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ABSTRACT

AN EXPLORATORY STUDY OF THE DYADIC RELATIONSHIP OF THE
BEGINNING TEACHER AND THE ADMINISTRATOR

By

Audra Aileen Melton

This study explores the relationship between beginning teachers and their
administrators and the influence of this relationship on the beginning teachers’
persistence in the profession. A phenomenological study was conducted to discover the
nuances of the interactions between the participants and the influence of these
interactions on the relationship. Data was collected through a variety of methods
including interviews, a focus group, artifacts, and documents. Analysis of the data
produce three important themes: (1) A new teacher’s disposition and professional
preparation affects the nature of the administrator-teacher relationship, (2) a new
teacher’s perception of (a) her own value alignment with the administrator, (b) the
character of leadership exhibited by the principal, and (c) the clarity of her own teaching
responsibilities and her administrator’s role and responsibilities, impede or enhance the
teacher/administrator relationship, and (3) organizational structures and politics/policies

often complicate the character of the teacher/administrator relationship.



Dedicated to my parents Earl and Margrethe Melton

iii



ACKNOWLEDGMENTS

I would like to thank my dissertation chair, Dr. Maenette Benham, for her guidance and

support in my research and writing.

iv






TABLE OF CONTENTS

LIST OF TABLES . ... viii
LIST OF FIGURES. ... e e ix
CHAPTER L.ttt sttt ettt se e bbb nee e iii
Introduction to the StUAY .......ccccoeriiiiee s 1
Purpose 0f the StUAY ........cocvieiiiiieeeee e 2
The Problem and Its SignifiCance............coceviiieririnineninre s 4
EXPloratory QUESHONS .........coueiiieririiniiiineeiceentrr ettt ettt st 12
CHAPTER II: LITERATURE REVIEW .....cc.ccoiiiiiiiiiieietccneeteeeeieneee e 13
Organization 0f the REVIEW ........ccccovuiiiriiiiiiii et eene 13
The Role of the Beginning Teacher............ccccooieieiiiiieiesceccee e 13
Beginning Teacher AtItion .........c.ccoitiiirireninieieeece et 13
Implications of Teacher AtIItION ........ccccoceieeviriririenenierceenee et 15
Teacher REtENION .........cocieiiiiieieiecere ettt st b s e enne 17
YD 2 2 § 1T 1o OO SO 17
Role of the Administrator Through The Instructional Supervision Lens...................... 24
INEETVENLIONS ...ttt ettt ettt sae s b e be e et esnene 27
ANalytical TREOTIES.....cc.eeiiiieiricerieceree ettt st sae et seesaeen 29
Leader-Member Exchange Theory ..........ccccovireiiriininieiercecececeieneesee s 29
Evolution of LMX TheOry .....cociieiiiiiieiceiercesie et see e s as e 30
SUIMIMATY .. c.eveeveeeteeeerieerite st eneeseeereessreestessteesbe e sessbeensesatesasestesasessaeaseesntesseesaseesanesns 34
CHAPTER III : METHODOLOGY ......cottiiiiniiirinriiecnieetetrieessetsreseseeseeessesnenesnenens 37
Introduction to a Phenomenological Study..........c.coceevivieiienininiienineenenceieseeee e 37
Research Design: A Phenomenological Study .........ccccoocevvieniciiiniinniininiciiniciiens 37
Qualitative Approach to Research..........cccooceoieiiciiinincnininiceeecieeee 37
Defining a Phenomenological Approach to This Study ..........cccccecvvvenineninincnncnne 38
Preparation, Data Collection, Analysis, and Conclusions ............ccccceeeevenenienrenneenienne 39
Participant SElECtion .........c.c.ccireveriiiirnenintetceete et 40
Developing Guiding Questions and Collecting Data..............cccooevrveererierrerienseenenne 42
Organizing, Analyzing, and Synthesizing the Data...........c.ccccceceriinnnneniencncnnenne. 46
Summarizing: Implications and OUtCOMES..........cccereruerrevirnieirenecenicenesererenees 49
TTUSEWOTTRINESS. ... coueeeiieieirteeee ettt ettt e st e sa et seesaee e ensene 50
Ethical Considerations............coccevuirertenieneeiere et se sttt ettt s s saeeneene s 50
LAMIALIONS .ttt ettt et sn e e ns et 51
CHAPTER FOUR: TRIAD AT CALVIN HIGH SCHOOL..........ccocecevemmecrirrrrernanne 53
INTOAUCHION.......eeeieiiiet ettt ettt ne s 53
Calvin High School Context..........ccovvueeerieiineiieiecereeesere e eseenee 55
Ellen Roth: In Need of @a Matriarch .............coeoeeninicicnenieieieeececcicecenenens 57
Background: Personal and Professional .............ccccoeveiiinicninnnienennncncncieennes 57



Needs: Desired and REAHZE ...........ueveeeeeiiiiiiiieiiieeeeeeeeeeeteeeeeeee e eeeaaees 59

Organizational COmMPCAtIONS ........ccoouervirierierierieteienteee et see e e e e sa s ess 64
Complexities of the Relationship...........coceiirieniiiiniiniiee e 66
SUIMIMATY ...ttt ettt sttt e et st e e st sae e saae st e eneeeae 68
Brent Bosworth: Pride and Professionalism.............cccooceriiiiiieneniniienicicncceieeceeee 69
Expectations: Desired and Realized ...........cccocoiiiiniiiiiiiinineeeee 72
Organizational CompliCatiONS ..........cceevvieiiiiiieriiiieteieeee ettt 75
Complexities of the Relationship...........cocereriniiniininiieeeee e 79
SUIMMATY ...ttt ettt b e sb e sae e b et sae e sate s e e esbesnnenas 81
Karen Summers: Building Family Ties ........cccccoviiiiriiiniinieeeceeee e 81
Background: Personal and Professional Background...........c.cocooiieiinniniinincnee. 81
Expectations of Teachers: Desired and Realized...............cocooccriiiiincniiiinicninenne. 83
Organizational Considerations............ccoeecrrtereerininieieeerese ettt st 86
Complexities of Building a Relationship..........cccoceoieiiiiiinenniiieeeeeeeee 88
SUITIMATY ...ttt ettt ettt e bt e te et st e e s e st e e sbe s tesaresmeeeaee 89
CHAPTER FIVE: TRIAD AT LAREDO HIGH SCHOOL ........cccccoviviivnincrineneenne 91
INtrOQUCHION. ...ttt et ettt a e saesaean 91
Penny Pallance: Philosophy vs. Facility........cccccooeiiriiiiniinennncrececncnee e 94
Background: Personal and Professional .............cccoceeiiiiiniiniininninieneeneeeeene 94
Expectations: Desired and Realized ............cccoccoeiiiiniininiiininiicicicinceceenene 98
Organizational COmPlICAtIONS ........ccccevuieeriirierenenieeeeee ettt eeas 102
Complexities of the Relationship...........cccocieiininininiiiieeeeee e 105
SUITIMATY ...ttt ettt e s et e et s et e s be s be s nesanes e e ennas 106
Brandon Billings: In Search of an Advocate and Guide...........ccccoverieriiiiiincinenne 108
Background: Personal and Professional ...........ccccoeviiniieniineniennincciicceeceee 108
Expectations: Desired and Realized .........c...coccoeviiiiiniiiniiiinieniecccecceeeen 111
Complexities of the Relationship...........cccoeieiiiieniniiiiiiiiiee e 117
SUIMMATY ...ttt ettt ettt e st e snesseesanes 118
Chad Holden: Leading @ Legacy .......ccccevvueevuiriiinierieniieiieeeeee e 119
Background: Personal and Professional .........c.c.ccceoveviiiiiiiinicnicniceeiecicceee 119
Expectations of Teachers: Desired and Realized.............ccccooveeiiniiniinniiiinen. 122
Organizational Considerations............eecveeerreerrieriienienieiieereeeieeieeee e sresieesaees 124
Complexities of Building a Relationship.........cccccccceviininiiiininniiiinene 127
SUMIMATY ..ottt e e e st e e e s e bt esseesasaesaseesaneenan 129
CHAPTER 6: DISCUSSION ....c.ooiiiiiiiiitiiiiniecrctetceereetsseesreste st ee s sresenenses 130
INEFOQUCHION. ...ttt sa e sae st sne e 130
Emergent ThEMmES .......c..coiiiiiiiiriienieeeee et st ne e 131
Disposition and Professional Preparation Affects the Nature of the Relationships ... 132
Alignment of Expectations and Clarity of Roles and Responsibilities...................... 138
Influence of Organizational Structures, Politics/Policies, and Traditions.................. 147
CHAPTER SEVEN: CONCLUSIONS AND IMPLICATIONS ......ccccoevveiienineniicnae 153
Overview of Important FINdings ..........cceccevienenenninnienineninieses et 158
Important Finding at the Individual Level............ccccccconiiinininnininiiiniicene, 158

vi



Important Findings at the Relational Level ...........c..cocooiniiiiniinniniiiceeeeee 160

Important Finding at the Organizational Level..........c..ccccoceviiiniiiiiininiceeee 163
Limitations of the Study and Recommendations for Further Research...................... 165
Implications fOr PractiCe..........cocoviiiiiiiiiiiiiiiitce e 166
REFIECHIONS ...ttt 169
APPENDICES ...ttt ettt ettt ne s eaas 170
REFERENCES ...ttt ettt st et 188

vii



LIST OF TABLES

Table 2.1
Summary of Case Studies........c.ooiiiiiii i e 17
Table 3.1
Summary of Methodology.........coiiiiii e, 40
Table 3.2
Administrator and Teacher Descriptors........ccovveiiiiiiiii e 42
Table 3.3
Summary of Data Collection Instruments. ..., 45
Table 3.4
Summary of Data Collection Time Frame.................coocoiiiiiiiiiiiiiiieee, 46
Table 3.5
Coding Scheme. ... ..o e 46
Table 4.1
Calvin High School Demographic Summary.............c..cooiiiiiiiiiiiiiiiiiiiiieenn 54
Table 4.2
Calvin High School Participant Professional Experience.................c..coooviiinn. 56
Table 5.1
Laredo High School..... ..o e 91
Table 5.2
Laredo High School Participants Professional Experience....................c.ooiiin 92

viii



LIST OF FIGURES

Figure 1.1
A Visual Presentation of the Conceptual Model

Figure 7.1
A Preliminary Conceptual Model.................

Figure 7.2
A Visual Presentation of the Conceptual Model



CHAPTER 1

Introduction to the Study

Teacher attrition, according to (Ingersoll, 2001) is when “teachers depart their
jobs for reasons other than retirement” (p.3). While attrition across professional
occupations, both voluntary and involuntary, is commonplace (Labor, 2006), it is at its
highest among teachers (Ingersoll, 2003; Murnane, 1991). In fact, Ingersoll (2003)
estimates that 50% of beginning teachers leave within the first five years of entry into the
profession. Unlike other professional fields, e.g. business, industry, and health care,
teaching appears to be the most fragile (Ingersoll, 2001; Labor, 2006).

Such a loss of teachers so early in their careers, must necessarily come at a high
cost (in human resources as well as fiscal expense) to school districts, schools, and in
particular, to students. While many school related factors such as funding, family and
community involvement, curriculum, and class size (Cawelti, 1999) contribute to school
improvement and student achievement, the single most influential school related factor in
student achievement is the teacher (Stronge, 2000). In fact, Ingersoll (2004) argues that
the lack of a stable teaching staff ultimately has a negative impact on school
performance, “inhibiting the maintenance of a learning community; in turn, lack of
community in a school may have a negative impact on teacher retention, thus creating a
vicious cycle” (p.687). Conversely, benefits of a stable teaching staff include higher
student achievement and test scores, higher quality teaching, and increased teacher
effectiveness (Andrews, 2003). It makes sense then that reducing new teacher attrition

would be a compulsory goal for school districts.



Currently, a number of studies have examined teacher satisfaction and
dissatisfaction, attrition and retention, and problems and needs of beginning teachers (see
Ch. 2, Review of Related Literature). Many studies list administrative support as one of
several factors that has an influence on attrition and retention. Support is often defined as
the provision of materials, resources, and mentoring (Brown, 2002; Colley, 2002; Dyal,
2002). What the literature fails to explore are meaningful practices that prepare, support,
and sustain beginning teachers (Billingsley, 1993). At the same time, an overview of
teacher-focused literature reveals studies that document the importance of self-efficacy
for teachers during the first year of their teaching (Bullough, 1989; Corcoran, 1981).
However, absent from the literature is an in-depth study examining the relationship
between the beginning teacher and her administrator, and in particular, how that
relationship might enhance and/or inhibit the beginning teachers’ efficacy and in turn,

persistence.

Purpose of the Study

The characterization of the school principal has significantly shifted over the last
twenty years (Fullan, 2002; Lambert, 1998; Sergiovanni, 1993; Sergiovanni, 1995) from
one of supervision, to one of developers, promoting teacher development and the building
of learning communities. Sergiovanni (1993) offers the following definition of
community: “Collections of individuals who are bonded together by natural will and who
are together binded to a set of shared ideas and ideals” (p. 8). Changing the way schools
are viewed from that of an organization with bureaucratic systems to that of a learning
community causes changes in how we organize and run schools, how teachers and

students are motivated, and what leadership is and how it should be practiced



(Sergiovanni, 1993). Lambert (1998) defines leadership as “the reciprocal leamning
processes that enable participants in a community to construct meaning toward a shared
purpose” (p.1). In learning communities, leadership is about learning that leads to a
constructive change wherein everyone has the potential to work as a leader (Lambert,
1998). There is a redistribution of power and authority so that leadership becomes the
work of all the members of a school community and no longer relies on charismatic
qualities or the use of authority by one person. The work of the leader then becomes the
ability to facilitate dialogue, ask questions, coach, mentor new teachers, and engage
others in new ideas (Lambert, 1998, p.2). Fullan (2002) describes the role of a leader
within a learning community in the following way: “At the heart of school capacity are
principals focused on the development of teachers’ knowledge and skills, professional
community, program coherence, and technical resources” (p. 1).

While every facet of the school principal’s role is important, one may argue that
the task of building capacity among the teaching core, so that it becomes key in the work
of teaching and learning, is vital. Indeed, the school administrator’s work with beginning
teachers, who have unique and challenging experiences, can be seen as chief among her
responsibilities. Maslow’s (1968) hierarchy of needs would tell us that a positive
professional relationship between the school administrator and the beginning teacher is
integral to the teacher’s feeling a sense of belonging, success, and increased self-efficacy
in the classroom. Furthermore, Maslow would argue that a new teacher cannot meet all
of these needs independently, and therefore the relationships that they form in the school
community and the events that occur within those relationships, are vital in fulfilling

some of these needs.




Given this supposition, the question, then, is: what are the form and the substance
of the relationship, in particular the school administrator-teacher relationship, which can
make a difference in a new teachers’ efficacy and commitment to the profession?
Consequently, the purpose of this study is to examine the relationship between the
beginning teacher (in year one, two, or three) and the building-level administrator (a
seasoned educator and administrator) to better understand what elements/interactions of
that relationship may enhance and/or inhibit the beginning teacher’s efficacy and

persistence in the profession.

The Problem and Its Significance

Talk of teacher shortages around the country may falsely lead people to believe
there is a shortage of teachers entering the profession. As a result, the dominant policy
response has been to attempt to increase the quantity of teachers through a variety of
recruitment strategies (Ingersoll, 2001). Programs such as “Teach for America” and
“Troops-to-Teachers” have been designed to lure bright professionals into teaching
careers. Alternative certification programs have been developed to allow college
graduates to delay formal educational training, obtain an emergency teaching license, and
begin teaching with no prior experience in a classroom (Feistritzer, 1997). The common
perception is that the large number of retiring teachers and an increase in student
enrollment has caused this teacher shortage. However, Ingersoll (2001) found the
following:

The data show that while it is true that teacher retirements are increasing, the

overall amount of turnover accounted for by retirement is relatively minor when

compared to that resulting from other causes such as teacher job dissatisfaction



and teachers pursuing better jobs or other careers. The data show that, in

particular, low salaries, inadequate support from the school administration,

student discipline problems, and limited faculty input into school decision-making
all contribute to higher rates of turnover, after controlling for the characteristics of

both teachers and schools. (p.5)

Data from the 1993-94 Schools and Staffing Survey (SASS), presented by
Ingersoll (2001) illustrate that 192,550 teachers entered the profession, but in the
following twelve months, 212,908 left the profession. This does not include retirements,
which accounted for an additional 50,242. It is obvious that such a cycling of teachers
would alone create a teacher shortage, made worse by the smaller number of retirements
and increased enrollment. Ingersoll’s (2001) analysis of the SASS data on teacher
turnover (those leaving the profession) showed consistent patterns of people entering and
exiting the teaching profession since the availability of the data in the mid-1980s.

This compounding yearly exodus of teachers is creating a crisis in the staffing of
U.S. schools. This cycle has consequences for schools in terms of building a community
as well as student learning. Ingersoll’s (2001) review of employee turnover literature
found a common premise: employee turnover is important because of its link to the
effectiveness and performance of the organization. “A central finding in this literature is
that high levels of employee turnover are both cause and effect of dysfunction and low
performance in organizations” (Ingersoll, 2001, p. 7). The type of organization and the
function of the employee make a difference on the impact to the organization as a whole.
Organizations that have non-routine jobs and high levels of interaction between

participants are more effected by turnover because they depend on commitment and



cohesion between employees and management (Ingersoll, 1993). Schools have
traditionally been viewed as organizations characterized by uncertain and non-routine
technology with a need for commitment and cohesion among members (Ingersoll, 1993).
This commitment and cohesion among members is what builds a sense of community in a
school. Ingersoll (2001) reports that, “The presence of a sense of community among
families, teachers, and students has long been held by education researchers to be one of
the most important indicators and aspects of successful schools” (p.5).

It makes sense then, that a high turnover of teachers is not only a concern because
it creates staffing problems, but because of its link to school performance as well. In
schools with high turnover rates, a number of negative effects such as reduction in time
teachers spent with their own students because of time involved to train new teachers,
disruption and repetition of curriculum planning and implementation, repetition of
professional development experiences, and drain on the energy of the remaining staff,
were observed (Guin, 2004). The same study discusses the positive attributes of a stable
staff: Capacity for planning over an extended period of time, cohesive curriculum
planning and implementation, capacity for strong teamwork and collaboration, and a
stable support system.

School districts invest in the process of hiring, which includes the fiscal outlay of
advertising, recruiting, processing applications and resumes, background checks,
interviewing, various administrative tasks, and potential bonuses for qualified applicants.
Once a teacher is hired, the cost of orientation and professional development is added. A
study of the cost of teacher turnover in Texas estimates that between $36 and $216

million is spent annually in the state due to beginning teacher attrition, an average of




$8,000 per teacher that terminates (Benner, 2000). Similarly, ASCD estimates the cost
of teacher attrition to be 20% of each leaving teacher’s salary (ASCD, 2003). In addition
to the fiscal outlay involved in teachers leaving, the hiring process itself is exceptionally
time consuming for the participants involved. The staffing process involves reading
applications, selection of candidates for interviews, the interviews themselves (of which
there may be several rounds of interviews that involve many stakeholders), and working
with the personnel department. All of these activities take time away from meaningful
work within the school. Stable, well prepared, capable teachers have the largest impact
on student learning (Darling-Hammond, 2003). Needless to say, a chronic “revolving
door” of teachers in and out of schools inhibits the opportunity for schools to become
stable learning communities.

Teacher attrition is a significant impairment to building a stable learning
community. The first years for a teacher play an important role in the development of her
self-efficacy and potential to stay in the teaching profession (Ingersoll, 2001; Woolfolk,
2005). The hiring, orienting, and mentoring that are required for beginning teachers
require time, money, and energy, equating to loss of human and fiscal capital. What is
more is the problem of new teacher turnover on the organization and its ability to develop
a stable learning community that ultimately benefits the students. Considering these
problems, it would seem logical to examine the aspects of a new teacher’s experience,
which may shape or develop her efficacy and practices during this fragile time period.
Within the learning community the administrator plays a key role in the building of
relationships (Lambert, 1998). Beginning teachers have special needs that require

involvement from all members of the learning community, including the administrator



(Veenman, 1984). Currently, the relationship between the administrator and the
beginning teacher appears to have little form or substance. This situation is problematic
in light of the information presented and therefore warrants an in-depth examination as

proposed in this study.

A Beginning Analytical Lens

To best understand the nature and form of the school administrator-new teacher
relationship, we need to examine it using different lenses that may reveal unique and
compelling nuances. The two theories that were most helpful included Gerstener’s
Leader Member Exchange theory (LMX), which focuses on the dyadic relationship with
the unit of analysis being the relationship itself (Gerstner, 1997) and Bandura’s (1993)
self-efficacy mechanism (SEM), which further examines the effect of dyadic relationship
on the individual. The work of Maslow (1968) and Argyris (1993) are used to add depth
to the analysis, allowing a pathway for additional questions interconnected to the two
main theories of LMX and SEM.

The roots of LMX theory are grounded in business and industry. Studies have
typically been conducted in corporate and industry settings showcasing skilled employees
(Schriesheim, 1999; Wilhelm, 1993). The focus of LMX research is the relational
characteristics between the leaders and the members that promote a desired outcome.
The main contribution the LMX perspective has brought to the understanding of
leadership lies in the fundamental idea that leaders form different types of exchange
relationships with their subordinates (Sparrowe, 1997). The quality of the exchange
relationship between the member and the leader is pivotal in determining the fate of the

member within the organization (Gerstner, 1997; Sparrowe, 1997).



LMX research can be divided into two bodies of research. The first examines the
characteristics of the LMX relationship including the dyadic role making process,
interactive communication patterns, leader-member value agreement, antecedents to
and/or determinants of LMX, upward maintenance tactics and interaction patterns,
subordinate loyalty, decision influence, influence tactics, and member affect concerning
the relationship (Graen, 1995). The second examines the difference between the two
different groups in relating to organizational variables such as LMX and performance,
turnover, organizational commitment, performance appraisal, job climate, innovation,
organizational citizenship behavior, empowerment, procedural and distributive justice,
and career progress (Graen, 1995). The theoretical assumption behind LMX is that the
type of relationship formed between the leader and the member will predict the role of
the member in the organization and her potential to stay with that particular organization
(Vecchio, 1985). The better the quality of the relationship, the more likely the member is
to flourish and stay with the organization.

The educational setting provides unique challenges in terms of information and
communication tensions. New teachers must work much of the time independently, yet
they are dependent on information/communication from a variety of sources to which
they must respond including students, parents, colleagues, and administrators. LMX
theory provides a means of examining patterns of communication and information
dissemination within the relationship between the new teacher and the administrator.
Also challenging is the complexity of the task of education and supervision in a school
setting. While previous LMX research has focused on relationships with lower level task

complexity and a greater span of control from supervisors, this research attempts to adapt



this lens to address the relationship where intricacies in the relationship and the job being
performed are high, and the amount of control exercised by the administrator may vary.
How these dyads go about developing and maintaining their relationship is of interest
with LMX theory as a tool to examine strategies of participants in the maintenance of the
relationship.

In addition to LMX theory, the extent to which the administrator/teacher
relationship may affect a beginning teacher’s sense of self-actualization/self-efficacy is
best captured by Bandura’s (1993) work. It is important to note that while Bandura’s
social cognitive theory can stand as the sole theoretical lens for directing this study, I
have selected elements of his self-efficacy mechanism (SEM) to help better illuminate the
affect of the dyadic relationship. In particular, SEM has the potential for broad
explanatory power as it aids in clarifying the ways in which beginning teachers cope with
challenges and stresses brought on by the requirements of teaching and how the teacher
regulates her behavior, achievement, career pursuits, and perceived ¢fﬁcacy.

The key constructs from Bandura’s (1993) work appear to be most important to
this study; (a) teachers’ beliefs in their own efficacy to control their practice and to
master classroom teaching; (b) teachers’ beliefs in their own efficacy to stimulate and
promote “learning” and to create a positive/engaged learning environment that lead to
their students’ academic success; (c) administrators’ belief in their own efficacy to
support and have both a cognitive and affective effect on the health of the school’s
learning community; and (d) teachers’ and administrators’ beliefs in their collective
instructional efficacy to significantly impact student learning, academic achievement, and

positive school climate.
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The interplay of elements concerning the theoretical lenses helped to tease-out the
nature of the school administrator/new teacher relationship to help better forward an
understanding of the meaning and impact of this relationship on new teacher experiences.

The key elements of this interaction are best presented in Figure 1.1.

Administrator

Organizational
Setting

Disposition

Teacher A \I/ Teacher B

Figure 1.1

A Visual Presentation of the Conceptual Model

Beginning at the inner circle is Disposition, which represents the personal and
professional background and life experiences as well as the needs an individual brings to
the relationship. The triangle is representative of the three participants at each school.
The strength and weakness of the line between the administrator and the teacher is greatly
affected by external pressures of the school setting, represented by the larger exterior
circle, as well as the expectations framed by disposition. An element of the model that

rose to the surface during the study, but is not a focus of the study, is the implication that
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teacher/teacher relationships may also affect the nature of the administrator/teacher

relationship.

Exploratory Questions

The purpose of the study is to examine the relationship between the beginning
teacher (in years one through three) and the building level administrator (a seasoned
educator and administrator) to better understand which elements/interactions of that
relationship may enhance and/or inhibit the beginning teacher’s determination to remain
in the teaching profession. Hence, the key exploratory question is what is the nature and
substance of the administrator-beginning teacher relationship that can make a difference
in a new teacher’s efficacy and hence, determination to stay in the teaching profession?

The following subsidiary probes assist in better clarifying this relationship:

1. What elements of the dyadic relationship play a particularly important role in the
teacher’s and the administrator’s perception of their relationship?

2. Does this dyadic relationship impact the beginning teacher’s capacity to cope with
challenges and stresses brought on by the expectations and requirements of
teaching, and in turn, her efficacy and persistence in the profession?

3. How might organizational elements impact the nature of this dyadic relationship?

12



CHAPTER II: LITERATURE REVIEW

Organization of the Review

Since this will be a phenomenological study that examines the relationship
between the beginning teacher and the building level administrator, the literature will
focus on the issues involved in such a relationship. First, it will address the role of the
beginning teacher and special concerns surrounding attrition and retention of these
teachers. Then, it will examine the role of the principal through the instructional
supervision lens, including interventions for beginning teachers. Finally, the review will
examine the use of Leader Member Exchange theory as a beginning lens for the analysis
and understanding of the relationship between the beginning teacher and the

administrator.

The Role of the Beginning Teacher

Beginning Teacher Attrition

Considering attrition and retirement, approximately 2.2 million teachers will be
hired within the next decade (MetLife, 2004-2005). Based on previous research and
surveys ((Bolich, 2001; MetLife, 2004-2005; Schlecty, 1981) it can be estimated that
approximately half of these 2.2 million new teachers will leave the profession within five
years of their initiation. Teacher attrition itself has many complex facets.

The roots of attrition reach back to initial career commitment and early work
experience (Chapman, 1986). Beginning teachers start their first teaching experience
with optimism and enthusiasm (Shea, 1993). They enter the profession with hope for

themselves and their students and with determination to educate all of the children in
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their charge. One might ask why then, with such high expectations and aspirations, do
these same teachers flee in such large numbers so soon after beginning their careers?
Areas such as inadequate preparation in classroom management and discipline,
conditions of the school and classroom, and support from colleagues and administration
are key factors (Bolich, 2001). Other variables such as academic preparation and talent
are also influential factors (Schlecty, 1981). One factor cited by beginning teachers
leaving the profession is the lack of administrative support (Billingsley, 1993; Lee, 1994;
MetLife, 2004-2005). It has been found that “teachers themselves report that many times
their administrators ignore their needs and appear not to understand the need for new
teachers to ease into their responsibilities” (Dyal, 2002, p.13).

Veteran teachers, parents, and administrators have high expectations of new
teachers, often expecting them to perform at the level of veterans (Dyal, 2002). As a
result, beginning teachers feel anxious, isolated, and generally overwhelmed by these
expectations, thus becoming discouraged with their situations (Brock, 1998). To
exacerbate the situation, many new teachers are assigned to the most challenging classes
and students (Andrews, 2003). Johnson (2001, as cited in Dyal, 2002), found the
following scenarios to be some of the most challenging and disheartening for beginning
teachers: (a) They are often assigned to the classes veteran teachers do not want; (b) the
most challenging students are often in the classes they are assigned; (c) difficult
assignments and responsibilities outside of the classroom are common; and (d)
administrators do not help them or effectively monitor their progress. The “lack of
support and guidance is the reason why 16% of our nation’s newest teachers abandon the

profession. Thirteen [percent of new teachers] list the primary reason as lack of respect
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from their administration. Nearly 20% of novice teachers in Texas left due to lack of
professional support. North Carolina teachers report that 63% quit because of lack of
administrative support” (Bolich, 2001, p.3). Based on such data, one must question what
is happening within the relationship between the beginning teacher and the administrator
to produce such responses. This study will focus on the intricacies and influences
between the beginning teacher and the administrator to examine the intricacies and

influences of their relationship.

Implications of Teacher Attrition

The loss of beginning teachers has an impact that ranges from the district level,
down to the individual student. As previously described, school districts must invest
large amounts of time and money in the process of hiring, training, and supervising
beginning teachers. At the building level, teacher attrition can have an effect on the
organizational stability, morale, and effectiveness of the school (Smith, 2004).

That cost is especially high in organizations where the production process

requires extensive interaction among participants and, hence, is highly dependent

on continuity, cohesiveness, and coherence. Schools are this kind of organization.

Decades of research have documented that a sense of community and cohesion

among families, teachers, and students is important for the success of schools.

(Smith, 2004)

The continual loss of beginning teachers “can inhibit the development and maintenance
of a learning community; in turn, lack of community in a school may have a negative
impact on teacher retention, thus creating a vicious cycle” (Smith, 2004, p. 687). A

school that suffers from a lack of community and effectiveness is less likely to
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institutionalize a successful reform effort since this depends critically on the continued
presence of large numbers of teachers who are committed to the change (Fullan, 1991).
Loss of new teachers disrupts the team-based organizational structure and functioning of
a school (Guin, 2004). Lake explains that the team orientation is based on the fact that
organizations contain groups of individuals committed to the mission and goals of the
organization (as cited in Guin, 2004, p.3). Based on this information, it is only logical
then that “Turnover makes teamwork difficult, given the instability of key players.
Because the job of teaching requires a significant amount of teamwork, turnover is likely
to disrupt the momentum of the entire group” (Guin, 2004, p.3). Part of the reason
attrition may impact teamwork is erosion of relational trust. Bryk and Schneider explain:
Such intangible costs of turnover are often linked to the concept of trust, which
has been found to influence organizational functioning and student outcomes. In
schools, relational trust is defined as the social exchanges of schooling as
organized around a distinct set of role relationships: teachers with students,
teachers with other teachers, teachers with parents and with their school principal.
(as cited in Guin, 2004, p.3)
The following table (2.1) is a summary of case studies performed by Guin (2004,

p-19) that analyzes the impact of teacher turnover on specific school characteristics.
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Table 2.1 Summary of Case Studies

School Characteristic Low Turnover High Turnover
Instructional Program Consistent within and Disrupted by constant
across grade levels churning of teaching staff
Professional Development | Targeted to meet designated | Often repeated when new
school-level goals teachers arrive
Piecemeal approach
Teacher Collaboration Teachers collaborate on Teachers find it difficult to
both planning and collaborate when they have
implementation of new co-workers each year
curriculum
Trust High levels of trust among Lack of trust among
staff teachers
Average number of Over 150 Typically 5 or less
applicants per opening

An in-depth examination of the relationship between beginning teachers and

administrators may provide more information on the aspect of trust in the relationship in

addition to influences of other school characteristics.

Teacher Retention

Self-Efficacy

The theoretical foundation of self-efficacy is found in the social cognitive theory
developed by Albert Bandura (1977). In his initial publication, self-efficacy was defined
as “the belief in one’s capabilities to organize and execute the courses of action required
to produce given results” (Bandura, 1977). Bandura’s work since that time has supported
his claim that our beliefs in our abilities have a powerful effect on our behavior,
motivation, and our potential success or failure (Bandura, 1996, 1997). Bandura suggests
that because self-efficacy beliefs are specifically self-referent in nature and directed

toward perceived abilities regarding specific tasks, that they are powerful predictors of
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behavior. The motivation to pursue a task or challenge (such as teaching) comes from an
individual’s internalized goals, and aspirations and needs, which are dependent on the
concept of self-efficacy (Bandura, 1977). It has also been suggested that self-efficacy
needs definition within the context of behaviors that are being studied in order to be
useful in research. Therefore, the concept of self-efficacy must be applied to the
behaviors of teachers (specifically beginning teachers) in an educational setting.
Teaching efficacy identifies beliefs about the results of teaching in general
whereas personal efficacy deals with an individual’s belief about her ability to achieve a
certain result due to her own personal action. The study of teacher efficacy has
characterized two dimensions that represent internal and external orientations (Gusky,
1994). The internal factor represents “perceptions of personal influence, power, and
impact in teaching and learning situations,” while the external orientation “relates to
perception of the influence, power, and impact of elements that lie outside the classroom,
and hence, may be beyond the direct control of individual teachers” (Gusky, 1994,
p.639). It is possible that the relationship between the beginning teacher and her
administrator may have elements that lie within both orientations of teacher efficacy.
The supervision and evaluation of the beginning teacher by the administrator may
influence the teacher’s perception of her own ability to impact learning in addition to her
personal teaching skills. Perhaps external factors such as grade level, subject area, room
scheduling, supplies , and disciplinary support could be considered as elements that lie
outside the classroom, which may or may not be influenced directly by the beginning

teacher, but are likely to be influenced by the administrator.
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Corcoran (1981) documents that teacher’s self-efficacy, in particular beliefs
toward teaching, change over the first year of teaching. Attitudes toward teaching
decline during the initial weeks of the induction year and change very little during the
remainder of the school year (Hogben, 1979). Moreover, a link between teachers’ beliefs
in their abilities to teach and the performance of their students has been identified
(Ashton, 1986). “In fact, over the last 20 years, researchers have established strong
connections between teacher efficacy and teacher behaviors that foster student
achievement” (Goddard, 2000, p.480). While there has been evidence compiled that
links the effects of a teacher’s belief about her capacity to impact student’s motivation
and achievement, less is known about the kinds of context variables linked to a teacher’s
sense of efficacy (Tschannen-Moran, 2002).

The model of teacher efficacy (Tschannen-Moran, 1998) suggests that resources
and constraints in specific teaching contexts impact the efficacy judgment of a teacher.
The 2002 study by Tschannen-Moran and Wolfolk-Hoy (2002) examines just one aspect
of this model. They explored what kinds of supports seemed to matter most in the
development of teachers’ efficacy. Beginning with their Teacher Sense of Efficacy
Scale, Tschannen-Moran and Wolfolk-Hoy also asked participants to rate the quality of
the support they had received in five areas: (a) teaching resources, (b) interpersonal
support provided by colleagues, (c) parental support and involvement in their classrooms,
(d) interpersonal support provided by the administration of their school, and (€)
community support provided for their classrooms. The analysis was divided into
Novice Teachers (<five years experience) and Experienced Teachers (five years or more

experience). Perceived support of the whole group was moderate but the experienced
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teachers reported significantly higher levels of teaching resources and support from their
administration. When the support variables were analyzed independently, it was found
that neither group showed a relation between teachers’ sense of efficacy and support from
administration. The only variable that made an independent contribution to explaining
the teachers’ sense of efficacy was teaching resources. Tschannen-Moran and Wolfolk-
Hoy (2002) explain this lack of impact on behalf of the administrators (and colleagues)
by stating “because of the traditional isolation of the teaching profession, and the dearth
of meaningful feedback from administrators in traditional supervisory practice, perhaps it
is not surprising that teachers do not look to these as primary sources to inform their
efficacy judgments. Teachers have been forced to cultivate their beliefs of their
capability to impact student learning whether support from colleagues or administrators
was available or not” (p.6). They determined that the career stage did make a difference
in a teacher’s sense of efficacy with the experienced teachers having a higher sense of
efficacy than the novice teachers. This supports the claim that teachers leaving the
profession have a significantly lower sense of efficacy than teachers that remain in the
field (Glickman, 1995). In conclusion, the study suggests that teachers make their
efficacy judgments independent of the level of support from colleagues and
administration, but also suggests that the organizational structure has the potential to
change that result (Tschannen-Moran, 2002).

While the data in the Tschannen-Moran and Wolfolk Hoy (2002) study shows a
lack of connection between the support of the administrator and the teacher’s sense of
efficacy, it is worthwhile to note that the term “support” was not defined to the

participants and was lumped into a single evaluation where the participant was asked to
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rate the interpersonal support provided by the administrator of their school. This work
also conflicts with other work by Woolfolk (2005) that demonstrates a connection
between the perception of support and the level of the teacher’s efficacy. This particular
study used the same scale as Tschannen-Moran and Wolfolk-Hoy (2002), but also used
three other widely used scales for teacher efficacy. Wolfolk Hoy (2005) concluded that
“changes in efficacy during the first year of teaching were related to the level of support
received” (p. 1). Clearly there is a need for further investigation to clarify the role of
“support” within individual leadership behaviors on the part of the administrator to
clarify what differences exist that may or may not impact the teacher’s sense of efficacy.
Considering the impact of efficacy beliefs on teacher motivation and persistence over the
course of a career could potentially lead to reconsidering the experiences of novice
teacher, allowing for greater protection and assistance (Tschannen-Moran, 2001).

An ethnographic study about beginning teachers in urban schools (Chester, 1996)
found that specific school practices contribute to the quality of new teachers’ work in
their first year of teaching. These practices included opportunities to collaborate with
colleagues, work with administrators who attended to instructional issues, and quantity
and availability of resources. It is the new teacher’s work with the administrators that is
of significant interest. The National Center for Educational Statistics (1994) as cited in
Chester (1996) identified inadequate support from administrators as the most frequently
cited reason former teachers gave for leaving the profession (30.2%) or changing districts
(45.9%) in 1988-1989. The 1990-1991 results were similar with 24.9% of the former
teachers and 45.6% of movers identifying lack of administrator support for their

dissatisfaction (Chester, 1996). Administrative support and attention to instructional
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issues are especially important to beginning teachers. Administrators who do not observe
their new teachers at all, or wait until the end of the school year to do so, send a message
that they do not highly value instructional competence (Chester, 1992). Observation and
feedback are a critical component in assisting new teachers, and without them, new
teachers may feel uncertain, anxious, and neglected (Chester, 1992).
Supervision of new teachers is also linked to teacher efficacy (Chester, 1996).
The number of classroom observations by the immediate supervisor was used as a proxy
to represent the supervisor’s attention to performance. Chester (1996) found that the
number of supervisor observations was related to a change in self-efficacy beliefs.
For both novice teachers and experienced beginning urban teachers who were
observed 5 times during their first year, the figures show upward (positive) shifts
from the baseline in changes in self-efficacy beliefs, while for teachers who were
not observed the shift is downward (negative). In urban schools where
supervisors pay a great deal of attention to teacher performance, all experienced
beginning teachers and most novices, have positive changes in their self-efficacy
beliefs. Only the youngest novices experience declines. In contrast, in schools
where supervisors pay little or no attention to classroom performance, all
experienced new hires, and most novices, experience declines in their self-
efficacy beliefs. (p.246)
These results support the findings that clear and frequent observation with
evaluation by administrators contribute directly to the teachers’ commitment to school
goals when they believe that they are capable of influencing the outcomes based on their

own efforts (Rosenholtz, 1989). While the results of Chester’s (1996) study illuminate a
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significant link between new teacher self-efficacy and administrator observation, it is
limited by the role of the administrator. While it is possible that a new teacher may only
encounter her administrator during observations, it is also likely that the relationship
extends beyond that single role. It is important to gain a multi-faceted picture of the role
of the administrator in this relationship.

In addition to the limited scope of the role of the administrator and her influence
on beginning teacher self-efficacy, other concerns have surfaced in regards to method of
data collection. A discrepancy exists between novice teacher reporting of self-efficacy
when using scales versus oral and written expressions (Onafowora, 2005). Novice
teachers express a lack of confidence in their teaching experiences and portray
themselves as challenged by discipline issues that impact instruction in their written and
oral responses (Onafowora, 2005). However, in their scale responses, the same novice
teachers express confidence in their teaching efficacy, indicating that they are confident
in reaching even the most difficult student. The discrepancy in Onafowora’s study
indicates a need for further qualitative approach to data collection. The majority of
teacher efficacy studies have concentrated on using a self-efficacy scale (Chester, 1996;
Onafowora, 2005; Tschannen-Moran, 2002; Woolfolk, 2005). The predominant use of
scales and the conflicting results collected by Onafowora (2005) in addition to the very
limited use of administrator involvement on teacher self-efficacy scales, lends itself to the
use of qualitative research in the examination of the relationship between the beginning

teacher and the administrator.
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Role of the Administrator Through The Instructional Supervision Lens

The old model of school leadership which depends on the principal as the sole
instructional leader leaves the talents of teachers untapped and is not easily sustained as
administrators come and go (Lambert, 2002). The principal is no longer characterized as
the supervisor of workers, instead, the principal acts to promote teacher development and
the building of learning communities (Fullan, 2002; Lambert, 1998; Sergiovanni, 1993;
Sergiovanni, 1995). Instead of thinking of leadership as a formal authority, Lambert
(1998) suggests that leadership be thought of as verb, by considering the processes,
activities, and relationships in which people engage rather than as the individual in a
specific role (p.1). This view of leadership means that adults learn together in a
community that has shared goals and visions. Lambert (1998, p.1) lists the following
assumptions regarding leadership as a form of learning: (a) leadership is not a trait and
leadership and leader are not the same, as a leader is anyone who engages in the work of
leadership; (b) leadership is about learning that leads to constructive change; (c)
Everyone has the potential and right to work as a leader; (d) leading is a shared
endeavor, the foundation for the democratization of schools; and (e) leadership requires
the redistribution of power and authority.

Building a learning community requires the administration to relinquish authority
and to develop the personal and collective power of the staff (Lambert, 2005). When
leadership becomes the collective work of the staff, formal authority and charismatic
figures are not required. The role of the principal then becomes one of a dialogue

facilitator, coach, and mentor. Lambert (1998) has developed an interactive framework
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that identifies schools based on their participation and skillfulness in building leadership
capacity. Schools can be described in the following paradigms (Lambert, 1998, p.2)

School 1: Low Participation, Low Skillfulness. In this type of school, the
principal typically follows a stereotypical autocratic style of leadership. The participation
of parents and community members is limited. Information flows in a top-down direction
with little input from the bottom-up. It is rare that the staff works together or tries new
practices. The staff often attributes problems to the students, parents, and community
rather than instructional practices.

School 2: High Participation, Low Skillfulness. In this type of school the
principal may be unpredictable or disengaged. Information is sparse and may change
depending on the person asking the questions. Staff meetings rarely involve dialogue.
Because there is no school-wide focus on teaching and learning, both poor and excellent
classes may exist. Staff members may work on individual projects, grants, or
partnerships, but remain unconnected from the staff as a whole. Student achievement
remains the same, but with higher achievement for students in particular socioeconomic
and gender groups.

School 3: High Skillfulness, Low Participation. In this type of school, the
principal makes an effort to include some of the staff in efforts to provide skillful
leadership. This group of staff is provided with training and opportunities to develop
leadership skills. The remaining staff may become polarized and resist the efforts set
forth by their colleagues. The group of staff involved in leadership learns to accumulate
and use data to make school decisions, although this may raise objections from other

staff. Some staff feels caught in the middle and are not skilled in conflict resolution. The
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result is pockets of excellence and innovation, but a lack of school-wide focus on student
learning. Student achievement may show slight gains in this type of school.

School 4: High Skillfulness, High Participation. In this school the principal and
other leaders make an effort to involve all staff in leadership development and decision
making. This type of school tends to have high leadership capacity and broad-based
participation. Staff members have the skills to acquire data from sources or research and
tend to base decisions on these data. There is a clear purpose and a focus on both student
and adult learning. Information flows freely between all stakeholders in the community.
The school community shares the responsibility for leadership and learning. Staff
members consider themselves to be part of a professional community where innovation is
standard. Student achievement is high, even within subgroups.

Developing the leadership potential in teachers is a key component to building a
school with both high skillfulness and high participation. So how does a principal go
about the process of developing this kind of school and staff? Lambert (2005) cites
certain characteristics and behaviors (e.g., continual learners, think strategically, are
vision-driven) that leaders of high capacity schools exhibit:

They participate with other members of the community to share concerns, issues,

and decisions; monitor and implement shared vision; engage in reflective

practices (reflection/inquiry/dialogue/action); monitor norms and take self-
corrective action; think strategically; build a culture of interdependency; self
organize; diversify and blend roles; establish criteria for self-accountability; share
authority and responsibility (dependent on expertise and interest rather than on

role); and plan for enculturation of new staff and successor (Lambert, 2005, p.3)
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Clearly the role of the administrator has moved away from that of the autocratic
supervisor and into a much more complex, yet humane, developer of people. No longer
can there be the assumption that hierarchy equals expertise. Leaders share their authority
with other experts, the teachers. Leaders work with others to generate compelling ideas,
plan ways to fulfill common goals, and generate trust and commitment. Beginning
teachers are a part of the learning community and should be treated as learners and
partners in the process. It is more challenging to bring the beginning teacher into the
community when she has not yet developed trusting relationships, and is new to the
culture, norms, and values of the school. The administrator, as part of the leadership
process, needs to find ways to develop the beginning teacher so that she can become a

participatory member of the learning community.

Interventions

Beginning teachers have special needs and concerns. A review of eighty-three
studies of perceived problems of new teachers (Veenman, 1984) found the eight most
frequently cited problems were (in rank order) “classroom discipline, motivating
students, dealing with individual differences, assessing students’ work, relationships with
parents, organization of class work, insufficient materials and supplies, and dealing with
problems of individual students” (p. 160). These difficulties associated with the first
years of teaching demonstrate the need for specialized attention to new teachers and
programs that will support them in their new challenges. Programs or services that are
designed to aid the new teacher fall under the general term of teacher induction.

Teacher induction can include a wide variety of means of assistance: printed

materials about a district and school, building orientations, release time, group meetings
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with other beginning teachers, consultations with experienced teachers, mentoring,
conferences and workshops on specific related topics, reductions in teaching load,
conferences with supervisors, observations of other classrooms, and team teaching
(Veenman, 1984). In order for an induction or mentoring program to be effective, it must
be well designed and supported (Darling-Hammond, 2003). One example of a successful
induction program according to would be a multiple day seminar before the beginning of
the school year covering areas that new teachers find most challenging such as classroom
management and effective instructional techniques (Wong, 2004). The program should
continue with other elements as follows: (a) ongoing professional development designed
for the needs of novice teachers over a period of 2-3 years; (b) group meetings with new
teachers for the development of support within a learning community; (c) inclusion of a
supportive mentor teacher; (d) a strong sense of administrative support; and (e)
opportunities for observing and modeling effective teaching.

The National Association of State Boards of Education found that well-designed
mentoring programs lower the attrition rates of beginning teachers (Andrews, 2003).
Andrews cites an example from Gold (1999) in which results of a study of new teachers
in New Jersey reported first year teacher attrition at 18% for those without mentoring vs.
5% for those that had a mentor. In addition to lowering attrition in new teachers, well-
designed induction programs have been found to increase job satisfaction and efficacy
(Ingersoll, 2004).

Successful mentoring programs create a strong, improvement oriented profession
in schools, professional associations and teacher unions (Hargreaves & Fullan, 2000).

Reaching these objectives requires mentoring to move in the following directions: “from

28



being performed in pairs to becoming an integral part of professional cultures in schools;
from focusing only on classroom work with students to developing the ability to form
strong relationships with colleagues and parents as well; from hierarchical dispensations
of wisdom to shared inquiries into practice; and from being an isolated innovation to
becoming an integrated part of broader improvement efforts to reculture our schools and

school systems” (Hargreaves & Fullan, 2000).

Analytical Theories

Leader-Member Exchange Theory

Leader-Member Exchange theory has its roots in business and industrial literature
and has not yet been applied to the educational setting. Leadership research can be
described using domains that consist of the leader, the follower, and the relationship.
Leader-Member Exchange theory (LMX) differs from other leadership theories in its
focus on the dyadic relationship, its unit of analysis being the relationship itself
(Gerstner, 1997). The foci of investigation in this type of research are the relational
characteristics between leaders and members that promote a desired outcome. The main
contribution the LMX perspective has brought to the understanding of leadership lies in
the fundamental idea that leaders form different types of exchange relationships with
their subordinates (Sparrowe, 1997). The quality of the exchange relationship between
the member and the leader is pivotal in determining the fate of the member within the
organization (Gerstner, 1997; Sparrowe, 1997). Research in this domain focuses on
identifying characteristics of dyadic relationships such as trust, respect, mutual
obligation, evaluating reciprocal influence between leaders and followers, examining

how the dyadic relationships are correlated with outcome variables of interest, and
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researching how effective leadership relationships can be developed, maintained, and

combined into collectivities of leadership structures (Graen, 1995).

Evolution of LMX Theory

The traditional domain of LMX research has been the formal reporting
relationship between the leader and the member and is described as “vertical dyad
linkage” (Sparrowe, 1997). The assumption in this research has been that the exchange
of resources flows down the lines of the formal organization and that the leader, by virtue
of her position, has the power to decide how to distribute resources and opportunities
among the subordinates. The dependence upon leaders for intangible resources such as
loyalty, information, emotional support and respect have also been tied to the relationship
(Dienesch, 1986). Relationships were categorized based on the quality of the exchanges
between the leader and the member. When asked to describe their manager, different
professionals generated very different descriptions of the same person (Graen, 1995). At
one extreme, professionals reported “high-quality” exchanges (also known as “in-
group”), which were characterized by a high degree of mutual trust, respect and
obligation (Graen, 1995). The opposite extreme reported “low-quality” exchanges (also
known as “out-group’’), which were characterized by low trust, respect, and obligation.
Workers in high-quality relationships typically acted as trusted assistants to the manager,
going above and beyond the call of duty, whereas the workers with low-quality
relationships acted as helpers that only performed that which was specifically required of
their jobs (Zalesny, 1987). The central concept of early work examining the relationship
was that these different groups arise out of resource constraints on the manager that

requires her to develop a group of trusted workers to assist her in the functioning of the
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work (Graen, 1995). It is predicted that because of constraints on a leaders’ time and
other resources, only a limited number of subordinates would eventually become “in-
group” members (Dansereau, 1975).

More recent work in LMX has moved past the “in-groups” and “out-groups” to
focus on development of effective leadership relationships. In this approach, the focus is
not on the differences between the two groups, but rather on how leaders can work with
members on an individual basis to develop a partnership with each one (Graen, 1995). In
this model, the LMX process is accessed by all members through an offer to participate
from the leader. This offer has two effects: (1) the LMX process is perceived as more
equitable and (2) there is a potential for a larger number of high-quality relationships
which would in turn, increase the potential for more effective leadership and improve the
organization’s capacity (Graen, 1995). Followers that accept the offer of the leader to
develop a high quality LMX relationship improve their performance dramatically (Graen,
1982). Expansion of this model of LMX theory may be useful in the examination of the
relationship between the novice teacher and the administrator.

To understand the application of the LMX model, it is necessary to describe its
process. It begins with a “stranger phase” in which the “individuals first come together
as strangers occupying interdependent organizational roles. In this phase, interactions
between the members occur on a more formal basis — in essence, it can be characterized
as a “cash and carry” economic exchange. Within this relationship, exchanges are purely
contractual: leaders provide followers only with what they need to perform, and
followers behave only as required and do only their prescribed job” (Graen, 1995, p.230).

A beginning teacher would logically start in this phase, being new to the profession and
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the school. It is possible that the teacher would have limited exchanges with the
administrator surrounding issues pertinent to instruction. In this case, the purely
contractual exchanges could be interpreted as the mandatory observations and evaluations
of the beginning teacher.

The second phase of the LMX model is the “acquaintance” phase which begins
when either party makes an offer to improve the relationship. In this stage, “increased
social exchanges occur between the members, and not all exchanges are contractual.
They begin to share greater information and resources, both on a personal and work level.
These exchanges are still limited, however, and are part of a testing stage. There is still
an equitable return of favors, and these exchanges occur within a limited time period”
(Graen, 1995, p.230). It is questionable as to whether or not a beginning teacher will
reach this stage in her first year of teaching, or even in the following years. Research
must be conducted to measure the progress of the relationship and also to identify
variables that may impact the progress of moving from one stage to the next. Itis
important to examine both personal variables and organizational variables that may
impact the progression of the relationship. It would be of interest to examine at what
point in the relationship an offer is made to extend the relationship and by which party
the offer is made. Furthermore, an attempt to investigate whether the failure to progress
in the relationship has any impact on the beginning teacher’s sense of efficacy or her
intent to leave the profession would be a potential area of research interest.

The third and last level of the LMX model is classified as “mature partnership”
exchange. At this point, “exchanges between the members are highly developed: they

are “in kind” and may have a long time span of reciprocation. The individuals can count
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on each other for loyalty and support. Moreover, the exchanges are not only behavioral
but also emotional—mutual respect, trust, and obligation grow throughout the process. It
is at this stage that the degree of incremental influence and, hence, leadership between the
members is extremely high” (Graen, 1995, p.231).

The rate at which the dyad progresses varies, and as previously stated, would
likely be slow during the beginning teacher’s first year. Based on the model, the
progress for the beginning teacher to the move from the stranger phase to the
acquaintance phase is critical since most dyads that do not develop to the mature stage
drop back to the initial “stranger phase” (Graen, 1995). It would be of interest to study a
variety of teacher/administrator relationships to gain insight into factors that may enhance
or impede the progression of the relationship from one stage to the next. A group of
beginning teachers working with the same administrator would be of significant value
because the organizational variables impacting the relationship would be similar, whereas
the personal variables would vary across the group of beginning teachers. Questions for
further examination would be: Does the administration offer the LMX process to all the
new teachers? What is the current type of leader/member relationship occurring between
staff? Does the administrator rely on a small trusted group of teachers, or does the
administrator offer the opportunity to develop high-quality relationships with all
members of the teaching staff?

Contextual variables and their influences on the LMX model are still under
development in business and industry (Dienesch, 1986; Gerstner, 1997) and have limited
use in the field of education. In developing a model for use in education, it is imperative

to take into consideration that leader-member exchanges may (a) develop in a number of
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different ways; (b) differ in character based on which dimensions are more prominent in
educational settings (e.g., loyalty, affect, contribution); and (c) lead to different outcomes
depending on the nature of the developmental process and the characteristics of the
relationship (Dienesch, 1986). Based on the need for a highly descriptive context in
which to understand the operation of the LMX model in an educational setting, a
qualitative approach would lend itself to a collection of rich data on the relationship
between the beginning teacher and the administrator. Without such initial data, it would
prove difficult to develop appropriate scales by which LMX could be measured in a

larger educational study with any degree of certainty.

Summary

Looking at the research that has been conducted on beginning teacher attrition,
the results indicate an unacceptable situation. The educational communities in the U.S.
cannot afford to continue losing new teachers at such alarming rates. Not only does the
constant cycling of new teachers in and out of the profession cost schools in terms of
human and fiscal capital, but more importantly, it impacts the ability of the schools to
develop highly functioning learning communities (Ingersoll, 2004).

Current research on effective leadership stresses the movement away from the
leader as manager, to the leader as a developer of many leaders (Lambert, 1998, 2002,
2005; Sergiovanni, 1993, 1999, 2005). Building a learning community involves building
relationships based on trust, commitment, common vision, and support of all of its
members. New teachers require extra assistance in becoming encultured to their new
working environment. They need time and assistance in order to learn the myths,

symbols, culture, and norms of their new workplace. As the instructional leader, it is the
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responsibility of the administrator to offer the opportunity for leadership to all teachers.
Realizing that beginning teachers cannot believe in what is not known to them, it is
important for the administrator and the beginning teacher to have a relationship that
inform and supports. So, the answer to beginning teacher attrition does not lie with
simply recruiting larger numbers of new teachers, but rather in working with beginning
teachers in meaningful ways that will keep them in the profession (Ingersoll, 2001).

Recognizing the need for new teacher assistance, many states and schools have
mandated some form of new teacher induction program (Hargreaves & Fullan, 2000).
Assistance comes in a variety of forms including summer orientations, professional
development throughout the school year, mentoring, and support groups (Wong, 2004).
Proper and timely support is especially important during the first years of a new teacher’s
practice, especially considering the research that has shown that beginning teachers’ self-
efficacy typically declines in the first year and does not improve afterward (Corcoran,
1981). The connection between the support of the administrator and the beginning
teacher’s self-efficacy has been studied on a limited basis (Tschannen-Moran, 2002;
Woolfolk, 2005). The majority of the studies have been conducted using a teacher
efficacy scale, some of which have addressed the issue of administrative support
generally, but failed to reveal any in-depth information regarding the substance of the
“support” (Onafowora, 2005; Tschannen-Moran, 2001; Tschannen-Moran, 2002;
Woolfolk, 2005).

Conflicting data was gathered by Onafowora (2005) using scale responses and
oral/written responses regarding beginning teachers’ self-efficacy. It was found that new

teachers reported a higher level of self-efficacy based on the efficacy scale responses, but
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the same new teachers expressed a lack of confidence in their teaching efficacy with
regards to their oral and written responses. This discrepancy in results, in addition to the
limited use of administrator involvement on teacher self-efficacy scales, leaves a gap in
the data that lends itself to the use of qualitative research in the examination of the
relationship between the beginning teacher and the administrator.

The use of the LMX theory as an exploratory lens, through which to view the
relationship between the beginning teacher and administrator, may develop new ways of
thinking about the process of teacher induction and more importantly for this study,
teacher retention. Variables that impact leader/member relationships in business and
industrial settings may offer insight into factors impacting relationships in educational
settings as well. The in-depth examination of the relationship between beginning
teachers and administrators is a missing link that has potential to impact policy, practice,

and the growth of stable learning communities.
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CHAPTER III : METHODOLOGY

Introduction to a Phenomenological Study

This study explored the relationship between the beginning teacher and their
building level administrator to better understand what elements and interactions may
enhance and/or inhibit the beginning teacher/administrator relationship and in turn,
influence the beginning teacher’s persistence in the teaching profession. The study
examines the dyadic relationship to determine what elements of the interaction play a
particular role in a teacher’s persistence, how this relationship does or does not fulfill the
needs of the beginning teacher, and the extent to which this relationship is impacted by

organizational elements.

Research Design: A Phenomenological Study

Qualitative Approach to Research

Qualitative methods of research involve an inquiry process that relies on specific
methodological traditions to examine social or human problems with a holistic approach
(Creswell, 1998). The qualitative researcher conducts her studies in the natural setting,
where the researcher gathers data in the form of words or pictures, uses inductive analysis
and focuses on the meaning of the participants (Creswell, 1998). This type of research
centers on the process rather than just the outcome of the process, and requires the
researcher to be open to new ideas and theories that may emerge from the participants
and their experiences (Marshall, 1999). Qualitative research focuses on a small number

of individuals in order to generate rich data, and while it is possible to apply data
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collected to other situations by analogy, it cannot be generalized to larger populations

because of its limited scope (Patton, 1990).

Defining a Phenomenological Approach to This Study

The phenomenological approach is a search for the essence or the central meaning
of an experience that emphasizes the “intentionality of consciousness where experiences
contain both the outward appearance and inward consciousness based on memory, image,
and meaning” (Creswell, 1998, p.52). Phenomenological data analysis involves a
reduction in the data, an analysis of statements and themes, and a search for all possible
meanings.

In the search for all possible meanings, a researcher must suspend her own
personal preconceived notions as well as her own personal experiences in order to allow
the data to show the true meaning of an experience. This process is known as bracketing,
or epoche. The psychological approach to the phenomenological study provides central
tenets that function to (a) determine the meaning of the participants lived experience and
provide a rich description of that experience and (b) extract the essences of the lived
experiences through the examination of individual descriptions and their general or
universal meanings (Moustakas, 1994).

Creswell (1998) has summarized the major procedural issues in using
phenomenology as follows: First the researcher must understand the philosophical
perspectives of the approach, with the idea of bracketing being central to the process.
Second, the researcher develops questions that explore the meaning of the lived
experience for the individual in the study. Third, the researcher collects data from

individuals who have experienced the phenomenon. This is typically accomplished
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through in-depth interviews. Lastly, the researcher conducts her data analysis,
transforming the data into clusters of meaning and textural and structural descriptions,
thus resulting in a report of the essence of the experience.

This study uses the phenomenological approach to capture the essence of the
relationship between the beginning teacher and the administrator. It is necessary to use
this method in order to explore the possible tensions and connections that may or may not
exist in the relationship. Current research has provided acknowledgement of an
importance to this relationship, but has failed to deeply examine the intricacies of the
relationship itself. This study brings to light the various dimensions of the relationship
and their possible influences on the beginning teacher.

When reviewing the literature on the topic of beginning teachers and the
relationships they have with their administrators, there appeared to be few studies that
sought to describe behaviors, nuances, and descriptions from the members of the
relationship from their own perspectives. Such a study would allow an opportunity for
the application of a phenomenological study when investigating this type of relationship.
Phenomenological inquiry allows the reader to share in the experiences of the participants

as well as the interpretation of their meanings.

Preparation, Data Collection, Analysis, and Conclusions

The phenomenological method is not predictable and requires a researcher to be
flexible, open to new ideas, and able to see things from an unbiased perspective. The
researcher must attempt to discover and express the experiences of the participants and
the context in which they occurred. Moustakas (1994) describes a structured approach

that includes the phases of epoche, identification of significant statements, clustering of
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themes, synthesis of themes into textual and structural description, and finally, a rich
description of the essence and meanings of the participants’ experience (Moustakas,
1994).

The phenomenological model used in the study is outlined in Table 3.1. The

actual description of the process will begin with the selection of the participants.

Table 3.1 Summary of Methodology

Preparing to Collect Data
e Formulate Question
e Conduct Literature Review
e Develop Criteria for Participant Selection
o  Develop Instruction/Guiding Questions

Collecting Data
o Engage in Epoche
e  Bracket the Question
e  Conduct the Interview

Organize, Analyze, Synthesize Data
e  Horizontalization
Reduction and Elimination
Clustering and Thematizing
Final Identification of Themes
Construct Textural Description
Construct Structural Description
e Construct Synthesis of Textural-Structural Description (Essence of Experiences)

Summary, Implications, and Outcomes
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