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Abstract

The purpose of this study was to determine what relationships, if any, exist between how
Alabama middle school teacher perception of their principals affect student achievement and
teacher attrition. Peer comparisons between elementary, middle, and high school teacher
perceptions regarding their school’s leadership were also examined.

Using the sample of 21,252 Alabama teacher responses, including 3,402 middle school
responses, statistically significant relationships were found between middle school teacher
perception the school’s leadership and student achievement and the likelihood that teachers
remain in their current teaching position. The study also found that a statistically significant
relationship exists between teacher perception of the school’s principal and type of school in
which a teacher works (elementary, middle, or high school).

The findings from this study suggest more professional development is needed for
Alabama middle school principals in the areas of school climate cultivation and instructional
leadership. Mentoring of Alabama middle school principals should also be developed to train

principals on specific middle grades issues.
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CHAPTER ONE
INTRODUCTION
This research study will examine the effects of Alabama middle school leadership with
respect to student achievement and teacher attrition. This chapter provides a brief synopsis of
background information, describes the significance of the project, as well as assumptions,

limitations, and definitions pertinent to the study.

Background of the Study

Successful schools in the twenty-first century must have effective principals for sustained
student success. Jackson and Davis (2000) cite that the most important agent in high-achieving
schools is the principal. This research is consistent with other studies (Clark & Clark, 1994;
Useem, Christman, Gold, & Simon, 1997; Valentine, Clark, Hackmann, & Petzko, 2004).
Leithwood and Riehl (as cited in Clark & Clark, 2007) found that school leadership had
significant effects on student learning. The study further concluded that the effects of leadership
were second only to the quality of the curriculum and teachers’ instruction.

Many definitions are found for effective school leadership. The National Association of
Secondary School Principals (2007) indicate highly effective principals: demonstrate awareness
of knowledge skills and attitudes needed to effectively lead teaching and learning; have
experienced licensure programs that builds attitudes that effectively lead people; engages in

continuous professional development; builds and maintains a professional learning community;



demonstrates knowledge of youth development appropriate to the school level served; and
creates a learning culture within the school.

Walker (1990) identified key skills that make exemplary school leaders. Among the
more pragmatic elements are strong communication skills—both verbal and nonverbal, effective
organizational skills, high visibility around the school’s campus, the ability to empathize, a great
sense of humor, and an overarching concern for all students’ welfares.

The logic of effective leadership “is that an orderly school environment, that is efficient
and well managed, provides the preconditions for enhanced student learning” (Hopkins, 2003, p.
1). Effective school leaders recognize teaching and learning as a critical focus of the school,
communicate the school’s mission and vision clearly to all stakeholders, establish an atmosphere
of trust and collaboration, and emphasize professional development (Bauck, 1987; George &
Grebing, 1992; Weller, 1999).

A major challenge to American education is the growing problem of teacher attrition—a
problem that manifests itself in diminishing teacher quality and a failure to close the student
achievement gap (National Commission on Teaching and America’s Future, 2007). Teacher
movement within the workforce, including teachers who leave the field altogether, affects not
only those leaving, but also the institutional stability of the schools, the demographics of the
teacher workforce, and the qualifications of the workforce (National Center for Education
Statistics, 2005).

Recent statistics indicate the trend is not favorable. Over 90 percent of teachers hired
today are replacements for teachers who have left for reasons other than retirement (Ingersoll,
2002a). Forty-six percent of new teachers leave education within the first five years of service

(Ingersoll, 2002b). By 2013, it is estimated that 3.5 million new teachers will need to be hired to



support the public school enrollment projects and to replace retiring teachers (Hull, 2004). In the
middle grades, teacher shortages tend to be even more pronounced than other certification levels
(Thornton, 2004).

Teachers leaving the profession cite many reasons for their departures. Ingersoll (2001)
indicates that the level of support from a school’s leadership influences teachers’ decisions to
stay in the profession. Neophyte teachers, in particular, identify the importance of school
leadership. Darin and Bacon (as cited in Ingwalson & Thompson, 2007) noted new teachers
perceive building principals as a vital link in their success. Jackson and Davis (2000) emphasize
that novice teacher scaffolding such as daily support and mentoring can greatly affect a teacher’s
decision to continue teaching.

School leadership and empowerment are essential in teacher retention. Hirsch, Emerick,
Church, and Fuller (2007) identify effective leaders as those who provide sufficient planning
time and also empower teachers in a trusting atmosphere will have schools that will be least
susceptible to teacher attrition problems. The study also confirms that leadership roles of
communicating vision, creating a positive and supportive atmosphere, and addressing teacher
concerns about teacher climate influenced retention decisions. “Evidence was found to support
this emphasis on leadership. While all working conditions were significantly correlated with
teachers’ future employment plans, leadership had the strongest correlations with whether or not
teachers intended to stay in their current schools at all school levels” (p. 15).

Teaching at the middle level has its unique challenges. Young people between the ages
of 10 and 15 undergo profound personal changes. Dissimilar rates of growth are common in all
areas of development. Changes occur irregularly with no two adolescents entering puberty at the

same rate. With these young adolescents, academic achievement is dependent upon other



developmental needs being met (National Middle School Association, 2003b). The middle
school movement attempts to address some of these issues. George and Alexander (1993)
believe that the dominant educational rationale for the middle school concept has been its
appropriateness and potential to serve middle school age students. For middle school students to
be successful, middle schools must be successful. This involves an examination of total school
programs including curricula, pedagogies, and programs that are based on the developmental
level and interests of students (National Middle School Association, 2003b). Part of this element
involves both hiring and retaining teachers who want to be in the middle grades education. This
places a great responsibility on school leadership to support teachers at the middle level as
student success is influenced by principals’ decisions and support of employees. This is
illustrated in the 2004 North Carolina Teacher Working Conditions Initiative in which the
leadership domain was the single greatest predictor of AYP status (Hirsch, 2004). Hirsch (2004)
further notes: “For every one point increase on the Working Conditions Survey results in the area
of leadership, middle schools were 6.7 times more likely to achieve AYP” (p. 7). For schools to
be successful in responding to the developmental needs of students, research indicates that
middle level principals must continue to act as both instructional leaders and enablers of
transformational middle schools (Valentine, Trimble, and Whitaker, 1997). Jalango and Heider
(2006) found the nexus of student achievement and teacher attrition by noting:
Evidently, treating teachers with respect, supporting their professional development, and
creating communities of learners in both the student and the teacher populations
characterized schools that were successful in promoting high levels of literacy in their
students. Research findings such as these make it clear that, when it comes to teacher

attrition, the nation needs to move beyond alarming statistics, predicted teacher shortages,



and general hand wringing. Attracting and keeping good teachers is an “inside-out”
operation, one that requires educational institutions to become better work places and

environments that foster professional development. (p. 380)

The North Carolina Teacher Working Conditions Initiative

North Carolina was the first state to institute a teacher working conditions survey. The
survey was first given in 2002 and was then succeeded in 2004 and 2006. Teachers were asked
questions about time, facilities and resources, empowerment, leadership, and professional
development. All of these domains have shown to have an impact on teacher retention and more
importantly, whether students learn (Hirsch, 2004). Under Governor Mike Easley’s guidance, a
statewide Teacher Working Conditions Survey was implemented that asked teachers and
principals directly about ways their schools could be improved. With the assumption that good
working conditions mean good student learning conditions, the initiative was executed and

results came in from each school in the state.

The Alabama Take 20 Teacher Working and Learning Conditions Survey

Other states began to follow North Carolina’s lead in recognizing the value of teacher
working conditions. Alabama was among those states. In an effort to recruit, retain, and support
effective educators, Governor Bob Riley worked in conjunction with the Alabama State
Department of Education and other stakeholders to create the Take 20: Alabama Teaching and
Learning Conditions Survey. This survey was developed to utilize the responses from teachers
and administrators to help inform school, district, and statewide policy decisions. This survey

was given in January and February of 2008 to all educators in Alabama. Anonymity was



provided to all participants. Almost 30,000 Alabama educators participated in the Take 20

survey. Individual schools with at least a 40 percent participation rate received data.

The Purpose of the Study
This study was designed to explore the influence of leadership in Alabama middle
schools and its effects on teacher job satisfaction. Using the Take 20 survey, the study will
examine how middle grades leadership affects student learning. The study will also examine the
extent to which these issues affect Alabama middle school teachers’ job satisfaction and their

intent to remain in their present professions.

Research Questions

The following research questions were posed:

e With respect to student achievement, what relationship, if any, exists between
Alabama middle school teachers’ perception of leadership in schools that made
Adequate Yearly Progress and teachers who work in schools that failed to make
Adequate Yearly Progress?

e What relationship, if any, exists between how middle school teachers view leadership
and teacher job satisfaction and their willingness to remain in the current work
setting?

e Do teachers in Alabama middle schools teachers differ in their perceptions of

leadership when compared to elementary and high school teachers?



Significance of the Study

This study provides information on the impact of middle school leadership on teachers’
job satisfaction, and consequently student achievement. Hirsch (2006) recommended further
research on teaching and learning conditions (such as leadership) to facilitate school, district, and
state improvement planning and reform. Since the middle grades has a severe level of attrition
among all grade levels, it is imperative that policy-makers examine how leaders influence
student learning and the extent to which practitioners will stay in the field of education. On a
broader scale, the study contributes to the body of literature on how leadership influences student

learning in Alabama middle schools.

Assumptions of the Study
It is assumed that the 2008 Take 20: Alabama Teaching and Learning Conditions Survey

completed by Alabama educators provide a valid measure of teacher job satisfaction.

Limitations
The following were limitations to the study:

1. While this focus of this study is on middle schools in Alabama, not all middle grades
schools may practice the middle school concept, which may cloud the meaning of what a
middle school is.

2. The Take 20 survey yielded far fewer negative responses that would occur in a normal

statistical distribution of process.



3. Conditions under which the teacher took the survey may have also had an impact on the

rate of return of the survey or the response items.

Definitions

These are some of the terms used in this study:

Leadership: Leadership is one subset of the test instrument that measures the perception
of the effectiveness of the school’s principal.

Middle School: A school usually including grades 6-8, 5-8, or 7-8. The purpose of the
middle school organization is to help early adolescents make the transition from elementary
school to high school (George and Alexander, 1993).

Take 20 Alabama Teaching and Learning Conditions Survey: Survey instrument
designed to analyze teachers’ perceptions of their workplaces. The survey includes domains of
school leadership, teacher responsibility, facilities and resources, time, and professional
development. Other survey items include future professional plans, demographic information,
and mentoring opportunities available to teachers.

Student Achievement: For purposes in this study, student achievement will be measured
by the school’s ability to make Adequate Yearly Progress (AYP) as defined in the No Child Left
Behind Act of 2001.

Teacher Attrition: The loss of a teacher in a given academic year via retirement, non-
renewal, resignation, or death.

Teacher Leaver: A teacher who plans on leaving the field of education altogether.

Teacher Migration: The loss of a teacher in a school in a given year due to their

relocation to another school.



Teacher Mover: A teacher who plans on leaving the school or district as soon as possible
but continue working in education.
Teacher Stayer: A teacher who plans to work in their current school either as long as

possible or until a better opportunity comes along.



CHAPTER TWO
REVIEW OF THE LITERATURE
Introduction

Education plays a vital role in the United States’ global economic leadership in the
current century. Consequently, exhaustive efforts should be made to recruit and retain the most
talented educators for sustained success. Fullan (2003) acknowledges that in order to produce
and sustain effective public schools, dedicated and competent teachers working together are
needed—without them efforts are futile. American business leaders recognize this dilemma and
note that nothing is more vital to America’s sustainability than ensuring that the best teachers are
attracted to and remain in American public schools (The Teaching Commission, 2004).

A school’s principal plays a major role in America’s academic successes. School
leadership matters in today’s educational environment. Successful schools in the new century
must have effective principals who have a vision for student academic achievement. The
principal has been identified as the single-most important predictor for an effective school
(Jackson & Davis, 2000). Williamson and Blackburn (2009) note:

No task is more important for a principal than to ensure that every student receives a

high-quality education. The ability to work with teachers—those who are successful and

those who struggle—to improve their instructional capacity is key to a successful

principalship. (p. 45)

The modern principal, however, has enormous obstacles to overcome. Students’

academic achievement is paramount in the No Child Left Behind Act of 2001. Principals are now

10



in precarious positions due to the high stakes emphasis on school accountability and student
academic improvement. If school leaders fail to acknowledge the reality of improving school
performance, they risk losing their jobs (Jackson, 2000).
Eric Hirsch, as cited by Thacker, Bell, and Schargel (2009) confirmed three tenets
concerning schools’ leadership influence and its outcomes on learning and school culture:
1. Teacher working conditions are student learning conditions.
2. Teacher empowerment is highly correlated with their perception of the quality of
leadership in the school.
3. Supportive leadership is the most important determinant of whether a teacher will
stay in school (p. 37)
Given these foundational components, this research explores the extent that school leadership
influences student learning as well as rates of attrition in Alabama middle schools. The

conceptual model (Figure 1) outlines the impact of school leadership:
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Figure Caption
Figure 1. The impact of school leadership and its effects on a school’s ability to make Adequate

Yearly Progress, student achievement, and teacher attrition.
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No Child Left Behind

The No Child Left Behind Act of 2001 (NCLB) has dramatically shaped the way
practitioners operate schools. On January 8, 2002, NCLB was signed into law. The purpose of
this legislation is “to ensure that all children have a fair, equal, and significant opportunity to
obtain a high-quality education and reach, at a minimum, proficiency on challenging State
academic achievement standards and state academic assessments” (p. 15) The Act seeks to
achieve these purposes by outlining twelve measures. They are:

(1) ensuring that high-quality academic assessments, accountability systems, teacher

preparation and training, curriculum, and instructional materials are aligned with

challenging State academic standards so that students, teachers, parents, and

administrators can measure progress against common expectations for student academic

achievement;

(2) meeting the educational needs of low-achieving children in our Nation's highest-

poverty schools, limited English proficient children, migratory children, children with

disabilities, Indian children, neglected or delinquent children, and young children in need

of reading assistance;

(3) closing the achievement gap between high- and low-performing children, especially

the achievement gaps between minority and nonminority students, and between

disadvantaged children and their more advantaged peers;

(4) holding schools, local educational agencies, and States accountable for improving the

academic achievement of all students, and identifying and turning around low-performing

schools that have failed to provide a high-quality education to their students, while

14



providing alternatives to students in such schools to enable the students to receive a high-
quality education;

(5) distributing and targeting resources sufficiently to make a difference to local
educational agencies and schools where needs are greatest;

(6) improving and strengthening accountability, teaching, and learning by using State
assessment systems designed to ensure that students are meeting challenging State
academic achievement and content standards and increasing achievement overall, but
especially for the disadvantaged,;

(7) providing greater decisionmaking authority and flexibility to schools and teachers in
exchange for greater responsibility for student performance;

(8) providing children an enriched and accelerated educational program, including the use
of schoolwide programs or additional services that increase the amount and quality of
instructional time;

(9) promoting schoolwide reform and ensuring the access of children to effective,
scientifically based instructional strategies and challenging academic content;

(20) significantly elevating the quality of instruction by providing staff in participating
schools with substantial opportunities for professional development;

(11) coordinating services under all parts of this title with each other, with other
educational services, and, to the extent feasible, with other agencies providing services to
youth, children, and families; and

(12) affording parents substantial and meaningful opportunities to participate in the

education of their children (p. 15-16)
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While bold in its efforts, critics argue that NCLB may actually facilitate a decrease in the
quality of student learning. Barkley (2006) indicates students with disabilities are negatively
affected because of the emphasis of standardized tests. Since many special needs students have

tailored individual educational plans (IEPs), Barkley (2006) notes:

...given the NCLB’s insistence on a single measure to assess progress, the function of the
educational plans comes into question. That is to say, if students with disabilities are
required to take standardized tests but are denied access during test taking to the
accommodations made within the IEPs, implementing those plans in the classroom
becomes futile...they need assistance in various ways and NCLB should not punish them

for what they cannot change. (p. 8-9)
Adequate Yearly Progress

Within the framework of NCLB, the Act requires each state to include an accountability
plan that houses rewards and sanctions for its public schools’ student achievement and Adequate
Yearly Progress (AYP). The Alabama State Department of Education (2008a) notes that NCLB
describes AYP as “whether a school or school system has met its annual accountability goals.
AYP is ‘what the school or school system did this year’ (p. 4). In Alabama, the factors that
determine AYP are participation rate of the students on standardized testing, annual measurable
objectives in reading and mathematics, and other indicators. Other indicators are attendance
rates for elementary and middle schools and graduation rates for Alabama high schools
(Alabama Department of Education, 2008a). All students, schools, and school systems must be
proficient in all indicators by school year 2013-2014 (Alabama Department of Education,
2008a). Alabama defines proficiency as “Level III-Meets Academic Content Standards”

(Alabama Department of Education, 2008a). Since all grade levels have their own annual
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measureable objectives, Alabama uses a Proficiency Index as a reporting tool that identifies the
percent of proficient students across grades and helps to determine AYP status. The Alabama

State Department of Education (2008a) states that the proficiency index includes the following:

(1) Separate starting points and growth trajectories for each grade and subject, (2) a
comparison of percent proficient for each grade/subject to the annual measurable
objective and calculation of a difference score for each grade/subject, (3) a procedure to
weight the scores based on the number of students in each grade (i.e., a weighted
constant), and (4) determination of a proficiency index in each subject by summing
across grades the products of the difference scores and the weighted constants. A

proficiency index score of zero or higher indicates that a group made its goal. (p. 13)

A Proficiency Index of zero or more indicates a group made AYP. Students who score in
Levels I11 and IV (above proficient count as 1.0 toward proficiency while students scoring in
Level 11 (below proficiency) count as 0.5 toward proficiency (Alabama Department of
Education, n.d.).

The Alabama State Department of Education (2008a) is required by NCLB to include all
students and subgroups when determining AYP status. In addition to grouping all students in a
school, proficiency scores for the following subgroups must also be calculated if the population
of the group exceeds 40: special education students, students with limited-English proficiency,
economically disadvantaged students, and major racial groups (American Indian/Alaskan Native,
Asian/Pacific Islander, Black, Hispanic, and White.

Whereas NCLB uses AYP to describe whether or not a school has made its annual goals
for a specific year, the term School Improvement is used to describe whether a school or school

system has met its accountability goals over time (Alabama Department of Education, 2008a). A
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school may be identified for School Improvement if it fails to make AYP for two consecutive
years in the same component (reading, mathematics, or additional academic indicator) (Alabama
Department of Education, 2008a). Once a school is in School Improvement, a delay provision
occurs. The provision notes that a school that makes AYP one year does not advance to the next
level of improvement, but retains its current improvement status in the component area (such as
reading, mathematics, or additional academic indicators). The succeeding year’s results will
then determine if the school is able to abandon the School Improvement label (Alabama

Department of Education, 2005).

All schools, including middle schools, are impacted by AYP and the prospect of school
improvement. In 2009, 14 Alabama middle schools failed to make Adequate Yearly Progress

(Alabama Department of Education, 2008b).

The Middle School

The middle school is typically characterized by a school containing grades six through
eight, five through eight, or seven and eight together (George & Alexander, 1993). George and
Alexander (1993) cite the intention of the middle school is to “help the early adolescents of these
grades make a smooth transition from elementary to high school and from childhood to

adolescence (p. 23).
History

The development of the American middle school concept has been a long journey.
George, Stevenson, Thomason, and Beane (1992), note that the driving demand for university

study and preparation led to the evolution of the American high school by the middle of the 20™
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century. As school districts began to grapple with this notion, many junior high schools
assimilated characteristics of high schools; but by design, only a selected few students would be
sent to be educated at the high school and collegiate levels. With demand for connectedness
with the high school, school districts recognized the need to allow the junior high to be a replica

of the high school.

Howard and Stoumbis (as cited in George, et al., 1992) note junior high school
configuration grew popular and numbers of these kinds of schools soared after World War Two
from a few hundred at the early part of the century to over 5,000 by 1960. Lounsbury (as cited in
George, et al., 1992) indicates the “influence of higher education, the need to deal with the
growing masses of immigrants, and burgeoning school enrollments following the two world wars
all contributed to the increasing number of junior high schools” (p. 4). George (1993) also cites
the growth of the junior high plan resulted from school systems’ dissatisfaction with the grade
figurations of elementary (grades one through eight) and high school (grades nine through
twelve) that characterized most schools in the twentieth century. Overcrowding of elementary
and high schools resulted in many students in grades seven through nine being moved into new
buildings separated from younger and older students. America’s organization of schools
changed dramatically over a 40-year span as 80% of students in 1920 attended an
elementary/high school configuration; but, in 1960, 80% of students attended a junior high

setting (George & Alexander, 1993).
The Middle School Movement

By the 1960s, many junior high schools had turned into miniature high schools (Johnson,
Dupuis, Musial, & Hall, 1994). Anfara (2001) notes that educators began to question the

appropriateness of junior high organization with respect to the psychological, social, mental,
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emotional, and physical needs of the students they served. Aided by sociological and
psychological research of the 1950s and 1960s, educators began drawing distinctions between
the aforementioned needs of junior high students and those of high school students (Anfara,

2001).

George and Alexander (1993) indicate that educators at that time did not want to change
the grade configurations completely, but did advocate change in the areas of departmentalization
to block scheduling and smaller student grouping arrangements as well as broader choice in the
areas of exploratory courses and special interest activities. In 1961, Grant, Noyce, Patterson, and
Robertson (as cited in George, et al., 1992) suggested that the junior high of the era was a hybrid
institution with an identity crisis in which seventh and eighth grades maintained characteristics
of elementary schools while ninth grade was strongly influenced by high schools. They argued
the ideal junior high schools should contain “moderate size; block-of-time instruction; flexible
scheduling; teachers prepared for a devoted to teaching young adolescents; and modern
instructional techniques (p. 5). The authors further predicted the future of such schools would
contain student groupings designed without reference to chronological number of years on
school; no bell schedule, rich in guidance services, and differentiation of instructions for

students.

The middle school concept was being developed further by the mid-1960s and by the
1970s, Anfara (2001) describes “most of the eastern United States had established programs and
facilities which reflected the increased knowledge of the educational needs of young people 10 to
14 years of age” (p. x). Middle school growth continued to explode as it increased from 2,080 in
1970 to 10,944 in 1998 to almost 12,000 by 2002 (National Association of Elementary School

Principals, 2004; Zepeda and Mayers, 2002). While the basis for the middle school concept was
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rooted in acknowledgment of the needs of learners at this age, inconsistencies resulted as Anfara
(2001) observed, “some school districts never fully adopted the idea of a middle school and

retained many of their junior highs alongside middle schools that were newly created” (p. X).

The Carnegie Council on Adolescent Development (1989) placed unparalleled

significance on middle level education by noting:

Middle grade schools—junior high, intermediate, and middle schools—are potentially
society’s most powerful force to recapture millions of youth adrift, and help every young
person thrive during early adolescence. Yet all too often these schools exacerbate the

problems of young adolescents. (p. 8)

Given this powerful responsibility, Jackson and Davis (2000) suggest that schools must provide
the building blocks of adolescent development and preparation for adult life, yet many schools—

even middle schools—have failed to meet these developmental needs.
Characteristics of the Middle School

Eichhorn (1966) describes the vision of early middle school environments as having
flexibility to foster student responsibility and independence, close relationships between students
and teachers, and opportunities to foster socialization between peers. He further emphasizes that
the curricular rigor should include components of both an analytical (mathematics, language,
science, and social studies) and a physical/cultural (fine arts, practical arts, physical education,
and cultural studies) base. Modern middle school characteristics have built upon these
foundations. Considering the developmentally appropriate characteristics of middle school
children, today’s exemplary middle schools’ rationales often imply at least one of the following
features as trademarks in effective middle schools: teaching teams, grade spans between five (or

six) through eight, exploratory course opportunities, individual small-group instruction for
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remediation, teacher guidance or advisory, flexible scheduling, and a functional curriculum
(George and Alexander, 1993). Furthermore, Armstrong (2006) recognizes twelve practices
found in the most successful middle schools: a safe school climate, small learning communities,
personal adult relationships, engaged learning, positive role models, metacognitive strategies,
expressive arts activities, a health and wellness focus, an emotionally meaningful curriculum,
students’ increased role in decision making, honoring and respecting student voices, and

facilitating social and emotional growth.

Among these practices, the interdisciplinary team arrangement of students stands out as
the middle school movement’s most significant contribution to educational organization
(Dickinson & Erb, 1997). George (2009) highlights this important component noting, “Virtually
every model or set of recommendations for reform of middle and high school education includes

some version of teacher teamwork™ (p. 8).
Criticism of the Middle School

Evidence exists supporting the middle school rationale and model (National Middle
School Association, 2003a; National Middle School Association, 2003b). Criticisms of the
model have been amplified since the increased attention to student academic achievement
following the enactment of No Child Left Behind (Armstrong, 2006). Citing mostly standardized
test scores, middle school reform efforts have been questioned by Juvonen, Le, Kaganoff,
Augustine, and Constant (2004) which suggest social and physical developmental factors are
poor reasons to begin a new phase of schooling. Yeche (2005) attributes the decline in academic
achievement of young adolescents in recent years to the middle school movement. Supporters of
the middle school argue that the emphasis NCLB has placed on standardized test scores are not

appropriate for middle school children (Armstrong, 2006). Armstrong (2006) explains:
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NCLB is essentially nondevelopmental for all levels of education. It requires uniformly
high test scores throughout the K-12 curriculum without regard to developmental changes
at different stages of childhood and adolescence. This is a fundamental mistake. Middle
schools, or something very much like them, are needed to provide students in early
adolescence with an environment that can help them negotiate the impact of puberty on

the intellectual, social, and emotional lives. (p. 113)
The Principal’s Impact on the School

Howard Gardner (1996) describes a leader as “an individual (or, rarely, a set of
individuals) who significantly affect the thoughts, feelings, and/or behaviors of a significant
number of individuals” (p. ix). The school, however, is a unique organization that Greenfield

(1995) recognizes as a special challenge to administrators:

Because of the nature of the school organization and its demand environment, school
administrators rely extensively on leadership as the primary vehicle for influencing
teachers and others. The demand environment in a school is complex and presents the
administrator with a continuous stream of stimuli, most of which cannot be predicted and

are of brief duration. (p. 79)

The principalship has been defined by political, managerial, and instructional roles that
must be balanced within the context of schools (Cuban, 1988). There is no mistake that the

principal is perceived as the leader of the school, but how a principal leads is important.

Many leadership theories abound that influence educational leadership such as
transactional and transformational (Burns, 1978; Bass & Avolio, 1994), situational (Blanchard,
Zigarmi, & Zigarmi, 1985) and distributed (Gronn, 2000; Spillane, Halverson, & Diamond,

2001). While these have helped to shaped school leadership, Marzano, Waters, and McNulty
23



(2005) cite the most popular theme in educational leadership over the last twenty years has been

instructional leadership. Williamson and Blackburn (2009) note this important role as:

A school leader’s most visible role is the manager of the day-to-day operations of a
school. A less visible but far more important role is that of an instructional leader who
works with teachers and other staff members to ensure that every student has a high-

quality, rigorous academic experience. (p. 60)
Instructional Leadership

Hallinger (2005) describes the 1980s as an era in which there was a growing interest in
the leadership development in schools to drive student achievement. Hallinger (2005) continues
that the emphasis on performance standards have created increased expectations for principals to
function as instructional leaders. Twenty-first century accountability demands, such as national
and state expectations for all students to achieve mastery of the curriculum has led to the
evolution of instructional leadership as the primary role of the principal (Stronge, Richard, &

Catano, 2008).

Leithwood, Jantzi, and Steinbach (1999), define instructional leadership as “the
behaviours of teachers as they engage in activities directly affecting the growth of students™ (p.
8). Hoerr (1996) refines the definition by adding that instructional leadership is one of school
collegiality in which shared power with the principal and teacher are paramount. In a
comprehensive review of research on the topic, Hallinger and Heck (1996) indicate the most
frequently used model of instructional leadership is that used by Hallinger and Murphy (1985)
which notes three dimensions of the instructional leadership role of the principal: defining the
school’s mission, managing the instructional program, and promoting a positive school learning
climate. Hallinger (2005) describes defining the school’s mission as, “the principal’s role in
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working with staff to ensure that the school has clear, measurable, time-based goals focused on
the academic progress of students” (p. 225). Cuban (1984) asserts that each school district must
clarify its instructional leadership roles; the results include increased curriculum uniformity.
Hallinger (2005) describes managing the instructional program as an integral part of stimulating,
supervising, and monitoring teaching and learning at the school. This includes the principal
having expertise in teaching and learning, a commitment to school improvement, and being
immersed in the instructional programs at school. Flath (1989) maintains that this visible, clear
support can significantly affect educational change. Hallinger (2005) further describes the third
component of instructional leadership (promoting a positive learning climate) by traits such as
protecting instructional time, promoting professional development, maintaining high visibility,
providing incentives for teachers, and providing incentives for learning that are aligned with
purpose and practice. Stronge, et al., (2008) reaffirm these qualities and further state that
effective principals, “support instructional activities and programs by modeling expected
behaviors and consistently prioritizing instructional concerns day-to-day. They strive to become
a learner among learners. Involvement in curriculum, instruction, and assessment are crucial to
the idea of instructional leadership” (p. 9). Blase and Blase (2002) describe teachers’
perceptions of the most effective principal-teacher interactions as those relationships that

promote reflection about the teaching practice and the promotion of professional growth.

Many other models of instructional leadership exist (Andrews and Soder, 1987; Bossert,
Dwyer, Rowan, & Lee, 1982; Leithwood, Begley, & Cousins, 1990), but researchers
acknowledge that there is no one single definition of instructional leadership (Flath, 1989;

Lashway, 2003).
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While a definition may be elusive, characteristics exist that may gauge the impact of an
adept instructional leader. Stronge, et al. (2008) identify five goals that instructional leaders

must master in order to be identified as an effective school leader:

Building and sustaining a school vision;

e Sharing leadership;

e Leading a learning community;

e Using data to make instructional decisions; and

e Monitoring curriculum and instruction.
School Vision

Cotton (2003) and Marzano et al. (2005) cite that principals of high-performing schools
communicate to all stakeholders that learning is the most important mission of the school.
Manasse (1985) also identifies effective instructional leaders as having clear visions for their
schools. They have confidence that their schools can meet these goals (Cotton, 2003).
Scheurich (1998) further notes that such leaders have a passionate vision that all students can

academically succeed.
Sharing Leadership

Effective principals acknowledge that an isolated approach to meeting instructional goals
is virtually impossible (Hargreaves & Fink, 2003). Principals who distribute leadership across
their schools sustain improvements over time (Hargreaves & Fink, 2003). Marks and Printy
(2003) recognized the benefit of sharing leadership in a two-fold manner: the resulting
collaboration leads to more principal-teacher shared input on instructional and curricular matters

as well as less burn out of principals.
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Leading a Learning Community

Lashway (2003) notes that, “today’s school leaders must define themselves as learners,
not just doers, constantly scanning the environment for new ideas, tools, and solutions, and
reflecting on the implications (p. 8). The concept of becoming the “lead lerner” is embodied by

2009 NASSP Middle School Principal of the Year, Ray Landers, who stated in Kinney (2009):

I think first and foremost, I’m the instructional leader. But I don’t have all the answers, so
I’m also the chief learner. 1 want to be out there on the cutting edge of learning new
practices, new strategies, and new techniques in dealing with challenges, and | turn to
research to discover what best practices and strategies will be successful with our middle

school students. (p. 30)

Furthermore, teachers and students benefit when principals function as learning leaders

rather than instructional leaders in the schools (DuFour, 2002).
Using Data to Make Instructional Decisions

Stronge et al. (2008) emphasize that “Many proponents of school improvements stress
the importance of data-driven decision making. Today, school districts collect demographic,
achievement, instructional, and perceptual data in an effort to improve teaching and learning” (p.
10). Hoerr (2008, December/2009, January) suggests principals should give more consideration
on what is measured to inform policy. Greater gains in student achievement are reflected when
principals facilitate analysis of data with teachers (Zmuda, Kuklis, & Kline, 2004). When
profiling principals of schools with high at-risk student populations, Schargel, Thacker, and Bell
(2007) cite, “The principals...firmly believe that data analysis underpins and guides their

campaigns to meet the needs of all students (p. 41).
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Monitoring Curriculum and Instruction

Cotton (2003) indicates that strong instructional leaders are familiar with the curriculum
and instructional practices. Effective principals must be able to discern a high quality of
teaching and share that knowledge with teachers; this can only be done by spending time in
classrooms observing teachers (Fink and Resnick, 2001). This is important because principals
are in a good position to support teacher effectiveness through observations and dialogue with

teachers (Cooper, Ehrensal, & Broome, 2005).
The Impact of Leadership on School Climate

Hirsch (2004) reports that teacher working conditions are synonymous with student
learning conditions. His research demonstrates that teacher working conditions are powerful
predictors of student achievement, influence teacher retention rates, and reflect actual school
conditions. Hirsch (2004) notes, “Leadership is highly correlated with all working
conditions...Further, a statistically significant and strong connection was documented between
teachers’ overall perceptions of working conditions in their school and their views of leadership”

(p. 23-24). In addressing school culture, Thacker et al. (2009) states:

Some of the leader’s values and characteristics become rules that are followed by the
staff. These values form the basis of the school’s culture and can become important
factors that generate long-term performance of the school. The school’s performance is

determined by its culture and all the topics concerning school improvement. (p. 3-4)

In terms of middle school leadership, school climate is critical. Keefe et al., (as cited in
Valentine, Trimble, and Whitaker, 1997) describes effective middle level principals as being
viewed by faculty as humane, democratic, and task driven; effective in staff relations and student

interactions; and involving faculty in the planning and implementation of professional
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development activities. To summarize the impact of teacher working conditions, North Carolina
Governor Mike Easley has commented (Hirsch et al., 2007) that “teacher working conditions are

student learning conditions” (p. vii).
School Leadership and its Impact on Student Achievement and AYP

In a review of research, Leithwood, Louis, Anderson, and Wahlstrom (2004) cite
important principal effects noting, “Leadership is second only to classroom instruction among all
school-related factors that contribute to what students learn at school” (p. 7). They further

describe the direct impact on learning by stating:

While the evidence shows small but significant effects of leadership actions on student
learning across the spectrum of schools, existing research also shows that demonstrated
effects of successful leadership are considerably greater in schools that are in more
difficult circumstances. Indeed there are virtually no documented instances of troubled
schools being turned around without intervention by a powerful leader. Many other

factors may contribute to such turnarounds, but leadership is the catalyst. (p. 7)

In a thorough meta-analysis investigation, Waters, Marzano, and McNulty (2003) found a
substantial relationship between school leadership and student achievement yielded a correlation
of 0.25. The study identified 21 key leadership responsibilities and correlated measures of
student achievement in the original studies. The research indicates a 10% increase in student
achievement where principals of these students moved one standard deviation higher in these

leadership responsibilities than their peers.

Principals, acting as the independent variables in schools, influence actions of teachers
and student achievement (Hallinger & Murphy, 1985; Leithwood et al., 1990), although the

impact may be indirect (Hallinger & Heck, 1996). This is accomplished through the principal’s
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influence on the school’s climate (Mendro, 1998). Effective principals empower teachers to
make their own decisions about the classroom instruction (Cotton, 2003). Cotton (2003) found,
“The most successful principals engage their staffs and constituents in participative decision
making. They ensure that everyone involved has the information and training needed to make
this process productive” (p. 69). Furthermore, Stronge et al. (2008) describe the impact

principals have on student achievement:

By hiring quality teachers and other staff members, supporting them in their work,
fostering a robust climate for student achievement, providing resources for instruction,
keeping the focus on teaching and learning, and a host of other important

accomplishments, the principal does affect student achievement. (p. 140)
Leadership in the Middle School

The effect of the principal in middle schools is also significant. Hirsch (2004) revealed
the importance of the principal on middle school student achievement as the single greatest
predictor of AYP status in middle schools. Hirsch (2004) indicates, “For every one point
increase on the Working Conditions Survey results in the area of leadership, middle schools were

6.7 times more likely to achieve AYP” (p. 7).

Clark and Clark (2007) note that student learning must be the middle school principal’s
top priority. Student performance is related to goals principals set and how they spend their time
(Clark & Clark, 2002). When a collaborative, learning-focused atmosphere exists that centers on
instruction, student academic achievement is likely to occur (Jackson & Davis, 2000; Smylie,
Lazarus, & Brownlee-Conyers, 1996). The contrast is also present when little collaboration on

instructional matters occurs—student achievement declines (Smylie, et al., 1996).
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Principals of highly effective middle schools are familiar with middle level practices and
adolescent development (Valentine, et al., 2004). These principals place more value on middle
school components such as interdisciplinary teaming, exploratory courses, and advisory

programs and implemented such programs in their schools.

“Middle school educators have long recognized an essential truth about children’s
learning: relationships matter” (Jackson & Davis, 2000. p. 121). Lee and Smith (1993) reveal
that the degree to which students are engaged and motivated in school largely depends on the
relationships they experience in school. Valentine et al. (2004) indicate that principals of highly
successful schools have a school climate where teachers and principals trust and respect each
other, have agreement on high expectations for student achievement, have a shared belief in
efficacy of collaboration and decision making, and a commitment to collegial and individual

learning.

Clark and Clark (2007) stress the importance of how middle school principals view
accountability. The authors note, “The way in which they interpret accountability and apply it in
the middle schools has a significant influence on student and adult learning (p. 58). When
principals give balanced perspective, academic accountability, “has the potential to support and
expand opportunities for learning” (p. 58). These learning opportunities may only occur if
teachers remain in the field of education, which has proven to be a difficult phenomenon over the

past few years (National Center for Education Statistics, 2005).
Teacher Retention

Teacher mobility is a phenomenon that affects almost all schools each year. The
National Center for Education Statistics (NCES) (2005) indicates that the impact of teachers who

enter, leave, and move within the workforce, “affects not only the composition of teachers at
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individual schools and the institutional stability of these schools but also the demographics and
qualifications of the teacher workforce as a whole” (p. 1). Ingersoll (2002b) cites that, “We
wouldn’t have as many vacancies in core academic subjects if we weren’t so bad at keeping
teachers in the profession” (p. 3). Cochran-Smith (2004) suggests that teacher retention, not

recruitment, is the key in solving staffing issues in both urban and rural schools.
Teacher Stayers, Leavers, and Movers

In 2005, the National Center for Education Statistics (a division of the US Department of
Education) published The Condition of Education. This mandated work includes an examination
of the American teacher workforce movement. The NCES (2005) identified teachers who left
the profession at the end of the school year as leavers, teachers who moved from one school to
another as transfers, and teachers who remained in the same school as stayers. NCES (2005)
indicates 16 percent of the teacher workforce was involved in turnover. Of this 16 percent, eight

percent were transfers and another eight percent were leavers.

Teachers who leave the profession present a dilemma for educators. Ingersoll (2002b)
indicates that teacher turnover is significantly higher when compared to other occupations. In
addition, Murnane and Steele (2007) report that increased numbers of college students are
seeking job opportunities in fields other than education because of better financial incentives.
Teachers with backgrounds in the areas of the sciences, technical education, and languages have

more attractive employment opportunities (Macdonald, 1999).
Ben Levin (2008) observes:

Nothing is more important to the work of schools than capable and dedicated

teachers...because good teaching is so important, finding and keeping quality educators
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should be a preoccupation of every school, district, and government that is involved in

education. (p. 223)

In middle schools, teacher shortages are more often more pronounced than other certification

levels (Thornton, 2004).

The impact of effective teaching is without question. Marzano et al. (2005) compared
highly effective schools and highly ineffective schools. They found that on the same test, a 70%
difference existed those who passed the test in highly effective schools as opposed to highly
ineffective schools. Evidence suggests that well-prepared, capable teachers have the largest
effect on student learning (Darling-Hammond, 2000). The value of effective teachers is so vital
that “Effective teachers constitute a valuable human resource for schools—one that needs to be

treasured and supported” (Darling-Hammond, 2003, p. 7).

While costly to America’s school children, the inability to retain teachers has created a
costly problem for American taxpayers. The National Commission on Teaching and America’s
Future (NCTAF) (2007), estimates the annual cost of teacher turnover in public schools is over
$7.3 billion. The Alliance for Excellent Education (2005) proposes a more conservative estimate
with teacher attrition costing taxpayers $5 billion. The NCTAF (2007) estimate does not include
teachers who move within the district during a given year, nor does it include any federal or state
investments that may be lost when a teacher leaves. The NCTAF (2007) further underscores this
issue as a national dilemma, “It is draining resources, diminishing teacher quality, and

undermining our ability to close the student achievement gap” (p. 1).

While large-scale financial impacts are ominous, a breakdown of school system costs
proves informative as well. A pilot study of teacher turnover and its costs in five school

districts--Chicago, Illinois, Milwaukee, Wisconsin, Granville, North Carolina, Jemez Valley,
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New Mexico, and Santa Rosa, New Mexico—indicated burdensome financial costs to these
systems (NCTAF, 2007). The study examined both small and large school districts and

discovered:

When a teacher leaves, the costs of recruiting, hiring, and training a replacement teacher
are substantial. 1t is clear that thousands of dollars walk out the door when a teacher
leaves. The cost per teacher leaver ranged from $4,366 in rural Jemez Valley to $17,872
in Chicago. The total cost of turnover in the Chicago Public Schools is over $86 million

per year. (p. 3)

Wagpner, as cited by Macdonald (1993), predicted that as the American teacher workforce
ages and more attractive employment opportunities are available, the rate of teacher attrition
would grow. The National Center for Education Statistics (NCES) (2005) confirms the United
States’ public school problems with retention by indicating that the problem is worsening.
Teachers leaving public schools have increased from 5.6 percent in 1988 to 8.4 percent in 2005

(NCES, 2005).
Alabama Teacher Movement

In March and April of 2008, the Capital Survey Research Center (CSRC) conducted a
public opinion poll on public attitudes about Alabama schools. Part of this survey included
teacher input. Almost one-half of Alabama teachers leave the profession after the first five years
(CSRC, 2008). The same survey shows that Alabama teachers indicate the major reasons for
leaving the profession include a lack of time to prepare for classes, class size, paper work, and
overall management of classroom issues. The three most important factors that would cause
teachers to continue teachers are less bureaucracy/paperwork, administrative/parent support, and
higher pay (CSRC, 2008).
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Summary

This chapter provided an overview of literature in the areas of student achievement as
currently defined by No Child Left Behind legislation, a brief history and makeup of the middle

school, and how leadership affects student achievement and teacher attrition.

The framework in this chapter suggests there is a relationship between how principals
affect teacher working conditions and ultimately student achievement. It also suggests that
leadership influences teachers’ willingness to continue working in their current schools or to
leave the profession altogether, which also impacts student achievement. Middle school teachers
are particularly vulnerable to this attrition (Thornton, 2004). The next chapter discusses the

methodology used when investigating this study.
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CHAPTER THREE
METHODS
Introduction
Following a review of pertinent literature, this research study was developed to examine

critical components of how middle school teachers in Alabama view their schools’ principals.
This study explored the existence of a relationship between teacher leadership perception and
student academic achievement, the relationship between teacher leadership perception and
teachers’ willingness to continue working in the same school, and how middle school teachers
differ in their views of their school’s principal when compared to elementary and high school
teachers. The data used for this project are pre-existing data. Permission was granted from Dr.
Tony Thacker (Appendix A), the Project Administrator for the Governor’s Commission on
Quality Teaching and facilitator of the Take 20 Alabama Teaching and Learning Conditions
Project, to use data collected from the Take 20: Alabama Teaching and Learning Conditions

Survey (Appendix B).

Research Questions
The purpose of this study was to determine, as holistically as possible, the influence of
Alabama middle school principals in the following areas:
e With respect to student achievement, what relationship, if any, exists between

Alabama middle school teachers’ perception of leadership in schools that made

36



e Adequate Yearly Progress and teachers who work in schools that failed to make
Adequate Yearly Progress?

e Isthere a relationship between middle school teachers’ perceptions of school
leadership and their willingness to remain in the current work setting?

e Do teachers in Alabama middle schools teachers differ in their perceptions of

leadership when compared to elementary and high school teachers?

Instrument

The Take 20: Alabama Teaching and Learning Conditions Survey was developed with
the premise that the benefits of understanding teacher working conditions positively affect the
following: student learning, teacher efficacy and motivation, teacher retention, and new teacher
recruitment in hard-to-staff schools (Hirsh, Freitas & Villar, 2008). Hirsch, et al.(2008) add, “To
help ensure that all students thrive, teachers need to work in schools designed for success.
Positive teaching conditions, where educators are supported and empowered, are essential to
creating schools where teachers want to work and students can learn” (p. 3).

The instrument was used to assess if the aforementioned conditions are present in
Alabama schools. The Governor’s Commission on Quality Teaching in conjunction with the
Alabama State Department and other stakeholder groups conducted the survey in January and
February 2008 via anonymous online internet response. The New Teacher Center at the
University of California at Santa Cruz administered the survey. The respondents included
teachers, principals, assistant principals, and other educational professionals such as counselors,

psychologists, social workers, and media specialists.
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The Take 20 survey included ten questions with multiple subparts broken into six major
sections: time, facilities and resources, decision-making, school leadership, professional
development, and mentoring. The survey also contained questions regarding demography of the
respondents including position held and years of experience.

Hirsch et al. (2008) note:

The survey instrument was developed by the New Teacher Center with input and

guidance from a committee established by the Alabama Department of Education that

included educators and other policymakers and stakeholders representing groups such as
the Alabama Education Association, A+ Education Foundation, Alabama Association of

School Boards, and School Superintendents of Alabama. A set of core, validated

questions from previous teaching conditions surveys was utilized, while others were

developed specifically for the state. (p. 3)

Validity and Reliability
Content Validity. The original instrument developed for the Take 20 initiative was based
on the North Carolina Teacher Working Conditions Survey (Hirsch, et al., 2008). The survey
was customized for administration in Alabama by educators and other stakeholders. The original
survey was tested for content validity in 2001 by the North Carolina Professional Teaching
Standards Commission. Hirsch (in press) cites that the agency:
completed a literature review of the role of working conditions on teacher dissatisfaction
and which of those conditions contributed to teacher mobility. The work, driven by
analyses of state and national survey data from the National Center for Education

Statistics’ School and Staffing Survey, focused on areas that teachers identified as
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conditions that drove their satisfaction and employment decisions, including
administrative support, autonomy in making decisions, school safety, class size, time, etc.
The NCPTSC created 30 state working conditions standards passed by the North Carolina

State Board of Education (online at www.nccptsc.org) in five areas: time, empowerment,

leadership, time, and facilities and resources.

While the list is by no means exhaustive, those 30 standards served as the
foundation for the first survey in North Carolina in 2002. The survey was designed to
assess whether or not educators believed that those standards were in place in schools
across the state. It is why every educator is assessed and the unit of analysis is the school.

In 2004, the survey was expanded from a 39 question paper/pencil survey on a 1
to 6 scale to a 72 question online survey. Many of the items were “reality” questions,
drawn from the National Center for Education Statistics School and Staffing Survey, to
see if teachers’ reporting of issues such as non-instructional time and professional
development received had an impact on their perceptions of whether supportive working
conditions were in place.

In 2004, a sample of educators was asked to rank on an ordinal scale the relevance
and importance of each question on the 2004 instrument. Those questions were then
compared to the factor analyses to verify the importance of a set of critical conditions in
each area of the survey. The questions rated as most important also had the highest factor
loads and most make up the battery of core questions still used in 2008 in Alabama and
other states.

Correlations were run between the perceptual and “reality” questions on the

survey to better understand teaching conditions. There were statistically significant and
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meaningful correlations between teachers’ perception of time and how much planning

time they received and how many hours outside of the school day they worked. (p. 1-2)

Construct validity. Hirsch (in press) identified five theoretical constructs (time, facilities
and resources, professional development, empowerment, and school leadership) and performed
factor analyses on the North Carolina instrument to establish construct validity for the Take 20
survey. Hirsch (in press) notes:

Using principal components analysis and varimax rotation procedures, eigenvalues of one

or greater were used as the criteria for factor extraction. Inthe Alabama Take 20 Survey,

a three factor model accounted for the greatest total variance was indicated (a four and

five factor model was also run), suggesting that there are three distinct categories within

the survey (p. 2).

Three distinct categories emerged (support, resources, and workload). The school leadership
component was included in the support factor with path coefficients of 0.763 and higher. For
this project, the researcher utilized the 10 questions from section 5.1 (School Leadership of
Appendix B) as a primary research variable.

Reliability. Hirsch (in press) reports that reliability was assessed for subscales within the
survey. Cronbach’s alphas were run to test the internal consistency of the factor. The leadership
domain had an excellent level (0.922) of internal consistency. Sample specific coefficient alpha
was 0.952 in the subset of the data examined for this study.

In addition to these, Hirsch (in press) indicate Chronbach’s alpha reliability scores on the
three major factors as follows: support (0.911), resources (0.779), and workload (0.738). Hirsch

further report the Chronbach’s alphas for domains other than leadership in the survey sections as
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follows: professional development (0.915), decision making (0.880), facilities and resources
(0.858), and time (0.797).
The researcher also ran sample specific reliability tests on the 10 items that constituted

the dependent variable. Chronbach’s alpha for these items yielded a 0.920 reliability score.

Participants
The Take 20 survey was sent to all educators in Alabama. Respondents included 24,530
teachers, 702 principals, 562 assistant principals, and 2,393 other educational professionals in
January and February 2008. Data collected were only released back to the school level if the
school had at least 40% participation rate with a minimum of five participants at the individual
site responding. School leaders at each site were given a password to access data at the school

level (Hirsh et al., 2008).

Procedures
The investigator was granted permission from Auburn University (Appendix C) to begin
this study. Permission was then obtained by Dr. Tony Thacker of the Governor’s Commission
on Quality Teaching (Appendix A) to secure the responses from the survey. The responses of
the Take 20 survey are considered pre-existing data and all are anonymous. With Dr. Thacker’s
approval, the investigator communicated with Dr. Eric Hirsch and Keri Church of the New
Teacher Center, the group that conducted the survey, to receive the requested data source and

coding system for participating schools. The data set was received February 1, 2010.
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Data Source

For his project, the researcher focused on 21,252 teacher responses from the participant
pool. Within this group, the researcher identified data from 11,620 elementary teachers, 3,402
middle school teachers, and 6,230 high school teachers. The remaining responses were from
teachers in schools that were not identified by the school’s designation of elementary, middle, or
high school. Analysis focused on the teachers’ responses to questions regarding school
leadership. Data were anonymous, but the researcher could identify participants by each
school’s coded identifier.

The researcher focused on one of the main domain areas of the Take 20 survey (school
leadership). The researcher used 10 questions from section 5.1 (Appendix B) to examine the
relationship between how teachers perceive their schools’ principals and if that school made
adequate yearly progress that academic year. The Take 20 questions use a Likert-type scale
ranging 1-5, with one (1) indicating that they strongly agree and five (5) indicating that they
strongly disagree. These responses were averaged together to produce a score representing the
variable. Participants in the study were asked to rate school leadership with the following
statements:

e There is an atmosphere of trust and mutual respect within the school.

e Opportunities are available for members of this community to contribute to the school’s
SUCCESS.

e School leadership facilitates the use of data to improve student learning.

e School leadership selects the highest quality teachers available to fill faculty positions.

e The faculty are committed to helping every student learn.

e School leadership develops supportive community relationships.
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e School leadership shields teachers from disruptions, allowing teachers to focus on
educating students.

e School leadership consistently enforces rules for student conduct.

e School leadership encourages the faculty to meet high performance standards.

e Teachers receive feedback that can help them improve teaching.

In addition to the data source, the researcher used the coded school identifier with the survey to
determine which teachers worked in schools that made AYP that year and which ones did not
make AYP.

The researcher also explored the relationship between teacher perception of the schools’
leadership and teacher willingness to remain in the current work setting--using the average score
of the Likert questions from section 5.1 (Appendix B). One question from the Overall section
(question 7.4a in Appendix C) was used in conjunction with responses from section 5.1 to
determine the teachers’ intentions to remain the field of education. The survey asks participants,
“Which BEST DESCRIBES your future intentions for your professional career?” The researcher
coded the following responses as the participants likely to remain in the school (stayer):

e Continue working at my current school as long as | am able

e Continue working at my current school until a better opportunity comes along

The researcher coded the following responses as the participant likely to leave the school
(leaver):

e Continue working in education but leave this school as soon as | can

e Continue working in education but leave this district as soon as | can

e Leave education all together
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The investigator used teacher responses from section 5.1 (Appendix B) in conjunction
with the type of school (elementary, middle, or high school) retrieved from the Alabama State
Department of Education, to investigate the differences in perceptions of teachers at each type of

school.

Data Analysis

Data analysis was performed using PASW 18.0 (formerly SPSS Statistics). The data
collected was transferred from Microsoft Excel into PASW 18.0. All data entered were then
used to generate descriptive data. A series of univariate analyses of variance were conducted to
determine how perceptions of leadership affect: student achievement in middle school; how
likely middle school teachers are to leave their schools; and how middle school teachers compare
with elementary and high school teachers in their perceptions of leadership. The investigator
determined that an alpha level of < 0.05 would be utilized to distinguish significant relationships

between dependent and independent variables (Siegal, 1956).

Summary
The purpose of this study was to investigate how perceptions of leadership of middle
school teachers in Alabama affect student achievement, how likely they are to remain in their
schools, and how they differ in leadership perception when compared to elementary and high
school teachers. The researcher used data from the Take 20 Survey administered in 2008 to
investigate the variables through analyses of variance and descriptive statistics. Chapter Four

presents the findings from the study.
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CHAPTER FOUR
RESULTS
The purpose of this study was to explore the effects of Alabama middle school leadership
with respect to student achievement and teacher attrition. Using pre-existing data (described in
Chapter Three), the researcher investigated whether a significant relationship (p < 0.05) existed
between middle school teachers’ perceptions of middle school leadership (the independent
variable) and the dependent variables: affect on student achievement, willingness to stay or leave
the current school, and how middle school teachers differ in these perceptions relative to high
school and elementary teachers.
The research questions analyzed in this chapter include:
1. With respect to student achievement, what relationship, if any, exists between
Alabama middle school teachers’ perceptions of leadership in schools that made
Adequate Yearly Progress and teachers who work in schools that failed to make
Adequate Yearly Progress?
2. Isthere a relationship between middle school teachers’ perceptions of school
leadership and their willingness to remain in the current work setting?
3. Do teachers in Alabama middle schools differ in their perceptions of leadership when

compared to elementary and high school teachers?
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Participants
The Take 20 survey was administered by the Alabama State Department of Education in
2008. The survey was sent to all educators in Alabama. Respondents included 24,572 teachers,
702 principals, 562 assistant principals, and 2,393 other educational professionals in January and
February 2008. The instrument included some demographic-level questions. The researcher
includes the following six tables describing the sample used in this study.
Table 1 provides the type of schools in which the participants teach, the frequency of the

type of schools, and the percentage each type of school represented in the study.

46



Table 1

Participant Characteristics (TYPE OF SCHOOL)

Type of School Frequency Percent
Elementary 12064 49.1
Middle 3535 14.4
Junior High 682 2.8
High 6461 26.3
Other 1769 7.2
Missing 61 0.2
Total 24572 100
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Table 2 provides the total years teaching experience in education for all participants, the
frequency of each category of years of teaching experience, and the percentage of each category

representing the number of years as a teacher.

Table 2

Participant Characteristics (TOTAL YEARS IN EDUCATION)

Years of experience Frequency Percent
First Year 6209 25.3
2-3 Years 9649 39.3
4-6 Years 867 3.5
7-10 Years 4911 20.0
11-20 Years 2877 11.7
Missing 59 0.2
Total 24572 100
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Table 3 displays information on the highest level degree earned by all participants.
Information includes the highest degree earned by all participants, the frequency of each degree
earned, and the percentage of each degree represented.

Table 3

Participant Characteristics (HIGHEST DEGREE EARNED)

Degree Frequency Percent
Bachelor’s 9347 38.0
Master’s 13639 55.5
EdS 1063 4.3
Doctoral 167 0.7
Other 238 1.0
Missing 118 0.5
Total 24572 100

The following tables provide information relative to middle school teacher demographic
responses. Table 4 provides the total years teaching experience in education for middle school
participants, the frequency of each category of years of teaching experience, and the percentage

of each category representing the number of years as a teacher.
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Table 4

Participant Characteristics (MIDDLE SCHOOL TOTAL YEARS IN EDUCATION)

Years experience Frequency Percent
First Year 894 25.3
2-3 Years 1423 40.3
4-6 Years 147 4.2
7-10 Years 688 19.5
11-20 Years 380 10.7
Missing 3 0.1
Total 3535 100
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Table 5 displays information on the highest level degree earned by middle school
participants. Information includes the highest degree earned by middle school participants, the
frequency of each degree earned, and the percentage of each degree represented.

Table 5

Participant Characteristics (MIDDLE SCHOOL HIGHEST DEGREE EARNED)

Degree Frequency Percent
Bachelor’s 1419 40.1
Master’s 1924 54.4
EdS 126 3.6
Doctoral 23 0.7
Other 23 0.7
Missing 20 0.6
Total 3535 100

Table 6 provides intentions of all middle school teachers to stay or leave their current
schools, the frequency of future teaching intentions, and the percentage of teachers who decided

to stay or leave.
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Table 6

Participant Characteristics (ALL MIDDLE SCHOOL FUTURE INTENTIONS)

Future Intention Frequency Percent
Stay 3079 87.1
Leave 437 12.4
Missing 19 0.5
Total 3535 100

Further demographic data indicate that among schools that made Adequate Yearly
Progress (AYP), the percentage of teachers who responded with a willingness to stay at that
school was 87.7%. Among schools that did not make AYP, the percentage of teachers who

responded with an intention to stay at their current schools was 84.7%.

Inferential Results

A series of univariate analyses of variance were conducted to assess the relationships
between perceptions of leadership (the dependent variable) and the following independent
variables: student achievement in middle school (based on Adequate Yearly Progress), how
likely middle school teachers are to leave their schools, and how middle school teachers compare
with elementary and high school teachers in their perceptions of leadership.
Teacher Perception of Leadership and Student Achievement

A univariate analysis of variance was conducted to address the research question that
teacher perception of middle school leadership affects student achievement (AYP). The average

rating of the 10 leadership questions in section 5.1 of the Take 20 survey (Appendix B) was used
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to represent the dependent variable. The independent variable is the AYP status for the school.
Descriptive results were also included in Table 7 for analysis.
Table 7

Descriptive Statistics (MIDDLE SCHOOL TEACHER PERCEPTION AND AYP)

Did School Make AYP? Mean SD N
Yes 2.1129 .86258 3389
No 2.4604 91924 138
Total 2.1265 86735 3527

The Levene’s test of Equality of Error Variances for this procedure yielded an F(1,3525)
=2.110, with p = 0.146. Thus, the assumption of homogeneity of variances across population
groups was not violated at a statistically significant level. Participants in schools that made AYP
had a more favorable view of the schools’ leadership (M = 2.11, SD = 0.862) when compared to
peer responses in schools that failed to make AYP (M = 2.46, SD = 0.92).

The tests of between-subject effects for this analysis indicate a statistically significant
relationship exists between teachers’ perceptions of middle school leadership and the school’s
ability to make AYP F(1, 3525) = 21.41, p < 0.001. The partial eta squared of 0.006 indicates
that the effect is small (Cohen, 1988).

Teacher Perception of Leadership and Future Intentions to Teach

A univariate analysis of variance was conducted to address the research question that
middle school teachers’ perceptions of their school’s leadership affects teachers’ plans to
continue teaching at their current schools. The average rating of the 10 leadership questions in

section 5.1 of the Take 20 survey (see Appendix B) was used as the dependent variable. The
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independent variables for this question are teachers’ plans to remain or leave the same school the
following year.

Among statewide middle school teachers, 88% (n = 3072) indicated a willingness to stay
in their current schools. Twelve percent (n = 436) indicated plans to leave their school at the end
of the school year. Teachers who decided to stay in their current schools viewed their schools’
principals more favorably (M = 2.01, SD = 0.79) than middle school teachers who plan to leave
(M =2.89, SD=0.92)

Levene’s test of Equality of Error Variances yielded an F(1, 3506) = 13.956, with p <
0.001. The assumption of homogeneity of variance between population groups was violated.
Although ANOVA procedures are robust to moderate violations of this assumption, 1 would
recommend caution in interpretation of results.

Tests of between-subject effects for this analysis indicate a statistically significant
relationship exists between teachers’ perceptions of middle school leadership and the teachers’
intentions to stay or leave their current schools with F(1, 3506) = 449.63, p < 0.001. The effect
size (0.114) is approaching large (Cohen, 1988).

Teacher Perception of Leadership Among Elementary, Middle, and High Schools

A univariate analysis of variance was conducted to address the research question that
middle school teachers’ perceptions of their school’s leadership differs when compared to
elementary and high school teachers. The average rating of the 10 leadership questions in
section 5.1 of the Take 20 survey (Appendix B) was used as the dependent variable. The
independent variable for this hypothesis is the type of school.

Table 8 displays descriptive statistics across the three school types.
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Table 8

Descriptive Statistics for Teacher Perceptions and School Type

School Type Mean SD N
Elementary 1.9097 .81973 12041
Middle 2.1265 .86735 3527
High 2.2595 .90055 6445
Total 2.0469 .86603 22013

Levene’s test of the homogeneity of variances did not yield statistical significance with
F(2, 22010) = 37.009, p < 0.001. Though the assumption of equality of variances between
groups was violated, ANOVA procedures are robust to this violation. However, results must be
interpreted with caution.

Tests of between-subject effects for this analysis indicate a statistically significant
relationship exists between teachers’ perceptions of leadership and school type with F(2, 22010)
=372.3, p <0.001. The effect size (0.033) is small (Cohen, 1988).

The omnibus test was followed with two pairwise comparisons between: (a) the middle
school mean and the elementary mean and (b) the middle school mean and the high school mean.
The Bonferroni was used to control for Type | error across the two follow-up comparisons
yielding and alpha of 0.025 (0.05/2). The ANOVA comparing the middle school and the
elementary school means yielded statistical significance with F(1, 15566) = 185.75 p < 0.001.
The comparison of the middle school mean and high school mean also yielded statistical

significance with F(1, 9970) = 51.0, p < 0.001.
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The Levene’s Test of Equality of Error Variances for middle school and elementary
means indicate that the equality of variance assumption was violated at a statistically significant
level as F = 17.818 (1, 15566) with p < 0.001. Likewise, Levene’s Test of Equality of Error
Variances for middle school and high school means indicate that the equality of variance
assumption was violated at a statistically significant level as F = 5.441 (1,9970), with p = 0.020.
ANOVA procedures are robust to violation of equal variance assumption, however, results must

be interpreted with caution.

Summary
This chapter presented demographic findings from the study to establish an overall
picture of the respondents of the Take 20 survey. Results of a series of univariate analyses of
variance were presented to answer the three research questions. Statistically significant
relationships were found in response to each research question. The next chapter includes

conclusions from the research and implications for further study.
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CHAPTER FIVE
CONCLUSIONS, LIMITATIONS, AND FUTURE RESEARCH

As a current middle school principal, I realize how important teacher perception of the
school’s principal can be in terms of affecting student learning and the work climate. A review
of research literature also indicates that school leadership greatly impacts teachers’ career
choices and, ultimately, student learning. This study was designed to explore the influence of
leadership in Alabama middle schools and its effects on teacher job satisfaction using the Take
20 instrument. The specific research questions were:

e With respect to student achievement, what relationship, if any, exists between
Alabama middle school teachers’ perception of leadership in schools that made
Adequate Yearly Progress and teachers who work in schools that failed to make
Adequate Yearly Progress?

e What relationship, if any, exists between how middle school teachers view leadership
and teacher job satisfaction and their willingness to remain in the current work
setting?

e Do teachers in Alabama middle schools teachers differ in their perceptions of

leadership when compared to elementary and high school teachers?
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This chapter presents the findings of each research question. Conclusions of each
research question, implications, limitations, and recommendations for future research and study

are provided.

Teacher Perception of Leadership and Student Achievement

The first research question examined the relationship between teacher perception of the
schools’ leadership and student achievement. Univariate analysis of variance indicate that
participants in schools that had higher student achievement by making goals for AYP (Adequate
Yearly Progress) had a more favorable view of the schools’ leadership (M = 2.11, SD = 0.862)
when compared to peer responses in schools that did not make AYP (M = 2.46, SD = 0.92).
Further analysis indicate Levene’s test of Equality of Error Variances for this procedure yielded
an F(1,3525) = 2.110, with p = 0.146. This finding provides that the assumption of homogeneity
of variances across population groups was not violated at a significant level. Continued analysis
tests of between-subject effects for this analysis suggests a statistically significant relationship
exists between teachers’ perceptions of middle school leadership and the school’s ability to make
AYP F(1, 3525) = 21.41, p < 0.001, with a small effect size (0.006).

From these findings, the researcher concludes that a principal’s leadership perception by
teachers affects student academic achievement. This is consistent with other research that
suggests principals act as important catalysts for student achievement (Waters, Marzano, &

McNulty, 2003; Leithwood, Louis, Anderson, & Wahlstrom, 2004; Hirsch, 2004).
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Teacher Perception of Leadership and Future Intentions to Teach

The second research question examined the perception of schools’ leadership and
teachers’ willingness to remain in the current school. Univariate analysis of variance was
conducted to address the research question. Eighty-eight percent (n = 3072) of middle school
teachers indicated a willingness to stay in their current schools. Twelve percent (n = 436)
indicated plans to leave their school at the end of the school year. Teachers who decided to stay
in their current schools viewed their schools’ principals more favorably (M = 2.01, SD = 0.79)
than middle school teachers who plan to leave (M = 2.89, SD = 0.92). Analysis indicated
homogeneity between population groups, however, was violated with F(1, 3506) = 13.956, with
p < 0.001. This asserts that we cannot assume homogeneity between the two population groups.
This could be a limitation to the study.

Tests of between-subject effects for this analysis indicate a statistically significant
relationship exists between teachers’ perceptions of middle school leadership and the teachers’
intentions to stay or leave their current schools with F(1, 3506) = 449.63, p < 0.001. The effect
size (0.114) is large. These findings indicate that teacher perception of a school principal
impacts a teacher’s decision to stay or leave the current school setting and highlights the
importance of effective principals limiting unneeded faculty transition. This is consistent with
other research that stresses the importance of leadership affecting teacher mobility (Capitol

Research Survey Center, 2008; Valentine, et al., 2004).

Teacher Perception of Leadership Among Elementary, Middle, and High Schools
The third research question asked if teachers in Alabama middle schools differ in their

perceptions of leadership when compared to elementary and high school teachers. The
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researcher employed a univariate analysis of variance to examine differences in the three
population groups. Descriptive statistics revealed elementary teachers view their principals more
favorably (M = 1.9, SD = 0.82) when compared to middle school teachers (M = 2.1, SD = 0.87)
and high school teachers (M = 2.3, SD = 0.90).

Levene’s test of the homogeneity of variances did not yield statistical significance with
F(2, 22010) = 37.009, p < 0.001. Though the assumption of equality of variances between
groups was violated, ANOVA procedures are robust to this violation. Results must be
interpreted with caution.

Tests of between-subject effects for this analysis indicate a statistically significant
relationship exists between teachers’ perceptions of leadership and school type with F(2, 22010)
=372.3, p <0.001. The effect size (0.033) is small.

Pairwise comparisons were employed to compare the middle school mean with the
elementary mean and the high school mean. The ANOVA comparing the middle school and the
elementary school means yielded statistical significance with F(1, 15566) = 185.75 p < 0.001.
The comparison of the middle school mean and high school mean also yielded statistical
significance with F(1, 9970) =51.0, p < 0.001.

The Levene’s Test of Equality of Error Variances for middle school and elementary
school means indicate that the equality of variance assumption was violated at a statistically
significant level as F = 17.818 (1, 15566) with p <0.001. Levene’s Test of Equality of Error
Variances for middle school and high school means indicate that the equality of variance
assumption was violated at a statistically significant level as F = 5.441 (1,9970), with p = 0.020.
ANOVA procedures are robust to violation of equal variance assumption. Results must be

interpreted with caution.
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The researcher found that the type of school in which a teacher works impacts how a
teacher views the school’s leadership, but caution must be exercised with this interpretation. The

analyses suggest variances across these population groups cannot be assumed as equal.

Implications

Hirsch (2004) states that teacher working conditions are synonymous with student
learning conditions. His research illustrates that teacher working conditions are predictors of
student achievement, influence teacher retention rates, and reflect actual school conditions. He
notes leadership as integral in establishing the nature of these teacher working conditions.
Cotton (2003) reinforces this by noting that effective school leadership is related to increased
student achievement, attitudes, and social behavior.

With leadership established as a driving force of influence, one implication of these
findings suggests an examination of current Alabama policy relative to how neophyte
administrators are trained, particularly at the middle level. New candidates who desire middle
level leadership should experience professional development related to items that teachers view
as positive leadership abilities. The dependent variable for this survey combined 10 critical
factors in assessing leadership effectiveness:

e There is an atmosphere of trust and mutual respect within the school.

e Opportunities are available for members of this community to contribute to the school’s
success.

e School leadership facilitates the use of data to improve student learning.

e School leadership selects the highest quality teachers available to fill faculty positions.

e The faculty are committed to helping every student learn.
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e School leadership develops supportive community relationships.

e School leadership shields teachers from disruptions, allowing teachers to focus on
educating students.

e School leadership consistently enforces rules for student conduct.

e School leadership encourages the faculty to meet high performance standards.

e Teachers receive feedback that can help them improve teaching.

Findings from this research suggest these factors of teacher working conditions are important to
teachers. Therefore, it is critical that professional development opportunities for principals target
areas that meet the needs that address teacher perception, particularly items involving improving
school climate and instructional leadership.
School Climate

With respect to the critical factors presented, several items involve school climate and morale
(atmosphere of trust and mutual respect, opportunities for school members to contribute,
supportive community relationships, and student conduct rules are reinforced). Research
provides insight as to how effective school leadership can shape the school’s climate (Thacker,
Bell, & Schargel, 2009; Hirsch, 2004; Mendro, 1998; Cotton, 2003). Given the nature of
importance, | would recommend continued, sustained professional development with practicing
principals to grow positive school cultures. Hirsch (2007) indicates that teacher working
conditions are student learning conditions. Given this premise, it is important to cultivate
positive, meaningful relationships between the school’s principal and the staff so conditions for
student learning are optimized.

Data suggest that Alabama schools have a disproportionate number of neophyte teachers

with experience levels of 25.3% for first-year teachers and 39.3% for teachers with two to three
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years of experience (see Table 2). Middle school teachers fare no better with neophytes of one to
three years experience in the classroom making up a total of 65.6% of the population in this
survey (see Table 4). Given these data in context of school climate, it would be difficult to build
a positive school culture with a lot of teacher turnover and attrition. To address this issue, a
systemic approach should be taken at the State Department of Education level, the school system
level, and the college and university level. Emphasis should be placed at each of these levels to
aid principals in areas of how to coach new teachers. Incorporating this into Alabama’s
mentoring program for new principals is my recommendation.

One of the ten critical factors in this study’s dependent variable for leadership
effectiveness includes opportunities for teachers to contribute to the school’s success. Given this
indicator, sustained professional development with a focus on transformational leadership would
be a strong recommendation, particularly for neophyte or aspiring principals. This focus should
include ways to foster collaboration and encourage supportive learning environments. Burns
(1978) notes that the transformational leadership style can change the aspirations and goals of an
organization’s employees. Cotton (2003) indicates that principals who empower teachers to
make autonomous decisions are more effective than those who do not. Marks and Printy (2003)
suggest that transformational leadership is necessary for a principal’s effectiveness in a school.
The professional development emphasis early in one’s career in this area is crucial. I feel it is
important to develop new principals early in this area so that they may start positively impacting
teachers to share vision and set individual professional goals.

Hiring and retaining an effective staff as well as developing a climate for student learning
important to a school’s current faculty (Stronge, et al., 2008). One dependent variable indicator

in this study that teachers cite as important is the ability of the school’s principal to hire the
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highest quality teachers. In order to do this, principals must know not only what effective
teaching looks like, but also what effective student learning looks like. Continued professional
development with practicing administrators is needed to examine the best teaching strategies.
Furthermore, in order to attract and retain the best candidates, school systems should be given
latitude to offer incentives and bonuses (financial and otherwise) to attract the best teachers.
Instructional Leadership

The independent variable for this research also included several items relative to
instructional leadership (The school’s leadership uses data to improve student learning; School
leadership selects the highest quality teachers available; The faculty are committed to helping
every student learn; and school leadership encourages the faculty to meet high performance
standards). While no single definition of instructional leadership exists (Flath, 1989; Lashway,
2003), Leithwood, Jantzi, and Steinbach (1999) define instructional leadership as “the behaviors
of teachers as they engage in activities directly affecting the growth of students™ (p. 8).

I recommend professional development training for middle school administrators that
would bolster the use and understanding of data to inform decision making. Specifically, |
recommend this to be a component of all collegiate administrator preparation programs in
Alabama. The impact of effectively using data of all types (standardized test scores, discipline
data, attendance patterns, etc.) to improve schools is clear. Hoerr (2008, December/2009,
January) notes that school leaders should use data to inform decision making. Student
achievement is greater when principals work together with teachers to share the data (Zmuda,
Kuklis, & Kline, 2004).

Furthermore, | recommend effective principals must also promote and share the vision of

enabling all students to learn at the highest levels. In order to do this school leaders must be
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familiar with effective teaching strategies specific to the grade range in which they teach. When
new principals assume new positions, the new position is often in an area in which they have had
no or little experience. The new principal must be able to discern how effective teaching is
reflected at each grade level. Specific strategies of teaching a middle-school student will be
different than the elementary or high school student. DuFour (2002) cites that stakeholders
benefit when the principals assume the role of the lead learner in the organization. Cotton (2003)
notes that strong instructional leaders are familiar with the curriculum and instructional practices
in the schools they serve. Therefore, | recommend that new and current principals practice the
effective teaching strategies employed by the teachers in their school. In order to fairly evaluate
the practices going on within the school, it would be helpful to know how the strategies are
performed. | would recommend to local school boards in Alabama that all personnel who
evaluate curriculum and instruction practice teaching strategies at least monthly to stay abreast of
current practices and to increase meaningful dialogue between staff about effective the strategies
are.
Mentoring

Research shows that teacher attrition is a national issue (National Center for Educational
Statistics, 2005; Levin, 2008). Middle grades teachers are particularly vulnerable to leaving the
field (Thornton, 2004). Findings from this research suggest that efforts should be made to retain
effective principals, particularly at the middle school level. The Alabama State Department of
Education (2010) launched a mentoring program for new principals with the following goals:

e Ensure there is support for new principals.
e Increase the number of successful beginnings while reducing the number of rookie

mistakes.
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e Provide modeling, guidance, coaching, and encouragement in a one-on-one relationship,
in order to inspire new principals and build skills and confidence.

e Ensure that new principals have a clear set of priorities, focused on instructional
leadership.

e Produce highly-qualified instructional leaders equipped with the knowledge, abilities, and
behaviors needed for effective instructional leadership, resulting in greater student
achievement. (p. 4)

Furthermore, the program recommends that mentors be in the same type of school

(elementary, middle school, or high school). While this flexibility would allow matching of

similar schools, the program does not address how the needs of middle school principals

would be served in the mentoring relationship. | feel it imperative that new middle school
principals receive guided practice on dealing with issues unique to middle schooling such as
teaming issues, middle level advisory programs, and teacher empowerment items such as
flexible scheduling. Jackson and Davis (2000) cite the importance of middle schools in the
process of adolescent development and life-skill preparation. George (2009) and Dickinson
and Erb (1997) describe the significance of teacher teamwork as part of the middle school
experience. The better principals can be prepared in working with middle grades students,
middle grades teachers, and middle school tenets, the more successful the new principal will

be over time.

Limitations
Middle school leadership is the focus of this research. In Alabama there are many

configurations of schooling in grades five through eight. For this research project, the researcher
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omitted any school labeled junior high, alternative school programs, trade or technology schools,
as well as any K-12 schools that would contain these grade configurations. The researcher only
included schools with the term middle school. The selection of these specific cases is a
limitation to the study as some of these other schools could employ trademark middle school
practices such as flexible scheduling and teaming. This also presents another limitation since all
middle schools (by name) may not employ middle school practices.

The measure of student achievement for this research may also be a limitation of study.
The researcher used the school’s Adequate Yearly Progress (AYP) status for 2008 as the
designation of whether or not a school achieved academically. This is not a robust measure of
overall student learning in a school as it measures only minimum standards via standardized
testing in only a short window of time.

Another limitation of this study could be the relatively few negative responses yielded by
the Take 20 survey. Related to this could be the conditions in which the instrument was
administered which could have affected the responses or rate of return.

The Take 20 survey has been administered only once (during the 2008 school year) which
could be a further limitation of the study. State Coordinator of the Commission of Quality
Teaching, Tony Thacker (personal communication, November 18, 2010) indicates that no current
plans are in place to employ this survey again. Instead, Alabama will use Pride surveys to

measure school culture issues.

Areas for Future Research
In 2008, Alabama administered for the first time the Take 20 survey to gauge teacher

working conditions. It would be helpful in using the same survey to gauge how these teacher
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working conditions have changed and will change over the coming years. | would recommend a
similar study with longitudinal data from multiple administrations of Take 20 to see how
perception of leadership changes over time. Of particular interest would be how these variables
change as AYP benchmarks increase for schools.

Many forerunners of the Take 20 survey exist as they have been administered in several
states. | would recommend the survey be administered in other states, particularly in
neighboring states to Alabama to see how teacher perception of middle school leadership differs
across the region. A project like this could make the study more generalizeable with respect to
the region of the southeastern United States.

While the Take 20 survey provided valuable information, one limitation is the lack of
basic demographic information in the instrument. The current instrument only asks participants
for information regarding the route they became a teacher, the highest degree earned, and
National Board Certification status. | would recommend that the study include greater depth
with particular respect to demographic information such as gender and race. The inclusion of
these items would provide a better picture of the participant pool. Investigations could then be
performed that measured how these factors potentially affect perceptions of school leadership.

The results of this study are beneficial in understanding how teacher perception of school
leadership affects teacher retention. It is difficult to ascertain if the sole reason for leaving is a
result of the school’s leadership. This study does not investigate how other factors may also
influence a teacher’s decision to leave the school. These factors could include other factors such
as time needed to teach effectively, adequate professional development, how well the teacher

feels empowered to do her or his job, and the conditions of school’s facilities and resources.

68



Summary

As educators and policymakers continue to find ways for improvement in American
education in an increasingly stringent system of accountability, the attention to developing
effective principals in middle schools becomes paramount. This study found that positive
teacher perception of Alabama middle school leadership positively impacts student learning as
well as increased ability to retain teachers in schools. Generally middle school teachers view
their leadership less favorably than elementary school teachers, but more favorable than their
high school peers. Although additional research is needed in this area, implications suggest
added professional development in creating and sustaining a positive school culture, increased
focus on instructional leadership, and prescribed mentoring of middle school-specific tenets to

neophyte middle school administrators.
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State of Alabama

GOVERNOR’'S COMMISSION ON QUALITY TEACHING

Governor Bob Riley Dr. Joseph B. Morton

Institutional Review Board

Office of Human Subjects Research
307 Samford Hall

Auburn University. AL 36849

Dear IRB Members,

After reviewing the proposed study. An Examination of Teacher Working Conditions in
Alabama Middle Schools. presented by Mr. Farrell Seymore. a graduate student at Auburn
University. I have agreed to grant permission for the study to be conducted.

The purpose of the study is to examine educator perceptions about their work environment. The
primary activity will be the analysis of the Take 20 Alabama Teaching and Learning Conditions
Survey data collected January thru February 2008. The data to be provided to Mr. Seymore is
both pre-existing and the survey responses are anonymous.

I understand that analysis of this data will occur during June or July of 2008. I expect that this
project will end no later than June 30. 2009.

Any data collected by Mr. Seymore will be kept confidential and will be stored in a locked filing
cabinet at his residence.

If the IRB has any concerns about the permission being granted by this letter. please contact me
at the phone number listed below.

Sincerely.

J7 T A

Dr. Tony Thacker

Project Administrator

Governor's Commission on Quality Teaching
334/353-8924

GORDON PERSONS BUILDING« P.0. BOX 302101« MONTGOMERY, ALABAMA 36130« TELEPHONE (334) 353-8924
«FAX (334) 353-9204« WEBSITE: WWW.TL.STATE AL.US/QT
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Take &7

AI.ABAMA TEACHING AND LEARNING SURVEY |

Thank you in advance for your time and willingness to share your
views on Teaching and Learning in your school. Research has
demonstrated that teaching conditions are critical to improved student
achievement and teacher retention. Alabama policymakers and education
stakeholders have expressed great interest in using your collective
responses on this survey to help improve teaching and learning conditions
in schools and districts across the state.

Access Code

You have been given an anonymous access code to ensure that we can
identify the school in which you work and to ensure that the survey is
taken only once by each respondent. The code can only be used to
identify the school, not the individual. The effectiveness of the survey is
dependent on your honest completion.

Introduction

Q1.1 Please indicate your position:
("~ Teacher (including intervention specialist, vocational, literacy specialist, etc.)

("~ Principal
(— Assistant Principal

A W N =

(— Other Education Professional (school counselor, psychologist, social worker, library media
specialist, etc.)

Please note: Some items in this code book may not be available in your data
request. For example, demographic data may be withheld to protect the
anonymity of survey respondents.

Snap Codebook - Final
Pg.1
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Please know that your anonymity is guaranteed. No one in your
school, the district or state will be able to view individual surveys, and
reports on the results will not include data that could identify individuals.
You are being asked demographic information ONLY to learn whether
teachers from different backgrounds and different characteristics look at
teaching conditions differently. You have been assigned an anonymous
access code to ensure that we can identify the school in which you work
and to ensure the survey is taken only once by each respondent. The
code can only be used to identify a school, and NOT an individual. The
effectiveness of the survey is dependent upon your honest completion.
Additionally, the survey cannot be saved, and once you submit your
survey you will not be able to use your code again to access your
responses. Do not begin the survey unless you have about 20 minutes of
uninterrupted time.

Please know that your anonymity is guaranteed.

During the survey, you will be asked some questions for principals only. In
order to protect your anonymity, these items will be reported at the state
level only. No one in your school or district will be able to identify individual
results or have access to the database. Additionally, the survey cannot be
saved, and once you submit your survey you will not be able to use your
code again to access your responses. Do not begin the survey unless you
have about 20 minutes of uninterrupted time.

Introduction

Q1.2 How many total years have you been employed as an educator?
(~ First Year

( 2-3Years
(" 4-6Years
(— 7-10 Years
( 11-20 Years

Lo B B S B S

(— 20+ Years

Snap Codebook - Final
Pg.2
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Q1.2a How many total years have you been employed as a principal?

(— First Year 1

(— 2-3Years 2

(— 4-6Years 3

( 7-10 Years 4

(" 11-20Years 5

(— 20+ Years 6
Q1.3 How many total years have you been employed in the school in which you are currently working?

(— First Year 1

(— 2-3Years 2

(— 4-6Years 3

(— 7-10 Years 4

(" 11-20 Years 5

(— 20+ Years 6
Q1.3a How many total years have you been a principal in the school in which you are currently working?

(— First Year 1

(" 2-3Years 2

( 4-6Years 3

(— 7-10 Years 4

(" 11-20Years 5

(— 20+ Years 6
Q1.4 How many total years have you been a principal in the district in which you are currently working?

(— First Year 1

(— 2-3Years 2

(— 4-6Years 3

(— 7-10 Years 4

( 11-20 Years 5

(— 20+ Years 6
Q1.5 Have you served as an assigned mentor in Alabama during the current school year?

(" Yes

(— No 2

Snap Codebook - Final
Pg.3
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Q2.1a Please rate how strongly you agree or disagree with the following statements about the use of time in

your school.
Neither
Somew agree Somew  Strongl
Strongl hat nor dis hat dis y disagr
y agree agree agree agree ee

a. Teachers* have adequate instructional time during the regular school (1 c 2 C 3 C 4 C 5
work day to meet the educational needs of all students.

Q2.1b b. Teachers have adequate time during the regular school work day to ® T 2 3 4 C 5
work with their colleagues on issues related to teaching and learning.

Q2.1c ¢. Educators in my school view time as a flexible resource for learning 1 - 2 C 3 C 4 C 5
and modify schedules, when appropriate, to optimize learning for
students and adults in the school.

Q2.1d d_ Efforts are made to minimize the amount of routine administrative 1 C 2 C 3 ¢ 4 C 5
paperwork™ required of teachers.

Q2.1e e. The non-instructional time*** provided for teachersinmyschoolis ( 1 ( 2 ( 3 ( 4 ( 5
sufficient.

*Teachers means a majority of teachers in your school.

*"Paperwork means both electronic and paper forms and documentation that must be completed to comply with school, district, state and federal
policies.

***Non-instructional fime includes collabaration with colleagues, individual planning, mesetings/conferences with students and parenis, eic.

Q2 2a Please rate how strongly you agree or disagree with the following statements about the use of time in
your district.
Neither
Somew agree Somew Strongl
Strongl hat nor dis hatdis vy disagr
y agree agree agree agree ee
a. Central office has streamlined procedures to minimize principals'tme ( 1 ( 2 ¢ 3 4 5
on non-instructional tasks.
Q2.2b b. Principals* are provided time to collaborate with other principalsand ( 1 ( 2 ¢ 3 ( 4 ( 5
district leaders.
Q2.2c c. Principals are provided time for networking and collaboration outsideof (— 1 ( 2 ¢ 3 ¢ 4 ( 5
the district.
Q2.2d d. Principals have sufficient time to focus on instructional leadership 1 C 2 C 3 C 4 C 5
issues (i.e., data analysis, professional development, etc.)
*Principals means a majority of principals in your school district.
Q2.3 In an average week of teaching, how much non-instructional time is provided to you during the
regular school work day?
(— None 1
(" Less than or equal to 3 hours 2
(— More than 3 hours but less than or equal to 5 hours 3
(" More than 5 hours but less than or equal to 10 hours 4
(— More than 10 hours 5
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Q2.4 In an average week of teaching, how many hours do you spend on school-related activities outside
the regular school work day (before or after school, and/or on the weekend)?

{— None 1
(" Less than or equal to 3 hours 2
(" More than 3 hours but less than or equal to 5 hours 3
(— More than 5 hours but less than or equal to 10 hours 4
("~ More than 10 hours 5
Q2.4a Of these hours, how many are typically spent on activities related to teaching and learning such as
preparation, grading, parent conferences, planning with colleagues, professional learning?
(" None 1
("~ Less than or equal to 3 hours 2
(" More than 3 hours but less than or equal to 5 hours 3
(— More than 5 hours but less than or equal to 10 hours 4
("~ More than 10 hours 5
Q2.4b Of these hours, how many are typically spent on other (non-compensated) school activities involving
student interaction (such as coaching, field trips, tutoring, transporting students, club sponsorship,
etc.)?
(— None 1
(— Less than or equal to 3 hours 2
("~ More than 3 hours but less than or equal to 5 hours 3
(" More than 5 hours but less than or equal to 10 hours 4
(™ More than 10 hours 5
Q2.5 In an average week of teaching, how much non-instructional time is provided for TEACHERS during
the regular school day?
(" None 1
(" Less than or equal to 3 hours 2
(" More than 3 hours but less than or equal to 5 hours 3
(— More than 5 hours but less than or equal to 10 hours 4
("~ More than 10 hours 5
Q2.6 In an average week of teaching, how many hours do TEACHERS spend on school-related activities
outside the regular school work day (before or after school, and/or on the weekend)?
(" None 1
("~ Less than or equal to 3 hours 2
("~ More than 3 hours but less than or equal to 5 hours 3
(— More than 5 hours but less than or equal to 10 hours 4
(" More than 10 hours 5
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Q2.7 In an average week, how many hours do YOU spend on school-related activities outside the regular
school work day (before or after school, and/or on the weekend)?

("~ None 1
(— Less than or equal to 3 hours 2
(" More than 3 hours but less than or equal to 5 hours 3
(— More than 5 hours but less than or equal to 10 hours 4
(— More than 10 hours 5
Q2.8a In an average week, how much time do YOU devote to the following activities (not including time
spent outside of the normal school day)?
More than More than
3 hours but 5 hours but
Less than less than or less than or
or equal fo equal to 5 equal to 10 More than
None 3 hours hours hours 10 hours
a. Instructional planning with teachers . o2 3 4 -
Q2.8b b. Observing and coaching teachers . 1 C 2 C 3 C 4 C
Q2.8c c. Covering classes for certified or non-certified C 1 o 2 o 3 C 4 o
absences on-site
Q2.8d d. Meetings with or sponsored by central office C 1 C 2 C 3 C 4 C
Q2.8e e. Personnel issues™ C 1 C 2 C 3 C 4 C
Q2.8f f. Administrative duties™ c 1 C 2 -3 c 4 C
Q2.8g g. Meetings with parents and the community C 1 C 2 C 3 C 4 C
Q2.8h h. Student discipline issues . 1 o 2 C 3 . 4 C
Q2.8i i. Working directly with students (i.e., teaching, - 1 C 2 - 3 C 4 -

tutoring, etc.)

*Personnel issues includes time hiring, supervising and remediating all staff on issues not directly related to instructional planning and improvement.
**Administrative duties include tasks related directly to the operations of your school including, but not limited to: transportation, paperwork or other
documentation of comphance with district, state or federal requirements, eic.

Q2.9 In a typical year, how many days beyond your current contract do you devote to school and
professional responsibilities?
("~ None

(— 1-2Days
(~ 3-5Days
(— 6-9Days
(— More than 10 Days

g B~ W N
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Q2.10a

Q2.10b
Q2.10c

Q2.10d

Q2.10e
Q2.10f
Q2.10g
Q2.10h
Q2.10i
Q2.10j
Q2.10k
Q2101
Q2.10m
Q2.10n

Please rate how strongly you agree or disagree that the following factors significantly contribute to

your overall workload.

a. Data management (attendance, report
cards, etc.)

b. Student assessment requirements

€. Curriculum aligned with the Alabama
state standards

d. Diverse student leaming needs in the
classroom

e. Student behavior

f. Administrative tumover

g. Teacher tumover

h. Student mentor/advisory program

i. Budgetary constraints

j- Class size increases

K. Required professional development
|. Required committee work

m. Compliance with No Child Left Behind
n. Getting students to expected levels of
performance

Strongly Somewhat
agree agree
- 1 C
. 1 .
- 1 .
. 1 e
- 1 D
- 1 .
- 1 .
- 1 -
- 1 .
. 1 .
- 1 .
~ 1 -
. 1 .
- 1 .

o]

o]

MR MR R NN N NN

Neither

agree nor Somewhat Strongly

disagree disagree disagree
o 3 . 4 - 5
. . 4 .
. - 4 - 5
. 3 . 4 . 4]
- 3 - 4 - 5
(" 3 . 4 - 5
o 3 - 4 - 5
(" 3 - 4 - 5
o 3 - 4 - 5
o 3 . 4 . 5
o 3 - 4 - 5
(" 3 - 4 - 4]
- 3 . 4 . 5
( 3 - 4 - 5

Facilities and Resources

Q3.1a

Q3.1b
Q3.1c
Q3.1d

Q3.1e
Q3.1f
Q3.1g

Q3.1h

Q3.1i

Please rate how strongly you agree or disagree with the following statements about your school

facilities and resources.

a. Teachers have sufficient access to appropriate instructional

materials™ and resources.

b. Teachers have sufficient access to technology that supports
instruction, including computers, printers, sofiware and intemet access.

c. Teachers have sufficient training and support to fully utilize the

available instructional technology.

d. The physical environment of classrooms in this school supporis

teaching and learning.

e. Teachers and staff work in a school environment that is safe.

f. This school and its grounds are clean and well-maintained.
g. Teachers have sufficient access to a broad range of non-classroom-

based professional personnel.™

h. Teacher communication with parents, students and colleagues Is

supported by reliable communication technology, including phones, faxes

and email.

i. Teachers have sufficient access to office equipment and supplies such

as copy machines, paper, markers, etc.
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*Instructional materials include items such as textbooks, curricuium materials, content references, efc.
**Non-clasroom-based professional personnel includes positions such as school counselors, nurses, school psychologisis, social workers, library media
specialists, efc.

Q3.2a Please rate how strongly you agree or disagree with the following statements about your school
facilities and resources.
Neither
Somew agree Somew Strongl
Strongl hat nor dis hat dis v disagr
y agree agree agree agree ee
a. My school has a sufficient number of licensed staff to meet the 1 C 2 C 3 C 4 (C b5
educational needs of our students.
Q3.2b b. My school has a sufficient number of non-licensed staff to operate 1 C 2 C 3 C 4 (C 5
efficiently and effectively.
Q3.2¢c c. My school is provided sufficient data and information to make informed (— 1 ( 2 ( 3 ( 4 (5
decisions.
Q3.2d d. My school recelves instructional resources commensurate withother ( 1 ( 2 ( 3 (4 ( 5§

schools in the disfrict.

Decision Making

Q4.1a Please rate how strongly you agree or disagree with the following statements about decision making
in your school.
Neither
Somew agree Somew Strongl
Strongl hat nor dis hat dis v disagr
y agree agree agree agree ee
a. Teachers are centrally involved in important educational decision 1 2 C 3 ( 4 ( b5
making.
Q4.1b b. Teachers are engaged in decisions about continuous school 1 C ( o 5
improvement.
Q4.1¢c c. Teachers are frusted to make sound professional decisions about . 1 ('“ " . ]
instruction.
Q4.1d d. In this school we take steps to solve problems. C 1 {ﬁ C . .
Q4.1e e. The broader community recognizes and respects teachers as 1 C (" & 5
professionals.
Q4.1f f. Opportunities for advancement within the teaching profession (other C 1 C . . ~ 5
than administration) are available to me.
Q4.1g g. Teachers are encouraged to participate in professional leadership ( 1 C (" o C 5

activities.”

*Professional leadership activities include serving on external district and state committees, efc.

Snap Codebook - Final
Pg.8

91



Q4.2a Please rate how strongly you agree or disagree with the following statements about decision making
in your district.

Neither
Somew agree Somew Strongl
Strongl hat nor dis hat dis v disagr
y agree agree agree agree ee
a. Principals are actively involved in district decision making about 1 2 ( 3 4
educational issues.
Q4.2b b. Principals are trusted to make sound professional decisions about . 1 C 2 C 3 4
instruction in this district.
Q4.2c c. In this district we take steps {o solve problems. 1 2 3 4 C
Q4.2d d. The district has an effective process for making group decisions and . 1 C 2 C 3 4
solving problems.
Q4.2e e. The district involves principals in decisions that directly impact the o1 2 C 3 4
operations of my school.
Q4.3a Please indicate how large a role teachers have at your school in each of the following areas.
The
primary Moderate No role at
role Large role role Small role all
a. Continuous improvement planning « 1 . 2 « 3 . 4 ¢ 5
Q4.3b b. Selecting instructional materials and - 1 . 2 . 3 o 4 C 5
resources
Q4.3c c. ldentifying and/or developing best practice . 1 - 2 . 3 4 C 5
teaching strategies
Q4.3d d. Setting school-wide grading and student - 1 . 2 . 3 . 4 (" 5
assessment practices
Q4.3e e. Determining the focus of professional & 1 o 2 ' 3 - 4 . 5
development
Q4.3f f. Hiring new faculty and staff (" 1 (" 2 { 3l (" 4 " 5
Q4.3g g. Creating school schedules C 1 . 2 C 3 . 4 O 5
Q4.3h h. Making decisions about teaching o 1 ' 2 {" 3 ' 4 (" 5
assignements
Q4.3i i. Establishing and implementing school-wide . 1 . 2 e 3 o 4 C 5
discipline policies and procedures
Q4.3 j- Aligning school resources with the continuous ‘. 1 e 2 ‘o 3 . 4 C 5
improvement plan
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Q4.4a

Q4.4b
Q4.4c

Q4.4d
Q4.4e

Q4.4f
Q4.4g
Q4.4h
Q4.4i

Q4.4j
Q4.4k
Q4.41
Q4.4m
Q4.4n

Please indicate how large a role principals and other school leaders have in each of the following
areas in your school.

The
primary Moderate No role at

role Large role role Small role all
a. Selecting instructional materials and & 1 - 2 . 3 o 4 o 5
resources
b. Devising teaching techniques C 1 2 — 3 4 5
. Setting grading and student assessment ' 1 ' 2 o 3 (" 4 o
practices
d. Determining the content of in-service o 1 . 2 . 3 o 4 . 5
professional development programs
e. Implementing mentoring programs for new . 1 - 2 . 3 (" 4 . 5
teachers
f. Hiring new teachers C 1 2 — 3 4 ]
g. Evaluating teachers e 1 - 2 . 3 o 4 . 5
h. Removing teachers/teacher transfer c 1 2 -3 4 - 5
i. Establishing and implementing policies for . 1 ~ 2 - 3 4 5
student discipline
. Establishing the school schedule 1 2 3 4 5
k. Establishing DISTRICT budget priorities C 1 2 - 3 4 - 5
I. Establishing SCHOOL budget priorities C 1 2 r 3 4 - 5
m. Scheol improvement planning c 1 2 - 3 4 - 5

e 1 - 2 - 3 . 4 . 5

n. Establishing the school mission and vision

School Leadership

Q5.1a

Q5.1b
Q5.1¢c
Qs5.1d

Q5.1e
Q5.1f
Q51g

Q5.1h
Qs.1i

Q5.1

Please rate how strongly you agree or disagree with the following statements about leadership in
your school.

Neither
Somew agree Somew Strongl

Strongl hat nor dis hat dis y disagr

y agree agree agree agree ee
a. There is an atmosphere of frust and mutual respect within theschoo. (1 2 (3 ( 4 (" 5
b. Opportunities are available for members of this community to 1 ¢ 2 3 ( 4 ( b
contribute to this school's success
c. School leadership facilitates the use of data to improve student | 2 C 3 4 ( &
learning.

d. School leadership selects the highest quality teachers avallable to fill 1 2 3 ¢ 4 ( 5
faculty positions.

e. The faculty are committed to helping every student leam. c1r 2 3 ¢ 4 C

f. School leadership develops supportive community relationships. c1 2 3 C 4 C5

g. School leadership shields teachers from disruptions, allowing teachers (— 1 — 2 C 3 C 4 C
to focus on educating students.

h. School leadership consistently enforces rules for student conduct. c1 2 3 C 4 C 5

i. School leadership encourages the faculty to meet high performance c 1 C 2 C 3 4
standards

j. Teachers receive feedback that can help them improve teaching. (1 ¢ 2 ¢ 3 ( 4 ( 5
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Q5.2a

Q5.2b
Q5.2¢

Q5.2d
ab.2e
Q5.2f
Q5.2g
Q5.3a

Q5.3b
Q53¢
Q5.3d
Q5.3e
Q5.3f

Q5.4

Q5.5

Please rate how strongly you agree or disagree with statements about leadership in your district.

Strongl
Y agree

a. Central office supports school improvement decisions when
challenged by parents and the community.

b. The district clearly defines expectations for schools.

c. The district provides constructive feedback to principals toward
improving performance.

d. There is an atmosphere of trust and mutual respect within this district.
e. Ceniral office provides principals support when they need it.

1. The district has a clearly defined mission and vision for all schools.

g. The district encourages cooperation among schools.

(

C

The school leadership makes a sustained effort to address teacher concerns about:

Strongly Somewhat
agree agree
a. Leadership issues. C 1 .
b. Facilities and resources. C 1 .
c. The use of time in my school. o1 .
d. Professional development. C 1 .
e. Empowering teachers. . 1 -
. 1 .

. New teacher support.

Overall, the school leadership in my school is effective.
(— Strongly agree

(— Somewhat agree

(" Neither agree nor disagree
(~ Somewhat disagree

(— Strongly disagree

MNONRN N NN

5

5

[0 B B 4

(5 T R & s I N & B 4

Neither
Somew agree Somew Strongl
hat nor dis hat dis y disagr
agree agree agree ee
1 ¢ 2 ¢ 3 C 4
1 C 2 ¢ 3 € 4
1 ¢ 2 3 C 4 C
1 C 2 ¢ 3 C 4
1 ¢ 2 ¢ 3 4
1 C 2 ¢ 3 C 4
1 ¢ 2 ¢ 3 C 4
Neither
agree nor Somewhat Strongly
disagree disagree disagree
3 - 4 o
3 - 4 a
3 - 4 o
3 - 4 .
3 - 4 .
3 - 4 o
1
2
3
4
5

Which position best describes the person who most often provides instructional leadership at your

school? (Select one.)

(~ a. Principal

(" b. Assistant or vice principal

(— c. Department chair or grade level chair

( d. Coach{es) and/or school-based curriculum specialist(s)

(" f. School's professional-based community (i.e, faculty-at-large)
("~ g- None of the above

(" e. Director of curriculum and instruction or other central office based personnel

~N D AW N =2

Professional Development
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Q6.1a Please rate how strongly you agree or disagree with the following statements about professional
development in your school.

Neither
Somew agree Somew Strongl
Strongl hat nor dis hat dis y disagr
y agree agree agree agree ee
a. Enhancing teacher knowledge and skills is a priority strategy for 1 — 2 C 3 C 4 — 5
increasing student achievement at this school.
Q6.1b b. Professional leaming opportunities are aligned with this school's C 1 C 2 (C 3 ( 4 ( 5
continuous improvement plan.
Q6.1c c¢. Professional leaming opportunities are driven by analysis of student 1 C 2 (C 3 (C 4 (5
learning data.
Q6.1d d. Sufficient resources are available to allow teachers to pursue O | — 2 3 ¢ 4 ( 5
professional development activites.
Q6.1e e. Professional development provides teachers with the knowledge and 1 ~ 2 (3 4 ( 5
skills most needed to teach effectively.
Qe6.1f . Teachers participate in structured opportunities to learn from one 1 2 3 4 ( 5
another.
Qé.1g g. Teachers are encouraged to reflect on their own practice. c1r o2 3 4 05
Qé.1h h. Reasoned education risk-taking is encouraged and supported. c1 2 3 4 C5
Q6.2 In which of the following areas (if any) do you need professional development to effectively teach
your students? (Check all that apply.)
[ a. Special education (students with disabilities) 01
[ b. Special education (academically gifted students) 02
[ c. English as a Second Language (ESL) 03
[ d. Ethnic and cultural diversity 04
[ e. Closing the achievement gap 05
[ . Teaching strategies related to my content or my discipline 06
[ g Reading/literacy strategies o7
[ h. Technology 08
[ 1. Student assessment/progress monitoring 09
[ J. Classroom management 10
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Q6.3 In which of the following areas (if any) do TEACHERS need additional support to effectively teach
their students? (Check all that apply.)

[ a. Special Education (students with disabilities) 01
[ b. Special education (academically gifted students) 02
[ c. English as a Second Language (ESL) 03
[ d. Ethnic and cultural diversity 04
[ e. Closing the achievement gap 05
|— f. Teaching strategies related to their content or their discipline 06
[ 9. Readingfliteracy strategies o7
[ h. Technology 08
[ i. Student assessment/progress monitoring 09
[ ]. Classroom management 10
Q6.4 In the past 2 years have you had 10 clock hours or more of professional development in any of the
following areas? (Check all that apply.)
[ a Special education (students with disabilities) 01
[ b. Special education (academically gifted students) 02
[ c. English as a Second Language (ESL) 03
[ d. Ethnic and cuitural diversity 04
[ e. Closing the achievement gap 05
| . Teaching strategies related to my content or my discipline 06
[ 9. Reading/literacy strategies o7
[ h. Technology 08
[ i. Student assessment/progress monitoring 09
|— j. Classroom management 10
Q6.5a I have incorporated the knowledge and skills gained through my professional development in
Special Education (students with disabilities) into my ongoing practice.
(— Strongly agree 1
(— Somewhat agree 2
(— Neither agree nor disagree 3
("~ Somewnhat disagree 4
(— Strongly disagree 5
Q6.5b | have incorporated the knowledge and skills gained through my professional development in
Special Education (academically gifted students) into my ongoing practice.
(— Strongly agree 1
(— Somewhat agree 2
(— Neither agree nor disagree 3
(~ Somewnhat disagree 4
(— Strongly disagree 5
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Q6.5¢ I have incorporated the knowledge and skills gained through my professional development in
English as a Second Language (ESL) into my ongoing practice.
~ Strongly agree
~ Somewhat agree
~ Neither agree nor disagree
~ Somewhat disagree

~ Strongly disagree

o e e ey
oW N =

Q6.5d I have incorporated the knowledge and skills gained through my professional development in ethnic
and cultural diversity into my ongoing practice.
(" Strongly agree
~ Somewhat agree

¢
(" Neither agree nor disagree
(~ Somewhat disagree

(

~ Strongly disagree

m oW N =

Q6.5e I have incorporated the knowledge and skills gained through my professional development in
closing the achievement gap into my ongoing practice.
(" Strongly agree

("~ Somewnhat agree

(" Neither agree nor disagree
("~ Somewnhat disagree

("~ Strongly disagree

[ I

Q6.5f I have incorporated the knowledge and skills gained through my professional development in
teaching strategies related to my content or my discipline into my ongoing practice.

(~ Strongly agree 1
(~ Somewnhat agree
(" Neither agree nor disagree
(~ Somewhat disagree

(~ Strongly disagree

m oA W N

Q6.5g | have incorporated the knowledge and skills gained through my professional development in
reading/literacy strategies into my ongoing practice.
(" Strongly agree
(— Somewhat agree
(" Neither agree nor disagree
(~ Somewhat disagree
(~ Strongly disagree

oW N =
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Q6.5h | have incorporated the knowledge and skills gained through my professional development in
technology into my ongoing practice.
(— Strongly agree
(— Somewhat agree
(" Neither agree nor disagree
(~ Somewhat disagree
(— Strongly disagree

[ I TR RN

Q6.5i | have incorporated the knowledge and skills gained through my professional development in
student assessment/progress monitoring into my ongoing practice.
(— Strongly agree
(— Somewhat agree
(" Neither agree nor disagree
(" Somewhat disagree
( Strongly disagree

£ I TR RN

Q6.5j | have incorporated the knowledge and skills gained through my professional development in
classroom management into my ongoing practice.
(— Strongly agree
(— Somewhat agree
(" Neither agree nor disagree
(~ Somewhat disagree
(— Strongly disagree

Professional Development

Q6.6a

[ B SR RN

I have gathered evidence regarding the impact of my professional development in Special

Education (students with disabilities) on student learning.
("~ Strongly agree

(" Somewhat agree

(" Neither agree nor disagree
(— Somewhat disagree

("~ Strongly disagree

nos W N =
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Q6.6b I have gathered evidence regarding the impact of my professional development in Special
Education (academically gifted students) on student learning.
(" Strongly agree
~ Somewhat agree
~ Neither agree nor disagree
~ Somewhat disagree

~ Strongly disagree

I R

(
(
(
(

Qé.6c I have gathered evidence regarding the impact of my professional development in English as a

Second Language (ESL) on student learning.
(" Strongly agree

(~ Somewhat agree

[ Neither agree nor disagree
(~ Somewhat disagree

(~ Strongly disagree

[ I R

Q6.6d I have gathered evidence regarding the impact of my professional development in ethnic and
cultural diversity on student learning.
(" Strongly agree
~ Somewhat agree
" Meither agree nor disagree
~ Somewhat disagree
~ Strongly disagree

;oW N =

Q6.6e I have gathered evidence regarding the impact of my professional development in closing the
achievement gap on student learning.
(~ Strongly agree
~ Somewhat agree
* Neither agree nor disagree
~ Somewhat disagree
~ Strongly disagree

oW N =

Q6.6f I have gathered evidence regarding the impact of my professional development in teaching

strategies related to my content or my discipline on student learning.
(_' Stmngry agree

[ Somewhat agree

(" Neither agree nor disagree
(" Somewhat disagree

(~ Strongly disagree

;oA W N =
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Q6.6g I have gathered evidence regarding the impact of my professional development in
reading/literacy strategies on student learning.

(" Strongly agree 1
(~ Somewhat agree 2
(~ Neither agree nor disagree 3
{~ Somewnat disagree 4
(— Strongly disagree 5
Q6.6h I have gathered evidence regarding the impact of my professional development in technology on
student learning.
(— Strongly agree 1
(— Somewhat agree 2
(— Neither agree nor disagree 3
(~ Somewnhat disagree 4
(— Strongly disagree 5
Q6.6i | have gathered evidence regarding the impact of my professional development in student
assessment/progress monitoring on student learning.
(" Strongly agree 1
(~ Somewnat agree 2
(" Neither agree nor disagree 3
(~ Somewnhat disagree 4
(— Strongly disagree 5
Q6.6j | have gathered evidence regarding the impact of my professional development in classroom
management on student learning.
(" Strongly agree 1
(— Somewhat agree 2
(— Neither agree nor disagree 3
(— Somewhat disagree 4
(— Strongly disagree 5
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Q6.7a

Q6.7b
Q6.7¢c
Q6.7d
Q6.7e
Q6.7f
Q6.7g
Q6.8

Q6.9

Q6.10a

How large a role does each of the following have in planning and/or delivering the professional

learning in which you have engaged in the last 2 years?

a. Teachers in my school
b. Administrators in my school
c. Central office staff

d. Regional inservice staff

e. SDE staff

. Professional associations
g. Myself

(" Strongly agree
(~ Somewhat agree
("~ Neither agree nor disagree
("~ Somewnat disagree

(

~ Strongly disagree

Professional development provides principals with the knowledge and skills most needed to be

effective in this district.
(— Strongly agree
~ Somewhat agree

(
(" Neither agree nor disagree
{~ Somewhat disagree

(

~ Strongly disagree

primary

The

role

(,

DS e e e

I

e e

Large role

.

R e e e

I

ST T R T R N ]

Moderate
role

.

-~
-~
-
-
-
-

W W W w w w

3

.

e

Quality professional development opportunities are made available to principals in this district.

Small role

{
(
~
(
{

o O Y

s

1

m oA W N

M & W N =

[ B o I 6 R o 3 B B

In which of the following areas (if any) do you need additional support to effectively lead your school?

(Check all that apply.)
[ a Instructional leadership

[ b. Student assessment

[ c. Creating positive leamning environments

[ d. School improvement planning
[ e. Budgeting

[ 1. School scheduling

[ g. Staffing (hiring, etc )

[ h. Teacher evaluation

[ i Teacher remediation/coaching

[ J. Data-driven decision making

[ k.Working with parents and the community

[ 1. Communication

Snap Codebook - Final
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Q6.10b In the past 2 years have you had 10 clock hours or more of professional development in any of the
following areas? (Check all that apply.)

[ a. Instructional leadership 01
[ b. Student assessment 02
[ c. Creating positive leaming environments 03
[ d. School improvement planning 04
[ e. Budgeting 05
[ f. School scheduling 06
| g. Staffing (hiring, etc ) o7
[ h. Teacher evaluation 08
[ i Teacher remediation/coaching 09
[ J. Data-driven decision making 10
[ k. Working with parents and the community 1
[ 1. Communication 12
Q6.11 Principal professional development is a priority in this district.
(— Strongly agree 1
(— Somewhat agree 2
(— Neither agree nor disagree 3
{~ Somewhat disagree 4
(— Strongly disagree 5
Q6.12 Sufficient resources are available to principals to participate in professional development

opportunities.
(— Strongly agree

(— Somewhat agree

("~ Neither agree nor disagree
(" Somewnhat disagree

( Strongly disagree

Overall

Q7.1a Which aspect of your work environment MOST affects your willingness to keep teaching at your
school? (Select one.)

(— Time during the work day

[ I

School facilities and resources
~ School leadership

Teacher responsibility

M & W N =

{
{
(
e

Professional development
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Q7.1b

Q7.1¢c

Q7.2a

Q7.2b

Q7.3

Which aspect of your work environment MOST affects your willingness to continue working at your
school? (Select one.)

.
I
I
I
(

Time during the work day
School facilities and resources

District leadership

School empowerment/site-based decision making

Professional development

(30 T

Which aspect of your work environment MOST affects TEACHERS' willingness to keep teaching at
your school? (Select one.)

Time during the work day
School facilities and resources
School leadership

Teacher responsibility

Professional development

Which aspect of working conditions is MOST important to you in promoting student learning? (Select

one.)

e e e e

Time during the work day
School facilities and resources
School leadership

Teacher responsibility

Professional development

Which aspect of working conditions is MOST important to you in promoting student learning? (Select

one.)

-
-~
-~
-~
-~

Overall,

-
-~
-~
-~
-~

Time during the work day
School facilities and resources

District leadership

School empowerment/site-based decision making

Professional development

my school is a good place to work and learn.
Strongly agree

Somewhat agree

Neither agree nor disagree
Somewhat disagree
Strongly disagree
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Q7.4a Which BEST DESCRIBES your future intentions for your professional career?

(~ Continue working at my current school as long as | am able 1
(— Continue working at my current school until a better opportunity comes along 2
(~ Continue working in education but leave this school as soon as | can 3
(— Continue working in education but leave this district as soon as | can 4
("~ Leave education all together 5
Q7.4b Which BEST DESCRIBES your future intentions for your professional career?
(~ Confinue as a principal at my cumrent school as long as | am able 1
(~ Confinue as a principal at my curment school until a better opportunity comes along 2
(— Continue as a principal but leave this school as soon as | can 3
(— Continue as a principal but leave this district as soon as | can 4
{~ Leave the principalship for another administrative or teaching postion 5
(" Leave education all together 6
Q7.5a Please rate how strongly you agree or disagree that the following factors influence your decision
making about your professional plans.
Neither
Strongly Somewhat agree nor Somewhat Strongly
agree agree agree disagree disagree
a. Adequate facilities and/or resources -1 -2 -3 - 4 C
Q7.5b b. Adequate support from school leadership A 2 -3 4 C
Q7.5¢ c. Collegial atmosphere amongst the staff O 2 -3 4 C
Q7.5d d. Teaching assignment (subject, students) ® 1 2 - 3 4 ¢
Q7.5e e. Time during the work day for planning with C 1 o 2 C 3 (" 4 e
colleagues
Q7.5 1. Responsibility for decisions that affect my . 1 2 e 3 . 4 g
school and/or classroom
Q7.5g g. Effectiveness with the students | teach O 2 -3 C C
Q7.5h h. Salary . 1 — 2 . 3 - 4 .
Q7.5i i. Cost of living of the community in which my - 1 ' 2 . 3 - 4 g
school is located
Q7.5) j. Student behavior . 1 - 2 . 3 - 4 .
Q7.5k k. Degree of testing and accountability -1 -2 -3 4 (
Q7.51 I. The community environment where | live 1 2 -3 " 4 C
Q7.5m 1 Benefits (i.e. retirement and insurance) -1 2 -3 4 C
Q7.5n n. Prestige . 1 — 2 . 3 - 4 .
Q7.50 0. Advancement opportunities . 1 ~ 2 . 3 - 4 C
Q7.5p p. Recognition and support . 1 2 . 3! - 4 .
Q7.5q q. Influence (" 1 2 o 3 - 4 C
Q7.5r r. Personal reasons (e.g., health, family, etc.) 1 C 2 3 4 C
Qr7.5s C 1 C 2 C 3 - 4 C

s. Parental support
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Demographics

Q8.1 By what route did you become a teacher? (Select one.)
("~ Bachelor's degree 1
("~ Master's degree 2
[ Alternative route )
Q82 What is the highest degree you have attained? (Selecf one.)

(— Bachelor's degree
("~ Master's degree
(" EdS

(— Doctorate
(— Other

oW N =

Q8.3 Have you completed the National Board Certification™ process successfully?
” Yes

(" No 2

* National Board Cerification includes submitting a portfofio to and completing the assessment by the National Board for Professional Teaching
Standards affer three years or more years of feaching.

Q9.1 Have you been formally assigned a mentor during this school year?
[ Yes 1
" No 2

Mentoring

Please answer the following questions based on your MOST RECENT
mentoring experience.
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Q9.2a

Q9.2b
Q9.2c
Q9.2d

Q9.2e
Q9.2f

Q9.2g
Q9.2h

Q9.2i
Q9.2j
Q9.2k

Q9.21
Q9.2m
Q9.2n

Q9.20
Q9.2p

Q9.2q
Q9.3a

Q9.3b

Q9.3¢c

My mentor provided effective support in the following areas.

a. Instructional strategies
b. Curriculum and the subject content | teach

c¢. Using data to identify student needs

d. Formative assessment strategies and
techniques

e. Classroom management/discipline strategies
1. Differentiating instruction based upon
individual student needs and characterisitics

g. Collaborating with inclusion teacher(s)

h. Understanding and building upon diversity
within my classroom and school

i. Enlisting the help of family members or
guardians

j- Connecting with key resource professionals
(e.g., coaches, counselors, etc.)

k. Facilitating personal reflection upon my
teaching practice

1. Modeling professionalism and ethical behavior

m. Providing personal and emotional support

n. Understanding school and/or district policies
and procedures

o. Completing processes or documentation
required of new teachers

p. Completing other school, district and/or state
paperwork

q. Other

Strongly

agree
C

(
I
(

[ R R Y

-

1

1

Somewhat

agree

NN RN NN

RS R ]

o]

MO N

2

2

Neither

agree nor

disagree

Please indicate if each of the following was true of you and your mentor.

a. My mentor and | were in the same building.

b. My mentor and | taught the same content
area.

¢. My mentor and | taught the same grade level.
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Q9.4a On average, how often did you engage in the following activities with your mentor?

Several Less
times Once than
Almost Once a per per once per
daily week month month month Never
a. Developing or reviewing lesson plans or 1 — 2 — 3 ~ 4 — 5 (O
designs
Q9.4b b. Being observed teaching by my mentor 1 2 3 4 (" 5 (" 6
Q9.4c ¢ Observing my mentor's teaching c1 C 2 3 C a4 (5 (6
Q9.4d d. Analyzing student work ® 1 — 2 3 {~ 4 (" b 6
Q9.4e e. Designing or reviewing students' assessments oo 2 3 4 5 (" 6
Q9.4f f. Addressing student or classroom behavioral 1 C 2 3 4 (" 5 6
issues
Q9.4g g. Reflecting on my own teaching o1 - 2 3 4 — b 6
Q9.4h h. Helping me use the Alabama Quality C 1 C 2 C 3 4 ( b5 ( 6
Teaching Standards as a tool for reflection and
self-assessment
Q9.4i i. Aligning my lesson planning with the Alabama (— 1 2 3 4 — 5 6
Course of Study
Q9.4 J. Other ® 1 — 2 3 {~ 4 (" b 6
Q9.5 On average, how much time did you and your mentor work together each week?
(— More than 2 hours per week 1
(— 1 hour to 2 hours per week 2
(— 30 minutes to 1 hour per week 3
("~ Less than 30 minutes per week 4
Q9.6 Overall, my mentoring experience has been important in my decision to continue teaching at this
school.
(— Strongly agree 1
(— Somewhat agree 2
("~ Neither agree nor disagree 3
(~ Somewhat disagree 4
(— Strongly disagree 5
Qe.7 | was able to develop a trusting and respectful relatienship with my mentor.
(— Strongly agree 1
(— Somewhat agree 2
("~ Neither agree nor disagree 3
(~ Somewhat disagree 4
[ Strongly disagree 5

Mentoring

If you have served as mentor during this school year, please answer the following
questions for YOUR MOST RECENT mentoring experience.
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Q9.8 How many teachers did/do you mentor?

1 1
2 2
3 3
(" 4-6 4
[ 7-10 5
10+ B8
Q9.9 On average, how often did/do you meet with your mentee(s)?
(" Almost daily 1
(" Once per week 2
(~ Several times per month 3
("~ Once per month 4
("~ Less than once a month 5
(" Never 6
Q9.10a Please indicate which best describes you and your mentee(s).
All of them Some of them None of them
a. My mentee(s) and | were in the same building. € 1 . 2 ¢
Q9.10b  b. My mentee(s) and | taught in the same C 1 C 2 C
content area.
Q9.10¢c ¢. My mentee(s) and | taught the same grade a 1 C 2 o
level.

Q9.11a On average, how often did you engage in each of the following activities with your mentee(s)?

Several Less
times Once than
Almost Once per per once per
daily per week month month month Never
a. Developing or reviewing lesson plans or C 1 — 2 — 3 4 5 -
designs
Qs8.11b b. Being observed teaching by my mentee(s) C 1 2 3 " 4 (" 5 .
Q9.11c c. Receiving feedback about my teaching from C 1 2 C 3 4 ~ 5 C
my mentee(s)
Q@9.11d d. Observing my mentee(s)' teaching 1 2 3 4 (" 5 C
Q9.11e e. Analyzing student work C 1 - 2 3 4 5 o
Q9.11f 1 pesigning or reviewing students'assessments ¢ 1 C 2 3 C 4 C &5
Q9.11g g. Addressing student or classroom behavioral C 1 ~ 2 3 4 5 e
issues
Q9.11h h. Reflecting about teaching C 1 . 3 ~ 4 » = .
Q9. 11i i. Helping in the use of the Alabama Quality | — 2 — 3 4 5 -
Teaching Standards as a tool of reflection and
self-assessment
Q9.11j j- Aligning lesson plans with the Alabama Course (1 C 2 C 3 ~ 4 ~ 5 'S
of Study

Q9.11k k. Helping my mentee(s) feel like a part of the C 1 r 2 — 3 — 4 — 5 ("
broader school community

Q9111 | Other C1 C 2 C3 C 4 C 5
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Q9.12 Please indicate which of the following kinds of support, if any, you received as a formally assigned
mentor. (Check all that apply.)

[ Release time to observe your mentee(s) 01
[ Time to meet with other mentors 02
[ Reduced teaching schedule 03
[ Reduced number of preparations 04
[ Reduced supervisory responsibilites (e.g., bus or cafeteria duty, etc.) 05
[ Reduced extracurricular responsibilites {e.g., club sponsorship, efc.) 06
[ Common planning time with the teacher(s) you are mentoring o7
[ Specific training to serve as a mentor (e.g., seminars or classes) 08
[ Regular communication with principals, other administrator or department chair 09
[ Other 10
Q9.13 On average, how much time did you and your mentee(s) work together each week?
("~ More than 2 hours per week 1
(— 1 hour to 2 hours per week 2
(— 30 minutes to 1 hour per week 3
(— Less than 30 minutes per week 4
Q9.14 Overall, my mentoring experiences have been important in my own professional growth and
development.
(" Strongly agree 1
(~ Somewnat agree 2
(" Neither agree nor disagree 3
(~ Somewnhat disagree 4
(— Strongly disagree 5
Q9.15 My mentee(s) and | were able to develop a trusting and respectful relationship.
(— Strongly agree 1
(— Somewhat agree 2
(— Neither agree nor disagree 3
(~ Somewnhat disagree 4
(— Strongly disagree 5
Q9.16 My principal honored the need for confidentiality in my relationship with my mentee(s).
(" Strongly agree 1
(— Somewhat agree 2
(— Neither agree nor disagree 3
("~ Somewnhat disagree 4
(— Strongly disagree 1)
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Principal Mentoring

Q10.1 Have you been formally™ assigned a mentor in the past three years?
™ Yes 1
(" No 2

*Formally means assigned by the superintendent or other central office staff to a mentor (another principal, administrator, etc.) to provide induction and
additional support.

Principal Mentoring

Q10.2a My mentor was effective in providing support in the following areas:

Strongly Somewhat a:g:]ﬁ;r Somewhat Strongly

agree agree disagree disagree disagree
a_ Instructional leadership S 2 « 3 C 4 —_—
Q10.2b b. School improvement planning . 1 . 2 . 3 - 4 . 5
Q10.2¢ ¢. Budgeting . 1 . 2 . 3 - 4 C 5
Q10.2d d. Scheduling . 1 . 2 . 3 - 4 . 5
Q10.2e e. Staffing (hiring, firing, etc.) C 1 o 2 ( 3 - 4 o 5
Q10.2f f Teacher evaluation o 1 . 2 . 3 . 4 . 5
Q10.2g g. Teacher remediation . 1 o 2 o 3 . 4 -.“_' 5
Q10.2h h. Data-driven decision making o 1 . 2 o 3 (" 4 . 5
Q10.2i i. Working with parents and the community C 1 . 2 . 3 . 4 C 5

Principal Mentoring

Q10.3a Please indicate whether each of the following were true for you and your mentor.

Yes No
a. My mentor and | work in schools at the same . 1 . 2
level. (i.e., elementary, middle, high, etc.)
Q10.3b |, My mentor and | work in the same district. . 1 C 2
Q10.3c ¢. My mentor and | work in schools within 50 -.“" 1 . 2

miles of each other.
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Q10.4a On average, how often did you engage in each of the following activities with your mentor?

Several Less
times Once than
Almost Once per per once per
daily per week month month month MNever

—

a. Coaching conversations with my mentor
Q10.4b b. Being observed in my school by my mentor
Q10.4c ¢ observing my mentor's school

Q10.4d g school improvement planning with my mentor

Q10.4e e. Having discussions with my mentor about .
leadership

Principal Mentoring

Q10.5 Overall, my mentoring expereince has been important in my decision to remain as principal in this
school.

- A A A
[ R I'\; (L5 I
Lo W C; L W
FN N : E SN
th @ ; th @
o o ;: o o

Strongly agree

Somewhat agree

MNeither agree nor disagree
Somewhat disagree
Strongly disagree

oW N =

Q10.6 My mentoring experience has been important in my effectiveness as a school leader.
(~ Strongly agree

Somewhat agree

Neither agree nor disagree

Somewhat disagree

Strongly disagree

[ I TR R

Thank you for time.

Please submit your responses.
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APPENDIX C

AUBURN UNIVERSITY INTSTITUTIONAL REVIEW BOARD (IRB) APPROVAL
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AUBURN

? 71c§) oergr;c;nlfubjecrs Research UNIVERSITY Telephgne: ;gﬁgﬁjggg?
amford Ha ax: 334-844-
Auburn {;niversity, AL 36849 hsubjec@auburn.edu

April 10, 2009

MEMORANDUM TO: Farrell Seymore, Education Foundation Leadership Technolog

TITLE: “An Examination of Teacher Working Conditions in Alabama Middle Schools”
IRB FILE: 07-068 EX 0704

IRB APPROVAL DATE: April 26, 2007

RENEWAL DATE: April 7, 2009

IRB EXPIRATION DATE: April 25,2010

The renewal for the above referenced protocol was approved by IRB Procedure on April 7, 2009. The protocol will continue
the designation “Exempt” under 45 CFR 46.101 (b) (2& 5).

“Research involving the use of educational tests (cognitive, diagnostic, aptitude, achievement), survey procedures,
interview procedures or observation of public behavior, unless:

(i) information obtained is recorded in such a manner that human subjects can be identified, directly
or through identifiers linked to the subjects: and
(ii) any disclosure of the human subjects’ response outside the research could reasonably place the

subjects at risk of criminal or civil liability or be damaging to the subjects’ financial standing,
employability, or reputation.
Research and Demonstration projects which are conducted by or subject to the approval of Department or Agency
heads, and which are designed to study, evaluate. or otherwise examine:

(i) public benefit or service programs;
(ii) procedures for obtaining benefits or services under those programs;
(iii) possible changes in or alternatives to those programs or procedures; or

possible changes in methods or levels of payment for benefits or services under those programs.”

You should report to the IRB any proposed changes in the protocol or procedures and any unanticipated problems involving
risk to subjects or others. Please reference the above authorization number in any future correspondence regarding this
project.

If you will be unable to file a Final Report on your project before April 25, 2010, you must submit a request for an extension
of approval to the IRB no later than April 10, 2010. If your IRB authorization expires and/or you have not received written
notice that a request for an extension has been approved prior to April 25, 2010, you must suspend the project immediately
and contact the Office of Human Subjects Research for assistance.

A Final Report will be required to close your IRB project file.

If you have any questions concerning this Board action, please contact the Office of Human Subjects Research at 844-5966.

Sincerely,

\’\‘(:d‘\\.“ ) (L{ O~—
Kathy, Jo Ellison, RN, DSN, CIP
Chair’of the Institutional Review Board
for the Use of Human Subjects in Research

cc: Dr. Jose Llanes
Dr. Cynthia Reed
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