's 

automatically going to be opposition and so um you've got to get those people 

on side so ((laugh)) this is going to be a messy map. 

I No, that’s fine, that’s fine, that’s showing it [as it is. 

P2  [Because that’s, yeh, those those 

people skills is what's going to produce the followship 

I Yep 
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P2 Um and it varied, I mean some people came in straight away and said you 

know, we've got to change. Tell us what to do (name) and we'll do it, and others 

came and you could see they were watching on the side and thinking who's this 

new person and what's she going to do and dah dah dah, and gradually they 

came on board. 

120 

121 
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123 

Some, three and a half years later, are still (.) being dragged into 

the 21

124 

125 

126 

127 

128 

129 

130 

st century basically. 

I Yeh 

P2 So where they are at in terms of their careers and their age and how much longer 

they've got in teaching and their personalities and all of that means varying 

success= 

I =Yeh= 
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141 

142 

143 

144 

P2 =but as much as possible it was trying to work with people to bring as many on 

board as possible and then in turn, empowering others because I couldn’t do it 

all on my own 

I No, tell me about that, where would you put that then? 

P2 Mm (.) its part of the followship I think. Ah whether it feeds into that or comes 

out of that is the question really. Um, maybe for a start I'll put it down here (.4) 

and, I'll put delegating as well. To a certain extent they're linked but they are 

also quite quite separate. I mean, in terms of delegating can be just an offloading 

but it might not necessarily empower that person but I deliberately looked (.) 

around at staff that were on board with change and were comfortable and I 

could see were going to cooperate and kind of bought them into the circle in 

terms of where I wanted to go and knowing my vision, and gave them a role to 

play in that and because the culture in this school had been that that the 

principal and the DP operated separately and there were no committees and 
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169 

people weren't empowered to be part of the decision making, that was a whole 

new novelty and so a lot jumped at that opportunity. Um, and so they were good 

ones to actually kind of like ripples on a pond, spread the power so, so those 

things linked together and um, they certainly are part of the followship um and 

in turn of course come back to the vision, so that’s there. Um, I've mentioned 

change agent, I don't know whether it needs to be a separate heading or whether 

the whole thing really is about being a change agent, um 

I Your clear vision, that’s about change? 

P2 Yes. It was about change in this school. 

I Yes 

P2 And I think that was made clear even as early as my interview where the board 

said, you know, we've been a certain type of school with a certain type of 

curriculum and a certain type of principal and that we don’t see that as the 

future so they could have appointed a single sex, ex (three named schools) type 

principal but they looked at my background from a school um lower socio 

economic, co-ed, and one with strong transition programmes and um strong 

vocational programmes and that and said that’s the direction we need to go and 

we want someone who has some strengths in that area. 

I So in terms of your vision 

P2 Mm 

I it’s the board's vision also. 

P2 Yes it [was 

I  [And its tied up with you as the [person 

P2  [Yeh, yeh, definitely. 

I But you were willing to be a change agent= 
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188 

P2 =Yes= 

I =and that was seen as part of the vision in a way 

P2 Mm, yes it [was 

I  [so you could probably somehow tie it in there 

 somehow [tie it in there 

P2  [Feed that into there. Yes.  

I Yes 

P2 Oh I knew from the time moment I ah looked at the ad in the Gazette that 

anybody who took it on= 

I =Yeh= 

P2 =um, was in for (.) hard work and challenges and things were going to have to 

change because the previous situation had been disfunctional so yeh, that’s part 

(.) part of it. Um, I mean I guess it links through that one too because without 

others following you you're not going to become a change agent so (.) okay, if I 

go back to these personal strengths and people skills, um, I think the 

information and the knowledge has got to be part of it. 

I Yep 

P2 Because if I hadn't known what I knew I wouldn't have been able to achieve a 

lot of what I had so, so my background, both in terms of my own study and 

opportunities I'd been given in positions too you know, to do other things, 

professional development I'd had, committees I'd chaired, all of that had to be 

part of it, and I was, I mean I was quite fortunate that I'd probably had a good 

range of that. I mean, at at um, as a DP I'd done all the staffing, all the 

timetabling, so I knew all that side. Looked after all the personnel management 

side, um, I mean I'd come through a background of transition and Deans and 
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191 

192 

193 

194 
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careers so, that kind of pastoral care side I was strong in, um, in terms of being 

with in the (named association) travelling around and staying on marae and 

being involved with powhiri and that, the Maori perspective, I was quite 

comfortable with and again I'd been in two schools that that were strong in that 

and it was non existent here so I was building on a zero base. Um, I'd chaired 

Curriculum Committee in my previous school and had seen 

195 

196 

197 

198 

199 

that school through 

a complete new curriculum change. I'd been in the College of Ed. and been 

around advising so I'd been in and out of all different sized schools and worked 

with them so, so yeh, I mean all of those all come in. I'd done um,

200 

201 

202 

 some of the 

papers towards my education administration of course so I mean I'd read 

Sergiovanni and people like about leadership and culture and things so so I had 

a theoretical base (.) too and I'd done the Resource Management papers and that 

there so I could you know, add a bit of finance but that was an area where I 

hadn't done a terrible lot. 
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I Mm 

P2 Fortunately in my own personal life I'd done a lot of building  

I ((laugh)) 

P2 so when the Property Manager comes and tells me there's a hole in the soffit I 

know what he's talking [about. 

I  [I know what a soffit is too. 

P2  [Yeh ((laugh)) 

I  [Yeh 

P2 That’s right, whereas you see a lot of women in a lot of these positions wouldn't 

[have  

I [No 
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220 

221 

222 

223 

224 

225 

P2 but having built two [homes 

I  [I know what scotias are and all sorts too.  

P2 Precisely, so I was drawing on an enormous range of [background 

I  [Mm 

P2 information and [knowledge 

I  [Mm, Mm 

P2 that yes, you don't even begin to know that you need to know until you're faced 

with it ((laugh)) and and that it would be very easy for people to kind of pull the 

wool over your ear, eyes and con you and that if you 

226 

227 

didn't know 228 

229 

230 

231 

232 

I Mm 

P2 or you didn't have somebody in your senior management team who knew, and 

so, yeh, so all of that 

I Yep 
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P2 is all the personal things that I think come in 

I Yep 

P2 um that I, yes, I mean if you began to do PD for principals, heavens only knows 

when you'd start and finish because ((laugh)) 

I Probably never would finish. 

P2 No, you wouldn't and you'd only just begin to scratch the surface and it would 

all change on you. 

I That’s right. 

P2 Um (.) so, where did I have information and knowledge, yeh I have, I've circled 

that one. 

I Yep 
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P2 Um, in terms of people skills, I think that one links in with that so its really 

easy. I mean, one of the people skills is building the team 

I Yep 

P2 and and that was a real reality here where we had a disfunctional management 

team and and since I really I guess philosophically believe in equality, I wanted 

a flattened management structure so the idea that the DP was on a certain level 

and the AP was less, we, we completely changed that structure. 

I Mm 

P2 Um (.) so that now the AP and DP operate on the same level. We each have 

certain levels which we're responsible for, for pastoral care and for um 

discipline. We each have certain departments that we are responsible for so it’s 

a really flattened management structure. There had been no senior team 

meetings timetabled here in the past and how you operate as a team without 

communication is impossible so we actually timetabled those into the the 

working day to make sure that we do meet at least twice a week for an hour. 

Um, so that was all part I guess the vision tools, how we were going to operate 

and its part of these people skills, so 
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I So I'm wondering [that 

P2  [Does that link= 

I =That almost links from here too somehow [doesn't it 

264 

265 
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267 

P2  [Yes it does. Yes, it definitely does 

I Yeh 

P2 Yep, yep, yep. So under people skills we've actually got quite a few things [that 

are building in here 
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I  [So 

can we put team building and stuff do you [think  

P2  [Yep, yep. 

I as a linking concept there because (.) in a way that’s what you've talked about 

with the senior management team. 

P2 Certainly. But even in terms of creating new committee structures [like I've 

talked about, um, so it goes further 

I  [Ah, okay, 

yep 

P2 than just the senior management team. 

I Alright, yep. 

P2 Um, [so 

I  [That’s excellent 

P2 Yeh, there's a means of doing of doing these things, [use of getting the 

followship 

I  [Using people skills and= 

P2 =Yeh to put= 

I =And they are all linked as you [say 

P2  [Yeh they are. 

I Its like a circle almost [isn't it 

P2  [So now you can see why when I started to try and sort 

((laugh)) them out 

I Prioritise them 

P2 Yep 

I Yeh 
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307 

308 

309 

310 
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312 

313 

314 

P2 Um, I mean while we're on these I guess another people skill is being the being 

approachable. I run an open door policy 

I Yep 

P2 for all staff, um, and I know at times that’s a nightmare and my office staff tear 

their hair out um but I (.) you know it was really really important that I was 

accessible 

I Yes 

P2 because the previous principal hadn't been. Um, she had a closed door all the 

time and it was a formal appointment and I thought in order to (.) find out what 

was happening in my school and be in touch with them and that, I needed 

people to come and tell me things and so on, so, and and that’s where this one is 

really important because not only would they come to be but I had to come out 

there and be visible. 

I Okay 

P2 So that’s one I think where there needs to be a separate arrow 

I Yeh 

P2 because its visibility not just to the staff and the kids but to the community as 

well 

I Okay, yep 

P2 Um, so, whether its you know (.) shopping down town or whether its um 

watching a game of sport or attending PTA meetings or doing any of those, to 

be as visible, and it does mean that you're on duty 24 hours a day, but um, to 

show the leadership, then yeh, its part of the job. So, um, and and in terms of 

passing on all these people things, obviously if you're locked away in an office 

then you can't do that so, people had to see that I was out and actually knew 
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337 

338 
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341 

342 

what I was talking about and so on. Um (.2) which one's next (.3). In terms of 

personal strengths, probably sense of humour, an ability to keep things in in 

perspective and and to be realistic and practical and they'd all come in under 

these ones= 

I =Okay= 

P2 I don't think they're really separate ones [so 

I  [Are they= 

P2 =So that one is really, these are all personal strengths, [I mean 

I  [Okay, we could just do 

some arrows off there [or something 

P2  [Yes, yeh, yeh, we could. If we just remember that its 

things like (.) being realistic, practical, I mean there was, there was no way I 

was going to, you know, with the small resources of this school, turn it upside 

down overnight and at times the frustration and then be able to sit down and 

have a good laugh is important ((laugh)) to surviving. 

I ((laugh)) 

P2 Um, and this one here, goes with those people skills too. Being able to make a 

decision and stand by it, um 

I Yep 

P2 Um and very often I felt that I was being tested when staff came and said, dah 

dah dah dah dah, (name), what do you want us to do about it and yeh and if I 

hummed and haa'd around then you kind of lose a lot of ground and then when 

you do go out the front to say well you know, this is what I want us to do, then 

there's the question well does she really know, or you know, she wasn't able to 

make a decision on that, so, being able to think on your feet and and be pretty 
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363 

decisive and be able to follow through with it is really, was important, and I felt 

there were a number of times when staff could have gone elsewhere or other 

people could have made decisions but there was a testing initially of what will 

(name) do in this situation, what will she tell us to do. 

I And when you make those decisions 

P2 ((laugh)) you just hope like hell you've made the right one 

I Yeh, yeh, [yeh 

P2  [You do, yep, you do 

I And and they would be about a range of things? 

P2 Yes, yes, I mean, a a key one was the property supervisor who would kind of 

come and say you know, well so and so reports there is only 11 degree, its only 

11 degrees in her lab at the moment, [what do  

I  [Oh 

P2 you want me to do. And I'd say well why is it only 11 degrees? Oh well, we're 

trying to conserve fuel. Well is that really that important, and 11 degrees is 

pretty cold in that lab and I know (name) and she feels the cold and that. Oh 

well, I've been told I have to….you know, and you'd know he'd be saying to 

(name) when she moaned about the heat, oh well, I'll go to (name) and I'll come 

back and tell you what she says. And so, you know, yes, and I thought (name), 

you can make this decision really but you're here just 

I Yeh 

P2 And there were a multitude of little issues that I felt, I mean even the office staff 

would say, oh I don't know why they're bothering you about it and I said I do, 

its because they just want to see where I'm coming from and what, how I rank 

my priorities so my message back to (name) was, the kids and the teacher in that 
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classroom are most important and you know, if we need to turn the heating up 

and use a bit more coal at the moment, then do it. 

I Right 

P2 Yeh, and so yeh, and in the end he'd stop coming and then he'd just saying to 

me, oh I know we're trying to cut the fuel but you know, it was really cold down 

in the labs this morning so I turned the boiler up, and I'd say, fine (name), 

thanks for that. ((laugh)). 

I Excellent, yeh. 

P2 But they, yeh 

I And so when you when you made that decision, he knew why you were making 

it. 

P2 Yeh, yeh 

I Yeh, so your values [were and 

P2  [The background, yeh. And its really important to be 

consistent in the values you're portraying. I mean, you can't in one situation say 

well there's the kids and staff come first and then in another situation go, you 

know, completely off your rocker because they've spent a dollar or two on dah 

dah dah, so yes, and and I mean so that’s where I think having your vision and 

working out your priorities and knowing what's going to be important, 

I Mm 

P2 um, because obviously I mean this school was virtually bankrupt when we came 

in so we could only do certain things so it is a matter of of whose and what's 

most important and what can be left so 
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391 I So in a way that that’s linked to what your vision is [isn't it. 
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P2  [Yes, it is, it is, yeh, it is, 

so being decisive and you know following through, making the decision that are 

going to help your vision come into fruition is, yeh, that’s really important. So, 

we're getting through them. 

I We are, yeh 

P2 Um, the network I think is one of the team building and people people skills so 

it probably doesn't need a separate one, um 

I How, how might, who might you network with though that might not 

necessarily, because that was sort of internal team building and committee's 

there 

P2 Yes and to a certain extent its that way but its also= 

I =Visibility one [perhaps, is it linked to that or not. 

P2  [Yes, um, 

I No you've labelled 

P2 No, it isn't. Yeh, its more in the people skills. Um (.1) in here. 

I Okay 

P2 Because particularly in a community this size 

I Mm 

P2 you never know when you're talking to somebody or whether they are a 

potential parent, or or whether they you know have got an accounting 

background and they might be a good person for your next finance committee or 

((laugh)) or whatever 

I Yeh 

P2 and that’s why I've linked opportunist with the (unclear)  

I Yeh 
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P2 because again when you've got limited physical resources then you've really got 

to take every opportunity to um yeh to [do 

I  [Do people avoid you know round town 

((laugh)) 

P2 ((laugh)) Well yeh. In the past I don't think most people would have labelled me 

as a manipulator 

I No, not at all 

P2 but, ah, I know, I mean (name), (name) not so long ago kind of laughed and said 

oh I'm going to watch you because the way you manipulate things ((laugh)) and 

I think I've become like that. I mean, you do  

I Mm 

P2 when you're in a situation where the problem is immense and the resources are 

small and you've really got to get every value out of every dollar kind of, you 

do.  

I Yeh 

P2 You you start to use tactics that are slightly ((laugh)) underhand and yeh, but 

um, as I say, you know, I kind of, its almost the end justifies the means, um, I 

mean if its for the education of the girls in this school and the betterment of this 

school, then I think well 

I [You'll do it 

P2 [I can live, I can live with that, I have to live with that. 

I Yeh, yeh 

P2 And I mean, that’s what gets me through the hard decisions too, like I mean 

when I I've taken competency action against a couple of staff and I felt 

[immensely sorry for those staff. 441 
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I [Always tough yep 

P2 but on the other hand they weren't measuring up, they weren't delivering 

I No 

P2 and the education of the girls in their classes this year, but also the following 

years, was because in (city) they weren't going anywhere else 

I No 

P2 and so, yeh, I mean you could see that as all being an opportunist and things but 

it is also um you know, just having to have your vision again of of wanting to 

improve the lot for the kids and (.) yeh keep that in mind. 

I And being prepared to take the tough decisions. 

P2 And being prepared to take the, yeh, to take the, to make the hard decisions. 

Definitely and you know [and some of those are. 

I  [What were the outcomes incidentally. 

P2 Um, in the case of the first one, she, she went off on stress leave and fortunately 

through (name) on the (union) whose been brilliant, was convinced to take early 

retirement. Um, and with the second one who was more difficult because it was 

actually an HOD who wasn't performing and therefore the staff under him, and 

also the department, was suffering, we started the competency action and he ah 

went to (union) again and investigated what it meant for his superannuation and 

actually um decided to leave teaching and start up his own little business. 

I Mm, much [happier now too 

P2  [That’s been a, that’s been a, well, found out that the, in actual fact 

the blood pressure medication that he'd evidently been on for the last 7 or 8 or 9 

years had actually been causing a depression, and so yeh 

I Oh 

 74



P2 yeh, from, from out of this, because in order to take the early retirement and 

cash in his superannuation to buy the business he had to have a medical and out 

of that came, yeh, the information and so yes, he's feeling 

467 

468 

miles miles better 

because as I say, he's off this medication. 
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I Yeh 

P2 So, yeh 

I And if you hadn't been prepared to take a stand, um (.) that may have just been 

(.2) covered over [and  

P2  [Yep, that’s right. Well we'd have just dragged on and on and 

on and his performance would have dropped lower and lower so, but I, you 

know, that’s (.) that’s where also I guess your credibility and that comes in 

because other staff were standing back watching too  

I Yeh= 

P2 =and seeing and I mean some admire the strength, other of course are very um, 

yeh, um (.) critical I guess in terms of well look, look what (name's) done to 

those staff um and its easy to forget the effects on the kids when you become, 

you know, supportive of a fellow colleague and and I guess to a certain extent 

the ones who probably were most critical were those who could be in the next 

firing line ((laugh)) interestingly [enough. 
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I  [Oh yeh, right, yep 

P2 I mean the really competent staff who themselves had been saying why are we 

carrying these people were the ones who were probably most supportive of the 

action and said it had to happen. Why should we be carrying them, but yes, 

there's, I mean, so, it its really hard to create the followship and get the support 
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when you are also having to make some hard decisions that are impacting on 

people and so, yeh, you know, its lonely at the top I guess ((laugh)). 

I Yeh 

P2 So Um, Mm, the decisiveness and that is important. 

I But (unclear) very much by the particular vision that you've got for the students 

in the school 

P2 Mm 

I Yeh 

P2 I think if you don't have a vision, I mean I don't know how you'd succeed 

because you'd be swayed by all of those things and you'd you know, you'd be all 

at sea and um you've got to have something which keeps reminding you well 

why am I doing this and you know, I mean if you try to be popular well 

I Its not a popularity test 

P2 Its not a popularity test 

I No 

P2 and you can't be a strong leader if you allow others and their views to sway you 

from your direction that you're going. I mean obviously you need to listen and 

be a good communicator and if somebody, as (name)comes and says (name) 

you're way off beam with this. All the staff are up in arms. Well, you'd be a mug 

not to listen 
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I Yeh, has that happened? 

P2 No, no, I mean, they've, we've talked, virtually everything we've talked over 

before and we have predicted that some staff will be anti. Almost, predicted 

down to the person who it was going to be and they've reflected that back to me. 

I mean that’s their role to be out there and know what's going on and to let me 
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know, but no, it hasn't and its actually amazed me how some of the really hard 

decisions, how well the staff have taken it. 

516 

Far better than I believed it would 

have been taken in either of the two previous schools I've been in 
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I Yes 

P2 because the staff here knew, I mean we were on the verge of closing and they 

knew it was change 

I Yep 
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P2 or (.) run the risk of all losing their jobs. 

I Yes. So when the Board appointed you to be a change agent, staff were involved 

were they in your appointment at all? 

P2 The staff rep was on the board and I believe the staff had had an input in putting 

together the person specification so, yeh 

I So in a way (.) the person who has appointed you, they have had input as to the 

sort of person they were looking for. 

P2 Yeh 

I Yeh 

P2 And I mean the main things that seem to have come through is someone that 

was open and communicated well with the staff and kept them involved and so 

on as opposed to the closed door shop of the past, and so, yes, they've certainly 

got somebody ((laugh)) 

I Quite different 

P2 They probably see too much of me and hear too much of me ((laugh)). 

I I'm sure they'll be very happy. 

P2 Um (.2) so, we've covered that one haven't we. To a certain extent we've 

probably covered resourceful 
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I Yes we have. 

P2 in terms of networking and that too. 

I The resourceful, you just bring in the resource base [though of the school being  

P2  [Yes it is 

I limited and I'm just wondering whether that comes into leadership 

P2 It probably is important that you can manage resources. 

I Mm 

P2 Um, I've said resourceful because by that I mean that I'm taking too few 

resources and trying to get very ounce out of them, but certainly in terms of 

your staffing you, your actual dollars, your property, every, I mean what 

resources you've got, even your teaching staff in terms of putting the investment 

back in PD and I mean, even though we're short of money, (name) comes to me 

and says oh, so and so's come to me and wants leave for such and such, should I 

dock her pay and it, its always no 

I No 

P2 because I see that as an investment and goodwill with the staff is really 

important and I know they're working 
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jolly hard for this and so I kind of think 

you know, a few dollars given there gets back an 
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immense amount and again, 

that’s a personal philosophy 
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I Yeh 

P2 Um, but sometimes she'll look quite surprised and she'll say, oh you know, this 

is only a second cousin of (name's). I don't know that she needs to go to the 

funeral and I'll say, if she feels she needs to go (name) 

I Yes 
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P2 just let her go, you know. We'll get it back. So yeh, so that’s you know, there's a 

managing resources to the extent of trying to get every ounce out, but there's 

also a managing resources to get your best return 

I Yeh 

P2 and they're not necessarily the same, yeh. 

I No 

P2 So I guess in a lot of these things I work from the same philosophy as you 

would.  

I Yeh, I always remember. 

P2 People skills one 

I Right, and I remember (former principal), you know at (school) 

P2 Yes I do 

I She used to talk about, it was staffing, but it could be resources. She likened it 

to a tube of toothpaste ((laugh)) and she said squeeze it until you get the last 

little bit out 

P2 Yep, yep 

I There's nothing left 

P2 Yes 

I You know, you get everything you can and, yeh 

P2 Yes. Well, its. its um it was funny because I was having a similar conversation 

with the board the other day and I heard myself repeating (previous principal) 

and I thought, I didn't think I'd ever do that 

I ((laugh)) 

P2 but, one of our second year teachers has applied for a years leave next year [and 
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I  [Oh, 

I know the 

P2 somebody on the board said, oh you know, that’s the trouble with these young 

ones, you know, you appoint them and then you only get a couple of years out 

of them and they want to do their OE and that. Wouldn't you be better with 

someone whose a bit older and more settled, and I said, no, you wouldn't, 

because in the two years that they are here they give such an immense amount 

and you take what you can for those two years and you wish them well and they 

might come back 
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I That’s right 

P2 and if they don't, well, you know. And so, and I thought, that was (named 

previous principal) philosophy [that I learnt from 

I  [Oh it was, I know= 

P2 =that yes, that you try and bring in good staff. Know that if they're good they're 

going to go on to something else, but make the best of them while you've 
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got 

them. So, yes, so that’s where that whole background. I mean, it does 
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I Yeh 

P2 it does feed through. I guess you pick up the bits that fit with your own 

philosophy and discard the other bits but 

I Yeh 

P2 yeh, but all of those contribute. 

I Yeh. Actually, that’s really um, an interesting comment. Can you think of any 

bits that you have discarded? 

P2 I suppose the fact that I've discarded them means that I [can't so 

I  [Yeh 
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P2 Oh, not [really 

I  [No that’s alright. That’s fine. Its interesting though isn't it, that we 

hear ourselves saying things that sort of [become 

P2  [I think, although its not applicable for 

today, I think I was very fortunate that I came through with two really strong 

principals. I mean (name) was a superb principal and I think yeh, in my early 

days of teaching, his open door policy and his willingness to come and sit down 

with even as a young teacher in the staffroom at lunch time and chat about how 

things were going and that and I mean I make a conscious effort of getting 

around the staffroom at lunch time. Not 
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quite to the extent where the moment 

(name) sat next door to you you knew instantly he wanted something ((laugh)) 
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I ((laugh)) 

P2 but I think it is really important that I'm out there and that we can sit and have a 

good laugh together at lunch time and I'm must one of the staff 

I Yes 

P2 Um, and so that, yeh, I remember that. And I mean, there were a lot of strengths 

from (name) that I've brought through.  

I Yeh 

P2 Um equally I think it was good that I sat as a DP with a principal who wasn't 

strong and who was struggling because I learnt equally from that of not, of what 

not to do and particularly when you've gone into a school and followed a 

previously strong principal, you really have to bide your time and yeh, work 

with others to get the changes, or else you just get stonewall, and you don't get 

anywhere and I mean the ultimate with (name) was that she moved out on after 

only two years feeling very frustrated and that was a shame because I believe 
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now in her new school she's a superb principal with a different group of staff to 

work with so 

I Yes 

P2 you know, so you learn from I guess both the good, the good and the bad, um (.) 

but no I don't know if there's too much I've discarded. 

I It's there if you want to call on it [in situations, yeh 

P2  [Mm, I suppose 

I Yeh 

P2 By (.) by intuition probably rather than by actually by anything clear. We've just 

talked about the being in the staff, and mixing at lunch time and dah dah dah, 

along with the visibility, I felt went the credibility [and=  

I  [Right= 

P2 =I've talked about being put on the spot to make decisions and that’s testing our 

credibility. 

I Yes 

P2 One of the ways that I wanted to prove my credibility was actually as a, as a 

teacher so that I was an instructional leader and I know that, that some people 

have said oh, being a principal and teaching is not a good thing, but in the first 

couple of years, being out and being in the classroom and dealing with difficult 

kids, meant that the staff couldn't turn round to me when I was telling them that 

they needed to get their act together in the class and say well you don't know 

what its like because you don't know what its like to teach here, and I think it 

helped that I'd come from a school like (name) because when they said to me oh 

the kids aren't what they used to be and they used to come here and they used to 

sit down and you poured the information in their mouths and they never said 

657 

658 

659 

660 

661 

662 

663 

 82



664 

665 

666 

boo, and I'd say, these are just normal everyday kids, you don't know your 

lucky. 

I ((laugh)). 
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P2 ((laugh)). You know, and so there was a credibility with the staff in terms of my 

leadership ability in the actual teaching and curriculum area and I think a 

credibility with the kids here because (town) very, very conservative and I've 

watched as other new staff have come in and the kids sit back and they test them 

for the first wee while and when you win their respect you've got it for a 

lifetime, but they don't just give it willingly and freely and so being out there 

and actually teaching and working amongst them meant that they got to know 

me and I got to know them, [so 

I  [And do you still teach? 

P2 I don't. I've taught up until last year. This year instead of actually a class which 

meant marking and preparation, I do five studies instead. 

I Okay 

P2 And what that means is I'm actually out there in the classroom (.) putting the 

finger on them for study and telling them how important it is that their results 

are up but also it means that I'm seeing a cross section of kids without having 

the work and follow [up so 

I  [And its across different levels is it? 

P2 Yes it is. Multi level studies so yes (.) so 

I Okay 

P2 That’s actually very good and its also easier because I do have meetings and 

things like that and I felt a bit guilty when it was a School Cert (subject) class 

that you know quite often they had relievers in and I'd have to set relief, and 
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701 

particularly with doing international marketing and me being away for three 

weeks in a row, it was hard, but with study its easy to put a reliever in.  

I Yeh 

P2 Um and probably in some ways in terms of classroom management, the study 

class is probably the most difficult (.) in terms of having a good [work 

I  [Precisely 

P2 and the kids on [task 

I  [Yes 

P2 and being able to give them something to do if they arrived with nothing and are 

disrupting others and so on, so, yes, that’s what I do instead, but I am still out 

there and my study rooms tend to be all round the school just [wherever 

I  [Okay 

P2 there happens to be a room in that time, so it means that they never know, quite 

know where I'm going to pop up and say do up your tie, or ((laugh)) 702 

703 I That’s right 
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713 

P2 or all of that so, yeh, so I haven't, but certainly, you know, if a principal can get 

out, even if its only a couple of periods to do study, I think its really good 

I Right 

P2 in terms of establishing [yourself. 

I  [So we've got visibility, but credibility is almost= 

P2 =I think its another [one 

I  [Yes 

P2 that comes in with this clear vision because you're not going to achieve this 

unless you've actually got, so [all of these are 

I  [Its (unclear) talk really isn't it. 
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P2 Yep, totally, goes with your staff and your students so, um, and the other thing it 

helped me to do was to learn the kids. It's very hard to learn the names of kids 

[in= 

I [=I know, you're not teaching them= 

P2 =an office. Yeh. Um, but you know, but being out there. And it means that 

you've got that much more rapport when you meet parents and they say oh you 

know, I'm (student's name) mum but you won't know (name). Yes I do, she's in 

I Yep 

P2 Yep, you know. So, [um 

I  [Know quite a lot about her 

P2 Yeh. And I know that some principals don't actually put themselves regularly in 

but do day relief and that’s another [way  

I  [Right 

P2 that you're in and out cause that way you're covering for a whole variety of 

teachers and a whole variety, you actually get as I think (name) at (school) said 

to me once, you get a very good idea of how well your staff are setting their 

relief= 

I =Oh yes= 

P2 =and therefore how organised their programmes are= 

I =Yep= 

P2 =and so that’s, that’s another opportunity and I know that when (name) was 

away sick last term, I filled in for some (subject) classes with her and I always 

knew she was a superb teacher and the kids said, but the Relief that was left, and 

she was in hospital for two weeks, was just meticulous, and across her front 
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desk, every period's handouts were all there, all numbered in order and yep, you 

know that, yeh, so you 

738 

do need to be [out 739 

740 
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I  [Yeh 

P2 and about and visible and I think these two here you know= 

I =Yeh= 

P2 =are very closely linked. Um, the other ones, so we've used resources there 

because managing those is important. This being open minded and creative and 

thinking outside the square I think that, that’s an important (.) personal one as 

well. Um, because particularly, um in a school where there's been problems and 

that, I mean if you're thrown by things that suddenly jump out of the woodwork 

at you and you can't hide that, then people are watching your reaction. 
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I Mm 

P2 Um, and so yeh, you need to be able to kind of deal with with anything that just 

comes at you and stay calm and and um (.) I know a number of parents said to 

me, you know, well do you have a personal philosophy on lesbianism because 

you know, do you know there's two people in your senior team that probably 

are, and I said look, what I'm concerned about is what kind of teachers they are 

and how they perform as part of my senior management team, and what their 

sexual orientation is is not my high priority at the moment.  

I Yep 

P2 So my own personal feelings (.) are irrelevant. I'm a principal and I've got to 

make the staff I've got work in the best way possible for the kids here, but I 

mean, there've been lots of times when parents in particular have come to me 

with things and I've thought well you know, I can't be judgmental, I can't be 

seen to be judgemental. I've just got to sit here, take this with an absolutely 762 
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blank face and smile sweetly and say oh well, that’s all very, that’s very nice, 

yeh, and keep in mind, what am I here for. Am I here to to um buy into small 

town petty mindedness, no I'm not. But also in terms of of ideas from the staff 

and that, I mean there are times when we've looked at solutions for things and 

some of the staff have come up with really 
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way out things and later on I've gone 

away and though about it, and I've thought well, you know, that wouldn't work 

but that’s, that would really lead to such and such= 
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I =Yeh= 

P2 =and so yeh, if you're not open minded and receptive and sometimes its you, 

you know your beginning teacher or whatever= 

I =Yeh= 

P2 =that will throw up a really good idea that nobody else=  

I =That’s right= 

P2 =might have thought of so, so being prepared, and I guess that’s managing your 

resources too. But ideas that come out of the woodwork are resourced just like 

anything else. 

I Yeh 

P2 Yeh, so being kind of receptive but, so I don't know whether that’s a separate 

one or whether its just part of this personal strength that you need [to be 

I  [Its probably 

part of the personal strength= 

P2 =not easily shocked. 

I No, so with open minded, we've got receptiveness to new ideas which is a little 

bit different, to the [side of it 

P2  [Yeh, it is 

 87



788 

789 

790 

791 

792 

793 

794 

795 

796 

797 

798 

799 

800 

801 

802 

803 

804 

805 

806 

807 

808 

809 

810 

811 

812 

I But also, quite unflappable I would think. 

P2 Yes, yeh, yeh, [which is this whole thing keeping it in perspective and being 

able to laugh and you 

I  [and that comes back to the, yeh. Oh that’s really great. 

P2 So there's definitely the people skills there, are really strong, I mean they all link 

through really. And I guess that’s the kind of person I am, a people person. 

I Yep, yeh. 

P2 But you do need a base of knowledge to operate from, um, and I, yeh, hopefully 

said to you that that knowledge is really wide, yeh. 

I And what drives you, is what? What makes the job worthwhile? 

P2 The pleasure from seeing the kids getting a good education. Achieving well, 

seeing them trotting the stage every Wednesday at assembly having done really 

well at this and really well at that. Um, but also seeing kids um, a lot of kids I 

guess improve, because for many of them it isn't an academic thing at all, its just 

that they, they learn to accept the miserable home situation they're in and they're 

empowered to do something about it and can see a slightly brighter future at the 

end of the tunnel, so, I mean even if we help them to develop some social skills 

or something that will stand them in stead for what's out there, so, yeh, the kids. 

There's a certain amount of challenge in taking a school that you know is down, 

and yeh, you know, working to see the school as a whole improve because it’s a 

good school and its got a great history and reputation. It fulfils a real need in 

this community for a state single sex education and you know, I think that a lot 

of girls flourish in this kind of environment so I would hate to see it closed and 

so any energies I put in [is yeh. 

I  [Yeh 
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830 

831 

832 

833 

P2 A personal um I suppose personality that says I hate to be beaten 

I Good 

P2 ((laugh)) um, yeh, so, all of those, but a reality is that its probably the only, the 

kind of job you can only do for a short period of time before it burns you out 

because there are just so many obstacles um for small schools anywhere, not 

just this particular one, but 

I No. What are some of the obstacles? 

P2 Resourcing is the number one. Trying to give a full range of curriculum and a 

full range of services to the kids as they would deserve if they were in a big 

school in the middle of the city with so few staff and so little money to do it and 

so the staff here just wear so many caps. You know, many of them are, if I take 

my head of social sciences – she's the head of social sciences, she's the teacher 

in charge of social studies and teaches in that area, she's the head of commerce 

and teaches economics and accounting, um, as well as overseeing under social 

sciences the teacher in charge of geography and history and tourism.  She does 

all of that. She's the staff rep on the board. She takes softball. She stage 

manages for the major production, I mean, yeh, just go on and on because in the 

staff of 26, trying to offer full curriculum, you just do not have the luxury of 

specialist people who can sit in their own area and do one little job and so staff 

burnout across the board is a real concern and if the staff don't voluntarily take 

on those extra roles, then knowing that the opportunities for the kids are not 

there and that’s why the staff do it and they put in immense amount of time. 834 

835 

836 

837 

I And, and you've mentioned some things about the staff. How do you ensure that 

they do keep going because just as you say, there's only a limited time that you 

can be principal of a particular school?  
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840 
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846 
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849 

850 

P2 The number one would be generating our own income so we can actually feed 

back into staff. When we restructured the curriculum and we went to 30 periods 

instead of 25, we, we guaranteed every staff member four non contacts  

I Mm 

P2 and its interesting that PPTA are out there at the moment campaigning for less  

three for next year in a number of schools and the way we've done that is to pay 

for staffing not out of Op grant because the Op grant doesn't go far, but out of 

locally generated funds and the international students are doing that and I mean 

that, there were no international students here when I arrived three and a half 

years ago so that’s meant a massive energy into producing promotional material, 

um, producing kind of souvenirs that I can take overseas and me personally 

travelling. Um and last year I was away twice, and I tried to aim it over my 

holidays so that I'm out of the school as little as possible, but it means that, yeh, 

there's an immense amount of personal time cause you, you know, when you're 

away for three weeks that’s 

851 

852 

853 

854 

855 

856 

857 

I Very wearying 

P2 of course it is, its seven days and people kind of think oh, you, (name) having 

another holiday, oh, if ever. [Yes. 

I  [Oh no. 

P2 and its lonely in hotel rooms and coping with languages that are not your own 

and that, but on the other hand, we have gone from none to 20 international 

students. 

858 

859 

860 

861 

862 

I That’s fantastic. If you had to um put a source on how you acquired either the 

beliefs or the skills that you've listed as being important for leadership, would 

you um be able to do that for me. 
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P2 Well I think some of the personal ones would would be inherited and I guess 

values picked up from um from family um at a young age, um, encouragement 

and so on. Obviously some of them are picked up as you go through just with 

life experiences like property, I mean having built our own home and that, that’s 

an obvious source for information on that. A husband working in computing has 

meant that I'm very ICT competent and confident there. Um, but some I've taken 

um by rubbing shoulders with professional people as I've gone through. I mean 

principals and department heads and things that I've worked under have passed 

down certain skills and knowledge and values that, that I've taken on board. 

Others I've rejected as not, you know, sitting happily with me. Some of its 

through professional study. I mean, having had reading and um worked towards 

the education administration um papers and so on, so that, that’s been important. 

And even in terms of doing those papers, discussing with other people doing the 

papers at the same time and picking up other peoples views which you perhaps 

wouldn't get if you were just getting the material and writing the essays by 

yourself, so that professional dialogue and reflecting. Um, working with the 

College of Education and um going around schools advising and so on, gave me 

new perspectives, particularly of other sized schools and the problems that you 

deal with in those, like very small schools because I've only actually ever taught 

in big city schools before I came here. So all of those things really mingle 

together. Its hard to say that any one is more important than the other. 
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TRANSCRIPT  2b 

 
Interview 
Tuesday 30 October 2001 

 

I Interviewer 

P2 Principal 2 (Jo) 

 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

I This activity is really um you thinking quite specifically about the sources of 

influence on your professional practice. 

P2 Mm. In some ways its hard because my professional practice and my personal 

(.) philosophy and values and that are so intermingled that its really hard to 

separate the two. If you, if you spoke to my parents they would tell you stories 

of me as a three or four year old with my dolls all lined up along and a 

blackboard out the front and a chalk teaching them from, from that early age. So 

where other kids might have been practising nursing skills, say bandaging them 

up, I was teaching and they said that I had an affinity with other kids because 

you know I'd invariable gather around me groups of kids who were younger 

than me. I'd be organising them, so ((laugh)) I, I obviously inherited an affinity 

to younger, to work with younger ones and that. 

I Yeh= 

P2 =Um, going back even further, I mean I had a mother who really valued reading 

and I guess, thanks to her, I mean I was read to from a very very early age, 

taken to the library you know as a little tot um and also brought up to believe 

that educating girls and so on was just as important as boys and she'd had an 

ambition to be a teacher herself and and probably had a lot of the skills that 

would have made a very good teacher but her father had died and for that reason 

she'd had to go out working at an early age to help support the family, so she 

 92



was really really keen that if I had an inclination towards education to do any 21 

22 

23 

24 

career that the support would be there and so I think you know, in terms of 

value and equality for girls and women and so on, that was part of my basic 

upbringing. It was never education was just for boys but I know in a lot of 

families at that time that was still the thinking and occasionally my father used 

to say to her, you know, "What's the use of paying all this money for her to go 

to university" and so on, "she'll just get married and have children" but Mum 

was a really strong influence there but where, where's the natural inclination is a 

three or four year old to line kids up and try and teach them, I mean it can only 

be inherited really because I was doing that before I'd actually gone to school 

and really known what school was like. 
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45 

I And that influence of your mother as you [said 

P2  [Mm 

I Yes, even with your father, um, making a comment that your mother would 

P2 Yeh= 

I =Yeh, that was quite common, I mean 

P2 Oh, totally, yep 

I Why did you need to be educated. 

P2 Well I think because, especially because in that generation I mean neither of 

them had come through. Dad hadn't had any secondary education at all. He had 

left primary school and gone to work on the family farm, so there was no need 

for education for him 

I No, no 

P2 and although Mum had this desire to go teaching, I mean she only had a year or 

two at secondary school before she had to leave so there was no tertiary and no 
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46 

47 

48 

49 

university experience at all. Um, I guess the thing that I haven't really accredited 

them with, except for the reading side, is, I mean obviously I inherited a 

reasonably good intelligence from somewhere ((laugh)). 

P2 Um, and I was I guess because I was on a farm situation and they were both 

busy and I was, there was five and a half years back to my younger brother so I 

was at school by the time he was born. I was an only child really 

50 

51 

52 

53 

54 

55 

56 

57 

58 

59 

60 
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62 
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64 

65 

66 

67 

68 

69 

I Mm 

P2 but while they were working in glasshouses and things, I mean I was left to 

entertain myself and so you know, I became very independent, a strong personal 

reader cause there was no TV and computers in those days to distract me, so you 

know, I would sit for hours and hours and hours just entertaining myself and 

reading and you know, reading and that’s why several times a week we'd be off 

to the library to get more books and so on. So I guess the living environment I 

that was in meant that I I did become very independent and kind of strong and 

able to organise my own time and entertain myself and all of that. 

I Yeh= 

P2 =Um, whereas if I'd been in a you know in a family with a lot of children or 

living in a neighbourhood where there were a lot of other children, I might have 

learnt different skills from from that. 

I Yes, yes. 

P2 So, so 'only children' in that respect, um, you know, do have different dynamics 

happening in their life. It was a household also where my grandparents were 

living so I [was 

I  [Oh 
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P2 being brought up in a home where there were four adults and they said you 

know that I was very grown up. Very good vocabulary of communicating with 

adults all the time by the time I went to school. 

 Both primary school situations were really positive. I mean, I don't remember 

looking back and having any negative thoughts about 

I No 

P2 um but again I guess the leadership thing kept coming through. I mean I was 

very often the class monitor, the class librarian. I was the person that when the 

teacher left the room they'd say "(name), look after…", ((laugh)) so, I mean the 

recognition of  

I Mm 

P2 my leadership there was, was there. And ultimately, and I mean (school) was 

quite a traditional school I guess in terms of a primary school, but they had a 

Dux at the end of year 8, Form II, and they had prefects, two girls and two boys 

in year 8, and I was the head prefect there and I was the Dux so by the time I 

left primary [school 

I  [Mm, Mm 

P2 I mean, you know, in terms of having some confidence that I was, was you 

know, right up there, um I certainly had that which meant by the time I went to 

secondary school I was probably feeling fairly confident about my own ability. 

I Mm 

91 

92 

93 

94 

P2 But that, that was a really big experience because despite all that, I was actually 

a very quiet person. You'll find that hard to ((laugh)) believe. 

I Oh, yes. 

P2 ((laugh)) Extremely quite. I mean that only child aspect had meant that [I 
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I  [And a 

rural thing as well, I mean 

P2 Yeh, yeh, yeh. I mean I wasn't a loud sociable, partying, kind of kid. I guess 

there was a quiet confidence is what you'd say. 

I Yeh, an inner strength. 

P2 Yes, an inner strength I think that had come right through. 

I Yes 

P2 And of course to be in a High School at that stage where the principal and DP 

and senior mistress still pranced around the school with their black academic 

gowns and I'd had no experience with university [or, I mean that to me 

I  [No 

P2 was just oh you know ((laugh)), they were so up there. And I think also it was 

probably my first contact with how other people lived in terms of going into a 

school where there were lots of kids from state housing areas and that that were 

pretty rough and because, we, we'd been in a reasonably privileged area where 109 

110 

111 

112 

113 

114 

115 

116 

117 

118 

119 

I Mm= 

P2 =Okay, the kids mightn't have been really wealthy but you know they were 

reasonably all well cared for and most of them had two parents so it had been 

quite a sheltered environment and you know for me, I mean family was was 

important and I mean, with Dad being the youngest of a family of seven, so all 

my aunts and uncles and 26 cousins and that around, family was quite 

important,  

I Mm 

P2 and so, to, it was perhaps my first glimpse at you know, the worst of the state 

housing areas coming out of parts of there like, around (school) which there  
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P2 well what a nerve wrecking experience. Um, so yes, going to (school) I guess 

was a, was a big thing and fortunately I settled in there like a duck to water 

((laugh)) as well. Um, probably one of the biggest influences in that first year 

was a guy (name) who taught me for science. Interestingly enough, he went off 

from (school) and was one of the founding people for (school) so he was quite a 

strong 

I Oh= 

P2 =religious guy and he was my form teacher in year 9.  But he was also doing 

some kind of research on accelerated learning stuff and I remember him actually 

contacting, because we didn't have a phone in those days, so he actually came 

around to visit my parents and explained that he was doing this kind of research 

and that there were some kids that he would like to put through some special 

testing programmes and he, he wanted me to do it and so he kind of picked, did 

this testing with me and then picked up and fed quite a lot of extension stuff 

through and I think, I mean looking back now, at the time it didn't mean a lot to 

me, but he was he was probably working well ahead of where they were at the 

time and I mean we were IQ tested and had to do all these different, I mean 

(Otis) and all kinds of tests as – when I look back and think well that’s what he 

was starting to use and play around with.= 

I =Yes 

P2 And so, he really in a, took on a mentoring role and really started to say you 

know, you are right up at the top there in the academic area, you need to kind of 

set your goals high, you know, there's, don't put yourself down. 

141 

142 

143 I Great 
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P2 You can really do anything you want to do, because they kind of said oh you 

know, what did I want to do, and I said I want to be a primary school teacher I 

think. I mean, that’s what I always wanted to do, and I think he was kind of 

saying, because at that stage you'd go off to primary school without going to 

university, I mean,  

I [That’s right 

P2 [You know, that was the days when primary training would have been, and what 

he was really saying was you know, primary training is not aiming high enough  

I No 

P2 and so, and they, there was about oh about eight or so of us that they, that they 

monitored through that year and as I say, we were fed extra extension. 154 

155 I Mm 

P2 I mean, just by being 3B1 I already had two languages. I mean, we had no 

choice. You had to do French and you had to do Latin and so on, so, I mean, 

there's no doubt (school) was a strong influence because if I hadn't got in there, 

if I'd gone to (school) (.) and perhaps not been pushed in an academic line, not 

fed back the information which built my confidence to believe that I might be 

this solo child from a hick school out in the country kind of, that you can do it, 

then I mean, I may have settled for a lot less than I'd been capable of doing. So 

(school) would have to feature as um as a major factor and as I say, its number 

one getting 
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163 

in there from way out of zone and secondly, ending up in the right 

form class with someone who was, who was pushing and so on. 
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168 

I That significant other of a, of a teacher, its such a powerful person. 

P2 Oh yeh (.) and I think particularly in those days when education for girls and 

family experiences of university weren't there 
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I No, they weren't 

P2 I mean, if someone had told me that I wasn't able to do it and I should never 

think about university, I'd have believed them.= 

I =I agree 

P2 And I mean, they could have altered the whole pattern of my life because 

I That’s right 

P2 because my parents didn't know enough 

I No 

P2 about it. They'd never experienced it, so they could not be a direct influence, so 

it needed, yeh. And, and I mean, you know, it just shows the power that teachers 

can have if they actually touch personally. In year 11, 5th form at (school), 

another major factor came into my world, life. A guy called (name) and he 

became principal at (school) later, and (name) was head of history at um at 

(school), and once again, if you were in the top stream 5B1, you weren't allowed 

to do geography, that was for the no hopers. You had to do history and you had 

to keep your languages on, I mean the (unclear) of kids choice, and for some 

reason (name) (.1) saw some kind of potential in the history area for me. Poor 

guy, he got very disillusioned later but ((laugh)) and he was writing a book. He 

wrote a book which was the new history School Cert syllabus at that stage and 

he chose to use me as the guinea pig and (.) as he wrote the chapters he used to 

give them out to me and say "(name), can you take that home and read it 

through at the weekend and I'll talk to you about it one night next week and" 

you know, "I want to know if you think that the level that its pitched at is fine. 

What you're picking up and come back to me with questions" and dah dah dah.  

188 

189 

190 

191 

192 

193 I Yeh 
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P2 And at the same time, because he was the head of history and social studies, he 

kind of looked after the book room area and so he said oh you know, he was 

looking for somebody who would come in as a kind of a monitor and look after 

that area and file books and dah dah dah. And you know, did I have a friend that 

I'd like to do it with? So, I did have a friend and so that became our area and I 

mean, looking back, he set it up as a kind of common room for us. I mean we 

had a jug and a toaster and all kinds ((laugh)) and so I formed a really close 

affinity with this guy. I mean, looking back, it probably these days might have 

even been seen as a dangerous affinity. I mean in terms of, I spent an enormous 

amount of his time. He was a 

194 

195 

196 

197 

198 

199 

200 

201 

202 

respectable married man, three kids at the time. In 

fact I mean, I quite often used to um go and baby-sit for the kids. He was an 

Elder at (name of Church). I mean there was nothing untoward about it at all, 

203 

204 

205 

206 

207 

208 

209 

210 

211 

I No 

P2 but for some reason, he kind of saw a kindred spirit  

I Yes 

P2 and (.) well that year I got 98% in School Cert history ((laugh)). That does 

surprise you doesn't it. 

I Fabulous, yes. 

P2 I mean, that’s a relationship with one teacher, again. I mean, you know, it was 

just. And he did, and I mean in the acknowledgment for that book when he 

published it, he actually said you know, acknowledgment to.  If I went back and 

acknowledged people then (name) would 

212 

213 

214 

have to have been a really strong, and 

the same encouragement there. Um the following year I decided that I'd keep 

the history but that I'd pick up geography because I was definitely that way (.) 

so into my life came (name). 

215 

216 

217 

218 
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219 

220 

221 

222 

223 

I Oh yes= 

P2 =newly appointed as head of social studies to replace (name).  I mean, looking 

back, there were lots of things about (name) I don't like. Don't like to this day 

I Mm 

P2 but he was a passionate (subject) and so they, that really sealed where my 

subjects went and that year I had an exceptionally good English teacher, (name). 224 

225 

226 

227 

228 

229 

I Oh yeh 

P2 And so, you know, it, before I went any further, I knew instantly what three 

subject's I'd be going on to university with. I mean it was English, History, 

Geography [and  

I  [Yes 

P2 and it was led solely by the fact that I had really three excellent teachers and of 

course the moment you've got a good teacher you do well and I guess it 

becomes a self fulfilling prophecy, that what you do well at you, you pursue. To 

the end of the six, fifth form, there isn't any leadership and then by the sixth 

form I was selected a prefect and (school) was very traditional in term so you 

know, dozen prefects in the sixth form and a dozen in the seventh form and so 

on. Now (.) they were chosen by the staff and I remember that when I was 

selected I was really surprised because I had imagined that it was a, that 

popularity amongst the kids and leadership in sports and things like that would 

have been a factor and I wouldn't have seen myself as a highly social, popular 

person in that respect. I mean, got on with everybody. You know, non 

confrontational, you know, fitted in with everybody. Could drift from one group 

to the next at lunch time and that, but not a particularly strong person and so I 

remember going home and and saying, um to Mum and Dad at home that I was 
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240 

241 

242 

243 
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264 
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268 

really quite surprised that I'd been selected as prefect, but as I say, they 

obviously saw something.  

I Yeh 

P2 And as a prefect, we had different responsibilities and I remember, I, um, there 

was a, (name) had a committee that kind of raised funds for overseas. Don't 

know, kind of a charity type [club. 

I  [Oh Yes 

P2 and I can remember him coming in shoulder tapping me asking me if I would 

chair that student committee and so on, so, as I say, other people were obviously 

seeing things, but, in terms of seeing my own leadership and having confidence 

that I'd do it, no, there wasn't really anything. 

I But you had opportunities to do things, [like the resource 

P2  [Oh, yeh 

I side of fundraising and, [yeh 

P2  [Yeh, they, there were definitely opportunities and I 

guess, you know, the leadership from being the prefect and then the head girl 

and the head boy were selected from, by a a joint students, the other prefects 

voted and the staff had a vote, and from there the head girl again. Um, and so, 

yeh, they were I guess building my my strengths in terms of leadership by 

acknowledging that I had it, but I didn't really see it in [myself 

I  [No 

P2 and I don't know where it came from ((laugh)) except Mum would tell you I'd 

probably always liked my own way ((laugh)) so 

I It was something very strong within you. 

P2 Yeh, obviously that other people could see [if I couldn't see myself. 
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I  [That’s right, yeh. 

P2 Um (.) yeh, so I mean, being head prefect obviously gave me lots of skills. I 

mean in terms of public speaking because I mean you had to (.) whereas (name) 

starts our, our assembly, when I was at (school), the head girl and boy 

I That’s right 

P2 started the assembly but were the ones that were expected to go in and make 

them quiet and stand them [up 

I  [Everything, ran the school (back then)= 

P2 =Yeh, we did, we did. We did gate duty, yeh, yeh, I mean, we did. And so, I 

mean being selected as a head girl like that, gave you enormous, and in those 

days there was a network of head prefects from all the schools who met in (city) 

and I don't know that they still do that, so it gave me the opportunity to mix with 

senior leaders in other schools and I mean we would discuss issues and so on. 

Um, it, it put you into things like I mean, the the mock United Nations type 

convention, and all of that 

I That’s right, yeh, yep. 

P2 so the ability to actually stand up and publicly speak and so on was really 

important. (.1) Somewhere through there the speaking ability came. I mean, I I, 

I've got my prizes back right from primary school, almost every year from 

speech competition. Never had any formal training. 

I No= 

P2 =Never went to speech or drama or anything. But just the ability to write and 

deliver a speech. Don't ask me where that came from, and it still stands me in 

very good stead. I mean, yeh, in terms of, it doesn't worry me to go and speak, I 

mean. You know, it doesn't matter who the group is 
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I That’s right 

P2 I just stand up and I mean (two names) often say you know, you don't bother 

with notes and I don't really have to. I mean, I formalise in my head the concept 

of what I'm going to say. Perhaps have some key words, but yeh, I just speak to 

it, so somewhere I inherited an ability to public speak ((laugh)). I can remember 

um (name) the AP having all the girl prefects round to her place one Saturday 

afternoon for you know English afternoon teas, scones and cream and things 

like that and I mean (.) we had a regular, I had a regular meeting as the head girl 

with her 

I Yes 

P2 Um, every week and she was kind of a mentor too in terms of that role and I 

mean you know (.) senior women in a school. There's no doubt, having that role, 

just like being selected into (school) was important, then having that role of 

head prefect 

I Yep 

P2 and Dux again, so I mean, again the academic side being um, being absolutely 

you know kind of reinforced there, so yeh, that’s (school). Off to university, 

mm, there's nothing really particularly at university that stands out in my mind. 

No particular. I mean, I was just one of the masses. Didn't get involved in 

student politics. I was there on a studentship. I had already made my 

commitment to teaching so you know, I knew which career I was heading for. 

Ah, and so, no the university, my university years are, yeh, I can't say I 

particularly enjoyed university. I mean, I got through it because it was a means 

to an end.  
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 So university really went by and it was a means to an end and then off to um, 

the College of Ed. And again, actually the opposite of leadership really. I think, 

looking back, that was the year I was married, so and we were building a new 

house, so I was kind of balancing College. We were 

318 
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320 

absolutely rock poor. I 

mean, we didn't have a motor vehicle and so I can remember the first, we were 

married in the May and our house wasn't ready. It was meant to have been. So 

Mum and Dad lent us a caravan and we were in the camping ground by (place) 

when I was at the (institution) and then when I went on to section at (school), 

Dad had to come and they towed the caravan ((laugh)) across to (camping 

ground) so I could get the bus ((laugh)) 
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I ((laugh)) 

P2 ((laugh)) Going to (school) from the caravan. I mean, in between, you know, it 

was juggling going up to the house at night and trying to choose colours and and 

things like that. (husband) was trying to break the section in, and I remember 

going home ((laugh)) from (school) one day on section with a mile of work to 

do because I had several lessons to teach the next day and finding that the 

sewing machine that I'd left out in the awning where I'd been sewing drapes for 

when we moved in, had floated away because there was a flood ((laugh)) 

through (camping ground). 
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I Oh no 

P2 And the sewing, Mum's sewing machine was soaking wet and so on. It took her 

ages to forgive me for what I'd done to her lovely sewing machine. 

I Oh dear ((laugh)). 

P2 Yeh, so as I say, they were times of you know, there were so many conflicting 

pulls of trying to get houses built, and being newly married and being out on 
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section and so on, and I must say, like a lot of people going through College, I 

mean, I kind of went through and the sections were where I did the learning 

thing and I enjoyed those. And of course in those days it was the October 

Gazette's kind of you know, the big thing, and there was a job back at (school), 

there was a job at (school), there was a job at (school) and there was a job at 

(school). I applied for all of them and I got interviewed for all of them. Then I 

went over to (school) and it was an interview with, of course with (name) 

 So I was in this dilemma that I had all of these jobs and I I weighed it up and I 

went home to (husband) and I said well, when the, when the telegrams arrive 

I've decided which job I'm going to take. And he said, "Oh, you're going to take 

(school)". I said "No". And he said "Oh, so you're going to go to (school) 

because you've got to know the staff". "No I'm not". And he said "Well where 

you're going to go?" And I said "I'm going to go to (school)". He said "Why on 

earth, you know nothing about (school). You're only there for half an hour for 

an interview. Why on earth are you going there?" And I said "Because, there's 

just something about (principal) and I just warmed to him and that school and 

that’s where I want to go." Yeh, and so I've never underestimated the kind of 

impression that a principal can have in an interview situation like that and the 

way he talked about his school and was obviously so proud of what he wanted 

to do and his philosophy in terms of what the kids were like and what he wanted 

to achieve and what he was looking for in a young teacher and, yeh, just just the 

total impression. I mean, I came out feeling as though I had known this guy for 

years, um, and that yeh, that, that I'd be, you know, my career would be kind of 

in good hands working for this person. 

I Yeh= 
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P2 =That he wasn't somebody who was going to you know, use me, or abuse me or 

that I couldn't go to if I had any problems or whatever. So, I mean I suppose the 

fact that h was, you know, he was an older guy, um, so there was kind of a 

fatherly figure there in some ways, but then, there was with (name) too because 

they were all of the same generation. I mean, yeh, I mean to me I guess I've 

always had that view that that the tone of a school and the culture and that are 

set by the principal and if there's something about the principal you don't like 

then you're not going to really be happy in the school underneath.  But no, I 

mean, it its solely due to (name) that I went to (school). 

I Yep 

P2 Solely due to (name). There was no other influence. 

I No 

P2 He didn't show me around the school. You know, I didn't know anything about 

any of the kids there or anything= 

I =No= 

P2 =It was just blind faith really 

I Yes it was 

P2 That this is a guy that I would like to work with. You know. He was coming 

from where I'm coming [from. 

I  [Quite charasmatic, that warmth of personality, twinkle. 

P2 I did turn out to have a good rapport with kids and to be a good classroom 

teacher but I mean, I didn't see myself as any kind of leader and when I gave up 

teaching in 1976 after teaching for four years to have (child), I mean, 

(colleague) and I were both of the mind, well that was it. We'd given up to have 

our families. We might go back later on, but, if we didn't, it wasn't the end of the 392 
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world. So there was no special leadership in those early teaching years. I was 

just busy trying to be a newly young married and you know, lay out a new home 

and do my best in the classroom for the kids. Always had a super rapport with 

kids= 

I =Yes= 

P2 =you know, involved in sport and drama and that with them, but yeh, no 

particular leadership. And then, I mean, it was just by sheer accident I really got 

back in because (name) just rang me out of the blue one day and said that he had 

some social studies classes that (name) was um coming back from maternity 

leave but didn't want to come back fulltime, wanted to job share with someone, 

and was I interested. And I said "Oh I don't know" cause (child) was only four 

at the time and (child) was two, I said "Oh I don't know, you know, because 

there's child care and all those implications and a working other and that", but 

(husband) said, (husband) really encouraged me because he kind of said "Look, 

your stagnating at home here and you, you're happy, okay you've got two littlies 

now but looking ahead, you know, you're not going to be happy to stay at home 

forever and you've had four years off and this is an opportunity to get back into 

a school you know, with staff you know and that you know, and they've rung 

and asked you. They might never ring and ask you again, so you know, at least 

go over and talk to them." So I went back you know, not convinced in my own 

mind that I really wanted to put my kids into childcare and go back, but I mean, 

I walked in there and look, I was home again. Mm, having said that, I mean, 

[referring to years at home with young children] I did end up being the president 

of Plunket and I did end up being a Chairperson of the kindergarten committee 

((laugh)) 
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I Surprise, surprise 

P2 And, yeh, so 

I Was that during that time? 

P2 That was during those four years when I was off with the kids and that, [so I 

was really 

I  [Yeh, 

but it was the busiest time. 

P2 involved in [community and people like me 

I  [I think it worth putting that down  

P2 So I guess my own children, and my own children. And having my own 

children, I don't care what people say, having your own children, bringing up 

your own children, does influence how you do this job. 

I Tell me about that. I've got theories on that too. 

P2 Yes. I know there are a lot of people out there who would down-cry, who feel 

they are every bit as good at doing their job and they've never had children or 

dah dah dah, but to me its taught me a kind of tolerance and a patience and an 

insight into the way kids think and operate which you know, maybe you could 

read in a textbook, but is graphically displayed when you're working with your 

own kids. 

I You're living with them= 

P2 =And yeh. And I mean I often do now look at these kids and I think, you know, 

well I can remember what (child) was like and yeh, they're not really evil 

underneath, I can just see that personality coming through and channelled in the 

right direction and dah dah dah, and that’s what I mean about teaching me a 

tolerance which I sometimes don't see in people like some of our old mates 
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around here who don't really have that deep understanding of where kids are 

coming from. Um, and I think it was borne in too by the fact that we've always 

had a policy as I do here of an open door policy at home. I mean, my kids knew 

that they weren't allowed on the streets after school. They had to come home, 

but if they wanted to bring any friends and so on as long as it was okay with 

their mothers, then our house was open to them. And I mean, that would mean, 

you know, I wouldn't have two kids after school, I'd have six or more, 

frequently. I mean, you know we went away in the caravan, well you'd have the 

awning full of their hangers-on and yeh 

I That’s great 

P2 And I mean, I think in some ways, probably if I hadn't been rung and got back 

into teaching, I mean, we may have had more of our own. Um, (husband) was 

certainly keen that we only had two and in terms of offering them an education 

it’s a good number, but my affinity with kids would have meant that, that’s just 

like (colleague) did, stayed on at home and had an extra one. 

I Yes 

P2 I mean, we may have, but because I was back in teaching and two was enough 

to balance and I was getting yeh, my contact with kids in that way, um, but I 

still look back now and think you know, it would have actually been quite nice 

as if they'd grown up to think there was a third or a fourth, but economically and 

my career and that at the time, yeh, it was a sensible decision to only have two, 

so, so having children was definitely an influence. Now, the next opportunity 

came as a result of (name). 

I Yes 
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P2 Because, (name), as he was so prone to do, sat down next door to me in the 

staffroom one day and said to me, I've (unclear) new woman into (subject area), 

there's just one problem, she's going to come and then she's going to disappear 

on me. So when she arrives I want you to talk to her because when she's gone, 

you're it((laugh)). There was no "Are you interested, would you do it?" It was 

just a natural assumption, "(name), that’s you."   

I That’s right, exactly. 

P2 And so again, it was an opportunity that I was, that I was given, (.) um, and that 

opened a whole new area and I mean, when I look back, I mean, my role as a 

Dean and an AP and all of that was shaped in those years because the one to one 

and the working with kids with learning difficulties and all of that came through 

that transition and working with (name) and seeing a different way of working 

with kids of just being a teacher to the whole class, was, because I'd never really 

done much in small group work. I mean having said that, we ran groups in 

social studies but a whole class in groups. I'd never really worked in a circle of 

chairs with a, yeh, that was a, and of course in terms of training for your 

absence. So that, that influence was absolutely, absolutely paramount in terms 

of the way I operate with kids now. 
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I Yes, so it was partly experience but it was also the philosophy that was being 

(honed) possibly 

P2 Yeh, totally 

I Your approach to dealing with kids 

P2 Yep, yep. 

I And kids from a broad range. Yeh. 

 111



491 

492 

493 

494 

495 

496 

497 

498 

499 

500 

501 

502 

503 

504 

505 

506 

507 

508 

509 

510 

511 

512 

513 

514 

P2 Mm. (.2) And of course from there (.) again, the leadership thing just keeps 

coming through ((laugh)). I don't go seeking it, it just looks for me. Um, but I 

mean I was just at a hui of transition at their AGM and someone came forward 

and said "Well look, you know, we'd like (region) to chair the transition and 

we've talked to some of the (region) people and they think that 

I ((laugh)) 

P2 that they'd like to take the (.) committee on and they'd like to nominate you to be 

the chairperson" and I kind of fell over backwards and said "Why me for 

heavens sake." "Oh well we think you'd be a good person to do it." Um, and one 

of the things, I mean, later on they said was that they felt I was the more 

confident in terms of public speaking. I mean, (name) and all, I mean they were 

very quietly spoken= 

I =Yes they were= 

P2 =not strong leadership people 

I No 

P2 I mean, yeh, and so they obviously did see that, that you know, I mean at that 

stage we were going through a lot of political battles as you know and so there 

were trips to (city) and you know= 

I [=Well even that’s worth mentioning  

P2 [involvement with  

I because the political side of the job is something you know is worth 

P2 Oh, yeh, um, so from there comes the National President of the (association) 

I Yep 

P2 And that, that offered enormous opportunities because there was the leadership 

of the association itself, but it was all the profile that it meant. And also from 515 
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there comes my strong commitment for the Maori side, because looking back, in 

my primary school, oh well, I can't even remember if there was one in the 

school. In (school) it wasn't 
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known in those days. I mean, we were totally 

middle class pakeha type environment and okay, yes they were at (school) but in 

terms of having any great affinity or belief that we should be teaching cultural 

awareness or that, I mean, it was only just beginning in those days. Its before the 

days of the, of the bilingual unit and so on. But I mean the fact that transition 

was so deeply seated in that philosophy of working with Maori kids and that 

most of our national meetings around the country were on marae so it meant to, 

to be involved in powhiri and singing waiata and sleeping in marae, it just 

became common place. [I mean   
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I  [That’s right. How you did things. 

P2 Yeh. And I mean I was you know amazed when we came here, and I guess 

because I carried a semblance of that with me the school decided that an 

appropriate welcome for me was a powhiri here and some of the staff admitted 

in all the years they'd been here, it was the first powhiri they had ever had on 

this site and some of them had never attended one. And they said to me 

afterwards, "Weren't you frightened and afraid of that process?" and I said 

"Why?" and they said "Well you know, because its so kind of foreign" and I 

said "No it isn't. I mean it might be here in (town) at (school) but no, I'm 

perfectly comfortable with it" and so that’s something I would never have got (.) 

just teaching social studies and English say, so, so the profile from that, yeh, has 

given me, I guess it gave me some of the, because there's been no politics in my 

background really until I joined that, I mean, I'd never got involved while I was 

at university and had no real interest and inclination towards politics but when 
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you suddenly in the National President and you're fighting for a cause if you 

like 

I Mm 

P2 and there a terrible lot of things happening with (group of) teachers around the 

country at the time that were appalling, um, but it did. It became quite a political 

thing and backwards and forwards to (city) was, became the common place so, 

yeh, and I mean into that came a lot of other people outside teaching too, like 

um (name) from Employers because I did some work for them at one stage and 

that and I mean, you know, there's a lady with very strong philosophies and 

things, so the women in leadership role, I mean there were a number of strong 

women who, who probably put their little bit in. You can include (name) there, 

you can include (name), yeh, I mean (name). There's lots of people. 

I Women, okay, so, so, women I know, role models. Women in leadership. 

P2 Yep. Cause when you look back at (school) in those days, it was still pretty 

chauvinist. 

I Oh yes. 

P2 It was. I mean, that, that wasn't coming through my background at (school). I 

mean it was when I was out beyond the school 

I That’s right 

P2 that really I got involved in that. Okay, and I, I mean I believe looking back that 

that it was that background that probably helped to get me the job at (school).  

I Oh, I'm sure. 

P2 I mean, if I hadn't have had that 

I Well your philosophy was so in tune with that. 

P2 Well of course it was, yeh, and they knew that.  
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I Yep. How long were you there for? 

P2 Um, at (school), four years 

I Oh, it was a significant period wasn't it? 
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P2 Yeh, but we haven't, I haven't quite got to the things that haven't finished 

shaping it yet because, I mean, I think the fact that (name) going off to the 

College and me getting the opportunity to be the [AP 

I  [Oh, the opportunity thing 

again. 

P2 Yes, 

I Yep, yep 

P2 Um, and for some reason they just thought I was next in line. The other thing 

that (name) was responsible for is me getting involved at around about that time 

in education administration stuff [because  

I  [Oh, okay 

P2 (name) got me started in that which was the first of the professional reading, and 

(.) I guess because (name) was leading the (vanguard) in that direction, 

(principal) encouraged there too and said to me you know, this is something you 

need to do, um, and so (name) re-enters there along with (name), and also the 

subtle messages really starting to come from (principal) that I wasn't going to 

make it through to a principal's role all in one school and that (school) was the 

only school I'd ever taught in. 

I No, that’s right 

P2 And that yes, I needed to take whatever experiences he could give me, but that 

sooner or later I had to be prepared to look elsewhere. And I mean, in all these 

years I had applied for one job 
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I I know 

P2 back when I'd left College. I have= 

I =Amazing= 

P2 =never ever ((laughed)) until I left to go to (school) and I mean, that was the 

shock of that really. First interview and I got the job, straight from an acting one 

year, and no PR, 3PR, 4 top of a big English department or something like that. 

A measly little transition job. 

I But new models of leadership 

P2 Yeh 

I were being looked for 

P2 Yeh, I mean, there was no doubt, and so, skip the AP and straight through 

because (name) obviously saw something that she thought she was looking for 

I That’s right 

P2 and my referees obviously did a good job, and so, yeh, yeh, just straight through 

so um, that that was really important, and beginning the education 

administration stuff was important. And, at that stage. (name) has to enter at that 

point too because (name) was so encouraging of the academic side. I mean, he 

used to, the first few essays I remember doing, he absolutely rubbished them. 

 He'd just say to me "Well give me your rough draft and I'll go through and kind 

of you know, talk you through it" and I can remember it coming back with great 

big scrawls all over it and he said, you know, "This, this doesn't do you credit. 

This is superficial garbage. Where's your professional thinking (.1) and asking 

the challenging questions?" And in some ways because he was, you know he 

used to infuriate me so much and I would do it infuriated with him, because I 

was so angry and I'd say "…you" you know. But he certainly did do the 
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academic challenging. You know, there is no doubt about that and so having 

someone like him with his academic ability. 

I He was like an academic mentor almost wasn't he. 

P2 Yes he was certainly a hard task master. Um, but certainly, yeh, it helped. And I 

can remember getting the first paper back and you know, kind of just scraping 

through, um, cause what did you get, a kind of credit merit or excellence type of 

thing, and um, him, letting him read it afterwards and saying "Well, if you'd 

given it to me I wouldn't even have given you a credit" you know, "damn lucky" 

((laugh)) dah dah dah and being determined that I'd prove him wrong and kind 

of getting an excellent or whatever for the next one, just to spite him. So, yes, I 

mean, that was really important but the other thing that (name) did of course 

was got me involved working for NZQA. 

I That’s right 

P2 So, because he'd taken on that accreditation type stuff and it was too big a job 

for him and he asked if he could in turn, you know, recruit someone to work 

with him on that to share the job, and that was another wonderful opportunity 

because that gave me the experience of working for NZQA. But also, I mean, 

again, into the leadership role of, with (name), running workshops. 

I Yeh 

P2 Workshops for staff and yeh, all round the country so, that again, its probably 

next door to the the being seconded into the College for that time, was probably 

the next best professional development for me in terms of going around, talking 

and working with other staff, um, doing the first of my adult education stuff 

really, teaching teachers. 

I Yes 
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P2 Um, and I wouldn't have got that except for (namel). I mean, I was the unknown 

person to NZQA. 

I That’s right 
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P2 And again, I look back and I mean (name) could have shoulder tapped anybody 

he'd wanted at (school) to actually do that with him, but for some reason he felt 

that we could work together and that I would challenge him and he'd challenge 

me. 

I Well you were complementary. 

P2 We were, because he did most of the actual written work and he'd leave me to 

front it. I'd do the PR, the public speaking bit. Yeh, we did complement each 

other. So into that comes the, I don't know how you say, the academic 

challenging (.1) and a lot of, I mean he got me to, when he was actually doing, 

now which paper did he do for the Ed. admin,  

I The Resource Management, Mm 

I the resource one and that, I mean he again was throwing a lot of the draft stuff at 

me and saying "Now you know, you haven't got a background at finance. This is 

something you're going to have to learn in time. What do you think about this" 

and dah dah dah. So because I mean, that was one of the things that (school) 

hadn't really given me other than in a small department. I mean, I hadn't been on 

a finance committee  

P2 And I hadn't been the person involved in staffing or timetabling so I hadn't had 

any of that. Um, and that’s why going to (school) was an absolute steep learning 

curve. It was amazing. I mean, it was just whew. Because I was suddenly doing 

all of that.  

I You said about the adult teacher almost, you know, the trainer of trainers. 
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P2 Yes 

I Taking you into another, and in a way if you look at your role as the principal of 

the school, what linkages could you make from that to what you are doing [as a 

principal. 

P2 Well its very much so, particularly coming into a school like this where um staff 

morale was down and they needed to be taught a lot of new skills, then that 

academic leadership of staff was important, so, yeh, and I mean the College of 

Ed. I guess if I, you know somewhere round, that has to be in there too because 

working with (name) was my first formal training really in teaching adults. I 

mean, (name) had a background of teaching adults really before (name) went 

into the College, but other than those workshops with (name) for NZQA, I 

hadn't had any formal experience of teaching adults, you know planning whole 

day workshops and um going in and doing advisory work in schools then you 

are, you're not seeing any kids at all. You're working with teachers so that 

certainly has shaped my role. Um, so in the advisory service there features 

further along. Um, so the only other thing probably is (school), um (.1) and its 

hard to say. There was no one person there. In fact (name) probably taught me 

how not to do it ((laugh)). 

680 

681 

682 

683 

684 

685 

686 

I But I notice that you acknowledged that steep learning curve 

P2 Oh, the [opportunities 

I  [and I think, I think, I think that the learn, that learning on the job, the 

survival almost I guess side of it. You, you had to take control, didn't you. 687 

688 

689 

P2 Mm. I mean I'm very lucky that I've got a very quick mind and I pick things up 

very quickly and whether its timetabling or staffing or finance or whatever, I 

mean, it doesn't take me long and I'm, I mean, nothing will beat me ((laugh)) 690 
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691 

692 

693 

694 

695 

696 

697 

698 

699 

700 

701 

702 

I No. Its probably personality as much as anything too. 

P2 But also, just an all-round ability. I mean some people kind of say "Oh well, I'm 

no good at practical things or I'm no good at dah dah dah", but I'm a good all-

rounder, probably master of none, but good all-round at most things. 

I For a principal of a school, its probably a fairly good quality to have. 

P2 It was, yeh, you do have to cover so many fields and particularly these days 

under Tomorrow's Schools. So (school) gave me the opportunities to learn a lot 

of the things that were so crucial when I came in here because balancing 

staffing, balancing the dollars, dealing with property and that, all of that, I'd 

already had an experience of, um, and (name) disappeared. It took them over a 

term to actually advertise and go through the interviews and get a replacement 

and therefore I was acting principal. Um I think looking back and getting the job 

here, actually being on the interviewing panel, helping to select a principal and 

working alongside board members and knowing what priorities were driving 

them and realising how superficial their understanding was of dah dah dah was 

a learning curve too. 

703 

704 

705 

706 

707 

708 

709 

I I know 

P2 Because when I was suddenly facing a board breaking it down into things they 

could understand, I realised, you know, high falooting statements of vision and 

that, dah dah dah, just goes over their heads. I mean, you could go in and can 

pretty much tell most boards anything and as long as you're convincing. 

Confused by science really. And as I say, it’s a really enlightening experience to 

sit next door to board members interviewing and choosing a principal. The 

things that motivate them to select people. It is, so the whole opportunities at 

(school) were important. 

710 

711 

712 

713 

714 

715 
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716 

717 

718 

719 

720 

721 

722 

723 

724 

725 

726 

727 

728 

729 

730 

731 

732 

733 

734 

735 

736 

737 

738 

739 

I Yes 

P2 Um, it was a conscious decision for family reasons and because I wasn't 

committed to (place) and because I felt that its really hard to move within your 

own school from being seen as the DP to being seen as the principal, and= 

I =I think so, yeh 

P2 and in lots of ways I'd felt that a lot of the things that I would want to do at 

(school) I'd already had the opportunity to do anyway and so I'd been there and 

I'd done that and um, yeh, it was a long way from (city) and I mean, my parents 

were getting older and so on so for family reasons I made the decision that I 

wouldn't apply and as you say, in its own way that was a good professional 

development opportunity because it meant that I could be involved in the 

process and then of course, out of the blue came (name) ring which, prompted 

from (name), so (name) features in my story in a lot of points, you know, and he 

said would I be interested and I thought, I don't know the first thing about 

appraisal. What on earth is (name) ringing and asking me if I'm interested. But I 

though Oh well, here's a nice new challenge and yeh, I was ready for a change 

and it was closer to home. Um, and so, yeh, (name) has to feature in there 

because (name) was a little bit like (name) in lots of ways. An academic 

challenger in terms of asking questions and, well, because I'd quite often make a 

statement and he'd say "Why do you think that, or why do you believe that?" 

I Yeh 

P2 "Where did you get that idea from" you know. "Have you done any reading to 

substantiate that?" and so yeh 

I I will tonight ((laugh))= 
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740 

741 

742 

743 

744 

745 

746 

747 

748 

749 

750 

751 

752 

753 

754 

755 

756 

757 

758 

759 

760 

761 

762 

763 

P2 =((laugh)) Long trip, long car journeys are actually very good for travelling with 

someone like (name) who, yeh, and so I don't think (name) realises the actual 

impact that he has on people like that and so, I can understand why (name) likes 

getting back in with him, because it does, it stimulates 

I (unclear) 

P2 Gets you away from the mundane of whether they've got their ties done up and 

their shirts tucked in to back actually working on a professional level and so 

yeh, so (name) and the job at the College. 

I That’s wonderful. 

P2 Has to feature in there. That’s been really important. And likewise, as I look 

ahead, I mean if ERO do follow through as they've suggested and perhaps give 

me the opportunity, I'll jump at that 

I Yes 

P2 Because this place is is=  

I =Good= 

P2 =ready now where I could be out and you know, (name)can fill in 

I That’s right 

P2 and it needs to be that way, and so I think that would be another good 

professional 

I Yes because I was going to ask you um, you know, where to from here and that 

does give you alternatives. 

P2 Yes, yeh, I mean, I don't see it as a permanent thing. I don't see myself as an 

ERO person permanently 

I No 
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764 

765 

766 

767 

768 

769 

770 

771 

772 

773 

774 

775 

776 

777 

778 

779 

780 

781 

782 

783 

784 

785 

786 

787 

788 

P2 but yeh, I mean, I think just as the ring from (name) came at the right time for 

me in regard to where things were at (school). I mean, if he'd rung six months 

earlier I couldn't have gone because it needed a new principal to come in 

I That’s right, yeh 

P2 and I mean, if 12 months ago ERO has said you know, are you interested in 

coming and doing some training, I'd have said no, I'm still at the stage where 

really I need to be there and I need to be hands on, but now, at this point, I can 

really kind of feel that yes, I could be out for a whole term and this place would 

just tick on. [The committees 

I  [You can feel fantastic, you've got, yeh 

P2 the committees are set up, the staffroom powered, they know enough of the 

vision of where we're going that I feel I can phase out and I guess  

I That’s wonderful 

P2 Yeh, 

I That’s success 

P2 Being able to ((laugh)), its certainly a step in the right direction from what it 

was so yeh, that, that’s challenging. Um (.) I am concerned about what we seem 

to be buying into which is the principals moving from school to school and I 

talked this a lot with (name) when he was in the support group because (name) 

said he saw himself as a kind of a pioneer and not a settler. 

I Oh 

P2 And so he said, you know, "Once I've been in and I've done what I need to do at 

(school)" dah dah dah, then I'm afraid that principals sit on and they become 

more settled in their own way of doing things and more resistant to change and 

its harder for staff and that to bring things up through and I don't want to be in 
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that situation and so I kind of think five years and I'll move on to a new 789 

790 

791 

792 

793 

794 

795 

796 

797 

798 

799 

800 

801 

802 

803 

804 

805 

806 

807 

808 

809 

810 

811 

812 

813 

challenge and increasingly we're seeing principals moving schools. Now we 

never used to see that. 

I No 

P2 But it’s a hard road because coming in as a new principal and getting to know 

your school and your staff and making your changes and that, I mean, its long 

hours and dah dah dah and it does concern me how long people can keep that 

up. Um, and I look in (place), when I was there, um, (name) at (school) out on 

stress leave, early retirement, um, the guy at (school), um, (name), out on stress 

leave, early retirement. (name), stress leave, early retirement. I mean, the pattern 

is there. (name) hospital, cancer in the last few weeks and I mean they're saying 

a lot of these things are stress related. 

I Oh, they are, they are. Cancer (is a known link) 

P2 So, you know, long term, I think, do I really want to buy into another 

principalship and I'm not sure that I do. On the other hand, I don't see myself 

sitting her at (school) forever either. I mean it’s a good feeling to feel that the 

school's back on its feet and I've helped to contribute to that but yes, yeh 

I But through doing what you're doing, you are providing alternatives that who 

knows what will be there.  

P2 Yeh, precisely. One of, one of the concerns I get, I've got, it’s a bit like in the 

days when people went out and did their country service and you got out into 

country service and you got buried and forgotten, I mean when I was at 

(school), I was in the heart of things that were happening in education in (city) 

and I kind of felt through (professional) Association, through the AP's, DP's 

Association and that, I could have an influence. And when I went to (school), it 
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814 

815 

816 

817 

818 

819 

820 

821 

822 

823 

824 

825 

826 

827 

828 

829 

830 

831 

832 

833 

834 

835 

836 

837 

was likewise, it was a big city school with a good reputation and although I 

never got actively involved in committees in the AP's and DP's down there and 

so on, I was at least a member and I was mixing among other people and there 

was still enough links to (city) that I mean, (name) could ring and so on, but the 

danger I think if you stay in a place like (town), that sooner or later they think 

well you know, you're happy just to sit there and you do, just stagnate in a small 

town and I, I know already, I mean, like going to, cause I go to all the (regional) 

principals meetings and I mean, they're putting a committee together and it 

might be to organise next year's conference in (city) and you know, whose 

interested. Well its really impossible for me to be involved because the two 

hours to attend an hour meeting and two hours back on top of a busy principals 

job is just (.) yeh. And I know that all the women principals there, once a term, 

regularly have a breakfast and I mean, (name) and I have talked about going but 

then, the realities of, I mean when they finish breakfast they can be back in their 

schools by 9 o'clock say, but for (name) and I, we're not back till eleven. 

I No. 

P2 And so, yeh. So for that reason too, not because of anything that’s special in the 

school but because I feel that it is a bit of an educational backwater, I don't see 

myself, you know, it’s a bit like (husband) saying if you stay home with the 

kids, you'll stagnate. 

I Yeh 

P2 Yeh, I think that, you know, it showed me when I was back in with (name) and 

that, how that side is is important too 

I Oh, very important= 
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838 

839 

840 

841 

842 

843 

844 

845 

846 

P2 =and I don't think I can do credit to the job if I just stay here with my head down 

and my tail up day after day, week after week, so I'm not sure where the future 

is, but long term it isn't here. 

I Yeh, and that’s good. 

P2 Yep, I mean 

I because life's about transition, we know that. I mean that’s 

P2 Well I think its good for the place here too 

I I do too 

P2 because it creates opportunities for other people and so so. 
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TRANSCRIPT  3a 

 
Interview 
Tuesday 30 October 2001 

 

I Interviewer 

P3 Principal 3 (Margaret) 

 

1 

2 

3 

4 

I I'd like you to start by thinking about what might be the most important thing 

that you think is important for your running of this school (.1) from your 

perspective. 

P3 I think probably honest (um) being honest with staff, with stu…with the 

children and the parents, ah, (.) they need to have honesty from everybody. You 

have to be honest about how things are going or not going and what are you 

going to do about it. Honesty, and with it comes respect for people, for our 

children, our staff, our parents, all our community, because if you're not honest 

about what's going on in the school, then you don't have the trust. You don't 

deserve to have the trust of your community. 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

I Okay. Shall we put honesty then sort of, and you can change it later but it 

sounds like its something that’s quite central to (.) to= 

P3 =I think it is, um 

I And you've mentioned some groups that it links with. You might want some 

arrows to those groups or something. Just think of the linkages that= 

P3 =Well, do you want me to do it now with more stickies? 

I Yeh 

P3 Okay, right, so, it goes out and you've got, first of all you've got to be honest 

with your staff, not just the teachers but all of the staff that are here, about 

what's going on with the school, um, (.) parents and caregivers (.6) and (.1) the 
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21 

22 

23 

24 

25 

26 

27 

students and children, because (.2) you need to have their trust and they won't 

trust you if you (.) are not honest. 

I Okay, so from that then you've got, you've just drawn an arrow from one to the 

other, and you might like to label it with its really something that um is needed 

for trust or, I don't know, whatever you want to use. 

P3 It’s the trust (.1) but it comes both ways, once, once you develop that with 

people and you have their trust um (.1) you know what you're doing may not 

always be what they agree with people and have their trust, um (.1) you know 

what you're doing may not always be what they 

28 

agree with. I'm not talking 

about agreement. 

29 

30 

31 I No 

32 

33 

34 

35 

36 

37 

38 

39 

40 

P3 I'm talking about being honest with people. They then trust you. 

I Yeh 

P3 Um, (.1) its not about just being nice and warm fuzzies, you can have all those 

things, but to get that trust, once people trust, and I state that because I would 

have been here I suppose in the school about (.) oh a month and I was sitting at 

my desk one afternoon working. It was about quarter past four, a parent came 

in, round the door, and she was quite an abrasive woman, and she said to me 

"How long are you going to be here, now how long are you going to be here?" 

and I said "Oh". I was taken back, I said "What do you mean?" and she said 

"Well the last one you stayed five terms, how long are you going to be here?". 41 

42 

43 

I Oh 

P3 And I said "Well, I don't really know", I said "I've hardly started", I said "I don't 

really know a lot about the (.) I'm just learning so much." I was actually was 

taken back but she was concerned about having some continuity. She wanted to 

44 

45 
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know that plans had been made, that things would be put in place and now six 

and a bit years down the track, things are quite different. I don't have to worry 

about how long, its more me looking at values and thinking "How long are 

46 

47 

you 

going to be here?"  

48 

49 

50 I That’s right, yes. 

P3 But there is that need for people to have that um (.1) trust in you.  Also, I think 

um (.) by being honest with them, by being open, um working together with 

that, all of you, to get the vision of what do you want for a school and being able 

to 

51 

52 

53 

prove that yes, you can get there, so, from that I think 54 

55 

56 

57 

58 

59 

60 

61 

62 

I You mentioned vision. 

P3 Oh vision's important and again, that goes with honesty. There's no good saying 

to the parents "Now look, we're going to refurbish all the classrooms. They are 

going to have the latest this and that or whatever" it's getting a shared vision of 

what are we needing to do next, what do we need, and again, it comes back to 

being honest about it. Um, your vision is always changing 

I Yes 

P3 Its, its never set. I have a, lots of visions for the children but I think one thing 

that would drive all of us here would be our vision for the children and meeting 

their needs. 

63 

64 

65 

66 

67 

68 

I So that’s something then that is worth putting in. 

P3 Um and it= 

I =Flows from 

P3 Its part of this and its this shared vision, and its for the children. (.2) What do 

we want for the children. Its one of the things that, (.) um, when working with 

the staff and the children's learning, its being honest about where children are at 

69 

70 
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71 

72 

73 

74 

75 

76 

77 

78 

79 

(.1) um what we've actually got. And its highs and lows, I mean, you know, we 

have some very bright children um (.1) one little girl scored 98% in the 

Australasian Maths  

I That’s wonderful 

P3 So you know, we have it from that down to, really, a lot of children with high 

special needs. So, its, its (.) that whole range of things for the children. How can 

we get bored. Um, (.) Again, I think we've been fortunate with the community 

support we've had because we've been honest about what we could do with the 

resources, um, with (.) the computers in the classrooms, um, we were honest I 

think there when we looked at them and said "Right, all games go. No games. 

No computers are for games. That’s gone." Because it had tended to drift that 

way because (.) very few of our children had computers in their homes, um, 

they loved to play games, 

80 

81 

82 

but we had to be honest with the children and say 

"Look, these are for learning. These are very valuable for learning, for thinking, 

for finding out things…seeking information" so again, that was the 

83 

84 

honesty and 

(.) in some cases it was quite a 

85 

hard thing to say to the kids because you know, 

teachers knew they 

86 

loved to play the games, but it had to come down to that, 

we've got to use these for learning. 

87 

88 

89 

90 

91 

I Yes 

P3 These are learning tools, so (.1) yes, staff have had to (.1) take on board that 

being honest with the children and um, taking off all the games. (.) Um, its been 

(.) good I think. As a staff we've (.) again, with our computers, we've had a 

shared vision of what we've wanted to achieve, um (.) how we wanted to do it. 

What it would do for the children, how it would benefit them. We've got links 

now with (.) classes overseas, emails going backwards and forwards, although 

92 

93 

94 

95 
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96 

97 

98 

99 

100 

101 

102 

103 

104 

105 

106 

107 

108 

109 

110 

111 

112 

113 

114 

115 

116 

117 

there's still one class that corresponds with a little boy in Scotland and that goes 

by snail mail. The children all send letters. 

I Oh 

P3 And that’s something you actually (.) its its fine to have the emails, but they get 

letters back from him and they write letters. You can't, the tangible, the concrete 

letters, have (unclear). 

I There's something about 

P3 It is, its very important, so its both. Um, but he was a little guy who was here for 

six months because his father was working here, and its neat that the link has 

remained 

I Oh, its nice 

P3 with these children, so, the letters go to Scotland. 

I That’s lovely. 

P3 So, (.) again, that’s part of it I guess. 

I Okay. Computing is a good example, so from the (.) honesty, the shared vision, 

what else (unclear) driven 

P3 I've probably covered this, openness. 

I We can pop that= 

P3 =I think it probably sits up here with this.  

I Okay, but its part of 

P3 Its part of that, I think it sits up there with that. 

I Okay, Right. 

P3 Because, hhhh if you want people (.) to come on the journey with you, and it is 

a journey, we often talk about how far we've come and where we're going, and it 

is a journey 

118 

119 

120 
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121 

122 

123 

124 

125 

126 

I Yeh 

P3 You've got to be open 

I And when you say we, you mean 

P3 Oh, everybody, yep. All of us. On this, under here, I think the other thing is to 

look at our Board because our Board is probably not quite (.1) as representative 

of parents as it could be, because of the transience within the school, the skills 

of the parents, we have got community people on our Board of Trustees as well 

as parents. That was the thing that hit me first of all when I got there. The Board 

of Trustees (.2), um, (.1), I'm not being judgemental of them 

127 

128 

129 

130 

131 

132 

I No 

P3 but the skills that they had were pretty minimal, um, even basic literacy skills 

for two of them in particular, and it really was just (.) beyond, um (.1) very hard, 

so I (.2), did some head-hunting until now, I believe we have a Board that 

actually functions 

133 

as a Board of Trustees. 134 

135 

136 

137 

138 

139 

140 

I So how many, um community people have you got on that? 

P3 Ah, Chairperson was a grandfather of children in the school. He lives in the 

community. 

I Right 

P3 We have the Manager from (name of shopping centre). 

I Wow 

141 

142 

143 

144 

P3 ((laugh)) she's really good value. She's, she is great. 

I Excellent 

P3 And we have a person from the (name) Rotary 

I Right 
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145 

146 

147 

148 

149 

150 

151 

152 

153 

P3 And he's a high profile person with a lot of skills. Brings in different skills again 

through his own work. Um, he's head of, well he's (unclear) but he's head of 

(large social agency), (name). 

I Okay, oh, he lives not far. 

P3 Yeh he does. He just lives adjacent to the school so, (.) he's within our area, and 

coupled with (name) has been this support from (name) Rotary. (unclear) (.), 

we've quietly just grown. It started (.1) very quietly and I think (.) this is the 

good thing. We're now getting annual things entrenched. We have a, a day when 

we go up to (place) and cut Christmas trees up there with the Rotary. They bring 

a truck up and the guys come and families go and its wonderful. Just, its just 

superb and these are the things, I mean, our computers (.), the support we got 

for that. All these guys, when we did our 'net day', crawling round under the 

buildings, pulling the cables through. Just (.) the support we got because they 

were things that our parents (.) that freaked them out. They are not the sort of 

things they feel they can do, however, if we run a garage sale or when we have a 

little fair, the parents come and they 

154 

155 

156 

157 

158 

159 

know they can do this. 160 

161 I That’s right. 

P3 So, that’s the good thing. Our parents (.1), the parents are not (.) Board of 

Trustees people. The parents we have on the Board are superb. They 

162 

are superb. 163 

164 

165 

I (name) 

P3 Yep. (name). Yep, (name). We've got (name), (name), they, they're great. 

They've got (.) you know. We have got some parents (.) I just went through the 

list of occupations and I saw (.) just tapped (name) on the shoulder and I said 

"We could do with you" and it’s the same with the others. (name) has been a 

loyal one. She's done three terms. 

166 

167 

168 

169 
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170 

171 

172 

173 

174 

175 

I Oh, [wonderful 

P3  [This is her third term so that’s great. But again, it goes back. You have to 

be honest 

I Yes 

P3 and you've got to have this shared vision for the children. What is it, you know 

(.1) I, I guess for a lot of parents they would not even be aware that I'm on the 

(.) (high profile working party). Um, but from other parents who know what I'm 

doing, 

176 

know why Jenny Shipley came here and launched "Feed the Mind 

Campaign". They had a real boost out of that because they 

177 

knew what was 

behind it. 

178 

179 

180 I Oh, yes. 

P3 How it happened. Um, I guess this is where it goes back to the start. That has 

done 

181 

wonders for the staff. Their belief in themselves, because in a school with 

a 65% roll turnover (.2) they don't know when kids are coming or going. 

182 

183 

184 I No 

185 

186 

187 

P3 And they work with children, they work so hard, um, they're so aware of it, plus 

they are high, non English speaking children. All those, I mean you saw it all. 

I It was lovely 

188 

189 

P3 It is lovely (.) to see them all. 

I But needy 

190 

191 

192 

P3 Very very needy, very needy, and the demands on the staff are incredible in a 

school like this. 

I Yes 

P3 So to have (.) me going to (city) and able to talk with them about what's going 

on, it, it really boosts the staff tremendously. 

193 

194 
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195 

196 

197 

198 

199 

I Yeh. So there's not just trust then. There's something else that’s coming in. 

Almost a, well its that belief in vision, but its also (.) um, they can feel rely, they 

can feel good about 

P3 Oh, its, you, you're valuing your staff, you're (.1) recognising the work they do 

I Well might add that on there too 

200 

201 

202 

203 

204 

205 

206 

207 

208 

P3 I think value, um (.1), valuing staff. And I say staff because that’s everybody 

from (.) from (name) who comes in part-time to clean, right through. I mean, 

when the dental nurses are here, we regard them as staff (.) and we expect that 

they just, if, you know, we have (.1) drinks here one a month, the last Friday of 

the month. We have 3.30, shut everything down and we have an hour. Well 

we'll have wine, beer and juice and you know, some nice bits and pieces, 

because we're not good at going to the pub. 

I No 

P3 Its probably me, but we like to sit and relax. And the dental nurses come, 

everybody can come to that. Um, you know, its open, and any student that’s in 

the school, as long as they're of age, ((laugh)) and they are now of course, but 

they are invited too. 

209 

210 

211 

212 

213 

214 

215 

216 

217 

218 

219 

I Trainee students? 

P3 Yep. One thing we expect of our trainees is that they, when they are here, they 

are a teacher in training and they have got to sit in and come to our staff 

meetings, come to our teachers meetings. We regard them as teachers. That’s 

really important. Um, quite interesting, if you have three or four, they all sort of 

huddle together at first and then they get brave. But I think, you know, our 

teachers aides, we have quite a few, they are all part of our staff. 

I Yeh 
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228 

229 

230 

231 

232 

233 

P3 Its, their input is valued. Um, we've got some superb teachers aides. One is 

going to College of Ed. next year. 

I As a trainee? 

P3 Yes 

I That’s good for her 

P3 Oh, and our loss. 

I Yes, I know. 

P3 And we've got one if she can afford it, um, she would go and we would lose a 

cracker. She's superb, especially on special needs. Um, but again, (.) our teacher 

aides, they have a little session once a month because they're not, you know, 

they're paid by the hour, so they meet together as a group and talk about things. 

Any issues, they look at, um, they've all pretty good now with precision 

teaching, I mean graphing, and you know, all those things. They can share that. 

They can discuss things. That’s great for them to have that time. I mean, they 

keep their minutes and they all get copies of all the minutes that all go around so 

they know what's going on in the school. They get a copy of our teachers 

meeting minutes, um, because they need to know what we're talking about. 
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235 

236 

237 

238 

239 

240 

241 

242 

243 

I That’s right 

P3 And if there's something there, they could question and say "What's this?" but 

its to keep it open so nobody, sort of (.) I mean if anybody wanted to look at the 

senior team minutes, they are there. They can look at those. 

I So that’s an openness as you say compared (.) refer to that (honesty). 

P3 Yeh, I think that's (.) there are some things of course that of course they won't 

know. Its not for them to know, its not anybodies, but (.) there has to be that 
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245 

246 

openness about those general things, the running of the school. I would know 

things about staff that nobody else would know and I have to. 

I A huge amount of trust. 

247 

248 

249 

250 

P3 Yeh. There has to be that trust. 

I But nobody else knows. [It stays with you. 

P3  [No, it stays with me. 

I That’s appropriate. 

251 

252 

P3 Oh, absolutely. There are also things that would stay within the senior team 

I Yes 

P3 That’s, that’s why you have a senior team. And I guess there are probably things 

that stay with the teachers aides when they have their meetings too. They've 

probably got things that they (.) check and that’s 

253 

254 

fine. That’s Okay. 255 

256 

257 

258 

259 

260 

I Yeh 

P3 They've got to have that support. 

I That’s right. So what else have you got on your list 

P3 Oh, I've got my vision there, we've talked about that shared vision. That’s up 

there. I think there's also drive and energy. Um, as a leader, (.1), if you (.) and 

when I say drive, I mean leading from behind often, its not out there pulling 

them along, its often just in behind just tweaking 
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264 

265 

266 

267 

268 

I The energy, or (.) yeh. 

P3 You know, (2) you need the drive often to set things up and get the momentum 

going because if you can't generate that energy and get them looking at 

whatever part of the vision that you're going for, um (.) then you can forget 

about it because you know, you'll get things coming in, you'll get sabotage, 

you'll get, for whatever reason, so you've got to make sure that everybody's 
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going. Often, when (.) when I say drive, I don't mean it negatively, I mean it 

very positively, you know, this time of the year its hard slog from now on in so 

often the drive will be (.) um, (.) something quite stupid. It might be balloons all 

around the staffroom for no particular reason at all. You just do something 

269 

270 

271 

272 

whakky and it just (.) everybody sort of laughs you know and they just (1), oh 

yeh, and (.) just sort of relax a bit. Um, the first term is always a hard slog 

because there are 

273 

274 

no long weekends so that tends to be um, pretty intense and 

difficult. This year it was hard with the flu. We had a lot of people 
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287 

288 
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291 

I There were a lot yeh 

P3 despite of people having the stabs 

I I agree 

P3 They still got the flu, and ah, that’s just one of those things. So it maybe that 

you bring in an extra morning tea or, you know, make a batch of muffins or, just 

(.) something to lift. 

I And you do those things or do you make sure they= 

P3 =Oh they laugh because normally we're rostered for morning tea and I always 

go out and buy, you see, then every so often I'll turn up with blueberry muffins 

and 

I Which you've made. 

P3 Yeh, so that’s, yeh, they always think that’s a hoot, when I make muffins. 

I ((laugh)) 

P3 That’s just a hoot. 

I That’s lovely 
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P3 Then they know, but they think it’s a hoot, or if I turn up with something I've 

made, um, mid winter I'll make some Christmassy things, but its not pre-

determined, it just happens. 

I Spontaneous. That’s lovely. So (unclear) process thing and I'm wondering if that 

could be in relation to what we've got here. 

P3 I'll stick it in under there but I think there's also, (.) with that I think its, it’s the 

energising, (.) is the critical thing there. 

I That’s one quality and want the arrows leading (unclear) trust. I mean that’s 

energising. 

P3 It is energising. 

I Pop that like that. These are the symbolic things that you do. Do you do those 

for the children as well or is it more a task 

P3 The children are luck because we have a structure there that runs on our 

behaviour management. We teach them to gamble 

I ((laugh)) 

P2 We have a system of 'chance' cards. Its called 'Being Good'. So they can get 

'chance cards' in the classroom or the playground, um, the teacher on duty has a 

little bum bag with a notebook, first aide bits and pieces, and 'chance' cards and 

they are doled out free (.) so they go into (.)we've even got a drum that our 

caretaker made out of perspex and all these (unclear) bits of cards roll around 

and the two previous winners come up and put their hands in you know, do the 

big drama thing, and pull out= 

I =Oh that’s great= 

P3 =the card and they announce the winners and we have a menu that the children 

have done and that’s supported by (shopping mall), we have Mall vouchers, $10 
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340 

Mall vouchers which, you know, prize, because 10 bucks in the Mall you can do 

a lot 

I That’s right 

P3 So that’s= 

I =That’s fantastic 

P3 But it goes from anything from that chair, my whirl around chair, Mrs (name) 

chair for day, or to come and work with me for an hour. Can you imagine it? 

I ((laugh)). Do they love it? 

P3 Well they come and help me for an hour. The little bods come along and you 

know, we do things together, so (.) the menu, as I say, the children have set the 

menu (.2) and that’s reviewed, so (.) that, that’s the thing for the children, plus 

they get their (unclear) books you see. Every fortnight each class, there's a 

person there who will get a book for, 'Caught Being Good' book. Um, then we 

have things like (unclear) fabulous, last Friday, was caught being a good friend 

(unclear) and there's a little girl here, her (.) mother was killed hhhh in a car 

crash and the grandmother has got these two little girls. One hasn't started 

school yet, but she's got both these little girls and we asked, rang (name) and 

said would she come to assembly and of course she thought she was invited to 

assembly because her little (name) got a 'Caught Being Good Book' but then of 

course we had this special (.). Well she had tears. Teachers were sitting there 

with tears with (name) getting her book. 

I That was lovely 

P3 So, for the children, um (.), and teachers' hhh yeh, run a lot of reinforcement. 

Ah, flipside of that is the withdrawal room. We also have (.) its not really, well 

it is a step. If a child hurts another child they are sat out on the verandah. Non 341 
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358 

exclusionary time out and that’s recorded in the notebook. If (.) they offend a 

second time they will go to studio 8 where they have to sit on the floor and face 

the wall, and that is highly aversive. They loose their morning play, or part of 

their lunchtime, and (.), um, that’s kept, a weekly record is kept of that, so we 

know who's there too often and then we go to the parents. 

I So with the children then, you're saying they get (.) the rewards, but they're also, 

you said about the flipside 

P3 Yes 

I What about the children then. Your belief about leadership with the [children 

P3  [Well 

they've got to know, they've got to know that there are consequences 

I Yes 

P3 for behaviours, and there are positive and negative consequences. So they've got 

both. Um, you do that you get that. You do that you get that. So 

I They can rely on you. I think that trust thing 

P3 Oh you know 

I The values are there 

P3 The values are there. There's an openness there. They know, if you hit, you sit. 

Its as simple as that and its getting 

359 

through to them. When we first started this I 

had a (.) well not a string of parents but I had a number of parents who came to 

me and they said "I teach my kids if somebody hits them they hit back" 
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I Oh yeh 

P3 And I said "Yes", just sort of see it going through, oh yeh, hit back and then 

they hit back. Mm. And I said "We've got to stop it. Fighting is not okay." So (.) 

you still have those that, there's (name) sitting out now who at playtime (.) 
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(name) unfortunately tends to, not to have too much control and we've got to 

work on this, so poor old (name) going to have to be doing some work but it 

was (name) who had completely lost the plot. But talking of (name), once he's 

calm, getting him to own his behaviours, what choices did he make? Well he 

didn't because he lost the plot, and this is what they do and if you loose it you 

don't, the brain doesn't function so its, its this stop, think, do, its all this. Well 

you know, but its to get the children to take responsibility for their own 

behaviour and I say very strong to them "You're fine. Nothing wrong with you, 

you're great. You're a wonderful child but what you did is 
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not okay" so its very 

clear the message they get. 

375 

376 

377 I Yeh, that responsibility and acting it 

P3 I love cool schools. I love peer mediation, I think they are wonderful systems, 

however, you have to train the 

378 

whole school and when you turn over the kids 

that we turn over, we can't do it. 
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I I was going to ask you what implications there were. And do some children 

come back after a period of being (well), I mean do they recycle (unclear) 

P3 We do, yeh, we do have bungies. yeh we do. 

 We have the hoppers and the bungies. Its quite interesting the bungies that we 

have. We've actually had families (.) who have moved out of the area, ring up 

and say that they are looking for a house back here, they want to come back. 

I Oh, that’s good. 

P3 So, yeh, we have had the bungies. 

I The school has a wonderful reputation. I mean I  

P3 Well thank you (name) because it hasn't always been. 
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392 

393 

394 

395 

I No, and you don't always get that positive feedback from someone who's not 

connected with the immediate community. 

I No, it hasn't always been. We've had a lot of flak because you know, we've had 

some pretty tough kids here. Um, (.2) really tough. Yeh, at times its (.1), its 

been really difficult. Um, last year, end of November last year, was the first time 

we have ever had to suspend a child and it was awful, it really was awful. The 

Board, it was shattering for the Board, Um, (.2), it 

396 

was terrible, however, um (.) 

the circumstances were such that (.2) hhh we were left with no, (.) no 

alternative. It's still a major problem. This child is still causing (.) major 

problems. It was there when he was a bungie kid. He came back, um, it was 

there from the time he was a little fellow and I can't expect, I don't see a very 

good path for him. He's intelligent. He has, he's not learning disabled in any way 

at all and just an absolute tragedy but, but we could do 
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no more and for the 

safety of other children in the school, we had to make that (.) and it was not 

easy, it was (.) probably the worst thing I have ever (.) done. Um, for 

403 

404 

me it was 

probably the (.1), the hhh. At home there would have been one other time when 

I would have been lower, because it’s the most terrible thing to do. 
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Dreadful 

thing to do, and um, yeh. 
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I You had exhausted all other possibility and you've got lots of them as you 

(unclear) 

P3 I think we have, um. We're working with quite a difficult little guy at the 

moment, with a diagnosed difficulty and a father I think who needs to have a 

diagnosis as well. Um, this family is high risk and (.1), however, this child will 

trust me and that’s the good thing. Every case is different, and this particular lad 

um (.2) hhhh (.1) his father is probably, (.1) well (.1) very difficult. His father 
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434 

flipped off a comment when he brought the sunhats for the children back this 

morning that the house they were in wasn't big enough. He's looking for another 

place and I thought hello, you're going to move these children. Move all the 

problems and 

I Not dealing with the issues= 

P3 =No, and again, those are the things where (.) these things (.) these work very 

well 

I Consequences 

P3 Yeh, for getting children to own their own behaviours, putting that in. Most of 

our kids, and we have probably got (.) more than our share of (.) really difficult 

ones. Most of them we can work with this, and we can work within it. 

I The fact that you've only had one (.) suspension, that must be a record, 

especially for a school where you've got so many children who are so needy 

moving in and out. 

P3 Oh, it was a terrible thing to do.  Um we have stood children down, um (.1) at 

times, but not a lot of stand-downs. We would not, we would not add greatly to 

the national figures. Because, its because of the links here. Um, the other thing 

too 

I Between the staff and the parents [and the Board 
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437 
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440 

P3  [Its all these things that go on. Its working 

together and driving very hard, but we're here for the children and their learning  

I Yes 

P3 That’s the critical thing. Getting parents on board with that is really important. 

But we're not here to hound families or (.), we are here to get the kids here and 

learning. We need them to come to school to learn. That’s what we're about. 
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446 
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448 
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We're not about (.1), we're about their health and safety, that’s why we're hot on 

the sunhats, the sunscreen and those things, because it’s a major issue for our 

country. We changed our sun-safe policy at the beginning, well in the holidays 

when we had a Teacher Only day, we re-wrote it. Um, we looked at strategies 

and its working extremely well. I don't know how many we will have today, but 

we will know each day how many children, and who they are, who do not have 

sunhats. 

I They all have them, I noticed them. That was the thing that struck me, 

everybody had hats. 

P3 Yes 

I There might be the odd one that I missed but walking out at playtime 

P3 Yeh, any children without hats are required to sit on certain seats in the shade 

and we know exactly who they are and where they are. Previously our policy 

had said that they play in a shaded area. It was a disaster because the ball would 

go out, they'd have to go out 

454 

455 

456 

457 

458 

459 

460 

461 

462 

I Oh yes 

P3 It was impossible. But it’s a withdrawal type thing. 

I What its doing is reinforcing that the consequences and, I notice that you've got 

the words determination but I wonder where that would fit, because there is a 

coherence to what you've got here. 

P3 Its determination that yes we can succeed I think, it’s a determination that 

comes through from (.) the staff particularly. They can, (.3), at times the staff 

amaze me, particularly the teachers. Their determination to get what these 

children need. 

463 

464 

465 I So if we link that staff to the children then 
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469 
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471 

P3 Well I think it’s the determination to succeed, for success, very much. 

I That’s part of your personal (.) or you say the staff. You're included in that 

there? 

P3 Yes 

I Yes, that’s a collective (unclear) 

P3 Oh I think, (.2) the determination that the children will learn. When I say learn I 

mean, learning in its broadest sense. Um, (.2) you know you have these good 

things. Learning involves a change of behaviour and it does. Um, (.1) nobody is 

in a vacuum and I guess (.1) you don't operate in a vacuum, you (.) interact with 

people and the schools dynamic, its changing, all this stuff that’s going on in 

classrooms are too. But underpinning all that, is that determination that the 

children are going to learn and they 
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do learn. This is one thing about a school 

like this, it is 

477 

really exciting, um (.1), to see our non English speaking children 

learning. Now I think, I have a belief and when I retire I'll have time to do this 

because I want to research (.) the (.1) effect of non English speaking children on 

children's learning as a whole within the classroom. Now, (name), the little girl 

who scored 98%, in the classroom with (name), from the time she was little, 

anything she didn't understand, the hand would go up and she would say "What 

does that mean, what does that tell me?"  Now that creates a climate that its 

okay to say you don't know. 
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I That’s right 

P3 So how much effect does that have on children's learning. That questioning. To 

have these children (.) I think it also changes teachers' behaviour as to how they 

give instructions. Because they've got ESOL children they have to be (.) 

specific. You know, you can't be casual about it. 
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I No, your right. 

P3 I think it changes teacher practice as well as student behaviour. 

I So you've got a really good research project there. 

P3 I have. I've often thought of doing it, but I haven't got time to do it. 

I At the moment 

P3 At the moment, yes, to me I think that its definitely (.) something in that. I think 

it also affects the climate within your school. Definitely affects your school 

climate. It has positives and negatives within that because we do have the odd 

(.) I had a little Somali guy in my room yesterday very upset because another 

kid had been saying his mother was a black dah dah dah dah dah. Now this was 

a little guy who's got a fairly short fuse. He excused himself from the classroom 

and came to me and it was good. And I said "I can see you're upset (name)" and 

he said "Yes" and I said "Do you want to talk about it?" and he said "Yes". I 

said "Okay, sit down, when you're calm. Just be calm, that’s fine, I'm here" and 

the next thing is, (.1) and he had a point. So then I said "What do you want to do 

about it?" you know, we'd gone through all this dah dah…you know what its 

like, and ah, we sorted it out but then the other thing is, I want to see you boys 

later on, I want to know how its going, so they know that if you set the process 

going, it keeps going. I find that’s really good when there's conflict between 

children, if you go through the mediation thing, that the critical thing is to 

follow it up. Follow up. Later that day, the next day, a weeks time, just (.) and I 

just diary it. I say "Right, its in my diary. I want to see you then" you know. 

And its that following on, how are things going, that they know. 
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511 

512 

513 

514 I So its almost the caring as well isn't there in the follow up. 
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P3 Well that’s part of this. Its part of the consequences there when you're tracking 

children's behaviour, yeh, its all part of that (.1) is following up. And again, it 

comes back to your trust. They know that you're going to do that. 

I They can rely on it ((laugh)) 

P3 They can, its going to happen. 

I That’s right 

P3 And for a lot of our kids who come out of fairly (unclear) families where um 

(.2) you know, things are not all that good and they learn a lot of tricks too. A 

little guy fronted up at school today and he said (.1) his mothers dead actually, it 

quite a stressful family, and the older one came in and he said about the young 

one, "He hasn't got lunch because he wouldn't have his sandwiches with 

whatever it was, the filling he was offered at home. He said he didn't want it, so, 

his choice. He came to school with no lunch and he's going to get the hard 

message today because he thinks he'll front up over and get a lunch. And 

sometimes kids don't have lunch for valid reasons, um, I mean we'll have 

parents phone in and say "We haven't got any food. I haven't been able to get 

them lunch" and so we do.  

I Is that very common? 

P3 No, but we do keep a loaf of bread in the freezer and we will keep peanut butter, 

jam and marmite (.1) in the fridge. 

I Yeh. So no child will go hungry. 

P3 No. 

I Unless they deliberately don't want the filling that’s offered. 

P3 Yeh. I mean he was offered sandwiches and he did have other food, but he 

wouldn't have any sandwiches today. Little rascal. But that’s the consequence. 
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I Yeh, it is.  What else (.) we've dealt with determination= 

P3 =Determination 

I We've got that on there now. 

P3 Empathy. Okay, um (.2), I think hhhh (.) sometimes it's hard to have the 

empathy for our families and when you see somebody with a $90 doll and you 

know that the family's not (.2) able to do other things for their children, but the 

mother will buy a doll, you know, so (.) to try and understand her need to pay 

90 bucks for a doll for her birthday and yet you can understand that because she 

wants to give her child (.) she wants the child to have something. How, (.) how 

do you (.) I find this very difficult and to have (.2) empathy, I, I count back in 

my own mind to when, um, I'd stopped working and (.) we had two children and 

(name) had a major court case, um, or a legal dispute within the firm and it cost 

them thousands which is money we just didn't have, and so we actually ended 

up at one stage, being extremely poor, and I still found it hard. I guess the thing 

was although we were extremely poor, we knew, or we believed that we 

wouldn't always be. Money wouldn't always be 
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554 

that tight, but I know it was 

tight to the extent that I kept a weekly notebook of 

555 

every last penny that I had 

and how I used it. But then I have to say to myself, well I had the skills. These 

people don't have the skills to budget, um, and that’s where I find it difficult to 

have that empathy. If their children are sick (.) I can understand that, and they 

are worried about their children. I can understand all those things, but at times 

that empathy, I find it very difficult 
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562 I Yes 
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P3 to (.) be able to understand it. Um, today there are budget advice (2), I mean this 

particular family, they've got agencies involved on budgeting and I thought, 

how, you know, for $90. You know, you'd feed the family for a week. 

I I'm not sure where= 

P3 =I don't know where that= 

I =Its almost one from, it’s a belief, it sort of  (.) with you understanding a family, 

rather than just the 

P3 Yes, it fits over here probably with (.) yeh, empathy there because its not as if, 

you know, sometimes people think you've never been poor. You don't know 

what its like to be poor. I mean, it was to the point where I was cutting out 

(husband's) shirts and making clothes for the kids out of (husband's) old shirts. I 

turned the collars on his shirt.  

I You had all those skills 

P3 That’s the thing (.) um 

I They say poverty is a state of mind. You were poor but you actually had 

something inside you 

P3 Oh, I could do something about it 

I And the next one, knowledge, tell me about that, I'm aware of time 

P3 Oh gosh, time, I've been yakking on.  

I It's great 

P3 Um, I think knowledge= 

I =This is your knowledge or? 
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P3 Everybody's knowledge. I think its collective knowledge. Um (.1) I think its my 

knowledge in here. All the things, knowledge and experience that really is um 

I And that word collective is quite (unclear) 
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P3 And its also, a whole lot there because we have a variety of (.) 

I So would that almost be an encompassing sort of outcome or something 

P3 I think it does go round all these ones. 

I All of that lead to it. 

P3 I think it does go round all this. Um, and with that you've got your learning and 

your teaching. All those things.  

I Yes 

P3 Teaching and learning all sit in here with (.) in order to be a teacher you've got 

to be a learner and if you're not learning new stuff, how do you energise how 

you, you know, all those things, and we're a learning place and we're a teaching 

place. We learn from the children. We're not the total experts. 

I No 

P3 We learn 

I So you almost have two way arrows going right round, or something 

P3 Yes it is, its all going both ways 

I Yeh 

604 

605 

606 

607 

608 

609 

610 

611 

612 

P3 All those things are going around in here and the school is a learning place. 

That’s what we're here for. We are all learners and we're all teachers. Um (.1) 

yeh we are, so I'll pop that in with that. 

tape turn over 

 I do it best when I'm in the garden (.1) or walking in the morning and I think 

that’s something that (.3) 

I Something about you 

P3 Its me. It sits back up in here. Where do you want to put it. 

I Well its about you isn't it. 
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614 

615 

616 

617 

618 

619 

620 

621 

622 

623 

624 

625 

626 

P3 It is 

I This is all about you here really isn't it so lets pop it there 

P3 We'll pop it in here with them. 

I When I get this typed up I might, do these as a series of bullets. 

P3 Actually focus doesn't (.) because that comes in with the vision. Although focus 

(.2) I'll go back to reflective practice. I think that reflective practice (.1) I do it in 

the garden, sure, I do it when I'm walking, but it also means that I'll go and look 

further for things um, but I find that (.) I need to be distanced physically (.3) um, 

(.2) so that things (.) all sorts of things clear from your mind and you focus in on 

it and you think, yes, and then you know where you need to go to get what you 

need. You can work out who or what or um (.3) it comes through very clearly. I 

often reflect, I know this sounds crazy, but in the shower in the morning, um, I 

often think what's happening in the day ahead. Um, I try (.) each day not to 

leave school with something that should have been dealt with that day or at least 

have some idea of how that can be dealt with so when I go back and I'm looking 

at it, I can think, oh now, that’s not going to work. Um, but I think reflecting 

(.3) thinking back over the things and hh looking at the thing, better do 

something different. That’s not what I should have done. Sometimes it’s a 

matter of coming back and speaking with somebody and saying I don't know 

about you, 

627 

628 

629 

630 

631 

but, you know, or sometimes it’s a matter of coming back and 

apologising um because I will make a decision, or say something and I think 

afterwards, no I shouldn't have done that, um, and coming on back and saying 

I'm sorry, I made a mistake, and I think that’s 

632 

633 

634 

635 

636 I Its (unclear) 
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637 

638 

639 

640 

641 

642 

643 

644 

645 

646 

P3 Well its part of your honesty. If you can't admit that you've made a mistake, um, 

(3) yeh, you know, nobody's perfect, we all make mistakes and that’s fine but 

just don't keep making the same one all the time ((laugh)) 

I That right. You're learning from your mistakes. So that’s focus. 

P3 Yes. Well I think focus comes in here. Its part of that shared vision, but out of 

that you do focus on various things. Your focus, um, (.1) it does vary, it varies 

there. And it depends what's going on, what your focus is. You've got to have a 

push, like we might have a Maths week, so, we're on to basic facts. We've got to 

(learn) (unclear), or for Maths week, or you know, just a real boost or, this year 

for Maths we all did, did a school wide inter-change and the children went to 

different classes and did different things and they loved it, it was fun. And in 

different classes they had different activities. This was 

647 

wow. The only thing that 

put us out was there was only 5 days in the week and there were 7 classes. And 

they all didn't (unclear) they'd talked about it and the knew that in different 

rooms there were different things going on. And they were faced with the 

different levels as they came through, but again, that was a commitment from 

the staff because if the teachers had said, "Oh no, I don't want to do that" um, 

but, I guess, the staff also in that respect, they're prepared to take risks. 

648 

649 

650 

651 

652 

653 

654 

655 

656 

657 

I Oh, I'll pop that in because that’s= 

P3 =They are risk takers 

I Yes 

658 

659 

660 

661 

P3 And they are risk takers. Just coming to school some day's a risk ((laugh)). But 

they are, they will try new things. 

I And you encourage that. 

P3 Oh yes. 
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662 

663 

664 

665 

666 

667 

668 

I And what happens if the risk doesn't take off? 

P3 Okay, you've learnt something from it. 

I Right 

P3 And you know, that’s the other thing= 

I =Its not the end of the world. 

P3 Its not the end of the world. And what did you learn out of it, how would you do 

it differently. And we do go back and discuss those things. We'll review things. 

That’s really important. 669 

670 

671 

672 

I Yes, yes. 

P3 Again, that’s the (collegiality), the trust within the staff, ah, the support they 

have for each other. Um (2) we don't live in each others pockets and I think this 

is a good thing. Nobody here is big buddies (.) anybody else outside school. 673 

674 

675 

676 

677 

678 

679 

680 

681 

682 

683 

684 

685 

686 

I Right 

P3 And its probably quite unusual in many ways, but I think on the other hand, 

when we come to school, we're all (.) there are no tension.  

I That’s wonderful. 

P3 We're all focused on what we're doing. So we don’t have this amazing social 

circle that operates outside school. When we come here we're in and yet when 

we go out together we enjoy each others company. 

I So its as a group rather than as a little faction group. 

P3 No there are no, and I think possibly the size of the staff does that, but it 

certainly makes for a cohesive staff and we've got traditional things that we do. 

Its become traditional every year, on the last day of the term, everybody comes 

home to our place. 

I You've got a nice place to go home to. 
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687 

688 

689 

690 

691 
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693 
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700 
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704 

705 

706 

707 

708 

709 

710 

711 

P3 Everybody comes, we have a barbecue, drinks 

I Lovely 

P3 And we all buy prezzies anonymously  

I Oh, lovely 

P3 and its just a wind down, its very easy, and then the last Sunday in February we 

always a family barbecue at our place again, just a mid-day one, so families can 

come and everybody just brings things. Its just a shared. 

I Sounds nice 

P3 And that brings the families together. 

I And this is the teachers, and teacher aides 

P3 Everybody, yep, everybody comes, and its just (.) its quite good going to our 

place because we're out of the city, um, (.) yes, its easy. 

I Sounds lovely 

P3 So we're a bit lucky (.) with that. 

I Yes, but you'd find something else if it wasn't that. 

P3 We would, we would. Oh yes, we would.  

I But its certainly nice. 

P3 Well, its just one of those things, and it’s a way for me to thank people for 

everything they've done. 

I I agree 

P3 Um, to acknowledge what's (.) the years work. Um, yep, its good. There is no 

way you could change it now ((laugh)). 

I That’s one of your traditions. Now, just before we finish, what I would quite 

like to just find out from you now, these might seem a silly thing, but what I'm 

interested to know, where have you developed your beliefs from for each of 
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712 

713 

714 

715 

716 

717 

718 

719 

720 

721 

722 

723 

724 

725 

726 

727 

728 

729 

these things. What are the sources [of influence that have led to you thinking the 

things that you're thinking.  

P3  [I think the, your personal values that you 

bring from way back that you build on as a person. I think that the experience of 

working in special education has given me a lot of skills that I think apply well 

here. Um (.1) I mean having worked in (special school) was extremely stressful, 

difficult, and yet at the same time, we had a hoot. At times we did, but it 

certainly was probably a very stressful place to work, because of the nature, 

however, that was a personal choice to work there and also I learnt and had a lot 

of opportunities there. I think also, looking, I still refer back to um (.) literature. 

Um, whenever I see something about leadership I tend to gravitate towards it to 

see what's going on. I think that um, you have to look at the culture of your 

school, your community, what the expectations are there for the school, so I 

think those things. One of the things that saddens me too is that I have a lot of 

children here who come and hug me 

I Oh 

P3 And I'm fortunate that I'm a woman because I can hug them bac. I yes (.) and for 

a lot, you know, if I was a male, I couldn't do that, and that is (.) today's climate 

within society and its sad, because a lot of our children they need that physical. I 

know for our um, Somali kids, they snuggle up to you. They snuggle in. They 

just 

730 

731 

want that physical touch. One child in particular, when she came here, she 

was

732 

 so angry, intensive and aggressive. Um, who knows what she's been 

through. You'd never know, but she's now 

733 

so different. And its great to see it. 

But the trust that she's developed, its wonderful. She came bursting in yesterday 

734 

735 
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736 

737 

738 

739 

740 

741 

742 

743 

744 

745 

746 

747 

to tell me that her mother had had the baby and that its another boy. So they 

now have six boys and five girls. 

I Oh 

P3 Oh, the mother. We went round there, the teacher and I were round there oh, 

about three weeks ago, and she was so heavily pregnant. How she managed to 

keep (.) this long. Its quite interesting to go into the Somali home. They are 

quite happy and accepting of this. They don't (.) its no problem at all with this 

family. 

I Are they housed locally? New Zealand houses are so small and they have one 

bathroom for the whole family. 

P3 No, yeh, the whole thing is (.) you have to leave any judgemental things behind 

when you go into these houses because (.2) the neat thing is that they will accept 

you into their home, into their territory and welcome you and so you've got to 

go in and just forget about all your values about homes and how many people to 

a bed, into a room, or anything. Just leave all that. Accept them as they are and 

they're fine and that’s the same for a lot of our families. They are very accepting 

of you going into their homes. Any homes that I've popped into see parents or 

popped children home if they've been sick or (2), um, they're open to you. Its 

really good the way they will just (.) come in, and (.) I guess having worked, 

you know I had a year as a Visiting Teacher based at (school) and of course the 

places I went into there were amazing also. When I was at (special school) I did 

some work around the country, going into various homes, so I've seen some 

pretty (.) horrendous living situations so (.) I guess the young teacher who was 

with me when we went to see this Somali family, was a bit of an eye opener for 

her, to go in, um, but on the other hand, she handled it very very well. And this 

748 

749 

750 

751 

752 

753 

754 

755 

756 

757 

758 

759 

760 
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is building up trust. We've actually been to the Mosque right in, and they were 

honoured to take us in and show us the Mosque and all through it. Yeh, so these 

are the things, the building a relationship with the Somali community that’s a 

very fragile community and it has (2), its hard for them. It is 

761 

762 

763 

so hard (name) to 

(.) I still have this 

764 

awful feeling that these people, its just monstrously difficult. I 

know they're safe, nobody's going to beat them up, or (.) you know, they have 

got food, clothing and shelter, but the cultural side of it is 

765 

766 

so hard for them. 

Especially (city), and you go to (large city), they would be fine and this is why a 

lot of them do go to Australia. 

767 

768 

769 

770 

771 

772 

I Yes 

P3 You see its happened with our Cambodian families too. They are moving 

because of the bigger Cambodian community. They go to Sydney and there is 

quite a big Cambodian community and you can understand it. Um, and they are 773 

fabulous people. Just got a little kid the other day (unclear) and she's just 

absolutely yummy 

774 

775 

776 I Oh 

777 

778 

779 

780 

781 

782 

P3 She's just fantastic, but you know how you think (.) all this is not the community 

here for them, the climate, and everything stinks really. To get the food to eat, 

just, oh, those sorts of food are just so expensive. 

I Yes, oh yes, it’s a speciality item. 

P3 They are very expensive. What they regard as just everyday food. I mean, 

ordinary rice is okay but to get anything different, um, oh I know the 

Supermarkets are finally stocking, mostly in bigger bags are cheaper, but um, its 

just, you look at the price of a tin of tuna. 

783 

784 

785 I And for a family of 11 children. 
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787 
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791 
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797 
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799 

800 

801 

802 

803 

804 
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807 

P3 Well I asked (child) what he had in his sandwiches the other day and he had 

jam, so I suppose they are, you know. 

I Forced to adapt. 

P3 I haven't talked about the literacy and the vision there, but I think it's probably 

something you'd know anyway. 

I The source of influence on how staff 

P3 It certainly has influenced the staff I think. They always ask me what it is I'm 

going to Wellington, you know, what are we looking at and you know, I said to 

them this time I'm looking at oral language and I just haven't had time to do the 

things I wanted to do while I was busy getting them together last night, and 

tonight and tomorrow night, looking at things there. And I think that’s (.) that is 

a critical factor in low decile schools. We've got a little guy who came in, (.) 

nearly two weeks ago, he's functioning orally at about a 3 year old level and yet 

yesterday I observed him doing the early numeracy stuff on number and he's 

certainly learning very very quickly and acquiring number skills, but the basic 

language is not there. Very lacking in verbs and certainly he won't have any 

prepositions or anything like that, so we're just at the stage of nouns. So its 

about probably a low 3 year old I'd say his oral language. So that’s, but the child 

has got ability. He will learn very quickly. He's going to be fascinating to watch 

and I'll certainly be tracking him and looking at him in another 12 months time 

if he's here. 

I I'll stop it now. 
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13 
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19 

20 

P3 Okay, the things that have influenced me. 

I Or people 

P3 Or people, okay. Currently, probably= 

I =And its how you do, how you carry out the job of being principal. 

P3 Okay. (5).  

I Interestingly, you were talking just previously about the children and it might be 

that (.) you want to think about some of that earlier stuff that we didn't record. I 

don't know. 

P3 Um, right now there are a number of things (laugh) that probably influenced me. 

Um, there's the work with Learning Media, I'll just put in brief there because (.) 

that’s um (.) its looking at (.1) its looking at principals as literacy leaders 

basically. You're aware of that aren't you? 

I Yes, I am. 

P3 Okay, well as part of that work with Learning Media, we've actually been 

looking at school systems (.) and practice, so (.3) one of the things that’s 

coming through increasing, and its good for me reflecting back, I mean this is 

very recent because I was working there just on Thursday and Friday, um, 

looking at effective practice (.) which is a change to shift because we no longer, 

we used to talk about best practice and its now changed to effective practice, so 

its getting away from the idea that there's only one way. Its looking at there may 
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be many ways, but its also, we've been talking a lot about school cultures, 

school climate, and school culture is definitely, um, (2) a really interesting (.) 

thing to look at. Um (.3) because it effects, it impacts, your school culture 

impacts on your practice and what may be effective practice in one school, 

won't be effective in another for a whole variety of reasons, and again, the 

school system, given your size, all sorts of factors impact, so for me (.1) being 

there, I'm a sole South Island person. Um (.) decile 2 school, multi cultural, all 

those factors, and looking at what's happening. Well, I know how I see our 

school here, what we do, how things are for us, um, I think that’s (.1) been very 

helpful for me. As well as looking at the bigger picture, what's, the sorts of 

things we can feed out to schools, um, we looked at the issue of transition and 

of course out of that came (.) transiency because we've got transitions that are 

organised through schools and it really made me reflect back on that and think 

about that. We've got certain transitions, transition points within schools. There 

are things we do, systems we use, but they are organised. It’s the ones, that they 

have a structure. It’s the ones that are unstructured that provide the challenges 

and the difficulties, so reflecting back for me, that was really good because we 

have 

21 

22 

23 

24 

25 

26 

27 

28 

29 

30 

31 

32 

33 

34 

35 

36 

37 

more of the unstructured transitions, um, coping with our transiency in our 

parents. So that, that’s at the moment now, that’s probably having quite a big 

influence on the way that I'm looking at the school, the way I'm seeing things, 

how do I get through this. Um, the problems that we have, what can we do, how 

can we be effective, um, so now, that, that would be influencing me. Um, there 

is some reading (.) with that. There's some stuff I've gone back to. Looking at 

those issues there. Um, (.2) yeh, so that, that’s interesting, and I guess I (.) I'm 

very very fortunate in going to Wellington, working with people from the 
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42 

43 

44 

45 
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46 

47 

48 

49 

50 

51 

52 

53 

54 

55 

Ministry, um, listening to what they're saying, looking, also, looking at the 

changes that are still coming. I mean, we are never going to be settled. Its things 

like ABEL going and we're going to have ATOL. Um, 

I What's ATOL? 

P3 Assess To Learn. 

I Its like the change of emphasis 

P3 Its changing. Assess to learn. Its going to be far more, you know, the Ministry is 

actually (.) its quite interesting because the Ministry is actually taking 

I Is this all sectors or just primary 

P3 Yes, it will come right through. Assess to learn. Its going to cut right across and 

its interesting looking at the very broad picture of education in New Zealand, 56 

more and more, the (.) central is becoming (.) prescriptive. It was very 57 

descriptive but it is now becoming more and more prescriptive and this, this is 

where I'm very lucky. A lot of people wouldn't see that because they don't sit 

there with Colin Brown, now I'm name-dropping 

58 

59 

60 

61 

62 

I Yeh 

P3 but, Colin Brown, Diane Crew and Sue Douglas. You know, we have a chance, 

we always talk with them. So you get a very different picture of all these things 

that are going on, centrally controllers. While people think they are managing 

schools and all that (.) um (.) its not actually quite as as simple as it seems and 

its becoming more and more (.) and the prime example of that at the moment 

would be the numeracy contract where they're collecting the data. Its actually a 

research project. The data's being collected because you can't get onto the 

numeracy projects unless you 

63 

64 

65 

66 

67 

68 

agree to the data collection, so its an interesting 

one. That’s a very tight contract compared to our principals as literacy leaders. 

69 

70 
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You know, the literacy leadership thing is a, is a far broader much less 

structured. We're still, you know, schools are still determining how they're 

doing it, 

71 

72 

given their systems, their (.) how they do effective practice, culture, 

climate, all those things within the schools. Okay, we did (.) there were certain 

things that um came through. I mean, taking running records was one of the 

things that we hit, personally, as a school and we did a lot of work on and tidied 

up our act and I still believe that, until schools take that responsibility, to look at 

effective practice, how we, how are we being effective. What, what, you know, 

you're looking 

73 

74 

75 

76 

77 

78 

at your systems within your schools, so again, it goes back to that 

(.) self determination, it goes back to your, basically, what do you want to 

happen in your school, where are your priorities, um, and that goes into a whole 

lot of things. But this, probably for 

79 

80 

81 

me, um, working and Learning Media= 82 

83 

84 

85 

86 

87 

88 

89 

90 

91 

92 

93 

I =Yeh 

P3 and having the opportunity there, probably, hasn't, it does have a lot of influence 

over how you know, I haven't had a chance to talk to the staff (.) here and 

particularly teachers because they all say "What are you doing, what do you 

know?" 

I Yeh= 

P3 =and its great to be able to feed it back to them. 

I Mm. So this was late last week you were in Wellington. 

P3 Yeh, Thursday and Friday, two days. 

I Yeh, [that’s great. 

P3  [And looking at where we're going to next, looking at what's actually 

happening there, what the Ministry is producing, because it certainly is pouring 

a lot of energy, a lot of stuff into this area. Um, (.) we saw a CD Rom, a proto 

94 

95 
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96 

97 

98 

type of a CD Rom which we interacted. Its targeted at year 7/8/9/10 for 

'reluctant boy readers' um 

I Which is a huge issue isn't it? 

99 

100 

101 

102 

103 

104 

105 

P3 It’s a major issue.  

I Mm 

P3 We understand that secondary school, (.) secondary schools have approached 

Learning Media and the Ministry's saying that they want something like this. Its 

being replicated and altered and used in different ways. Wonderful, and this is 

the lovely thing about it. There's no copyright on it, there's no intellectual 

property, there's nothing. It, you know, if you change it and it works, however 

you use it, just if somebody got something really good out of it and saw a great 

way we'd love to 

106 

know so we could use it too. 107 

108 

109 

110 

111 

112 

113 

114 

115 

116 

117 

118 

119 

120 

I Yeh, so with your job with Learning Media, you are producing resources? 

P3 Yes, well not, I don't produce them, we have a [writer 

I  [You're feeding ideas into it. 

P3 Oh yes, yes 

I You're a lead thinker, or how would you describe what you are?= 

P3 =Yeh, I suppose it is. I mean you sit there with= 

I =How many of you on the working party? 

P3 Okay, we've got Judy Hannah is the NZPF, um, we've a representative from 

NZEI, there's a principal from a school in Wellington, there's me, there's Jean 

(Bidulf). I'm going round the table where we're sitting. 

I Yes 

P3 Stuart McNaughton from you know=  

I =Oh yes 
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P3 Auckland University and (Wolf Fisher), Libby Limbrick from Auckland 

College of Education. Mere Berryman representing Maori, um, nobody on 

Pacific Island because of a literacy taskforce, we found that too hard to even 

121 

122 

123 

start and address Pacific Island literacy. Um, we just, it just was too hard, um, 

and then Diane Cruize comes in for part of it, Sue Douglas, um, comes and 

Colin Brown, they always come. So that, they're very 

124 

125 

generous with the amount 

of feedback they give us and what's happening, what's going on, what contracts 

are happening. Where the um interest is coming from, its fascinating, because 

our thing is actually, years 1 to 4, so of course the gap is for years 5 and 6 and 

then you can hit, for us being a full primary it doesn't hit us, but the 

intermediates are feeling quite isolated, but its looking at things, you know, you 

get feedback from intermediates and they say "But I, you know, we, the children 

should all be able to read by the time they come to us" you know. 
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I ((laugh)) (unclear) 

P3 And its even worse at year 9.  

I Yes 

P3 So its this whole thing because as soon as you put in children moving through 

schools at age, approp (.) you know, with their age groups, and especially now 

with the number of immigrant children coming in, non English speaking 

children, its really hitting through, so its all that (creep) that’s coming through 

the system and (.2) they just don't know what to do with them basically.  

I Mm 

P3 Um, (.) they, they just don't. So, we've gone beyond, its been interesting, 

because we seem to have finally buried (.) the phonics debate. Its seem to have 

finally 

143 

144 

gone (.) well at the moment. Tom Nicholson's very quite (unclear) 145 
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146 

147 

148 

149 

150 

151 

152 

153 

I ((laugh)) 

P3 But (.1) we seem to be getting on to doing, rather than sitting around arguing 

over um (.1) what's the best way. I think we've, I think we may have buried that 

one. I hope. So that, that work and how it impacts on what goes on here, it does 

impact strongly. I think if anything it confirms the process of our budget, what 

we're doing in our budget. Looking at resources and professional development. 

Um, looking at our programmes of work. Um, it’s the sort of things, you know, 

what's the evidence you can see in your school that this is working. Um, (.1), 

again, looking back at that too, for me this is, yeh, it is professional growth and 

it does impact. I look back and it, I think, I would like to see schools about the 

same size as us. It’s a lot easier to manage it, to manage 

154 

155 

so many things where 

you have a staff of this size. You don't have the layers to get through. You don't 

have the complications. Um, (.2), it doesn't take it away. Your system is able to 

be open enough for everybody to be part of it. When you get into large schools, 

and I (.) have a friend (name) at (school), with 500 children, and it is 

156 

157 

158 

159 

far more 

difficult for (name) there because the layers (.) you just start to have more layers 

and layers. You can't you know, much and all as you try to keep your structures 

(.1) as simple, open, and all the rest of it, once you get more and more people 

working together, it does not make it as easy. Its not as easy. 
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169 

170 

I So the size of the school is an influence on how you do things? 

P3 [Definitely 

I [On how you can do things. I think that’s (unclear) 

P3 I think that’s= 

I =Yeh, for the type of school you've got, you've mentioned already 

P3 Yeh, school size 
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171 

172 

I Yeh 

P3 is one thing, it came again out of (.) its been interesting for us looking at the far 

North. Well this is the other thing that I get from that. I get a national picture 173 

174 

175 

176 

177 

178 

179 

180 

I Yes you do 

P3 and that’s really interesting. Looking at the problems that are still carrying on in 

the far North and one of the biggest problems up there is that they've got (.2), 

they put millions in through, (.) oh what are they called, (.1) it’s a contract that’s 

run out of, out of, now I'll get this wrong for sure, but its run out of Auckland 

but its (.4) but its conflicting with a lot (.) of other, you know, they've poured a 

lot of money in there for professional development, support in schools, 

community support, but it still is not really hitting home and one of the things 

that’s hitting it 

181 

is the transiency and coupled with that they've got what they call, 

well we termed it, 'hoppers' who go from immersion, I talked about those. 

182 

183 

184 

185 

186 

187 

188 

189 

190 

191 

192 

193 

194 

195 

I Yes you did last time. 

P3 Now the 'hoppers' are still having this impact and we were looking at ways of 

trying to overcome as Diane Cruze said, and I mean she would know, we have 

the highest incidence of transiency in the OECD countries. Ours is the highest. 

I That’s the far North. 

P3 But in the far North they're hopping around, but you see, throughout the 

country, people are moving. 

I So New Zealand as a whole= 

P3 =Yeh, New Zealand as a [whole. 

I  [Ah. So we think of your school then, I mean, you're a 

good example of [that. 

P3  [Oh yes, we are. 
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196 I Yeh 

197 

198 

199 

200 

201 

202 

203 

P3 So school size does have a big impact on all of these things. 

I And the nature of the children [as well and their families. 

P3  [Yeh, you know, your decile. 

I And you (unclear) 

P3 And one of the things, just coming back to school size, when you look at the 

size that we are, we seem to be able to be more resilient in catering for transient 

children. It doesn't seem to be, I don't know why, but we (.) I think that the key 

factor is resilience. We seem to be able to manage better and have those systems 

in place. I mean, when kids arrive here we 

204 

never get a child, well we do get a 

child with a transfer form we think "Ah how wonderful." 

205 

Most of them we don't 

but the teachers give them a couple of days to settle in and then they're doing 

initial testing. And we actually have kits, sounds incredible, but we've laminated 

kits for each classroom because we could get ESOL, anybody. So we've got 

these little laminated sheets that we can pull out and (clip chop) through, very 

quickly, to get the child in, get them going. Once you've got a kid into the 

classroom system, its much easier. So I guess its [looking 

206 

207 

208 

209 

210 

211 

212 

213 I  [Like an induction almost= 

P3 =Yeh it it and that’s where the teachers here have this resilience within them 

and I think its within our system too, to accept children, to welcome them. Its 

part of our (.) and there's a lot of 

214 

215 

informal, a lot of it is informal, still we do have 

our formal side of it but (.) yeh, I guess that’s, I'm scribbling all of these things 

here. 

216 

217 

218 

219 I Part of that culture that you mentioned earlier. 
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220 

221 

222 

223 

P3 Yeh, it is. Induction, and we've got your formal and you've got an informal, um, 

and how do they do things around here, how do things operate. 

I That’s right, yeh. 

P3 So you've got both sides of that, um, and I think that its linked in with those 

sorts of things. Okay, so that’s probably the thing that’s influencing me most 

right now, having just come back. Um 

224 

225 

226 

227 

228 

229 

230 

231 

232 

233 

234 

235 

236 

237 

238 

239 

240 

241 

I And going back from that (name), thinking back through the course of your life 

P3 Oh well, obviously= 

I =The appointment to the school 

P3 Yeh, a big factor has been Special Education. 

I Yes. You've been in the school how many years now? 

P3 Six and a half, nearly seven years= 

I =So if we just plot on then when you came here and it give us some sort of 

perspective time-wise 

P3 1995 is when I came here. 

I Right, okay 

P3 1997 was the literacy task. No, 1999 was the literacy taskforce. 

I And that’s lead to these other (unclear) 

P3 And then its gone on from that. [I mean that was beginning 

I  [Wonderful isn't it 

P3 Yeh, it is. Um, I think that (.1) I had become in Special Education, I felt that I 

was getting further and further (.2) out on a limb. I think also I was, I had 

decided I wanted to get back into mainstream (.) and I guess it was (.) yeh, it 

was, my appointment here would have been right against (.) the trends, but also 

was probably one of the things that under Tomorrow's Schools, schools could 

242 

243 

244 
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do that. Um, now I'd never been a DP, I'd never had a sole charge school, I'd 

never run a school. Um, I was doing some management papers. I

245 

 had, what I 

had been able to do when I was working, before I came in here, I had worked in 

a lot of schools. I've worked alongside principals, DPs, APs, teachers so I had 

looked at a lot of different systems basically within schools. I was very aware 

246 

247 

248 

249 

250 

251 

252 

253 

I And your role. How would you describe that in Special Ed? 

P3 Well I was a support person, support teacher. 

I So that gave you quite an insight into how (.) different schools were run. 

P3 Oh yes, definitely. 

254 

255 

256 

257 

258 

I So you would be quite an informed observer. 

P3 I was an informed observer. 

I Yeh= 

P3 =I had experienced a number of schools and I'd experienced them because of 

my role. It was confidential. Any teacher I worked with (.) I mean, one of the 

things, one of (.1) as support teacher, no principal could ever direct me to work 

with a teacher. It 

259 

had to come from the teacher. Any work I did with a teacher 

was confidential. The only thing was that if there was a (.) safety issue, I made it 

260 

261 

very clear before I started working, that if I felt that there was an issue of safety 

of any sort, I would then say to them that this was an issue that needed to go 

further. But they would always be (a side). You know, working in that way, you 

know, I heard a lot of stories. 

262 

263 

264 

265 

266 I How, and I was going to say, you talked last time about how you support the 

staff. Would that possibly be some of the background which has given you the 

skills that you use. 

267 

268 
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269 

270 

271 

272 

273 

274 

275 

276 

277 

278 

279 

280 

281 

282 

283 

P3 Oh yes, definitely. Um, the staff here know if they come (.) you know, there was 

a teacher talking with me last night, and that’s just part of it. I mean, they know 

I'm not going to take it any further. You know. 

I That’s right. 

P3 =It would only= 

I It comes back to what you said in the concept map about the honesty and 

integrity stuff, trust 

P3 Yes it is. That trust that you have there, and that is, that’s part of your role. 

I Yeh, so how long were you in Special Ed then in that support teacher role? 

P3 I was there for (.1) um five years.  

I Right 

P3 So, I went there, um, 1989 but I had a year, 1990, I worked as a visiting teacher. 

I Right 

P3 And I was given leave to do that (.) but I went back so (.) it, it was good. Again, 

setting that programme up (.) in some ways was very similar to this sort of thing 

because it was new. It had not, you know, it was full of hooks [and 284 

285 

286 

287 

288 

289 

290 

291 

292 

293 

I  [Was it as a result 

of the education changes in '89?  

P3 No, it wasn't 

I No 

P3 It was the last thing that went through [((laugh) before Tomorrows Schools. 

I  [Okay. The other way round. Right. 

P3 It was a good idea basically. Kevin Knight was part of it. Dennis Longley. 

I Oh, yep 

P3 Dennis Standring, Dennis Rose, all the psychs were there= 
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294 I =Yeh 

P3 And, they were great. Great support system that we had. And, we brainstormed 

a lot of it, so, again, sometimes you never know 

295 

how these things are going to 

happen. Um, it was 

296 

amazing when I look back, how we brainstormed it. We 

looked at (.) different models internationally, especially in Canada, in the States. 

We looked at (.1) geepers, oh the woman, she was in Auckland, she was a 

psychologist in Auckland who worked, um, (.) whose the woman who wrote 

(.3) oh, she wrote a lot of books, psychologist from Taranaki, um, (.2) on 

teaching, becoming (.3) on it escapes me, just little books, um (2) too many 

names at the moment, but all those things= 

297 

298 

299 

300 

301 

302 

303 

304 

305 

306 

307 

308 

309 

310 

311 

I =Okay, yeh 

P3 we pulled them together. All that sort of effective practice= 

I =So again, um, an informed group of people that were drawing on (.) not just 

their own [experiences 

P3  [No, it wasn't, it wasn't, it was pulling stuff together. And you see, in 

1985 I had been at the College of Ed. doing the (.) Dip Special Ed it is now, you 

know, so that um, and I'd gone back to (special school) after that and practised 

it, and again, um, I had practiced, part of my role there was (.1) I had a year 

where I was responsible for mainstreaming and this is really what was 

happening to me I guess. I was responsible for mainstreaming boys from 

(special school) into (.) schools into (school), (school), into their home areas, 

um, so I was looking at that mainstreaming transition stuff and that was 

interesting, so that was 1988 I suppose, and a bit of '89 because I left at the end 

of '89. No I didn't, end of '88. .hhh time flys, doesn't matter ((laugh)), um, but 

that again, (.) having been at the College of Ed. and having taught at (name), 

312 

313 

314 

315 

316 

317 

318 
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well it was '84 when it became (special school), but I worked in (previous name) 

in 1981 when it was still (previous name), (.) and coming through that system, 

that year at College of Ed was fantastic. Um, basically I'd been working there, 

really applying stuff that I'd used when I'd been teaching new entrants in many 

ways. A lot of the management stuff, um, focussed on listening skills, you 

know, social skills. Those sorts of things. That was probably critical. I mean, a  

new entrants teacher is, (.) you know, (.) your children need to be sitting on task 

and until you, you know, you've got to train those prerequisite skills because 

without those you know, dah dah dah. So, a lot of that I was doing there, and 

then that year was wonderful because what that did, it really 

319 

320 

321 

322 

323 

324 

325 

326 

327 

brought home to 

me and I learned ways of 

328 

teaching these children and teaching in very small 

steps, achievable steps. Looking at success, gathering data, you know, focussing 

329 

330 

right in on very minute learning steps. You took nothing for granted and that, 331 

that was just the most wonderful year. It was an absolute luxury to go away and 

do those things then come back and apply it at (name). 

332 

333 

334 

335 

I And the link from that to how you do things now. The link? 

P3 Oh, its still there.. I still, ((laugh)) um, there are things that I do, particularly 

with behaviour management, with children's learning, and I've kept on um 

following on with behaviour management. I mean, looking at stuff, um, in 

(Cheryl's) book, I don't agree with all of that. You, you've got to look at, when I 

see I don't agree with it, I don't agree that it would work 

336 

337 

338 

here.339 

340 I No 

P3 I think we've got to use, but its good stuff, and its good to go back and read 

those things, um, the one from Tasmania, that book Making Peace at Mayfield. 

Those books, coupled, (.) oh, with Joan Dalton stuff, um, I mean, one of the 

341 

342 

best 343 
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344 

345 

346 

347 

348 

349 

little books for teaching practice is probably Collis and Dalton, Becoming, 

Becoming something, I can't think, it won't come up. The computer's down. 

I That’s alright 

P3 Becoming something Learners. But its focussing basically on classroom 

management skills for teachers, and setting the scenes for learning, you know, 

(unclear) things, get them and get on with them, get on with it and get them out. 

You know, those little things that make for effective practice in the classroom. 350 

351 

352 

I That’s right 

P3 Because those, its setting conditions for learning and (.) you know, for teaching 

and learning, you've got to have those conditions right before you can do 

anything. If there's chaos in the classroom, you can't teach and that’s still part=  

353 

354 

355 

356 

357 

358 

359 

360 

361 

362 

363 

364 

365 

I =Very strong link with those beliefs that you've got now 

P3 Yeh it is, very strong 

I Yes 

P3 Very very strong beliefs I have 

I Yep 

P3 Yeh, you know, I mean we've been through a lot of um, (.) I mean the brain 

gym, the (sipping) water, all those too. 

I I remember going on those 

P3 Yeh, okay, but in actual fact they're all good because what they do, it doesn't 

really matter to a certain extent because they focus children in, they're calming. 

Where do you want, whatever you want to do, that doesn't matter, because 

they're great vehicles for actually setting the conditions for learning, and 

effectively applied you know, they're 

366 

great, they're wonderful. 367 

368 I Mm 
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P3 And if you believe in them, they will work. I'd never (.) people say "Oh", I 

mean, for the kids here it would be hopeless, although sometimes teachers will 

have the drink bottles with the water and that’s fine because again, I think so 

often we don't 

369 

370 

371 

use a break which energises whatever you do. I think sometimes 

teachers are 

372 

so busy trying to get through the day, that they don't do the wind-

down, relax, wind up again for children. Having the breaks, you know, taking 

the time to make the changes and its this transition thing again. Structuring your 

transitions. Structuring the beginning of the day when children leave the room. 

Using a bit of novelty as to what you do, how they leave. I mean, there are 

373 

374 

375 

376 

377 

heaps and heaps of ways of doing it. 378 

379 

380 

381 

382 

I Puts a bit of fun into the day= 

P3 =Its how the children leave the room. If they go out chaotic then that’s what 

spins into the playground. If they leave the room calmly, feeling good, feeling 

calm, I'm okay, they will go out. You know, however you do that, there are 

massive of ways and fine, its all good. 383 

384 

385 

I Mm 

P3 But I go back to (.) becoming a responsible learner. Coulis and Dalton. The 

most wonderful little book, on classroom management. Very simple. Um, yeh. 386 

387 

388 

389 

390 

391 

392 

I So these books that you are mentioning, these writers and so on, you've just 

picked them up on the way through. 

P3 I have 

I What you've been involved in at the time. 

P3 Yeh. yeh. Um, I think that those (.2) when we look at Joan Dalton's stuff, she's 

inspirational with her learning (.) ways of teaching and learning too, and 

underpinning all that, is the calming. Children will not learn if they are 393 
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disturbed, if (.) you cannot take it in if they are stressed out, children are not 

going to learn. Children have to be relaxed to take it in. You know, as soon as 

they get up tight, its 

394 

395 

not, they're not going to be learning. 396 

397 I No 

398 

399 

400 

401 

402 

403 

404 

P3 They will not learn under pressure. And that’s what we, you know, we have to 

create those conditions and it’s the same way, teachers can't work if they are 

being hounded and pounded. 

I No. Principals [can't either. 

P3  [Principals can't either. So that goes back to the relationship with 

the Board of Trustees. Um, and that (.) that is probably where I get a lot of my 

support. I have a a super Board. Um, we don't all sit there, hold hands and smile, 

I mean, that sort of thing, but we do do the little thing that if you, you know, 

literally, if we go out into the world we hold hands and stick together, so, (.) 

yeh, as far that’s concerned, 

405 

406 

but when we're sitting you know, discussing, 

debating, its there, but we are collective and we 

407 

need to listen to different 

viewpoints and that’s what a Board is for because they bring different 

perspectives, um, to Board meetings. Its great to have the discussions we have 

(.) and its important that we stick together. 

408 

409 

410 

411 

412 

413 

414 

415 

416 

417 

418 

I If we go back from here= 

P3 =Okay, going back into here, this is, this is a period of my life when I was um 

(.2) I was not um (.2) I did some relief teaching from about, oh, 1978 through up 

until 1981. That was just (.) most of it actually was long-term. Um, (.2) 

relieving, and it was in the local schools. I had, oh I had a ball (.1) really 

because they use to pass me around for a term or two terms or whatever. 

I Just the sort of reliever a school loves. 
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419 

420 

421 

422 

423 

424 

425 

426 

427 

428 

429 

430 

431 

432 

433 

434 

435 

436 

437 

438 

439 

440 

441 

442 

443 

P3 Oh yes, and I'd come in and right from= 

I ='78 til about '81 wasn't it? Okay 

P3 Yeh, I know it sounds mean but my children were at an age and I was, you 

know, they needed to have me accessible and I wasn't really prepared to get 

back in, in and knuckle in. I was doing things, you know, I had family things, 

and before that I was, (.) I was a community worker, volunteer, um, so it was, it 

was Girl Guides, it was all the community things. 

I This was before this or at the time? 

P3 Yeh, this was back here, going back through. Girl Guides, PTA. I was still 

doing some of those things later. Um, Pony Club, (.) Playcentre, um 

Kindergarten, (.) back into Plunket, and that actually goes right back to what, 

1965. 

I So your children were, yeh, it was, so you really took time out from full-time (.) 

work. 

P3 Yes, I did. 

I Quite a period that you were= 

P3 =Its 13 years. 

I Yes. And these things in here, how might they have influenced how you= 

P3 =Greatly. Because in all of those things I had roles of responsibility and that 

community work, I'll call it voluntary community (.2) I learnt a tremendous 

amount. Um, (.2) you know, I was on the (.) Plunket, Central Plunket thing for 

Christchurch. It was before we moved out into the country, and even after we 

moved out, when (name) was still a baby, our youngest one who was born in 

1971, I was still very much involved with Plunket. Kindergarten, I'd been on the 

committee (.) and Playcentre the same, all these other things involved. Girl 
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444 

445 

446 

Guides I was on the National Council. I don't know, I love these things, don't 

you"? 

I ((laugh)) 

447 

448 

449 

450 

P3 And that was just, I mean I was invited to be a lay person on the National Girl 

Guides Association. Absolutely incredible. Yeh, it was great. A lot of Gin and 

Tonic was drunk I think. 

I ((laugh)) 

451 

452 

453 

454 

455 

456 

457 

458 

459 

460 

461 

462 

463 

464 

465 

466 

467 

P3 But that was, it was very interesting. I'd never (.) and I think that’s why they 

asked me, I'd never been a Girl Guide. 

I No 

P3 And um, yeh, I learnt a lot. 

I But you knew a lot about (.) young people, and girls. 

P3 Yeh, I did. Um, Oh yeh. But that was alright, that was fun. I think, what I learnt 

here too was working with a variety of people, a wide range of um (.2) ages and 

stages, um, still very interested in education right through, um, looking at my 

own, you know, the children, at their education, what was going on with them. I 

was fascinated with their learning, particularly pre-school. Um, what they could 

do, what they, (.) oh, yeh, it was great, all the things they used to do. And doing 

things with them, going places and doing things, making things. All those sorts 

of things. It was chaos at times but it was wonderful. 

I How many children did you have? 

P3 Three. A boy and then two girls and (.) (name) is our son, um, (.) so he was six 

and a half, over six and a half when (name) was born, our youngest one. (name) 

was (.) nearly five, so the two older ones, 18 months between them then (name) 

a bit younger. Um, but it was just fascinating (.) looking at the children learning. 468 
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469 

470 

471 

472 

473 

474 

475 

Um, actually I bought this book Teach a Baby to Read. Glen Dolman I think. 

I've still got it. 

I Yeh, I remember that book. 

P3 I never opened it, I never used it because what fascinated me is that (name) used 

to talk numbers. I can still see him, um, he wouldn't have been three and he was 

telling me about all these numbers. He was sitting in the bath one night playing 

and he was telling me that 600 and whatever, I can still, I can't remember 

exactly but it was either talking about hundreds, it’s a lot more than if you've 

got two. 

476 

477 

478 I Of course it is ((laugh)) 

P3 And I wish I had said "How do you know?" but you don't ask the hard 

questions, you just 

479 

agree with a kid that’s two and a bit= 480 

481 I =Yes= 

P3 =not yet three. And absolutely fascinating stuff with the children. And yes, they 

were all reading when they went to school. In fact, its no wonder they read. 

They were immersed in it. The couldn't, they could 

482 

483 

never have been non readers 

and they are 

484 

still, all of them, avid readers. 485 

486 

487 

488 

489 

490 

491 

492 

493 

I That grounding that you could give them. 

P3 Oh, yes. 

I So how does that link with your views about how you do things here then (.) in 

your school? 

P3 Okay, I think I learnt a lot about working with different people. A lot of skills 

that I learnt there.  

I What about the reading (unclear) mentioned that. Such a strong emphasis. Is it 

something that= 
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P3 =Oh yeh, but I was the worse one, I had to have the Pony Club manuals didn't I 

to read those and I was involved with rules and regulations ((laugh)) probably. 

You know, (.) I was secretary, or (.) office holders and all those things so there 

was always an involvement in the organisation there. Um, I think to understand 

that you've got to have structure to operate anything successfully. You can't just, 

you've got to have some form of organisational structure. The appreciation that 

um each of these belonged to a wider body. That it wasn't just something 

floating around. Oh, the other thing I used to go to too, and I kept that up for a 

while, was the WEA Book Group. I was involved in the first WEA Book Group 

ever to be started here. A friend of mine, um, (.) her father initiated that and we 

formed the first Book Group in Christchurch for the WEA. Now 

494 

495 

496 

497 

498 

499 

500 

501 

502 

503 

that was great. 

Um, because we, once a month, you know how they work, and ah, the 

discussions and the arguments, but again, there was a structure. It was, and I 

think that, it was a very loosely coupled structure there. (.) The purpose though 

was clearly defined. What we were about, you know. Each time we did have a 

purpose and you felt an obligation, a 

504 

505 

506 

507 

508 

loyalty to that group, to be part of it. There 

was an obligation to read that book, to mull it over, I guess reflect back on it. To 

go to the meeting which was loosely structured,

509 

510 

 but at the same time, very 

focussed. So I think again, that those different operations there, still would come 

back to this need for any, (.) for structures. Now here's a good one, 'systemic 

wellness'. 

511 

512 

513 

514 

515 

516 

517 

518 

I Oh really. 

P3 Have you got that one? 

I I have ((laugh)) 

P3 ((laugh)) 
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519 

520 

521 

522 

523 

524 

525 

526 

527 

528 

529 

530 

531 

532 

533 

534 

535 

536 

537 

I I'll sit up straighter, yeh. 

P3 Systemic wellness, we got that phrase come up the other day. 

I Okay, yeh. It’s a good expression. 

P3 Its Adrienne (Alton-Lees). 

I Oh, I went to school with her, [and university. 

P3  [Did you? 

I Old friends. Sounds like her when I heard it= 

P3 =Yeh, I reckon it’s a beaut= 

I =Yeh. So she's involved with this as well. 

P3 No. Now who sent that into us. I think it was Diane Cruze said [that she was 

I  [She's doing a 

lot of work up there. 

P3 Yes, she was looking at this stuff and how it is impacting on systemic wellness 

in schools. 

I Yep. Sounds good. 

P3 But I, I like that because when you look at any organisation, at the heart of it has 

to be systemic wellness. (.2) If its sick, and it’s the strength of the system and 

the wellness. You know, at times systems can be poisoned and its how the 

system will cure, where it can find its cure and its healing and come through 

that, and we've seen, if you look, yeh, organisations do fail, they do fall over. 

Um, and it would be (.) the lack of systemic wellness. 

538 

539 

540 

541 

542 

543 

I Schools don't often fall over but they can be pretty sick can't they? 

P3 Well yeh 

I Yeh 

P3 No, they don't often fall over 
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544 

545 

546 

547 

548 

549 

550 

551 

552 

553 

554 

555 

I No 

P3 because some people come along and try to patch it up. 

I That’s right. 

P3 And sometimes= 

I =What gives the genuine health then, rather than the patch up health. 

P3 I think it does come back to the people there. And it does come back to your 

leadership. (.) And at times, I mean, you know how you vary between the model 

of leadership you're using, I mean, you go from one end to the other. You really 

do. 

I In the space of (unclear) 

P3 Oh, two seconds 

I That’s right 

556 

557 

558 

559 

P3 And that, that is the way it has to be= 

I =But your choose (.) making choices aren't you. 

P3 Oh, absolutely. 

I You're not just doing it (.) reactively. 

P3 I mean, when I stand and say to the kids "Don't use words like that in my room 

and in 

560 

my hearing. I find that highly offensive". You know, get on my high 

horse ((laugh)) 
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562 

563 

564 

565 

566 

567 

I ((laugh)) 

P3 And they go oooh. Of course you have to. 

I There's flexibility there that’s very [important. 

P3  [Oh yeh, absolutely. 

I Mm 
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P3 And with the same child in a different situation I would be totally different and 

it could happen even in 10 minutes apart 

I That’s right 

P3 because assessing, the behaviours, all those things will um (.) be the catalyst for 

the behaviour that I exhibit. 

I Now prior to this, is there anything earlier on that you could (unclear) as to how 

you do things in this school 

P3 Yeh, primary teaching. (.1) It goes way back doesn't it. Okay, I guess one of the 

worst things I ever did professionally, and I look back at it now and snigger, but 

I was teaching when the (Arbison) list, spelling list was invented and I sat 

down, and I looked at it. I want to the meetings, and I absolutely cringed. I went 

back and I looked at my um (.) blue folder where I had all my (.) schemes, and I 

looked at my spelling scheme, and I re-wrote it and I re-wrote it,

578 

579 

 not according 

to Arbison, but according to how I thought Arbison could be used. That year I 

was inspected. 

580 

581 
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584 

585 

I Oh dear 

P3 and I had the temerity to argue with the inspector. As a consequence I was asked 

by the principal (name), to come into his office and to discuss my work. I 

(unclear) and I thought, I'm not backing off. I wouldn't back off. I could see no 586 

way (.) this was actually going to work for the children because they needed 

some tools. They needed some spelling tools to use (.) and I still think to this 

day that one of the biggest disservices we have done our children, is not to go 

back. If you look at Channel, you've got a systematic (.) platform there. You've 

got word families, you've got your phonetic, phonemic awareness comes 

through in it and for children who have difficulty with these sounds 
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590 

591 

592 
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593 tape turn over 
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 words that don't fit in those word families, of course you use your words that 

they need to spell, so coupled with that you have your spelling notebook, and 

what I used to do, the words the children, you know, recognising, not the 

exceptional words they weren't going to be using again, but words they'd asked 

to learn. That they'd asked for spelling in their alphabetic notebook, they would 

be added to their list to learn, so they were actually on, looking back, they were 

on individual spelling programmes. Um, and of course I had the temerity to say 

it. But that’s, and I think I would have to say that Aribson's spelling list did not 

(.) meet the needs. 

I So you weren't supported obviously by your principal, but you didn't change 

either? 

P3 No 

I So you just had a stalemate. 

P3 Yeh, we just agreed to disagree. 

I Fair [enough 

P3  [Well, no he didn't actually disagree with me old (name). 

I No 

P3 I'll give him his dues, he didn't disagree. Um= 

I =He probably secretly agreed. 

P3 Well I don't know what he thought= 

I =No 

P3 But I wasn't going to change it. 

I Good on you. So how did, (.) you standing your ground like that, is there a link 

there between how you do things now. 
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619 

620 

621 

622 

623 

624 

I Probably 

P3 I can be bloody minded probably. 

I Something within you as a person? 

P3 Yeh. If I firmly believe in something, um, and I know I upset ((laugh)) I've 

upset people years ago by saying "Well that’s fine. We'll just have to agree to 

disagree." 

I Yeh, well that’s= 
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P3 =And sometimes people find that very very difficult. So I think it was probably 

way back here= 

I =That’s a lovely story 

P3 Um, yeh, I look back and I think "Oh God, just as well you didn't want to make 

a career out of teaching at that stage dearie." ((laugh)) 

I ((laugh)) 

P3 Could have (been kicked) at the knees. 

I Because the people who became principals, you mentioned your principal, 

would, quite a different beast to the principals today. 

P3 Oh yes, yes. 

I What sort of principal was he, or were they? 

P3 Oh (name), who I taught (.) you know, he was my principal for most of my 

teaching, in fact he was, (.1) um, and ah, (.1) he, he was great actually. Looking 

back on, I think if you'd been mucking up, I mean these were the days when one 

year I had 49 kids in the class 

I .hhh 

P3 At (school), I mean, they were a pack of charmers some of them, but I also had 

some very bright kids, very able students, so it was a wonderful mixture. 
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643 I Mm 

P3 and I think if there'd been chaos, he certainly would have stepped in. Um, (.1) 

yeh, he, he used to 

644 

love coming in and, and talking with the children, because 

he, it was quite funny, in those days we had school milk. 
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I That’s right. 

P3 And ah, he used to come in. I'd always, at 20 past ten we'd stop. Give out the 

milk and we'd have poetry while they were drinking their milk and he used to 

come in quite often and he'd want to read poetry to the kids and I think he sort 

of, he knew that every day at 20 past 10, come hell or high water, that’s what 

we'd be doing. 

I That’s lovely. 

P3 You could set your clock by it. And yet it wasn't a rigidity, the children loved it. 

They loved the poetry. Yeh, it was great, and (.) I, I loved it. After lunch we 

would all, I would always read to them before we did our reading. 

I So in a way you were doing a lot of the things then that you know effective 

practice today. 

P3 Yeh, yeh, would be. Yeh. 

I Yeh. 

P3 Oh I used to play the guitar and we used to sing our tables ((laugh)) 

I Multiple intelligences. 

P3 Yeh, course. Now that was, I mean this was in the 60's 

I That’s right 

P3 and it probably wasn't meant to be happening, but you had to look at how you 

get through to children. 

I Yes. 
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669 

670 

P3 Um, I was adamant on social skills looking back. All those things, which, in a 

class, you know, I think= 

I =Of 49 

671 

672 

673 

674 

675 

P3 Of 49, you had to have 

I I agree 

P3 I mean, looking back, I don't know how I got through it. I also firmly believed 

in feedback of children's work and this impacted on me when I was doing that 

long-term relieving because I was teaching (.) years 7/8 children and of course 

their capacity to produce work is phenomenal what they can turn out, but my 

philosophy was 

676 

that if you have taken the trouble to write it, then I will take the 

trouble to read it, and mark it and give some feedback to you. It wasn't just a 

((bang)) rubber stamp at the end. Um, I would write a comment or I would 

discuss it with them and it does take time. And that I think is really critical. 
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I Yes. Something that you still (.) today would believe. 

P3 Mm. Children come to me with their work and not if. Um, when children come 

or if I'm in the classroom looking at their work, I love to discuss it with them. 

I And do you get into the classroom much these days? 

P3 Not as much as I would like. 

I No. 

P3 Its, its often difficult. Um, I mean you saw (name) sitting in the foyer. (name) 

went to the fireworks last night. We've already sent a child home to get some 

sleep. 

I Oh, yes. 

P3 Um 

I Well it would be very late with daylight saving. 
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P3 Oh hhhh 

I I mean, poor little blighters will be exhausted. 

P3 Well, I just, never mind, I despair. But anyway, those are the things. Then 

(name) is just (.) not coping today at all. Um, (.) and he will disrupt the 

classroom. He's just (.2) not able to (.) settle. So he's better off out. He is being 

(.) we have got the Specialist Education Service in now on him. I really feel, this 

is a boy who is a capable student. He's two years above his chronological age in 

reading 

I Mm 

P3 He has a lot of ability, but there is (.) I don't know what it is. We've been 

through all the behaviour management. It will work for a couple of days. How 

you (.) I think the thing is he's too bright for basic behaviour management stuff 

to work consistently on him. He, (.) you've got to keep changing it the whole 

time (.) to keep him going and this is just too wearying. We have to find I 

believe, he is disguising a learning disability and I believe its in the area of 

written language and spelling. I believe that this kid um is dyslexic (.) and he 

has hidden it for years with behaviour disorder because he can read. Whenever 

its written work he starts off but its not good. His spelling is atrocious and I 

think that its just, finally peeling back the layers on (name). 
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I Will you have him for long enough to be able to follow through? 

P3 We'll have him for another two years. 

I That’s great. 

P3 So, (.) so I think= 

I =Great for him. (name), I'm just aware that time is almost up. 

P3 Okay. Going back into here 
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I If we (.) is there anything back further that you (.) just any incidents. 

P3 ((laugh)). We had a neighbour who (.) he was a hard case. He was actually the 

Chairman of the Canterbury Education Board. 

I Oh. 

P3 And he took great interest in us as children and what we were doing and right 

from the time I was quite young he used to tell me that I should be a teacher. 

I Oh, recruiting ((laugh)) 

P3 He was. Yeh. And he was (.) it was quite fun. Um, (.1) he was a lot older than 

my parents and right from the time I was young he used to feed me these stories 

and I quite liked the idea of being a teacher and my mother's cousin was also a 

teacher and she was delightful. I used to love it when she came to visit. (name) 

So there was a cousin out there, and a neighbour. Um, probably as adults they 

were the most influential. I also had (.) different teachers at high school and at 

primary school whom made learning a lot of fun, they were different I guess and 

that would have influenced me. It also was a very acceptable thing to do so I 

wasn't rocking the boat at all. I was going off to do something, that was you 

know, that was okay. 

I Acceptable to who? 

P3 Socially acceptable to your parents. You know, it was quite fine, you know, that 

was fine to go and do that. My sister had worked in an office ((laugh)) you 

know, it was quite, wasn't rocking the boat or anything and yet um, it was 

something that I thought I'd like to do. 

I Looking back it was a good decision? 

P3 Yeh, yeh. I think I've been very fortunate um (.1) with the things that have 

happened to me, but it probably um wasn't until (.3) probably (.) when I left 
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(special school) that my husband realised that I was going to keep going. I think 

(name) thought that I would just be a classroom teacher, um, but by that stage 

the children, our children were growing up, I was no longer roaring home, 

leaping onto one horse and leaving a couple of ponies round the block. 

I ((laugh)) 

P3 Um, you know. Times were changing. 

I Yes. 

P3 The children were growing up, doing their own thing, going off overseas and 

what not and um, things were changing, very much for us. And I think that’s 

when (name -husband) suddenly realised that you know, I wasn't going to um 

(.1) be sitting in you know the classroom as you saw it probably. That there 

were other things I would do. He supported me when I applied for this job. In 

fact he encouraged me to apply for it because I'd discussed with him. I said "I'm 

sick" it sounds funny "I'm sick of working with problem children. Always 

seeing the kids with the difficulties." Always you know, trying to get through. 

Trying to work with teachers to get them, you know, encourage them. Let them 

see the pluses as well as the minuses, you know, keeping a balance about things 

and I said, I was feeling weary (.) although I still loved it. But I was feeling 

weary and I said I want to go where (.) I didn't want to go back into a classroom 

(.) fulltime. I knew that. I also knew that the curriculum was moving on, things 

were happening. I wasn't up with it sufficiently 

I Mm 

P3 I believed, to really get back in. And so (.1) this job was advertised. I'd been 

working in the school in 1994, I knew the school um (.) quite well, in fact very 

well in many ways and so I applied for it (.1) and I never dreamt that I would 
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get it. In fact I went through a strange situation there too (.) because when I 

applied for it, the interviews, the time-line, there were certain time-lines stated. 

And I looked at it and I knew that I'd agreed to go to the North Island um to 

judge up in Dannevirke (.1) at, when they, the week 

768 

769 

770 

after the interviews were to 

be held, over the weekend, that period. So I didn't hear anything and I thought, 

"Oh well, I haven't got it. That’s fine", and I was just thinking about going away 

and I had a phone call to ask me if I could come for an interview on the Friday 

night and I said "I'm sorry, I can't. I'm booked to fly to the North Island for the 

weekend for the North Island Dressage Championships" and I said "When I 

applied, the time-frame for interviews…" Oh, dah dah dah dah been changed, 

and I said "Well, I'm sorry, but I'm booked. Is it possible to do it earlier or 

later?" And I guess they must have thought I drive a pretty hard bargain, but you 

know, here it was Thursday night  
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I Yes 

P3 I said I could come in earlier, before my flight or something. Anyway (.) they 

rang back and said they would interview me on the Monday afternoon, so they 

did. 

I And you won it. 

P3 Yeh. You know, when they rang up (.) when the Board Chairperson rang and 

offered it to me, I sort of went ((silence)) I 

786 

really was stunned. I thought when I 

got the interview I thought "Oh, that’s great. Its going to be a really good 

experience to go through an interview" because (.) I had been interviewed 

briefly, very very 

787 

788 

789 

very very briefly for the visiting teachers relieving position. 

Prior to that I'd had an interview at (special school) for a senior teacher position 

790 

791 
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when there were two of us within the school applied. I went into an interview. 

But I'd never been (.) and its quite a (.) isn't it.  

I It is. 

P3 Quite a thing 

I I agree 

P3 And um, yeh, I was really thrown. Um, in fact I didn't accept it straight away. I 

said 

I Oh dear ((laugh)) 

P3 No, well, I I said to (name) "They've offered me" you know, "I would like to 

discuss this with my husband". I think that’s what I said. "I'll call you back." 

Because I thought "My God, how am I ever going to do that." Its all very well 802 

applying but when you get it are you really going to do it? And (name) said to 

me "Are you going to turn it down?" and I said "No". He said "Well why 

((laugh))". 
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I Oh, you just needed time to work it through. Yeh. 

P3 It was just a bit of um 

I A bit unexpected at that time. 

P3 Yeh, it was. Well it was. It really was, because I thought that they would have 

made up their mind over the weekend probably and they were just doing this as 

a formality. It was actually what I told myself. You know, this, this is just to 

make sure, you know, you can't say that you didn't get an interview because dah 

dah dah dah. I thought that, you know 

I Not the case at all. (name), I've asked you to go back, but I'm sort of interested, 

and you don't have to write anything on the snake for this, but where to from 

here for you. What do you think down the track? 
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P3 Oh I don't know (name). I'm 60. 

I Are you? 

P3 Yes I am ((laugh)) 

I Well you do not look it. 

P3 And um 

I Goodness me 

P3 Oh, you can work it out from the time-line. Yeh, I'm 60. I'm a grandmother and 

I Which is lovely 

P3 Its lovely, and we'll have another one in Auckland in April. Um, and (name) 

actually here. [She's here. 

I  [Great 

P3 Ah, I think probably (.) I, I think what I would love to is pursue the literacy 

thing. Um (.2) I don't know how. Um (.2) I mean I see, we have women who 

come in and they're retired and they come in as Inner Wheel readers from the 

(name) Rotary Club 

I Yes 

P3 And one of them is a retired teacher and she just has a ball.833 

834 
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837 

I Yes 

P3 So (.) I think there will be another door open. 

I I'm sure. They are opening all the time anyway. 

P3 Yeh. Whether, whether its in this area, whether its (.) you know, where it goes 

to. I mean, this has been a wonderful experience and I feel very privileged. 838 

839 

840 

841 

I Yes. 

P3 Um, when I was first asked, well when I was asked to go on the Literacy 

Taskforce, I thought ((wow)) I really cringed and ah, but that was a wonderful 
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experience and then being invited by Learning Media to work with that group 

has certainly been invaluable. I've learned, (.) oh just, I can't describe how 

842 

much 

I have learned (.) working with those people and I guess for the other principals, 

particularly (name) from a low decile school, another one, um, I guess we're 

there to bring the reality checks at times into this. 
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I Mm. Yep. 

P3 Looking at what actually happens. Um, I would love to see more happening in, 

in pre-school for literacy. I think that pre-schools, there's a wide, a very wide 

variety of practice within pre-school and we're just starting, with this transition 

thing, we're just starting to touch on that. Um, and what I've been doing today 

with our kindergarten coming to visit our school, these sorts of things. Going to 

the library, talking to the children about what's in the library, and 853 
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I And for some of them that may be the first time they've been to a library. 

P3 Mm. Letting them experience the library. 

I Yeh. 

P3 Reading them a story and laughing with them. It was interesting, the book I 

choose has got a bit of rhythm and rhyme in it and just letting them bring in that 

word and looking at the pictures and what's happening. 

I They'd love it. 

P3 Yeh. Its that interaction again with the children, so= 

I =So who knows. There very well, as you say, another door may open and I 

think it will. Probably several doors. 

P3 ((laugh)). Yeh. It’s a critical area in here and just what will happen I don't (.) I 

don't know. One part of me would quite like to just (.) go away and read books 

but I don't know whether that will happen. 
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I You would be bored. I might stop it there. 

P3 ((laugh)). 

I (name), thank you for that. 

P3 Pleasure. 

I It was just lovely. 

P3 Its actually lovely to sit and chat with you (name) 
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TRANSCRIPT  4a 

 
Interview 
Friday 9 November 2001 

 

I Interviewer 

P4 Principal 4 (Diana) 
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I Well (name), thank you for doing this concept map for me. 

P4 The non concept map concept map ((laugh)) 

I That’s okay, every one has been different. What I would like to do in the first 

part [of this interview 

P4  [Sure 

I is for you to talk aloud 

P4 Yep 

I about what your beliefs are about leadership at this school and then I want you 

to, if you can, show me how they are linked and perhaps explain which ones, for 

you, are more important and possibly which are dependant on those, but [not the 

key ones. 

P4  [Sure. 

Well the first thing is that I only threw this together fairly quickly, so I may 

forgotten about something very important in there= 

I =I am sure you haven't. 

P4 Um, I mean, this is, the other thing is, this is what I am aiming for. I wouldn't 

like to pretend that I've achieved this. ((laugh)). I guess, I'd quite like you to 

look at the next one because, the next page, because I actually quite, I had a bit 

of a think about it, I quite strongly believe that all of these things are important 
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for leadership and you probably have seen that similar sort of diagram about 

managing change, and I tried, I only threw this together very quickly= 

I =Yeh= 
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P4 =and so I haven't really thought it through but I really, I really believe that if any 

one of these things is missing, there's a problem and so I tried to identify which, 

what the problem would be if any of these things were missing, so for me, um, I 

guess it’s a question of which of those problems is the worst problem, and so, 

um, that’s just where it comes from for me. 

I And so you've adapted that model, the change model? 

P4 Well I, all I did was use the idea  

I Yeh 

P4 and and um I wrote this down the night before last in literally about half an hour 

because um, I feel that all of (.)in that change management model, these are the 

things that make up change management. If you leave any one of them out, you 

don't get effective change= 

I =That’s right 

P4 and it was the (Renihan's) I think wasn't it who did it 

I That’s right, yes. 

P4 and so I thought Oh well, that’s quite an interesting way of presenting 

something 

I Yeh 

P4 I've used that method of presenting to show 

I Yeh, that’s great 

P4 that I actually, but having said that, I mean it isn't ((laugh)), I literally spent 

about half an hour on it so I haven't um I haven't thought it through 
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46 

I No 

P4 and some of the things down the side may not be quite right, but um, I guess I, 

and so for me I believe that if any one of these things is missing, then you don't 

get effective leadership= 
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I =I agree 

P4 and the problems that you have, okay, well I guess it’s a question of which of 

these is the worst problem to occur is probably, which is the most important 

thing to have, so, that completely mucks up all of your research. 

I No, no 

P4 Its not a concept map at all. 

I Well it is really, because you've said all of these are important 

P4 Mm 

I and while we, we need them all, are they all equal? I could ask you that because 

it may be that they are like the pieces of a jigsaw where, while they are all 

needed, some of them may be (.) more imperative and therefore larger, even 

though you've got to have them all. Are there any that would dominate for you, 

when you think of leadership here. 

P4 I guess no, that’s why I ended up drawing the other thing 

I =Yeh= 

P4 =because I guess, that’s what I've probably learnt over the last five years is that 

I thought some things were more important, and now I, now I'm beginning to 

think that everything's important and if you don’t, and that’s probably one of the 

biggest challenges in the job is to try to make sure that you don't leave anything 

out. Um, but I guess, yeh, I mean, the people part of it is, absolutely essential. 

The (.) the organisation will not work if there's not good people. There's not, 
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either empowering the people in communication I mean that’s (.1) I guess it’s a 

question of whether um whether the institution is learning and moving forward 

or whether its just surviving and without the people, the people being managed 

then then there's not survival really I think. 

I Right 

P4 So I guess I'd say that’s probably 

I And when you talk about the people, who are you talking about? 

P4 Well in my empowering people thing I actually said um I actually believe its all 

the players. Its (.) having a genuine affection and interest in care and 

compassion for students. Its, its um being able, you know, if you don't like kids 

then its hopeless. 

I Not like someone who is packaging baked [beans  

P4  [No, no 

I or something, you don't have to like the baked beans but you're  

P4 That’s right 

I running a huge school. You've got to like them. 

P4 You've got to, you've got to, that’s right. And um, I think, I mean, its all of those 

things I said there, empowering the people. I actually thought about whether, I 

separated communication and I didn't write much about communication because 

so much has been written about that but um, um, I guess I separated them for 

some reason because I thinks um, I think its that about empowering and things 

to happen with the students and the community as well. I think its really 

important, all those three aspects. Its really important that you have and I mean 

the Board are in there as well but I didn't write them down, the teacher, the 
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student, the community, that’s a good point. Good idea to have written that 

down. ((pause)).  

I And when you talk about the community then who are you talking about then? 

P4 Oh well I'm talking first up about parents, um (.) and the wider community is 

quite important as well but takes a very long time to make progress with. I find 

now, after being in the job for nearly five years that I'm starting to get to know 

some of the key players. 

I Five years you've been here? 

P4 Yeh 

I Gosh 

P4 So, yeh, it ah, I mean, there are always, I've always believed there are key 

people that you have to build a relationship with early so the Mayor, the Police, 

you know, its that sort of thing, but its getting to that stage in a local 

community, which if you don't live here is quite hard. And the other thing is that 

its not just the (area) community 

I No 

P4 and that’s one of the things that I mean, I really only know a few people in other 

parts of the community 

I Because you've go a feeder community 

P4 (name) 

I Yeh 

P4 There're there're nearly all in (name) District Council but not quite all (name), 

um (name), um all of those sorts of things. Mm. So, so that’s, the challenges, its 

not just the (area) community and the trap is to believe that this little tiny village 

is our school community which in fact its not. 
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I That’s right. And that, I mean, you background prior to coming here to New 

Zealand, that must have been more experience (.) were you a teacher in 

(country)? 

P4 No 

I No, your education was here? 

P4 Only, I just went to Teachers College here. 

I Right, because a lot of the multi campuses and that, the norm say in tertiary in 

(country), I mean 

P4 That’s right, yeh 

I look at (city) and the (named university) has got campuses  

P4 That’s right 

I I just wondered, its sort of a little bit similar but yours is the feeder (unclear) 

here. 

P4 Well I mean, the other thing that I've worked really really hard on, and I mean I 

haven't written that down either because you end up having ten pages, is 

building relationships with the principals of the contributing primary schools 

and that’s something that I feel, that’s been a really, and so they're members of 

the community as well I guess, um, um, because they are the key into the, um, 

into those other areas 
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I That’s right 

P4 and so that’s been really important as well. But all of it takes quite a lot of um 

time over, you know, takes a passage of time. 

I Yes, so five years you feel that you, you know that community, they know you 

now? 
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P4 Parts of it, no, I actually think, I quite honestly think ((laugh)) I have to be here 

for 10 to 15 years 

I Yeh= 

P4 =to really know. I know a lot more about families and things within the 

community now and I have a lot more people who talk to me about things that 

are occurring with families and those sorts of things but still within the wider 

community there's all sorts of things that that I don't I don't, I mean if I walked 

into, um (.) a shop in (small town), very few, unless there's someone in there 

associated with the school, they wouldn't know who I am. 

I Oh, okay. That’s got its advantages. 

P4 I does, yeh. Not that I do much shopping in (small town) ((laugh)). 

I ((laugh)). No, I'm sure. Um, tell me about the students then. We've mentioned 

that you've got to have a genuine affection for them. Where are they then in 

your concept about leadership? 

P4 Well, I I think its all, I mean this whole thing is empowering people, and I think 

that, that to do that, you've got to have had relation, you've got to have 

relationships with all the important people, and so having relationships with 

students is obviously really important and really quite difficult I find to find the 

time to do it so I try to manage a sports team as one way of, of um, of 

connecting with, with students. Um, you tend to connect with the naughtiest and 

the very best otherwise, and there's a large lot in the middle, [the majority 

I  [The majority, yes 

P4 And so, and I mean, what I think is, if you have, if you can have those 

relationships with people, then you can do the getting everybody to work as a 

team and all of those sorts of things. 
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I Yep. 

P4 I mean a good example was yesterday we had a fire alarm that went off because 

a child had let it off and um, the management team were highly suspicious about 

the person who did it and I mean, luckily, this particular boy, I, he, he's been on 

the fringe, but I happen to have had him on a uniform sub-committee about 

three years ago and I just closed the door and said "Did you do it. I want you to 

tell me the truth" and he said "Yes". And he'd said "No" to everybody else but it 

was lucky that I had had that relationship. 

I That’s right. 

P4 And I wouldn't have it with everyone, but you, but you um, you (.1) you need (.) 

what I am trying to model is that that’s important. That we have relationships 

where people feel that, that you have that respect and so on, so um, and that’s 

important. I mean, I can't do it with everyone but if everyone behaves in that 

manner then all students are going to feel there's people that they have that 

relationship with and so that’s sort of empowering to the whole ((sigh)) 
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I That’s an important concept. Everybody feeling that they should be showing 

some leadership depending on what the situation is. 

P4 That’s right 

I Yeh. Coming in here there was a boy who obviously wasn't taking part in the 

phys ed class and I asked where your office was. He said "That’s alright, I'll 

take you." He brought me right along, showed me where to go, which door to 

open and he was lovely. 

P4 Oh good 

I Yeh, so, its that (.) he could easily have just said you know, do this, but he said 

Oh, I'll take you sort of thing, you know. Okay, that’s wonderful. Now in your 
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relationships then with important people, you've mentioned the communication 

and the getting out to the wider community. Um, can you talk a little bit more 

about that, the sixth sense idea. Tell me about that. 

P4 hhh oh, I think its, maybe its not, not just women, but I think you can sniff out 

when things are happening or what things are going on. I mean, I'm a great 

believer in, if you have everything else in place, you sometimes go with your 

gut reaction about things and, if I have a gut reaction that something is not right, 

um, then usually that's because you've done the background work 

I Yes 

P4 usually that’s right and I know that if I've got a suspicion that there's a problem 

or something, that usually there is, or, or that, yeh, yeh, and so I think that um, I 

think that’s just one of those things you have to (.1) some people are not 

prepared to go with their gut feelings. Um, I mean I'm not someone who would 

go with a gut reaction without having the other things in place. 

I No 

P4 yeh. 

I And where do you think you've acquired that? 

P4 I think that, I really think its just a woman thing actually. I might be wrong, but 

I think um, quite often, um, talking to the male members of my management 

team, my DP, and AP, I mean they just say "How did you" or "Where did you 

get that idea from?" or even, even interviewing people, you know in a job, staff 

rep will say "How did you work that out?"  

I Yes 
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P4 Yeh, I mean, you'll make a comment about something and they'll say, you 

know, and I don't think that that’s special, I think it’s the sort of thing women do 

a bit more than men. Maybe I'm wrong there. I don't know. 

I No. 

P4 Yeh, I don't know, but I I um 

I Sort of an intuitive thing. 

P4 Yeh, it is an intuitive thing I think yeh, but I think its just because we try, we 

pick up feelings a wee bit. 

I Yes 

P4 And so if you've got the other things in place you pick up a signal that perhaps 

some people don't pick up. I think its really important. 226 
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I I do too 

P4 ((laugh)). 

I And the sense of humour, tell me about that. 

P4 Oh well, you can't survive without a sense of humour can you. 

I No 

P4 You do have to be able to have a sense of humour. I mean I believe, personally I 

think working with teenagers, unless you have a sense of humour its just 

absolutely hopeless. 

I Yeh. That’s right. How many have you got here. 

P4 About 1100. 

I So its quite large. 

P4 Yeh.. So, you do have to have a sense of humour and I think that um, I think 

that, that students (.1) even when things have gone really bad, if there's a bit of a 

sense of humour in it there's a, it ah, yeh. Its quite, I mean that’s quite an 
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interesting thing in itself because um, when I first came, when I first started here 

I was AP for a year so, no I was (.) yeh I was AP for a year when I was first 

here, I mean, people, the old timers like the method of raising your voice and 

making students 
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scared and all those sorts of things. 244 
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I Oh yes. Mm 

P4 and I've never been able to frighten anybody. I mean 

I No 

P4 it’s the most unconvincing performance if I was to attempt it, and that’s been 

something that we've worked on and I feel that that happens very rarely amongst 

the staff now. I mean, as far as I'm concerned that approach is unacceptable. 

I Yes. 

P4 I think we've gradually proved that in fact you can deal with tricky situations far 

better than using sarcasm and getting cross and yelling and screaming and so on 

and that’s where the sense of humour for everybody comes in I think. 

I Yeh. And you're belief in that, where does that come from? 

P4 The belief about the sense of humour. 

I Yeh 

P4 I don't know. Probably life experience isn't it. 

I Yes 

P4 Its so much more effective. 

I Mm. Oh, I agree with you. 

P4 And I know myself that sometimes when I've (.) I snapped at someone 

yesterday morning because I was particularly stressed about something and I 

don't very often do that but I did, and so I mean the best way was to go back in 

and make a fool of myself and apologise and you know, and its best to do that. 
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I It clears the air doesn't it ((laugh)) 

P4 It does yes ((laugh)) 

I Was it a staff member or a student? 

P4 No, no it wasn't a student. It wasn't serious. It was just that the caretaker was on 

leave and no-one had turned (.) hadn't been set up to turn any of the alarms off 

and as the staff walked in round the school, alarms started going off everywhere 

and I had (.) a person coming to see me at 8 and had to get all the alarms off and 

I said to the person who manages the caretaker, "Oh, why wasn't this sorted?" 

which I shouldn't have snapped it was just my tone of voice. 
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I (unclear). That’s alright. I'm glad other people do that. ((laugh)). 

P4 ((laugh)) 

I Okay that’s beaut. Um, We should look at the rest of it then, take me through it 

then (.) your thinking. 

P4 Yeh that’s fine. Okay. Um (.2) I think knowledge is really quite important about 

what's going on. Um, I think, and I was trying to work out what happens if you 

don't have knowledge. I think if you don't, and I was trying to think of the name, 

I think if you don't have knowledge of what's going on, ill informed decisions 

are made. Um, and so I work really hard at knowing an enormous amount about 

what's going on at the school and its probably a fault um that I find it difficult to 

let go but I certainly know probably more about the curriculum, well I 
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do know 

more about the curriculum at the school than anyone else and that, I mean I 

believe that’s really important. 
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I Yes 

P4 And I'm not [prepared to 
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I  [Sometimes principals have left that behind, especially in big 

schools. 

P4 Mm, they have, yeh 

I They've become more executive principals even in some big schools. 

P4 They have, yeh. 

I Yeh 

P4 So, I, I mean I know lots and lots about the curriculum and lots and lots about 

most things that are going on in terms of staffing and those sorts of things. 

I And how do you keep informed then about curriculum matters? 

P4 (sigh) I read quite, I, well, within the school itself because I'm involved in all of 

the decision making, that keeps me well informed and um 

I Yes 

P4 I also, um, I interview every staff member every year and HODs more often and 

so I keep really abreast of what's happening because of that and I read, I try to 

read quite as widely as I have time for. I mean, I make a very definite effort to 

read (.) widely. 

I Yes, and what sort of things are you reading? 

P4 Well I read a lot of the staff that’s come through from ASCD, the recommended 

books from them, um, (name) who's in the library is on our Board and we have 

an arrangement where she obtains books for us and we pay, well last year it was 

a pilot that we were meant to be paying this year, um, that we pay for the 

service, and so, and then if the books are good we buy them but if they're not we 

don't. 

I That’s great. 

P4 And she will often source things that she knows are of interest to us. 
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I She's wonderful. 

P4 Yeh. I email her. I think she thinks that she can get me about 40% of what I ask 

for or something and so whenever the ASCD booklist comes out, that’s one 317 
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source and then any fliers or anything that comes out, or anything that I hear of, 

um, and often you read an article and there'll be a reference, or if you go to 

something there'll be a reference to it, and I mean I don't always read it all 

I No= 

P4 =I just assess it to see if its of interest or not and quite often its actually more of 

interest to one of my staff 

I Flick it on? 

P4 And I flick it on, yeh.  

I So your staff are reading more too? 

P4 I think they're starting to read more. Its hard for them to find the time. 

I I know. 

P4 We've had an experiment this year where our HOD Science had a double time 

allocation and its interesting because he's definitely had more time to read as a 

result of that because, yeh, I think that sometimes I underestimate how, how 

people would be prepared to read if I pass things on. But I am aware that that’s a 

(.) there are tough calls on their time. 

I Yes. So would you get a chapter of a book photocopied or would you [pass  

P4  [No, I 

pass the whole book  

I Okay, fine. 

 209



338 

339 

340 

341 

342 

343 

344 

345 

346 

347 

348 

349 

350 

P4 and just say (.) and then and then you know, ask them if they want to, you 

know, if its really good we'll buy it or if its of real interest we'll keep it for 

longer and get an extension or whatever. 

I So you have a staff library or  

P4 No, we do have a staff library from which things disappear [at extreme rates 

I  [Oh yes. 

P4 Um, so we do have a staff library, but um mainly once they're borrowed we find 

it hard to get them returned. So, I don't think many people, I mean a few people 

use it but not enough, not enough. Yeh. 

I Okay, so that’s some parts of knowledge 

P4 Yeh it is and I think= 

I =Can I ask you then you as the principal, do you see yourself as curriculum 

leader? 
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P4 I do, yes, yeh. I'm extremely interested in teaching and learning and that (.) I see 

that as being absolutely key and um, we've done some restructuring within the 

school in terms of committees and we are about to head into a very big 

experiment and um, that, its all about the teaching and learning so I'm really 

really interested and involved in that, yep. And that’s where empowering the 

people comes in because um, you have, I mean I believe we have to look around 

our schools in terms of teachers and see the sort of people who we can enthuse 

and um, and sort of I hate the word empower, but you know, sort of give them 

that, I guess it is empower, to actually take on roles and its not ah, its not always 

the people you think. 

I And you've consciously done that since you've taken (.) 

P4 Mm 
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I Can you think of an example that you might not think about normally that 

would take a leadership role? 

P4 Well, hhh it is our IT coordinator, um, and, but he's not, he's taken an enormous 

role in terms of teaching and learning and professional development. Um, he 

was in the position of IT coordinator when I was first appointment and um, and 

he, I, I've moved him into that and he has taken and grown and its been I guess 

its something we talk about a lot. In terms of vision for the school I talk more 

about that with him than anybody else and um 

I Because you're a a lead school for the 

P4 Yeh, yeh for ICT, yeh. But its constantly looking in different areas, you know, 

we're sort of thinking about where to next and we're here and we're there and so 

you've got to sort of look at other people that might be (.) you're just sort of 

thinking about another project down the line a bit and ah, trying to think of who 

the people that would be able to do that change management and so on. 

I And this is staff members you're talking about? 

P4 Yeh, yeh. 

I That’s great. 

P4 So, no, I think, I mean the knowledge, its sort of a bit boring in a way but I 

really do think you need to know what's going on. 

I Yeh 

P4 For example, the buildings. I mean, I have been criticised for being too heavily 

involved in them from time to time, um, but I do believe quite firmly that unless 

somebody with a real knowledge of teaching and learning is involved in 

planning them, the spaces designed will not suit learning 

I That’s right 
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P4 And we've had some really good examples of that in this project and so 

I Oh yes 

P4 its finding um, finding, and so I really believe you have to be quite 'hands on' in 

terms of making sure that things actually work for teachers and I don't believe 

the buildings people who are employed to do that, have that knowledge. 
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I So you get alongside the Project Manager? 

P4 Well the Project Manager um, is employed from the Ministry of Education and 

really isn't involved with planning, they're just managing the project. 395 
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I Oh, right. 

P4 So really, all, nearly all of the consultation with staff has been done by me and 

continues to and the caretaker has a role, a very very large role in the day to day 

things. We would speak twice a day at least at the moment, so he had part of his 

job description cleared to take on a role, um, and the pair of us work quite 

closely. He does, he tends to do the (.)with the foreman and the people on the 

spot 

I Yes 

P4 and I tend to do, tend to do most of the stuff for the teachers but I do a lot of the 

face to face communication with the architect which is very time consuming, 

but um, and I went to all of the planning meetings with consultants and so on 

I Yes 
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P4 which is very time consuming. 

I But pretty worthwhile I'd say with the end product. 

P4 Yeh. I think, I mean we had a classic example of where we've got this two 

storeyed building facing not quite directly north but pretty north. Now it doesn't 

take a brain surgeon to know that the upstairs classrooms are going to be hot. 
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I That’s right. 

P4 And I mean all along in my briefs I have said that ventilation is key you know, 

and the Board have said it, we've all said it, we've written things up and they 

said "Oh no, it'll be fine, we've got sunshades" and I said "Look I'm not happy 

about that." 
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I No 

P4 and so they (.) the mechanical people said well we'll do a special test. We've got 

some computer models and they came back without the specific results, in fact I 

questioned whether they really did the test or not. I wrote a report that says it 

will be fine. And I said, I mean I had to say at a meeting surrounded by ten or 

12 engineers, I'm sorry I have no confidence in this result. And so they said, 

okay, we'll go and I said you know, I want to know what those model 

temperatures will be and the next time they came back they said "Ah, our model 

comes up that in 21 days of the year we estimate the temperature to be above 

29.5 degrees and therefore we do think after all we need to have a fresh air 

system. 
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I Oh, yeh 

P4 But that’s the kind of thing 

I Yes 

P4 where unless you (.) and I, I mean, that’s just a (.) yes okay a buildings person 

might have known, but we know in the classrooms 433 
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I You know what you need 

P4 You can't breath,  

I That’s right,  

P4 Its just impossible you know 
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I Exactly 

P4 And I mean that happens the whole time, um, and so that’s why, yeh 

I That’s a great example. 

P4 ((laugh)) 

I So its not just knowledge about um books, but its translating that knowledge 

about [learning 

P4  [Its knowledge of what's going on in the school, Mm. 

I Yeh, into even concrete structures. 

P4 Exactly. 

I and how they're working. 

P4 And I mean my advice to anybody would be, and I almost know people, I don't 

think any other principals would be as involved as me and I know it’s a problem 

because it means I don't do other things that are important. 

I They might delegate to a DP or something. 

P4 Yes although I think they delegate to building, to a buildings, [a non  

I  [Oh, somebody 

outside, yeh 

P4 They generally delegate a lot of that 

I Yes 

P4 and they still do the consultation 

I yes 

P4 and that happens well but I'm not sure that the next step happens 

I No 

P4 and that’s where, I mean there will still be things that aren't right, but its um, 

you try to minimise that= 
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I =It will be interesting to see when its built what little things you may have 

looked, overlooked, but 

P4 I know, yeh. Well we learnt because we had a a sort of $1.7 million project a 

couple of years ago and I learnt a lot from that. I learnt what I could hand on to 

someone else and what I couldn't. 

I Okay. So it was a pilot for the big one. 

P4 It was yeh. 

I So what's this one worth. 

P4 $5.5 million, so it’s a big one. 

I Yeh, that’s great. 

P4 I guess the vision's important obviously. I mean they're all important things to 

me. 

I Well tell me about the vision then. You've obviously been conveying some of 

that as we've talked, but, the desire to learn and improve would be one. Tell me 

about the innovative and taking risks, that’s an interesting one. 

P4 ((laugh)) Taking risks is always a bit of a challenge. I think, I mean we are great 

experimenters here at (name), we try things out and there is, I think that is 

something that we do, um, that is a little bit different. We quite often run little 

pilots of our own and little trials of our own to see. I mean, for example this 

year one HOD had a bigger time allocation. Now that’s, funnily enough that’s a 

risk in way because um it’s a risk that all the other HOD's are going to are going 

to get really upset about the fact that this person has got a double time allocation 

I Yeh 

P4 and that that’s favouritism 

I Yes 
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P4 and so, although it may not seem a risky thing to do, there are a  (.) and yet out 

of it we've proven what can happen. Our Board um are great strategic thinkers 

and we um, we have identified where we're trying to move in the next few years 

and it was really important to have some data and some information in order to 

help us make some strategic sort of decisions and um, and so that was just an 

example giving a double time allocation for a year which costs about $12,000 

and to set up some parameters and some reporting and to see out of it and we 

won't know finally until some ((laugh)) School Cert results, because one of the 

aims was to try to get into School Certificate classrooms and look at the way 

people were teaching and actually help with the teaching in the classroom. 

I Oh that’s interesting. So you'll have your data, well (.) by the end of January? 

P4 Yes. The trouble with that of course is that you can never compare one cohort 

with the next  

I Right, No 

P4 and mark, scaled and it depends on the [exam 

I  [Its not very clear data 

P4 No its not 

I But its okay 

P4 It still gives us, it will give us a feel. 

I It will, yes it will. 

P4 Yeh, um 

I What about the budget constraints for you. If it works really well, then you're 

looking to double the non contacts for your other HODs? 

P4 Well, well what I um, yeh, I mean I, I've um, I was just writing up the next part 

of the plan to present to the Board last night and I mean, I'm saying we need to 
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aim for $350,000 more per annum into human resources at this school, to do the 

sorts of things the Board have been talking about. 

I Yes 

P4 Now, that’s an impossible dream in a way 

I Yeh 

P4 but, we learnt um five years ago, we said we needed um, we needed millions (.)  

$10 million to make a difference to the buildings at the school, I mean, or, we 

made up a figure. 

I yes 

P4 and we'll have had seven and a half and we would never have dreamt it was 

possible and we put in place a whole series of things that we did to, and first 

was to build really good relationships with the Ministry of Education as a matter 

of interest on a really personal front, um, both the Board and me, and so we, we 

do actually, we do actually plan things quite a long way in advance. The lead 

school thing I mean I'd been working on it for at least two years prior to, to that 

application. At 
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least two years. 528 
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I Yeh 

P4 Um, and so 

I And you mentioned your Board as well as being quite strategic. 

P4 They're very strategic. 
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I That’s interesting because that’s not always what I hear about Boards. 

P4 No its not. Its most uncommon really. Um, mainly because of one person on the 

Board. Um, and he has taught us, including me, how to be strategic. 

I And he's been on that Board now for quite some time? 
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P4 Ah, he's been on the Board for, he's been on the Board for three years and then 

another um, and this is his second term, [so his forth year. 

I  [Right, 'cause I was thinking (.) yeh 

P4 So so what happened actually was that I found I, when he, I realised that I just, 

you know that (sixth sense) 

I He appointed you did he? 

P4 No, he didn't. 

I No 

P4 I, he came to a parent interview 

I Yes 

P4 and with his wife and child, and um (.) my sixth sense told me that he was 

someone we should encourage to get on the Board. He's CEO of (institution) so 

um that was a good (.) his wife was involved in the primary school Board but I 

um, just felt that he would have skills that (unclear) so I managed to convince 

him to stand for our Board and he has been (.) pivotal in our strategic thinking 

because the rest of the board members and myself really didn't understand how 

to, how to think strategically and now we've started to (.) now he's managed to 

teach us how to do that. It was very interesting actually because we had started a 

strategic planning process prior to that, that Board. When I was first appointed 

that was one of the things, and we went down (.) and when the new board was 

first appointed, we we went down this thing where we pulled in an outsider and 

we had a day and we did a sort of um one of those analysis, you know, where 

you do the strengths and the weaknesses and all that sort of stuff and at the end 

of the day (.) just didn't feel right and we went to the meeting and he just called 

me up and said "You know, that wasn't strategic thinking. That was an audit. 
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That’s an audit and what you've done is you've gone to the parents and you've 

gone to the students and you've gone to staff and you've 
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audited where we are at 

the moment. 
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I Yes 

P4 but we haven't been strategic thinking". And it was quite awkward because the 

Board Chair's personal friend had been the one who was, who was doing this 

strategic planning and so I rang her up and said "Look, I think the two of you 

need to talk" because there'd been (.) there was some tension there and she (.) 

not on our Board anymore but was a very, a senior, very very senior Manager in 

(government department) with a staff of 300.  

I Right 

P4 Wonderful human resources person. 

I Yes 

P4 And herself, but not probably a strategic thinker in a way because she wasn't in 

charge of that aspect of the organisation. That was great. They talked together 

and (.) that was fine. They had a good laugh about it and we moved on and that 

was really good so I, yeh, I've really changed the way (.) I mean I don't believe 

that what the Ministry is talking about is a strategic plan 

I No 

P4 And I have to steel myself every time I hear it. 

I So when you think of what a strategic plan should do, what should it do? 

P4 Well I actually think a strategic plan should just be a strategic intent really. I 

think it really just has to be (.) these are the things that we, I think you have to 

look way ahead and you have, I mean, (name) always says its mental model one 

and mental model two. Model one is where you're at at the moment and model 
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two is forget what we're doing. So you don't say "Oh no, we couldn't ever get 

$353,000. We say "What we are trying to achieve is the kids learning better. 

What is the problem at the moment with their learning; how do we improve it?" 

you know, and then we worry about that (.) separately. 

I That’s right. 

P4 and so to me, and its really just, its not a series of objectives and goals. We have 

no measures in our strategic plan 

I No 

P4 but then I think you go on to well these are the action plans you are going to do 

this year 

I Your annual plans 

P4 Yeh that’s right. So to me that’s quite different. But I mean I think everyone has 

their own interpretations. 

I Yeh, they do. 

P4 But I, I know I really believe in, in um, strategically positioning yourselves (.) 

for things and so that 

I You mean school? 

P4 The school, yeh. 

I And you would have done that the (unclear) 

P4 With the buildings and with the ICT and we are doing it in another way at the 

moment.  

I So, part of it, there's quite a political (.) aspect to your leadership isn't there. 

P4 Mm. There is, there is. 

I Influencing others who can help you improve things. 
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P4 Well one of the big things for us was the really interesting thing was that the 

Board at (name) for years had said, we will never grow beyond 1,000 or 1,100 

and we were 
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absolutely determined that one of the big problems that we had 

was that the plant was just limiting everything. We had teachers spread all over 

the place and they couldn't, they weren't getting together and doing what you 

have to do. All sorts of issues. And we said "We need new plant. How are we 

going to get that?" and the only way to get it was to say to the Ministry we will 

grow, to negotiate growth. 
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I Yes 

P4 So, we had to go through a long process of getting studies done about (.) but the 

challenge was that we couldn't talk to either the school community, parents or, 

or the staff about it and it was very brave and so when we had reached a 

decision, well initially we didn't think, we just suddenly one night, they were 

thinking the only way we're going to do this is if we agree. If we make a case 

for growth. 

I Yes 
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P4 And, we couldn't be public about it. 

I No. So what number are you heading for? 

P4 Well we don't, well now of course we'd quite like to stay the same now that 

we've got the money 

I Yes, yes 

P4 but we have been, we have got buildings for 1300 

I Right. 

P4 so we're not growing at the moment. We'll just see what happens. 

 221



635 

636 

637 

638 

I And yet the demographics are such that the population's coming through into 

high schools now you know, that we will bulge. 

P4 Yes, yes but its not as big a bulge as they, as they think. Its interesting, yeh, and 

in (city) (.) bulge is sort of a bit, well not, there's a peak coming fairly soon and 

that will be it. Its not, there are a few schools bulging 639 
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I We know, yes, that’s right. 

P4 But, but the bulge= 

I =Do you have an enrolment zone? 

P4 Yeh, we do, and none of our neighbouring schools do. 

I No 

P4 No, but the reality is most people that apply get in. 

I Right, yeh. 

P4 So, hhh so naturally there were tensions with our neighbours and one of the 

things that had happened was we, we'd established, I'd I'd gone out to establish 

much better rapport with (school) and (school) in particular 

I Because it wasn't flash earlier 

P4 It wasn't flash 

I No 

P4 And so, so we had to be very careful because if wind got out that we wanted to 

grow, naturally, and so that was a really big challenge for the board but we 

weren't, we decided that the Board had been appointed and the community 

would want us to think strategically and the staff would want us to do the same. 

And that we'd done the current position audit so we had asked them what they  657 

658 I Yes 
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P4 and we then had to take that information and we had to come up with it and if it 

had to be in secret, it had to be in secret and we were 

659 

very careful. We didn't tell 

anybody. When we told the management team eventually, and then we, because 

we had to negotiate getting a tag for redevelopment and once we were in that 

position we had to sell it to the staff and the community. 
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I And I imagine when its finished it sells itself because its going to be a 

wonderful school. 
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P4 Well actually it wasn't a big problem because, because we'd done the audit and 

people had come up with what they perceived as the problems, they could 

understand, and I remember, I mean, I remember the staff rep saying to the staff  

look you know, we've got, it was one of those steam roller things, you know, we 

don't want to be there when it comes over the top of us. We'd better, we don't 

want the kids to arrive in the school and for us not to have the place ready for 

them. 

I Yes 

P4 It was surprisingly easy but we had to think (.) we had marketing plans to our 

community that we put in place to talk about how we would (.) talk to them, and 

so yeh, that’s that vision thing, so its quite interesting. 

I That’s great, thank you. (.2) What about the values thing? 

P4 I think that’s really important. Um, I think, I think its more important now than I 

used to think it is when I first started and I talk a lot about it to parents and to 

students and staff. 

I Why do you think its more important now. What sort of things have influenced 

you to think that? 
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P4 Probably because there's so much mistrust of central government and um, also 

of I guess, I guess I'm (.) more concerned about where society is heading and I 

really feel quite strongly that schools provide um (.1) a values base for, and I 

guess you know, the thing is that, that the values that we can share at a school 

are relatively limited because we're not a school with a special character. I 

mean, I'm not a Christian or anything, so its not a Christian ethic at all but it’s a, 
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firmly believed in, believe in treating others as we would like to be treated and 

that’s one of our fundamental (.) aims really. 
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I And in terms of behavioural issues in the school, that’s a 

P4 That’s very important 

I And that’s respected by students? 

P4 By most of them and I mean, often if a student is in a lot of trouble and they 

come in and I mean, especially if they've been really rude to a teacher, if I'm 

talking to them they um, I mean, I just say you know, "I wouldn't yell at you and 

say those sorts of things to you. You know that." And they say "No, we know 

that you and teachers won't do that." I mean they're very, they understand that 

I Yes 

P4 But it is something that you, I mean, in particular number two, is something that 

wasn't the way things used to be done in New Zealand schools and I mean, the 

DP that I appointed was, or we appointed as a board, 

I Yes 

P4 I mean, that was one of the main things we wanted to do. Mm. He's, that’s one 

of the things that he's very good at, is number two. 

I What's his background? 
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P4 Well his background is that he was my Assistant HOD Maths at (school) 

((laugh)) 

I That’s fine, and its often in those relationships the trust, you know them, yeh 

P4 Yeh, that’s right. So we've actually worked together for a long time. 

I Yes 

P4 But that, and that= 

I =That’s actually quite helpful though. 

P4 Mm. Well it was quite, it was difficult for him when he was first appointed DP 

because many of the staff, and I wouldn't want this to be identified easily 

I No, no 

P4 but many of the staff did not, I mean he was the first choice of the board really 

with me standing back, um, and um he's a superb organiser so there's no 

problems with any of that, but um they felt he wasn't tough enough with 

discipline at all, because he was AP here and the really interesting thing is that 

that’s turned round and he's 
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seen as being the tough person with discipline, its 

just that he does it in a different way. 
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I That’s right= 

P4 =And I remember a teacher saying to me, quite, she said "Look, when (name) 

said to us that he didn't want us to stand up naughty students in assembly" 

which is so confrontational, always leads in a fight, and that we should just (.) if 

they're that bad remove them or whatever, she said "I thought he was being soft" 

but she said "I can't believe how much better assemblies are" you know "and 

how much the behaviour has improved." and and you know 
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I Its about tone or something isn't it. 

P4 Its something yeh. There's a long way to go. We all, nothings perfect. 
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I No. 

P4 Yeh. 

I Families are not perfect (.) children 
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P4 None of us are perfect 

I No. So the values thing is quite important. 

P4 For me it is, yeh. 

I And the role model, that’s you you're talking about here? 

P4 Oh, I think all of us 

I All of us? 

P4 being role models, yeh 

I That’s great 

P4 But personal role modelling is, is um, I mean one of the things that I find that’s 

interesting because I manage a sports team, um, I believe that has an impact. I 

mean, we all do in the management team. That’s my expectation, or something. 

But it has quite an impact on the staff. 

I I think it does too, yeh. So what do you do, manage? 

P4 I manage a Touch team or a Netball team or something. I'm not a coach. 

I No, so you go down and you cheer them on and make sure they've got their 

gear. 

P4 That’s right and I mean, you meet parents at the sidelines.  

I You do too. 

P4 I always do Year 9 teams because that’s how I get to know the new students and 

they come and meet in my waiting room so they get to know this area of the 

school, and yeh, it works well. 
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I No, that’s fabulous. What about the management thing? We've talked quite a lot 

incidentally about property but would you like to sort of take me through your 

views there? 

P4 Well I don't know why I called it something separate actually. I think, well, I 

did because I felt that it was really just, its really just organisation and 

management. 

I Yep 
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P4 And so I firmly believe that schools have got to be extremely well organised and 

I just think that um if they're not then it’s a pain in the neck for everybody. 

I Yes 

P4 Um, finance has got to be well managed. Property's got to be well managed as 

well. I mean there are lots of things we don't do in terms of that but (.) that we 

can do better. And I guess being you know, being prepared to delegate in that 

area, that’s, well in all areas, but in particular, that’s probably the one that I'm 

more inclined ((laugh)) to delegate than the others. 

I Yep 

P4 Not finance 

I No 

P4 but organisational things. Yeh. Because we had a, you know for me it was a an 

interesting move into (unclear) because you know, I, I had been acting in 

management at (school), just for a year, about a year, but I had a very very 

young child and um, so I was in and out of the school, and then I came here as 

AP and even for a short time whilst I was AP I was acting principal because 

(name) was very sick then. 

I Of course, I remember him as well. 
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P4 Yeh, yeh. And then (name) was overseas and (name) was overseas and got sick 

and so there was, very early on, even though it was only for a [short term 

I  [Oh, a whole lot of 

change in that group 

P4 Yeh, and then he left and (name) left and the caretaker left and I was acting 

principal and we had (name) very very ill and so for the first couple of years of 

my job I was really being DP as well. I knew everything.787 

788 I Great 

P4 Everything, but but of course there wasn't as much time for the other things. 789 

790 

791 

792 

793 

794 

795 

796 

I No, no. 

P4 But now of course, I've been able to hand a lot of that on and um, I still like to 

know exactly what's going on, but I don't feel that I have to check the exam 

timetable any more. You know, that’s just completely [someone else's job. 

I  [Oh right, yes. 

P4 Whereas I was doing a lot 

I Oh, were you? 
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P4 We were really really hands on. I mean, really. Because (name) was here and 

we had, I mean (name) was acting in management, but everybody was acting up 

and so we were all sort of trying to, yeh, and of course we didn't have the DP, 

we didn't have the caretaker, we didn't have a principal and the only other 

person who had been here longer than me was dying of cancer so yeh, so it was 

really tough, but that sort of really I guess (.1) probably is how I get, got the 

knowledge about the school really. 

I You got it the hard way but um. 

P4 Its interesting, yeh= 
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I =You got it in a short time though too 

P4 Probably, yeh. 

I You didn't have to spend years and years doing it. 

P4 No, no, that’s right 

I Sort of immersion 

P4 That’s right, yeh. So the management I just think, I just think schools need to be 

well managed and if they're not, there's a problem. 

I Yep. And I think there's a lot of evidence, ironically, we've talked about all 

these things needed but that teachers actually would prefer um a well managed 

school without vision than a visionary school without management. I mean, 

ideally you have both. 

P4 That’s right. 

I But there's actually quite a body of evidence that suggest that. 

P4 Absolutely. Oh I'm (.) for teachers 

I Yeh 

P4 Absolutely. I mean, that’s why I guess, where, what did I say was without 

management, oh, disorganisation, inability to implement decisions etc. etc. etc. I 

mean you could write a whole list of things there without the management. 

I Yes you could, yeh. 

P4 Um, and I I guess, I mean that probably is, I would agree with you that teachers 

would find that. And I think, one of the interesting things that’s happened is that 

we've been (.1) I've been concerned to try and get the management team more 

involved in the, in the sort of leadership of the school, rather than the 

management I guess you could call it that, um, and they find their day is taken 

up of course with (.) all sorts of management and behavioural things, but I'm 

 229



831 

832 

833 

834 

835 

836 

837 

838 

839 

840 

841 

842 

843 

844 

845 

846 

847 

848 

849 

850 

851 

852 

853 

very reluctant to pass on some of the well managed things to people, other 

people who won't manage as well. 

I Yes 

P4 Because, and in fact we had quite a discussion about it earlier this year because 

they really sort of saw perhaps as an option, getting someone else to do this, 

getting someone else to do that. My feeling is that that they have to do it 

because they're doing it well and if we pass it on to someone else, it won't be 

done as well or we'll have to monitor them constantly, and so that’s a bit of a 

challenge really. 

I Mm. Okay, we've got just a couple left there. What about the problem solving? 

P4 ((laugh)) Yeh, I've probably left a bit of blanks there. Oh I just think its great to 

think of alternative solutions and to find people on the staff that are good at 

thinking of those and also to, I mean I think it's really important to be prepared 

to reconsider decisions. That often gets me into trouble but 

tape turn over 

 people on the staff (.) even if one doesn't think of the ideas yourself, there are 

always people on the staff who will come up with ideas and sometimes its worth 

sharing them with others in order to come up with that solution. 

I Yep. That’s great. And then the personal strength. Tell me about that as part of 

your concept of leadership. 

P4 I think this is a really really big issue. I mean, I don't know if you know that 

(name) had a heart attack at (school) a couple of days ago. 

I No I didn't and I'm sorry but ironically I was doing some research with another 

principal out (.) away from here, and she rattled off the names of four principals, 854 
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all of whom had varying degrees of health problems and were on leave, and it 

just brings it home (.) was it a serious one? 

P4 Mm. I think, he'll be off (.) its not, I mean its not (.) it wasn't life threatening. 

We don't know how much damage 

I He used to be a runner and that wasn't he? 

P4 Oh, he's a bit of a smoker and a drinker nowadays, yeh 

I As well, is he, yeh, its years ago since I had much to do with him. 

P4 Yeh, yeh, so, I think he's had high blood pressure. I don't think it was a serious 

heart attach, but he won't be back this year. 

I Oh, yeh 

P4 So, I was talking to (name) a couple of days ago. It happened on Monday I 

think, yeh, so. So yeh, but I guess, um, I mean, I think that its really really hard, 

I mean you've got to have an incredible work ethic I think to do the job. 
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I What sort of hours do you work? 

P4 Oh, usually about 60 hours a week I guess of actual work 

I Yes 

P4 But I mean I work most of the holidays. I have very, very few days leave, yeh, 

and so some weeks it’s a bit more, some weeks it’s a bit less. In the holidays it’s 

a bit less but its just keeping it up constantly. 

I Yeh. And with that work ethic, the health and fitness [tell 

P4  [Is really 

I me about that. How do you manage that?  

P4 Well that I find= 

I =You look well, that’s a good thing to know, yeh. 

P4 Yeh, well it is, I started skipping cause I've got four children you see. 
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I And they are quite young still? 

P4 The youngest has just turned seven, so 

I Just looking at the photos, they're lovely, yeh. 

P4 Yeh ((laugh)), so, so they take up most of my time when I'm not working, so I 

started skipping a couple of years ago in the mornings to try to, because I was 

finding that= 

I =I go to a gym but that’s 

P4 I don't have time to do that actually 

I No, you wouldn't. 

P4 No, because, I go, and if I don't have a meeting at night then I go home and 

probably an hour and a half after I get home I start working again. 

I Yes 

P4 So I might get home at 6, 6.30 and then by 7.30 or 8 I'm usually working again 

and so, because during the day you don't do any of the vision or the (.) all of 

those other things. 

I Or even the reading 

P4 No, or the management even. 

I No 

P4 No, you're just dealing with people, meetings and things all day. 

I You are, I agree, yeh. 

P4 So, so I think 

I (unclear) skipping. 

P4 Yeh, I only skip for 10 minutes. It's not long enough really but its had quite a 

dramatic impact on my um, on just my heart rate and so on. I mean, it is actually 

a very effective exercise. 
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I Yes. 

P4 Its quite load bearing (.) its quite women exercise actually. 

I Yeh 

P4 Does the bladder the world of good. 

I Does it just ((laugh)). 

P4 Well, after four children, um, you know, its amazing. 

I Oh, (unclear) muscles ((laugh)). 

P4 Yeh it does ((laugh)). So yeh, I mean, that= 

I =So you do that (.) most days you would skip? 

P4 Four or five mornings a week. 

I Yes. 

P4 And I try to go for a few walks in the weekend but um, if there (.) isn't time for 

me to go for a walk or go to the gym or anything like that. 

I No, there wouldn't be. 

P4 It was my doctor who suggested skipping because she said that’s a (.) if you 

need the, that sort of heart rate stuff, because you do tend to be out and about 

quite a lot during the day although you do sit a lot as well. 

I Yes, that’s right 

P4 But I have to say that the hardest thing, I mean personally for me, the hardest 

thing is that I find the job quite lonely.  

I Yes 

P4 And that, um, um, that’s a, like I try not to talk about it at home. I do sometimes 

but I try not to 

I Yes 
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P4 because it becomes a real issue if you do, um, and so it is, for me, I find it quite 

lonely. 

I Well it would just dominate every part of your being if you did talk about it I 

guess. You try to focus off it. So you, are you a member of any sort of um, 

principals cluster or support [group at all? 

P4  [Yeh, I do, I mean we do go to peer supervision 

but I find that supportive but it, but not at a person level. 

I No, so its more working 

P4 And I did, I mean I did a few years ago try doing some things in a more 

personal level but found that they didn't really work because other people had 

different needs than me 

I That’s right 

P4 And probably um, probably just ringing up the odd person from time to time 

that I know, not even in (city), that I 

I Principals? 

P4 Yeh, yeh, I find useful. And I mean I see (name), she's great. 

I She is lovely. I think the world of her. 

P4 So do I= 

I =And I don't see her that often either and whenever I do I always feel good. 

P4 Well we try and get together once a [term. 

I  [I was DP you see when she, when the 

early conferences together, yeh 

P4 Yeh, so we, we get together 

I Good 
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P4 But I think that’s the big issue and I'm not, I don't know if that’s a gender thing. 

I don't know whether other people, whether men need or whether men who talk 

to their wives, or whether they don't need support 

I I think they network different. I've just got a bit of a hunch. 

P4 Mm. Well I think they do network differently 

I Yeh 

959 

960 

961 

962 

963 

964 

965 

966 

967 

968 

969 

970 

971 

972 

973 

974 

975 

976 

977 

P4 Yeh, quite differently. 

I And as you've said, you've also got a whole lot of other life personal 

responsibilities that perhaps a women who wasn't married or didn't have 

children, wouldn't have (unclear) yeh. And you're quite young for the position 

that you're in 

P4 Relatively 

I you know, compared to some of the men who used to be principals. Things have 

changed. 

P4 They have, yeh. 

I Yeh. See I think Counsellors, they've got a great set-up. A person who's a 

Counsellor gets paid supervision, I mean, that’s just a clearing house for 

everything they're dealing with. 

P4 Well I go to paid peer supervision 

I Peer supervision? 

P4 Its peer supervision and I mean quite a lot of Counsellors do peer supervision 

rather than individual as well= 

I =That’s right, they do now, yeh. 

P4 But I just personally find, its very very supportive. 

I Yes. 
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P4 I mean if I've got a problem, we all share it, there's not an issue, that’s great 

I That’s right, yes. 

P4 but personally, its not the personal support and that’s (.) and so building that in 

is quite, you know, that’s the issue that you (.) I mean I have a friend who I talk 

to things about, you know, and that, that’s probably the= 

I =And your friend, she or he, doesn't matter 

P4 She's a teacher 

I Yeh, she's a teacher so she's somebody= 

P4 =At another school 

I So she actually knows about the context of what you're talking about  

P4 She does, yeh, she knows a lot more than she should about what happens at 

(school) ((laugh)) 

I But you trust her and she 

P4 I do, that’s right, so 

I So it’s a person who's sort of outside your immediate work or family but its 

someone that knows what you're [about 

P4  [Yeh, yeh, and I provide the same for her so 

its 

I Oh, that’s fabulous= 

P4 =You know, we have that relationship 

I So it’s a two way thing.  

P4 Yeh it is, yeh. 

I How often do you see her? 

P4 Every week, yeh 

I Oh that’s good. 
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P4 We, we [usually 

I  [So you actually timetable it almost 

P4 Almost. We go for a walk on Saturday afternoons [usually. 

I  [Okay, talk like mad 

P4 Yeh 

I Laugh and 

P4 Have a coffee, yeh ((laugh)) 

I Moan, and do all those things 

P4 Its really, I think it is important to be able to moan about things with someone 

I Definitely 

P4 and I'm not, I'm pretty convinced that its best not done at home, unless things 

are desperate. 

I That’s right 

P4 It's just for me. Different people have different things. 

I Well all the principals that I've worked with, its quite interesting, what I've 

noticed, doesn't matter how horrendously busy they are, they always smile at 

people. Do you know what I mean, its sort of a, there's a positive something 

there and it must be a conscious something that’s part of how you see your job 

and the world but 

P4 Well you have, I mean 

I You wouldn't feel like smiling sometimes 

P4 Its that believing thing 

I Yeh, yeh 

P4 I think you have to believe in what you're doing. 

I How much sleep do you get a night? 
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P4 Um, well during the week, I always try and read for an hour before I go to sleep 

so 

I Yeh, any reading, junk reading? 

P4 Yeh, well usually novels. I don't read professionally at that time of the day. Um, 

six or seven hours during the week and I catch up at the weekends. 

I Yeh. And support, that’s the friend that you mentioned? 

P4 Well I just think that I, I think for leadership you have to have support networks, 

both professional and and personal, and if you don't, I think that’s when things 

go wrong. 

I And your reason for believing that? 

P4 Well, I just, I guess I've always believed that in, in teaching or in any job really. 

I just think it’s a basic human need is to have support. Its really important to 

have support (.1) professionally so that you have other people that you can run 

things by um and its really important to have (.) to either not, well I've always 

needed personal support so, um that’s just the way it is I guess. 
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I Yeh 

P4 But I, see very early on, when I was, first started Maths teaching, we formed a 

cluster of women. We got together every month for ten years, you know, and 

shared a lot professionally and and I've always believed in those networks. 
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I Yes, I think women have developed networks more consciously I think. When I 

first was doing some admin job bringing up a family, I used to rush home and 

try to do all the family things and it was actually quite lonely too because I was 

sure that I was missing out on a lot. I more consciously now make sure I have 

time for other women and do things with them, because you can easily might 

not. 
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P4 Mm, no, its very hard to. There are so few women principals that its um 

I I know 

P4 And you know, I mean I think= 

I =Especially of co-ed schools 

P4 Yeh, there, that’s, co-ed schools there are very very few 

I I mean, they are a recent phenomenon really aren't they in co-ed schools 

P4 There seem to be more at conferences but there's not more around here. 

I No, perhaps= 

P4 =There's (name) and I and that’s it, but you see, given that there was (name) and 

was (name).  

I That’s right, yes 

P4 You know, that’s almost a reduction. 

I And they were two incredibly wise people  

P4 That’s right 

I weren't they, and lots of experience and so on. 

P4 So its interesting 

I Yeh, well (name) I think you've covered this incredibly well. 

P4 I'm sorry its not a concept map 

I But it is, its your concept map. That’s just fine, and I think that your grid, you 

might present a paper at a principals conference on that, that’s great. 

P4 ((laugh)). I'd have to do a bit more thinking about it because its got some flaws 

in it I'm sure. 

I It may have but its amazing though when you just spit something out, how very 

often it doesn't need a lot of change because you've actually thought about all 
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this for a long time. Its just when someone says to you "Would you mind jotting 

it down." 

P4 Its actually a neat model, you know, the idea of drawing it up and then showing 

what happens if you leave the parts out. 

1079 

1080 
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TRANSCRIPT  4b 

 
Interview 
Friday 23 November 2001 

 

I Interviewer 

P4 Principal 4 (Diana) 
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I It may be (name) that we start talking as you're drawing. I'll just be interested in 

P4 Is it in chronological order is it? 

I I'd like you to, yeh, if you can, you've got your snake, oh it’s a pretty good 

snake, what's wrong with that? 

P4 ((laugh)) A fair bit I think  

I So let's say that you're here now 

P4 Right, okay 

I You're principal of this school 

P4 Yep 

I and I want you to go back, and you can go back as far as you like, and they can 

be personal or professional influences. So, its the (.2), yeh, things that have 

happened to you on the way that have made it possible for you to get to this 

position. 

P4 Do I go back, um, do you want me to start at the beginning or start at the end. 

Which direction of the snake do you work from? 

I You can start from either, um, (.2) you might want to start at the head because 

that might focus you more specifically on what you're doing now. 

P4 Sure ((laugh)) 

I Might be easier. 

P4 We might be here all day otherwise ((laugh)) 20 
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I We might be, yeh, yeh 

P4 Right, okay. Are you taping? You are, oh gosh. Um (.2) well I guess (previous 

principal) going overseas had an influence um, and um, the Board not 

appointing to the position and asking me to act in the position was a bit of a 

shock really. I guess that’s (.2) probably about here. 

I Put a rough year on it, that would be useful too. 

P4 Okay, 1996 

I So it was sort of the opportunity= 

P4 =The opportunity, yep. The opportunity came about when (name) went overseas 

(.) bearing in mind that I'd had extremely small quantities of senior management 

experience. Um, that was a really big decision to make, whether to apply for the 

job or not. 
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I It was after you'd been appointed in an acting capacity? 

P4 I was, no, well I was Assistant Principal 

I Right 

P4 and they advertised the position. (name) resigned. They advertised the position 

and the Board, they interviewed, and the Board did not appoint and I was 

approached and asked if I would (a) act in the position in term one, and (b) 

apply for the position but with no guarantee that it would be mine. It was very 

clearly stated. 

I Yes 

P4 Um, so I knew that but obviously if I was going to be in that position, then I had 

to be clear that I was interested in the job and that was a really big decision 

making time for me and my family at that stage, so, yep, because you know it 

has a huge impact on your life that sort of thing. 
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I It does, and what were the factors that you weighed up that made your decision? 

P4 Ah, probably the biggest thing was my family and the fact that I have to support 

them and how was I going to carry on if I was doing this job now. Um how 

would I maintain ((laugh)) the energy to keep at it for as many years as I need 

to. You know, my youngest child is only seven now, at that stage. I had only 

stopped breast feeding my youngest child and so, um, you know, I was in fact, 

had a very young family, so it, it didn't, I mean you know that that one has to 

support ones children for a very long time ((laugh)) and I, I mean I'm the main 

income earner in the family and so that was a really big influence, but um, I 

(unclear) I've always worked very hard and I'm the sort of person who'd find it 

difficult not to take opportunities and so (.) we decided that if the worst came to 

the worst I could always (.) um, if I got the job and didn't like it well I could 

leave it, but if I didn't take the job, I um, I could regret that forever, or we, as a 

family could regret it forever, so, that [was 
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I  [And as it turned out it was a risk or an 

opportunity that really paid off. 

P4 Well yes, I mean it has its costs. 

I (unclear) to you. 

P4 It has its costs, but its, yeh 

I Yeh 

P4 So that was a, because its very very unusual for someone with as little 

experience as I'd had to be put in that position and that’s quite interesting. I 

think there are, I think its very interesting in terms of the um um the sorts of (.) 

education programmes that are going to be given to new principals and things 

like that. I think I've got an interesting insight into that because (.) I I had (.) I 
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was very lucky though because although I hadn't had a lot of experience, I'd 

been here as Assistant Principal and it had been a difficult year, I mean we were 

only part way through it of course when I was offered this but I had been Acting 

Principal during that year because (name) was sick and=  

I =Yes= 

P4 (previous DP) was overseas and (previous principal) was overseas and you 

know, that sort of thing. We'd had that so, although that wasn't the same I'd been 

in that position. At (previous school) I had a lot of responsibility doing the 

(CAPNA) when I was Acting DP and so I'd done that whole process with no-

one else and so although I hadn't had a lot of experience, I'd actually done a lot 

of staffing things. 

I Interestingly that happened to me, I had the same thing with CAPNA and until 

you've done one, you don't actually know what makes a school tick and what its 

real needs are. 
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P4 Yep. Well what had happened was I'd done it with (name) the year before 

I Yeh 

P4 and then, and been at the meeting, and then, oh no I hadn't been at the meeting, 

and then I had it, then it was um um, I did it all on my own. 

I Yeh. So you'd had a high level of (.) responsibility, just not for a long time. 

You've done the crunchy stuff. 

P4 That’s right, I had yeh and I probably knew a lot more about um, the way, the 

things that principals do than most people coming into senior management 

positions because (previous principal) had left so that was really an opportunity. 

(name) had left (.) (name of school). 

I Yep 
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P4 and (DP) was on leave. 

I Oh 

P4 (name) was in ERO or somewhere, like, she was in her study leave. 

I Yes, she got one of those scholarship awards 

P4 Yeh, she was on a study award= 

I =That’s right= 

P4 =and so um, so I came back from maternity leave at the end of term one and 

spent the next two terms as DP I think it was. I've got muddled up. And I did a 

bit the year before as well so yep, that had an influence. Um (.) I guess (.3) I 

probably would like to go back here. Am I allowed to jump? 

I You can go as far as you like, do whatever order your like too. 

P4 I mean, I come from a family of people who over many generations have been 

teachers, um, or in, on one side of my family, um both of my parents are retired 

academics and um, and on my fathers side of the family he's the only person 

whose been an academic. For a number of generations back there have been 

teachers, so I knew when I left school I didn't want to be a teacher. That was 

((laugh)) you know, in the background and that (.) that was quite an influence 

on me because I was pretty sure that I didn't want to be a teacher. And it didn't 

take long out in the real world to discover that actually I did want to be a 

teacher, and so I really am quite passionate about it. I didn't, I mean, yeh, it was 

um, and so, and so I chose to come to teaching after working in industry for 

several years, and I trained in (city) even though I'm (nationality) and not a New 

Zealander. 

I The fact that you've been in industry, that may not be quite so common. If you 

think about your colleagues 
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P4 No its not, its not= 

I =Most of them have had a fairly linear progression into teaching. 

P4 Mm. I'd worked, I worked in (multinational computing company).  

I Oh, okay 

P4 I went through their marketing training programme um and so I had a lot of 

training with them. I think about 13, 14 weeks of residential training. Um, it was 

exceptional training and very hard. Much harder than anything else I've ever 

done before or ever done afterwards, the expectations. So I chose to leave 

industry and to, to go teach, to, I'd travelled overseas, travel and then train to 

teach. And I believe that was a really good thing to do. I would never have been, 

um, I don't think I would have been um. I I've brought more to the job by having 

been in industry. Yeh. 

I Yeh. What sort of things have you brought to the job (.) through that 

experience? 

P4 I think one of the reasons that I think values are important is because I don't 135 
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think that they were important at stage at (named company) and one of the main 

reasons I left was because I felt like we were pawns in the hands of a mutli-

national and that what we were doing was not um, did not value the individual 

and so on so I, that was quite an important thing for me. 

I Yeh 

P4 So, I was looking for a career where I felt that I could make a difference that 

counted. I know that sort of sounds like a missionary type of thing but I came 

there, I got there because I'd been in another industry, not because of Christian 

beliefs or any other things. It was simply personal experience that got me there 

and almost everybody that I trained with at exactly the same time at (named 
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company) has left. I think there's one remaining person who happens to be the 

Managing Director, but, almost everybody else has left the company. Maybe 

two left. 

I For similar reasons do you think? 

P4 I think that at that stage we went through a major turmoil in the industry and um 

they were losing a lot of business and there was a, since then business has 

changed its attitude towards, see, (named company) had always been a company 

who valued people 

I Yes 

P4 and they got very very large and um, and (.2) and so (.) things happened and 

they lost some of the ideals that the company was based upon and I think that 

they've retrenched and restructured and those things have gone back in 

I Yeh 

P4 and I think that I, I was in there at a time when that was the case and that’s why, 

they lost huge numbers of people and that didn't help them because um, they 

spent a lot of money on our, I mean 

I Precisely 

P4 to have us (unclear), we didn't have all of our training in our home towns, we 

used to be flown off, you know, and put up in accommodation and it was an 

extremely expensive business to do, so, um, yeh, so, so yeh its interesting. 

I And so the values things influenced you now. From the type of work you did, 

have you brought any of the skills or experiences with you? 

P4 Oh I have because I mean the, the marketing thing, knowing a bit about 

marketing and um I guess a little bit of presentation, I mean the things I learnt 

about presentations there and running workshops and things I think were very 
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useful. I've probably been a lot more um (.) teacher workshops than most people 

that have come through because I, I'll tell you about that in a minute. I'll put that 

over there. 

I This is adult training? 

P4 Yeh, I've been, I learnt a lot about that at (named company). I mean, I'm not a 

naturally witty or clever presenter at all, I don't mean that, but I did learn a lot 

about it. Yeh, and I would have been a lot worse if I hadn't done it is really what 

I'm getting at. I also learned of course a lot about the computer industry and its 

absolutely hilarious to me that we've got a thin client system which is not 

dissimilar from the enormous network I worked on you know, 20 years ago. I 

was working on the first, I used the first version of email in 19 um. I used to 

email my colleagues in Canada in particular. Um, it wasn't emailing. It was 

sending things across our own (named company) network from my terminal that 

sat and was a dumb terminal on the end of a machine. Very very similar to=  
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I =When was that?= 

P4 =1978. 

I I was trying to think= 

P4 =No, 1980, yeh 1980. 

I That’s amazing because I mean, email really has just hit in the last, I don't 

know. Its only five years that we got into it, where I am, using it. Really 

dependant upon it almost. 
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P4 We actually used to talk live to one another over the, we used to chat, so I used 

to send and they could send immediately back to me if they were there. You 

could do it either you know, it was sort of like a chat room. A 
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little bit slower, 

but but of course it was all in DOS. It wasn't, or, you know it was the large 
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operating system actually, it was NBS so um, and so I learnt a lot about, I'd 

done a lot about, about (.) I'd done a major in computer science and so, and so I 

learnt a lot about that, um working for them. And I've never, well I've taught 

applied Maths on section and then they changed it so I've never really taught 

computing at schools but I know a lot about it and I guess I'm very very out of 

date now but obviously its influenced my interest in ICT and the things we've 

done at (school), and my beliefs about it are fairly deep. 

I And can you elaborate on your beliefs? 

P4 Oh well I've always believed that um that the key, the key is to be learning 

through ICTs into (.) and its all about integration and, and that the (.) its about 

skills, its about ensuring that um skills are transferred. Its really much the same 

with anything I think in the learning. So, I um, I believe, I now, I'm now at the 

point where I actually think that if teachers, if we could concentrate on learning 

that ICT just come along. That’s where we're at here. We don't, we don't think 

that we need to concentrate on, we think if we can concentrate on learning then 

we're concentrating on (.) ICTs will just fall into place because they're such a 

marvellous tool. 

207 

208 

209 

210 

211 

212 

213 

214 

215 

216 

217 

218 

219 

220 

I Yep 

P4 And so I've always believed that and that, that is (.), that was the first big 

decision I made. I made one decision when I was Acting Principal. I decided 

that I had, I would allow myself to do one thing um when I was Acting Principal 

because you know when you're holding the fort you know, you don't, you know, 

I had visions of someone else coming from outside and me stepping back into 

my role as Assistant Principal and then thinking "What have you done?" But I 

decided to completely change the way we organised um the ICT committee 
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within the school and to change some fundamental staffing and things in that 

area and that’s been a very influential process that we've gone down. So that 

was probably quite an influential thing to do, just in here actually, um but that’s 

um that was when I was Acting Principal. 

I And you were acting for one year? 

P4 One term. 

I One term? 

P4 Yeh. They appointed me, yeh, very quickly ((laugh)) yeh, so it was interesting. 

But I was very inexperienced. Very inexperienced. 

I In some ways, but through what you've said about your (company) experience, 

hugely experienced in others. 231 
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P4 Yes, I did have experience in others and I think one of the things that um, that 

(.1) was important at the time here at (school) was that people were um, we 

were ready for a change in the way we operated within the school which usually 

happens when there's a change in principal, [and 

I  [Well (previous principal) had been 

here quite a while. 

P4 He had, yeh, and he'd transformed the school. 

I That’s right, yeh. 

P4 But, one of the things was that I was extremely close to the classroom. I mean, 

extremely close you know. I mean I'd taught um in 1996 one class in the 

previous year, I'd been, I had been Acting DP but I had actually been the HOD 

at the school up until that point in time and so .hhh one of the things that that 

has meant I think is that I haven't had years of lesser duty and things like that to 
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mean that I have got out of touch with the curriculum. I've been able to keep 

more in touch  

I Mm 

P4 with curriculum changes and that’s been I think a good thing. That short 

timeframe has meant, I guess I've kept that that curriculum interest in place. 

 I want to talk to you about something, the most important thing that ever 

happened to me in my time teaching was that I must have been in about my 3rd, 

4th, maybe 4th year of teaching and um the principal, (name) at (previous school) 

came to me and said "Oh, do you know about this course that you've been put 

down for?" And I said "Oh no, I don't know." He said "Its something called 

Equals" and I thought Oh. He said "Oh yep, you've been selected to go on a 

week long course at Lopdell House and I said "Oh, I don't know where Lopdell 

House is actually." ((laugh)). And (name) and I were two, the two teachers from 

the South Island. I have no idea why I went up there. I have, you know, I 

certainly have no reason why I was selected and it overnight changed. That 

changed everything for me in Maths teaching and my view of teaching. It was 

an (aha) experience and um, and so that was a a major influence on me. Um, 

going on that course 
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was effective. It brought about real change, both for me 

and I'm sure, I mean (name) was a lot further down the track ,but also, um, she 

wasn't really in the classroom any more at that stage. 
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I Well when was that? 

P4 Oh, that must have been about (.) 1988. 

I So she was at (school) then? 

P4 Yes, I think she must have been. Oh well it was just all of a sudden it seemed 

like we were doing what was important which was thinking about the way we 
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teach, um, which didn't strike me as being something that had been happening. I 

didn't have good training at the College of Education I'm afraid 

I No 
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P4 Um, in Maths. I did in Economics. I had very poor, very very poor professional 

studies tutors, very very poor. I mean its, its changed now. 

I Yes it [has. 

P4  [Those people have gone. 

I Oh yes 

P4 and it doesn't work like that any more. 

I I had variable experiences in one of my curriculum areas too. 

P4 I had it in both Professional Studies and in Maths, um, I mean six weeks on the 

School Cert paper, taking it in turns to present the answers to the class. 

I You're joking. 

P4 No. Um, it was, it was the, the, guy retired at the end of the year. We had one, 

(name) visited one day. That was the highlight of the whole year. I keep telling 

her that. I'll never forget the day she visited and gave us an interesting talk. 

I She wasn't actually working there then was she? 

P4 No, no, she was at (school) 

I And then she moved in. 

P4 And she came and gave this wonderful talk, I thought "Oh yes."  But anyway, so 

of course I went into Maths teaching at a school where it was just really 

traditional and so when I went to the Equals um course, it really changed 

everything form me and I became heavily involved in networking. I had prior to 

that actually, I went to the Hamilton Maths Conference. Oh no, that was after 

that I think actually. No it was after that Hamilton Maths Conference. Yep. Oh 
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that’s right, and I became heavily involved in networking amongst women 

teachers and have, and that, from then on have always belonged to a formal 

networking group within whatever job I've had and became very involved in 

education. We ran a lot of Equals workshops for um for other teachers every 

year and so it was a really big influence being involved in that.  

I And the networking. What did that do? You say you've always been=  

P4 =Ever since then, ever since the Hamilton Conference which was I can tell you 

1989 because my daughter was two months old, um, we came back and I, got 

together with a group of other women Maths teachers and we met, um, oh (.2) 8, 

9 times a year for ten years, um, and now we only get together once a year 

really now. 

I Yes. 

P4 And we shared. We talked about our work and we shared resources. We ran 

these Equals workshops, although not all of us were involved in Equals but we 

ran the workshops and we um, we were a group of cross primary and secondary 

people and so I've always had links with primary people as well. (name), yes, 

was, (name) and I were sort of the, the people that sort of led that group and 

(name) was in the background but she moved on. And so so we were very very 

involved in that and of course then when the new curriculum came out it was 

really pretty much based on this but, but really, a lot of what has happened has 

gone no further. Teachers haven't changed the way they teach at all really. But I 

think for me that was an (aha) experience. I changed everything. The way I did 

everything as a result of that and so it was really interesting because it was, but 

it was very much, we had to drive it. Setting up our own group in (region). The 

(named city) people were really supportive and helped us with that and then we 
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drove it down here and we tried to involve, we invited up people from Dunedin 

and got their, tried to spread the network, so that was really good. Um, there 

were men involved as well (name). He was, we discovered him, and had him 

presenting to our Equals courses and after that he got promoted to HOD and 

then out and up and he's a principal now. 

I Is he. Where abouts? 

P4 I'm just trying, he's just changed schools. He, he's somewhere like (school) or 

somewhere like that. 

I Okay, yep. 

P4 I'm just trying to think where he is. He's been DP and he's just got the principals 

job. 

I Good 

P4 So I saw him at Principals Conference, that was really neat. 

I Yes. 

P4 So, we, and so lots of teachers um, and that was Maths. So that was the Maths 

thing and then I got really involved in Maths (.1), and really destroyed the 

Association we, several of us, and broke down some barriers before resigning 

which, never been forgiven for but that’s alright. It was very very traditional and 

um, we sort of put in place a wee bit of a cap and tried to change things which 

we did, but then I got appointed to (school) and I resigned because I knew that I 

couldn't go on being involved in both and I always felt, always felt bad about 

that. That I was only there for part of the operation of the new structure of the 

local Maths Association. 
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343 I Yeh. And the changes have carried on? 
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P4 Oh yes. I mean, the president of the Maths Association is one of the people that 

was in this group still. In fact that’s the frightening thing, is that we tried to get 

groups of young teachers, new teachers, um together in networks and things as 

well and that worked quite well but they kept going and having babies which 

was (unclear) ((laugh)). 

I ((laugh)). 

P4 And um, but but really the thing that’s frightening for me in that whole area is 

that the people are the same people. These are exactly the same people with a 351 

few exceptions that were um a while ago and this is I'm sure being replicated in 

other areas that, that, I mean people are not prepared to take on the work that's 

involved and, for various reasons. 
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I No. Its work, but also, they don't always have the ability to think laterally about 

issues. It almost focuses in on what they really ought to be focused on. 

P4 Its pretty= 

I =Its not safe when you  start getting involved in things like that. 

P4 No, well I was going to say I was also at that stage I was involved in the New 

Zealand (.) Association of Maths Teachers Exec for four years 

I Oh yes. 

P4 which we had locally here and um 

I How has that influenced? 
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P4 Well the interesting influence there was that I was appalled by the behaviour of 

NZQA ((laugh)) um who tried, we were involved in um Mathematics Unit 

Standards were the first that=  

I =Oh that’s right, they were too. 
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P4 I was on the um grade related criteria writing panel initially with (name) (name) 

and we, we failed. We were the second group. Um a (regional) group had tried 

to write them and failed and they said "Right, we'll try another Centre." We tried 

to write them and failed. We couldn't make them work. We couldn't find a way 

of making them work without doing what's been done now and at that stage that 

wasn't what grade related criteria were (.) was about, and so it's a slightly 

different approach to it, you know, assessment, and so .hh they bullied us into 

trying to make us sign up for the Standards 

I Oh yes. 

P4 And it was in my opinion appalling behaviour. I mean I remember I was (.) I 

mean I remember being at a meeting and um some NZQA representatives were 

sitting around the table. It was about a quarter to eleven at night and I was about 

seven and a half, eight months pregnant and I remember saying to them "Just 

trying to bully us. You guys are going to get on a plane tomorrow. We have to 

go and teach our classes tomorrow morning."  

I That’s right. 

P4 And, they had milestones that said you must have this approved by such and 

such a date and in the end the committee, we only had one vote on the 

committee, but they knew we were influential. In the end the committee gave in 

and voted and they went ahead with the Maths Unit Standards which of course 

subsequently, never did, I mean they (.) they we knew they would work for the 

experts but the wouldn't work for the every day person and that’s been proven 

time and time again. They're too difficult and so, and so I was, I mean I was a 

Moderator and all those sorts of things so I was quite interested in assessment 

and very involved in that sort of um (.2) sort of work. 
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I Were you involved with political changes then to do with Maths and so on. Did 

you get involved through your executive type work? 
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P4 Yes, I've never been a, I'm not a terribly up front political person most of the 

time so a lot of what I'm doing is behind the scenes. 

I Yep 

P4 That’s just the way I operate, so, um, so that was an interesting committee 

because it was a very conservative committee and I was one of the very few non 

conservative people on it, um, and so that was (name) and (name) and all of 

those people. We got on very well together, there wasn't a problem with that  

I No 

P4 but it was a very conservative group um and so, that was quite an influence in a 

way. I guess you you have to go through these things to sort (.) of learn about, 

learn about things. Mm. And I guess one of the reasons that I believe that 405 

knowing about what is going on is so important for principals is because of 

these sorts of experiences and curriculum, I mean I know lots of my colleagues 

aren't as convinced that curriculum knowledge is important, especially in the 

bigger schools where its just almost impossible to do it. But I really believe it is 

important because the every day person just doesn't have a hope of keeping up 

with this stuff here. 
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I No 

P4 You know you're talking about the future of the education within New Zealand. 

I I know 

P4 And I mean, I think, I believe that as a result of some of these things, I mean, 

the operations within these organisations has changed because of the sorts of 

things we did, and groups like us did at that time. Um, we, you know, the bully 
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tactics were not successful and they had to change and I felt really sorry for the 

employees of those organisations that were put under the sort of pressure to, to 

actually behave in the way that they did. 

I As you say it was an experience that was replicated in other curriculum areas. 

P4 It was. 

I Yeh 

P4 But one of the things that I've, I mean I've continued to carry on and say to staff, 

and I use it still because its not that long ago, is if you= 

I =Would that be about the mid 90s? 

P4 Oh yes. I mean I was on the= 

I =I was trying to think when the Maths Unit Standards 

P4 Oh yeh, yeh. I was= 

I =I was still in the school system. 

P4 I was moderating, I was moderating in 96. I resigned from moderating at the end 

of 96 because they wanted me to keep on moderating because no-one here had 

done any Unit Standards. 

I Ah right 

P4 And we thought if Unit Standards were going to come in, if I kept on being a 

local Moderator it would help. I could help the department so um so I was still 

moderating then so I must have been (.) 95, 96 we must have been moderating. 

So yeh, that, that, but one of the things I've learnt is, one of the things that 

happens of course is that you have staff members and yourself, but other people 

who, who (.) and this has been really happening a lot with the the latest 

curriculum and assessment changes. Particularly the assessment changes, um, 

that they, their time is being called upon constantly and I mean, I have drawn on 442 

 258



my own experiences in providing my advice when asked for to teachers here 

that they 

443 

have to limit what they're prepared to give and and I mean (.1) I myself 

am quite now prepared to say No 
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P4 because you have particular staff members who are constantly asked to be out of 

school 

I I know 

P4 and the impact on them is, I mean I have one staff member who has been out of 

school too much this year. The impact is that her department have lost, she has 

lost credibility with her department without naming names 

I That’s right 

P4 and it, the poor thing, she has only been doing it for the good of the jolly New 

Zealand education system and finally, and part of it is unfortunate because she 

was, you know, she did an extra job because someone had cancer and she 

stepped in at the last minute and she hadn't intended to but as a result of that 

was, you know, so those things influence you. 

I Yeh 

P4 I want to just come back here. 

I Yes 

P4 I had (.1) there was an amazing family friend who was also the principal of the 

school I went to who was a great influence on me. Her name was (name), and 

um, she had a big, unfortunately she died of cancer about three weeks after I 

was appointed as principal. 

I Oh, did she hear that you were [appointed? 

P4  [Yes, she sent me a fax= 
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I =Oh that was lovely. 

P4 Yeh she did, that was really important= 

I =That was so nice. 

P4 Oh it was yeh, because, she was, and the interesting thing was that that um, that 

I probably, she probably didn't even know she was a role model 

I No 

P4 until I (.1) told her when I was appointed that she was you know and yet its 

funny how that happens. 

I Yeh I know. 
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P4 But she was a childhood role model for me because of her passion for teaching 

and learning and um she um, I mean she was a very very close family friend of 

my parents. I mean my (.) I come from a background where my father was 

extremely involved in the education of the school I went to. I changed, I was 

sent to an independent school after being at a State school and he, he did it 

because he wanted to become extremely involved in the school which was very 

unusual. It had its pluses and its minuses. 

I Was he a principal, or [no? 

P4  [No, he he, no, he was  

I He was an academic (unclear) 

P4 He was an academic, yeh. 

I Okay 

P4 He was a Professor of Mathematics you see. 

I Oh 

P4 But very involved in education at school level as well as at tertiary level. Um, 

and um, I mean still very involved. Still, well and truly retired now but helps 
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Olympiad Maths students and things you know every third Saturday morning 

and things you know, in (country) of course. So he, .hhh, he um, he was actually 

invited interestingly, he was a keynote speaker at that Conference. Quite 

independent of me. 

I That was the Hamilton one? 

P4 Mm, yeh, so that was interesting. So um quite independent of me, he'd been 

sourced from (country) as a keynote speaker at that Conference. 

I And they realised (unclear) 

P4 They did, they realised eventually because it was quite funny because we had 

three generations of the family at the Conference because my daughter I took 

with me. So was a baby. 

I Oh, how super 

P4 ((laugh)). It was quite funny 

I I bet that’s never happened before. 

P4 No. But no, she had a great influence and he, my fathers involvement in 

changing the whole school um, they took to um, run down single sex schools 

and turned them into a (.) great big, very very successful co-ed independent 

school in south (country) and that, um, (.1) I've never really forgiven him for I 

guess um because I'm completely and utterly committed to the State education 

system, and don't think they should have given up on it. And these people were 

old Labour, Labourites. 

I Oh yes 

P4 And I could never quite, I can never quite understand it and I don't think I ever 

will be able to. You know how you don't understand things that happen, um, and 

so, it was quite an (influence) 
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I Saying Independent, was it a church school system or? 

P4 Um well, it was, it was an Anglican based church but I would say it was a very 

run down version of um of (school) really. 

I Yeh 

P4 Would be how I'd describe it and now its um (.) now its probably like (school) 

want to be in ten years time I would think. 

I Yeh 

P4 Um, so, yeh, quite= 

I =So he was quite influential in doing that 

P4 Oh he was the Chairperson of the Board and he appointed (.) he was key in the 

appointment of her to the principals job at the girls school and then in getting 

the whole thing together. 

I Right 

P4 And so 

I And you were a pupil at the school? 

P4 I was a pupil at the school, so that was very difficult for me  

I Yes 

P4 Um, and um yeh that’s quite interesting. 

I You must have though been immersed unwittingly in things which you were 

immersed in now. 

P4 Mm, I was 

I Conversations at the dinner table and 

P4 Yeh, you were. And because when you are in a family where both of your 

parents are academics, I mean my mother um had a PhD in Physics and she um 

um (.) then had two children and so retrained in computer science and was a 
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senior lecturer in computer science. Dad was a Rhodes scholar and you know, 

all that sort of stuff so he's a well, you know, highly respected person and so, I 

mean we just constantly moved in amongst, in the not real life stuff 

I No 

P4 and, and one of the other interesting influences is that my sister is, my father is 

extremely intelligent and not all of the multiple, if you look at the range of 

intelligences, he 
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isn't intelligent in all of the ranges of them, but in the 

traditional measures he is 
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extremely. He is at the extreme end, I mean he's a um, 

and my sister is as well and I'm not, um I have the common sense and the ah 
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I Emotional intelligences 

P4 Yeh, some of the other intelligences, yes, and so, and that’s been quite an 

influence that my sister is quite exceptional as well, um 

I So there's just the two girls? 

P4 Mm, and she's younger than I am but always been um a very very top, I mean 

top female in the State in Bursary, I mean, be the equivalent of top in New 

Zealand um and she um lives in (place) on a um a commune, organic farm and 

works in the Peoples Centre as a Doctor and has a passion for social services 

and not for research and things that everyone thought she would always end up 

doing. 

I That’s neat 

P4 Its interesting. So yes, that had quite an influence on me in a way I guess. 

I And you've called it not real life stuff. It's certainly probably not the norm for 

either Australia or New Zealand 

P4 No 

I for a child to be raised in that sort 
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P4 No, its not. Its had quite an [influence. 

I  [Quite an enriched, privileged um environment 

P4 Yeh, it is, it is. But also I think difficult because we were, we weren't aware of 

any I mean I had lots of friends of course and the realities of life and all of those 

sorts of things but um I mean things like the work, homework and study ethic. I 

mean what our family did was study every night and one of the things I learnt 

was that I needed to change because I didn't have enough hours to do the 

amount of work that you know I was very slow, very slow at studying, all those 

sorts of things because I had an endless time to do it. 
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I Yes 

P4 That’s what we did. We didn't watch TV. We did homework every night or we 

had sports practices or music or whatever, but we didn't (.) that was the way 

things operated. So its quite interesting, yes. 

I Yeh, its wonderful, yeh= 

P4 =Yeh, interesting. So that’s had quite an influence but I'm completely 

[committed to 

I [What did you learn from that woman who was your Principal. There was a 

passion for learning (unclear). 

P4 I think, I think that that was it um it was really 

I And the role modelling there. 

P4 That was it, that was what it was about, yeh. That was= 

I =That kids counted? 

P4 Oh absolutely. All of those sorts of really really really important things and I 

guess I learnt that um they were prepared to undergo 

590 

massive change in order to 

achieve objectives, um yeh, so yeh, that was interesting. Yeh, so its interesting 
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the things that happen. All of that’s had quite an influence on my life. And 

because of course it happened in (country), nobody here knows about it. 

I No 

P4 which suits me fine ((laugh)). So for me its quite personal. I mean (name) is one 

of the few people that really understands my background, um, and it is from that 

very academic background, so its interesting. 

I And it is interesting that you did choose to go teaching [after 

P4  [Yeh, yeh, it is. So um 

yeh, it is interesting. And I guess one of the things that I've had to learn through 

life, I always had quite low self esteem because my sister was so much brighter 

than I was. 

I Oh dear ((laugh)), you were only sort of moderately bright. 

P4 Well I was, I mean I was, that’s right. I mean I was, you know, at school exams 

and things I did well but I only did well, I didn't do exceptionally well. I only 

did well because I worked hard and um like lots of teachers basically. 

I I'd say like most of us. 

P4 Yeh. And so that for me that was quite an issue and one of the wonderful things 

for me has been 
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learning that actually, I mean, before Gardner's work came 

really came out, I began to realise that actually there are other things to 

intelligence. 
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I Precisely 

P4 Yeh, um, but I had never really been taught that. 

I No. Oh no, it was never acknowledged. 

P4 No never acknowledged. And never acknowledged within our family which was 

quite an interesting thing. 
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I Well they did OK under the old IQ you see. 

P4 Yeh they had although my mother interestingly is more like I am and had to run 

everything and be the practical person and that was never valued to the same 

extent 

I No 

P4 and I think that now it would be a lot more 

I Yes 

P4 and so she had a bit of a chip on her shoulder about that too, so its quite 

interesting. 

I It is. I think they're proud of you though. 

P4 Well they are now but its interesting because it took a long time for that to be 

the case. I remember when I rang them and told them I had the Principal's job 

and they said "Oh yeh, okay" and um and then they rang back about half an 

hour later and said "We are really proud of you" you know ((laugh)). 

I Oh, it hadn't sunk in probably yeh 

P4 No, no, and so now they are but its interesting because you, because I had, you 

know, I guess (.) they saw, they still feel that my sister's life has been, well 

Mum does, her life has been wasted because she has this tremendous talent that 

hasn't been used. Its interesting. 
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I She's made choices though. 

P4 She has, very definitely. 

I And she won't regret when she's an old lady looking back making choices. 

P4 No she won't, no she won't I don't think. So its quite interesting. 

I Done other things. 

P4 Yeh, she has. 

 266



643 

644 

645 

646 

647 

648 

649 

650 

651 

652 

653 

654 

655 

656 

657 

658 

659 

I What about your own family, the fact that your children, how have they 

influenced your practice.  

P4 Oh yes, that’s a good point. 

I Apart from the fact that you've probably never had enough sleep or anything, 

but 

P4 Um, I think, its very useful to be a parent when you're a teacher. 

I Yeh 

P4 um, because you understand where all those people are coming from and um 

and I think that’s a very important thing. I think it’s a good balancer. For me its 

I mean, I think its really good to have something else in your life and in a 

Principals role its very hard to have something else in your life. I don't have 

anything except the family and I mean I have very little else that I put much 

time into. I read fiction um but that’s just to help me sleep really. I mean I enjoy 

it, otherwise I I can practice almost no, um no, none of my interests that are on 

hold ((laugh)) and so um um you know, just by the time you maintain your few 

friendships and you, and you do, but in the family, but that, I actually think I'm 

lucky because I think one of the problems for many people is that they don't 

have that and so their only life [becomes 660 
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662 

663 
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665 

666 

667 

I  [I know 

P4 the school and I mean I don't talk about school much with my husband um 

I No 

P4 He doesn't know a lot, he knows a bit of what's going on but he doesn't know 

everything at all. 

I And was he a teacher? 

P4 No, never has been, no. 
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I There are advantages in that. 

P4 Mm 

I Commonsense often comes into things to 

P4 Yeh, that’s right, yeh, that’s right 

I Perspective, yeh 

P4 That probably another influence in here, see we'll go on all day but the other 

influence in here really came in about where when (husband) left, (husband) left 

his job. 

I And when would that have been then, that was early 80's was it (.) roughly. 

P4 Ah, well it was sort of in here, right in here at (school) 

I Yeh 

P4 (husband) left his job. He's never been happy working for anybody else. 

I Sounds like my husband. 

P4 ((laugh)) And so he decided to um to build a house so um and what it essentially 

meant was that I became I, that meant that the shift was that I became the 

breadwinner and so before we had shared that role but the emphasis changed 

completely and so when I had first gone back teaching after having children I 

carried much of the burden of when they were sick and those sorts of things. 

Um, once he left his job that changed and that was one of the big influences 

even applying for senior management because I I didn't believe that I could take 

time out when the children were sick unless it was an emergency 

684 

685 

686 

687 

688 

689 I That’s right 

690 

691 

692 

P4 and um and that has to be sorted. You have to sort out that. 

I Oh you do 

P4 And if you don't, that’s when things go wrong 

 268



693 

694 

695 

696 

697 

698 

699 

700 

701 

702 

703 

704 

705 

706 

707 

708 

709 

710 

711 

712 

713 

714 

715 

716 

717 

I Yeh 

P4 and so that was quite a big change because I could never have done this um and 

I wouldn't have but it became apparent then that I needed to and and it wasn't 

just a question of just earning money, its actually more about keeping stimulated 

I Yes 

P4 because I'm not actually really a maths specialist. I did major in statistics but but 

I mean I just ended up teaching maths. Maths isn't necessarily my passion at all 

I No 

P4 its just the way things go. 

I Sounds as though learnings your passion. 

P4 Yeh, yeh, those sorts of things so yeh, and I enjoy managing people so mm 

I Right. And where did you acquire your experiences in that. 

P4 Managing people? 

I Yeh 

P4 Um (.1) I probably, I mean I saw it being done in industry of course and you see 

it being done in the schools you're in and I guess you just pick up things along 

the way. 

I Yes 

P4 Mm, I've always been a great believer that um that you need to connect with 

people 

I Yes 

P4 and um, and that you have to, an interesting things been happening. We have 

um one person here at school who's the HOD of a very small department and 

been at school for a very long time and ah I wouldn't want them to be identified 

but their preparation for (NCEA) has not been good enough and um things have 
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come to a little bit of a head which um we we knew they would and um its being 

dealt with by the support teams and all that sort of stuff but I felt that I needed to 

confront this person yesterday and and it was really interesting because um (.) I 

feel quite pleased about how the meeting went. I don't know whether it did go 

well but um, I think it did because I mean I said to this person "I don't have 

confidence at the moment" and went you know "you need to be aware that that’s 

why you know we can't offer the subject if we don't have confidence but our 

role here is to support you" and all those sorts of things. And he's a stubborn 

guy you know and he doesn't want to change and all that sort of stuff and 

anyway I mean, he said "Oh what's this?" and he doesn't want any outside help 

in all of this sort of stuff and I, you know, so we went from the very serious to 

quite a bit of a joking thing and then I went down and we talked to the person 

who's organising the support and sorted it out. And I mean he went away, I'm 

pretty sure he went away okay because he was smiling and laughing= 

I =That’s great= 

P4 =and and you sometimes, sometimes you have things that go quite well, 

sometimes they don't but for me it was important to give the message that this is 

really serious. If we don't sort this, this subject will not be offered next year and 

those students will have to do something else. 

I Yep 

P4 Secondly, our job is to support you and it has been all along but we've now got 

to the point where there's no choice in this and hey come on, don't be so 

stubborn. We know you're capable but you've just been putting it off and lets get 

on with it and you know, and that sort of, and so that, those are the sorts of 

strategies I like to use quite a lot. 
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744 

745 

746 

747 

I Where have you drawn on those? 

P4 I don't know. Just all of your influences I guess. 

I Yes 

P4 I don't always handle things well. I mean, I, obviously we all often make 

mistakes but one of the things I am learning is that when there is something it is 

better to confront it but to try to set up something like this 748 
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I Yeh 

P4 and I'm only learning that by doing it.  

I Yes 

P4 Um, and so the idea is to say, to (.) to do the hard core but to make sure that you 

somehow move on and (.) and maintain the relationship and somehow (.) yeh, 

and obviously (.1) obviously it isn't perfect but (.) um yeh that that is something 

that I'm gradually learning to do because confronting people with hard (.1) its (.) 

it is tough. 

I And doing it earlier rather than later. 

P4 Mm that’s right 

I when you can effect change because I think the examples we've seen in schools 

where its been fudged (unclear) and its too late 

P4 (tape turn over) so yeh, I think that those are things that you learn as you go and 

you have to develop your own style. I mean obviously, I mean, professional 

development one has as a principal is really important and I mean, I've 

completely ignored all that interestingly haven't I ((laugh)) 

I That’s fine. What sort of professional development have you had? 

P4 Um, well the first (unclear) an excellent Board and um so there are a whole 

range of issues and for example, um (.), the Chairperson of the Board was a very 
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very senior Manager in the (large government department) when I was first 

appointed in for the first few years. She had a staff of 300 that she managed (.) 

in um one of the (regional) processing centres she was the manager so she was

768 

769 

770  

very experienced in personnel management and that helped me a lot. Um, she 

just (.1) I just learnt things from her. 

771 

772 

773 

774 

I Yeh 

P4 We are very into governance and not management on our Board so we don't see 

a lot of one another but um, I just picked up things from her. From her, doing 

my appraisal and helping me set my goals and think about what was important 

and the way that she valued me, that was really important and so, um, (.2) and 

the other 

775 

776 

777 

really good person on the Board for me in recent times has been 

(name) who is the CEO of (institution) and um its 

778 

really interesting because 

other Board members and staff reps and things don't perceive him as being 

someone whose perhaps influenced as much strategic thinking and finance as 

he's just (.) I've learnt everything about it from him and I feel (.) I just think he's 

taught me more than anybody could ever teach me about strategic thinking and 

financial management but strategic thinking. Both of those areas and I mean, I 

yeh he's been a huge influence so that’s been really really important 

professional development. Um, for example, I mean I listen to ah Professor, 

what's her name um is it (name). 
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I (name). 

P4 (name), yes, on strategic planning and I didn't find that at all useful. 

I No 

P4 Because that, it wasn't strategic planning to me, it was structuring this and that 

and it wasn't strategic thinking. She wasn't talking about strategic thinking I 
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might add. I'm sure she has much more interesting things to talk about with that 

but um yeh, I found that interesting. I try to go to a course every year or so um 

with the New Zealand Institute of Management. Um, (name) the Managing 

Director was the Board Chair who appointed me and I try to go to one of those 

courses every year or two to just keep in touch with what's happening in 

business and I found that really useful. In fact I'm going to one next week about 

(.1) it will be interesting, it will be some American. I'm not even sure who it is 

actually, but I find that quite interesting. I find that quite important. 

I And they are just what, a couple of day conferences? 

P4 Usually one, one day, one day course. I didn't go to one last year. I've been to 

one most other years but there was, I won't go unless its of interest. 

I No 

P4 And they have to be for senior executives. I'm not interested in ones that are not 

at the absolute highest level. I went to a few before. There was one for women 

and stuff. It was just a waste of time. It was about team leaders. 

I Oh yeh. I wondered.  

P4 It was hopeless 

I I was going to go to that and that, I wondered. Sort of past that. 

P4 Yep. And so, so that’s been, yeh that sort of professional developments been 

useful. Obviously the conferences and networking and things are useful 

although I don't find a lot of the conference material particularly useful. 

I Is that (unclear) PPTA? 

P4 And even our local work. I mean, like all things, I remember when I was 

running workshops at National Conferences back here in Maths and there was a 

lecturer in the Auckland Department of Maths who used to always come to the 
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Maths teachers conferences and she said that she always felt that if she went 

away with one thing from the conference. I always remember because she came 

to me and she said "I've learnt my one thing today in your workshop" and I was 

so delighted that I'd done that 

I ((laugh)) 

P4 you know, and I think that’s the way it is. Interestingly for me its been um the 

thing that’s influenced me most has been um the people talking about changes 

within their schools and that’s had quite an influence on me in the last couple of 

years. And 

I So that’s sort of the networking side of it? 

P4 It is but it’s the people, perhaps Principals from other schools talking about 

what they've done at their schools has had quite an influence on me. 

I And are they (informed) presentations or (unclear). 

P4 Yeh, yes well I guess I was thinking back that there's probably been four that 

I've been talking to staff about. Four that have convinced me of which is I think, 

they've decided you know our next direction here at (school) amongst senior 

management and the HOD's. We haven't got to everybody else yet but we're 

Teaching and Learning Committee we've sort of decided where we want to head 

and um we (.) we haven't got, we haven't got whole staff 'buy in' yet because we 

haven't tried to. We've just been playing with some ideas but we, that has come 

very much from really coming to a point after listening to I think four Principals 

from four different countries talking and um and they all had different things 

they were talking about but coming up with where I think we need to come, go 

from there. Yeh, Lorraine Munro. 
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842 I Yes 
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P4 And it wasn't what she was doing 

I No 

P4 It was the fact that everybody was doing the same thing and that there was 

strength in the commonality because I don't think um (.) she was very influential 

but what she's talking about would work in a US school. People would die if we 

said "Right, everybody's got to do this and I'm going to come and check and if 

you don't you do get appraised" and all of that stuff. And also I felt that um it 

was about organisation. I don't know if you've read her material? 
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I Some of it. Yes= 

P4 =Yeh, um, I feel for me there wasn't a lot of focus on how you how the students 

are learning. It was a focus on getting them onto the job of actually focussing on 

doing some work and that’s very useful. 

I Yes 

P4 And I've learnt from that, yeh. But I still would like, personally like to look 

deeper and (.) I, I read her book and I don't know how deeply that she looked at 

that. It was sort of this is what you do and this is the homework but in that 

circumstance I liked her (build to build) teaching. I'm very keen on that. Build 

to build teaching 

I Yes 

P4 and that’s something we don't do here at (school). 

I No 

P4 and I don't think we do in New Zealand. So anyway, yeh, that’s been quite, 

those sorts of things have been an influence. That professional development. 

This years best professional development was visiting (another school). I really 

enjoyed that. 
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I Oh okay, yeh. 

P4 Visited (principal) at (school). 

I Yeh, she's going okay? 

P4 Yeh, she's doing a great job. 

I Good on her. 

873 

874 

P4 Very exciting things happening there in learning (.) and whole school change. 

I That’s wonderful. 
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P4 Yeh, and so, they of course are a slightly different school from us ((laugh)). I 

sort of looked at the foyer and thought "Oh my goodness, this is our school hall" 

and no shortage of money for bringing in experts and professional development. 

But but its best not to be put off by these things. 

I No. Its an Independent School though. 

P4 It is, exactly. 

I Can still learn from them. 

P4 Absolutely. Yeh. I might not want to put my time and energy into running one 

I No 

P4 but I'm not closed enough to think that there's ((laugh)) not things we can learn. 

I That’s great. Okay. So. 

P4 I'm just trying to think if there's anything else really. Probably is, but um 

I Well you've certainly given a very rich coverage. 

P4 ((laugh)) 

I I have learnt a lot. I just feel privileged to have (.) heard your story. 

P4 Oh. Its interesting isn't it. We've all got stories to tell. 

I Yeh. I think so. 
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P4 I think there's probably one other thing I'd just like to add and that is that I'm not 

a New Zealander and that’s interesting. 

I The whole Tomorrow's Schools thing, was that an impact for you? 

P4 Yes of course because I was teaching here. 

I Oh okay, right 

P4 But I guess what I'm saying is that I'm not a New Zealander in that I'm a 

(nationality) and I'm here (.) um (.) and I'm and this is my home for ever and a 

day now but that’s had quite an influence because I (.) I don't have some of the 

baggage of the New Zealand education system around my shoulders and also 

um (.) I guess (.) I guess I don't have the depth of love for New Zealand that you 

do if you are a New Zealander and (.) but my passion is the students and the 

learning and the people and those things and they are sort of transferable a bit 

((laugh)) um and so that’s quite interesting. I guess not being a New Zealander. 

I So you're not blinded by some of the things that [(unclear) 

P4  [School Certs just a joke for me 

because I I can see why, I understand the history but (.) I mean School Cert 

didn't exist where I came from and you know. 

I And you got quite well educated. 

P4 Yeh, exactly ((laugh)) so yeh 

I So there are more advantages with having that respect of= 

P4 =Well I don't know but I did train in New Zealand and I think that’s important. I 

did train and I've done all my teaching here. You know, I trained here. I think its 

much harder if you didn't train, well although we've got quite a few non New 

Zealand teachers at (school) and they're great but um I think yeh, I that’s ah 

interesting. 
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918 

I That’s great. 

P4 Anyway, I think that’s about it. 
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TRANSCRIPT  5a 

 
Interview 
Monday 12 November 2002 

 

I Interviewer 

P5 Principal 5 (Liz). 

 

1 

2 

3 

4 

5 

6 

I Well (name) thank you for working on a preliminary concept map here. What I 

would like you to do is to perhaps just take me through the (.) concepts which 

you have and just talk about why you believe that they are important. 

P5 Okay, well what I did when I was sort of responding to your question was to say 

well what do I think is the most important thing about how I work and how I um 

(.) perhaps make a difference in the school I'm working in and (.) I think when 

you sort of boil it all down, probably the key thing, not only for me in my 

leadership, but the key thing to happen with the people in this school is to look 

at relationships  

7 

8 

9 

10 I Mm 

11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

P5 and I think um (.1) no no matter what you want to do in your school with 

students, or with parents, or with staff, or you know, with whoever you are 

working, unless you get the relationships right and unless you have strong 

positive relationships with the students, amongst themselves, with the staff, 

amongst themselves, with the way those two groups in particular relate to one 

another, um the rest just can't and won't happen. 

I Mm. And, and what brought you to believe that do you think? 

P5 I think probably when I first started um looking at middle management and so 

on in schools, I think I've instinctively always thought that relationships were 

important but I think along the way um I probably got (.) a wee bit captured by 
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21 

22 

23 
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25 

26 

27 

28 
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33 

some of the business speak and the business models which um lead you down a 

track that’s really important but I actually think its not the, the heart the nub, 

you know the soul of what's going on in leading in a school so while I think I 

still probably have some pretty strong business practices in terms of I guess 

accountability um things like dealing with finances and planning and so on, I 

think if you don't get the relationships right then um nothing else is going to 

work so I've sort of um almost gone I guess a complete circle in terms of um (.) 

what I think is key towards working, working in the school. 

I Mm. And so are these going to be arrows are they? Would you turn those into 

arrows, will they come off there or do they lead from this? 

P5 I think probably underpinning the relationships 

I Oh (unclear) 

P5 and I guess you could have arrows probably in both, in all directions, but I think 

these are some of the things are absolutely critical to get right in in leading a 

school and I think um (.) unless you keep those things going, all the planning in 

the world and all the curriculum development that you might like to do is 

actually wasted unless you, you know as I said here, unless you've actually got a 

vision of the future that is optimistic ((laugh)) and something that’s worth going 

for. I mean if you don't have a vision that’s worth going for I think you're 

probably in the wrong place. Um, I think its 

34 

35 

36 

37 

38 

39 

really important that you offer a 

way of doing it that shows integrity, its ethical or whatever and I think .hhhh um 

one of the things that I've found quite difficult in dealing with some of say the 

business model when outcomes become you know, the word, and in a sense, it 

didn't matter how you got there as long as the outcomes were alright that, that 

was you know the key thing and I actually 

40 
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44 

don't think that’s um that’s valid and 45 
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46 

47 

48 

49 

50 

I think its really important how you get there so I do believe that process is 

really important. 

I Mm 

P5 I think one of the other underpinning things for relationships and for the way in 

which a school works is the whole aspect of tolerance and um I think that’s 

something that I've seen become increasingly more difficult to manage but 

actually much more important to manage than we ever thought and that is trying 

to um ensure that what's going on in the school. I mean in a way it fits in with 

integrity and ethics but I think tolerance is something that’s really really key and 

I think um we've got a long way to go in New Zealand but I suspect you'll get a 

lot of other countries they've even probably got further to go so its something I 

think in leadership we've got to work on very very well continuously really with 

staff and with students and with parents (.) and then I guess the other, the other 

thing to me is really important and probably in a sense where I came into 

teaching in the beginning was um believing in, in social justice and I think that’s 

something I've tried 
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really hard to work on is fairness and justness and that’s 

probably one of your tensions as a leader of the school that um you're in a very 

privileged position because you 

61 

62 

can see much more easily the whole picture but 

clearly individuals in in your organisation and it could be students, it could be 

individual staff members or parents, often can't see the big picture and feel that 

what you're doing is not necessarily fair or just so you, you know this means 

that for whatever you're doing, communication is hugely important. 
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I So communication would be a linking concept that goes through those 

P5 I haven't written it there but communication is, yes obviously its important and 
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I Could I get you to write that because that would be, just along the bottom of it 

or something 

P5 All of these have got to be communicated well to the staff and to the parents and 

if its not= 

I =Yeh= 

P5 =um, sometimes they'll wonder what you're doing 

I That’s right. Okay, so you've got this sort of other (.) way of looking at 

leadership and you've mentioned already about the business type models, is 

this= 

P5 =Yes, I guess what I'm saying is I I think these underpin those four areas that 

I've just talked about. I mean I, I don't think that you can afford not to have very 

clear strategies, very strong planning, very, in fact you know, you've 
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80 

got to 

operate in a very good framework= 
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85 

I =Mm= 

P5 =and I think related to that, something that I've certainly in my time as a 

principal found (.) has been an interesting challenge, particularly with the staff 

who have certainly before Tomorrow's Schools um had a fair degree of 

autonomy and I think staff have um (.) not always understood that um you know 

it’s a team game and um there is an accountability. There is an accountability to 

what the school stands for, an accountability to the kids, to the parents and 

there's an accountability to the profession. 

86 

87 

88 

89 

90 

91 

92 

93 

94 

I Mm 

P5 And so I think that’s been an interesting um (.) change I guess in in leadership 

over, over the years, seeing how that has probably been bedded down now and 

so I think its almost a given but it still has to be I think worked on because um 
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(.1) you know there has been an issue with, I think, with a lot of staff just 

wanting to sort of be the only people on the beach and without necessarily 

wanting to work 

95 

96 

in with their colleagues and in with the school and without 

necessarily understanding what the school's about. 
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98 

99 

100 

101 

102 

103 

104 

105 

I And the school, what other ways are you accountable? You've mentioned the 

staff, how they're more accountable now, what about in this school? Who are 

you accountable to? 

P5 Well, my accountability here, interestingly enough even though its an 

independent school, is probably very similar to what it was at a um a principal 

in a State school because .hhh in the State school you're, as principal, directly 

accountable to your Board, and your Board comprises almost entirely parents. 

Um, in the structure I'm in at the moment that was the case until the last couple 

of years and its now a more um slightly removed Board and so there are um 

people that are brought in with skills who are not necessarily parents. They 

might have been parents and they've certainly got an affinity with the school but 

there are actually only required to be three parents on a Board of ten so it’s a 

little bit different but um so the accountability to the parents is a little bit 

different. Um having said that that’s the formal structure of accountability for 

me. Informally um you're hugely accountable in, I think (.) both State and 

Independent schools and I think since 1989, parents have felt much more 

comfortable and much more able to actually voice concerns and (.) its not 

always concerns but to voice opinions, praise, comment on the way in which 

schools operate and I think, (.) I think that’s right and proper and good but its 
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not as different in an independent school as I think outsiders might think. 118 
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I No, oh that’s good. And then you've got you're external agencies like ERO and 

um Ministry and so on. What sort of a relationship do you have with them? 

P5 ((laugh)). Um, ERO's probably the more obvious relationship and once again I 

haven't found it hugely different from State to the Independent at all. 

I Yeh 

P5 You know, you have a three year, a three year visit and they come in and they 

talk and they go and they write a report and whether you like it or not, staff feel 

anxious and ((laugh)) um I mean I, I think it’s a very, a very good process, I 

think it’s a very useful process and I've found it, yeh found it not dissimilar in 

both, in both 

I No, yeh 

P5 I think the relationship with the Ministry is (.) much more problematic. Once 

again both State and Independent, I think you can go along for weeks and 

months and not even know the Ministry exists and certainly that’s even more so 

in an independent school but the Ministry um are in a very different role 

nowadays and I don't, don't actually feel that the accountability is is a significant 

issue there. I think they're more into a policy setting um kind of role. 

I What about through the curriculum and things like NCEA and stuff like that? 

P5 Um, I mean that’s been an interesting one here because (.) we, we've as a school 

had to really address the New Zealand curriculum because my predecessor was 

an Australian and was not particularly respectful of the New Zealand curriculum 

at all and one of my first appointments when I arrived was a new senior school 

principal here who is a New Zealander and has a strong commitment to NCEA 

um and the New Zealand curriculum and interestingly enough now we've got all 

of the principals, the three principals and myself are all New Zealand trained 
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principals, all with a strong commitment to the curriculum and so we've had to 

work through our attitudes to NCEA um particularly in the Auckland area. Its 

been quite interesting because there's a lot of um feeling against NCEA. There's 

a fairly strong lobby and we've come out very very strongly in support of NCEA 

and have um constantly um really made that view known to our parents and its 

interesting because we've got a very articulate parent body. A very questioning 

parent body, a very um, a very educated parent body and (.) once you show that 

kind of leadership and once you talk with them, it really has not been an issue. 

We've not been in 
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any way um ah challenged by our decision to go along with 

NCEA. I should say thought that um we're probably in a slightly privileged 

position in that we've had since 1988 the International Baccalaureate being 

offered as an alternative for our years 12 and 13 students and about a third of 

them opt to do that um and so I suppose you could say that we, you know, that 

we are in a very lucky position but (.) for all that, its still only about a third that 

take that so there is a strong commitment to that, um, therefore our= 
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I =Is that a separate course 

P5 Totally separate course. 

I Okay, so they opt into it at the beginning? 

P5 The opt into it at the beginning of year 12. 

I Right, so its not like the old scholarship where you have to do extra exams on 

top of. 

P5 No, no, no. It’s a separate separate course. A fabulous course but its different 

and broader and deeper. So, I guess in terms of NCEA um there is an 

accountability. We, we felt um there we've worked hard. Our teachers have been 

off to all the training sessions, training days. We've taken time out. We're using 
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some of our professional development time at the beginning of next year to um 

support teachers to work through the NCEA but once again, in terms of 

accountability, it, because we've had the experience with the I B, that’s 

internally assessed and externally assessed, its moderated, um I think the staff 

feel quite comfortable with internal assessment. 

I Oh, that’s fine. And then we've got here enriched lives. Is that an outcome of all 

of [that? 

P5  [Well, I'd like to think it was an outcome. I think its an underpinning view of 

everything= 

I =Okay right= 

P5 =that, if you're not here to make a difference and I've used the fancy terms of 

enriched lives. If you're not here to make a difference then I think once again 

this is the wrong place to be and I think any school would think that but that’s 

something that I'm very very conscious of, that um, that we want to make 

absolutely sure that um we have made a difference and a positive difference for 

all of the students here. 

I And the staff, what about them (unclear)? 

P5 Oh totally. I mean its, its adding value to their lives, its adding value to the 

students lives and I think we actually believe that we should be doing it with our 

parents as well because um we've actually, (.) I mean I know every schools says 

they are a family school but um (.) we certainly are and we want parents to be 

actually part of what goes on in the school and to feel, you know, feel good 

about being here and and (.) to you know, benefit from being here. 

I I noticed there were some lovely little brochures I picked up from, if that’s 

alright out there, and there were sort of lunches and that for parents and some of 
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207 

those things were mentioned. So there's an involvement which is more than just 

dropping the children off and picking them up say 

P5 Yes, and its strongest and I don't know whether this is good or not, but its 

strongest in junior school.  

I Yes, I suppose you expect that, [yeh 

P5  [They have um, actually each class has two 

social coordinators and they do family things all, quite frequently and ah 

I These are staff the social coordinators? 

P5 The social coordinators are parents 

I Oh, okay 

P5 but are in each [class 

I  [Oh, that’s a better use than the old PTA type model isn't it 

P5 Mm, yeh, it is, mm 

I More interactive. Okay. 

P5 And so teachers are involved in that, but I mean it is a demanding school 208 

because of that commitment that (.) staff can actually be, even though we're not 

a boarding school, be working seven days a week quite often. 
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I Right. What is its philosophical underpinning, I mean, why was the school set 

up? Was it, its not a religious school, [no? 

P5  [No, um, it, it was set up with a founding 

document that has um got a number of planks with it but I think the school 

motto which is "Progress with Vision, Integrity and Love" actually ((chuckle)) 

probably does say it all because it was set up with very much with that kind of 

feeling that in the 70s um things were happening in the State system that um (.) 

perhaps were not giving the, I I mean I suppose it is the values kind of extra bit 
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to an education. Now, I think that probably would not be a fair criticism of the 

State schools now but in the 70s this was the feeling that um, that they wanted 

to be able to have their students brought up in that 

219 

220 

kind of environment and so 

from this they've got a set of core values and there are six core values there 

which I mean (.) the most religious is, there is an expectation that traditional 

Christian values are expected and encouraged here, and staff have to commit to 

that although I mean they are not expected to necessarily follow one church or 

another. 
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I No 

P5 And there is a Chaplain here who happens to be an Anglican Chaplain at the 

moment but, and so there is a staff Chapel service once a week but its not, (.) its 

not a hugely religious part of the school that makes a difference but there is 

actual teaching of values and has been a values programme although 

interestingly enough with the new health curriculum, I mean we're actually 

going to incorporate that into the health curriculum which is part of our sort of 

you know, views that the New Zealand curriculum is a fabulous curriculum and 

we want to support and work on that as best we can so our values teacher is 

actually leaving at the end of the year and we've actually advertised for a health 

educator because we= 
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I =Oh right= 

P5 =we think that the values that are important at the school are actually very much 

the values that are part of the health curriculum. 

I That’s great. (name), if I asked you to number these, one the most important, 

two two equal, whatever. Could you do that? 
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P5 Well I mean, that is why I put it in that order and I think that that’s the 

paramount thing (.) that relationships, you've got to get those right and I think in 

a lot of schools where you see things not working as they should, its because the 

relationship between the principal and staff, or principal and parents, or staff 

and you know, whatever, that they're not working right and I know it sounds a 

bit sort of like motherhood and apple pie, but I actually think that you've got to 

get that right and if that’s not going right then you're in trouble. 

I Mm. 

P5 I think beyond that um (.) I, I don't know that I could get a hierarchy. I think [all 

of those 

I  [No 

you don't have to.  

P5 probably work pretty strongly in tandem. Um, and then you, you come to that 

and I guess in terms of the enrichment of the lives, um, I mean you're right, it 

probably is an outcome but I think it probably it is also part of the vision. 

I Right, yeh, that’s great. What I'd like to do and I asked you earlier about how 

you came to believe what you did about relationships, but I was wondering if 

you would mind just going through each of these and just giving me some 

examples of things that have influenced you in thinking what you do about each 

of them. Maybe experiences which you've had or, I don't know, things you've 

read or people you've worked with, or schools you've worked in, or whatever. 

Might be just things that you've always believed yourself but, it doesn't have to 

be anything very much. 

P5 No, okay 

I There might be a combination of things. 
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P5 Yeh. Um, (.1) if, if you're looking about, looking at the situation in a school, 

um, I think one of the things that I guess I think about is my own schooling um 

and also I guess some of my early experiences and I think the kind of schooling 

I had in (.) I guess it was 50s, 60s, um, was the most unfair and often unjust 

kind of environment that one could ever picture and I think of the, um I don't 

know, I think it almost a mental cruelty that was really inflicted upon the 

students by a lot of the staff and I think hhh my school experiences were 

perhaps not atypical. I think there were a lot of schools that went on like that. I 

think there was um (.) a kind of (.) arrogance almost amongst the staff towards 

the students. I think it was very much a time of do as I say, not do as I you 

know, believe, do as I'm doing at the moment. I think there was a ((sigh)) a, a 

very, (.1) I suppose it was, a power, a power structure that was really quite 

unhealthy and I think that as students we were not treated with respect. We 

certainly weren't treated with dignity, we weren't treated as if we had, (.) had 

opinions or minds of our own and I think it was in that kind of background that I 

(.) came to a belief that things ought to be different and it took me, hhh it 

certainly took me my three years at University to actually really become, (.) I 

don't know, free from the hurt because I, I found high school a very hurtful 

time. Primary school less so but there was still some pretty hurtful experiences 

there, and I think I was a pretty strong character and I think I managed to 

survive um in a way that probably wasn't necessarily conducive for success, um, 

but when I look at, look at the way I got through and look at the way a lot of my 

friends and classmates didn't, I think a lot of them were squashed. I think the 

real 
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talent that was there was never nurtured and supported and so it was that 

kind of background that (.) when I did decide to go teaching, um it was that kind 
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of platform that I came from that um, there's got to be a better way and I think it 

was true with the, particularly with the co-ed schools that started to open up in 

the, in the I guess it was late, or mid 60s, late 60s and so on. I think that was 

starting to become pretty obvious but there was still people who practiced that, 

that way and I found that really quite difficult so that’s always been something 

that’s been difficult for me to deal with, um, this kind of (.) real um (.)
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situation that some principals and some staff um showed to the students. I found 

that incredibly difficult and I've, I guess I've really worked hard to make sure 

that um, that there's a better way for, for our students, so that's= 

I =So there was quite a strong social justice agenda for you when you came into 

the profession? 

304 

305 

306 

307 

308 

309 

310 

311 

312 

313 

314 

315 

316 

P5 Yes, but, and it was really based as much on my own particular experiences but 

I guess it was also partly based on the kind of family I came from= 

I =Yes= 

P5 =which also I think had a, a strong sense of social justice. So, so that was a very 

very um important part of what it was like for me in the beginning and in fact 

what its been like right through=  

I =Yes= 

P5 =and its probably been one of the areas that’s got me into some difficulty at 

times, along the way ((laugh)). 

I Its probably made you very successful though too. 

P5 Well, you had to have a fair amount of perseverance to get through. 

I Perseverance is interesting though. Yeh. Its that resilience almost. We talk about 

it with students today but I think that, yeh 
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P5 I guess the tolerance of difference and diversity comes perhaps as much from 

my background as um ((sigh)) (.1) as my. No, lets put it this way. Its related to 

the kind of upbringing I had. First of all um in the Waikato, high density Maori 

population, and then moving down to urban Christchurch, and I, I just found, 

um I found it a 
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really difficult and interesting experience to, to move from what 

was essentially a, a fairly strong bi-cultural background. I mean we had Maori 

lessons and we went to school with, 50% of the school were Maori, then 

moving down to northwest Christchurch, and to find a, a very sort of, I don't 

know, I guess you call it ethnocentric group of northwest Christchurch kids who 

just had 
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no idea what was going on outside, at that stage basically outside 

Christchurch, and I suppose that’s always stuck with me and I found it 

326 

really 

difficult to understand how people do judge people based on either their accents 

or their looks or their colours without really getting to know people and I've 

found this you know with waves of migrants who have come into schools and 

into communities. I, I really have a great deal of difficulty understanding how 

people are so quick to judge without actually 
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really getting to understand the 

people and um what makes them tick and so that’s, that’s just something that’s 

so 

332 

333 

very much ingrained with, within me that um you know, I still grapple with 

that. Um, and clearly as you move from what, a community like Christchurch to 

a community like Auckland, its something that that you know, you still have to 

grapple with and I think um probably recent events like September 11
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337 th have 

absolutely really emphasised with me the way unless we get that right in 

schools, unless we get 

338 

that right in our community, a much more tolerant kind 

of community and much more tolerance in our schools then I think, you know, I 

honestly believe that we are 
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absolutely doomed. 341 
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343 

I I do too, yeh. It’s the only hope is for people to develop that. 

P5 That’s right, and the integrity ethics is just a way I believe that one has to 

operate and I think um, I think you've got to constantly work at being open, at 

being honest, at being transparent and I think probably we talked about 

communication. I think communication fits in here very very strongly, that its 

important that people have a shared understanding of how and why you operate 

the way you do. Um, I've had some 

344 

345 

346 

347 

extremely difficult experiences in my time 

um working when I think some quite sneaky and underhand things have been 

done to colleagues. I think of um sometimes they've been done to students um 

by either principals or by staff and I think (.) its really really important that um 

(.1) we all operate in a way that is socially responsible and that does um (.) 

provide respect and dignity to the people that we are working with and I think 

there needs to be an openness about the way in which we operate and ah the 

problem is that its all very well wanting to be open, but being open takes a lot of 

time ((chuckle)). 
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I Yeh 

P5 And you can be open and you can offer um people chances to be involved in the 

decision making and of course in something as busy as an educational setting 

often the people who um you know (.) you want to understand why things are 

happening the way they are, are too busy tied up with, with whatever they're 

doing like you know sports practices or organising the exams or something like 

that so I think that’s something that’s, it’s a shared understanding that I think 

you've got to constantly work on with, with the whole school community, so 

people don't feel that things are subversive or underhand or that there's 

backstabbing going on and that people understand why things are happening. 
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.hhh Um, the last thing about the optimistic vision. I cannot cope with moaning 

and groaning and whingeing and grizzling and griping and 

367 

sometimes I think 

that there's (.) just too much going on in schools with staff and I, I really want to 

work hard to make teachers feel much more optimistic, much more valued, um 

much more, (.) I don't know, just upbeat about the fabulous job they're doing.=  
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I =Mm= 

P5 =The fabulous opportunities they've got working with young people and I just, I 

suppose the one, the one thing that I find very difficult is when you've got a um 

(.) a teachers union which I think is absolutely essential, I have no problem with 

the concept, but when they constantly talk down the profession. 

I I know 

P5 Because teaching is such a wonderful profession= 

I =Mm= 

P5 =and unless you have the staff actually ((chuckle)) believing that and walking 

the talk, we're not going to have good young people joining the profession. 

We're not going to have people who are happy working where they are and (.) I 

mean I, I don't know, perhaps I under-rate the whole thing but I think, compared 

with a lot of jobs, I think teachers have got a wonderful job and um, I mean I 

certainly wouldn't have missed any of my time and you know, the relationships 

that you've been able to build up over the time and I think that optimism and (.1) 

you know, is just something that is so important and if you don't have that, then 

I think that um, you know, once again you're probably looking at the wrong job. 
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I So its just something that for you comes from within you. It’s a strong personal 

belief which you have. 
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P5 Yeh. And I, I just think when you're dealing with young people that if you don't 

have that, um, what is there? 
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TRANSCRIPT  5b 
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Monday 12 November 2002 

 

I Interviewer 

P5 Principal 5 (Liz) 
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I If you just draw a snake even, that will probably get you started. 

P5 ((laugh)). Right, now just let me check. You want, you want me to look at the 

views I've got now 

I Yeh 

P5 and to see 

I And its not just the views, its how you do things as much as anything. You're 

professional practice as it is now 

P5 Right 

I And the way you like to do business as a leader and what things have influenced 

you to carry out the role of being a leader in a school in the way that you do. 

P5 Okay. I'll draw my snake first cause that’s 

I Yeh. And they can be personal or they can be professional. They can be people 

or they can be things, or 

P5 I think probably for me it will be a mixture of quite a few of those. Um (.3) I 

just, just need to sort of just check with you. 

I Yeh 

P5 Its factors that have contributed to the way I do what I do now. 

I That’s it. 

P5 Mm.  
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I And so these things may influence your beliefs about leadership, but also they 

will influence your practice, the way you (.1) relate to (.) people or students or 

whatever. Even your beliefs about curriculum, or what the social purpose of the 

school is. 

P5 Yeh 

I There'll be things that on the way as you have moved through life, you know, 

they have somehow influenced you in the way that you do things today. 

P5 Yeh. In a sense, um (.2) I suppose the snake can describe the way I've gone but 

when I started out I didn't sort of start out teaching or anything saying (.) I'm 

going to be a school principal. In fact when I first started I was sort of busy 

thinking how can I get through this week ((laugh)). 

I Yeh 

P5 One's view of the future was pretty, pretty small and you were into a fairly tight 

survival mode. 

I To be honest (name), that is actually worth commenting on because I don't think 

its meant to suggest that there's a single linear process. In actual fact I'm 

probably as interested in the experiences and the views like that on the way, that 

meant that you weren't necessarily thinking about you know, being a leader of a 

school. 

P5 Okay. Well I've started here when I first, first started teaching but I think I'll go 

back [further 

I  [Yeh 

P5 at some point because obviously things influenced that, but if, if I do look at my 

own teaching experiences um it really was, it was an incredibly short focused 

time and I, I taught (.) my first two years were at (school) 
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I Mm 

P5 and (.1) you know, a time where honestly it was just, it was difficult to sort of 

see through from one week to the next. I guess it was all of the things that you 

know about as a first year teacher, um, and really it was difficult to get any view 

on the future at all. It was just, it was survival. I mean I really enjoyed it but it 

was very, very limiting and I had a um, a really quite difficult time with, with 

one of the staff who didn't make my life particularly easy so in fact at that point 

I, I resigned and was sort of out on my own. ::: So my next sort of experience 

was a much longer one and its, interestingly enough where I meet you in the 

midst of that and what I ended up doing was teaching at my old school which 

was something I never ever ever thought I would do but in fact um (.1) it really 

made me think about teaching as a profession and I think that was probably, I'd 

gone from this sort of first two years of utter survival and really just struggling 

although actually probably having some quite good experiences, but I moved, 

moved back and I had a (.) a very strong positive mentor who was my head of 

department and .hhhhh she really= 
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I =That was (name) was it, yeh 

P5 Mm, yeh, actually although there were probably a number of issues that we 

didn't necessarily see eye to eye on. What she did was bring a huge sense of 

professionalism to what I did and I sort of realised that um (.) that the more you 

actually planned and the more you thought about what you were doing, the 

easier it was and I mean it might seem incredibly obvious now, now but in those 

days I, you know, I (.) it was a bit of a revelation to me so I started to become 

very involved with the Science Teachers Association, I started to be involved in 

planning. I started to work with my colleagues to plan work together, and so it 
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was a very fundamental kind of (.2) I guess view of a profession which I have to 

say I didn’t get in my first two years and I certainly didn't get when I was at 

Teachers College so I started to think in a much more long term view. I started 

to realise the importance, you know, of working collegially and things like that 

so (.) that was against a background of some fairly interesting leadership in the 

school and it was certainly not something that I had any sympathy, I guess 

sympathy's not quite the right word. I found it quite difficult to understand why 

things were happening and how they were happening and what decisions were 

being made so I wasn't ever looking at leadership of the school or even as a 

future career.  

What I was looking at was teaching a curriculum, delivering the curriculum and 

I got involved through, really that was my sort of initial experience was looking 

at the curriculum and leadership within the curriculum. Working with School 

Certificate and University Entrance exams and so on. So, I started off focussing 

on curriculum. I then, after five years, thought mm, this is an interesting sort of 

thing to be involved in. I probably would like to move on. I would like to be 

involved perhaps at a more professional level so I enrolled in a Diploma of 

Education which I did part time and that started to get, take my mind out of the 

focus of the curriculum only and my own classes and so on and so that was the 

first sort of expanding of my horizons. And at the same time I went over to a 

science teachers meeting in Australia and started to listen to (.) international 

speakers basically and one of them interestingly enough has turned up just 

recently out here in a role from London University. Somebody called Richard 

Whitfield, and I can remember listening to him from the University of London 

talking about holistic curriculum and ways of organising schools and that 
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actually had a profound affect on my thinking about how schools were planned 

and managed and led and funnily enough one of the things that I remember him 

talking about was that he felt that um the much maligned subject of home 

economics should be the core of the curriculum= 

I Oh yes= 

P5 =because that was where you looked at, now in those days you didn't teach 

values and you didn’t teach health and those sorts of things and he sort of 

produced a focus that those belief systems and values were actually part of what 

you ought to be doing so that had a fairly strong affect on me. Um, I then was 

faced with the fact that the chicken was probably ready to, to leave the, to leave 

the, the next because it didn't look as though there was ever going to be any 

opportunity for me to have even a minor leadership role in either science or 

anything like that where I was, so I um (.) made a fairly interesting decision to 

move with my then husband down to (city) and moved to one of these 

wonderful new innovative exciting secondary schools that um probably was 

ahead of its time and I guess it was that experience probably that turned my 

world upside down because within a very short time I, I went down as an 

ordinary teacher but I knew there was a pretty fair chance that I could move 

further and I guess the experiences there in which I was given huge 

opportunities and I was made a dean which you know was sort of something I 

could have stayed in (city) till I was about 90, probably wouldn't have happened 

and also fairly rapidly got a head of department kind of job so suddenly I was 

put into a role that I'd wanted that I had absolutely no training for at all. Just 

none. So, I really was working off um (.1) a, a fair basis of ignorance and gut 

feelings and did a lot of reading, a lot of courses, a lot of training on my own to 
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work out how to do it because there wasn't a tradition of professional 

development. There might have been somewhere but it certainly wasn't around 

the school so what I did then was go through some really good experiences, 

working with a fabulous department in which we did  lot of things which started 

to challenge the curriculum and the delivery of the curriculum and we managed 

to do some tremendous innovation and then um I was awarded a scholarship to 

the University of London and actually was going to do a lot of my curriculum 

work there and personal things intervened so it was sort of the end of a very 

interesting innovative bubbling time in which I started to try all kinds of 

leadership um experiences and at that point I decided that I really was quite 

interested in working further but still not as a principal leader. And um in the 

end I didn't go to the University of London. I actually stayed in (city) but I had 

leave of absence from my school, so two things happened there that had a fairly 

interesting impact on me. One was that I became the PPTA executive member 

for the (named) region and what that did for me apart from giving me a huge 

amount of confidence and a huge intro into lots and lots of schools and an 

opportunity to meet with a lot of interesting people, it meant that I had to do a 

lot of public speaking, a lot of the kinds of experiences that have really, I think 

are pretty important if you want to be a successful principal so I still wasn't 

thinking principal, I was thinking probably curriculum, curriculum leadership 

kind of thing but the PPTA four to five years that I had just (.) I'd have to say 

being a member of that, of the executive, made me think in a way and gave me 

access to information that I would never have got without being part of the 

executive and so I started to think very strongly about curriculum matters, about 

assessment matters, about (.) discipline, um, I mean at the teacher level. I ended 
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up, it was in the days before field officers dealing with some absolutely 145 

intriguing things that involve principals and staff and all kinds of things and I, I 

guess during that time I started to think, "These people are just ordinary like me. 

((laugh)). I think I could probably do something like that, but I'm certainly not 

ready to do it yet." So I'd started to think that it might be a useful shift. Um, in 

the meantime I was head of science and working pretty strongly in the 

curriculum area and doing a lot of national leadership work with it and trying 

really in a sense to do two jobs at once. 
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I I was just going to say it sounds like two fulltime jobs, yeh. 

P5 Do, doing the PPTA executive bit and doing the head of science, and (.) while I 

was doing, doing the science one, I (.1) really became incredibly disillusioned 

with the way in which science in my case was being taught in a sort of rigid, 

traditional ((sigh)) oh I don't know, I call it fact stuffing, but just the most 

boring way it was being taught and had the opportunity in my school to actually 

turn the science curriculum upside down. I had the wonderful opportunity of 

inheriting a department that had appalling external exam results so everybody 

was keen for something good to happen, off we went. So I (.) had a wonderful 

sort of dual experience there of doing quite a lot of innovative stuff with the 

science curriculum in which we literally threw it out the door and started off 

again on a thematic approach and then also working on the political side. Um, at 

the end of that time um, and there is an end because I found that I just couldn't 

cope with these two lives I was leading and I just, it it was just too much plus 

trying to have some sort of family life, so I made a very significant decision and 

actually resigned from my job which coincided quite peculiarly with me getting 

pregnant which was a somewhat unexpected event because I didn't think I was 
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able to produce kids so I ended up ((chuckle)) not quite barefoot and pregnant, 

but in a sense I was and my husband and I actually were, I mean I had resigned 

my job, we were on our way overseas, so I ended up staying in (city) when my 

son was born and that, that wasn't in itself a significant event on what happened 

thereafter that was just part of life, but my husband actually lost his job at that 

time so I was sort of faced with (.1) really having to work so from a position of 

unemployment I had the cheek to apply for, well it wasn't quite unemployed, I 

was relief teaching, um applied for a Assistant Principals job and I guess 

through, through that experience, I mean I was incredibly lucky I believe to 

have got that job because I, (.) obviously I was late 30s, I was you know, I did 

have a young child and um (.) it was a real challenge for me and I worked in 

that job for six years and as I worked through that I found I just loved the 

administrative side of working with a very very good principal who gave me 

heaps of responsibility and any (.) he was ahead of his time in a sense I wasn't 

expected to do, you know, the woman's job in the senior management team like 

the uniforms and all of that. He refused to accept that as being what I should 

have done and I had an entirely different way of looking at. I was in charge of 

curriculum and I you know had to do various things and then we had the 

opportunity to swap and change and share and do things so although I guess, 20 

years on or whatever it is, it’s the way things are done. In those days it wasn't 

done. A lot of my colleagues did you know the flower arranging and the 

organising of prize-givings and looked after the girls and the woman's stuff on 

the staff. I guess I did some of that but basically that wasn't what it was all 

about. It was really doing the management leadership role in the school so I had 

to look after curriculum and that was such a huge thing for me to sort of 
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suddenly step out of being a head of science where you've got a fairly clear 

limited thing to actually look at managing and I think of all the experiences, it 

was those responsibilities that I got given as an assistant principal in which the 

whole curriculum in the school had to be led, managed and dealt with and (.) I 

think that really made me look at what schools were about, what I wanted to do, 

you know, how did I want to sort of work for the next 20 or 30 years and I 

found it um, I found it quite, quite interesting. I then had two or three horrible 

experiences applying for jobs and not getting them and decided that I did need 

to move on and took a job in the education review office. Never, ever, ever 

planning to stay there but using that as another kind of experience that I, 

because I was well aware when I missed out on these, I think it was three or four 

now I think about it, jobs, that I actually did not know enough. I hadn't had 

enough experience, I hadn't had enough training and though I wasn't actually 

ready for a principal's job, but I really thought by now that I wanted to do it so 

the Review Office wonderful two years absolutely confirmed anything I'd ever 

thought of. It was just, you are in the most privileged position of being able to 

talk to principals, talk to boards, talk to schools and that just confirmed that was 

what I wanted to do but it also confirmed that I still didn't know nearly enough. 

So I enrolled in a Master of Education Administration at Massey and that was 

just the most fabulous experience for me because it challenged me intellectually. 

It made me think about what kind of leader I wanted to be. I came in from a 

sciencey kind of background, I had no idea about social science. I had no idea 

what critical thinking was. I had no theoretical framework to work from at all 

and of all you know the experiences that were huge in terms of my thinking, it 

actually was the challenge of trying to develop a coherent framework that 
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picked up my sort of day to day experiences and made me work out a coherent 

framework from which I, I actually worked so I obviously had a world view but 

I didn't know I had a world view and it really um enabled me to look very 

carefully at lots and lots of best practice. I had the best practice possibilities 

from working in the Review Office and I had the theoretical underpinnings from 

working with the Massey Masters programme and all of that just came together 

so well as I started to look at what sort of person I was. Um, what kind of 

leadership style I was comfortable with and how I would actually imagine I 

would be able to run a school and I mean I suppose hindsight's a very fine thing 

but you know, by the time I sort of got to the end of '92 I think I actually did 

have a sufficient um understanding of the kind of leader I was and how I would 

be able to manage in a school so I actually applied for a school which I mean as 

you know was (secondary school) and was incredibly fortunate in walking into a 

school that had been through some pretty trying times and you know with the 

best will in the world, it is a lot easier to start off in a school like that. 

Everybody is really behind you and wanting it to work and you, it’s the most 

ideal supportive environment to go into a school like that. And working with the 

Board and working with senior teachers, um, it was just (.3) very very good to 

actually almost have a clean slate and to be the kind of leader you wanted to be 

and I think one of the, one of the things that I found really interesting, one of the 

big challenges for me there was to try to get away from a punitive culture which 

certainly existed there and .hhhh I think it was that sort of culture shift I had to 

really use my experiences in the Review Office, my understanding of what I 

really believed in in terms of managing students and empowering students that 

probably was the biggest leadership challenge in the school but I think probably 
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the thing that I valued the most in that we were able to get, not all, but the bulk 

of the staff looking at kids in a different way and looking at the individual 

because I arrived in a school that was very much a school that you know, you've 

got one set of standards, you treat all kids the same and that’s all there is to it 

and the thing that I had to get my head around as a leader was the fact that um 

that’s absolutely wrong. Its fundamentally wrong and not the way either you 

manage a school or you treat your students and so it was just wonderful being 

able to build a team of people to work with that and to really look at that, that 

terrible punitive culture that had existed in the school and to look at different 

ways of managing students so that they did develop a sense of responsibility and 

a set, I don't know, a set of skills that helped them um (.1) ((sigh)) accept that 

there were consequences for their behaviour, but they were still treated with 

dignity the whole way through and I think you know, that, that obviously was 

an ongoing challenge with one or two of the staff but it was a massive thing. 

Now, I would not have been able to deal with that which I think was my biggest 

leadership challenge of my, you know, really my whole career, if I hadn't had 

that wonderful advantage of the um ERO for Best Practice and the Massey 

experience with establishing the framework, so ((sigh)) that was a pretty 

important kind of experience, but then it made it very easy for us to do all kinds 

of different things at the school which actually supported the view of looking at 

individual needs. It meant that a team of people wanted to set up an offsite 

alternative school and it just fitted in so coherently with you know the way we 

did things there that it was just so easy and so obvious and just seemed to flow. 

We wanted to look at different ways of introducing different subjects, 

structuring the curriculum, and it just became so easy. We wanted to look at 
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different ways of delivering pastoral care services and we were able to establish 

a one stop shop with bring in social workers and outside medical people to help 

with kids so all of those things which I guess appeared to be quite big changes 

happened because we'd been able to look at um, at really a different way of um 

valuing kids.  And I think from them on it was just constantly reassessing the 

way in which we valued the individual. I mean we obviously had to deal with a 

big number of Asian migrants. We had to deal with a substantial number of 

Maori children who were obviously failing, but once you establish a, you know, 

a strong philosophical base for dealing with kids, then those things just follow 

easily. So that was a hugely significant part of my experience was actually 

doing that cultural shift and I guess the interesting thing for me, when I've  

moved to the school I'm at at the moment, in a slightly way and for different 

reasons, that actually is part of the core values system of this school and that is 

that you don't um, (.) you don't have that them and us kind of mentality and that 

the kids are valued, nurtured for being what they are, so once again, its um, its 

just once you establish that as part of the values system in the school, just makes 

it so easy to either talk to parents and kids when things are going wrong, talk to 

staff when things are not going quite as they should, but it just makes it so easy 

to manage a school when you can um actually work from a coherent framework 

and values system. 

I Yeh 

P5 So I'm not sure if I've quite covered the significant events but I mean the, the 

event 

I Its more the influences. It may be an event, yeh. 
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P5 I mean the event in a way I guess follow the influences because while I'm 

((sigh)) quite, more than happy to push the boundaries either in a position I've 

got or in sort of being a bit cheeky applying for jobs that you don't necessarily 

think that you might have a show of getting, um, I think you do get a confidence 

from being sure of you know, of, of (.1) why you're doing things and I think the 

experience I've been able to have have come from some of the mentors um who 

have been significant. One woman in particular and probably two or three male 

colleagues subsequently, but in the end, I think its um, its actually something 

that’s down to you to make your own way and make your own successes and (.) 

make changes where you can and in the end there's always more than one way 

to do things and it doesn't mean to say that I'm right all the time, and so if that’s 

the case, I've always looked at moving on, so I've never ever felt that I've been 

working in an environment or certainly not for any length of time, that I haven't 

really enjoyed. I think um, I think a lot of people just seem to sort of stay and 

um put up with things for better or worse but ah, I don't believe if you can't 

make a difference and enjoy where you are, you move on. And the only reason I 

really moved to this particular position was entirely pragmatic. I'd done eight 

years. I was going to have to work for another eight to ten years and sixteen 

years is too long in one spot, so it was nothing, there was nothing hugely 

significant or earth shattering about it, it was just it wasn't going to be good for 

me or for the school to stay on where I was and ah, eight years I felt we had 

achieved a lot. We'd set up a lot of good practice, a lot of good systems and it 

would have, it was time for them to change and probably time for me to change. 

So you might want to pick up on some of those things because I probably 

haven't quite dealt with. 
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I No, I think you've dealt with a lot of depth actually. I just wonder on the snake 

then if we just put in the ERO thing and then your last principalship. So your 

AP there. So when did you go to ERO. What year was that roughly. 

P5 '89 to '99. 

I So that was quite a significant period. 

P5 It was two years. 

I I'm just thinking, just even with '89 being the whole Tomorrow's Schools [thing 

P5   [Well 

that was it, I was a foundation um person, you know, first whatever it was in 

ERO after Tomorrow's Schools. 

I Do you want to comment on that in any way as an influence? It may not have 

been, I don't know. 

P5 Oh, no. I mean it was a huge influence with best practice.  

I Yeh 

P5 Absolutely [massive 

I   [What about the Tomorrow's Schools changes. The legislative sort 

of changes to leadership and governance in particular? 

P5 Yeh, I think they made it a lot easier for somebody who works with my style of 

leadership which um (.) is, is one in which (.) you know, I believe that you, you 

have a Board of Trustees or a Board of Governors, um, that actually represent 

your employers whether you like it or not, and while I think you're there to be 

the professional advisor and leader and so on, I think that um I'm totally 

committed to the concept and I guess its not actually out of Tomorrow's Schools 

but its more out of some of the readings I did when I was actually working for 

the College doing the tutoring. Things on the servant leader, and I suppose that 
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is something that I probably should put in because I think the concept of service 

as a leader is what its all about and I think if you don't accept that you are the 

servant leader, I think you have an impossible relationship with your Board of 

Trustees and I think if you think of it in any other way um (.) you could have a 

huge amount of trouble with a Board that um (.) hopefully does represent, you 

know, the parent community or the community fairly well, so, certainly I um am 

strongly committed to that kind of concept of the servant leader and the servant 

principal and I mean, if you're talking about a recent influence, the outstanding 

influence for me, the real stand out has been Bruce Murray at Tawa College 

whom I heard give a absolutely brilliant speech at a principals conference on the 

servant leader. 

I Oh, I've read that speech. 

P5 And I was in tears after it and I'm not very often moved to tears on that kind of 

thing but he just said it all as far as I was concerned and that’s the way I feel and 

I know that a lot of my colleagues don't agree. I think they feel its some kind of, 

I don't know, woman's thing or whatever, but that’s the way I believe it works. 

Certainly works best for me and I think its probably worked best for the schools 

I've been involved with and that’s whether I've been a principal or a teacher or 

whatever, I think that, that concept is hugely important. 

I And so in your dealings with your Board, you you see yourself as a servant? 

P5 Totally, and that’s not in any (.) you know pussy footing, giving into the Board 

or, I mean, not that I think I've ever been in a position where that’s happened, 

but I, I think that’s my role, but at the same time they need professional advice 

and expertise. They need um I mean (.) I think I'd have to say I've been very 

fortunate in never having had a Board that has had teachers on it and I know 
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that’s an interesting thought but um, I've always had people that have needed 

educating, but I've needed educating too and um, for example, you know, legal 

things or property things, or something like that. So now I'll put that down and 

put down Bruce Murray, ERO and then it was (previous school) and then 

(current school). That was '92 to  

I You mentioned (name) about the tutoring. Would you, how long did you do that 

for? 

P5 I suspect it was probably about four our five years= 

I =Yes, it was following your [Masters wasn't it? Your Masters is in here. 

P5    [Yes, In followed, in fact it might have even been 

longer. 

I Yeh, I thought it was [quite a period. 

P5    [It was through most of that time 

I Yeh 

P5 and what that did was, I mean, clearly ideas were important and significant in 

say the early 90 changed and developed and there were some absolutely brilliant 

people coming through. I mean if you were asking for people its all starting to 

come through but Michael Scriven came out earlier on this year and I went to a 

session he did on appraisal and it just was so powerful. Made me sort of look at 

what was our practices and what, really what the Ministry had come up with as 

professional standards for teachers and so on and I thought, .hhhhh we've got a 

long way to go because you know, these pages and pages and pages of 

professional standards that we expect somebody virtually each year to go 

through with everybody who's in the professional side of the school, you know, 

we've got to look at that. But I, you know, Michael Scriven was a very 
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influential person for me but to get back, I mean that was when I first heard of 

him when reading his papers when I was actually preparing some of the work 

for the Diploma of Educational Management, but um what that actually did was 

keep me, I guess, at the forefront of people like Andy Hargraves, I mentioned 

Michael Scriven and so on. Just with their ideas and (.) the way in which they 

were looking at education I guess in perhaps a North American context or the 

British context and then thinking about how it may or may not apply to New 

Zealand because I think there has been a huge tendency for us to just grab bag 

stuff from Australia or Britain or America um without saying okay, there's some 

good ideas here but how does that fit into say a bi-cultural system and suddenly 

I think of that because that whole thing has been a very significant part and I 

probably should talk about ERO with really educating me. I mean, it might be a 

very superficial level but to an understanding of the Treaty of Waitangi and a 

really deeply held belief with me at the moment that we do have um something 

very special with the Treaty that others, other countries not only don't have, but 

actually envy us for having because for all its warts and all, it is a framework to 

attempt to address some pretty horrific grievances and I think I started to have 

an understanding by being made really to confront the issues because I was 

working in a Government Department and to realise that (.) you know, there is a 

real issue in New Zealand education with our Maori young people and that at 

the moment we are still struggling to address it and quite honestly are not 

addressing it, and that was significant at (previous school) with 15% Maori kids. 

Its significant at (current school) because we don't 
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have a large number but we 

do have some Maori students here and they are from highly influential families 

and those young people are the leaders of the future. All our students are leaders 
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of our people, but I'm thinking of the Maori leaders, and we are probably not 

serving their needs as well as we should although we've worked pretty hard over 

the last two years to actually start looking at understanding ourselves and what 

it is to be New Zealanders and putting along with that the school's pretty strong 

view of globalisation and its an interesting (.) I was going to say tension, but its 

actually not a tension and if you look at our strategic plan that the two issues are 

addressed in the one strategy and I think its actually been quite visionary of the 

Board which, who did this strategic plan before I actually came here, to say it is 

important that we address the issues of bi-culturalism with our students and its 

also important that we develop and international understanding. 

I Just as a side thing, the Maori students you've got, do they come from any 

particular tribal affiliation or are they from sort of all over the North Island? 

P5 Um 

I Or further South even for that matter. 

P5 The, the Maori students that we've got here would be from a variety of 

backgrounds. We have some Ngati Porou, we have Nga Puhi, we have some of 

the local iwi as well but once again, we're actually dealing with a pretty small 

number. 

I Yes 

P5 Less, probably less than 20 students but still for some fairly interesting 

whakapapa here. 

I Ngai Tahu are huge players now. You asked about changes that are happening 

back home, Ngai Tahu have got a huge mandate and the College, we've now got 

a Kaiwhakahairi Maori, (name) you'll remember. Yeh, and Ngai Tahu have got 

this mandate to do with the language and the development of their people and 
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schools are going to be held accountable and um, secondary principals have 

been quite defensive really about well you give us the resources and so on, but, 

you haven't had that sort of pressure here? 

P5 No, but its not far away. 

I No 

P5 We have a fairly influential, well fairly is an understatement. We have a Maori 

member of our Board of Trustees and she's a lawyer and has been working in 

the Law Commission and has been heavily involved with Tainui although that’s 

not her, her tribal affiliation, so um, she's actually you know really supporting 

and helping us with really finding our own identity I guess [in addressing this. 

 And I'm quite comfortable with that. 

I Yeh 

P5 But I think, I think we've got a long way to go in feeling comfortable about it 

and (.) but I, I just see our young people, even through things like the history 

syllabus and social studies syllabus, getting a much better understanding [than 

I       [Oh yes 

P5 kids of even a decade ago= 

I =Oh definitely. I taught it, I know you know, the changes  

(tape turn over) 

 Okay, so if we come back. There might be some earlier influences that you just 

want to comment on. 

P5 Yeh, well I mean, there are a couple of significant influences. One was I um I 

guess the kind of family I was born into and I was born into a family that I 

certainly didn't necessarily appreciate at the time, but I had a father who was a 

Presbyterian Minister and a mother who ended up being a teacher. Um, but (.1) 
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I mean, what, what that kind of background certainly gave me was a, a huge, I 

suppose it was a lot of experiences with a lot of different kinds of people. Um, 

and it did give me a real understanding of things like poverty and so on because 

dad had worked in fairly um (.1) fairly difficult parishes so um, I was 

reasonably comfortable (.1) with living in the Waikato where we lived in a 

mining town there, and ah, it certainly wasn't easy but I lived quite happily there 

and then we moved to Christchurch and although I went to um the sort of north 

west Christchurch schools, the family actually lived in the middle of the city and 

dad's parish was a down town parish so you know, I've had some interesting 

experiences there that I think have probably been extremely significant. I also 

had you know, a father I think to be fair, had a a huge social conscience and 

those kinds of influences were fairly strong in the family. So that was probably 

a pretty powerful influence on me. I mentioned this morning about my 

experiences at high school which I think in a sense, while I found the um whole 

experience pretty unpalatable, um, I had had good experiences in the Waikato at 

school and I think the other good thing about my high school experience was the 

the very strong friendships I made and ah, I think a lot of those friends who I 

made at school are still my friends which has been significant in terms of my 

career because there's been a lot of support from them right through. Um, (.1) I 

guess those are probably the most significant experiences, um, so its really my 

background, my Waikato experiences and then being thrust down into 

Christchurch. 
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