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The Road to School Administration 

Principals in K–12 education usually have prior experience in the education system, 

but sometimes come from other settings as well. Teaching is considered to be a valuable 

experience for school administrators, and only a minority of school administrators enters the 

field directly, without working as teachers first. Figure 1 describes the overall career flow for 

school administrators. As shown in the diagram, the flow is not unidirectional—people 

move into and out of different positions for different reasons at different stages of their 

career. Also shown is that the administrative career field includes not only the principalship 

and superintendency, but other administrative positions at both the school and the district 

level (such as assistant principal, business manager, etc.).  

 
Source: RAND Corporation Publication, Who is Leading Our Schools 
 

The administrative career flow framework (see Figure 1) summarizes what is 

currently known about school administrators and their careers. Moves administrators make 

is divided into three parts: (1) moves into and out of the school administrative career field; 

(2) moves within the administrative career field; and, (3) moves within one of the positions, 
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the principalship. Each type of move sheds light on different elements of the recruiting and 

retention issue, as follows: 

□ Movement into and out of the school administrative career field may be 

influenced by how attractive school administration is relative to teaching, 

positions outside of education, and leisure/retirement. Examination of this topic 

helps inform the question of whether school administrators are being lured away 

from careers in education by more-attractive alternatives, and whether there is an 

incentive for teachers to move into administration. 

□ Movement within the administrative career field may be influenced by the 

incentives individuals are offered to move into different positions. 

□ Movement within the principalship may be influenced by the relative 

attractiveness of different jobs. Examination of this topic allows us to consider 

whether some schools are at an advantage or disadvantage in attracting and 

retaining principals and whether there may a “crisis” for particular types of 

schools even if there is no nationwide crisis. 

According to studies conducted by the National Center for Educational Statistics 

(NCES), an overwhelming majority of school principals—over 99 percent in the public 

sector and nearly 90 percent in the private—had teaching experience, and moved into 

administration from the teaching ranks. Superintendents responding to a 2000 survey 

reported a similar tendency to have spent time in the classroom, with approximately 90 

percent having taught prior to entering administration. 

National studies show school administration entry and exit rates ranged from 15 to 

33 percent per year during the sample period (1983–1999), with no evident time trend. The 

entry rate varied significantly from year to year, ranging from 19 to 29 percent. The largest 

share of entrants—nearly 50 percent—had been teachers in the previous year. Of those 

classified as “other” in Figure 1, people entering from managerial occupations in other 

professions/industries made up about 20 percent of all new entrants, and those moving into 

the labor force to take a position in school administration made up only about 7 percent. 

The distribution of age across this latter group was very wide. 

For those who became superintendents, the decision to leave teaching and enter 

school administration seems to have come early (Glass, Bjork, and Brunner, 2000). A 
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majority (76 percent) of the superintendents responding to the 2000 American Association 

of School Administrators (AASA) survey assumed their first administrative position before 

age 35; 14 percent became administrators between 36 and 40, 7 percent between 41 and 45, 

and only 3 percent at 46 or older. Of all superintendents, those in the largest districts appear 

to have been more likely to enter administration before age 30 (64 percent in large districts, 

compared with 49 percent overall). This observation is somewhat surprising in view of the 

fact that the average age of new public school principals (i.e., those with three or fewer years 

as a principal) in 2000 was nearly 46. Entry into the teaching profession is clearly an 

important issue for those concerned about the quality of school administrators, because 

teachers are the major pool from which school administrators are drawn. 

The Role of the Principal 

Portin, et al (2003) identified seven leadership functions and the administrative 

actions that accompany each function. These functions are carried out by all school 

administrators regardless of school level (elementary, middle, high). These functions are 

performed differently in different schools. In some, principals are the key players in all seven 

areas. In others, teachers or other administrators play important roles. Figure 2 illustrates the 

seven leadership areas and the accompanying administrative actions. In each of the seven 

leadership areas many different alternatives are possible, both in terms of the actions taken 

and who takes them. What leaders and schools choose to do and the areas of leadership in 

which they invest the most energy is the result of a complicated array of situational 

influences. 

Site-specific characteristics often determined the urgency of specific leadership 

issues. Is the school new or established? Does it have a solid academic reputation? Or, is its 

reputation shaky? What about the principal’s expertise and the talents and dispositions of 

other adults in the school?  The essence of the principalship lies in ensuring that these seven 

leadership functions are performed. Whether principals perform or delegate the functions 

is a secondary consideration. 
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Figure 2. School Critical Functions and Actions 

 

 The Importance of the Principal as Instructional Leader 

The University Council for Educational Administration (UCEA), an organization that 

represents colleges and universities with educational administration/leadership programs, 

conducted a study in 2003 on the impact of quality leadership on school success. The study 

had five key findings that are outlined below.  

1. Leadership has significant effects on student learning, second only to the 

effects of the quality of curriculum and teachers’ instruction. Large-scale studies 

of education indicate that while leadership explains only 3-5% of the variation in 

student learning across schools, this effect actually represents 25% of the total effect 

of all school factors. While the effect of leadership appears to be indirect, it 
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influences student outcomes by promoting vision and goals, ensuring adequate 

resources and establishing efficient processes for an effective teaching environment. 

2. Administrators and teacher leaders provide most of the leadership in schools, 

but other potential sources of leadership exist. There is a growing trend towards 

distributed leadership in schools that is team-based and more organic in nature. 

Principals exhibit behaviors that reflect different “models” of leadership, including 

transformational, instructional, moral, and participative. 

3. A core set of leadership practices form the “basics” of successful leadership 

and are valuable in almost all educational contexts. Three broad categories of 

practices have been identified as significant for leadership success: setting directions, 

developing people, and developing the organization. Setting direction includes the following: 

• Identifying and articulating a vision 

• Creating shared meanings 

• Having high performance expectations 

• Fostering group goals 

• Monitoring organizational performance 

• Communicating 

Developing people involves offering intellectual challenges, providing individual 

support, and modeling appropriate behaviors. Developing the organization involves 

defining the school culture, modifying organizational structures as needed, building 

cooperative networks within and outside of the school, and managing the school 

environment. 

4. Successful school leaders respond productively to challenges and 

opportunities created by the accountability-oriented policy context in which 

they work. Leadership practices that help schools succeed when they face various 

accountability measures include: creating and sustaining a competitive advantage, 

empowering others to act, providing instructional guidance, and strategic planning. 
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5. Successful school leaders respond productively to the opportunities and 

challenges of educating diverse learners. Studies suggest that successful school 

leaders in culturally diverse settings focus their activities on four areas: (1) 

building a powerful teaching and learning culture; (2) creating strong 

communities within the school; (3) creating a culture in which students’ 

background knowledge and experiences are valued; and (4) nurturing the 

development of families’ educational cultures by educating and supporting 

families in their parenting efforts. 

In addition to the general impact of leadership, McREL (2000)  found 21 specific 

leadership responsibilities significantly correlated with student achievement. They are the 

extent to which the principal: 

1. Fosters shared beliefs and a sense of community and cooperation.  
2. Establishes a set of standard operating procedures and routines.  
3. Protects teachers from issues and influences that would detract from their teaching 

time and focus.  
4. Provides teachers with materials and professional development necessary for the 

successful execution of their jobs.  
5. Is directly involved in the design and implementation of curriculum, instruction, and 

assessment practices.  
6. Establishes clear goals and keeps those goals in the forefront of the school's 

attention.  
7. Is knowledgeable about current curriculum, instruction, and assessment practices.  
8. Has quality contact and interactions with teachers and students.  
9. Recognizes and rewards individual accomplishments.  
10. Establishes strong lines of communication with teachers and among students.  
11. Is an advocate and spokesperson for the school to all stakeholders.  
12. Involves teachers in the design and implementation of important decisions and 

policies.  
13. Recognizes and celebrates school accomplishments and acknowledges failures.  
14. Demonstrates an awareness of the personal aspects of teachers and staff.  
15. Is willing to and actively challenges the status quo.  
16. Inspires and leads new and challenging innovations.  
17. Communicates and operates from strong ideals and beliefs about schooling.  
18. Monitors the effectiveness of school practices and their impact on student learning.  
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19. Adapts leadership behaviors to the needs of the current situation and is comfortable 
with dissent.  

20. Is aware of the details and undercurrents in the running of the school and uses this 
information to address current and potential problems.  

21. Ensures that faculty and staff are aware of the most current theories and practices 
and makes the discussion of these a regular aspect of the school culture. 

Preparing School Administrators 
 

School leadership is a “hot topic” issue in every state in the nation. The systems that 

produce school administrators, while complex and varied, are governed by the states. Each 

state establishes licensing, certification and re-certification requirements for school leaders. 

Most states also approve the college and university leadership preparation programs. While 

the jobs of school leaders—superintendents, principals, teacher leaders, etc.—have changed 

dramatically, there has been little change in the content and structure of university 

preparation programs. In 1987, the University Council for Educational Administration 

(UCEA) sponsored a blue-ribbon panel that identified several problems facing leadership 

preparation programs. These problems included: 

□ The lack of definition of good educational leadership 

□ An absence of collaboration between school districts and colleges and 

universities 

□ The low number of minorities and females in the field 

□ A lack of systematic professional development 

□ The poor quality of candidates for preparation programs 

□ The irrelevance of preparation programs; programs devoid of sequence, modern 

content and clinical experiences 

□ The need for licensure systems that promote excellence 

□ An absence of a national sense of cooperation in preparing school leaders 

The panel offered recommendations for improvement that included:( 1) public 

schools sharing responsibility for preparing school leaders with colleges and universities; (2) 

universities lacking the capacity to support high quality preparation programs should stop 

offering them; and (3) state policy makers should base licensure procedures on defensible 

claims about the qualities necessary to effectively lead a school.  
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In the years since the committee convened, strides have been made to establish a set 

of nationally recognized leadership standards that would serve as the basis for both 

curriculum development at the university level for leadership preparation programs, and 

licensing examinations conducted by the state. In 1996 the Council of Chief State School 

Officers (CCSS)) created the Interstate School Leaders Licensure Consortium (ISLLC), a 

representative body of major stakeholders in educational leadership including national 

associations, states, colleges and universities. This consortium created a set of leadership 

standards (ISLLC Standards) that have been adopted by more than 35 states as guides for 

policy and procedural development. In 2002, the National Council for Accreditation of 

Teacher Education (NCATE) aligned its accreditation standards for educational leadership 

training programs with the ISLLC standards (See Appendix A). The merger of NCATE and 

ISLLC standards created a new set of standards entitled the Educational Leadership 

Constituent Council (ELCC) standards for the accreditation reviews of administrator 

preparation programs.  

In 1985, Florida established standards for educational leaders with the development 

of 19 Florida Principal Competencies (FPC). These FPC’s were created after an exhaustive 

study and chronicling of the work of high-performing principals throughout the state (See 

Appendix B). This study identified 19 distinct leadership traits that were exhibited by most 

of the principals, and it further identified dozens of behavioral indicators that correspond 

with each of the competencies. In the twenty years that have passed since the FPC’s were 

developed, the nature of the principalship has changed dramatically and the state recognized 

the need to revise/update the FPC. In 2005, the State Board of Education is slated to 

approved the Principal Leadership Standards, a set of twelve leadership competencies with 

accompanying behavioral indicators (See Appendix C). The final approval of these new 

standards will signal the need of a number of other changes, including revision of the state 

licensing exam and curriculum revamping by college and university leadership preparation 

programs. The figure below illustrates the anticipated areas of leadership preparation that 
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will be affected by the adoption of the new standards. 

 
Figure 3. Impact of the New Leadership Standards 

 

As illustrated in the diagram, the standards will be the basis of the revision and/or 

establishment of district training, selection and appraisal systems, leadership preparation 

programs at the district and university level, and as previously stated, the Florida Educational 

Leadership Exam (FELE).  

University Preparation Programs 

 Public and private colleges and universities throughout the nation have state-

approved leadership preparation programs. Typically, these programs are cohort-based, 

serving between 20 to 25 students who enter the programs at a set time and become a 

community of learners. Extensive clinical activities and field-based supervised internships 

provide for the application of classroom knowledge and provide insight into the daily 

realities of school life. Leadership programs are both for Master’s degree seeking individuals 

and for persons currently holding Master’s degrees in other fields, but seeking certification in 

educational administration/leadership. Program completion requirements typically will 

include a comprehensive examination and/or professional portfolio, the latter being 
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presented for committee review at the end of a program of study.  Florida has 13 NCATE-

approved educational leadership programs in public and private institutions around the state.  

Non-Traditional Providers of Leadership Training 

While universities and school districts have traditionally shared responsibility for 

leadership preparation of school principals, there are increasing numbers of non-traditional 

providers of leadership training using new models of content delivery that are designed to 

meet the needs of today’s principals. Two of these non-traditional providers have been 

nationally recognized for their work: New Leaders for New Schools (NLNS) which is currently 

operating in New York City, Chicago, and San Francisco, and The Principal Residency Network 

(PRN). The following excerpts provide an overview of the two programs, and were taken 

from, Preparing School Principals: A National Perspective on Policy and Program Innovations, published 

by the Institute for Educational Leadership (IEL). Both of these programs partner with 

various colleges and universities to certify their graduates.  

 
Source: Preparing School Principals: A National Perspective on Policy and Program Innovation 
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Source: Preparing School Principals: A National Perspective on Policy and Program Innovation  
 

Professional Development for School Leaders 

 An administrator’s success is dependent on not just high quality preparation 

programs, but also on continuous professional development once he/she is in the role. 

School districts in Florida have on-going programs for professional development of school 

administrators that cover nearly every aspect of school management and operations. In 

addition, principals may avail themselves of training provided through their professional 

associations such as the National Association of Elementary School Principals (NAESP), the 

National Association of Secondary School Principals (NASSP), and their state organization, 

the Florida Association of School Administrators (FASA). The NAESP offers Leadership 

Academy Online, featuring electronic lectures and webcasts, and the Accelerated School 

Administrator Program (ASAP), featuring 21 learning modules that cover nearly every aspect 

of the principalship from curriculum to facilities management, to school/community 

relations, that are available in a 24/7 online format. The NASSP offers a set of self-
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assessment tools for current and aspiring principals that allow them to assess their leadership 

and management skills, and provides the means to conduct a 360º assessment with 

supervisors, peers and parents, for additional feedback. There is also an electronic portal that 

allows school leaders to establish an online mentoring link with an accomplished 

administrator. Both NAESP and NASSP have annual conventions that also offer a wealth of 

workshops and seminars for school leaders.  

FASA conducts a series of “drive-in” conferences around the state for principals and 

assistant principals targeted topics specific to school improvement as well as highlighting 

initiatives from the state department of education. Persons participating in the conferences 

have the opportunity to not only upgrade their technical/managerial skills, but also network 

with other administrators from around the state. The national organization, the American 

Association of School Administrators, also has an annual convention along with informative 

monthly publications. 

Superintendents have opportunities to enhance their leadership abilities through 

training programs offered by the Florida Association of District School Superintendents 

(FADSS). These programs include: 

• New Superintendent Orientation Program - This program provides 

superintendents opportunities to increase their understanding of their roles as the 

chief executive officers of school systems, to acquire information needed to 

successfully fulfill their responsibilities and to gain insights from experienced 

superintendents on successful practices of the superintendency.   

• Superintendent Mentoring Program - The intent of the Mentoring Program is to 

provide support for each new superintendent during the first year in office to bridge 

the gap between previous experience and the expectations of the superintendent's 

office. Mentor superintendents are successful, experienced Florida Superintendents 

who have been specifically trained to be mentors. Mentors can be of assistance in 

many ways such as providing an objective perspective, providing feedback and 

serving as a resource for effective best practices.  

• Superintendent Special Certification Program - This program is designed to 

provide superintendents with the managerial and leadership information needed to 
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successfully fulfill their responsibilities. The program includes training on the 

following topics: 

o Legal Aspects of Leading a Florida School District  

o Economic Forces Impacting Education  

o Employee Relations and Collective Bargaining  

o The Superintendent as Educational and Community Leader  

o Core Concepts of Leadership  

• Chief Executive Officer Leadership Development Program (CEOLDP) - This 

program is a leadership development and performance compensation program that is 

comparable to chief executive officer development programs for corporate executive 

officers. The program includes two phases. Phase I is the content-knowledge-skills 

phase which is a formalized training program that focuses on information and skill 

development necessary for highly effective superintendents. Phase II is the 

competency acquisition phase in which each superintendent has a structured 

opportunity to apply the knowledge and skills acquired in Phase I for the continuous 

improvement of the school district. Each superintendent engaged in Phase II designs 

a Learning Project to address the improvement needs of their districts and carries 

out the project for one-year. During Phase II the superintendent maintains a 

reflective thinking journal as he/she implements the Learning Project. The 

superintendent is also assigned a Learning Partner to provide support and guidance 

during the Learning Project.  The CEOLDP also has an extensive evaluation 

component. A written Learning Summary is required in which the superintendent 

describes how he/she has become a better leader and learner.  An on-site visit is 

conducted to the superintendent's district to determine the impact of the Learning 

Project on the district and to provide the superintendent with feedback on how to 

proceed with continuous improvement. 
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The ISLLC Standards 
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The Florida Principal Competencies 
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FLORIDA PRINCIPAL COMPETENCIES 
 

1. PROACTIVE ORIENTATION  

Takes the role of being fully "in charge" and responsible for all that happens in a situation 
or a job. An "internal control" orientation in which persons behave with the full 
assumption that they can be the "cause" and can move events, create change and achieve 
goals. Initiates action and readily takes responsibility for all aspects of the situation-even 
beyond ordinary boundaries--and for Success and failure in task accomplishment. 
Initiates actions of self and others to learn about the organization and to achieve goals. 

o 1.1 accepts authority and assumes responsibility 
o 1.2 takes charge 
o 1.3 exhibits a sense of efficacy (i.e., confidence in one’s own abilities) 
o 1.4 analyzes negative and positive forces affecting the school 
o 1.5 takes immediate steps when problems arise 
o 1.6 projects an orientation for action 
o 1.7 focuses resources on goals 
o 1.8 initiates problem solving 
o 1.9 exhibits enthusiasm 
o 1.10 finds extra resources 

2. DECISIVENESS 

Expresses forcefulness and confidence when a decision is made. A readiness to make 
decisions, render judgments, take actions and commit oneself and others regardless of 
quality of the decision. 

• 2.1 makes up one's mind promptly 
• 2.2 expresses a disposition to settle on a purpose 
• 2.3 exhibits self-confidence 

3. COMMITMENT TO SCHOOL MISSION 

Holds a set of values about the school; e.g., welfare of the students, fairness to staff; and 
behavior is consistent with values despite barriers. 

• 3.1 promotes the welfare of students, faculty and staff 
• 3.2 cares about how well people understand 
• 3.3 interprets action by referring to school purpose 
• 3.4 relates expectations to goals 
• 3.5 models behavior congruent with purpose 
• 3.6 reinforces behavior congruent with purpose 
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• 3.7 sets standards of achievement 

4. INTERPERSONAL SEARCH 

Is able to discover, understand and verbalize the concepts, thoughts, and ideas held by 
others. Is not only sensitive to the ideas and opinions of others but behaves to ensure an 
understanding of the feelings and verbalizations of others. 

• 4.1 encourages others to describe their perspectives 
• 4.2 accurately describes others' perspectives 
• 4.3 listens to others 
• 4.4 summarizes and paraphrases 
• 4.5 maintains social distance to promote objectivity 
• 4.6 encourages individual expression 
• 4.7 demonstrates sensitivity 
• 4.8 recognizes own affiliation needs 

5. INFORMATION SEARCH  

Searches for and gathers many different kinds of information before arriving at an 
understanding of an event or a problem. Uses formal and informal observation, search 
and interaction to gather information about the environment The breadth (number of 
sources) and depth (what is learned from each relevant source) of information search. 

• 5.1 gathers information about the school 
• 5.2 withholds making decisions until data are analyzed 
• 5.3 keeps up-to-date 
• 5.4 collects information by oral questioning 
• 5.5 accesses computer and management information systems 

6. CONCEPT FORMATION  

The ability to form concepts, hypotheses, ideas on the basis of information. Can reorder 
information into ideas, see relationships between patterns of information from different 
sources, and can link information separated spatially or over time. A logical process of 
forming ideas based on information from different sources. 

• 6.1 develops concepts to interpret diverse information 
• 6.2 recognizes themes or patterns 
• 6.3 recognizes causal sequences 
• 6.4 studies problems and issues 
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7. CONCEPTUAL FLEXIBILITY 

The ability to use alternative or multiple concepts or perspectives when discussing 
problem solving or making a decision. Can view a person or an event from different 
perspectives; can devise alternative plans or courses of action and can visualize the pros 
and cons of each. Considers information from different points of view in arriving at a 
decision. The ability to view an event from multiple perspectives simultaneously. 

• 7.1 describes the situation being faced 
• 7.2. reconsiders school mission 
• 7.3 views events from multiple perspectives 
• 7.4 values divergent thinking 
• 7.5 develops options 
• 7.6 compares consequences of options 
• 7.7 makes decisions based on analysis 

8. MANAGING INTERACTION  

The ability to get others to interact, to stimulate others to work together, to understand 
each other, to resolve conflict or agree to its presence, to encourage others to reach 
mutual agreement. Uses own and others' ideas to initiate and stimulate dialogue between 
others. To demonstrate good group process and facilitator skills. 

• 8.1 identifies self as a team leader 
• 8.2 forms task or work groups 
• 8.3 motivates others to identify with mission 
• 8.4 moderates group discussions 
• 8.5 intervenes, negotiates, resolves conflict 
• 8.6 facilitates communication 
• 8.7 creates non-critical atmosphere 

9. PERSUASIVENESS 

The ability to persuade or influence others through a number of possible means; gaining 
and sustaining their attention and interest or arguments; modeling the behaviors expected; 
or being direct in specifying what others will do. 

• 9.1 ties needs with superordinate goals 
• 9.2 convinces others to support goals 
• 9.3 persists until ideas are clear 
• 9.4 articulates expected outcomes 
• 9.5 develops trust by modeling desired behavior 

 



 25

10. CONCERN FOR IMAGE 

Shows concern for the image of the school via the impressions created by the students 
and staff and manages these impressions and public information about the school. 

• 10.1 ties image building to mission 
• 10.2 sets high expectations 
• 10.3 controls negative information flow 

11 TACTICAL ADAPTABILITY 

States the rationale for using particular strategies, e.g., to influence certain groups; tailors 
style of interaction to fit the situation and changes style if it does not succeed. 

• 11.1 understands how own behavior affects others 
• 11.2 estimates readiness of others 
• 11.3 fits one's style to the group 
• 11.4 adjusts strategies when ineffective 
• 11.5 changes strategies to meet changing conditions 
• 11.6 exhibits multiple interaction skills  

12. ACHIEVEMENT MOTIVATION 

States high internal work standards. Verbalizes personal and group goals as a desire to do 
something better--better feedback or measures of how well self or group is doing; shows 
frustration in meeting barriers or in response to own or others' mistakes or failures. 

• 12.1 promotes excellence by evaluating goals 
• 12.2 sets standards for goal accomplishment 
• 12.3 attends to organizational feedback 
• 12.4 attends to personal feedback 
• 12.5 assesses own strengths and limitations 
• 12.6 shows restlessness to get things done 

13. MANAGEMENT CONTROL 

Devises opportunities to receive adequate and timely feedback about the progress of work 
accomplishments of others. Follows-up on delegated activities or providing plans for or 
taking action on feedback of information to others about meeting standards of 
productivity. 

• 13.1 schedules surveillance of activities 
• 13.2 supervises and monitors performance of people 
• 13.3 monitors performance of organization 
• 13.4 uses technical means for keeping track 
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• 13.5 collects and records performance data 
• 13.6 judges performance using criteria 
• 13.7 reinforces desirable behavior 
• 13.8 corrects undesirable behavior 

14. DEVELOPMENTAL ORIENTATION 

Holds high and positive expectations about others' potential; views developing others as a 
property of the principal's job. It involves working with others as a coach, discussing 
performance problems, providing feedback about performance and giving reassurance for 
development while allowing the person to take individual responsibility. 

• 14.1 builds organizational culture to support learning 
• 14.2 interprets performance data to stimulate improvement 
• 14.3 coaches to improve performance 
• 14.4 provides timely and specific feedback 
• 14.5 reinforces growth and development 
• 14.6 exhibits effective conferencing skills 

15. ORGANIZATIONAL ABILITY 

Sets plans and promotes them to accomplish goals. Schedules activities and the use of 
human and other resources for accomplishing goals. Focuses on time, deadlines, flow of 
activities or resources, on ways to get the job done. 

• 15.1 establishes and clarifies goals 
• 15.2 plans for goal accomplishment 
• 15.3 establishes priorities 
• 15.4 budgets and allocates resources 
• 15.5 schedules time 
• 15.6 assigns tasks and activities 
• 15.7 plans for contingencies 
• 15.8 systematizes own attention to avoid undue stress 

16. DELEGATION  

Delegates authority and responsibility clearly and appropriately in accomplishing 
organizational goals. This must be differentiated from organization, that is from the 
normal assignment of tasks which people routinely do. It is the delegation of a project not 
currently a routine part of the person's job; e.g., gathering information, developing a 
proposal or a plan, implementing a project. 

• 16.1 determines jobs to be done 
• 16.2 assesses expertise of self and others 
• 16.3 determines tasks to be assigned 
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• 16.4 determines tasks needing outside assistance 
• 16.5 identifies persons who can do tasks 
• 16.6 assigns tasks 
• 16.7 gains understanding and acceptance of tasks assigned 
• 16.8 specifies responsibility and authority 
• 16.9 establishes performance standards 
• 16.10 plans time frames 
• 16.11 provides guidance 

17. SELF PRESENTATION 

The ability to clearly present one’s own ideas, others' ideas and information in an open 
and genuine way. Is able to share ideas with others in an open, informative, non-
evaluative manner. Effectively uses technical, symbolic, non-verbal and visual aids or 
graphics in order to get the message across. 

• 17.1 communicates confidence and positive regard 
• 17.2 communicates ideas clearly 
• 17.3 communicates using analogy, metaphor and anecdotal materials 
• 17.4 adopts group roles as needed 

18. WRITTEN COMMUNICATION 

Is able to produce clear, concise and properly structured written communication. 

• 18.1 expresses written ideas clearly 
• 18.2 adjusts writing style to the audience 

19. ORGANIZATIONAL SENSITIVITY 

The awareness of the effects of one's behavior and decisions on other people and other 
groups inside and outside the organization. 

• 19.1 understands how own behavior impacts the organization 
• 19.2 realizes how own behavior impacts outside people and groups 
• 19.3 informs people who need to be informed 
• 19.4 communicates with individuals tactfully 
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Florida Principal Leadership Standards 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 29

 
 

 

 



 30

 
 



 31

 
 



 32

 
 



 33

 
 



 34

 
 



 35

 
 



 36

 
 



 37

 
 



 38

 


