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ABSTRACT
’

This study addressed itsel£<to the Professional Satisfaction
of Beginning Teachers; Profeseional éa}isfaction\is conceptualized
as the state of satisfaction which resnits from gratification of th;
need of or want for professional\autonomy. ‘Thus it is c0nceptualized
as one elementloi, but distinct from, Career Satisfaction.

jThe study was'basedvon questionnaire data provided by 71
principals and 213'beginning teachers of the eight scHool jurisdin§§i
tions.which enoircle the city of Edmonton. Beginning teacners were 3
defined as classroom teachers in their first or second year of service
in January,11§75; |

| The main purpose ot the study was to investigate relationships
which exist between beginning teacher decision making involvement,
frofessional Satisfactibn, and Career Satisfaction' and between begin- )
ning teacher superv1sion exienience, Profe3310na1 Satisfaction, and i
Career Satisfactiof. In addition, Rapport with the Principal was f
viewed as a. variable in its own right and as an intervening variaole.

The Professionai Satisfaction Index (PSI)/and PSI scale werev :

introduced to enable responderits to be given a Professional Satisfaction

score on each of the’ five detlsion areas A similar scale was' apglied

to responses to the five superv151on categories 4
Regarding decision making, the findings show that high \levels

of decision making»involvement~were significantiysaSSOCiated'with

~Profession:ﬂ Satisfaction (resulting from gratification of the want for

R4

decision making involvement): Dec1sionimaking involvement,vper se, did

v

,/’



not contribute‘to_the Career, Satisfaction of beginning teachers as
' substantively as the literature suggests. However, high levels of
; ‘decision making involvement.were associated with high Rapport with the

Principal, which, in turn,.was associated with high levels of Career
. . O e . ) o
Satisfaction. v o N i
o 5

_ Regarding supervision the coneabt of Professional Satisfaction

(resulting from gratification of the want for independence from .

undesired supervision)‘proved to be inappllcable‘in this studya How-
- / '
ever, the findings are valid and show that, among beglnning teachers T

satisfled With their supervisxon experience, high levels of Career
" Satisfaction were associated in the two factors, ‘Face-to-Face Discussion'_ih
and Collegial Professionalization, with both frequent supervision a
experiencevand high Rapport with the’ Principal._ Among dissatisfied',e
heginning‘teaehers, low levels of Career:gatisfaction’were‘associated
in the factors,‘Promotion.of Professional;Development and*DéGEippm;;tj

. of Teaching Competence by Example,,withfinfrequency of supervision*.m
. experience. Here, high.levels pf Rapport with‘the‘?rincipal;appearedh
, to compensate -in terms of Career Satisfaction for a pefceived 1£ék of

supervision;

For both decision makingfand’supervision,'re '6ndents who./’

. . ! 3 4'( s /: ‘
expressed a preference for less decision making involvement or/less
A ,/ S
frequent supervision constituted Ea “egligible number. .
/"‘,{‘ .

Rapport with the Principal was’ shOWn to be pervasively associa-
ted with Career Satisfaction. ‘Whenever the beginning teachers were _‘Tﬁ}f

Acategorized on the basis of their Rapport scores, in all five decision

iy t,‘

~areas and in all fivevsupervision categories, in every finding of

k) e



significont difference and in every finding of,
. A
except one, the mean Career Satisfaction.score
) ) .
4

group was numnerically preater than -that of the

no bigt'lil'i‘(umt difte
‘ A .
of the high Rapport.

low Rapport group.

‘.

rence

Do

Both

‘the statistical btvidence and, respondents' comments suggested that the

satisfaction od respondents was precminently associated with the success
.

o A ‘
ot the principal as a builder and maintainer o

>

’ r

f rapport.

Finally', tvo variables in particular, the number of yecars the

-~

)

principal has been a principal and the grade level of the beginning®

o

LL‘.ICht‘I"S classes, were found to be signiticantly related to a number

¢

of decision making and supervision factors. .’
o e .
°

€

b
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CHAPTER I R
I. INTRODUCTION

This study is based on two fundamental assumptions., The first

ts that it is desirable to fgster a high level of satisfaction in neo-"

»

4 . - .
phyte teachers. Research in North America demonstrates that relatively

'high rates of-attrition occur in the teaching prcfession withinvthe four
51 five years following flrSt appointment to a teaching posi\ion
(Charte;s, 1967:193f.; MacDonald, 1970:5; Bush 1970 125 Pedersen,

©1973:121; Francoeur, 1963:44; McGillivray, 1966:3; ‘Milne, 196812;

Sullivan, 1971:20) . This may be so even when the normal life cycle |

‘efﬁgcts of ybung female teachers are taken into account (Sullivan, 1971'

44,-104). It

t

s also alleged that often the best teachers drop out most

.‘rapidli (Bush, 1970:112; Charters, 1967:187; Braga, 1972:56).‘ane
economic implications of auch a situation are.evident: not on1§ are
'tgere financial and resource costa involved in the training of prospec-
tive teachers, but also opportunityrcdsté are involved in the prepara¥ '
tion of future dropout teachers‘in playé of others whc may‘have found
teaching a veryvsatisfylng and life- 10ng career. ‘ S

There are, of c0urse, many factors contributing to the overall

satisfaction which teachers may é&perience with teaching as a career.

L g h /', 1‘.' .

Thua:zne/;et/ﬁi factors may well involve satisfactionuwith_one 8 per-

_-——formance of "the most characteristic professional act" (Bucher and ’

o~

¢

- Strauss, 1966:188), l. . teacher interaltion with learners. Another

set of factors be enumerated in terms of satisfaction with one's '

‘relationships with superordinates, colleagues and signiflcant dthers

in the community within which the school functions. Other factors

- 1



again may include satisfaction with such extrinsic rewards as salary,

: _ p
the respect or esteem enjoyed, and the chances of using one's influence

in the work situation (Lortie, 1969:32). Clearly satisfaction with the

work itself, the work environment, the availability of facilities and .

ancillary services, the work load and salary levels, community support,

~

and so on may all influence the career satisfaction of teachers.

0f, the multitude of such contributory factprs, there are two

Jdimensionsiof career satisfaction which it is both topical'and fruitful

to identify. The first is the felt satisfaction of teachers with their
influence on decisions concern&ng their work and work environment; and
the second is the felt satisfaction of teachers with the supervisory

practicesiwhich they experience. It will be shoﬁh in subsequent chap-
ters that decision making irdvolvement .and supervision are central to the

z

concept of the proféssiongl autonomy of teachers, in that they are

. . £
interrelated dimensions of control over professional work. Since

" teachers generally appear to{be’seeking a greater measure of profes-

£

- enced by

sional autonomy than they presently eqjoy, it is aréued that gratifica-

tion of their need of, or want for, greater auionomy will lead to greater

satisfaction. For the purposes of this study, the satisfaction experi-

teachers with their decision making involvement and with their

. independence from undesired subervision“is defined gs'professional

Y

satisfaction. In other words, professional satisfaction results from
Lo . - ;

grétificagion of professi@nai autoniomy needs or Wantﬁ, and may con-

L%

 tribute importantly to career_satisfaction.

”
-

Y

Admitted1§ factoré other than professional1satisfacfion ofliack
of 1t may influence a teacher's decision to continue to teach or to

' o ~ : : . : .
quit the profession -- such factors, for example, as the personal v

~.. -



investment of money and time already made in‘specialized training, the
general level of unemployment and/or comparative wage rates ,in alter-
native oécupations, geograpﬁical influences, etc. But the logical fact -
remains that the more satisfied a teécher feels with his job, the less
likely he is to leave the teaching profession. Hence the first

- assumption underlying.fhis stuéy appears to be a reasonable one;

The second fundamental assumption whichuis necessary to justify
the present research is that teachers will continue to work, at least
in the foreseeable fugure, in fgrmal school organizations which are
more of less bureaucratic in structure and progéss. The implication
here is that it is worthwhile to undertake an ihvestig%fion whiéh méy
lead to a greater undérstanding‘of the relationship geéween_educational
administrators-énd the beginning téachergswhose‘professiona} satisfac-

tion may in no small measure be related to administrative decision

making and supervisory,practices.
II. THE PROBLEM

This study'addressés itself to the problem of beginning téacher
satisfactionf Thg question raised is: when neophytes go out into the
schaols as qualified teachers, whaf deciéiop making resppnsibilifiesﬂ
and Supervis?ry practices are associéted wa;h théir satisfaction:on éﬁd‘

with the job?

In order to answer this question, a number of areas of decision

~a o

~ making responsibility are identified and the»involvemeqp‘of beginning -

. ‘ g
teachers in the decision process in each area is established. Hence

4 .
B

the first sub-problem is:



‘(1) 1In what way is involvement in decision making related to the

satlsfaction of beginnlng teachers? " ' A

-
7

te . //
It is also necessary to delineate those supervisory practices

“which may affect beginning teacher satisfaction. The second sub-
e ‘ . ’/,’

/
/

~ problem may then be stated as follows:

(2) In what way is frequency of supervision experience related to
the satisfaction of beginning teachers? -

of
In addition to the above,'however,'the‘quality of the relation-

ships between the adminie;rato; and the beginning teacher 1is likely to
affect beginning teéener satisfaction. In other words, it is not ‘
simplyéyhat an administrator does but the way that he.does it that may
be a crucial factor. For example, an administrator who succeeds in
establishing an atmosphere of trust at the interpersonal level may

. 1influence beginning.teacherisatisfaction at least as much as either
teaeher involvement in particular decision areas or neacher exnerience
- of particular supervisory practices. Thefefore,ua third sub-problem

_needs to Be investigated, némel#':' |

4

'3, What influence does the rapport which beginning.teachers feel with
the administration have on their satisfaction? -

Although no,assumption is made ;hat high levels of.beginning
teacher satisfaction 1ead to high levels-of professional commitmen:flu
to a career of teaching, Butler (1961:13) points to the direct positivel
relationshio between job satisfacticn and the retention of beginning g

H
‘teachers in the teaching profession. It 1s worth‘noting, too, that
hutzl (lQ]Z)has shonn that teacher attitndes of professionalism are

positively;correleted with teacher satisfaction.
- s v

3



‘minimized or discarded. o

TII. SIGNIFICANCE OF THE STUDY

g%he present study was prompted by the frequency Mifh which the
scg;ol administration and supervisory practices are held responsible for
teacher satisfaction or lack of it by writers and researchers who con-
tribute to the literature.

However, it differs in a number.oé impoftént ways from many
earliervinvestigations in the areas of teacher satisfaction and morale.
In the first place, it focuses on a nar;ow segment of the population of
feache:s, namely, beginning teachers. This ig because ghe first year
or fQé of teachiAg appear to be especialiy éignificant in the restrué;
turing and/or réinforcing pfocesses that takg place in respect of the
beginner's‘ideal concept oﬁ;himself as a profes;ional teache; when he
is appointed to his first /teaching position. It is a time when the
prospective teacher is uniquely ready to develop or change in the
direction of the.o¥ganizagion's expectations (Be;lew and Hall, 1971:26;

Kolb et al., 1971:8). In Schein's (1971:3) terms, he is unfrozen, and

perhaps more open to professional socialization processes than at any

. . A
other timg'in his career. Cleaaly the influences.of administrative

' demaridg translated through the decision making structure operating at

the school and the influences of>supervisory prac;zzés actuaily

émployed by the administration may be either positive or negative in

terms of their present and future effect on beginning teachers' satis-
t : '

faction. It is of(bréctital importance to administrators that positive

= ' ‘
influences be identified and expanded and that negative influences be’

LR

i3
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Of great significénce for educational administrators is the
poteﬁtial for cpnflict which- appeats to exist between bureaucratically
structured authority on the one hand and professional autonomy on the
other. Administratérs hold higher rank in the hiera;chical'étructure
thanvthe beginning EsfcherS’whose professional competence and satisfac-
tion, ideally, they would wish to foster. In addition, pragmatic
administ;ators would wish to avoid high rates of tﬁrnovér among the
éeachers working gnder them. The effectiveness oandministrators in

fostering what might loosely be called commitment among beginning

teachers is necessarily tempered by their perceptions of those teachers,

3
[t . 2

and by a natural inclination to stand by known, and perhaps tradi-

tional, ways °of doing things. However, the nature of);hefsoéigty of

which beginﬁing teachérs are in part a product is undergoing rapid
change’ in termé of attitudes, values, and bdth'formal and informal
;glgtionships; Ihere is, for example, much more basié social securjty
proQided by governmentS'thén was the case ten years ago. Hence jéb/'
secufity may be of less importance to today's beginningv}eachers, Again,

society has become more materialistic in orientation, so that teaching

- positions may be regarded in a more instrumental light and less‘as a

) . L o

calling than was the case among earlier generations of beginnimg = * o
s \:n” ‘ ‘ : ’ o 'b‘1 . \yf S o ‘
teachers. ‘Furthermore, many of today's beginning teachers haye - , -7 °
R | . S
experlenced four years of undergraduate university life and successfully

compieted fouriyears of professional-level university educatiop.° In “
Alberta, four yéars oglteécher education has been a legal certificatl@n‘
requirement for Stuﬂents.entering a Faculty of EQucation’asffrom
September, 1973. It is t;mély, therefore, go inyf;tigate the on-going

problems which are the subject of this research: to review where the



locus of decision making responsibility lies and what supervisory prac-
tices are in vogue, and with what consequences in térms~of\beginning

teacher satisfaction, both their professional satisfaction and their

satisfaction with teaching as a career.

IV. DELIMITATIONS OF THE STUDY ' '

L Y

This study was confined to principals and beginning teachers in

P

the eight school jurisdictions which encircle the city of Edmonton,

sl

- Algérta. The beginning teachers were full-time glassroom teachers, in

their first or second year ofbteaching in January, 1975. Kindergarten,
remedial and resource teachers, librarians and counsellors were excludgd
from the study, since their patterns of school involvement are not

N

necéssarily normative in terms of the fnvolvement patternms of ¢fassroom

teachers of grades 1 to 12.
Of all the possible influences affecting. teachep”perceptions,
,féttitudes and feelings, a few were selected as pertj

poses of this study. These are the nominal data/items on Page 1 of the

Teachers' and Principals' Queétionﬁaires'(Appéndix A).

V. LIMITATIONS ?f)yﬁé'STUDY_

o

" The main limitagiops‘of the study’lay in the fact that question-

naires were used to gather the data. Problems inherent in

s/
/

of data collection concern ;ﬁe reliability and validity of th finstru—>

11s method

-

ments (discussed in Chapter IV), and the assumption that :géponses‘

'

faithfully.reflect the real pe:géptions and feelings of respondents.
The cpnclusians reached are limited by the nature of the sample

- of beginning teachers investigated, thisosample being time-bound and-

Y



Y/ ) v 8
////;lace-bound. Such grounds as may exist for generalizing any conclusions

beyond the sample are discussed in Chapter IV.
o P

)
s

/

VI. DEFINITIONS OF TERMS
/ .
/ _ )
The following definitionsfare adopted for the purposes of this
2 ¥ :
- / -

/ .

study: S l
\ /
Satisfaction: the quality or state of being satisfied and contented
’resulting from gratification of a need or want, -

Esteem needs: the needs of self-esteem and the need for esteem
accorded by others -- competence, prestige and
A\ - ~recognition needs.
Autonomy needs: the need for recognition of one's competence to
make independent, rational decisions.

Professional autonomy: the amount of freedom and responsibility
required for making decisions which determine the

3 direction, performance or evaluation of professional
‘work; independence from non-professional control.
)

Professional satisfaction: the state of satisfaction resulting from

' gratification of the'need of or want for professional
autonomy. More specifically, Professional Satisfaction
is the state of satlsfactlon restlting from gratifica-
tion of the need of or want fer

(1) participation in decision making; and/or

(2) independence from undesired supervision.
Career satisfaction (teaching): the overall satisfaction which

teache's feel with teaching as a career.

Beginning teachers: those classroom teachers who are new to
teaching and who dre in their first or second
year of service in the public elementary and
secondary schqols.

P - ’
W

[ - : N

Further definitions of terms appear as they become warranted in

the course of the text of this report. e
. o g
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VII. OUTLINE OF THE STUDY

Chapter I introduces the centrai prcblem to which this study is
addresaed and indicates the significance of the problem for educational
adninisrrators. A nuober of significant terms are defined for‘the
' purposes oi the study. The delimitati?ns and limitations of the study
are stated. § .

W\

. Chapter II contains a review of the literature upon which the
conceptual framework is founded..LThe chapger provides an overview of a
number of'approaches to the probiem of empleyee satisfaction, examines

- ’

the 31tuationa1 context in which teacher employees find thenselves, and
3
finally focuses on the plight of the beginning teacher as\he seeks
satisfaction of: needs and/or'wants. The chapter forms the genera} back-
ground of theosqndy. . . |
Chapter III reviews the‘literature pertaining to the two inter-

related dimensions of professienal autonomy, decision making involvement

and supervision experience. Here the central issue is seen to be that

e

= el - .
of control of the teacher's work and work environment. Relevant

Canadian'research ijs cited to show’that certain decision making areas
and supervisory practiceq are 1ikely of particular relevance and
immediate moment tc_beginning.;eadhers. The principal emerges as the
‘ key figure in determining the‘?ecision making involvement actually
enjoxed by beginning,teachere.andbthe.eupervisory practices actually
experienced;by peginning reachers;.

| Chapters II aqg 111 thus identify thoeeidecision areas and super— .
4:visory practices which are included -in the questionnaires to principals

and:beginning teachers (Appendix A). They -also provide the bases of the

7
o(«
%

o
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research framework and statement of hypotheses with which Chapter III

concludes.

Chapter IV is concerned with the Instrumentation and Methodology
of the research. The‘Pilot Study, which may be Qiewed as a means  of
‘testing both instrumeﬁts and method, is repoftéd in Aﬁpendi¥ B.

Chapters V and VI report thggznalyses of the resijf;h dat%,

while Chapter VII contains a summary of the study, conclusions drawn by

" the researcher, and implications for future practice and investigation.

VIII. SUMMARY OF CHAPTER I
L

Chapter I introduces the problem to which this research repdft"

is addressed. Two fundamental aéSUmptions dre explicitly stated, and

it is a}gued that both are justified.
g.
The broad issues involved and the significance of. the study

permeate -the opening sections of the chapter. The delimitations and

limitations of the study are then stated. A number of key terms are

°

defined, and the chapter coqcludeé with a brief outline of“the repart
. - .
{

which follows. o - | . . <

(-

’

&
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\\ REVIEW OF THE LITERATNRE, PART I

-

I. INTRODUCTION *

»

The review of the literature is iﬁ two parts, This Chapter
bepins with an overview of a numbv} of approaches to the satisfaction
of employces vorking in orgdnizations. The conceptual framework of the
present study is then presented, }n further shpporE.ofiwhich the
situational context in which teachers.find Lhcmsechs is examined: 1in
particular, the essential nature of the conflict which teachers, as pro-
fessionals, may experience with educatioﬁgi administrators as bﬁreau-
crats. Central to the discussion is the concept of profgsSional autono;y
Finaliy, the focus of the Chapter narrows to the plight of the beginning
teacher as he seeks gratificarion of esteem and autonomy needs.

This Chapter thus provides .the general background to the study.
Part II of the liter;%k(e review is sequential. What emerges from Part
I is that the prOfeSsigdal satisfaction of beginning teachers appears to
depend on two critical aspects of profess;onal autonémy: firstly, their
involveﬁent iﬁ decisions which directly affect them, and thus their
satisfaction, on and with the job; and secondly, the supervisory prac-
tices of administrétors who have the hieférchical power to thwart their
needs for esteem and autOnomy. Part IIé therefore, examines in depth

IS )

the issue of control as it pertains ‘to participative decision making and

the supervisory practices of administrators.

o

13
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I1. ANALYTICAL OVERVIEW OF APPROACHES fO'EMPLOYEE
SATISFACTION FOUND IN THE LITERATURE
This section reviews some of the major approaches to the nature
of satisfaction and ways of achieviﬁg it among members of an orgaﬁiza—
tion which are found iﬁ the literature over the last two”decades. An
atfemp; is made to demonstrate the centrality of employeé participation
in decision making and of supervisgry behaviors of superordinates in the
. i
achievement of employee satisfaction.
Mérch and Simon (1958:94).propose that thé priﬁary faétor
iﬂfluencing an eﬁployee to leave an organiéation“is the employee's
perceived satisfaction with the job:

The greater the individual's satisfaction with the job, the less
the perceived desirability ¢f movement.

According to March and  Simon, one of the main 30urces-of satis-~ .
faction lies in the c0nformipy of the job to the employeefs self—imagé.
The self-image, in turn, depends upon estimates of one's worth, one's
indepenéence, and one's competence. One's worth may be estimétéd in
terms of tangible rewards, such as income and perquisites, as well as in
'Aterms of less tangible benefits such as status or prestige. One's
indepenéence may be estimated in chh terms as one's independence froq_
SUpervisérylpractices (March and Simon, 1958:55); one's‘perceived power
to influence the organization (Schein, 1970:15), or one's ability to
resist organizgtionél expectations or sanctions Qerdeivéd as illegitimate

(Gross et al., 1958:284; Katz and Kahn, 1966:178). Hence participation

in decisions regarding one's job assignment may be ofvpaftiéhlar impor-

[

tance inestimaFiffiire's independence (March and Simon, 1958:95).

Thirdly, one's competence may be estimated from the ieve} of'Speciaii;ed

@t
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education attained. Note, however, that one's proffssional orientation-
and aspiratiOns likely perméate all three aspects of fhe_éelf—image
identified by March and Simon. o *

Clearly the felt desirability of leaving an organizatidﬁ does
not automatically meanlthat an cmployee will leave. As March and Simon

o R . ~ *
(1958:100) point out, this decision is subject to the perceived ease of

movemé;t from the organization which is determined by the perceived
nﬁmber and nature of alternative jobs available. One of the alternatives
an empioyee may opt for is intraorganizational transfer. 1In teaching,
for example, Willower (1969:1215 sﬁggests thq} changing schools or
seeking a different position within the educgfion system, such as in
pupil services or counselling, may offer a solution for the disillusioned
classroom teacher.

The two_ogher main sources of(employee.sgtisfaction expoundedl'

S

by March and Simord are based upon the predictability of job relation-

ships and the compatibility of the work-role with other roles. These
‘propositions tie in well with Schein's (1970) notion of a psychological

L

contract which is made between employee and management when a position
4 ‘

with the‘organi?ation»is accgpted. The basis of the psychoiogical con-
tract from the e@plpyee's side is his éésumptioﬁ aboudt the nature of

the organization and his expecta;ion for it to behave in certain ways
toward him (Scheiﬁ{.19;0;51). If the organization's authority system is
percelived as'legitima;;,\the employee delegates power to infldence.hisv
behavior to those in higher gutho;ity aﬁd he complieg with their demands.
But if the organization:fails to meet his expecfations, then dnless the |
organiéation can coerce him to remain as a membef,,he will most likely

A

1eavev(Schein, 1970:13;-15).
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. ; “
From the mnnngcr's_point of view, 1t is™the kinds of expectations

that he has about people that make up his side of the pSychological con-

tract. According to Schein (1970:50), the most important factor
r

—

successful orgAnization%%‘manngcment is the fit between management's:
a?dumptions aboupApcopic and the actual characteristics of the orgdniza—
}ion members., With th;s thought, Schein Summar{zés some of'the most
influential thinking that has shaped the discursiv? and researghvlitera~
ture én the nature of human satisfaétibn and ways of.abhigving it among
workers'on_the job during the last two decades.

Though founded on common sense rather than empirical grounds
,(Hellriegél and/Siocum, 1974:307) Mislow's (1954) hierarchy of prepotent

. . ‘

needs has enjoyed wide acceptance among education theorists. The theory

A
.

posits ‘that unsatisfied needs act as motivators of human behavior and
that the highest levels of satisfaction derive from satisfaction of the
need for self-fulfilment or self-actualizhtion. Before such satisfaction

can be experienced, however, the lowerlpfepotent needs must be gratified.

Figure 1 reproduces Porter's modification of Maslow's hierarchy,

Self-actualization

Autonomy

\ Esteem

[

Social

. éz/ - " Sécurity

Figure‘l. ‘The Hierarchy of Neéds (From )
Sergiovannil and Starratt, 1971:135X‘;‘\




Porter's revision is particularly relevant in societies which’
have largely overoomerghg probléms of gratifying the physiological needs

of the population. F‘urther\r\r‘ioree,L the inclusion of autonomy as a higher

~—

order need is particularly relevant to~education (Sergiovanni and

Starratt, 4971:134), since it captures the esse of demands for control

and self-determination which any growth in the professionalization and
- .

professionalism of teachers seems to spawn. ‘ .
| It may be argued, therefore, that if school management accepts
that human needs arrange themselves in the hierarchy of prepotency
presented in Figure 1, then this conception of man in general or of
teachers in particular provides operationai guidelines for successful
administrative behavior. Take, for example, the eSteem needs.. Maslow

(Vroom and Deci, 1970:32) includes.hererboth self—esteem, based on

competence, achievement_and respect, and the esteem of others, based on

such factors as reputation or restige,.reCOgnitib‘ and appreciation.
p n\ PP .

\\

Satisfaction of the esteem’ needs patently lies w1th1n management $ power

S~ \\\
~.

té mo small extent. Thwarting of them, Which rs- also p0531ble on the

. part of management, produces feelings of inferiority and d13c0uragement.x

It is perhaps not surprising to find that the hierarchy of needs
theory has been acclaimed as a basis for enlightened supervisory
behavior, including providing teachers‘with opportunities €o make

S ” : .

independent educatioual‘deciSIOns and‘to devErop»personally and pro-

fessionally (Sergiovdhni and Starratt, 1971 131 14&\\ For, in other

, words,rgreater teacher satisfaction is believed “to depen

on more pro-

fessional autonomy being accorded to teachers’ whose present ives are
directed towards satisfaction of the higher levels of need. \\:
; o - A
. \\\ ‘

r
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On thé/other hand, Maslow's assumptions regarding a natural

and universal hierarchy Qf prepotent needg have been quegtioned.‘ Lee
(1959:72), for example, argues that hgeds’are culturally derived and
that cultural values determine the kiﬁd and potency of what are
actually cfeated'needs. However, if the cultural context of ﬁorth

America, or more specifically, Canada and Alberta, is taken as a given,

)

it only requires to establish what'needs appear to be the most prepotent

as far as teachers in the given cultural situation are concerned.
N ' ' )
Research using the hierarchy of needs framework is reported by

Hellfiegel and Slocum (1974:308-310). They observe that the need hiegs

Iagchy may differ according to organizational level, cultural background,

- -

race and“sex. Thus Maslow's theory has generated some controversy.

However, there is an abundance of evidence to be presented in the course
of the present literature review supporting the notion that teachers, in

their specific situational context, have their sights set on gratifica-

4

tion of ghé esteem and autonomy -needs. Nor does this notibn imply
absolute gratification of lower levels of need, but only'tﬁat the lower |
‘needs have 5een satisfied té an extent which al{gws the estéem-and
autonomy needs to AOminate.

A second and somewhat comparable approach to the satisfactibn'of

N

buman needs is proposed by Argyris. (1957). In formulatihg hié theory.of

personality.and orgaﬁization, Argyris delineates the infancy dimensions
. ' N

of behavior which are seen to be'required by an organization of its

~

‘members and contrasts them with the adulthood dimensions which con-
stitute natural growth ohtcomes and aspirations for the vast majority
of people.. The seven developmental continua originally proposed are

"

©
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refined in the followiag manner (Argyris, 1973:142):

Infants begin as o Adults strive toward
(1) being dependent and submissive (1) relative 'independence,
to parents (or other significant autonomy, relative control
adult) . - - over their immediate world
(2) having few abilitfes (2) developing many abilities
(3) having skin-surfaced or (3) developing a few abilities
shallow abilities’ \\\\\ in depth
- ~
—>
(4) having a short time - (4) developing a longer time
perspective perspective :

As Argyris (1973:141) comments:
This means that the individual seeks to fulfill these predis-
positions, yet their exact nature, potency and degree to which
they have to be fulfilled are influenced by the organizational
context . . . ’
Hence ignoring or suppressing the developmental logic represented in the
‘ 1nf5%cy—adulthood4contiﬁua may lead to employee frustration, hostility
or leaving the organization altogether (Argyris, 1957:78).

As with the Maslow theory, it is obvious that management's
attitudes and administrative behaviors ma&.s:rongly iﬁfluénce,'for better
or worse, the outcome of conflict which~tybica11y exists between the
adulthood needs of mature individﬁals_and the,organization's demands

for infancy dimension behaviors. There is considerable evidence that -

in teaching, for example, the administrative hierarchy encourages
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tecachers to be high)on dependence, submissiveness and deference to
authority, and fails to reward creative or autonomous behavior.

\
Sergiovanni and Carver (1973:29; 44) note the need for changes to occur

1"

in this regard in view of the "new breed" of teacher now entering the

profession. ' ' . N
In support of his general view, Aréyrie)cites Carpenter's (1971)
study cencbrning thevjob satisfaction of classroom‘teachers. It is par;
ticularly relevant here in that it lends suppor&/to Sergéivanni and
Starratt's comments reported earlier. in’ reference to Maslow's theory.
o

.For Carpenter found that the greater their autonomy and opportunity to

use professional authority, the higher the satisfaction of classroom

-
Py

teachers (Argyris, 1973:148). 7
Argyris' theory of personality end organization and McGregor's
(1960) philosophical Stance on management  and supervision a3 outlined
in the assumptions which undergird Theory Y appear to be fully con-
sistent with each other. ior example,:in the area of human behavior
Theory Y reliesrheavily on self-control and self-direction rather than

on controls imposed externally (MEGregor 1960 19). McCregor's'position

LN

appears to correspond with the adulthood dlmension - relatiVe indepen~-
dence, autonomy, and relative control over their .immediate world — which
Argyris (1973:142) identifies. ‘ s v

Furthermore, neither Argyris nor McGregor seem to be at odds with
Likert's (1967) System 4 management'system; Though Likerr's emphasis is
on the work group rather than rhe rndividual; and‘therefore on group

goals, motivations and satisfactions, Theory Y assumptions and self-
control methods are fundamental to System 4 principles (Sergiovanni and
Starratt, 1971:124). Thus under System 4 management, decision-making is

Y ) . . s ~

;oo
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characterized by the full involvement of subordinates in all decisions
related to their work. Confidence and tfust characterize the inter-
action-infleence processes, and relatively high sétisfaction is
experienced with regard to membership in the organization, supervision
. and individual achievement (Sergiovanni and Starratt, %971:118; 114;
111).

A third approach to-the nature of satisfaction and ways of

achieving it among organization members is based on Herzberg's motiva-

tion-hygiene hypothesis (Herzberg et al., 1959). Using the critical

incident technique, Herzberg and his associates found support for the

4 «

hfpothesis'that certain factors associatgd with the worklitself lead to
job satisfaction when they are preseng;'but;not to aié;;tisfaction-when
absent, and tha£ other facto%s (assdEiated wiﬁh conditions of-work) are
dissatisfiers when pfesent, but dé not. lead tovsatisfaction when absent.
In other words, satisfaction factors and dissatisfaction factors are
mutually exclusive. |
Sergiovanni (1967:68) nétes that Herzberg's empirical finéings‘

appear consistent with Maéiow'é hiergrchy_of prepotent needs. Herzberg
identifies‘kchievement, Recognition, Work iéself, Responsib;lity apdf
Advanéement as satiéfactioﬁﬂheeds, but for them fo become motivatérs of
‘béhavior, reésonable‘satiafibn of the "dissatisfiefé" or ﬁhyéienic"
heeds-ﬁu;t first be achieved. Some examples of’hygienié heedsjfand byi
Héi%berg to be importént in the eﬁvironmentlof work are'Poliéy and

. : \ > ‘

administration, ‘Quality of supervision, SaLary,‘Relationshipé‘with

subordinates, superorain;tes and peers,FAnd Working conditions. Thus

e

L v . — ~ _ ! :

a rough comparison may be drawn EEtween the Maslow-Porter higher order
. ‘ . L : »

needs of Esteem, Autonomy and Self—actuélization and Herzberg's -
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satlsfilers, as well as between Maslow's Phvsiological, Gecurity, Social
and Esteem needs and Herzberg's hyglenes (Dowling and Sayles, 1971:8;
Davis, 1972:59). \

Herzberg's theory has been widely tested. Dowling and Sayles
(1971:8) assert verification of the theory in over fifey repetitions,
though Sergiovanni and Starratt (1971:143Ff) suggest 1t is still a highly
controversial hypothesis. For example, in a recent study reported by
Wickstrom (1973), tﬁe four top-ranking satisfiers reported by 373
Saskatoon téachers were a sense of'achi;vement, the workfitself, good
interpersonal relations wifh subordinates, and'responsibility. The main
dissatisfiers were lack of achievement and foor school policy and
administra&ign. Hénce, contrary to Sergiovanni's (1967)'finding;, which

generally supported Herzberg's hypothesfé\ Wickstrom's study lends only

partial support to it.

pzroversy as to whether certain work factors are

mutually exf sfiers and dissatisfiers, or whether they can be

placed on sa -dissatisfaction continua, the variables identi-

fied by Herzbed ;§OurcesA0f satisfaction or dissatisfaction appear L.}

k- ) . %5
to enjoy almost] fversal acceptance.* Achievement and Responsibility

are accepted as. phly imporfant first-level factors associated with

satisfaction, .e Policy apd administration and Supervision are

l“prominenfly ass®iated with dissatisfaction. If kesponsibility may be

taken to mean that workers enjoy relative independence and autonomy, and
P .. '
relative control oyer their immediate work situation, as Herzberg et al.

~

(1959:47) imply in. their definition of the term, then the link with

.

Argyris' adulthood dimension is forged.
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In fact, Herzberg, Argyris and Maslow may all be,validly con-

strued as showing that a high level of employee satisfaction is a

~

tjunction‘of the gratification of the psychological or inner needs of

-

man in fhe work situation. The work situation, however, hay itself be
an important variable. Hence the final theory of human behavior to be
{ncluded in this overview of approaches to the nature of satisfaction

and ways of achieving it in organizations treats this variable very

-

specifically.
The reference Bere is to the Getzels-Guba (1957) model of social
behavior, which has provoked a stream of hypotheses and research studies

investigating the theory that satisfaction is a function of the con-

~

grﬁence of role andlpersonality, the former comprising the institutional

expectations and ghe latter, the individual need-dispositions. vThe
numerous inveétigétions‘spawned by tﬁe model iﬁclude_studies on perc%p—
tual differences which cause differen£ instiﬁutional member~groups to
either expect or experience different, often conflicting, roles of the
same organizational office hqldér.- Also included are differences

between perceived and ideal behaviors of role incumbents.

Rl

In an early summary of role analysis, Charters refers to "the

seemingly endless comparisqﬁs andjcrng—éomparisons" resulting from

the application'df réle.theory to. educational research. 'Hé further

comments: 2
. . the line of reasoning common in the educational literature
focuses on the congruity or disparity among personality needs,
perceptions of behavior, desires for (Jr expectations of) behavior,
actribﬁtions'of expectations, and the like. Congruity is seen to
lead to a tensionless state of harmony and satisfaction; disparity
is-said to create tension ahd dissatisfaction (Gage, 1963:798).

In view of the vast scope for pqtential,lack of'congruences to

<3
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occur, 1t would seem that one obvious solution to problems of reducing
disparity and inoreasing congruence, and thus satisfaction, 1s for
dialogue and joint decision making to take place among the'varioos role
incumbents. This mo; ensure c}aoification of roles from the orgéniza—
tion's point of view and accurate'percepoions of role requirements from
the employee's. If pa;ticipative decisions‘oan be reaohed wherebyvthe
appropriateness of expectations is agreed'upon, then the three important
dimensions of toe employee's perceived role have been met -- role
accuracy; roletgiartty ano roie consensus --- all of which aré associated
with high satisfaction-(creene ond OFgan; 1973:§6). 'iﬁ addition, -
mutuallf satisfgctory arrangements may be reached jointly concerning
the manner and c0ntent‘of supervision, an essential facet of work in an
organization, oot one which may lead to high-dissatisfaction.

T11. THE CONCEPTUAL FRAMEWORK

~ /Table 1 summarizes by author the approaches to the natufe of
employee satisfaction just considered in Section II.

* While it is evident that Table 1 emphasizes the conditions for

growth‘of-employeé satisfaction, it is also possible to interpret it
from a negative point of view. In other words, embloyees will lack

satisfaction or experience dissatisfaction if the job does(not conform
N 1
to the self-image (Ma?ch"and_Simon) or the psychological contract

(Schein), if it does not gratify dominant needs (Maslow) or allow for
growth in adulthood dimensions (Argyris),.;f’it does not provide -

intpinsic motivators”(Hérzberg),_or 1f there 1s role conflict (Getzels).
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VA
TABLE 1
THE NATURE OF EMPLOYEE SATISFACTION\ACCORDING TO AUTHOR
AUTHOR EMPLOYEE SATISFACTION IS A FUNCTION OF . . .
March and Simon . . . conformity of the ‘job to the self-image, on
“Ta the job relationships and compatibility of the
, job with other roles
Schein : . . . accurate assessment and fulfilment of the
; expected terms of the psychological contract .
Maslow . . . . gratification of man's dominant inner needs
Argyris | e Compatlblllty of growth 1n adulthood
' dimension¢ and the organization's demands

ol

Herzberg . + . intrinsic motlvators and environmental

- , | hygienes 7’L< .
4 . . . . l

Getzels : . . . congruénce between organizagional role-

. . expectations and individual need=dispositions

s . ) .

5

Employee reactions to the nonsatisfaction of needs are demon-
strated in summary form in Figure 2. Based upon Kolasa's paradignm,

Hellriegel and Slocum (1974:311) offer the following conceptualization:

P N ’ R . K Dﬁ_gensive
Most - Tension Séjarch for / BéhﬂTVior
NEEDS |~ Prepotent |-  and | s Relief of ©
Unsatisfied Frustration Tension and _
Need Frustration Constructive
T Behavior

Figure 2. Reactions to Nonsatisfaction of Needs

» . {(Adapted from Hellrlegel and Slocum, ‘
. » - 1974:311) . )
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Figure 2 is self explanatery. In order to particularize this
conceptualization to the teaching profession, Figure 3 is presented
below. Derived from the theoretical background outlined in this Chapter

and the following one, Figure 3 is a graphic representation of the

conceptual framevork of the present research study.

THE CONCEPTUAL FRAMEWORK

NEEDS y§SI“EBERQ£ﬁ§I | TENSION AND'
h—] UVSATIQFIFD NFFDS FRUSTRATION
A4 o : N
Ne?d;d15£051t%0?5 Esteem and . Lack of Satisfaction
) ?ac ers im —> Autonomy —=>| and Dissatisfaction
the 'Seventies ]

{Vigorous Search

for Relief -
P ] e i
| P J ,
]~ Constructive Defensive '
' Behavior Behavior

E.g. Escape by Flight
Change Role & P J &

Aggression
Changj/Others ‘ " Apathy ~
g ) ' ‘ & * SRR
Increased Control Over Work _ Increased
" and Work Environment - Professional
By (I) Participation Autonomy
in Decision ‘ \L
Making ’
. ‘ Increased
(11) Indepenéénce Professional
from Close " Gatisfaction
Supervision

Figure 3. Reactions of Teachers to Felt Needs
for Greater Professional Autonomy

pd
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Figure 3 depicts the nced—dispositibns of teachers in the
o

'seventies to be such that the esteem and automony needs are tHé most
prepotent unsat?sfied needs. If ungratified, lack of satisfaction or
dissatisfaction leads to a vigorous search for relief from tension and .-
frustration. Defensive reactions may involve leaving the present
teaching position, aggressive behavibr;‘or apathetic attitudgF. Con-
structive behavior, on the other hand, ifivolves changing the role of
the teacher and changing the attitudes of significant others. These
changes aliow teachers to increase the amount of control which they have
over their work‘and their work environmgnt. There are two dimeﬁsions
to control: a "human approach needs' dimension and a "human avoidance

needs" dimension. The former dimension is associated with tontrol over

N

decision making, the latter with controi over supervisory prac#ices.
Thus to the extent that teachers ére successful in increasing th;ir
desired freedom‘and responsibility in decision making and their desire&
independence from supervision, their n;ed for professional autonomy is

- gratified and their professional satiéﬁéctionbincreasgd,

The particul&r foéus of the present study, however, is beginnipg
teacher satisféction. Hence, it may be objected that, while the ﬁdst
prepotent needs for teachers in general appear to be associated with
esteem and.aﬁfonomy, fof»beginning teachers in particular, %atisfacﬁion
ma; be dependent on gratification of the security and §ocial ne;ds.

Assuming that the beginning teacher of the 'seventies has
adequate financial security in the form of.éélary, then‘his 1nterest“

may certainly lie in achieving job security in the form of tenure,

Achieving tenure requires evidence of some degree of professional
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competence. But it is the administration that is responsiblg for the
evalgétion of the beginning teacher in respect of tenure. Hence the
téacher is vitally affected by the evaluative criteria against Whicg
his performance is to be assessed. ‘Given the greater assertiveness and
desire for autonomy attribdted fo the beginning teacher of the 'séventies
(Sergiovanni and Carver, 1973:30), it seems reasonable to suppose fhat
he is concerned not only over the content of admiqistrative decisions,
but over the mgnner iA which they are reached. It is his professional
competence that is at issue, ’It seems likely that he will‘want a say
in decisions affecting it. 1In other words, he is-concéfned with the
degree of pggfeésional autonomy accorded to hiﬁ'in respect of job
security. “

The same sort of reasoning may be applied to any decision
making that directly and immediately affects the beginning teacher's

3

satisfaction on and with the job. Although it is.freely admitted that

all levels of needs probably exist toAsome ;xtent for the individual
moét of the time (Héllriegel and S}ocum, 1974:309), the litérature and
research reviewed in Chapter III,.Section V1L, adequately justifies the
suggestion that esteem and éutonomy needs qqickiy bécome the.most pre-.
ﬁotent'unsatisfied needs fof the novice pracFitioner.

Empiricallevidenée ;rovides suﬁpgrt for this positioéi Trusty
and Sergiovanni (Sergiovanni and Starratt; 1971:140), noting the concerﬁ

4

of young educators (age 20-24) with esteem needé, repbft that for both
age and_sex'categories of respondents, esteem, autonomy and self-

actualization items account for larger need deficiencies than‘sechrity

and social need levels.
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Again,'a class of 25 undergraduate Educational Administration

1
’

students (University.of Alberta, 1974) was asked to nominate the degree

of importance each attached to secyrity, social, esteem and autonomy
needs. Only 12% of these students did not name autonomy'and/or esteem
needs as being most important. In other words, only three students

reported either security or social needs as their most prepotent needs.

~

It is “recognized, of course, that changes in prepotency of needs
may occur on the job. The following sections, therefore, examine the

whole question of the satisfaction of teachers’ana identify particular

problems confronting the neophyte practitioner of the 'seventies.

.

/ . ' v
IV. THE SATISFACTION OF TEACHERS

Introduction

The purpose of this section is to review the literature which

L 4

examines teaching, as a professional or semi—prbfessional occupation, in
so far as it pertains to fhe satisfaction of teachers. The prévious
section outlineg\ygriohsT&pproaches to the satisfaction bf employees in
A ' .
organizatiqns in general tgrms. But as Séott (1966:266) pointé out,
professionals pari&éipaie in two systems, the proféssion‘and the ”
orgaﬁizacion, which rest'on fuﬁdameniallyé@iffefént principles of.
organization, the onekéet of‘principles beiﬁg essentially collegial,
thebother essentiallyvbureauczhtic in nature. Hence the.actual or

pqtenfial confliet which arises between professional authority on the

A

one hand and hierarchical control on thegyother is an integral,elémentA
in the situational context confronting teachers in the school$ and

necéssarily affects the level of satisfaction or diSsatisfaétibnAwhich

a

they experience~on and Qiﬁh thefjob. : .
Sy S
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The discussion focuses on professional autonomy, though not

!/
e

exclusively so. This is bpéause the basic physiological and security

’

needs of teachers have yéigely.been met, at least in the province of
Alberta. This is not hecessarily so in the case of the esteem needs --

both self esteem and the esteem of others —- since Maslow (Vroom and
|
Deci, l970:f2) includes among them competence, prestige, and recogni-

*

tion.

These attrilfutes may be thought. of as characteristic of autonomy

neéds also. For example, professional competence is the basis of pro-
s ‘ v -
fessional authority while prestige and recognition are typically

«accorded to those who ehjoy prdfessional status in_the commdhify;
Professional autonomy itself isAdefined as that amount of freedom and
responsibility which is‘reQuired for méking decisions which de;efmine
the performance, direction or evaluation of ﬁrofessional wérk.

Corwin (1970:56)A§ummarizes fhe conflict between what hé)calls

the "irreconcilable" structures of professional and bureaucratic
. N i M
autqority now evident in North American school systems. He describes

what has emerged as:

a set of prdcedures for enforcing compliance awkwafﬁly imposed
upon a system that requires autonomy and initiative in order 1
to function. . . . Implieit in the pr1nc1ple of hierarchy is an
assumption that teachers are incompetent . . .

a

With such mattéfs as these, this section of the literature

review is concérned.

N
b

The Professional Autonomy of Teachers

Selden (1970:71) claims that thousands of young people reject

e e—

v

teazhing as a career .because they are repelled by accurate perceptions

j—
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of what lies in store for ther énce they accept a teaching position.
After an estimated 10,000 hours 1in élose contact with teachers tLortie,
1969:10), secondary school graduates no doubt have“soﬁe criteria against
which they can evaluate how well their career—dspirations and their
image of themselves aé practicing feachers match what they perceive a
teaching career has to offer.

It seems certain ghat the North American teacher enjoys only.
limited proféssional autonomy if this is defined in ter;s of the praé-
titiopef's fight to éetermine clientsi needs. For society-fails to
recognize the existence of an esoteric knowledge base which, when
mastered and applied to the concrete éroblems of living, would
;nevitably lead to the professiénal indepen&ence of teachers —-
inevitably, so long as lay persons believed that they themselves lacked
the expertise necessary for performing, ditectiﬁg or evéluating-pro-‘
fessional work (Hughes, 1966:66).

»

In-<fact, sociegxxagbears to believe itself competent to pass

w7

judgment on the needs of ﬁeachers' clients. As Lortie (1969:24) points

out, teacﬁing involves the transmission of knbwledge, much of which may élw

be already known to a considerable percentage of the adult population.
Hence teachers find themselves in competition with others whom MacDonald

(1970:27) labels "gifted amatgurs;" In any case, the core teaching act

is almost exc¢lusively restricted to interaction with éhildren,iwe., to

‘interaction with low status clients who, in the main, are compélled to

- attend school (Leggatt, 1970{170). If, also, teachers have been or are

o
prone to lay special emphasis on the disciplinary and custodial aspects

v

of their work, as Leggatt ¢1970:170) and MacDonald (1970:9) claim, then ..

*

it is not surprising ﬁhat laymen may feel competent to expound at
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length on matters pertaining to classroom management or treatment of

v

pupils, on curriculum objectives and content, and on the evaluation of

-5

pupils by the teacher.
The professional autonomy of teachers is also constrained by
the effects of history. Firstly, thé control of schools is yested in
; B
lay boards of trustees, with certain mandatory and certaim’discretionary

responsiBilitles and powers. That school boards are in a highly vul-
nerable and visible position is emphasized by Lortie (1969:5-7)m§wh0

suggests that trustees therefore employ safety strategies in their

<. . *
n - N ‘.

relatieﬁships_with teacher employeee. Typical of such strategiesrare .
equality‘of treatment of:emp10yees and theiuse of impersonal formulae

in dealinga'with them. Looked at froft another point of Qiew, this means
that considerable control is-maintained over the teaching profession
fhrough administrative structures which may well result in the sub-
ordination of professionalbauthority to the demands of'bureaucracy
(Legeatt, 1970:160). . TN

/
Secondly, in the formal control system, the puéitlon of the

re

S

wsuperingendent is tenuous (Lortie, 196933); On the one hand, he is an

s

employee of the board and subject to its control. On the other, he is

the hlghest ranking profe551ona1 in the hierarchical structure. On

7

balance, it may be that his role tends to be defined in‘terms ef.the

demands of administration rathér than of'professional teacher activities

and -aspirations,

*

- Thirdly," prlncipals—are almosc non-existent in legal terms
(Lortie, *1969:4). The Alberta principal for example, is the teacher
who must: be so designated by the school board (Alberta School Act, 1970:;

82(1)) W1th 1ittle say in p011cy deCISlonS and virtually no financial

S
'
Al



33

resources to allocate in accordance with his‘profcssional~judgmont, the
principal is nevertheless most strategically‘placed for dqy-to—day super-
vision of teachers (Andrews, 1960:10). 1In tﬁis, however, not only is he
called upon to mediate between the administrative needs of the organiza-
tion and the professf;nal expectations of the teaching Staff,‘but the
demands of clients, parent or pupil, form yét a fhird dimension to his
_role; ‘Clearly, a prinéipai can only délegafe authority to his staff
withinﬁthe.par&meters of the degree of.autonomy he himself enjoys:
Equally clearly, his own autonomy may be legitimately restricted by
suéerordinate ranks in tge hierarchy.

Another facFor, also pér; of the legacy of history, may deter .a
principal -from according professidnal‘autondmy to teachers.t'Cenerally
speaking, relatively low entrancg standards to teacher education
inséitutiéns, inadequaté selection procedures for screening. out deviants
and/of incompetents, and what Andgrson (}962:142) calls. "makeshift and
jerry—builF" training prograﬁs for prospective teacherslin times of’ |
sﬁortage, Havé likely.all contributed to the level of esteem in which
‘teachefs are held, not only by the general public, but by teachers’
Qlients‘ana superordinates as wéil. Hence principals may ﬁ}efer to
place more reliance on‘their own judgment énd less on that of their
,stéff members.i Iﬁ any eVe;t,,teaéhers rate only salaried e@plbyéé
status (Lortie,_l969:2; Corwin, 1970£7); and teaching ;s ;ot a very
p;estigﬁbﬁs occupation: ° 1t'is.not ranked in a high poéitibn on the stétus
list of oCcupaﬁioﬁézzggiss, 1970:21). . |
. kesearch shows, however,-fhat‘wﬁereas teaching is'wgll below
the topmost'occﬁpational rank forlmen, it'is a'soéialiy désirable and

satisfying occupation for American women (Lortie, 1969:20; Leggatt



' 34

11970:163). Thelfehiﬁizapion of - the teaching profession hasrbarticuiar
consequences for the level of professional autonopy,accoraed teachers
working within a bureaucratic.structure. Simpson'aﬁd Simpson (1969),
for example, note that female teachers are concerned with acceptance
and warmth rather than with drive toward intellectgal mastery. Their
orientation is toward humanitarian service, wor%iﬁg w;ph ?éd helping
people, rather than toward professipnal autonpé&. They/é;e considered
to be relatively compliént employees who reéaily fdiloé/éirectives so

long as the buréaucracy does not interfere with the tlécher—pupil

/.

relationship which they establish (Lotfie, 1969:36}§. ' B /

- Relatively unambitious (Simpson and Simg;ﬁﬁ, 1969;231)//female
teacﬁers' early commitment to a career of teacﬁ;ng iSARyéglemétic
(Pavalko, 1971:162). Their decision té enter'teaching/may be made
partly on thevgrounds that it has hisforically been one of tﬂe few
careers open to women. In-some cases, Pavalko (1971:48) suggests éhat
the decision is made on foftuitous, even trivial, grounds.r In other
cases, teaching qualifications provide a measure of security or
insurance agginst future contingencies;i.e., a éertif}cate ofvmébility
between an occupational role -and other roles which women may be called
on to play (Leggatt, 1§79:165; Corgy, 1970:9).

” Etzioni (1969:xv) suﬁmari;es thé éffecgs of having %grge numbers
of females %n the composition of the’teécﬁing fg{éé when.hg_states that,
on the average, they are more amenable to admiﬁistrative control than ;

“men,iléss cénscioﬁsgof organizational Statps,-and more sdbmissive in
the“bureéucratic context. Simpson and Simpson (1969:199, 2§§),add'
further consequences; namely, arréauced;solidarity fo;/gdiiégiallautomony,.\

' L _ L . /.
~a lack of informal work norms, and a proliferation of/bureaucratic rules

s
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which are not strongly and uniformly resisted by teachers on a. united

front. Hence the forces for bureaucratic control are strengthened.

Y

Conclusion . .

In spite of the many influences outlined above which appear to

favour ‘the entrenchment of bureaucratic control over the teaching pro-
s :

//fession -- and MacDohald (1970:8) makes the point that in Canada, in

A © e o R
particular, there seems to be no serious disposition to relax adminis-
3 - Y. v .
trative controls -- there are clear Signs that this state of affairs is

unlikely to obtain over the next decade. Two widespread cultural move-
' .

ments which are active and potential forces for cthanging the existing
balance between professional authority and hierarchical control are the

elimination of discrimination against women and the rise of teacher

’

militancy. Current economic conditions and demographic factors may-also

’

///be favourable to tB@&growth of pfofessional autonomy. The bulge in

/

‘tertiary “institutions. In Alberta, as mentioned earlier, four years of

pupil population has been met, at least for the time being in Alberta's
case, reducing the rate of growth in demand for teachers. .Simultaneously,
salaries anduconditiéns of work héve probably iyproved, méking,teaching
more attractive to young péople chobsing careers (Sergiovqﬁni and Carver,

. ‘ , . y o
1973:27). Furthermore, in place of foreshortened training courses which

critical shortages of teachers apparently made esseptial in the past,

the emphasis is now on longer periods of formal teacher preparation in

-
-

y

University'educgtion is noﬁéﬁinimal for obtaining permanent teaching
qualificatiohs.' This may result, firstly, in increased effectiveness
of training institution socialization practices and higher levels of

need for professional autonomy among neophytes, thereby increaéing the

»
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professionalism (OL Whittaker, 1970:194). Secondly, it may

affect the range af k what is taught’ in schools and how it is

taught, thereby

over teachimn
&
%irc

responsibilit7 Erol over all aspects of their work. Corwin

(1970:341) rep;' \t the vast majority of teachers want more control

Vs

and a ‘clear majd Fwant teachers to have ultimate authority over major *

educational deci} . Thus of the conflic;'areas,identified by Scott

(1966:2691273) in3 discussion of professionals who work in bureau-

“w

cracies, three app ?to have immediate relevance for tedchers. Firstly,

the desire for profe ipnal autonomy and responsibility may .lead to

increasing resistance o bureaucratic rules. SecondlysiinternallZatfon

. L ¥
-

iven primacy during the time spent at .profes-

L

of ideals and stand;t

sional training insjittions may lead to increasing rejection of bureau-
cratic standards. And thirdly,  the authority relations’ involved in an

administrative hierarchy of control, coordination and supervision may

. .

lead to increasing resistance to bureaucratic supervision in favour of .

A

the authority of profeSsiédal colleagues. Etzioni (l969:§), howéQer,

sees greater creativity and indiv;dual‘decision—power as the mainstream
) . ;o o AR

of resistance to bureaucratic supervision. This ﬁay bezmope likely in
the,caée oﬁ teachers, whq,generall§ seem to‘prefer not to evaluate
fbrmally other teachers' work‘(Lortie:'l969:25).. -

This section, therefore, provides the situational context con-

! ’

fronting the neophyte practitioner. The subordinatjion of teachers,-

» . -

-

.
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which’, accordfng toisimpson and éimpson.(l969;2&5), is traditionally:
extended into the community, is under challengey, ‘Furthermoré, the
enervatiné'and tension riddén policing assignments which teachers ‘have
to endure in additxon to their prof83510na1 work load (Selden, 1970: 68)
is also unden challengé. In these respects, Etzioni (1969 xvii) raises
the questi%ns: now p}ofcssional is the self image? How is the adjust—yu
ment to the reality of supervision from above to be achieved?

_“It i§ with such que§tions that this study is-conc;rned, speci-
fically in [giation to béginning teachers. The following section, there-
foré, focuses'the»discussion on ngwcomers to the teaching professiony

the emphasis being on the difficulties they face as they seek sﬁtisfac*

tion from growth towards professional autonomy.

V. THE BEGINNING' TEACHER

“This section concentrates the focus of the rgview of the

g

literature on to beginning teachers. Sé;giovanni and’Cafﬁer (1973230),
speaking of the "new breed of teacher", shggest gnat.he is more asser-
tive, more aggressive and nofe autonomous thnn his n;edecéssor, and, at
the same tlme, less respectful of authorlty,bless conforming, and’ less

maldeable. Yet they also state that commltment‘to educatiOnal purposes

and to the educatlonal profe551on seems to be 1ncre351ng among teachers, ;
e :

partlcularly newcomers. Thls is so because the prospectlve teacher

(and the supply pool of students. from which, he comes) lives amid: a

culture that values people-helping oamupations and intrinsically

- satisfying careers (Bush, l970rl31' Sergiovanni and Carver, 1973:27)?

This is not to deny that in choosing a professional ‘career, o

» ] . ‘:7’ h ':. . P

. » o
- . AN o -
o . 8 g
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prospective entrants are well aware of prestige faCtOFS,‘SUCh as the
income and life-style which practitioners %re'able po command (Heist,
1962:213—21%2. For teachers, lLbrtie (l969:32f ‘notes that, apart from

such extrinsic rewards, teachers may gain job satisfaction from

ancillary benefits, in which category he includes security, freedom

from competition, time for travel, etc. But it is only in the case of"

intrinsic rewards that satisfaction varies 'with the individual teacher's

effort -- the satisfaction that comes from planning classes, managing
: .
the .classroom, ''reaching'¢stddents and having them progress, associating

with pupils and with other beachers, and so on. Intrinsic satisfaction

"but one of-exchange.- It is hot‘unreasonable to suggest thatﬁTaculty

‘o

' . N . . ¢ . N .
in turn depends on the individual teacher having freedom to choofe the
‘ ) . : . /

criteria and techniques to be used in assessing performance (Lortie,

1969:33). This idplies that-in the core professional activities at

leasr, in order to experienee satisfaction, teachers require a large
. F -; . .

measure of freedo$ggf decision making, which MacDonald (1970:33)

. ,."'"'5‘ i3

identifies as the distinguishing mark of the professional.
It is well documented that, during the preparation program, the

student teacher experiences a movement in his profe351apal outlook
™~

towards the 1deology of the faCulty (Chaltas et al., 1968:81), though

Olesen and Whittaker (1970 192) observe that this interaction 1nvolves
. ‘ ¢ ®
reciprocities - it is not simply a proceps of assimilation and moulding,

LY

members, with  access to the most recent research fxndlngs and diggg -

sive thinking, are probably in the vanguard of modern approaches to
. S

the problems of the teachlng profession.- Tb the extent~that fhiscis S0,

P

‘4

b
the professional sociallzation of teachers in tralning may reinforce

’lthe'hew breed of teathérSWjactitudes towards_gfeater professional

v
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autonoqx and* less conformity to bureaucratic rules, standards and
supervision.

Chaltas and his associates (1968:77) claim that few school
Q .
@

districts provider for continuing suppoft for beginning teachers through

~the first year of service. In othér words, at the very time when the
C

neophyte is most susceptible to influencgs which may have a direct
begring on his future career as a profession§l teacher (Kolb et al,,
1971:8), he is largely‘left to‘his own resources. For téaching does
not incorporate iﬁtensiv? contact'witﬁ senior cblleagues as part of a
formal pattérn for the induction of neophytes into the profession
(Lortie, 1969:28). On the contrary, Ziolkowski's (1965:i37) stud?
demonstfates-that'beginning'téache¥s' exposure to their colleagues at

work may be non-existent, even in schools judged to be superior.

This is not to say that beginning teachers are not influenced
" by their experienced coIleagues, but in terms of professionalism, the

socializing influences of colleagues are either unfavorable in reality,

,

or not reported in the literature reviewed. Bush (1970:121) writes:

One of the most serious problems affecting the new teacher . . ..
is the manner and content by which he is socialized by his
older. colleagues. ‘

‘Willower (1969:121), for example, ‘reports that a major problem
lies in convincing the more experienced teachers' that théir younger

colleagues, are not soft on discipline, and Helsel .(1971:45) adds that

the ability to control pupils appears to be equafed with ability to

" teach. The socializing influence here clearly favours increased,,

custodialism on the part of teachers. .
() i [,

'Again, Chaltas et.al. (1969:78) refer to the "Let me show you:

.
M : ' ]
LY 1] . )



forget all that garbage" syndrome, the implication being that the
theoretical underpinnings of teachiﬁg practice éﬁd Ehe values
internalized during the training period have no place in the schools.

A third collegial influence is the cynicism with which the
neéphyte méy ha;e to contend, and which MacDoqald (1970:8) describes _
as a state of mind q};eady sufficiently common among teachers to need
no aggravation.

In light of such attitddes expressed by.experienced teachers,
the newcomef faces problems of adjustment and of establishing congénial
on—-the-job relatiqnships. Howeyer,.the faét rémains that March and >
*Simoﬁ.(1958:95) éee conformify of the job tp the éelftimage and pre-
dictability of job relationships as two major sources of satisfaction.

Corwi; (1970:106) raises anothef issue which introduces a
further difficulty for the neophyte. bAs_good,studehts.are in relatively
short supply, competition among teachers to be assigned to the bettpr
classes.is keen. Moreover, 'status 1is attgcﬁ;d to teaching beﬁter
students and senior grades. HencelCorey (1970:7) asserts that beginners
are often faced Qith the difficult situations which older teachers avoid.
"Difficulg situationsﬁ may be extended to include extra-curricular
activities'aﬁd non-~teaching dutigs - préferential.treatment to older
teécherg.is one waylof recognizing and rewarding past serviceé rendéred.

Finally, the asiessment of beginning teachers' work by adminis—
trators aﬁ@ supervisorswis}also subject to severe ctiticism in the
literature, As will_be,séeﬁ‘in the.foliéwing chapter, there are amble
grounds for supposing that administrétive hehavioré and shpervisqry

practices often do not lead to teacher satisfaction but to teacher

turnover and attrition.
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Conclusion

It seems clear that the neQ breed of teacher, when confronted
by the réalities of his first appointmént to a school staff, is likely
to experience "career crunch" (Pavalko, 1971:156). In MacDonald's
(1970:10) woprds:

It ought to be recognized . . . that the novice practitioner
comes into contact, very early in his teaching career, with
idea systems quite different from those displayed during his
period of training, and that acceptance, or apparent acceptance,
of these new systems, which have the support of his older
colleagues, is usually necessary if he is to establish himself
as a teacher. ~ ‘
The seriousness of the situation is wunderscored by Bush

(Stinnett, 1970:168), who makes the following comment:

Unless we can fundamentally change what happens to the begin-

ning teacher during the first one, two or three years . . .

I don't think we are going to make any really fundamental

inroad on the dropQut problem.

If, also, there is a cultural lag between the o;der, experienced‘
supervisor and the younéer, recently trained neophyte, as suggested by
Toren (1969:178), then it may be timely to consider some of the alter-

. ' \ .
natives to existing mechanisms of control proposed by Corwin (1970:350).
Corwin proposes alterations to the authority system whereby decision
responsibility and ‘authority revert to teachers, the administration
‘concentrating on community relations. He also indicates that different

.standards of teacher evaluation could be established, and advocates -

experimentation with administrative styles which open up relationships

. <

within the hierarchy.

5\

Barstow (1970:31) condémns.the failure to provide satisfactory

fmachinery. for full-stale teacher participation in educational deéisidn

A
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making, He sees this as a key factor in teacher attrition, arguing

that its absence induces frustration and low morale, In other words,

enough dissatisfaction 1s experienced to cause teachers to leave the

profession, ‘ . . -

Barstow's point is well taken, But what is of particular
significance with regard to beginning teaghers is that, as they are
the lowest ranking teachers in the organization, their ideas and sug-
gestiqns may be ignored. That this is not uncommon in so-called par-
ticiéative decision méking is well documented in the literature (Miles,

1964:469; Owens, 1970:98). It is. similar to situations referred to

L}

edrlier when beginning teachers' desires to be assigned to certain

classes or to be relieved aof certain non-professional duties may be

A

ignored in favour of older colleagues' pfeferenceé.

1f, therefore, the new breed of beginning ;eachéf~is seeking
professional satisfaction through gratification of his needs for esteem
and autonomy, and if the administrator is concerned with therrofes;
sional future of neophytes working under him, the two areas of teacher-

administrator relationships which appear to be of critical moment at

this time are (1) the real involvement gfkbeginning/xeachers in

. A
»

decisions which affect their satisfaction on‘and-vi;h the job; and
. ©
(11) supervisory practices which foster professional growth toward

1
.

autonomy rather than those which subordinate it to bureaucratic

control.

It is to these two areas, therefore, that this review of the

) .

literature now addresses itself.
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This Chaptet examlnes the literature at 1afge in so far as it -

pertains, firstly, to thé'sapi§faction of employees in‘organizationn;
secondly, to the satisfaction oflfeéchers working in a particular
: ofganizational context; and thirdly, to the difficulties which may
confront beginning teachers in theif search for satisfaction both on
and Qith the job.

fhe analytical review of approaches to the naguré of satisfac~
tion and ways of achieving it in organization;‘reveals'a high degree
of/consensus among the theoretical proposnls and empirical findings
discussed. Satisfaction is experienced as a result of a need or want
being gratified; it is a state qf.contentment.b

"For teachers, in so far as their basic physiological and
security needs are now largely fulfilled,_their current need
.gratification; appear to be operative at the level of esteem and
autonomy. <Their autOnnmy needs aré seen to be of pnrticular relevance
at ghis point in time, but this brings them lnto direct eonflict witn
hierarchical authority and bureaucratic control mecnanisms as groyth
in nrofessional.auggnnmy leads tP increased fesistance to bureaucratic
rules, standatds énd supervision. The latter may be regarded aé theO
traditional contfol menhanismg invokédiby edncational administrators;

~The last  section of the chapter discusses the.barticular
difficulties whlch beginning t‘hers have to surmount if they are to
‘achigve the satisfaction associated with professional autonomy. It
emphasizes that the “QOPhYEF who is the product of today's youth

.
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i

culture is likely to be more strongly oriented towards professional

autonomy than his predecessors,

‘ Q
In light of what-is revealed by this survey of the literature,

’ - .

it %ppears to be of critical -impettance to find whether beginning
teachers are really (rather than squrficially) involved in decisions
affecting theif job satisfaction and whether guperviSory pracfices now
in vogue foster ggowth in professionallﬁutonomx rather than shbordinaqé

it to bureaucratic control.

v
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CHAPTER 1:iI
REVIEW OF THE LITERATURE, PART II

I. INTRODUCTION

/ N

_ The previOuS(Chapter provided the general background to the
present study. Two aspects of profeésional autonomy appear to be
;?itical to high levels of ;he professional satisfaction of teachers,
* namely, their participation in decision making areas which affect their
rﬂelt»satisfaction with their work and work environment; and super-
Qisory practices cf administrators who are percéived as having the
poger to thwart their autonomy needs. |

2 ‘

This chgpter examines the literature and research findings

ih, ;elating, firstly, to pérticipation in decision making, and secondly,

to supervisory practices. ‘

v"

R With regard to the former, Strauss's (1963:58) conception of

-
¢ : ,
f)'ﬁ_o; by the subordinate fwhich involves delegation of authority and

(A

- joint decision making has been adopted. According to this vied?

, vdecisions may be made by the superordinatev(which involves direction
’yof subordinates), jointly with-subordinates (which is consultation),

A

A

s .- responsibility). Participative decision making is defined here as

A{ joint,'co-operativerr shared decision making (Ratsoy, 1973:161).‘
o The opening sections of this Chapter examine iésues relating
directly to control over the locus of décision making. In the next sec-

tion (Section II); the central issue of control is dichffyﬁ and the

n making are

y

adgantages and disadvantages of participative decis

bfiefly 9 ilf.Chool‘systqms, the principal emergés as the

50
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key figure, mediating between the demands of bureaucracy on the one

v
r

hand and the demands of professional'autonomy:for teachers. ofi the other.
) @ :

Related Canadian research is reviewed fairly extensively in

o

Section III. 1In this way, 1t 1is possible'to establish the areas of
decision making likely to be of immediate importance to;fhe neophyte
practitioner in terms of his need for prbfessional autonomy and hence
his satisfaction with his chosen professional career. fhese decision
areas ;re sumnarized in Section IV.
Supervision is defingd in Section V of this Chapter. It 'is
* seen as a term which has botﬁbﬁositive and negative connotations. For
rteaéhers, positive valencg jiL:iSSociated with supervisory practices
which promote professional growth and satisfaction. Even so, "Recogni-
tion" as a positive supervisory practice seems to be overlooked in some
of;the literature reviewed. Also largely ignored in some of the moié
recent wriéings is an essential ingredient of supervision, némely the -
evaluation of téachers and their work. These matters are discussed in

[

relation to an hiegarchical control system.

The interrelatedness of the‘dQCISion.making and supervision
diménsioﬁs of c&ntrol is noted. In néither case, howe&ér, do teachers
appear to Qant fu11~f1édged proféééional autonomy. |

| With regard to supervision, the é?incipal'é fole is again
seen to be central, especially fof beginning teachers. Thngh'the
principal operates under certain constraints, it is to himlthat begin-
ning teachers appear likely to turn in matters ;el‘ting'go either
critical evaluation of professional growtﬁ.

* The réview of related literature and resedrch (Sections VI
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and VII) underscores the lmportance ofgsuperyigion to‘begipning'
teachers. Supervisory practices employed by prihcipéis are identified,
and thoge which appear most likely to have impéFt‘on.the s;tisfaction
of beginning teachers are enumerated as coqclusion@ to tﬁe three

e

sections of the Chapter which examine supervision.

The Chapter concludes with a statement of hypotheées,

v . ’ -

followed by an overview of the research framework.

v

".I1. DECISION MAKING: RELATED LITERATURE

The issue of contfol

Mcﬁeath (1968:3) observes that one of the most critical
dilemmas facing modern school organizations is the reconciliation

of teacher expectations for incredsing autonomy and-responsibility

in making decisions with the traditional demand for coordination
. " : . % ¢ .

through centralized Eéﬁtpol,~ It would dppear that ‘the crux of the

=

problem lies in the issue of control, since, as Tanrfenbaum (1968a;23)

. . e .
points out:

There is no escaping the need for some system of control in
organizations, including participative organizations. The
relative success of participative approaches . . . hinges,
not on reducing control, but on achieving a system of cqgtrol
that is more effective than that of other systems.

Though teachers may be Qanting, seeking and‘demanding greater
professional autonomy and authority in the making of decisf@hs and
greater freedom from bureaucratic domination'(Owens, 197Q:103), there-
is ample logical and empirical evidence in the literature to demon-
strate that allhteachers neither require nor desire absolute autonomy

to decide every matter pertaining to an educational.systeﬁ.' Chase's

(1952:3) earlyustudy of over 2200 teachers revealed that too much.
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pressure to obtain participa{ion of teachers in educational planning
. A N ,1 °
n become a somrce of resentment and dissatisfaction. On the other

hand, Chase also records that, for many teachers, intense satisfaction
was derived from sharing in educational planning and policy-making in

regard to instruction, working conditions and teacher welfare.

—

Bridges (1967:52) proposes the tests of relevance (whether teachers

_have some stake in the outcome of the decision) and expertise (whether

teachers have the experience and competence to contribute to the
decision) as appropriaté criteria for involving teachers in decision
. b

maging. Neal (1964:31) feels t many teachers are not prepared to

»

éccept the resbbnsibilif¥es which complete decentralization of
decision making involves. Glearly there is a distinctioﬁ to be drawn
between pressure fbr complete aufdnomy 4nd the demand for some degree
" of décentfalization (Miklés, 1970:27), a distinctién-confirmed by
numerous studies of teacher attitades, as ;ill'ﬁe shown.

Any dec;sion making, of-coursé, inwvolves the two aspects,
cégtent andAprécess. As Blake and Mouton (1961:59) point out, process
:refers to how the dgcision is made. fProcess“, therefore, is taken to
subsume:béth the locus anﬂ timing of decision»making,‘as well as
information and communication'flowsvand ghe degree of participation
enjoyed byvsubordinates. | )

Ratsoyfs (19?3:161) concebtuaiization of Hierarchical Manage-
méﬁgﬂg§/dhe_end of a continuum of management styles énd Participatiyet

Managgmént,(wherein decision making is shared jointly or cooperativély)'

at the other is, fhé%efore; particula}ly useful and relevant to the

b ) . -
issue of control over decision making in school organizations. Even
1 .

were the continuum exténded to include Complete Autonomy, it is hardly
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conceivable that teachers, .for example,'would make decislons without
. C : :
considering the pos%fble reactions of other parties affected by such

3

decisions (Strauss, 1963:59).

At the hierarchical ;nd);f the continuum, Corwin (1970:11)
sees the "stan@ard" c;}racteristics of bu%gaﬁcracy ——ilhain of command,
centralized aufﬁority, standardized procedures, rules and close super-
vision -- as ways of maintaining control. Bureaucratic control may
be consistent with the view that teacherg are merely sugaldinate
employees, but conflicts fundamentally with their professional res-
ponsibility for iﬁ;?nving the quality of,eﬂucation, a responsibility
which, according to Corwin (1970242), entdils teacher discretion and
initiative in interpreting and altexing school policyl Neal (1964:33)7
agrees: the impersonality, loss of personal satisfaction and reliance
on rules to which bureaucratic controls'oftgn lead are particularly
inapprogriate for teaching, preventing‘feachers ffom t;king advantage
of any increased proﬁeSS;onal competence tﬂey may be acquiring.

Corwin's (1970:342) findings shoﬁed that neérly half of the
conflicts repé;ted in his study of hfgh séhool-teachers could be
classified as authority problems, one in gVéry four disputes being
‘between teachers andAadminisgrators. For Corwin (p. 24), Fhen,
probably the most Lruc}al:set off relationships are those in which one
par;yjexercises control over‘énother.

Blake and Mouton (i961:39) also emphasize theiihpoétance of
the prevailing power system in an organization. As betwéén gn

: ! . . .

authority—obedience‘power system (hierarchical~managemént)‘and a

system of human cooperation (participative management), they state:
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A study of the dynamics of power shows clearcut connections

between the power distribution between supervisor and subordinate
and their relative feelings of satisfaction and responsibility.

(SN

The area of control, power and influence ﬂnyérganizations and
its relationship to individual adjustment and organizagional effective~
ness has been extensively researched and reviewed by Tannenbaum (1968b:
307). He points out that every act of control has both pragmatic And
symbolic implications. The former implyhrestriétiOns on-the exercise
of discretioq, but the latter are especially significant in that
emotional - (and psychologipal) overtones ma;.be implied in regard to_
.such feélings as superiority or ‘inferiority, déminance or submission,
guidance and help or criticism and reprimand.‘ The link with March and
Simon;s self-image, job relétionships énd competence factors, Maslow's

, _ 4
esteem neceds, Argyris' adulthood dimensions and Herzberg's satisfiers

seems clear. *
Furthermore, Tannenbaum finds that the exercise of control 1is

v

a major basis fo; the psychological integration of the member into the
system. Responsibility creates a sense of personal involvement, whereas
individuals who are not able fo exercise control are, in general, less
satisfied with their work siéngions. Schein (1970:78) identifies
three types of individual adjustment to an oréanizatio;: active
rgbellion, coqformity, and\Ereafive indiQidualism. Tanﬁenbaum intro-
duces a fourEh type,. namely, uninflueﬁtial members whose dissatis;
faction often ﬁas.the alienated quality of apathy and disinvolvement.

It should be noted that, for tpda&'s beginning téachers in

particular, the psychologicals contract may include expectations of +

becoming influential rather than poweriess, and of being creative

~ .
>

rathér than‘confg&mist. In general, Miklos (1970:25) notes that
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teachers are more likely to be satisfied with a decision making
structure which conforms‘to their role expectations than with one that
does not. He goes on to suggest what he sees as an essential correlate,
nanely changes 1n the distribution of ﬁéLer and influence within the
school system. |

All this 1s not to say that the teacher's gain in terms of
greater decision making anthority is the administrator’s‘lessi A
number of jfarguments may be advapced to show otherwise. Firstly, March
and Simon (1958:54) suggest that, as well as giving greater influence
" to lower echelons in the organization, participative management allows
management to participate more fully in decision making. This apparent
paradox may be explained in terms of reducing the discrepancy between
informal and formal decision making networks. 1In tnis respect, Smith -

and Brown (1968:129) report that:

Both the results of small group an organizatien research
indicate the importance of a free{flow of information for
understanding and consensus, problem-solving and decision
making, and member satisfaction. )

Secondly, the exércise.of responsibility and control may
result in greater loyalty and identification felt with the organiza-
tion‘(Tannenbaum, 1968b:308). Tannenbaum argues that this applies to
superordinates as well as to subordinates.

" Thirdly, the-total amount of power, influence and control in - -
~an organization may change. In fact, {an?enbaum (19685:369) provides
data supporting the contention that organizational effectiveness is
likely to increase when both leaders and members are more rather than

less influential. Research by Smith and Ari (1968 162) ‘also justifies

their conclusion that '"the significant exercise of control by both
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menmbers and leaders leads to a high degree of idenﬁificétion and
{nvolvement in the organtzagiﬁn." Kelly (1975:224) observes that power
emanates from group members working together rather than resulting from
loss of power by others —-- the synergetic effect of group work.

Ih short, it seems that greater teacher decision making

o

authority may be conducive to growth in professional autonomy-and

professional satisfaction. One of the conclusions of Sharma's (1955:4)
study of 568 teachers lends strong support to this notion:
el »
In analyzing the teachers! expressions of satisfaction with
their positions, Sharma found that their satisfaction was
related directly to the extent to which current practices in
decision making in their school conformed to the practices
which they felt should be followed. Furthermore, their
satisfaction was related directly to the extent that they
participated in degision making . . .

s ‘ .JB

Howaveri other advantages of teacher participation in decision

making are enumerated in the literature, along with certain cautions.

C

To these aépecté the discussion now turns.

The prosyand cons of participation

Riffel's (1969:39) analysis provides a convenient summary o6f
, . :

the advantages of teacher participation in decision making which were
"~ raised in the previous section:  increased participation is actom-

panied by greater ego involvement, greater identification with

,,,,

' organizational goals, and greater teacher motivation and professional
satisfaction.,
. g | - | |

On a more general level of analysis, participative management,.

" has sometimes been supportéd on the basis of a democratically sound

1

. . , o 7 } !
principle which should be invoked (Bridges, 1969:1; Owens, 1970:105):.

those affected by decisions should have a voice in making them (Kelly,
‘ . P R
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1973:19). Organizationally, the principle wﬁich is abplied is/that -
decisions, to be effective, should be’made as close to the po%ﬁt of
implementation as possible (Simpkihs and Friesen, 1969:13). Blake and’
Mouton (1961:61) add that the greater the expressed agreement with a
decision, the moge likely it will succeed in terms of “c%rry through."
Furthermofe,,organization memb;;s may be thught of as pétential
resources whose gontribution in terms of information and/or suégestiohs
should be ;ffectively utilized (Katz and Kahn, 1966:339). Particigative_‘
methods allow error correction and perception chécks to improve the
decision" arrived at and disseminated. In short, as Smith-and Ari
(1968:163) suggest: 4 "
! Itimay be inferred that the joint contributions ;f members and
ledders facilitate better and mafe acceptable policies and
decisions insuring their translation into concerted action . . .
There 1is, however, the other sidejof the coin. C&hghlap
(1970:222) makes explicit the assumption on which argumentation for
indiyidual satisf;;tion on th% job through gratification of néeds rests,
The assﬁmptidn is - that individuals havelinherent and acqpired needs,
EOme of which can be satisfied by specific dimensions in their work
environment. ‘Stgafss (1963:48) raises a number of objections to such
an assumption. H;tgrgueé that value j;dgmeﬁts-underlie the'prpposifion
thaﬁ méaagémépt adopt pbligiés wﬁicﬁ‘promote intrinsi; jobvéatisfabtion,
individpal_dengOpment and creativit%,'and through thch pebp}e'hillingly

work towa;ds organizétional goals, enjoy their work and feel that it is

important to. do a good job. But even though individuals’are not . .

motivated solely to obtain autonbmy,4self—actualizétion and so forth,
and want money and security and to know what is expécted of thém; and

even though adequate performance is-all management réquires of,aséembly

-
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line workers, as Strauss (1963:47-54) maintains, even so, th weight‘
{ : - ' .
of empirical evidence from research into teacher attitudes, At least,

supports the philosophical position of McGregor,'Maslow, Argyris,

Herzberg, Schein, and many others.

- ~

To be fair to Strauss, (1963:73) he does make some concessions
in the case of professionals., He also identifies a’ number of potential

costs which participative management may incur. (p. 80). For example,

S S

N

P

some training of both admin rators and subordinates may be necessary
’ —/,/,'/;,/istr re

—

-

e e

for participation to be successful. Again, tfme is an expensive

commodity, and participative. decision making can’use much of 1t, as

Plaxton (1969 139) and Kelly (1973: 221) demonstrate.
\
Furthermore, there may. be psychological costs involved Kelly -\\
(1973: 221) cautions that partic1pation may become an end in itself,

rather’than a means_to goal achievement. He also notes the difficulty -

LI

_and frustration.experienced byfthe college perSOnnel of his_study as

they attempted to cope with. dec1si0n maklﬁg autonomy. ‘

T

But perhaps. the most serious charge against participative o

3

management focuses -on the possibilities of, manlpulation.;vOne of Chase's :

(1952 3) eonclusions is that a pretensé\of allowing participation may ;.
, L \.

i»produce more dissatisfaction than satisfaction. According to Strauss
(1963 59), the formalities of consultation and delegation can easily

cloud the realities of the influence process. As Etzioni (1964 45)

quts 'it*: ey ‘

‘Those lower in rank might be invited to participate . . . when "
in fact the “decisions have already been made and the.real -~ = . ..~
purpose is to get the lower rank to accept them. Or the lower-fﬂ

.+ in rank are allowed to decide on relatively unimpor tant mat- . .
ters.'. . . e . ) P4

N

R
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Hence authentic and trusting relationships are a necessary
ingredient of participative manaéement (Bridges, 1969:3). Kolb et al.
(1971:8) point out that an organization staffed by "cheated" individuals
“who eapect far more.than they get is headed for trouble. Owens (1970:
166) 1llustrates the kind of_trooble a New Englandischool was faced

with in just such circumstances -- a sullen and divided school staff,

¢

deeply suspicious of "democratic participation." Becker (1964:248),"
too, notes the conflict resulting from ignoring‘teachers' need for

‘ prbiessional independence, which includes real teacher involvement in
decision making. Finally, a recently reported study by Alutto and

| Belasco (1973:40) supports this finding. In their study, the

. ] - \
decisionally deprived teachers exhibited greater militancy, as

B E ) \
hypothesized v ~

N
S

‘of particular in%erest the context of the present study is

the compent which Carson et al (l967:58) make: in the course of thelir
. . BN } -

report on teacher part1c1pation in the community. If an administrator

desires to increase teacher participation and encourage 1nnovation, they

‘ . . ,
suggest that he directs his efforts towards teachers whose years of

B experience are few. It is these teachers who are the most receptive to
changes in role behavior.

Inkpen et al. (1975:1) Suggest.ihat'thiS"is 80 bec‘@ge the
\) . 7
older teachers may be habituated to a system where the 10cd8 of decision

- making has traditionally rested in the higher levels "of the organization.

. ‘ifﬁ "It ‘has- beencshown that the professional autonomy of teachers

e involves more than just allowing participation in decision making at ‘the

Qiscretion of’the adminisﬂtation (Lané et al., 1967.415). Owens (1970: -
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)

217) asserts that few principals seriously consider involving teachers
A\

in significant problems or central decisions partly because they view

teachers’ as illrequipped or unwilling'to\take on such s@rious_respon_

sibilities.5 There are undoubted limitatiohs to teacher competence in
N ’ N N N \‘, .
terms of access to resources, information, and interpretation of
S R L .

society‘§ wishes in‘regard\toaschool svstems CStewart 1968 30). It
may ‘also be possible to generalize the findlng of Carson et al. (19§7-
‘62) ‘that "when activities bear upon the traditional prerogatives of
administrators ﬁhd school board members, SUpport for tea;her partici~
{jpatlon in these 5§tivities decreases sharply " But even though it 1is
p0551ble to argue that prlncipals themselves may be 51milar1y con-
_strained by hlerarchical control, Brlde s (1973:218) investigation of
“the’ attitndes of 712 Alberta teachers demonstrates that principals are
& undoubtedly recognized as the group enjoying the highest positional
Ainprestige | .
‘ The”discussion; therefore, now’turns éﬁ thevcentralitv~of the

pr1nc1pal in his role ag mediator between the bureaucratic control

‘.

_system and the teachers' drive for professional autonomy. After all,

the professional satisfaction of beginning teachers may lie in his

hands. .

ITI. RELATED CANADIAN RESEARCH INTO DECISION -
" MAKING AND THE SATISFACTION OF TEACHERS

P

‘Introduction

The preponderance of evidence .from both the discursive and

reSearchblitérature=reviewed throughout this report reveals that'there
. & . ] . :

l
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is a strong, positive relationship between teacher participation

. ' - . i
in decisions affecting their professional autonomy and teacher satis-

~

faction.
The purposes of this Section—dfe:

(1) to demonstrate that, generally speaking, CQEEHTEE"IEEEhers want
' to share in a wide range of decision issues and regard partici-

pation as a source of satlsfaction; and

(11) to establish that the principal is the key figure in the .
’ implementation of participative decision making, but that there

is recognition of limitations to his power.

t

) This review is delimited to research carried out in school
systems. .Specific teferences_are mede to beginning teachers where the
reseatch mages thio possible, and cecision areas which appear likely
to be of impottance to beginning teacher\satisfaction are identified,
and thgn enumerated {n the concluding section.

The ptesentation bt reeearch findings in chronological order

seems both appropriate anH satisfactory for present purposes.
- ; .

(1) éanadian'teachers want to share in a wide range of decision

1SSUe§Lfand regard Eerticipatlon as a source of satisfaction.

Francoeur (1963) inVestigated factors affecting the satisfaction
and dissatisfactiOn of a sample of 472 teachers employed by the
Quebec Cathollc School Commission. Her findings showed that

reéjlar p;rtic1pation in policy maklng, freedom in the choice of"
teaching methods, and consideration for teacher preferencesin'

job assignments are among the factors most liPely to produce

great satisfaction (p. 1iv). Kg&e also found that over thirty-

G

&

. seven percent of teachers with up to five years' \inerience

¥
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either did not find teaching iatisfyingygr felt that they. mighf
like other occupations better (p. 44).

Simpgins (19685 analyzed the distribution of decision
ﬁakingcgutﬁorgty b? decisibn‘source -— téachér; staff group, or

higher official authority -- and by task area, in fourteen

. / .
Edmonton schools. His data indicate that teachers desire a

substantial shift i; the baléhce of ﬁower betwéeh higher )
authority and the form;l ;téff group (p. 261),7a shift,that
would give the teaching staff a leading role in sucﬁvdecisioﬁ'
4area§“as khé allocation of money for instrﬁctiona} resources,
'teaching'lﬁad éﬁd other.auties, and;rulés for the student body

~(p. 209). .Simpkins also foynd little evidence_of‘variétion in

teacher opinion according to years &f teaghing experience (p.

W
?63). In other yords, teachers with relatively fewvyearé of
- experience desirea.decision making involvement as much asﬂother
Rgachers.did. ) .
| Inkpen et al. (1975); ysing khe }nstrument developéd ‘ ;Q

by Simpkins with some additions, reported no significant intgr—‘
action between age and any of the five decision areas investi-

' gated among hié sample of 279 Newfoundland elementary teachers.’

f ﬁ' .

Howéver, significant diffé;ences existed be;ween éérégivéd‘and ,
desired lqvéis qf téache; involvement in decisions "about cur-
ricuium, ;iéssrooﬁ management; the instrdétional program, -
school 6rganization gnd'building construction (p..3).

~ Milne (1968) focused on the problems of first year teachers

in an urban schoai system. ; The 220 teachers reported very
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little difficulty in coping with the eight problem areas

included in the questionnaire (p. 42), Although Classroom
Routine, Methods, Teaching Resources, Evaluation of Pupils anda
wd

School Goals, Planning, Relationships with Parents, Disciaiine
and Professional Relationships were all investigated ‘the only
finding televant to the present review was that those beginning
teachers under the age of twenty experienceo“relatively more

difficulty in Relationships with p8rents (p. 49).. This supports

-

an earlier finding by Lundrigan (1966:125) who reports ‘that
excessive parental criticism was a‘concern especialiy.to the
younger Newaundland teachers of his sample. ﬁowever, Milne's
finding of "little difficulty appears to be an unlikely reflec-
?\ tion of reality, and directly contradicts ail otber'iiterature

cited by the present writer. .
¢

Hawley's (1969) study is of particular interest because
he includeo groups of student teachers as wéll‘as practicing

L ,
teachers in his investigation into actual and preferred levels

l

of currictilum decision making. Ror six of the fifteen decision

items; the student teachers preferred a 1eve1 of*ﬁ%%ﬁs@%n making

/
mclosar to the‘classroom than did'practicing teachers (p. 88);' of

. . . y ’ : .
significance here 1s that two student groups were to enter the

classroogafhe following school yqar as beginning teachers. -

'

Unfortunately for the purposes of the present study, Hawley s
\y‘

categorization of teacbers by years eof experience included all
¥ -

those with from one to ten years (p. 58). Therefore no findings

were reported -with regard‘to beginning teachers attitudes.
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Howevér, Hawley did show that both teachers and student teachers
desired acti;e decision participation in éll but two of the items,
and that shared decision makfhg was "by far the most popular”
form of pargicipation (p. 116). ‘
Masse  (1969) conducted his stu¢y'of teacher participation
_;and profegsional attitudes among 665 Queﬁec teachers, He found
that "teacﬁers desired a deg;ee of partic;pation siénificantly
Aifferent from the dggreé they perceived they had" (p. 98), and
confizmed”that°teacheré are striving for greater au;onomy'(p.
101). ggsse’(p.~22) nogés that earlier studies by Hrynyi,
Rdbinéon and Scharf established that téachers exhibit wide |
variations in their ;rofessional Role Orientation, and hence in
fhéir‘prédisposition to professional behavior. Scharf (1969:
. é&l)vfound only a mingr relationship between satisfaction and
_the professional role orientati;ﬁ of the 529 teachers of his
sacple. - Neither Q;;;e’ncrﬁsiéar;, however, fécused on beginning
teachers as such. ) |
An investigation into teacher turncver in the Crande
'Prairie, Alberta, school system‘(Caréack, 1970) reveéled that
tgachér dissatisfaétion grew with teacher perception of He;;y‘
:: wofkbloads (p. 113); The quéstidnnaire us ed in'ﬁhe'atudy
inclu@ed'ove; twenty questicns relating to reasons why former

Grande Prairie teachers had left the svstem. The reported

fihdings,.ﬂouever, are based on data using only onénbf’thél

questions, a cheécklist item. .It may be that a number of dis-
satisfiers leading to teacher turﬁoverwveréfihu;VoGerlooked in

o the reported findings.
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- Clarke (1970) asked 176 teachers of a r;ral cagnty school
systez in Alberta for their perceptions of decision makiﬁg roles‘
in five areas, Gurriculum and Methods, Pupil.Supervision,

fvaluation, Control, and School Organization. He found that,

S

in all five areas, a significant difference existed between the "
teachers' percepticns of actual and preferred decision making

roles (p. 108). Furthermore, there was a significant relation-
& .

ship between this discrepancy and the teachers’ level of satis- - ©

2

faction with their school situation in general (p. 110). The ,

o

teachers wanted the principal to "function as a colleague with

respect to the overall business of the school" (p. 111). Clarke °*
“concludes that teacher control over decisions affecting his own
activity weighs heavily on his level of satisfaction.

For his {nvestigation inte séﬁ%ed decision making in three
‘sten high schools, Probert (1971) obtained data from 9 adminis-
7 high school students. The most .

O w ' .
aritical issues included in :he‘th§§ty item questionnaire proved
. o o ‘ . E
tc te the inmstructional pregram, the extra-curriqular program
e : - . '
cand schonl-wide rules and regulations.‘g?n respect to these items,
that alcost all cexber groups preferred shared .-

. .

iring ‘p. 1785, One school reported decisions being

lcwer perceived and lower preferred hierarchical
arél with ::eke::er-zwc schools. . Althpugh the
. : ' B . :

Tennners faund ;&r:iri;a:ik: very cemanding (p. 180), groups
inothe §2hIlowith the l:véF:.lcsus of decision making had the

b e agr avevase cavriciaorCh ceve {n. Y77y 4 oy 3 -
nlntest average satisfact(dX s-ccre (p. 177)." The lowest -average
- S4tisfaTIion sIire was asscclated with the school having the 3

o
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+ highest level of administration-orientation in decision making

»

items (p. 177). ’
-

‘éﬁlliQan (1971), using data from almost 2100 Alberta: -
teachers, sought predictors of teacher mobility and'turnover.
His findings.showed that the turnover rate for males during'the'

firét two years of teaching was 187, and during the first four

years, 49%Z. TFor females, there was a 59% turnover-in the first
y ) .

four years of teaching (p. 70). It is reasonable td suppose

N

that turnover rates of this magnitude would pose problems for °

admihistra;ors. Sullivan indicates a relationship between

turnovériand working conditions (p. 91). For teachers who quit ’

the profession, hoyéver, not only working conditions but-also -

assigﬁﬁent to the preferred subjeét area'appearea)impor:apt ¢

)

(p. 105, 106). Sullivan's.findings certainly appear to 3ustify‘

an invésfigacion into the professional satisfaction obeegin-

ning teachers. . . .

The last_fesearch study to be included in this section
A i _ : Py

~is Blacker's (1971) investigation into teachers' and priﬂ&ipals'
perceptions of school budget decen;ralization} Blacker- found
that the 53 principals and the 16I téacﬁefs of hisAEﬁgonton

study desired: increased decentralization in the establishmeﬂt

i

of a budget for their schools‘(p. 81), i.e., principals and
teachers wanted\ greater aﬁtonoﬁy‘ét'the échoOl level,

' This findigg thus brings the. building principal back into

b

focué,,and a reVigw of the research rérﬁting to his role in

7

implementing fidrticipative decision making now follows.

L4 2 . . ) 3 . ° . . i

s

-
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The principal appears to be the key fipure in the implementation
‘ N : B
of participative decision making, but there is recognition of

E_J

limitations on his power. Robinson (1965:9) cites studies by

Andrews and MacKay which suppoéort the notYon that Alberta

v

teachers dislike emphasis on hierarchical authority. Andrews

found a significant negative relationship between teacher
satisfaction and aloof principal behavior. MacKay reported an
inversé relationsﬁip between emphasis on hierarchical authdrity
within the school and the teachers' rating of the school as a
good school. Thuséﬁoth studies throw the spotlight on the
principal. | ’

Hohn's (1964) study of the causes of teacher transfer in an

Alberta school svstem generally supported related studies on

nine major causes of teacher transfer which the researcher

identified. There were 157 teachers involved in the study.
/

Hohn reports that the teachers felt that the administration
. ~

-

neither respected their specialized competence nor enabled

them to utilize it (pp. 82-83). Hohrt places 'overly autocratic
* 2

‘ administrgtion” high on the list of transfer causes (p. 101),.

Also included were lack of well-defined lines of ‘authority, lack .
N ] o

of administrative leadership, lack of communication between the

administration and teachers, and. the principals' administrative
behaviors (p."101). These would all appear to be interrelated.

»

Hohn adds three other major causes of;tféhsfer, namely; lack of
instructional Iéade%ship, lack‘of non-teaching time and lqck

of motivationrforynew’teachgrs. Beginning teachers may be par-

ticularly affected in each case.

L]
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However, the present writer feels that he detected bias
rn Hohn's instrument, which framed -all items from a negative
vie oint and heavily underscored the "failed to'" aspect of each.
In /reporting his findings, Hohn emphasizes that Administration
and Supervision factors were major, primary causes of teecher"
t ansfer (pp, 62, 74,-101). The nost influential group of ciuses
were, in fact, Personal and Femily Factors (p. 109). ) |
Although Ziolkowski (1965) was mainly interested~in the
supervisory practices of 30 Saskatchewan high school principals,
his findings suppqrt Hohn's to some.extent. For example, the key
to instructional improvement appears to lie in t&e area of-
‘bprincipal—teacher relations (p. 141). Principals perceived by
the .396 teacher respondents as 3uccessfu1 consulted their stsffs~
on decisions. Success wss achieveorpregominantly b§ removing
frustration and Providing/the stimulusfyhich enabled’teachers to-
do "their professional Hest" (p. 140).

Tye centrality of the admlnlstration in teacher morale was
further confirmed by Johnson s (1968) examination of;relationships
between teacher satisfaction and SChool_sociofeconomic status.
Although socio-econdmic ststos is only one factor in morale
scqres (p. 80),-Johnson showed that teachers rnllow status schools

_ expressed higher satisfaction with regard to their rapport with
the principal than did other teachers. |

Wllson (1968) investigated tgf perceptions of school \
autonomy of 639 Alberta principals. Principals reported only

N _
minor constraints Qn school\autonomy from two sources, the
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snperintendent and the local community. The school board,
however, subjected somef schools, mainly elementary, to consrderable
influence (p. 62). Least antonomy was experienced in regara to
curriculum—related matters, and most 1in regard, to pupil place-

ment and discipline (p. 62).

Wilson (p. 64) is promptad to ask whether principals' percep- /
tions of autonomy agree with staff perceptions over a number of decision/
’ - . ’ ) ,///
areas. Corriveau provides an answer for Wilsgh. Reéspondents com-
' ot L ‘

. . .
prised 135 principals and 765 teachers from Quebec: principals »;
-’ \\\ - B ) Ry
perceived teachers as participating more than teachers thonghp/t
were; and principals preferred teachers to participate less/than
. ‘ . ) : / Y
teachers thought they should on most organizational degisions, on most
W // . .
decisions, pertaining to the teaching profession aneﬂon some curriculum
. . ’ . //, -
decisions (pp. 85=86). ! %

Clarke (1970:28) “notes that the\deg{ee of autonomy’
possessed by a school constrains the/deiegation of deciSion

raking respon51b111t1es by a prrnelpal to his staff. YHiQ studxa
.(supra, p. 66) showed thaf//in/deci51ons pertaining to géhool |
adminiStration and management, the principal was perceived by
reachers-fo have méggr control (p. 110).,,The teachers wanted‘

the power‘anﬁ/;;thority vested in the oﬁfice of the prinCipal_‘p'f‘

replacé//;y a collegial arrangement (p lll)

-

ST i :
- Parsons (1971) Ontario research findlngs were based on

S

556 elementary school teacher respondents. fThe prineipalship

was, rated as the most influential and)effective supervisory /
R B / . ) s - . p Y /
position. Effective principalswwere shown to be‘signifieaéi;y v"_,ﬁ.
// / ,’l
A//‘ 7 7/‘ g
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less bureaucratic in théir behavior than ineffective principals

(pp; 6-7). Parsons"recommencations include that provision be
made for more professional educational decisions to be taken at
the school level by the principal and his staff (p. 8).
Bride (l973)vfound that the principal holds the highest
prestige position as far as Alberta teachers are concerned
(p. 218). But where Parsons reéommends greater_school autonomy
and teacher participation, Bride (p. 252) expresses fears that
further'erosion of professional autonomy may occur: @
lf attempts are made to centralize further the control of
work related actiyvities and thus reduce the professional
autonomy of teachers, the effective and harmonious
operation of the school coulg be seriously jeopardized.
A recent study of 41, Britlsh Columbia elementary schools
is reported by Jackson (1974). Jackson's findings agpear to sup-

port both Parsons and‘Bridex He concludes that organizationally

healthy -schools show a reasonable distribution of shared decision -

b,maklng among the principal and organizational ‘members. - Prin-

)
cipals who maintain a structure of part1c1pative decision making

" within a’ school even though no formal obligation exists, enjoy

¢ - .

greater staff acceptance and increased school effectiveness
(p. 26). Jackson adds that healthy organizations make efficient

use of human and material resources. In school derms, this

v T

means utilization of specialized competence and provision of

L {

?adequate supplementary material for 1nstructional purposes

_wl(p. 26). Jackson s research implies that principals should

strive to upgrade the professional competence of their teachers,
[ 4

- both hy meeting individually with them to review otganizati%nal

. i
) :

RO . - .
A o V

L . . . L

- - . ; i
o . . . A 4 H H

X
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5

‘ at
and personal goals (p. 26), and by bringing to their attention

relevant educational literature (p. 27). ggf’i Q%‘ B
' ) oo S :
For beginning_teacheflprincigal relationships in-bartiét

cular, Jackson's study seems to be especially sggnificant. By"

such means as he proposes, role' accuracy, clarity and consensuef
may be achieved at the'éutset of the neOphfteﬂs'professibnal
careeryvresulting in higher levels.of}professional sefisfaetian;
Three studies which have not been cited‘so)f;r deal speci--
fically with beginning teachers. Kuefler (1??@),examined the '
orientation procedures of three separate e?bool systeme in ) —
Alberge-r She found that new teachers dfé ne} receive the type
of help which they needed most QM§99)u/ Formanek‘(l965)Hinter—
viewed 36 beginning elementary school/teachers in the Calgary
(Alberta) public school system. His/findings show that man; )
beginning teachers would have liked/;ore help in determining

.« ‘ et

their quﬁbority, their responsibility, andvtﬁi expectations held

for them as playground supervisors. They aISO:Qanted more he

in such areaé'as,school polic%ﬁéAand Proéedurés:;pnd

.

subject areas (p. 150). Of~interest, tbo, is thgﬁJ he best_“ ﬂﬁxf
' : ' S B A
SOurce of assis nce was reported by;ysz qf,fhe teachers to be . ®
. - . . . AV
) ) J , » e

2

the PrinCiPal or Vice—principal.-i'“
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Iy ‘ .
¢ centres in Ontarto. He directly supports Kuefler's and’

Formanek's findings: beginning teachers do not feel that they
are receiving the most heip with their most -serious problems
(p. 147); which indiude teaching methods and adjusting their

! ! . ‘ )

éducational goals to those of the school (pé\l&S).‘ Lundrigan's
. . C T ' )
(1966) study of mobility among Newfoundland teachers also

‘ revealed that the'administration fafled to,offer sufficient
’ieadership to younger, less experienced teachers. The more
‘5/ .experienced teachers, on the other hand, felt that the adminis-

‘tration’'was too rigiduand infiexible (pp. 123-124),
IV. DECISION MAKING: CONCLUSIONS

. e '
The literature reviewed. indicates that Canadian teachers.
. ce _ ‘ "

generally want a‘participative‘management style rather than hierarchicalx
bureaucratic control over a wide range of decision issues. gimilarly,’

shared decision making'is a source of professional satisfaction for

P

) very large numbers of teachers, and for many principals.

In view of the importance of the Very early ‘years of professionaly

L 4

N X
'\practice to. the présent and futUre»teaching‘Careers‘of'bgginners, there

A}

appears to be a paucity of research directed specifically at investi-

-lgating their role in participative decision making The discursive
5 # . .
literature and some of the research findings ‘Eviewed strongly imply

1 ’
s <

that the new breed of teacher may very early become disiilusioned and

i

vdissatisfied with his/chosen career. unless due regard is paid to his

B ’ N

, more aggressive, less conformist outlook and to his gteater desire (or if

3 dneed) for autonomy (Sergiovanni and Carver, 1973 30)

s

P : . . . “ o . . . . by
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An analysis of the review of the literature suggests that the

following decision areas may affect the professional satisfaction of the

. beginniné teacher:
. - ’ e . Y

.1 worklload, including the classes and subject area to which he is
| assigned, the class contact time, and the extra-curricular

activities and non-teaching duties involved.

Class ranagerent, including the grouping of studencs, teaching

[S%]
T .

strategies and teacher-pupil relationships.

3. Curriculum, “including both the content and sequence of the

classroom curriculum, and the provision of adequate insFruc-:
* ’ -
- | »

tional resources.
~ N “ . M

4. . Evalyation of pupils,'including the means used to evaluate and

report pupil progress, pupil placement, and the timing of

“a . evaluative procedures.

'Sierchool rules 1i.e., :he determination of rules and’ regulations

fqr the student body \ _‘

’

) Clearly these decision areas are ofvimmediate importance to
the neophyte practitioner. Equally clearly, the principal has the
legitimate power to influence ‘where the locus of decision making
:reallx lies_in most cases. One of the® purposes of the present ”

investiga&ion is to discover whether beginning teacher satisfaction ia ‘
- ‘ . .

felated to their~perceived involvement'inlshe above;decision areas.

R T : ‘ : . T ‘ ' R

A p

' V. THE NATURE OF SUPERVISION

o e o . _ . . S
_Introduction_- : S PR LTy
b . ‘ . ) N - /; . ; N - _ . . N A

It will be recalled .that’ the discussion of Decision Making '
\”n’ )

-(Section II of this chapter) focused heavily(nzthe issue of control,

o ] G
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and that ‘the bureaucratic model of control emphasizes the ‘power and

—

75

.

authority of the hierarchy to centralize decision making. In other

.
-

words, decisions are made by superordinate role incurbents and becone

directives for the lower ranks to follbw.

-

There is, however, ancther neceesary ingredient to any such
auvthority-obedience syvstec. vFor once therdirectives are issued, the
rules established and the proépdures epecified, {t is then essential to
e:sute that they are oheyed. The :echanis;s througn which this dicen-

. {
. L e :
sion of hier%rchical control is maintained are the organization's
. ‘

supervisory practices.

Consideration of both dimensions of bureducratic control —
o _ _ .

control by decision directives angd control'byisuperviSIOn -— suggests

1
-9y

¢
that the professional autonouy of teachers involves two conceptually .
distinct but closelyninterrelated dimensions of control. On the one

, hand, participative decision taking incréaseS‘the degreeﬁof control

. . - Va \\d/—w——‘ ,,
which teachers have over their work and theit work environment. The

' satisfaction experienced from gra&ificati n of their desire for
\ autonomy is the outcome of a "human‘hpproach needs" strategy On the

other hand the degree of independence from external control over their

work and WOrk environment which they are able to achieve through a
. . R

weakening or removal of unwanted bureaucratic supervisory mechanisms

pay be thought of as contributing to their autonomy by means of a = |
/ ! r
_"human avoidancé»needs strategy.-' S ' o ' :
%- - ' S

o Trends evident in the history of - the-supervision of‘teacheta
i‘I::nd some support to. tﬂ%ﬁ:point of view. Lucid and’ McNeil (1962 3-10)
w'ehow thatithe inspectoral role has passed fro;)the hands oiiflergymen_.
; and laymen to principals and superintendente of schoolsy The'emphaaie:

\-

s
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also has shifted frow attempts to apply principles of scientific.
zanagerment, for example, to creative and dcmocraticbsupervision, with
the huzman relations approach predominating.

The essential nature of supervision as a means of control has
also undergeone verbal redefinition in cducation. According to Webster's
.International Dictionar; (1966), supervision is the act, process or

occupation of supervising; it {s direction, inspectiodn and critical

evaluation. 3But an exanination of the educationz]l literature reveals
that supervision appears to be defined in enough diff ferent ways.-to

invelve every person, task and process even recotely connected with a

L

scheol systc:-(Ha:ilt0n>~}966:6). For exanple, Harris (1963:10)

Y

"includes the work of /'supervisors, coordinators, consultants, directors
’ % ’ ’ M

adzinistrators, and others indigectly influencing the instruction of
* , : A v
and defines supervisioh as: B '

[ ~

LY
" ’

pupils,
. tvghat school.personnel do with adults and things for the
purpose of maintairing or charging-the operation of the school.

in crder to directly influencé the attainzent of the major
‘ 1nstructional 'goals of the school (Parris '1963:11).

: Slmilarly. heagley and Evans 01964 17) offer a bl%nket
. _ L&
definition. o o » .

Supervision is positive, democratic action ajmed at the improvev
ment of classroom instruction through the continual growth of.
all concerned -~ the child,* the teacher, the supervisor, the
_,administrator and the patent ot pth@ﬁ interested lay person.
/ ’1 1Y

S Perhaps some of th&ﬁpareﬂﬂt’obfus@tion of the essential
. e ¥* Al
es fron the confueiou of

aris

nature of 5upervision»as. 0ver—seei° "

.roles which teachers may experience, seeing themselves as’ supervisors .
: L LA L. a0
aas far as pupils are c0ncerned but as supervisees as ; far as thbse with
- ;L ‘a .

~greater administrative authority are concerned. %evirs (1958 69),

L . : ’ S L
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however, is ﬁore forthright in his judgment. The educetional litera}ure

dealing with the theory and'practice of supervision, he claims, leans
heavily towards the theoretical aspects, and reveals the following *
weaknesses: j _ -

.

a tendency to over-simplifv the underlying philosophy by ignoring
certain aspects of supervision; a tendency to capitalize on words
Tor terms that compensate for their lack of precise meaning by their
strong ewotional connotations; a tendency to damn past theory and -

~practice by creatding a_false and indefensibl®e picture of them; a

tendeficy to obgcure the specialized function of supervision by
generalizipg the ceaning of the work itself to the point where 1t

inclydes almost all purposes of education; and a tendency to '

neglect all those factors in supervision that will not fit nicely

into, the application of the proposed philosophy. ’
H f . .

‘i I . "y
In view of the pervasive functions attributed\go supervision by

auther d&finitioﬁieit is not surprising to find that ternms such as

: éuper?iéor; style, leadership style and administrative style may over-

lap to khe boint of being almost indistinguishable. Bride (1973:19),

.

T for

i . . |

exd:ple, notes that as the bureaucratization of education has

i

[ 2

~cccurred, the number of control units and the number of administrative

and ‘sypervisory personnel have vastly increased, e;g.,‘with regard to
/ ‘ +f | o
curriculum and special education branches, Departmental consultantgf

N s

hegd% of departments within'schools, and so on. The approach of such
Py 3 ‘“' } o .

admﬁnisé}ative-supervisory personnel would seem to favour the consulta-

;ti?e and .advisory role of a leader rather than the inspectoral role of

é,%oss. |

. To the extent that .this_ is.s?v Ro’bi‘l.'t;wn's ,1.19-65‘:2) definition

( o ' : L o
’ﬂéﬁ gﬁpe;visién seems to appfoptiéfelylrefléct cufr_nf emEhQSCS. . Y
;;According'io-REQiﬁgaﬁ; ,~.; o ' ) er'l : 1'i‘f"? .

)i - ) ") . . _ S e . ) o o
/ Essentially, superVision is that form‘of‘%rofessiOnal leadership
/ directed towards the improvement of learning throuBh activities,
~which result in the professional growth of the t8aching staff. ».
. : _ o o _ v, w0 e -

- e ; - »'_ig 

o v

.-
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Rojginson points out that although the central focus of supervision
o K . . ,

remains on classrooa instruction,.improved teaching (from which he
assume; izproved learning will result) {s an outcome of professional

o - l
growthj& The latter may be promoted through a variety of non-teaching
acgivities, such as orientation programs, in-service education and

ES

action research by staff study committees, for exazple. Jackson (1974:

-

-27) adds a further means of achieving growth, namely, referral of

Ll
y .o : ) .
teachers to the professional literature.
s while Rebinson's definiticn of supervision may be acceptable
, A : %
. ”'j far as it'goes, It appears to ignore certain crucial elements of -
i . 5 T -w ' .
supervision nanel\ the evaluation of the teacher and his work. In
plain terms, upervlslon may result in a teacher reslpnlng b*s nosition
’ . N
or being fireé. (1968:285), for exa"ole in his conceptual ‘rame—
el
_.3work of supervision, inclhdes a staffing function which involveS‘the

=
-

N

2. ) . - A R
‘Essessqgnt=vf competence, pronmQtion, transfer and dismissal of teachers.
f N e .

In fact, the research to be reviewed shortly makes it abundantly clear

" that "the ad@inistration and supervision" are frequently held jointly

responsible for teacher turnover ahd attrition rather than for pro- o,

fessional growth.’

, One further aSpect.Of supervision is,worthy of domment.b Itr

]
«

seems certain‘fhat ‘the term has both negative and positive connotations
for teachers “with most of the emphasis falling on the positive aspects

‘in the more recent educational lite;ature. One_categorylgf positive T

v - . s
sppervisory‘activities névertheless appears to be'specified_relatively

1ﬂfreqﬁéﬂt1Y’by researchers._ This is recognition. Corey (1970:8) “ 'f‘/z;

: L
conments that, in teaching,«simple praise for a- job well done is not

¥



given. Morague {1968:3.) izplies that the saeiessfol iministrasor:
behaves In ways which allew teachgrs o experfence a sense of recog-
)
rnition. Thus he may be crizical, bus *1%\:?**1?* s ;ercelived by
teachers and enhances thelr feclings of ixportiance and fontritires ve
: ;
thelr satisfaction. oy
§

Imogeneral, the point reing ~ade Is that wortiwhile work by
teachers, lilve fustlce, stowld Ye recopnized for o dhat Lt o ls By ooher
cestle.  Tarmstell and Todpg [ISI2TITS0 pondizas thiat teazters noed g
nense security, a feeling cf il oningrnens ind oo cproriunizty o

. »

L .
participate In osrganizational prosesses, hul gooon to sag:
. . -+

Trhe metters alsc need to have thelr conuribicisng aand dchlevezent

T nired by othera, parcicularly v their lealers.
For Hercherg (193%:31), Recognition is an fzunortant satisifer, and

¢ 96 7 ~ - : P PR
Sergiovanni (19€7:74) found that {t ccontributees sifné icant‘y to the
high satisfaction of teachers, ;ec“"ical su"ervzsiov, on thé other

[} R LI

rand, was a dissatisfier in both cases. ,
. e 3

All this is not to deny the importance of tangible and/or

symbolic forns of recognition. It simply argués that certain modes of

'

;yrecognition falf’within the parameters of supervisory practices;

- Supervision defined . - ! . o,
' [UE A ! ,

On the basis of the argumentation presented abdve, supervision °

<
k3

may be viewed as a fundamental dimensibn of bureaucratic control..

Supervision of teachers, ‘as Opposed ‘to supervision by teachers, is

necessarily 1inked to the administrgtive hierarchy. and often has

-

negative valence for teachers. Control may be tightly imposed by .

mandate, ‘or looseiy applied by granting w1de discretion to teachers.

£ s - . -

. . L . . . B 2
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Tataeriv, it tre literature ¢f oot oalways In practice, supervisory
- : s
c'len azrear T2 te lTost.eguited wlith ke tcnsul ative and advgsary
N 4 < ) & $
L e nitien wrich weotisntze staff rather than line functions and-
Vtesialopatier tham auttority relatisnchips, In these respects,
weraialen ezezTa o tave pusitive wilence for teachers.
ul .
- . : o, ‘ o
SoeTvlsLon may Therdlore e deftzed as-:&/\
2
. i EE SN
N . e il LT toT 0l TooneTs aneloThens worx; plus &
. T e tessina ame aiuisesw activizies of “superordinates which
.. Ciepi omo opermete e rrofessional competence of teachers. /
Te alaelld e moTed that Selopnition 3s A Su pe*v1sory adtivity
TaT e tated with eiziner twe evaluation or the oromotion, of
Tl T osomretence.
" [ ’\ ’ o .
Ty lplimizing supervision te refer te the supervision of |
<

M N ..
b oregard to begxnning teachers ®n par-

sigular, an answer =dv he feued to the quescion posed by Etzioni (1969. .
XVII): Which :eenan‘q*sjcf eupervisioq are more effective ie#terms of
prodJé:i&i:y andeegployee,sat;sf@ction? 2 i R o .
It remagpe, then, to re;ievfy;at the liteFeture has ﬁo euggeet
on this topic. | ' | - }{
" v1 SUPERVISION: iu:mn-:n LITERATURE
¢ - . . < . .

" Introduction - T T ,_l .

It w:; showeiin‘the previous séieion that supe;;&_wd{:"
necessarily linked to adminisﬁration, and that, as wigh decihigg '
making, control is the central issue. In brieﬁ, greaeer teacher o
control g;atifies aue;ﬁomy neede and leads to increased teacher

R ' o P U
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satisfaction. Greater independence,'it is argued here, meagf greater

teacher control over their work and work environment, and hence

-

chreased satisfaction.

The interrelatedness of the supervision and decision making

*

dimensions of control 1is clearly very strong._ Schein (1970:77), for

l
Al

example, ‘sees participative decision making as one . aspect of super-~
visory strategies which both f6yr productivity and for the satisfac-
‘tion and psychological growth of employeef, are'sﬁperior in many kinds ’f
of organiiations.'\But it might’equally well be.argued that participa— .
tive\decisionimaking could result in°5uierior supervisorypstrategiear
having‘the same outcomes in termsvof‘productivity, satisfaction and -
ipersonallgrowth. _Close supervision, astnnsu(l968:296) implies, may‘
foster resentment or dependence among teachers. -

.As 15 theccase uitg»participative decision making, it seems
that teachers.may not desiée complete professional autonomy in respect

of superVisory practices. Robinspn (1966 160 204) found that British

. Columbia teachers want more bureaucratization than principals in regard'

- to specialization, rules, prooedural Specification and impersonality.

+
ACorwin (1970:108, 234) found that teachers appreciate certain rules,

~ though not those imposing unbearable deadlines and regulating their
work habits, Corwin, then, recommends less direct control and surveil—
lance over teachers in the interests of 'good relationships.

| Full fledged professional autonomy, however, involves the
’central question of who has the rig_~ to makeithe judgment, as Hughes
(Vollmer and Mills, 1966 148) indicates.- 'Teachers may certainly oppose‘ |

'certain supervisory activities 1if the supervisor is perceived as lacking
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‘ - , )
competeénce and expertise, or on the grounds that acceptable criteria of
\ ' -
. . A ,
evaluation have ndt “been established. In other respecds,:however,

MacKay (1971:19), presents what appears to be'a summary of most teachers'

attitudes: - - ! =
. e . the argument fhat since evaluation is threatening %o /some
people it should not take place at 11 is rot reasonable, / Equally
unreasonable is the~belief that, s nce®governing bothS—want it

done, it can therefore be done effectively. y

The role of the principal

| Once again, a parallel can be drawn between SUpervision and
teacher participation in decision making, since the principal remains
ithe.focalApoint in'both areas, Andrews (1960), Downey (1961) and

Robinson (1965) are three of many who agree that, when all i1s said and
)

done, it is the principal who is responsible for the adeduate super—_f
v1sion of his staff There is also the wealth of research investigating
.the pr1nc1pal s role ‘and role relétlonships, and, in particular, ‘his
isuperv1sory and 1eadership styles.b

'Only three-flndings-are to be nentioned here. Firstiy, Anderson
and Brown (1966: 12), as a result of Anderson s research using Stogdill'
v LBDQ- 12, report that in terms of geacher satisfaction, confidence in .
'the prlncipal, and feeling of school. success,‘the 'good" principal
appears to be the ‘one who‘leads hi; Staff frequently,-irrespec;ive.of ”
the style of his leadErship (p. 11) h -

Secondly, McNamara and Enns (1966)'report McNamara 8 reaearch. :

Hefneed Fiedler 8. LPC insfrument in‘conjnnction with a neW3measure‘ “
;called the,GrOup'Atnosnhere. Thevfindings shOw‘that;staff acceptancef
of fhe“principai'is aAcrncialnfacror_inhisileadershipAeffeétiveness

C B o . ‘ J
®. D D o S
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And thirdly,-Parsons' (1971) study led him to recommend that,

persons far removed from' the teacher regardless: of their supervisory
L4

skills, are unlikely té affect teacher behavior. The most influential
supervision is likely.that which is carried out by the principal (p. 8).
It may be concluded, then, that it is not the leadership or #

supervisory style of the principal that is significant so much as

4

teacher acceptance of that style. What really matters is the rappo}

which\exists between the principal‘and his staff.‘

Nevertheless, the principal may have to face the possibility of )

conflict between the evaluative and the.helping.functions of his-super-.

AN T . : b

vision. lMacKay (1971:18) asserts that_this problem - is still unresolved,

. . . . I,‘
1f the evaluative functions are-removed to superintendent or school

.board level, then the professionalism of teachers may. suffer as Corwin

t

(1970; 42) implies, through a reduction in the degree of their profes~

.‘sionalvautonomy. the right to judge what is proper professional work .

~to tell them what they

is removed further frOm the praetitioners control. This may. later
: , S - A
become a source of dissatisfaction. . , ’ , :

Enns QEKBS 295) points to another problem.. He notes that staff '

- ersonnel rather than advising teachersiand principals, gradually begin
P N

ught to be.doing, and to report more and more

to superiors on the work of : teachers with whom they deal. The -

: principal 8 initiative (and author y) may. thereby be undermined

~union.~

| Finally, Lortie (1969 44) Sugg‘sts that a further constraint on

the principal s supervisory activities ‘y ‘be fear of "trouble with the

- ° .

These problems notwithstanding, the princip'l remains the key
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'figure.either,as the executor or.the architect of supervisorv practices
emprbyed at the school leVEl - uld seem only natural for beginning

‘ teachers at. 1east to look on him in_the first instance as the major

, Supervisory influence in both aspect’s of supervision, evaluation and

[

lpromotion of professional competen;/)
- , , . 4 .
A review of the research ifito these areas now follows., Of *

- . :
particular interest are those supervisory practices which may be
. - ‘ ' )

fassoCiated with the satisfaction of beginning Ceachers, or with:lack

of 1it.
. VII. RELATED RESEARCH INTO SUPERVISION - *#
* AND THE SATISFACTION OF TEACHERS
Introduction - o ' | ~

The main purpose of this section is to identify possible causes'

~

of satisfaction and dissatisfaction among beginning teachers in so far

A

_as they. appear to be related to supervisory practices.p ApprOpriately, ’

v

Canadian studies in the a%ea under investigation ‘form the bulk of the

research reviewed. .

'-_Research finding‘ o B

It*will be recalled that findings by - Kuefler (1959), Formanek

h(1965) McGillivray (1966) and Lundrigan (1966), (reported in Section:g!"

III of this chapter), all agreed that new teachers do not receive the'l

help that they want most. Kuefler (1959 86) and Forman (1965 150)

[ 4

‘both found that one of the most difficult problems confron ing begin-' .
‘ ning teachers 1nvolved learning the extent of their authority; while

' McGillivray (1966 145{?reported that a serious problem lay in adjusting'



their educational goals to those of the school. Furthermore, )

McGillivray’s~respondents?did:not consider principals andlsupervisors'
s "helpers", but as inspectors'(p. 147) S _“‘ S .

. That beginning teachers -may react strongly to role conflict

. situations is borne: out by Butler s (1961) research on the satisfac—

_tion of beginning teachers in Illinois. ‘Butler found a direct positive ;;",

~re1ationship between job‘satisfaction and the retention of beginning

I

‘ teachers (p. 13) He received more replies concerning administrators

and superv1sors than any other factor in assessing reasons for liking a A/ :

or disliking teaching positions (p 12) Dissatisfied teachers "

expressed feelings of disrespect 1ack of confidence, fear, and even

‘disgust with their administrators (p. 13) His findings show the most o

significant cause-of job satisfaction-or lack of it to be "the feelings‘:ktb_f

':toward the administration of the school, the feeling of freedom in the )

olassroom or 1ack of it, and whether or not. there was\involvement in

school policy making " (p. 13). f-:»_ ' '.A _ .g o '.~v d
Francoeur 8" (1963) Quebec study, th0ugh not foaused on.beginning

teachers as such, supports Butler in that two of the three most impor- .

‘tant sources of satisfaction vere found to be supervision and freedom

;to plan one's work (p. 293) : However, Francoeur did not»investigate -
‘dissatisfaction, concentrating almost exclusively on- var". |
' :satisfaction. - =
Browne (1965) investigated beginning teachers p‘rceptions of
rcritical teaching behavior.- His findings support the view bhst -

~linstitutiona1 expectations are transmitted to new teachers (p. 24) and

;‘_'that these expectations must be internaliZed or else considerable dis-lvs7‘

"satisfaction results when classroom effectiveness is assessed (p. 132)

La
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Both Hohn ] (1964) and Ziolkowski's (1965) studies have been
.cited-earlier. Both studies, thpugh not confined to neophytes, are of
particular interest for the present writer in that they_enumefated a

b T T L - e
nimber of supervisory practices which principals may»or may not employ.

.Ziolkowski also emphaeized the role of the principal. Pertinent find—

ings-include-the‘fact'that teachers visits ‘to colleagues, demonstra-

»

htionnleSSOns, and principals visits to the classroom were not widely '

~used even in schools judged superﬁovﬂ(p. 137) Effective supervision,

hoWever, was hampered by a heavy administrative load and in applicable
v

.Cases?,heavy teaching duties:(p. 59). Ziolkowski concludes that if

.-school boards have expectations of principals in respect Of ‘the super-l_

vision of instruction, then time and money needs to be allocated to

pr &
enable them to do the JOb (p. 143) Bu

he'also.underscores that.thek
' general superv1sory style of the principa_ is~of-§rime importanceh?h
vl(p; 139) Finally, Ziolkowski observes that clerical duties, teacher
'resentment, teacher.turnover and lack of training in supervision were ff
not con51dered serious hindrances by-most principals (p. 59)
Carmack's (1970) study has also been mentioned before. The

'interesting finding which he made is that school board members were f;‘
attributing high rates of teacher turnover to inadequate administrative

_1eadership and the recruitment of mobility-prone" teachers, whereas S

heavy work 1oads and relatively high living costs were more significant

W.'factors in reality, according to the - teachers (pp- 112—113)

SChaff (1967) makes an important observation concerning begin-'°:'

‘ning teachers. Having found that teacher grOups exert no social pres-"ﬂfv

i

' 'sure on members to hold lhe values associated with a professional role ;nf7n
IR S o . _
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orientation (p. 282) ”heISuggeSts that the Supervisory,practices.ofAthe.

-

< - v i)

principal can help socialize new staff members into a commitment toa - |

' professional career and the adoption of professional attitudes (p. 284)

Scharf thus foresees the purpose of the present research -
linvestigation, hich 1s. to identify those supervisory pracfices actually
} employed by princ1paks;and determine their relationship with the pro—A'

;fessional satisfactiop of beginning teachers. . %

&

'(1966 217) finding that the gr0up of teachers exhibiting the least

‘?professionalizatiOn (sic) comprised unmarried elementary teachers with

'one year or less experience indicates the importance of the present

s -

“ - study. Secondly, Daneliuk (1968 119) found a high degree of alienation

in male, secondary level teachers under twenty~f0ur years of age,-with K

P

' two to four years experience and four years of teacher education.,,'

;This finding also appears significant to the present research. The new ‘

Bowme

breed of teacher in Alberta has four years of professional, university

vbeducatron. The importance of his first year or two as a praotitioner

-2

;»Pas already received heavy emphasis in this report.; Daneliuk's finding,‘

"_appears to justify such ‘an emphasis.g.>
La..-

v

| VIII.;TspPEnvrsioNg‘tcONCLUSIOns};f'ffﬁfﬁ*

In light of the discursive and research literature reviewed

: t

M.iboth in this and the preceding chapter, the following groups of super-ﬁz

b'v.:visory practices are identified as appropriate for the purposes of the

A

.‘,_v

"Ef*li Classroom visits, including formal and informal visits initiated by

‘.j the principal and visits initiated by the beginning teacher,»i

Two other studies may be mentioned briefly. Firstly, Hrynyk's s |

S Bl Lo



.Conferences between ‘the’ principal and the beginning teacher,

-v-formal and informal,

'Collegial activities, inclydi Qg beginning teacher involvement in

staff meeting discussion and staff study committees;

,Other supportive activities, including demonstration lessons,

~ inservice promotion, literature referrals, support for beginning

-’teacher s effort.'

teacher ‘decistons, and explicit ‘recognition: of the beginning

o

4

By investigating the supervisory practices actually employed by :

princ1pals,*it is hoped to establish which’ practices are associated with
‘ -

fthe professional satisfaction of beginning teachers.

It is fully appreciated that what a principal does and the way o

L9

that he does - it both have impact on beginning teachers.- Evidence was

’,presenﬁed suggesting that teacher acceptance of- the principal's leader-

.r‘ship or supervisory style is reflected in staff rapport with the prin—

an essential part of the: present study., T

- cipal. Beginning teacher rapport with the princip?k therefofe, forms

* .

X STAT_EMENT” OF HYPOTHESES'
The foregoing review of - the 1iterature has enabled a number of
< ’

decision items and supervisory practices to be identified as being of

:3into supervision categories.'

B that those teachers who enjoy a relatively high degree of involvement

” {in relevant decisiOn areas may be expected to be ‘more’ satisfied than 17

.importance to beginning teachers.» The decision items may be grouped

e

In respect of decision making, the literature makes it clear

.

'ﬂ'that directional hypotheses would be more appropriate f°r the P‘ese“t

- -

n

E together into decisiop areas, and similarly, the supervisory Practices"ﬁ

[

'those whose participation is relatively 1ow. It could be argued thenp;;'ﬁ



~ study than the traditional null hypotheses. However, as Ferguson

€1971:151) saysrithe.matter is open to some-contro&ersy, and while

A s

agreeing'with'Ferguson thatxthe~direction of significant differences is

of substantial inoerest' this writer presents all the research )
hypotheses in the null form in the interests of - clarity and symmetry.

The need for clarity aﬁises because of the introduction of
Rapport with the Principal as a’ mediating variable in many.of the
..hypotheses under investigation, as will be seen. .The question-of
Symmetry arises from the fact that the literature is not as persuasive '
.in;respect of supervisory'practices‘asiitAis in ‘the case of decision :
} making’involvement for directional hypothesis testing; | |

The following hypotheses, therefore, form the major foci of

' the study.

3
>

: g : : o
>Hypothesis 1.. In each of a number of decision areas, there is no sig—

(nificant difference between the means of the Rapport with the -
Pr1nc1pal scores of those beginning teachers who are relatively
- low on decis1on making involvement -and those who -are relatively m
| high on decision making involvement. e

i

& o N :
Hypothesis 2. In each of a number of decision areas, there is no '

;significant difference between the means of the Career Satisfactiony
scores of . thoSe beginning teachers who are relatively low on 1 o
o -decision making 1nvolvement and those‘who are relatively high on .

{decision making involvement., r5_,‘ EEnEa S

L

) ﬂHypothesis 3. df.beginningvteachers who are’relatiVely low onvdecision':; -

making involvement in’ each’ of ‘a. number of decision areas, there is ‘i =

-fnb significant difference between the means of the Career
Satisfaction scores of those who are, low on Rapport with the

Principal and those who are high on Rapport with the Principal.i.. 1rf



: » , - 90 |
. Hypothesis 4. Of beginning teachers who are relatively high on deci-

sion making involvement 1m_each(of a number of decision areas,
there is no significant difference: between the means of - the Career
Ssatisfaction scores of those who are low on Rapport with the

Principal and those who are hﬁ%h on Rapport with the Principal.

‘ﬂypothesis 5. There is no significant difference between the means of

the Career Satisfaction scores of those beginning teachers who are -

low on Rapport with the Principal and those who atre high on ’ .

Rapport with the Principal.‘ ,,,71"‘ ? /”‘.~”u,'p- LT,
(i e., irrespectlve o;.their decision making involve—'

ment and irrespective of their supervision experience)

Hypothesis 6 " In each of a number of decision areas, no significant

differences ex1st among the means, of the decisiou making involve- o
I ment scores of beginning ‘teachers classified by their preferred .

_degree ‘of decision making involvement. -

6.1 There is no significaht difference Between the means of the*

" decision making involvement scores of those beginning

teacher’s who prefer less 1nvolvement and those who find

their present degree of involvement about right... ERC

-~

.6;2;-There is no 31gn1f1cant difference between the means of the'”‘:

decision making 1nvolvement scores of those beginning :
teachers who find their present degree of involvement about,.

»

right and those who prefer more involvement. ClaE

6.3 There is no. Significant difference between the means of the.nez;f;
dec1sion making involvement scores of those beginning SR
_teachers who prefer less involVement and those who prefer

”.fmore involvement. . o

SO,

”Hypothesis 7. In each of a number oﬁ decision areas, no significant

' differences exist among the means of the Rapport with ‘the. Principal
scores of beginning teachers classified by their preferred degree -

- of decision making involvement. .



91
7.1 There is na significant difference between the means of the
o Rapport with the. Principal scofes of those beginning teachers.

who prefer less decision making involvement -and those who\'u

find their present degree of involvement about right. .

7.2 'There is no signifioant difference between the”means of the »
Rapport with ‘the Principal scores of those beginning tEachers
- who find their present ‘degree of deciSion making involvement

' about right and those who - prefer more involvement.

?,

7 3 There is no significant difference between the means of the
A Rapport with the ‘Principal scores of those beginning teachers
who prefer less decision making involvement and those who

prefer more’ involvement.

hypothesis 8. In eachof & number of decision areas, no'significant

differences exist among the means of .the Career Satisfaction' scores
- of beginning teachers classified by their preferred degree of

--deciSion making involvement. , o .-f' L v

d ~

SRR VN

f 8.1 Thbre is no- Significant difference between the means of the
' QCareer Satisfaction scores of those beginning teachers who\ "
' prefer less dec1sion making 1nvolvement and those who find

their present degree of involvément about right.

/f8.2 :There is no significant difference between the means of the
Career Satisfaction scores of those beginning teachers who f

f, ,p'~'.find their present degree of decision making involvement-

- about right and those who prefer more involvement.

8.3"There is no significant difference between the means of thev
. .Career Satisfaction scores of those beginning teachers ‘who
prefe# less decision making involvement and those who prefer .

- fmore involvement.

o

e

s
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Y

Hypothesis 9., In each of a number of decision areas, no significant

differences exist among the means of the Career Satisfaction scores'
1 of beginning teachers clasgifded both by their preferrOd degree /
" iof decision making involvement and by their feelings of Rapport
with the Principal S ; ‘A‘p o

‘9.1 of beginning teachers who prefer less decision making involve-
v ment, no signiflcant difference exists between the means of
the Career Satisfaction scotes of those who' are low on Rapport :
with the Principal and those. who are high on Rapport with the ‘
;o ‘ Principal _ j 4 ) o ‘ o
f 9.2 of beginning teachers who find their present degree of decision
/ pfmaking involvement about right, no significant difference
exists between the means of the Career Satisfaction scores g
of those who are low on Rapport with the Principal and' those

C

1who are high on Rapport with the Principal

| .
9.3 of beginning teachers who prefer more decision making involve—-
' ment no . 51gnificant difference exists between the- means of 4
the Career Sptisfaction scores of those who are low on
Rapport with the Principal and those who are high on Rapport
with, the Principal, ) S

-

Hypothesis 10. In each of a number of supervision categories, there is

_no significant difference between the means of the Rapport with
the Principal scores of those beginning teachers who are relatively
_-vlow ‘on frequency of supervision experience and those who are.
,relatively high on supervision experience. f-

/

Hypothesis 11 In each of a number of supervision categories, there is,
' no significant difference between the means of the Career Satisfac~
tion scores of those beginning teachers who are relatively low on
' frequency of supervision experience and those who are: relatively

high on supervision experience. . ; RIS
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3

Hypothesis 12, Of “beginning teachers who are relatively low on

frequency of supervision experience An each of a nutber of

supervision categories, there is no significant difference

between the means. of the Career Satisfaction scores of those who
- are low on Rappor//with the Principal and thoSe who are high g:

Rapport with the Principal

Hypothesis 13. of beginning teachers who are relatively high on

frequency of supervision experience in each of a number of super-
vision categories, there is no significant difference between\
the means of the Career Satisfaction scores of those who are low
on- Rapport. with the Principal and those ‘who are-ﬁ{gh on Rapport

’

~with the Principal.

Hypothe31s 14. 1In each of a number of supervision categories, no

31gnif1cant differences exist among 'the means, of the frequency
of supervision scores of beginning teachers classified by their

preferred frequenty of.supervision experience. s

14.1 'There is no signlficant difference between the meaps of the
| frequency of superv151on scores of those beginning teachers
- who prefer less f equent supervision and those who. find

' 'their present frequenty of superv1sion about right.
9 Ve

14,2 There is no significant difference between the means of the

.frequency of supervision scores of those beginning teachersg

- who find their present frequency of Supervision about right :f

K4 Gi

: and those who. prefer more frequent supervision.

,v(\v

Y

14.3 There is no’ significant difference between the ‘means of the;7

‘--frequency of supervision scores of those beginning teachers
x*who prefer less frequent supervision and those who prefer
f,more frequent supervision. ,‘.::f, . . 31 '

N

'\,.
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Hypothesis 15. In each of a number of suPervfsion.categ
significant differences exist among the means of the Rappo with
the Principal scgles of beginning teachers classified by their

preferred frequency of supervision experience, -
: ,}n | ) | . |
15.1 There 1s no significant difference between the means of the
Rapport with the Principal scores of those beginning teachers
’ who prefer less frequent supervision and those who find their
present frequency of supervision about‘right.
¥
15.2 There is no significant difference between the means of the
. Rapport with the Principal scores of those beginning teachers ’
who find their present frequency of supervision about right ‘A
and those who prefer smore frequent supervision. -

15.3 - There is nd‘significant‘difference Bgtween the means«of'the
Rnpnort with the Principal scores :of those beginning teachers
who prefer iess frequent supervision and those who prefer
more frequent\supervision.. - ; - f—

£

Hzgpthe51s 16. 1In each of a number of sUpervision*categories,'no 9ig-

nificant differences exist among the means of the Career .
Satisfaction scores of beginning teschers classified-by their

QEJpreferred:frequency of superuision'experience.

16 1 There is no significant difference between the means of the
Career Satisfaction scores of those beginning teachers who "
prefer less frequent supervisi n and those who find their

,present frequency of.superyision‘about; ight.

16.2 There is no significant difference be;w the means of the
Career Satisfaction scores of - those beginni g teachers who .
. find thelr present frequency of supervisi about right and

: xhose who pnefer more frequent supervision. S

16;3' There.is no significent'ﬂifference between”tne means of the .
‘Career Satisfaction scores of those beginning neachers who
prefer less frequent supervision and those who prefer more:

- frequent supervision. ’



-

Hypothesis 17. In each of a number of a number of supervision

)'categories, no significant differences exist among the means of

the Career Satisfaction scores of beginning teachers classified

both by thelr preferred frequency of supervision experience and

by their feelings of Rapport with ‘the Principal.

17.1

’17.3

Of beginning teachers who prefer less frequent supervision;_

no significant difference exists between the means of the

Career Satisfaction scores of those who are low on Rapport
with the Principal and those who are high on Rapport with
the Principal. B '

Of beginning teachers who find their present frequency of -

' superviéion experience about right, no significant difference

exists between‘the means of the Career Satisfaction scores
of those who are 1ow on Rapport with the Principal and those ‘
who are high on Rapp rt with the Principal '

of beglnning tﬁdi Ars wholprefer more frequent supervision,
no significant fference exists between the means of the

Career Satlsfaction scores of those who are low on Rapport

with the- Princ1pa1 and those who are hlgh on Rapport with '

the Prlncipal.

In the following Section,:an attempt is made to summarize

diagrammatically the framework upon which the research'hypotheses are

formulated.

- X. THE RESEARCH FRAMEWORK |

Figure 4 summarizes the framework upon whichfthis study is’

The theoretical framework is operationa]ized by considering the B

two major dimensions of professional autonomy, decision making 1nvolve—'

ment and supervision}mechanisms.»}The_degree of satisfaetion

ok
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experienced in each decision area and supervision catégory'is indicated
by the beginning teachers themselves: they may prefer less decision
involiement'(or supervision,experiéﬂce); they may find their present
'-degree of decision‘inwolvemenﬁ (or soperviSioneexperience) about riéht;
or they maY'prefer“more'decision involvement'(orisuperVision
experience)

It is argued here that it is not jusu.the relatiOnship between -
decision involvement (or supervision experience) and‘Career Satisfaction
.(Hyp0theses 2 and 11) that is imPOrtant, even when Rapport with the
"Prlncipal fs taken into account (Hypotheses 1, 3 4, 5, 10 12 and 13)
It is equaldy importapt'to disc0ver so whatiextent the decision‘mékiﬁg
processes,and~SnperviSory‘practices actually employéd in the schaOls
.are contributing~to beginning»teacher.sétisfaction °r<;é¢k.°£:satisf§c‘
‘tion. .Ifithey contribute substantiaIL% tovsatisfaction,.then "thél
administratidn and supervision";'86 Often‘heid responsible'in-the

llterature for lack of teacher satlsfaction, must be exonerated in this':
- ¥

»

respect,i e., the causes of the nOnsatisfaction or’ dissatisfaction of
'beginning teachers ‘must be songht elsewhere. If however, decision
making processes and supenﬂisory practices do contribute to ; non~ -
h-satisfaction or dissatisfaction, then it behoves research to revea

. which decision areas and which supervision categories.appear to be
g{strongly associated with any dissatisfaction experienced._h_i

It is also/argued that the Preferences eXPreSSEd bY beginning
'f teachers are. indicative of dissatisfaction which may result from t00 ; o

N

' 'much involvement in decision making (or Supervision) as well as dis-f S

&S

’satisfaction from too little.' It is one function of the Professional

’Satisfaction Index (PSI) to maintain the distinctions among those"'

L~ - A L : a
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beginning teachere who express diss;tisfeotion with their decision
making involvement (0T Snpervision expérience) becauee they want less
_of.it; those‘who ére SatiSfiEd with tneir prEéent degree of oecision
- naiing involvement (oF Supervisjon experience);»and those wh? éxpresS"
- dissatisfaction with their decigion making involvement (or-sppervisinn‘
' experience) beceuse they went'mOIerf‘it.- |

A 4

The,PSIl is thUS used to categorize‘beginning teachers into
three grOUPS, accordlng to their degree of satisfaction. This

. —~
allows 1nvest1gation of the relatlonships between each group and
i ' i
(i) their degree of IHVolvement in each dec151on making area and
supervislon category (Hypotheses 6 and 14)

S (i1)- th61r feellngs of. Rapport with the Prlnclpal (Hypotheses 7 and

(1ii) their satisfaction with teaching as a career (Hypotheses 8 and.16).

R .

,Furthel‘mor'e,"thé influence of'RappOft With the PfinCipal-on the
..Career Satisfaction Scores of each. of the three groups can also be

_investigated (Hypotheses 9 and 17)
X. suMMARv,oF CHAPTER”IIi-'

In Part I of the literature review (Chapter IT), it was shown .

that‘the degree df prafessional.autonomy|enj0yed by.teachers appears.to’

A : .

depend on. the amount of control which they can establish over their work o
. v'-n ‘ } L

and work environment. Specifically, teachers may enjoy greater control

5 £

‘by becoming involved in desired decision making areas and/or by becomingffii‘

g 1ndependent of undesired supervision. "ﬁr“«ai-

':IThe’fSinisimoré-fuily:eipleinéd in;ApbenaiX\C,

.“_.'(._ E
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This Chapter first examines the central issue of control in }
organizations, WIth partlcular reference to school.systems and the
advantages and dlsadvantages of teacher part1c1pat10n in the decision
-making Processes.. It iS Shown'that teachers do'not appear to“seek a full

-

measure of profe351onal autonomy with regard to the decision making
dimension of control. On the other hand both discursive argumentation ;
and research flndlngs reveal a pre%s for greater teacher participation

‘1n d801510n maklng over a W1de range of decr51on areas. ’These_are
‘explic1tly 1dent1f1ed In general partlclpat1Ve decision'making,cvhenie
Operatlonalized in the SChOOl, apparently leads to greater teacher
satisfaCtion. This conCluslon appears ‘to be true “of beginning teachers-

B

as well as of thelr more experienced colleagues.
b Sﬁperv1510n is shown to be 1ntgrrelated with decision making ae

i the other essential dimenSion of control ‘In the traditional bureau—

Cratlc organization, superVISory practices are seen as mechanisms by»

, ’ r :
whlch 1t is" ensured that dec1slons are adeauately executed in. practiqe

»

> .

‘In the more receot educat1°“al 11terature, it is noted that definitions o
Aof the term Supervision -often °V3rlook those aSpects WhiCh,are concerﬁed
.__with the evaluation of teachers. the emphasis is almost exclusively
on suPPOrtive and helping SuperviSOry practiceg,v The evaluative func—'i
vtions are not neglected in this report-;‘.v .. ER

It is then argued that Recognition may also be viewed as an
._1mportant supervisory practice. \Hence the present writer Conéeptualizes
ASUPerViSion as inclnding the evaluatiVe, eupportive and recognition 3
-raspectsr_h;;‘ ' g T : L

g
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o

The rev1ew Of literature and research related to supervision ’

enables 1dent1f1cat10n of thoseé Supervisory practices which appear to .
' F il

have'an important bearing on the satisfactlon experlenced by beginning ‘

teachers 1n partiCUlar

! » : ‘
The centrality of the princlpal in determinlng the 1ocus of much

1

of: the dec1sion making at the school level and hls role as architect or .

executor ‘of supervisory practices are both emphas1zed thOugh 1imltations-¢-'

" to his legitimate power'are,also recognized.' However, his" formal POSition
is shown to be prestigious and. he is the hlghest ranking superordinate ‘

PrOfessional teacher within the school Hence it is argued that the
*

satisfaction of the new breed of beginning teacher lies primarily in

his hands. The rapport WhiCh beginning teaChers feel With thEir -

_principal may be an essential element in their quest for satisfaction me

“‘on and with the job R h :". T »";a'
Havxng reached this POSltlon, the Chapter concludes with a
formal statement of the research hypotheses followed by an overview of

4

" ‘the research framework presented in diagrammatic form.
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CHAPTER 1V

IN?TRUMENTATION AND METHODOLOGY

I. INTRODUCTION

)

»This Chapter dutlines the instrumentation and.methodology used
to test the research hypotheses. . 'i‘ w.

Firstly, in Section 11, the~two sanples‘are'desc}ihed and
the generalizability of any conclusigns reached by ‘the researcher is

~ assessed.

Sécondly,‘as questionnaires were .used to obtein data, the

-

construction Qelidationhand revisiqﬁ of_these instruments are detailed
(Sectdon III). 7 l‘ | ' ’

J | A Pilot Study was also carried out, and although it is referred
to in this Chapter, it is.evaluated morerfully invAppendix B. |

| . Section Ivdhfhthe’thapter is‘devoted'to an a posteriori‘critique
of the questionnaire instruments. ‘ _. .4 .i ) : - -. ;

_ The Chapter concludes with a description of the way the data
;reltreated (Se;tion V).. The: Professional Satisfaction Index (PSI) is
tcentrallto much of,the data analysis;,vrhe reason for this is indicated

in Section V,‘but'the PSIjitself'is.more fully‘eXplainedwin_Apﬁendix.C.
II. THE SAMPLES

.Tw01sub-boouiat10ns afeeuseazes samnles in‘the stndf.“ The fitst'~
fsample consists of the sub-populs}ion of public school principals in the ‘l
'eight SChool jurisdictions which geographically encircle the city of
'Edmonton, Alberta.:" | | | |

:v109
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After~the study had been approved by each ofbthe eight"superin—
‘tendepcies,.all the school principals vere contacted by telephone to see
"whether they dualified for}inclusion in the study'.~ Qualifying"prin;
cipals had to have one or more beginninhg teachers on:staff. beginning‘

teachexs were defined as those full-time classroom.teacherS*Who were :

new to teaching and” who were in their first or second year of service '

o \ !

in January, 1975

In'facti this procedure\resulted.in a sample of 71*principals.

‘ whose schools»are located from a-fewlto‘over sixty miles from‘EdmontonQ ’
School staffs range in size from a few'to‘sevénty—fiVe teachers. .fhe
range”of grade combinations (Elementary—Junior High School;Senior High ‘
School) is complete. | | | .

The second sample comprises all beginning teachers on the staffs
of qualifying principals._ The 261 teachers involved Vere forewarned by ?‘
the_prlncipalﬁand/or;the superintendentbthat a research project_had -
’received formal'approval' ‘ h

 The actual number of teachers (N 261) represents almost 102
of the pOpulation of beginning teachers in Alberta, and 16Z of non- -
j.‘urban Alberta beginning teachers (LaFleur 1975: Table 4:3) This is
80 because although ‘the Alberta teaching force is divided almost exactly';
h-between urban and non—urban centres (when urban centres are defined as
having populations of 30 QOO persons or more); the non-urban school |
systems are now’employing greater numbers of beginning teachers than

'are urban systems.

' The growing significance of non—urban teacher employment is T

.revealed by Census statistics. For example, in 1973—74 the urban

°



111
centres of Alberta employed.less.than llOd«beginning’teachers; whereas
non-urban centres employed.over 1600 (Lafleur; 1975: Table 4.3). 1In
particular, important growth areas are-found in‘the so-called "hedroom"
COmmunities expanding rapidly on the fringes of urban centres. That
this is generally the case in reSpect of the school jurisdictions
included in this study_is confirmed by the superintendents of those .
systems, vho.reporteddclassroom teacher growth rates for 1973—741and.
1974—75 which ranged from 4/ per annum. (thL weakest growth rate) to .

~about 15/ in three of the eight jurisdictions. It is pertinent to note
that ‘Edmonton city had declining pupil enrolments and, at fpost, stable h.
.classroom teacher employment figures during this same periSd.
This study, therefore, focuses on perhaps the most significant
, Ageographical areas of beginning'teacher employment‘in terms of;numbers
and growth prospects. | T o
» Furthermore, the: geographical and climatic variables which may
well'influence_the levelgof_a teacher.s satisfaction-withfhis new job}
" are thought not to be sources of'significantivariance‘tor‘therresponQ‘ﬁ
B .{dents included in the study.. Norais there'anyareason.to believe‘that
the age and sex composition of the sample differs significantly from
\the average age and sex composition of trainee teachers leaving univer;
sity to begin professional practlce in non—urban centres. Alberta ld'
Census statistics show that in 1973—74 of non-urban full-time teachets

i'with less than two years of teaching experience, abOut 422 were male .1”

S 1Source ‘ Private communication from the superintehdentsi officesih_»a“
: March 1975. _ij L , , | Bk
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.and 59% female;2 In thelsample of beginning teachers surveyed, of'thOse_
who returned“questionnaires, 40% are male and 607 temale. |
Nevertheless, the-research findings have:particular reference P
"~ -to the sample of beginniné-teacherslsurveyed. Hence.duelcaution.must.be

exercised in any attempt to. generalize from them.

'Iii._ INSTRUMENTS AND METHOD

N~ .
. ¥

Construction of the questionnaire for qualifying principals (App;ndix A)l
‘It was felt necessary to construct a Principals Questionnaire

-

which would serve the purposes of thlS study more adequately than any
developed by earlier researchers. The two. areas of administrative )
iv behavior aboutvwhich'information is sought-are the 1ocuS'of-decisionh

rmaking responsibility and the frequency with which enumerated super-'f
' »v1sory practices are actually employed Responses are scored on a

forced choice S—point scale.

The questionnaire consists of the following.

Paft'A: Personal and:School Data

: Part B: Decisions ‘ Using the five decision areas delineated fromﬁthe"r

.1iterature review, specific items were formulated within each category
v,‘.in the following way. Lo , ;. - N
o Work:load:' items 1-6 ft{-”-’ :g:,fﬁ', | ‘
: Classroom}management" items 7- 10 '
Curriculum B items 11—13 |

R Evaluation Jf pup113° items 14 16

-

 Source: Statistics Canads. Peivate comunicacion dated 21 Feb.,
1975 SRR T e T |
'1é,_;_.;
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School rules: item 17

r ' . .

“Part C: ' Supervisory practices Again the literature reviEW provided

hl

four Categories of supervision items. Within—category items are
- distributed as follows: | N | |
| fblassroom‘visits: items'le6
‘Conferences: items 7-9 B
F‘Collegial activities: 1items 10-15
Other supportive activities. items 16319
All items are designed to elicit information concerning administrative
behavior in regard to beginning teachers =Again,vresponses are scored
.on a forced .choice Sepoint scale. An invitation is included and space
provided for principals to rectify any omission in either or both areas
' of inquiry. Space is also provided for any comment which a respondent ih

RN

'might wish to make after completing the items in each Part,. -

"Validation and-Revision Sixteen former principals wete individually

asked to. complete the original form of the questionnaire. _Their commentsd; .

-led to the’ drafting of a.second questionnaire._ Comments~were?also
:_received from members of the Department of. Educational Administration,
h.The University of Alberta. A number of changes.were then made, and the
"instrument was trialled in a Pilot Study, the results of which are -

; reported in Appendix B. &8 o L

Cw

L Construction of thekquestionnaire fon beginning,teachers (Appendix A)

The questionnaire for beginning teachers comprises four parts" 33;?:

hpersoual data, decision making responsibiiity,‘supervisory practices, . L

'land a 40—item OPinionnaire.tft;}:z'fl'
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“Part A: Personal Data

Parts B and-C: ‘Decision Areas and SuperviSory‘Practices The items

comprising decision making and su ervisory practices are the same as
those ‘in the Principals Questioniaire, re—written from the beginning
teacher s point of view where necessary. In this section, the scoring
is’ identical with that of the-PrincipalS' Questionnaire, i, e., on a
‘forced choice S-point'scale. .However, an additional scale is included
vfor each part, namely, an index of beginning teacher satisfaction with
‘what he reports as his actual experience in respect of each item.: Thus
in the case of dec1sion making items, the teacher is asked to indicate ,
whether he would prefer less or more. involvement, or whether he feels‘;
‘Aithat his reported level of involvement is about right: Similarly, withb.
supervisory practices, the teacher 1is. asked whether he would prefer the
,practice to occur more or. 1ess frequently, or whether he feels that the,,y,'
';reported frequency of occurrence is about right.. Responses.are°scored |
2 'as follows l = Prefer less, 2 = About right'l3 Prefer more. In this ;f;{
.way, it is possible to make some evaluation of beginning teacher satis- B
faction with each of the items on both the decision making and supet-: ;j' .
Avision dimensiOns.f : ‘ | | ' ' |

i,_ll;

\f-.

o Validation,fRevision and Reliability , As with the Principals QueStionii,;_fj

'”naire, the face validity of the Teachers Qeustionnaire was improved
"jby comments received from the Pilot Study raspondenta and by further
-
'«refinements suggested by faculty members of the Department of Ed;\ational R

'vAdministration, Ihe University of Ablerta. ;yf}al_f3:fﬁp,5 ; ';rffl” T
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.The reliability.of both Tart‘B (decision.mahing‘inyolwement)

and Part/; (supervision experience) was'calculated on'the basis.of 210‘
-‘1:beg1nning teacher responses in the course of the study proper.ATUsing
the Kuaer-Richardson formula 20 a measure of the internal consistency,
homogeneity and scalability of the items incorporated (Ferguson, 1971
.‘368), the reliability coefficient of Part B is 0.91, and of. Part C 0. 79
Part,B and Part_C of,the Teachers Questionnaire are thus

| accepted'asladequately valid and reliable instruments for the purposes

) -of.the;study; 2

Part D:. Rapport with the Principal and Career Satisfaction A 40~item

u‘.opionnaire forms the fOurth part of the’ beginning teacher questiogkaire..

.These items are taken from the Purdue

eacher Opinionnaire. They are the'
':twenty items (randomized) which 1oad on F 'tor 1, Teacher Rapport with

the’ Principal plus the . twenty items (ran omized) which load on Factor 2 =

Satisfaction with Teaching. Factor 2 items are‘taken as a measure of the'

oo

' 1

' global satisfaction that teachers feel with teaching as a career.._f'

no
\-‘

"-‘_5 Bentley and Rempel (1970 4) describe the two Factors as follows'
3 %TFactor l - "Teacher Rapport with the. Pril;ipal" deals with the B
;teacher's feelings about the principal -< his professiOnal com= ..

- petency, his interest in: ‘teachers and their work, his. ability PR

i-*r}to communicate, and his skill in’ human relations.r _.‘

_AﬁFactor 2 - "Satisfaction with Teaching pertains to teacher

»relationships with students and- feelings of satisfaction with _

_'f-teaching., According to- this factor, the high. morale teacher R

.. ‘loves to teach; feels competent in his job, enjoys his students, R
- and believes in the future.of teaching as an. occupation. Sellr

Scoring Of reSPOnses is on a forced choice, 4—poin: scale"'"' DR

Agree - Probably Agree i Probably Disagree - Disagree. When Agree
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is the keyed response, score weights are 4 - 3-2-1. For "reverse'™

items, the scoring is.also reversed.

Factor'sc0res.are obtained by summing the weights which have .

A been assigned to the item responses belonging to that\>3ctor (Bentley.'
( . .

and Rempel 1970 9) - ~

) Validity‘and»Reliability Empirical evidence supports thz considerable

face validity ‘evidence with regard to the Purdue instrument S, validity :

Bentley and Rempel (1970 8) cite studies demonstrating its ability to

.dlscriminate sharplyiamongldifferent schoolsrand also among_individual

/

teachers. o \\\\S
SRR Bentley and Rempel (l 70: —6) also cite the test re-test

'correlations based on data for 3023 teachers as 0.88- for Factor 1 and

I

0. 84'for Factor 2. - The inter-factor torrelation is 0 35 which is

sufficiently low to make factor scores meaningful in discriminating 0

'-..between Rapport with the Principal and Career Satisfaction..'-"4

The two Factors selected are therefore considered to measure

A'beginning teacher Rapport with the Principal and Career Satisfaction

with adeQuate validity and reliability for the purposes of the present .'5

fn,.’study. o

R Delivery of the qyestionnaires ; o

All but one of the 71 schools were visited by the researcher f'dw

‘:1n January, 1975 and the questionnaires handed personally to the

- principal and each,beginning teacher on staff (Questionnaires had

"]to be posted to the one. school) Confidentiality °f responses was 3ff7 S
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assured in a covering letter, and a stamped, addressed envelope was
-left with eacd:%espondent for the return of the completed instrument.

o o ¥

Follow-up contact

] _ Apart from an identifying-number-on'each questionnaire, at the

conclusion of the Teachers Questionnaire was an invitation to teachers
: X

~. : o
to nominate,themselves for‘contact in,»say) three to five years time,‘

in the Case'of any follow-up research.~ Over 55% of teacher question-
naires returned were signed (n = 119)

This proved advantageOus to the prese§/t resetcher wh' ‘was able

'to contact a number of teachers who had signed the questionn re but

inadvertently omitted to respond to certain items. Follow—up/contacts
'were also made by telephOne to a number of principals and teachers |
whose’ completed~questionnaires were‘outstanding after ten days; d;

7

" Return of questionnaires
All Principals (N = 71) returned completed and usable question-‘
'.naires 1. e., 1007 of the Principals Questionnaires were available for

‘ :inclusion in the data analysis.

;, Of the 261 beginning teachers who qualified for inclusion in _tfjvjfi

-j;the study, 211 prompt replies were received though one was not usable.if

"Three more replies were able to be included during the course of the

.:data analysis.’ The 213 questionnaires used represent over 81 52 of the:g,55~7

_sample of beginning teachers surveyed An additional fiVe completed

":questionnsires arrived too late for inclusion in the study

Although omissions were made in a. few cases, the researcher ’Tﬁ_lfﬁ;_;

ﬂ';7attempted to- rectify certain of these by cross—checking principal and

.:gft83Cher reSPORSGS. and by averaging the responses of other beginning

-'., . e
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teachers on staffr‘AIn.the case or an occasional omission in the 40-
item opinionnaire, an average response'of‘Z.S was‘insertedr- However,
where an omitted response had to do with the individual teacher's -
expressed,preference,‘thehitem was left unanswered and excluded'fromp~

bthe‘dataianalyses.
IV. CRITIQUE OF THE TEACHERS' QUESTIONNAIRE

" Although considerable effort had been made to eliminate.
ambiguities and defects from the final,version_of the queStionnaires.
(Appendix A), it may be appropriate to note certain comments made by tea-

“‘cher respondents as well as the a posteriori remarks of the researcher,‘

!

O

Briefly? mostvrespondents did notccomment on the-questionnaire.
:Howewer, some feedback wasareceived that the anonymity ofirespondents -

N was in doubt because .the’ questionnaires were sequentially numbered..
.researcher must quell such d0ubts.‘ With regard to particular items, a
‘few respondents appeared to be contused by the nomlnal data item, Main
fTeaching Level --.was it the level trained for or the level being

:.practiced7 This can- be readily rectified.3 Secondly, some exception oo

was taken to the item which differentiated betWeen females who are .

' married and those.who are«not.. Objection was also raised to the diffi—i'
d5'culties which arise when a questionnaire is not individualized |

"?adequately for the respondent s particular situation. (It 1S WOICh

‘H.vnoting, too, that (as anticipated) some principals found it difficult

”ﬁg(to generalize their supervisory practices into a composite treatment of
- . [ k N ) g
‘_ the beginning teacher - they note the variety of individual needs

'_which arise when more than one beginning teacher is involved and they

':;fwould prefer to differentiate between first—year and second—year
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teachers),
| From‘the»researcher's'viewpoint, it was noted that twenty-

eight.respondents failed to respond to an'unnumbered item:of the
:‘Teachers Questionnaire * Whom- do you xegard as your primary

supervisor? (Appendix A, p. 272) This item-had been inserted ds.a’

result of comments made in the'Pilot’Study. It needs to be_incor_
,.poratedhintovthe questionnaire more obviomsly.
B The most serious defect,‘however,.lies in theffact that teacher

i‘respondents'can, in good faith, make responses’whichvare logically
inconsiscésc.' In fact, 36 respon‘dents a1d so w'ith one or.more'itemso."., |
Two respondents had to be excluded from all the analyses involving
"iteacher preferences in decision making areas for this reason.' For -
example, it is logically inconsistent to respond with 1 (Wholly the

»

| administration 8 decision) on the actual experience scale and with l

(L would prefer to be less involved in the decision) on the preference ""'

E;, it is inconsistent to respond with 5 (Wholly my

LﬁI would prefer to be more involved in the decision)
.AThe)in éfrises in the case of the Supervision items.
| ‘Jems in particular are. worth commenting on.; Firstly, i;em e
lslof.th; v{sion Areas questionnaire clearly illustrates this weakness
1..9ffﬁheli; ;Luent. Of- the number of teachers who reported that decisions~f
‘ ihon-teaching duties were wholly administrative deciéions, 13
italso answered that they w0u1d prefer less involvement.'_lt :,"'1‘

'V.“seems reasonable to suggest that these teachers want less involvement

in non—teachlng duties, not less involvement in decisions in which they

"*_report already having no involvement. If this is so, then more - involve-;~k h»

'vﬁment:in'decision‘making:about1noneteaching,duties;would'appeareto:be,_:*

BEFE
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a step.towards achieving their goal. Nevertheless, the 13 inconsistent

responses were excluded from the data analyses.

Secondly, item 9 of the Supervisory Practices questionnaire is

aleo troublesome as it stands. In this case, 12 teachers report'that

‘in a half-year period. They also indicate that they would prefer it to

’ happen more -than it does.

This is quite consistent, and the responses were allowed to
stand.- For example,.chance discussions may'actually be occurring 10

times, but some teachers would prefer them to happen even more often.
i X

" Hence it is the item that is in need of revision.

For a different reason, item'S of this,part of the question-

naire 'The principal drops in on me for administrative reasons,' may

S

Awell be discarded altogether. “The’ purpose of its inclusion was to

'ensure that the distinction was made between the principal dropping in

-informalfdiscussions with the principal seem to:happen "8 or moreitimes"

during class for purely. administrative ‘reasons and the principal drop-'

'ping in to help the teacher develop professional competence (item 6)

'_ Even though principals may use the former practice at times to check up

on the teacher (or teachers may feel this to be the case), it is doubt—

-ful whether it 1s a supervisory practice in the same sense as the other

[

.items included If it were~discarded' item 6 could be reworded‘to

',avoid confusion between administration-based and supervision—based

(I

'-visits of this sort by the principal

It can: be seen from the above comments that the final form of

t-the Teachers Questionnaire which is attached to this report as
AAppendip'A is imperfect.' It is hoped that th%s brief critique may

f‘benefit those who may wishsto improve it for use in later research

RSN

.
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projects. It is worth reporting that no additional items were suggested

by respondents'-—-apparently; the questionnaire is quite comprehensive.

\

V. TREATMENT OF THE DATA

The basic research data consist of the following:

i

1.  From principals' responses:

- (a) Personal,and'school.data.

(b) ?rincipals perceptions of beginning teacher involvement in
decision making.

(c) Prlncipals perceptions of the frequency with which the begin*
ning teacher experiences supervisory practices.

2. From beginning teachers' responses:
K . S

‘(a) Personal. data.

(b) Their own perceptions of- their involvement .in decision making.x

(c) Their own perceptions of theh“;equency with which they
‘experience supervisofy'practices. . .

(d) Their preference for involvement in each decision making item.

(e) Their preference for the frequency of ocCurrence of each
supervisory practice.

(£) A measure of their Rapport with the Principal. R

(g) A measure " of their Career Satisfaction. e ‘l <Q?n

-CSEep 1. Prior to testing the hypotheses, the principals perceptions

of beginning teachers' decision making involvement and supervision ,

°

experience are compared with the, beginhing teachers ‘own perceptions.

“The' comparison is made between the responses of all p:incipals d ofu‘f

| all teachers on the basis of the mean decision making involvement score

and the mean supervision experience score of each group,\taken item by

. o"'

Since it is well established that principal and teacher per- .?f’:

-

’ceptions often differ markedly, and since it is: beginning teacher per-‘

ceptions of reality which 4are used in Hflsubsequent data analyses, it f

gis considered sufficient for the purposes of this study to oVerview {f"

'~'the difference in the two respondent grOups perceptions by a gross
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comparison ofggan scores. ‘Correlation ooefticients are;:however,
reported in Apogndix b, \ ‘
§£gg;g. Although the questionnaire items are organized in what app\ar
to be logical groups, the. Pilot Study (reported in Appendix B) revealed
"~ the desirability and feasibility of categorizing the items into meaning-.
;ful discriminating factors. The second step in the treatment of ‘the ‘f-
- data is thus to facter analyze the responses of beginning teachers in

< .
order to establish the decision areas and supervision categories to be

used in testing the hypotheses.

Step~3§ Testing Hypotheses l and 10

' Respondents are classified into low and high ‘groups on the

basis of their reported level of decision‘ﬁaking involvement and super-

P’-A-Q

vision experience. The first question is:" in terms of Rapport with the

Principal, is there a significant difﬁerence between the'two~group8?l,

4

Step 4. Testing Hypotheses 2 3 4 and 5 Land ll 12 and 13

These hypotheses are tested following the model presented in

- Figure 5 S DECISION MAKING INVOLVEMENT (EACH. FACTOR)
- SUPERVISION EXPERIENCE (EACH FACTOR) - o
7 .Low.'. o f" _ -A.~HIGHﬂ L '
Rapport with .|  wow ~ 1 mwIew | row . |° HIGH -~
the P 1 . SN R
the 1 EinCiPél_ ((GROUF.1) | (GROUP 2).| (GROUP 3) |. (GROUP 4) -
Satisfaction - [ - o= o Ly o} L
Scores 1T - - P TR
Mean.Career - [ _ | - o - _j?%éé%ssip '
‘Satisfaction [ " X | X, S Xy X,

'4%£uj _— ' FigurevS;: Model_forﬂhypotheSis,testing:,Af :iifﬂh'd
> R [ O T

&
™
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In explanation of Figure 5, those beginning teachers classi-
fied as low on decision making involvement (or supervision experience)

may be either low (below the mean) or high (above the nean) on . the

¢

o\
basis of Rapport with the Principal 3cores.> Similarly, those high on

involvement may be efther 1ow or high on Rapport with the Principal.

LA

-The question is: are there significant differences ‘between each get

of the mean Career Satisfaction scores of the. four groups of begin-

4
- ning teachers thus es ablished?

A‘Hence the tes,ing'pattern is as follows:

(1) ii_+ ié"againstlf + X (Hypothesesgzland,ll);

3 4
(1) 'Xi against Xé ! - (Hypotheses 3 and 12); -
(111) '§3.'againSt iz» ' (Hypotheses 4 and 13),

In addition,'ii + Ré (all those low on Rapport with the Principal)
against‘ié + ik (all thoseé high on Rapport.nithlthe Principal) tests .

Hypothesis 5. ' ‘-'_ 'p {

a

‘Step 5. Testing Hypotheses 6, 7 and 8, and 14 15 and 16

| At this stage of the data analysis, beginning teachers are f'
C1aSSifiEd into three groups qgcording to whether they prefer less: or -

more decision making involv%ment and supervision experience, or whether o
- they find their. present level about right. "?, o ~.l“ é |
The question is are there signiﬁicant differences among the
_'mean scores of these three groups, (I) -in respect of.actual decision
: making involvement and supervision experience, (II) in respect of . o
Rapport with the Principal and (III) in respect of Career Satisfactionfi

-Figure 6 shows this sequence.
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DECISION MAKING INVOLVEMENT
PREFERRED (EACH FACTOR)
FREQUENCY OF SUPERVISION EXPERIENCE
"PREFERRED (EACH FACTOR)
PREFER LESS | ABOUT RIGHT | PREFER MORE
(GROUP 1) | (GROUP 2) | (GROUP 3)
(D) Actual Decision - - -
Making Involvement: - - o
or
‘Supervision — - ==
Experience -~ - -
‘. Mean Score - = - ,
s B X, X, Xy
' (II) Rapport With the - —_— -
¢ Principal Scores - - -
Mean Score = .- - ;;, c;‘n
S o X, X X,
(I1I) Career Satisfaction — - o
- Scores ) : - T -
" Mean Score' = . - -
. R % - )

.

FigurefGn

Model fothhypothesisgfestingzlfB |

In accordance with Figure 6 it is theore\\cally possible toi}iﬁ

S use analysis of variance and test for differences among means i. e.,

| '(1135

I(III)

,(ijs

among 1,

among X7,

X

,2

among 4,-'

X

5

8 °

and
and X6

and X

o

H

(Hypotheses 6 and 14),~f

(Hypotheses 7 and 15)b

(Hypotheses 8 and 16) S
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In fact the Prefer Less group had ‘to be excluded from the

"analysis owing to the small N ds will be seen. - The only tests carried

out, therefore, were between X2,and Xj, XS and Xs, and X8 and Xg’

Step‘é. Testing‘Hypotheses 9 and 17
| The final step is to classify Group 2 and Group 3 (Figure 6) on
_sthe basis of Rapport with the Principal scores. '
Within Group 2, those beginning teachers who are‘low on Rapport
with the Principal are compared with those high on Rapport with the
Principal‘&n terms of their Career Satisfaction. Within Group”3,~a

A‘similar comparison is made (Hypotheses 9 and 17)

- Reportlngfthe Findings

Although F tests were used in the analysis of the data, the
results are reported as t tests in the following chapters since tests
_of significance are only made between ‘two means, Ferguson (1971 219)

. shows that V’F t, even when groups are of unequal size. In‘this .
report actual numbers in each group are. reported rather than degrees'h
of freedom, since the numbers provide useful detail. h,vv: | |
Ihe assump ions underlying the use of F tests are, firstly,-',
: normality of the dIstribution of dependent variables in the populationb-'a

: from which the samples are: drawn. Reasonable departures from this

‘ assumption are thought not to affect the validity of inferences drawn

.\'
', e

~from the data.

Secondly, the effects of various factors en the total variation'g S

R

-‘are assumed to be additive._ Ferguson (1971 219) notes that this
_assumption is valid in most situations,:‘,;‘f‘w

. \\.
»
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Thirdly,‘homogeneity ofrvariance is assumed.u'Once again, the
. F ‘test is considered to be robust in respect of departures from .

-~

" homogeneity (Ferguson, 1971: 219 220 Winer, 1971 206) .
Homogeneity of variance is nevertheless tested using chi
square in the present study, and. resultS‘are reported‘ Attention is

, drawn to apparently gross départures from the assumption of homogeneity,

'~»but the null hypothesis is not accepted or rejected on this account.

For example Lindquist (1953 :83) points out that marked hetero—'i.
geneity qof variance has . a small but real effect on’ the fOrm of the F
_.distribution and suggests that a higher apparent" level of signifi— 7
cance - is desirable to offset the discrepancy which gccurs. Hence the
probability level may be set at 0 025 instead of 0 05 for such cases._hd
It is noteworthy that, in the findings reported in\this study, where

rheterogeneity of variance occurs, the probability of a’ Type l error is .

extremely small. ’
: Finally, differences between means are judged to be statisti- e

.-cally significant below the 0. 05. level of probability

. v e .
'\" L e

f Nominal data items

A series of nonparametric chi square tests making use of the

- nominal data items from both the Principals and the Teachers | .
.Questionnaires completes the data analysis. Tests were carried out in
5relation to. each of the decision areas and supervisionrcategories

7
"established by the. factorlanalysis, and in relation to the other

L)

__1independent variable, Rapport with the Principal., Only those tests
' .which reveal statistical significance at the 0 05 level are reported._.,T
All data analyses were run on the IBM Computer, University of
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. VI, SUMMARY OF CHAPTER IV,

1‘In‘this_Chaptet;'the‘population samples"are'described and the'
.triteria for inclusion of respondents in the'study are stated' Some

K

argument is made and evldence.produced for the possibility of generali—'
-zing any researgh conclusions reachedvto populations other than‘theﬁ;
Ay3ub-population of - the sample. 1". | B o
The 1nstruments used in.the Sutvey are desbtibed.-'Their
’ivalidity is discussed and evidence of their statistical reliability is o
' :c1ted., The method used by the researcher to gather the data is also y»f
'described.>.‘f ..'ﬂ‘“ . ‘»x - i':}jrﬁxi}#}‘: | o
| An a posterlori critique *of the‘leachers duestionnaireﬁfollows;

since some. of 1ts weaknesses may be readlly remedied 1f future use is: f SRR

to be made of it

:_ Th: steps taken 1n the course of the data treatment are then 1
~'detailed the method of testing the hypotheses and reporting the
‘findings outlined and the level of acceptable significant differencef”-

_ between means established
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CHAPTER V
ANALYSIS OF THE DATA: DECISION AREAS

‘il. INTRODUCTION
This Chapter begins by tabling the nominal data provided by the ‘>
'213 beginning teacher respondents 1nc1uded in the study (Table II)

", In. Section III, the principals perceptions of beginning teachers
involvement in dec151on making and supervision experience and the teachers‘;m
\. own’ perceptibns of their involvement are reponted A brief diQC“SSion A;;
”'daccompanies Table III which allows comparison of overall mean scores; ”ff‘f

.V‘item by 1tem I : | g ; RS
| The Factor Analysis is r8ported n. Section IV ghe decision ;reagfxf~

-

.htand supervision categorles to be uSed in later data analysis are es—zdi'igrlﬁi

7tablished named and interpreted Table VI provides a summary'of factor)i*
hltems _ Inter factor correlation coefficients are also reported (Table.VII)
S There tollows a discussion of two of the questionnaire items e
;ieliminated in the factor analysis (Section V) This discussion focuses ‘hffﬁ-

'.on comments made by questionnaire respondents. .

The remaining sections of the Chapter (Sections VI XVII) are de—:"i:d*u

%livoted to the findings which relate to beginning teacher decision making
involvement A section is devoted to each hypothesis (Hypotheses l -9)
:1aFindings are briefly discussed with references'to pomments made by questionﬂp;
'jnaire respondents where appropriate Also included are two descriptive ’fniii
.V'sections which report significant findings.resulting from nonparametric..

:,fchi square tests making use of nominal data items (Sections XI and XVI)

Finally, in Section XVIII Table XVIII summarizes the significant

“']&zgxfw"“"




"1ﬂfif1ence is shown in Table III The mean score of 70 principals response53
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findings associated with the decisiOn making hypotheses; A statement

. of the broad conclusions drawn by the researcher is included

II.- COMPOSITION OF THE SAMPLE OF BEGINNING TEACHERS

Table II reveals the composition of the 213 beginning teachers,‘

f-who prOV1ded the data analyzed 1n this study Thoughrno»commentS'are- '

made here appropriate references are made to Table II during the course ;‘

[

of later discussions

o,

" ITI. COMPARISON BETWEEN PRINCIPALS “AND BEGINNING' TEACHERS'
"' PERCEPTIONS: _DECISION- MAKING INVOLVEMENT 'AND SUPERVISION
EXPERIENCE Sy ‘

CA. comparlspn between prlncipals and beginning teachers perceptions

‘.‘of beglnning teacher decision making involvement and supervision exper-

>~ .

fg;_‘ls calculated item by item, and may be compared with the mean score of s

.-‘ N

‘ ‘b:f212 beginning teacher responses to each item.u One principal is excludeujrg}

5~{from this analysis as no response was;received from any member Of Staff “




TABLE II

RS

COMPOSITION OF THE SAMPLE OF BEGINNING TEACHERS
- | oe=213) T

+
g -

S

;v¥‘i-;/_. o '»;*11 ACTUAL NUMBER PngchTrafl,_~

_YEARS oF TRACHING. EXPERIENCE S T |

. Less than one year B o S o f?v~}j' 114 . j:.gfgg.s N
_ Less than ‘two' years S -~~f‘“ o A "Q”,'a,995.5 o46s ‘
ROUTE TO TEACHING. QUALIFICATIONSxV17 e T

: Undergraduate B.Ed. Program- ... . e o '_'"141f;f;: f':66,2Fi_df-””
Professional Diploma after Degree Program :ft;’;ﬂ‘f rif72?ﬁlﬂ.;;,l3z RV

MAIN TEACHING LEVEL

Ele&enrary
Junior High
: Senior High : e

: (One respondent omitted) 1; PR S
-_TEASHER TRAINING INSTITUTION co ’

'University of Alberta o
University of Calgary S Siia

" University of- Lethbridge "V¢ EET
. Other Canadian. University - R
- Non-Canadian University j’gff*i"ﬂaf

_TEACHING AS FIRST CHOICE AS A CAREER //_;n,. i

o"’ . N
(Two respondents Omitted’.

EXPECTATION FOR FIVE YEARS FROM NOW;;

To be a classroom teacher f??j,w'
Undecided e g
“Not- to be a classroom teacherg'wﬁ L

 SEX. COHPOSITION S T T
. Male = . 3’ S”

; Female~- Married ,

‘< f@¢ f—.Other than married
AGE COMPOSITION ‘
f 21 Zﬂx"e*r:ct'iT
L 24=26 0 "
729

;{‘301 S

Wy
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TABLE TIT .

ITEM BY ITEM COMPARISON. OF THE MEAN' SGORES oF ’
- PRINCIPALS' PERCEPTIONS OF -BEGINNING TEACHER ¢
. DECISION MAKING INVOLVEMENT AND SUPERVISION EXPERTENCE
.. AND THE TEACHERS' OWN PERCEPTIONS - ... . .. .
' .o PRINCIPALS = 70; N TEACHERS = 212) - = = = @

. DECISION MAKING '~ [ SUPERVISORY PRACTICES

ITEM | X PRINCIPALS : X TEACHERS | ITEM x PRINCIPALS : X TEACHERS S '

o am
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"/ 1v.. THE FACTOR ANALYSIS - SRR DT

A fac;":?ﬂ'lysis ‘was. carried out on- the basis of the responses e

of 211 usablé' ﬂ\{ires returned. Preliminary examination of the . .
' ‘eigenvaluesj; : use of a five principal factor solution follow-'

fethod of rotation (Ferguson, 1971: 424) for both ~.‘

c .

1. Iten ﬁgs should be above 0.447 i e., contribute ZOZ ‘or more
of t friance to the communality of the factor. - o ‘
2. Item :1nalities should be above 0.300.~-, o \-
2 fngs should be'decisivelv'onrone factor_only.

| 'S.E‘Factors should be subject‘to,meaningful,ihteroretation‘
o . ' : T
Decision Making Involvement

o " -

- Ractor Analysis
. part _.eachers Questionnaire (Appendix A) comprises 17
":items-deSignep ;elicit information about the decision making involve- '

*ment of beginning teachers. Respondents answered on a forced—choice

_5~point scale, ranging from l (Wholly the administration s decision) to
fTS (Wholly the teacher s decision) The results of the factor analysis ,q.*
”?are shown in Table IV TR R SRR .

It is clear from Table IV that item 4 s contribution to Factor 5

o is not on1y below 0 447 but is also small because the communality of

b 9re1ative1y small.v Inclusion of the item would distort the
79; factor mean, raising it from 2 3 to 3 0 on the basis of the item s
:”ﬂ relatively minor contribution to the factor.- Item b was therefore

ﬁ} excluded from further factor analysis.uftlffl'



FACTOR ANALYSIS 1:

v

TABLE IV'

DECISION MAKING INVOLVEMENT

(N =*211)

By
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COMMUﬁALITIES ‘f'. 1

0.709
0.593
0.487
0.245
0.597
0.631,
0,620
©.0.539
0.505 -
0.615 .
0.625
- 0.520 ,
0.620
oo
©0.523
0,353
10.275

10,744
0.647
0564
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Items 14 and 17 load neither as high as 0.447 on any factor nor
decisively on a single factor. They are. also ekcluded, therefores»from..
further factor~analjsis,

The following factors thus emerge from Table IV:

1. Teaching Load (Célumn 1): Decisiops must be made about the assign-
‘ment of teachers to-teach Subject matter to students grouped into
classes.” 'Beginning teachers see themselves as. having?little say imn
decisions about their. assigned classes, the subject area taught,

* the number of class contact hours,-and class 'size.'. The mean 5core
~of 211 teacher responses- to the four items included in. this factor.
is 1. 7, 1ndicating a predominantly administrative decision making

area, -

_This is not unexpected. After all, advertisements for teachers

normallw specify s'ch‘things as‘the grade-leVelmand‘subject'area‘to'be .
.taugﬁt. The ‘School A t (Alberta, 1970 Section 74) provides for a:."
maximum number of class contact hours, unless a teacher agrees other~.
-wise, and for negotiation between a school board. and a teacher\organiza-
' 'tion on this matter. Thirdly, circumstances often dictate class size,/

‘whlch may also become a matter for negotiation and be written intgia

N teacher s cohtract." : . ¥

2. »Core Professional Interaction (Column 2) _ Decisions about teaching l o
'strategies, control relationships established with the class, and o
_ the nature and -timing of student evaluation =- the. teacher's ' -
:_hcharacteristic professional activitiesi-- tend to be in "mainly"
. -the teacher's decision. making domain. This- {3 shown bx,the fact -
- that the mean score. of the responses to the. four items comprising
'the factor is .3, 8 . _ S

’

.\

- It is noted that the disCarded item 14 ——athe promotion or 4: e

retention of students - also léaded somewhat on this factor, which
. -

rf 'further supports the notion that the central theme of . the factor is core C
‘teacher-learner interaction.~ :j:,“'/\\"_v hihjifm . it;.-;.v:'}‘v

'73.v Student Deployment (Column 3) Decisions about the grouping of
students within the school ‘and within the class¥oom may. be. Seen ,.
;as organizational decisions shared between the teachers and ‘the. :

‘- administration. -The: mean-score of - the responses to the two.. items‘_.‘
included is 3 1. o , : : : .




c o | 136
‘Two discarded items - the placement of students (item 14) and

the determination of school rules and regulations (item 17) -- showed

4 ' , :
some tendency to load on this factor,,suggesting again organizational-

level decisions concerning student deployment.

b, hJ;assroom Curriculum (Column 4).: Decisions about the content and

~ sequence of the classroom currfculum are very much -the outcome of
the teacher's dec1sion making, ﬁhe mean score. of the responses. to
the abOVe items being 4.1, . SR

5. WOrk-Associated Tasks (Column 5): Decisions must be made about
the non-teaching duties to be performed, and about the uses of and.
'.additions to the school's instructional resources, These activities
may. involve the teacher in expending further time and effort in
behalf of students. The mean of responses to ‘the two items is 2.3,
+indicating some sharing.of decision making but widh the administra-
' tion playing the stronger role.

Item 4 (extra-curricular duties) was, excluded firom this‘factor"
. N :
as it did not meet the statistical criteria, even thOugh a logical case
.c0u1d be presented for its inclusion._ It cértainly appears that the

' sub*population of teachers sampled have considerable influence on

- decisions about ertra—curricular duties,u One _reason for this is that,‘
‘in some schools, school policy is to leave it entirely up to the begin—:
ning tea&her to decide whether he wants to paﬁticipate in such activi--m»
.-ties or not. In other cases, busing arrangements for. students preclude
.the possibility of extra—curricular activities at the end of the schooll :
day. However where extra—curricular.duties do ocCUr, they are ‘a WOIk-‘f

associated task involving added teacher time and effort in behalf of

'students, which is the central idea of the gtems included in this factor.'
_ ) h : :



" Factor Analysis 2: Supervision Experience

| Part C of the Teachers' Questionnaire (Appendix'A)'compriseS'l9
items eliciting information about the frequency with which enumerated
supervisory'practices are experienced by.beginning teachers. .Responses
were made on a‘forcedﬂchoice\S-point'scale, ranging from 1 (Virtually !
never) to 5 -(Always or."8 or more times per~ha1f'year.period").. The
results'of the factor'analysis‘are'shown in Table vV,

Egamination of Table V reveals that items 2 and 11 tend to
load on more than one factorr In view of the magnitude of the differ-
ence in the variance of the squared factor loadings (36. 48 -17. 55 in
the case of 1tem 2, and-40f07~- 18.75 in the‘case of item'll),fit Wasl'l
decided to retain;both items‘as important‘contributors to. the\factor on |
which”each;loaded more‘heavily. An additional justification for this
-decision is. that 0.447 was established as the minimum acceptable item
loading. This criterion is met |

Item‘l9' thOugh apparently an important item, loads almost
| equally'heavily on-two,factors._ It was not possible to establish which -
factor it more properly belonged to, even after seeking clarification |
from the six-factor and f0ur-factor matrices. Nor did a secOnd varimax
~rotation of factors based on a’ random sample of 61 respondents resolve

-the problem‘ The 1tem was therefore discarded for the purposes of

further factor analysis.

. Item 15 meets with the statistical criteria established for in-7'
clusion of an item loading. However, it fails to meet the logical cri-‘
teria established by the researcher in that (1) inclusion of the item
‘would distort the mean of. the factor on which it loads, thus reducing the

. viability of the factor as .a unit of statistical analysis, and (2) logic-‘

- ally, the item seems to fit more properly into Factor 10, on which it has a

o
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TABLE V.

' FACTOR ANALYSIS 2: -SUPERVISION EXP

(N = 211) - -

ERTENCE.
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1
2
3
4
6
7
8
9

10

11
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14
15
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[ 17 *

18

19 .

PERCENI OF TOTAL VARiANcELTi L

COMMUNALITIES
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0.439
70.526
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-0.609 ¢
10.652 °

0.582
0.475."

£ 0.538
- 0.622
©0.748

10,400
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" 0,409
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0.564
0.452°
0,508

~Iq.154

}53,440: :

6
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. 0,419
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©0.048
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0.216 .

- 0.784
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0.458 -
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-0.148

-0.072
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. 0.197
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-0.015
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- 0.483
2,193 -
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100.000 21:602-

" =0.119
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P . 8
"'0 0066
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0.601
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-0.082
0.197

. +0.069
0,089

0.155
1 0.013
0.333

0.433 - -0.008
1 0.329

-0.071
0.127

10,119
0,046
0.043
0.225

o 0.729

2.159 2,067

11,363 °10.880

qu0;137-~
0.218

0.062
0.093
6.083
0.016
04303
0.002 -
0.469

0.686

0.469 -

9

-0.010

 -0.163

0.168
0.122

0.487

0.139
0.021
'0.361

;-0;200
0.033.

-0.063

o119
18,899
I

'10.099

O.QEQX'_.
.0.633,
0.787 -
©.=0,053
-0.014
0.062 %
70,069

10

0.321
. 0.126
-0.020

0.007

0,341 .

0.720

0.042

© 0,103
0.051 -

_-'0.108'

-0.121.
0.463
- 0.762

0.361.

'0.169

- -0.218
‘ . 0.0 002
L85

17.876"

9,553
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‘loading of 0. 361 i.e., below the. 0. &47 criterion. On'these.irounds,
item 15 was eliminated from further factor analysis.'

Taking into acc0unt;the above argumentation, thevf0110wing'
factors are derived from TableV= | |

6. Face-to-Face Discussion (Cdlumn 6): When private conferences occur,,
" initiated either ‘by the-principal (or other primary . supervisor) or
by the beginning teacher, or when chance meetings result in pro- -
~ fessional or social discussion, principal-teacher .interaction may
be oriented towards problem solving, reaching common-ground, '
relationship building, and so on, Although chancexmeetings occur.
.. more often than the more formally initiated conferences, the overall
‘'mean of the responses to the three items which comprise the factor
- 18 2.8, indicating a frequency of 2-4 times per. half—year period., '

These forms of supervision occur out of class,and-may be ': R,
' individualizedA From the beginning teachers point of view;7FaCe¥to;<
'iFace Discussion may be an immediate negd to- enable them to cope with f'
an unusual sdtuation or it may simply occur incidentally in the course -
.of theirfdaily,work. | | o * ﬁ
i - Item 2 (conSultative—advisory'claserOm visitations~initiated:”
-...by the principal) and the discarded item 19 (recognition by the prin—-"
. “cipal of the teacher s work effort) both load on this item, though not
_decisively S0, This may lend further credence to the view that the i

factor mainly emphasizes individual support and help for beginning .

teachers. . B el - ,*_

'|»‘L

- Formal, ClaSSroom Visitations (Colqmn ) Formal classroom visita—
' tions, whether initiated by’ the principal (or other Supervisor) or .-
~”by. the" beginning teacher, whether nominally evaluative or. consulta—"
- tive—advisory, all appear- to beginning teachers to. be’ closely
related forms of supervision: Furthermore, they experience formal
supervision. of their instructiOn 1nfrequently, the mean score of
;their responses to ‘the- four items loading on this factor- being 1, S
‘1i.e., the mean’ is between virtually never and once per half year N
period "o ) N e . S v

‘8. 'Promotion of Professional Development (Column Q) Promotion of in—i'
‘service education, referrals-to the literature, ‘and support of
beginning teacher classroom decisions all appear to. contribute to
ithe longer-term professional growth of. the teacher. The mean score .

e
R
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E of responses to these three items is 2.9, suggesting that these

practices are used ' occasionally » though support of classroom .
decisions approached the 'often' mark.

_ ff:fEEEE]EE?ller’ item 15 was eliminated from this factor on

logical grounds. The discarded item l9 (recognition of the teacher 5

‘work effort) also loaded on the.factor; again'Iending'support'to the-

~idea that the factor_is concerned’mith.encouragingfthe professional

'\') B

development of the teacher over the longer'term.]

9.

10.

Summary of factors derived from the factor analysisvc;’_'

' CollegialvProfessionalization'(Column 9): Interruptions to class
for administrative reasons and staff meeting discussion are S
seemlngly inevitable elements of- the beginning teacher's socializa-~-

tion into the profession of teaching. Association with c¢olleagues.
on committees formed to study school operations and problems
represents a specific means of achieving the professionaI socializa—

tion of beginning teachers. The mean score of responses to the four
itemg which comprise’ this factor is .2, 7 “indicating that such super—_
' visory practices are used.' occa510nally rather than."seldom." :

Note, however, that beginning teacher service on staff committees

‘seldom occurs.. . .

AADevelopment of Teachigg Competence by’ Example (Column 10) When

the principal (or othér supervisor) drops ‘in to help a beginning
teacher during class, or, when he arranges for the teacher to observe

" a demonstration lesson. taught by -a. senior- colleague or. the super-
" visor. himself he. is.directly promoting teaching competence by -
~example: rather .than indirectly promoting it by precept.7 However, .
-beginning teachers experience’ these .forms of supervision
 infrequently, the mean score.of responses_to the three items
: ipcluded in this factor: being 1.4, i e., towards the "virtually

never end " of the scale. : _ EERE S

' Tabl’ VI Summarizes in convenient form the composition and

S R o ..J}-ﬂ E

:mean scores of the factors deriVed from the factor analyses.::”

e



TABLE VI

SUMMARY OF FACTORS DERIVED 'FROM . THE FACTOR

ANALYSES (N = le)
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'DECISION ITEMS O

KEAN (N = 211) .

14,

Demonstrntion lesson hy principll

FACTOR
N . . Py - T
1. TEACHING LOAD' 1. Assigned clas¥es 1.89
N .2, -Assigned subject aréas 2.3
. o 3. Hours of class contact o 1,31
6. Class size . 1.37
'2. COBE PROFESSIONAL 9. Teaching strategies " 4.49 .
INTERACTION 10. Class control relationships ' 4.26
C i 15. Student . evaluatjon - 3.18
116. Timing of evqluation : 0 3.44 -
k . _ X =37
3. STUDENT: DEPLOYMENT 7. Classroom student grouping . © 3072
3 . : - | 8. School practice regarding student grouping _.2.38
: . ) - =X w T
4. CLASSROOM 11, Curriculum content | - 73,89 -
+ CURRICULOM 12, Curriculum sequenCQ' , 2 4,24
5. WORK-ASSOCIATED '5;1Non-teach1ng duties e T 1.80
TASKS - {13. Uses of and additions to instruotionnl S
resources . v 2.87
N l"‘x’,l.- . : .'
" FACTOR. - SUPERVISION ITEMS MEAN (N = 211)
' _SUPERVISION BY ... D ' S
6. FACE-TO-FACE o : R T
- DISCUSSION '7,.Principal initiated privnte conterence o .. 3aJ02
T : B. Teacher-initiated private conference = - 2,681
9. Chance meeting discussions uitQ»princip;l . .3.688
. . _ , X =0T
7. FUORNAL CLASSROON " oo
o X 1 1. princ1pa1 initiated evaluative visit b 1,88
" 2, Principal-initiated consultative, visit . . ©1.88
i 3, Teacher-initiated evaluative- visit . . + 1.2 -
'4. Teacher initiated consultative visit ﬁ( 1.37. -
- 8. PROMOTION OF. . - |16. Promotion ot in~service educntion by P
PROFESSIONAL .~ . - .. prineipal- : L3092
- DEVELOPMENT -~ 17. Literature referrals by principnl . v 2,13
e e 18. Principnl's support of clussroom decisions d0 e 0378
9. COLLEGIAL - , 5;.c1assroom Visits tor dﬁinisttgtiVe L oo e
e FFUF‘SETGVALIZATION .. purposes , N TR T 03.290
) 10, Teacher: involvement in stlft meeting e
T e . discusfions Sy . '8,08: .
S Tva U111 Use of staff: committees to study school o
PR PR « . +].- 7 operations’ and problems. - - ; T 2,43
112, Tencher aervice on’ statt committees '.ia ‘2,18 -
. Lo .. ,"' - ,_-:‘vc oo
o . o s ';_,: ,/ L ,Jk L ee————
10 DEVELOPMFNT OF : 46;?Pr1ncipa1 drops in during class, to develop L1480
o NG -CO) TFNCF .. ‘competence - b SRR
. 3 13;.0bservntion ot senior collengue's lesson o T L
. artanged N o 1.2 0
- 104,
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Inter-Factor Correlation Coefficients _

Ekamination of Table VII-WhiChlpfésenfsithé cortelécién coéffi;'f“

. cients among the ten faccors derlved from the foregoing analyses, showsb

.

that very low correlatlon coefficlents predomxnate (Gullaord, 1956 145)

- Indeed the hlghest coeff1c1ent is 0. 34 Whlch aceounts for no\gote than

.‘1

ll 5/ of the variance between factors 7 and 10 The factors are: there—:' :

fore accepte¢ as 5uff1c1entlywdlscrete to make facLor scores meaningful

rand dlscriminating.

' o TABLEVII :;;f{_‘jA 5;‘w”;= el

INTER FACTOR CORRFLATIOh COLFFICIFNTS T
CoTa=ay o
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V. TWO OF THE ITEHS ELIMINATFD IN THE FACTOR ANALYSIS

.
T A

In SO far as two of: the items elimlnated 1n the factor analysis .

'elfg:ted qu1te a number of comments from the beginning teachers surveyed

it-1s§proposed to discuss»these.reaccions‘brlefly_ '-6h

1}-V_DecisioniMaking Itemis h(The-extra—curricular duties-in which E.a@
g.tinvoiveg):‘lsatisfied»respondents 5pparentiyhsav.no\reason to comméht
fldnhthiswitemgiso'that‘the_éenetaL tenor'or comments which verejmadehvas‘:
‘hlfnegativefj”That.this vork:is at‘timesiﬁexpected"_of“a.teacherd(esnecially_hfh
' “:%a Phy31cal Education teacher) and goes unappreclated by the administration,
f:;and 1ndeed the community, is a source of dissatisfactlon in some cases.;.?
R IhiResentment is felt when the same people have to carry the additional
5tvork load; and partlcularly 1f evening work is’ also involved SOme‘;

7teachers feel obllged to take on more than they want to 1n cases where

2! noeone else seemscinterested." L :

On the other hand there appear to be times when beginning teachers‘w

'ﬂ;regret the fact that there are no extra curricular activities within the'L?fé

‘f_school
i7& The degree of satisfaction which the beginning teachers of the ;

=

J:fsurvey feel with their involvement in‘dec131ons concerning extrar 'f

'l,ﬁcurricular act1v1t1es 1s shown by the following figures. -

“ffcnumhen*offteachers;satisfiedf_L1821ifu7 SRR
‘.. Number of. teachers wanting less -involvement:' 4 . = ' i
: ”{Numherfof?teaChers wahtingtmoréfihVOlVeméﬂff?318i

'fﬁﬁw'f'?hfflfﬂh:’ff; (9 respondents omitted)




Hraduties.

\

’deemed logically inconsistent or left unanswered by respondentst"'

!

: iEven so, almost 907 of-the teachers surveyed express satisfaction with

I o R
‘ their present level of 1nvolvement in decisions about extra—curricular .

Y . : . . e

l'Z‘ Superv1sory Practices ltem l9§(The principal makes explicit to me his :
ffevaluatlon of che effort I am.making..i) This item probably elicited

'*fmore comment than any qrher 31ngle item on the questionnaire. Comments

L) : é‘ ) A - PEEIES

"werOAeither appreciative or heprecatory, the former commending the prin-;
ve encouragement the 1atter blaming

"icipal for hlS Very real and posit

‘ .

‘p’?ahlm for being (or appearing to the teacher to be) too busy or- too dis—

Hvaglle , ‘..' *

No feedback

"'ﬂfﬁumberTof teachers wanting this:ﬁormlofhsupervision to'.c, e
;happen more fregue tly 83 ~ e LI
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' . are not satisfied‘andswant more‘recognitiOny~cf ”ﬁv".h TN e

/' .
Y

An 1ndication of why the dlssatisfaction OCCurS has been give%

-’Tabove, and comes from the teachers themselves AP S

y

VI HYPOTHESiS.l (DECISION INVOLVEMENT" RA?PORT}- FINDINGS

Hypothesis l states In each of a number of decision areas,"e

there 1s no 51gn1f1cant dlfference between the means of the Rapport with the ¢

ﬁlPr1nc1pa1 scores of those beginning teachers who are relatlvely low on ‘

‘-'s‘ . ) .l R :
oA

s dec151on maklng 1nvolvement and those who are relatlvely hlgh on dec1sionf

B T S

making 1nvolvement-~ RN 'v;j;'3 Te o “%j\ ,;?“}_,,u _ o

To test thls hypothe81s, beginnlng teachers were divided into low
\ and high accordlng to thelr reported level of dec151on mak1ng 1nvolvementj.§$'

I
“.in each factor It was not thought desirable to keep numbers of teachersrtfjf

equal 1n each group (nl—nz), as this would mean that of teachers re—f:"‘-”

portlng the same level of 1nvolvement, some would be in the low group

lThe most'“onvenlent break in scores was :f,f"

”.{ and SOme in the h gh 8r°uP*
*ﬂlftherefore used as the method of div1d1ng teachers into low and high 8r°UPS’~hf
} the d1V1ding line being as close as possible to a 50 50 split., It 50 %f;h?i?;

.t'3;hhappens that the mean score of the 213 beglnnlng teachers divides them 1nto |

;g.;f she same‘groups 1n thf%case of all five decision areas _ Hence the Low

rf group (n1 in Table VIII)»comprises,E.h" 1on.making involvement

»-»"v;"é:f T . - : R St
,, score below the mean score, and the_high group (nz) those Who score above,_gpn
the mean in each factor. ﬁdfh ﬁi‘,“f'fﬂtbQ_ff;ﬂﬁ;:_f”g"fsviﬁpuf;E?;m,,,‘
o SRR e e T

Table VIII presents the findlngs 1n respect of Hypothesis l ;It<f:;7&

et . .
&

‘can.’ be seen from Table VIII that theepull hypobhesis is reJected at an

jfi} acceptable level of confidence in the casesof beglnning teacheriinvolvement
l T .". , f’. L S . ,. o . . ) : 3 ._ ks ,,', . .. ‘ :‘
23 P : . ‘ X Sy
e : ‘ - e ; :



"TABLE VIII

N

BECI“NIFC TFACHERS N0 'ARE. LOW ON DFCISION MAKING

INVOLVENENT COMPARED WITH THOSE HIGH ON

DECISION MARING INVOLVEMENT IN TERMS- OF THEIR
» RAPPORT UITH THE - PRINCIPAL ‘

[N

FACTOR

"(DECTSTON MAKING) !

o |
'TEACHING.LOAD

‘Homogeneity'
of Variance

t TEST -

,Xz' ' Prob.

X

ny

t

- Prob.

REJEC§
Ho

0.5 | 0.46

115
98 -

1.43.

' <0.155

No

_ 2. '
CORE PROFESSIONAL .
" INTERACTION

1.63 | 0.20

106

107

;o;9zi'

<Q;j38 .

. 3

. sTupENT DEPLowMENT | 6-10 | 0.01

113

3| 2.56

<0.012 |

,Yes';_ff

%

© crassrooy currrcuLuy| 0:01 -7 0.93"

1.26 |

<0.211

’,Noj_*"

'WORK' ASSOCIATED. .
'TASKS

:'Z;QI‘J.: OiiZi ‘.

.......

| L0

<0.316 " |

No | -

. '*,'nl_‘

. np

b

the low group
= the high gr0up

The mean Rapport w1th the Pr1nc1pal seore’of

"the hlgh group is’ numerlcally greater .than:: thaé‘5 =

of the low group 1n all factors except Factor 4.
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' 1n dec£31ons concernrng Student Deployment. . '

P - As can be seen from the footnote to Table VIII, except in ‘the case

j of Factor 4, the 1 mean Rapport w1th the Principal score of the high decision

-

'Vinvolvement group is greater than the mean Rapport with the Principal
D

I

" _score of the low dec1sion involvement group

4 . o e

‘Discussion o

2

o o In general, it appears that the present level of the decision
b ' :
,'-; maklng 1nvolvement of the beginning teachers surveyed is not significantly

i ‘! aSSOCIated w1th their feellngs of Rapport w1th the Principal ' However

i a si nlfncant relatl ship is shownato exist in respect of Student
) 8 M

!.

Deployment deC1sions, i e., degisions; 1out the SChool’s practice regard-'

7 . . . - ¢

ing the grouping of students and abo*t the grouping of students within

e

o é the teacher s classroom

S '.; Factor 3 is also significantly associated with certain nominal
( " :‘ C o - e s . i ) :
;iyl@ data categories Discussion i

I Further references to Factor/

4

of this Chapter. )

DA ' § S “HYPO'PHEJS'I'S 2
vpde . FINDINGS

AR L

‘ 1nvolvement

f; The 1ow and high gJoups are the same gs'the groups establishedp‘
’ -%“ “ SRR N - : .
to test Hypothesis 1




: tically significant, contrary to what might have been anticipated

Table IX presents.the'findings in respect of Hypothesis 2. -} l

From thiszable it .is clear that in two decision areas; §ore Professidnal_

-

v

Interaction and Student Deployment, the null hypothesis may be reJected

with a high degree of confldence
DiScussiOn. : 1 E R et - ' s "

Tt will be recalled that the literature review stronglyisuggested

*

‘that teachers high on decision making involvement_would‘proVe"to be more:

Satisfied with teaching as a.career. For this.reason a directional
hypothe51s may’ have been deemed more appropriate here ‘It is relevant
to note that a directional hypothesis would have been accepted with con-
fidence on the same two factors, Core Professional Interaction and |

B . .
Student Deployment i

While the mean Career Satisfaction score of” the high decision

w making 1nvolvement group is greater than that of the low group in each

-

factor, 1n three of the five decision areas the difference is not statis-

.ot

“_ In other words, decision making involvement appears to contribute h:
to the satisfaction which the\beginning teachers of the survey feel with
teaching as .a career but not so forcefully as some of the literature ?,;,J,;}y

implies., As w111 be shown, there are other powerful influenceS—at WOrk

e - . _"'~, . . . R R K . A . . : . con e . .

o VIII "HYPOTHESIS 3 - (LOW DECISION INVOLVEMENT AND RAPPORT B
’ ' CAREER SATISFACTION) FINDINGS ORI U e

. c.

Hypothesis 3 states. Of beginning teachers who are relatively
.AD .

low on decision making involvement in each of a number of decision areas,

here is rn significant difference between the means of the Career Satis-

faction scores of'those who are low on Rapport with the Principal and those L

who are high on Rapport with the Principal. S
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TABLE IX
BEGINNING TEACHERS WHO ARE LOW ON DECISION MAKING o
. INVOLVEMENT COMPARED WITH THOSE- HIGH ON DECISION MAKING
"INVOLVEMENT  IN TERMS OF THEIR CAREER SATISFACTION
~ FACTOR domegeneity ) . ¢ mEST
—— (o} Varlance : v . L REJECT
e R . ] » . d : . _* - - T y HO .
(DECISION MAKING) | ~ X% = prob. Mm* .t Prob. '
' B Ty o N
. TEACHING LOAD - 0.06 | 0.81 115 | 1.48 | <0.141 "No
. v A . ‘ ” . . N ‘ 98 . » R . v .
| 2. w |- : .
INTERACTION = |~ = : 107 o | Yes
STUDENT DEPLOYMENT .| -2.83 [ ~0.09 '}l 113 | 3.90 | <0.002 Yes
- SR : 1. | 100 - Y R
0] 4 ) _ . ( :
CLASSROOM CURRICULUM| L1-24 | 0.27 .‘%Z 1.06 | <0.292 | No
: ?TASKS _ - . :' o 110 : SR
. v - “ _lb-: {
¥ ny = the low group
ny = the high group

The mean Career Satlsfactlon score of the hlgh o
group is numerlcally greater than that’ of the “.w“'_ e
: low group in all five- factors ‘ .'::‘ - ___~g B




.

~

Discussion

oy -
150

This hypothesis is tested by dividing all the beginning teachers
low on decision making 1nvolvement into two groups, “those low and those
high on Rapport with the Principalf The mean'Rapport score, which:is cal- -
culéted on the basis of the 213 beginning‘teacher«respondents, isrused
herezand throughout the data.analysis to deternine the 1ow'grouph(below.
the mean) and the high group (above_the mean) ih respect of Rapport with->
the Rrincipal. o | _

: Table X presents the findings relating to Hypothesis 3: the null
hypothesis‘is rejected in all decision areas except that\relating tdy

CLassroom Curriculum decisions. However, in every factor,‘the mean

Career Satisfaction score of those beginning teachers who enjoy high

' Rapport is greater than that of | those who feel low Rapport with the

At

Princ1pal The difference f‘ statistically.significant in four,of:the

oo

five decision areas.
~ The effect oh Career Satfsfactionioftdividing all thoSeAbeginnihg'
teachers who are "low on dec1sion involvement on the basis of their'Rapport
> X
scores can be assessed by comparing Table IX with Tahle X. Table IX
shows that a- 51gn1f1cant difference in mean Career Satisfaction scores occurs

in Factors 2 and 3, but not in Factors l 4 and 5. Table X shows that

the high Rapport group is more satisfied with teaching as a career

‘ N
.%fthan the low Rapport group, significantly so - in four of the five decision

<

oA
N ¢

areas. . a o ' .. ' o !

With regard to Factors 1 and 5 (and with less: confid@nce, perhaps,

Factor 4), it is: possible that the high Rapport group of Table X, .

1

f by'raising the mean Career,Satisfaction score of the low decision-

~
* . " -
. C e



TABLE X

BEGINNING TEACHERS LOW ON DECISION ‘MAKING

INVOLVEMENT: THOSE LQW ON RAPPORT WITH THE
PRINCIPAL COMPARED WITH THOSE HIGH ON RAPPORT WITH

THE PRINCIPAL IN TERMS OF THEIR CAREER SATISFACTION

151

. —_

.FACTOR Homoge?eity R . e -f%ST
—_— of Variance | REJECT
. . - R T Ho
(DECISION MAKING) X% Prob. M t  Prob. -
' n, o -
o1 | e o
'TEACHING LOAD 0.88 | 0.35 , gi 2.46 | "<0.016 Yes
2 4 o
CORE PROFESSIONAL | 0.73 0.39 44 3.17 | <0.003 Yes-
INTERACTTON - _ 62 » L
o3 : ‘

STUDENT. DEPLOYMENT 0.33 | 0.57 ) 51 | 3,11 | <0.003 . Yes .
: . ‘ 62 . . .,-, N
CLASSROOM CURRICULUM| ~0-05 | 0.82.. [l 43 .| 1.81 | <0.073 No

5 - : C ’ e
WORK ‘ASSOCIATED | 0-16 | 0.69 4771 2,90 | <0.005 | Yes
. TASKS " 1 3¢ SO

\V\j‘
ko = thé lbw;group S
.m, = the high grQup _
S 7 ’,-?"

The mean Larecr Satlsfactlon score of the high
group is numerlcally greater than that ‘of the -
‘low group. in all five factors. -
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1nvolvement group, may account to some extent for the non—significant :
difference found in Table IX between the low and high decision in-
volvement groups. That is, Rapport may be the.important variable affecting
- Career Satisfaction in these two (perhaps three) Eactors. e
More light is shed on this notion when Hypothesis 4 is tested
‘ :DiSCUSSIOO‘Of thelrelationships betweer Rapportwand Career Satisfaction
with respect'to Factors 2 andf3_iS'also deferred‘tofthe following'section.

lX'.’ I’{YPOTHESIS. 2} (HIGH DECISION INVOLVEMENT AND RAPPORT“

CAREER SATISFACTION) FINDINGS- ,

.Hypothesis_Q state;: . Oof beginning’teachers‘who are relatively
_ high on1decision-makingvinvolvement:injeach_of,a:number of decisioh:areas,
pthere.is no sigﬁifiéantidifference betWeen the means'Oflthe Career_Satis_
.;faction scores oflthose who’are low on Rapport_with.the frincipal'andﬁthosevw
”-fwho are high on Rapport with the“Principal .
-The findings in respect of Hypothesis 4 -are presented in Table.-
"Xl. In four of . the-five deC1sion areas, ‘the null hypothesis is rejected
There are no grounds for-~ rejecting the null hypothesis in the case of
» de0131ons about Student Deployment, but in this factor as in. the other
four factors, the mean Career Satisfaction score of the high Rapport with

-/'.’

i the Principal group is greater than that of the low Rapportgroup

PR

o Olchssion

The evidence presehted in Table XI strongly supports the notion
Aadvanced in the previous section that Rapport is the important variable
.which accounts for the non significant difference found in Table IX betweenjj;i

the- mean Career Satisfaction scores of those low and those high on decision -

N making involvement in Factors 1 4 and 5. From Table XI it is clear
. . . cy . RN R I -+

SR



BEGINNING TEACHERS HIGH ON DECISION MAKING
THOSE LOW ON RAPPORT- WITH THE ~ .

.- INVOLVEMENT : N RAT |
PRINCIPAL COMPARED WITH THOSE HIGH ON RAPPORT WITH
THE PRINCIPAL IN TERMS OF Tuijf‘CAREER SATISFACTION

TABLE XI
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- FACTOR

Homogeneity
of Variance

t TEST

(DECISION MAKING)

X2

Préb,

“Pgob."

REJECT

TEAC%ING'LOAD

0,09

@

/ 0.76

34

64

2,68

1<0.009

Yes

2

'GORE PROFESSIONAL
. INTERACTION -

1.65

0.20

41 .

66

L\
<0.043.

’vi,9g(_

Yes vf.

3

STUDENT DEPLOYMENT

1.13

0.29

.34
66

| 1:56

' <0.122

" No

,4 -

~ CLASSROOM CURRICULUM|

1.03.

.'..42
52

{402

<0001

Yes

L5
WORK' ASSOCIATED )
TASKS :

0.01 .

o091

38
72

2,28

<0025

| ves |

w';né'? tﬂe'high*gipdp _ '

“ ok nr,

%‘the l6w grodbf. ‘

1

. The ‘mean Career Satlsfactlon score of the high ,
group-is numerlcally greater than’ that of ‘the i

low gr0up in. all flve factors




"‘Rt and not statistically significant in the other (Table XI) In terms! PR
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that the effect of the low Rapport'gronp in thesé'three"factors‘is to - -
- reduce the mean Career Satisfaction score of all those who are high in
actual dec151on making 1nvolvement In this way, the mean Career -Sat-
~ isfaction score of the high dec1sion making 1nVOlvement group is]brought
" ‘eloser to that of the group_whlch is low in’ actual decision making

S « - . : ‘
involvement, o o S s | L f. K

In~hrief‘snmmary oftthis'%oint,'still with respect to Factors 1,
4 and 5, the fact that there are su?stantial numbers of those high v |
and those low on Rapport in both the low and high decision involvement
groupslaccounts fpr«the findigg of non significance when Hypothesis l was -

tested (Table VIII), and it may now be inferred that it is Rapport which

s associated with Career Satisfaction (Tables X and XI) rather than actual,

i ] . . o.:é.
“With respect. to Factors 2 and 3 the implication 1is that it is
: L :

."the relatively high degree of decision making involvement itself which

’ deC1sron making involvement (Table IX)

” is associated with Career Satisfaction (Table IX) ot ’{ I

: However, for thOSe who are relatively low on decision making ,.;;flﬁe:
;{involﬁement in- Factors 2 and 3 (Core Professional lnteraction and | |
‘oStudent Deployment decisionS),_Rapport continues to be associated L;,Jilff;g .
smgnificantly w1th Career Satisfaction (Table X) For those who are "gp°'“'b
:l’relatively high on involvement in these two decision areas, the associationij?-
i‘;of Rapport with Career Satisfaction is relatively weak being just f;f;ﬁ'zi%l"h

o _ V,:>~sfﬁ;if§i'
- within the acceptable level of probability of 0 05 in the one case,’

b “ R y S ’

";, of Career Satisfaction, then Rapport levels do not discriminate asf"259““"7

o sharply for those high on involvement in Factors 2 and 3 as they do{;fh

. . . - B N B . < L e N - “ ' - 'v‘..,'_‘-
) N . ‘ . .‘ . - B : ’ N - B v‘ . ‘. - .~ . ! . T KRR ‘,' o -
R T PO P Sl VA T S PO s

: Lot et o - o . ; : . e o
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(1) for those high on 1nvolvement in Factors 1, 4 and 5, or (ii) for “* .

those low on’ involvement in Factors- 2 and 3 The implication again is
: O -

that»relatively-high decision involvement‘ per Se, contributes to Career

Satlsfaction in the areas of Core Professional Interaction and Student

T4

' Deployment
That these two'de'cie,ion_areas:are"diff'icu'lt fr’eas forv-'p;lfi'ncipa'ls- e

. to act in the best career interests of beginning teachers-should'not be»
. 7 )
. l

‘ overlooked Inlthe first place, there is the désire’ of teachers to jea— .
lously guard their prerogatives as professionally autonomous decision
makers within their own claseroms Beginning teachers may be no fté’i;uvg'J

exception * Qne respondent for example writes appreciatively of the o

»prin ipal who neither interferes nor directs or advises," and another

. * \‘\.,
A

. strongly prefers "teacher responsibility for mistakes with‘no inter—v.,;1
ference from the principal Decision making responsibility is implied

here a" ‘ ' -‘ _1 - T o ;;'fi; :;{;, ,~a,“:/;7 SRt

) Difficulties may arise, however, when a principal correctly feelsi ;?f
1 SR
that he and his new. teachers get along very well together. For he may,

at the same time, be perceived by them as a threatlto their profeSSional f ffff

".'.v'




-
. - s y ' TS T o Y S i' PR
P S oL 'n e 0156,
L -y : . B = ’ - . N : i . .
for the relatively poor discrimination on the hasis of: Rapport between
. \'
the. mean Career Satisfaction scores of those teachers who are highly in- -

' :volved in Factor 2 and Factor 3 decisions\(Table XI) However, for other R

‘ de0151on areas, and also for schools in which beginning teachers have
v ' . e \§

;low decision making involvement in Factors 2 and 3 what emerges from the
| .findings EN far 1s that Rapportwis increa51ngly,aSSooiated’with'thef-f.ﬁ{"‘

Career Satisfaction experienced by the beglnning teachers surveyed

\

The following section examines this associatlon directly. '

oo o _4‘, i . . . .' .."_

HYPOTHESIS 5 (RAPPORT CAREER’SATISFACTION) ’ FINDINGS

» Lo »

B Hypothesis 5 states There is no significant difference between

the means of the Career Satisfaction scores of those beginning teachers
. AT
~\who are low on’ Rapport with the Principal and those who are high On _‘.5igﬂs

e'Rapport with the Principal

It will be recalled that Bentley and Rempel report a correiation b

' coefficient of 0 35 between Rapport with the Principal and Career 3

: Satisfaction (supra, p 116) To ascertain that the two variables'disdrim—.
o N \ 0 ».n» B N
B 1nate equally well among the sample of 213 beginning teachers providing

»f:the data for the present study, the correlation was measured and_th

\

correlation coefficient found to be 0 33,1 e 5 negligihly differentﬁpﬁﬁ

\~,from that of the Bentley and Rempel sample,'

: \'é

As previously mentioned, the mesn Rapport score of the 213
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'between the means of the Career Satisfaction scores of those beginning

s A

eachers who are low on Rapport and those who .are high ‘on Rapport Those

P

‘--beginnlng teachers who enjoy relatlvely hlgh 1evels of Rapport with

v /'

bi their principal are: 51gnificant1y more satisfied with: teaching as - career
than those who have feellngs of low Rapport S | |
.Discussion : ‘ . | ‘
This finding‘appears to be- in tune with the times. .lhe growinsﬁ"
"emphasis ‘on harmonious personal relationships and appropriate inter— [i /N\
:fpersonal skills reflects the interest in and importance attached to, these ;"

. '*EJH‘ - .
'1ematters by'today S society, and in particular by today s youth culture. B

'lAs shown 1n "able II 507 of the teachers surveyed for this study are
L no older than twenty-three, and 857 no more than twenty six years old.

It ds manifest that Rapport with the Principal is an extremely important

RS

”ff element 1n the Career Satisfaction experienced by this sample of beginning

o teachers, irrespective bf their decisidn making involvement or super-*

;’ vision experience Yet respondents scores to this part of the Teachers

Questionnaire (Appendix A Part D items 1 -~ 20) show that very'different

o_ R

levels of Rapport exist in the SChOOlS Their comménts may serve ";"

-}_7to elucidate
In regard to Rapport, there were about as many favorable cdmments

: -ddas unfavorable The excellence of some principals in establishing and

"maintainlng rapport with individual beginning teachers is commended

..,~‘

iiPrincipals who "show interest" in, "stand behind," help and "fairly

- D e
’ a;‘judge beginning teachegs enjoy high esteem. Those“who remain uninvolved" o

‘”ﬂ[who seem to "skulk around the hallways a lot," who are moody, who dj not':j;"VJ

.v‘.:'



‘},' _(Appendix El)

foster~a sense of belonging , who.- "do not Judge at all " or who .are either,
L not approachable or not helpful with regard to individual teachers per- . )

sonal problems, do not create conditions for establishing high levels

T

' of rapport with their new teachers L ' T '

It is pertinent to note that chi square tests revealed signi—'
| ficant differences between the mdan Rapport scores of beginnihg teachers :

hin three categories : the number of years the princ1pal has been a principal, .

';ﬁthe number of years that the principal has been principal of the same ’

_ _school, and the expecaations o)

teachers 1nerelation to classroom teaching

five years from‘now The chi quare test findings are reported in |

_ ‘Appendix E | | o

Summarizing these findines, firstly,,they.show that 69% of

by'princ1pals who have spent fiv years or 1ess as a principal enjoy what
‘might be termed high Rapport

chools whereas 44/ of principals with over éf-

’sfive years experience as; a p'incipal have high Rapport schools

A comparison may be’ made by now considering‘thOSe schools in
which.the principal has been principal of the same school for five.years ':
or less (Appendix EZ) The general similarity of the two sets of results vh
'=f(Appendixes El and E2) is in part due to the fact that 29 of the 70 v

.q-

principals of schools have been ‘a principal for five years or less and

v )F,ffin théﬁsame school for the periqd of their principalship - Perhaps the main 7‘”

w"'*:;KAppendix El) 3OZ of principal o have been principal of the same

hfdifference in the results tabled is that whereas 44% of principals with

b*“gover five years of experience as a principal have high Rapport schools

A

'v:;yflﬂffﬁj:“j““:'*f:;x Bt T IE S I S RO
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.._-school for more than five years have high Rapport schools (Appendix E2)
A third finding is that 72/ of - teachers who expect to be class—-. ‘
Toom teachers in_fiVelyears tlme are high on. Rapport w1th the Principal
"0f teachers who are undecided and of those who expect-not to;be classroom_‘
'dteachers‘in fdve years'htime,,half.are higﬁ»and half}low on;Rappprt“

+in each case (Appendix E3)

B RS

The centrality of the principal 1n relation to the decision»making

4 1nvolvement and superv1s1on experiénce of beginning teachers was emphasized )

in the literature review In the present study, the principal was nom-
: _1nated by 160 respondents (75/) as their primary supervisor and 6 others !!

nominated the prinC1pal together w1th their vice principal or department o

head There were 21 1nstances (10/) in which some supervisor other .

than the principaﬁbwas nominated as primary supervisor Unfortunately, 26

regpondents omitted this 1tem, as reported earlier.v'ffih_ “;5;_‘;;¢¢4a«>;{»g;;;

It appears now, however, that the centrality of the principal

'7as a Rapport person\is not * to be denied The vagueness here is deliberate.‘hu .

T o
_/r‘ S

\-

o the fact that rapport is a two—way interaction must not be ignored
b

"*g_pThe initiation of rapport between two persons may be the responsibility l}ff-;»ﬁ

;1of either party, but its maintenance is the reSponsibility of both I

'thn schools, however, it is likely that beginning teachers look to the

L

'.;~holder of . the prestigious office of principal to initia%e the building

',‘of high levels of rapport




XI. SIGNIFICANT FINDINGS RELATED TO DECISION AREAS
e CHI SQUARE TEST RESULTS ' ,

AThis section describes the significant findingsiwhich.resnltl
from testing;nominal data:items:against the five decision»area factors.
‘ Nonparametricichi square'tests"were applied, andethe_results;are.tabled ‘
Uin Appendix'f.
| "In_regard»to;thevinvolvement‘of‘beginning teacherS'in TeaCbing e
Loadfdécisidns;.afsignificant diiferenceveXists between the degree of
1nvolvement of those teachers‘w1th less than one year oflexperience,-'
and those with less than.two years. Thus 347 of the first year - 4
teachers report relatively high involvement whereas 60/ of sec0nd‘
year teachers report high involvement (Appendix Fl)_ | o
,',%\ Lo ReSpondents comments related to this factor indicate that ft
- least some teachers recognize a certaln inevitability about their E
' aSSJgnment to clhsses aiid subject areas, and about class size and class‘~
e contact honrs; .Clrcumstances, especially 1n small schools, or schcol
board policy, or the Alberta Teachers Association s hegotiations may t.“

.‘(

. }- 1ctate some of these outcomes school level decisions may play a 7
SR ¥ - o .

"'rtpart Or it may be, as one respondent says, thatig

inte_est of the first year teacher is survival in the classroom.» In thé‘jf




o

L L e

‘,.5'years;Or lessfasea;principal teachers report high levels ofzdecision‘ _'

e
LN

: ihyolvement on‘thisriactor;. In 427 of the,remaining schools, high
‘351evels of involvement are reported }rom a different viewpoint, 73% _
;ot the pr1nc1pals of schools in whlch beginning teachers report low ,.
lélevels of 1nvolvement in Dtudent Deployment decisions havecheld a a'i'
pr1nc1palsh1p for more than five years - (Appendlx FQ)., Appendix F3 T
’d'reveals broadly similar findings in’ respect of Student Deployment de-'F
cisions and principals who. have been principal of the same school for fiveq :
Jyears or less or for more‘than five years..ii S | -
Thirdly, about 69/ of those schools where the sex composition-;\
of the teaching staff is’ predominantly female (i e.ﬁ(404 male) report o
high levels of beginning teacher involvement in Student Deployment |
.d861SlOHS, whereas about 297 of schools which include a substantial
, male element on staff (i e. ;740/ male) have high beginning teacher
1nvolvement in thi factor [ From another point of view, predominantly
"female staffs make up 78/ of the sd‘bols in which beginning teachers
Z;report h1gh levels of- Student Deployment decision involvement
*D (Appendix F ) s o 'h. l-; '.Jid' l‘n“ f_ vv‘_,-'_j ':; giv
| Fourthly, 63/ of beginning teachers in the Elementary grades

"'are high on 1nvolvement in this factor At both Junior and Seniori,‘

d;High School levels, about 30/ of beginning teachers are highly involved

'?-in Student Deployment decisions Overall 67/ of beginning teachers who ..*»

. , ("’05 -
"dare high on this factor teach at the elementary level (Appendix FS)

, Lo g .
who proV1ded the research data about 40% are fémale elementary school S

;teachers It is possible, therefore, that beginning teachers who arex ,'

.

It is worth noting that, of the total sample qf 213 reSpondents ffg .



i .,'report a high level of involvement (Appendix F7) ff o

T 13 B

»

L)

female, who teach elementary grades, and whose’principals have spent
five years or less‘as a principal enjoy relatively high levels of
involvement in Student Deployment decisions. It may be, teo, that their
combined contribution accounts for the fact that the Studentiﬁeployment;
decision area was signlficantly\related to Rapport with the Principal
when Hypothe31s 1 was tested (Table VI%\), since 69% of pr1nc1pals with
less than five years .as a princ1pal have what were termed high Rapport
schools (Section X of this Chapter) |

R

Turning nowvto involvementfin'classroom Curriculum decisions,
a trend is revealed shoning that beginning teaghers_at §eniorjhi§hy
School~level have more say"in these.matters than thg%r Junior High
School'counterparts who, ‘in turn, are’more involVed in the decision

process. than beginnlng teachers of Elementary grades Thus 5]7 of be-
ginning teachers in Senior High School %}port belng high’ on. involvement

Cin this factor compared with 514 of the Junior ngh School and 36% of

'Elementary level beginning teachers (Appendix F6)

.

., A similar trend is noted.with rﬁfard-to beginning_

©

d_volvement in dec131ons about WOrk - Associated Tasks In-this case,

78% of beglnnlng teachers at Senior ngh Scﬁ%rl level 49/ pf those at

“Junior ngh Schoolllevel and 43/ of those taking Elementary school grades

One explanation may apply ‘to both of the’ above findings. Not .. s

ict Y

-‘only may status and prestige be accorded to Senior High Schood teachers,

"

~‘, but also a greater recognition of their specialist expertise, and’hence

f their need or right to be treated as’ budding autonomous professionals. |
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! XII. HYPOTHESIS 6 (PROFESSIONAL SATISFACTION: ACTPAL
T - DECISION INVOLVEMENT): FINDINGS*

“Hypothesis 6 states: - In each of a number of d®cision areas,
' o - 2 t :
no significant differences exist among the means of the de¢ision
making involvement scores of beginning teachers classified by their

preferred degree of decision making involvement.

As previously mentioned (Chapter IV, Section V), very few res-

C N . 5 . . o \‘.i . .
- pondents prefer less decision.making involvement in any of the five .~
: . 3 ’ : o L :

decision areas: 4 respondents in Factor 1, .3 in Factor 2, 1-.in Factor

3, .7 in Factor 4,'and'5 in Factor 5. Of these, f1ve responses qualify'

for 1nclu51on with the "Satisfied" group in this study, since Satisfied
is defined as being not' more than 33 1/34 dissatisfiedvin the Factor
under“inVestigation."(Q R Y ‘ .'\ 'é\

In effect therefore, Hypotheses 6 7 and 8.compare only those
be°1nning teachers who flnd their present degree of decision making

1nvolvement about right w1th those who prefer more: involvement in
¢ N b

decision making

The purpose of the present ‘hypothesis (Hypothesis 6 2) is tQ
discover whether ang-significant relationship existsxbetween be- fv
vginning teachers feelings of Professional Satisfaction and their -

present level of decision making involvement More specifically,

are the professionally satisfied neachers (i YT those who find

.their present leve' of decision making involvement about right)

v“'dissatisfied teachers (i e ,‘thpse‘who‘wantagore~involvement in

.
L

A decision making)?gﬁc

I
e

e /S ‘ S e
EREEE R . T S Py
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In order to answer this question, the Professional Satisfaction
4 B . U | X
Index (PSI) was created, and respondents were given a PSI scalé score

for each of the five‘decision making areas. As indicated above,,the

Satisfied group is defined arbitrarily as being no more than.33 1/3% dis-
. [y .
satisfied on the factor under inveStigation;‘whether the dissatisfaction '

is expressed'by.respondents as a preference for less or as a'preferenCe
~ for more decision’making'involvement. Appendix C details the method of

scoring responsesbon.the PSI scale. Certain assumptions are made ex-

‘plicit and the reason why the total number of beginning teachers included

47

in the data analySis gar;es from factor to factor is explained

Table XIII presents the findings relevant to Hypothesis 6 2

A\

In Table XIII, it is demonstrated with considerab e confidence (l) that

decision making inVolvement score of those who want more involvement in

)

dec1sion making; and (2) that the mean decision making involvement score

l

of . the satisfied group is significantly greater than that of the dissatis—'

fied group in all five factors. . il
. B
Discussion '

. These findings Justify the conceptualization of professional sat—

¥

'1sfaction as the gratification of professional autonomy needs or wants

: B
P S

in respect of the deCision making dimension
o They also . appear to support the conceptualization of Professional '

Satisfaction as distinct from Career Satisfaction Reference to Table IX
o clarifies this point When the degree of decision"making involvement

N - . . ST ; ‘14

.~y'\._.f'



"TABLE XIIT

BFGINNINC TEACHERS WHO ARE PROFFSSIONALLY SATISFIED
COMPARED WITH THOSE WHO WANT MORE DECISION MAKING
INVOLVEMENT IN TERMS OF THEIR PRESENT DEGREE OF
‘ DECISION MAKING INVOLVEMENT

166

"ZAA

iy = the 'Want More': group

-v‘The mean dec151on maklng involvement score of the‘vf
o Satlsfled group is greater than that- of the Want
o tMore group 1n all five factors. : Cod .

.

.

FACTOR H‘;“‘ggef‘eity.. ¢ TEST I E
— ~of Variance : ' I REJECT
" (SATISFACTION WITH — ‘ _ — Ho
DECISION MAKING) - X2 prob. | M . prapas | o
. . , n, : L
1 |
TEACHING LOAD" | 2.90 0.09 " 60 | 4.63 <0.0001 | Yes
‘ K ' 145 o
CORE PROFESSIONAL | 7-9%. 0.005 || 166 ‘| 4.17.| <0.0001 | - Yes?
INTERACTION | . 36 ' R ‘
. STUDENT DEPLOYMENT | ~ 0.74 1 0.39 léﬁ | 6777 <0.0001 - Yes |
'CLASSROOM CURRICULUM| 5.33 0.02 158: 6.97 | <0.0001 [ Yes
| WORK ASSOCIATED 06 0,69 .'1?)% ]3+26[.<0.0000" ¢ Yes
TAéKs o SN It ' 5
kN * oy = the 'Satisfied' Sroup f',esﬂbfé.P9\126i
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5ff_f making involvement is considered. " e ’7

o o : e
..1s tested directly against Career'Satisfaction'(HypOthesiS‘2), in three
decision areas‘no‘significant difference is found' in the mean Career
Satisfaction scores.of those_heginning teachers‘low and those‘high on «
‘decision making involvement. Thns decision making involvementhaSSociates
relatively weakly w1th Career Satisfaction when compared to its associa—

' tion with Profe351ona1 Satisfaction as revealed in Table XIII

. . . . . u. l;}i . - ~
XIII. HYPOTHESIS 7 (PROFESSTONAL SATISFACTION: RAPEORT)
I‘INDINGS ) o

V'HypothesiS'7 states'v In each'of 2 number of decision areas; no

“siguificant differences exist among the means of the Rapport v‘h the Prin-"-: ;
fcipal scores: of beginning teachers classified by their preferred degree ‘p
of dec1sion making involVement. _ | | |

As explained in the previous %ection, it is feasible to compare_'.

only two groups, namely those who are satisfied with their present level
¢ 1 . .
vof decxsion making involvement, and those who want more involvement. :f.

The findings relating to ‘the hypothesis tested (Hypothesis 7 2)

- are presented in- Table XIV The null hypothesis is again confidently re-',..ﬂi'

a.

;jected in each decision area ,and again, the mean Rapport with the Princi-,"*'7

.}'pal score is significantly greater for the professionally satisfied groﬁp L

X

than that of the dissatisfied group in all five factors. N

e

i . : . ‘e .

These findings indicate that those beginning teachers who felt
'-profeSSfo’ 1ly satﬂsfied also had stronger feelings of Rapport than

h»those who were professionally dissatisfied Whatever area of decision .,lzhﬂ;z;

R



TABLE XIV'

BEGINNING’TEACHERS WHO ARE PROFESSIONALLY SATISFIED
COMPARED WITH THOSE WHO WANT MORE DECISION MAKING

~ INVOLVEMENT IN TERMS OF THEIR RAPPORIfWITH THE PRINCIPAL

s
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. (SATISFACTION WITH -
' DECISION MAKING)

¢

FACTOR

:l.

TEACHING LOAD

i

Homogeneity
" of Variance -

"t TEST

I REJECT

X2

'Ptob.‘(

Prob.’

" Ho .}

L

4,49

. 0.03

145 ,

2.78

st,bOG

 Y§é

2

-_/EORE4PR0FESSIONAL[
INTERACTION

3.63

\

|

H

—
N

i

0.06

(166 |
.3§+; -

. "

<0.007 | ¥es i |

3"

' STUDENT DEPLOYMENT

818

10,004 |

112;
9% |-

3,64

-~ <0.001

Wt :
RRE S

R |
CLASSROOM. CURRICULUM]

o3 |

0.01

. 36

2.51 | i<

PR

<0, 013¥-j<‘

Yes " |-

| s
. " WORK "ASSOCIATED -
. TASKS .

C11.45

o
i

$0.001

S ||

R |
102.‘-;-1"

4,94

YT

<0000 |

Yesd |

- The mean Rapport with Che Principal score of’the_ff;'?f‘ﬂ
Satisfied group is greater' than that of the Want_ .

P

~

'.;More group Ln all five factors

fy = the ‘satiéfiéd'~group"
‘;= the 'Want More group

St e i o
A <. -

_{éfi%;  ;

A

s aSupra p. 126

3 .
H .

v
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XIV. HYPOTHESIS 8 (PROI‘FSSIONAL SATISFACTION\ CAREER‘_“-'?: L

SATISI*ACTION) FINDINGS . g?’ L
» St 4 _,* ﬁ ‘ °-

Hypothesis 8 states In- each of a number of decision areass

ol d

S no; 31gnif1cant differences erist among the mean Care%§ Satisfaction 2
scores of” beginning teachers classified by their preferred degree of
. deCL51on making involvement.‘ - X

»

": It is explained 1n Section XII that only Hypothesis 8 2 can

‘.i'be tested given The small n of beginning teachers forming the "Prefer

'5'f Less group Hypo hesis 8 2 compares those beginning teachers who are\"'

:*-_satisfied w1th t eir present level of decision making involvement with

rﬂjbmean Career Satisfaction‘score of the professionally satisfied grOup is::ﬁj ,

\..,,

.-tH%se who want more involvement in terms of their Career Satisfaction.;~

»\.-, Cow

The findings relating to Hypotafsis 8 2 are preSented in Table L“

N th Table XV shows that the null hypothesis is aceepted ﬂn tyo decision

»

z?fareas, Classroom Curriculum and Work-— Associated Tasks.: Although the S
B : R \‘a
a;* greater than that of the dissatisfied group in a11 factors, a statistically:;

‘¢;--." .“-\ .

"‘:Significant difference between means occurs in three Of the five facbbrs

’:ﬁgﬁDiscussion fVQfgiffv.ﬁVJ

3 \(

Two points are worth making in respecf'of*

'rfffirst placI, a strong argument may have been made-

:drathtr than a null hypothesis in the case of Hybothesis 8 2.,

‘;degree of involvement in decision making aSe likely%to {f",ffd‘satisfied o

. .

as a career than those who are not.» Moreove_, there is 'f'ﬁfeca

: i

i?fffwith teachin.

“a n abundance of

et t\w L T T T “,a o - e
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TABLE XV G

BEGINNINC TEACHERS WHO ARE PROFESSIONALLY SATISFIED
COMPARED ‘WITH THOSE WHO WANT MORE DFCISION MAKING -
II\VOLVEMFNT IN TERMS OF 'THEIR CAREER SATISFACTION

. Homogenedty ™ . ¢ gpgp vy oo | @
e v of Variance || . S REJECT
(SATTSFACTION WITH [ " R ——1 "ho |
* DECISION MAKING) | * "X2 ©  prob, | ™* . & - Prob. I}

- FACTOR.

" TEACHING LOAD " | 2.72 .} 0,10 .|l 60 | 2019 | <0,030 | Yes |

CORE PROFESSIONAL ?-'_"-o-.,_'30 1o 166‘“ 9,00 | <0.039 | Yes |°

“STUDENT DEPLOYMENT'| - 0,23 | 0,63 112%. {#2:35

: ) SO 7 Yes o

© ' CLASSROOM:CURRICULUM| 0+25 * |  0.6'2‘§i____168:_~" 0,95 |7<0s343 - Ro f-

WORK ASSOCIATED “"5010,9.’ ] 076 91} 0,10 | <0.93% | o . f-
TASKS F S e ez e e

~.f'*’-v, the 'Satisfied' grOup {5& f;ﬁ;f7
“-.’h  = the 'Want MoreJ group St

o,

The mean Career Satlsfuctlen bcore of the Satisfied
_group is.numerically greater than that of the Want
More group in all f1ve factors : :

. )"'_ '- . <_ . [ N “,, T L




lerature and research 1ev1ewed in. Chapter III

The flrbt p01nt 'therefore,.ls that had a d1rectlonal hypothesis

-

'fbeen applxed 1n the case- of Hypothesrs 8. 2 51gn1f1cant dlfferences

-between means would again have been found in the three factors Teaching

,\ .
> ' N

~1Load Core Professlonal Int_ractlon and Studdht Deployment ‘and no

'7ﬁf51gn1f1cantfd!fference betweeq means would have been demonstrated 1n the

i
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a preference for less dec151on making involvement to warrant their in-
clusion in the analysis Therefore only Hypotheses 9 2 and 9. 3 are tested

Hypothesis 9. 2 concerns only beginning teachers who find tHeir

-

: present degree of - involvement in each decision area about right. These f
"teachers are divided into low and high on the“ba31s of their Rapport with
~the Principal scores The low and high Rapport groups are then compared

in terms of their Career.Satisfaction scores The- null hypothesis is\
: @
that no 51gn1f1cant difference exists between the mean . Career Satisfaction

v L
[H

”scores of the two groups

r\'>

> . : o .
Hypothesis 9 3 is similar,_the one difference being that it con—‘ e

"”A4Cerns only beginning teachers who prefer more decision making involvement .

S ..‘Q
' _.in each decision area._ N 'f_‘

The findings relating to Hypothesis 9 2 are presented incmable

N \

""XVI and those relating to Hypothesis 9 3 are presented in xable XVII

. 'J.g”“" N

. In Table XVI the null hypothesis is rejected in three of the five

‘Rdecision areas, though in all five fact rs, the mean Career Satisfaction‘f,'”

'.:fzscore of the high Rapport group is g eater than that of the low Rapport ?fﬁf

ﬁ'hy, In Table XVII, the/null hypothesis is rejected in all five de—:'

3L;fcision areas. Again, the mean Career Satisfaction score of the*high Rap—fwgi

k'xport group is greater than\that of the low Rapport group in alleactors. Sl

\C-fDiscussion f“f_hf;:fff”;;; ;; g>e¥pf-f
As it is presented Table XVI shoWs that, when all professionally.ffi

¥ satisfied beginning teachers were divided on the basis of their feqlings
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TABLE XVI -

; BECﬁVNING TEACHERS WHO ARE PROFESSIONALLY SATISFIED".
THOST -LOW ON RAPPORT WITH THE PRINCIPAL COMPARED WITH
THOSE HIGH ON RAPPORT WITH THE PRINCIPAL IN TERMS OF

C - THEIR CAREER SATISFACTION

. FACTOR oftynri?UC? B oo :II REJECTJ

- (SATISFACTION WITH - - ] %
‘DECISION MAKING) . X2 Prob, ™ ' Prob. LT

R S B R I I R DN
“TEACHING LOAD ~LMI*04LTU,2 2,17 |- <0.035 - | ves -

~ CORE PROFESSIONAL | 0,00 | "0.92° |- 60 | 2.64 | .<0.009 [ Yes
" CINTERACTION . | . | o0 f 106 | . | .- "

3L

stupent pepLonENT | 001 | 0.9 | 33 10,94 <0.39 | ¥o

. CLASSROOM CURRTCULUM| 10,07 | }0?79¢"_'lgéfi-f??¥4»*3?°'939;-  Yes'

‘ WQRK ASSOCIATED 1 0,26 w;o;éii':‘f;ngﬁ_jqrgs“ .
e TASKS S0 FEE D IRt (R O

,”[#thé the low Rapport with the Pri cipal group

“'Q}qz\ the high deport Wlth the Prlncipal group

‘._'_';;;31 rhe hean Career‘Saégsﬁigtloﬁéﬁlore of the high f' L
'K}_fkgm~"” ; ;74m3;jmnr~r%nertMm that = - R
: ; qg”ilifive_factors{p St TR T
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3 e
1 ‘.

| Lo - | IABLE XVII
o BEGINNING TEACHERS WHO WANT MORE DEGCISION MAKING '
" INVOLVEMENT:. THOSE -LOW ON RAPPORT WITH THE PRINCIPAL N
COMPARED WITH THOSE HIGH ON RAPPORT WITH. THE PBINCIPAL L
+-- IN TERMS OF THEIR CAREER SATISFACTION Cow

;of:Vquance,‘j A REJECT
(SATISFACTION WITH L AT Y :;g;;,-..;s:'w;VELi'n e
DBCISION MAKING) 1 %2 ‘Prob. o TAT ot Prob.
B EL S e | kT ST T R o
\?» ."‘ .;“‘ '/“'f‘_,j.":"\ : v’v‘-.- , - M"I iy
© " TEACHING LOXD. | 0.88 . |: 0.35- [."84 2,99 | '<0,004 | ‘Yes |
CORE PROFES%IONAL uf\q:16 | o0.69 |20 "éxdﬁi3ff€b.dél§‘f¢'iYeépf 2
INTERACTION o e e T

‘?rAcToR~

g

3.ve FERREAN KV EARIIER I | IR RN FUEPPERNE A IR

4 stupke DEPLOBENT | 0:56 | 0.46 30 14.27.] <0.000L . ves | |

*

©*ciAssraow currcugm 152 | -0.22. 18 414 | <0.0003

= ?315 {”1'f7¥‘ AN R R N R R |
WQRK ASSOCIATED 1700 (0.9 b 537 4us3 [ <0.0001 | Yes i)
| TASKS s [ DY I e B I S I

s é?;"‘-:pﬁ

.“'VE*PA-= the low Rapport with the Principal group sz..” ?.f=ff:f;'
";nz_f the high Rapport with the Principal group SO

' '5l-f" The mean Career Satisfaction score of the high T P
‘Rapport group iis greater than. that of: the low R P
Rapport group in: all five factorsyg i SR v'“lfﬂ
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o of Rapport, a significant difference exists between the low and hiOh
N : . g .
Rapport groups in terms of Career Satisfaction in three of the five de—

c1sion‘areas L

3

_vﬁﬁ' Tt was. shoWn in Table IX (Hypothesis 2) that _the- actual level of .

dec151on making involvement is associated more" weakly with Career Sat-
faction than the‘literature suggests " In Table XV (Hypothesis 8), the

level of satisfaction w1th actual dec131on making involvement is less

strongly associated with Career Satisfadtion than may - have been hypothe—

.sized., Table XVI (Hypothesis 9: 2) now shows that, even within the group

h

j of beglnning teachersf who are’ satisfied with their decision making ‘in-
ivolvemeht, Rapport with the Principal is significantly associated with AU
Career Satisfaction in three out of five decision areas. That these find—

_ ings obtain in diree factors.even though the Rapport scores of this group

-

;uare relatively high to begin with (Hypothesis 7 Table XIV) appears to

: support the view that for these beginning teachers, Rapport with the

: 4
”‘Principal is more importantly associated with Career Satisfaction than

either their decision making involvement or. their Professional Satisfaction,~:

Y

Table XVII concerns beginning teachers who are professionally dis--‘l;

.Q-

satisfied in that they want more decision making 1nvolvement If it

&

'were really this state of dissatisfaction which was the strong influence';ﬁ,f
’on Career Satisfaction, then no* significant difference between the*iii‘f |
imean Gareer Satisfaction scores of the low and high Rapport groups would

bbe expected In Table XVII this null hypothesis is rejected with cbn‘

;siderable confidence iﬁfall five factors.‘ Thus Table XVII SUpports the; ;t,f;

view that it is not so much the dissatisfaction experienced from lack of

[}

T T R e e T T e e ”;V"
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~decision making involvement that is‘importantly asso;iated with beginning
teacher Career Satisfaction as the level of Rapport with the Principal.,

Although not tested for 51gni§%cance in this analysis, it is

worth notlng that the mean Career Satisfaction score of the high Rapport

group of dlssatisfied teachers (Hypothe51s 9. 3) is slightly grsater than
the mean Career Satisfaction score of the’ hxgh Rapport group of pro-
£e351onally satisfied ‘teachers (Hypothe51s 9 2) in Factor 3, and sub—
stantially greater in Factors 4 and 5. .Thisragain suggests'that Career
-SatiSfaction may be less dependent upon satisfaction withtthe degree'of
-'decision making 1nvolvement than suggested in the literatute reviewed
» .
"at least in the case of the beginning teachers of the present sample.'
- In addition the mean Career Satisfaction 3core-of thoselsatisfied with .bo
ntheir dec1510n making 1nvolvement.1s.sign1ficantly greattr than the
.mean Career Satisfaction score of those wanting'?ore involvement, in.n'
;perhaps one decision area, ‘as already demonsttated and discussed (Hy—-.,‘
; »pothesis 8, Table XV) _f | '_ »‘-" PN -l o : - h,;h
Before concluding this section, the 31gnifi@ant finding in Te- |
' ‘lation to Core Profe851onal Interaction decisiOns (Table XVI) merits sone

-

'comment Tt will be recalled that, in an earlier discussion (Section IX), .
;:1t was suggested that beginning teachers may regard Core Professional

Z.Interaction dec151ons as. their professional domain and that even prin—

b

P c1pals with whom the teachers feel high Rapport may nevertheless be 5

L]

‘~-uas a threat 1n this decision area The finding in Table XVI ‘i&gests

“/

,J

'“_that once beglnning teachers are@satisfied with their role as Cdre‘}fx L

L
AL

ihiProfessional Interaction decisionymakers, then Rapport becomes a further ftv-

-'element in the degree of satisfaction which they feel with teaching f);ff»

EE
I
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as a career. ‘ oo

. : S A

"This does not appear to be the case when .it domes to decisions,
about Student @eployment and Work. - Associated Tasks., In the former'de—
cision area,. Profe531onal Satisfaction 1tself (wh/ph results from high

dec151on makin0 1nvolvement, as Table XIII shows) is 31gn1ficantly

I

associated with Career Satisfaction (fgble xv) .\ 1 hé latter decision

)'area, ﬁrofessionai Satisfaction is mnot 51gn1f1cantlyAassociated withe,
IFCareer“Satisfaction (Table XV). . Among theé professionaliy dissatisfied,

however , in this factor‘as;in all-fiVe.decision areas (TableSXVII); /

feelings .of high Rapport appear to c0mpensate 1n,terms of Career Sat-

1sfaction for lack of actual dec1sion making involvement ‘\\\- o B S

§

.b“.

. XVI. SIGNIFICANT FINDINCS RELATED TO SATISFACTION WITH
' ! DECISION MAKING. INVOLVﬁMENT CHI SQUARE TEST RESULTS '

: | o

This section describes the- two significant findings‘which

result from.testrng,nominal'data itemS'against beginning“teachers.,Sat-
' c e o y - : N '

0

isfaction with decisioh mahing involvement as revealed'by:the PrbfeSsion-7~3T'
. - : . W L

;}',ar Satisfaction Index (Appendix c).. Nonparametric chi SQuare tests. were

tﬁused to determine whether 31gnificant relationships existed for each s

.of;the decision areas; The»resultsvof_these'tests are,shown_in ;‘gf

3

A significant association is found to ex1st between satisfaction R

o with beglnning teacher 1nvolvement in Student Deply'

_ffiand teache?%' expectations to be or not to’ be classr

:I, years from now. Thus 637 of Ehose beginning teachers who\fxpect to be o

'classroom teachers in five years"time are satisfied with their degree iEN'fvi
o ' Ao R
ﬂ‘;Of involveurnt in Student Deployment decisi%ns, whereas 29A of those
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A

~ 1

who do not expect to be in the classroom five years from now are satisfied

\

s(kppcndix G1). However, it should be noted that the group who do not

,expect to be classroom teachers in five years' timeﬂ@omprises 34 teachers
. . ) \

or 167 of the total sample (Table '11).

Of the total sample, 38% are undecided whether to be classroom

o~ S
teachers or not in five years' time. Thirty-seven of the 80 teachers are

" -
male and 43 are female. Abaut half of them are satisfied with their £

involvegent in Stuéent~Deploym€ht dec#sions. From questiomaire respon-' «
denté' comments, it appedrs that teaching is still regarded as a fraﬁsi—'
tory occupation By a number. They are trying teaching out: if they do
» . ' R |
not liké it, they intend to move out of the profes§ion.A However, whether
this attitudé’is more or léés common toda§‘thén in the past is not known.
A farther signific%nt finding yas made in respect of beginning
teacher satisfaction with ihvolvemeﬁt,in decisions about‘Wofk 1 Associated
Tasks, based on the sex comﬁésition of the sample. From éhe'Table
presented in Appéndix Gz,‘ic can be seen thatAS8Z of all male»re;pond4
'ents.afe satisfied‘with their‘involvement4in'this decision area,'wheteas
abbut 407% of all,fémqle respondents afq professionally satisfiéd in this 
‘regard. | - N | | .
?urning ﬁow to comments made by beginniﬁg t;acher fespondehts to.‘
the questionnairg; it appears €hat'sbme'dissatisfacﬁion exists with teach-
er invqlVemen;.in Tgaéhiﬁg Load deciéiqﬁs. For example, sbﬁe teachers
complain that théy are taking.subjects fér whigh they ﬁaV; not been

trained to teach and/or. that they are not teaching at the grade level |

appropriate to their training. Others find class size and supervision
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of additional classes troublesome. Still others find their first year

of teacling expensive fn terms of tipe, money"and nervous energy, I

the questionnaires.
,\Findlfy, it is worth referring ‘to a broad area of decisidﬁ&’//
making involvement not specified ih the questionnaires. The matter
arises becausc of the favorable comments From'principals and beginning
teachers in respect of using committees of teachers as decision bodies,
) i . o :
and because no unfavorable redction to this practice was reported. How
widespread the practice is, however, has notheen»eStablished.
i _ ‘ S
¥ o (
XVIT. CONCLUSIONS: THE DECLSION AREAS

The foregoing analysgs, hgsed on the data provided by 213 bégin-
‘ning teacher questionnaire réspdndents,'bavé the wa& for what appear to -
be some imporfantiéonclusions.

Table XVIII pfesents the findings relating to Hypotheses 1-9 in
‘summar§ form;  In analyzing thé dath,~iﬁ order.tovtéstleéch hypothesis,
the séﬁple of beginning feachers was clégsified éithef into Low and Higﬁ =
grOUps'(Hypotheges_lfS) or in;o-Sacisfied and‘Wént Mofe.groups'(ﬂypgtﬁéféé
6—95, as ;ecorded in»Tabie.XVIII. The.dépendgnf variable~ié also shown k
in the case of each hypothesis. In' conjunction with Table XVITI, the .
‘conclusions maylbg sﬁmmarizea.bpéadly‘és follows: |
(I) ‘Tﬁé poncebtualization-of Professional Satisfactioﬁ as g'state of

.“Ségisfactioﬁ_fesulting_frqm_gratificapion*of éﬁe‘need of or wagt.
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* Fl
] | TABLE XVITI
SICNIFICANT FINDINGS .IN RESPECT OF HYPOTHESES 1=9
. , , IN SUMMARY FORM
y
BASTS OF | PRFSENT DEGREE OF | PROFISSIONAL SATISFAGTION
CATRGORIZATION|  DECISTON MAKING _ |RAPPORT|. RESULTINGFROM DECISION
OF SAMPLE | '  INVOLVEMENT © | MAKING INVOLVEMENT 1
. . ) . ‘- “ . O ) .
HYPOTHESIS 1 213t s | s 6 7 1.7 |819.2]9.3
DEPENDENT + | RAPPORT CARFER . . Iéggfgg, RAPPORT| cxﬁE%R'
VARIABLE ™ | SATISFACTION WWOLYL=1 ] satis-
R 'MENT IN AL
R DECISTONS | . | FACTION
TACTOR - R A N T N
1 : T ) T
TEACHING LOAD < A S 44 Y Vvl vl
2 | - 1 R
~ CORE 1 Avlv]l L ow oy Y
PROFESSIONAL | - at . 1 - :
INTERACT ION - : : :
R4
3 U S R I R PR I R
STUDENT YoV | 2 R A R4 I R
DEPLOYMENT : {7 1 17
CLASSROOM : B 4 S LY 1V Y
CURRICULUM - - ) . 1 1.
5 : .
’ v . : N - - (4N
WORK-ASSOCIARED} . . |t /| /| . .~ W7ZUNEE CERVII I (R WV,
_ TASKS S N : S A R D A e
. _ .

KEY: , * Low and High PRapport’ with the Prlncipal gr0ups compared
v Slgnlflcant difference fpund between means (< O 05)

vy Highly slgn1f1cant differenée found between means (< 0 0005)

[ 4



181

:
.

for professional autgnomy éppears.to be justified for the decision

N making dimension of profess;o;;}\autqnomy. High levels of involve-

) .o ; .. v P '
ment of heginning teachers in decision making are significantly

;

assocjated with feelings of Professional Satisfaction (Hypothesis 6,

" Table XVIII). R ) N ;

(2)  The conceptualizatiou of Professional Satisfactjon as but one of -

‘a number of elements of Career Satisfaction also appears to be
. : . ' » \
'juS‘tified, as far as ‘decision making involvemcnt is c.oncerne.d..

(3) Apart from the Core ProfesSLOnal Interaction and Student Deployment

- o 1 . . CO bon T
o

decision areas, the actual lavel of’ declslgh .making invo vement

¢

does not appear to contrlbute to Caree \atlsfactlon as sub—
stantively as the discursiVe and research literature reviewed
'Suggests, at least for theé sample of beglnnlng teachers surveyed

‘1n the present study (Hypothe31s 2, Table XVIII)

,

(&) However, the Profe551onal Satlsfactlon experienced as a result of

RS

decision_makihi/lnvolvement does appear to contrlbute to Career

Satlsfactlon in three of the- flve dec131on areas.‘(Hypothe31s 8

¢

S
1

~Table XVIII).
.It-seems,.thereforermthat; for the sample of beglnnlug teachers
surveyed in the present study, hlgher levels of thport wlth the
AhPrlncrpal may be assoc1ated w1th greater teacher partiCLpatlon ln’i_
o de c151ou‘mdk1ng, and‘that thls could account for hrgher levele of:

_Career Satlsfaction Be1ng assoclated w1th partlclpatlve de0181on B

maklng : f': ~'7g,”‘”
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(5) ~In Ehe“decfsion areas, investigated; aﬁd~ih§it$ own right, Rapport
thh the PrlnC1pal appears to be overwhclmlngfy associated with tf A

thc Careéer Satlsfactlon cxperlenced by the beglnning teachers sur-
Veyed.
In every significant‘finding'icporting the results of the analyses

in all five decision making areas,.and ih every finding of no
jstétistical significance those'high on!Rapport had 4 mean Career

Satrsfactlon score: greater than that of those low on Rapport
. . ‘F
.(Hypotheses 3, 4 ’5, 9,2 and 9;3 lable XVIII)

(6) ' 1In the two dec1sron arcas of Core Actlylty}Lnteractioq and Student
Deployment., decision makihg involvement»is‘sighificantljﬁassociatedt'1
with- beglnnlng teacher Career Satlafactlon (Hypothe31s 2),

- These two dec131on areas may pose difflcult situations for the
Q" . .

- 1
3.princ1pal (Section IX)

It is 1mportant not to overlook-exceptlons to-the general trends.
repealed;rn the“findlngsf vTo eXemplify, a further examlnation of the |
.asSOciatipn hetween‘Factorﬁj.and Career,SatisfactrOnlseemshdesirable,h
: It;%it;.be-recalledtthat Stﬁdent'Depioyment deCiSions:incorporate

\

two qpestioénaire items, the grouping of students withinvthe teacherfs

'.classroomfahd ?he-school's]practice’regardiﬂg the grouping of students. . .
) N LT - " L - . - ‘ :.;l‘ L . ".:'.
It.pan be'seen,from Table XVIII that E signifitantlassoc1ation exists

Hbetween the present level of 1nvolVement in these dec1sions and not only

' Rapport with the Pr1nc1pal but also Career. jmt1sfaction (Hybotheses 1

{

and 2). . Of beginnlng teachers low on involvement in this dec151on area,
7"5thoée who are high-on Rapport are significantly mTre satisfied with
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teaching as alcareer than ‘those.who are low on:Rapport (Hypothesis'B).

However, this does not obtain for those who are highly:involved in this

‘decision area - for them, the level of Rapport makes no significant

difference (Hypothesis 4). !
" The finding under Hypothesis 6 shows that those“beginning teachers
. T ]
who are satisfied with their actual involwement in Studert Deployment

-

L . LT , r, ., o 2
decisions are, in fact, ‘highly involved in .those-decisions, while ‘the-

)
LY

.Hypothesis 8 tlnding indicates,that the feelings of Professional Sat-"
: isfact;on which resnlt‘from thls.inVOIVemené"contribnte éignifleantly
to Career Satisfaetion.' - | |

| " . The® flndlng for Hypothe31s 9. 2@%5 therefore somewhat repet1t1ve
in the ‘case of thls factor: the f1nd1ng of no- signlflcance here - shows
that’ the Career Satlsfactlon of these teachers is fot significantly '
‘associated'with Rapp0rt. It.is their Professional SatlsfactiOn rather:
than their Rapport‘which.eontribntes to Career'Satr;faction'in'this |
decision'area: - | o

There 1s a narked change, however, when the professionally |

| dlSSatleled group is d1v1ded on, the b331s of Rapport (Hypothesis 9. 3)

In thls case, " those beginnlng teachers hlgh on Rapport are 31gnificantlyif'
';more satlsfled with thelr career of teachlng than ‘those who are low on‘g;
AlR5pp0rt. | | | ’

(7)‘ It was found that alnost no beginning teaehers wanted 1essvinvolve-.
ment in any declsion area.l Though considerable satisfaction was~-
_ expressed in relation to.present levels of decision making involve—'f

1 ment, there also remained a considerable degree of profeseional '
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dissatisfactdon assoeiated with lack of beginning'teacher lnvolve-
‘ment in»deeisions affectiné’their work and work,environmentl This
finding.isvpresented in bar chart form in Appendix C. If, therefore,
othe Professional"Satisfaction ofwBeginning'teachers merits the

attention of educational administrators, there is "room for improve-

ment" in the decision making dimensien. - =~ o

.- An active policy directed at the involvement-otlbeginning .
teachers in the whole ranée ofddeelsion areas not onlv promotes
'Professlonal Satisfaction, but perhaps more-importantly,‘mav
treate condltions which.foster higher.levels.of Raooort with‘thg
Principal. | ‘

XVIII SUMMARY bF CHAPTER Y

" In this Chapter- detalls of the composition of the. sample of 213

. . ' . !
beginning‘teachers are Shown (Table”II). Prlncipals _and beginning
teachers perqeptlons of the real dec1310n mak1ng involvement and Super~5
:v131on-exper1ence of the teachers surveyed are then compared (Section III).
e lThe data prov1ded by the beglnnlng teachers were subJected to
gdfactor,analysls. The results are tabled in’ Section IV snd the factors
are established; named, and*lnterorete& : Tableon summarizes~the tenm‘za-

1 factors included in subsequent analyses Inter;faeto;igorrelétions;j:"

o are also reported (Table VII) ‘ h ‘:‘:,v;d e :; -:'i :},nyutf
A brief discu331on follows on‘two‘of the 1tems eliminated in’

- the factor-analy51s These items ellcited relatlvely numerous comments

: .from questlonnalre respondents (Section V) '? s ':~}if]
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' . ' , - S e ‘
. Satisfaction, irrespective of the degree of decision making involvemeént),
. . £ v . i . . ) .

“itfems (Sections XI and XVI).
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D )

The findings related to the hypothese§ which are concernéd with

the degree of beginning teacher decision making involvement and satisfac-

§

"tion with decision making involvement are reported and -discussed in turn.

Interspersed with these seven Sections of this Chapter are a report-on

AN ,\\

N,

Hypdthesis 5 (which deals with Rapport with: the Principal and Career
and two descriptive 'sections related to the sigiificant findings re-
sulting from nonparamétric'chi square tests making use of'nominal_data

The Chapter concludes with a susmary table of the significant
findings associated with phe'decision making-hypotheSes{':Indluded'here
is a statement of the conclusions drawn by the researcher in.réspgct

of the decision making dimension of Professional Satﬁggaction; U
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hare established by‘faCtor analysis and explained.

CHAPTER VI

ANAIYSIS OF THE DATA: UPERVISION CATECORIES
.

1. INTRODUCTION

In the first four sections of Chapter V, the compositionlof<{he
. v ] \ . . , -_7

sample of le bEginning.teachers is tabled, principals' and beginning

teachersf'perceptions of the latter's supervision experience are briefly

~ discussed, and the supervision categories used in the following analyses

.-

This Chapter follows ‘the pattern set in Chapter V. ,A section of

the. Chapter is devoted to each of the hypotheses which relate to the su-

'+ pervision experience of beginningiteachers (Hypotheses 10 - 17).. Find-vA

, are alsotstated‘in Section XlI.

. ings are briefly discussed, with appropriate references to. comments 'made

iy .
)

y o ' ’ i o ’ J’f:ﬂ L, S - - . . o
by questionnaire respondents. Two sections report the significant

-findings of nonparametric chi’ square tests which make use of nominal-

© data items-(Sections VI and Xi). A’summary of two -sets of chi .square

test findlngs is included in Sectlon XI
}ﬁ‘ - Section XII then summarizes ‘the srgnificant findings associated
w1th the hypotheses Whlch concern the five superv1sion categories.A:'

The broad conclu31ons drawn by ‘the researcher as. a result of the findings

-

II. 'HQPOTHESIS 10 (SUPERVISION FREQUENCY RAP?ORT) FINDINGS

HYPothesis 10 states In each of a number of supervision categor—”“,
» . ,

. 1es, there is no’ 51gnif1cant difference between the means of the Rapport

with the Pr1ncipa1 scores of those beginning teachers who are relatively
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low on frequency of supervisioﬁ“expcrience and those who are relatively

Y

e

high on frequency of supervision experience.

\.Beginning teachérs are'diéidEd intoltwo groups, thoeeﬂlow on

.supervision experience and those high on supervision&experience, in

the same manner as\thetlou and'high-decision making involvement'groups,are
_established (Chapter v, Section‘Vl). it so happenssthat the neanv S
responee of the 213 questionnaire respondents proyides the eame'dividing'
‘point except in the Case'of Factor 7t' Here the mean score is'l}$2

(Table Vl). Had this mean been l.49,_then it.would be.true to say'
:.that the low groupkalways consists of:those‘respondents who scdre_
below the.mean; and the high.group of those who score above the nean.

'The decision not to use_the actual mean in the‘caee of‘Factor 7 wae'nade: .
_in the interests of'numericallyAhalanced&groups{ as 42 respondents scored ‘
1.50 on'this factor. |

_Table XIX presents the findlngs related to Hypothesis 10 The .~

| »null hypotheSis is reJected w1th confidence in the case of all five -
superv131on categorles. In addition, the mean Rapport with the ‘ ;

Principal score of the h1gh superv131on experlence group is higher than
the mean Rapport score of the low superv1sion experienCe group in all '
éupervislonrcategpriesn l | | ‘ |
Diseussion : E . R
In terms of Rapport with the- Principal it is. clear trom these-V
.findings that there is, generally speaking, a very significant difference e

between those beginning teachers who ‘had’ relatively frequent supervision i

experience and those who received relatively infrequent supervision.;i
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_ TABLE WIX
~ =
| BEGINNING TEACHERS WHO ARE LOW ON SUPERVISION FXPERIFNCE-
- COMPARED WITH THOSE HIGH ON SUPERVISION EXPERIENCE. IN
TERMS OF THEIR RAPPORT WITH THE PRINCIPAL
FACTOR ~ Homogenel ty t  TEST o
e of Variance o ‘ REJECT
T | | | o I
(SUPERVISION) | - x%° Prob. & ™% . 't - Prob. ;
FACE-TO-FACE . | 13.41 | <0,001.| 10 | 5.16 | <0.000L | vesd
DISCUSSION -~ - | 103 1
FORMAL CLASSROOM | = 0,57 | 0.45 97 | 2.27 | <0.025 Yes
VISITATIONS o o 118 : z
+ PROMOTION OF 15.22 | <o0.001 || 9 | 8.29 |.<0,000L | Yesa
- PROFESSIONAL o i T I
DEVELOBMENT L S P R -
ey ) L - . )
. . - | | RN
. COLLEGIAL . - | ~0:67. [ 0.41 lgi 2.48 | <0.014 Yes
PROFESSIONALIZATION|- - 1 . Y R
; . ]
, 10 » _
~ DEVELOPMENT OF | 14,65 | <g.q01 144 4361 <0.0001 || Yesa
TEACHING COMPETENCE| | S BT . .
BY. EXAMPLE
*'n1‘¥fthe low gr@uﬁf anpra‘p.'126

i._\ - my = the high group -

The, £ean Rapport w1th Ehe Prlncipal score
of the high group -is greater than that: of
‘the low group in all flve factors



: - 189
> .

The former group enjoyed signlflcantly greater feelings of Rapport

: ' J
than the latter, and thlS obtalns whatever supervision category is

considered. ' ' ' Y N
\ : o= ;

-

. III. HYPOTHESIS 11 (SUPERVISION FRF()UFNCY CAREER
] SATISFACTION) :  FINDINGS, .~ \

N ’ “ \
Hypothesis 11 states: In each of a number of supervision cat-
egories; there is no significant difference,between.the means. of the
. .
Career Satisfactidn scores of those beglnnlng teachers who are.relatlvely -

low7on frequency of superv1sron experlence and those who are relatlvely

r
hlgh on frequency of supervision experience.

The findings which reiate to vaothesis 11 are presented in *

Table XX.- The null hypothesis is rejected in four of thezfive super-
. ’ ® . .
vision categories. ‘In:sli_five categories, however,‘the mean Car®er
_ . - S o

Satisfaction score of those beginning teachers who‘are”reietive}y
high onAfreqUency ofbsupe&vision experience'is/grente; then'the'mean
Cereerhsetisfaction score of the iow enperience'éroup,
';Discussion'yj . o | S ‘, o ., -
_Table'XX revenls a.significant essoCiat;on between the'frequencv"
- ‘ot'snpervision eXperience and Career.Satisfaction.for-the beginning
' teechers surveyed 1n four‘of the five superv151on categories.b Moreover
the relatlonshlp is such that thqse beginning teachers wlio received
relat1Vely freqnent supervision_are-more satisfied with teachihg as a

career than those rece1v1ng relatlvely infrequent superv131on.

The exceptlon is supervis&on by Formal Classroom Vlsitations.

It is understandable, perhaps, that formally arranged visits to the :



BEGINNING TLACHERS WHO ARE LOW ON SUPERVISION EXPERIENCE
COMPARED WITH THOSE HIGH ON SUPERVISION EXPERIENCE IN
TERMS OF THLIR .CAREER SATISFACTION

-

(TABLE, XX

k3]

The mean Career Satlsfactlon s¢ore of the hlghnﬂ

group is numerically’ greater than that of the -
low group in all five factors ’

"{-/\€ '

Homogeneity iy -
FACTOR ~of Variance t TEST REJECT
. | N a Ho
(SUPERVISION). x? Prob. oy ot Prob.
nz .
6 .. %
FACE-TO-FACE 1.63 0.20 110° | 3,11 | <0.003 | Yes
DISCUSSION | .103 .
‘ _
< 7 N
FORMAL CLASSROOM | . 0,49 0:48 1197 | 0.86 | <o.1 C
VISITATIONS 116 0.390 No
8 .
PROMOTION OF | 1,39 | 0.26 || = 96 | 2.85{ <0.005 | Yes
PROFESSIONAL - : 17 | . .
DEVELOPMENT o -
9 : R _
‘ COLLEGIAL 3.20 0.07 * || 92| 2.87 | <0.005 | Yes |
. 'PROFESSIONALLZATION| ‘ 121 L :
- 10 . §j
DEVELOPMENT OF 3.76 0.05 Il ‘144 |.2.07 | <0/040 Yes. |
TEACHING COMPETENCE|{ -~ = . 69 o
..BY EXAMPLE . of
S
* ny = the 1ow.grdup .
S n, = the high‘gro'up' -
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classroom by the beginéing teacher's primary supervisor are less likely
to be si$nificuntly associated with Career Satisfaction than other forms
of supervision. After ‘all, formal visitations from the beginning

teachers' point of view may emphasize the evaluative aspects of the

D
teacher and his work (supra p.
0 .

139), whereas the other categories

emphasize the ﬁelpihg aspects of supervision.

Newvertheless, the mean Career Satisfaction score of thoselwho
expericnce more formal visitations is greater, but nét éignificantly-
so, than the mean Carcer Satisfaction séore_of those formally visited
1css'frequpntly. The importance of this fact is reinforced by the sub-

form of supervisdion among

stantial®demand for more experlence of this

the beginning teachers surveyed. This is shown in Appendix C, Figure
_ 1

3, and is thercfore not Yepeated here. ;

/

There ar> also the comments made by questionnaire respondents 4
which relate te Factor 7. One respondent.states that there is "no need"

for the principal to visit the classroom to evaluate~teachiﬁg competence,

and another reports better (and misléading) behavior by the class while
the teacher is being formally evaluated. However, most of the comments

made have to do with a felt lack of expeﬂienee of Ehis supervision
B B : o - S

+

mcategory. .
Table XX, therefore, reveals signifidant and ortant trends’

which associate levels of Career Satisfacdtion’with the ffequehcy with .

[

which the five' forms of supervision are.experienced_by the beginning

A

_teachers of the sample.
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)

V. UYPOTHESIS 12 (1.OW SUPERVISION FREQUENCY AND RAPPORT:
CAREER SATISFACTION): FINDINGS

Hybochesis 12 states: Of beginning tcachers who are'relaﬁiVely
léw on {requency of supervision expcricnce‘in each of %,numbe; of super-
vision Caﬁegories, there is no significant difference between the
means of the Cureef‘Satisfactibn-scorgs of tﬁosé who are low on Rapport
with the Princip;l and th9se who are high on Rapportvwith the Hrfncibali
{ w It will be fecalled that the mean Rapport with fheAPrinéipal score
of the 213 beginning teachers, surveyéd‘dividésjbeginninglteacheré into
two groups thrbugho&g the study. ' The low group allihaveia Raéport
score ﬁelow the mean, while.the high group all .score ébove‘the mean.
. Table XXI presents the indings'rélated to Hypothesis 12. The"n31;1
hypothesis is rejected ﬁ\igl sﬁpervision categories‘except'subervisioh
by Eace—to—FaEé Dichssid@} In all categories, however, ;he mean Caregrf
Satisfactioﬁ score of the high Rapport'grégp'ié greatef than the'mean’
_ CareerTSatisfaction score of the low Rapport group.
Discussion .
A strong associatidn'betweeh the frequency of supefvision'ex—
perience and Rapport with the Prihcipal waslshown‘iﬁ'Table,Xlk.(Hy—
pothesis lO)l Table XXI_shéwsltﬁét amonéjdll.those'beginning ﬁeéche;sv

who are. low on supervision experieﬁée, Rapport is éssociated significantly

’ $

. with Career Satisfaction in all supervision; categories except super-—
vision by Facé;to-Facé Discussion. .- Again the association is such that -

those having high‘RgppOrt-afeialsb significantly more satisfied with

teaching as-a carﬁér than tﬁose low on Rapport.
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TABLE XXI
 BEGINNING TEACHERS LOW ON SUPERVISION EXPERIENCE: - THOSE
LOW ON RAPBORT WITH THE PRINCIPAL COMPARED WITH THOSE
~ HICH 0 PPORT WITH THE PRINCIPAL IN TERMS OF THEIR
CAREER SATISFACTION - m;¢g;*
 FACT "Omsge?eity -t TEST . :
— ~of ariance : . REJECT
. Ho
(SUPERVISION) | x2 Prob. n* t . Prob.
. “2 . (_5\&"
6 R
ACE~TO-FACE 1.58 0.21 || $9 | 1.38 | <0.171 No
‘DISCUSSION 51 |a
3
7 f
FORMAL CLASSROOM 0.79 0.37 45 1 9.00 | <0.049 Yes
~ VISITATIONS : : 52 »
8 N
PROMOTION OF 0.02 0.89 || 61 | 2.56 | <0.013 Yes
PROFESSIONAL . : 35 '
DEVELOPMENT. _
9 *. - . 8 _
PROFESSIONALIZATION| = P :
10 o | o -
DEVELOPI".E‘NT‘OI;‘ . ..1.08’ . ‘0.30 ‘ ;i 1.98 | <‘O'.,050 . YesA
TEACHING GOMPETENCE| ‘ ' <: .
'BY EXAMPLE' NS

*

Ny

the low group
the high group

The mean Career Satisfactlon score of the hlgh
_ 8roup is ‘numerically greater than that of the

“low group in- all f1ve factors: °
} ) . . <.

-

i
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Tperé is npthiﬁg in-the data to suggest why the Face—to—Facej
Discussion factor does not fit.the overall pattern revealéd in -Table |
XXI. It appears'that, if chance_a?q informal meetings between principal-
and bcéinning'tpathet afe occurring rqutively inﬁrquently anyway,
then, when they'do occur, feelings of RappOrt'qre.not sigpificahtly as-
sociated with the feelings wpich the teacher has abcut his teaching
career.. In éuch circunstances, perhapé‘Rapport is given too little
opportpnity-to grow.»lAmong.beginning teachers whp find infprmal
tohtabts occurring rel tively‘frequgntly,.however, kapport was éigé.
nificdntly assqciated:with Céteer Satigfactiqn,tés:the fpllowihg
section shows.

Because those:Who'are.lop on experience of Facé;tofface Dis-
| qussion.wepé significantiy 1es$ égtisfiediwifﬂ:tgaébiﬁg as a catéer‘;
tTable XX), the pOssipility‘temainsvthat fréduéncy bf.bccutrence of
,'tﬁis.fagtor is, per-ée,‘the impottaqt élEment in Career Satiéfgctipﬂ
és fér as the low experiencc grqup'is éoﬁcernedJ It isnnotewérﬂhy_that
thérgfare ngt 6nlykteacﬁer réspdndents putVa.numbéf'of-pripcipals'alsp

,who highly‘commeﬁd "informal# modes insuperviSion.l

V. HYPOTHESIS 13 (HIGH SUPERVISION FREOUENCY AND RAPPORT
CAREER SATISFACTION) FINDINGS » ‘ o e

:HypOthesis‘l3'states:. Of(beginning‘teachétg wﬁO'argppelatively'>
high on frequepcyiof supérpisidn éxperieﬂcé;:in'eath_df:éinumbet'oﬁ sdpet—p"
pisipn categprieé; thére‘ié'no.significant ditfétéhce bétween‘tpelmeans”,'
- Aof the Career Satlsfactlon écores pf those who are low on Rapport wlth .

RN

the Pr1ncipa1 and those who are hlgh on Rapport w1th the Prlncipal

R

. ' e S . - . -
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The flndxngs relattd to Hypothe81s 13 are shown in Table XXII.

‘lhe null hypothe51s is reJected w1th confldence in all categories ex-
cept supchLSLOn by the Promotion of Professional.DevelOpment. In‘all
five supervision categoriés,'moreover,'the mean Career Satisfaction scorel
ofithefhigh Rapport&gronp ia greater than ghat of the low Rapport.group.
Qigcnssion ) ! ‘

The general pattern of. 51on1f1cant association between Rapport and
tarecr Satisfaction is agaln appaient in Table XXII A“Sng those
‘.bhglnnlng teachers who expcrience superv1s1on relatlvely frequently,
those who are also high on Rapport‘are more satisfied'with teaching
as a career'than'those low on-Rapport The one exceptlonal category
lS supervision which is dlrected towards the longer term profe581onal
growth of the: teachers surveyed (Factor 8) ' ."=;' . o

It appears then, that while those beginning teachers who are

Vhigh on’ Factor 8 are 31gn1ficant1y more satisfied than those who are
-low on this factor in terms of- Career Satisfactiqn (Table XX), their
feelings of Rapport were mot a s1gn1f1cant influence in this respect;

- This suggests the possibilitg that relatively frequent experience of
Promotlon of Professlonal Development was, of itself an important
‘element in beginning teacher Career Satlsfaction. In’the case-of the
lother four superViSion categories, Rapport appears as an intervening

- variable for those beginning teachers who Were hlgh on actual super—” y

vision experience.(
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TABLE XXII.

'BEGINNING TEACHERS HIGH ON SUPERVISION EXPERTENCE: THOSE
- LOW ON RAPPORT WITH THE PRINCIPAL COMPARED WITH THOSE .  ° ®
X HIGH ON RAPPORT WITH THE PRINCIPAL IN TERMS OF THEIR - '
"CAREER SATISFACTION

. - Homogeneity t | TE.ST " .
FACTOR . {  of Variance ’ ' - ' REJECT {-
(SUPERVISION) X2 prob. n, St Prob.
. H— — ’
6 - ,
FACE-TO-FACE 0 5.08 | 0,020 726 1 3,17 | <0.003 | Yes
DISCUSSION - S A ‘ L
7 ’ L
FORMAL CLASSROOM |- 2.17 [ 0.14 ~ |/%0 | 3,20 | <0.002 | ves. -
VISITATIONS - o e ' ‘
[ S . ’ ’c . ’ . . ) o
8 . a A 1 | R I T
PROMOTION OF | g 15 0.70 || 24 | 1.24] <0.218 | o
PROFESSIONAL | o o - 93 R ~ :
DEVELOPMENT- ‘
_ 9 . _ 1 o I I SRR i )
_ COLLEGIAL. 3.68 1.0.06. | 7g - | 265} <9.010 e
PROFESSIONALIZATION o B o
10-n, : N I '.'j-,' SR R
DEVELOPMENT OF . 4,63 | 0.03 12 {~»3.63jjf5q,001f, Yes
TEACHING COMPETENCE}" . | IR A I '
. -BY EXAMPLE o ‘
./
| . *rn:the low group o
R =»th'e_'hi&h group;“_
lhe mean - (,areer Satlsfac‘tlon score of the hlgh _
group ‘is numerlcally greater than that of the
" low group in all flve factors : ' _
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-VI, SICNIPICANl IINDINCS RLLAThB TO SUPERVISION CATFPORIES
CHI SQUARL TPST RESULTS %

This sectipn describes the significant findings which result from
> b

testing nominal data items against the five supervision experieénce

factors. Nonparametric chi square tests were applied. The results

are tabled in Appendix‘Ht

With rcgard'to Formal Classroom Visitations a significant difference
cxists betwveen the mean frcquency score of those beginning teachers‘.
'superVLsed under ptlnclpdls who have been a princlpal for five years
Jor ]css and those whose prlnclpals have hcld a pr1nc1palship for more

. than five years. . In 66/ of schools w1th prlncipals who have spent five.

A

'<years or less as a pr1nc1pal, teachers experlence a relatlvely high

frequency of classroom v131tat10ns, whereas 39/ of schools w1th princ1palS’f

N

Awho have spent more than flve years as a prlnclpal are re}atlvely high

.on this factor (Appendlx Hl) Broadly-slmllar'dlfferencespare apparent

between principals who.have been'principal'of‘the'same school for five

-Ayears or less and those who have been pr1ncipal of thelr present school
’for more than flve years ' In thls test however, the level of probabllltyf,f

”‘1s 0. 086, and the f1nd1ngL are therefore not. 1ncluded in Appendix H.

L1

Two nomlnal data items. were found to be assoc1ated significantly
fwlth the Colleglal Profe351onallzatlon factor Flrstly, 49/ of first-.
year teachers compared w1th 66A of second-year teachers report a high o

’ frequency of occurrence in thlS factor (Appendix H6) However, whether

these flgures reflect a p0351b1e change on the part of some teachers

';(e,g they may be less defen31ve in the second year), or a. change on

[

the part of colleagues (e g they may be more acceptlng in the case Of

Lk
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second-year teachers), or both, cannot be éstablished;frbm the: available

data.- On the one hand, commcnts bv questionnaire respondents deprecate

«
L3

staff attltudc to sta[f meet1ngs, to establ1sh1ng educatlonal goals,

to cenchlng; and to acceptance of responsibility for non-tehching
' .~

dutics and committee work. On the other hand, as many, if .not more,

'commonts'npplaud the help which more experienced teachers give the begin-

ning teachers of the sample

-~

‘ lhe second Ltem w11cm,1s assoclated slgnlflcnntly wlth the frcquency

of superVleon by tolleglal Professlonallzatlon lS the Orade level of

the beglnnlng teacher s classesu_ Thus 667 of the teachersﬁof Flementary
gr ades repoxt a hlgh freouency of suerVleon En thls factor, compared

to 55% of Junior High School beg1nning teacher and 32% pf Senior

1 . '

"ngh School beblnnlng teachers (Appendlx H3) If 1ncreasing subJect— :
~area spnclallzatlon tends to isolate ‘one more from one EE colleagues

on staff, this may partly,explain these différénces.

Three vlgnlflcant flndlngs were made w1th respect to the Development :

‘,'of TCaChlng Competence by Examplef Flrstly, the number of years: the .

;prlnClpal has been a pflnClpal is a signlflcantly associated 1tem. 48% -

A}

'Aof beglnnlng teachers in schools where the’ prlnclpal has spent five
' Iyears or less as a prlnc1pal hane relatlvely frequent experlence of
.thls form of supernlslon vwhereas 249 of beglnnlng teachers in schools
»where the pr1nc1pa1 has had more than five Vears -experlenCe;ns é brinsft?f

"'c1pa1 are hlgh on this factor (Appendlx H4)

"s\'“
o

'---. Secondly, the number of years the princ1pal has been prlncipal

W

v-of the same sehool ig assoc1ated w1th the frequencv w1th which the be—""

*
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[

ginning teachers surveyed experjence Development of Téaching Cémpctcnccu
é} Example (Appendix HS)' The relationships are gimilar to those re-
; . | p _ 4
ported in Appendix H&'
The third finding has to do with béginning teacher expectations

for five yearsAfrom'now. Thus 387 of those beginning-teachers vho"-

expect to be classroom teachers in five years' time report relatively -

! _ : . ' ‘ , :
high cxperience of the development of their teaching competence by

example. Of beginning teaChers,who exbect_not to be.in the classroom
©in five years' time, 15% are relatively high on experience of this form

of_supervision.‘ dne third of‘the fundccided”fgroupvare high en rhis.
factor (AnpendinHG); - g
-‘Ir:is northxreeallinglthat the ﬁevelopnent of'Teaching

;Competence by Example was, genera]ly, an 1nfrequently used category of g

'supervision (Table VI, supra p. 141) It is also worth noting that the
"beginning reachers»nhoAreport_relatively high experience on this_faetqr
make up,less than ‘one third of the total. sample (Appendik;ﬁé).

\

VIT.: HYPOTHESIS 14 (PROPESSIOVAL.SAFISFACTION ‘ACTUALl'
' SUPERV{SION rfEQUFVCY) FINDINGS _,iA’ |
HYPOChesls 14 states: In eachzof:a nunbérnpflsuperﬁieibn'ceteéo4[
fieskrnp Signifieant'differences exist émdhg; he:meanetéf:#nefffgdqeﬁéy f'
ef:;npervisibn{ecbres:éf’Béginnihg‘téa?EEré éiﬂésifiedfﬁy'Cﬁeit-biefefred-
: f;eduency ef”snbchiSidn experieuee.-f:i ';:“;;‘1 3". TR S
| The nurgeqe of Hypotﬁesis 14 is to discover whether those inr;:’

S ‘ e
beginniﬁg teachers who find their present frequency of supervisionlz

"about right are more . frequently or’ less frequently supervised thanf“

i . - H e
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—k

the dissatisfied group of teachers. Theoretically, dissatisfaction
may reflect too much or too little supervision experience. In.this

study, however, there are too few respondents who prefer less frequent

4

supervision to enable a "Prefer Less" group to be tredied by statistical
analysis: 3 respdndenté in_FaCtorvﬁ wani Iesé frequent Subefvisiou{
'A_id Fddtor 7, 2 in Factor é,.16 iu Factor 9,7dud I'in‘Factor;lO. vOf
these, 2I iesPOnsés (iﬁclUdiug 14 iu Faétor'ﬁ) qualify’as "Satisfiéd"
:1n th s ‘study, since "Satisfied" is arbitrarily defined as being not

more than'33%£ dissatisfied in the supervision category; As umptions

and the method of'establishing satisfied and dissatisfied grqups are

ag

.

explained in Appendi#fc.
Iuvfdct, thefquré, HyﬁdtheScs IA, L5 aud I6 ddmuareldnlf‘those
. ' : . - :
heginuiug teachers wha find theiv prdsent frequency of subervisiod about
right‘with thosc who prefer mbrc ffequenf supervisiud. |
th rindlnos 1cldtiug to the pxosgut hypotheqis‘(Hypothe51s 4. 2) R
afe prpsented in Table XXIII The null hypothe51s is reJected with
Z.Lonsiderablc Confidence in three superVi3ion catggories..uIt.lg.acceptedv .
"iulthe twovcategdrics, fdrmal ClaSsroom.ViSiCatiousdand.ﬁguéloﬁhént-/ L i\:

“of Feachin" Comﬁetencu by hxample In addition, those beginning teachers

: : : EN ;
,J}who find thClr prosent frequency of supervi31on abou[ right also actually

Ty g

g . : , , T
exporitnce four categories of superVision more frequ ntly thaﬁ ﬁhose
fwho*want morc,frequent supervision. In the case of Pacto: 10 h.'
e . PR S
o meén(éctual ckpérignce corc of the thisfiod ﬂroup is sbightly lowcr ok

'.thdn that of the dissaqufiod group.

7. . R . et

'.“II .:'/



TABLE XXIII

BEGINNING TEACHERS WHO ARE SATISFIED WITH THEIR |

 SUPERVISION EXPERIENCE COMPARED WITH THOSE, WHO

WANT MORE SUPERVISTON EXPERIENCE IN TERMS OF .
THEIR PRESENT FREQUENCY OF SUPERVISION EXPERIENCE

201

FACTOR Homogenel ty "t TEST o
e e of Variance . . REJECT
(SATISFACFION WITH _ I ) I Ho )
" SUPERVISTON) X2 - oprob. I Mm* £t Prob. E
. . n, : i
6
. FACE-TO-FACE 0.57. | 0.45 163 | 3.62 | '<0.0004 | Yes
_'DISCUSSION | | 46 Yes,
-
7 - )
FORMAL CLASSROOM | 1.17 | 0.28 113 | 1,42 | <0.160 No
VISITATIONS - : : 93 ° ' o
PROMOTION OF 0.13. | o072 |15 |s5.77 | <o.0001 | ves
PROFESSTONAL : - - 35 B _
DEVELOPMENT .
o 9:. : o C : IR } )
COLLEGIAL - | 1.60 0.21 130 5,89 | <0.0001 Yes
PROFESSTONALIZATION| ST s L S
1w | | . 3
DEVELOPMENT OF | 1.11 | 0,29 | 93 . |0.007| <0.972 | o
TEACHING COMPETENCE|. - oot o
BY EXAMPLE '
: *vn{ = the Satisfied' group
._né,= the 'Want More group

' “The mean frequency of superv1sion experience score of the Satisfied -

..group is greater than that of Want Moré group in’ Factors 6, 8 and 9.

In Factor: 7, the X frequency of superv151on scorcs of the two group37~”

~ . are-'1l. 564 and 1. 464 reSpectivély‘ ‘ S
“In Tactor 10,. the X frequency of superv151on scores of the two gr0ups:”d
are 1.236, and l 239 respectlvely : - ' L
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ﬁiscussion |
'Iﬁ‘order to clarify the importance of the above findings to this
research projeet; some_recépitulation is-desirable.

It will be recalled that, theoretically, Professional Satisfac-
: ! ' , : S -
tion in the supervision dimension results from gratification.of the need =

“of or want\for'independenCe.from undesired supervision. Professionally.

P

dissatisfied persons may feel dissatisfied beeeose they experience too

much supervision, too close supervision, too impersonal supervision, too

harsh' supérvision, supervision by unqualified persons, and so on. Opeéra-

\ o . . R : ) o S
tionalized for the purposes of investigating the Professional Satisfaction
—‘ofibeginﬁing téachers, Professiodal Satisfaction in ‘this study is

measured in terns of the frequency of‘beginnidg teacher supervision
experience (Figure 4; 5upra p,_96). The implication is that professionally
' satisfied teachers and professionally dissatisfied teacheus are measurably
different . in terms ofltheir actual s perv1s10n experience. Spec1f1cally,
the need‘of or want for 1ndepeoden e from unde31red supervislon is "
demonstrated by tﬁose teacherstwho express:dissatisfaetion because they'

wahttiesS frequént sqpervisiop. .
S "f'..I't ?"as.. shown above ‘that 26 factof ’fe._s'Po-n'?es"‘(oot of alp.osfsib'le
1065) domprisgd the fotal expredsion of need or want for independence -
‘f'r_'Om" undesﬁea 'S‘UPGfVi'SiQ“j on the part.of the ?l3'-"QU¢Stiodoa_ire f?seon‘.i S
vdeﬁtéj?r§Viaing thé'bresght\resea£°hfaat;?,1Ini3dai?i¢ﬁ,-oniy-5:of:thesefq
-fesP°ﬁ$es We?é-éiéééed AS}EXﬁressions ofiprofeSSiodai7dissatisﬁactiqn;  d,‘i

Col o . | T AR -
‘since, in the other 21 eases; respondents were‘not.morefthanv33§é . l:‘

"dissatisfied ih'an& factor.‘ In other words, Professional Satlsfaction,
: o
(i e, the feeling of satié?action which results from gratification of

R
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_the need of or want for independence from undesired supervision; and
wnichéfinds expression as-a preferencebforvless frequent supervision
experience) is almost non-existent snong the neginning teacners surveyed.

A weakness has thus been revealed in the research project;‘sinee,
by definition,.tnose75upervisory practices which might be deSired ny |
respondents are precluded from the data analysis;- In other wdrdsf the
"research prOJeet“has proceede&”as if all superv1sion categorles are
: &%

. Qndesired forms of superv151on: professionally satisfled respondents are
deemed tQ‘Be tnqse beginning teachers eXpressing satisfaction with a,
frequency ot supervisinn experience’which is‘necessarily reletively 16w
since it'has_to reflect indepenAence‘rrom undesired 3upervisien.

These eonsideretiens do not invalidate the coneeptualization'and
definition ofiProfessronal Satisfection.‘ For'exemple, had the question— ‘
vnaire esked respondents'tolindicate those‘supervisery praEtices which:

o A g o , o : 4 :
tney peréeivehtd be undesired, then-findings relating to the responses
to ‘those 'items cenld be“meaningfﬁlly in{erpretedzin terms efvProfessionél
atlgfactlon. ‘és this did not occnr.in the preSent'investigétidn,‘the
conceptuallzatlon and oneratlonallzation of. Profe551onal Satlsfaction
, peres to be methonlOglcalry 1napp11cable 1n4the snpervisron dlmenston
~.in this study. : ) | |

Conceptually, moreover, 1t is p0551b1e that, for beglnning )
teechefs at least;‘there.ls a saturatlon p01nt" level of frequency in
_respect of any superv1sery practlce beyond whjch 1ndependence from
.superv1sion becomes de51red. Until the saturation p01nt is reached

[~

the supervisory practlce is not undeSLred. .Therefore; 1f'the:sample of

‘

‘.beglnnlng teachers 5urveyed has not experienced superv151on frequently



enough for the saturation point to have been reached, under such
circqmstancék applying the notion of Professional Satisfaction to

further findings would be inappropriate.

i

On the other.hand, it may be that the teachers surveyed are, K

in fact, not au%onomy—minded, but submissive, dependent, and anxious

“

to experience all forms of supervision with relatively.high frequency.
At this stage in their,éareer, feelings of uncertainty or insecurity

associated with the first fear or so of teaching practice may outweigh
feefings of need or want for independence from supervision, especially
1f it is perceived as.supportive supervision. If this were so, then’

the concéptualization and operationalization of Professional Satisfacﬁionw
would become logically inapplicable to the findings &ince no heed of or

want for independence from supervision would exist among respondents.

v

In sum, therefore, the findings reported neither validate the
conceptualization of Professional Satisfaction as operationalized for . .

- this study in_the'supervisiop dimension, nor disconfirm the possibiiity
' o ) . _ J v

of its existence as an eiément of, but distinct from, Gdreer Satis-—
faction. - . _ ‘ ' ‘ e

It is emphasized thét,the methodologicai prqﬂ}ems-encounﬁeréd'.
in this study in no way invalidate the findings pertaining to. begin- :

ﬂ'ning‘teacher superyisiOn‘experiénqe{ Clearly it;ig‘not‘appropriate,tp A
. interpret further findings in terms ofvPrbfeSSional Satisfaction, but’

equally tléa:ly; they can be meapingfully,interbreted:in.terms of the’
satisfaction which,the beginning teachers survéyed express with the?

- A

PN .'., oo ‘;“ . ) - N .;‘ . oL :
frequency of their supervisiqn experience.. The remaining Tables of
findings are, -therefore, interpreted in this light.

»
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fs shown in Table XXIII, Face-to-Tace Discussion, Promotion of

Professional Development and Collegial Professionalization are super-

vision categories in which a significant difference exists between

é? satisfied and dissatisfied beginning teachers. But the evidence also

shows that the difference is such that those who a%c satisfied actually
ra l

» experience these three forms of supervision significangly more fre-

v

quently than their dissatisfied colleagues. In/bther words, although

Taa . C e . . . . » . N\ y . e .
2}=hthey are experiencing satisfaction, it is not Professional Satisfaction

.
A
o

as defined in this study.
In respect of Formal‘Cléssrobm Visitatioms and Development of
. Teaching Competence’ by Example-(Factoré 7 and 10), Table XXIII also
- \ N

shows that‘élassification of the sample of beginning teachers surveyed

on the basis of their preferred frequency of supervision experience

reveals® no significant differen en the Satisfied and Want More

R ‘
groups in terms of their present frequency of supervision experience.

The footnote,tbﬁthe'TaBle reports‘that,_in Factor 7; the,meanvfrequency
of sﬁpervisioQ-chre of the Sétisfied‘gfoup is soméwhat greater ﬁﬁén
that of the Want More group, butvph?t.in Factor 10, the mean‘ffequéncy
score of the Satisfied‘gfoup is sliéhtly léss than that of the Want-Morg‘
B group;, These findingsnot only'demonstrate‘thé pbssibility of a weék-
‘fness in the operatlonallzation of Profe551ona%i'ﬂ1’sfaction (as

discusscd earlier in thls)section) but pose an. {mmedlate problem for

the reseafch methodology.

N
\

. ' . ) 7. : A o, - .' . .
The problem-arises because the hypptheses yet to be tested . -

categofize.theﬁsample‘into Satisfied and Want More groups'on the basis

R - ! . R

¢ : - - v P N . ’ ‘_
.of their preferred frequency of supervision experience. But in Factors
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7 and 10, no significant difference between the two groups has been
_demonstrated. an suppose that a significant finding were_ﬁade.‘ No
meaning could be.attqcbed to it because, altbough it ie knbwn that the

two groups.being compared are not different. on preferred ffeduency of
su;ervision} it is not known‘on what varinble they are- to be.eategqrized
ae different. In preference‘to not teeting hypothesesibased on the
existence of a difference in the preferred frequency “of supervision, or
to testing the hypotheses and.reporting findings to which nn meaning ‘
ten be attached,‘éupplementary‘tests with.respect to FaetOrs 7 and IO
may be inéorporeted’into the overall teseareh design as the fbllowing
paragraphe explain. .

The decision to define "Saéftfied" teaeherbaas.not more than.
BB%Z-iissetisfied in?the fattqg being investigated‘was.an erbitréry
decision made by the researcher. The decisidn.was reached efter con-
sideration'of two points: first, it nas felt bhatlthe responses_pro;'.f
vided by the vast maJorlty of the beginning teachers surveyed would .
thereby be 1ncorporated in the data analysis and research findings, Lo
and second, 1t was felt that.it would be unreasonable to define as-
,"Dissatisfied" :espdndente who were only pqrtlyvdissatisgied intthet
faetprAundef”inVestigation: | | ) ”

-Nevertbelees,'the reSearcner oriéinally han'the optiOneéf’
‘making use, of only the reSponses of fully satisfied beginning teachers‘
and eompleteiy dlssetisf{ed beginning teachers.n These groups TOUId
comprlse those who séore "O" and "+12" respectinel; on the Satisfaction N
w'Scale-explained.innnppennix t,A‘E:epcising thie;option:at-this_stage pt

o S , - - T T ' S
the'data-anaiysis opened up-the possibility that resultant findings would "
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: . /
enable, Factors 7 and 10 to be meaningfully included in the testing of.

. the répaining hypotheses. Two supplementagy tests of hypothesis 14

were thekefore run, using only fu11y~satiéfied and completely dissatis-
fied respondents. N . T

The findings which relate to these two'snpplgmentary'tests are
‘presented below” (Table XXIV).; It is.nottworthy that n > 30 for all

~groups used 1in this analysis.

TABLE XXIV
FULLY SATISFIED BEGINNING TEACHERS COMPARED WITH -
COMPLETELY DISSATISFIED BEGINNING(TEACHERS IN TERMS
OF THEIR PRESENT FREQUENCY OF EXPERIENCE IN TWO
SUPERVISION CATEGORIES

‘ o Homogéneity._ o t'TEST' 3

FACTOR . ) of Variance S - REJECT

CSUPERVISION BY | x®  prob. | m* ¢  ‘Prob. |- Ho

' o . .' ’ L] .nz N . B

" FORMAL CLASSROOM | 2.27 | 0.13 |89 | -2.28 }<0.025. } " Yes
VISITATIONS | | -] 35 : 2 D

. DEVELOPMENT OF  TEACHING.-|19-00 | 0.00 } 38 | 1.03 }<0.306 } = To
COMPETENCE BY EXAMPLE B L ~ -

*
=]
n

" the fully Satisfied group

= the - completely dissatlsfled group (want more frequent supervislon)

=
=3
|

v

- 2’1In Factor 10, X mo= l 19 and nz =1.11

As shown 1n Table XXIV the null pypothe81s 1s rejected 1n '
Factor 7. In both factors,,however, the mean frequency of . supervis1on
A experlence score of the saticfled group is hlgher than that of the

dlssatlsfled group
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Accepting the findings presented in Table XXIII for Factors
b,‘8 and 9,‘nnd those presented in Table XXIV for Factors 7 end iQ,-it
thus becomes meaningful'to test the remaining hypotheses:using:all_five
superv151on categorles ﬁence it now remains td inVestigate the pos-—
31bility of significant associations between beginning teacher‘satis—
faction with supervision snd (1) Rapportlwith'the Principal, and )
(2) Career Satisfaction. For Factors 7 and 1df.the findings which;ere‘
reported refer to.the Fully Satisfiediand Completeiy bissatisfied
groups establlshed as diffeient in terms of their preferred freduency |
of superVision experience in Table‘XXIV. Although the difference 1s‘
siénificant_only'in the case of Factor-7, in the' case of Factor 10 the
mean freQuency of-subervision‘score.of the Fully Satisfied group-is

somewhat greater than that of the Completely Dissatlsfied group, as.

shown in the footnote to the Table Attentlon is drawn to these facts

i

each time results are tabled. o

{

VITI.  HYPOTHESIS 15 (SATISFACTION WITH SUPI‘RVISION
E RAPPORI‘) FINDINGS

prothe51s 15 states' In each of a number of Supervision
categories; no 51gn1f1cant difference exist among the means. of the
’-Ranport with the Princ1pal scores of beginning teachers classified by
»their pieferred frequency of supervnsion experience. A o

As explained 1n the prev1ous Section 1t is feasible to test
onl} Hypothesis 15, 2 i ey the only comparlson made is between the

satisfied group of beginning teachers and those who want more frequent

'supervision;
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Table XXV presents the findings‘relating to Hypothesis 15.2.
“ The null hypothesis is'rejected.in all supervision categories‘except'
- Factor 7,'Formai Classroom Visitations. In all factorg,.however;‘the
mean Rapport with the Principal score of the satisfied gfoup’is_higher
than the mean Rapport score of those beginning teachers who want'more"

frequent supervision.

DiSCussion.

| A significant association betWeeniRapport with the‘Principal
and'satisfaction withisuperv151on experience is demonstrated by the.
. Lfindings presented in Table XXV in respect of four of the five super-
vision categories. Wlth reference ti the outstanding factor, Factor 7,
Table XXV suggests that Rapport with the Principal is not significantly

assoclated with ‘the level of satisfaction experienced by the beginning o

' teachers surveyed. The finding of no significant difference here

.-reflects the fact that whereas the actual frequency with which begin-'f
‘ning teachers experience this" form of superv1sion is associated with
i-their feellngs of Rapport (Table XIX), the satisfaction deriving from p.m;
.tFormal Classroom Vis1tations is not.; This may be due to the evaluative

nature of this: factor, discussed earlier in this Chapter (Section III)'
° @ . . N / . 3

CIX. HYPOTHESIS 16 (SATISFACTION WITH SUPERVISION'
' CAREFR SATISFACTION) FINDINGS ’ .

o,

. Hypothesis 16 States In each of a number of supervision
categories, no signlficant differences exist among the means of the ‘
Career Satisfaction scores of beglnnlng teachers class1fied by their s,;

preferred frequency of Supervision experience..



TABLE XXV

BEGINNING TEACHERS WHO ARE SATISFIED WITH THEIR SUPERVISION
EXPERIENCE COMPARED WITH THOSE WHO WANT MORE SUPERVISION
EXPERIENCE IN. TERMS OF THEIR RAPPORT WITH THE PRINCIPAL

210

Homogenei ty ,:*l" | t  TEST

FACTOR » pf-VarIance

(SATISFACTION_wiTH T SN B R
. SUPERVISION) X2 prob. | M*  t . Prob.

REJECT

N 6 |
. FACE-TO-FACE - | 4.22 | 0.04 163, 2,93 | <0.004
DISCUSSION |- Sy .46 U I

Yes .

7 | |
FORMAL CLASSROOM | <0;01 { 0.98 || 89 | 141 | <o.162
VISITATIONS - | | . 35 [Tt

No.-

8

'PROMOTION OF. - | 12,61 | <0.001 134 179.69 |. <o0.0001 ‘|

PROFESSIONAL, R S 55
DEVELOPMENT S e I

 Yesd

9;

COLLEGIAL , | 13.01 | <0.001 130.' 4,25 | <0.0001 |

.PROFESSIONALIZATION ST R -

a

Yesd | .0

DEVELOPMENT OF - 8,53 '| 0.004 | 38 | 3,01 | <0.004 -
TEACHING - COMPETENCE SRR E R TN R R
BY EXAMPLE - | - | o p

Yes -

° 3*'n1.='éhe- Satisfied' group :Shpra{p45126v_;

the 'Want More group ;5'7
: : o :
lhe mean’ RApport w1th the Pr1nc1pal ‘score-’ of the Satlsfled

group is numerlcally greater than thgt of the Want More grOup‘g];.“

, 1n all flve factors Ll _‘p'-i PR T
L kK These flndlngs should be 1nterpretcd in. conJunctlon WLth thg
‘ dlSLUSSth in. Scctlon VII of thls Chapter and Table XXIV R

(supla p 206) : - -

~ ‘:

R N
A

:,ﬁl-:’ B B I Tt
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In Section VII it is explained why it is feasible to test only
Hypothesis 16'2. The one comparison made here is, in fact, between
those beginning teachersfwho find their present_frequenCy of supervision
.'experience about right and those.who prefer more,frequent.supervision,f

Table XXVI presents the'findings'relating'to Hypothesis 16.2.
The_null.hypothesis is rejetted in‘Factors 6, 8, and.ld,;and accepted"
in the other two Supervision categoriesr»'However,'the'mean Careerh
Esatisfaction.score of the satisfied-éroup.is higher than that of-;he‘
.dissatisfied‘group in all,factors ercept Factorj9;.Collegialn

Professionalization.

l‘.Discussion'

The findings presented in Table‘YXVI reveal that satisfa&tion :l
.‘with the frequency with which three supervision categories are
'..experienced by . the beginning teachers surveyed is 51gnificantly |
’;associated with' their Career Satisfact%on- The three supervision

N

'categories encompass Face-to—Face Discussion Promotion oﬁ Professional L

.Development and Development of Teaching Competence by Example., Although g

'-“it may/therefore be inferred that neglect of these three SuperVision ﬂ“
' categories by superv sory personnel is likely to be associated with lower ;

leVels of beglnnlng teacher Career Satisfaction,rthe influence df

Rapport w1th the Principal has yet to be assessed (Hypothesis 18 Section» E;r

Lo

On the other hand, the findings shown in. Table XXVI also reveal :~f;ii;

,‘no significant assocxation between Satisfaction with supervis1on -
L ' ‘ ) : U
experience and Career Satisfaction in two supervision categories...;n'

?.other words, beginning teacher satisfaotion with the frequency with whichbﬁ



TABLE XXVI

I/ BFGINWING TEACHERS WHO ARE SATISFIED NITH THEIR.
SUPERVISION EXPERIENCE COMPARED WITH THOSE WHO WANT MORE

~

[N

SUPERVISIOV EXPERIENCE IN TERMS OF THEIR CAQEER SATISFACTION

212 .

.l .
FACTOR Homogeneity t TEST Co
_— of Variance - . REJECT |
(SATISFACTION WITH : — — iH
SUPERVISION) - X2 prob. || ™* t . Prob.
‘ L : * n, "
e
6 | |
FACE-TO-FACE, 2007+ 6.3 | 163 |3 . : Yes
DISCUSSION. UL 83 | 3.24-| <0.002
Sy AN |
.:FORMAL CLASS-ROOM .0.003: . 0.96 89 0.49 1 <0.623 NO -
VISITATIQNS S R 35 | - L vz) C
v . »' N i r
_ PROMOTION OF 2,320 0,130 |l 154 | 2,04 { <0.043 | Yes
. PROFESSIONAL ' ss . T
- DEVELOPMENT .
. couseraL . | 2% 0.14 .1§g,h‘_9°31 | <c.422 | No
‘PROFESSIONALIZATION" ’ ' T
* i.‘ 10'**‘ o S Hf_~_ N ey
. DEVELOPMENT OF | 0-64 | 0.2 | 38 )2.17 4 <0.033 /) Yes
' TEACHING COMPETENCE| : -4 SRS
Sk my ='the Satisfied' group” -
Mz s = the '#ant More' group
“The Medn Czt'er Satlsfactlon score of the Satlsfled group iS Jf]lF R

. numerlcally greater than that of the Want More group 1n all‘ ff;'."J
4: factors excegt Factor 9 C e , ‘ -

** These flndlngs should be 1nterpreted in. conJunctlon w1th the

* ‘discussion. in. Sectlon VII of thls Chapter and Table XXIV

(supra p, 206)
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they are supervised by Tormal Classroom V151tations and by Collegial
Professionalization is not 51gnificantly associated with feelings of
satisfaction with teaching as a career, at least for the sample of
teachers*inciuded in this,study. This 1s not to be‘interpreted to mean
.that beginning teachers do not’ need or uant more experience of the two

'forms of supervision. The bar chart diagrams included in Appendix C

*

belie such a notion.

. Nor are these two’findings of no significantvdifference_to be
interpreted'to mean that satisfaction in respect of Factors j and 9vis
.unimportant.h The importance of'satisfaction‘here;isfsubject'to value— :i:
’ judgments about the desirabiiity‘Qf;ﬁratifying the need_of or.want forA
’Jmore supervision asdeXpressed'by the;beginning teachervrespondents,.

| []. - : :"_'. | o - : {If | .;

"'X. HYPOTHESIS 17 (SATISFACTION WITH SUPERVISION

AND'RAPPORT: CAREER_SATISFACTION)i; FINDINGS 5

s -

HypotheSis:l7'states: In.eachvofna'number of-supervisiOnl b’
-categories,'no Signiflcant differences eXist among the means of the

‘Career Satisfaction scores of beginning teachers cla531fied both by.

their preferred frequency of superv131on experience and by their feelings

s

_of Rapport with thc Princ1pal.

. In Sectlon VII, lt is- explained that too few beginning teachers ,f

‘;;?«‘;

express a preference for less’ frequent Supervi31on experience to Justify

}itheir inclusion in the ana1y31s of the data. Hence only Hypotheses»bw: ;tgffp

17.2 and 17, 3 ‘are ‘tested, ;fi"j(, j_.f,f' |

Hypothesis 17 2 concerns only satisfied beginning teachers in

' g; each supervision category. 'These teachers are divided into a\low group

v(below the mean) and a high group (above the mean) on the basis of their
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Rapport with the Principal scores. 'The.null hvpothesis is that no |
significant{diﬁﬁprence exiSts between the mean Career_Satisfaction
scores of the two~groups} |
kuhypothesis 17.3 is.simiiar- but«it is concerned with onlv those
.beginning teachers who are dissatisfied 1n each supervision category.
Table XXVII presents the findings relating to Hypothe51s 17.2;
and Table XXVIII presents thOSe relating to)Hypothesis 17.3. | |
In Table XXVII, the null hypothe81s is reJected}in two of the
"supervis1on categories In all five factors, howgﬁe the mean Careerv
k.

‘ Satisfaction score of those h1gh on Rapport with the ncipal is

-greater than that of the lowJRapport.group.
T In Table XXVIII;'the null-hypothGSisbis rejected'in'thvsuper—f '
l_vision categories, fhough,vonce again; the’mean.Career~Satisfaction o
score of..the high Rapport group 1s greater than that of the low Rapport
'g;oup 1nla11 five SuperV151on categories
!

"Discussion |

The flndings presented in Tables XXVII and XXVIII may con—
.venlently be dlscussed together | o

In the flrst place,'the tests on Factor 7 reveal no significant ,
h;:différence between the low and high Rapport groups irrespective of -
‘;dtheir degree of satisfaction with supervision experiencer The unique

W,

.'nature of this factor is discussed in earlier sections (Sections III
and’ XI), and need not be repeated here. -
' With regard to the other f0ur superV1sion categories, it is

V:~pertinent to note that.Rapport is significantly associaded with Career

| “;Satisfaction either for the satisfied or for the dissatisfied group in'__;;"75

ok
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- SUPERVISION EXPERIENCE:

TABLE. XXVII

BEGINNING TEACHERS WHO ARE SATISFIED WITH THEIR
THOSE LOW ON RAPPORT WITH

THE PRINCIPAL COMPARED WITH THOSE HIGH ON RAPPORT
WITH THE PRINCIPAL. IN TERMS OF THEIR CAREER SATISFACTION

215

Homogeneity

.t TEST

2

the hlgh Rapport w1th the Principal group”'

_ Eﬁgzg& . of Variance ‘REJECT
(SATISFACTION WITH S Ho
SUPERVISION) X2 Prob ny* t Prob. .
. , . c. . nz .
. | 6 . B
FACE-TO-FACE | 0,60 | 0.44 || 57 | 2.63| <0.010 [ ves
DISCUSSION - o 106 . ;
KT
FORMAL CLASSROOM | 3 96 | 936 f 30 | 1.36| <0.178 | wo
VISITATIONS 59 S S -
.8 o o ]
PROMOTION OF . 0.81 0.37 | .43 |1.19 | <0.236 No
PROFESSIONAL . 111 '
DEVELOPMENT ' P
9 o N R
COLLEGIAL | 0.006 | 0.94 38 1 2.37.] <0.020 | Yes
~ PROFESSIONALIZATIONY . 92 ' '
| . -
10 ** o o o L N -
DEVELOPMENT OF - | 2.08 0.15 - 10,1 0.32 [ <0.759 No
. TEACHING COMPETENCE| = - ' LN R R
BY EXAMPLE = ‘ L
j'*ni.ﬁ the low Rapport with the Principal group
n ~

lhe medn Career Satlsfactlon score of the hlgh Rapport group

“is numerically greater than’ that of the low Rapport group 1n

l all factors except Factor 10

. *% lhese flndlngs should be 1nterpretcd in conJunctlon w1th the o
S .~ discussion in- Settlon VII of thls Chapter .and: Table XXIV

(supra P- 206

)
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TABLE XXVIII

BEGINNING TEACHERS WHO WANT MORE SUPERVISION EXPERIENCE:
THOSE LOW ON RAPPORT WITH THE PRINCIPAL COMPARED WITH
THOSE HIGH ON RAPPORT WITH THE PRINCIPAL IN TERMS OF

THEIR CAREER SATISFACTION

ot

: ' Homogeneity ' s mn ' . 7
- FACTOR of Variance -t _TES? . REJECT
(SATISFACTION WITH ” I — . Hp
SUPERVIS ION) G Prob. m*  t . Prob. o
B N ' 6 . ' P .. &
" FACE-TO-FACE - 0.77 0.38 24 1.64 | <0,109 | ©No
DISCUSSION = . : 1 22 S | .
. ) . : . \ .
N | o
romvAL cLassrood | 172 | o1 || 13 | 2002 | <0052 | Mo
VISITATIONS: | ' | 22 o -
o o .
8- . o o o
PROMOTION OF 11.75 | <o.001 [|. 40 | 4.40 | <0.0001 |} Yes?
- PROFESSIONAL | s | _
DEVELOPMENT ’ | o
0.35 | 0.55 || 29 | 1.90 | <0.063 | Mo
C0.24 | o.62 || 26 | 2003 | <0.048 | Yes
e '

whe low Rapport with the Princ1pal group a L
;ihe high Rapport w1th the Prlncipal group _Supra.p.‘%26‘rvp

N Alhe mean Career Satlsfactlon score of the’ hlgh Rapport group
< is numerlcally greater than that oﬁ the low Rapport group in
_ all flve factors : :

kK These flndlngs should be 1nterpreted 1n conjunctxon W1th the
dlscuqsron in -Section VII of thls Chapter and Table XXIV
(supra p 206) ' . r .
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euery factor.o Hence the broad conclusion may be drawn that‘Rapport is
too important a variable to be~overlookedbwhen assessing-the»contribu-
tion;of satisfaction with supervision experience to.Career Satisfaction.

'For\example, in Factor 6, Table XXVlI.shows that, among_the"
satisfied beginning teachers,‘Rapport'is significantly associated with
: Career Satisfaction andAthattthose‘high on«Rapport_are alsolmore
satisfied with tenching as a career. In essence, this opens up the
~possibility<that_it is notljust satisfaction with supervision expenience
that accounts for the significant differenée found in mean‘Career
-_-Satisfaction scores when Hypothesis 16 was tested (Table XXVI). The
1nfluence of the’ 106 high Rapport respondents (as against 57 low Rapport
respondents) may account for an important part of the demonstrated
'.difference This appears even more 1ikely since the ev1dence presented »
in Table XXVIII shows that Rapport is not significantly associated with
the Career Satisfaction of those who are dissatisfied in this factor.

In Factor 9, satisfaction with 3upervision experience”is‘shown
not to be 31gnificantly associated with Career Satisfaction (Table XXVI),
but for those beginning teachers who are satisfied in this 3upervision
_category, Rapport is significantly associated with Career Satisfaction
‘-(Table XXVII). However, this association does not. obtain at the 0 05
level of probability for those dissatisfied with the frequency of theiri
| ;supervision by Collegial Professionalization (Table XXVIII) .
In Factors 8 and lO, on the other hand 1t is- among the dis-
j satisfied beginning teachers that Rapport is significantly aschiatedi:‘
‘with Career Satisfaction (Table XXVIII) Perhaps in these two super:-{-'.’.".f~
7vision categories in particular, feelings of h@gh Rapport compensate :

’ beginning teachers for their felt lack of satisfaction with the frequency

\ .
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with which they experience promotion of their long term professional
growthjand development offtheir-teaching competence by beiné'shown rather
than told what to. do.
With respect to Hypothesis 17, therefore, the broad conclusion
rémains that Rapport is pervasively associated with the Career !
¢ Satisfaction of the beginning teachers surveyed. When it isirecalled
.that in both Tables XXVII and.XXVIII; the méan Career Satisfactionvscore
‘of the high Rapport group is.greater‘than that of the low Rapport group

in every instance including Factor 7, "pervasively associated"” does not

seem too stroly a phrase to use.

X1, SICNIFICANT TINDINGS RELATED TO SATISFACTION WITH
SUPERVISION EXPERIENCF ALHBLI SQUARE TEST RESULTS

This section“describes the.Significant'findings reSUlting,from

>
[

the use of nonparametric chi sqnare tests to test nominal data items
against the beginning teachers satisfaction with the frequency of thelr
ifl%uperv131on experience. Beginning teacher satisfaction was determined
?‘by means of a Satisfaction Indexi(Appendix C). Findings are tabled in
Appendix I. ) o
With respect tolbeglnnlng teacher satisfaction with the frequency
‘ w1th which. they experience Face-to—Face Discussion, two nominal data |
items closely approached an acceptable level of significance.; Both
findlngs are reported here out of interest.' o .l-' ‘ i
. ‘As can’ be seen from Appendix Il’ school size may play a part
_ in the satisfaction of beginning Leachers in this factor. Thus 717 of
g o
schools with 10 or less staff membershﬁgye, on average, relatively

satisfied beginning teachers, compared with 737 of schools having 11 20

o -

m’_ f":'

-
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‘CP
staff members, 95/ of schools having 21-30 staff members, and 100% of
the eleven schools with over 30 staff members.
.Moreover, beginning teacher satisfaction with'superVision'by.
Face—to—Fece Discussion mey be associated with the institution in which
" beginning teachers receive their training; in thst 80% of those who-
-attendedpthe University of Alberta. are satisfied in this supervision
category, whereas 63% of those who trained elseWhere are satisfied in
this respect (Appendinllz}; Note that about.89Z oflthe totalusample
of beginning teachers attended the University OE Alberta. It appears

that this group is contributing to thé substantial levels of & tisfaction

with supervision by Face-to-Face Discussion reported by the begi ing

teachers surveyed. . ‘ .;{;_<

. N .
Two nominal-data items.wére‘found to be significantly associated -

w1th the satisfaction expressed by beginning teachers with the frequency »
of Promotlon of Professional Development.u Appendix 13 shows that'_:
satisfaction in this factor is signiflcantly associated with the number
of years the prlncipallhas beei{e principal. In 79A of schools with
"principals of five‘years. or less'experience as a principalr beginning
.teachers are satlsfied in this category,ﬁwhereas in 56/ of schools. with
principals of more than five years experience as a. principal beginniné
.teachers are satlsfied in this factor... . 1 gh éﬁﬁg'
| . The same broad difference is found whenithe principal s year8°
as principal of the same school are considered in relatiop to satisfac-
tion‘with Promotion of Profe531onal Development (Appendix 1 )
Turning to beglnning teacher satisfaction with Cbllegial
&iProfessionalization, it can be ‘seen from Appendix 15 that, of beginning

teachers who followed the B Ed._route to gain teaching qualifications, ‘



almost twice as many are satisfied in this Supervis1on category as are
dissatisfied. Of those who followed the Professional -Diploma After

(4
Degree route, over four times as many beginning teachers are satl,fied

as are dissatisfied It is possible, then, that the PDAD group dare more

-realistic in their ~expectations regarding Collegial Professionalization,
or it may be that they have different professionalization experience '
from the B.Ed. group. However,cexplanationlof these_matterS‘is beyond‘
the scope af the pre ent resfarch data,' Ce .. . .. ‘

| Flnally, on nominal data item was found to be significantly
' associated wrth beginning teacher satlsfaction with the frequency of
Development of . Teaching Competence by Example The item is the.grade
level of the teachers classes' Appendix I6 shows that 66/ of beginning

teachers taking Junior High School classes want more frequent Super-'

vision in this factor, 52% of those teaohing Elementary grades are

ASimilarly dissatisfied as are 39% of those teaching Senior High School 34

grades Perhaps tbeireiatTVEly’h/gh desire for more frequent super-m‘fL -

v1sion of thlS nature among beginning teachers in Junior High Schools
[

) reflects the particular difficulties which confront teachers generally

in these schools ThlS agaih is surmise, and cannot be Supported either

by the research data genegated in the c0urse of this study or by res-
pondents comments. -
Some further general remarks, however are worth recording.

rFirstly, the availability of the . principal is likely an important factor,‘A

in the satisfaction of at least some of the beginning teachers sunveyedt':

’On the one hand, there are the comments from respondents who are'?‘
explicitly appreciative of ‘the principal s efforts to make himself

available when the teacher needs him, despite the fact that he is

e
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'perceived'to be a busy.person. On.the other hand, there_are comments
from»respondents who would like more time with their principals, hut
find themf"hardlto get hold of,“‘.It goes without saying fhat-beginning,
teachers seek "concrete guidance”‘rather than,offéhand generalities when
they do.get some time:with their principal. |

Secondly; there.seems to be little doubt that supervision is‘a"
sensitive area in many sehools.h‘Principal”respondents! for examplei
claim that a‘principal'sbmotives are easily miSinterpreted:' a suggestion -
made to a beginning teacher may be ' taken as an affront-to that teacher s
competence 3 a glance or gesture on the part of a principal-’ often gets:
blown out of proportionAOr misunderstood." ' | . R -,
’ d$ome prineipals see acremedy in'following‘an open-door policy;
' »giving "help in whatever areas teachers require it", but leaving it up
to the teacher to seek help'or‘advice; | |

The findings reviewedrin thiS‘report suggest that thisjpoliCY»
may not be generally approprlate, firstly, with regard to promoting
high levels of satisfaction with superv1s1on experience, secondly with
- regard to nurturing high levels of Rapport with the Principal ‘and |

thirdly, w1th regard to fosterlng high 1evels of Career Satisfaction

among the beginnlng teachers who prqvided the data for this study. f'

' Summary of 81gn1ficant ch1 sguare test. finding§ relating to two nominal\
'..data items - . _ . . -

Jo nominal data items stand out by being significantly asso* d['“,

. ciated with a number of the research variables. The first is the number
. of years €] at the principal has been a principal ' Thls item'was sigef
.‘Enificantly associated with;g' : S o v
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(d)_ Beginning teachers' feelings of Rahpo:t‘with the Principal:v
697 of‘principals whc have spont £ive yegrs.or less as a.
-principal have high Rapport schhhis;'d&%‘of.principals with
more than tive-years’ experience.have hfgh Rapport schocls.
‘~‘(b) ~Beginning teacheryinvclvement in Studeht Depioymeht decisions:
v 697 of‘principais whe bave spent five years~or 1ess:as a
‘principal-have, on average, teachers who are'highiy‘ihvolved;':
427 of principals with more_thah five years'vexperience have
» teachers hiéhiy involved ih:these decisions.‘
'(C).iFormal’Classrcomfvisitatiehs: éﬁ% OfAPtjaciPQIS_wbo have'
speht five'years or less as a principal have;:on aVerage;
iiﬁeginnlng teachers who experience thls form of superv151on
relatively frequently, 39/ of pr1nc1pa]s with more than 5
'yearsl experience have teachers experiencing Classrqgm_Visitén
ations relatively freqhently | | |
(d)_'Development of Teachlng Competence by Exampleh 48Z\eff
’ princ1pals“who-have spent five.years.or iess.as éfpriﬁcipai
_.have, en average,sbeginniﬁg'teachers.yhc.expetieﬁce:thish )h'
fcrm.ofAsupervisioh-relativeiy freqaentiy;iZAZ;Qfsprihcifals:
*;with.mcré.thah five years' experience'have teachersieaperéi
h_\lehcing thls form of superv1sion relatively frequentiy'4
(e) 'Satisfaction w1th freqhency of Proﬁotion of Professional‘ -
- 1_D2velopment: 794'of,pr1nc1pals who have‘spenthf1Ve.years

\

.‘_or less as a pr1nc1pal have, on average, beginning teachers

. ho are satisfied in this factor' 56% of principals with moref a

4 than five years experience have satisfied teachers in- this

¥
E superv331on category.
\'\
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It was not an objective of this study to determine'why these

q

findings‘might occur. However, the above,differences are.broadlyA

similar to those f0und_when principals who'have_spent'five years or

‘less in office in the same school are compared_mith principals of over

five years' experience in the same'school. Yet although the above

o .

. research’ variables have been shown to be important elements of the

_ satisfaction of the'beginning teachers surveyed, to‘what extent'this_

may be true of more experienced teachers is not established.

Jb(r3)

The second nominal data item found to'be significantly,asso— '

ciated with more than just one or two research variables,isvthe :

. grade level of the beginning teachers’ classes. VThis.item Was"

significantly associated with:

(‘a)'

()

) . (C) '

ﬁeginning teacher-involvement in'%tudent Deplovant.

'decisions' 63/ of Flementary level teachers, 32/ of Junior

High School teachers, and 30/ of Senior High School

teachers are high on this factor.
el . oot . TR
-t B

Beginning teacher involvement in Classroom Curriculum

;dec1310ns: 36/ of Elementary 1evel teachers, 517 of

,Junior High School teachers,'and 577 of Senior High

School teachers are high on this factor.-n 7
. , . i

Beginning teacher involvement in WOrk—ASSOCiated Tasks v;ﬁ »

'::dec151on5' 43% of - Elementary level teachers, 50% oﬁf

Zi~Junior High School teachers, and 78/ of Senior High :ilv'

ﬂSchool teachers are high on: this factor.v,m
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(d) Coliegialbfrofessionalization:‘:667 ofiElementary Ievel |
_beglnning teachers,'SS/ of those in Junior High School
iand 327 of those in Senior High School . experience this
.form of superyision reIatively,frequently.
'(d)'ASatisfaction with freqdenConf’supervision hy heyeibpment
| jof Teachlng Competence by anmple 48/ of Flementary
: level beginnlng teachers, 347, of those in Junior High -
;School, and 60m of those in»Senlor High Sc¢hool arejpro—%
;fessionaliyvsatistied in'thisrfactorrjc"
- Theee findings-are.snmmeriaedkgoriconyenience,j ﬁooconcinsions
| are"specifically drawn from them beyond anyfgentatively suggested in‘

v

»the'course of this reportr
- XVII. y '_CQNCLUSION'S: THE;SUPERV'ISION ‘C'A‘I"EGQRIES

The data for‘the foregoing analyses were provided by 213

;ibeginnlng teacher-questlonnaire respondents._ The findings provide

vthe ba31s ‘for. the conclusions presented in this section. i,'

| Table XXIX presents the. findings relating to Hypotheses 10 - 13
N -

S, and 14 ~- 17 in summary form.. As .with summary Table XVIII, the E

‘._ba51s of the categorization of the sample of beginning teachers into RS

| ”if_either Low and High groups (Hypotheses lO - 13 and 5) or Satisfied and ,ff.

R ;Want More grOups (Hypotheses 14 - 17) is shown for each hypothesis i

Vtested.v The dependent variable is also recorded in the case of each

"~ '." .

‘ﬂhypothesis;:-;\* i': 5:‘{1‘ﬁ~'
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. TABLE XXIX

-
—

SIGNIFICANT FINDINGS IN RESPECT OF HYPOTHESES 10 17
' L IN SUMMARY FORM : ’ :

)

© BASIS OF. | PRESENT FREQUENCY | = | . SATISFACTION
CATECORIZATION| OF SUPERVISION  [RAPPORT| 'RESULTING FROM FREQUENCY
OF SAMPLE | . EXPERIENCE . I OF SUPERVISION EXPERIENCE

Ciyeomneszs | 10 |1]12 13| s | 14 | 15 |16p7.2]17.3

L - | . | ACTUAL | - S
_ DEPENDENT |RAPPORT| - CAREER - | FRE~ -\RAPPORT|. CAREER
VARIABLE | - | SATISFAcTION | QUENGY | . |- SATIS-
5 I (N R | FacTION |
R © SUPER--| « - |
. A N | VISION | -
FACTOR | B
CFACE-TO-FACE. | W |/ | | Y| V72N A ) IR"A DS

pIscusstoN |- | | A IR T R A R

7
Cpommnctasskoo Y | /v 1o L L
Cvistarions | f | | | ] ® | T® ol -y | o) |

| 8 SN PR S R AR B o T R RO R
. PROMOTION OF | .., | . N S PN RV W Lok
_ PROFESSIONAL |- e {. v L /fiff_;.{/ ~_/ ol /7.
DEVELOPMENT | ';7: 1 SRR P | |
. T 3 i’ : . >"

“9 S /.t » R S O A R LR PRV D
Coeomset | oy Lol b W L
_ PROFESSIONALI-I‘. L ,-,/ 'a/»-,/ | A ﬁf// C ~//.- ' :{

B aiotf.‘ai" - N S O N 'X~E:XﬂTXX.jfﬁ' Xfi‘;:
i 'cﬁ?ﬁ‘?ﬁ%ﬂgg Lo e e ele|e)

VKEYE- * Low and High Rapport with the Principal groups compated
/ Significant difference fOund between means (< 0.05)
// Highly significant difference found between means (< 0 0005)

(b) These findings should be interpreted in COnjunction with the
discussion An Section VII of this Chapter and Table XXIV (supra

p . 206) d - ’ ‘ ‘7“5 '.'.. : '
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In conjunction with Table XXIX, the conclusions may be sum~

marized as follows:

(1)

The conceptualization of'Professidnal Satisfaction as a state of

<,

' _satisfaction,rcsulting,from'gratification.of the neced of or want

(2)

o
.thribute substantlvely to Career Satisfaction in those supervision'_;J--

"itcategories where supportive and helping supervisory practices 1_751'

nor necessarily disconfirmed by ‘the findings relating to the

for independence from_undesired SuperVision1and¢operationa1ieedj‘

" in terms of frequency of-supervision‘eXperience:is‘not confirned

-

by the findings. The relationship between‘SatiSfactioniwith

'supervision ekperience andlfrequency)of,supervision_experience -
is-shOWn'to.be such that relatively highffreQuencies‘of super- o
vision experience are: associated with the satisfaction experienced-ih

'by the beginning teachers surveyed (Hypothe51s 14 Table XXIX)

The conceptualization of Profe331onal Satisfaction as but one of ‘
. o

a number of elements of . Career Satisfaction is neither confirmed

\ supervision‘dimension However, it was not f0und to be appli-
-cable in the case of the beginning teachers surVeyed for the

h'purposes of this study. o N

The actual frequency of supervision experience appears to con--:?

b s

“{f;predominate or are empha31zed (Hypothesis 1l Table XXIX).~ yfsﬂ’

RON

o

Supervision by Formal Classroom Visitations may be perceived

.- as: being mainly evaluative in nature., For this or for some

other reason ndt explained by the research data collected, , it*

\.

-h;neither the frequency of occurrence of this factor nor "}"4

‘_’.'.

.
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beginning teacher satisfaction with the frequency of their super—
vision - experience in this factor is associated significantly with

Career Satisfaction (Hypotheses ll'and l6, Table XXIX)‘

(5) Rapport With the Principal appears to he a crucial element in
ithe Career Satisfactlon experienced by the beginnlng teachers
surveyed In every 51gn1ficant finding repOrted as a reSult of
f} the analyses pertaining to all five supervision categories, and"
iin every finding of no statistical significance except one; N
| those high on Rapport.have a mean Career Satisfaction score
: ,greater than that of those low on Rapport (Hypotheses 12 13, 5, “ .

l7 2 and 17 3 Table XXIX)

'1(6) ‘In the three”factors,tFace~toeFace:Discussion, Promotion’of‘
'Professional Development and- Development of Teaching Competence"
.iby anmple,there is (i) a highly 31gn1ficant association between
' the. freQUenCy of supervision experience and Xapport with the -

Princ1pal (Hypothe51sl10 Table XXIX), (ii) a significant -
"“assoc1ation between the frequency of Supervision experience and
'.'Career Satisfaction (Hypothesis 11 Table XXIX), and (iii) a i-3“

“X1781gn1f1cant associa!ion hetween satisfaction with supervision .

";wexperience 1n these categories and (a) RApport with the Principal
and (b) Career Satisfaction (Hypotheses 15 and 16 Table XXIX)

: ;.: Cause and effect relationships among the four variables are not

't?establishedsby these findingS, but Career Satisfaction has been viewedv

ias the dependent variable rather than as -one of the independent variables;it

- HIf this reflects reality, then important interlinking relationships o

");exist among the actual frequency of these three forms of supervision :jﬂ S

t e .



s o
‘ 228 .

L

experience (Factors.6,A8.and'10), beginniné:teacher Satisfaction with
the“frequency'yith which these forms'ofsupervision.are experienced, and
"beginning-teachersf feeiings of:Rapport with'the.Principaif' Analysis,
-of:their responses‘leaves littie'doubtdthat these relationships are
criticaihtoithe.Career Satisfaction of'the‘beginning teachers'surveyed;‘
'rhe.sané-may perhaps be said of;supervisiOnfbysCbllegialq
Prgfessionaliaation; butbwith_much>1essfeonfidence," | ‘

It is not the intention here to trace through the - summary of

v

ftindings presented_in’Table‘kXIX, factor_by_factor. ifetboneqexamplel~
may not be.out ofiplaceQ'» - - - |
Consider,'therefore, Factor 6; a superv1sion category of no
:small importance accordlng to the foregoing analyses. It is :
established in testlng Hypotheses 10 and 11 that the frequency of
, 5upervision by Face-to-Face Discussion is significantly associated : -ﬂ -
_with high Rapport and wit“high Career Satisfaction. Frequent
vexperience of this from of supervision leads to feelings of satisfac-l‘h‘
tion (Hypothesis 14) Satisfaction in this factor is associated
”;significantly with high Rapport (Hypothesis 15) and high Career |
_Satisfaction (Hypothesis 16) Feelings of Rapport do not differentiate,(bp
in terms of Career Satisfaction among those who are low on- frequency ‘

?ffof experience of Face—to—Face Discussion (Hypothesis 12) nor among

| “Jthose who are dissatisfied with their experience in,this supervision |

O

'category (Hypothesls 17 3) From this, it may be inferred that relative 'i'
-iyinfrequency of supervision experience is contributing to the compara-ql‘;%
- 'tively low Career Satisfaction of these beginning teachers.‘i_”
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iOn the other'hand; Rapport,vith the Principal does differen-
tiate in termsfof‘Career Satisfaction amOng'those who are high on
frequency of experience of Face—to—Face Dlscussion (Hypothesis 13) and
among those who are satisfied with their experience in this supervision
. fcategory (Hypothesis 17 2) From this, it may be inferred that both
actual frequency of experience and feelings of Rapport contribute to ;
the comparatlvely h1gh Career Satisfaction of these respondents.

Similar analysis shsws Rapport with the Principal to be very
' pimportant to- those beginning teachers dissatisfied vith the frequency

w1th which they experlence Promotion of Professional Development and -

a ,the Development of Teaching Competeéﬁe by Example (Hypothesis 17 3.

CFor such teachers, high levels of Rapport appear to compensate somewhat
_ 1n terms of Career.Satisfactionvfor-lack of.actual Supervision exberienceg
,.HoweVer Rapport with the Principal does not differentiate in terms of

Career Satisfaction among thOSe who are satisfied in these two super-"'

‘vxsion-categories (HypotheSis l7 2)' The inference here is that it is-

o the actual frequency of experience which is contributing Substantiallyj,

:“to the Career SatisfactiOn of the satisfied beginning teachers. _fﬂu'

;(7);.The ram data reveal that.almost.none of the beginning teachers ‘
| :lhcluded in.the stndy mant less frequent experience in any super-i
"zifv1sion category. Although some measure of satis%fision exists R
:&jugenerally with the frequency of supervision experiences, as shovni
w';in Figures 3 and 4 of Appendix C, there is little doubt that much?}ihbb
'_)remains to be doa' in the interests of both the satisfaction of :i-fj;j
f‘the beginnlng teachers surveyed with their supervision experience?*tb;

"'?and their Career Satisfaction.
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-(8) 'Finallif\i} is worth recalling the claim made in the course

of earlier Chapters of this report, that it is not simply what

pral-does that is important,»but alsO~the way that he’gh
Klus, it was shown that the leadership or adminis- -

k. of the principal is not as important as teacher
- , \ :

_-of his-style. The flndings qf this study help to
e e
..eginning teacher acceptance or reJectlon of a wide

o

;yvof administrative styles. In other‘words; what a
‘Eipal does and the way that he does 1it appear to be
N;uated 31multaneously, rather than independently, by the
;chers surveyed here.. The s1ng1e, composite outcome of
v1r evaluation appears to .be expressed in terms of Rapport

; the Principal

XITI. SUMMARY OF CHAPTER VI - -
-1n tijilchapter, the findings related to each of .the nine .

*1hypotheses i dfwith.beginning teaehét’sdpervision’experience

;1‘dare,preSen __;‘ A section 1s devoted to each hypothesis; and a brief |
‘:'discussion follows the tabling of the findings.:df”' | ‘ | |
'.;C Two sections (Sections VI and XI) describe significant findingspﬂj
:_resulting from testing nominal data items against the five‘supervision
;igcategories A summary of o sets of chi square test findings is
th”included in Section XI ;“ :'*:':ji.:;;vh“r'ed"f‘;i:*plf‘ ;2t_'fh;df':b':ft

Cle

-

SectiOn VII contains an important discussion on the concep--- |
: ualization and operationalization of Professional Satisfaction. fInﬂ e

4 addition two -of the supervision categories (Factors 7 and 10) -were 373-75:'

¢ . . . ‘e
Coe e
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subjected to further testing which enabled the later findings in
. respect of these’ two factors to be meaningfully interpreted OnlyA
 fully satisfied and completely dlssatisfind beginning teachers'
,responses were used for this pnrpose It sh0uld be noted that only

* M
‘these teache@p provide the data used 1n’test1ng Hypotheses 14 to 17.3.

with regard to Tactors 7 and 10.

The Chapter concludes with a sumnary table of the signiricant
f1ndings assoc1ated with the SUperVision experience hypotheses. The
broad conclUSions drawn by the researcher regarding the supervision

categories are also stated



CHAPTER VII

OVERVIE\\\? THE STUDY, CONCLUSIONS AND - IMPLTCATIONS
© - I. INTRODUCTTON

The,purpOses of this Chapter are‘as follows: - to briefly over-
view the study as a whole; to' state conclusions drawn by the researcher
with reSpect‘to both decision making and supervision dimensions’ of
the study and to provide some synthesis'of these independently

'Aformulated conslusions;‘and to;diSQuss'the inplications of these

conclusions for f\ture research and practice,

II. OVERVIEW OF THE STUDY - R

1. The Problem : - ‘ S

The problem to which this study addressed itself was - the satis-

4

faction of beginning‘teachers. Specifically, it investigated the '
relationship between the deciéion making involvement and supervision o

'experience of a sanple of beginning teachers and their satisfaction with

teaching.~ In addition, the quality of the relationship between adminis--”

trator and beginning teacher formed an integral paé% of the investiga—

B

'tion.- It is not only what an administrator says or does that 1nf1uences _

A feelings of satisfaction, but also the way that *e says or dOes it, .

a

‘1Hence it was felt necessary to take into account beginning teacher _fn_

,’ff acceptance ot rejection of the administrator s style of leadership as‘

[

'treflected in the level of rapport which ex1sts between th
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2,4*Anal1sis of the Problem

“* The literature abounds with references to. the negative effects

which "the administration and Supervision appear to have on. the level
of tegther satisfaction, and in particular, on beginning teacher satis-
. e ) R .

. faction. One of'the purposes of the study reported here has been to

[}
: establish to what extent "the administration and supervision might be

" held responsible for beginning teacher satisfaction or dissatisfaction.
- In this report, ''the administration and supervision" were
vieved as interrelated dimensions of control. In.géneral, control bv'
{decision‘making ennbles the administration to determine what is to be
and what is not to be in mattersbwhich vitally affect’the.employee‘s
work and work environment.r Control bv superViSion refers to the
mechanisms which’ enable the administration to enforce the. decisions that
-have been reached, |

For the teaching'profession, the longistanding thrust'for
‘greater profesSional autonomy may be interpreted as having two fronts.b'
}The first front is directed towards achieving an . (as yet) undefined
_degree.of decision making involvement. Success on this front‘allows
teachers torexercise greater control over their work and work environ-

ment. It is Widely affirmed that such success contributes Substantively

to the satisfaction which teachers feel with teaching as a career,

H

P

*,beginning teachers not - excepted.
N The'secondvfront.oflthevthrust'for greater'autonomv’for the-:

-teaching profeSSion is conceived of as directed towards achiewing

‘ independence from undesired supervisory practices. ‘Success gp this :

front may enhance the prestige of the teaching profession, and thereby

the esteem in which its members ‘are held.
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By viewing profeSSional autonomy in this 1ight it is possible
to conceptualize ProfeSSional Satisfaction (i e., the state of satis-
faction which results from gratification of the need of or want for
particlpation in decision making and/or independence from undesired
superv151on) as a state ofisatisfaction (i) which: may exist in its own
right; and (11) which may or may not make a significant cOntribution to.
- the overall satisfaction which teachers feel with teaching as a career.
1f this were the reality, then it seems certain that "t hev
administration-and superVision ‘may logically be held responsible.for
the degree of'frofessional Sa isfaction which beginning teachers~
'experience, but it is no longer certain how Professional Satisfaction /
is related'to Career‘SatisfaCtion. |
The centrality of the principal in both dimensions of
Professional Satisfaction was revealed in the literature review. It
seems certain that the Canadian prinCipallis the key figure in the
implementation of participative deciSion making within his sahool .Hei
is executor and/or architect of the supervisory practices employed
‘w1thin his school His position is both»powerful and prestigious in»
the eyes of his staff and he is regarded as the primary Supervisor by
| a vast maJority of beginning teachers. Thus the Professional Satisfaction
of beginning teachers appears to lie very much in ‘the hands of the
.prinCipal. It is almost true to say that, as far as beginning teachers.'
are concerned- "the administration and supervision ‘means the principal ‘
One teacher respondent put it this way ' "Administration within the
] school totally, can make or break a teacher, that is, the principal

-

can- ruin a teacher who is in his first year.-
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‘3. Instrumentation and Methodology

Questionnaires were constructed and administered to the -
principals and beginning teachers of the eight school jurisdictions
which encircle the city of Edmonton Both the decision making involve-

ment items and the Superv151on experience items were extracted from the
# .

Jliterature and arranged 1nto apparently logical groups. A pilot study

[

was carried out in a different'school Jurisdiction and.certain improve—
nents‘incorporaoed.into.the questionnaires before they:were_finalized.
for the study proner. | B
A factorvanalysi of the'pilot study responses revealed'the :
desirability»?nd.feasibiiity/of using beginningrteacher responses
| (rather‘than the apoarent}yylogicai grouping of'items by theiresearcher)‘
to establish the factorsj——'thegdecision-making'areas and superviSion-
categories -- which were central in the data analyses.. : o
: . N
In addition to responding to the dec131on maklng and Supervision
items; the Teachers Ouestlonnaire asks beginning -teachers to state
'their preference regardlng their degree of involvement in dec131on makingm
for each item and regarding the frequency of occurrence of - each super-'
Ivisory practice; Thls was-neceSsary to establish whether.any lack of
'satisfaction reported in respect of any item vas, due to too little or
vltoo much dec1sion making 1nvolVement, and too: infrequent or too frequent L
B supcrvision experlence, i e, to- establish "with what" and why
beglnning teacher was dissatisfied | ' |
' All princ1pals and over 81% (n =:213):of'the heginningrteachers .

returned usable questionnairesa o EE T,
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" 4, Treatment of the Data

As‘mentioned~above, the‘decision.making’areas and SUpervision
categories into'which individual Questionnaire items are grouped were
established by factor analysis; ?ive factotrs were thus isolated for
each dimension. They were meaningfully interpreted and named, ‘ﬁo inter- :
Afactor correlation coefficient exceeds O 34 and most "of the correlation
coefficients are much lower than this. Certain items.were’eliminated
by the factor analysis nrocedures. | |
‘Although differences in perceptionsiof reality'occur.betWeen

prineipal and beginning teacher respondents, it is the responses.of the

‘latter which‘provide~the research data analyzed.

5. Operationallzation of Profess1onal Satisfaction

\

\ . . .
Theoretically, Professional Satisfaction results from gratlfi-

cation.of‘professional autonomy-needs or wants.‘ This implles“that

resbondents.who are professionally‘satisfied and brofessionally'dissatis-
fied are'measurablx'diﬁferent A _ o |
(1) in‘terms ofﬁtheir‘inVOlvement in deciSion makingﬁ»and
(ii). 1n terms of their'actual suoervision eﬁperience. ”d:'
Theoretically, dissatisfaction may'be expnessed because of either too
' little or too- much 1nv01vement in- éhy of a number of-deciﬁion areas or
too little or too much supervision.experience‘in any of a number of A o

e

superv1sion categories.
RN -

In thlS study, satisfaction with the present level of decision
‘- ) »
' making involvement in each of five dec1sion areas was deemed to identify__v

AY

: professionally satisfied beginning teachers in regard to the decision '

-making dimen31on of Profes31ona1 Satisfaction. Fully satisfied respondents
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are those who reported that they find their present 1eve1 of decision

involvement about right for every item incorporated in the factor.

| In the SUperv sion dimension, satisfaction resulting from
‘gratification of the want for independence from undesired supervision
'in each of five supervision categories was deemed to identify profes- -
'-.sionally satisfied beginning teachers Fully satisfied respondents are

" those expreSSing satisfaction with a present frequency of supervisiOn

v-experience which, in’ turn, reflects independence from undesired super— :

vision in every item of the factor.
.Thus the preferences which beginning teadhers expressed in their

Aquestionnaire responses were: assumed to reflect: their feelings of

.

"ProfeSSional Satisfaction L

. ‘ : L

However, each factor established by the factor analysis consisted’;~
o :

of a number of questionnaire items.’ An index and a scale were therefore
jboth needed in. order to catetorize teachers into three groups ‘on the E
‘basis of their expressed preferences | hose who. are satisfied those
'who are dissatisfied because they wantbless,:and those who are,dissatis—:
fied Because they want more of any factor in either the decision making
or supervision dimen51on._ | ‘ | :? |
. The Professional Satisfaction Index (PSI) and a fﬁl scale were’
~‘introduced to. meet‘these needs. As is more fully explained in Appendix
- C; satisfied beginning teachers are dﬁfined in this study as those who {i;.?

.'fwere not more than 33% % dissatisf ed in the factor under investigation.‘r

ﬂﬁt' The Hypotheses

i

= The hypotheses are divlded into two groups,_those which pertain

'fto the five decision areas (Hypotheses 1 -49) and those which are'ld
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AN

. concerned w1th the five supervision categories (Hypothesis 10 -‘l?)s
Hypothesis 5 which investigates the - relationship between Rapport with

the Principal and Career Satisfaction, irrespective of decision making

[ ' : ' O
involvement or supervision experience, is commoh to both: dimensions

\ .
Within each major dimension, the first‘fpur hypotheses (Hypo—

theseg 1 - 4'and io ;‘13)'categorizefrespondents'on the basis of the' ,

t

‘ present degree of their deCiSion making involvement or the present
_frequency of their superv1sion experience in each factor.‘ Similarly

_w1thln each dimenSion, the last four hypotheses (Hypotheses 6 - 9 and

14 - l?) categorize respondents on the basis of their satisfactioh}with

their present experience 1n each factor. Whenever respondents are .
. \ -]r.

classified into lrnv and high.Rapport ‘with' the Principal groups, the mean

score of the 213 beginning teacher responses to Rapport items is. taken '
_1as,the‘point of‘division. . - L (K-'

NI, CONCLUS_IONS )

The findings tabled in Chapters V and VI of this report are‘.f

. the result of»testing ninety—three separate hypotheses. In addition,

5.Appendix E tables three Significant findings associating Rapport with' L

the Principal and nominal data items, and Appendixes F - I include

'tWenty-two Significant findings from tests investigating the associa-":

"tions between nominal data items and each of the ten factors on which

/ .

"“.the data analyses were based. - R
.i-,‘.--

In this section, therefore, it is proposed to state the broad T
'-‘,conclusions of the study, to synthe51ze where possible those conclusions ;*;

'which appear common to both the decision making involvement and super-r‘”"

. -\ 1

"vision experience of the 213 beginning teachers surveyed and to ‘tff_;"rl

IR
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indicate those‘nominal data items which appearvto associate strongly
}with the satisfaction‘of.those teachers.- | o
‘ \‘“\r;; The conclusions may be summarized as follows:

(1)7 With regard to decision making, the conceptualization of Professional‘

Satisfaction as a state. of satisfaction resulting from gratification .

T

‘ of the want for participation in decision ma ng appears to be .

»‘validated by the findings Furthermore, the conceptualization of vi
e Professional Satisfaction as dlstinct from, but one element of
Career Satisfactiongappears_justified for the decision_mahing
‘dimension.i | | o ‘ o
- {2) With regard to 5upervision, the - conceptualization ofiProfessional |
‘Satisfaction as a state of satisfaction resulting from gratification

‘of the want . for independence from unde31red supervision proved to i

be inapplicable to the sample of beginning teachers surveyed

S e S S

‘However, the concept of Professional Satisfaction and the findings
.pertaining ta the beginning teachers"supervision experience Were
in no way }nvalidﬂtéd-'-- ’
’f(35V'A‘pervasive-association between-ﬁapport{withtthe'Principalfandc
:'Career Satisfactid”” between Rapport and actual frequency of
' }superv151on experienCe, and between Rapport and satisfaction with
. idec1sion making 1nvolvement and supervision experience was demon; ff ‘
bstrated by the evidence presented . For the beginning teachers ii
tsurVeyed Rapport with the Princ1pal was a critical element in
‘Jﬁftheir feelings of satisfaction. In all five decision making areas ;;;

and a11 five Supervision categories,vin every significant finding

and in every fi“ding °f no~statistical significance except one,bk'“"
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"dlfferentiated between beginnlng teachers in terms of Career Satis—’f

®

';fsupervision experience was.significantly associated with

240

)

those beginning teachers high on Rapport had a mean Career Satisfac~

t10n score numerlcally greater than that of those 1ow on Rapport

'Apart from decisions involving Student Deployment and Core

Professional Interaction,'the actual degree of involvement in

‘ dec1sion maklng was not signiflcantly assoc1ated with Career

,Satisfaction It was- significantlv associated with Professional

J

'Satisfaction in all five dec181on making areas. Two conclusions .

. are drawn from these findings'~

(a) ProfesSlonal Satisfaction in the decision making dimension '.ﬂ

proved to be measurably distinct from Career'Satisfaction, and

(b) dec131on making inVolvement, per- se, did not appear to contri-

bute to the Career Satisfaction of the beginning teachers
} .

'surveyed as Substantively as .the literature reviewed Suggests.
5 However, higher levels of Rapport with the Principal were
: _associated with satisfaction with involvement in decision

'.making, thus explaining the higher 1evels of Career Satisfac—

tion of teachers involved in the participative process.

v

‘In the decision making areas, Rapport with the Principal generally

_faction, irrespective of their degree of Profe831onal Satisfaction.:‘

Turning now to the supervision categorles, the actual frequency of '

i‘(a) Rapport with the Principal 1n all five factors, and

n (b)]_Career Satisfactiondln all factors except Formal Classroom S

‘fij151tations. This factor may be a unique supervi31on categoryﬁ
for beginning teachers who perceive that it emphasizes the

"evaluative function.;wvf'
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Satisfaction with. frequency of Superv191on experience was signifi—

cantly associated with Career Satisfaction in thre& factors, Face—*

‘vto-Face Discussion, Promotion of Professional.Development, and

Development of Teaching Competence by Example
. 7

In the supervision dimen51on, Rapport with the Principal differen—

tiated between

(a) only the satisfied beginning teachers in the/factors, Face-'

to-Face DiscusSion a Collegial Professionallzagdon' and

_‘(b) only the dissatisfied beginning teachers in the factors,

Promotion of ProfeSSional Development and Development of

- Teaching Competence by anmple

‘ From 6(b)‘and 8(a) above, it may bé. concluded that with respect

to Face— o—Face Discu551on and: Collegial Professionalization, both

'frequency of experience and Rapport with the Principal were associa- :

:7jted with the significantly higher mean Career Satisfaction score

‘l”Development of Teaching Competence by Example, it was the actual

"jfrequency of supervision experience which was associated with thp

;dissatisfied group. From 7 and 8(b) above, it may'be concluded

' that with respect to Promotion of Professional Development and

'of the high Rapport category of - satisfied beginning teachers, but t

3

' that it was the infrequency of superviéion experience which was

| assoc1ated with the dissatisfaction expressed by those in the

satisfaction expressed by the satisfied beginning teachers,‘but

i‘that, among those who were dissatisfied feelings of high Rapport

f-compensated in terms of Career Satisfaction for a perceived 1ack

ffaf supervision. In sum, the importance of frequency of supervision
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o Formal Classroom Visitations (Appendix C Figure 3)

10y

42
to Career Satisfaction'was'demonStrated-in‘f0ur supervision '
categories, Face-to-Face Discussion,‘Promotion'of‘Professional‘ﬁ‘

Develdpment, Cdllegial Professionalization, and_DeveIOpment of.

¥

Teaching. Competence by Example

Taken as a- whole, the beginning teachers Surveyed perceived them-

‘ selves as experiencing all superv151on categories infrequently

- They reported that Development of Teaching Competence by Example

- hardly ‘ever occurs, that -Formal Plassroom V151tations might occur

lperiod (Table VI, supra p. 141)

once in six months;-and that the‘other three-supervision categories

might.occur ocoasionally,fsay, three or four times per -half year
\ N - . L . .

Taking all supervision categories into account, only 26 responses N

.out oé a'possible‘1065 showed any preference for.less frequent

supervision-experience. Despite a”large'amounthof_expresSed

_'satisfaction;”there was~a‘substantial’desire-for'more frequent

supervision among the beginning teachers surveyed especially in

:the form of Development of Teaching Competence by Example and

. - . »" ; :.' [
Regarding decision making involvement the vast'majOrity'of:res—

pondents experienced feeiings of Professional Satisfaction (i e.,: .

their want for participation in decisionlmakingahad been gratified).*'

~in reSpect of Core Professional Interaction and Classroom Curriculum

- Udecisions.} Abopt half of them were professionally Satisfied in

”?;respect of Student Deployment decisions., On the other hand, con— ;f:f#

f’siderable Professional dissatisfaction was expressed in connegtion R

'if;w1th their degrée of involvement 1n decisions about Teaching Load

i
LN L. K L '{'—
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and Work—Associated Tasks (Appendix C, Figure 2).

{

(ll) ‘With regard to the culpability of "the. administration and super-
&J
i vision" in the matter of be ginning teacher Career Satisfaction'

(@) In the decision~mak1ng dimen51on of Professional Satisfac-"'”l‘

i

tion, the expre%sed preference of many respondents for more
involvement dld not gppear to be_critical'to their.Career
.Satistaction.' How important it is for‘beginningpteaChers
" to be profesbionally satisfied is another.matter;';The ansner ’
depends on‘value—judgments.i'_ °‘»‘ B o f‘biv'.. ,
-(b) iIn the superv1510n.categorles, the expressed preference of -
many respondents for more frequent superv1sion apﬁeared to be
very 1mportant-to their Career Satisfaction in the three ,
-superv1sion categories, Face-to—Face Discussioh Promotion of
Profe351ona1 Development, and Development of Teaching
ﬁ‘Competence by Enample. o
.(el .In both dec1sion making and supervision; the satisfaction .
‘;of beglnning,teachers Surveyed appeared to be preeminently
:.associated with the success ‘of the principal in his role as.
a. builder and maintainer of rapport. l B |
.(12) Two nominal data items stood.out by being significantlv associated
.with a number of the research variables.u~ : ,,‘: o .
'(a) The 70 princ1pals 1ncluded in the data analysislwerev:;‘
| categorized into two groups on the basis of their years of
service as a principal The - principals who had been a prin-i“fb
| cipal for five years orbless were more likely to be in~ |

schools where beginning teachers reported the following

'-—--.‘ . . . E



' (1) - higher levels of:RappOrt with the ?rincipal;

- &

(11) more involvement in Student Deploymenthdecisions;
(i11) more frequent experience-of*Formal Classroom Visita=,
- tions; -

(iv) more: frequent experience of Development of Teaching _
Competence by Fxample; and

(v) satisfaction with the frequency with which they
' experience Promotion of Professional Development.

(b)_’The'grade level‘of the beginningtIachers' classes'wasvthé

'basis for categorlzing teacher respondents into three groups,

'Elementary level Junior High School level and Senior High o
' School level teachers. - It was found that, compared with the

other two groups:
. .
(1) more Elementary level beginnlng teachers were involved
in Student Deployment decisions and expérienced
relatively frequent superv131on by Collegial

Profe351onalizatlon,

(ii)\ more Senlor High School teachers were involved Ain
L Classroom Curriculum decisions and decisions about
',Work—Associated Tasks, and :
(iii) fewer Junior High School teachers were satisfied with
~~.the frequency with which’ they experienced. supervision
oA the form of Development of Teaching Competence ‘by
e H' Example.‘. R

N\

| IV.  IMPLICATIONS FOR'RESEARCH AND PRACTICE
SRS T SR

pu

”“vFor Research

The value of research findings depends on. many factors. .PaftiJll"
: cularly relevant questions at this point in a report must include the
following'. was the theoretlcal framework adopted a true reflection of

'xfrealityV Were the instruments which purport to measure reality

7__adequately valid and reliable? Was the methodology Sufficiently sound’

il
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. {;v“
Were research data’ appropriately treated by the statistical analyses
employed? - Was the researcher s Interpretation of the findings impartial
and justified by the evidence? was the sample representative of a larger
population? | | N |
K Although reasonable attentionchas‘been paid to all'the parti—'
cular duestions raised'ab0ve, similar research conducted among begin—'
ning‘teachers who work in school jurisdictions bordering on .other large'
urban centres wodld either add to or.detract from the confidence to be ‘_f
:‘placed in the findings, concfusions and implications reported here
| There also appears to- be potential value in- conducting similar
' research among more experienced teachers. Specifically, does the '
importance of Rapport grow or diminish with years of teaching experience°
'i Is Rapport 31gnif1cantly more important to'beginning-teachers»than/tov.'
more experienced“teachers?
| This is not to deny the. possible value of conducting similar X
‘ research among teachers in other geographical areas, either within large{
urban centres or in more remote locallties. For example, there seems
.to he no logical reason for the importance of Rapport with the Principal -
to be restricted by geographical or jurisdictional boundaries.
", With regard to Rapport, in the course of. the present study, the v[ff
‘sample was dlvided into two groups on the basis of the1r R&pport scores:,
- for the testing of 41 hypotheses. In the 29 significant findings, and
.uin ll of the 12 findings of no" statistical significance, thgse beginningﬁff'

:‘,

»teachers high on Rapport had a mean Gareer Satisfaction sdore greater

',than that of those 1ow on Rapporta_ Hence it may be that the principal sfs

t role is changing from that of ‘a’ Resource person to that of a "Rapport

’ person" (i e., one who can successfully huild and maintain high 1evels -

“_.



of-rapport), at least for the beginning teac%er of the Tseventies as
represented in the sample used ‘here. _ Admittedly, Rapport is .a two-way
interaction, the initiation of which may be the responsibility of
. either party. In schools' however, beginning teachers probably look
~ to the holder of the prestigious office of Principal to initiate the
building of high levels of Rapport Furthermore, beginning teachern
feelings of. Rapport appear to reflect the composite outcome of an
" evaluation of principal behavior which assesses the principal on - both
wham he does and the way that he does it simultane0usly rather than
independently (supra p. 230). l ‘ S~ |
The above con51derations have>Suggested alnumber of directions

| which’future research might follow. But there is also the matter of
| verification of the'concept of Professional.Satisfaction and its
relationship to Career Satisfactionain the supervision dimension. a .
5Problems encountered in this study suggest that these mattets are more
,h‘complex than the‘present researcher at first recognized and a”number f
of questions relating to them might be fruitfully investigated. For
'Iexample, which supervisory practices (if any) do beginning teachers
perceive as undesired', and therefore want independenee from them?. .

"Is there any validity in the suggestion that a’ saturation point may
- o

igbe reached in respect of any or all 8upervisory practices, beyond which

. the praotice becomes undesired7 Would some measure other than or in A
. oot C ) ” " .
'addition to frequency of superv1sion help to clgrify what teachers really

1
o

'prfeel about their SUperv1s10n experienca7 .Is there rea!ly a stage of"

4dependency on supervision through which the beginning teacher passes

‘.

e before seeking Professional Satisfaction in . the supervision dimension

[-i.e;,'beforefbecoming autonomyforiented? If 50, when does the transition.-

oo
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" take place, and why?
Another aspect of the pfesent pesearch'opens up“the interesting
possibility of defining the Professional Satisfaction experienced on
each dimension as a single score. This possibility arises because the
“factor analysis eonducted in the present study demonstrates very low
inter-factor corrélations among and between the decision making arees
" and supervision.categories established (Table VII). ihe total impact
of Professiona&,Satisfaction on Career Satisfaction could;therefore be .
assessedveither for en individual or for a group. .

~Were the-con;ept of Professional Setisfaction”to be employed: in
future'reseerch,rit should}be.no;edw}hat arffofessional satisfaction
b.Index and PSI scsle edn feadily'Be applied'toiéhe supervision dimension.
"In place ofvthe Satisfaction,Indexfused in thepdata analysis in this.'
study (iilustraped in Figuresf3 and -4 of‘Appendix C), the PSI fof]the
supervision'categories,wouid use the same seaiing proeedures but take

* the following form:

— s i

+
—+

a7 0 2 |
WANT LESS INDEPFNDENCE :u SATISFIED WANT MORE INDEPENDENCE

FROM SUPERVISION - - .~ . - ' FROM SUPERVISIONA

Figure'7:' An Illustration of the Profess10nal Satlsfaction
- Index- for Categorizlnp Supervision Fxperience

v Prov1ded that the supervisory practlces being investigated had been
established as unde31red forms of supervision, an- analysis of responses
. in terms.of Profe531onal Satisfaction is then- feaS1ble ‘ For example,

‘ using frequeney as the measure of superv1sionAexper1ence, if- "Satisfied" o

;espondents repor;ed‘a.31gn1ficantly 1ower'm§an frequency score-than

3
‘T
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those wanting more independence from supervision, they would be termed
professionally satisfied. Ifﬂno-significant difterence-existedibetween.
the mean'frequency'3cores of these two grdupsg then no. further snalysis
in terms of Protessional Satisfaction WOuld be warrented. Finally,
if "Satisfied" respondents fzported a significantlx‘higher mean frequencj.
score than those wanting more independence from supervision,-they |
,findings would be paradoxicai to say.the leest. This is-because it is_A
- not logical for a group of respondents to report that\ghey feel satis—
» fied when they are really experiencing relatively high ‘eqnencu.es of
unde51red forms of superv131on For a similar reason “the nnmber of
'respondents_wanting less 1ndependence fron supervision (i.e., respon-w
. ding in the negativebrenge in Fignre»8)"wouidyliﬁely.be negiigible.~
'An'investigatory analfsisisuch as that just proposed'night we11>
:contribute towards unravelling some of the conplexities associated with

the‘conccpt of Professional.Satisfaction.invthe supervisiOn‘dimension}

The ?indings of the study could‘reveal, for example:
. . . ( N . . )

(i) ‘whether all.supervisory practices are pefceived as desired or
undesired,.or whether ‘a positiOn of indiff{erence is taken in

some cases;

f (ii) whether a saturation p01nt" exists with regard to frequency'_
'of Superv131on, beyond/which the want for ot "indifference ;

:;t -any given supervisory practice changes, and " the practice;
becomes,unde51red, and o ("'

(iii) ‘what degree of Professional Gatisfaction in the supervision'-f,

.dimension ex1sts among the sample of respondents or, alternatlvely,
s ;

, - B L
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(iv) the investigation coqld demonstratelthat respondents do not
seek Professional Satisfaction as far‘as supervision is_con—
cerned: they may not be aggressivety au?pﬁomy—minded at all.
Finalli, judging from the rav data provided'bY"the 213:begin-
-ning teacher respondents inclsded in the present'study,’it seems impera-;
tive to conddct,stndies‘which wili'revea;'why,it is that many’principals’

4

do not seem either to involve beginning teachers in decision making
’ ) . - ) /

over a-wide range of decision items or to supervise beginning-teachers

-}

‘ with what might be termed appropriate freguency.

-Both dimensions are of immediate consequ:nce Although decision
maklng 1nvolvement per se, has been shown not to be significantly
associated with Career'Satisfaction in areas other than within the»
iteacher‘s classroon it seems clear that participation in deciston -, S
.maklng processes fosters growth of Rapport with the Principal

With the SUpervislon dimension, however, thele is fairly wide;;'
spread dissatisfaction.with presenttexperienee of many supervisory4
' practices."Many,beginning,teachers feelithatvthey'areﬁundersupervisedf
. That the opcn-door policy is not universally Successfulvis'manifest'
though all teachers are free to approach thelr principal with requests .
hvfor advice and heip, they do not feel able or willing to do so.v Eurtheree,
more, the category of Formal Classroom V1s1tations is.no.exceptioﬁ;tof;%r
'the enpressed desire tor'more sUpersision.~: | ‘

Why, then, ‘do principals not take more of the initlative :i.ntob'~

their own hands in ‘the matter of supervising their beglnning teachers’

'Research is urgently needed to investigate this question.‘ Is-it that

- .'-’
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v

principals have been indoctrinated regarding the extent of their super-
visory role vis a vis the new breed of beginning teacher7 .Is it an -
“unanticipated outcome: of the drive for autonomy which the teaching
‘profession generally is undergoing7 Or is;Lt something more mundane,
a simple matter of priorities, with the result that time—availability
and convenience prevent frequent supervision of beginning teachers7
Finally, what lies behind the. significant differences found to
exist b&tween principals who pave been. a principal for five years or
less and their colleagues who have held ‘a- principalship for more. than
five years7 For exanple,. what would be the implications for practice f

if it were found that- similar différences between the two categorizations

of principal occurred when more experienced teachers were surveyed°‘

l

N

_ for Practice
: The finer detdils may be different but the broad spectrum of
findings tabled in this report is not new to the literature. Many
. beginning teachers, after 9uccessfully dbmpleting ajnumber of years.of
‘tertiary education, take up their first teaching appointment and flnd
that they are 1eft to draw on. their own relatively inadequate resources.
Consider, then, the implications of the findings reported here,. :v'
-‘firstly, with regard to teacher education.v - ' | |
Rapport with the Principal has been demonstrated to be perva-"_117'
sively associated with the satisfaction of the beginning teachers i |
surveyed _ In earlier.discu351ons it has been Suggested that the
vinitiation of Rapport may be the nesponsibillty of either party, principal

jor teacher, but that the maintenance of Rapport is- the responsibility
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ofiboth parties. It is to the latter aspect that tedcher training
,.inStitutions might profitably address themse1VES. -TOfbe‘bluﬁt,
if,a principal (or other supervisor) attempts to build Rapport among
his staff, to what extent do the tertiary education courses which the
beginning teather has completed complement the principal s efforts’

- Are any courses offered which haxe as a specified objective, the
development of an understanding of the nature of® Rapport, to be achieved '
through an experiential approach to the topic9 If the interpretation
of the findings of the present study is Logical and meaningful then
'prospective teachers w0uld be required to: take such a course.» The

experiential approach is considered essential, since active: involvement

in self discovery in a group corteit leads to greater insights ab0ut

jhuman behavior and effective interperSonal interactions. 8

On this same . point it would seem equally advantageous if )

inserv1ce education for principals were to incorporate experiential 1

.learning courses.

¥

.’g?. Turning now to the 1mplications of the findings of this study
fo; :1actice in the schools, two broad conclusions stand out.' Firstly,.
.involvement 1n decisiOn making pfocesses provides opportunities for theij
t‘growth of. beginning teacher Rapport with the Princ1pal Secondly, .
-;frequency of supervision experience is associated with beginning teacher
'ssatisfaction.dz KRS | | | RERS:

| In both dimensions, the principal appears to be the key figure.,;b:.
He is 1n a’ position ta . initiate both participative decision making and ilf
more frequent supervision in his school. Given constraints on his own Qﬁ

. I

PR Y
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time, he has alternatives available to him. ' For example, more use

might be made of staff decision bodles which would include geginning
_teachers, more- use might be made of other supervisory persqvnel more
use might be made of'the "buddy system". However, the principal cannot -
escape from his perceived role as the primary supervisor of many of the :
.‘beginning teachers surveyed..‘Being available does-not seem to be
h enough. A more.deliberate policy of'aCtive interaction'is called fori
‘in many cases, including organizational arrangements through which
beglnning teachers can sometimes be. shown rather than told what to- do"
“and how to dO‘it. | |
This point introduces the final implication to be discussed

~ her ; It may be that the whole system jof inducting new‘practitioners.
iiji Z the teaching profession~needs drastic revision. Perhaps a period
" of internship of, say, 31x months duration, is‘what is needed in place |
;of the present "51nk or swim" approach ‘But would beginning teacher o
interns then become better equipped as.professional teachers and more';‘,
vsatisfied with their chosen career in the first year or so of full-
__time practice7” Would they become more flexible as teachers and be more
v‘willing and able to teach in other subject-areas and at other grade
levels7 Wouldathey accept lower rates of pay if, say, half their i;lé

teaching day was Spent 4n. observation’v‘

e -
i

The six or eight week period of internship offered by two of

uithe jurisdictions included in thetpresent study suffers from ‘two ;u:;*ithif‘d'

: disadvantages.;' Firstly, it follows immediately the completion of the e

. e

‘;Squféeﬁ*.The’tVOfSuperintendén¢i¢$;,.vf R
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SIS

beginning teacher 's University work in order to. coincide with th P

‘last weeks of the school year. Secondly, the daily rate of femunera-

, ) .
tion of fered to the intern is. too far below his earning capacity in .

alternatlve interim OCCupations. This approach to internship appears

to take,too much forogranted -thereby leaving too much: to be desired
van general conclnsion,.therefore,.itawould’seem that the

‘ffindings and conclusions presented in the course of this report have‘\'

'important and far—reaching implications for much of the theory and

practice of educational aHministration. o
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Department of Educational
. . : Administration
L/ S - - Faculty of Education” '
: : ‘The University of Alberta
Edmonton, Canada '
"T6G 2E1

. Dear Teaéher
: Thank you for agreeing to be 1ncluded in my research study.

The attached questionnaire consists of four parts:

LN

PART A

- Personal data - . _/k"j.’
. PART:B”- becision areas ' /
' PART C’;,SuperViso?;‘practicesf'
‘. PAhT;ﬁ_e'An'opinionnaire _?:" _ A> ‘ .i | i“ui

.

o All told, there -are 83'items,t I am-thus asking you for about half an hour
of: your time. It is- important that all items be ‘answered; ‘otherwise the. )
data . provided by your responses cannot be included in the research analysis.t;if

, _ Please take note ‘that your replies will be kept confidential The :

"identifying ‘c6de number 1is’ solely ‘to enahle: me to: identify which school

. staff you are on.: It'is in no-.way to be used to identify ‘any: respondent
or school or-school characteristi Analysis of the data is to be by '

4-groups of tethers, not by individual teachers.-_ S : ; —

1 hope that you will be able to’ find the time to complete the
questionnaire and’ réturn it to me as. soon as possible.. (A stamped addressed

e enVelope is PrOVided ). As.you reflect. on your: teaching service to- hhisllfl- L

- point in- time, you will understand why I believe that'the areas of research
'iincorpdrated in this questionnaire are extremely important, and why I need
~»your help and co—operation..“vf't_ I T T :

et e
e e

;:{J[‘:x‘ﬁl_ o Ly ﬁ;i ; ,‘,»‘;;f;’n’.f*f‘
L g e

L M Hewttaon

‘‘‘‘‘‘‘

;.'mu pk
',ffEncl

> e
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- TEACHERS' QUESTIONNAIRE - (ODE NUMBER:
PART A:° BERSQNAL DATA .

)

‘lzPlease circle the appropriate number for each of the following items

';“ITLM
1. Years of teaehing.experience.- ST " Less than 1 year = 1
S R Less than 2 years -

i
R

’ ;2.7;Which route did you follow to gain
: teaching qualifications’

L

Undergraduate Program leading to the B, Ed

Undergraduate study in a faculty other
‘than:Education fOllOWed by Professional ,
Diploma after Degree o o= 2
. e . T
3. Main teaching level =~ o . " Elehentary-
o ’ : S .« Junior High
Senior High

T S o AR S
- 4. Where were you trained f?r teaching? Univer51ty of Alberta'
‘ S R * University of Calgary
e , Coo. . s University of Lethbridge .
e B L Other Canadian University
IR L J.i' R Non-Canadian Universityf

5.  Was teeehing'your-firstﬂehOiee as - a career?,”»f U Yes s o
O . g CTTEIRITR AR A adreer . v Yes am el
t R oo e e ey

[ ]

nowon o
R WN - W

f ‘ |

6.7 Do you expect to, e a classroom teacher | T

5 years from now°,-f ;:J,.;‘- L ':;'?;',j:fgrwaes-

- AN e 00T Undecided S B
DR "”QNQ'-#153“;

] v
N

e T ST f"';)f"5'f A Married Female ="
5 "‘"'.Female other than married”i,; o

e

e Ly PR LR T -*“e;x» U

-7 8. Please write your age in years .

.
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Lp ‘
PART B: DECISION AREAS

e

-,‘This Section-of'the questionnaire is designed to provide information about
(1) y0ur actual involvement in a number of decision areas' and

(2) your preference with respect to y0ur degree of involvement. -

]

~ Two scoring keys are therefore provided for each item, ?lease circle che
~'appropriate number of each scoring ‘Key for’ each’ item in accordance with -
'_the following keys: - : : :

Involvement Scoring key

1= WhOlly the administration s decision (i e. Central Office, B

+ ;- Principal, Vice Principal, Department Heads, and/or outside
'n_Consultants) ' . .

2 'e_:Mainly the administration 8 decision.. '

i (2

,3. é’-The dec1sion is shared between you, and the administration; aboutp'f

'1-50 50
- “4-‘=‘vMainly y0ur decision. :
";_5.i=‘_wh0l1? YQvIVGEQiéioh;;}bﬂf{: !
Preference k_y L H_;:.‘ftl .
: 1~' I would prefer to be ihss involved in the decision._
“__2¥?=' 1 find my- level of involvement to be about righ . v,,ff;;f :
'1%f‘% I would prefer to be more involved in the deoision. R
-,fiFor convenience, an abbreviated reminder of the above two keys is at the :fj: B
'ffhead of each page.‘;'_,f‘ j;._<‘3;.ﬁ; Ll e '3“7'3'17'sll“
L Please be careful to answer every item. The pilot study revealed;ﬁ;glp_;rl
.jinadVertent omissions,_especially in the Preference scale.,”s'; ST R

AR

gl
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satisraction ui

L. N . ) 4
Ry e
4 : ,

ITFM
1. The c]asscs of studcnts to whxch I anm 2 5 4 5 2 3.
. assigne : R 1 T
2, The subject areas:to which 1 L nssigned 2 1.3 |.4 | 5 - <
3. The number of hours 1 teach : ‘2 1.3 '. 4| s 2 3
4. The extra- curricular duties in whicb X 2 3| 4.5 2 | 3
‘am invoived : . -, -1 - B 1 s
‘5. My non-teaching dutfes (playground duty, \\2\\\41;"-4 1 s 2. 1 3+
. etc.). . . ) A TP O
6. The size of my class(eq) 2 |3 |45 2 | 3
A The groupinr of: students within my- . 21 3 4 ‘5 2 3
- claesroom : S . . ) :
8. The school 5 practice regarding the 2 3 4 15 ,ﬁ 13
yrouping of students (by.streams, for - ’ B
team teaching, Jndividualizatxon of '
1natruction.ctc )y L . - 5 ’
: - . ol .
9. _Thé teaching qtrntegics Ivempldy T2 -3 4 5 2 3.
10. The rclationshfps thwblishcd be'teeen W :2_ 3 | 4 5 - 2" 3
. students. and me (my handling of R N S :
; .discipline praise, punlshmeng ctc ) o g
11. The day-to- day content of - the \ 213 4 | s 2 3’
o ' classroom curriculum‘- c S o B
12, The scquence in Which.the c¥assroom 2 |3 s s 2 {3
"curriculum 15 taught . - ) N S
The purchaqo of materials, equipmént “ete, 2 la l.a |5
: and/or use ‘of paraf profossionals i.e., . -
“any* adgit ons to the-existing stoek of o T
_ Snstruc:znyal resou)ces v : o o
 14. The. platemeht (promotion or rotention) 'f- '-2, ﬂa, 4 1.8 :
S of studbnts s ] : ?  N
is}‘*?hc meéans used’ to evnluate and rcport o 3‘2#;4_; 5
' ,student Drorress : » RN RS S LA N
16. The timing of. evnluntive procedurcs 2 3 {4 |s’
©oin the c]assroom . { R S
'317. The dctermination of =chool ru]eq and .;2 TN A TR R R
. ':,drcgulations for the student body . REEEE Lo
' Ly L - ¥fff:$“»’f” — -
L - L’ PR i ! : .
PTES § § you 8oy uish brgqfly ex1W1' o oghor decis&on nrens ot 1mportnnce .
to' you “Enter numborod T4 - o ite your present lcvol of 1nvolvemcnt
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PART C:_ SUPERVISORY PRACTICES

This section of the questionnaire‘is designed to provide*information’abOut'
. . 4 :
(1) Supervisory practices which y0u may or may not have actually
experienced in your school, and _ _ . e

(2) your preference with regard_to~the frequency of each practice.

Two scoring keys are again provided for each 1tem. Please circle the

~number which rost appropriately fits your own gxperience with, and
preference for, each item in-accordance with the following keys‘ o

N
Frequency scoring‘key:' - 1\> -
1 '='.Virtnally never .
‘ ,2 =.'Aonce per half;year period o {p
SR T 2- A times‘per half-year »pe‘riod' R 1‘
4 = 587 times per half-year period . B A
5 - 8 or more times per half-year period g

“Note: - In order to establish & common basis for analysis of reSponseb,iIi
divide the school year into tWo - ‘half-year periods. of approximately
100 echool days each 1.e. frem the opening of SChool through to

, ehe end. of January, and from Februarydthrough to the . summer holidaya.¢

Preference key ‘ '
_1.;5 I would prefer it to happen 1ess than it does,.fffl;
v 2 = T find this about right. . B R e
I would prefer it to héppen more than it does.“ L

‘us
T

‘nggain, an ahbreViated_reminQerpof thé‘twéjkeys”headsgeachfpage;:;

‘ Please be careful to answer .every item.

'



¢ 272
3 \ :
o - , Principal 1 K
4t - Whom do you.regard as your primary supervisor? ‘Vice-Principal "2
G . e . _ , " Department Head 3
’ ) ) : - 0t cr ; 4
In the followxng questzons, for "pr:ncxpal" read the
person you have 1nd1cated in the abovc xtcm.

In.a_haif-year period:

"

1TEW

1. . The pri1cipal 1nitiates an cvnluativo . 1 -2 3 | 41 5 1 2 3
vis;t to my classroom (by hIm or Uy other . - : :
R supervisor or 1nspector)

2. The prlnclpnl arranges’ a’ consultative- Al .2 3 4 5 . fl.. 2 3
’ sdvisory visit to my classroom (by him, o o : . ’ .
or a colleague, or outside consultant) :

_ s

3.1 in}tiate an evaluative visit by the , -1 2 |3 | 4. B, 1 2. | 3
principgl to m) classroqgm _ o B : - oo ;

4. I inftiate a cansultative-ndvisory visit By 2|3 [ 4|8 1 2 | 3
by the pfincipal to my classrooin. e S . . )

5. The principnl "drops in" on me for | 1] 213 | a 3 1| 2 3
© administrative reasons (necessary ‘at. tho : . o ¥ :
“time) .

"8, The principal "drops 1n" during my class 1 = 2 '3 {4 |5 1 ] 213
© to help me dex op my professional - - ' A A S .
compet®nce ‘ : : " ' v ‘-
7. The principal initintes a private - - 1] 2 | s 41 511 1 2 3
o - interview with me {e.g. for a professional ) : ) . : A
e discussion o L [ N | R A A : e
B L initiate a private conference with the | -1 2| 3| 4 5 f1°12 |3
principal (c.g. to.dlscuss [ protessiohal . e .
problem). .- - s . L . _ . B R IR B

e

Informal discussions or ."chance"- meetings: 1.2 3 4.1 5 1 2 13
with the. principal: resulting in. S R o :
© ' profe#sional ‘or social discussions -- |
"+ .1 elither in or out of. school -- seem to’ ol
: . happen

s,

. : ;' B . -
k] N N . B .
. ' . . . M . .-l . A e R

ifKINDLY USE THE FOLLOWING KFY FOR THE RENAIVING ITEHS

:E\'

1. Virtually never - IR 4 Oftén . - v
L - Soldom e RS 5';- Alvays = v . RTINS
3 . .0¢cnsion9fiy, et Tt .

SN e

In a ha]f—year poriod*";n

Vg
.9

' 7101' 1 find mysclf 1nxolvcd in staff ;%,'
: mectlng dxscu§sion~ ' S e

N v v L
T 11 Staff committoes.are: formod to. study
.,,l"school opcrﬂtxons nnd problcms :

‘?IZ}u'l find myﬁclf anludcd on such
: -:.committees LR Y




In a half-yecar period: . : °

ITEM . -

13, ft is arranged that ] observe & senior
volleague teaching a class

14. The principalvtcacheé a demonstration
lesson for nmy benefit

15.° The principal personally assists me _
.with regard to some clagsroom job such
as lesson preparation, Pproject planning,
etc. o

16. The principal promotes inservice education
--g.g. attendance at institutes,
Zérkshops; conferences, part-time

ourses--with regard to.me and.my
professional career - Ce

‘17. The principal refers mé to.the
" -protessional literature
: - .
" 18, The principal supports - my c¢lassroom
decisions (publicly if necessary).
_even though he. may feel uneasy about
the quality of the decision. . (He may
also take the matter up with me ldter), .
19, The principal makes explicit to me his
g evaluation of the -effort I am making by
his use of pralse or blame, ‘encouragement
or disapproval, -etc. = . -

It ydu so wish, explain bricfly any

e
have expcrienced, and éntetvdn appropriate response,

i
-

1 - . . - o -

o ,;L

,

: »your_inyqlvehcnt’and onc {for your preference.

other supervisog;wpract1Qe which you B

B

sab
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b

[ “A:ﬁieqse add any comment th‘ﬁ(sh\té-maﬁéi"

Please icheck to sec. that you have én}crcd‘twb”feﬁﬁbns

A

es fox-each itéfd,&- for . -
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. . PART D. TEACHER OPINIONNAIRE - _
(From "Manual for- the Purdue Teqcher Opinionnaire")

o >

This section of the questionnaire seeks your opinion .or feeiing about each
-of 40 items. Please circle the response which most closely fits your own

z

view in accordance with the following key ‘ . - Lo

~

A = Agree o PD = Partly Disagree
‘PA. =" Partly Agree D = Disagreeﬁ.-
Note .that "faculty is the teaching staff of the School.

ITEM I _s’r:o» K/\ | RESPOgSE.‘

A ) o

1. My prlncipal has a reasonable understanding : .'Vﬂf‘
of the problems c0nnected with my teaching, - ' . R
“‘assignment . . . A PA. - PD :* D
2. My principal makes my work easier and . L ] / A
more pleasant . ot . A, PA, " PD D
‘ . ‘ . B ) . . . ‘ "_< .- —) - . ) - »
3. .I ‘do not ‘hesitate to discuss any problem , - i
with my principal S ' ‘A “PA ‘PF. .- D¢
4, Our pr1ncipa1 shows favoritism in his ‘ '1; o ’ ‘
relations with teachers E ' ,/,- . A PA - PD* D
! N ' ) . S ‘ i* 3
5. Mv school principal supervises rather' ~ . e o & F
than "snoopervises" the teachers in _;x///~ S S
our school ) j. _ . TR -JA '-EA": PD D
. .. . . o : o _z:'u’,‘ »‘ o
6, My pr1nc1pal triee to make me feel , C e R AR
- comfortable when he v1sits my classes. A PA P> . D
R R My pr1nc1pal shpws real 1nterest in . S o S
my. departnent[pr Special field] . . A 'PA - PD{ D
8. ”M) princ1pa1 1s- concerned with the S "f g | 1
" . problems: of the- faculty and handles . [ -~ S e
. these problems sympathetically | “~ v A PA “PD, ' D.

9;13My principal makes a real effort to
. - maintain close contact with the o
e Tfaculty i S T T
‘ . SN Lo : ' ST S
’110;“Wy prlncipal acts as. though he is '
""_?,1nterested in e . and.my problems )

;”“li.,,Tcachers mcetings as now conducted ,
" by our principal waste the time andr}
S energy of the staff : o

(¥
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T would choose tcaching ' N A . PA

275
, - ]
o | | » .
- -’ _ Partly Partly
ITEM Co ' RESPONSE:. Agree Apree Disagree Disagree
12. The work 6[ individual faculty
members is appreciated "and ' : ”» :
commended by our principal . . . A PA PD D
D s T ’ i .
13. The 1ines and methods of
communication between teachers
and the principal ip our school 7~ ) .
are well dchloped and.maintained . A’ PA-  _ PD D
) )
14, My principal makesseffective use - N _
of the 1pdiv1dual eacher's capacity ‘ _ :
‘and talent : o . A . PA PD D.
15. My principal understands and , '
‘recognizes goog teaching procedures A PA - PD D
16. Our pr:ncipal promotes a sense of
belonglness among’ the teachers in . .
~our ‘school °© - ‘ A~ PA PD D
17. Teachers feel free to criGipize
administrative.policy at fatulty .
'méetlngs called by our priﬂvipal . A ‘PA’ PD D
18. - 1 feel that my work is judged "
fairly by my principal . ' A PA PD D
" 19. Our principal's leadership-in .. .
faculty meetings challengcs.aqd \
stimulates our professional growth A . PA - PD D
 20. Teachers feel free to go to the
f.prlnCLpal about ptoblems of )
personal and group welfare , A PA “PD D
My~ students appreciate “the help . o o -
1 give ‘them with their schoolwork- . A PA PD D.
22, If ‘T could earn- as much money in-
© another occupation, I would stop I ‘ , o
teaching S I A PA" PD D
23. As far\as'I know, the other o N A ,
teachers think I am a good teachér | A . . PA’ PD D
. . 4 :
24, If T could plan my career again, ‘ ,
D
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‘?—1 . A s
i ® . : ’ Y2
| s " Partly »‘Pa\;tl\' ,
ITE M ' . RESPONSE: Agree " Agree  Disagree Disagree
P R N ‘ ' . , . .
25. Most-of the actions of students ' e o
frritate me ‘ L . A PA b
0 v ’ F
426. ¥A4 a2 teacher, T think 1 gm as. ,
competent as most other teachers . PA PD
. -~ . s
27. 1 feel succes$ful and competent
in my present position , A PA. PD

28. T am at a disadvantage profes-
sionally because other teachers
are better propared to teach than

‘-I am _ _ A : PA PD_\;

29. I would recommend teaching gs an . ' .
occupiation to students- of high -
scholastic ability, ' . A PA PD D
30, My sctudents rogard me with respect . 5
and seem to have confidence in my . _ \ _
professional ability _ Y PA _PD D
31. Teaching gives mo.d great deal of 3\ . -
v personal satisfaction . A PA PD D

32, M feel that I am an important

part of this school system. °. ’ A PA PD D
33. 1 really enjoy working with my . . . . ‘
- students ' ‘ A PA ~ PD _ D -
y ] : .

34, I find my contacts with. students,
for the most part, highly . . . ‘
satisfying and rewarding . A PA PO . D

35. T enjoy working with student - o ,
- organizations, ¢lubs and societies A - PA PD D

o . - - o .

36. T love to tea¢h = . . _ A~ PA PD D

37. The stress and strain resulting
from teaching makes teaching _ : . ’
.undesirable for me - : _ A PA  PD D

38. To me there is no more challeﬂging' . . R :
work than. teaching o R A - PA PD ’ “/9
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? | S ' E ! ¢ . ’ .
: ‘& . ) ‘ Pnftlw 'Pértly 2
1TEM v ;kESPONSE: Agree Agree -Disagree Disagree
39. lTeaching enables me to make .
my greatest contribution to / .
‘society £ A~ PA PD w D
40. 1 am well satisfied with my S . . '
present teaching‘position A PA PD D
o ‘ ! '
4 - . » .
) 2 A ‘ ) 4 i
* L . . L] 'f L] L .

The present research data are now complete. If you would be willing
to be contacted in a possiblesfollow-up spudy in, say, three to five years'
time, please print your name here: : ) ] ' '
Your replies to this gquestionnaire remain in my personal safe-keeping until
such a study is actually undertaken, and even then, will not be handed over

" to the follow-up-researcher without your consent. ’

*
1

. . _ \ :
I would like to thank you for your assistance in the present study.

3
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e : . , . The University-of Alberta
' ‘ A/N\\\ Edmonton, Canada
. "T6G. 2E1 .
T ! L
/. ! ’
Dear Principal, : ) > ’ .
Thank you for agreeing to particiggte in the research I am under-

taking into the professional satisfactionyof beginning teachers.

The enclosei questionnaire is designed to. provade information about
, you and your school, as-well as about : '
(1). the role which beginning teachers: actually play 1in the decision
making areas enumerated, and _ ) . ‘?
Ve (2) the~supervisory practices which prlncipals actually use 1in relation

~to beganniug teachers.
©

' Beglnnlng teachers are here defined as those full- tlme teachers new to
‘ teaching who joined the school staff ‘in the school year 1973-1974 plus those
. who Jorned thlS school year, 1974-1975. ' :

Hav1ng been a school principal for seven years, I appreciate many
of tne difficulties involved in completin} research questionnaires at any
time. "Now that it 1is Wy turn to be the researcher, I hope- that you will -
oblige mé by not omitting any\resbonse, knowxng that your replies will be
kept confldential ' - e :
v You will note: that the questionnaire ‘has an 1dentifying code number”
on the first page The. sole purpose of this is to enable me to identify which
new teachers are on your staff. It is in no way to. be used to identify any
réspondent or school or school characteristic.
\- . . ‘
When you have cogpleted the questionnaire would you kindly return’
it to me at_your earliest convenlence A stamped, addressed envelope is B

enclosed. o e : ; o -
. I ,A_ A ‘-‘;‘Yours‘sincerely;
s . °.
L . .. 7 MT. Hewitson -
Ene. - - T . SRR .

i



PRINCIPALS" QUESTIONNAIRE 219
PART A: PERSONAL AND SCHOOL DATA

-

Please circle the. dppropriace number for each of the following items

CImM T - RESPONSE
o 1. Sex - R . Male =

1
Female = = 2. -

RN Type -of school o T Elementarj- = fil )
' SN R Elementary—Junior High- = 2
IV S * Junfor High- - = 3
o - Junior High-Senior. Bigh - = - 4 .-
© T , .. ~ ‘ “Senlor High = 5
: : i e ﬁ T Grades, 1-12 = . 6 . a
5. ‘Size of teaching staff, | . g'Less than‘lOA = 1.
A(Influde full time ' ‘L . 112000 = 20
eqqdvalent) _ S 21-30° = 3
c ' "' 31 or more = = 4
C : R S
4. Sex compositfon of teaching . 0 -.20% Male ';. .‘I. ' Jff
. staff ' 21 - 407 Male = 2 -
‘ Co S .~ 41 - 607 Male = '3
S . T 61.-80% Male = 4
Coel L 8L-100% Male =5
; s e . C o L :
5.- [Please insert your years as a principal.
Soos e } 7 R et R
o !l.- . . - 4 "4‘(“' N | '.“-. . . ‘. - -., o ‘b’\ |
6. Please Ansert your years.ag principal of  1’ff ’
o your: present school : -“ SR LA
P R : . . e ) \.:. ’ . L v':_i.‘A, -

7. ' Please insert the mumber of beginning . 4
"+ teachers- (less than 2 years experience)” - -

. - who have transferred to your school s&nce o 0 . »
L .September, 1973. AR R
S R cee S o
. \



PART B: DECISIONS

. . : N
This section of t$e questionnaire is designed to deterane the involvement
of beginning teaclers in a number. of- decision, making areas. Please check"
. the résponse which mnost closely fits the situation in your school by circling
: the approprlate number for each item in aCCOrdance with the following key: = .

1 = Wholly the administration S dec1sion (i e., Central Office,
' ‘princ1pal, vice- principal, department heads and/or outside consultants)

‘._J2 = Mainly the administration s decision\ S '\ Y
~§. = The, deéision is shared Dbetween. the admlnistration and the beginning
o teacher, about 50: 50 ) r .
"4 = Mainly the beginning teacher s decisions. b
5 = Wholly ‘the beginning teacher s decision
‘_‘ 1 . Q “\q 4 L
» B R Q v [e) ) o
o : u‘Q$>$7 s}fz" o F§
: ¥ 9 o a
. o N s R AV, AP O N )
. O W > o J? &, &
@ £9 g0 9
g Ve D
Ny ry . & ~y
g § &% 9
¢ , . ‘? L) S g . §
ITEM ¥ ¥ v ¥ 8
l; 'The classes of students to. which the ii-;} 23 :14"~5*
. beglnning teacher is assigned . L , SN : -
. . . - . + ~‘6 ‘. ‘» . A' » .
,;2!,*The subJect area(s) to which the o 1 2 3 s
L ,beginning teacher 1s assigned s 2 i R I
,{'3; ‘The number of hours taught by the : ) 1 2 '3 4 5 ;r;
L beginning teacher 2 g . g o
. . . & .
: g ‘ ‘ RS A T e e
’ ‘\4._'The extra-curricular activities in 1 203 s 5
. which the beginning teacher is involved S C
(sport, clubs, etc,). R S oy o
o SQQ_The non-teaching dgties of the ";::[ ' ~.f7 1 2J-h 3’;145fh'5[2w1‘f
' j.ﬂbeginning teacher. (playground supervision, R T e
6.“;Thetsize»6f-the beginning-teaéhér's»ciass(es)l,ggi»’;f 2.3 4 5
7. The grodping of students with&n the . f'7 ol ff’325r-43,. 4ti 5 -
. teacher's classroom o ol T L
’8,’ The school's practice regarding the " L S f‘.dﬁ_zh‘ 3 .A‘WI § 0
' "»grouping of students (by streanms, for. . e T T
© % team teaching, indeidualization of R AR
- instruction, etc, ) R _ -,w S (R R T
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< . o & S 'S
. .0 (e} 7 /)
s 1 Bie 4 - v o &
'$§4§ $>¢; 5 &
F)(;l N Qo &,Q’ &q’
LS5 L& A
g g R o] ~y
. . . : S ¥ o
' o T ¥ % ¥ f§
“ITEM S Lo _ 7
L o o o e
&S. The teaching strategies employed by 1 2 3 4 5
the beglnning teacher : ; '
' .
10: - The relationships established betweet 1 2. 3.4 5
+ the beginning teacher and students
“(the teather's handlirg of discipline, ,
: praise ‘punishment, etc. ) :
'_llflAThe day to~day. content of the ;- 1 2 3 4 5
' classroom currlculum ‘ -
12. The sequence in which the classroom 1 2 34 5
: curriCUlum is taught S . .
13. ”The purchase OE materiéls,lequipme‘ . B S v2‘ 3 4 5
_etc. and/or use-of para-professionals “ =~ . . ' L
i.e. any change n or additions to - T T e -
the existing stock of 1nstructional ‘ A g "< o
re50urces T i
14, The placement (promotion or retention) o x;lﬂ" .2 .3 4 lh57
S Of studem-;s ' . . " e o

D]

lS.‘fThe ‘means used to evaluate and report o ;‘-; 1-.lb's 23 & 5

S 'student progress R \ a
‘ ) f . » . : : ) -t " B . . .
16..'The timlng of evaluative procedures L r 203 45,
Lt ;rln the. classroom ’},, o . - ) AU
o SRR . | | , -
-17m1,The determination of school rules and e 12 3 550 _
L regulations for the student body R o S Qf
Iy . *,: . 5_>. . . oy ' L . . . . - ) . )
o - ,..'H" L ” .‘, L) ,n’. . ..":“ ) Jz‘ .."7 . - G -

g jOU'sovuish, ekplainebriefly ny other decision areas of 1mportance S
to b?ginniqg~teaehers,’and°enter.a che response.- oL e e

4 . X B . (9
. o DT - ‘
. . . e .
© @ - RS
° s S S e N .
d ' R ’ 0
] i L / L4
a ’ e b & : ,
RS * /
Lo .y :

":Rleaseadd'Tnycommentyou Wishwtd'makes:f_;'
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PART C: SUPERVISORY PRACTICES

LI .

Thlq section of the queetlonnaire enumerates spec1f1c supcrvxsory .

%gractrccs which principals.may or fmay not actually employ in thelr inter-

ction with bcgrnnlng teachers '

Two d1ff1cu1t1es may arise in answering. Flrstly, the case of a
panClpdl who 'has-a number of beginning teachers on staff and who
individualizes- his supervision of each. - In such a case, I ask you to
report the frequency with which you clplcallz employ a partlcular pract1ce.
It may be helpful, for exumple' to think of the "average" beginning tecacher
with whom you have worked over the Iast year qr so, and enter the typical
‘or aVcrage frequency with which you have employed the practice identified
in each item in your 1nteraction with him In responding, you may- rule out
the extreme case where you found it. nccessary to employ. unusual superv1sory

Secondly, the fact that schools are- in 50551on for dlffering time

" periods raises the problem of whether to use a term. or sémester as a basis
for responses. In order to establish a-common basis, I divide’ the schood -
year into ‘two half—year.perlods of approximately 100 school days ®ach i. .,
from the opening of school. through to- the end of January, and from February ‘
thrqegh to the summer holidays. : -

Acceptlng this d1v151on of ‘the school year, please cgéhk the reqponse
‘which most closely fits your supervisory behav1or by circling the appropriate
number for each 1tem in’ accordance with the following key

1 = Virtually never o

2. =" Once,per half-year p fod - .'..'- '

w
I




:q g h vgj

<

- - 7

During a typical half-year period:

L d
L

'ITEM ' : , 1

1. 1 initiate an evaluativg visit to the

beginning teacher's classroom (by me or
N other supervisor . S

. ' A

2. 1 arrange with the beginning teacher a
consultative-advisory.visit to his
classroom’ (by mé, or ‘a colleague, or
an -outside consultant) .

3. The beginning. teé%her’initiates an
valuative. visit by me (or other
' superv1sor) to his classroom <.

"

4. The beginning teacher initiates a
consultative-advisory visit by me
(or other supervisor) to his classroom

5, 1 '"drop in on” the beginning teacher gor'

’.administrative reasons (necessary at ‘the
time)’ . . Lo
6. . "drop 1" during the beginning teacher s .

,class to help him develop his professional

competence R A ‘

. . o :

7. I nitiate a private interviewvwith the"
bééinning teacher (e g for a professional

discussion) g .

8., The beginning teacher initiates a private
" conference with me (e. g to discuss a-
vprofessional problem) : '

9.j‘Informal discussions” or'"chance meetihgs ‘
7 with the beginning teacher resulting in -
professional or social discussions -

'Ieither in or_out of school -~ seem to happen )

w



During a tféicar'half—year periodf
10.
11.
‘lZi
113.
14,

- 15.

16.

- 17.

«8 .

/

Would you kindly use the following key for the remaining'itehs:

e

1 = Virtually never 4
2 = Seldom 5
3 = Occaaionally oot v

j ensure the hcginning teacher is.

ViHVOlVed in staff meeting discussion

I. use,staff committees to study

. profe951onal iSSues

1 ensure the beginning teacher is
included‘on such cOmmittees

I arrange.for the. beginning - teacher
. to observe a senior colleague teaching .
"class - :

13

I teach a demonstration lesson for the -

: benefit of the-beginning teacher

I assist the beglnning teacher
personally with regard to some ¢lassroom
job such as test préparation, project

cplanning, etc. - 4

I promote inservice education --'é.g.

attendancé at institutec, ‘workshops,

"conferenCes, part-time courses -- .

with ‘regard to. the beginning teacher
and hlS profeSSional career

'I refer the beginning teacher to the ngf ;'V

professional 11terature::“

[

= Often
= Always
g
Pl
.o
1
1
1'
1
l.l
1.
1
1

284
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> e )
- “ i8S F s 8
) : ) ~<¢ o & k& 5
: : ' ‘ A © <o o ¥
ITEM - Y e e
‘ - E . . N /oy
18. 1 support the beginning teacher's classroom 12 3 4 5
. decisions (publicly if necessary) even 1f “
5 L feel uneasy about the quality of the ’
~ decision (I may also take the matter up with
the teacher later) -
19. T make explicft to the beginning teacher h} 1 2 3 4 5
evaluation of the effort he is making by my .
. use of praise or blame, encouragement or '
_)) digapproval etc,
If you so wish, explain briefly any other supervisory practice v e

which you use in respect of beginning teachers, and enter a check response.

. \-J

v - r ¢ -

TPleaee add any comment you wish to make.

@

Ihénk-you for You;fcoopera;ion;
: ’ - St —2)
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: ) . THE PILOT STUDY o
- | (
' The pilot study was carried out in a county jurisdiction about

i

lOO;miles'south-of Edmonton, located on-the'fringe of Red Deer (pop. c.

. - 7 - L -
30,000). The eight jurisdictions encircling Edmonton averaged 10.5

‘ schools, the_mean size of the teaching staff being 19. 'The_pilot

‘school system included 11 schools with a teaching staff mean size of

23, Beginning teachers nnmbered 23, representing_over.9z of the

system's teaching force.

_The system superintendent agreed to the pilot study, as did all

I

qualifying principals. The researcher delivered the instruments to

®

-

- _ ' Sy o : . o
each regpondent, including stamped epvelopes for the return of the

\questionnaires.h Respondents were asked to_commentbfreely on format,

wording, or other "technical"‘problems encountered, as well a& on bias

perceived or. difficulties of item interpretation. Responsesfwere”

'received from 1007 of principals (n = 9) and from 87f of beginning

teachers (n = 23) S . o : ﬁ
N N

In addition to changes initiated by the . comments of respondents, ’

the Teachers Questionnaire was factor analyzed to reveal whexher\the

_categories (Work Load, etc ) were in fact reasonably consistent inter-

- 7
nally and to checP whether inter-category correlations were sufficiently

<

l/yfto make category scores: meaningful in terms of inter-category

e “~ . . . .
° N N N . <o . T
— ) A . -

-discrimination. 'mhff-'- '-A A -

The results of twovfactor-analyses areféeported.in Table 1 and

FACTOR ANAtYSIS 1: _Decision makingiinvolvément
4

R The 17 decision itfas factored adequately into 5 factors using-

e - -

v : Do

.



L4

teachers' responses The 5 factors account for over 687 of _the tetal

G

variance, as shown in Taéle 1. These factors may be described as

follows:

2.

-/l‘o‘

P
®

. Job demands (Column 2): Teaching involves teaching subject

lessons %o students grouped into classes. It often involves, in

addition, non-teaghing duties. Decisions must be made about

Assigning teachers to:classes and to ‘other duties. Varying demands -

are ‘also placed on the teacher in respect of the school s practice

regarding student grOuping, whether heterogeneOus classes,

individualized instruction, team .teaching, etc.

288

.

e

Core activifies (Column 1): (ore teaching activities incorporate j

the teaching strategies employed by the teacher, the idStructional

alds (and aides) available for use, and the evaluation and place-

ment of students. Decisions must be made about these core activitiés.

Core content (Column 3) Core content includes both the claSsrooq

curriculum and extra-CUrricular (or co-curricular) activities,

Decigions must be made about content and sequence of both %imen— ’

sions of the school curriculum,

»

Class relationships (Column 5) Grouping of 'students within class

, contribute to the relationships which a teacher establish%s with

students, as does the teacher' 8 handling of discipline praise

. etc. Decisions must be made in respect of establishing, main-

taining or changing teacher student rel tionships.

A

School organization factors (Column 4)“ School rganization sees ;

to it that classes are taken under the direction o eachers.
Hence decisions must be made as to the teacher 8 clas contact
hours, the size of classes and the school-wide regﬁ ations

intended to govefn and control student behavior.

o
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TABLE 1 ; )
: FACTOR ANALYSIS 1: DECISION MAKING INVOLVEMENT
v (BEGINNING TEACHER RESPONSES: N = 20)
’ .
COMMUNALITIES 1 "2 3 4 5
1 0.808 0.233 0.852 ©-0.114 -0.076 -0.098
2 0.817 . -0.069 10.896 0.088 0.015 -0.044
3 0.774 0.059 0.248 ~ 0.059 -0.783. -0. 304
2 0.855 -0.433 ~0.009 0.1237 ¢ 0.220 - -0.276
N 5 0.441 -0.207 0.511 0.339 0.151 '-0.015
6  0.§13 -0.166 0.246 0:303 0.376 0.031
7 0627 0.334 0,202 /= -0.037 't 0.229
8  0.704 -0.344c. 0.612 0,015 ~  0.207
5 0.m7 { _ 0.668 -0.099 © 0,175 0.479
10 0.764 ~0.223" 20.383 . 0.180 -0.061
11 0.727 . 0.094 ° 0.044 , 0.749 - 0.117
12 0,761 ©0.271 0.058 0.819 © 0,038
13 0.427 10.373 ~0.001 - ov2ds 0.013
14 "0.569. 0.626 0.045 . -0.067 0.191
15  0.714 0.835 -0.122 70.016 . =0.020
16 0.617 . 0.753 - . 0.055 0,013 -0.215
7. 0.763 0.310 10.371 - 0.204 . 0.684 -0.141
11.999 .. ’3,019 (:g<§jg7 o 2.178 . 0 1.917 ¢ l.8W
PERCENT OF COMMON  _+) - = S -
VARIANCE R ! R
e 100.000 : 26,030 22.794. 18.778 16.527 15.871
: : S , o ¢
PERCENT OF TOTAL ;.
VARIANCE - .
68.232 . 11,761 15.553 12.812 11,277 10.829
. n B CLASS
CORE_ACTIVITY CORE CONTENT - ~ |- RELATIONSHIPS
-‘9. Teaching stréteéiég 4.‘Extra curricdlar “' . 7.'p1a$s grouping. .
14. Student placement- - | 11, Curriculum content | - 10, Class discipline
15. Student evaluation. 12. Cuiriculum sequence |  13. Teaching aids.
16, "Timing of evaluation ' ; - : :
o e L
o o 4 : ' .. SCHOOL
of , ~ JOB_DEMANDS ORGANIZATION FACTORS
| .;,}" . : ) 1. Classes assigned ’ ' 3. Class time
: o - 2. Subject areas, assigned - 6. Class size
' 5. Other dutdes - 17. School rules

8. student grouping for
.- team teaching, "
individualized
- instruction etc.
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- FACTOR ANALYSIS 2: Supervisory Practices
As certain comments suggested the need to identify the "primary

" e .,’) "'

supervisor of teach r/respondents, a question was added to ‘this sectt/7
of the final questignnaire to elicit this information. —~—

There was also some confusion in the minds of respondents over
~the originalpitem 10, i.e., the use of staff meetings to discuss pro-
fessional issues and concerns, This\item wag ‘deleted when teachers"

. K3

'responses were factor analyzed and was deleted from the final form of ~
¥

the qu%stionnaires._ This left 19 items which factored into 4 factors

which account for over 68% of*the @otal variance, as shown in Tahle 2.,

These factors may be described as follows'

1. Technical Supervision (Column 2): Principal initiated classc

visitations, whether ominally evaluative, or conspltative, and

principalvinitiated dzmonstration lessons may all appear to begin— .

: ning teachers to be closely relate{fforms of supervision. |
Relationships here arellikely formalized in the’teacher’s eyes.

L d

2', Supportive Supervisijgi (Column 1): Teacher-initiated class
visitations, private conferences. with the principal including '
those where teacher decisions and the principals personal opinion_'
of teacher effort may be discussed general discussion in staff
meetings, the principal s assistance with projected classwork
and the’ principal s commendation of inservice activity ox the
professional literature suggest less formal interaction with

the emphasis on helping activities.

{ | | n _ S
3. . Incidental‘Supervision GColumn 3) Class visitations which are -

learly for administrative purposes, chance meetings with the '
principal and teacher-initiated class visitations for evaluation
- of performance suggest that the teacher feels in a low-threat h
| situation - such interaction with the principal occurs inciden- L
tally in the course of the teacher s real work with students. f' o



b‘ R
- 16. Promotion of irservice
17. Literature rcferral

.18. Support of teacher decxslons
,19 Explicit rccognxtxon S 9

» ' 291
TABLE 2
FACTOR ANALYSIS: . SUPERVISORY PRACTICES
(BEGINNING TEACHER RESPONSES: N = 20)

COMMUNALITIES

1 0.842
2 0.772
3 0.670
4 0.512
.S  0.789
6 . 0.615
7  0.821
8  0.628
9. .0.814
10  0.762
11 0.688
12 0.661
13 0.562
14 0.752 .
15  0.669
16 0.543
17.  0.809
18 0.617
1 - 0.426
12.951

PERCENT OF COMMON
VARIANCE '

N 100.000
PERCENT OF TOTAL
VARIANGE
68.165

SUPPOR’I‘IVE SUPERVIS IO\I

1 2 3 4
P o204 0.822 0,050 0.276
0.163 0.852 0.003 - 0.142
-0.063 0.464 0.668 0.073
0.595 - =0.165 0.335 0.136
0.182 - =0.040 .. 0.823 -0.278"
~0.026 - 0.625  °  -0.109 0.461
0.790 . = -0.230 ~ -0.480 - 0.371
- 0,569 -0.444 -0.326  ° 0.023
0.227 -0.186 _0.770° . 0.067
0.704. - 0179 ., 0.360 © 0.322
0.008 0.221 -0.164 0.782
1 0.192 -0.057 0.102 ©0.781
~0.059 ©0.728 , - . 0,062 = -0.158
0.263 0.634 -0.535 . =-0.09) .
0.775 ©0.23¢ . -0.,035 - -0.115
;0.518 . - 0.288  0.231 - 70.374
0.529 0.015 © -0.576 8.443.
0.698 . 0.346 ' . 0.096 ! * 0.034
. 0.548 - 0.167 0.306 . - ~0.065
4,176 ' 3,607 - 2,901 . - 2,267
32,246 . 27,850 22,397 - 17.507"
S , - g A
. 21.980% 18.984P - 15.267¢ . - 11,9334
B TECHNICAL supsnvrsxoub T

4. Teacher—1n1t1ated vxsxt for

consultatlon

7.)Private cdnferences
8.)with principal -
10. Staff meeting discussion
15, .Help with pro;ected :

classwork

. ‘6, Pripcipal drops in- for competence -
. .+ development = - '
13. .Colleague observatxon lesson arranged
14. Prxncipal's dsmonstratxon lesson ’

. INCIDBNTAL suprnvxsiou
3. Teacher initiated visit for evaluation

Informal meetings '

COLLEGIAL COMMITTEEd

11, Staff committees - formedv
12 Bcginninq tcacher xnclusxon

1 Princ1pa1 -initiated visit for evaluation
2.»Pr1ncipa1—init1ated visit for- consultatlon

»

\

5. Principal visits for adminxsttatxve purposes

Q-
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4, Collegia1£Committee WOrk'(Column 4)' A professionally-oriented

collegial relationship is suggested here: the principal involves

his teachers, thereby promoting their professionalism and growth

»

of self-supervision.

- The aBove faé%@rldeSCriptions are intended_only‘to'etempliéy"

the desirability and feasibildty of following,the“procedures of the

Pilot Study*in the study propers In facb"the Pilot Stody had demon-'

N -
T

strated:

1. The means of achieving a- satisfactorily high rate of'?@turn of a K

-

i questionnaires,

24 The feasibility of analyzing questionnaire items into meaningful

and discriminating factor categories’ and ‘ \/\\- :
3. _The possibilities of and information for improving the validity

and reliability of the research instruments._..’

However, the major'hypotheses of the study itself vere'not-tested, and

no statistical analyses of the pilot_study data were made as it was

o

felt that.theInUmber of responses did not warrant exhanstive analyses.
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APPENDIX C

;TI_{E PROFESSIONAL SATISFACTION INDEX -

N . T‘ R i‘ ‘ " ’ \

The Professional Satisfaction Index (PSI) is an index of the
?

5

_satisfaction or dissatisfaction which may. be experienced as a result

!

of the gratification or nongratification of professional autonomy needs |

| and wants.. It indicates both the direction and strength of the- 80urce

of professional satisfaction or dissatisfaction. Professional

.

: Satisfaction is conceptualized as one element of the overall satisfac-

tion whﬁch teachers, for example, may’ feel with teaching as a career,.

: 6
_but the PSI.itself is not, an index of Career Satisfaction.

P

In this study, the PSI scale ranges from, -12 through zero to\Ml/f.,'

-

. +12.° The selection of 12 as the terminal points of the scale is'a - -

"convenience which arises from the f:tt that the decision making areas ,:

- .,‘V'

and supervision categories determined by the factor analyses (Chapter

VYV Section’IV) happened to consist of eithen,Z 3 or 4 items Had a:

factor of 5 items occurred the terminal points of the scale may have‘

A

"‘been 60 Obviously terminal points could be converted to percentages

. : o
R 2

if felt necessary.

It will be recalled that teachers were as¥€$ to respond on a

'“;;preference scale to each of the items included in the Decision Making

;and Supervisory Practices parts of the questionnaire (Appendix A). It

*.'is assumed that a response of 2 ( = About right) reflects teacher "

. more) reflects both some dissatisfaction and one reason for it.te

‘iTeachers responses may then be scaled on the PSI as. followa..

=Y .
| A

A'":;1h=\hsh‘ s

o

:;satisfaction and that a response of 1 ( = Prefer less) or 3 ( - Prefer ’7~!.‘=



ﬂireally belong within the factor i e., if°they really are measuring theh:'j ;1(E

”:hhfagtor 8 items., Note that the PSI concept is superfluoua in the case t~7':”v“'

"_;factorvscores) where a ‘lfﬁand a'{3{ occurred within a;factor."0£-the”»fi‘ '

L .9
A response of 1 = g negative score — the teacher wants less°

A‘response of 2 = 0 -~ the teacher 1s satisfied

-A response of 3 = a-positiVe score -- the teacher wants more..

K

The PSI scale thus 1ooks like this"-«'

. . -
" 4

-

‘2 o0 - H2

‘ Suppose that, in a four-item factor, the teacher responds with two
"2's and»twq '1's. His two f2 s scale as 0 and his two. '1 8 as -3

‘each. His'factor score on the PSI Scale'is -6.} o

[ .
.
Now suppose that, in a three-item factor, the teacher responds

with a '2' ‘and two '3's. In this case, each 13! response is worth 4

'-on.the PSI scale,=and the teacher g PSI for_that factor,is +8§

In a two-item factor, a 'l' or-a '3' response is worth 6 on
ché;Psi scalé. (Note, again, that scores could also be converted to .
percentages)

1t is clear that if the teachsr responds with a '1' and a '3'i

.'on items in the game factor, then he'cannot be scaled on the PSI. For”
' example, a 1, 2 3' set’ of responses cannot be averaged into three -

. '2'g: the latter indicates a hfgh degree of satisfaction in respect

of the factor, whereas the teacher is obviously dissatisfied on’ two

‘out of three items.- However, it is logical to argue that, if the itemsf;',i:fT

'_;'.

Sw

= same "factor . then a '1" and a '3' vill not occur together in that

In this study, there were 51 instances (out of a possible 23

SAH
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51 inconsistencies, 25 haVe been explained (Chapter IV Section IV)

»

and attributed to defects in the questionnaire. Item 5 of the

Super isory Practices: questionnaire (Appendix A Teachers Question-'

—

naire) The principal "drops in" during class for administrative.reasons,_ -“

accounts for an additional 18 instances.' The fact that it is reasonable

for:teachers to want less interruptions during classb(-l) and at the _

+

same tTme want more involvement in~staff meeting discussions or staff
committeé work (-3) points to a weakness in the factor, in the view of

the present writer As explained in Chapter v, Section v, this item’:

should have been - discarded from the analyses.

'- Thus® it may be fairly concluded that, given an improved

'.questionnaire instrument, very few withinnfactor inconsistencies would

have occurred In other words, respondents might indicate preferences

L of "1, 1y 21 ox 12, 3, 3 . but very rarely indicate a'l, 3' preference
combination within a factor. Logically inconsistent within~factor

-;responses were excluded from the present data analyses.

‘a:

Use of the PSI - enables bar charts to be drawn. For example,"

Figure l represents the overall satisfaction of the beginning teachers

-surveyed in this study with respect to their involvement in deciaion l

'>>making.y '/'?fit |

.: /J

‘A brief interpretation of Figure 1 is,‘ at,_overall there was

<y

p"a egiigible demand for less involvement in decision making by theée '.\'ffn'

31}7beg nning teachers A considerable degree of satisfaction was

rex ressed but tﬁire ‘was, also a substantial desire for more involvement

)

" 1.including soie. ss;ong expression of this desire. ifpf cfﬂn_. s f’f’é,;g.j P

It is. more fruitful to examine the position with respect to

._\\_

:'Jv;each decision making area. The five PSI bar charts which follow .‘7:yff.:i,':;

v

‘!,‘

T e
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. Total aumber of ' |
' factor scores for
- : five decision areas _ I
' _'600 ' - "
500
:
400
R
Co . - - N
300
. "( .
- 200 — : : —
T 100 —l— /N1
L iR
: -12 -9 -6 -3 0 43 46 49 412 o
WANT LESS . . ‘ WANT MORE Gi
_ DECISION = . 'S‘ATISFIED : . . DECISION e
INVOLVEMENT =~ . R A INVOLVEMENT -
o Figure 1. The Professional Satisfaction Index. -
‘ R " Direction, and Strength of Satisfaction |

. . and Dissatisfaction of 213 Beginning
Teachers in Their Decision Making
Involvement. '

,constitute the actual PSI scores of the beginning teachers Surveyed for
'jthis study, (Figure 2) The n varies because inconsistent and omitted
responses are excluded from the analysis, and the number Qf exclusions o
d“varies among the factors. 4‘[ fss_:j.~” ‘vfif‘;'f;fdffdfeéurt%:j”;'
Inkpen et al.% recently suggested the desirability of g;ioritori-}i;ﬁ

- zing_ eachers demands for greater participation in decision makiggy It

b} s,

: “ . CRNE

‘F rj .iii } iﬁ?77.v5}3~'4’ f.r:f} 33.3,.i7.l1.d1f%345ﬂ'7"

S llﬂkpen, W E. et al | "Elementary Teacher Participation in .:_f[
Educationsl Decision-Making in Newfoundland"' in The Canadian FRTR
.,c“'iAdministrator XIV 3 1975' pagé 5. l: a S : o .
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.A \ . ’ -
NUMBER OF . : NUMBER OF
" RESPONDENTS RESPONDENTS -
200 | 200 .
{ 1% .
150 ' : 150
. AN
100 100
o o - . P
50 — .. 50 —1 -
0] | ~Hif
T T B - t T Py - - N r
-12 -6 0 +6 412 -12 -6 0 .. - +6 +12
“_,FACTOR 1 (N = 206): TEACHING LOAD " FACTOR 2 (N = 203): CORE PROFESSIONAL
; - ' : ' : ' . INTERACTION.
NUNBER OF NUMBER OF N
RESPONDENTS RESPONDENTS L o
200 ‘ 200 N
4 '° "
3 -
150 150 :
e 1 ’
‘ ! .
100 1. 100 "1:
50 : , 50/ . 1
— ; 1. S \ i -1
-12 i -6 0 +6 ' +12 S VI -6} : 0 . +¢ 2
FACTOR 3 (N =~ '208): STUDENT DEPLOYMENT . FACTOR a (N = 211) CLASSROOM CURRICULUM
NUMBER OF . : R
RESPONDENTS _ . ' xzv'.
200 * : .

" NEGATIVE: SCORES indicate respondents vho
-want less décision making involvement..

o

oo L “ZERO SCORES - 1nd1cate :esponden:s ‘who -are f

100 T " . " ’fully aatisfied . ‘
R -,f = "q_ .u; 1, .;;. , i » . ‘

R DA TSR § SRS & MR _ POSITIVE sconns {ndicate respondents "ho S
50 DT ¥ & I8 ’ “_’van: mote decision making involvement. .

. ) ?' fl: ' - . L :

i - <8 g -y — - - o P ‘

=12, .;‘--9 IR f"v%lzs_ - : .

FACTOR 5. (N - 198) wonx-Assoc1AT§n TASKS

Figure 2 The Professional Satisfaction Indexn»-. oo

R “ . . . Directiam and Strength of Satisfaction
BN '”. - and Dissatisfaction of 213. Beginning
© " . Teachers in Each of" Five Decision PR
L " }Making Areas. e L : [
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-

. can reddily be seen that many of the teachers surveyed 1n this study

place Factor 1 at the head of their list. They want more involvement
in decisions involving their Teaching Load, andéfhey want it strongly.
Decisions concerning Student Deployment’%Factor 3). and Work- .

Associated Tasks (Factor 5) rank next. About half the teachers sur-

. veyed want more involvement in both these areas, and express quite a

strong desi?e in this regard. S : e

Ongthe other hand, with’respect‘to decisions.which7c0ncern

v

their Core Professional Interaction with students (Factor 2) and the

) Classroom Curriculum (Factor 4), the teachers surVeyed appear to be

mogé'satisfied:f their desire for.greater‘involvement in_these decision
areas is generally much weaker. - : = L

The)position with regard to supervision may be illustrated by

Y

‘uge of. a Satisfaction scale which is similar to the PSI scale, as

* ghown in Figure 3. Because the concept of Professional Satisfaction

proved to be inapplicable in th supervision dim sion (as explained
in Section VII of Chapter VI, s pra pQ 202), thevf ndings of the study
(Figures 3. and 4 below) cannot be interpreted in terms of Professional
Satisfaction, only in terms of beginning teacher satisfaction with '
the frequency of superv1sion experience., | |

Figure 3 reveéls a sample of teachers who are, overall only

' moderately satisfie “ The. source of dissatisfaction is non.that they

feel over*supervised but under-Supervised Figure 3 clearly shows,

/
A

for example, that most of the teachers would prefer to have their

-

teaching ompetence developed much more by example than is at present

' the‘case~(£actor 10).. . ]fn-j E t_'."
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NUMBER OF "NUMBER OF
RESPOXNDENTS' " RESPONDENTS
200~ 200 —
i‘ | N
150 150
100 ¥ 100 :
.J H
. ) .
50 1 A 50 . , ]
3 1 'g; ._' i r!'f 1
L o H B A - < A A
-12 -8 -4 ] +4 48 +12- .12 T U wa 6 +L2
FACTOR 6 (N = 211): FACE TO FACE DISCUSSION ~ FACTOR 7 (N = 207): FORMAL GUASSROOM
‘ ' " VISITATIONS
'NUMBER OF NUMBER OF
RESPONDENTS. ' . . RESPONDENTS
200 . 200
. o
.150 150 F—=
4 .
100 X ‘100 -
t . a: . o
-l20 -8 -4 0 44 48 412 .12 -6 0 +6 +12.
FACTGR.-8 (N = 209):. PROMOTION OF PROFESSIONAL FACTOR 9 (N =°187): COLLEGIAL ,
: , ‘ - DEVELOPMENT . o L "‘PROFESSIONALIZATION
JUMBER OF :
RESPONDENTS . KEY e
200 ,
. . NEGATIVE SCORES indicate respondents who
o . * wvant less supervision experlence .
150
d e @ -~ ZERO. SCORES 1nd1cate teapondents vho aré’
‘ : \ h - fully satisfied -
100 - = : Co
) POSITIVE SCORES indicate respondent: uho
P want more ‘supervision’ expericnce '
50 [~ .
 H T *
-2 87 -4 o 4 48 .412'

_FACTOR 10" (N = 203):
SRERIS | BY EXAMPLE

cao

.',{' ‘ :' <F1§§f9'3;

DEVELOPMENT OF TEACHING COHPETENCB

:of S

Rl
<

An Index of Satisfaction with

Supervision: Experience. v
- .Direction and Strength of Satisfaction
.and Dissatisfaction of . .213.Beginning

Teachprs.in Each of Five Categories
ervisory Practices. B
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. 3 A N
Ehf)r next -preference is for more: Formal ClQSSrQOm:Visitations
< Co - [ . -
Sl )
(Factor 7). Consultative visits as well as.evaluative visits are

included in this factor. ) o s
In Factors 6 and 8, a stronger desire for more frequent super- "
vision is expressed than is the case in Factor 9. Althongh the' amount

of satisfaction is greater in the former two factors,’sofis the

' | N . .
strength of ‘%the dissatisfaction expressed. Many of the beginning _ .

teachers of the sample'wbuld like more frequent Facejto-Face Discussion
d6d would like more frequent promotion of their longer term‘profesé

sional growth. ¥ . ,
The satisfaction pattefn\of)Factor 9 indicates that the teachers
' ' : /-‘\ .
surveyed were least dissatisfied with the frequency with which they

-\"'

experienced Collegial.Professionalization. "However, an additional 20

responses had to be excluded from the analysisgﬂgthis factor. I
Figure 4 pre@ents the composite picture ofvthe 213 beginning

teachers"satisfaction with,thevfreqnency of thelr sﬁpervision

experience.

)

@

In Figure 4, considerable satisfaction is again expressed hy
the beginning teachers surveyed. It is also clear, however;'that‘with

. ) . # . . .
regard to supervision, many of-them want more than they perceive

"themselves to be presently receiving.

Although the concept of Professional Satisfaction provedkto be
inapplicable ‘to the sample of respondents in‘the supervision dimension,
lthe findings presented above; which associate beginning teacher sﬁtis-

h"-faction with suparvision with relatively high frequencies of super-

" vision, are in no“way'invalidateﬁ.



302
Total number of
factor scores for
five supervision
categories

600

500

400 . L

300

200

. ) 1 r
100 - (
\ ’ 3 !
S —r2 E H K
,1% -9 -6 *u -3 0 +3 +6  +9 . 412
WANT LESS ' - WANT MORE
_SUPERVISION : SATISFIED , SUPERVISION
EXPERIENCE B ' . EXPERIENCE
. . 5 A
Figure 4. An Index of Satisfaction with Supervision Experience.
- Direction and Stren f gatisfaction and Dissatis-

faction of 213 Be@inning eachers;ﬁith‘the Frequency
of Their Supervisi®h Experience.
' In the study itself, the PSI and the Satisfaction with Super-

¢ ”

vision Experience Index are used to categorize teachers into "Want

Less'", "Shtiéfied”, and "Want More" groups. . Included in the Satisfied

group are all who are no more than 3312 dissatisfied on the factor béing

3

inveétigated.' This is an arbitrary decision, and means in practice

(Y

< that, for cight of the ten factors, those falliﬁg within the range of
e

v

-4 to. t4 on the Satisfaction Scales are clasMUgas Satisfied. With

X . ) (S . . ..
respect to FYactors 7 and 10, however, only fully satisfied beginning
. & . . . . ' v_ . . }V ‘ : . ! )
teachers (those.who score '0' on the scale) and, completely dissatisfied = -

bepinning teachers (those who score 12 on the scale) are included in

. o C A L g .
tle analysis. The reason, for this decision is explained in Chapter VI, |

S$eetion VII, of the thesis.

»
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APPENDIX D '

CORRELATTON COEFFICIENTS: ' COMPARISON BETWEEN PRINCIPALS'
PERCEPTIONS OF BEGINNING TEACHER DECISION MAKING INVOLVEMENT
AND SUPERVISION EXPERIENCE AND THE TEACHERS' OWN PERCEPTIONS

(N Principals = 70; N Beginning Teachers = 212)

\

)

DECISION MAKING - SUPERVISION EXPERIENCE
ITEM r Prob. | ITEM r | Prop,
1 0.30 | 0.01 [ 1 |7 o0.27 | 0362
2 0.07 | 0.54 2. 0.08 0.49
3 -0.07 | 0.56 3 0.15 | 0.22
4 0.28 0.02 [* 4 0.02. | -0.85
5 0.35 0.00 ~ | 5 0.12 | 0.33
6 ~0.11 . | 0.37 6 0.21 0.09
Y. 0.4 | Q.25 . 7 | +0.09 - 0.46
8 0.28 | -0.02 [ -ﬂ’ 1. 8 | "0.09 | o0.44
9 0.00 |- 0.99 i 9 - 0.15 | 0.22
10 0.077 | | 0.58 10 0.35 0.00 -
11 0.04 | 0.77 11 0.17* 0.16
12 |- 0.1 | 0.36 12 0.06 - | 0.63
13 ~0.24 | 0.05 | 13 0.38 | 0.00
14 | 0,26 | 0.03 |#** 14 0.38 0.00
¥5 | -0.16 | 0.18 15 0.21 0.08
16, 0.12 | 0,33 16 0.15 | 0.21 |
17 | 0.24 | 0.04 o[ 17 0.20 | 0.0 °
18 0.21 |- 0.08
19 0.20 | 0.10

Nates: 1. . The items are the questionnaire {tems in Parts B and C of
“ . the Teachers and Principale Questionnairés (Appendix A).

2. The average of beginning teachers responses is calculated
for each school staff, item by item, .and compared with the
response of the principal of ‘the 'school. :

. )

3. For the 70 schools included in this analysis, r is computed :
‘item by item, and the qésociated level of probability also

jreported.

‘*f. Significant positive agreement in ‘the. perceptions of the "
‘two groups: 1s shown in 10 of the 36 items. '

Vo
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RAPPORT WITH THE PRINCIPAL AND NOMINAL\DATA ITEMS

APPENDIX El

Rapport with
‘the Principal:
beginning
teacher '
responses

By schools
(N = 70)

A

.

RAPPORT AND YEARS AS A PRINCIPAL

5 or less

. Yéars the principal has been a-prindigal'

LOW

31,05 -56.1%
(23)

</

)

- More than'5

TOTALS

45,77

(32)

HIGH

~

69,02 4392

(20) Tas

NA

TR 2

" (38)

x? = 4.30 Df =1 Probability = 0.038

T -

APPENDIX E2 RAPPORT "AND YEARS OF PRINCIPALSHYP OF PRESENT SCHOOL |

Rapport with

the Principal:
" beginning |

.- téacper i

[
t

" responses:

by\schodls.", '

(N = 70)

Years as principal of'préseﬁt schoqi 

5 or less ‘Moﬁe'thdh 5"

:.” TOTALS

- LOW

30,27

70.4%
an . 5(19) =

- t.

HIGH

'59*321.’5 ._A.”zé.éz:j .

aGo |

e

 2;(8) j3_:;

s |

'vX?ﬂ-fiQJ77_v5

D

",(38)7,“ 1o

= — 0 DV
£=1 Probability'= 0,001 . . 5 -
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_'Teécher expectations_fbr S'yééts'f:bm‘now
To be a : _Not to be a _
class teacher Uncertain | class teacher | TOTALS
Rapport  yow | 27.6% 49.4% 52,92 39.97
with the S S S “
beginning '
teacher -
: . Ry
responses R R : //Q .
"~ HIGH 72.47 - 50.6% 47,17 60.1% -
= 213) - R B ER
' (71 (1) .. ey (128) |
) -
'I

o

2.4

1.68

"Df =2

i

Probability = 0.003.



 beginning

" responses = . -

BN

" APPENDIX F

' DECISION AREAS AND. NOMINAL DATA ITEMS

307

-

© APPENDIX F1  TEACHING LOAD DECISIONS AND YEARS OF EXPERIENCE

.Decisi?n making LOW
involvement:.

beginning '

‘teacher _

responses ;nthH

(N = 213).

2

- Years of teaching experience

In lst year
p .

In 2nd year

~ TOTALS

' 65.8%

@5)

404
(40)

\ ; " |

54,00

sy

34,27

@9

. 59.6%
C59)

 §_ 46.07 |

e

LA

X°= 13.75 Df = 1  Probability = 0.0002

(APPENDIX F2  STUDENT DEPLOYMENT DECISIONS AND YEARS AS A PRINOIPAL

Degisidnimaking -

- involvement:

~ teacher L
cher

uby'sqhbois‘ |
CowEi

2

r

Rl Yeéréf;ﬁezbgiﬁcipalihas bééﬂ‘a_ﬁridcipal‘-‘

More than 5

- ToTALs' |

EEORN

(9) 10 @

: _:“5.8";_5,;  1

T

O HIGH

[CIO R

g5z

an o

RSN

'ivx‘_. 5{16.'fi§f7;;1 g

“L'\: . =

BCU R

Probability = 0,023 © .



APPENDIX F3

1.

308

STUDENT DEPLOYMENT 'DECISIONS AND YEARS OF PRINCIPALSHIP
OF. PRESENT SCHOOL

Decision making-

ih#olvement;ﬁl

beginning

- teacher =

©  responses

by'schools

(N = 70)

 _APPENDIX F4 .

_ Deciéion ‘>7 
?-~making o
involvement;u

~ HIGH

K= 9,52

Years gs_principal'of present ‘school

.5 or less

. More than- 5

TOTALS |-

LOW

32.6%

a4

70.4%
Cag

47,
@33

12

| 67.4%

29

29,6%

C®

52

52,92
1 en

ol

Probability = 0.002

STUDENT DEPLOYMENT DECISIONS AND STAFF. SEX COMPOSITION

CLOW

',lbeginning IR

" teacher.
‘responses

 ) '(N - 70)

xge

o - HIGH
"T‘by schools_V;_~""‘

SR

" Staff sex composition

_.;_0'207”;g>
L ;FMale .

20-40%

Male |

- Male .|

40—60/

60~1007
Male

YrToraLs| -

L 29,4% fffksz‘qz'égf

SOl

7.5.‘302 '_" o

:Z;Kiziiii:f;

65s7z :

BN

4raz

REDS

;§‘;T7o 61 ,"

(12)

'68 07

(17) [

e |
*J@Y“

337 -
Tf_“(gjfff;

: '
BN

on |

‘3Sg;§giff 7;_.

. Df =

Sy

'3 ‘Probability = 0,01



APPENDIX F5

v

. Decision

';making

?
1

L

A

STUDENT DEPLOYMENT DECISIONS AND TEACHING LEVEL

, Low |

involvement: -

‘beginning

teacher . -
“ responses

(N = 212)

x*=21.93 Df=2  Probability = 0.0001 -

a

- Decision -
'Af‘mékihgi' -”j

 APPENDIX F6

‘HIGHY)

Cow ]l

“involvement: =~

“beginning -

. teacher ..

. responses .

HIGH| -

309

.

'Present teaching level

Elementary -

- Grades

. Junior High
.School

Senior High -
School.

TOTALS

o (39)

~

36.87 -

1 (47) .

68,17

70.32
- (26)

52.8%

(112)

63,27

(67) -

I 3197

ey

2977

Can

;(100)

T

 CLASSROOM, CURRICULUM DECISIONS AND TEACHING LEVEL

" Present teaching level = .

. Elementary |
 ‘Grades . |

: Junior High

“School .

| Senior High-’
- Schiool.

TOTALS

k2%

. x;:(68>' _;‘.

o937 |

R

"(16)‘ffff

55,77}

|

‘ :hk§8i” 

3587

Jﬁf | 5§¢7z{3};'_f’

.';:(BS)U;:;J;;E;.

;556.82ff7] 

 <215Tf ::Ti

aa3n|

‘(gd)?,if5i“:;'

}._Géssj,f

L

Df =2 ' Probability = 0,04 T o
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APPENDIX F7  WORK~ASSOCIATED TASKS DECISIONS AND TEACHING LEVEL .

Present teaching level

' Elementary | Junior High | Senior High | voraLs| .
" Grades School " : School S .

Deciston ol ge6r 50.72. | . 21.6x . || 4s.62
making ' : S el |

Ml - IR

involvement : SR B A '(8) “ @

,begi%ning

| teacher HIGH| ~ 43.4% | - 49.37 | 78.4% st.ax]
responses . . o 1 JE R T ‘:t
| @6y (34) 29 . (109)

= 212)

Sy -

x* = 13,62 DE=2  Probability = 0.001
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;
[

Satis—

faction .

with

decision

S%EEP

SATIS~
FIED -
 degree of '

involve- -

ment: -
"begin-
ning
teacher

". responses

(v = 208)

- APPENDIX G2 -

satia-.
;‘faction'

owdth -
. ‘,degree of
. -decision

.involve—

;ffvment A
. %begin—
'r;!ning

teacher

WANT

MORE.

xz

. SATIS- | .

FIED

- waNT.
 MORE

mN_3'responses -
".f'f(N - 193y

APPENDIX G

FACTION WITH DECISION MAKINO INVOLVEMENT IN
DECISION AREAS - AND NOMINAL DATA TTEMS
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SATISFACTION WITH INVOLVEMENT IN DECISION~AREAS AND .
TEACHER EXPECTATIONS

. Teacher expégtﬁtiogs for 5 years from now

To be a

to be a -
eacher

TOTALS_

class teacher

64.2%
(61)

{Uncertein{\‘clas :

51,97

NG

Q

1. 129;32l |
Ef.'»(ié§{

53.8%
@)

3587

)

48.1%

ey

70,67
4y

l:6;21 . .

N

- .1-2..'4

0 ; Df % 2

S

.

| pfob@biii;y'-.o.boz

- SATISFACTION WITH INVOLVEMENT IN WORKrASSOCIATED TAsxs_f_'
~_,>"DECISIONS AND SEX OF RESPONDENTS | :

Sex of Respondents 4?

 Ma'e

Female

Married

| moras |. -
Other ..

584z

117542 51
JU?(34)' N""ieﬁ

(;22;N.7€3:V

o |

:,;;wfﬁi:§z7*;””
o6y |

s |
e |

'*,366 7z?fof
: f:(zav ’f_:f

CUsaexr|
NLT(IQZ):fl'N;fZT*

='7 39

Cbemz

RN

Probability = 0.025




Frequency of
supervision
experience:
beginning
"teéqher -

' responses

._py_Schools
(N=70)

-

'APPENDIX. H2
e

- Frequency of '

' supervision -

. experience:

. beginning
" teacher” -

. responses .

e 213y

SR

~

APPENDIX H1 .

>

APPENDIX H
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SUPERVISION_CATEGORIES AND NOMINAL DATA ITEMS

L3

S 312

"FORMAL CLASSROOM VISITATIONS AND YEARS AS A PRINCIPAL

3

LOW

. HIGH

\

x2 = 477

s

.

- | In 1st year -

‘LOW5

. HIGH

: {;le?VS;Sdi

el DR

. “ N

oo

Years the pfincipal has been é.p:incipal

5 or less

_More than 5 -

TOTALS

34;52

(10)

61.0%

- (25)

50,07

(35)

65.5%

39.0%

".(165-

50,07 "1

1 o

‘pE=1

Proi;asii'ity = 0,029

" COLLEGIAL PROFESSIONALIZATION AND -'Y_EARS‘ OF. EXPERIENCE.

Years'of teaﬁhiﬁgiéxpgfién¢g ~..'

- ToTALS |

;:‘50552 ; 
58

':In_Qﬁd:yéér5

e

a32n o

SR s(fA’»S‘).'i'-, f-

. I

65.7% ‘

ESG{SZTTf

(121) S o

 pf =1 . Probability ='0.085. -~ .,




. by 'schoo

313

- APPENDIX H3 COLLEGIAL PROFESSIQNALIZATION AND' TEACHING LEVEL

Present teaching level J.

Elementary | Junior_High Senior High
Grades thool : School TOTALS

Frequency LOW 34,08 j‘44?9z : 67.6% : 43,47

supérvigion ) _
experience: . (36 31 - |7 (25) ' (92)
_begihning ' '

teacher

responses - HIGH 66.01 | 55.1% 32.4Zf"_. . 56.6%

=212 a0 e | an 20 -

*

<
[ -

x* = 12,71 ©. pf =2 . Probability = 0,002

L}

' APPENDIX H& DEVELOPMENT OF TEACHING COMPETENCE BY EXAMPLE AND
YEARS AS A PRINCIPAL R

;féars»fhg_principal has.beén é.prinqipai'ﬂ

5 or 1ess | More than 5 | _tomus

Low f o o.surz | 75 62 . | 65.7%.

e | ](31) e

- teacher K T I —— —
responseflf . HIGH ' 48,3y a-v;w24 47 1 37

S as f~;ﬁ .1fl(1o) | 7'q:.1(24)_f2.- £

e

x> = 4.30 . DE= 1 - P--tability= 0.038 . "
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" Frequency of
supervision
experience:

" beginning
teacher
responsesl

by schools :

(N = 70)
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-
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DEVELOPMENT OF TEACHING COMPETENCE BY EXAMPLE AND
YEARS OF PRINCIPALSHIP OF PRESENT SCHOOL

Years as principal of present school
5 or less | More than 5 TOTALS
LOW 55.8%7 81.5% 65.7%
(24) (22) (46)
HIGH - 44,27 18.5% 34.37
(19) (5) (28)
x° = 4.85  DE=1 _ Probability = 0.028

»
f

S

DEVELOPMENT OF TEACHING COMPETENCE BY EXAMPLE AND
TEACHER EXPECTATIONS _ :

T

, Teacher expectations for 5 years from now

To be .a - Not to be a | L
claséfteacher ' Uncertain [ class teacher || TOTALS
Frequency - - oW |l = 62.2% 66.7% 85.3%7.° . || 67.6%
of super- - . N ‘ ;
. _vision = (61) (54) (29) (144)
“experience: : ' T _— S
~ begin- . - T —
eacher . HIGH)]  37.8% |, :.33.3% w2 | 3241
respenses -l en | e | 69
(N = 213) T S o Lo

-,

i

X7 = 6.18

"“bf"‘ZE”L

‘Probayility = 0.046 -
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APPENDIX I

SATISFACTION WITH FREQUENCY OF SUPERVISION
EXPERIENCE AND NOMINAL DATA ITEMS

APPENDIX Il SATISFACTION WITH FREQUENCY OF FACE TO-<FACE DISCUSSION
AND SIZE OF SCHOOL STAFF , Al
ﬁt. R -
Numbers on school staff
10 or lesg 11-20 21-30 |31 or more |TOTALS
Satis- _ | - " |
faction SATIS- 71.47 73.3% 95.5% 100.0% 84.3%
with FIED T 5y | ey | an (59)
frequency . . ‘ : ! : :
of super-
vision: X ] ) - ‘
beginning 'WANT 28.6% | © 26.7% 4,57 0.0%2 | 15.7%
teacher MORE - et » : :
responses : (2) 8 1) . (0) (11)
~ by schools : ’ = : : - _ .
(N = 211) | _ ,
X =7.71  DfE#3 - probability = 0.052
: B (Approaching significance)

APPENDIX 12 SATISFACTION WITH "FREQUENCY 'OF FACE—TO-FACE DISCUSSION

;fj.. . AND TRAINING INSTITUTION
Teacher training ingtitution .
, University o P
A o f of Alberta ___Other - ‘ TOTALS
_‘Satisfaction’ —h | R I . ~
: " SATIS- - .-'~80 OZ 62,57 g . '78.0%
| Awith‘frequency | FIED ) ‘ LR S |
. of supervision:: =~ -~ - .} (148) - 1. a1s) ", fi;/ (163) | -
'."beginning: S o : R SR o A
* responses . | r.zgig e ZO.PZ. . 3;37.5§:, ) .-'ATTZ.QZ
(N = 209) | Lot ~.>(?7) '~ (9) _ " ;-,-(46)
v x2=3.79 C Df=1 ' Probability = 0.052

(Approaching significance)

o .



APPENDIX 13

Satisfaction

with frequency

of supervision
experience:
beginning
teacher
responses by
schools.

(ﬁ é:70)

~ APPENDIX I4

Sétisfactidh
with'frequency
of superisioﬁ
experience:
beéinning.

" .teacher

- by schools
(N = 70)

responses-.

o

8ATISFACTION WITH FREQUENCY OF PROMOTION OF
PROFESSIONAL DEVELOPMENT AND.YEARS AS A PRINCIPAL
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P

Years the prin%ipal has been a principal

5 or less ‘More than 5 TOTALS'
SATIS- 179,32 56.17 65.77%
FIED B E
) (23) (23) (46)
WANT (20.7) 43.9% 34.3%
MORE - ' . '

(6) (18) . (24)

XZ = 4,06 Df -,1_?? _Probability = 0.064

SATISFACTION WITH FREQUENCY OF PROMOTION OF .

F

A

T
N

PROFESSIONAL DEVELOPMENT AND YEARS, OF PRINCIPALSHIP
OF PRESENT SCHOOL

&/
" Years as principal of present school .
5 or less Mbre than 5 . TOTALS_”
CsATIS- | 79.1% s U 65.7%
* FIED . | I -
' (34) (12) - (46)
| WANT 20.9% 55.67 &:»_34;3.
MORE o S . 3 R
- (9) (15) Lo Q2s)
. x> -38.83. Df=1. Probability = 0.003

Tae -
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¢

Satisfaction
with frequency
of supervision
" experience:
beginning
teacher

, responses by
schools:

" (N = 185)

APPENDIX ‘16

\ ;’ .

SATISFACTION WITH FREQUENCY OF COLLEGIAL
PROFESSIONALIZATION AND ROUTE TAKEN FOR TEACHING
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QUALIFICATIONS |
. 1 ‘
Route taken for ﬁeaching qualifications -
B.Ed. . P.D.A.D. TOTALS
& . y - - ‘ N A
SATIS- |~ 65.1% 8l.4% '70.3% .
FIED ’ o
(82) (48) (130) -
v - : ‘
WANT - -34.,9% 18,62 . 29.7%
 MORE T .
' (44) o (1) (55)
x> =5.10 DE=1 Prdbability = 0.024

SATISFACTION WITH FREQUENCY OF DEVELOPMENT OF TEACHING
_COMPETENCE BY EXAMPLE AND TEACHING LEVEL.

!~:
. . Present teaching level
Elementary - Junior High -| Senior High L '
Grades . - School School | TOTALS |
Satig- S _ o ] o . o - .:'.,‘ !
faction ~SATIS- 48.01?9- 3447 _61;1%“_' 46,0% .|
with _ L IR : . o o
' of_euper-e | .‘ o
vision: 1 - 1 1
begin-  WANT - 52.0% o 65.6%. | 38.9% 'SQJQZ! -
 ning . ~MORE o | BT R TR
' teacher | (53) (42) ey o 109y
. feépoﬁses' . . - ' \,}H'_,‘ .
' ‘:¢ = 6 96 : Df = 2 Probability = 0.031 °



