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Abstract 

Student population in American public schools has dramatically increased over 

the last ten years with projections indicating a continuation of fast growth for many 

school districts over the next two decades (Hussar & Bailey, 2013).  Many districts across 

the state of Texas have already begun experiencing the impact of record breaking student 

enrollment resulting in a need to address the issue of overcrowding in schools.  With the 

opening of a new school, district leaders are challenged with establishing a culture that 

promotes the same high academic standards as existing schools.  Principals leading newly 

built schools are given a unique opportunity as a catalyst for building a highly effective 

learning culture from the ground up. 

The purpose of this study was to examine leadership strategies for building trust, 

collaboration and professional development opportunities in newly opened schools. 

Specifically, the study described principals’ reported beliefs regarding strategies believed 

to help newly built schools create a culture of trust, collaboration and effective 

professional development opportunities.  This qualitative study utilized a purposeful 

sampling strategy in the selection of eight school principals who have experience as the 

leaders of newly opened schools within a single, fast growth suburban school district in 

Texas.  A semi-structured interview within a focus group setting was used to collect data 

from the eight school principals.  The interviews were recorded and transcribed.  From 

the information, themes were developed and analyzed.  
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 The data from this study indicated an importance placed on leadership strategies 

that initiated activities that targeted collaboration and trust building efforts in the months 

prior to the opening of a school.  Specific examples were given that were believed to 

enhance collaboration and trust among staff members of newly opened campuses.  

Twelve theme categories emerged from the responses given by the study participants.  

Further research will be necessary to analyze any correlation that may exist between 

specific leadership strategies and activities and the building of trust, collaboration and 

professional development in a newly opened campus.  
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Chapter I 

INTRODUCTION 

Introduction 

Highly effective schools are those where high levels of academic achievement can 

be found in all students, regardless of cultural or economic background (McEwan-

Adkins, 2009).  Researchers have found several common traits associated with highly 

effective schools including trust, collaboration, effective leadership, and focused 

professional development opportunities (Forsyth, Adams, & Hoy, 2011; McEwan-

Adkins, 2009; Tschannen-Moran, 2014).  The majority of studies focus on improving the 

learning in schools where there has been a decline in student achievement and evidence 

of a non-productive learning culture (Bryk, Sebring, Allensworth, Luppescu, & Easton, 

2010; Marzano, Waters, & McNulty, 2005).  There have been very few studies where 

researchers have proactively viewed effective school strategies before a school culture 

has been established and an achievement gap in learning has occurred (Holmes, 2009).  

This study attempts to bridge the gap in research by investigating school principals’ 

beliefs regarding effective leadership strategies for building trust, collaboration and 

effective professional development opportunities in newly opened schools. 

As enrollment increases across the country and in Texas, the need for newly built 

schools will continue to increase (Texas Education Agency, 2014; Whalen, 2014).  

Within the last several years, there has been a steady increase in the number of students 

enrolling in public schools across the United States (Texas Education Agency, 2014).  

According to national statistical reports, this growth trend will continue through the 2022 

school year (Hussar & Bailey, 2013).  Elementary and secondary public school 
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enrollment records set by “baby boomers” in the 1960’s and 1970’s have been shattered 

by the present-day generation of school-aged children  who continue to set new 

enrollment records each year (Hussar & Bailey, 2013).  Record setting enrollment has 

already impacted public school districts in the state of Texas where the population of 

children under the age of 18 is growing at a rate 6.5 times faster than the United States 

average (Texas Comptroller’s Office, 2014).  The student population in the United States 

and Texas is not only increasing in size, but is also increasing in cultural diversity as 

more students with diverse cultural and linguistic backgrounds enter public education 

(Hussar & Bailey, 2013; Texas Education Agency [TEA], 2014; Whalen, 2014).  Adding 

to the 834 new schools built between 2007 and 2013, many districts in Texas are 

accommodating their rapidly growing student population with yearly construction of new 

schools (Texas Comptroller’s Office, 2014).  

As the number of schools increase, the need for effective school leaders also 

increases (Leithwood, Seashore Louis, Anderson, & Wahlstrom,, 2004).  There are 

extensive research studies on the effective leadership and characteristics of highly 

functioning schools with several common elements including trust building, 

collaboration, and professional development opportunities (Copland, 2003; Forsyth et al., 

2011; M. Fullan, 2014b; Tschannen-Moran, 2014); however there are very few studies 

within the setting of a newly opened school (Goennier, 2006; Holmes, 2009).  

Background of the Problem 

The impact of new student enrollment will be evident throughout the United 

States, but is going to be most significant in the southern states with Texas leading the 

charge in record numbers of newly enrolled students (Hussar & Bailey, 2014).  Many 
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school districts across the state of Texas are already experiencing first hand this growth 

phenomenon and are finding it necessary to build and staff new schools in an 

unprecedented rate to accommodate their growing and changing student population 

(TEA, 2014).  Participants in this study are all current principals in Growth ISD 

(pseudonym), a large fast growth district in the southeast region of Texas. Growth ISD is 

one of the many districts across the state experiencing a dramatic increase in the housing 

development within its district boundaries resulting in a steady increase in student 

enrollment from 2000-2010.  Student enrollment in Growth ISD has increased from less 

than 20,000 students to over 28,000 in the ten year period from 2004-2014 with 

projections estimating consecutive increases to continue over the next decade 

(Demographer’s Report, 2014). In response to the growth in student population, Growth 

ISD has built and staffed eight new schools from 2005-2015 with construction beginning 

on three additional schools that will open over the next two years.  The district in this 

study one among several districts across the state experiencing this type of growth and 

need for newly built schools. The leaders of growing districts will undoubtedly put forth 

every effort and resource to continue meeting the needs of their increased student 

population with the construction of new schools. The question becomes, however, do 

these same district leaders ensure that newly appointed school principals have the skills 

and resources necessary for successfully meeting the unique set of challenges that come 

with leading a newly built school? 

Principals who accept the leadership position of opening a new school are in a 

uniquely challenging role that is different in many aspects from the role of a principal 

who takes over an established school (Flores, 2008; Holmes, 2009; Stine, 2000).  The 
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process for completing construction of a new school requires districts to invest significant 

financial and human capital to successfully meet the demands of new construction. There 

is evidence to suggest school districts spend a great deal of time and resources ensuring 

that these new schools meet the expected aesthetic, functional and technological 

standards set by both district personnel and community members (Vincent & 

Monkkonen, 2010).  A common practice among many school districts is the hiring of the 

principal of a new school many months or a year before the school officially opens 

(Goennier, 2006; Santos, 2009). The expectation from many districts is that the newly 

appointed principal take an active, leading role to ensure that the new school building is 

equipped with all necessary functional and educational resources, staffed with highly 

qualified personnel.  For the newly appointed principal, the months preceding the official 

opening day is filled with a myriad of tasks that focus on the construction and building 

site, hiring of new staff, school organization, community relations, and management of 

resources. (Foley, 1996; Holmes, 2009; Stine, 2000).   

The clock begins running from the time a principal is named as the leader of a 

new school until the first day the school opens and the list of tasks needed to be 

completed continues to grow in preparation for the first day of school (Flaxman, 2000; 

Flores, 2008). The structural formation of the school building must meet all safety and 

functional standards before students are allowed to enter their new school (Stine, 2000). 

Once construction of a new school is complete, many districts give the newly appointed 

principal an opportunity to inspect the school and provide a guide with specific criteria 

for inspection (Pettersen, 2002).  There is little evidence to suggest the same type of 
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checklist is provided or exists to guide the newly appointed principal in the development 

of a culture of collaboration and trust among all stakeholders (Holmes, 2009).   

Second only to teachers, principals are an important factor in the quality of 

student learning that occurs on a school campus (Marzano et al., 2005).  Results from a 

recent study indicate that highly effective principals have the ability to raise the 

achievement of a typical student by between two and seven months of learning in a single 

school year (G. F. . Branch, Hanushek, & Rivkin, 2013).  Educational researchers have 

studied and analyzed the actions and practices of successful school principals and have 

found common practices among those school principals recognized as highly effective 

(Branch, Hanushek, & Rivkin, 2013; Fisher, 2010; Keys, 2010; Marzano, Waters, & 

McNulty, 2005).  Researchers have identified the following commonalities in school 

principals regarded as highly effective: 

1.  Articulating and fostering a shared vision for learning. 

2. Promoting a safe and positive school culture. 

3. Managing human resource support. 

4. Effectively evaluating performance of the teaching staff. 

5. Managing and organizing the school’s resources. 

6. Fostering communication and collaboration among all stakeholders. 

7. Leading in a way that results in academic growth based on established 

standards.  

Successful school principals also recognize the importance of connecting a 

student’s cultural background and heritage to the learning process that occurs in the 

classroom (Sergiovanni, 2004). Connecting a student’s cultural background with the 
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curriculum taught in the classroom has been shown to result in greater retention of the 

learning objectives and higher levels of student motivation (Banks et al, 2007). 

Statement of the Problem 

Districts across the United States are experiencing a steady increase in the number 

of newly enrolled students entering their schools (Hussar & Bailey, 2013). Student 

enrollment projections predict parts of the country will continue to see an increase in 

student population over the next ten year period (Whalen, 2014). In response to the 

growing number of children entering public schools, districts are meeting the challenge 

of school overcrowding with the construction of new schools in their communities (Texas 

Comptroller’s Office, 2014).  In addition to an increase in number, these new students are 

also changing the cultural make-up of many schools and districts as more students from 

culturally diverse families enter the public school system (Hussar & Bailey, 2009).  

Texas is among one of the top seven states leading this trend of increased student 

population and cultural diversity (Murdock, 2003).  One of the ways districts across the 

state of Texas are meeting this challenge is with the planning and construction of new 

schools (Texas Comptroller’s Office, 2014).  

Building these new schools to accommodate the increased number of students 

may alleviate the possible overcrowding of classrooms within a growing district, but 

according to leading researchers, the business of educating students begins and ends with 

what happens within the walls of a school building (Forsyth et al., 2011; Marzano et al., 

2005; Tschannen-Moran & Hoy, 1998).  According to researchers Hoy & Hoy (2006), 

"Schools are about teaching and learning; all other activities are secondary to these basic 

goals" (p. 1).  Further research indicates that meeting these goals requires a school culture 
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that facilitates student achievement through the efforts of the adults working in a 

collaborative and trusting environment (Hoy et al., 2006).   

Research has indicated that effective principals utilize leadership strategies that 

promote a school culture that works from a framework of organizational and community 

trust (Mitchell, Ripley, Adams, & Raju, 2011; Tschannen-Moran, 2014).  Contrasting 

with existing schools, newly opened schools do not have a backdrop of established 

relationships with community members and parents, nor do they have strong teacher 

connections and structures for professional collaboration.  Principals of these newly built 

schools may need to build the framework for establishing a trusting, collaborative 

environment on a campus that has no historical foundation (Ash & D’Auria, 2013).  

Many principals hired to open schools are given only a few short months to ensure that 

the building and classrooms are structurally conducive for learning, ensure quality 

teachers and staff are hired, create a master schedule, and establish procedures for both 

staff and students (Santos, 2009).  Along with this endless task list of important 

administrative jobs that must be completed before the beginning of the school year, 

principals must be cognizant of creating a culture where teachers work in a collaborative 

and trusting environment (Mitchell et al., 2011).  There is research to support a 

connection between higher student achievement measures and healthy school 

environments with high levels of trust, most principal induction programs omit trust 

building components (Duncan, Range, & Scherz, 2011; Lyons, 1992; Noonan, Walker, & 

Kutsyuruba, 2008). Significant financial resources, time and thought are given to the pre-

planning phases of opening a new school in terms of construction, the hiring of staff, and 

the involvement of community members in establishing norms and traditions.  Principals 
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in new schools are expected to address issues related to the managerial aspects of opening 

a school.  Setting up classrooms to meet the needs of 21st century learners and technology 

incorporation, creating a master schedule from scratch, ordering supplies and resources, 

interviewing and hiring personnel, and meeting with community members and 

prospective parents are just a few of the necessary tasks given to principals before the 

opening of a new school (Goennier, 2006).  A majority of energy and time is spent on 

ensuring the school is ready to receive students by the first day of a new year. Given how 

much importance researchers place on the influence school principals have on a school’s 

learning environment and how that influence is dependent upon a trusting relationship 

with staff and stakeholders, it would be worth the time and effort for principals to place 

building trust, collaboration and professional development opportunities at the top of 

their priority list of pre-opening day initiatives.   

There seems to be a lack of research based resources available to administrators 

who open new schools that would help facilitate a newly formed staff towards 

collaboration, professional learning, and trust building practices (Santos, 2009; Stine, 

2000).  If the goal of a district is to promote student achievement and set the standards for 

academic excellence during the first year of a newly opened school, then a plan for newly 

opened schools that focuses on organizational trust, collaborative efforts, and 

professional development will need to be formulated before students begin learning in 

their newly built school. 

Purpose of the Study 

The purpose of this study was to examine the perceptions of principals 

experienced in leading newly opened schools regarding their perceptions and leadership 
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strategies for fostering a culture of trust, creating collaborative team structures, and 

identifying and implementing professional development opportunities. This study 

examined perceptions from principals who have experienced opening a new school 

within the same school district. This study examined leadership strategies perceived to 

promote the building of a proactive, learning centered school culture where teachers, 

parents, and school principals engage in collaborative practices. The purpose of this study 

was also to examine perceptions of effective leadership practices that helped to identify 

professional development needs and facilitate professional development opportunities 

that meet the needs of a newly formed staff in a newly opened school.  Specifically, data 

from a focus group of eight principals was examined for common themes in determining 

leadership strategies believed to be most effective for building trust, promoting 

collaboration and initiating targeted professional development within a newly built 

school.  The study will contribute to the research on trust building, collaboration and 

professional development within the context of a newly opened school. 

Significance of the Study 

School culture directly impacts the academic success of students (Barth, 2002; 

Kowalski, 2012; Macneil, Prater, & Busch, 2009).  Much of the literature regarding 

school culture focuses on changing an established culture within a school that is 

functioning counterproductively to the learning process of students (Bustamante, Nelson, 

& Onwuegbuzie, 2009; Drago-Severson, 2012; Shapiro & Burley, 1994).  There are few 

research studies to date examining issues specific to newly built schools (Dupree, 2012; 

Flores, 2008; Holmes, 2009).  There are even fewer studies that address strategies for 

building a culture of learning and trust in newly opened schools (Stine, 2000).  In 
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accordance with the No Child Left Behind (NCLB) legislation of 2001, principals of 

newly opened schools are held to the same state and federal accountability measures as 

those principals in established schools with established cultures. Principals are 

responsible for setting the cultural, educational and organizational tone of a school 

(Tschannen-Moran, 2004).  Bringing all of these elements together to affect positive 

student outcomes will necessitate the principal to proactively foster the development of 

trusting relationships among all stakeholders (Cosner, 2009; Tschannen - Moran, 2009). 

By focusing attention on the perceptions of principals experienced in the opening of a 

new school, this study will provide an “insider’s” viewpoint to the dynamics regarding 

relationships, collaboration and professional growth that are specific to a school in its 

first year of operation.  

This study may also provide district leaders and school principals with multi-

dimensional perspectives of best practices for building trust, collaboration, and 

professional development opportunities in a newly opened school as viewed through the 

experience of school leaders beginning the opening phase, school leaders ending year 

one, as well leaders who have a “hindsight” perspective after several years of opening a 

new school. As the need for new schools continues to rise with the growing student 

population (Hussar & Bailey, 2013) along with the expectation for continual student 

academic growth (Choi, 2011), it will be essential that principals have resources available 

for meeting rigorous standards of student achievement through the collaborative efforts 

of all stakeholders during the first year of operation (Marzano et al., 2005).  Trust in 

schools has been studied extensively as it relates to teachers as a collective unit 

(Tschannen-Moran & Hoy, 1998) and as it relates to students and parents in established 
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schools (Forsyth et al., 2011).  There has been little research on how trust is established 

in a newly opened campus and how best to support trust building, collaboration and 

effective professional development opportunities (Fullan, 2005). This study may help 

guide school district leaders and principals in their decision making about professional 

development needs that are specific to newly opened schools.  

Results from this study may have implications for leadership trainings and principal 

induction programs as it may provide new administrators with strategies and tools for 

staff development that focuses on trust building in established schools. With the increase 

of enrollment of multi-cultural and linguistically diverse students (Whalen, 2014), a 

school principal’s ability to build trust and collaboration among a diverse community will 

be essential for ensuring academic success for all students. Many principals may lose 

sight of the importance of proactively planning for the staff development trainings that 

can shape and focus a faculty towards shared goals, student success and school 

improvement. Implications from this study may highlight the need for leaders to initiate a 

professional development plan that targets trust building strategies within collaborative 

work groups.  Establishing a professional growth framework will help to shape the 

culture of a new school where learning and instructional strategies are discussed, 

implemented and evaluated for effectiveness on a regular basis. By examining how 

principals facilitate trust building, collaboration and professional development 

opportunities during the formation of a school’s culture, future school principals may 

gain insight about the significance of their leadership positions and how principals can 

positively impact the collaborative efforts within their own school cultures. 
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Research Design 

This qualitative study used focus group interviews with principals from one large, 

suburban school district in southeast Texas who have experience as the school leaders of 

newly opened schools. Focus group interviews were used to gather information regarding 

effective leadership strategies for building trust, collaboration, and professional 

development opportunities in newly opened schools.  The study design allowed 

participants an opportunity to collaborate and verbalize their perceptions and views in a 

meaningful and insightful manner.  Data analyzed included common categories, themes, 

and frequency of responses.   

Research Questions 

1. What do principals of newly opened schools believe to be effective leadership 

qualities of principals who lead a newly opened school?  

2. What do principals of newly opened schools believe to be effective leadership 

practices for fostering a culture of trust in a newly opened school? 

3. What do principals of newly opened schools believe to be effective leadership 

practices for facilitating teacher collaboration in a newly opened school? 

4. What do principals of newly opened schools believe to be effective leadership      

practices for implementing professional development opportunities in a newly 

opened school? 

Definitions 

1. Organizational trust- an organization’s willingness, based on its culture and 

communication behaviors in relationships and transactions, to be appropriately 

vulnerable if it believes that another individual, group or organization is 
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competent, open and honest, concerned, reliable and identified with common 

goals, norms and values (Shockley-Zalabak, Ellis, & Cesaria, 2000).  

2. School culture- sum of the values, cultures, safety practices, and organizational 

structures within a school that cause it to function and react in particular ways. 

3. Professional development- a comprehensive, sustained, and intensive approach to 

improving teachers’ and principals’ effectiveness in raising student achievement 

(No Child Left Behind [NCLB], 2002). 

4. STAAR- State of Texas Assessments of Academic Readiness (Texas Education 

Agency, 2011). 

5. School Capacity- developing the collective ability, dispositions, skills, knowledge, 

motivation, and resources to act together to bring about positive change (Fullan, 

2005). 

6. Trust- the interactions between people who have moderate or high levels of 

interdependence, feelings of vulnerability and risk, and who also work 

collaboratively towards the accomplishment of common goals (Forsyth et al., 

2011). 

7. Collaboration- “a systematic process in which professionals work together 

interdependently to analyze and impact professional practice in order to improve 

individual and collective results” (Fullan, 2008a, p.3). 

Limitations 

 This study is limited to principals of newly opened schools from one large 

suburban school district located in southeast Texas. There was a limited number of school 

principals participating. This study is also limited to the analysis of information from one 
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school district and the subjective responses provided by the school principals as well as 

the objectivity and interpretation from the researcher.



 

 

Chapter II  

LITERATURE REVIEW 

Leadership is not mobilizing others to solve problems we already know how to solve, but 

helping them to confront problems that have not yet been addressed successfully (M. 

Fullan, 2014a). 

Introduction 

Highly effective schools are those where high levels of academic achievement can 

be found in all students, regardless of cultural or economic background (McEwan-

Adkins, 2009). Researchers have found several common traits associated with highly 

effective schools including trust, collaboration, effective leadership, and focused 

professional development opportunities (Forsyth et al., 2011; McEwan-Adkins, 2009; 

Tschannen-Moran, 2014). The majority of studies, however, focus on improving the 

learning in schools where there has been a decline in student achievement and evidence 

of a non-productive learning culture (Bryk et al., 2010; Marzano et al., 2005). There have 

been very few studies where researchers have proactively viewed effective school 

strategies before a school culture has been established and an achievement gap in 

learning has occurred (Holmes, 2009). This study attempts to bridge the gap in research 

by investigating effective leadership strategies for building trust, collaboration and 

effective professional development opportunities in newly opened schools where there is 

no history of a lack of student achievement. As enrollment increases across the country 

and in Texas, the need for newly built schools will continue to increase as well (Texas 

Education Agency, 2014; Whalen, 2014).  
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Enrollment Trends    

Over the last several years, there has been a steady increase in the number of 

students enrolling in public schools across the United States and according to national 

statistical reports the growth trend will continue through at least the 2022 school year 

(Hussar & Bailey, 2013).  Current public school enrollment has surpassed previous 

enrollment records from the 1960’s and 1970’s (Hussar & Bailey, 2013).  This record 

setting enrollment has already impacted public school districts in the state of Texas, 

where the population of children under the age of 18 is growing at a rate 6.5 times faster 

than the United States average (Texas Comptroller’s Office, 2014). The student 

population in the United States and Texas is not only increasing in size, but is also 

increasing in cultural diversity as more students with diverse cultural and linguistic 

backgrounds enter public education (Hussar & Bailey, 2013; Texas Education Agency 

[TEA], 2014; Whalen, 2014). Adding to the 834 new schools built between 2007 and 

2013, many districts in Texas are accommodating their rapidly growing student 

population with yearly construction of new schools (Texas Comptroller’s Office, 2014). 

There is a growing number of educational researchers who have found common ground 

in what they suggest are key components in building capacity for improved student 

learning (Forsyth et al., 2011; M. Fullan, 2014b; Wahlstrom, Louis, Leithwood, 

Anderson, & Educational Research Service, 2010). However, there has been little 

attention and research on proactively building capacity in schools during the development 

of a culture within newly opened schools (Goennier, 2006; Holmes, 2009). The growing 

number of newly opened schools, especially in Texas, has created a rare opportunity for 

school leaders to initiate efforts in building organizational capacity from the ground up.  
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This study aims to investigate how school leaders, involved in the opening of new 

schools, develop in these schools the following four components found as essential in 

strengthening school-wide capacity: (a) principal’s leadership effectiveness, (b) trust 

among school faculty, (c) effective collaboration among teachers, and (d) effective 

professional development opportunities (M. Fullan, 2014b; A. Hargreaves & Fullan, 

2013a; Tschannen-Moran, 2014; Wahlstrom et al., 2010).  Using system based 

frameworks as a lens in educational research has become more prevalent over the years 

as researchers continue to find evidence of interconnected factors contributing to 

educational outcomes (Fullan, 2014; Hargreaves, 2011; Wahlstrom, Louis, Leithwood, & 

Anderson,  2010).  In an early study, Leithwood et al. (2004) uses a systems perspective 

framework for analyzing K-12 policymaking that focuses on the relationships of 

individuals within the system and conceptualizes outcomes based on the system as a 

unified entity.  More recently, author Michael Fullan (2010) uses the term collective 

capacity to describe the hidden resources within a school system he believes are untapped 

and uncultivated.  Fullan (2010) describes the need for school leaders to create collective 

capacity building by creating an environment where teachers’ individual strengths come 

together to produce greater collective strengths.  Ironically, viewing schools in the 

context of learning systems is a universal concept as educational researchers from 

different countries connect common elements from educational systems around the 

world.  According to researchers on learning school systems, the primary work that 

happens in a school is shifted from an individual perspective to a team perspective (Ash 

& D’Auria, 2013).  
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Shifting the learning process in a school from a reliance on the capabilities and 

efforts of individual teachers and principals to the collective efforts of the school as a 

system has been shown to produce higher levels of student achievement, job satisfaction 

and trust (Cosner, 2009; Fullan, 2011).  Effective school systems build collective 

capacity through the connections and empowerment of individuals who focus on ways to 

improve the greater good of the group (Forsyth et al., 2009).  In December 2010, 

McKinsey & Company published “How the World’s Most Improved Schools Systems 

Keep Getting Better” based on lessons from 20 educational systems with the largest 

performance gains.  The authors concluded that system improvement is a “disciplined 

craft of repeated practice and learning which requires an emphasis on developing a 

skilled system, rather than individually based skills” (Mourshed, Chijioke, & Barber, 

2010, p.112).  Effective school systems are said to be those that focus efforts on building 

individual and systemic capacity through shared leadership, develop trust among 

stakeholders, creating structures for purposeful collaboration, and provide relevant 

professional development opportunities (Mourshed, Chijioke, & Barber, 2010) .  

In the first out of a series of three research investigative publications on 

leadership and learning commissioned by the Wallace Foundation, researchers made the 

call for additional studies investigating the impact organizational context has on 

leadership practices (Leithwood et al., 2004).  This study, in part, aims to answer this call 

by investigating leadership practices in the specific and infrequently researched 

organizational context of newly built schools (Holmes, 2009; Santos, 2009).  
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The Need for Newly Built Schools 

The first wave of student enrollment in public schools began with a dramatic 

increase in births occurring after World War II between 1946 and 1964, resulting in the 

largest generation of Americans in the history of the country during the time period 

(Macunovich, 2002).  School enrollment has increased dramatically during this time and 

many communities across the country began building new schools to accommodate the 

increased student population (Macunovich, 2002).  Children born during this era, often 

referred to as the “baby boom generation”, also made history in the educational arena. 

From 1951 until 1972, student enrollment in public schools was at the highest levels ever 

recorded in history and those levels continued to rise over the next twenty years 

(Macunovich, 2002; Hussar & Bailey, 2013).  Never in the history of education had 

public schools been given the task of educating and accommodating such large numbers 

of children and within such a short amount of time (Macunovich, 2002).  After the early 

1970’s, the number of students enrolling in public schools began to level off and 

continued to stay constant throughout the next thirty years (Barrio, 1989).  

Beginning in the fall of  2011, projections correctly targeted the increase in 

student enrollment and the changing cultural make-up of the overall student population in 

American schools (Projections of Education Statistics to 2022, 2014).  Districts in 

southern regions of the country, including Texas, have been most affected by the increase 

in student enrollment and will continue to experience growth over the next several years 

with many districts moving towards opening schools on a regular basis (Flores, 2008; 

Hussar & Bailey, 2009). Based on this increase in student enrollment, there will also be a 

need to hire additional teachers in those growth areas.  The projected need for new 
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teacher hires is astounding 367,000 additional educators before the year 2022 

(Projections of Education Statistics to 2022, 2014).  With the projected continuation of an 

increase in student population and the hiring of new teachers, the need to build new 

schools is a current reality. 

Statistical data from the Texas Education Agency (TEA) supports the national 

analysis with data showing an increase in Asian, Hispanic, and multiracial student 

enrollment over a one year period from the beginning of the 2012 school year to the start 

of the 2013 school year (Enrollment in Texas public schools, 2012-13).  Ethnicity and 

racial enrollment data from Texas public schools in 2012  indicates a student population 

consisting of 12.7% African American, .4 percent American Indian, 3.7 percent Asian, 

51.8% Hispanic, .1 percent Pacific Islander, 29.5% White and 1.9 percent as multiracial 

(Texas Education Agency, Enrollment in Texas public schools, 2012-13).  Hispanic 

students, with an eight percent increase in enrollment, accounted for the largest cultural 

growth of the student population in Texas (Projections of Education Statistics to 2022, 

2014; Texas Education Agency, Enrollment in Texas public schools, 2012-13).  

Hispanic students, however are not making considerable gain in academic growth 

compared with other student populations and the significant achievement gap between 

Hispanic and White students has remained relatively unchanged over the last ten years 

(Hemphill & Vanneman, 2010).  

Culture and Capacity in Schools 

The idea that schools possess characteristics and interpersonal working structures 

that are unique to individual campuses has been a topic of study for many years. (Waller, 

1932).  Waller wrote that “schools have a culture that is definitely their own” (p.103) and 
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he surmised that schools were complex in the rituals surrounding personal relationships 

as well as the moral codes that were shared by the school members themselves (Waller, 

1932).  Barth (2002) contends that a school’s culture is deeply ingrained in the heart of an 

organization and is exhibited through a pattern of norms, attitudes, beliefs, values, 

traditions and myths. Barth also agrees with research that implies a school’s culture is 

transferred over time to newcomers and that a school’s culture has the power to shape 

people into acting and thinking a certain way (Barth, 2002; Shapiro & Burley, 1994).  

The attitudes and perceptions held within a school can create an academic ripple effect 

throughout the school.  The way a faculty feels towards each other and the level of trust 

members have with other members in the school has also been found to be an important 

factor in student achievement (Hoy, 2002).  Schools that have been in existence for years 

develop deeply rooted cultures that are extremely difficult to change and principals who 

attempt to bring about change, many times are faced with extreme resistance from those 

staff members with the most history in the school (Kowalski, 2012).  

Cultures in newly opened schools are clean slates without a cultural history.  With 

a strategic plan, school principals have the unique opportunity to facilitate a framework 

for a successful, collaborative and productive school culture.  Principals play the primary 

role in building and supporting a school culture in which both teachers and students 

develop skills and exhibit successful learning (Barth, 2002; M. Fullan, 2014a; Kowalski, 

2012).  Successful school administrators understand the importance of fostering a school 

culture where teachers and staff engage in collaborative and trusting behaviors that focus 

on producing high levels of academic achievement in all students (Sergiovanni, 2004). 

According to leading researchers on school culture, schools where leaders proactively 
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foster and promote positive, trusting relationships among the adults in their schools have 

higher rates of achievement of their students (Barth, 2006; M. Fullan, 2014a). 

Researchers also maintain that administrators who have cooperative, helpful and trusting 

relationships with their teachers create a school environment where teachers establish 

similar positive relationships with students and parents (Barth, 2006; Fullan, 2014).  In 

newly opened schools, principals who proactively engage teachers, students, and parents 

towards the development of building trusting relationships, may be setting the stage for 

future positive collaborative interactions.  By initially establishing positive interactions 

among stakeholders, principals may be creating a school’s foundational culture of high 

expectations for collaboration and a shared sense of academic success for all students. 

Actively fostering a culture of trusting relationships requires principals to possess 

interpersonal qualities that positively connect individuals in social settings (Fullan, 2014). 

School principals whose relationships are characterized by elements of competitiveness, 

fearfulness, and a lack of trust, perpetuate a negative school environment with similar 

characteristics (Drago-Severson, 2012). Poor student achievement scores have been 

attributed an untrusting, fearful and competitive school culture (Adams, 2013; Barth, 

2002).  Fostering trust and collaboration within the initial phase of opening a new school, 

according to researchers, would give school principals a head start in the establishment of 

a successful learning environment during the first year and subsequent years (Holmes, 

2009; Sergiovanni, 2004) 

Authors Paul Asch and John D’Auria (2013) present a model for effective school 

culture based on their research on improving the learning for all students through 

systemic, capacity building efforts.  Asch and D’Auria’s learning school system model is 
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described as “four high-leverage drivers that will dramatically change the culture in all 

schools, and lead to vastly more educators inventing better educational solutions for all 

students on a daily basis” (2013, p.47).  According to Asch and D’Auria (2013), the 

following four “drivers” or capacity building core elements in every high functioning 

learning school system include: 

1. The importance of trust 

2. Collaboration in all directions 

3. Capacity building for all educators through professional development 

opportunities 

4. Leadership at all levels 

Educational research supports a link between leadership behaviors and school 

culture (Macneil, Prater, & Busch, 2009; Marzano, Waters, & McNulty, 2005).  The 

effects of a school’s culture on student achievement has also been widely studied with 

practical implications for school principals (G. F. Branch, Hanushek, & Rivkin, 2013; 

Drago-Severson, 2012).  With research findings that support both a relationship between 

leadership behaviors and as well as a relationship between culture and student 

achievement, school principals are an important factor in building a positive culture 

(Macneil et al., 2009).  Research supports the leadership practice of promoting a strong 

culture of collective faculty trust as a contributing factor for higher student achievement 

(Tschannen - Moran, 2009).  
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Leadership in Education  

Everyone has a stake in the education of our children … [and] people who work in 

schools and people who study schools know that leadership makes a difference”  

(Wahlstrom, Louis, Leithwood, & Anderson, 2010, p. 32). 

Principals are responsible for the learning that happens in their schools and they 

are also held responsible for ensuring that every student receives high quality instruction 

that evidences learning in pre-determined student academic progress measures (Bush, 

2013; M. Fullan, 2014b; LaPointe & Davis, 2006).  Funded by the Wallace Foundation, 

researchers from the University of Minnesota and the University of Toronto conducted a 

six year, comprehensive study for the purpose of identifying the elements of successful 

and effective school principals and for the purpose of understanding how leadership 

practices improve educational processes and student learning (Louis, Leithwood, 

Wahlstrom, Anderson et al., 2010).  Findings from this extensive study support the 

indication that the behaviors of school principals have significant impact on student 

academic progress through indirectly shaping the learning environment and culture on 

the campus.  The 2012 Wallace Foundation research study pinpointed five specific 

behaviors indicative of effective principals that included shaping a vision of academic 

success for all students; creating a safe, cooperative climate conducive for education; 

cultivating leadership in others; improving instruction; and managing people, data and 

processes to foster school improvement.  Coordinating these strategies within a trusting 

environment has been found to promote the highest level of productivity and student 

academic progress for all groups of students (M. Fullan, 2014b; Mitchell et al., 2011; 

Rideaux, 2011). 



25 

     

The Wallace Foundation (2012) research study also suggests how important 

relationships are in the realm of the principal’s roles.  Researchers found that the most 

effective principals work in conjunction with other principals, district personnel and 

teachers in a collaborative effort as a means of meeting clearly defined, common goals 

(Mitchell et al., 2011).  Principals who work under these conditions, possess more 

confidence and see themselves as valuable assets to the educational system (M. Fullan, 

2014b).  In addition, if district personnel gave support to the principal to engage in 

school level shared leadership, principals report a strong sense of value and effectiveness 

in their leadership abilities (Louis et al., 2010).   

Leadership in schools is credited by many educational researchers as having the 

most impact on student learning, second only to classroom instruction (Leithwood, Louis, 

Anderson, & Wahlstrom, 2004).  When viewed separately, studies find that most 

activities and initiatives conducted within a school have little or no effect on the 

academic growth of students (Herman et al., 2008; Macneil et al., 2009).  When 

individual activities and initiatives are able to come together in a meaningful and capacity 

building manner, extraordinary results in student performance can occur (Adams, 2013; 

Mitchell et al., 2011).  Effective school principals who are in the beginning phase in 

building a school culture and who are keenly aware of their impact on the school culture 

may decide to spend time strategizing efforts to enhance their new school’s learning 

environment.  A recent survey of 500 principals who currently work in public school 

settings was conducted to assess the attitudes and perceptions of instruction and 

leadership within their school system (The MetLife Survey of the American Teacher: 

Challenges for School Leadership, 2012).  Results of this survey reveal that over half of 
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the participating principals identified instructional leadership and professional 

development responsibilities among the most challenging of their leadership 

responsibilities.  In addition to their role as instructional leaders helping to develop good 

teaching, effective principals are also collaborators, cultivating the leadership of teachers 

and others in their schools (Sergiovanni, 2004).   

Principals who reported having more than five years of experience in the role of 

school principal, also report a significant change to their job description over the last five 

years (Drago-Severson, 2012).  Job performance standards for school principals have 

evolved over the course of the last decade (Hamilton, Engberg, & Steiner, 2012).  Most 

states emphasize specific qualities and behaviors of active, instructional leadership, 

creating a culture with high expectations for both students and staff, building structures 

for professional development and collaboration, and ensuring effective instructional 

strategies are incorporated into daily lessons (Bush, 2013; Leithwood et als., 2004).   

Principals have been found to rank second only to teachers in their ability to influence the 

learning that occurs for their students (Leithwood et al., 2004).  Teachers have the most 

significant influence on student learning through their actions in the classroom, attitudes 

about their students, attitudes about the learning process, as well as their influence on the 

structure and the environment created in the classroom (Drago-Severson, 2012; 

Leithwood et al., 2004; Marzano et al., 2005).  Researchers indicate that although 

principals do play a significant role in student learning, it is indirect in nature (Leithwood 

et al., 2004).  Educational researchers have also found that the most successful school 

principals understand how to best use these indirect links in their leadership practices to 

promote academic success in their students (Marzano et al., 2005).  Effective school 
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principals understand the significance of their leadership role in academic achievement 

and take proactive steps towards cultivating and directing that impact (McEwan-Adkins, 

2009).  Principals have the ability and responsibility for shaping the culture and learning 

environment of the school, creating systems for collaboration, and creating optimal 

classroom learning conditions (Barth, 2002; Sergiovanni, 2004; Shapiro & Burley, 1994). 

Effective principals bridge and create connections between and among school related 

systems through goal setting, teacher development, and establishing organizational 

structure (Drago-Severson, 2012; Leithwood et al., 2004; Marzano et al., 2005; 

Wahlstrom et al., 2010).  

Newly opened schools will essentially be a blank cultural and structural canvas 

for the appointed principal.  How he or she initially creates and articulates the 

expectations, structures, connections and social interactions that occur within the school 

building can determine the course of the school year, if not the course for years to come 

(Barth, 2002; Macneil et al., 2009).  According to researchers who evaluate best practices 

for new principals, three key areas principals need to address at the onset of school 

include establishing collective goals, creating structures for teacher development, and 

creating structures for organizational effectiveness (Drago-Severson, 2012; Marzano et 

al., 2005; P. Robbins, Alvy, & Association for Supervision and Curriculum 

Development, 2004).  Setting the direction of the school and articulating that vision is a 

strategy found in successful school principals (LaPointe & Davis, 2006).  Researchers 

have found that effective school principals establish high expectations for student 

learning and use data to monitor the progress of their students’ learning outcomes 

(DuFour, 2003; Wahlstrom et al., 2010).  Researchers have also found a link between 
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student success and academic progress where school goals are shared, visible, monitored 

and frequently articulated (Harsh & Mallory, 2013).  As the number of schools increase, 

the need for effective school leaders also increases (Leithwood, Seashore Louis, 

Anderson, & Wahlstrom,, 2004).  There are extensive research studies on the effective 

leadership and characteristics of highly functioning schools with several common 

elements including trust building, collaboration, and professional development 

opportunities (Copland, 2003; Forsyth et al., 2011; M. Fullan, 2014b; Tschannen-Moran, 

2014) (Shannon & Bylsma,, 2007).  There are very few studies that have addressed 

leadership within the setting of a newly opened school (Goennier, 2006; Holmes, 2009).  

In an effort to alleviate overcrowding, the construction of new schools may be a top 

priority for district leaders; however, with research supporting a link between school 

leadership practices and student achievement, it may be just as important to focus efforts 

on choosing for newly built schools effective principals who will meet the educational 

needs of a diverse group of students and ensure high quality instruction is afforded to 

every student (G. F. Branch et al., 2013; Leithwood et al., 2004).  This study will attempt 

to bridge the current research gap on effective leadership practices for building systemic 

school capacity in newly opened schools through trust, collaboration, and professional 

development opportunities.  

Principals of newly opened schools are faced with preparation challenges specific 

to the opening of a new campus (Foley, 1996; Pettersen, 2002); however, as with 

principals of established schools, state academic and performance standards remain the 

same for both the newly opened and established schools (TEA, 2015).  Principals of 

newly opened schools have the unique opportunity to proactively initiate strategies for 
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shaping a school’s culture and creating a capacity building environment (Goennier, 2006; 

Holmes, 2009; Stine, 2000). According to statistical data, the student population in both 

the United States and in Texas is going through a period of transformation with an 

increase of ethnic and linguistic diversity (Hussar & Bailey, 2013; Texas Education 

Agency, 2014).  Principals of newly opened schools will most likely be leading a diverse 

group of learners and will need to ensure systemic strategies are in place for meeting their 

individual needs (Marzano et al., 2005).   

Trust in Schools 

Trust research has provided evidence that developing strategies for fostering deep 

trust among stakeholders can facilitate a high-trust organization that fosters a climate for 

academic success in all students (Forsyth et al., 2011; Tschannen-Moran, 2014). District 

leaders responsible for the academic growth of all students will need to hire principals 

who possess effective leadership capabilities that produce a culture of trust and 

collaboration in an increasingly diverse society (Tschannen-Moran & Hoy, 1998).  

Three leadership strategies by high school principals have been found to be 

central for the cultivation of collegial trust (Cosner, 2009). These three actions include: 

(a) increasing interaction times within normally scheduled department, staff or staff 

development meetings, (b) increasing interaction times within new forums, and (c) 

additional actions congruent with the fostering of trust between teachers within 

interactive contexts.  Another interesting finding from this study included the actions 

principals who proclaimed to have made mistakes in an attempt to foster collaboration 

and Cosner labeled these as “missteps and lessons learned related to collegial trust 

concerns” (p.278).  Cosner (2009) illustrated these “missteps” with examples from his 
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participants.  Two of Cosner’s participants in the study recalled a strategy for involving 

the faculty in decision making where members voted on specific issues and how the 

action had actually harmed relationships among the staff. In Cosner’s study, principals’ 

work towards building capacity depended on their ability to develop collegial trust.  The 

principals in this study were chosen for their proven expert ability to develop 

organizational capacity; however, implications from this study may be helpful to 

principals who wish to create interaction structures for building collegial trust among 

teachers in newly opened schools.  

According to Ash and D’Aura (2013), school leaders who promote trust, 

collaboration, and capacity building throughout the school system are considered to be 

effective learning leaders.  The authors expand the idea of learning leaders into six skill 

sets that include making decisions based on core values, inspiring confidence in others, 

building an inclusive network, building a positive school culture, demonstrating sincere 

inquiry, and supporting risk taking behaviors in teachers.  Effective leaders are able to 

shape a school’s culture for building capacity, developing trust, and encouraging 

collaboration throughout the school system (Ash & D’Aura, 2013).  Effective leaders are 

said to “unleash the power of these community-building forces by positively shaping the 

culture where people work” (Ash & D’Aura, 2013; p. 130).  One way principals have 

been shown to impact capacity in collaboration, is by giving teachers frequent 

opportunities to discuss issues and practice with other professionals in a non-threatening 

environment (A. Hargreaves & Fullan, 2013b; Hargreaves, 2011).  Demonstrating 

sincere inquiry requires principals to be able to set up systems where the principal can 

express ideas and then invite teachers and staff to debate and challenge the ideas (Ash & 
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D’Aura, 2013).  This practice would allow teachers opportunities to have their voices 

heard, which according to a recent large scale survey is one of the contributing factors to 

job satisfaction (Primary Sources, 2014).  

The Fall 2014 Texas Association of Secondary School Principals’ professional 

publication, Texas Study of Secondary Education, contain studies on how principals were 

able to build trust on their respective campuses and how these trust building strategies 

impacted the school climate and improved student achievement (Scarbrough & Kearney, 

2014).  This article explores the powerful idea of capital and articulates its importance for 

professional work, professional capacity, and professional effectiveness.  Systems that 

invest in professional capital recognize that education spending is an investment in 

developing human capital from early childhood to adulthood, leading to rewards of 

economic productivity and social cohesion in the next generation.  Professional capital 

requires attention not only to political and societal investments in education, but also to 

leadership actions and educator needs, contributions and career stages. (Hargreaves & 

Fullan, 2013).  One article summarizes a case study of a principal who used trust building 

strategies on a middle school campus to improve perceptions of faculty trust and 

organizational justice based on trust research in school settings (Hoy, 2002; Tschannen-

Moran, 2014).  Findings from this study support larger studies suggesting principals who 

use trust building strategies can develop campus-wide capacity and improve student 

achievement, as well as improving teacher morale (Adams, 2013; Tschannen-Moran & 

Hoy, 1998).  The impact and importance of school administrators building trust has 

recently become a topic of discussion and common topic found in educational 
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professional literature in Texas (Bryk, Anthony S, 2002, 2002; Noonan et al., 2008; 

Tschannen-Moran, 2014; Wahlstrom et al., 2010).  

Over the last decade, researchers have established a link between school 

leadership and improved student achievement (Leithwood et al., 2004).  There is also 

evidence that supports the connection between school leadership and trust in schools 

(Bryk, Anthony S, 2002).  The 2013 and 2014 issues of the Texas Study of Secondary 

Education for members of the Texas Association of Secondary School Principals both 

include articles from studies that illustrate the importance for principals to build trust in 

schools.  One of the articles included a study that examined a principal’s use of trust 

building strategies in an effort to improve the school climate (Scarbrough & Kearney, 

2014).  This study was conducted in a Texas middle school setting with a newly 

appointed principal who, after attending a professional development training on trust 

building with the research group, was able to demonstrate the effectiveness of strategic 

trust building strategies on improving school climate and achievement in his middle 

school.  The increase in the number of articles and studies involving trust in schools that 

are being written in school leadership publications, may be an indication that school 

principals are recognizing the importance of trust in school and looking for strategies to 

help build that trust.   

Much of the literature surrounding the concept of trust and school involves 

remedies and strategies for restoring trust that has been broken and as it relates in an 

effort towards school improvement (Forsyth et al., 2011; Walker, Kutsyuruba, & Noonan, 

2011).  Trust has been viewed by leading researchers as the cornerstone of the 

organizational function in schools (Adams, 2013; Bryk, Anthony S, 2002; Cosner, 2009; 



33 

     

Tschannen-Moran & Hoy, 1998). The main purpose of a school is to educate its students 

(Marzano et al., 2005).  The educational process requires interdependent relationships 

between and among school members (Forsyth et al., 2011).  Additionally, the education 

of a diverse group of students requires the collective efforts of a group of people who can 

come together to accomplish this endeavor (Mitchell et al., 2011).  High levels of trust 

enable systems to work more efficiently as well as inspire individual and collective 

creativity (Adams, 2013a; Cosner, 2009).  School principals who participate in 

discussions regarding the importance of trust building efforts and who also take definitive 

actions to promote campus-wide trust building initiatives may be heeding the “call” from 

researchers whose studies support a connection between student achievement, school 

environment, evident trusting behaviors and positive interactions among staff members 

(Cosner, 2009; Van Maele, Forsyth, & Van Houtte, 2014).  As an interactive entity, trust 

is critical to positive social exchanges (Bryk, Anthony S, 2002).  These social exchanges 

also set up individual experiences that will help gauge whether or not another person is 

deemed worthy of trust (Bryk, 2002).  

Research also suggests that principals who develop structures within a school that 

promote an atmosphere of trust, are more likely to have a continuation of trusting 

behaviors among school members even when those structures are not present (Adams, 

2013).  For example, in schools where principals have structured time during the school 

week for teachers to work collaboratively in teams, teachers were more likely to 

collaborate during non-structured times as well, throughout the week (Mitchell et al., 

2011).  The context from which members within a school system relate to one another, 

has been found to influence the level of trust developed between members (Bryk, 
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Anthony S, 2002).  Factors that influence the level of trust in a given school setting are 

gender (Maddux & Brewer, 2005), ethnicity (Zucker, 1986), and teachers’ years of 

experience (Byrk & Schneider, 2002; Van Houtte, 2007).  Trust becomes a connection 

between individuals who possess unique characteristics and a systemic social network 

where the group norm influences and is influenced by trust behaviors of its members.  

Trust research has shown strong correlations between the concept of trust and 

feelings of fairness and excellence in school settings (Van Maele, Forsyth, & Van Houtte, 

2014).  Student performance, school cultural and systemic processes have also been 

connected with relationships characterized with trust among school members (Macneil et 

al., 2009).  The impact of the decisions of school principals who understand the 

importance of building capacity for trust through effective organizational trust building 

efforts has been researched  and linked to positive student outcomes (Beaver & 

Weinbaum, 2012; Copland, 2003).  According to Forsyth (2011), trust in school is 

directly related to the feelings of vulnerability, risk and interdependence.  With teachers, 

this concept of trust would manifest itself in a variety of settings where they would be in 

a position of working together towards common goals.  Effective group collaboration 

towards common goals requires a level of trust among group members (Mitchell et al., 

2011).  In today’s society where technology has created a common platform allowing 

connections to be formed between individuals from anywhere in the world, the need for 

trust and trust building skills has become increasingly apparent (Kramer & Tyler, 1995). 

Corporate leaders around the world are finding it beneficial, if not necessary, to develop 

in their employees an increased capacity for trust building (Hassan, Toylan, Semerciöz, 

& Aksel, 2012).  Cultivating trusting relationships in a global society where collaboration 



35 

     

between culturally diverse individuals has become increasingly more common in 

corporations and small businesses (Pirson & Malhotra, 2010).  Researchers have found 

that employees who report high levels of trust within their work environment, also report 

higher levels of job satisfaction, loyalty and productivity (Cosner, 2009; Hassan et al., 

2012).  Effective business leaders are emulating the practices of effective leadership in 

schools with the goal of promoting a culture of trust and collaboration (Hassan et al., 

2012).  

Can trust be built without collaboration and can collaboration exist in the absence 

of trust?  In an organization, is trust established through collaborative efforts or is 

effective collaboration a product of trusting relationships?  The delicate nature of trust as 

a construct and as something that can be easily broken is at odds with its power for 

building connections that create systemic change (Hargreaves, 2011).  Schools that 

operate within a culture of trust, have been found to have a higher level of trust among all 

stakeholders as well as higher student achievement scores (Forsyth et al., 2011).  Trust 

has also been associated with the foundation for social order, unity, and community 

(Durkheim, 1997; Maele, et al, 2014).  Historical research on trust focused on the 

behavioral exchanges between individuals who perceived social interaction as containing 

an element of risk of exploitation between one or both individual parties (Deutsch, 1958; 

Zand, 1972).  

The idea of risk among trusting individuals is also a common feature among 

researchers investigating trust within the disciplines of psychology, the social sciences, 

and organizational theory (Adams, 2013; Forsyth et al., 2011; Kramer & Tyler, 1995). 

Trust researchers agree that without the fear of risk, there is no need to trust members of 
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an organization.  Organizational research has linked trust to operational effectiveness, 

productivity and commitment to corporate goals (Hassan et al., 2012; McEvily, Perrone, 

& Zaheer, 2003; Pirson & Malhotra, 2010).  Although these implications as well as 

findings from the vast amount of trust research studies have contributed to the 

strengthening of interpersonal relationships within corporate and social settings, 

implications from research conducted outside of an instructional setting, cannot be 

systematically extended to a school setting (Van Maele et al., 2014).  

Principals of newly built schools are bombarded with a multitude of decisions to 

make that seem to have little to do with student achievement and more about the 

construction of a new building and the purchasing of structural and resource material 

(Foley, 1996; Holmes, 2009; Pettersen, 2002).  There are endless pre-opening day 

decisions to make and activities to organize that encapsulate most principals into 

spending most of their time focused on school colors, mascots, logos and bathroom tile 

design with little time left for collaborating on building school cultural norms that focus 

on promoting student learning and building trust among staff (Foley, 1996; Pettersen, 

2002; Santos, 2009).  Principals hold the key in establishing a collaborative culture 

within a school and their decisions significantly impact the structure of the collaborative 

environment and the process (Sergiovanni, 2004).  With the countless decisions that must 

be made before opening a school, principals are put into a position of managerial 

leadership that often has been described as a position of isolation with less emphasis on 

collective thinking and collaboration, and more on the day to day tasks that must be 

performed (Fahey, 2012).  
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Student achievement goals and accountability begin from the first day of class and 

are consequently tied to a principal’s overall evaluation and success criteria the need for a 

learning environment that facilitates student growth from day one is paramount (Clifford 

& Ross, 2013; McMahon, Peters, & Schumacher, 2014).  Research supports the positive 

correlation between student achievement and a school where the cultural expectation is 

for teachers to meet and work in collaborative groups that have shared goals and values, a 

focus on student learning, and where teachers practice reflective dialogue (Louis and 

Kruse, 1996).  Professional behavior and the presence of a culture of learning is 

significantly impacted by the expectations of school principals (Bryk, Camburn, & Louis 

1999).  Leadership behaviors that have been found to shape the cultural framework of a 

school include the ability to plan, implement activities or programs that support 

achievement goals, support teachers in their efforts to improve student learning in the 

classroom, advocate a rigorous instructional program that meets the needs of all students, 

communicate with all stakeholders, and monitor the quality of instruction and student 

achievement (Shen, 2012).  Organizational trust provides school personnel the motivation 

and support to engage in positive and goal driven collaborative efforts that lead to 

positive outcomes (Hoy et al., 2006; Smith & Scarbrough, 2011). 

School culture affects productivity, morale, teacher job satisfaction, and the 

learning environment of a school (Sergiovanni, 2004).  Research supports the suggestion 

that school administrators are most influential in building and maintaining a school 

culture where faculty and students are focused on student achievement (McEwan-Adkins, 

2009)  When a new school is in the beginning phases of adding staff members and 

building the cohesiveness of teacher work groups, school administrators can take this 
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opportunity to ensure that the culture of learning begins long before the first day of 

school by establishing protocols and opening the dialogue regarding the building of a 

strong, educationally focused school environment (Odden, 2011).  The building of 

successful collaborative work groups takes time and proactive initiatives from school 

leaders (DuFour, 2003).  Proactive school principals can promote successful professional 

learning communities with a clear vision of the characteristics that are prevalent in 

collaborative and productive PLC’s.  Those characteristics include (a) a sense of trust 

among members; (b) objective and honest self-reflection; (c) a perception of support from 

team members; (d) positive communication; (e) shared mission; (f) effective conflict 

resolution skills (McEwan, 2009).  Bringing all of these components together with a new 

staff is an important task for principals establishing a learning culture in newly opened 

schools. 

School principals who promote teacher professionalism by establishing structured 

time and protocols for collective inquiry, data analysis, reflection and decision making 

are more likely to have a greater number of teachers who work together as a cohesive and 

goal oriented group (Marzano et al., 2005).  The expectation for school principals to meet 

federal and state accountability measures has become increasingly challenging in recent 

years with the passing of No Child Left Behind (NCLB) legislation (Chapman, 2007; 

Spillane et al., 2002) and the increase of rigor in state level tests such as the STAAR 

assessment (Texas Education Agency, 2014) in Texas).  Research also indicates that 

school culture impacts the morale and productivity of teachers, which can adversely or 

positively affect long-term gains in student achievement (Brown, Lemus, and Pickett, 

1999; Taylor and Tashakkori, 1995).  Many researchers have also explored the multi-
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faceted roles and responsibilities of a school principal and have found commonalities that 

attribute to success as measured by student achievement and positive school culture 

(Chan & Pool, 2002; Jones, 2007; Marzano et al., 2005; Rideaux, 2011).  Woven within 

the fabric of the principal’s metaphorical dress for success outfit are those tangible 

threads of attitudes, values and behaviors that perpetuate a school’s culture and culture 

(Anton, 2005; P. Jones, 2007; Marzano et al., 2005).  According to researchers, there are 

several traits that are inherent in effective principals including the ability to 

communicate, produce a learning centered environment, and build a strong culture where 

trust and collaboration are evident (Fullan, 2013).  Fullan (2014) describes what he 

believes all effective and successful principals should possess in three areas or primary 

roles as the three keys to success.  Many researchers have found similar results as Fullan 

(2014) in the contention that one of the principal’s most important and impactful roles 

involves leading teachers in their own personal development through professional 

development opportunities (DuFour, 2003; Robinson, 2011; Tschannen - Moran, 2009). 

Effective leadership of teacher professional development involves the connection of the 

professional development outcomes to student academic and behavioral needs (DuFour, 

2003; Rideaux, 2011).   

The second role is one where the principal understands how to be a “systems 

player” where principals recognize and work within the system in a district, and 

becoming a leader of change (D. H. Hargreaves, 2011).  The importance of working 

within a system and being cognizant of how subsystems interact and contribute to the 

functionality of the greater whole is a recurrent theme in the educational framework 

(Fisher, 2010; D. H. Hargreaves, 2011).  The principal’s ability to work within a 
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connected systemic framework by building trusting relationships with central office staff, 

community leaders, parents and teachers is an important factor in determining leadership 

effectiveness (Blank, Jacobson, & Melaville, 2012).  Researchers have found effective 

leadership can positively impact the systemic processes inherent in high functioning 

schools (Marzano et al., 2005).  This ability for school principals to positively impact the 

learning culture has implications for this study as it aims to investigate leadership 

strategies for building capacity in newly formed cultures within a newly opened school. 

Research regarding leadership and school culture supports the idea that school 

principals have significant impact on the overall school cultural environment where 

professional behavior transforms teaching strategies into learning communities and 

student growth opportunities (Byrk, Camburn, & Louis, 1999; Louis, Marks, & Kruse, 

1996).  Principals who are able to model and reinforce behaviors that align with their 

visualization of an ideal school culture are more successful in creating a culture focused 

on student achievement (Anton, 2005).  School success has been closely aligned with a 

culture that values professional collegiality, teamwork, shared goals and a focus on 

student learning (DuFour, 2003).  Promoting a collaborative and positive school learning 

culture encompasses setting the stage for students to receive quality instruction (Thoonen, 

Sleegers, Oort, & Peetsma, 2012).  

Sustaining and positively impacting a culture of learning in an established 

educational setting is a challenging endeavor in itself; however, those school principals 

who take the lead in opening a new school must also meet the demands of ensuring the 

educational foundation for a newly constructed school’s learning culture is as strong and 

free from cracks at the onset, as the concrete foundation that anchors the protective walls 
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of their school building.  Promoting a positive school learning culture encompasses 

setting the stage for students to receive quality instruction that maximizes student 

academic and social learning by providing the structural framework that combines the 

development of trusting relationship, collaboration towards a focus on student learning, 

and a culture of continued professional development within a self-propelling system 

(Fisher, 2010; Hargreaves, 2011).   

School capacity has been defined as the presence of characteristics needed to 

support the development of a thriving learning community (Harsh & Mallory, 2013). 

Capacity building in schools often comes in the context of school reform and working 

towards radically transforming a low performing school into one with acceptable gains in 

student achievement (Beaver & Weinbaum, 2012).  Researchers have found that there is 

a link between an effort to increase school capacity and an increase in student 

achievement (Borko et al., 2003; Cosner, 2009).  With continued emphasis placed on the 

improvement of student achievement and the impact of testing results of principal and 

teacher evaluations, many administrators and school district leaders are giving more 

attention to finding ways to improve school capacity (Beaver & Weinbaum, 2012).  

Researchers who have studied school capacity, have found collegial trust to be a 

fundamental and central theme to overall school capacity (Cosner, 2009).  Cosner’s study 

supports the idea that principals who engage in focused, deliberate actions that facilitate 

staff member interaction in a variety of professional settings and contexts, can improve 

interpersonal relationships and foster an increase in trust and dialogue among faculty 

members.  This increase in dialogue has been found to improve collaborative efforts 

leading towards improved instruction in the classroom (D. H. Hargreaves, 2011). 
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Cosner’s (2009) study also expands on historical school-based trust research findings that 

place significant importance on school principal’s initiatives to structure time and teacher 

interaction parameters.  In Cosner’s study, high school principals who were identified and 

nominated by superintendents, state educational leaders, and district central office 

personnel as having leadership qualities and expertise in building school capacity 

provides concrete  examples for cultivating collegial trust and improving interpersonal 

collaboration within departmental groups and among members of different 

interdisciplinary teams.  The latter emphasis on purposeful development of collegial trust 

among staff members who are not typically collaborating on a regular basis has also been 

helpful in forming bonds that can connect the entire faculty, making the collaborative 

effort towards a school’s vision and mission goals more likely to be achieved.  This study 

will attempt to use these theories of collaboration and capacity building to gain insight 

into how the principals of newly opened schools initiate strategies that help to develop 

collegial collaboration. 

Continuous leadership development within a system is an important factor in the 

sustainability of the organization (Erkens & Twadell, 2012).  Systems that rely on one or 

two strong individuals to keep the momentum of progress going without the explicit 

effort to grow leadership capacity in group members, are susceptible to regression as 

individual leaders move out of the circle of influence (D. H. Hargreaves, 2011).  Leaders 

whose personal strengths and individual qualities are the driving force in the goal 

attainment and problem solving efforts ignite a groups’ ability to sustain that system 

through continued positive growth. The ability of a leader to draw out the collective 
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wisdom in others requires a systemic view of how the school functions more effectively 

as a unit working together than as individuals working independently.  

 Trust is an important factor in the development of school capacity as it allows for 

individuals to collaborate in an atmosphere of safety (Schmoker, 1999).  Fullan (2005) 

defined capacity building within a school setting as, “developing the collective ability – 

dispositions, skills, knowledge, motivation, and resources – to act together to bring about 

positive change” (p.4).  Positive change would facilitate a need for creating a school 

culture where staff members feel connected, trusted, influential and valued.  Researchers 

Saphier and King (1985) identified twelve qualities high capacity schools possess and 

included in those qualities is the need for collegiality, trust and honesty among faculty 

members. Hargreaves (2011) based his findings regarding developing capacity on the 

following assumptions from his previous studies: 

1. Most school principals have a weakly developed concept of organizational 

capacity. 

2. School principals generally underestimate the nature and potential of the school's 

intellectual and social capital and/or lack the knowledge and skills to mobilize 

them as a way of capacity building. 

3. Most school principals are unable to build organizational capital in advance of 

need, with the effect that every new external pressure causes internal 

organizational stress as members see such demands as beyond their individual and 

collective capacity. 

4. School principals with improved organizational capital are able to use their 

enhanced skills to mobilize and even to increase the organization’s intellectual 
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and social capital, with the result that they can manage change and improvement 

to the levels needed in response to the growing political demands for educational 

transformation. 

Principals are now more than ever before being held responsible for student 

achievement in their schools (Piro, Wiemers, & Shutt, 2011; Rideaux, 2011).  The No 

Child Left Behind Act (2001) gave precedence over the need for educational leaders to 

align school wide reforms and organizational structures with accountability demands. 

There has been an educational movement over the last two decades from a managerial 

focus for school principals to one of instructional improvement and capacity building (G. 

F. Branch et al., 2013; Copland, 2003; Marzano et al., 2005).  Determining which factor 

or factors make the biggest difference in sustaining school capacity and improving 

student achievement are on the forefront of educational leadership development and 

principal developmental programs (Drago-Severson, 2012; Duncan et al., 2011; P. Jones, 

2007; P. Robbins et al., 2004).  One major factor that has been the subject of several 

studies over the last decade has been the trust factor (Cosner, 2009; Tschannen-Moran & 

Hoy, 1998; Walker et al., 2011).  Researchers have suggested that trust is a vital 

component in building capacity (Cosner, 2009) and that generalized trust and institutional 

quality are systemic and reciprocal (B. G. Robbins, 2012).  There is also research support 

for the importance of collective trust on school performance and the need for school 

principals to facilitate multiple lines of trust (trust in principal, faculty trust in each other, 

faculty trust in students, and principal trust in the faculty) to perpetuate a trust-rich 

culture (Adams, 2013).  The literature exploring trust building leadership practices within 

an organization is a relatively recent topic of interest among researchers and business 
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leaders (Kramer & Tyler, 1995; Robbins, 2012).  Literature involving trust in schools has 

also been a fairly recent topic of study, with most of the research focusing on school 

improvement efforts (Bryk, Anthony S, 2002).  There are fewer studies involving 

strategies used by school principals that build trust, facilitate collaboration, or help to 

identify effective trust building professional development opportunities ( Maele & 

Houtte, 2009; Mitchell et al., 2011).  Almost non-existent are studies involving trust 

building in newly opened schools (Dupree, 2012; Stine, 2000).  Researchers have 

illustrated the importance of trust among co-workers as it relates to increased levels of 

productivity, effectiveness, and cooperative behaviors (Adams, 2013).  Studies involving 

trust can be found in literature dating back before the 19th century; however, most 

primarily originate from the fields of psychology and sociology (Kramer & Tyler, 1995). 

This literature review incorporated historical research studies as they provide 

foundational frameworks from which from which current school related trust literature 

evolved.  Although there are many studies from various parts of the world that illustrate 

the importance of trust in work related settings, two research groups from the United 

States have gained recognition for their contribution to the current collective body of 

work that supports the critical role trust plays in school settings.  The first research team, 

led by Wayne K. Hoy, began their studies by analyzing aspects of teachers’ and faculty’s 

collective trust within schools (Hoy & Kupersmith, 1985).  The second group from the 

University of Chicago was led by Anthony S. Bryk and Barabara Schneider whose 

seminal work included a longitudinal research study investigating the role of trust in 

building a professional school community and how trust influences student achievement 

(Bryk & Schneider, 2002).  The work and findings from these two groups of researchers 
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became the inspiration for research studies around the world as well as the central body 

of work that was used to inform this study (Forsyth et al., 2011; Tschannen-Moran, 

2014). 

 Trust between individuals and groups of individuals has been studied from a 

variety of contexts and within a variety of disciplines (Maele & Houtte, 2009).  Defining 

and articulating the phenomenon of trust between people and among groups of people has 

historically come from scientific, psychological and behavioral perspectives (Deutsch, 

1958 & Zand, 1972).  Many current research studies exploring the construct of trust have 

theoretical frameworks that originated from the research findings and theories posited by 

behavioral and sociological scholars during the late 1800’s and early 1900’s (Adams, 

2013; Forsyth et al., 2011; Hoy & Tschannen-Moran, 1999).  In 1893, sociologist Emile 

Durkheim wrote about the transformation of society and the idea of “social cohesion” in 

the workforce (Durkheim, 2014/1893).  Durkheim (1893) writes “We are thus led to 

acknowledge another reason that makes the division of labor a source of social cohesion. 

It causes individuals to be interdependent…” (p.308)  Durkheim recognized the 

significance of studying the collective power and the actions of a group as opposed to 

individual behaviors within the group.  Durkheim suggested that examining a social 

setting by viewing the actions of individuals as separate entities will result in completely 

different findings than when that same social setting is viewed from within the context of 

the group (Durkheim, 2014/1893).  According to Durkheim (1997/1897), a cohesive 

society can be characterized by a “…mutual moral support which instead of throwing the 

individual on his own resources, leads him to share in the collective energy and supports 

his own when exhausted” (p.210).  Applying Durkheim’s theory to school settings would 
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suggest viewing the behaviors of the members in the school as a collective entity and 

within the context of the school setting as opposed to viewing individuals independent of 

each other.  

Expanding on Durkheim’s social cohesion theory, researchers have applied these 

relational exchanges and subsequent expectations of group behavior into what is referred 

to as social capital (Coleman, 1988; Schneider, 2000).  Social capital, according to 

Coleman (1988) refers to those relational exchanges in social networks that facilitate 

individuals to act in certain ways that benefit the greater purposes of the group.  The idea 

of social cohesion transformed over time to encapsulate the construct of social capital 

that has been used by researchers in studying trust in social settings (Coleman, 1990; 

Fukuyama, 1995).  Social capital in schools has been described in terms of the structure 

and content of the relationships within the school (Van Maele et al., 2014).  The 

structural aspect of social capital impacts the exchange of information between school 

members as an indication of organizational connections and frequency of interactions. 

The relational aspect of social capital refers to the quality of the relationships among 

members based on the amount of trust between members (Van Maele et al., 2014).  

School environments with social capital resources of trust are characterized with 

productive communication, collaborative behaviors, and the sharing of ideas between 

colleagues (Costa, 2003).  Researchers have used dimensions from social capital theory 

to gain insight into how trust affects the relationships, communication exchanges and 

organizational structure of schools (Bryk, 2002; Forsyth et al., 2011; Hargreaves, 2011). 

Educational researchers have found strong connections between high levels of 

trust in a school setting and increased student academic achievement (Bryk et al., 2010). 
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Trustworthiness in school is stimulated by how closely members align themselves with 

other members in the school (Bryk, Anthony S, 2002).  Expanding on the idea of 

relational ties and how they promote trustworthiness in schools, researchers Bryk and 

Schneider (2002) conducted an extensive research study of Chicago urban schools that 

served low-income minority students.  From this study, the researchers gained insight 

into the relational roles or “role sets” that play a part in how members within the school 

view obligations and expectations from other members in regard to their role within the 

system (Bryk, 2002).  For example, teachers who have high academic expectations for 

one group of students, but hold low academic expectations for another group based on 

socioeconomic status, may cause a break in the trust between teachers in the school 

system and students from low income households (Bryk et al., 2010).  Bryk (2002) found 

a break in trust between teachers and a specific group of students, although indirect in 

nature, resulted in a pervasive mistrust among members of the group.  Collective 

behavior becomes a norm within the system acting as one force and groups function as 

such within the larger systems in society (Adams, 2013).  Researchers have suggested 

that ethnic diversity and low socioeconomic status reduce trust levels within social 

settings (Sergiovanni, 2004).  As the student population in schools continues to reflect an 

increase in cultural and linguistic diversity, principals may need to directly address the 

building of a trusting culture through the use of strategic leadership strategies (Murdock, 

2003).  

Research dating back to the 19th century has been given credit for creating the 

foundational platform of trust exploration in social and professional settings (Maele & 

Houtte, 2009; McEvily et al., 2003; Pirson & Malhotra, 2010).  The exploration of trust 
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has been studied historically as a behavioral exchange and psychological phenomenon 

containing elements of vulnerability, collaboration and emotional accountability 

(Durkheim, 1997/1893; Erikson, 1959).  Durkheim (1893) may have recognized the need 

for developing a framework from the context of the social setting when he argued that 

various forms of society will develop their distinct concepts of cohesion and trust.  Erik 

Erikson viewed trust as a primary component in the development of a mental health and 

proposed that individuals develop through stages of interpersonal and intrapersonal 

conflict from which they gained psychological qualities and personal skills that 

theoretically serve as constructs or frameworks of reference from which future social 

interactions can be interpreted (Erikson, 1968).  Erikson used the term psychosocial 

stages to explain his theory regarding how people go through distinct, predictable, linear 

phases of conflict that shape their perceptions of the actions of others and consequently 

respond to these perceptions (Erickson, 1968).  These psychosocial stages, according to 

Erikson, began at birth with a fundamental need to form a trusting relationship with a 

caregiver (Erikson, 1980).  In this theoretical framework, trust is viewed as a necessary 

and foundational element in the formation of healthy relationships, and collaborative 

exchanges (Erikson, 1980).  According to Erikson (1980), trust formation and a person’s 

future ability to form trusting relationships require positive social interaction during early 

childhood with a caring adult.  

Researchers from a variety of disciplines have explored the various aspects of 

trust within several different contexts, there has been some consensus regarding common 

features associated with trust (Kramer & Tyler, 1995).  These features include risk, 

vulnerability, interdependence, and expectations of good will (Van Maele et al., 2014). 
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Trust can be defined from various perspectives and within a variety of settings, yet still 

contain commonalities (Mayer, Davis, & Schoorman, 1995).  The model of trust 

proposed is based on the context of an organizational setting and the idea of a trustor- a 

trusting person and a trustee- the person to be trusted (Mayer et al., 1995).  Out of this 

compilation of trust definitions derived from several fields of study, one definition of 

trust embodies the characteristic from all disciplines. Trust is defined as “a psychological 

state comprising the intention to accept vulnerability based upon positive expectations of 

the intentions or behavior of another” (Rosseau, et al., 1998, p.395).  This definition can 

be used as a framework for trust building within a school setting.     

Building on Erikson’s view of relational constructs in trust, researchers have 

suggested that trust between people is determined from the context of the relationship and 

based on individual expectations of others (Hoy & Tschannen-Moran, 1999).  Within the 

context of a newly opened school, trust has also been defined in terms of judgment when 

referring to a person or group of people who can be relied upon to act in accordance with 

predetermined spoken or written expectations (Rotter, 1967).  Current research has 

expanded on this concept of trust and applied it to a systems based framework defining 

trust in terms of competence, honesty and goodwill (Mayer, 1995).  With this seemingly 

myriad of trust definitions and singularly conceptual modality about trusting 

relationships, most contemporary researchers have been able to generally agree upon 

some common attributes of trust.  These include the feelings of vulnerability (Rousseau, 

1998; Schoorman, 2007; Tschannen-Moran and Hoy, 2000), expectations of positive 

interactions (Rousseau, 1998), risk (Coleman, 1990; Rousseau et al., 1998) and behaviors 

of interdependence (Rousseau et al., 1998).  Trust as viewed in an organizational setting 
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and for the purpose of this study, is defined within these contexts as the interactions 

between people who have moderate or high levels of interdependence, feelings of 

vulnerability and risk, and who also work collaboratively towards the accomplishment of 

common goals (Forsyth et al., 2011).  Within a school setting, researchers have used 

behavioral lenses to study trust in relationships as it is manifested in the perceptual 

actions of respect, integrity, competence and a personal regard for others (Bryk and 

Schneider, 2002).  Trust becomes a continuum factor based on the perceptions of those in 

a reciprocal and trust-oriented relationship such as those found in school settings 

(Tschannen-Moran & Hoy, 1998).  Organizational trust literature and the research from 

leading trust theorists (Hoy and Tschannen-Moran 1999, 2003) synthesize five specific 

concepts or “faces” of trust that include benevolence, reliability, competence, honesty, 

and openness.  

Benevolence refers to the feeling of confidence that people will act in a protective 

manner in regards to the trusted person (Hoy and Tschannen-Moran, 1999).  Hoy and 

Tschannen-Moran (1999) also extend benevolence to refer to protecting what another 

person cares about.  The assumption is that people behave in ways that protect each 

other’s best interests without the fear of exploitation.  Trusting relationships are 

characterized by the assumption of future behaviors meeting the same expectations 

without the need to communicate this expectation.  With a feeling of benevolence, the 

opportunity to exploit vulnerability will be met with each person acting in ways that do 

not harm or take advantage of the opportunity.  The idea of benevolence in the workplace 

is characterized by levels of cooperation between individuals (Capraro V, Smyth C, 

Mylona K, Niblo GA, 2014).  
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Reliability, the second face of trust, refers to the idea that one can trust another 

person to do what is expected in specific situations.  Benevolence and predictability are 

combined to form a sense of reliability (Hoy and Tschannen-Moran, 1999).  The degree 

to which a person believes that an outcome will occur and that the outcome will be 

positive is the extent of the feeling of trust.  For example, teachers who have a high sense 

of reliability and who work interdependently in collaborative groups expect that others in 

the group will complete assigned tasks and meet expectations set out by members of the 

group (Hoy & Tschannen-Moran, 1999). 

Hoy (1999) refers to competence as the third face of trust where parties expect a 

certain skill level to be evident by another.  When there is a trust in competence, parties 

believe that the ability to perform specific tasks will match the task.  Teachers may, for 

example, have an expectation for technology integration in lesson design and all 

members within the team are expected to provide technology rich, rigorous lesson 

samples.  The degree of skill possessed for this task would need to match the expectation 

from group members to view members’ competence.  

Honesty, the fourth face of truth is related to a personal attribute that is possessed 

by individuals whose words and actions run parallel with the truth and integrity of the 

professional (Hoy & Tschannen-Moran, 1999).  A person who is deemed as honest is 

someone who acts in a way that speaks to character, integrity and authenticity.  Teachers 

with high levels of honesty are viewed as individuals who do not blame others for 

mistakes and take responsibility for their actions (Hoy, 1999). 

The fifth trust facet, openness, refers to the idea that individuals who have trust 

will share important information with each other (Hoy & Tschannen-Moran, 1999). In a 
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school setting, teachers who are open with one another feel free to share ideas and 

concerns without the fear of ridicule or resentment.  The feeling of openness can facilitate 

and promote professional dialogue which can lead to improved instructional practices 

(Sergiovanni, 2004).  

Combined, these trust perceptions have been called, “the five facets of trust” and 

have been used by educational researchers to measure the trustworthiness among 

teachers, principals, students and parents as it pertains to a school’s culture and 

effectiveness (Forsyth et al., 2011; Hoy and Tschannen-Moran, 1999). 

 Organizations characterized by high levels of trust are found to be more effective 

and more powerful than the collective strengths of its individual members (Hassan et al., 

2012).  There is extensive research across multiple disciplines that has contributed to the 

body of knowledge examining trust, the absence of trust and the consequential effects of 

both within organizations (Forsyth et al., 2011; Kramer & Tyler, 1995; B. G. Robbins, 

2012).  Trust between individuals can be viewed as the essential ingredient for all 

positive, productive, interdependent relationships (Adams, 2013).  The desire and need 

for trusting relationships can be found in most every social setting and has the power to 

change the dynamics of an organization (B. G. Robbins, 2012).  

Parents of school aged children, however, may argue that one of the highest levels 

of trust is the trust given to teachers and adults in school settings.  How is this trust 

between parents and school members developed and how does trust as a construct affect 

the overall school culture?  Gaining attention from both scholars and educational 

practitioners is the growing body of research studies that demonstrate just how critical 

trust is for school functioning (Tschannen-Moran, 2014; D. Van Maele, Forsyth, & Van 
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Houtte, 2014).  Educational trust studies have primarily focused on teachers’ perspectives 

of trust in others (Maele & Houtte, 2009).  Leading researchers on trust and school life 

have proposed a significant importance that school leaders understand how trust 

influences and impacts all aspects of learning, teaching and successful leadership within 

the school (Van Maele et al., 2014).  There have been extensive studies on the role and 

impact of trust in established school settings in need of reform (Forsyth et al., 2011). Few 

studies have extended trust research within the context of newly opened campuses 

(Holmes, 2009; Stine, 2000).  There are numerous studies that examine the critical role 

trust plays in schools, there are very few research studies that examine how trust is 

developed initially and even fewer studies on how trust is developed among new teams of 

teachers (Adams, 2013).  This study will add to the current educational trust research by 

examining leadership practices for promoting trust and collaboration in newly opened 

schools.   

Collaboration 

The collaborative efforts, especially among teachers, are critically important to 

the success of schools (Schell, Burden, & National Education Association, 2000).  In the 

majority of research investigating the contributing factors that impact student 

performance, researchers agree that a collaborative school culture plays a significant role 

in the promotion of student success (Barth, 2002; Kowalski, 2012; Macneil et al., 2009; 

Sergiovanni, 2004).  Sustaining and positively impacting a culture of learning in an 

established educational setting is a challenging endeavor (Shapiro & Burley, 1994).  

School principals who take the lead in opening a new school must meet an additional set 

of demands associated with new construction, hiring of new staff and creating procedures 
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for opening a campus (Santos, 2009).  Promoting a positive school learning culture 

encompasses setting the stage for students to receive quality instruction that maximizes 

student academic and social learning (Barth, 2002).  Principals of newly opened schools 

are given the same beginning of the year tasks as established schools such as creating a 

master schedule, running student schedules, developing a teacher handbook and bell 

schedule, connecting with parents and community members, registering new students, 

hiring new staff, and planning for the first day procedures (Anton, 2005; Clement, 2003; 

Dupree, 2012; Goennier, 2006).  The list of the beginning of the year “to do” items can 

seem exhaustive for school principals (Schell et al., 2000).  

Principals of newly opened schools have no past years’ experience or materials 

from which to draw that are school specific.  These leaders must build and create the 

school’s material, human, and structural resources so that they all fit together to sustain a 

working, functioning school system.  Principals who lead newly opened schools will 

most likely have teachers who have never worked together and are part of newly formed 

teams.  According to research, focused collaboration among educational professionals is 

one of the core elements found in highly functioning schools and school systems ( Branch 

et al., 2013; Drago-Severson, 2012).  Collaboration has been defined as “a systematic 

process in which people work together interdependently to analyze and impact 

professional practice in order to improve individual and collective results” (Fullan, 

2008a, p.3).  Working collaboratively towards common goals is the cornerstone of the 

popular concept and practice of a professional development community in education 

(DuFour, 2004).  DuFour (2008) further describes professional learning communities as 

team members who improve their capacity and meet the needs of all learners through a 
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shared curriculum based vision through systematic, collaborative efforts. DuFour and 

Fullan (2013) further explore the benefits of facilitating nonthreatening conversations 

with concerted efforts for building trust among group members to ignite meaningful 

dialogue free of fear.  

Effective collaborative teams have been found to possess three distinct attributes 

including systematic work habits, interdependency of work, and a results oriented focus 

(DuFour, DuFour & Eaker, 2008).  In a study of 1,003 K-12 public school teachers, 

teachers who reported higher levels of collaboration also reported higher levels of job 

satisfaction, professional trust, and professional contributions for success (Metlife, 2009). 

Bringing professionals together in a positive and productive manner seems to have a 

ripple effect in building both individual and collective capacity.  A second study of 

40,000 teachers found similar sentiments regarding teachers’ view regarding professional 

collaboration and further identified collegial support as the mitigating factor for 

remaining in the profession (Hamilton et al., 2012).  The most recent survey shows how 

important collaboration is for teachers with 51% reporting not having enough time to 

collaborate as their second most cited challenge in their school day (Primary Sources, 

2013).  

A campus where faculty members work together in a meaningful, productive, and 

positive manner is indicative not only of a culture of collaboration, but also of a culture 

of trust (Adams, 2013).  Educational researchers contend establishing a highly 

functioning collaborative campus requires the continual development of trusting 

relationships among its members (Adams, 2013; Forsyth et al., 2011; Mitchell et al., 

2011).  Newly opened schools will most likely have faculty members who have never 
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worked together and do not have established relationships.  Instructional calendars from 

four large school districts in the Gulf Coast Region of Texas for the 2014-2015 school 

year indicate that a teacher’s first day on contract is one week before students report to 

school.  With such a short amount of time, teachers would most likely have little 

opportunity to build trusting relationships among members of their team and faculty. 

There has been interest among educational researchers to investigate how trust 

and collaboration impact the goals of schools to raise student achievement scores and 

create a positive learning environment (Adams, 2013; Forsyth et al., 2011; Mitchell et al., 

2011).  One group of researchers from the University of Chicago Consortium on Chicago 

School Research, led by Anthony Bryk (2002) conducted a study to gain insight into 

possible links between trust and student achievement.  Bryk (2002) and his team 

examined data from over 400 elementary schools in Chicago and also examined surveys 

from stakeholders within these same schools to identify organizational traits and 

processes that could be linked with higher student achievement outcomes.  The Chicago 

researchers found that the five key organizational elements are inherent for advancing 

student achievement and included (a) a comprehensive instructional guidance system; (b) 

an effective system for improvement of professional capacity; (c) strong parent-

community-school ties; (d) student centered learning culture; (e) leadership that cultivates 

shared responsibility of school improvement among all stakeholders. These elements 

have been linked with an understanding of building trust among stakeholders (Adams, 

2013).  Researchers assert that a school principal must work continually to build trust 

among a school’s stakeholders (G. F. . Branch et al., 2013; Cash, 1997; M. G. Fullan, 

1992).  Educational researchers maintain an importance for a school principals to find 
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and design opportunities for developing relational trust among faculty, parents, and 

community members (Beaudoin & Taylor, 2004; G. F. . Branch et al., 2013; Hamilton et 

al., 2012).   

Principals who take on the challenge of opening a new school will also be 

challenged with creating trust building opportunities among all stakeholders (M. G. 

Fullan, 1992; P. Robbins et al., 2004; Shen, 2012).  Effective learning environments are 

said to exhibit collective trust when they are operating at optimal levels with evidence of 

frequent information exchanges and transfer of knowledge among professionals (Forsyth 

et al., 2011).  Forsyth goes on to define collective trust as “a stable group property rooted 

in the shared perceptions and affect about the trustworthiness of another group or 

individual” (p. 22).  Hoy and Tschannen‐Moran (1999) further explore the definition of 

collective trust as “Shared trust beliefs are based on the perceived openness, honesty, 

benevolence, reliability, and competence of the trustee” (p.185). These two definitions of 

collective trust have relevance to newly opened schools where teachers are in the 

beginning phases of working together and building connections for collaborative working 

groups. 

The literature overwhelmingly indicates a strong correlation between a healthy 

organizational learning culture and student academic success (Barth, 2002; Cynthia Uline 

& Megan Tschannen-Moran, 2008; Macneil, Prater, & Busch, 2009).  A leader’s 

proactive behaviors and expectations can promote a school culture where students and 

staff interact interdependently within the school environment and community (G. F. . 

Branch et al., 2013).  Establishing a school norm where both students and staff work 

collaboratively and positively with members of different cultural backgrounds helps to 

javascript:void(0);
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prepare students for the reality of working in the global spectrum that has become the 21st 

century workplace (Banks, 2008).  Gaining attention over the last decade is the idea that 

collaborating and establishing solutions to dilemmas or problems is more about the 

means than the ends (Costa, 2007).  Costa (2007) contends looking at how groups of 

people solve problems is just as important, if not more important than the actual solutions 

or resolutions that come from those groups.  The attitudes and the relationships that 

teachers develop with other staff members, parents, students and the community are 

directly and indirectly influenced by the culture that is exhibited day to day in a school 

environment (Kowalski, 2012; Macneil et al., 2009; Sergiovanni, 2004). 

Should newly built schools adopt the “cradle through career” model of 3rd 

generational partnership and collaboration strategies (Lawson, 2013).  Lawson analyzes 

collaboration interventions and partnership interventions, discerning the difference in the 

two types.  Lawson’s analysis of collaboration interventions centers on the new 

relationships that form among people and ascertains that partnership relationships are 

those built among organizations.  Both types of interactions focus on utilizing resources 

both human and financial to act as change agents moving towards common goals and 

desired outcomes.  Ensuring that both types of relationships work harmoniously and are 

relative to the situation (i.e. school population and specific targeted goals) is a component 

of the relationship system and fit for “purpose, context and time” (Lawson, 2013).  The 

realization regarding the interdependency among stakeholders and partnerships as an 

important concept one that needs to be developed over time so that everyone connected to 

the relationships realizes the importance of those connections to the overall success in 

achieving shared goals.   



60 

     

Professional Development 

“Leadership is not mobilizing others to solve problems we already know how to solve, 

but helping them to confront problems that have not yet been addressed successfully” 

(Fullan, 2014a). 

In education, research has shown that teaching quality and school leadership are 

the most important factors in raising student achievement (Darling-Hammond, 2003; M. 

G. Fullan, 1992; Hamilton et al., 2012).  Professional development has been well 

established as an important component in establishing a learning culture in schools and 

educational systems (Avalos, 2011; Bleicher, 2014; Bolman & Deal, 2002).  The majority 

of school systems still struggle to provide valuable professional development experiences 

for teachers (Bleicher, 2014; Bolman & Deal, 2002).  Research on professional 

development has provided clear consensus of the elements needed for effective 

professional development as having professional activities that are relevant, hands-on, 

and sustained over time (Avalos, 2011; Barth, 2002; Bleicher, 2014; Fox & Slade, 2014). 

The professional development process is both a personal growth process for 

individual teachers as well as a growth process for a schools’ overall capacity to promote 

learning for all students (Feiman-Nemser, 2001; Parise & Spillane, 2010).  Within the last 

several years, emphasis on professional development occurring within individual schools 

has taken precedence over other venues for professional developmentin educational 

settings (Bleicher, 2014).  According to the Standards for Professional Learning 

(Learning Forward, 2011), one of the four prerequisites for effective professional 

development is the fostering of collaborative inquiry and learning to enhance individual 

and collective performance.  The purpose of professional learning, according to these 
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standards, is to develop the knowledge, skills, practices, and dispositions of educators so 

that student performance is positively impacted (Tschannen - Moran, 2009).  Professional 

development has been widely linked with its impact on student learning (Oden, 2009). 

There are many factors to consider when shaping any learning process.  Multiple 

factors in educational professional development are present in the form of student and 

teacher performance, the context of learning, knowledge base of all involved, and ways 

of assessing professional growth (Drago-Severson, 2012).  

Professional development refers to any type of educational experience related to a 

person’s work (Bleicher, 2014; Holland, 2009; Law & Glover, 1996).  Successful 

professional development programs allow teachers opportunities for collaboration, 

reflection, building of professional communities and can lead to improved learning in 

students (Meiers & Ingvarson, 2005). Similar findings have been found from researchers 

in the Wallace Foundation’s six-year study investigating the impact of school leadership 

on student achievement, where professional development stands out as the primary 

contributing factor in sustained school improvement (Wahlstrom et al., 2010). Effective 

professional growth opportunities for educators has also been described as day to day 

learning for teachers who are engaged in the improvement of classroom and school 

activities (Fullan, 2008).  Effective professional development engages teams of teachers 

to focus on the needs of their students (Bleicher, 2014).  Implementing the best 

educational practices requires teachers and educational leaders to continually expand 

their knowledge and skills (DuFour, 2003; M. G. Fullan, 1992; Hawley, 2006; LaPointe 

& Davis, 2006).  Educators who engage in effective professional development have been 

found to be more effective in helping students learn at the highest levels (Borko, 2004).  
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Teacher training is one of many factors that may influence student learning (Kowalski, 

2012).  Research supports efforts by educational leaders to continue the process of 

finding the most effective professional development resources that matches both the 

needs of teachers and the needs of students (Bleicher, 2014; Drago-Severson, 2012). 

Summary 

The literature indicates a strong correlation between the positive interdependence 

of school members, a learning culture and student academic success (Barth, 2002; 

Cynthia Uline & Megan Tschannen-Moran, 2008; Macneil, Prater, & Busch, 2009). A 

leader’s proactive behaviors and expectations can promote a school culture where 

students and staff work collaboratively towards collective goals (McEwan-Adkins, 2009).  

Establishing a school norm where both students and staff work collaboratively and 

positively with members of different cultural backgrounds helps to prepare students for 

the reality of working in the global spectrum that has become the 21st century workplace 

(Banks, 2008).  Research also indicates that school culture impacts the morale and 

productivity of teachers, which can adversely or positively affect long-term gains in 

student achievement (Brown, Lemus, and Pickett, 1999; Taylor and Tashakkori, 1995). 

The attitudes and the relationships that teachers develop with other staff members, 

parents, students and the community are directly and indirectly influenced by the culture 

that is exhibited day to day in a school (Sergiovanni, 2004). 

Parents who form trusting relationships and feel connected with the faculty and 

principal of a school are more likely to be actively engaged in school activities and 

participate in school initiated programs (Kowalski, 2012).  Research suggests that there 

are a number of educational and social benefits associated with positive connections 
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between parents and school members (Rapp & Duncan, 2012; Rosenberg, Lopez, & 

Weiss, 2009).  In a brief of the Harvard Family Research Project (2009), the practice of 

involving families in the educational system is viewed as a critical intervention strategy 

that positively impacts additional programs and strategies initiated by school systems 

(Westmoreland, Rosenberg, Lopez, & Weiss, 2009).  Investing in family engagement can 

be a cost effective initiative for the school system beyond the boundaries of the school 

(Diamond, Justice, Siegler, & Snyder, 2013).  

Schools with high trust levels have been found to commit more readily to the 

goals set by the school as a unit and are found to be a more flexible and adaptable faculty 

(Hoy & Tschannen-Moran, 1999; Bryk & Schneider, 2002).  Bryk and Schneider (2002) 

also gave reference to how trust can produce a more effective system within a school 

when members of the faculty are trusted to work towards goals without the need of direct 

supervision from administration.  This would prove to be an advantage for schools where 

there is a large staff and few administrators, new staff members or where student need 

for academic intervention is high (Barth, 2002). Bryk and Schneider (2002) suggest that 

the impact of high levels of organizational trust is most evident in environments that 

require effective and frequent communication to meet the needs and goals of the 

organization.  The implication from this study indicates a need in newly built schools 

where principals, staff members and parents are expected to work together to accomplish 

the educational goals of the student population would benefit from initiatives or activities 

that promote trust building among the stakeholders.  The need for a highly trusting 

environment is connected with the need for high levels of cooperation among all 

stakeholders (Hoy & Tschannen-Moran, 1999).  With research supporting the importance 
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of trust as a catalyst for effectiveness and productivity of a collaborative team, initiating 

early trust building strategies would seem to be a worthwhile endeavor for school 

principals (Forsyth et al., 2011; Walker et al., 2011).  Current teaching pedagogy requires 

today’s teachers to work collaboratively on most all aspects involved in the lesson 

preparation and student achievement (Tschannen - Moran, 2009).  The most effective 

schools possess and cultivate a high degree of “relational trust” among their staff and 

stakeholders (Bryk, 2010).  In the absence of relational trust, newly formed teams within 

a newly built school may have a difficult time initiating progress towards common goals 

(Adams, 2013). 

The most effective school systems in the world focus efforts on building 

individual and systemic capacity through shared leadership, development of relational 

trust, creating structures for purposeful collaboration, and by providing relevant 

professional development opportunities (Mourshed, Chijioke, & Barber, 2010).  Using 

system based frameworks as a lens in educational research has become more prevalent 

over the years as researchers continue to find evidence of interconnected factors 

contributing to educational outcomes (Fullan, 2014; Hargreaves, 2011; Wahlstrom, 

Louis, Leithwood, & Anderson,  2010).  In an early study, Leithwood (2004) uses a 

systems perspective framework for analyzing K-12 policymaking that focuses on the 

relationships of individuals within the system and conceptualizes outcomes based on the 

system as a unified entity.  Fullan (2010) uses the term collective capacity to describe the 

hidden resources within a school system he believes are untapped and uncultivated. 

Fullan (2010) also describes the need for school leaders to create collective capacity 

building by creating an environment where teachers’ individual strengths come together 
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to produce greater collective strengths.  Viewing schools in the context of learning 

systems is a universal concept as educational researchers from different countries 

connect common elements from educational systems around the world (D. H. 

Hargreaves, 2011).  According to researchers on learning school systems, the primary 

work that happens in a school is shifted from an individual perspective to a team 

perspective (Ash & D’Auria, 2013).  

Shifting the learning process in a school from a reliance on the capabilities and 

efforts of individual teachers and principals to the collective efforts of the school as a 

system produces has been shown to produce higher levels of student achievement, job 

satisfaction and trust (Cosner, 2009; Fullan, 2011).  Effective school systems build 

collective capacity through the connections and empowerment of individuals who focus 

on ways to improve the greater good of the group (Forsyth et al., 2009).  McKinsey 

(2010) studied the performance gains from 20 educational systems and found that system 

improvement requires developing a skilled system, rather than focusing on individual 

skills in isolation.  In the first out of a series of three research investigative publications 

on leadership and learning, commissioned by the Wallace Foundation, researchers made 

the call for additional studies investigating the impact organizational context has on 

leadership practices (Leithwood et al., 2004).  This study, in part, aims to answer this call 

by investigating leadership practices in the specific and infrequently researched 

organizational context of newly built schools (Holmes, 2009; Santos, 2009)



 

 

Chapter III 

METHODOLOGY 

Introduction 

The following chapter describes the research design and procedures used for this 

qualitative study.  The purpose of this study was to examine and describe principals’ 

perceptions regarding leadership strategies that build trust, collaboration and professional 

development opportunities in newly built schools.  This qualitative study utilized a focus 

group consisting of eight school principals from the same large suburban district in Texas 

who have experience as leaders of newly opened schools.  Specifically, the study 

examined reported effective leadership qualities and strategies thought to effectively 

build a culture of trust, collaboration, and professional development in newly opened 

schools. Interview questions were constructed to foster discussion among principals 

regarding leadership strategies in newly opened schools that build the foundation for a 

school culture where stakeholders exhibit behaviors of trust, collaboration and 

professional learning.  The use of a focus group allowed the researcher an opportunity to 

capture shared, lived experiences of the participants and the interaction among the 

participants. Additionally, it facilitated an emphasis on the their personal points of view 

(Krueger & Casey, 2009).  This chapter is organized into the following sections: 

introduction, purpose of this study, research design, research questions, population and 

sample, procedures, setting, instrumentation, limitations, and summary. 

One of the most common methods used today for the collection of qualitative data 

for academic research is through the use of a focus group interview (Morgan 1996; 

Krueger & Casey, 2000; Bloor et al., 2001).  Studies have shown that focus groups can be 
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particularly useful when investigating the thoughts of a participant, often times resulting 

in expanded discussion and richer data that may not have been revealed in individual 

interviews (Liamputtong, 2011).  Focus groups are group interviews where the discussion 

centers on specific topics and is facilitated by the researcher (Chestnutt and Robson, 

2001).  The use of a focus group is purposeful when the research study aims to gain 

insight regarding ideas, attitudes and perceptions of participants.  This study utilized a 

focus group approach to extract ideas and perceptions from eight school principals 

regarding trust, collaboration and professional development in newly opened schools. 

Purpose of the Study 

 The purpose of this study was to examine and describe principals’ perceptions 

regarding leadership strategies that build trust, collaboration and professional 

development opportunities in newly built schools.  The gap in literature for newly opened 

schools and leadership strategies for building trust, collaboration and professional 

development opportunities gave purpose for this study as well.  There is a plethora of 

literature and research studies on school leadership practices and strategies in established 

school settings; however, there is little data to inform educational leaders regarding 

leadership strategies for newly opened campuses (M. R. Jones, 2000).  The findings from 

this study could possibly inform school leaders about effective strategies within the 

unique setting of a newly opened school. 

Research Design 

To inform this study, a set of interview questions was designed by the researcher 

of this study, two school principals and two administrative school leaders, all with 

experience in newly opened schools.  The focus group was conducted with a sample 
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group of participants. This qualitative study utilized a purposeful sampling strategy in the 

selection of eight school principals who have experience as the leaders of newly opened 

schools within a single, fast growth suburban school district in Texas. A semi-structured 

interview within a focus group setting was used to collect data from the eight school 

principals. The interviews were recorded and transcribed. From the information, themes 

were developed and analyzed. This study analyzed responses from the participants using 

qualitative methods and accepted practices.   

One of the key factors in a focus group is for the participants to freely engage in 

conversation in a comfortable setting (Krueger & Casey, 2009).  A second factor is 

related to the size of the group. Research methodology does not specify a particular 

number of participants; however, researchers have suggested that the most effective focus 

groups involve eight to twelve participants (Krueger & Casey, 2009).  This study will 

involve eight principals to take part in the focus group discussion.  According to Krueger 

(1998) and Krueger & Casey (2000), the questions for focus group interviews should 

consist of the following principles: 

1. Questions are understandable by participants. 

2. Questions are clear and simple.  

3. Questions are as colloquial as daily conversations. 

4. Questions can be easily recited. 

5. Questions should be open-ended. 

6. Each question can aim at only one thing. 
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Established methodology for questioning was used to guide the formation of research 

questions adhering to the principles outlined by Krueger & Casey (2000) for focus group 

interview questions. 

Research Questions 

Open-ended interview questions were developed from an extensive review of 

literature, the researcher’s observations, and were tested by practitioners in the field. 

Following these guidelines, the following research questions were used to inform this 

qualitative research study: 

1. What do principals of newly opened schools believe to be effective leadership 

qualities of principals who lead a newly opened school?  

2. What do principals of newly opened schools believe to be effective leadership 

practices for fostering a culture of trust in a newly opened school? 

3. What do principals of newly opened schools believe to be effective leadership 

practices for facilitating teacher collaboration in a newly opened school? 

4. What do principals of newly opened schools believe to be effective leadership 

practices for implementing professional development opportunities in a newly 

opened school? 

Population and Sample 

A purposeful sampling strategy was utilized for this study.  According to Creswell 

(2013), the purposeful sampling approach implies three considerations:  

1. The participants selected for the study 

2. The specific type of sampling strategy 

3. The size of the sample 
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For this study, the type of sampling utilized is “criterion sampling” because all 

participants will meet the specific criteria of having experience leading newly opened 

schools as well as having the criteria of all leading these newly opened schools within the 

same district. In this study, the size of the sample consisted of eight school principals 

from Growth ISD (pseudonym).  These principals have experience opening a newly 

constructed school in one large suburban Texas school district. Contact was made by 

phone to ascertain participation.  A time and meeting place was established for the focus 

group interview that was convenient for all participants. The focus group convened after 

school hours at an off campus location within five miles of the school district. 

The sample consisted of eight participants who are current administrators in one 

large suburban school district and who have experience as principals of a newly opened 

school within the same school district.  Purposive sampling, also known as judgmental or 

selective sampling, is a type of non-probability sampling technique. In purposive 

sampling the researcher is equipped with adequate knowledge of the topic and is capable 

of selecting a sample of experts to meet the needs of the study.  This study used a 

homogeneous sample, characterized by a group of participants who had specific 

characteristics that were particular to the group of interest and research topic.  All 

participants were school principals from one school district who have experience in 

opening a newly built school in the same large suburban district.  Only principals from 

one school district were included in the study.    

Procedures  

Once approvals from the Committee for the Protection of Human Subjects and 

Growth ISD were granted, a signed consent form was secured from the eight school 



71 

     

principals who agreed to participate in the study prior to conducting the interviews.  This 

document explained the purpose of the study, the procedures, the significance and the 

possible future applications for the data obtained and a statement indicating the protocol 

to maintain the confidentiality of the data and the anonymity of the participants. 

Additionally, the school principals also received a “cover letter” in which they were 

invited to participate in the study. In order to ensure anonymity, the names of the school 

district as well as the names of the schools participating in the study have been replaced 

by fictitious names. 

All of the principals were first contacted in a face to face meeting after a district 

meeting that was held for all administrators in the school district. All principals were 

eager to participate and verbally stated that they would participate in the study. The 

principals were approached by the researcher, who had prior knowledge of their 

qualifying participant condition of having been a school principal on newly opened 

campuses in the district.   

The school principals who verbally accepted the invitation to participate in the 

study received a folder with the following documents: 

1. A cover letter that includes the purpose of the focus group and contact 

information of the researcher. 

2. A consent form for signature and permission to participate in the study. 

3. A form with the interview protocol and the four open-ended questions that will be 

used to guide discussion during the focus group interview.  

4. The permission letter from Growth ISD that approves of the study. 



72 

     

The school principals who verbally accepted the invitation to participate received 

a phone call two days later and were asked if they agree to participate in the study and to 

set up a date for the focus group interview.  An e-mail was sent to the participants 

confirming the time, date and place of the focus group interview.  The following steps 

were employed: 

Step I- Approval of the Institutional Review Board.  Prior to the data collection 

process, approval was obtained from the University of Houston Institutional Review 

Board (IRB).  All IRB guidelines and procedures were strictly followed.  Confidentiality 

of all participants in the study will be kept.  Verbal consent was obtained from all 

participants prior to scheduling or conducting the focus group interviews.  All 

participants were informed of the purpose of the study and given interview questions in 

advance.  A written consent to participate was ascertained from each individual 

participant prior to the focus group interview.  The anonymity of all participants will be 

honored.   

Step II- Selection of participants.  The researcher obtained from the Human 

Resource department of the selected school district, the names of school principals who 

have opened newly built schools in the same school district and who are existing current 

administrators in the district. From this list of names, the researcher called every school 

principal and verbally invited them to participate in the research study.  Participants were 

provided a copy of the interview protocol, the possible benefits to the school district and 

questions prior to the focus group interview. The focus group interview was conducted 

through personal face-to-face contact and was no longer than two hours in duration. All 
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participants were guaranteed confidentiality and assured their names nor would their 

district name was used in the study.  

Step III – Data collection.  All participants were initially contacted by phone or 

in person.  After receiving verbal consent, a scheduled time to meet and location was 

established that was convenient for all participants.  The meeting was held in a location 

that is no more than five miles from the central office of the school district main office.  

All participants were given a notice of informed consent prior to the commencement of 

the focus group interview.  Consent forms included the purpose of the study, the time 

commitment required, information on potential risks, benefits of participation and 

confidentially.  Participants were assured that any personal information obtained in the 

study would remain confidential.  Data was collected by audio recording and note-taking 

by the researcher. Participants were given a copy of the research questions and allowed to 

write notes as they deem appropriate. All sessions were transcribed, organized and 

analyzed following the focus group interview.  Participants were given the opportunity to 

add clarification or add more specifics to their first interaction.  To ensure confidentiality, 

each participant was assigned a number preceded by a P for principal.  No comments that 

contain identifiable school nor personal information were used in the study data 

summary.  The open-ended interview questions were developed from an extensive review 

of literature and researchers’ observations and experiences.    

The focus interview was recorded and stored digitally.  The focus group interview 

allowed participants the opportunity to engage and reflect in conversation and dialogue 

after each research question was asked. In addition to the data obtained from the 
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participants’ dialogue, the researcher added reflective observations notes based on the 

observed conversations from the participants.  

Step IV –Data analysis.  After data acquisition, the strategies suggested by 

participants were transcribed verbatim and coded by the researcher.  The themes or 

categories were determined by the frequency of the answers given.  The establishment of 

themes or categories ultimately led to drawing conclusions and implications.   

There are a number of approaches researchers can use to analyze qualitative data. 

Green and Thorogood (2004) identify that in practice most researchers use several 

approaches. Krueger’s (1994) framework analysis provides a series of specific steps to 

help a researcher manage data: 

1. Facilitate discussion to generate rich data from the participants, complementing 

them with observational notes and typing the recorded information. 

2. The researcher needs to familiarize him or herself with the data by listening to the 

tapes, transcribing the discussion, and reading the transcripts in their entirety 

several times.  

3. The researcher writes memos in the margin of the text in form of short phrases, 

ideas or concepts that come from the text and is the basis for developing 

categories.  

4. Index the descriptive data by highlighting and sorting out quotes. 

5. Chart the quotes from their original context and rearrange them under newly 

developed thematic content. 

The end product of this study contains a detailed description of the phenomenon 

under study.  This procedure was followed by the researcher in the data analysis process. 
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Setting 

 The school district that participated in this study is located in a suburban area of 

Southeast Texas. According to the district’s Population and Survey Analysts Report 

(PASA, 2016),  projected Growth ISD has more than 30,000 students and has been 

projected to add an additional 18,000 more students over the next ten-year period from 

2016 to 2026 (PASA, 2016).  Growth ISD is the second fastest growing district in the 

state of Texas (PASA, 2016).  The district has built and opened at least one school every 

year since 2005. Over 40% of the student population in Growth ISD is considered 

economically disadvantaged.   

Instrumentation 

The interview protocol for this study included four open-ended questions that 

allowed school principals participating in the study to give their perceptions regarding 

leadership strategies for building trust, collaboration, and professional growth on newly 

opened campuses. The interview protocol was developed by four administrators and the 

researcher of this study who have experience opening newly built schools. In addition to 

the four open-ended questions included in the protocol, participants were asked 

biographical information questions including years of experience in education in general, 

years of experience working as a school principal, years working at their current campus 

as principals, formal education background and any other significant experience in 

education that have assisted them in performing their jobs. 

Limitations 

 This study is limited to principals of newly opened schools from one large 

suburban school district located in southeast Texas. There was a limited number of school 
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principals participating. This study is also limited to the analysis of information from one 

school district and the subjective responses provided by the school principals as well as 

the objectivity and interpretation from the researcher. 

Summary 

 This study examined the perceptions of school principals regarding their strategies 

for building trust, collaboration and professional development opportunities in newly 

opened schools through the use a focus group interview.  Four research questions were 

used to guide the discussion among participating principals who have lived experiences 

as leaders in newly opened schools.  Interviews were recorded digitally and data were 

analyzed and coded for commonalities to form themes based on the research questions.  

All participants were given the research questions, written permission from the school 

district and consent forms prior to the focus group meeting.  All identifiable information 

regarding the participants was coded by the researcher and kept confidential to protect the 

participant’s identity. 



 

 

Chapter IV 

RESULTS 

Introduction 

 The purpose of this qualitative study was to examine the perceptions of principals 

regarding leadership strategies for fostering a culture of trust, collaboration and 

professional development opportunities in newly opened campuses.   According to 

Creswell (2008), data analysis in qualitative research involves classifying information 

into themes that form common ideas. Lincoln and Guba (1985) further this idea of data 

interpretation as “lessons learned” from the research data.  This chapter presents the 

findings from eight principals who are experienced in leading newly opened schools. All 

schools in this study were from the same large, suburban school district located in 

Southeast Texas.  Characteristics identified as commonalities formed the themes of this 

study with data collected from the principals participating in the focus group interview.   

A Semi-structured interview method in a focus group setting was used for collecting data 

for this study. The semi-structured interviews performed with school principals were 

recorded on audiotapes and transcribed by the researcher. The transcriptions were stored 

in word documents and analyzed for common themes. This chapter contains the analysis 

of the responses and perceptions from the principals as they discussed the research 

questions presented for this study. The following research questions were used to guide 

the interview discussions.  

1. What do principals of newly opened schools believe to be effective leadership 

qualities of principals who lead a newly opened school?  
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2. What do principals of newly opened schools believe to be effective leadership 

practices for fostering a culture of trust in a newly opened school? 

3. What do principals of newly opened schools believe to be effective leadership 

practices for facilitating teacher collaboration in a newly opened school? 

4. What do principals of newly opened schools believe to be effective leadership 

practices for implementing professional development opportunities in a newly 

opened school? 

Participant Demographics 

The district selected to participate in this study, Growth ISD, is a large, fast-

growth district located in Southeast Texas. The student population in Growth ISD has 

increased from 15,159 in the year 2000 to a student population of 30,838 in the 2015-

2016 school year (Growth ISD Demographics Report, 2016).  Growth ISD Demographics 

Report (2016) also indicates student enrollment will continue to dramatically increase 

over the next ten-year period with projections of student enrollment reaching 48,754 in 

the 2025-2026 school year. Growth ISD Projection Report (2016) also indicates the 

projected possible need for an additional 11 new elementary schools and at least one new 

secondary school before 2025.  All principals participating in this study were employed 

school administrators in Growth ISD.  All participants have experience as the lead 

principal in a newly opened school in Growth ISD. All eight principals have six to 25 

years of experience as a principal and ten to 34 years of experience in the field of 

education. Of the eight principals participating in this study, six were female and two 

were male. 
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 The first participant in this study (P1) has served as a principal for seven years, 

with five years of service in Growth ISD. This principal has served in public education 

for 25 years with teaching and administrative leadership experience from other districts. 

This principal was chosen to lead a newly opened high school (S1) in Growth ISD. In 

2014, S1 earned a rating of Academically Acceptable from TEA with an enrollment of 

2,414 students. There are 138 staff members employed in S1. The student population 

consists of 23% African American, 25% Hispanic and 42% White with 2% English 

Language Learners and 32% coded as At-Risk (TEA, 2015).  

 The second participant in this study (P2) has served as a principal in Growth ISD 

for five years and was chosen to lead a newly opened junior high school (S2) with an 

opening enrollment of 1,542 students.  This principal has 24 years of educational 

experience in Growth ISD as a teacher and as an administrator.  In 2014, S1 earned a 

rating of Academically Acceptable from TEA with an enrollment of 1200.  There are 76 

staff members employed in S2. The student population consists of 22% African 

American, 24% Hispanic and 44% White with 2% English Language Learners and 26% 

coded as At-Risk (TEA, 2015).  

 The third participant in this study (P3) has served as a principal in Growth ISD for 

eight years and was chosen to lead a newly opened middle school (S3) with an opening 

enrollment of 585 students. This principal has worked in Growth ISD for 14 years as a 

teacher and as an administrator. In 2014, S3 earned a rating of Academically Acceptable 

from TEA with an enrollment of 640 students. There are 46 staff members employed in 

S3. The student population consists of 23% African American, 25% Hispanic and 43% 

White with 3% English Language Learners and 18% coded as At-Risk (TEA, 2015).  



80 

     

 The fourth participant in this study (P4) has served as a principal in Growth ISD 

for one year and was chosen to lead a newly opened high school (S4). This principal has 

23 years of educational experience as a teacher and as an administrator as well as 

experience opening a newly built high school in another district in Texas.  S4 is in its first 

year of opening and has not yet received a rating from TEA. There are 54 staff members 

employed in S4. The student population consists of 32% African American, 34% 

Hispanic, and 48% White with 8% English Language Learners and 28% coded as At-

Risk (TEA, 2015).  

 The fifth participant in this study (P5) has served as a principal in Growth ISD for 

26 years and was chosen to lead a newly opened middle school (S5). This principal has 

33 years of educational experience in Growth ISD as a teacher and as an administrator. In 

2014, S5 earned a rating of Academically Acceptable from TEA with an enrollment of 

613 students. There are 43 staff members employed in S5. The student population 

consists of 19% African American, 29% Hispanic and 41% White with 10% English 

Language Learners and 32% coded as At-Risk (TEA, 2015).  

 The sixth participant in this study (P6) has served as a principal in Growth ISD 

for seven years and was chosen to lead a newly opened elementary school (S6).  This 

principal has 14 years of experience as an educator and administrator in Growth ISD.  In 

2014, S6 earned a rating of Academically Acceptable from TEA with an enrollment of  

648 students and 45 staff members. The student population consists of 18% African 

American, 28% Hispanic and 41% White with 12% English Language Learners and 28% 

coded as At-Risk (TEA, 2015).  
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 The seventh participant in this study (P7) has served as a principal in Growth ISD 

for 11 years and was chosen to lead a newly opened junior high school (S7).  This 

principal has 18 years of educational experience as an educator and administrator.  S7 is 

in its first year of opening and has not yet received a rating from TEA.  There are 56 staff 

members working in S7.  The student population consists of 23% African American, 30% 

Hispanic and 47% White with 28% English Language Learners and 34% coded as At-

Risk (TEA, 2015). 

 The eighth participant in this study (P8) has served as a principal in Growth ISD 

for 15 years and was chosen to lead a newly opened elementary school (P8).  This 

principal has 23 years of educational experience as an educator and as an administrator. 

This principal has 33 years of educational experience in Growth ISD as a teacher and as 

an administrator. In 2014, S8 earned a rating of Academically Acceptable from TEA with 

an enrollment of 1082 students. There are 70 staff members employed in S8. The student 

population consists of 24% African American, 26% Hispanic and 35% White with 19% 

English Language Learners and 48% coded as At-Risk (TEA, 2015).  

Interview Procedures 

  All eight principals participated in a semi-structured interview in a focus group 

setting. The focus group interview took place at a mutually agreed upon location within 

the geographical boundaries of Growing ISD.  The following section presents the results 

from the focus group discussions among the participating eight school principals. The 

results are presented following the order of the twelve research questions included in this 

study. 
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Interview Results 

Research Question One:  Leadership Qualities of Principals  

Three themes emerged from the coding of answers to the first research question, 

“What do principals of newly opened schools believe to be effective leadership qualities 

of principals who lead a newly opened school?” and included: a collaborative decision 

maker, an effective communicator, and initiating systems. 

Theme One: Collaborative decision maker.  

 A school culture where decisions are routinely made through a systematic 

structure of professional input and dialogue among stakeholders is indicative of 

collaborative decision making. Gaining input from stakeholders who are directly or 

indirectly affected by school-wide decisions can instill a sense of ownership and synergy 

towards common goals. The participants in this study frequently used the terms 

“collaboration” and “team” when discussing the leadership qualities they believed were 

important in principals who lead a newly opened school. 

“Principals need to understand the importance of teamwork and collaboration 

with teachers. We met as a team early on and included others as they were hired. 

This seemed to solidify the bond and set the tone that we were in this together.”  

(P1). 

“I think effective principals rely on their leadership team.  I had weekly 

collaboration meetings with my administrative team and we decided the best 

course of action to get things completed like the master schedule- a huge 

undertaking that we had to start from scratch- was to divide and conquer.”  (P2). 
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 “You have to be okay with group decisions on several things.  There were times I 

thought all I did was meet with parents, students and staff to decide on things like 

school colors, mascots and cheerleader uniforms.  I could not have made those 

decisions on my own without there being a lot of push back.  Especially, the 

cheerleader uniforms.” (P7). 

 “Most of the decisions that are made when opening a new school should be with 

the people who are going to be in the front lines. It’s not just about the outcome of 

the decision, it’s about getting people on board and excited to be part of a new 

team. It’s the collaborative piece that brings it all together and gives even the 

smallest thing, like the first greeting we did on the steps on the first day by 

everyone being there when that first bus rolled up and playing music- it was a 

decision we made together. I think that’s why it was so exciting.” (P3). 

 “Everyone wants to feel like they contributed to something on that first day of 

school.  Effective principals know the importance of collaborating with parents, 

too.  Parents, students and teachers all met and we decided what we wanted that 

inaugural day to look like and feel like for a student. We would never get that 

back. It took all of us coming together and envisioning it just like we were a 

student.” (P6).  

Theme Two:  Effective communicator.  

The ability to communicate effectively so that all parties have the information is only one 

part of the equation.  Educational leaders use both one way and two way communication 

methods.  The importance of not only communicating for informative reasons, but also to 
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communicate in a way that lessens anxiety and opens the door to receiving input from 

others is key. 

 “A lot of dialogue and communication goes a long way as an effective leader” 

(P5).  

 “I would send out e-mails, Remind 101, and even mailed out letters to newly 

hired staff.  I think great leaders over communicate so everyone is on the same 

page” (P7). 

 “Effective leaders communicate every way possible.  You have to put your 

message out there, or others will do it for you and you may not like what they are 

saying” (P3). 

 “I think effective leaders share their vision about how the school is going to be the 

best place for kids and make sure all hear it. I use Twitter a lot. Social media is 

the way to go if you want others to know what is going on. You control it” (P8). 

 “As an effective leader, its important to have great communication skills where 

you not only share your vision, but provide a way for others to share with you. 

They provide a two-way communication system” (P4). 

 “Great principals use the communication that works best for their stakeholders. It 

might not be only using social media, you have to be good at face to face 

communication. They want to see who you are, not just what you say on your 

website” (P5) 

 “I would agree, effective principals know who they are working with and do 

everything they can to communicate with them in every way possible” (P2).  
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Theme Three:  Initiating systems 

When asked a follow up question, “Why is the ability to create systems an 

important leadership quality?” principals reported that they believed it to be one of the 

most important aspects within the functional component of leading newly opened 

schools. 

 “Opening a new school requires putting things into motion that haven’t worked 

together before. It’s a matter of laying down the tracks so that everything gets put 

into motion” (P4).  

 “Effective principals can see the big picture and create systems that produce 

results” (P2). 

 “You start with no systems in place and then develop ones that help make your 

school function smoothly.  Effective leaders know how to get those process 

systems in place.  If you don’t, you spend a lot of time filling the gap in the 

beginning” (P8). 

 “Being able to create systems that help you as an administrator ensure those 

things that need to be accomplished correctly, really are.  One example is when 

we opened there was no system in place for new student enrollment on our 

campus that specifically fit the needs of our families.  We needed to be explicit in 

how it was going to be done on this campus.  It cleared up a lot of confusion” 

(P3). 

 “Principals who take on the enormous task of opening a new school need to be 

organized and put systems in place to avoid that anxiety that comes with just not 

knowing exactly what needs to be done, how and when” (P7). 
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 “It’s more about being someone who can take all of the thousands of things that 

have to be accomplished in order to have your school run efficiently that first 

year, when you may not have a set protocol in place, and creating systems that 

help manage all of the day to day administrative tasks.  Those systems have to be 

in place before you actually need them” (P6). 

 “Those principals who start from the beginning and shape a culture of learning 

and leadership.  You have to know what that looks like and be proactive in 

helping make that the norm on your campus” (P3). 

 “You need to have a sense of what your culture is going to look like and how to 

start off in the right direction.  We got together and created what we thought a 

perfect school should look like, sound like, and feel like. It was a vision of our 

culture before the first day” (P4). 

 “Effective principals can have a vision of their school’s culture and motivate 

people towards making that vision into a reality” (P2). 

 “Leadership is about getting everyone moving in the same direction towards a 

great school culture.  How the students, staff, parents, and community contribute 

to a successful culture impacts that school for the entire year and possibly longer” 

(P8). 

 “Great principals in new schools make sure time is spent addressing what that 

culture is going to look like.  You can’t just leave it to chance.  You have to be 

proactive and set the stage for developing a school that puts kids and learning 

first” (P5). 
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 “To be an effective leader in a new school requires you to understand the 

importance of your school climate and culture.  Those are not just words you read 

in an educational journal. You really do have to work at it.  We spent our first 

meeting as a staff discussing what having a positive culture meant and how we 

were going to create it” (P1). 

Research Question Two:  Fostering a Culture of Trust 

The second research question, “What do principals of newly opened schools 

believe to be effective leadership practices for fostering a culture of trust in a newly 

opened school?” stimulated three unanimous responses from all eight participants: 

provide a system of support, the principal as the initial model of trust, and facilitate team 

building among all staff.  

Theme One- Provide a system of support. 

 Ensuring that all staff members are given effective and frequent support for 

completing job related tasks was identified by all eight participating principals as an 

important component in fostering a culture of trust.  All eight participants reported 

specific strategies they believed were instrumental in creating trust in a newly opened 

school.     

“Communicating the new technology expectation created anxiety for some of my 

newly hired teachers. That is when I told them that I will never ask anything of you 

without also providing support and training. You will never need to figure it out on your 

own. There will always be as much support as you need. This is what brought about our 

implementation of Tech Tuesdays. These were weekly trainings where teachers were able 

to work in small groups and receive hands on support from an administrator or 
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technology specialist. It lowered anxiety and built a level of trust among the staff. They 

knew we were there to support them” (P1). 

 “I have a system in place where teachers are given weekly updates and 

expectations for all staff members.  I think this has really helped form a trust that 

we are all on the same page” (P3). 

 “We meet each summer for our retreat.  This is where we work together on our 

common goals and learn how we are going to support each other in meeting these 

goals.  It is a way for us to create a sense of trust and lay down exactly what is 

needed for the upcoming year. We decide how and when we are going to come 

together each week during the school year and work towards meeting the needs of 

our students and each other” (P3). 

Theme Two:  The principal as a model of trust. 

Out of the eight principals interviewed, all eight overwhelmingly reported the 

importance of principals as the initial model of trust on a newly opened campus. Creating 

a vision of what trust looks like from the perspective of how administration emulates trust 

behaviors was found by all participating principals as key to building trust among staff in 

a newly opened campus. 

 “You have to walk your talk.  You have to show people that you do what you say 

you are going to do” (P3). 

 “They need to see you as the leader showing trust in them.  You brought them in 

to be part of a team and you have to show a level of trust by giving them 

ownership and decision making power” (P8). 



89 

     

 “Everything you do in the beginning is a test of trust in you as a leader.  Everyone 

is looking at the principal for a model of what trust looks like on your campus.  

You can’t say one thing and then go back and do something entirely different” 

(P2). 

 “Openly talking about trust and how you are going to build that with not only 

your teachers, but with your kids and parents as well.  You have to be able to 

convey a sense of trust in what you say, how you say it and what you do.  I spent 

a lot of time building relationships and working closely with all of my teams.  It’s 

about frequent and positive interaction” (P5). 

 “As the principal, I had to intentionally build in activities that built trust and 

positive relationships among staff members.  We had a two day retreat in the 

summer that focused on team building and trust.  It’s the most important part of 

my summer retreat and I think it affects the learning that happens.  When students 

see teachers trusting you and each other, they model that” (P6). 

 “I think building trusting relationships begins with the administration.  You have 

to be willing to show your staff that you trust their professional judgement and 

value them as people and as educators.  Everyone needs to see that they can trust 

the principal as a leader and as a person.  You really do need to walk your talk 

before you can expect anyone else to follow suit” (P4). 

  

Theme Three:  Facilitate team building with staff.   

 Discussion among the participating principals regarding trust, facilitated specific 

examples of the use of team building activities to strategically build trust among 
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the staff members of newly opened schools. Six out of the eight principals 

participating in the study reported specific activities they believed promoted trust 

before and during the first year of a school’s opening.   

 “I identified campus leaders before the beginning of the school year and had them 

create an Amazing Race activity for the staff.  It was a team building activity for 

the leadership team as well and gave them a level of trust they had with each other 

before they came together with the other staff members.  They had to come 

together to create a fun and interesting activity that would bring the staff together 

as a team” (P4). 

 “I did two days of activities on my campus and it made a world of difference with 

bonding, trust and team building.  One of the things we did was a scavenger hunt, 

a selfie-scavenger hunt where they had to get a list of ten things and they had to 

take a selfie with their team and that object that was located in the school.  It 

ranged from a cafeteria tray that had our logo on it to a secret word they had to 

unlock on a computer in the computer lab.  They not only learned where 

important places in the school were, but they enjoyed being creative with the 

activity and spending fun time with new colleagues. The trust was feeling okay 

stepping out of comfort zones for some” (P6). 

 “We played the hula hoop game where you have to get everyone through it.  We 

divided into two teams and circled up, everyone holding hands.  We gave one 

team a hoop we called Vision Chicken and the other hoop was Mission Egg.  The 

teams raced to see who could get their hoops around the circle the fastest. We 

later discussed what comes first the chicken or the egg and related it to the vision 
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and mission of our school.  You could tell, some were a little hesitant at first, but 

by the end of it you saw they were trusting each other with more and more” (P7). 

 “We had an activity where we gave teams a puzzle and blindfolded one of the 

team members.  The other team members had to give directions to the blindfolded 

team member who was putting the puzzle together.  It was a race against other 

teams and it was fun to watch teachers saying all kinds of things to get that person 

to understand.  It led to great discussion on differentiated learning” (P5) 

 “We decided to do an activity where teams had to construct what they envisioned 

as a perfect school and then work with another team to put both of their models 

together into one perfect school.  They each had to talk about things they had in 

common and how they could create that in real life for the new year” (P2). 

 “An activity I think worked well and built trust among our teachers was showing 

them how to make a movie on an iPad and then letting them create a short movie 

on how they were going to work together as a team this year.  We didn’t give 

them a lot of direction except that it had to be under 5 minutes and the audience 

had to be able to understand how they were going to function and accomplish 

goals that were centered on academic success.  It was so much more powerful 

than if we had given that out from an administrative standpoint.  They hit 

everything we would have discussed and in a much more engaging way” (P8)  

Research Question Three:  Facilitating Teacher Collaboration 

The third research question, “What do principals of newly opened schools believe 

to be effective leadership practices for facilitating teacher collaboration in a newly 

opened school?” stimulated discussion among the participating principals and centered 
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primarily around the following three themes:  a clearly communicated framework for 

collaboration, building of teacher capacity, and recognizing and celebrating successful 

collaborative efforts.  

Theme One:  Clearly communicated framework for collaboration. 

 The participating principals in this study discussed what they believed to be 

effective collaboration among teachers and staff members. The follow-up question “What 

strategies can principals use to establish productive collaboration?” garnered several 

responses that revolved around professional learning communities and the framework 

that is associated with professional learning communities in school settings. 

 “I allow for collaboration time in PLC’s that we do monthly” (P2). 

 “We follow a PLC format that comes for Lead4ward” (P6). 

 “We have binders that outline exactly what role everyone has and what we are 

doing each time we meet” (P6). 

 “We start with the norms of the group and establish that everyone is working 

towards the same goal” (P3). 

 “There is always an agenda that is given to the teachers ahead of time” (P1). 

 “You also need to make yourself available and ask for feedback” (P4). 

 “There is an exit ticket at the end of the PLC, there needs to be a clear beginning 

and end for every meeting” (P6). 

 “Teachers need to have input into the process of collaboration and understand the 

outcomes” (P2). 

 “They need structured time to meet, provide coverage for them” (P6). 
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 “You have to provide a framework from a process you have seen work and the 

teachers know what to expect from getting together” (P5). 

 “There has to be regularly scheduled times when they meet.  It cannot be on the 

fly and everyone has to take ownership of something that happens during that 

time” (P3). 

 “A planning sheet is e-mailed out to the staff and they have to fill in their part 

before the PLC” (P3). 

 “Our Tech Tuesday schedule is set at the beginning of the year and we map out 

exactly what we will be covering.  No surprises and teachers know the 

expectations” (P1). 

 “It has to be focused on results, student results and how we are doing in terms of 

academic success.  Anything else, is just conversation not collaboration” (P4). 

 “Take the time before school starts and go through a mock PLC meeting” (P3). 

 “Have staff members do a mock PLC- one that is productive and one that isn’t.  

Like coming in late, not being prepared, on the cell phone.  The things we have all 

seen in meetings that make the collaboration piece non-existent” (P3). 

 

 

Theme Two:  Building teacher capacity. 

 Building capacity in teachers was a discussion topic that surfaced from the 

follow-up question “How is collaboration sustained among teachers?” as seven out of the 

eight principals responded with explicit examples of growing teachers and teacher leaders 

as a way of sustaining collaboration efforts among teachers. 
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 “You have to grow your teachers.  If you do not build capacity in your staff, it is 

an uphill battle” (P8). 

 “I use some of the ideas from Ron Clark like taking care of your runners.  You 

have people on your campus who will take the ball and run with it” (P3). 

 “You have to let your runners lead the PLC’s so it doesn’t just come from you and 

you know it will continue even if you are not there” (P3). 

 “When I first hired teachers, I gave them a list of UIL events and asked them to 

pick the ones they would like to coach.  It was more about saying, hey, you will 

be a part of a growing team and I need you to grow along with us” (P5). 

 “When you hire, you incorporate them into the next group who hires the 

remaining teachers” (P4). 

 “The teachers began to facilitate the groups” (P7). 

 “My leadership team would do walk-throughs and give the teachers feedback as a 

collaborative learning walk.  I never saw it.  It was purely a teacher to teacher 

growth activity” (P7). 

 “On a new campus, the expectation has to be that everyone is on a growth path.  

The students, the teachers, the parents and community” (P5). 

 “We have to show that we are all life-long learners” (P2). 

 “I know when we started, we had everyone learn how to troubleshoot the Smart 

boards. Administrators and teacher leaders all came together and learned how to 

fix some of the common problems so that learning could go on and we did not 

have to wait for tech to get there” (P1).   
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Theme Three: Recognizing and celebrating successful collaboration. 

 The principals who participated in the study discussed how they believed from 

their experience in the importance of recognizing the effort of working together as a 

team.  All eight principals unanimously agreed that celebrating and recognizing teachers 

for their collaborative efforts created a work environment where collaboration became 

part of the school norm. 

 “Teachers need to know they are on the right track with how they are doing in 

PLC’s and student growth” (P7).   

 “We post a team success chart and have cookie cakes with the percentage points 

gained” (P3). 

 “When a PLC comes together and brings me a growth plan, I give them jeans 

passes.  They love it” (P6). 

 “It is a great feeling when a teacher has more green on her chart than the time 

before.  I make sure to write them a personal note to let them know I noticed the 

growth” (P6). 

 “My teams will bring in birthday cakes and food.  It seems to help bring them 

closer together and they are more likely to spend more time on looking at how to 

help our kids” (P2). 

 “I use food at times to celebrate my teams.  It doesn’t have to be much but they 

appreciate that you recognize their work” (P4). 

 “Teachers need to know that you understand how hard their work is and just 

giving them a small recognition as a team can go a long way” (P5). 
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 “When a team celebrates a move in the right direction, you are going to get a 

momentum in the right direction” (P7). 

 “Like anyone else, teachers need to know that you see the good they are doing.  

Giving a team an extra 30 minutes to plan lets them know you value what they are 

doing” (P8). 

 “We have monthly planning parties and have our students in culinary arts cook 

for them” (P1). 

Research Question Four – Facilitating Professional Development Opportunities 

 Research question four, “What do principals of newly opened schools believe to 

be effective leadership practices for implementing professional development 

opportunities in a newly opened school?” elicited various professional development 

initiatives that were both district and campus specific.  Three themes emerged from 

participant discussions regarding professional development implementation and included 

professional development opportunities that were: targeted, job specific and provided 

teachers with feedback about their instructional practices. 

Theme One:  Targeted professional development. 

 The principal participants unanimously agreed that any professional development 

conducted on a newly opened campus must be targeted to the campus vision, goals, and 

specific needs of the students.   

 “We started with our vision and planned monthly professional development based 

on where we were going with our students” (P1). 

 “Any PD you do, has to revolve around what the needs are on your campus” (P3). 
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 “As a new campus, we knew we had to have training on the new technology and 

keep that going throughout the year” (P1). 

 “Our training plan came out of our campus improvement plan and needs 

assessment from the data from incoming schools” (P4). 

 “The leadership team got together in the summer and looked at the data before we 

started planning out our professional development for the year” (P3). 

 “We knew that we had a large group of ESL students coming in and training for 

meeting their needs took priority” (P7). 

 “Your professional development on your campus has to meet the needs of your 

kids and directly impact what happens in the classroom” (P4). 

 “You cannot just throw several different training sessions together and hope they 

work.  You have to be targeted in your plan and know what you need as a new 

campus” (P5). 

 “I look at the trends in student data coming to me and work with my leadership 

team to target our teacher trainings to meet those areas” (P1). 

Theme Two:  Job specific professional development opportunities. 

 Six out of the eight participating principals in the study related the importance of 

providing professional development to staff members in newly opened campuses that was 

specific to the job and role of the staff member.   

 “Trainings have to be directly impacting what the staff does on a day to day 

basis” (P8). 

 “If you provide a training, it needs to be relevant to what the teacher is teaching 

otherwise it has not meaning and they won’t find value in it” (P8). 
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 “Professional development needs to be something teachers can take back into 

their classrooms” (P7). 

 “I am not going to necessarily ask my fine arts teachers to sit through the same 

professional development as my ELA teachers” (P4). 

 “I ask my teachers.  What do you need?  What do you want that will help you in 

the classroom?” (P3). 

 “Giving teachers a choice is important.  One may need training on technology and 

one may need a questioning stem training. It all depends on their needs” (P5). 

 “One of the most effective things I did was give the teachers a choice in their 

training at the beginning of the year” (P6). 

 “There are times when everyone needs to come together for the same professional 

development, but there are other times when it needs to be up to the teacher” (P6). 

 “If I push something out in training, I had better be able to show how this is going 

to help students learn in the classroom” (P6). 

Theme Three:  Feedback on professional development opportunities. 

The principals participating in this study unanimously reported the use of 

feedback as an effective leadership strategy in the implementation of professional 

development opportunities in newly opened campuses. 

 “After the training, they all brought in a center for feedback from the other 

teachers” (P7). 

 “We do learning walks and provide teachers with feedback, looking specifically at 

what we discussed in training” (P1). 

 “Without feedback and buy-in, professional development doesn’t work” (P6). 
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 “Teachers need to have feedback on what they have learned, but it needs to be 

done so that they feel it is helping them to teach” (P2). 

 “We do coaching rounds where my administrative team and I are scripting what is 

happening in the classroom.  We give teachers feedback on student learning and 

note the use strategies from our professional development trainings” (P8). 

 “It is expected that our department chairs provide their team with feedback on 

what we have learned in trainings” (P5). 

 “With the amount of funds we use to bring in great training, we make sure to go 

in classrooms and then we talk about what we see and how it’s going” (P3). 

 “Teachers will only continue doing what works for them and their students and 

it’s up to us to give them feedback on what we see implemented in the classroom” 

(P4). 

Conclusion  

 Chapter 4 presented and analyzed the qualitative data that was generated from the 

responses of eight school principals as they answered the four research questions in a 

focus group setting.  Twelve theme categories emerged from these responses and 

discussion among the principals participating in the study.  All of the participating school 

principals in this study focused on the need to spend significant time and energy into 

planning multiple and frequent opportunities for staff members to meet and get to know 

each other personally as well as professionally before the school year began.  Principals 

discussed the importance of scheduling activities that were enjoyable, had elements of 

play as well as elements of light hearted competition and crossed along several of the 

themes emerging from this study.  Chapter 5 will contain an introduction and 
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organization of the study, a discussion of the results, implications for school leaders, 

recommendations for further research and the conclusion.



 

 

Chapter V 

CONCLUSTION 

Introduction 

 Chapter five contains an introduction and organization of the study, a discussion 

of the results, implications for school leaders, recommendations for further research and 

the conclusion.  Chapter four included a presentation of data collected from a focus group 

interview session with eight school principals who have lived experience as leaders of 

newly opened campuses.  The focus group face-to-face interviews were transcribed and 

analyzed to allow the emergence of themes.  Findings were presented by research 

questions and by themes.  The primary themes from research question one, “What do 

principals of newly opened schools believe to be effective leadership qualities of 

principals who lead a newly opened school?” included collaborative decision making, 

effective communication, and building a systemic culture within the first year of a 

school’s opening.  Research informing this study supports these findings. The 2012 

Wallace Foundation research study found five specific behaviors indicative of effective 

principals. Findings included shaping a vision of academic success for all students by 

cultivating leadership in others through collaboration and communication, as well as 

establishing processes to foster school unity.   

The primary themes from research question two, “What do principals of newly 

opened schools believe to be effective leadership practices for fostering a culture of trust 

in a newly opened school?” included providing a system of support, the principal as a 

model of trust, and team building facilitation.  Research supports the findings in this 

study regarding fostering a culture of trust.  Effective leaders are able to shape a school’s 
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culture for building capacity, developing trust, and encouraging collaboration throughout 

the school system (Ash & D’Aura, 2013).   

The primary themes from research question three, “What do principals of newly 

opened schools believe to be effective leadership practices for facilitating teacher 

collaboration in a newly opened school?” included a clearly communicated framework 

for collaboration, building teacher capacity, and recognizing and celebrating successful 

collaboration.  These themes are supported by larger research studies that contend 

focused collaboration among educational professionals is one of the core elements found 

in highly functioning schools and school systems ( Branch et al., 2013; Drago-Severson, 

2012).   

The primary themes from research question four, “What do principals of newly 

opened schools believe to be effective leadership practices for implementing professional 

development opportunities in a newly opened school?” included targeted professional 

development, job specific professional development opportunities, and feedback on 

professional development opportunities.  Research on professional development has 

provided clear consensus of the elements needed for effective professional development 

as having professional activities that are relevant, hands-on, and sustained over time 

(Avalos, 2011; Barth, 2002; Bleicher, 2014; Fox & Slade, 2014).  All themes were 

presented using the phrases and expressions of the participants to provide a more in depth 

depiction of the event studied.   
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Discussion of the Results 

The results from this study are presented for each research question and 

corresponding themes related to the question.  The discussion of results includes 

interpretation of the responses from interviewed participants.  

Research Question One 

Research question one sought to determine effective leadership qualities of school 

principals who are in charge of leading the opening of newly built schools.  Three themes 

emerged from the analysis of the responses from research question number one, “What 

do principals of newly opened schools believe to be effective leadership qualities of 

principals who lead a newly opened school?”  These themes were collaborative decision 

maker, effective communicator, and the ability to create a systemic culture.  

Theme one:  Decisions are made through a collaborative process. 

  Overwhelmingly, the eight principals all believed that an effective school 

principal leading a newly opened school needed to possess the ability to collaboratively 

make decisions where all stakeholders felt to be an important part of the school decision 

making team.  One principal stated “Good principals know that starting every sentence 

with the word we brings the idea home that this is a team effort.  We have made the 

decision to have a back to school dance is much more effective than if you were to say I 

have made the decision” (P4).  Another principal responded with “If you don’t include 

the people whose lives are going to be affected by the decision, then you are missing the 

most important part of how the decision is going to be implemented, received and 

ultimately work” (P5). 
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Theme two:  Effective communication as an important leadership quality.  

Six out of the eight principals participating in this study believed that being able 

to effectively communicate was an important quality of an effective school principal of a 

newly opened campus.  As stated by one school principal, “Effective leaders 

communicate every way possible.  You have to put your message out there, or others will 

do it for you and you may not like what they are saying” (P3).  Another school principal 

agreed to the importance of communication by affirming “A lot of dialogue and 

communication goes a long way as an effective leader” (P5).  Throughout the interviews, 

communication was evidenced as one of the most effective qualities needed by school 

principals opening newly built schools to ensure a strong community was established 

among all stakeholders. 

Theme three:  Initiating school-wide systems as an important leadership 

quality.  

Five out of the eight principals believed that effective school principals who lead 

newly built schools needed to establish school-wide systems during the first year of 

operation.  One comment supporting this theme came from a high school principal who 

stated, “Effective principals can see the big picture and create systems that produce 

results” (P2).  Another school principal echoed this sentiment with, “Being able to create 

systems that help you as an administrator ensure those things that need to be 

accomplished correctly, really are.  One example is when we opened there was no system 

in place for new student enrollment on our campus that specifically fit the needs of our 

families.  We needed to be explicit in how it was going to be done on this campus.  It 

cleared up a lot of confusion” (P3).  Creating systems is a significant task for school 
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leaders who are starting from scratch in newly opened campuses where systems for 

everything from enrollment to assigning duty schedules begin during the first year of 

opening. 

Research Question Two 

 Research question two had the purpose of determining effective practices for 

building trust among staff members of newly opened campuses.  All of the school 

principals participating in the study discussed the importance of building trust during the 

early months leading up to the opening of school.  The following three themes emerged 

from research question two. 

Theme one:  Provide a system of support. 

Ensuring staff members are given a strong support system where trust is evident 

and proactively built in a variety of settings and activities became the central discussion 

point for all of the school principals.  Most of the discussion revolved around specific 

activities that helped to form trusting bonds among staff.  One example provided by a 

high school principal encapsulates this theme with her statement, “Communicating the 

new technology expectation created anxiety for some of my newly hired teachers. That is 

when I told them that I will never ask anything of you without also providing support and 

training. You will never need to figure it out on your own. There will always be as much 

support as you need. This is what brought about our implementation of Tech Tuesdays. 

These were weekly trainings where teachers were able to work in small groups and 

receive hands on support from an administrator or technology specialist. It lowered 

anxiety and built a level of trust among the staff. They knew we were there to support 

them” (P1).   
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Theme two:  The principal as the model of trust. 

Creating a trusting environment, according to all eight of the school principals 

who participated in this study, begins with the principal serving as the model of trust.  

Each school principal participating in the study gave examples of how they exhibited 

trust during the initial relationship building phase with all staff members and 

stakeholders. One school principal stated, “You have to walk your talk.  You have to 

show people that you do what you say you are going to do” (P3).  A second statement 

made supporting the theme of principal as a model of trust summarized the overall 

sentiment with, “Everything you do in the beginning is a test of trust in you as a leader.  

Everyone is looking at the principal for a model of what trust looks like on your campus.  

You can’t say one thing and then go back and do something entirely different” (P2). 

Theme three:  Facilitate team building with staff.   

Facilitating team building activities became a central theme during the interview 

discussions regarding trust.  Many of the study participants conveyed various ways they 

incorporated team building activities during the summer months leading up to the 

opening of their schools as well as team building activities that were incorporated 

throughout the first year of their school’s opening.  One school principal relayed a game 

she facilitated with her new staff that also had a much larger connection to working 

together towards the mission of their new school.  She recounted, “We played the hula 

hoop game where you have to get everyone through it.  We divided into two teams and 

circled up, everyone holding hands.  We gave one team a hoop we called Vision Chicken 

and the other hoop was Mission Egg.  The teams raced to see who could get their hoops 

around the circle the fastest. We later discussed what comes first the chicken or the egg 
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and related it to the vision and mission of our school.  You could tell, some were a little 

hesitant at first, but by the end of it you saw they were trusting each other with more and 

more” (P7).  Another study participant discussed how she used team building as a way 

for the staff to navigate through the new school and come up with connections to learning 

and stated, “I did two days of activities on my campus and it made a world of difference 

with bonding, trust and team building.  One of the things we did was a scavenger hunt, a 

selfie-scavenger hunt where they had to get a list of ten things and they had to take a 

selfie with their team and that object that was located in the school.  It ranged from a 

cafeteria tray that had our logo on it to a secret word they had to unlock on a computer in 

the computer lab.  They not only learned where important places in the school were, but 

they enjoyed being creative with the activity and spending fun time with new colleagues. 

The trust was feeling okay stepping out of comfort zones for some” (P6).  The 

discussions surrounding research question two on trust building were rich with concrete 

examples and specific activities. 

Research Question Three 

 The primary purpose for research question three was to gain insight into 

leadership practices that created collaborative efforts among teachers and school staff.  

The participating school principals all communicated that they all created a framework 

for professional development communities and discussed how those structures looked at 

each of their perspective campuses.  The following three themes emerged from these 

discussions about facilitating collaboration on a newly opened campus. 
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Theme one:  Clearly communicated framework for collaboration. 

Each of the eight school principals participating in this study discussed specific 

frameworks and formats they used to guide professional collaboration during the first 

year of their school’s opening.  With all study participants working within the same 

school district, a common framework for collaboration emerged that included the use of 

agendas from a common data team format as well as creating common planning times for 

all teachers within the master schedule.  One school principal discussed the collaborative 

process with the following sentiment, “It has to be focused on results, student results and 

how we are doing in terms of academic success.  Anything else, is just conversation not 

collaboration” (P4). 

Theme two:  Building teacher capacity. 

Strategically creating ways to build capacity in teachers and staff members 

emerged as a theme during the discussions from research question three regarding 

collaboration.  All eight of the school principals discussed how they believed in the 

collective efforts of shared leadership among all staff members.  One participant 

recounted, “You have to grow your teachers.  If you do not build capacity in your staff, it 

is an uphill battle” (P8).  A second participant discussed his belief in building capacity 

with the following statement, “When I first hired teachers, I gave them a list of UIL 

events and asked them to pick the ones they would like to coach.  It was more about 

saying, hey, you will be a part of a growing team and I need you to grow along with us” 

(P5).  The common theme among all of the school principals was to establish a continual 

growth model in newly opened schools that included all students and all staff members. 
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Theme three:  Recognizing and celebrating successful collaboration. 

The eight school principals who participated in this study discussed how they 

promoted collaboration during the first year of their school’s opening with frequent 

recognition and positive feedback for collaborative efforts that produced positive results.  

One of the study participants stated, “Teachers need to know they are on the right track 

with how they are doing in PLC’s and student growth” (P7).  Another school principal 

agreed with this statement and added, “I use food at times to celebrate my teams.  It 

doesn’t have to be much but they appreciate that you recognize their work” (P4).  A third 

participant had a similar response with, “Like anyone else, teachers need to know that 

you see the good they are doing.  Giving a team an extra 30 minutes to plan lets them 

know you value what they are doing” (P8).  All eight principals mentioned the use of 

food in celebrating success in teams and the discussion involved instilling a sense of 

celebrating as a family unit. 

Research Question Four 

 The purpose of research question four was to examine school principals’ beliefs 

regarding leadership practices for implementing professional development opportunities 

in newly opened campuses.  Each of the eight study participants discussed how they 

implemented professional development during the first year of their school’s opening.  

All eight agreed that professional development should promote student learning and the 

following three themes emerged from these discussions. 

 Theme one:  Targeted professional development. 

Each of the study participants agreed that effective professional development is 

specific to the needs of a campus.  One principal stated, “Your professional development 
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on your campus has to meet the needs of your kids and directly impact what happens in 

the classroom” (P4).  A second principal agreed with this statement and added, “You 

cannot just throw several different training sessions together and hope they work.  You 

have to be targeted in your plan and know what you need as a new campus” (P5).  Each 

of the eight school principals who participated in this study had a similar response that 

involved the strategic planning of professional development opportunities that 

corresponded with specific needs of their students. 

Theme two:  Job specific professional development opportunities. 

Out of the eight school principals, six discussed the importance of ensuring 

professional development is relevant to the specific job and role of teachers and staff 

members.  The underlying sentiment and discussion involved valuing the time of staff 

and incorporating professional development that positively impacted daily job of the staff 

member.  Statements supporting this sentiment included, “Trainings have to be directly 

impacting what the staff does on a day to day basis” (P8), “Giving teachers a choice is 

important.  One may need training on technology and one may need a questioning stem 

training. It all depends on their needs” (P5), and “If you provide a training, it needs to be 

relevant to what the teacher is teaching otherwise it has no meaning and they won’t find 

value in it” (P2).  Each of the six principals shared specific examples of how they were 

able to meet the individual needs of their teachers and staff through differentiated staff 

development. 

Theme three:  Feedback on professional development opportunities. 

All eight of the school principals from this study discussed the importance of 

providing teachers with feedback on professional development implementation. One 
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principal discussed how she used teams of teachers to support professional development 

efforts on her campus with the following statement, “We do coaching rounds where my 

administrative team and I are scripting what is happening in the classroom.  We give 

teachers feedback on student learning and note the use of strategies from our professional 

development trainings” (P8).  Each of the principals discussed specific leadership 

strategies used on their campuses within the first year that provided effective feedback to 

teachers. One principal’s statement was agreed upon by all of the other principals.  She 

stated, “Without feedback and buy-in, professional development doesn’t work” (P6). 

Implications for School Leaders 

This study was conducted from the analysis of the responses of eight school 

principals with leadership experience in newly opened schools.  The study looked at the 

beliefs of these school principals’ regarding leadership, trust, collaboration and 

professional development in newly opened schools.  The focus group setting allowed for 

principals to engage in discussions about the research questions, stimulating a richer 

understanding of the research questions. 

The data in this study suggests that the eight school principals have a significant 

understanding about the importance surrounding leadership and newly opened schools.  

They continue to find ways to reach their own potential and build personal capacity in 

their professional lives through the ongoing process of professional learning.  They all 

agreed on the importance of understanding the specific needs of staff, students and 

campus stakeholders when making leadership decisions.  All eight principals participate 

in ongoing professional development and reiterated the positive impact their own 

continued professional growth efforts have had on the growth capacity in their newly 
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opened schools. To apply what has been discussed in this document in a meaningful and 

professionally significant way, it is recommended that principals create a culture of 

collaboration, provide a system of support for all staff members, and facilitate 

professional development opportunities that allow staff to build personal and professional 

capacity. 

Creating a culture of collaboration from the initial hiring phase to the ongoing 

professional development opportunities throughout the first year can solidify a structure 

of professional resilience and capacity for learning.  All eight principals referred to 

specific collaborative activities they believed aided in building positive relationships and 

also setting the stage for high expectations for professional growth.  Activities ranged 

from meeting during the summer prior to the opening of school in a “retreat” setting to 

hosting “decorating parties” at the school to establish a sense of ownership and 

belonging.  Six out of the eight principals commented that hosting a summer retreat 

where staff members were able to get to know each other before the official first day of 

school enabled staff a chance to connect on a personal level and begin the process of trust 

building, an important component in group functioning. Those principals believed that 

this was one of the most important leadership strategies they utilized to engage staff 

members in the process of becoming members of effective professional 

developmentcommunities in a newly opened school.  Data collected from the eight 

participating principals indicated an awareness of the importance of trust building in 

newly opened schools and implications associated with the lack of building trust among 

staff members and with principals.  As mentioned in Chapter 2, trust research has 

provided evidence that developing strategies for fostering deep trust among stakeholders 
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has the potential to foster a climate for academic success in all students and promote 

positive collaboration among teachers (Cosner, 2009).   

Providing a system of support for all staff members is a second recommendation 

that stemmed from participant discussions within the focus group setting.  Specific 

examples were given and included offering a variety of trainings for every campus or 

district initiative and expectation, as well as providing staff with a beginning of the year 

round robin activity that included everything a staff member would need to know and 

understand about his or her role in the new campus.  One principal expressed this 

recommendation in the form of a game she called “What to Expect When You are 

Expecting Success”.  In this game, teachers go through a nine room maze with various 

tasks to complete in the form of games and puzzles.  Each room represents a different 

month of the school year and contain corresponding tasks or themes that are associated 

with that month.  The purpose of the game is to support all staff members as they prepare 

for successful navigation through the first nine months of school.  The data from this 

study indicated that principals understand the importance of giving teachers timely, 

effective, and ongoing professional support in order to meet the needs of both staff and 

students. 

Recommendations for Further Research 

1. The building and opening of new schools has been projected to continue 

throughout the next ten-year period.  It would be recommended that further 

study investigate the impact of specific trust building strategies on student 

academic success. 
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2. With the projections indicating a rise in the enrollment of English language 

learners in newly opened schools, it would be interesting to study the impact 

of newly opened campuses on the academic performance of English language 

learners in newly opened schools. 

3. A study could investigate leadership strategies in newly opened campuses 

across several districts. 

4. An investigation on the strategies for building trust among parents and 

teachers in a newly opened school. 

5. A longitudinal study of principals who have opened new schools could 

chronicle principal beliefs over time. 

6. A case study of the opening of one school could give depth to the intricate 

details involved in opening a new school.  

Conclusion 

 Chapter five has included an introduction and a summary of this study, discussion 

of the results organized by research questions, implications for school leaders, and 

recommendations for future research. The intent of this study was to add to the existing 

research on the topic of leadership in newly opened schools. In this study themes 

emerged that led to a deeper understanding of the leadership strategies for building trust, 

supporting collaboration and supporting professional development opportunities in newly 

opened schools in a large, suburban school district in Southeast Texas.  Those themes 

included collaborative decision making and effective communication within a systemic 

culture; providing a system of support and the principal as a model of trust; clearly 

communicating a framework for collaboration and building teacher capacity; and targeted 
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professional development and ongoing feedback.  The information collected can be used 

as a support resource reference for principals and central office administrators involved in 

the opening of new schools.  
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APPENDIX B 

CONSENT TO PARTICIPATE IN REASEARCH 



 

 

UNIVERSITY OF HOUSTON 

CONSENT TO PARTICIPATE IN RESEARCH 

PROJECT TITLE: 

“AN EXAMINATION OF LEADERSHIP, TRUST, COLLABORATION AND 

PROFESSIONAL DEVELOPMENT OPPORTUNITIES IN NEWLY OPENED 

SCHOOLS” 

You are being invited to participate in a research project conducted by Sonya Jordan Sanzo 

from the College of Education at the University of Houston. The project is part of my thesis 

and is supervised by Dr. Angus MacNeil.  

NON-PARTICIPATION STATEMENT 

Your participation is voluntary and you may refuse to participate or withdraw at any time 

without penalty or loss of benefits to which you are otherwise entitled. You may also refuse 

to answer any research-related questions that you do not feel comfortable answering. 

URPOSE OF THE STUDY 

The purpose of this study is to explore leadership practices among principals of newly 

opened campuses that focus on trust building, collaboration and professional development 

opportunities. The study will last two months.   

PROCEDURES 

A total of 8 subjects from different newly opened campuses will be invited to take part in 

this project.  

The project will consist of interviewing a maximum of 8 school principals from one school 

district who have experience leading newly opened campuses within one school district. 
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The interview will consist of four open ended questions. The interviews will be recorded 

and the information will be transcribed for the purpose of analysis.  

CONFIDENTIALITY 

Every effort will be made to maintain the confidentiality of your participation in this 

project. Each subject’s name will be paired with a code number by the principal 

investigator. This code number will appear on all written materials. This list pairing the 

subject’s name to the assigned code number will be kept separate from all research 

materials and will be available only to the principal investigator.
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February 1, 2016 

Re: Cover Letter to Prospective Research Participants 

 

Dear Principal,  

My name is Sonya Sanzo and I am the principal of Wessendorff Middle School in Lamar 

CISD. I am a doctoral student at the University of Houston in the Educational Leadership 

program graduating in May 2016. As part of the graduation requirements, I am required 

to conduct a research project. I am researching the perceptions of school principals who 

have experience opening newly built campuses regarding the following: leadership, trust, 

collaboration and professional development opportunities in newly opened campuses.  

I am aware of your busy schedule; however, I am respectfully requesting an opportunity 

to interview you at your home campus. The interview will take approximately 30 

minutes.  

I would like to thank you in advance for assisting me in the completion of my doctoral 

research study. Your support is vital for the research in the area of school leadership on a 

newly opened campus. If you decide to participate in my research study, please contact 

me at 281-782-5210 or ssanzo@lcisd.org. The project has been reviewed by the 

University of Houston Committee for the Protection of Human Subjects (713)743-9204. 

Sincerely, 

Sonya Sanzo. 

Principal, Wessendorff Middle School 

Lamar CISD 

mailto:ssanzo@lcisd.org
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Researcher: Sonya Jordan Sanzo 

 

Institution: University of Houston 

Focus Group Interview Protocol for Principals who have experience leading newly 

opened schools: 

1. What qualities contribute to the success of highly effective principals of newly opened 

schools? 

How do you believe this contributes to their success? 

2. How do you foster a culture of trust in a newly opened school? 

How do you believe this fosters a culture of trust? 

3. How do you promote collaborative efforts of teachers and staff in a newly opened 

school? 

What specifically do you do to promote effective collaboration? 

4. How do you facilitate and implement professional development opportunities in a 

newly opened school? 

How do you gauge its effectiveness? 


