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Abstract
The purpose of this qualitative descriptive study was to examine the perceptions of new K-12
assistant principals in suburban North Texas school districts related to their level of preparation
upon obtaining their first assistant principal positions. A purposive sample of 16 new assistant
principals participated in semistructured interviews and a focus group. The interviews and the
focus group conversation were recorded and transcribed. In vivo coding and structural coding
were used to analyze the data. The findings of the study confirmed that the participants of the
study overwhelmingly believed that their principal preparation programs did not adequately
prepare them for the assistant principalship. However, despite their belief in the inadequacy of
their preparation programs, the majority of the participants believed that they could be successful
in their roles as assistant principals. Confidence in their ability to succeed was attributed to
previous job experiences, encouragement from peers and mentors, and vicarious experiences.
Participants indicated that they were most prepared for the responsibilities associated with
instructional leadership, whereas they were least prepared for managing their time and the
amount of work they were exposed to on a daily basis. Principal preparation programs and local
school districts play important roles in the preparation of aspiring assistant principals, and the
results of this study could be used to influence preparation processes in both of those settings.
Keywords: principal preparation program, aspiring administrators, new assistant
principals, self-efficacy, leadership development, mentorship
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Chapter 1: Introduction
Placing qualified and competent individuals in leadership roles is incredibly important for
school districts, especially in high-growth school districts that constantly have to hire and
develop new administrators to meet the community’s rapid population growth demands. As
Leithwood et al. (2004) have pointed out, working to improve the recruitment, training, and
ongoing development of school administrators is a cost-effective approach to school
improvement, because when it comes to internally controllable factors that influence student
outcomes, school leadership is second only to effective classroom instruction. However, it has
been argued that many first-time administrators are ill-equipped for the responsibilities
associated with school leadership (Armstrong, 2010; Mitchell et al., 2017; Slayton, 2017). What
is yet to be defined is the extent to which this lack of preparation is prevalent in rapidly growing,
suburban North Texas school districts and the effects that it may be having on new APs in the
area.
The focus of this study is on new assistant principals (APs) in the eight largest school
districts in suburban North Texas. The largest district serves more than 62,000 students; the
smallest serves just over 8,000 students. Collectively, these eight school districts serve a diverse
population of more than 250,000 students (Table 1) across two counties, and they employ more
than 18,500 teachers and 945 campus administrators. In 2020 the average AP in these districts
had 5.81 years of experience as an AP, with an average of 5.05 years spent with their current
school district (Texas Education Agency, 2020).
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Table 1
Ethnic Makeup of Suburban North Texas Teaching Staff and Students
Ethnicity

Student %
Staff %
White
40.6
77.5
Asian
18.4
2.6
Hispanic
23.6
10.9
African American
12.8
6.6
Two or More Races
4.1
1.4
American Indian/Alaskan
0.4
0.6
Hawaiian/Pacific Islander
0.1
0.5
Note. Adapted from “Texas Academic Performance Reports” by Texas Education Agency, 2020
(https://rptsvr1.tea.texas.gov/perfreport/tapr/2020/index.html). Copyright © 2020. Texas
Education Agency. All Rights Reserved. Used by Permission.
In 2019 Collin County and Denton County ranked fourth and fifth in the United States in
numeric growth (Texas Demographic Center, 2021). The school districts in these two counties
have had to erect more than 80 new campuses in the last 20 years to match the population growth
of the surrounding area, and most of these districts are projected to continue building new
campuses for the next 10–20 years as the student population continues to grow. With this rapid
growth comes the continuous hiring of new staff members, which places many APs in their first
campus leadership position. In the fastest growing of these districts, the average AP experience is
3.3 years, with an average of 2.5 years with their current district (Texas Education Agency,
2020).
There are many qualified (degreed and certified) applicants for administrative openings,
and most of the districts’ leaders employ a thorough screening process to vet the candidates
before allowing any of them to interview at the campus level. However, finding candidates who
are fully prepared with the leadership skills to take on the AP role can be challenging (Slayton,
2017). As a former AP in one of these districts, I have observed that the candidates hired into AP
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positions, many of whom are hired from within, often find themselves unprepared for their dayto-day responsibilities despite having obtained a relevant master’s degree and having
successfully completed an accredited principal preparation program (PPP). This was my personal
experience after being promoted into an AP role in one of these districts, and while seeking
guidance from veteran administrators at that time, many of them confirmed that they too felt
unprepared during their first year(s) as an AP.
Statement of the Problem
Traditionally, school leaders have been responsible for managing student issues, such as
discipline, attendance, transportation, and welfare while also tending to parent complaints,
community relationships, personnel issues, and the campus’s overall operation (Cohen &
Schechter, 2019; Mitchell et al., 2017). However, the role of the school leader is becoming more
complex. In addition to their traditional duties, school leaders are now being challenged to
improve teaching and learning, close the achievement gap, and prepare students for a globally
competitive job market (Weathers & White, 2015). Unfortunately, many new administrators
report feeling unprepared for these demands (Mitchell et al., 2017; Weathers & White, 2015).
The problem is that principal preparation programs (PPPs) are not adequately preparing aspiring
leaders for the challenges modern school leaders face (Farkas et al., 2003; Hayes & Irby, 2020;
Levine, 2005; Searby et al., 2017)
Although the degree to which school leaders impact student achievement has been
reported varies from study to study, there is evidence that there is a strong correlation between
student outcomes and school leadership (Boyland et al., 2015; Corcoran, 2017; Hayes & Irby,
2020; Petrides et al., 2014), and if school leaders are not being prepared adequately, student
achievement could be negatively affected. In addition to the potential adverse effects on student
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achievement, the inadequate preparation of aspiring school leaders has other possible
consequences for school administrators, such as decreased job satisfaction (Sun, 2018), reduced
self-efficacy (Craft et al., 2016; Lewis & Jones, 2019), increased turnover (Petrides et al., 2014),
and a decrease in the number of qualified APs available to fill vacant leadership roles (Gurley et
al., 2015).
There is consensus among scholars regarding the inadequate preparation that aspiring
school leaders are receiving (Boyland et al., 2015; Hayes & Irby, 2020; Lewis & Jones, 2019;
Taylor Backor & Gordon, 2015). Some areas still need to be addressed. For example, there is
minimal follow-up with PPP students after graduation, which results in little data detailing PPP
graduates’ performance once they acquire administrative roles (Boyland et al., 2015; Grissom et
al., 2019). Further, more research is needed into the specific leadership capacity gaps and levels
of self-efficacy experienced by new APs (Morgan, 2018).
Purpose Statement
The purpose of this qualitative descriptive study was to explore the perceptions of new K12 APs in suburban North Texas school districts related to their level of preparation upon
obtaining their first AP positions. The results of this study provide suggestions for improvements
to PPP curriculum and experiences and inform the professional development efforts of suburban
North Texas school district leaders as they are forced to hire new APs to match student
population growth needs. Further, the results enhance the efforts of suburban North Texas school
district personnel as they work to develop aspiring APs within their districts.
Research Questions
RQ1. How prepared for the role of AP are the new APs in suburban North Texas school
districts?
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1a. What level of self-efficacy is perceived by new APs in suburban North Texas school
districts?
1b. What responsibilities do new APs in suburban North Texas school districts feel least
and most prepared for upon assuming their first assistant principalship?
RQ2. What perceptions do new APs in suburban North Texas school districts have about
their previous professional development experiences in relation to their ability to execute the
responsibilities associated with their new role as AP?
2a. How useful do new APs in suburban North Texas school districts perceive their PPPs
were in preparing them for their role as an AP?
2b. Other than their PPPs, what professional development experiences do new APs in
suburban North Texas school districts perceive as useful in preparing them for their
role as AP?
Definitions of Key Terms
Adult educator. One who is responsible for facilitating the learning experiences of adult
learners (Knowles et al., 2005).
Andragogy. A transactional model of adult learning based on a set of adult learning
principles that are applicable in all adult learning situations (Knowles et al., 2005).
AP. The most common entry point for teachers moving into administration in K-12
schools. In most schools, the person serving directly beneath the principal. Also commonly
referred to as a vice-principal (Armstrong, 2015; Barnett et al., 2012).
Emotional arousal. A source of efficacy information based on one’s state of
physiological arousal (Bandura, 1977).
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Instructional leadership. A school leader’s ability to develop teachers' instructional
capacity and improve student knowledge outcomes through a variety of means (Hayes & Irby,
2020).
New AP. Someone who is currently in an AP position but has less than three full years of
experience in the role (Barnett et al., 2012).
Performance accomplishments. A source of efficacy information based on one’s
personal mastery experiences (Bandura, 1977).
Principal preparation program. University-based or alternative setting programs tasked
with developing highly qualified school leaders who possess the leadership skills and the
qualifications needed to lead a K-12 school campus and improve student learning (Quin et al.,
2015).
Professional development. Any activity, program, event, or initiative designed to
promote the personal and professional growth of an individual (Parylo & Zepeda, 2015).
Self-efficacy. A person’s belief in their ability to successfully execute the behaviors
required to achieve desired outcomes (Bandura, 1977).
Suburban North Texas. The geographic area made up of Collin County and Denton
County.
Verbal persuasion. A source of efficacy information based on the verbal suggestions of
others (Bandura, 1977).
Vicarious experience. A source of efficacy information based on the modeled behavior
of others (Bandura, 1977).
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Summary
Highly effective school leaders can positively impact student, teacher, and campus
outcomes. Conversely, ineffective school leaders can have a profoundly negative effect on these
outcomes as well. The problem that needs to be addressed is that many new school
administrators report feeling inadequately equipped for the demands of modern-day school
leadership. Research highlights important reasons why new administrators might feel
unprepared, the most important of which is a failure of principal preparation programs to develop
the technical, social, and leadership skills that modern school leaders require (Gurley et al., 2015;
Hess & Kelly, 2007). Although the research does identify some of the specific deficiencies that
new administrators may be experiencing, this is still an area that requires further study.
This qualitative descriptive study explores the perceptions of new APs in suburban North
Texas school districts in relation to their level of preparation upon obtaining their first AP
positions. The study gathers information about the learning experiences these APs deemed most
valuable in preparing them for their roles as new administrators. The results of the study could
assist district leaders in creating or improving leadership development programs for aspiring
APs. Further, the results of the study could aid district leaders in creating or improving
professional development programs for newly hired APs. Finally, the results could potentially
inform the reform efforts of principal preparation program designers.
Chapter 2 serves as a review of the relevant literature pertaining to this study. The
literature review examines the role of the school leader and the impact school leaders can have
on campus and student outcomes. Further, the review provides a connection between the
practices of principal preparation programs and the experiences of educators as they transition
into administrative roles.
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Chapter 2: Literature Review
The general problem addressed in this study is that principal preparation programs (PPPs)
are not adequately preparing aspiring leaders for the challenges modern school leaders face
(Boyland et al., 2015; Hayes & Irby, 2020; Lewis & Jones, 2019; Taylor Backor & Gordon,
2015). The purpose of this study was to explore the perceptions of new K-12 APs in suburban
North Texas school districts related to their level of preparation upon obtaining their first AP
positions.
This chapter provides an understanding of the theoretical foundation guiding the study.
Further, the chapter emphasizes the need for this study by providing an overview of the
importance of school leadership and the effects school leaders have on student and campus
outcomes. Next, the literature review examines the role of PPPs in preparing school leaders for
the principalship. This section addresses the overall effectiveness of PPPs, the characteristics of
effective PPPs, and the challenges that PPPs face in preparing aspiring administrators. Finally, I
examined the roles and responsibilities of APs and the challenges new APs face in their
transition from the classroom to administration.
To conduct this literature review, I explored various keyword searches using the ACU
OneSearch tool. This tool searches all the electronic databases available to Abilene Christian
University. I also conducted searches using Google Scholar, another popular database for
scholarly research, but most of my time was spent using the ACU OneSearch tool. My initial
keyword searches were limited to scholarly articles written from 2011 to 2021, and they focused
on broad topics related to my research questions, such as leadership development for assistant
principals and development of school administrators. I examined the titles that appeared in the
search results, looking for anything that might be relevant to this study. If a title looked
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promising, I would explore the abstract to determine if the article would be suitable for use in the
literature review. Eventually, the keywords were narrowed down to various combinations of
principal preparation program, assistant principal, self-efficacy, and adult learning. Also, to
broaden the availability of relevant research, date limits were eventually taken off the keyword
searches. Finally, another useful method of identifying pertinent literature was conducting a
backward review of the citations utilized in the relevant literature previously identified from the
initial keyword searches (Webster & Watson, 2002). This method allowed me to identify some
of the seminal studies related to the assistant principalship and the development of school
leaders.
Theoretical Foundation
Self-Efficacy Theory
Although one may know that a particular behavior will produce certain desirable
outcomes, they may still doubt their ability to perform those behaviors. The strength of one’s
convictions in their abilities can have a powerful impact on their willingness to attempt or sustain
certain tasks, and this conviction is what Bandura (1977) referred to as self-efficacy. Federici and
Skaalvik (2012) further described self-efficacy as the belief one has about whether or not they
can achieve within a given context.
Perceived self-efficacy can determine the activities that one chooses to participate in, the
effort that one will expend, and the level of persistence one will exhibit when dealing with
stressful situations (Bandura, 1977). High levels of self-efficacy result in greater effort and
persistence, and people who experience higher perceived self-efficacy often view difficult tasks
as challenges to be overcome. Individuals with lower perceived levels of self-efficacy tend to
doubt their capabilities, and they often view difficult tasks as threats (Federici & Skaalvik,
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2012). One’s level of self-efficacy is not static. Bandura (1977) pointed out that one’s efficacy
expectations are based on four main sources of information: performance accomplishments,
vicarious experience, verbal persuasion, and emotional arousal.
Performance accomplishment is a highly influential source of efficacy information
because this source is based on one’s personal mastery experiences. Bandura (1977) explained
that personal successes with a given task can raise efficacy expectations, whereas repeated
failures can lower expectations. Further, Bandura (1977) explained that once an individual has
developed strong efficacy expectations through repeated success, the negative impact of their
failures is also reduced. In addition to increasing one’s efficacy through successful performance,
another form of performance accomplishment can be achieved through guided modeling in
which an individual is placed in an environment where they can be successful despite their low
expectations for success (Bandura, 1977).
Vicarious experience is another influential source of efficacy information. Bandura
(1977) explained, “Seeing others perform threatening activities without adverse consequences
can generate expectations in observers that they too will improve if they intensify and persist in
their efforts” (p. 197). Although vicarious experience is an influential source of efficacy
information, it is not as dependable as one’s performance accomplishment, because one’s
personal accomplishments provide direct evidence of one’s capabilities. Bandura (1977)
explained that efficacy expectations brought about by vicarious experience alone would be
weaker and more vulnerable to change.
Verbal persuasion is another source of efficacy information that is widely used due to its
ready availability. Verbal encouragement from others can lead one into believing they can be
successful in a task that has proven to be difficult in the past (Bandura, 1977). As with vicarious
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experiences, verbal persuasion is likely to produce weaker efficacy expectations because they do
not provide direct evidence of one’s capabilities. Bandura (1977) further explained that stressful
situations and a history of failure can readily diminish or extinguish any mastery expectations
induced by verbal persuasion. For this reason, social persuasion is best utilized to increase
efficacy in conjunction with conditions arranged to facilitate effective performance (Bandura,
1977).
Emotional arousal can have an informative value for people. Bandura (1977) noted that
people rely, in part, on their state of physiological arousal to provide information about their
levels of anxiety and vulnerability. Individuals are more likely to have positive expectations for
themselves when they are not experiencing the physiological states that accompany stress, fear,
or anxiety (Bandura, 1977). Reducing negative emotional arousal can also reduce self-doubt and
allow individuals to perform more successfully, and these successful performances can
strengthen self-efficacy (Bandura, 1977).
Self-efficacy is an accurate predictor of performance. Bandura (1977) explained that in
all conditions, as one’s efficacy increases, so does the likelihood that they will successfully
complete a particular task. Accordingly, increasing self-efficacy should be an important goal in
educating school leaders (Federici & Skaalvik, 2012). According to Tschannen-Moran and
Gareis (2007), “Principals with a strong sense of self-efficacy have been found to be persistent in
pursuing their goals, but are also more flexible and more willing to adapt strategies to meeting
contextual conditions” (p. 574). High efficacy school leaders remain confident and calm in
difficult situations, and they see their inability to solve problems as a challenge rather than a
failure (Tschannen-Moran & Gareis, 2007). Understanding the impact that self-efficacy can have
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on school leaders, it is important to look at the experiences of new APs through the lens of the
four sources of efficacy information explained by Bandura (1977).
Andragogy
Although learning scholars have worked to develop a greater understanding of adult
learning for nearly a century, no single theory captures everything there is to know about adult
learning. Instead, there is an assortment of theories, models, and frameworks, each explaining or
capturing various aspects of adult learning (Merriam et al., 2007). Among those models and
frameworks, andragogy is regarded by some researchers as the most popular idea in adult
education (Brookfield, 1986, as cited in Knowles et al., 2005). Andragogy has been challenged
and debated since its introduction into American culture in 1967. However, it is still seen as one
of the dominant models of adult learning because “the core principles of adult learning advanced
by andragogy have endured” (Knowles et al., 2005, p. 2). Andragogy is a conceptual framework
based on six assumptions about adult learners that those designing and facilitating adult learning
can use to shape learning processes in ways that are more conducive to adults (Knowles et al.,
2005; Merriam et al., 2007).
The first assumption of the andragogical model is that adult learners need to know why
something should be learned before they will attempt to learn it. Knowles et al. (2005) explained,
“the first task of the facilitator of learning is to help the learners become aware of the ‘need to
know’” (p. 64). Facilitators must raise the learners’ awareness of the need to know by making an
intellectual argument for the ways in which the learning could advance the learners’ performance
or improve the quality of their lives. This can be done by facilitating experiences that allow the
learners to discover the disparity between where they currently are and where they want to be in
relation to the learning (Knowles et al., 2005).
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The second assumption of the andragogical model is that adult learners maintain a selfconcept in which they are responsible for making their own decisions and directing their own
lives (Knowles et al., 2005). With that self-concept comes a deep need to be seen and treated by
others as someone capable of self-direction, and this need can push adult learners to “resent and
resist situations in which they feel others are imposing their wills on them” (Knowles et al.,
2005, p. 65). This can create an internal conflict for adult learners if they feel as if they have
been put into situations where their learning is dependent upon the facilitator rather than
themselves. This psychological conflict may cause the learner to flee from the situation. To
combat this problem, adult educators need to create learning experiences that help adults identify
as self-directing learners (Knowles et al., 2005). Knowles (1978) explained, “the role of the
teacher is to engage in a process of mutual inquiry with them [adult learners] rather than transmit
his or her knowledge to them and then evaluate their conformity to it” (p. 12).
The third assumption of the andragogical model is that adults enter into learning activities
with a higher quantity and a wider variety of life experiences than children do. These differences
in life experiences present challenges for adult education because groups of adults will be
characterized as being “more heterogeneous in terms of background, learning style, motivation,
needs, interests, and goals than is true of a group of youths” (Knowles et al., 2005, p. 66). This
heterogeneity requires adult educators to place an emphasis on individualizing their teaching and
learning strategies. Knowles et al. (2015) also noted that the quantity and quality of adult
experiences could negatively affect learning by causing adult learners to be resistant to new ideas
or ways of thinking because of the habits, biases, and presuppositions that are developed through
their life experiences. To combat these potential adverse effects, adult educators can employ
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methods to help adult learners explore their biases and presuppositions and become more open to
new approaches (Knowles et al., 2005)
The fourth assumption of the andragogical model is that adults experience a readiness to
learn new things as they are needed to navigate life’s situations. Knowles et al. (2005) explained
that this readiness to learn can be brought on by advancing through developmental stages or by
mastering one’s current work and deciding to be ready for more responsibility. The challenge for
adult educators is to time learning experiences in a way that matches these scenarios. However,
Knowles et al. (2005) further explained that adult educators can proactively induce this readiness
to learn by exposing adult learners to different career opportunities and models of exemplary
performance. This exposure could signal to the learners that they are ready to learn new things.
The fifth assumption of the andragogical method is that adults have a life-centered
orientation to learning in which they are more motivated to learn when they believe that the
learning will help them deal with life’s challenges (Knowles et al., 2005). Adult educators need
to understand that adults “learn new knowledge, understandings, skills, values, and attitudes
most effectively when they are presented in the context of application to real-life situations”
(Knowles et al., 2005, p. 67). In response to this assumption, adult educators should develop a
curriculum organized around the real-life tasks or problems that adults will face, and the learning
should facilitate the acquisition of the skills they will need to cope with these challenges.
The sixth assumption of the andragogical method is that although adults may respond to
external motivators, such as a promotion or a higher salary, they are more responsive to internal
motivators, such as a desire for increased job satisfaction, higher self-esteem, or a better quality
of life (Knowles et al., 2005). Research shows that all adults are motivated to grow and develop.
However, that motivation can wane due to interference caused by obstacles, such as having a
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negative self-concept as a learner, a lack of access to opportunities or resources, or being
enrolled in learning programs that stray from the principles of adult learning (Tough, 1979, as
cited in Knowles et al., 2005).
These six assumptions apply to all adult learning transactions (Knowles et al., 2005), and
understanding these six assumptions allows those who develop and conduct adult learning
programs to create more effective learning experiences that resonate with adult learners
(Merriam, 2008). Davis et al. (2013) explained that PPPs are more relevant, more robust, and
better able to advance the leadership expertise of administrators when the learning experiences
are designed around key adult learning principles. Therefore, when examining the level of
perceived preparation of new APs, it is important to consider whether or not their PPP
experiences reflect the principles of adult learning.
Effects of School Leadership
School leadership is one of the keys to school improvement. Former U.S. secretary of
education Arne Duncan once said, “There’s no such thing as a high-performing school without a
great principal . . . You simply can’t overstate their importance in driving student achievement”
(Sebastian & Allensworth, 2012, p. 627). Longitudinal research suggests that effective classroom
instruction is the only factor that has a more significant influence on student achievement than
school leadership (Leithwood et al., 2004, 2010). Although teachers strongly affect the students
in their classrooms, principals affect every student in the school, and Branch et al. (2013)
explained that an increase in principal quality has a more significant impact on student
achievement than a similar increase in the quality of a single teacher.
Researchers widely acknowledge that effective school leadership significantly influences
student achievement (Boyland et al., 2015; Corcoran, 2017; Hayes & Irby, 2020; Petrides et al.,
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2014; Service et al., 2016). However, the extent to which leadership affects student achievement
varies greatly from study to study. Leithwood et al. (2010) explained that a principal’s leadership
can account for as much as 20% of a school’s impact on student achievement. Further, Branch et
al. (2013) reported that effective principals can positively affect a student’s achievement by as
much as two to seven months of learning in a single school year. It is clear that school leaders
strongly influence student achievement. Still, the effects of school leadership on student
achievement and campus outcomes are largely indirect, resulting from leadership activities, such
as hiring, retaining, and developing teachers, creating a strong learning climate, and focusing on
improving instruction (Bastian & Henry, 2015).
Researchers do acknowledge that there are challenges involved in measuring the impact
of school leaders. First, it is difficult to separate the school leader’s actions from other factors
that impact student achievement, such as socioeconomic status or family background (Branch et
al., 2013). Further, much of the evidence for school success is often based on qualitative data,
such as the self-reports of principals’ perceptions or the stakeholders’ perceptions instead of
quantitative data, such as school and student outcomes (Davis & Darling-Hammond, 2012).
Instructional Management
School leaders influence student achievement by affecting the quality of instruction on a
campus through recruiting, developing, and retaining high-quality teachers and supporting highquality instruction (Bastian & Henry, 2015; Boyd et al., 2011). Bastian and Henry (2015)
referred to evaluating curriculum and evaluating teachers as critical components of principal
effectiveness. Further, coaching teachers and structuring effective professional development
programs are related to increased professional capacity and increased student achievement
(Bastian & Henry, 2015; Sebastian & Allensworth, 2012). Finally, Young et al. (2017) noted that
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what often sets leaders of high-performing schools apart from those in low-performing schools is
their involvement in instructional planning and evaluating teachers.
Effective school leaders can have a positive effect on teacher turnover rates. Research
conducted by Branch et al. (2013) confirmed that there is a relationship between higher teacher
turnover and lower quality school leadership. Conversely, as principal quality rises, teacher
turnover falls. Branch et al. (2013) further explained that less effective teachers are less likely to
stay at schools run by highly effective principals. Further influencing teacher turnover rates is
teachers’ perception of school leadership. Boyd et al. (2011) explained that teachers’ perceptions
of school leadership are more predictive of teacher turnover rates than are their perceptions of
any other working condition of a school.
School Climate
The quality of instruction that occurs in a classroom is what matters most for learning,
and being successful at creating a strong learning climate is one of the most important ways a
school leader can influence the quality of instruction occurring in their school. Sebastian and
Allensworth (2012) explained that schools in which teachers rate their principals highly are more
likely to possess strong learning climates, and schools characterized by strong learning climates
are more likely to have strong instruction taking place. Establishing a strong school climate is a
strong predictor of school achievement (Goldring et al., 2009).
Principal Tenure
A principal’s impact on student achievement may not be immediate. Instead, they may
develop over time. Bastian and Henry (2015) explained that a principal’s tenure at a school
improves the academic outcomes of a school regardless of the principal’s overall level of
experience. However, experience is also an important factor. For example, students showed
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significantly smaller mathematics achievement gains when they attended schools led by firsttime principals. Further, campuses led by first-time principals are also associated with lower
student attendance rates and higher teacher turnover rates (Bastian & Henry, 2015). Similarly,
Branch et al. (2013) explained that first-year principals are disproportionately found leading
schools in the bottom quartile of average prior achievement. Branch et al. (2013) also went on to
explain that a principal’s influence on the quality of their teaching staff increases (positively or
negatively) over time due to their hiring practices.
Principal Preparation Programs
As previously discussed, there is a great deal of evidence pointing to the impact school
leaders can have on student achievement and school outcomes. School leadership is essential,
and to continue improving the quality of education that students are receiving, school leaders
must continue to improve. As Quin et al. (2015) explained, “Effective principal preparation
programs are key to the development of high-quality school leaders” (p. 72). These programs are
essential because there is evidence of a strong relationship between leadership preparation and
leadership practice (Young et al., 2017). Despite the consensus that quality PPPs are essential for
developing and preparing aspiring administrators for the principalship, Grissom et al. (2019)
explained, “much of the scholarly work on PPPs is critical of the current state of principal
preparation” (p. 76). Based on surveys of current school principals and educational leadership
faculty, chairs, and deans as well as case studies of 25 university principal preparation programs
(UPPPs), Levine (2005) explained that the majority of university principal preparation programs
“range from inadequate to appalling, even at some of the country’s leading universities” (p. 23).
Traditional principal preparation programs are failing to meet the needs of modern school
leaders. Although the role of the school leader has changed dramatically, and there is mounting
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evidence pointing to the connection between strong principals and increased student
achievement, many UPPPs have not significantly changed how they are training aspiring
administrators (Superville, 2017). Vogel (2018) reported that only 11% of the campus principals
surveyed said their PPPs were valuable in preparing them for their roles as instructional leaders.
Further, 80% of the superintendents who responded to a School Superintendents Association
survey indicated that principal preparation programs need dramatic improvement (Superville,
2017).
Principal preparation programs are the primary method for training, licensing, and
preparing new administrators, and aspiring administrators have a wide range of options for
choosing a principal preparation program. UPPPs exist as master’s programs, doctor of education
programs, doctor of philosophy programs, and education specialist programs (Barakat et al.,
2019). Some states also allow aspiring administrators to attend alternative programs that are not
affiliated with a university. According to Grissom et al. (2019), policymakers and researchers are
concerned about the variations in the quality of training that program candidates receive.
However, Bastian and Henry (2015) asserted that the type of training a candidate receives does
not affect principal effectiveness after graduation.
Disconnection From Reality
Many principals contend that their on-the-job experiences were more helpful in preparing
them for instructional leadership than their principal preparation program. In fact, Hess and
Kelly (2007) reported that 96% of principals reported that the guidance of their colleagues and
their on-the-job experiences were more helpful in preparing them for the principalship than their
graduate school studies. Further, 67% of principals reported that graduate-level educational
leadership programs were out of touch with the realities of the needs of school leaders (Hess &
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Kelly, 2007). Weathers and White (2015) added to this idea, stating that PPPs are failing to
adequately prepare new school administrators, because not only do they not align with the
realities of campus leadership, but they also do not align with the individual needs of the
program participants.
The literature points to multiple gaps in principal preparation program curriculum. First,
PPPs often fail to develop the technical, social, and leadership skills that school leaders require
(Gurley et al., 2015). Hess and Kelly (2007) conducted a comprehensive assessment of what
aspiring school leaders are being taught in a national sample of 31 PPPs, and they found that PPP
participants receive limited training in the use of “data, research, technology, the hiring or
termination of personnel, or evaluating personnel in a systematic way” (p. 268). Further, they
asserted that the required reading lists of most PPPs limit the exposure that aspiring
administrators have to critical management scholarship, leaving these programs at risk of
producing campus leaders prone to micromanagement and poor decision-making. Although
research points to some gaps in leadership development perpetuated by PPPs, the specific
deficiencies experienced by new APs still require further study.
Linking Theory to Action
Research stresses the importance of practice-based methods, such as sustained
internships, problem-based learning, and mentorship in successful PPPs. However, the quality of
the implementation of these practice-based methods varies substantially from program to
program, and some programs do not implement them at all (Grissom et al., 2019). Effective
preparation programs combine theory and practice, and they provide aspiring administrators with
opportunities to apply new knowledge to practice through field-based experiences (Service et al.,
2016). Further, preparation programs that have been found to be effective develop aspiring
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administrators by providing them with “vicarious, simulated and real-world administrative
experiences, such as shadowing, mentoring, and coaching” (Service et al., 2016, p. 254).
One of the requirements of most principal preparation programs is an internship
experience, but many internships are not achieving their intended purpose of preparing aspiring
administrators for the realities of the principalship. One of the reasons for the failure of
internship experiences to develop aspiring administrators is that the program participants are not
given opportunities to participate in authentic leadership behaviors (Cozza et al., 2014). Interns
are often left to take over managerial tasks such as attendance or student discipline. They are not
given the opportunity to engage in the type of decision making that will be required of them once
they move into their first administrative role (Craft et al., 2016). When comparing graduates of
four exemplary preparation programs with a national sample of graduates from other programs,
Orr and Orphanos (2011) noted that there was a “modest relationship between program type and
leadership practices but a stronger relationship between program and internship quality and
leadership practices” (p. 47). They emphasized that being part of a strong preparation program is
not adequate. Instead, they asserted that program participants must have a combination of highquality preparation and high-quality internships to learn in a way that positively influences their
future leadership practices. Quality internships are vital to effective leadership preparation
programs, and mentoring is essential in preparing aspiring administrators for their future
positions (Liang & Augustine-Shaw, 2016).
In addition to quality internships, another important aspect of effective learning for
aspiring administrators is the opportunity to reflect. Service et al. (2016) explained that the
reflection process allows aspiring principals to link theory to action. They further explained that
debriefing and reflection must be included in the shadowing/mentoring experience to maximize
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the learning. In a study of 13 leadership program participants in New Zealand, Service et al.
(2016) found that program participants believed that it was the process of observation, selfreflection, and guided reflection that allowed them to “give meaning to what they observed,
shape their philosophy of education, and understand the reality of the principal’s role” (p. 263).
In this study, the reflection and debriefing promoted deeper learning by allowing participants to
bridge the gap between the knowledge gained from their coursework and their experiences on
school campuses. With this knowledge, PPPs must begin preparing aspiring school leaders for
the realities of campus leadership by providing them with opportunities to authentically
experience the responsibilities of campus administrators as well as the opportunity to reflect on
those experiences.
Exemplary Preparation Programs
Research points to a strong positive relationship between high-quality program
components and instructional leadership (Grissom et al., 2019; Orr & Orphanos, 2011). In fact,
graduates of what have become known as “exemplary preparation programs” reported feeling
more prepared for school leadership and more engaged in effective leadership practices than
their peers from a national comparison group (Grissom et al., 2019). Davis and DarlingHammond (2012) identified seven key features of effective leadership preparation programs:
1. They are coherently organized around a clear set of values about leadership and
learning.
2. They offer a standards-based curriculum that emphasizes instructional leadership,
organizational development, and change management.
3. They offer field-based internships accompanied by skilled supervision.
4. They utilize cohorts to create collaborative opportunities for program participants.
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5. They utilize strategies such as problem-based learning to link theory to practice.
6. The recruitment and selection processes of program participants and faculty are
rigorous.
7. They are characterized as having strong partnerships with local school districts that
will support field-based learning.
Based on these seven characteristics, Davis and Darling-Hammond (2012) identified five
campuses that they considered to be exemplary. Each program was “tightly aligned with the
principles of adult learning—most notably, an approach to learning that is experiential, problembased, and authentic” (p. 41). Survey results from their study showed that students were highly
satisfied with their programs, and they experienced high levels of self-confidence and selfefficacy in relation to administrative duties and working with teachers to improve teaching and
learning. Program graduates also appear to be more successful than graduates of other programs
when obtaining and sustaining administrative positions. Further, graduates from these exemplary
programs reported that they were well-prepared for the complexities of school management and
their roles as instructional leaders (Davis & Darling-Hammond, 2012).
Challenges of Principal Preparation Programs
UPPPs have challenges that must be overcome to prepare aspiring principals more
adequately to become administrators. Hayes and Irby (2020) surveyed 21 active UPPP professors
to garner a better understanding of the challenges UPPPs face in preparing aspiring
administrators to become instructional leaders, and one of the challenges many UPPPs face is
teaching instructional leadership through online courses. Survey participants explained that it is
difficult to create engaging learning environments, build meaningful relationships, and engage in
critical conversations about instructional leadership.
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Another challenge identified by Hayes and Irby (2020) was not giving candidates
enough time in their internships. Out of the 21 programs represented in the research, 17 of them
used a one-semester internship, and the professors in the study noted that this did not give the
candidates enough time for “relevant and practical experience in learning how to improve
teaching and learning” (Hayes & Irby, 2020, p. 10).
A third challenge revealed by Hayes and Irby (2020) was that many of the candidates did
not possess a strong understanding of good instructional practices. They are expected to have this
knowledge upon entering their preparation programs, and as such, most programs do not offer
any courses to help candidates develop this skill, making it more challenging to become an
instructional leader.
A final challenge uncovered by Hayes and Irby (2020) is that many professors who teach
instructional leadership courses have never been employed as building principals or as
instructional supervisors. Further, many instructional leadership professors are disconnected
from current best practices, because they “never get out of the building and meet with school
partners” (p. 16).
Although a great deal of research points to the shortcomings of principal preparation
programs, it is important to point out that not all studies come to the same conclusion. Gumus
(2015) surveyed middle school and high school principals in Michigan, and most of the
principals reported that their PPPs and related internships were valuable sources of training
before becoming school administrators. However, these principals also noted that many of the
school administrator’s responsibilities still had to be learned on the job. Discrepancies like this
point to the need for further study into the effectiveness of PPPs.
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The Assistant Principalship
The AP is a significant position in schools across the United States, and they perform a
variety of roles that require leadership and managerial skills in areas related to student discipline
management, building management, supervision of curriculum and instruction, and supporting
student success (Armstrong, 2015). Searby and Armstrong (2016) described APs as being “at the
epicenter of the school’s organizational structure between principals and teachers and at the
forefront of the school community” (p. 163). However, the position is considered by many
researchers to be underutilized and in need of reconfiguration (Armstrong, 2012, 2015; Craft et
al., 2016; Glanz, 1994; Oleszewski et al., 2012). Further troubling is the lack of emphasis being
placed on the position in the research literature. Although the assistant principalship is the most
common entry point into administration and APs make up the majority of campus administrators
in most school districts, they are often underresearched, underrepresented, and neglected in the
literature (Armstrong, 2015; Barnett et al., 2012; Glanz, 1994; Hausman et al., 2002; Oleszewski
et al., 2012; Webb & Vulliamy, 1995). Often, the voices and experiences of APs are
marginalized in favor of building principals’ experiences and needs, leaving APs to be described
as “the forgotten man” in theory and practice literature (Glanz, 1994, p. 283).
Despite the assistant principalship being an underutilized position that is often neglected
in the literature, it should be used as a training ground or as an apprenticeship to prepare novice
administrators for the campus principalship (Bastian & Henry, 2015), and many APs view the
position as such because most principals are hired from the ranks of APs (Barnett et al., 2012;
Bastian & Henry, 2015; Craft et al., 2016). However, many researchers agree that the assistant
principalship is not an adequate or effective training ground for the principalship because the
roles and responsibilities are too dissimilar (Barnett et al., 2012; Glanz, 1994; Kwan, 2009;
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Liang & Augustine-Shaw, 2016; Oleszewski et al., 2012; Searby et al., 2017; Service et al.,
2016). Instead of being able to use the AP position as an opportunity to hone their skills in
preparation for movement into the principalship or other leadership positions, APs have to focus
on learning the nuanced responsibilities of their position, which, as many experienced principals
often report, do not transfer to the principalship (Service et al., 2016). The roles and
responsibilities of the AP are vast, and many novice APs report not being prepared for them,
which makes their transition into administration more difficult and more stressful (Oleszewski et
al., 2012).
Transitioning to Administration
The transition from classroom teacher to school administrator can be challenging, and as
teachers move into administration, the transition can have a significant impact on their career
development as they seek future advancement (Armstrong, 2015; Hausman et al., 2002;
Oleszewski et al., 2012; Searby et al., 2015). Although the move from teaching to the assistant
principalship may appear seamless to some, that is often a misconception. Instead, new APs will
likely enter into a “hectic and fragmented working environment” (Armstrong, 2015, p. 110),
where they are regularly confronted with responsibilities and challenges they have never
experienced as classroom teachers (Hartzell et al., 1994). Even the APs that report feeling
prepared for the duties and responsibilities of the assistant principalship often report not feeling
prepared for the social and emotional changes that they experience during the transition from
teaching to administration (Armstrong, 2015). Armstrong (2012) described this progression into
administration as an “intense socioemotional transition” that challenges new APs cognitively,
emotionally, and socially as they navigate new organizational, professional, and personal
boundaries (p. 398).
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Socialization. As new APs transition into their roles, they not only have to learn how to
perform the specific functions of the assistant principalship, but they also have to learn and adapt
to the norms and behavioral expectations that accompany their new role (Mertz, 2006). In a
phenomenological study examining the socialization experiences of APs at two large city high
schools in a Southeastern state, Mertz (2006) identified three ways in which new APs learn the
organizational norms of their campus. First, new APs learn through their lived experiences. The
behavioral expectations of the organization were revealed to them through what they were asked
to do and the interactions they had with their colleagues during those activities. Second, they
learn through the example set by their colleagues, most specifically, their campus principal. They
learn “suitable and acceptable” administrative behavior by observing their principal’s behaviors
(p. 662). Finally, new APs learn the organizational norms through what is or is not reinforced by
their principal. The principal’s approval or disapproval of the APs’ behavior revealed the
boundaries of appropriate behavior within the administrative culture of the campus.
When first entering into the administrative culture of a campus, new APs can experience
professional shock over the demands of their new position and the compromises they may see
and experience in administration (Marshall & Greenfield, 1987; Marshall & Phelps Davidson,
2016). They may be shocked by what they perceive as unprofessional behavior by their
colleagues who may be doing inadequate work, or worse, using their position to manipulate
parents, students, or teachers (Marshall & Greenfield, 1987; Marshall & Phelps Davidson, 2016).
Upon experiencing this shock, new APs are then confronted with the stress of trying to fit into
the culture they now find themselves in. Often, this requires new APs to outwardly accept
behavior that they disagree with to display loyalty to their administrative colleagues; they fear
that any perceived disloyalty, especially before being fully adopted into the culture, might
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prevent future upward mobility (Marshall & Greenfield, 1987). During this organizational
socialization process, new APs often learn that they need to respect and maintain “the way things
are done” to be successful in their new role (Mertz, 2006, p. 664), and they often end up
imitating the behaviors of the campus principal, further perpetuating the status quo (Mertz, 2006;
Searby et al., 2017).
Challenges in Transition. The challenges of transitioning into one’s first assistant
principalship are varied and ongoing. In a qualitative study examining the transition of four
novice APs’ transition from teaching to administration, Armstrong (2015) reported that a
common theme in the participants’ responses was that they did not receive any time to “ease into
the role” (p. 114). Instead, participants described their experience as a “baptism by fire” or as
“jumping off the deep end” (p. 115). Prior to moving into the AP position, most teachers have
little more than a one-classroom perspective of what happens in a school building. Yet, as new
APs, they are often thrown immediately into a situation that requires them to be second-incommand of an entire school (Barnett et al., 2012; Liang & Augustine-Shaw, 2016; Searby et al.,
2017). New APs leave the predictability and privacy of their classrooms and are asked to respond
effectively to the unpredictable situations they will inevitably face. This situation leaves new
APs feeling displaced and uncertain about their ability to fulfill their responsibilities.
Accordingly, each novice AP who participated in Armstrong’s (2015) study expressed that they
felt as if they did not belong in the assistant principalship during the first few months of their
transition from teaching into administration.
Even when new APs are confident in their ability to perform their jobs successfully,
many of them do not feel prepared for specific tasks associated with the assistant principalship.
In a qualitative study of 113 APs in the greater San Antonio area, Barnett et al. (2012) found that
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many APs reported not being prepared for several issues. First, many APs reported not being
prepared to work with adults in conflict situations. This theme was echoed in a
phenomenological study of the transition experiences of six new APs conducted by Craft et al.
(2016). Before moving into the assistant principalship, teachers can generally avoid conflictfilled situations, because they spend most of their time with students (Craft et al., 2016).
However, their new roles force them into regular communication with teachers, parents,
community members, and fellow administrators, which increases their visibility, exposes them to
more scrutiny, and makes conflict-filled situations unavoidable (Armstrong, 2010, 2015).
Barnett et al. (2012) also found that APs reported that they were not prepared for the
expectations of the assistant principalship related to curriculum and instruction. More than 30%
of the new APs surveyed reported not being prepared to deal with items, such as conducting
teacher evaluations, building a master schedule, and analyzing assessment data at the campus
level. Craft et al. (2016) also reported that the less experienced APs in their study expressed that
they struggled to conduct teacher observations and provide quality feedback to their teachers.
This presents an important challenge as contemporary APs are being asked to become more
involved in the leadership and oversight of the instructional program of their campus (Searby et
al., 2017).
Additionally, Barnett et al. (2012) found that APs often reported that they were not
prepared to exercise the organizational skills required of the position. APs noted having
excessive workloads, and many of them experienced frustration with their inability to balance
items, such as meetings, paperwork, looming deadlines, and constant responses to emails or
phone calls. Craft et al. (2016) also uncovered a theme related to time management and
organization in interviews conducted with new APs who expressed difficulty in being able to
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complete tasks timely and efficiently. This reflects Armstrong’s (2010) description of the AP as
being “at the epicenter of school activity” (p. 702), and it explains why many new APs can feel
inundated with the demands of the job.
The assistant principalship is often a reactive position, and the variety of demands that
new APs must juggle can present significant challenges as they try to find and maintain a worklife balance (Barnett et al., 2012; Craft et al., 2016). Another major theme uncovered by Craft et
al. (2016) was the unpredictability of the job. Study participants repeatedly discussed the lack of
consistency in the AP’s daily routine, and they emphasized how easily a well-planned day could
be derailed by something unexpected. The inability to control their roles can lead to increased
feelings of stress and strain that can affect new APs professionally and personally (Armstrong,
2015; Craft et al., 2016).
Two other themes emerged from Craft et al.’s (2016) study of new APs. First, new APs
struggled with the challenge that came with meeting expectations. Often, new APs step into the
role on a campus that they are unfamiliar with. They are tasked with getting to know the campus
and community stakeholders and understanding the various needs these stakeholders present.
Further, new APs also have to get to know the dynamics of the campus and the expectations of
their peers (Craft et al., 2016). It can be a considerable challenge for new APs to simultaneously
get to know new people and a new campus, while also trying to understand the specific
expectations of their new role, and this challenge can lead to the final challenge uncovered by
Craft et al. (2016), which is a lack of confidence in decision making. New APs in the study
explained that they struggled to feel self-assurance in performing daily tasks, and they reported
that they needed to be more decisive in their actions. Lack of familiarity with the role led to new
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APs not knowing what to do, not having confidence in their abilities, and being fearful of making
wrong decisions (Craft et al., 2016).
Roles and Responsibilities of an AP
Despite educational reforms that emphasize the importance of school administrators,
there is not a clear, universal description of the roles and responsibilities of the AP (Armstrong,
2012; Craft et al., 2016; Marshall & Phelps Davidson, 2016; Oleszewski et al., 2012; Petrides et
al., 2014; Scoggins & Bishop, 1993; Searby & Armstrong, 2016). Educational policy may clearly
dictate the roles and responsibilities of classroom teachers and building principals, but the AP’s
responsibilities are often defined by the campus principal, meaning it is possible for the assistant
principalship to vary significantly from district to district, campus to campus, or even year to
year within the same building (Barnett et al., 2012; Liang & Augustine-Shaw, 2016; Oleszewski
et al., 2012; Searby & Armstrong, 2016). Although the role is often defined by the campus
principal, the work of the AP tends to reflect the specific needs of the students, teachers, and
community members associated with the campus in which they work (Barnett et al., 2012; Liang
& Augustine-Shaw, 2016; Oleszewski et al., 2012). These contextual differences could help
explain the widely varying descriptions of the AP’s duties found in the limited literature
available on the subject.
Although the job descriptions of APs can vary, it appears that the most common duties of
the assistant principalship, with the exception of instructional leadership, have not changed much
in nearly four decades (Craft et al., 2016; Hausman et al., 2002; Oleszewski et al., 2012). What
has changed over that time is what APs emphasize as important and how researchers categorize
these responsibilities. For example, in a quantitative study of 125 APs in Maine, Hausman et al.
(2002) determined that there were seven major roles of APs: student management, interactions
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with education hierarchy, personnel management, public relations, professional development,
resource management, and instructional leadership. Not surprisingly, student management was
the place where participants in the study reported spending most of their time. In contrast, Kwan
(2009) adapted Hausman et al.’s (2002) study to examine the job responsibilities of 331 APs in
Hong Kong and found somewhat different results. Kwan (2009) determined that there were
seven major job responsibility dimensions specific to APs in Hong Kong: external
communication and connection; quality assurance and accountability; teaching, learning, and
curriculum; staff management; resource management; leader and teacher growth and
development; and strategic direction and policy environment. However, despite being a very
similar study, Kwan’s (2009) participants reported spending most of their time on issues related
to staff management. This again emphasizes the importance of context in defining the roles and
responsibilities of APs.
The differences found in the studies discussed previously are not unique. In an analysis of
seven major studies of the roles of APs conducted across the globe since 1970, Oleszewski et al.
(2012) pointed out that researchers have identified as many as 33 different duties that APs are
responsible for. However, through this analysis Oleszewski et al. (2012) identified three major
themes under which most of the duties of the AP fall: student management, instructional
leadership, and personnel management.
Student Management. Most of the duties of APs focus on student management, and this
has remained true over time (Craft et al., 2016; Hausman et al., 2002; Oleszewski et al., 2012).
Tasks associated with student management can include but are not limited to administering
student discipline, monitoring student attendance, supervising student activities, contacting
parents, supervising hallways and lunchrooms, and solving student conflicts (Barnett et al., 2012;
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Glanz, 1994; Hausman et al., 2002; Hunt, 2011; Scoggins & Bishop, 1993; Searby et al., 2017;
Searby & Armstrong, 2016). In a study of the job responsibilities of 164 APs in New York,
Glanz (1994) reported that 90% of the participants indicated that their primary responsibilities
centered on such tasks. Further, among the 125 APs in Maine who participated in a study of their
time allocation, Hausman et al. (2002) explained that student management occupied the most
significant portion of their time.
Among these student management tasks, student discipline, student attendance, and
student activities are the three most prominent responsibilities of APs, with student discipline
being consistently identified as the most common of the responsibilities (Barnett et al., 2012;
Craft et al., 2016; Hausman et al., 2002; Oleszewski et al., 2012; Scoggins & Bishop, 1993;
Searby et al., 2017). In a review of 26 studies conducted between 1973 and 1992, Scoggins and
Bishop (1993) found that all 26 authors identified student discipline as one of the APs’ top
duties. In that same study, student attendance and student activities were the second and third
most common, respectively.
This heavy emphasis on student management tasks can have adverse effects on APs. For
example, Armstrong (2015) reported that new APs have experienced ethical conflicts when
disciplining students as they struggle to balance what they think is best for a student with
punitive district policies. Further, Glanz (1994) noted that almost all of the New York APs
surveyed indicated that they were dissatisfied with their student management responsibilities.
They attributed low morale to these responsibilities, and over 90% of the APs surveyed indicated
that they would prefer responsibilities like teacher training, curriculum development, and staff
development over their student management responsibilities. Moreover, 70% of New York APs
surveyed indicated that student management responsibilities, such as discipline and lunch duty,
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should not be part of the primary responsibilities of APs (Glanz, 1994). Correspondingly,
Armstrong (2010) explained that for the AP position to reach its transformative potential for
students and teachers, there has to be a reduction in the focus on student management and
disciplinary tasks.
Instructional Leadership. Although APs have expressed a desire to participate in
instructionally-related duties for years (Glanz, 1994), instructional leadership did not emerge as a
significant category for AP duties until the 2000s (Oleszewski et al., 2012). In fact, Kaplan and
Owings (1999) pointed out that in a review of over 700 articles published between 1993 and
1999, only 1% of them focused on the AP as an instructional leader. Leading up to that time,
instructional leadership had been reserved almost exclusively for the campus principal. However,
as the demands to improve student achievement have increased, building principals have begun
to ask APs to share the responsibilities of instructional leadership (Barnett et al., 2012; Hausman
et al., 2002; Kaplan & Owings, 1999; Liang & Augustine-Shaw, 2016; Oleszewski et al., 2012;
Searby & Armstrong, 2016). One of the challenges for APs is that instructional leadership takes
time, and this new role is being added to an already hectic daily schedule. The difficulty is
compounded for new APs who are learning how to be instructional leaders while simultaneously
learning the managerial duties that accompany their position (Searby et al., 2015).
APs can help take on the duties of instructional leadership by performing tasks that help
build the instructional capacity of the teachers on their campus (Hayes & Irby, 2020). Kaplan
and Owings (1999) recommended the following six instructional leadership tasks for APs:
assisting the principal in designing a vision for the campus, coaching and evaluating teachers,
designing an innovative master schedule, developing curriculum programs, coordinating the
campus’s instructional leadership team, and regularly communicating the goals and vision for the
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campus with all stakeholders. Other tasks that fall into this category for APs are making databased decisions for the campus, allocating instructional resources, and creating and facilitating
the professional development plan for their staff members (Hausman et al., 2002; Oleszewski et
al., 2012). All of these tasks have a direct positive impact on student achievement, but they also
have a positive impact on the APs themselves (Oleszewski et al., 2012). In fact, Hausman et al.
(2002) found a positive link between time spent on instructional leadership and AP efficacy and
commitment, and those APs who spent more time on instructional leadership duties and reported
feeling greater personal rewards due to the positive impact those actions can have on their
schools.
There are studies showing that APs are spending minimal amounts of time on
instructional leadership (Hausman et al., 2002; Kwan, 2009). However, the position is evolving,
and as demand increases, some APs are beginning to fulfill the role of instructional leader
(Bastian & Henry, 2015; Searby & Armstrong, 2016). For example, in a survey of 461 APs in
Alabama, Searby et al. (2015) found that 60% of the participants reported spending at least 50%
of their time on instructional leadership. Hunt (2011) also saw similar results in a study of 17
APs in Southwestern Illinois, in which almost half of the respondents indicated that instructional
leadership tasks were part of their assigned duties. Given the importance of instructional
leadership tasks in their ability to have a direct positive effect on student achievement, these
numbers are not high, but continued growth should be expected as the position continues to
evolve. The challenge for school districts and policymakers is to find ways to remove some of
the managerial barriers that might be keeping APs from engaging in these activities.
Personnel Management. APs are asked to perform a variety of duties when it comes to
personnel management. Kwan and Walker (2008) identified eight different duties in this
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category of AP responsibilities. These duties include the recruiting, hiring, and orientation of
new teachers and support staff. In addition to those duties, APs often determine teaching
schedules, and they supervise the performance of teachers and support staff as well. Further, APs
are also commonly the first person to handle grievances brought forth against teachers and
support staff (Kwan & Walker, 2008). Hausman et al. (2002) also included running faculty
meetings and responding to the day-to-day needs of teachers as duties that fit within personnel
management responsibilities. Although some of these duties, such as recruiting, hiring, and
orientation, can be seasonal, other personnel management responsibilities require year-round
attention.
Given the nature of these responsibilities, personnel management can take up a
significant amount of an AP’s time. Kwan and Walker (2008) found that APs in Hong Kong
reported spending a disproportionate amount of their time on personnel management
responsibilities. In that study, personnel management required the most significant amount of
time, but APs rated these duties as the least important of the seven AP responsibilities identified
in the study. Hausman et al. (2002) also found that APs in Maine were spending large amounts
of time on personnel management duties. Although personnel management was not the most
frequent duty reported by the study participants, it still ranked among the top three.
The disproportionate amount of time spent on personnel management responsibilities
could have several different explanations (Kwan & Walker, 2008). To begin with, it could be
indicative of a rise in the workload for APs related to human resources. These findings could
also indicate that APs are not using their time effectively. It is also possible that APs are not
competent in handling personnel management matters, requiring them to spend more time on
tasks to ensure they “get it right” (Kwan & Walker, 2008, p. 83). Largely, the results of this
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study suggest that APs in Hong Kong view personnel management as a waste of time on matters
that do not contribute to the success of their campus (Kwan & Walker, 2008). However, the
aspiring administrators who responded to the same survey indicated a more positive attitude
toward the disproportionate amount of time that needed to be spent on staff management duties.
Kwan and Walker (2008) explained that this could indicate that aspiring APs have a better
understanding of the importance of staff management duties before becoming APs.
Summary
School leadership matters. Highly effective school leaders can positively impact student,
teacher, and campus outcomes. Conversely, ineffective school leaders can have a profoundly
negative effect on these outcomes as well. The problem that needs to be addressed is that many
new school administrators report feeling inadequately equipped for the demands of modern-day
school leadership. Research highlights important reasons why new administrators might feel
unprepared, the most important of which is a failure of PPPs to develop the technical, social, and
leadership skills that modern school leaders require. While the research does identify some of the
specific deficiencies that new administrators may be experiencing, this is still an area that
requires further study.
This qualitative descriptive study explored the perceptions of new K-12 APs in suburban
North Texas school districts related to their level of preparation upon obtaining their first AP
positions. It gathered information about the learning experiences that these APs deemed most
valuable in preparing them for their roles as new administrators. The results of the study could
assist school district leaders in developing or improving internal leadership development
programs for aspiring APs. Further, the results could potentially inform the reform efforts of PPP
leaders in university-based and alternative PPPs.
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Chapter 3: Research Methods
Researchers widely acknowledge that effective school leaders can significantly influence
student achievement (Boyland et al., 2015; Corcoran, 2017; Hayes & Irby, 2020; Petrides et al.,
2014; Service et al., 2016; Young et al., 2017). However, the problem addressed in this study
was that PPPs are not adequately preparing aspiring leaders for the challenges modern school
leaders face (Boyland et al., 2015; Hayes & Irby, 2020; Lewis & Jones, 2019; Taylor Backor &
Gordon, 2015). The purpose of this qualitative study was to examine the perceptions of new K12 APs in suburban North Texas school districts related to their level of preparation upon
obtaining their first AP positions.
This chapter outlines the study design, the rationale for using a qualitative descriptive
approach, and the data collection and data analysis procedures. The chapter summarizes the
setting for the study, including the population and the process for selecting the study sample. The
chapter concludes with a discussion of the methods to be used for establishing trustworthiness
and reliability and a discussion of the ethical considerations for the study.
Research Design and Methods
A qualitative descriptive design was utilized for this study. Qualitative methods are
useful for enhancing the understanding of human experiences (Saldaña & Omasta, 2018).
Further, Creswell and Poth (2018) explained that qualitative research is appropriate when there is
a need for a detailed understanding of an issue that can only be gained by talking directly with
people and allowing them to share their stories. Specifically, a qualitative descriptive approach,
as Sandelowski (2000) explained, is especially useful for gathering “largely unadorned answers
to questions of special relevance to practitioners and policymakers” (p. 337). This study focused
on collecting data from new APs that could potentially inform those responsible for developing
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curriculum for PPPs as well as those responsible for supporting the leadership development
efforts of suburban North Texas school districts.
Although it is a frequently utilized methodological approach, there is not a
comprehensive description of the qualitative descriptive approach as a distinctive qualitative
methodology (Sandelowski, 2000, 2010). Qualitative descriptive designs are characterized by an
eclectic, but well-thought-out, combination of data collection and data analysis procedures.
Further, qualitative descriptive studies are less encumbered by theoretical and philosophical
assumptions than more established qualitative methodologies, such as phenomenology, grounded
theory, or ethnography, which are tied to specific methodological frameworks and disciplinary
traditions (Kahlke, 2014; Sandelowski, 2000).
Population
The population for this study consisted of the new K-12 APs in suburban North Texas
school districts. For the purposes of this study, new is defined as having less than three full years
of experience as an AP.
Sample
Study participants were selected using a purposeful sampling technique because
participants were deliberately selected based on a set of predefined criteria to gain accurate
information within the specific context of this study. Participants must have been employed as an
AP in a suburban North Texas school district, and they must have had less than three full years
of experience as an AP. This allowed the participants to discuss the problem through the lens of
their personal experiences (Saldaña & Omasta, 2018).
Upon receiving approval from the ACU Institutional Review Board (see Appendix H), I
identified potential study candidates within suburban North Texas school districts. Potential
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candidates were identified several ways. Candidates were identified through conversations with
contacts in my professional network employed by these suburban North Texas school districts.
District website searches also revealed potential candidates through previous announcements of
newly hired APs. Finally, LinkedIn searches revealed candidates that met criteria for the study as
well. Once the interviews began, a snowball sampling technique was used. Participants were
asked to forward the invitation email to potential candidates they knew that might fit the criteria
for the study. An invitation to participate was posted on social media outlets where potential
candidates interact, such as Twitter and Facebook pages dedicated to campus administrators and
doctoral students.
After potential candidates were identified, invitations to participate were emailed to them
(Appendix A). To ensure that elementary, middle, and high school APs were represented in the
study, I invited APs from each campus group. A total of 16–25 participants were targeted for this
study: 10–15 participants for face-to-face semistructured interviews and an additional 6–10
participants for a focus group discussion (Fern, 2001). I understood that the number of
participants needed for the semistructured interviews could vary depending on the point at which
data saturation occurred (Saldaña & Omasta, 2018).
Data Collection and Analysis Procedures
In qualitative descriptive studies, data are often collected through semistructured
interviews and focus groups (Kahlke, 2014; Sandelowski, 2000; Turale, 2020). This study relied
on these two data collection techniques. I also collected demographic data through a screening
questionnaire.
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Screening Questionnaire
After a candidate responded to the email invitation, agreed to participate in the study, and
signed the informed consent document, I sent them a screening questionnaire (Appendix B). The
purpose of the questionnaire was to gather demographic data related to age, years of experience,
ethnicity, and PPP setting. Each of these items provided context for the qualitative data obtained
in the study. In addition to basic demographic information, the screening questionnaire asked
participants if they were more comfortable participating in a one-on-one virtual interview or a
virtual focus group. This helped me determine which participants to include in each setting, and I
am hopeful that this increased their comfort level, which could increase the likelihood that they
provided genuine, thoughtful responses.
Semistructured Interviews
The semistructured interviews took place via the Zoom platform, and they generally
lasted approximately 45 minutes. Utilizing the Zoom platform took into consideration any
potential Covid-19 disease mitigation concerns for study participants, and it allowed each
participant to engage in the interview from a location and during a time that was comfortable to
them. I recorded the audio from each interview to ensure the accuracy of the transcripts. I also
took detailed notes during each interview, and that allowed for targeted follow-up questions
when needed. These notes also allowed for the denotation of any physical reactions the
participants might have had when responding to questions.
The interview questions (Appendix C) were open-ended, allowing participants to share as
much information as they wished with little direction from me as the interviewer (Saldaña &
Omasta, 2018). Further, the interview questions stemmed from the research questions guiding
the study, and they focused on the who, what, and why of the participants’ experiences while
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transitioning into their roles as new APs (Sandelowski, 2000). An expert panel of three
experienced researchers and three experienced campus administrators reviewed the interview
questions for clarity, content, and connection to the research questions. Further, I field tested the
interview questions with experienced APs who were not considered to be candidates for this
study (Turale, 2020).
Focus Group
Qualitative descriptive studies often incorporate the use of a focus group to provide
another data point and another perspective. Focus groups can be advantageous in qualitative
research, because they can allow participants to explore and clarify their own experiences more
deeply through interactions with other participants (Kitzinger, 1995). The focus group took place
via the Zoom platform to account for any concerns related to Covid-19 and to allow participants
to engage in the study from a comfortable location. The discussion lasted about 90 minutes, and
participants were encouraged to talk to one another, ask questions, and comment on one
another’s experiences throughout the discussion (Kitzinger, 1995). I recorded the audio from the
focus group discussion to ensure the accuracy of the transcripts. Detailed notes were taken
during the discussion to allow for targeted follow-up questions when needed. These notes also
allowed for denoting any physical reactions the participants might have had when responding to
questions.
Participants were asked a series of open-ended questions (see Appendix D). The
questions were not targeted at any individual participant. Instead, participants were encouraged
to comment on and explore the topics that are important to them and relevant to their experiences
as APs. As with the interview questions, an expert panel of three experienced researchers and
three experienced campus administrators reviewed the proposed focus group questions for
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clarity, content, and connection to the research questions. It is important to note that although the
proposed questions were useful as an intended line of questioning, the questions used in the
focus group were subject to change depending on the themes that may have been identified
during the one-on-one interviews. The questions listed in Appendix D reflect the actual questions
asked during the focus group conversation.
Data Analysis
To analyze the responses from multiple interviews and the focus group, Saldaña and
Omasta (2018) recommended using themes to draw the main ideas out of the data. Although one
of the goals of qualitative description is to describe participants’ experiences in their own words
at a surface level, the thematic analysis still requires interpretation (Sandelowski, 2000; Willis et
al., 2016). The first step in this process was to transcribe the audio recordings of the
semistructured interviews and the focus group conversation. An informal analysis of the data
began during the transcription process, because that was the first time I could work with the data
without the participants being present (Saldaña & Omasta, 2018).
Once the transcripts were completed, I began manually coding the data to condense them
into more manageable units. During this in vivo coding process, I reflected on the words or
phrases that stood out in the participants’ responses. The codes derived from this initial analysis
served as “prompts or triggers for reflection on the deeper meanings they evoke” (Saldaña &
Omasta, 2018, p. 124).
After the initial coding has taken place, the full transcripts were uploaded into Dedoose, a
coding software that allows for the data to be conceptualized in multiple ways. Dedoose helped
me identify word patterns, phrases, and themes in the responses. The visual representations
produced by the software allowed me to better understand the themes that appeared in the
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participants’ responses. Analysis of the trends, relationships, patterns, and themes found in the
responses contribute to any future recommendations I may make because of this study.
Trustworthiness
It is important to establish trustworthiness, and to do so, I adhered to recommendations
made by Anderson (2017) and Shenton (2004). To begin with, I thoroughly communicated the
justification for all the techniques and methods that I used within the study. Further, I ensured
that every technique or method I used align to the purpose of this study and to the research
questions guiding the study. I also described the methods in enough detail to allow future
researchers to replicate the study (Shenton, 2004). To strengthen the transferability of this study,
I incorporated the use of “rich, direct quotations, . . . descriptive phrases, or experiences that
convey a sense of the participants and their environment as the basis for careful interpretation to
illustrate in-depth concepts and constructs that are important to the study” (Anderson, 2017, p.
130), allowing future researchers to decide if the findings of this study might be applied in
another setting (Shenton, 2004).
To bolster the credibility of the study, I gathered the data from a variety of participants
from distinctly different campuses (elementary, middle, and high school) by using multiple data
collection techniques (Shenton, 2004). Further, I incorporated methods to help ensure honest
responses from the participants. Participants understood their right to refuse to participate in the
study, and they were thoroughly informed of the methods by which their anonymity would be
protected. Member checks were incorporated to allow interview participants to verify whether
the transcripts reflected the messages the participants intended to share (Anderson, 2017;
Shenton, 2004). I also engaged in frequent debriefing sessions with experienced researchers such
as my dissertation chair. These sessions allowed me to have a sounding board for developing my
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ideas and interpretations, and it provided these mentors the opportunity to draw attention to
potential flaws in my study, should they have been present (Shenton, 2004).
Assumptions
It is assumed that the participants were honest and forthcoming in their interview and
questionnaire responses. As previously stated, protecting the confidentiality of the study
participants was a priority for this reason. Further, it is assumed that the sample is representative
of the population being studied due to the use of a purposive sampling method.
Limitations
The years of experience of the APs in the study may not necessarily be indicative of
when they completed their principal preparation programs, potentially leaving questions about
whether the date of principal preparation program completion has had any effect on the APs’
perceptions of their experiences. Further, the nature of a focus group makes it impossible to
ensure the confidentiality of the group members once the interview has been completed. Due to
the possible confidentiality concerns participants may have had, it is possible that participants
did not give their honest opinions during the focus group discussion, or they may have chosen
not to speak up. Finally, the data gathered from this study only apply to the suburban North
Texas school districts from which they were collected, and given the criteria for participation in
the study, the findings are also only applicable to APs with no more than three years of
experience.
Delimitations
Delimitations are the boundaries of a study chosen by the researcher (Roberts & Hyatt,
2018). There are two predominant delimitations of this study: participant criteria and geographic
boundaries. The study is delimited to current K-12 APs who have less than three full years of
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experience in that role. The limit of three years was chosen to mirror a study conducted in San
Antonio, TX by Barnett et al. (2012) that examined the job realities of new and experienced APs.
Further, the participants of this study must have worked in a suburban North Texas school
district located in Collin County or Denton County that serves at least 8,000 students. Collin and
Denton Counties are both experiencing rapid population growth, requiring these suburban school
districts to expand and hire additional staff. These school districts border each other, and they
have relatively similar student demographic makeups.
Ethical Considerations
Protecting the rights of the research participants is one of the most critical responsibilities
of a researcher (Roberts & Hyatt, 2018). Accordingly, this study was approved by the Abilene
Christian University Institutional Review Board prior to beginning any work with participants.
Protecting the participants’ rights started with the invitation to participate in the study. Each
candidate for the study was emailed an invitation to participate. That email outlined the nature of
the study, the expected involvement of participants in the study, and a clear description of the
steps that would be taken to ensure the anonymity of each of the participants (Saldaña & Omasta,
2018). Prior to conducting any interviews or allowing participants to participate in a focus group
discussion, informed consent was obtained, and participants understood that they had the right to
withdraw from the study at any time. All transcripts and study data were housed safely in the
Dedoose software, which is an encrypted and password-protected cloud-based platform.
Summary
This qualitative descriptive study examined the perspectives of new APs in relation to
their level of preparation upon entering their first AP positions. This chapter provides insights
into how I conducted the study. I discussed the research methodology and provided justification
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for the chosen design. Further, I discussed the population that was studied as well as the sample
selection technique that was used. Data collection through semistructured interviews and a focus
group discussion was explained, and data analysis procedures were discussed. I also outlined
methods that I used for establishing trustworthiness throughout the study, and I included a
section highlighting the assumptions, limitations, and delimitations associated with the study.
Finally, the ethical considerations for the study were addressed.
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Chapter 4: Results
The purpose of this qualitative descriptive study was to explore the perceptions of new K12 APs in suburban North Texas school districts related to their level of preparation upon
obtaining their first AP positions. This chapter will provide a summary of the data collected from
the 16 new APs that participated in the study. The themes and subthemes that emerged from the
data will then be discussed, and rich quotations and descriptive phrases used by the participants
will be included to enhance the analysis of the data.
Data Collection Process
I utilized purposeful sampling to select the sample for this study. A total of 55 APs were
invited to participate in the study (Appendix A), and 19 APs responded with an interest in
participating. Consent to participate was received from 18 of those respondents. All 18 of the
remaining respondents completed the screening questionnaire (see Appendix B), and at that
point, I determined that only 17 of the respondents met the criteria for the study. I then sent
calendar invitations to participate in either a semistructured interview or a focus group to these
17 APs, and 16 of them accepted their invitation and followed through with participating in the
remainder of the study.
Each participant completed a screening questionnaire, which provided the demographic
data for the study (Table 2). I conducted semistructured interviews (Appendix C) with 10 new
APs, and the remaining six new APs participated in a focus group (Appendix D). All interviews
and the focus group were conducted via Zoom. Audio files from each interview and the focus
group were transcribed, and the data were coded using in vivo coding as well as structural coding
based on the research questions guiding the study. I employed a thematic analysis to reveal three
themes and 10 subthemes.
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Table 2
Participant Profiles
Pseudonym

Age

Years in
education

Years of
AP
experience

School
level

Gender

Ethnicity

Arnold

45

22

2

HS

M

White

Beverly

37

14

3

MS

F

White

Bradley

41

16

2

HS

M

Dwayne
Gwen
Jemma
Jodie
Kelly

30
34
45
34
31

8
12
21
13
8

2
1
2

MS
MS
ES

2
1

ES
HS

M
F
F
F
F

Kimberly

45

21

2

HS

F

Kirsten

37

15

1

ES

F

-

Mira
Mitchell
Natalia

33
47
46

12
24
23

3

HS

White

2
2

HS
HS

F
M
F

Hispanic
White

Ruth

40

18

2

ES

F

White

Wendi

43

21

2

HS

F

Wyatt

36

15

3

MS

M

African
American
White
White
White
White
White
African
American

African
American
White

Program
setting
Face-toface
Face-toface
Online
Online
Online
Online
Online
Online
Hybrid
Face-toface
Online
Online
Online
Face-toface
Face-toface
Online

Research Questions
The research questions guiding the study were as follows:
RQ1. How prepared for the role of AP are the new APs in suburban North Texas school
districts?
1a. What level of self-efficacy is perceived by new APs in suburban North Texas school
districts?
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1b. What responsibilities do new APs in suburban North Texas school districts feel least
and most prepared for upon assuming their first assistant principalship?
RQ2. What perceptions do new APs in suburban North Texas school districts have about
their previous professional development experiences in relation to their ability to execute the
responsibilities associated with their new role as AP?
2a. How useful do new APs in suburban North Texas school districts perceive their PPPs
were in preparing them for their role as an AP?
2b. Other than their PPPs, what professional development experiences do new APs in
suburban North Texas school districts perceive as useful in preparing them for their
role as AP?
Theme 1: Extensive AP Responsibilities
The range of responsibilities reported by study participants is vast, and it can often be
overwhelming to new APs. One of the reasons they can become overwhelmed is because they
are often torn between what is most urgent and what is most important. Wyatt explained, “You
always have to catch yourself. There are always a thousand things to do on campus that you
could be working on. You can always find something to work on, so you have to make sure you
are finding the right work to do.” Dwayne had very similar thoughts:
To be honest, it’s something that I’m sure everybody can relate to. I always feel like I’m
not doing enough of the things I’m really supposed to be doing, and I’m really more
handling the things that I have to handle or else they continue to get bigger and bigger
and bigger.
Beverly told a story that also illustrates this struggle for APs:
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Sometimes I feel like I’m just a body. It’s funny because a teacher said to me last year
when she walked into the cafeteria, and all of our administrators were standing there for
lunch duty. She was like, “I can’t believe our most valued people in the building are all
just standing down here when we need you in classrooms.” I felt bad. I know the kids
need us down there too (in the cafeteria), but teachers need us as well. A lot of times I
feel torn . . .
Beverly continued to talk about the pull that she often feels. She knows that student supervision
is important, especially when there are several hundred students in the cafeteria. However, she
said, “Sometimes I feel like I could be better used elsewhere when I’m standing somewhere like
lunch duties.”
When asked to describe their responsibilities, the participants immediately began
articulating what Ruth described as “an endless laundry list” of responsibilities ranging from
clerical work to instructional leadership. Beverly described it as “everything you can think of in a
day,” and Gwen explained, “The list goes on and on and on. I don’t know that the job description
necessarily captures everything that happens in a day.” Altogether, there were 90 different
responsibilities reported by the study participants, and 40 of those responsibilities were only
mentioned one time (Appendix E). A composite list of responsibilities reported by each
participant can be found in Appendix F.
Dealing with student discipline was the most often reported responsibility, with 14 of the
participants mentioned that aspect of their job. The second most often mentioned responsibility
was parent communication, with 13 participants discussing that aspect of their job. Monitoring
student attendance was mentioned by 12 study participants, and managing paperwork or
documentation was discussed by 10 of the participants. Out of the top 10 most reported
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responsibilities, only two, coaching teachers and attending professional learning community
(PLC) meetings, related directly to the AP’s role as an instructional leader (Table 3).
Table 3
Ten Most Mentioned Responsibilities
Responsibility
n participants reporting
Student discipline
14
Parent communication
13
Monitoring student attendance
12
Managing
10
paperwork/documentation
Coaching teachers
9
Attending PLC meetings
8
IEP meetings
8
Lunch duty
8
504 meetings
7
Safety and security
7
a
Note. Percentages are rounded to the nearest whole number.

%a
88
81
75
63
56
50
50
50
44
44

Most Important Responsibilities
When asked which of their responsibilities they felt was most important to their role, the
participants offered a much narrower range of answers, providing responsibilities that fell into
only eight categories (Table 4). Some participants could not narrow it down to one most
important responsibility, so if multiple responses were given, they have been included here,
which is why the number of participants responding totals more than 16. It is also important to
note that some participants in the focus group did not respond during this part of the discussion.
Whenever possible, participant responses were grouped into categories. For example, Wendi
explained that her most important responsibility is to “grow the instructional program” of the
departments that she supervises. Her response was captured here as instructional leadership.
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Table 4
Most Important Responsibilities
Responsibility
n participants reporting
Instructional leadership
5
Supporting individual student
4
needs
Safety and security
4
Building relationships
2
Communicating well
2
Being visible
1
Making sure everyone feels
1
important
Student behavior
1
a
Note. Percentages are founded to the nearest whole number.

%a
31
25
25
13
13
6
6
6

Jodie shared the following about her perspective on what she felt was her most important
responsibility:
If you had asked me that before I became an AP, I would have made sure that I stuck to
the answer that I knew I was supposed to give, which was that being an instructional
leader is the most important part. Not that I don’t think that now. I just think that it’s a
little bit more complicated than that. I think there are things that you wouldn’t think are
protecting instruction that actually are . . . such as making sure that you are building
capacity for managing student behavior. That’s something you wouldn’t immediately tie
to instruction, but it is very much interwoven with instruction.
Jodie’s perspective points to the complexity of the role and a deeper understanding of the way
APs must approach their work. It is a multifaceted job that requires APs to think about different
ways to approach their various responsibilities. As Jodie explained, instructional leadership is
more than observing classrooms, evaluating teachers, and giving them feedback. It involves
creating an environment where high levels of teaching and learning can occur.
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Incongruence
When comparing the responsibilities of the AP reported by the participants with what
they believed to be their most important responsibilities, it is important to point out the lack of
congruence between the two lists. Although student discipline was the most often reported AP
responsibility, only one of the participants (Jodie) mentioned student behavior when asked about
what was most important, and she mentioned it in tandem with instructional leadership and
supporting student needs.
Monitoring student attendance and managing paperwork/documentation were the third
and fourth most often reported responsibilities respectively, but neither of them were reported
when participants were asked about what was most important. In fact, six different participants
mentioned student attendance as one of the least important things that they are responsible for.
When discussing attendance, Arnold explained, “That gets pushed so far down my ‘need to do’
list. But when I do put time and effort into it, it literally can take all day. You look up, and it’s
been six hours.” Mira also discussed the amount of time it takes to work on student attendance:
Well, I wouldn’t say it’s not important, but the processes that we have to follow take up a
lot of time. With student attendance, it is a lot of work. It’s a lot of paperwork and
follow-through. I think the conversations with students and “Hey, why aren’t we at
school” and trying to get a plan together to get them to school is good, but just with some
of the processes that we have to go through, it takes up a lot of time and doesn’t always
have the greatest reward.
Natalia shared similar thoughts about managing student attendance when she explained, “I know
it has to be done, but that’s been ridiculous. Something has to fall through the cracks.” Managing
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student attendance is a great example of the incongruence between where APs feel like they
should be spending their time and where they are actually spending their time.
This incongruence also appears in the coursework that these APs participate in
throughout their PPPs. Although participants were not required to share this information, 10 of
them shared the university through which they completed their PPP. Based on the information
they shared, I conducted an internet search to gather data about the courses the study participants
completed (Appendix G).
When examining the course descriptions from the six universities named by the
participants, there are some connections between the courses and the most important
responsibilities identified by the participants, but there were also some gaps. For example, each
PPP has at least one course dedicated specifically to instructional leadership, which was the most
frequently identified most important responsibility. This is to be expected, as these programs are
preparing students to pass the “TExES Principal as Instructional Leader” certification exam
(Texas Education Agency, 2019). Further, four out of the six PPPs addressed building
relationships and communication in their course descriptions, which were the fourth and fifth
most frequently reported responsibilities when participants were asked about what they
perceived to be most important. Supporting individual student needs, which was tied with safety
and security as the second most frequently mentioned most important responsibilities, was
addressed in the course descriptions of half of the PPPs, and safety and security was only
addressed in the course descriptions of two of the PPPs.
It is important to note that the course descriptions do not necessarily identify everything
that students will learn throughout the course, so it is possible that the gaps between the course
descriptions and the perceived most important responsibilities are being addressed in PPP
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coursework, although the descriptions do not mention these responsibilities specifically.
However, a further examination of the competencies upon which these programs are based does
not point to addressing these gaps. As previously stated, these programs are designed to prepare
students to pass the TExES Principal as Instructional Leader certification exam. This exam is
based on 11competencies that fall into six domains defined in 19 Tex. Admin. Code §241.15
(2018). Table 5 outlines these domains and competencies.
Table 5
TExES Principal as Instructional Leader Assessment Domains and Competencies
Domain
School culture

Competency
001 – Implementation of a shared vision and culture
002 – Partnering with stakeholders to support student learning

Leading learning
003 – Development and implementation of high-quality
instruction
004 – Promoting teacher effectiveness and student achievement
Human capital
005 – Evaluation and supervision of staff
006 – Promotion of high-quality teaching
Executive leadership
007 – Developing relationships with internal and external
stakeholders and communicating appropriately
008 – Improving student outcomes
Strategic operations
009 – Developing campus goals
010 – Ensuring a safe learning environment
Ethics, equity, and diversity
011 – Providing ethical leadership

These 11 competencies are further defined by 66 descriptive statements in 19 Tex.
Admin. Code §241.15 (2018). These descriptive statements are comprehensive, and they do
address all of the perceived most important responsibilities identified by the study participants,
with the exception of student discipline. However, many of the day-to-day responsibilities
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identified by the study participants are not addressed within these statements. For example, three
of the top five most frequently identified AP responsibilities (student discipline, monitoring
student attendance, and managing paperwork/documentation) are not addressed in these
statements. This further points to the lack of congruence not only between how the study
participants are spending their time and what they feel their most important responsibilities are,
but also between their day-to-day responsibilities and what their PPPs were designed to prepare
them for.
Most Prepared for
Overwhelmingly, the study participants indicated that instructional leadership was the
responsibility that they were most prepared for. When asked what areas of the assistant
principalship they were best prepared for, nine out of 13 participants either listed instructional
leadership specifically or they listed an activity directly related to instructional leadership, such
as working with curriculum, coaching teachers, or working with PLCs. It is important to note
that 13 participants responded to the question, while three of the focus group participants did not
speak up during this part of the discussion.
When asked about what she was most prepared for, Beverly immediately went into why
she felt like instructional leadership was her strength, saying “I consider myself pretty strong at
the instructional leadership part, but it is because I was an instructional coach for three years
back in [previous district omitted] before I came here.” She then went on to discuss the way(s) in
which she felt her experience as an instructional coach set her up to be a strong instructional
leader:
In my role as an instructional coach in [former district omitted], it’s a little bit different
than here. We each were based at a school, and me and the AP partnered up. I did get to
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be part of their coaching and part of their evaluations and ratings and all of that, so I feel
strong in that area just because I had a couple of years of experience doing that.
Beverly pointed out that she was part of the evaluation process as an instructional coach
because her current school district does not position instructional coaches to be evaluative. After
discussing previous instructional coaching experience with other study participants, Beverly is
the only participant to reveal that her role as an instructional coach gave her an opportunity to be
part of her teachers’ official evaluation process.
Jemma expressed her love for the instructional leadership role:
I think being an instructional leader on my campus is one of my favorite things to do. It’s
my best role. I love to coach teachers and to co-teach with teachers and to give them
feedback on their instruction. Then I love to just look for ideas and ways to improve
instruction. I felt like I was a really good teacher. I had that [instructional] coach role for
a little while, and then I came into this. That’s probably my favorite thing to do and what
I was best prepared for.
Interestingly, Jemma then notes that she does not credit her PPP with preparing her to be an
instructional leader. Instead, she credits moving into an instructional coaching role before
moving into an AP role. She explains that some people can make the jump straight from
classroom teacher to AP, but she did not feel like that would have worked for her.
When asked this question, Mira very matter-of-factly stated, “Coaching teachers, of
course.” She also spent time as an instructional coach, and she credited her PPP with focusing on
coaching teachers and using data to improve instruction. She was working in an instructional
coaching role while going through her PPP as well.
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Before stepping into his role as an AP, Mitchell spent 14 years as a department chair in
another district. Although he was not in a coaching role, he explained that his previous district
invested heavily in PLC initiatives, and his role as a department chair gave him the opportunity
to lead a PLC for the four years leading up to his assistant principalship, leaving him feeling
“very comfortable in that role.”
Ruth, Wyatt, and Wendi all spent time as curriculum coordinators in their respective
districts before moving into the assistant principalship, and all three of them declared that
instructional leadership was the role they were most prepared for. Ruth explained that
I spent three years in C&I as a curriculum coordinator, and I think that perspective of
supporting teachers in that capacity and having that leadership set me ahead of people
who were coming straight out of the classroom . . . Instructionally, that wasn’t a
challenge for me at all. At all.
Wendi was equally confident in her response to this question, saying “Definitely
providing feedback regarding instruction. Anything that has to do with pedagogy, I get that.
Having hard conversations, having coaching conversations with teachers and even with
colleagues.”
Wyatt shared a very similar experience to what Ruth shared:
I felt really prepared for the curriculum side of it such as working with PLCs and talking
with teachers. I did that for three years as a curriculum coordinator, so I felt really
comfortable with that. Even though [content area omitted] wasn’t my subject [as a
curriculum coordinator], I knew how we were supposed to operate as a district, how we
were supposed to set things up, how those conversations are supposed to look. I’ve been
in a lot of really good PLCs. I’ve been in a lot of really bad PLCs. I’d seen how some
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administrators would do things and how other administrators would do things. You take
something away every time you watch something.
Bradley’s response to this question was very different than the other study participants.
He was the only one to indicate that he was most prepared for the managerial part of the assistant
principalship. Bradley explained:
I was prepared for the parts that did not require me to have any intimate knowledge about
kids or parents or about policy. What I want to say is whenever I was at my other school
[as a teacher], I did a lot of duty-type stuff. I did AOD. I did administrative stuff for the
APs. I assigned detention . . . I talked to kids about attendance. I talked to kids about
grades . . . I did lunch duty. All of those things that required me to be physically present, I
was prepared for because it did not require me to have any intimate knowledge about
policy or about a kid’s IEP or about having to talk to parents and things like that. That
part of the job, which is a big part of the job anyway, I as prepared for that because I had
been doing that on a daily basis. I was ready for that.
Throughout this response, Bradley was explaining the work he did while teaching on his
previous campus. Bradley’s previous principal and APs utilized him often to help with
managerial tasks around the office during his conference periods, so it makes sense that he would
feel most prepared for that work. It is also worth noting that Bradley did not report serving in any
roles, such as department head, instructional coach, or curriculum coordinator before moving
into the assistant principalship.
Although Gwen spent time as an instructional coach and a curriculum coordinator prior
to moving into the assistant principalship, she did not cite instructional leadership as the role or
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responsibility that she was most prepared for. Instead, she explained that she was most prepared
for building relationships with teachers and students:
I think that being in C&I prepared me, I don’t know that it was my principal program
necessarily, for knowing and understanding that the relationship piece comes first . . . I
felt really good about that, and I feel like I’ve been pretty successful in creating those
relationships with teachers . . . I knew I was also going to be pretty successful creating
those relationships with kids too.
Knowing that Gwen had several years of curriculum experience, I asked her about the
instructional leadership role, and she clarified:
I thought I was going to be able to make a really big impact in terms of having a little bit
more of an instructional focus, particularly for the content area that I work over.
However, there is not enough time in the day, and I feel like, unfortunately, that gets put
on the back burner.
Gwen’s response indicates that she felt prepared for instructional leadership, but that she has also
been unable to execute in the instructional leader role due to other responsibilities. This relates
directly back to the incongruence discussed earlier, and it also points ahead to the thing that the
study participants most often referred to when discussing what they were least prepared for.
Least Prepared for
When describing what they were least prepared for, the study participants had a much
more diverse set of responses. Much like when they shared what their most important
responsibilities were, most participants chose to share more than one aspect of their job. The
participants’ responses were grouped into a total of six categories to simplify and clarify
reporting (Table 6).
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Table 6
Aspects of the Assistant Principalship That Participants Felt Least Prepared for
Aspect of assistant principalship
n responses
%a
Managing the day
8
50
Student discipline
5
31
Special education and 504 services
5
31
The “weight” of the role
4
25
Communication
3
19
Managing personal expectations
3
19
a
Note. Percentages are rounded to the nearest whole number.
Before discussing the six categories of responses, it is important to note that there was
one participant’s response that did not fit within any of the categories. Although instructional
leadership was the area that most of the participants reported being most prepared for, Natalia
reported that this was the area that she felt least prepared for. She specifically cited curriculum
and evaluating teachers as the areas in which she was least prepared. Natalia took an interesting
path to the assistant principalship. She has 23 years of educational experience, but the 14 years
leading up to her AP position were spent as a counselor. Natalia felt like being out of the
classroom for 14 years set her back in this area. Further complicating things for Natalia as an
instructional leader, she only spent two years in a core content area classroom. Her remaining six
years of teaching experience were spent in physical education, which likely has also contributed
to Natalia feeling as if she needs to grow in the area of instructional leadership.
Managing the day. When asked what they felt like they were least prepared for, the most
frequent participant responses centered around the difficulties they had with managing the day.
Beverly shared, “I was just exhausted trying to be at everything for everyone.” Arnold explained
that he was most surprised by “the amount of work that comes through in a day across your
desk.” He then expressed his frustration, “I feel like there are a lot of days that I leave work with
a larger to-do list than when I arrived.” Wendi, also frustrated with her ever growing to-do list
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explained, “I think the thing I struggled with the most was recognizing or trying to come to terms
with the fact that your to-do list is going to be undone at the end of the day.” Wendi later
explained, “I think I always knew that the work was going to be bigger than the person, but I
didn’t know the magnitude to which that changes when you move from the district office back to
a campus office.”
Like Arnold, Mira explained that she felt like the biggest challenge for new APs was
managing the amount of work they are expected to handle. She stated that
the biggest challenge was just managing everything that is put on our plate as an AP.
Like I said, my priority, or one of my priorities, is teacher support. However, that is one
of the first things that has to get cut, especially with our master teachers and supporting
them to get even better and build capacity when other things like discipline . . . come up
and take up so much of our time that we can’t really get to that. That balancing act was
really challenging that first year.
Mira pointed to the struggle that APs have when deciding between doing what they feel is most
important or doing what might appear to be more urgent in the moment, and Jodie also shared
this same struggle:
The biggest thing is that you go in there wanting to be proactive, so every day you want
to have a plan . . . Then you very quickly realize that you have to be reactive throughout
the day too. That was a huge learning curve, learning how to take a situation that’s
coming at me while there’s already something else that I’m supposed to be doing. Then I
need to pivot and respond to that but then also get this other thing over here done. I think
the learning curve of how to block my time, how to adjust, and how to make sure that
there’s flexibility in my day to be responsive to situations but also not let that dominate
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my day to where I can’t get to the things that are going to have greater benefits long-term.
Those things might not have that sense of urgency that the reactive things do. That time
balance is something that I feel like would be very hard to teach but that I had no idea it
was going to be as difficult as it was.
Like Jodie, Arnold also discussed the importance of flexibility due to being pulled in multiple
directions throughout the day. He discussed the biggest challenge he faced during his first year as
an AP:
“Yeah. I’d say really knowing how to learn what’s vital or what’s important . . . Because
you’re going to get in the middle of doing something, and you’re going to stop five
minutes into it sometimes and you’re going to be in another place where you’re like, I’ve
really got to get this done.”
Within this category of managing the day, several participants discussed not knowing or
not having access to systems and/or processes that would make their work more efficient. Wendi
shared the following:
I keep going back to this to-do list, but I’m not sure if it’s the to-do list. I’m not sure if
it’s that the processes weren’t in place to support [it]. Maybe they were in place, but I
didn’t know how to access them. I had to figure out how to access them to figure out how
to evaluate people. I understand how to work T-TESS, but talk me through how you
actually do it . . . I don’t understand step 1, step 2, step 3, so talk me through that . . . I
guess I didn’t know I would have to be willing to reach out to so many people to get the
answers I needed to figure out how to build a process that worked for myself so I wasn’t
constantly reinventing the wheel.
During the focus group, Jemma also discussed this challenge:
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I think specifically with my first year I was surprised with how much my day got away
from me and how much I let things happen to me instead of making things happen. I
think it was hard for me to develop systems that allowed me to do what I wanted to do . .
. It just took building a little bit of confidence in saying, “I can assume this position, and
this is the system that I need in place to work well.”
Kirsten acknowledged Jemma’s response in the focus group discussion, and she explained why it
is difficult to have these systems in place during the first year as an AP. She likened it to being a
classroom teacher and said, “When you’re in the classroom, you have your systems that you
build over multiple years that you can get things done with.” Without these years of experience
to lean on, Kirsten was saying that it is to be expected that they would not have their own
systems or processes in place.
There was one contrasting opinion when it came to being prepared to manage the amount
of work that the participants are responsible for in a day. When asked about what they thought
their programs did well, Kelly, who is a first-year AP, said “I think the biggest thing that it
prepared me for was just raising my threshold for the things that I was able to manage
simultaneously.” She went on to explain how teaching, completing her internship, and
completing her PASL simultaneously was crucial to helping her understand how to manage the
amount of work that APs have on their plates.
Student Discipline. The second most frequent set of responses, when asked about what
they were least prepared for, centered around student discipline. This is concerning because
student discipline was also the most frequently cited responsibility of the study participants.
However, it is also understandable because teachers do not have to deal with student discipline in
the same ways that APs do, and if they are not exposed to student discipline during their
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administrative internship or practicum, the first time they gain any experience in dealing with
discipline is when a student is standing in their office.
Further complicating student discipline for new APs is the amount of legality involved.
Although every PPP identified in the study has a required school law course, multiple
participants shared their concern with the legalities associated with the assistant principalship.
When asked what she felt least prepared for, Beverly responded, “I would say probably the
amount of legal stuff, discipline, and legal. Whenever I have a question, I still either ask my
principal or call [student services coordinator]. I just don’t feel super confident in that yet.” It is
important to note that Beverly completed her PPP outside the state of Texas, and she does
mention that she feels like Texas laws are different than what she was exposed to in her program.
Mira, on the other hand, completed her PPP program in Texas, and at least four other
study participants completed the same PPP program. Despite completing her program in Texas,
Mira said that she was not confident with the legal processes surrounding student discipline and
attendance when she became an AP. She further explained what she meant:
You really don’t know the process or some of the steps that you have to take within the
process. So, let’s say if you’re sending a student to DAEP, there are all of those. There
are certain steps that you need to take, and you have the due process hearing and the
manifest [determination review]. Those things I was not really prepared for in my
training, and I just had to learn along the way.
Based on Mira’s response and the responses of multiple other study participants, completing a
PPP in the state of Texas does not necessarily prepare one for the legalities associated with an
assistant principalship in Texas.
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Some of the study participants shared stories of specific discipline issues that they were
not prepared to handle. For example, Bradley shared a story about the first time he had to search
a student’s backpack as an AP:
I searched the backpack of a kid because a teacher had reported that they smelled
marijuana on a kid. I knew I was supposed to go and grab the kid from class. I knew I
was supposed to search. It was a young lady. I searched her backpack. I didn’t search her
person, just her backpack, jackets, and stuff . . . The next day, the mom called really upset
that I searched her kid . . . I guess I did not know it was best practice to do the search
with somebody else in the room . . . And there was nobody I could have asked because
everybody was busy doing other stuff. Even if I had found something on the kid, I did not
know what the next steps would be because that was my first exposure to a search . . . I
would not have known who to call if I had found something because every AP was not
available.
Bradley was unaware of the policies surrounding discipline, and he was unaware of best
practices surrounding discipline. Had he been supported through that process or exposed to it
through his PPP internship, it is possible that he would have handled the situation differently,
and he could have possibly avoided a difficult parent conversation by communicating proactively
with the parent.
Mitchell explained that he was not prepared to deal with some of what he referred to as
the “extreme cases” of student discipline. He said that his PPP “glossed over” these situations,
leaving him unprepared for some of the things he would have to work through. Mitchell shared a
recent example:
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Just right before spring break, I had to call a parent of a male student who is possibly
going to be charged with sexual assault. Nobody prepares you to make that call and say,
“Hey, can I tell you about your son who is possibly going to be charged with sexually
assaulting a female student?” There’s no script for that.
Mitchell also shared that he is solely responsible for handling the discipline for nearly
800 students. There are nearly 2,400 students on his campus, and the three APs divide the
students up evenly. He was grateful for his fellow APs, praising them for how helpful they have
been in those situations. However, as several other study participants pointed out, there are many
cases, especially at the elementary level, in which there is only one AP on a campus, and that
person is generally responsible for handling all of the student discipline issues that arise. In those
situations, they do not have other APs to lean on as Mitchell has had.
Special Education and 504 Services. When asked about what they were least prepared
for or what their biggest challenge was as a first-year AP, knowledge of special education and
504 services was mentioned just as frequently as student discipline. Like their struggles with
student discipline, the study participants often found themselves completely unfamiliar with the
AP’s role as the local education agency representative in these meetings. Jemma explained, “I
had no idea until I got into ARD meetings and writing PLAAFPs and goals and trying to support
teachers until I really knew a little bit of what that world was like because I didn’t live it.” Jodie
shared a similar thought:
I felt like I knew a lot, but I didn’t. Like in special education, you have to be extremely
well-versed in everything in ARDs, because you and the parent are the people who need
to agree in that meeting, and you have to know all of the nuances of the different
accommodations, the different interventions, the difference between specially designed
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instruction . . . All of these things that, unless you live in that world for a while, can be
very hard to learn.
Both Jemma and Jodie expressed a need to “live in that world” to fully understand it.
Similarly, Gwen shared that she knew she was going to struggle with special education. She
expressed that special education was her biggest gap as a new AP, and she noted that she is still
learning how to carry out those responsibilities seven months into the role. She shared why she
thought this was so:
Personally, my experience with special education was limited to what I had as a teacher
in the classroom, and then, of course, I left the classroom for three or four years to go to
C&I. So, I didn’t really have to dabble in special education at all with the exception of
having to help write some PLAFFP templates. My knowledge base for special education
was very limited to really only the teacher lens . . . and even 504. When I went to run my
first 504 meeting, I was like, “Whoa!”
Gwen went on to say that some of her gaps in special education knowledge could be due to
finishing her PPP four years prior to becoming an AP. She shared that although she was sure that
there was a law class that discussed special education law, she did not remember any discussion
about the things she needed to know about running an IEP meeting.
Wyatt’s also shared his experience with running 504 and IEP meetings, which was
typical of the other study participants. He shared:
I think the biggest challenge was knowing all the systems that you’re working with. Like
knowing . . . the right way to run a 504 meeting, the right way to run an IEP meeting.
And you’re kind of just tossed into those things. Nobody really tells you how to do those
. . . I think sometimes I was like, “I have no idea what I’m doing with this.” There are a

70
lot of federal guidelines, and things like that make you super nervous. Especially if
you’re running it for the first time . . . I think when I was running it at first, I was so “deer
in headlights” because I didn’t want to make a mistake.
Although it can be expected that new APs might be unfamiliar with the administrator’s
role in IEP meetings and 504 meetings, some of the participants had minimal exposure to the
teacher’s role in these meetings as well. For example, Wyatt taught advanced high school
courses, so he did not find himself in IEP meetings or 504 meetings as a teacher very often
because his students generally did not require those services. Mitchell had a similar experience
as an advanced world languages teacher. Mitchell shared:
It’s something that, again, I didn’t have a lot of experience in. I taught mainly upper
levels, and I didn’t have a lot of 504 students. If I had to go to a 504 meeting, to be honest
with you, it was because I had to translate a lot of the time. It wasn’t just because it was
my kiddo in there. I was just helping translate, so I didn’t know too much about it. I knew
the purpose and all of that, but as far as when I say, “too much about it,” I’m talking
about the process of it. When I was told I didn’t have a 504 coordinator and I was it for
my alpha, I was like, “OK. This is going to be an experience.”
Prior to becoming an AP, Mitchell worked in a district in which each high school campus had a
504 coordinator that was responsible for setting up and running 504 meetings. His current district
does not provide that support, so he is responsible for managing the 504 services for all of the
students in his assigned alpha. Interestingly, despite the lack of support, Mitchell later explained
that this became one of the favorite parts of his job, much to his own surprise.
The Weight of the Role. Several participants made comments about how surprised they
were by how much the role weighed them down. There were different reasons for this perceived

71
weightiness. Arnold talked about the negativity that can appear in an AP’s daily interactions,
such as having to suspend a student or having a difficult conversation. Other participants talked
about the amount of “adult life” they had to deal with and how they carried those burdens home
with them.
Dwayne brought up an interesting point as he talked about how different the assistant
principalship is from teaching:
When you’re teaching, you’re running off bells. You have definitive start and stop times
to everything that you do. When your day’s over, it’s pretty much over . . . Stuff didn’t
bleed over into the evening. It was the end of the day. I got to go home, and then I would
just hit stuff the next day . . . As an AP, stuff feels heavier. You have more difficult
situations with more gray area. Not everything has a bell that stops it. It’s like you have
these situations that may drag from one day to the next when you’re trying to sort through
them and solve them. It’s stuff that you can bring home just because you might have kids
who are really struggling with something, families really struggling with something, or
teachers having a hard time. You have people that are upset, and you’re trying to work
through that.
Dwayne went on to talk about the freedom that comes with not being tied to the bell schedule as
an AP, but his point was that this freedom comes at a cost, which is this increased weightiness.
When Dwayne mentioned this in the focus group, two other participants immediately jumped in
to agree with him. Kimberly spoke first:
It’s almost like being a teacher. Teachers carry a lot of burdens for their kids, right? They
take a lot of things home. They have that weight of their class, but as an AP, I find, for
me, I take not only the burdens of the kids and the families, but also the teachers. When
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the teachers are going through things, I take that home with me too . . . I put that on
myself . . . I want my teachers to not have to carry all of those burdens, so I’m trying to
help them out as well as the kids.
Kirsten responded:
To your point, Kimberly, that is something super surprising. As I was, I think, prepared to
support kids and instruction and deal with hard behaviors. I came from special education,
but I didn’t know the surprising amount of life from adults that I would be supporting.
Just the amount of relationships and being that person that they sometimes came in and
would say all the things to, so they could get their day going. That was shocking this
year. Just how much adult life I would be sorting that didn’t happen inside our school
building.
The assistant principalship can be shrouded in negativity at times. Many of the study
participants referred to the number of difficult conversations they have to have. They talked
about the challenges that come with student discipline and the frustration they feel when they
were unable to help a student stay out of trouble. They mentioned being yelled at by parents and
teachers, and they discussed the amount of listening or counseling they do when their teachers
need them. All these things can leave APs feeling the weight of the job, even after they go home.
Communication. Although professional communication with students, parents, and
colleagues is part of every teacher’s job, it is, again, the type of communication that new APs
must deal with that appeared to be a challenge for some of the study participants. For the most
part, teacher communication seems to be a positive experience, leaving many new administrators
unprepared for the tough conversations they will have in the assistant principalship. Bradley
summarized this struggle:
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I hadn’t really gotten on the phone to talk to parents about discipline or I hadn’t talked on
the phone to a parent and had a parent vent at me or insult me or whatever. I hadn’t
experienced that. I hadn’t had to have a tough conversation with a teacher about what the
expectations for them in the classroom are. I was a teacher, so I didn’t have to ever do
that. I had never had to have that tough conversation.
Kelly did not realize how much emphasis would be placed on communication when she
stepped into the assistant principalship. She explained, “If you do not communicate in an
effective way with the people around you . . . it can get bad pretty quickly.” She went on to
discuss how much she had to lean on her fellow APs for guidance when communicating with
students and parents. She shared that her colleagues helped her understand the importance of
“communicating in a way that makes them feel like we’re partnering with them.” She concluded,
“I think that was something I wouldn’t really expect to be so important.”
Often, APs find themselves as the buffer between parents and teachers, and this role
requires them to communicate effectively, while taking into consideration the perspectives of
both parties. It can be a delicate situation, and it challenges APs to be supportive and solutionsfocused while also trying to appease everyone involved. Ruth spoke to this challenge:
I think the most challenging part was the communication piece and not realizing (Ruth
gave a long pause) . . . I know you can’t ever throw a teacher under the bus with parent,
100%, but the first time I had to be that in-between person, and the teacher was in the
wrong, I was not prepared for that. Even knowing that, I have to be supportive of the
teacher still, but somehow finesse that to the parent to know “Hey, we’re going to take
care of it and do better.” I was not prepared for that.
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There are so many things to consider in a situation like this. Ruth wanted her teacher to feel
supported, and she did not want to take away the teacher’s credibility with that student and that
parent for the remainder of the school year. However, she also had to communicate in a way that
would assure the parent that the issue would be resolved. This is another one of those firsts that
all new APs will have to deal with at some point.
Managing Personal Expectations. New APs often find themselves having to adjust their
personal expectations for others when they step into the assistant principalship. Obtaining an AP
position can be difficult because it is a highly competitive field. Often, those who obtain these
positions work extremely hard, and they have high expectations for themselves and for those
around them. These high expectations can leave new APs bewildered when they discover that
not everyone shares the same level of expectations for themselves. Jemma shared that this
happened to her:
I think you come into this role assuming that everybody does things like you do. I have a
certain level of effort and work ethic, and you feel like everybody does it that way. When
people don’t meet those expectations, or they really underperform, that’s what kind of
made me think, “Am I wrong in that? Is that not normal? Is that asking too much?”
Jemma explained that she began to question herself when her colleagues were not
meeting her expectations. Jemma’s experience is not unique. However, when Ruth experienced a
similar situation, rather than questioning her level of expectation, she decided to make
adjustments to the way that she communicated with her staff:
When someone asks me to do something, you don’t have to follow up on it. I’m going to
do it. I might have to ask you more questions about it, but I am going to do that. When I
would ask something of staff, and then get to that timeline of when XYZ was supposed to
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be done, and it wasn’t done. Then they would say, “Oh, I didn’t fully understand it.”
Well, why didn’t you ask? I really had to work on my communication and make sure that
I was communicating, “Hey, also, if you struggle with this, here’s how you can get help
with this.” And then making sure I’m following up before I truly needed it because what I
found very quickly was everybody is not like that.
Sometimes, APs have to adjust their expectations for other reasons. For example, a new
AP may have been a teacher on a high-performing campus with high-performing teachers before
taking an AP position on a different campus. If the expectations are lower on the new campus,
this can present a challenge for the new AP. This is the situation Mitchell found himself in.
Before becoming an AP, Mitchell spent 21 years as a teacher in what many would
consider to be a high-performing, rapid-growth school district. His last 14 years were spent as
the department chair for the world languages department of a highly rated high school. He
obtained an assistant principalship at a high school in another town that is not traditionally
known for the same level of academic performance that he was accustomed to. Further, his first
year as an AP was made more difficult by the challenges of the Covid-19 pandemic. He talked at
length about the difficulty he had with managing his expectations:
I always feel like I have high expectations of myself and of my teaches, and then being
that it was a Covid year, that kind of threw a whole different spin on everything as well.
That was a big adjustment for me. Our head principal said, “This is not a normal year. It’s
kind of hard to keep teachers to the same level of accountability that we have always
done in the past.” That has been a balancing act, and trying to re-establish a new norm, as
far as those expectations, has been a challenge.
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I later asked Mitchell to share the extent to which he could affect the teaching and
learning that takes place on his campus, and when I did, he immediately when back to having to
adjust his expectations:
Right now, I am finding that very difficult. Like I said, I have my ideas. I have my
expectations, and I kind of learned that when I tried to impose those, I got pushback . . . I
have felt like I’ve had to kind of hold back on pushing some of that agenda because I
understand that, like we talked about earlier, teachers are on the brink, and asking more
of them is probably not a good idea right now . . . That’s been definitely an area that I
feel like I wish I could do a little bit more, have more of an effect on them. I would love
to know if we could get rid of the pandemic and all that stuff . . . if we just had a normal
year, I hope that I could give you a different answer.
The frustration and disappointment were evident in Mitchell’s voice as he responded to this
question. The already lower campus expectations were compounded by the pandemic, and
Mitchell felt as if he had been unable to positively impact the teaching and learning taking place
on his campus.
Theme 2: Belief in Their Ability to be Successful
When conducting this study, it was important to try to understand the level of selfefficacy being perceived or experienced by the study participants. Specific questions were asked
to elicit this information. Those that participated in one-to-one interviews were asked about the
extent to which they felt they could impact the teaching and learning on their campus, and they
were asked what it was that made them believe they would be successful before taking their first
AP position. Focus group participants were asked whether confidence was an issue for them, and
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all the study participants were asked about ways in which previous job experiences and mentors
helped prepare them for the role.
Overall, the participants that responded to these questions indicated that they believe they
can be successful in the role, and Table 7 reveals examples of the types of statements participants
made revealing this belief. Although confidence was a concern for some of the participants, it
did not appear to impact their belief in their ability to be successful. The participants’ belief in
their ability to succeed came primarily from three sources: encouragement from peers and
mentors, previous job experiences, and the vicarious experiences of others.
Table 7
Participant Belief Statements
Participant
Bradley

Belief statements
I just thought I’ll be successful at it because of the different hats I’d worn in the past. I
was a teacher, and I was a coach. I thought I’d be successful at it because I get along
well with kids, and I get along well with teachers.

Gwen

I do think that I can. I feel confident that I was put on a campus because other people
think I can. I don’t think I have met my own expectations or anyone else’s this year,
and my goal is to do a better job next year.
I think to a great extent. I’m not saying I’m good at that yet, but I see the effect that
quality collaboration and a great working environment and that collective efficacy can
have. It’s not that you’re doing all of that work on your own, but you do get the ability
to set up situations where that magic can happen.

Jodie

Kirsten

I’m changing the world. Because you never know what little reaction or what support
that you’re going to provide. Give that family that positive phone call, that kid that
positive support, or even like you said, the expectation for them to meet if it’s
discipline. I have found that it’s been the impact that I didn’t anticipate resonating in
my spirit as much as it does, so it’s a pretty awesome job.

Mira

I feel like I can, but I can’t do it alone. It’s a collaborative effort. I can’t decide
everything by myself. I can’t create every PD session. I can’t be in and have coaching
conversations with every teacher or PLC. I do think that I can have an impact, but not
by myself. It would be a collaborative effort that I could oversee.

Ruth

I hope a lot. My hope is a lot. Again, I do have that coaching background, and I think
that does play well.

Wendi

100% I believe that. I know I can. I know that our words have power, and the actions
that I’m doing in this role have power.
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Confidence Concerns
Although most of the participants indicated that they believe they can be successful in the
role, confidence was an issue for some. However, a lack of confidence did not necessarily
indicate a lack of belief in their ability to succeed. Only one participant (Kelly) expressed what
could be perceived as a general lack of confidence when she stated that she struggled with
“imposter syndrome.” However, she then followed that up with statement about the way her
admin team had helped build her confidence throughout her first year as an AP. The remainder
of the confidence issues fell into one of three categories: decision making, student discipline, and
instruction.
Decision Making. As previously stated, a lack of confidence for one of the participants
did not necessarily indicate a lack of belief in their ability to succeed. For example, Arnold
explained:
I didn’t have a lack of confidence in my abilities or those types of things. I want to jump
into the deep end. I’m ready to go, but lack of confidence certainly is there when it comes
to decision-making and wondering, “Am I doing the right things? Am I following
protocols? Do I know the letter of the law?” Those types of things. I second guess that
even now.
Arnold is in his second year of the assistant principalship, and he still lacks confidence in his
decision making even though he does not doubt his ability to be successful. Kimberly, who is in
her third year as an AP, also still struggles with similar thoughts, saying “Sometimes I worry that
I’m not doing it right.” pattern appeared in many of the participants’ responses.
Gwen also had concerns about lacking confidence in her decision-making ability. She
explained, “Something that I struggle with is decision-making. It is not my strong suit, even in
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my personal life, but she gave me more confidence in that.” The “she” Gwen is referring to is
one of her mentors, and she was explaining how watching this mentor make effective decisions
has boosted her confidence in her own decision making.
Although Jemma shared that she lacked confidence in her decision making, her concern
was more about developing the confidence to know which decisions were hers to make. Jemma
explained:
And then I think another thing is just trying to find that right place with your principal,
too, and saying, “Is this me? Is this my decision to make? Can I make it and assume this
position, or should I defer to you?”
Jemma also elaborated on how she worked through this situation:
It just took building a little bit of confidence in saying, “I can assume this position, and
this is the system that I need in place to work well.” Then being able to present that to the
principal in a way that she could hear it and also support it. I think that was something
that was really hard for me, and I had to just figure it out really quickly.
Student Discipline. Based on the earlier discussion of what participants reported to be
least prepared for, it is not surprising student discipline was an area in which participants shared
that they had a lack of confidence. However, a lack of confidence in this area was more about a
lack of knowledge than a lack of ability. Bradley illustrated this when he explained why he
struggled to answer questions about discipline and policy:
Because I didn’t know the answers to those, I wasn’t very confident in answering those
things. I’ll say the challenges I had were with regards to the questions about policy,
things that I did not know . . . It’s not just not knowing the answers, I also didn’t know
who to ask for those answers.
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Beverly had similar concerns about discipline, indicating that she often asks her principal
for guidance or calls her student services coordinator to know how to work through certain
situations, saying “I just don’t feel super confident in that yet.” However, she followed that
statement up with a very positive comment about the role: “The good news is that we do it so far
and few between.” She acknowledged that this was an area of growth for her, but she did not let
her lack of confidence in one area overshadow her thoughts about her ability to be successful in
the role.
Mira shared that during her first year as an AP, she was least confident in the “legal
processes with student discipline or legal processes with attendance,” and she further explained,
“I think it’s hard to prepare somebody for that. You just have to grow in the work.” These
responses point to a lack of confidence in their knowledge rather than their ability to be
successful.
Instruction. Natalia and Mitchell both shared a lack of confidence in their ability to
impact instruction on their campus. However, their reasoning was different. As previously
discussed, Natalia expressed that instructional leadership was the part of the job she was least
prepared for, whereas Mitchell shared that this was the part of the job he was most prepared for.
Natalia expressed that at the beginning of the year, she was not very confident in this area, but
she explained that her confidence has grown as she has worked with more teachers and spent
more time in PLCs throughout the year.
Mitchell’s lack of confidence, on the other hand, seemed very dependent upon the
situation. Mitchell shared that he felt like he was most prepared for instructional leadership.
However, when asked about his ability to affect the teaching and learning on his campus, he
shared his frustration in saying “Right now, I’m finding that very difficult.” Sensing his
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frustration with his situation, I asked him if his answer would be different if he were on another
campus, and he confirmed:
I think it would be to be honest with you. Part of it has to do with the fact that we’re
undermanned as an administrative team. We’re also severely undermanned in classrooms
. . . So, yeah. I think that if I were at [campus omitted], that I could still maybe not push
everything that I want to, but definitely have a bigger influence when it comes to that.
As will be discussed later, Mitchell is not lacking in confidence overall, and he believes he can
be successful in the role. However, it is meaningful to note the way this situation has impacted
his confidence in the area in which he felt most prepared.
Encouragement From Peers and Mentors
When discussing why they believed they could be successful in the role of the AP,
encouragement from peers and mentors was a powerful factor. Half of the study participants
specifically mentioned at least one person who said something that encouraged them to believe
they could be successful as APs. Other participants talked about the role mentors played,
especially after taking the AP job. However, the encouragement being discussed here took place
before the participants accepted AP positions, and it consists of verbal statements that
specifically encouraged participants to pursue the role or told them why they should pursue it.
This encouragement generally came from one of three places: fellow teachers, campus
administrators, or district leadership.
Mitchell is a good example of this encouragement coming from multiple places. Mitchell
explained that after his first year in that role, his campus principal shared the feedback that the
teachers in Mitchell’s department had given him: “Have you ever thought about being an
administrator because . . . some of the things that people talked about were all qualities that you
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want to see in an AP, in an administrator.” Mitchell then shared, “For me, that really cemented
the idea, even though it was a while back, that I really wanted to pursue that area at some point.”
Mitchell said that for the next four or five years several people in his department got promoted to
counseling or AP positions, and he said every time someone got promoted, the other teachers in
his department would say “You need to pursue this. We feel that you have inspired them to
become leaders as well.” Mitchell explained the impact this had on him:
Hearing them tell me these things year in and year out, I felt like I gotta do this. I have to
take that leap. That really kept me going. Not just hearing it from an administrator but
hearing it from the teachers themselves.
Mitchell’s first encouragement to pursue an administrative role came 14 years before he accepted
a position as an AP. According to Mitchell, it was the constant encouragement that got him to
that point.
Sometimes the encouragement that the participants received was more direct in its tone.
For example, as a teacher, Gwen was frustrated by what she perceived to be the low quality of
the administrators on her campus, and she was venting to a friend, who happened to be a leader
in her school district. This district leader told her, “If you are starting to think about how you
could do a job better, then you need to go ahead and do that job and start doing better.” Gwen
took that leader’s advice.
Jemma was also encouraged by one of her district leaders. When she was still an
instructional coach, this leader noticed that something was missing, and that person said, “You
really need to go back to campus. You miss that. You need to get back to the campus and get
back in the classroom because that’s what you really love.” This is the encouragement Jemma
needed to pursue the assistant principalship.
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Jodie and Natalia were both encouraged by campus administrators. Jodie said, “I think
about this often actually. For some reason [name omitted] said, ‘You know, you can do this.
You’re somebody who can take on this role.’” Jodie is in her second year of the assistant
principalship, and she still thinks about that encouragement. Natalia’s experience was similar.
She had two different campus administrators reach out to her to say, “It’s time. You need to do
this,” when they had an AP opening on their campus. After hearing that encouragement, Natalia
said she was then convinced to begin applying for other AP positions even if she did not get the
one she was encouraged to applied for. This is significant because Natalia indicated that she
never wanted to be an AP, and prior to this, she had only pursued her principal certificate to open
potential leadership opportunities at the central office.
Ruth and Wendi have similar stories. When asked why they thought they could be
successful as APs, both said, “I didn’t.” In fact, Wendi yelled, “I didn’t want to do it!” and began
to laugh. Both said that they had already obtained their dream job and both of them were
encouraged by district administrators to pursue something else.
Wendi was a teacher when she received a phone call from a district leader asking her to
consider applying for a position as a special programs coordinator. After some convincing,
Wendi applied for that position, which eventually led her to the assistant principalship. Ruth was
a curriculum coordinator when her assistant superintendent told her the following:
You need building leadership experience. Because you’re going to wake up in five years,
and you’re going to be like, ‘Oh, I want more. Maybe in C&I, but I want more. Whether
that’s a director or whatever,’ and you’re going to need that building leadership
experience.
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Ruth shared how important that encouragement was to her: “One thing I am so thankful for is
that I didn’t know I needed this perspective. I look back at it now, and I just think how much
better I would have been in C&I with that experience.”
Although he did not describe his position as his dream job as Ruth and Wendi had, Wyatt
was very content in his teaching role when his assistant superintendent began to challenge him.
She’d say, “Hey, Wyatt, you need to go get your master’s degree. Hey, Wyatt, you should think
about doing something else besides teaching because your impact could be more.” Wyatt said
there were always people “behind me, pushing me.” Wyatt further explained:
I was a really good teacher. I liked teaching, but there were leaders in the district who
were like, “Hey, Wyatt, have you thought about doing this?” And I was like, “Not really.
I’m kind of happy where I’m at.” There was kind of always just that nudge to take that
next step and do something different.
Ultimately, this encouragement is what led Wyatt to get his master’s degree and pursue a role in
campus administration.
Previous Job Experiences
When asked about the experiences that helped prepare them for the assistant
principalship, participants shared a wide range of experiences they attributed their development
to. Some were experiences that occurred while in their teaching roles such as being team leaders,
leading professional development, participating in curriculum-writing teams, acting as a mentor
teacher, or getting experience teaching in a variety of school districts. However, most of the
experiences mentioned were tied to specific non-teaching jobs held by the participants outside of
their roles as classroom teachers (Table 8). These experiences and the ways in which the
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participants believed they contributed to their ability to be successful as APs will be discussed in
this section.
Table 8
Study Participants’ Previously Held Jobs
Participant

Positions held
Counselor

EC coach
X

FT admin intern

IC

TL/DH

Coordinator a

Arnold
Beverly
X
X
X
Bradley
X
Dwayne
X
Gwen
X
X
X
Jemma
X
X
Jodie
X
Kelly
X
Kimberly
X
Kirsten
X
Mira
X
X
Mitchell
X
Natalia
X
X
Ruth
X
X
Wendi
X
Xb
Wyatt
X
X
Note. EC = extra-curricular; FT = full-time; IC = instructional coach; TL/DH = team
leader/department head.a Coordinator designation represents either curriculum coordinator or
program coordinator.b Wendi served as both a program coordinator and a curriculum coordinator
prior to becoming an AP.
Curriculum and Instruction. The first thing that stands out when analyzing the data is
that 10 of the 16 study participants spent time working in a role within curriculum and
instruction as either an instructional coach or a coordinator of some sort. Out of the five
coordinators within the sample, four of them functioned as curriculum coordinators, and two of
them functioned as program coordinators. Wendi also served as a program coordinator before
moving into a curriculum coordinator position. Depending on which district the instructional
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coaching positions were held, the roles may have looked different. For example, some of the
instructional coaches were full-time positions, and some were half-time positions that required
the coach to spend the other half of their time teaching. Some were campus-based, and some
were housed out of the central office. Also, most of the instructional coaches served in a nonevaluative capacity, but one reported playing a role in the teacher evaluation process. Regardless
of the nature of the position, most of the study participants referenced these roles as their most
valuable experiences in preparing them for the assistant principalship.
Instructional Coaches. Beverly was the only participant to share that her instructional
coaching role involved helping her AP evaluate teachers. She shared that working in that
capacity for three years helped her feel strong as a teacher evaluator and an instructional leader
in the assistant principalship. She went further, explaining other ways the instructional coaching
role prepared her:
The instructional coaching role definitely helped the most as far as PLCs, teacher
communication, observations, and just seeing other classes. That was my first job where I
could see someone other than myself [in the classroom]. Other than that, I had nothing to
compare myself to.
Beverly brought up a good point here, explaining that this was the first time she had been able to
see other teachers in the classroom. One of the challenges new APs can face is not having any
perspective coming into the role other than what they experienced as teachers within the four
walls of their own classrooms.
Gwen also discussed the value of gaining perspective during her time as an instructional
coach and a curriculum coordinator:
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Going through C&I and being there for three years, I think that every principal and AP
should do that. It’s not possible for every one of us to go through the C&I office, but it’s
so so good to have that global view, even just for a little bit. It’s also so helpful to have
that instructional background. You can have rich conversations about, not just your
content area, but strategies. I think that’s been so helpful.
This excerpt points to the value that Gwen placed in having a more global perspective, but it also
points to the importance of this role developing her knowledge of instruction and her ability to
discuss instructional practices with her teachers.
Like Gwen and Beverly, Jodie also discussed the importance of her instructional
coaching role in giving her a broader perspective:
I do think the instructional coach role helped prepare me for relationship building and all
of the other things. Obviously, curriculum knowledge, relationship building, and then
being able to see various perspectives. Those T-TESS conversations are a whole lot
easier because I’ve been able to have so many resources provided to me as an
instructional coach in that area.
As Jodie discussed the value of the instructional coaching role, she also mentioned one potential
drawback that she experienced moving from the instructional coaching role directly into the
assistant principalship:
There were things that, as an instructional coach, I had lost when I got into this [AP] role
that I knew as a teacher. Things such as dismissal patterns and assemblies and things that
I didn’t do as an instructional coach. It had been three years since I had done them as a
teacher . . . so it took me a minute to remember how to approach them.
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None of the other participants mentioned any downside of transitioning from instructional coach
to AP.
Mira was another participant that spoke at length about the value her instructional
coaching role added to her ability to be successful in the assistant principalship. As an
instructional coach, she was part of the leadership team on her campus, and she was part of the
process of “helping to establish a mission and a vision as well as creating goals to help us get
there and aligning the action steps to achieve the goals.” She then went further into how her
instructional coaching role tied to the specifics of the job she does now as an AP:
While I wasn’t an appraiser as an IC, when you’re in someone’s classroom, and you’re
giving the feedback and helping them identify areas of growth, you are appraising. It was
just more casual, and you could really build that relationship with teachers. That is
invaluable. Also, as an instructional coach, I oversaw professional development for the
campus, so I was identifying areas of need and designing the professional development
for staff members. That was something that I oversaw, and that carried over really nicely.
I still do that as an administrator.
Coordinators. Often, the participants who had been coordinators spoke about their
experiences much like those who had been instructional coaches. They spoke of their growth in
their ability to relate to teachers and give them feedback as well as their ability to serve as
instructional leaders. Gwen, who served as both an instructional coach and a curriculum
coordinator, shared the impact these roles have had on the post observation conferences she has
with teachers. She explained, “I feel like the conversation is so much better because of my time
in C&I. I don’t think that, without that experience, those conversations could be as rich and in
depth as what they are.” This is very much in alignment with what the other coordinators shared.
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As a curriculum coordinator, Wendi had a comparable experience to that of Gwen and
others. However, prior to becoming a curriculum coordinator, Wendi also took on the role of
special programs coordinator for her campus. Wendi described this role as a “catch-all for all
special programs.” She explained that this role required her to run every 504 meeting and every
IEP meeting on her campus. Although she said that she did not feel like the position was
sustainable, she said it was very valuable in her preparation for the assistant principalship. She
explained:
The great thing is I became really, really well-acquainted with case law, which changes
all of the time and with special education and with other special programs, so that stuff
doesn’t scare me when people start throwing around advocates and start saying they’re
going to file an OCR complaint. I got really familiar with that. I think people stay away
from it, and they don’t learn because they know they’re going to mess something up, or
they’re scared they’re going to.
Wendi’s confidence is evident throughout this excerpt, and it is important given the
understanding that knowledge of special education and 504 services was the second most often
referred to responsibility when participants were asked what they were least prepared for. The
amount of practice and experience Wendi was able to receive in that role prepared her for the
504 meetings and IEP meetings that she is now responsible for running as an AP.
Wyatt also shared similar thoughts as Gwen, mentioning how comfortable he is talking
with teachers because of his time as a coordinator. However, he added a different perspective to
the value being a coordinator brought to his role as an AP. When speaking of his time as a
curriculum coordinator, he shared the following:
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I was in a job, basically, where I was getting trained all the time. I was getting sent to
conferences. I was getting to just talk with other teachers about different types of
engagement or different philosophies. Things that I never really thought about sometimes
until I got to that role. We were able to have a lot of conversations that were really
academic and things that I didn’t always think about. I was able to go to conferences
because our job was to come back and train teachers. You’re always looking out for
cutting edge stuff and different things, and you don’t always have time to do that as a
teacher. But in that role, I really got a lot of time to look at things, make changes, propose
things for our district, and kind of move us in different directions.
Wyatt shared a perspective that was not shared by many others, but it is very valuable.
His position as a curriculum coordinator gave him something most teachers do not have, which is
time. He had time to attend trainings at national conferences, and just as important, he had time
to discuss important educational topics deeply with his fellow coordinators and develop greater
understandings. Wendi also briefly mentioned the importance of the training that she received as
a curriculum coordinator, but she did not offer as many details as Wyatt. Although coordinators
in other districts might not be given some of the same opportunities that Wyatt was, this
experience is not to be overlooked in the process of preparing Wyatt for the assistant
principalship or the potential value it could have in preparing others for the assistant
principalship.
Extracurricular Coaching. At least seven of the study participants spent part of their
educational careers as extracurricular coaches before assuming the assistant principalship.
Although the participants did not speak as much about their time in coaching as they did in other
roles, several shared that coaching added to their preparation for the assistant principalship in
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ways that have not yet been discussed. To clarify, these coaching positions could have been in a
variety of settings such as football, basketball, wrestling, dance, or cheer. To continue to protect
the anonymity of the program participants, the activity that participants coached are not revealed
in this discussion.
Natalia spent eight years as a coach before moving into a counselor position. When I
asked her about the role counseling had played in preparing her for the assistant principalship,
she made sure to back up and discuss her coaching career first. She said that
I’ll even go back before counseling. Coaching played a part for sure. Just dealing with
hard parents. Counselors deal with some hard parents, but in my opinion, not nearly as
much. As an AP, you work with more difficult parents than you do in the counseling role,
so having been a coach, when the parents get upset, you learn how to deal with that.
Being a coach for eight years definitely helped.
Natalia is the only study participant to talk about ways in which she had been prepared to work
with “hard parents.” Even Bradley, who also spent time as both an assistant coach and a head
coach, shared that he was not prepared for parents to vent or yell at him. Instead, he pointed to
his role as a coach in helping him build relationships with kids.
Wendi also brought a different perspective to the discussion of her time as an
extracurricular coach. Rather than reflect on how coaching prepared her for relationships with
students or parents, she talked about the way she used her coaching role as test lab for the
concepts that she was learning in her PPP. She said that she would learn something in a course,
and then she would bring it back to her team and implement it there. She said, “I was trying to
teach them to learn to lead like I was learning to lead. That paid off in dividends.” She also
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explained that the leadership conversations that she would have with her student athletes are the
same conversations that she has now with aspiring administrators who come to her for advice.
Team Leaders and Department Heads. Several study participants discussed their team
leader or department head experience when asked what previous experiences helped prepare
them for the role of the assistant principalship. Although these roles typically function as duties
that some teachers take on in addition to their teaching responsibilities, the six study participants
who held these roles found a lot of value in them.
Much like the instructional coaching position, these roles are often the first time a teacher
is challenged to think about the school through a lens other than that of their own classroom.
Jemma confirmed this:
It helps you move out from your view of your classroom to the whole team, and you have
to think about what’s good for the entire team. Whenever you’re weighing out decisions,
I remember that being a mind shift for me because it couldn’t just be about me and my
students anymore. It had to be about the entire grade level, or how it affected the school
and other team leaders.
This broadening of perspective is something that has appeared repeatedly, and it is important for
new APs to understand this before moving into the assistant principalship. Clearly, from the
participants’ responses, there are multiple ways to induce this important step in preparation.
Ruth’s experience as team leader provided her valuable experience in a different way.
Ruth explained that she had been a team leader in three different school districts, and in each
district, she said, “I had really good teams. I always had really good teams, so if there were
teachers that were having issues on other teams and needed a lot of support, they got moved to
our team.” In these situations, as a mentor teacher and team lead, Ruth was given her first
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opportunity to coach teachers. She did not coach them in the same capacity that she did as a
curriculum coordinator, but she explained that this was valuable leadership experience in her
preparation for the assistant principalship.
Beverly explained that her time as a team leader helped develop her organizational skills,
and it helped get her used to working with parents. She shared the following:
As a team leader, I would always be the one that would reach out and coordinate parent
stuff, and that’s big now. Also, as a team lead, we always kind of lined up the field trip
for the grade. Now field trips are back on, and I’m getting ready to do the seventh grade
field trip. So, it’s not like the major components, but there are definitely things about it
that are helpful with organization and logistics. If I had never coordinated a field trip for
400 students before, that would be stressful.
As Beverly pointed out, these may not seem like major components of her role as an AP, but this
example points to a very practical way that being a team leader helped prepare Beverly for the
assistant principalship.
Gwen shared a unique way that her role as a department chair helped prepare her for the
assistant principalship:
In the role I have now, I have to be able to listen to teachers complain about something
that’s happening on the campus and make them feel supported, while also not justifying
what’s happening but providing explanations that make sense. So, being a buffer between
“Hey, I hear you. I get it. How can I help you? Let me walk you through how we can
overcome this.” As a department chair, with the department that worked for the AP that
wasn’t super great, having to listen to them complain and knowing they were right, but
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also saying, “Hey, I know that’s true, but we have to figure out how to work around it”
and not bash her. It was helpful in learning the politics of it.
Gwen explained that her role as the department chair was the first time she had to be that buffer
between teachers and a campus administrator. She learned how to balance the need to support
campus leadership while also making sure teachers feel heard. This can be a difficult balance for
new APs, and Gwen had the opportunity to learn the skill as a department head.
Unique Roles. The study participants shared a lot of similarities in terms of previous job
experiences. There was a lot of repetitiveness, pointing to very similar pathways to the assistant
principalship for most aspiring administrators. However, two of the participants held previous
roles that were unique.
As previously discussed, Natalia was a counselor for 14 years before becoming an AP.
She was the only participant to report previous counseling experience. This is a unique pathway
to the assistant principalship. Doing so required her to go back to school and complete her PPP
after obtaining a master’s degree in counseling. Although this appears to be an uncommon
transition, it did provide Natalia was valuable experience in preparing her for the assistant
principalship.
Being a counselor helped Natalia in her ability to build relationships with students. She
explained that because of her time in counseling, she is drawn to working with at-risk students,
and she enjoys working with them a lot. Also, as the lead counselor on her high school campus,
she was able to gain valuable experience working with the master schedule, which most new APs
do not have. However, the part that she focused on was her work with parents. As the lead
counselor, she led a team of four other counselors, and this was Natalia’s first opportunity to
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work with parents when they were unhappy about something someone else had done. Natalia
explained:
Lead counselor helped because parents may not like an answer from their counselor, so I
would immediately be the one that they would come to, asking, “Is this really true?” or
“My counselor didn’t help me with this, so can you help me with this because you’re the
lead?”
This was valuable experience for Natalia in preparing to work with parents who are unhappy
with a teacher. She acknowledged that, unlike her role as an AP, she did not have to call home
often with bad news about a student, so she still was not quite prepared for that. However, the
experience she received in helping de-escalate situations when parents were displeased with
someone she supervises was very valuable.
Beverly also held a role that was unique when compared to everyone else in the study.
The year before Beverly obtained an AP position, she was hired into a full-time administrative
intern role. This is a non-teaching role that Beverly described as “the perfect kind of transition
role.” She called it a “quasi AP” role or an “AP in training.” When asked to go further into detail,
Beverly explained the role:
I didn’t have my own grade level. I got to take everything in and pair up with all the other
APs and kind of do overflow. It was the best of everything. I still had a content area, but
then I could just kind of help where I was needed. I really got to be at PLCs and with my
teachers constantly, because I didn’t have a grade level.
Not having a grade level means that Beverly was not responsible for student discipline or for
running IEP meetings or 504 meetings. She got to spend all of her time focused on learning how
to be an instructional leader unless one of the APs needed her to help with something. This is an
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outstanding opportunity for aspiring administrators to grow and learn more about the most
important part of the assistant principalship, which is instructional leadership.
Other Experiences. Although the full-time job experiences discussed above were
meaningful to the study participants’ development process, it is important to note that some of
the participants also discussed opportunities to develop they experienced while in their full-time
teaching positions. These experiences may not have been available to every participant because
they were dependent upon each participant’s campus leaders or upon the systems and programs
put in place by their districts.
Beverly raved about how supportive her last campus principal and AP were in her last
teaching assignment. They were instrumental in pushing Beverly to take advantage of the
opportunities for leadership development that were provided by the district. Beverly shared:
[Campus principal omitted], from the minute I got hired, was just amazing and included
me in all sorts of leadership cohorts and different panels and opportunities with the
community. Then [AP omitted] was one of my APs, and he got me on the strategic action
planning committee. I was on the community relations committee. That got me good
networking with the other people in the district and the community. Then [district leader
omitted] invited me to be part of instructional rounds, and that was good networking as
well with people outside of [my campus] because all of the different schools and people
from admin. I felt like I was included in lots of things that gave me opportunities to
network, and that started making me think, “Hey, I can do this on a bigger scale.”
Several of the districts employing study participants offer some version of a leadership cohort to
develop aspiring administrators, but Beverly is the only one to mention it as being a valuable
experience in her development. Even in that conversation, she was more emphatic about the
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networking that took place in that cohort and in the various committees that she was able to be
part of as a teacher.
Kimberly also mentioned the importance of being on campus- and district-level
committees while in a teaching role. She said she used those opportunities to try to put her name
out there and be involved as much as she could. However, one opportunity that Kimberly had as
a teacher that none of the other participants reported was that of summer school AP. Kimberly
shared the following:
One of the big things was being summer school administrator . . . because I had access to
all campuses in the district, and I could see the different students and the type of students
that I was receiving and the different teachers I was working with. That really prepared
me.
Kimberly brought this opportunity up twice during the focus group to discuss how important it
was to her preparation. She acknowledged that the role looks different in the summers, but she
emphasized, “It’s still a better glimpse of what an AP role would be than just the busywork that I
had [from my program].”
As previously discussed, Bradley had the opportunity to work closely with his campus
administration during his last teaching assignment before becoming an AP. Bradley shared that
the work he did in his last years of teaching with that administrative staff was the most important
thing he did in preparing for the assistant principalship:
I’ll say the preparation that I got before I became an AP was the exposures [sic] that I got
at [omitted] high school. Those experiences that I got at [omitted] high school helped
because I was able to do a lot. I’ll say that was my PD. That was the professional
development that I was able to get because I was able to help with RTI a lot. I was able to
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do a lot of those administrative things that I do on a daily basis here [in my current role].
So that was real professional development. Yes, I was a teacher and a coach, but I was
also able to learn how to build relationships in a different way. When I was talking to
kids about attendance and tardies, it wasn’t fun, but when you are able to build that
relationship and have those conversations, it doesn’t become awkward. Those kids buy
in. I was able to learn that and also able to bring that to the job. The exposure for real
work really was the best professional development I was able to get.
Arnold did not say that he participated in similar experiences as a teacher, but he did
emphasize that the types of experiences Bradley discussed are important for aspiring
administrators. When asked what aspiring administrators should do in order to help prepare
themselves for the role, Arnold shared this advice:
I would say if someone is interested, the best thing they can do is start being available to
administrative staff. Make their goals known, and then become a leader on the campus if
they aren’t already. Volunteer as often as you can to take on new tasks, to be involved in
committees on the campus, to be involved in leadership outreaches. Come in during the
summer if you can. Get an idea of what goes on when school is not in session and the
planning and the teamwork that goes into designing what the new school year is going to
bring.
Arnold then discussed the role that campus administrators should play in developing aspiring
administrators. He shared that he thought administrators should put systems in place to give
teachers opportunities to develop their leadership abilities. He placed some of the ownership on
campus leaders rather than saying it is entirely on the teachers to reach out and ask for
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opportunities. He said those are things that he is trying to put in place now that he is an AP. He
also explained that
sometimes people don’t even consider themselves a leader, and then you start having
conversations with them. Next thing you know, they come back at the end of the year and
go, “I’m really glad that you brought that up because I never really thought about that and
now it’s a passion of mine, or now it’s something that I’m interested in doing, which is
getting out of my classroom and getting into others’ and helping other people.”
When it comes to aspiring administrators’ ability to get involved and grow prior to
stepping into the assistant principalship, it can become very dependent on their campus leaders.
Principals like Bradley and Beverly had and APs like Arnold can make a huge difference for
those looking to grow.
Vicarious Experience
Many of the study participants shared that some of their most valuable learning
opportunities came from watching other leaders successfully execute their roles and
responsibilities. Bandura (1977) explained that seeing others work through difficult situations
without adverse consequences can be a strong source of efficacy information. Although the
observed experiences vary from participant to participant, this idea of learning from and
developing confidence from the experiences of others is something that was evident in the study.
Dwayne spoke to this directly during the focus group. When the discussion turned to the
internship and the participants were asked what was most valuable to them, Dwayne responded
that
I think the most valuable parts for me were anytime I got to see my principal do
something or work through a situation. There was one time that I was meeting with her to
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probably just log some hours for that practicum, and we had a kid in the nurse’s office
who had overdosed on something. She was like, “All right, you want to go?” I was like,
“Sure.” I mean, pieces like that where I was just logging things with my principal or AP.
Those are some of the most valuable pieces of the practicum. It’s just seeing how they
handle things and getting to ask them questions because I’m doing the same thing now as
an AP.
Dwayne’s response points to the value of getting to observe other leaders actively engaged in the
work, and as Dwayne mentioned at the end of the excerpt, these are the types of things he is
being asked to do now as an AP.
Although these particular experiences happened for the participants after accepting their
AP positions, they are worth discussing because they were so important for the development of
the participants and their abilities to confidently execute in their roles. Mitchell, Mira, Gwen, and
Wyatt all talked about their lack of confidence in running a 504 meeting or an IEP meeting once
they moved into the assistant principalship. Each of them shared how they were able to develop
in this area, and all of their responses focused on learning by observing other leaders doing that
work early in their first year as APs. Mitchell elaborated the most on the topic:
I was very fortunate to have the people that I do work with, the other APs. I was very
honest with them. I’m like, “I’m very scared, having to do this,” and they very graciously
took the time and sat with me and kind of went over it. Then I had another AP, another
colleague that I’ve known for a very long time, who was gracious enough to say, “Hey,
look. I’m going to do one right off the bat. Why don’t you come in and sit in on it and see
what it looks like?” If it weren’t for them, to be honest with you, I would have felt
completely lost at the onset of how to go about that process.
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Being able to see someone else successfully manage these meetings gave Mitchell the
confidence to be successful in the role. In fact, Mitchell later expressed that working through 504
meetings with students and families became his favorite part of the assistant principalship.
Although they did not elaborate on the subject as much as Mitchell did, Wyatt, Gwen,
and Mira also spoke about the value of observing others in this area. Wyatt explained that one of
his counselors ran the first couple of 504 meetings for him, and he explained that observing her
allowed him to advance from being a “deer in headlights” to being able to make those situations
feel more like a conversation with the parents and students than formal meetings.
Mira explained that she shadowed her associate principal as she conducted some of those
early IEP meetings and 504 meetings. Mira said she asked her associate to let her shadow
because she knew that special education was a strength for her and that observing her in that
setting would boost her confidence.
Gwen shared that the training her district offered new APs did not leave her feeling
confident, so she asked her fellow AP if she could observe her as she ran her first 504 meeting.
Gwen described it as an “awesome” experience and explained that by the time we conducted our
interview, those meetings had begun to feel like “second nature.”
As discussed previously, Natalia expressed that the area of her job she was least prepared
for was instructional leadership; specifically, teacher evaluations. Due to the Covid-19 pandemic,
her T-TESS training was done virtually, and she did not feel as though it adequately prepared
her. However, she explained, “I lucked out. I had [principal omitted]. She’s the T-TESS master,
so she just grabbed me and would take me into classrooms and show me walkthroughs and how
to do observations and those types of things.” Natalia described her principal as the “T-TESS
master,” and she said she “lucked out” because of it. She had confidence that what she was
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observing from her principal was what she should be doing in her own role as an AP, and her
confidence in her principal gave her more confidence in herself.
When Jodie was asked why she thought she could be successful in the AP role, she
explained:
I think it was just watching while I was instructional coaching. I got to watch different
leaders in the role, and I respected so much all that they got to do for kids, all that they
got to see, and all that they got to learn from being able to be a part of the campus on a
greater scale.
Jodie did not mention a specific skill or responsibility that she learned from watching other APs,
but what she did acknowledge was that watching them make a difference gave her confidence
that she could also make a difference in the role. Watching these leaders is what motivated her to
pursue the role.
As Beverly discussed her time as a full-time administrative intern, she talked about the
ways observing other leaders helped her. She shared, “My principal and all of the APs just let me
jump in. They would let me sit in on any conversation with students and parents.” She then
shared that because it was so helpful to her to get to observe those conversations, she now tries to
do that for the new, first-year AP on her campus by allowing them to sit in and listen to difficult
conversations.
Kirsten shared that she was able to grow and develop through listening to the experiences
of other leaders. She explained that all of her PPP professors were actively serving as campus
principals when she was going through her program, and she said the experiences they shared
with her and her classmates were very valuable in her development. She said the following:
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A lot of the first half-hour to 45 minutes of class were real-life stories and what their day
sounded and looked like. I learned a lot just by observing and hearing them and listening
to their day-to-day or what they had to bring in before they settled into class. I found that
to be where I can reflect and think about where their hold tights or their nuggets of
information really rang true.
Although Kirsten did not get to watch these leaders in action, she was still able to develop her
own confidence in her ability to succeed in the role by listening to the struggles and successes of
leaders who were actively working in a campus leadership role.
Learning from vicarious experience does not always have to be a formal process. Gwen
shared that she became more confident in decision making by watching one of her directors
make hard decisions. Wendi explained that because of the work she had done with other school
administrators in previous roles, “I already learned what it looked like to be a good educator
even though I hadn’t been an administrator at that point.” Wyatt and Bradley both mentioned that
working in multiple school districts gave them opportunities to observe a wide variety of
teachers and leaders in a variety of contexts, and those experiences helped prepare them for the
assistant principalship. Wyatt explained:
I’d been around a lot of campuses. I’d been around a lot of APs at the time and just gotten
[to interact] with a lot of people, and I felt like I could do that job and I would be okay.”
Bradley echoed the importance of working in a diverse set of school districts, and he concluded
that part of our discussion by saying, “I think I can use those experiences to impact instruction in
the school.”
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Theme 3: PPPs Did Not Adequately Prepare
Every participant in the study was asked if they believed that their PPP adequately
prepared them to be successful as an AP. Only three out of the 16 study participants agreed that
their PPP was adequate. That means that more than 81% of the participants believe that their
program was inadequate. However, many of the participants also remarked that preparing
someone adequately for the assistant principalship is a difficult task (Table 9). In the remainder
of this section, I will discuss the study participants’ overall perceptions over their PPPs as well as
the importance of the PPP internship (or practicum).
Table 9
Participant Responses Highlighting Difficulty of Preparing for the Assistant Principalship
Participant
Response
Arnold
But that’s so hard to do in terms of, I’m going to take a course on attendance. I’m
going to take a course on sitting and leading an ARD. I’m going to take a course
on event planning. I’m going to take a course on handling parent phone calls and
school board meetings. I don’t know how you would do that because there are so
many things coming into play. You would never graduate.
Jemma
You’re not going to get everything out of [a PPP] that you’ll need. You’ll have to
put more into it.
Jodie
But in all fairness, I don’t know that anything would have [prepared me].
Kelly
You cannot really [learn] this job unless you are doing it. It’s like trying to get in
basketball shape. You can’t get in basketball shape by going and running. You
have to play the game to get in shape for it. I think that being an AP is very similar
to that. You just don’t know, until you’re in it, all the things that you’re going to
have to learn.
Mira
I think it’s hard to prepare somebody for that. You just have to grow in the work.
You know, it’s hard because I’m also a firm believer that if you had showed me
before I had that situation, it wouldn’t have made sense to me anyway; however,
nothing is going to prepare you until you are doing it for real.
Overall Perceptions
As previously stated, only three of the study participants stated that they believe that their
PPP adequately prepared them for the assistant principalship. The three participants who
believed their PPPs to be adequate had different reasons for their responses. One response was
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specific to developing a needed skill, and the other two responses focused on their program
adequately covering the information needed to pass the TExES principal certification exam.
Ruth had a very specific reason that she believed her program adequately prepared her.
Ruth explained that
I am an introvert, and I knew that being in front of large groups of adults would be a
struggle for me. I really searched out in-person programs and was very strategic about
finding which ones there were a lot of presentations for and where you had to get up in
front of people and adults specifically. I do feel like, in that aspect, that it did prepare me
for that.
Ruth’s entire perception of whether her program adequately prepared her for the assistant
principalship revolved around her program preparing her to be comfortable presenting to large
groups of adults.
Mitchell and Natalia were not as specific in their responses. Mitchell told me he thought
his program was adequate, so I followed up to ask what he thought they did well. Mitchell
responded with the following:
Well, I feel like they covered everything. There were some areas that they could
definitely work on. I get it also that there’s a limited amount of time. That’s a lot of
information and material to cover in a short period of time. But, overall, I feel like they
covered what is needed to one, prepare you to be certified to be an administrator, and
then two, once you get in, obviously every district and every situation is going to be a
little bit different.
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Mitchell’s PPP was an online, 18-month program. He went on to say that even though he
graduated from this program in 2017, he still tries to reference his notes when different situations
arise on his campus. He explained, “Sometimes I’m successful at that, and sometimes I’m not.”
Natalia’s answer was similar to Mitchell’s. When asked if she thought her program
adequately prepared her for the assistant principalship, Natalia responded that
I do. I do. The classes were good. I really enjoyed the law class. I don’t remember a lot of
it now, but I remember that I enjoyed that one. I do. I think it was a good program to go
through. The classes that they specifically had me take to get my principal cert, I felt like
they were adequate for what I needed to know.
Much like Mitchell, Natalia’s reasoning for her favorable view of her PPP was focused on its
ability to prepare her to pass the TExES principal certification exam, which it did.
Throughout the rest of the interviews and the focus group discussion, the responses to
this question were not as favorable. Bradley, who attended University E (see Appendix G),
literally started laughing when he was asked if his program adequately prepared him for the
assistant principalship. He responded with the following:
Man. No. Definitely no. I don’t remember what I did in that program, but I feel like this
job is learning on the job. I think that master’s program that I got was all online. So, it
was . . . [a] very good school, but everything that I’m doing right now, I’m learning on
the job. It basically just feels like it’s a piece of paper that I got just for me to be able to
get this job. That’s really what it is.
One interesting note about Bradley’s program experience is that he did not have to complete an
internship to graduate. That is surprising because an administrative practicum is listed on

107
University E’s website as a requirement for the program (see Appendix G). However, when I
asked him a clarifying question about this, he replied with the following:
No. I didn’t have to have a site supervisor. I didn’t have a mentor. I wasn’t required to
send in any documentation or any of that. It was just, “You take your courses. You write
your papers. You pass your exam.” They may have changed it. I don’t know, but at the
time I was doing it, it was not good.
According to Bradley, he graduated from University E, which he described as a good school, in
2015. It is possible that the requirements have changed since then. All other study participants
reported having to complete an internship, but none of them reported that they graduated from
University E.
Many of the study participants shared similar thoughts about their PPP experience (Table
10). Within these responses, there were mixed feelings, but overwhelmingly, the consensus was
that the PPPs attended by the study participants did not adequately prepare them for the roles
they now find themselves in.
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Table 10
Participants’ Responses to Whether They Believe Their PPPs Adequately Prepared Them
Participant
Response
Arnold
I would echo that I don’t think the program itself . . . is going to be a one-onone training of what you’re going to do the day you step into the office.
Beverly
I think some components were helpful, but I wouldn’t say that it prepared me
for the job that I do day in and day out. Yes, the data analysis was helpful. Yes,
tips for coaching adults and supervising personnel was helpful, but nothing
prepared me for the practicalities and the real-world experience and situations.
Gwen
A metaphor that I use is, everyone went to teacher school, but did it actually
prepare you for being a teacher? I would say that 90% of the people would say
no. So, my answer to that question is, it was a lot of really good knowledge, but
no. I don’t think it was everything that I needed.
Jemma
I would say no. I would say that, kind of like we do with the TEKS or the
standards, everything that they try to tell you is just a mile wide and an inch
deep.
Jodie
No. But in all fairness, I don’t know that anything would have. Even with all of
the 200+ practicum hours I had to log, I don’t think that anything truly prepares
you for it unless you can have a year where what you’re doing is just kind of
shadowing and learning and being put in those situations. No offense to my
principal preparation program.
Kelly
I think that one of the biggest things that surprised me was how much your
master’s degree in grad school prepares you for being a principal. It’s your
principal certification, but at no point do I really feel like I was prepared to be
an AP.
Kimberly I think the only part of my program that really stood out was the law piece.
That’s the only thing really, truly that I can remember learning that really
helped me in the role that I’m in now. Anything else, I couldn’t tell you what I
learned.
Kirsten
Yeah. I’m going to agree with Jemma that yes and no. There were aspects of it
where my principal program was also on the other coast, so their lens of what it
looks like is very different from this state. I brought some of that, but any of the
logistical day-to-day things, we just didn’t touch base on.
Mira
You know, I’m torn because I think they did a great job, and I think they had
classes that surface-level prepared. But I don’t think you’re ever prepared until
you are in that role.
Wendi
When you isolate just the part that was for the principal preparation part, no.
The leadership aspects, like everything else that dealt with leadership, yes. But .
. . the specifics of the job, no. The day-to-day, no.
Wyatt
Adequately? I don’t think so. Probably not.
Note. Bradley, Mitchell, Natalia, and Ruth’s responses were previously discussed, and Dwayne
did not respond to the question. Therefore, their responses were not included in Table 10.
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Some Things Went Well. Although the overall sentiment was that PPPs did not
adequately prepare the study participants for the assistant principalship, many of the participants
were still able to identify things that they believed their programs did well.
As previously discussed, Natalia and Mitchell both shared that their programs did a good
job of preparing them for the TExES principal certification test. That sentiment was also shared
by other study participants that did not believe their programs adequately prepared them for the
assistant principalship. During the focus group, Arnold commented, “I want to be concise and
say the best thing about my program was it prepared me for the examination test, the TExES test.
Without a doubt, I walked into that thing, and I aced the thing.” Kimberly was the next to
respond during the focus group, and she concurred, “I would say preparing me for the
certification test as well. The law class prepared me the most, especially for the position I’m in
now.” Although passing the certification exam probably should not be a program participant’s
ultimate goal, it is an important aspect, and it is important to recognize that at least four of the
study participants believe that their programs did a good job of preparing them for that challenge.
Kelly offered three things that she believed her program did well. First, she agreed with
Kimberly’s comment about her program preparing her with a deeper understanding of school
law, and in her comment, she expanded and shared a second thing her program did well:
I agree with Kimberly that it prepared me with case law. I feel like the case law stuff was
interesting, but also is super applicable to a lot of things that we do, especially with due
process and investigating situations at school. Then, the other thing that I felt like it really
prepared me for was the PASL, which ended up being very helpful because, to me, the
PASL is the most applicable test that you take when you’re getting your certification.
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The PASL is a new performance-based assessment that those seeking principal certification have
to complete in addition to the TExES principal certification exam, so this statement aligns with
previous statements about preparing PPP students to obtain their principal certifications. Kelly
offered one more insight into what she believed her program did well:
I think the biggest thing that it prepared me for was just raising my threshold for the
things that I was able to manage simultaneously because you’re teaching all day. You’re
doing your internship, and you’re preparing for your test. You’re doing your PASL. All
of those things together, keeping all those plates in the air definitely raised my threshold
for [or] at least got it close to the amount of work and things we have going on as APs.
Other study participants shared a variety of things they believe their programs did well.
As previously discussed, Ruth believed her program prepared her to be a better presenter, and
Beverly thought that her program’s tips for coaching adults and supervising personnel was
helpful. Gwen also shared that there was a coaching class that she thought was impactful when
she was in an instructional coaching role. Jemma said that her program helped her become a
better writer. She explained, “My program was mostly online, and there were just copious
amounts of writing for everything. I became a better technical writer, I think, on some things. It
also helped me to use the vocabulary just a little bit better.”
Wendi and Kirsten both shared similar positive experiences about their programs,
although they were not identical. Wendi said, “I think one of the things that was most helpful
throughout all of the semesters was having former superintendents come and speak to us.” She
felt like having the opportunity to listen to and learn from experienced administrators was an
important part of her PPP experience. Kirsten, as previously discussed, had the opportunity to
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learn from professors who were actively working as building principals. She cited that as being a
very useful experience for her.
Participant Suggestions for Program Improvement. When participants were asked
what they believed their programs could have done better to prepare them, most of them were
able to identify at least one thing they wish their program had done better. There were some
similarities in their responses.
One of the most often heard responses was that participants wished their programs would
increase what Jodie referred to as the “accountability piece”:
I don’t want this to sound like that I’m not someone who takes initiative or wants to do
things well, but I do wish that that accountability piece had been there a little bit more. I
feel like it was pretty easy. I just wish there had been a little bit more push to get out of
your comfort zone, to go where you’re uncomfortable and really have to seek out those
experiences and those answers.
Bradley, who did not have to complete any internship hours, had a similar suggestion, wishing
his program would have required him to “be exposed to certain things.” Mitchell also echoed
what Jodie and Bradley had to say. He did not feel like he was exposed to the realities of the
assistant principalship:
I felt like I only got to see a certain amount of what they deal with, and a lot of that stuff
was a lot of the easy things. When I got done, I was like, “Oh. I can do this. This is no
problem.” But then the first year hits you, and it slaps you in the face, man. This is way
more than what I expected and thought was going to be the case. I guess I wish that they
would maybe spend, when it comes to that type of exercise or that type of activity, that
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they kind of go a little bit more in-depth and ask for the student to do a little bit more to
get more of a real sense of experience as to what you’re really getting into.
Along those same lines, several participants said that they wish their programs would
have helped prepare them for the day-to-day logistics of the assistant principalship. Gwen said,
“I would have liked more information about special education and what it means to be in an
ARD meeting. Not just the law part of it, but what you can expect would be helpful.” She then
mentioned learning about things like student attendance or truancy, which she described as “a
beatdown.”
Beverly shared that she wished her program would have supported her in preparing for
some of the things she would face in the role:
I think things like setting up, not mock interviews, but even things for role-playing how
to deal with an angry parent, how to talk to a kid who is suicidal, things like that. I feel
like I did not have any experience at all until I was in this role.
Beverly explained that her internship was not enough to expose her to these types of situations.
She noted that shadowing someone for one day is not enough because it could be a really good
day on the campus in which someone who is shadowing might not be exposed to anything like
this.
Kimberly and Wyatt both wished their programs had presented them with more up-todate information, and Kirsten and Jemma both wished that their programs had prepared them to
develop the systems that they would need to be successful in the assistant principalship:
I think it would’ve been valuable to have more of the projects that we did based on the
content to lend more to the idea of building systems. When we studied RTI, for instance,
I had to build our own system for data collection and managing it from year to year and
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getting it from school to school, and responses to the principals. I think it would’ve been
more valuable to have some of our projects, instead of lengthy writing assignments,
really trying to think through what would that look like when you come into essentially
no system there in your building, or a system for delivering professional learning during
the school day, or something around building a master schedule.
Wyatt and Natalia both said that they wish their programs would have provided more
opportunities for small group discussions in lieu of some of the written discussions they had to
do. Both of them felt like getting on a virtual platform like Zoom and talking with their peers
about content would have been more valuable.
Finally, Ruth’s suggestion centered around the programmatic application of the
internship at her university. She explained:
Yes. You do have the part at the end where you have hours that you do, but when you’re
a classroom teacher, it’s pretty limited on those hours of things that you can do. I feel like
if we started some of that at the beginning, and it went through the whole entire program,
that you’re not just trying to bit and piece this in so you can check the box and say “Ok,
I’ve done this. I’ve done this. I’ve done this.” You do it in like a 9-week period, and how
can you have meaningful experiences that prepare you?
Ruth’s graduated from University C (see Appendix G). When looking at University C’s website,
there are three separate practicum courses listed as required courses for their PPP. This must be
different than when Ruth graduated because her internship experience was limited to the final
nine weeks of her program, which made it very difficult to participate in quality experiences for
the number of hours required.
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Practicum/Internship
The internship has the potential to be a very valuable experience in preparing aspiring
administrators for their assistant principalship. It is the place where PPP students can get what
many of this study’s participants have asked for, which is exposure to the day-to-day realities of
the assistant principalship. The internship was the bright spot in the PPP for many of the study
participants, but there were also many concerns expressed.
One of the challenges of the internship is that it is very dependent on the intern’s mentor
or site supervisor. Kelly had a unique experience with her internship because she moved to a new
campus halfway through her internship. She shared how different her internship experience was
on each campus:
I was on a different campus for the first half of my internship, and I was told “no” a lot.
Then, when I came over to my new campus, I felt like it was a completely different
mentality. I was told “yes” at every opportunity, and that inspired me. It informed the
way that I do my job a lot now, which I appreciate.
Although other study participants did not report “being told no a lot” like Kelly did, Kelly’s
experience points to how important it is to have a strong site supervisor to put the intern in
position to get the experiences that will be most beneficial.
Ruth had a difficult situation that she had to overcome in her internship as well.
Unbeknownst to Ruth at the time, her site supervisor was going through some difficult personal
issues, and because of that, she appeared to Ruth to be “checked out.” Ruth said her site
supervisor “would just sign off on things.” She also said she had to seek out internship
opportunities elsewhere because of her site supervisor’s absence. When discussing the impact of
her internship and her site supervisor, Ruth said, “That piece just wasn’t as impactful.”
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Sometimes, timing can be a challenge. Ruth mentioned the difficulty of completing her
internship at the very end of her program in a 9-week window. Gwen shared a similar
experience, and she expressed that she wished she would have gotten more out of her internship:
I wish that, and this is probably my fault, but I wish that the internship was better. I’m
sure it is what you make it, but I wish that would have been more impactful. Mine was
over the summer, so there were no kids in the building. It was weird. It didn’t help.
Depending on which program the intern is completing, the internship may occur during a
window that makes it difficult. Gwen’s internship just so happened to occur during her
university’s summer term. When I asked her how she was able to get enough hours to satisfy her
internship requirements, Gwen said the following:
Interviews, board meetings, and I think the majority of my hours were spent creating
[teacher] handbooks. I must have been helping out with or doing something with sports
or camps. I think that was another one of those competencies.
I asked Gwen how her site supervisor contributed to her internship, and she said that
I think he allowed me to be a part of a lot of interviews. He allowed me to do what I
could do over the summer if that makes sense. Obviously, there were no kids there, so
that made things difficult. But he allowed me to be a part of a lot of different kinds of
interviews for athletics, for counselor, [and] for theatre. Things that I wouldn’t normally
have exposure to. He was also very kind and generous with the number of hours that I
received.
Gwen missed out on valuable opportunities for a couple of reasons. First, having to
complete an internship during the summer, when there are no students on campus, immediately
removes opportunities to experience some of those day-to-day responsibilities. Further, there is a
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three- to four-week window when the APs are not even on campus during that time. Second,
Gwen’s site supervisor was “very kind and generous with the number of hours” that she was
credited with. She emphasized that twice during her interview. Gwen even said, “However, as
much as I was, at the time, thankful that I didn’t have to spend 160 hours doing all of that, I do
think that I could have maybe gotten more out of it than I did.” This points back to the
“accountability piece” that Jodie mentioned earlier. The quality of the site supervisor can have a
huge impact on the quality of one’s internship and, consequently, their level of preparation.
The quality of the internship does not fall completely on the site supervisor, however.
Several participants noted that they could have put more effort into their internships. When the
topic of internships came up during the focus group, Dwayne stated the following:
Honestly, a lot of the practicum was trying to figure out what I’m already doing within
my list of responsibilities as a teacher and coach at that time in my practicum. I was just
trying to [find] areas in my current responsibilities that would fit the criteria that you
have to meet for the practicum.
Another responsibility that falls on the intern is their willingness to ask for more
opportunities. Some participants shared that they could have asked more questions. Others
shared that they were worried about asking questions, because they knew how busy their site
supervisors were. When asked about her site supervisor, Jodie shared that
it was wonderful knowing there was someone there who I could go to in order to ask
those questions and to seek experiences from. I could very much see that I may not have
known everything that was going into it, but I could also very much see how busy she
was. So, for me to be like, “Hey, can you add an extra hour to your day?” That was hard
for me.
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This feeling of being a burden was mentioned by several participants, and some of them noted
that it now impacts the way they work with teachers on their campus because they want to make
sure that their teachers and aspiring administrators are comfortable coming to them asking
questions.
Another common response that came up in discussions about the internship was that
some of the study participants felt like they were just being asked to do “busywork.” Kimberly
explained the following:
So, in my internship, practicum, or whatever you want to call it to get my certification, it
was honestly just a bunch of busywork. My principal was fine. I was a teacher in the
classroom, and they gave me a lot of busywork things. I didn’t really get a lot of the
experience in the office, because I couldn’t. I’m in the classroom all day, so everything
that I did was outside of school or during my planning time. There wasn’t really a handson internship where I was actually serving as the role of an AP.
Jemma shared a similar experience:
I felt, too, that it was a little bit like busywork. I probably got out of it exactly what I put
into it and what my principal was willing to allow me to take over within the constraints
of my planning period and things like that. It was really just clocking enough hours to
meet the minimum requirement and then turn it in. Then complete your courses, and
you’re finished.
Jemma’s excerpt here exemplifies some of the problems that many of the participants had during
their internships. They do not have the time or the opportunity to get genuine, meaningful
experiences, and the experiences that they are afforded are often busywork that campus
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administrators do not want to do themselves. Further, the willingness and competence of the site
supervisor is a decisive factor in the quality of the internship.
Summary
The purpose of this qualitative descriptive study was to examine the perceptions of new
K-12 APs in suburban North Texas school districts related to their level of preparation upon
obtaining their first AP positions. This chapter was an in-depth report of the data gathered from
10 semistructured interviews and one focus group consisting of six participants. A total of 16
new APs participated in the study. An analysis of the data revealed that although the roles and
responsibilities of the AP are vast, the majority of program participants believe they can be
successful in their roles despite the overwhelming majority of participants believing that their
PPPs did not adequately prepare them for the assistant principalship. In the following chapter, I
discuss the findings of the study in relation to past literature, the study’s limitations, the
implications of the study, and recommendations for future research.
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Chapter 5: Discussion, Conclusions, and Recommendations
Effective school leaders can have a significant influence on student achievement.
However, the hurdle that many new administrators must overcome is that PPPs are not
adequately preparing aspiring leaders for the challenges of school leadership (Boyland et al.,
2015; Hayes & Irby, 2020; Lewis & Jones, 2019; Taylor Backor & Gordon, 2015). The purpose
of this qualitative descriptive study was to examine the perceptions of new K-12 APs in
suburban North Texas school districts related to their levels of preparation upon obtaining their
first AP position.
To explore the perceptions of new APs, I conducted 10 individual, semistructured
interviews as well as a focus group discussion with six additional participants. All the
participants were currently employed as APs in suburban North Texas school districts, and each
participant had less than three full years of experience in the assistant principalship. In addition
to the individual interviews and the focus group discussion, each participant completed a
screening questionnaire that yielded the demographic data for the study. The interviews and the
focus group discussion were transcribed, and each transcript was coded using both in vivo
coding and structural coding. I used a thematic analysis to identify common themes in the data.
The following research questions guided the study:
RQ1. How prepared for the role of AP are the new APs in suburban North Texas school
districts?
1a. What level of self-efficacy is perceived by new APs in suburban North Texas school
districts?
1b. What responsibilities do new APs in suburban North Texas school districts feel least
and most prepared for upon assuming their first assistant principalship?
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RQ2. What perceptions do new APs in suburban North Texas school districts have about
their previous professional development experiences in relation to their ability to execute the
responsibilities associated with their new role as AP?
2a. How useful do new APs in suburban North Texas school districts perceive their PPPs
were in preparing them for their role as an AP?
2b. Other than their PPPs, what professional development experiences do new APs in
suburban North Texas school districts perceive as useful in preparing them for their
role as AP?
The results of the study showed that the roles and responsibilities of the AP are extensive,
many of which the study participants did not feel prepared for. Further, the study participants
were confident in their abilities despite the overwhelming belief among participants that their
PPPs failed to adequately prepare them for the assistant principalship. The remainder of this
chapter will discuss the results of the study in relation to past literature, the limitations of the
study, the implications of the study, and recommendations for future study.
Discussion of Findings in Relation to Past Literature
Participants’ Perceptions of Principal Preparation Programs
Overwhelmingly, the participants of this study agreed that their PPPs did not adequately
prepare them for the assistant principalship. Only three of the 16 study participants stated that
they believed their PPP was adequate in preparing them for the assistant principalship, which
means that 81% of the participants believed that their program was inadequate. These numbers
very much align with Vogel’s (2018) study in which only 11% of principals said that their PPPs
were valuable in preparing them for their roles, as well as Superville’s (2017) study in which
80% of superintendents surveyed indicated that PPPs need dramatic improvement. The most
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common complaint among this study’s participants was their PPPs were not preparing them for
the day-to-day realities of campus leadership.
Coursework Experience. Although the overall sentiment towards PPPs was a negative
one, the study participants were able to identify things that they believe their programs did well.
Other than preparing students for passing the TExES certification exam, the two most often
identified PPP strengths, in terms of coursework, were the school law courses and the programs’
emphasis on coaching teachers. When comparing course offerings, the school law courses and
the various instructional leadership courses were the most easily identifiable and most
consistently offered courses across all six of the PPPs identified in the study (see Appendix G).
This closely mirrors the results of the study conducted by Duncan et al. (2011). In their study,
school law was identified as the primary strength of the PPPs attended by Wyoming principals,
and supervision or evaluation of teachers was identified as the third most common strength.
Although school law was reported as one of the strengths of PPPs in my study, it was also
an area in which many study participants reported to be the least prepared. This type of
contradiction is not unheard of. Duncan et al. (2011) saw a similar contradiction in their study,
albeit in the area of supervision and evaluation of teachers. Although that area was identified as
the third most common strength of preparation programs in their study, it was also identified as
the most common deficit. Duncan et al. (2011) explained that this type of contradiction could be
due to preparation programs creating a general awareness of something without equipping
students with the mechanics to execute on a day-to-day basis. Although that was not necessarily
expressed by the participants in this study, it could be a possible explanation for the
contradiction.
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Internship Experience. Repeatedly, the most valuable part of the PPP experience
identified by participants of this study was the internship or practicum. Participants valued the
exposure that they had to the day-to-day realities of the assistant principalship. Because of this
exposure, the internship has the potential to be a very impactful experience. However, the quality
of the internship experience varied between study participants. Similarly, several participants in
Duncan et al.’s (2011) study identified their internships as the most valuable part of their
program, and overall, the internship was the seventh most common program strength identified
in the study.
Grissom et al. (2019) explained that the quality of practice-based methods varies
substantially from program to program. However, with the one exception in which a participant
(Bradley) was not required to complete an internship, that did not appear to be the case in this
study. The variables in this study that made the biggest difference in the participants’ internship
experiences were timing and the quality of the site supervisors.
Some participants reported having to complete their internships over the summer or in a
single 9-week term, leaving them with limited opportunities for high-quality or authentic
experiences. Similarly, participants reported having difficulty obtaining quality experiences
during the limited time they had to work on their internship during their planning periods. This is
also reflected in the literature. For example, Hayes and Irby (2020) explained that not providing
interns enough time in their internships is one of the challenges that PPPs have in preparing
aspiring administrators to be instructional leaders. Further, the participants in Duncan et al.’s
(2011) study also cited time constraints as one of the biggest obstacles to completing their
internships.
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Other participants in this study cited the impact that site supervisors had on the quality of
their internship. Some participants in the study described their site supervisors as “checked out”
or as treating the internship as “check boxes” to be completed. However, other participants
reported that their mentors “pushed,” “challenged,” and “poured into” them by giving them
opportunities and feedback. Liang and Augstine-Shaw (2016) explained that quality internships
are vital to effective preparation programs, and they emphasized that mentoring is essential to
that process. Further, participants in Duncan et al.’s (2011) study emphasized that the quality of
the internship was dependent upon the site supervisor. Similar to the results of my study, Duncan
et al.’s (2011) participants cited having mentors that positively impacted their internships as well
as mentors that were not invested in the internship process.
Although 81% of the participants in this study agreed that their PPPs did not adequately
prepare them for the assistant principalship, nearly 40% of those participants defended their
programs by sharing the sentiment that “nothing could have prepared” them or that “you just
have to grow in the work.” This emphasis on having to learn the work “on the job” is also seen in
a study conducted by Gumus (2015) in which high school and middle school principals in
Michigan reported that despite their PPPs and internships being valuable sources of preparation,
many of their administrative responsibilities still had to be learned on the job.
Roles and Responsibilities
The range of responsibilities reported by the study participants is extensive, and it was
often described by participants with phrases such as “an endless laundry list” of “everything you
can think of in a day.” A total of 90 different responsibilities were reported by the study
participants (see Appendix E), with student discipline, parent communication, monitoring
student attendance, and managing paperwork or documentation being the four most-often-
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referenced responsibilities. Unfortunately, there is a lack of congruence between the most
frequently cited responsibilities and what the participants perceive to be their most important
responsibilities, of which, the top for most often reported were instructional leadership,
supporting individual student needs, safety and security, and building relationships.
This incongruence can lead to frustration or even exhaustion for new APs. One of the
study participants (Wyatt) explained that it is important “to make sure you are finding the right
work to do.” Another participant (Dwayne) explained, “I always feel like I’m not doing enough
of the things I’m really supposed to be doing.” For example, student attendance was mentioned
as a responsibility by 75% of the participants, but none of the participants listed it as one of their
most important responsibilities. Further, despite the large amounts of time participants reportedly
spend on monitoring student attendance, 38% of them shared that student attendance was one of
the least important things they are responsible for in a day. This is not an uncommon occurrence.
Kwan and Walker (2008) also reported that vice principals in Hong Kong described spending
disproportionate amounts of time on responsibilities such as student management, which they
considered to be some of the least important aspects of their job.
Best Prepared for. Instructional leadership was cited as the most important
responsibility by 31% of the study participants, and this is another area in which the amount of
time spent by the participants is disproportionate to the level of importance placed on the
responsibility. However, in this situation, the participants are reportedly not spending as much
time as they would like to on instructional leadership. Multiple participants shared that
instructional leadership often gets “pushed down” or “put on the back burner” because more
urgent or more pressing needs show up. This aligns with the findings of Barnett et al.’s (2012)
study in which they stated that participants’ instructional leadership responsibilities were often
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overshadowed by time management and conflict management. Further, this aligns with Craft et
al.’s (2016) study in which evaluating teachers emerged as a one of the five themes summarizing
challenges for new APs. In that study, participants reported having difficulty evaluating teachers
in content areas that they were unfamiliar with, but more closely related to the current study,
participants reported not having enough time to calibrate their evaluation practices with other
administrators.
Excluding the three focus group participants who did not respond to the question, 69% of
the participants in this study shared that instructional leadership or an activity directly related to
instructional leadership, such as working with curriculum, coaching teachers, or working with
PLCs, was the responsibility that they were most prepared for upon entering the assistant
principalship. When the three nonrespondents are included in the calculation, the number drops
to 56%. This is still a surprisingly high figure when compared to the findings of Barnett et al.’s
(2012) study of 37 novice APs. In their study, only 24% of the participants reported being best
prepared for the curriculum and instruction responsibilities of the assistant principalship, and
32% of participants reported being least prepared for those same responsibilities, whereas only
one participant in this study reported being least prepared for instructional leadership.
Second to instructional leadership, building relationships was the next responsibility
participants most often referred to when reporting what they felt most prepared for. Excluding
the nonrespondents, 23% of the participants cited building relationships as the responsibility they
were most prepared for. When the nonrespondents are included, that number drops to 19%.
Those numbers are more in line with Barnett et al.’s (2012) findings in which 14% of new APs
reported developing relationships as the responsibility they were most prepared for.
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Least Prepared for. Half of this study’s participants reported that the thing they were
least prepared for was managing the day. As one participant (Arnold) shared, the thing he was
least prepared for was “the amount of work that comes through in a day across your desk.”
Participants frequently referenced trying to manage their ever-growing to-do lists, the need to be
flexible, the difficulty in prioritizing their time, and the exhaustion that they would experience.
This is very much in line with Barnett et al.’s (2012) study in which 32% of new APs reported
being least prepared for organization and task accomplishment. Further, 57% of Barnett et al.’s
participants shared that time and task management was the most challenging part of the assistant
principalship. These findings also align with Craft et al.’s (2016) phenomenological study of new
APs in which two of the five themes summarizing the challenges experienced by new APs were
time management and the unpredictability of the job.
In addition to not being prepared to manage their day, 31% of this study’s participants
reported that they were least prepared for their responsibilities in dealing with student discipline.
Participants explained that they lacked knowledge in the local policies as well as the legalities
surrounding student discipline. Although not described specifically as student discipline in
Barnett et al.’s (2012) study, 16% of new APs in that study stated that they were least prepared to
deal with conflicts with students. More in line with the current study, 24% of Barnett et al.’s
participants reported student discipline and attendance as major challenges in the assistant
principalship.
Similar to student discipline, 31% of this study’s participants cited special education and
504 services as an area in which they felt least prepared. Although all the participants had been
teachers and had worked with students requiring these services, they most often cited not being
prepared for their role in running IEP meetings and 504 meetings. In Barnett et al.’s (2012)
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study, special education was included in the discussion with curriculum and instruction, and 32%
of novice APs shared that they were least prepared for the role expectations involving curriculum
and instruction. However, it is unclear the extent to which these responses were specifically
related to special education concerns.
Another area participants stated that they were least prepared for was what one
participant (Dwayne) described as “the weight of the role.” Participants shared that they were not
prepared for the amount of “adult life” they would have to deal with as teachers confided in
them. They also discussed not being prepared for the number of “burdens” they would take home
with them as they work through difficult situations with students, parents, and teachers. This
mirrors Armstrong’s (2015) findings in which she reported that even when APs express that they
are prepared for their duties and responsibilities as APs, they often share that they are not
prepared for the social and emotional challenges they experience while transitioning out of the
classroom. One participant (Dwayne) noted that as an AP, “Not everything has a bell that stops
it. It’s like you have these situations that may drag from one day to the next when you’re trying
to sort through them and solve them.” Although 25% of the study participants reported this
deficit in their preparation, it is not necessarily reflected in Barnett et al.’s (2012) study. In their
study, 11% of novice APs reported staff motivation and morale being a challenge, and 3% of
them reported the physical and emotional strain they experience to be a challenge as well.
However, in Barnett et al.’s study, there was no relevant category reported as an area in which
the study participants felt least prepared for.
Confidence in Their Ability to Succeed
Despite the near consensus that their PPPs inadequately prepared them for the assistant
principalship, the participants strongly indicated that they believe they can be successful in the
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role. When discussing this with the study participants, it became clear that their confidence was
derived from three specific sources: encouragement from peers and mentors, previous job
experiences, and the vicarious experiences of others.
Encouragement From Peers and Mentors. Half of the study participants specifically
mentioned at least one person that encouraged them in a way that caused them to believe they
could be successful in the assistant principalship. This encouragement came from fellow teachers
as well as campus and district leadership, and it was given in different ways. Sometimes
encouragement came in the form of a question about whether they had ever considered campus
administration as a career path. Sometimes it was more direct when someone a participant
respected would say, “You need to do this.” Two of the participants (Wendi and Ruth) reported
that they never wanted to be administrators and that they had both obtained their “dream jobs”
prior to ever considering moving into campus administration. However, after encouragement
from district leaders, both of them walked away from their dream jobs, and they are both now in
their third year of the assistant principalship.
Bandura (1977) explained that verbal persuasion is a valuable source of efficacy
information. Wendi and Ruth show how effective verbal persuasion can be, giving up their
dream jobs as a result of another leader’s encouragement. On the other hand, as Bandura (1977)
also explained, the efficacy expectations brought about through verbal persuasion could
potentially be weaker than other sources of efficacy information, and expectations induced by
verbal persuasion can be readily diminished by stressful situations or repeated failure. One
participant’s (Mitchell) story reveals this. According to the information provided in the
interviews, he had, by far, the greatest amount of verbal persuasion from peers and multiple
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campus administrators. However, he was also the participant that expressed the most frustration
with his role after not being able to impact instruction in the ways he had hoped to.
Previous Job Experiences. The previous job experiences of the study participants were a
strong source of confidence for them, particularly when it comes to believing that they can
positively impact the teaching and learning that takes place on their campuses. Interestingly, 10
out of the 16 study participants had worked in a role within curriculum and instruction as either
an instructional coach or as a coordinator prior to moving into the assistant principalship. One of
the challenges of preparing aspiring administrators that Hayes and Irby (2020) identified was that
many of them do not possess a strong understanding of instructional practices. That was not the
case in this study. As previously discussed, the responsibility that participants in this study felt
most prepared for was that of instructional leadership, and with 63% of them having experience
working within a curriculum and instruction role prior to moving into the assistant principalship,
it is clear why. Barnett et al. (2012) shared similar results in their study, stating that their
participants acknowledged that their previous experiences prepared them for building
relationships, working with students, and for their roles as curriculum and instructional leaders.
It is also worth noting that only seven of the study participants transitioned into the
assistant principalship directly out of the classroom, but all seven of them, at some point, held
positions that contributed to their preparation as APs. The participants in the study who did not
hold positions within curriculum and instruction all reported previous job experiences that they
credited with contributing to their preparation such as extracurricular coach, team leader,
department head, and school counselor. The previously held job experiences of the study
participants are important because these positions gave them a lower-stakes opportunity to
practice the skills that they are required to demonstrate in the assistant principalship.
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Being able to successfully practice these skills leads to what Bandura (1977) refers to as
performance accomplishment, which is a valuable source of efficacy information. According to
Bandura (1977), the more frequently someone can successfully complete a given task, the higher
their efficacy expectations become, and the less likely failures are to have a negative impact on
their self-efficacy. This could be a major contributor to why the majority of the study participants
believe they can be successful in their current roles.
Vicarious Experience. Repeatedly, throughout the study, participants shared that some
of their most valuable learning opportunities came from watching other leaders successfully
execute their roles and responsibilities. One participant (Dwayne) spoke about his internship
experience: “I think the most valuable parts for me were anytime I got to see my principal do
something or work through a situation.” Further, 25% of the participants shared that they were
able to develop confidence in effectively running 504 and IEP meetings by observing other
administrators in that setting. Still, other participants spoke of the importance of listening to
leaders share their personal experiences and reflecting on what those experiences could look like
in their own practice.
Participants repeatedly referenced the impact that observing and listening to other leaders
had on their own preparation for the assistant principalship. This is in line with Bandura’s (1977)
emphasis on vicarious experience being an influential source of efficacy information. Although
vicarious experience is not as dependable a source of efficacy information as one’s personal
performance accomplishment may be, it still serves an important role in developing one’s selfefficacy (Bandura, 1977). That importance was emphasized in the interviews with the study
participants.
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Confidence Concerns. Although the majority of study participants were confident in
their abilities to be successful, that does not mean the program participants did not have some
confidence concerns. However, the confidence issues reported by participants were focused more
on their lack of knowledge than on their abilities. The confidence concern most referenced in this
study was confidence in decision making. Without specific knowledge of local policy or school
law, participants explained that they often worry that they are “not doing it right.” Participants
expressed that not only did they not feel confident in the decisions they often had to make, but
they also did not feel confident in knowing exactly which decisions were theirs to make within
the campus hierarchy. This was a repeated concern, but it is to be expected as Craft et al. (2016)
identified confidence in decision making as one of the five major challenges new APs face.
Limitations
As with any qualitative study relying on interview data, it is possible that the study
participants may have been uncomfortable giving candid responses in an interview setting. To
combat this possibility, participants were clearly informed of the steps taken to protect their
anonymity, and they were thoroughly informed of their right to withdraw from the study at any
time. Further, in the focus group setting, in addition to being assigned pseudonyms, participants
were allowed to participate with their cameras turned off, which four of the six participants chose
to do. Although there is no evidence that the study participants were not forthcoming, the
possibility must be considered in this type of study.
Although data were gathered from a wide variety of participants in multiple contexts,
including elementary, middle, and high schools, the findings of this study are not generalizable
to other settings outside of the parameters set for this study. Specifically, the data gathered from
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this study only apply to APs with less than three years of experience in the role who are currently
employed in a suburban North Texas school district.
Finally, it must be acknowledged that the Covid-19 pandemic could have had an impact
on the results of this study. Although it is an uncontrollable factor in the study, none of the
participants have experienced the assistant principalship in a year unaffected by Covid. Although
many of the findings of this study aligned with research conducted prior to the pandemic, there is
the possibility that the findings could have been different had the pandemic not been a factor.
Implications
Because the assistant principalship is the most common entry point for teachers moving
into administration, it is important to ensure that new APs are adequately prepared for the role.
Although PPPs are successfully preparing aspiring APs to pass their certification exams, the
results of this study show that they are underpreparing aspiring APs for the day-to-day
responsibilities of the assistant principalship. The responsibility for preparing aspiring
administrators does not fall entirely on PPPs. As such, there are implications of this study that
apply to PPPs as well as local school districts.
Recommendations for Principal Preparation Programs
The findings of this study showed that one’s level of preparation and the effectiveness of
one’s internship can vary based on the campus or district leaders they work for. Therefore, it is
recommended that PPPs examine their processes for vetting site supervisors and for educating
them on not only their responsibilities but also on the influence they have on the development of
the intern. Further, since the interns often get to select their site supervisors, it is also
recommended that PPPs examine their processes for educating their students on the importance
of selecting a qualified and motivated site supervisor, and they should ensure that their processes
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include educating interns on how to respond if their site supervisor is not helping meet the
developmental needs of the intern.
Participants in this study shared that they did not have to get outside of their comfort zone
in their internships or that their site supervisor was “very generous” when it came to awarding
hours. Therefore, it is recommended that PPPs examine their processes for auditing the
internship hours reported by their students to ensure that interns are participating in authentic
learning experiences that will prepare them for an administrative role. It is also recommended
that, if they have not already done so, PPPs lengthen the amount of time their students have to
complete their internships as multiple participants remarked that one semester or one term was
not enough time to complete a quality internship.
Finally, it is recommended that PPPs offer at least one course focused on the realities of
the assistant principalship, focusing on organization and time management, conflict resolution,
and student management. By definition, PPPs are designed to prepare aspiring administrators to
become campus principals. However, that leaves many new APs unprepared for the realities of
their first administrative position.
Recommendations for Local School Districts
The roles of the AP can vary from campus to campus and from district to district.
Accordingly, many of the study participants shared that it is impossible for PPPs to prepare
someone for everything they will need to know once they are in the assistant principalship.
Therefore, it is recommended that local school districts build a systematic leadership
development program designed to cultivate a pipeline of future APs who are prepared to enter
the assistant principalship within their school district. In addition to leadership theory, the
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program should focus on the contextual specifics of the leadership responsibilities of APs in their
school district.
Further, this study clearly shows the importance of having a strong prior knowledge in
curriculum and instruction before moving into the assistant principalship. However, given the
pace at which many of these districts are growing, and consequently, the pace at which they are
having to hire new administrators, it is not feasible to expect every aspiring AP to spend time in
an instructional coaching or curriculum coordinator role before moving into the assistant
principalship. Therefore, it is recommended that the leadership development programs
referenced above have a supplemental program in place to develop the instructional knowledge
of aspiring administrators who will not have the opportunity to work in curriculum and
instruction before moving into the assistant principalship.
Similarly, it is recommended that local school districts create programs designed to
support newly hired APs through their first year(s) of the assistant principalship. Many of the
study participants reported that there were no formal supports in place upon obtaining their first
assistant principalship and that they had to seek out their own support from peers or from their
campus principals. These district-based programs should provide newly hired APs with best
practices and systems to help them maximize their time, and they should develop newly hired
APs’ confidence in working with student discipline as well as special education and 504
services.
Finally, it is recommended that local school districts explore the possibility of
incorporating full-time administrative internship opportunities into their staffing allocations.
Beverly’s experience as a full-time administrative intern was a valuable experience in her
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development, and it allowed her to transition much more smoothly into the role, which, as
Armstrong (2015) reported, is an opportunity most APs do not receive.
Recommendations for Future Research
This study provides insights into the perceptions that new APs have about their own
levels of preparation. However, it is possible that the participants did not accurately report their
perceptions either because they were uncomfortable or because they are unaware of their actual
ability to execute in their role. Future studies could add to these findings by incorporating the
perspectives of campus principals and comparing them with the perspectives offered by the APs.
It is possible that campus principals would have a more accurate understanding of how prepared
their APs are after observing them in the role.
This study and Barnett et al.’s (2012) study were both conducted in highly populated
areas. It is recommended that future studies examine the levels of preparation and the
experiences of new APs in rural settings. Although the findings will not necessarily be
generalizable, it is important to examine the experiences of new APs who may have gone
through their PPPs while employed in school districts that might not have the same resources
that participants in this study had access to in their suburban North Texas school districts.
It is also recommended that future researchers approach this research through a
quantitative or mixed-methods approach. Utilizing a quantitative approach to determine the
efficacy, perceived levels of preparation, and perceived levels of importance regarding the
various roles of the assistant principalship could provide valuable insight into ways PPPs and
local school districts can continue to adapt to the needs of aspiring administrators.
Data from future research may provide insights into ways districts can systematically
supplement the education aspiring administrators are receiving from PPPs. Further, future data
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may also continue to reveal ways in which local school districts can support newly hired APs as
they navigate their first year(s) in the assistant principalship.
Conclusions
The purpose of this qualitative descriptive study was to examine the perceptions of new
K-12 APs in suburban North Texas school districts related to their levels of preparation upon
obtaining their first AP position. Overwhelmingly, the participants indicated that principal
preparation programs did not adequately prepare them for the assistant principalship. However,
the results of the study also showed that there are other means of preparing aspiring
administrators, and despite their belief that their programs were inadequate, most of the
participants indicated that they still believe that they can be successful in the assistant
principalship.
The findings indicated the responsibilities in which participants felt most and least
prepared, and with the exception of the participants’ high level of confidence in their preparation
for instructional leadership, the results were similar to those of previous studies. Further, the
findings of the study had implications for PPPs as well as local school districts, and
recommendations were made for both.
School leaders can have a powerful impact on teaching and learning, and the assistant
principalship is the most common entry point into school leadership. As such, it is important to
continue to understand the developmental needs of aspiring APs while also continuing to refine
preparation programs to support those needs. Recommendations for future research were made to
support that work.

137
References
Anderson, V. (2017). Criteria for evaluating qualitative research. Human Resource Development
Quarterly, 28(2), 1–9. https://doi.org/10.1001/hrdq.21282
Armstrong, D. (2010). Rites of passage: Coercion, compliance, and complicity in the
socialization of new vice-principals. Teachers College Record, 112(3), 685–722.
https://doi-org.acu.idm.oclc.org/10.1177/016146811011200308
Armstrong, D. (2012). Connecting personal change and organizational passage in the transition
from teacher to vice principal. Journal of School Leadership, 22(3), 398–424. https://doiorg.acu.idm.oclc.org/10.1177/105268461202200301
Armstrong, D. (2015). Listening to voices at the educational frontline: New administrators’
experiences of the transition from teacher to vice-principal. Brock Education: A Journal
of Educational Research and Practice, 24(2). Directory of Open Access Journals.
https://doaj.org/article/cb93af907ed44ce79e459ac518fd8827
Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change.
Psychological Review, 84(2), 191–215. https://doi.org/10.1037/0033-295X.84.2.191
Barakat, M., Reames, E., & Kensler, L. A. W. (2019). Leadership preparation programs:
Preparing culturally competent educational leaders. Journal of Research on Leadership
Education, 14(3), 212–235. https://doi.org/10.1177%2F1942775118759070
Barnett, B. G., Shoho, A. R., & Oleszewski, A. M. (2012). The job realities of beginning and
experienced assistant principals. Leadership & Policy in Schools, 11(1), 92–128.
Education Source. https://doi.org/10.1080/15700763.2011.611924

138
Bastian, K. C., & Henry, G. T. (2015). The apprentice: Pathways to the principalship and student
achievement. Educational Administration Quarterly, 51(4), 600–639.
https://doi.org/10.1177/0013161X14562213
Boyd, D., Grossman, P., Ing, M., Lankford, H., Loeb, S., & Wyckoff, J. (2011). The influence of
school administrators on teacher retention decisions. American Educational Research
Journal, 48(2), 303–333. https://doi.org/10.3102%2F0002831210380788
Boyland, L. G., Lehman, L. E., & Sriver, S. K. (2015). How effective are Indiana’s new
principals? Implications for preparation and practice. Journal of Leadership Education,
14(1), 72–91. https://doi.org/doi.org/10.12806/V14/I1/R5
Branch, G. F., Hanushek, E. A., & Rivkin, S. G. (2013). School leaders matter. Education Next,
13(1), 62–69. https://eric.ed.gov/?id=EJ1008235
Cohen, R., & Schechter, C. (2019). Becoming an assistant principal: Mapping factors that
facilitate or hinder entering the role. International Journal of Educational Leadership
Preparation, 14(1), 99–112. https://files.eric.ed.gov/fulltext/EJ1218851.pdf
Corcoran, R. (2017). Preparing principals to improve student achievement. Child & Youth Care
Forum, 46(5), 769–781. https://doi.org/10.1007/s10566-017-9399-9
Cozza, B., Blessinger, P., & Mandracchia, M. (2014). Effectiveness of graduate programs in
administrative and instructional leadership. Journal of Applied Research in Higher
Education, 6(1), 2–21. https://doi.org/10.1108/JARHE-10-2013-0046
Craft, H., Malveaux, R., Lopez, S., & Combs, J. (2016). The acclimation of new assistant
principals. Journal of School Administration Research and Development, 1(2), 9–18.
https://files.eric.ed.gov/fulltext/EJ1158139.pdf

139
Creswell, J., & Poth, C. (2018). Qualitative inquiry and research design: Choosing among five
approaches (4th ed.). Sage.
Davis, S. H., & Darling-Hammond, L. (2012). Innovative principal preparation programs: What
works and how we know. Planning & Changing, 43(1/2), 25–45.
http://files.eric.ed.gov/fulltext/EJ977545.pdf
Davis, S. H., Leon, R. J., & Fultz, M. (2013). How principals learn to lead: The comparative
influence of on-the-job experiences, administrator credential programs, and the ISLLC
standards in the development of leadership expertise among urban public school
principals. International Journal of Educational Leadership Preparation, 8(1), 1–33.
https://files.eric.ed.gov/fulltext/EJ1012996.pdf
Farkas, S., Johnson, J., & Duffett, Ann. (2003). Rolling Up Their Sleeves: Superintendents and
Principals Talk About What’s Needed to Fix Public Schools (edsoai.ocn824784228).
Public Agenda; OAIster. https://www.issuelab.org/resources/11009/pdf_cover_285.png
Federici, R., & Skaalvik, E. (2012). Principal self-efficacy: Relations with burnout, job
satisfaction and motivation to quit. Social Psychology of Education, 15(3), 295–320.
https://doi.org/10.1007/s11218-012-9183-5
Fern, E. (2001). Advanced focus group research. Sage.
Glanz, J. (1994). Redefining the roles and responsibilities of assistant principals. Clearing
House, 67(5), 283–287. Professional Development Collection.
https://doi.org/10.1080/00098655.1994.9956089
Goldring, E., Porter, A., Murphy, J., Elliott, S., & Cravens, X. (2009). Assessing learningcentered leadership: Connections to research, professional standards, and current

140
practices. Leadership and Policy in Schools, 8(1), 1–36.
https://doi.org/10.1080/15700760802014951
Grissom, J. A., Mitani, H., & Woo, D. S. (2019). Principal preparation programs and principal
outcomes. Educational Administration Quarterly, 55(1), 73–115.
https://doi.org/10.1177/0013161X18785865
Gumus, E. (2015). Investigation regarding the pre-service trainings of primary and middle school
principals in the United States: The case of the state of Michigan. Educational Sciences:
Theory and Practice, 15(1), 61–72. https://doi.org/10.12738/estp.2015.1.2052
Gurley, D. K., Anast-May, L., & Lee, H. T. (2015). Developing instructional leaders through
assistant principals’ academy: A partnership for success. Education and Urban Society,
47(2), 207–241. https://doi.org/10.1177%2F0013124513495272
Hartzell, G., Williams, R., & Nelson, K. (1994, February 19). Addressing the problems of firstyear assistant principals. https://files.eric.ed.gov/fulltext/ED369179.pdf
Hausman, C., Nebeker, A., McCreary, J., & Donaldson Jr., G. (2002). The worklife of the
assistant principal. Journal of Educational Administration, 40(2), 136–157.
Complementary Index. https://doi.org/10.1108/09578230210421105
Hayes, S. D., & Irby, B. J. (2020). Challenges in preparing aspiring principals for instructional
leadership: Voices from the field. International Journal of Leadership in Education,
23(2), 131–151. https://doi.org/10.1080/13603124.2018.1562102
Hess, F. M., & Kelly, A. P. (2007). Learning to lead: What gets taught in principal-preparation
programs. Teachers College Record, 109(1), 244–274.
http://files.eric.ed.gov/fulltext/ED485999.pdf

141
Hunt, J. (2011). The care and feeding of assistant principals: Leadership development or
squandered potential? Journal of Philosophy & History of Education, 61, 163–171.
Kahlke, R. M. (2014). Generic qualitative approaches: Pitfalls and benefits of methodological
mixology. International Journal of Qualitative Methods, 13(1), 37–52.
https://doi.org/10.1177/160940691401300119
Kaplan, L., & Owings, W. (1999). Assistant principals: The case for shared instructional
leadership. NASSP Bulletin, 83(610), 80–94.
https://doi.org/10.1177/019263659908361012
Kitzinger, J. (1995). Introducing focus groups. British Medical Journal, 311(7000), 299–302.
https://doi.org/10.1136/bmj.311.7000.299
Knowles, M. S. (1978). Andragogy: Adult learning theory in perspective. Community College
Review, 5, 9–20. Education Source. https://doi.org/10.1177/009155217800500302
Knowles, M. S., Swanson, R. A., & Holton, E. F. (2005). The adult learner (6th ed.). Routledge.
Kwan, P. (2009). The vice-principal experience as a preparation for the principalship. Journal of
Educational Administration, 47(2), 191–205.
https://doi.org/10.1108/09578230910941048
Kwan, P., & Walker, A. (2008). Vice-principalship in Hong Kong: Aspirations, competencies,
and satisfaction. School Effectiveness and School Improvement, 19(1), 73–97.
https://doi.org/10.1080/09243450701856549
Leithwood, K., Louis, K. S., Anderson, S., & Wahlstrom, K. (2004). How leadership influences
student learning: Review of research. The Wallace Foundation.
https://www.wallacefoundation.org/knowledge-center/Documents/How-LeadershipInfluences-Student-Learning.pdf

142
Leithwood, K., Patten, S., & Jantzi, D. (2010). Testing a conception of how school leadership
influences student learning. Educational Administration Quarterly, 46(5), 671–706.
https://doi.org/10.1177/0013161X10377347
Levine, A. (2005). Educating school leaders. The Education Schools Project.
https://eric.ed.gov/contentdelivery/servlet/ERICServlet?accno=ED504142
Lewis, T. E., & Jones, K. D. (2019). Increasing principal candidates’ self-efficacy through
virtual coaching. Journal of Organizational and Educational Leadership, 4(3).
https://files.eric.ed.gov/fulltext/EJ1217445.pdf
Liang, J., & Augustine-Shaw, D. (2016). Mentoring and induction for new assistant principals:
The Kansas Educational Leadership Institute. International Journal of Mentoring and
Coaching in Education, 5(3), 221–238. https://doi.org/10.1108/IJMCE-05-2016-0044
Marshall, C., & Greenfield, W. (1987). The dynamics in the enculturation and the work in the
assistant principalship. Urban Education, 22(1), 36–52.
https://doi.org/10.1177/004208598702200103
Marshall, C., & Phelps Davidson, E. (2016). As assistant principals enter their careers: A case
for providing support. International Journal of Mentoring and Coaching in Education,
5(3), 272–278. https://doi.org/10.1108/IJMCE-04-2016-0038
Merriam, S. B. (2008). Adult learning theory for the twenty-first century. New Directions for
Adult & Continuing Education, 119, 93–98. https://doi.org/10.1002/ace.309
Merriam, S. B., Caffarella, R. S., & Baumgartner, L. M. (2007). Learning in adulthood: A
comprehensive guide (3rd ed.). Wiley.
https://acu.idm.oclc.org/login?url=https://search.credoreference.com/content/entry/wileyl
a/preface/0?institutionId=4602

143
Mertz, N. T. (2006). The organizational socialization of assistant principals. Journal of School
Leadership, 16(6), 644–675. https://doi.org/10.1177%2F105268460601600601
Mitchell, C., Armstrong, D., & Hands, C. (2017). Oh, is that my job? Role vulnerability in the
vice-principalship. International Studies in Educational Administration, 45(1), 3–18.
http://cceam.net/wp-content/uploads/2019/01/ISEA_2017_45_1.pdf
Morgan, T. L. (2018). Assistant principals’ perceptions of the principalship. International
Journal of Education Policy & Leadership, 13(10), 1–20.
https://doi.org/10.22230/ijepl.2018v13n10a743
Oleszewski, A., Shoho, A., & Barnett, B. (2012). The development of assistant principals: A
literature review. Journal of Educational Administration, 50(3), 264–286.
http://doi.org/10.1108/09578231211223301
Orr, M. T., & Orphanos, S. (2011). How graduate-level preparation influences the effectiveness
of school leaders: A comparison of the outcomes of exemplary and conventional
leadership preparation programs for principals. Educational Administration Quarterly,
47(1), 18–70. https://doi.org/10.1177%2F0011000010378610
Parylo, O., & Zepeda, S. J. (2015). Connecting principal succession and professional learning.
Journal of School Leadership, 25(5), 940–968.
https://doi.org/10.1177/105268461502500506
Petrides, L., Jimes, C., & Karaglani, A. (2014). Assistant principal leadership development: A
narrative capture study. Journal of Educational Administration, 52(2), 173–192.
https://doi.org/10.1108/JEA-01-2012-0017

144
Quin, J., Deris, A., Bischoff, G., & Johnson, J. T. (2015). Comparison of transformational
leadership practices: Implications for school districts and principal preparation programs.
Journal of Leadership Education, 14(3), 71–85. https://doi.org/1012806/V14/I3/R5
Roberts, C., & Hyatt, L. (2018). The dissertation journey: A practical and comprehensive guide
to planning, writing, and defending your dissertation (3rd ed.). Corwin.
Saldaña, J., & Omasta, M. (2018). Qualitative research: Analyzing life. Sage.
Sandelowski, M. (2000). Focus on research methods: Whatever happened to qualitative
description? Research in Nursing and Health, 23(4), 334–340.
https://doi.org/10.1002/1098-240x(200008)23:4<334::aid-nur9>3.0.co;2-g
Sandelowski, M. (2010). What’s in a name? Qualitative description revisited. Research in
Nursing and Health, 33(1), 77–84. https://doi.org/10.1002/nur.20362
Scoggins, A., & Bishop, H. (1993, November). A review of the literature regarding the roles and
responsibilities of assistant principals [Paper].
https://files.eric.ed.gov/fulltext/ED371436.pdf
Searby, L., & Armstrong, D. (2016). Supporting the development and professional growth of
middle space educational leaders through mentoring. International Journal of Mentoring
and Coaching in Education, 5(3), 162–169. https://doi.org/10.1108/IJMCE-06-20160054
Searby, L., Browne-Ferrigno, T., & Wang, C. (2017). Assistant principals: Their readiness as
instructional leaders. Leadership & Policy in Schools, 16(3), 397–430.
https://doi.org/10.1080/15700763.2016.1197281
Searby, L., Wang, C.-H., & Browne-Ferrigno, T. (2015). The profile of the “ready” assistant
principal as instructional leader in Alabama.

145
https://www.ncpeapublications.org/images/2015_Conference_Papers/Searby_Wang_Bro
wneFerrigno_Assistant_Principal_Study_article_1_-_Searby.pdf
Sebastian, J., & Allensworth, E. (2012). The influence of principal leadership on classroom
instruction and student learning: A study of mediated pathways to learning. Educational
Administration Quarterly, 48(4), 626–663. http://doi.org/10.1177/0013161X11436273
Service, B., Thornton, K., & Dalgic, G. E. (2016). Implications of a shadowing/mentoring
programme for aspiring principals. International Journal of Mentoring and Coaching in
Education, 5(3), 253–271. https://doi.org/10.1108/IJMCE-03-2016-0031
Shenton, A. (2004). Strategies for ensuring trustworthiness in qualitative research projects.
Education for Information, 22(2), 63–75. https://doi.org/10.3233/EFI-2004-22201
Slayton, J. (2017). Rethinking leadership in K-12: Ensuring that those in positions of leadership
are also positioned to lead. In The dark side of leadership: Identifying and overcoming
unethical practice in organizations (Advances in Educational Administration, Vol. 26)
(Vol. 26, pp. 57–72). Emerald Group Publishing. https://doi.org/10.1108/S1479366020160000026004
Sun, A. (2018). Grow your own leaders: On-the-job mentoring for aspiring assistant principals.
Journal of Behavioral & Social Sciences, 5(2), 107–117.
Superville, D. R. (2017, January 24). Pressure Mounts on Higher Ed. To Improve Principal
Preparation. Education Week. https://www.edweek.org/teaching-learning/pressuremounts-on-higher-ed-to-improve-principal-preparation/2017/01
Taylor Backor, K., & Gordon, S. P. (2015). Preparing principals as instructional leaders:
Perceptions of university faculty, expert principals, and expert teacher leaders. NASSP
Bulletin, 99(2), 105–126. https://doi.org/10.1177/0192636515587353

146
Texas Demographic Center. (2021). Demographic trends and population projections for Texas
and the North Texas region [PowerPoint slides].
https://demographics.texas.gov/Resources/Presentations/OSD/2021/2021_01_15_Leaders
hipNorthTexas.pdf
Texas Education Agency. (2019). Principal as instructional leader (268). Preparation Manual: A
Candidate and Program Planning Guide.
https://www.tx.nesinc.com/content/docs/268PrepManual.pdf
Texas Education Agency. (2020). Texas academic performance report [Data set]. Texas
Education Agency. https://rptsvr1.tea.texas.gov/perfreport/tapr/2020/index.html
Tschannen-Moran, M., & Gareis, C. R. (2007). Cultivating principals’ self-efficacy: Supports
that matter. Journal of School Leadership, 17(1), 89–114.
https://eric.ed.gov/?id=EJ807374
Turale, S. (2020). A brief introduction to qualitative description: A research design worth using.
Pacific Rim International Journal of Nursing Research, 24(3), 289–291. https://he02.tcithaijo.org/index.php/PRIJNR/article/view/243180
Vogel, L. R. (2018). Learning outside the classroom: How principals define and prepare to be
instructional leaders. Education Research International, 1–14.
https://doi.org/10.1155/2018/8034270
Weathers, J. M., & White, G. P. (2015). Executive coaching of school leaders in a mid-sized
urban school district: Development of a model of effective practice. Advances in
Educational Administration, 22, 191–222. https://doi.org/10.1108/S1479366020150000022020

147
Webb, R., & Vulliamy, G. (1995). The changing role of the primary school deputy headteacher.
School Organisation, 15(1), 53–64. https://doi.org/10.1080/0260136950150107
Webster, J., & Watson, R. (2002). Analyzing the past to prepare for the future: Writing a
literature review. MIS Quarterly, 26(2), xiii–xxiii.
https://www.academia.edu/37761918/Analyzing_the_Past_to_Prepare_for_the_Future_
Writing_a_Literature_Review
Willis, D. G., Sullivan-Bolyai, S., Knafl, K., & Cohen, M. Z. (2016). Distinguishing features and
similarities between descriptive phenomenological and qualitative description research.
Western Journal of Nursing Research, 38(9), 1185–1204.
https://doi.org/10.1177/0193945916645499
Young, M. D., Winn, K. M., & Reedy, M. A. (2017). The Every Student Succeeds Act:
Strengthening the focus on educational leadership. Educational Administration
Quarterly, 53(5), 705–726. https://doi.org/10.1177/0013161X17735871

148
Appendix A: Participation Invitation Email
Dear AP,
My name is Lute Croy. I am a doctoral candidate at Abilene Christian University in the
Organizational Leadership program. I am currently conducting a study of the quality of
preparation that aspiring administrators are receiving from their principal preparation programs
by exploring the perceptions of new APs regarding how prepared they feel that they were for the
various responsibilities of the assistant principalship. Candidates for the study will have less than
three total years of experience as an AP, and they will also be employed by one of the K-12
public school districts that serve at least 8,000 students in either Collin County or Denton County
(Texas).
Should you agree to take part in this study, you will be asked to sign a consent form,
complete a short questionnaire, and participate in either a one-on-one virtual interview or a
virtual focus group depending on what you are comfortable with. Attached to this email, you will
find a document containing more information regarding your role in the study if you were to
agree to participate.
Are you interested in participating in my study? If you are willing to participate, please
email me at xxxxxxxx@acu.edu indicating so, and I will send you the consent form for
participation. If you agree to participate in this study, you will always have the right to withdraw
from the study at any time.

Thank you,
Lute Croy
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Appendix B: Screening Questionnaire
Q1. Please indicate your age.
Q2. Please indicate your total years of experience in education.
Q3. Please indicate your total years of experience as an AP.
Q4. Please indicate the setting of your current position. Elementary School (K-5),
Middle School (6-8), High School (9-12)
Q5. Please indicate your gender. Male/Female/I prefer not to provide this information.
Q6. Please indicate your ethnicity. African American/Hispanic/White/American
Indian/Asian/Pacific Islander/Two or More Races/I prefer not to provide this
information.
Q7. Which of the following best describes the setting of the principal preparation
program you completed to obtain your principal certification? Face-toFace/Online/Hybrid
Q8. Which of the following best represents the organization that provided your principal
preparation program? University/Regional Service Center/Other
Q9. Please indicate the year that you completed your principal preparation program.
Q10. Please indicate the year that you obtained your first AP position.
Q11. Which of the following would you be comfortable participating in as part of this
study? One-on-one virtual interview/Virtual focus group/Either
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Appendix C: Semistructured Interview Questions
Q1. Describe your roles and responsibilities as an AP. Which of these responsibilities do
you feel are most important, and which do you feel are least important?
Q2. What were the biggest challenges you experienced as a new AP, and did you expect
these challenges coming into the role?
Q3. What areas of the assistant principalship were you best prepared for, and what areas
were you least prepared for?
Q4. Do you feel as though your principal preparation program adequately prepared you
for the role of AP? What do you think your program could have done better?
Q5. Did your preparation program require you to have a mentor or a site supervisor?
a. Yes – How did that person help prepare you for the assistant principalship?
b. No – Have you had any other mentors that played a role in your preparation for
the assistant principalship? If so, how did they help you prepare for the assistant
principalship?
Q6. Outside of your principal preparation program, what professional development
and/or job experiences did you participate in that helped prepare you for the
assistant principalship?
Q7. If you were talking to a teacher that had aspirations of becoming an AP, what would
you advise them to do as a teacher outside of getting certified and completing the
formal preparation items?
Q8. Prior to becoming an AP, what made you believe that you would be successful in
the assistant principalship, and why did you pursue the role?
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Q9. To what extent can you affect the teaching and learning that takes place on your
campus?
Q10. What do you enjoy most and least about the AP position?
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Appendix D: Focus Group Questions
Q1. What does the day-to-day role of the AP look like?
Q2. Which of the roles and responsibilities of an AP are most important, and which are
least important?
Q3. To what extent can you prioritize the competing demands of the job?
Q4. Which areas of the assistant principalship were you most prepared for, and which
areas were you least prepared for when you began the job?
Q5. What was the most surprising part of the job once you got into it?
Q6. What are the biggest challenges new APs face?
Q7. Was confidence an issue when stepping into the role?
Q8. Do you feel like your principal preparation program adequately prepared you to be
successful as an AP?
Q9. Do you think it is possible for a program to get people past having to “learn on the
job” before they get into the assistant principalship?
Q10. What did your principal preparation program do well in preparing you for the
assistant principalship?
Q11. How would you describe your internship or practicum experience?
Q12. What could your principal preparation program have done better, or what do you
wish they would have done better for you?
Q13. Would you recommend your principal preparation program to aspiring
administrators? Why or why not?
Q14. What role did mentors play in helping to prepare you for the assistant principalship?
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Q15. Outside of your principal preparation program, what professional development
and/or job experiences did you participate in that helped prepare you for the
assistant principalship?
Q16. What should teachers that aspire to be APs be doing to prepare themselves for the
assistant principalship outside of getting their certification and completing formal
preparation items?
Q17. What personal or professional characteristics are necessary for success as an AP?
Q18. Why should someone want to become an AP?
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Appendix E: Total Responses for Each Role or Responsibility Reported
Roles and
Responsibilities
Student discipline
Parent communication
Monitoring student attendance
Managing
paperwork/documentation
Coaching teachers
Attending PLC meetings
IEP meetings
Lunch duty
504 meetings

No. of
Responses
14
13
12
10
9
8
8
8
7

Roles and Responsibilities
Building trust
Building campus culture
Building teacher capacity
Campus budget

No. of
Responses
1
1
1
1

Campus communication
Campus newsletter
Cheer tryouts
College Board liaison
Communicating with other
campuses
Community communication
Connect with parents
Counseling teachers

1
1
1
1
1

1
1
1
1

1
1
1

Safety and security
Teacher evaluation
Covid protocols
Department supervision
Building relationships
Connect with students
Morning duty
Afternoon duty

7
7
6
6
5
5
5
4

Classroom observations
Classroom walkthroughs
Connect with teachers
Ensuring student success
HB 4545 compliance

3
3
3
3
3

Home visits
Instructional leadership

3
3

Managing facilities

3

Monitoring hallways

3

Monitoring student grades

3

RTI

3

Supervising extracurricular
events
Supporting students
Visiting classrooms
Assist the principal

3

Creating the master schedule
Credit recovery supervision
Crucial conversations
Ensuring everything runs
smoothly on campus
Fielding complaints
Freshman orientation day
Graduation lead
ISS supervision
Letterman’s jacket
sales/distribution
Modeling expectations
Overseeing extracurricular
activities
Professional development
oversight
Providing teachers
professional development
Reinforcing teacher
expectations
Responding to teacher,
student, and campus needs
Security cameras

3
3
2

Serve students
Serve teachers
State testing

1
1
1

1
1
1
1
1
1
1
1
1
1
1
1
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Roles and
Responsibilities
Creating the duty schedule
Data analysis
Hiring teachers
Putting out fires

No. of
Responses
2
2
2
2

Subbing for teachers
Substitute teacher supervision
Supervising clubs and orgs
Supporting teachers
Teacher communication
504 coordinator

2
2
2
2
2
1

ACT/SAT testing coordinator
Advanced academics
coordinator
Buffer between students,
teachers, community members,
and administration
Buffer between parents and
teachers

1
1
1

1

Roles and
Responsibilities
Student Counseling
Student emotional wellbeing
Student supervision
Supervise centralized
programs
Supervising finals exemptions
Supporting campus goals
Teacher emotional wellbeing
Team-teaching
Tutoring students
Liaison between district
administration and teachers
Problem-solving
Difficult conversations with
students and teachers
Attend district meetings

No. of
Responses
1
1
1
1
1
1
1
1
1
1
1
1
1
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Appendix F: Responsibilities Reported by Each Participant
Pseudonym
Arnold

Beverly

Bradley

Dwayne

Gwen

Jemma

Jodie

Kelly

Responsibilities Reported
Being a buffer between students, teachers, community members, and
administration; department supervision; cheer tryouts; teacher support; student
support; parent communication; lunch duty; attending PLC meetings; monitoring
student attendance; put out fires; ensuring student success; safety and security;
504 meetings; IEP meetings; managing paperwork; parent communication;
managing facilities; coaching conversations; connect with students; student
discipline;
Attending PLC meetings; classroom observations; classroom walkthroughs;
teacher evaluation; student supervision; morning duty; lunch duty; afternoon
duty; student discipline; monitoring student attendance; home visits; managing
paperwork; parent communication; ARD meetings; 504 meetings; security
cameras; coaching conversations; tutoring students; building relationships;
Covid protocols; data analysis;
Ensuring everything runs smoothly on campus; monitoring student attendance;
monitoring student grades; monitoring hallways; lunch duty; morning duty;
afternoon duty; monitoring hallways; parent communication; department
supervision; classroom walkthroughs; credit recovery supervision; ISS
supervision; graduation lead; student discipline; substitute teacher supervision;
supervising clubs and orgs; supervising extracurricular events; managing
paperwork;
Monitoring student attendance; assist the principal; being in classrooms; parent
communication; teacher communication; responding to teacher, student, and
campus needs; student discipline; model expectations; building relationships;
connect with teachers; connect with students;
504 coordinator; student discipline; counseling; coaching teachers; instructional
leadership; parent communication; ARD meetings; HB 5454 compliance;
building relationships; department supervision; Covid protocols; subbing for
teachers; managing paperwork; monitoring student attendance;
Creating the duty schedule; creating the master schedule; fielding complaints;
instructional leadership; hiring teachers; evaluating teachers; home visits;
monitoring student attendance; monitoring student grades; student discipline;
safety and security; 504 meetings; ARD meetings; teacher emotional wellbeing;
student emotional wellbeing; coaching teachers; home visits; attending PLC
meetings; campus budget; RTI; HB 4545 compliance; managing facilities
Assist the principal; safety and security; serve students; serve teachers;
instructional leadership; student discipline; building teacher capacity; attending
PLCs; visiting classrooms; IEP meetings; 504 meetings; RTI; parent
communication; teacher duty schedule; overseeing extracurriculars; crucial
conversations; teacher evaluation; building relationships; parent communication;
Monitoring student attendance; student discipline; monitoring hallways; parent
communication;
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Kimberly

Putting out fires; teacher communication; supporting students; supporting
teachers; communicating with other campuses; state testing; safety and security;
visiting classrooms; coaching teachers; team-teaching; subbing for teachers;
connect with teachers; connect with parents; connect with students;

Kirsten

Monitoring student attendance; lunch duty; managing paperwork; attending PLC
meetings; safety and security; IEP meetings; student discipline; counseling
teachers; parent communication;
Covid protocols; managing facilities; supervising extracurriculars; overseeing
clubs and orgs; letterman’s jacket sales/distribution; teacher evaluation;
coaching teachers; student discipline; attending PLC meetings; supporting
campus goals; building campus culture; monitoring student attendance;
monitoring student grades; managing paperwork; HB 4545 compliance; data
analysis; 504 meetings; IEP meetings; professional development oversight;
morning duty; lunch duty; afternoon duty; parent communication;
College Board Liaison; ACT/SAT testing coordinator; 504 meetings; student
discipline; monitoring student attendance; managing paperwork; supervising
finals exemptions; parent communication; safety and security; lunch duty;
monitoring hallways; supervising extracurricular events; classroom
walkthroughs and observations; attending PLC meetings; department
supervision; Covid protocols;
Student discipline; substitute teacher supervision; advanced academics
coordinator; freshman orientation day; department supervision; teacher
evaluation; monitoring student attendance; campus newsletter; campus
communication; lunch duty; morning duty; managing paperwork; home visits;
Covid protocols; building relationships;
Ensure student success; providing teacher professional development; reinforcing
teacher expectations; buffer between parents and teachers; parent and
community communication; Covid protocols; RTI; managing paperwork;
monitoring student attendance; coaching teachers;
Department supervision; liaison between district administration and teachers;
problem-solving; coaching teachers; teacher evaluation; student discipline;
student support; parent communication; managing paperwork; lunch duty;
classroom observations; connect with students
Attending PLCs; coaching teachers; ensuring student success; safety and
security; teacher evaluation; 504 meetings; IEP meetings; student discipline;
connect with students; connect with teachers; parent communication; difficult
conversations with students; difficult conversations with teachers; attend district
meetings; morning duty; afternoon duty; building trust; supervise centralized
programs; hiring teachers;

Mira

Mitchell

Natalia

Ruth

Wendi

Wyatt
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Appendix G: University PPP/M.Ed. Courses
University PPP/M.Ed. Courses
University A
Fundamentals of leadership

University B
Administration of special
services

University C
Curriculum design &
practice

School community relations

The school principalship K-12

Educational research

Leadership for
accountability

Instructional leadership

Differentiated instruction &
learning theory

Curriculum management

Foundations of curriculum
planning

Evaluation & assessment in
education

The principalship

School resource management

Practicum I, II, III

School Law

Public school law

School professional
development & continuing
education leader

Human resource
management

Educational research

School resource leader

Instructional leadership

Fundamentals of educational
leadership
Synthesis in educational
leadership
Practicum for school principals

Ethics & leadership

Internship for supervision
Internship for principal

Legal foundation of
education
School diversity leader
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University D
Leading with values
School culture and student
support
Collaborative leadership

University E
Curriculum design,
implementation and evaluation
Leadership in the instructional
setting
Leadership theory

Leading organizational
change

Diversity in educational
settings

Instructional leadership
(Literacy)
Instructional leadership
(STEM)

Governance, political, and
legal aspects of education
The principalship

Developing human capital

Educational research and
evaluation
Legal and ethical aspects of Resource management in
leadership
education
Capstone experience
Administrative practicum
Field studies I, II

-

Capstone internship in
educational leadership and
policy studies
-

University F
Instructional leadership
Campus-level school law
Management of school
resources
Race, class and gender issues
in education
School communications and
public relations
Administration and leadership
for student educational services
Organizational change and
school improvement
Professional development and
supervision
Administration of the K-12
curriculum
Educational leadership
applications
Internship in educational
administration
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