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ABSTR.ACT

The purpose of this study was to examine what principals say they

do to develop and maintain teacher coÍunitment. Particular attention was given

to three general research questions:

1. How do principals describe a committed teacher?

2. What do principals believe to be the most important elements in

developing and maintaining teacher commitment?

3. What do principals regard as the most important strategies Èo

achieve and promote commitment within their teaching staff?

Six principals were randomly selected from three school divisions in

suburban Winnipeg. A first interview was held with each principal that lasted

about one hour. The interview was taped and then transcribed. A copy of the

transcript was returned to each principal. A second interview was then

scheduled to review the transcribed document. Following the second interview,

the principals, responses to the specific questions were reorganized and

transcribed to reflect the three research questions. The analysis of the

finished transcripts compared the responses provided by the principals to the

factors influencing commitment identified in the Iiterature.

The principals viewed committed teachers as having a psychological

predisposition to being committed. Committed teachers were viewed as being

more intelligent and possessing a greater knowledge of the teaching

profession. principals also discussed the extra time committed teachers spend

at work.

In the interviews the principals idenÈified many of the same factors

that influence commitment as identified in the literature. The principals

discussed the importance of psychic rewards, teacher certainty. work

meaningfulness and task autonomy and-discretion as infl-uencing commitment.

One surprising feature of the responses from the principal-s was their lack of

identification of student behaviour as a factor on cornmitment.

AII the principals intervie!,red agreed they had a significant role to

play in influencing commitment. To achieve this end, four of the principals
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suggested that it was important to establisLr trust. The principals reported

that they focused their work on the establishment of psychic rewards' the

enhancement of teacher certainty and work meaningfulness, and the deveropment

of task autonomy and discretion. The.analysis of the principals' responses to

their role suggested a b.ias towards tasks that were caLegotLzed as being

personnel issues.
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CHAPTER 1

INTRODUCÎION

Huberman (1990) hypothesizes a view of a school "as a bonded

community of adults and children" (p. 1). The school is "a sort of vastly

extended family comprising of at least a few hundred people, most of them

unrelated to one another, all the chitdren put together simply by virtue

of living in the same nej-ghborhood" (Huberman, 1990, p. 1). Unlike the

children, the teachers do not come together by virtue of living in the

same neighborhood but rather due to a desire to pursue careers in

teaching. In schools the efforts of the teachers are of great importance.

Rosenholt z (1989 ) suggests that "the guality of the teachers'

contributions not only relates to student learning; it is the ultimate

means through which schools acquire the necessary resources" (p. 42I) -

The contributions of teachers enable schools to mobilize greater parental

support and the other resources necessary to enable schools to function.

This type of support is lacking in unsuccessful schools (Clark, Lotto, &

Astuto, 1984; Rosenholtz, 1985).

"Central to a school's success is its ability to motivate teachers

to make meaningful- contributions to the school, rather than to some other

non-school based endeavor" (Rosenholtz L989, p. 6). Pivotal to the

devel-opment of teacher commitment is the role taken by the school

principat. The schoo] effects Iiterature suggests that the principal is

crucial "as a middle administrator and instructional leader in the school

system" (Binda, 1989, p. 23).

Statement of the Problem

The purpose of this study vras to examine what principals say they do

to develop and maintain teacher commitment. Particular attention was

given to the following three general- research questions.

1. How do principals describe a com¡nitted teacher?

2. What do principals belleve to be the most important
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and maintaining teacherelements in

commitment?

developing

3. What do principals regard as the most important

strategies to achieve and promote commitment within

their teaching staffs?

Commitment

For the purpose of this study, commitment was viewed as a

willingness by a teacher to devote time to activities associated with

teaching, rather than to some other pursuit. This commitment, it is

proposed, is influenced by organizational conditions impacting on the

teacher.

REVIEW OF RELATED LIÎERATURE

The research to be presented in this review provides the framework

which shaped this study. Sufficient research exists, that describes the

inter-p]ay between organizations and the personal needs of the teacher-

In addition there is evidence that supports the view of the principal as

an instructional leader within the school. Commitment is necessary for a

successful school (RosenhoItz, 1989). To enhance commitment' certain

organizational dynamics need attention, and the principal is pivotal to

the structuring of these dynamics.

Theoretical Foundation of Workplace Commitment

Tyree (1991-) presents a view of commitment that is sociologically

oriented, and includes two perspectives: side bet theory and

multiple-state organizational commitment typologies- These two

perspectives focus on how socially-organized endeavors and dimensions of

these endeavors organize and contribute to individual commitment.

Side-bet theory is described as a process wherein individuals invest

their personal resources in maintaining an endeavor. As individuaÌs bet

more personal resources, not formally required by the endeavor, they

demonstrate commitment. Tyree (1991) proposes that side-bet theory makes
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two important contributions. "First, it explains how socially-organized

activities and dimensions of individual-s' Iives might become linked-

Second, side-bet theory suggests that patterns of behavior may create our

raison d'etre: existing commitments Iead to more commitments" (p' 3)'

The organizational commitment typologies "constitute a second sort

of commitment theory, one that describes multipJ-e dimensions of complex

organizations to which individuals may become committed" (Tyree, I99I'

p. 6). Kanter (I974) generalized that individual-s might be committed to

one or more of the following:

1) the ideology and norms of the organization (social control)

2) the social solidarity with organizational members (social

cohesion )

3) the protection of personal and social investments individuals

have made in the organization (continuance).

In addition to the sociological orientation, Tyree (1991) also

reviews commitment from a psychologicat view. Psychological research

defines commitment in terms of clusters of individual attitudes and

behaviors. This -ipto".ft combines three dimensions, "a strong belief in

organizations or occupational goaIs, strong willingness to remain in the

organization or occupation, and strong desire to maintain membership in

the organization or occupation" (Tyree, 199L, p. 4). PsychoIogicaIIy

oriented research assumes that organizations and occupations offer three

dimensions, meaningful and coherent goals with which persons can identify,

involvement opportunities, and encouragement for individuals to remain'

Both sociological and psychological traditions share general

similarities on the multi-dimensional nature of commitment and the kind of

dimensions that may underlie commitment to a social endeavor. But they

differ in the assumptions about the respective roles of the individual and

the social- endeavor in organizing commitment.

In summari.zLng Iiterature on commiÈment, Tyree (1991-) has identified

a number of common themes.
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1) Commitment studies acknowledge the likeJ-y multi-dimensional-ity

of commitment.

2) Commitment involves contextuaL complexity resulting from the

variety implicit in the reJ-ationship between individuals and social

endeavors, Commitment implies matches between individuals and endeavors.

3) Commitment may mean differentiated commitment to aspects of an

organization or occupation. with respect to teaching, it would be

necessary to understand with what aspects of their work teachers may

involve themselves. t"-.h"r may be committed to certain aspects of their

jobs.

WhiIe Tyree (1991) provides both sociological and psychological

views of commitment, the focus of this review and study is on the

sociological issues influencinj commitment.

Factors Inffuencing Teacher Commitment

The basic sentiment that compels a high level of commitment to work

has been described as internal- motivation (Hackman & Oldham, 1980;

Rosenholtz, I9B9). ff people are highly motivated, their feelings will be

closely related to how weII they perform on the job. Good performance is

self-rewarding and should provide an incentive to continue to perform

well. Alternatively, poor performance is an occasion for distress, and

reduced or alternate commitment. When people experience low internal

motivation, they may feel dissatisfied and alienated and may engage in

work behaviours that serve to reinforce their task failure, absenteeism,

low effort expenditure, and workplace defection.

Hackman & Oldham (1980) present a behavioral approach to work

referred to as job characteristic theory. The basic idea "is to build

into jobs those attributes that create conditions for high work

motivation, satisfaction and performance" (p. 59). The theory requires

that the characteristics of job holders as well as the job itself be

considered when work is assigned.

Duval & Carlson (1991) characterized teacher commitment as the
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concern teachers have f<-.¡r the student and the time and energy teachers

expend in teaching. Teachers with low levels of commitment have IittIe or

no concern for students, while committed teachers demonstrate a high level

of commitment.

Rosenholtz (1989) claims "that work motivation and commitment have

Iess to do with personal qualities people bring to the workplace than with

the design and management of tasks within it" (p. 423). Rosenholtz's

(1989) research on the teacher's work place proposed that attitudes and

commitments to the workplace are shaped by specific organizational-

settings. To arrarlge her findings Rosenholtz (1-989) developed a number of

categories.

Psvchic Rewards. For work to be motivating, people must have

feedback concerning the success of their efforts. Feedback indicates to

teachers the value others pJ-ace on them and their value in the

organization. Positive feedback fosters continued commitment to the task

at hand. An absence of positive feedback could lead to disenchantment

with their work and the workplace. The disenchantment may be manifest in

absenteeism, lack of enthusiasm for the job, and a desire to leave the

workplace. For individual-s to perform wetl they need to feel good about

themselves and Èo feel they have the knowledge to do a good job. People

will avoid situations where skill inadequacy may be exposed with risks

thereby to their self-esteem. Not only are people motivated to cast

themselves in the best possible light, they are also motivated to feel

that they can make things happen with their orÁrn efforts (Gecas & Schwalbe'

1983 )

Most teachers derive their strongest reward from positive and

academically successful relations with individual students and from the

external recognition they receive from colleagues, parents and principals

(Lortie, tg75). This view was supported by Rosenholtz (L989) in her

analysis of the teachers workplace.

The Carnegie Forum (1986) emphasized the importance of schools
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providing work environments in which teachers can be successful. Failure

to provide such an environment would cause teachers to become

disilLusioned. Regardless of their qualifications or PaY' a poorly

organized workplace decreases commitment. A workpÌace that does not

provide the opportunities for teachers to receive their rewards wiIl

negatively impact on teacher commitment.

Conley, Bacharach & Bauer (1988) focused on the role of the

organization in enhancing teacher commitment. They dispelled the notion

that increasing compensation (merit pay, ."r""t ladders) would increase

teacher invoÌvement. They suggested that organizations employing

professionals can only be successful when three requirements are met;

quality people are hired, the organizational structure and the work

activity are organized so the employees can achieve their goaIs, and

professionals are rewarded for their accomplishments. Conley et al (1988)

also stressed the need to attend to the factors preventing teachers from

achieving intrinsic goals in the workplace, this increasing career

dissatisfaction.

Managinq Student Behavior. !,Ihile student progress is an important

source of psychic rewards for teachers, difficult relations create

problems. Hubermann (1990) proposed that a primary source of teacher

dissatisfaction is "the number of apathetic or disruptive cohorts of

pupils one has to face each day or each year" (p. 28).

Collectively enforced standards for student conduct operate

synergistically within a school by raising the general level of class-room

control above the average of any one teacher working alone (Denscombe

1985). Conversely, disruptive students interfere with the process of

teaching. As teachers desire the opportunity to succeed in their

teaching, these conditions may lead them to abdicate responsibility for

teaching as they see the situation as hopeless (Ashton & Webb 1986):

"In many unsuccessful schools, student misconduct is so
pronounced that the goal of class-room order often displaces student
Iearning as the definition of teaching effectiveness. Success in
controlling students---sometimes using any means---becomes
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synonymous with teacher's sense of efficacy, and class-room
aðtivities are related to goals of control rather than to student
Iearning" (RosenhoItz, 1989, p.429).

Goal displacement has profound and pernicious consequences for teachers'

Iearning opportunities.

Failure to deal successfuJ-Iy with student behavior is strongly

related to teachers loss of workplace commitment (Rosenholtz 7989, Conley

et al, 1989). The disruptive students upset the running of the school'

producing greater uncertainty about a technical cul-ture.

Increased Task Autonomv and Discretion. Bot.h Rosenhol-tz (1989) and

Rowan (l-990) state that workplace commitment is enhanced when individuals

experience personal responsibility for the outcomes of their work. In

addition to the workplace providing freedom, independence and individual

discretion in carrying out the task. Rowan (L990) argues that teachers

need to be involved in collaborative decision making opportunities on

issues that involve their work tasks. Jobs that give people more autonomy

and discretion require that they exercise judgment and choice and in doing

sor they become a!.rare of themselves aS causal agents in their own

performance (Hackman & Oldham, 1980).

"Losing the capacity to control the terms of work, to
determine whát work to do and how the work is to be done or what its
aim is to be, widens the gap between the knowledge of one's unique
contributions and any performance-based self-esteem derived from
it. The results of r^tork no longer ref lect individual ef f orts,
and peopJ_e become estranged and alienated, unwilling to accept
personal responsibility for, or ownership of, their performance"
(Rosenholtz, 1989, p. 423).

Rosenholtz (1-989) cited a study that examined motivational change.

By changing their situations and resources, teachers came to perceive they

had choices and opportunities. As the teachers developed the sense they

could control their organ!zational lives, it was reported their work

investment, satisfaction and academic success with students increased

dramatically (de Charms & Muir | 1-9781.

Discretion over critical matters related to class-room instruction

alloh¡s teachers to accommodate t.he varied learning needs of individual
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students within their classes. To interfere with this feature is to

"unwittingly" program both students and teachers for greater academic

frustration and failure (RosenhoILz ]-9B7). The Iack of success teachers

experience with students earns them fewer psychic dividends and l-ess self*

congratulation (Rosenholtz l-985 ) . Rosenholtz (1989 ) claims that

professional independence and discretion bolsters motivation,

responsibility and commitment, while a lack of workplace autonomy is

frequently used as a reason for dissatisfaction.

MeaninqfuLness of Work. lf work is perceived as meaningless, as

unimportant, then no amount of feedback or autonomy is going to enhance

commitment. Commitment is lost if opportunities for professional growth

that challenge the teacher to improve are missing. Through professional

development teachers are given the opportunity to further master their

work tasks. fn addition, this would create a greater sense of meaning'

enhancing self-ef f icacy.

Once mastered, jobs become routine, tedious and monotonous unless

there is a further challenge. lnlork opportunities that all-ow people to

grow and develop give them a sense of challenge and personal

accomplishment (Hackman & Oldham, 1980). The absence of opportunities to

broaden instructional abilities is often cited by teachers as a reason for

their absenteeism and attrition from work (Rosenholtz' 1989).

The extent to which people believe that their work will affect the

Iives of others also enhances the meaningfulness of work. lf personal

definit,ions of success are perceived by teachers as unfeasible to attain'

work loses its meaningful-ness, dissatisfaction and defections increase

dramatical-Iy (Rosenholtz ' l-989 ) .

Teacher Certaintv. Teachers' work has been described as a task

without a technical culture, and this may tead to a level of teacher

uncertainty. Teachers' technical knowledge involves the skilIs '

procedures, and methods that assist students to progress academically.

"A t-echnical culture is Iabelled uncertain if the outcomes of
work are highly unpredictable; where, because of variability in
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their students, for example, teachers do not reach automatically for
solutions to the myriad Learning problems they confront.
Uncertainty means there are few weII established techniques -
codified tåchnical knowledge - to help teachers meet students widely
varying needs" (Rosenholtz, 1989, p. 4).

Because of this uncertainty, teachers' commitment may be threatened if

they are not given task autonomy and discretion in order to develop

seI f-ef f icacy.
'Teacher certainty refers to the individual having the skills and

knowledge to accommodate the increased work challenges. When teachers

feel efficacious about their professional practise. they expend greater

effort with their students. Should the challenge be perceived by the

teacher as to great, then the teacher may be reluctant to become involved-

Teachers often cite the reason they entered teaching as a desire to

work with children and to help them learn (Lortie, t975). If teachers

begin to sense that this desire to help children learn is not attainable,

then work will lose its meaning, reducing commiÈment (FuIIan, t99L).

Gecas and schwalbe ( 1983 ) claim people have a need to make

self-enhancing iudgements of themselves. Teachers experiencing

dissatisfaction in the workplace wiII redefine the term success. lnstead

of receiving recognition through job satisfaction, they begin to focus on

methods to relieve the boredom, focusing time on social issues that Gecas

and schwalbe (1983) suggest is antiethical to productive work.

In addition to the five factors described by Rosenholtz (1989) as

affecting commitment, a number of additional authors have outlined

influences upon teacher commitment.

Additional and Related Influence

Tyree's (1991-) research project proposed that occupational or

organizational commitment usually required a demonstration of voluntary

contributions by the teacher to the occupation or organization' The

factors outlined by Rosenho:-Lz (1989) woufd affect the nature of voluntary

contributions. "Voluntary devotion of personal time to teaching reflects

high involvement, a behavioraL indicator of commitment" (Tyree' I99I'



10

p. 9). While the factors identified by Rosenholtz (1989) would most

definitely affect the investment of voluntary time, it would also be

reasonable to assume that commitment to the required tasks .of teaching'

the curricular endeavors, wouLd also be influenced.

Sparkes (198.8) also viewed.commitment to work as a multi-directional

and multi-faceted phenomenon, that would increase or decrease colrunitment

depending upon the life circumstances of the individual. sparkes (1988)

examined the success a newly appointed department head had introducing

structural changes into the curriculum. An interview process r.ras used to

determine staff reactions to the emerging innovations and the concerns the

innovations raised.

In the Sparkes (1988) study individuals reported a highly motivated

state when there was a personâI belief in the benefits of the change.

Others became involved for the purpose of enhancing career opportunities.

According to Sparkes (1988) teachers make strategic choices as to the form

of commitment emphasized aÈ any'given time. "Teachers are aware of the

constraints of social- structure and are not simp]-y passive; indeed they

are active creators and strategists within its boundaries" (Sparkes, 1988,

p. 135). Both Sparkes (1988) and Tyree (l-991) discussed the issue of side

bets or the investment framework of commitment. Within this framework,

teachers would measure the costs and benefits of increasing/decreasing

commitment to the task or organization.

the conley et aI ( 1989 ) study found that role ambiguity and

routinization are associated with career dissatisfaction. Low levels of

authority and influence were also found to lead to reduced commitment.

Low levels of positive supervising behavior, Iow levels of certainty about

promotion opportunities, Iow levels of rationality concerning the

promotion procesS, class sLzet high levels of student learning and

behavior problems have also been identified by Conley et aI (l-989) as

decreasing commitment.

Teachers who are denied the psychic rewards, professional discretion
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and other criteria to maintain commitment wiII redefine their work

(Rosenholtz, 1989). An increase in absenteeism and workplace defection

have been identified as consequences of such dissatisfaction. Teachers

have been found to converse more with their colleagues about non-teaching

matters, and the poor working conditions, rather than conversations of

teaching problems, their solutions and progressive ideas. "Organizational

conditions of schools create some of the major probJ-ems associated with

teacher quality and commitment and just as powerfully, these conditions

mould the strategies that teachers find most acceptable and appropriate to

use" (Rosenholtz, 1989, p. 427).

The absence of high levels of commitment by teachers to the job of

teaching and to the educational workplace can have disastrous results.

According to Rosenholtz (L988), a low leve} of teacher commitment makes

the difference between successful and unsuccessful schools.

The Rosenholtz & Simpson (l-990) study revealed a drop in teacher

commitment across the teaching career. ft was shown that the commitment

of novice teachers and experienced teachers is influenced by different

organizational conditions. The managing of student behavior and the

buffering of professional work from various non-professional interruptions

prove to have a much greater impact on the novice teachers. Experienced

teachers were influenced more by organizational conditions that directly

affect the performance of core tasksr particularly discretion and

autonomy.

The commitment research has identified many organizational factors

influencing teacher commitment. It appears lustifiable to suggest that

organizational structuring or re-structuring would influence the well-

being of teachers. Schwartz and Olson (1986) have stated that "teachers

can survive in stressful schools if proper procedures are initiated.

These procedures include preparedness, opportunity for learning, sharing,

morale, and crisis intervention" (p. 57'7). These authors reinforced the

importance of the school principal in developing a successful workplace.
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They highlighted that a source of teacher stress has to do with teacher

expectations of the responsibilities of administrators in making the

school system function weII. Bruner & Fe1der (1983) identified the lack

of support by the building administrator concerning student discipline as

a major stress creating factor. Rosenholtz (1989) also identified

problems with student discipline as a significant factor in the reduction

of teacher conunitment.

The Role of the Principal and the Enhancement of Teacher Com¡nitment

Significant support can be found in current Iiterature for the claim

that the principal has a significant influence on school dynamics. Binda

(l-999) claims that "school effects research school effects research

suggests that the principal is becoming even more crucial as a middle

administrator and instructional leader in the school system" (p. 22).

Effective principals priorize and set clear achievable goals, evaluate

results, have high expectations, moral norms, create orderly climate, seek

out resources, attend meetings and seminars and are collegially

interactive. Accordlng to Binda (L989) commitment Iike other situations

in the school is the result of a negotiated relationship between the

principal and the staff.

Rosenholt z (1989) proposed that opportunities to acquire teaching

strategies depend in a large part on prevaiJ-ing values and patterns of

interaction between teachers and principals. "In many ways principals

shape the organizationaL conditions under which teachers work and the

definitions of teaching they come to acquire." (Rosenholtz, 1989' p. 427).

McNally (Igg2) reviewed the literature pertaining to the practises

of effective principals and concluded that principals in effective schools

devote more time to co-ordination and management of instruction and are

more skilled in instructional- matters. He also noted effective principals

have strong human relations skiIIs and help teachers achieve their

performance goals.

Leithwood and Montgomery (:-982) found that effective principals
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established strategies that fostered teacher participation and

involvement. It would be logical to assume that school climate coul-d

influence teacher participationi this was identified by McNaIIy (1992) as

being a factor for the principal to influence.

Short and Spencer (1990) outlined specific principaL variables as

being essential to having an effective school. These variables included

having a clear vision of where the school is going and communicating it to

students, teachers and parents. Establishing a safe, orderly environment

and establishing and maintaining curriculum related to school goaJ-s.

Recognizing quality instruction, working with teachers to improve

instruction and monitoring school performance.

The work of Okeafor and Frere (1992) concluded that "beliefs of

teachers about their principals confidence in teachers, and administrator

- teacher interaction about instructional tasks potentially influence such

important teacher variables as commitmentf productivity' responsiveness to

change, and job satisfaction" (p. 2O4).

This was supported by Whaley and Hegstrom ( L992) who, using a leadership

survey that examined five factors (a sense of mission, clear 9roa1s,

feedback, rewards and support), found a significant relationship between

how teachers perceive their principal's communication and how satisfied

they are on the job. The authors recommended that principals would "be

advised to develop structures, procedures and habits that would help

teachers understand how weII they are performing their jobs" (p- 22g) -

Both these studies lend support to the impact of the role of the

principal. The teachers reported that principals couLd improve

conìmunication, and therefore might positively affect teacher satisfaction

on the job.

Hoy, Tarter and Witkoskie (7992) identified trust as a key element

in the development of productive group relations. Their study was based

upon the premise that supportive leadership is likely a major element in

fostering a professional culture of trust, teamwork, and respect. "9lhen



I4

professionals are part of a team characterized by mutual trust and

respect, their work is more productive" (p. 38). Their results suggest

that the more supportive the leadership of the principal, the more trust

in the relationship among faculty, and the greater the perceived school

effectiveness. The authors concluded that their study generally supported

the notion that "effective school principals are actively engaged in the

organizational life of the school and support the faculty. Such leaders

are strongf, active leaders who apparentty affect the outcomes of

schooling" (p. 42). Trust was identified "as an intrinsic element of the

roles and actions that create and preserve the distinctive patterns of the

school,' (p. 42). In these organizations "the principal's role is

supportive rather than direct. It is to develop a supportive environment

in which teachers may make mistakes and not feel at risk" (p. 44).

Lane (7992) examlned the school as a culture that influences the

behavior of those involved. In this context the important, facilitating

role of the principal has been identified. The principal has been

described as a culture builder, reinforcing "moral, social, and technical

traits of the school and whose success relies on the fit between the

settings cul-ture demands and the principal's skills in meeting them" (p'

88).

HaII's (1988) study examine the principal's role as a leader of a

change facilitating team. The study showed that the principal does play

a role in facilitating change. The extent and success was determined by

the method which the principal selected to adopt as a leadership style'

Leithwood,s (L991) paper looked at policy implementation based upon

what he termed commitment strategies. Using interview data, it uras

concluded that the principal does make a difference. The study presented

three insights about such leadership.

1) Leadership is often shared, distributed across several roles.

Leadership which contributes to commiÈment tends to distribute leadership

function based on expertise rather than authority.
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2) The study suggested that for principals who act only as

building managers, change appeared more difficult. The principal needed

to monitor the change process and react to keep things moving forward.

3) According to Leithwood (1991) his study provided support for

a transformational theory of leadership. The transformation depends on

the leaders

a) identifying/articulating a vision

b) providing an appropriate model

c) fostering the acceptance of group goals

d) expressing high performance expectations

e) providing individualized support

f) providing intellectual stimulation.

Leithwood (Igg2) speaks'to a shift to type Z otganLzations that

emphasize participative decision making. This is accomplished "when

teachers are helped to find greater meaning in their work, to meet higher

level needs through their urork and to enhance instructional capacities"

(p. 9). "When a process makes people feel that they have a voice in

matters that affect them they witl have greater commitment to the overall

enterprise and will take greater responsibility for what happens to the

enterprise" (Sarason, 1990, p. 61).

To facilitat,e the type of change Leithwood (1992) is promoting' the

principal has a key role to PlaY.

"The coll_ective action that transforming leadership
generates empowers those who participate in the process. There is
hope, there 1s energy. In essence, transforming leadership is a
Ieãdership that facilitates the redefinition of a people's mission
and vision, a renewal of their cornmitment, and the restructuring of
their systems for goal accomplishment" (p. 9).

Hackman & Oldham (1980) stress the need of the individuals to be

trained to maximize their effectiveness. Any changes in organizational

dynamics requires attention to the systemic properties of organizations-

A key person in guiding the installation and follow-up of changes in jobs

are the middle managers. "It is the middle managers who may be best

positioned to alter ... managerial practices as key to the Persistence
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of vrork re-design effects" (Hackman & Oldham, 1980, p. 45).

To improve the individual-organizational relationship it is

necessary to focus on the context in which the work is done. The idea is

to make the organization a personally pleasant and socially satisfying as

well as a productive place for employees. "The hope is that if the work

environment is sufficiently congenial, attractive and convenient, then

people wiII be both productive in their work and satisfied with their

organizational experiences" (Hackman & Oldham, 1980, p. 3). These authors

further suggest that by managing the contirrgen.i"= between work behavior

and organizational rewards, it.is often possible to influence employee

productivity directly and at the same time to create .important spin-off

effects on the quality of emptoyee work experiences. It is proposed that

the principal- plays an important role in the orchestration of the

individual-organizational relationship.

Enhancing the Workplace Environment

Koch ().982) examined the quality of working life described as a

joint management/employee effort to deal with the intrinsic aspects of

work. An essential element is the ability of individuals or groups to be

able to influence their work environment. Other writers, summarized by

Koch (tgii2,), described quarity of working life i'"= 
" process by which an

organization attempts to unl-ock the creative potential of its people by

involving them in decisions affecting their work l-ives. A distinguishing

characteristic of the process is that its goals are not simply extrinsic,

focusing on the improvement of productivity and efficiency per se; they

are also intrinsic, regarding what the worker sees as self-fulfilling and

self-enhancing ends in themselves" (p. 184). Quality of working Iife has

also been described as the "deqree to which work provides an opportunity

for an individual to satisfy a wide variety of personal needs" (Koch,

L982, p. 185).

MilIs (I975) offered four possible reasons as to urhy a more

humanistic approach to work appears to be advantageous. He suggested that
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alienation, boredom, and job dissatisfaction; decreasing motivation and

increasing counter-productive behavior; rising expectations and declining

institutions; and outdated mechanisms and changing ideas, can be addressed

by involving staff. Koch (1982) citing a study by Blumberg (1973)

concluded;

"There is hardly a study in the entire Iiterature which
fails to demonstrate that satisfaction in work is enhanced or
that other generally acknowledged beneficial consequences
accrue from a genuine increase in workers decision-making
power" (p. 8).

Koch ( 1982) suggests that many "problems having to do with working

conditions can be resolved at the workplace co-operatively" (p. 193). To

implement an initiative for enhancing the quality of working life' Koch

(1985) suggests the following:

L) decentralize decisions on teaching to the operational level

( i.e. , schools¡

2) provide time off., consultants, and in-service education in

process areas

3) joint staff-union and management committees to deal with

qualities of working life

4) joint parent or cornmunity and school committees to deal with

the quality of working life.

According to Rosenholtz (L987 ) |

"performance based efficacy al-so depends on organizational
conditions that facilitate the attainment of work goals' fot
teachers on conditions that optimize student growth. It fol-Iows
then, that intrusive managerial tasks that pull teachers away from
instruction are frequently culpable in the loss of their workplace
cornmitment" (p. 54L).

Effective schools research (Rosenholtz, 1985 ) identified the

importance of primary rewards in encouraging teachers to maintain their

commitment. Since teachers receive their primary rewards from the

learning of the students, it is important for schools to pay attention to

students' learning. Reduced student learning lowers teacher commitment,

and in the worst case leads to chronic absenteeism and defection from

teaching.
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often the professed goals of a schooL and its operational goals are

at odds. Effective schools research (Rosenholtz, l-985) have identified

ambiguous goals, uncLear technology, and people Ieaving as factors

influencing the success of the schools. These factors have also been

identified as influencing teacher commitment. Teachers need to have

clearly set goals, goals that are supported by the organization.

The setting of school goals is important as this activity

communicates directly that the teacher is capable of improving student

learning. Secondly, the setting of school goals may provide a basis for

teachers to decide how to organize, to execute, and to evaluate

instructional decisions. This has a positive affect on teachers'

efficacy. Thirdly, without common goals, there can be Iittle coÍìmon

effort expenditure by teaching colleagues and consequentJ-y little basis

for professional dialogue. Huberman (1990) cl-aims that the action for

change in education exists between teachers with similar interests or

concerns (i.e., same grade level, same department). Principals can assist

in the change process, and facilitate goal setting and the establishment

of ]earning priorities by providing opportunities to meet and interact.

The isolated nature of teaching has been weLl documented

(Rosenholtz, 1988). Teachers' workplaces are characterized by teachers

working alone, rarely having the opportunity to interact with other adults

on mutual concerns. Teachers, aS do many workers, need to protect their

self-esteem (Hackman & Oldham, 1980, RosenhoJ-tz, L989). When faced with

a sense of incompetence or weakness many teachers further isolate

themselves and create boundaries around their working lives. Principals

can be influential in removing the isolation from the teachers'working

environment. More successful schools are able to devel-op a culture of

cotlegiality. It becomes Iegitimate to seek out and to offer professional

assistance. In successful schools "teaching is considered a collective

rather than an individual enterprise; requests and offers of assistance

among colleagues are frequenti and reasoned initiations' informed choices'
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and collective actions set the conditions under which teachers improve

instructionally" (Rosenholtz, 1989, p. 430).

Rosenholt z (7g}g ) interviewed elementary teachers from collaborative

schools, characterized by shared commitment to student learning outcomes

and teachers from isolated schools where values and goals for teaching

were highly idiosyncratic. Teachers from collaborative schools described

teacher leaders as individuals who initiated new programs, tried ne\^¡

ideas, and motivated their colleagues to experiment.

The collaborative norms that are developed in a school do not just

occur. They are the result of careful planning by a principal who

believes strongly that committed teachers do make a difference. These

principals involve teachers in problem soÌving and decision making that

wiLl have an impact on their success.

Creating organizational Change

A weakness in educational reform according to Rosenholtz ( 1987 ) has

been that change often failed to take into account the dynamics operating

in the teachers' workplace. Rosenholtz (1987 ) stated "that interventions

are apt to be implemented without the use of currently available knowledge

about the teaching occupation - knowledge that strikingly contradicts many

approaches to school reform currently underway" (p. 535). School

improvement plans must attend to both student needs and teacher workplace

needs to be successful.

Rowan (1990) has criticized school reform that has resulted in

increasing.bureaucratic control over schools. He states that this control

is incompatible with the professional autonomy needs of teachers. Rowan

advocates a Ì¡rave of school reform that would decrease bureaucratic control

and an increase in working conditions that would enhance the commitment

and expertise of teachers.

Rowan outlined a school organizational strategy he referred to as a

commitment model. This model rejects bureaucratic control as a mode of

school improvement, developing instead innovative working arrangements
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that support teacher decision making and increases teacher engagement in

the task of teaching. "The assumption of this aPproach is that

collaborative and participative management practices wiII unleash the

energy and expertise of committed teachers and therefore lead to important

student learning" .(P. 354).

The collaborative view assumes that organic patterns of school

management that rely on network structures of co-ordination and control

and the expansion of .teacher 
authority can enhance teachers' commitment

and improve instruction. Walton (1980) suggested employee commitment and

motivation can be increased when workers and managers have rnore authority,

variety, and collegiality in their work. A hierarchicaL command system is

replaced by the development of shared beliefs about values and goals-

Rowan suggests that "if this þat,tern of management were implemented in

schools, we wôul-d expect cultural controls to replace formal controls, and

teachers to base their commitment to work on personal- identification with

the school mission rather than loyalty to superiors" (p. 357)'

A fundamental principle behind a cornmitment strategy is the attempt

to increase teacher participation in school division making. A

bureaucratic organization deprives teachers of important opportunities for

decision making and also deprives the organization of a valuable source of

expertise. Increasing teacher involvement in decision making would

enhance both teacher commitment and school qual-ity. Rosenholtz (1989) and

others investigating teacher opinion on an increased role in

organizational decision making elearly indicates that teachers feel they

should have a significant role in decision making.

The view of a teacher as a major decision maker falls w-ì-thin a

site-based management philosophy. clune and white (1988) noted three

themes within this view of management.

l- ) l,fost s ì. te-based management advocates recommend

decentralization in three areas; budgeting, curriculum and staffing'

2) It is recommended that a school council be established to
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assist principals in policy development and policy setting activities-

3) There is a need to make adjustments in the role of educational

personnel, both teachers and principals.

Rowan (1990) suggested that despite problems that may exist in the

implementation of site based management, the concept is worth pursuing.

Research generally supports the wisdom of including teachers in decision

making when such participation leads to increased influence over school

policies. The study by Newman, Rutter and Smith (L985) found that a

principal,s leadership and responsiveness afiected the amount of influence

teachers had in school decisions and that schools with higher teacher

influence had better staff moraLe' teacher efficacy and a sense of

community.

Increasing teacher collegiality is done in an attempt to break down

the patterns of teacher isolation caused by the cellular organization of

the school. "Consistent with the Iiterature on organic management, school

reformers assume that collaborative arrangements will enhance a teacher's

capacity for learning and problem solving' buil-d solidarity, and

cohesiveness and satisfy teachers' needs for affitiation" (Ro\n/an, 1990' p.

3741. To enhance a collaborative, collegial workplace, it is imporÈant

that a culture that reinforces the norms of continuous improvement is

developed.

Finalty Rowan (1990) claims that in organic management, formal

authority structures become less important in directing work, and informal

structures. come into effect. This process involves the development of

shared values that unify the numbers of the organization into a common

purpose. Bryk & Driscoll (1988) identified three core features of a

school- community; a shared value system, a common agenda of activities and

collegial refations among adults. In the Bryk & Driscolf (l-988) study

schools that scored high on an index of communal organization showed

higher teacher efficacy and satisfaction' higher staff morale, higher

teacher enjoyment of work and lower teacher absenteeism'
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Summarv

Some common themes are evident in the studies cited above. Work by

Hackman & oldham (1980) and Tyree (1991) show that commitment is

multi-dimensional. Rosenholtz .(1989) identified factors that influence

the nature of commitment within the teacher profession. The research

presented described the inter-play between organizational dynamics and the

personal needs of the teacher. Tyree (1991-) states that "given the likely

contextual nature of commitment, some dimensions of commitment may be more

important in occupational contexts that in organizationaÌ onesi and some

dimensions may matter more in some kinds of occupations or organizations

than in others" (p. 7).

The influence of organizational dynamics on commitment suggests that

certain organizational and management philosophies may be used to enhance

commitment. Rowan ( 1990) has proposed an organizational plan, a

commiÈment model, designed to enhance commitment in the workplace.

The important role played by principals in the success of the

educational endeavor has been outlined by numerous writers. Hackman &

Oldham (1980) outlined the important role middle managers play in the

change process of organizations. Binda's (1989) review of the effective

schools research highlighted the Ieadership role necessary for principals.

Rosenholtz (1,985), Rosenholtz & Simpson (1990) and Leithwood (1991) also

identified the principal as a key person in the development of an

organization management structure. Ro\nran (l-990) states in his commitment

theory that "the assumption of this approach is that col-Iaborative and

participative management practices will unleash the energy and expertise

of committed teachers and therefore lead to important student J-earning"

(p. 354). Given the pivotal role principals hold, there is an important

role for them to play in developing and maintaining conunitment.

Taken collectiveIy, the research lends support to the following set

of assumptions upon which this study is based.

1. The research cited in this paper has clearly outlined a number
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of identifiable factors that influence teacher commitment. By attending

to these factors in a positive approach, teaching coûmitment should be

enhanced.

2. The school principal has a leadership role to play in the

school-. The review by Binda (1989) and others clearly articulated the

role of the principal as a leader in the school and the influence

possible.

3. A1] of the authors cited in this paper suggest that

organizational dynamics are a chief cause of reduced teacher commitment.

Conversely, developing organizational strategies that are supportive

should enhance teacher commitment.

4. School- administrators need to be aware of these issues and

they shoul-d be working to enhance teacher commitment.

These four assumptions have framed the three general research

questions for this study. As stated by Rosenholtz (1989) committed

teachers are important in making a school successful. It is important

therefore that principals be able to identify the nature and extent of the

teachers commitment. Furthermore it is an important role of principals to

influence that commitment.



The purpose of this study was to examine what principals say they do

to develop and maintain teacher commitment. Specific attention was given

to the principal's responses to the following research questions:

1. How do principals describe a committed teacher?

2. What do principals believe to be the most important elements

in developing and maintaining teacher commitment?

3. What do principals regard as the most important strategies to

achieve and promote commitment within their teaching staffs?

Data Collection

METHODS AND PROCEDURES

CHAPTER 2

To address the three research questions, a set of interview

questions (Appendix A) was developed. Interviewing was selected as the

research tool because it was felt this approach would provide the most

direct means of gathering the principats'views to the research questions-

cregory,s (1992) review of the literature on interviewing supports this

method of data col-lection. Interviewing has been described as "a process

by which the researcher gathers data by verbal- questioning of the study

subjects to elicit data on the variables being studied" (AbdelIah &

Levine, 1986, p. 387). It is described as a preferred method for

retrieving participants "beliefs and attitudes that would be difficult to

obtain without asking the subject directly" (Gregory' 1-992, p. 81). lt

was therefore felt that the best way to solicit principals'attitudes

would be to ask them directly. "Interviewing is the preferred tactic of

data collection !.rhen in fact it appears likely that it wiII get better

data or more data or data at less cost than other tactics" (Dexter , L9'70 |

p. 11) .
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It \¡ras recognized in the

interviewing process may contain

reported three potential threats to

development of this

certain limitations.

the collection and the

study that the

cregory (L992)

analysis of the
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data with the use of an interview technique. These threats "include the

researcher, the behavior of the subjects, and the environment in which the

research is conducted" (Gregory' 1992, p. 82).

To modify the influence of these factors, Gregory's recommendations

were applied to th.is study.

1. Gregory suggested the interviewer maintain a non-judge-

mental and neutral- approach to the interview, J-isten to the informants

frame of reference and refrain from arguing. This approach was taken for

aIl interviews.

2. As reconÌmended, all interviews were tape recorded and

interview summaries were sent back to the participants for clarification,

additional comments and editing

3. Prior to the start'of the study, a pilot study was conducted

to test the effectiveness of the interview questions.

4. Establishing rapport was identified by Treece & Treece (1986)

and cited by Gregory (1-992) as being the most important thing an

interviewer must do at the beginning of an interview. To address this

recommendation, interviews were scheduled at the most convenient time for

the principals and all interviews were hel-d in the principal's office. At

the beginning of the interview, raPport was established by keeping the

first few questions non-threatening. At this time the purpose of the

study was explained, the participants were told that confidentiaÌity would

be maintained, and that their interviews would be given fictious names in

the thesis-. In the first series of questions the principal discussed the

school community, the school profile and talked generally about

themselves. Following these "introductory" questions, questions

addressing the research questions were asked.

Delimitations

A number of restrictions were built into the study to attempt to

reduce its complexity.

1. To protect against possible infLuences resulting from the
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language of instruction, the participants used in the study

principals working in English Ianguage schools.

2. There does exist research suggesting differences in the nature

of commitment between teachers working in secondary schools and teachers

working in elementary schools. Therefore, the principals in this study

alf worked in K-9 schools.

Limitations

1. WhiIe random selection was used in the selection of the

participants, the principals interviewed in the study were alI male. lt

is recognized that this may result in some gender bias in the study.

2. No attempt was made in the study to verify Ëhe accuracy of the

principals' comments. The study treated the principals' responses as

being reflective of their opinions and practises.

Participants

Six principals working in K-9 English instruction schools

participated in the study. To select the participants, a Iist of

principals working in three suburban school divisions was prepared. The

names were then randomly selected from the Ìist.

Procedure

After approval from the University Ethics Committee, the six

principals r.rere contacted for the study. A letter (Appendix B) was sent

to the superintendent of each participating school division notifying them

that the study was being conducted. The superintendent's Ietter informed

them that I had selected a principal from their division to participate in

the research. The letter contained a brief description of the research

methodology and an invitation to contact me should they have any

questions. f was not contacted by any superintendent.

The selected principals were sent a letter requesting their

involvement in the study (Appendix C). A follow-up telephone call was

made one week after the letter was mailed to ensure the principal received

the letter and to answer any questions. In the letter a description of
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A tear-off

response was incÌuded in the letter and if the principal agreed to

participate, they were asked to complete and return the response slip in

the self-addressed envelope provided. Once the agreement to participate

in the study was received, the first interview was scheduled.

At the first interview the principals were informed that the study

investigated what principals say they do to develop and maintain teacher

commitment. They were told the study was based on research that has

identified a number of factors that affect the level of teacher

commitment, as wel-I as on research identifying the principal as being the

Ieader of the school and possessing considerable influence in the

organizational dynamics of the school. The first questions \¡rere designed

to rel-ax the principal and to get some information as to the profile of

the school, the community, the number of years the principal had been at

the school and the number of years the principat had been an educator and

a principal.

In aII cases the first interview was held in the principal's office,

after regular hours and lasted for about one hour. From the tone of the

principals' responses and their gestures, aIl principals appeared to be

comfortable during the interview session. At the completion of the first

interview the principals were asked how they felt during the interview.

while three of principals did suggest they were nervous, aII the

principals stated they were satisfied with the answers they had given to

the questlons.

the principals' responses to the interview questions were tape-

recorded and then transcribed. A copy of the transcript was returned to

each principal with a covering letter (Appendix D) asking them to add or

remove comments from the document. A second intervier,r was then scheduled

to review the transcribed document.

One principal cancelled the second interview indicating that he did

not want to make any changes in the document so he did not see the need
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for the second interview. The transcri-bed document \n/as returned in the

mail. The remaining five interviews were held in the office of the

participating principal. No second interview lasted more than 30 minutes,

with the actual time spent on the document being about five to ten

minutes. the remainder of the time was spent talking about the study in

general terms and what the research had to say about commitment and the

role of the principal. The conversation during this second interview

reinforced my opinion that the principals were interested in the topic and

that they had treated the first interview seriously. AI1 six principals

requested a copy of the results of the study.

Of the remaining five documents, no changes were made in three of

them. Of the two documents that were changed, one principal made some

granìmatical changes but did not add or delete any of the content. The

other principal added more information concerning the role of the

principal. The documents were collected from the principals at the end of

the second interview.

Following the second interviews, the principals' responses to the

specific guestions were re-organized to reflect the three general research

questions. These transcripts are reported in Chapter Three.

The analysis of the finished transcripts (Chapter Four) compared the

responses provided by the principal-s to the factors influencing commitment

identified in the review of the literature. The extent to which the

principats attend to issues such as psychic rewards, student behaviour,

teacher certainty, etc. r,tere used to develop a portrait of the practises

of current administrators.
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CHAPÎER 3

PRINCIPAI,S' INTERVIEWS

This chapter reports the interviews held with the principals. For

the most part the interviews with the principals are reported using the

principal's own words. Editing has been restricted to the elimination of

repetition and the organization of the responses. Parts of the interview

may appear at times to be grammatically incorrect. The responses have

been organized around the three general research questions.

Tim

I have been a principal of the school for four years, and ten years

as an administrator. I have been a teacher for twenty-two years.

The schoot is a very old school, in a weII established community, a

predominately professional community. Perhaps because of the background

of the parents, there is a great deal of investment in the success of the

school. Because of this pressure, or the expectations of the parents, the

teachers probably feel some pressure to perform.

We have about 300 students in the school, with an equal distribution

across the grades. !{e don't really have any special situations with

respect to the students' learning needs.

The committed Teacher

No\¡, one thing that is kind of a give-away relative to commitment is

excitement. The teachers seem excited about what they are doing. The

truly committed teachers that I've seen get much more satisfaction from

being with kids, from working with the kids and from feeling that they're

doing a good job of the programs than from anything else. Teachers who

feel the rewards in the job and state it as such. Now that may be just a

symptom of committedness, it may not necessarily be one of the

characteristics but it certainly is a give-away in terms of whether that

person is committed or not. People who are needy, they're wanting to have

their own personal needs met vis a vis working conditions. People who are
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sort of self-centered and feel that the working conditions have to be just

so are less inclined to be committed to the children, and that's the

bottom line, is the commitment to the chil-dren in the cLassrooms and to

delivering a prog'ram that meets their needs. The Level of satisfaction,

I think, is in part due to their ability, the committed teacher's ability

to look at what an", have done and are doing in their program and to

devise ways of improving metacognition here, they are able to sit back, to

take a step back and think about their thinking and about their practise

and to go to some to å"rri=" some way to change it, so they are people who

are continually evolving, I see as cornmitted people. Their commitment is

to growth, self-knowledge, self-development and so on and committed

teachers, in my mind, have this meta-cognitive element.

I think the committed teachers that f've seen have a strong drive to

develop a personal rapport with the kids. Those that stand back, sort of

deal with the kids at arm's length and never really get to know them

inside, are far less committed in an overaLl sense. The personal rapport

that these committed teachers deveLop with the children can be shown or

manifested through littIe things, aII the little extras that they do, you

know, acknowledging their birthdays, calling them at home when they're

sick, all those little extras, perhaps even spending time putting on a

band-aid on their knee when they should be or could be doing something

eì-se just to get that littl-e bit of extra rapport with the child so that

there's that commitment to make that connection and the teachers that I've

had do tha! are the most committed. I think committed teachers go out of

their way, put in the extra effort, partly based on the rapport they've

established, to individualize programs for the kids. In creating or

qetting to the rapport stage, they come to see what the invisible needs of

the children are and by going beyond some of the superficial needs they

can actuatly do a much. better job of meeting the individual program needs

of the kids. The littIe extras could conceivably include things like

extra-curriculars but not necessarily. I know some reaIIy committed
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teachers who for whatever reasons are unable to do extra-curriculars but

extra-curriculars can be another manifestation of the drive to establish

rapport with the kids.

A committed teacher, I think, invests time and enerÇlr time being

the biggest thing. Energy, of course, at different times of the year is

a big factor as well. They wiII spend a lot of time above and beyond the

regular prep times getting ready to meet those individual needs that I

talked about and to do the best del-ivery of the programs, so it's that

commitment of time and energy beyond wfrat is formally called for in the

job that, stands out in my mind as being one of the main characteristics of

a really committed teacher.

Earlier I talked about excitement on about being an indicatori

happiness is also a give-away as to whether or not a teacher is committed

to what they are doing. The personal satisfaction that they show in their

behaviour and in their expressions and so on is really a clue to whether.

in fact, they are committed Èo what they are doing. The happiness could

derive from several things but what I've noted is that it usually derives

from something personal, reJ-ative to the kids, or relative to a feeling of

achievement with the children. It's those Iittle breakthroughs that the

happiness can come from. Committed teachers generally make do with what

they have. They make the best out of what they are abl-e to get in the way

of supplies, preps, working conditions, equipment in the classrooms. They

don,t grumble about not having the very latest equipment, about not having

an ideally sited prep time, this sort of thing. They wilI obviously bring

it to the attention of the administrator but they don't preseverate' they

don,t preseverate on these negative things in their working environment.

Those teachers are the committed ones.

Factors Influencinq Teacher Commitment

f don,t know why one person is different than the next in terms of

buying into a profession. You know, it may be where they were coming from

when they undertook the training, maybe their mindset goes \¡ray back and
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their perception is just what is involved in reaching is such and so when

they get into it, it's a sel-f-fulfilling prophecy. Others have wanted to

be a teacher forever and over the course of years, they have really dug

into and looked at, and thought about what is involved in teaching and

when they get into the faculty, when they finally get into teacher

training, they go at it with a great deal of vigour and you know as well

as I that there's people in there just coasting, just doing the minimum to

get by, and in the end they don't really come away with a true perception

of what a profession should be and those people who go into the university

training. the teacher preparation, with an open mind without any

preconceived notions about what they can do and giving their all to it,

generally come away with a better understanding-

I think that in terms of commitment, one of the biggest features,

weII there are several, but one is the entering mind set and the second is

the actual student teaching experience. You know, at the faculty they

provide them with a number of practical and theoretical ideas and if those

students get into the field they meet the practising teachers out there

who are less than coûunitted, who are not practising the theory that they

found at the university.

I think the dynåmics of the conununity have quite an impact on

whether a teacher is commltted or not. Where parents have very high

expectations for their kids and subsequently, of the teacher and of the

Iearning that is going to take place, those teachers who aren't delivering

are under. considerabl-e pressure from the community and from the

administration via the community to become a Iittle bit more committed to

the actual learning of the kids.

I think you want to meet the expectations of the parents. You also

want to be acknowledged and appreciated by the parents. The satisfaction

of the job is going to be significantly influenced by both of those

things. At ,meet the teacher'night you can very quickly get a sense of

what the parents'exPectations are of the children and of you and
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similarLy, if they are as concerned as they are in some areas they wiII

keep tabs through their chiLdren, through other parents, the networking

that goes on relatiwe to what's happening in school is significant so in

a neighbourhood where there is high expectations for whatever reasons,

professional parents for example, you're going to find a higher level of

monitoring of the activities of the school going on and more feed-back and

now that feedback can be appreciative, positive and those professional

parents know the benefits of positive reinforcement when good things are

happening and too, they can be vêrlr they can raise a ruckus pretty

quickJ-y because they are connected and because that network is

established. So there is an element of fear to it but I think most

teachers realJ-y have a sincere desire to live up to the expectations of

their students' parents.

with the budget cuts, everybody is sort of depressed, everybody is

kind of gloomy about it, and that's kind of an obvious one. You know,

it's bringing everybody down.

At this poinl they're not ready to vote themselves out of any

extracurricul-ar activities. It's tough to maintain enthusiasm and

commitment when you know that the board, your employers' are not

acknowledging it and there ways they haven't acknowledged it. They haven't

stated to the teachers that you know we're in all this together. !'le

regret having to do this, that's the essence of it and here's what \¡re are

doing to try to make sure in the future it doesn't, we don't ever get in

this position again.

Presently there are some plans afoot to change the physical plant

and it's creating some dissatisfaction in terms of working conditions. I

know I said earlier that the working conditions are not the be aII and end

atl and the staff here obviously aren't in a terribly aesthetic

environment and they have done a good job under the circumstances. The

plan that's afoot to modify the school is universalJ-y disliked. They're

qoing to remove windows, a lot of the windows, and psychologically that's



)ÀJ9

going to have implications for teaching and learning, that's one thing

that perhaps is bringing the morale down a bit and of course when morale

drops commitment can drop. So, it's an indirect effect on commitment.

Uh, beyond that I can't think about a whole lot of things.

Teachers realize they have a choice, when they're not mandated to do

such and so, their investment in it, their commitment it, is going to be

greater. If they are the ones that have made the commitment to do or come

up with the impetus for something, they will buy into it a whole Iot

deeper, the Ievel of commitment will be greater, so I really Iike to

provide them with choices. I try to encourage teacher leadership' you

knOw we have fOrmal Leaders in science, J-anguage arts, computers'

mathematics and so on, and I really try to encourage the staff to rotate

through the l-eadership roles because in those roles they learn a little

bit more about the process or content of a particular area Iike science or

L.A. or so on, and feel a little more expert in !t and with the level of

expertise comes a feeling of confidence and once you've got a feeling of

confidence you'Il more readily commit yourself to anything nevt.

The RoIe of the Principal-

The support of the administrator in developing commitment is very,

very important. It might be physical support; going out of your way to

provide the necessary equipment. That sort of physical evidence that the

persons's working on your behaLf to try to set it up so you can do the

best job that you can possibly do, monetary support in terms of supporting

ideas, providing extra P.D. fund beyond what is already available to the

teacher to go and pursue some upgrading in a particular area. Teachers

who feel they have been given that will have a little more conìmitment to

the outcomes that result. Moral support is very important too, so letting

them know that you know that they are going above and beyond and their

commitment is not unappreciated.

Getting teachers to believe that what they are doing is valued.

Parents do that in many ways, and certainly it's very important for a
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principal to give the teacher a pat on the back, to acknowJ-edge and let

them know what they're doing in your perception has been valued, passing

on comments from the parents to the teachers, positive comments about what

has happened is something that wilI create the commitment.

A lot of it can be structured but a Iot of it has to be ad hoc, for

exampJ-e, endorsement of risk-taking. Teachers who stick their necks out

and get bitten by somebody who doesn't approve, be it a parent or

administrator, is not. going to try it again and if a teacher sticks a neck

out and a parent tries to bite and you as an administrator feeÌ that it is

a positive thing, defend, support and make sure that parent understands

that you endorse what the teacher is doing. I think that is a very

important organizational trait.

AIso, encouraging oÈher Ëeachers to be mutually supportive of that

sort of risk-taking is important. The biggest one, f've got it written in

big letters in my mind and that is time, organization of time is almost

overriding, overarching everything, providing time for teachers that are

showing evidence of commitment to follow through on that, to develop the

area that they are becoming particularly committed to and providing them

time to reflect on it and providing time for them to collaborate with

other people and conceivably giving of your own time. This is one of

those support things, providing, building in the time support for that

teacher to develop the commitment, in an instance that I can think of that

I do here, I provide time by going to the classroom myself and taking over

the class .so the teacher can go off to visit some innovative teacher in

another part of the division or another part of the city, or in a couple

of instances, to attend study group sessions around the division, or to

attend workshops, and this is above and beyond any release time that is

provided by the division and unfortunately time provided by that way is

diminishing because or the budget cuts.

You know it's becoming even more important, building in shared prep

times. If you have somebody on board with you, and you're dialoguing,
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talking back and forth, bouncing ideasr lour commitment's going to grow

and one of the hard-core things is making sure that there are shared prep

times with Iike-minded teachers' or teachers of the same level.

I also do a weekly newsletter. Making sure that they know what

other people on staff are doing. It's a tough milieu to do nothing, so

you know, I try to make sure that the teachers know what the other

teachers are doing. As we1l, wherever possibi-e, f try to turn back to

them and have them reflect on their practise rather than be judgemental,

trying to get them to go that extra step and think about what they've just

done, to do an analysis of it themselves and arrive at their own

conclusions rather than saying, "this is good, this is bad, you should be

doing it this way", trying to work through and treat them as

professionals, they have insights, they have an ability, most people have

an ability to think about what they have just done, to think about what

they were thinking at the time and so I make a real point of getting the

teachers to reflect on what they've done.

f believe very much in teacher autonomy where decisions can be made

by the teacher or by the teachers collectively. I make every effort to do

that. I'm rarely arbitrary and I live with whatever decisions the staff

make in a collective sense even.if I'm not necessarity in favour of it.

So, I.ve demonstrated a willingness to go with the consensus or with the

majority in a lot of issues and you know as long as they have been

thoroughly and professionalJ-y considered.

I bel-ieve stiongly in professional responsibiJ-ity in that sense and

I really try to encourage them to make professional decisions and indicate

that I,m willing to go with the decision that they collectively come up

with. That's the one thing I do.

Administrators practising what they preach is very important- Make

sure that the climate is a very amiabLe one so that the teachers are

relaxed and willing to take risks. It's important for a principal to be

visible. Management by watking around and being in and out of the



classrooms. Teachers know that you know what's happening. If they think

you don't know what's happening could be less inclined to really push

ahead.

If you show the teachers that you understand, you get into the

classroom, you know the kids, you know what the individual needs are and

you know specifically what the teacher is doing to address those

individual needs. They'1I say, "Hey, he's really on top of this, he knows

what I'm doing. AII those little extras, aÌl these individual things are

being appreciated!" they will continue to do so. And so walking around

and making sure that as you walk around you give aII these cues is very,

very important. Modelling, I guess, is what it is, trying to model out

these things as an administrator and where there are student problems'

generally behaviour problems and/or learning problems, the way in which

you intervene with the student or with the student's parents, visibly

intervene is extremely important. The message that you send to the

teachers about whether you endorse what they are doing is going to become

manifest at that point. They will see that you understand what they are

doing when they did this research project. The parent objected to it, the

kid objected to it, but you as an administrator know what it was all about

and you are able to articulate that to the parents and do an effective

intervention with this kid who is buying into it. That more than anything

will maintain the ÌeveI of commitment.

I've created what I call a study group and it's taken off. I no

longer am .the chairperson of the study group and every six weeks ere get

together and discuss educational activities, just in a general sense. To

this point of the year we've done five different topics, and teachers get

a chance to express themselves and to sit and hear what other people have

to say, so philosophically they get into a much deeper understanding of

the other staff members, where they're coming from and the study group's

been just tremendously weII received, so that's one specific thing- And

you know, it started small and we're up to, weII f would guess, two thirds
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to three quarters of the staff show up for the study groups and you know,

we'II look at current issues; retention for example, de-streaming.

Trying to get teachers to overcome the imposter syndrome is a big

hurdle. You never know everything about everything and so they say, "H"y'

I don't want to put myself up as an expert." They are hesitant to share

because they don't know everything about a particular topic and helping

them realize that they are as close a thing to an expert that we have

around here and encouraging them and helping them share some of their

expertise is a real big boost to their confidence and it helps the flavour

of the school, you know it helps the staff feel a lot more confident and

consequently, a lot more cornmitted.

Terry

First of aII, the average age of the classroom teacher.s in my school

is forty-seven. It's a very old teaching population, so one of the

difficulties I expected I might run into and haven't is commitment- I

thought I might have gotten people near the end of their career who are

playing out the stream of their IasE 2, 3, 4 or 5 years, but that has not

been the case.

We've got,280 children this yea.r. We've got roughly one class of

every grade, although there's a primary multi-age class because we have a

bulge at our primary and there is an extra class at junior high which

isn't a static class but we split up aII the junior high classes for some

of the subjects some of the time to allow for small group work. It's a

reaÌIy interesting community in the sense that we have an upper class and

a lower class and there really isn't a whole lot of the middle class.

It,s quit,e different than anything else I've ever encountered. There

doesn't appear to be much in the middle so we have a number of students

who academically are quire good, come from homes, very supportive parents,

many professional parents in the area in that segment of our population.

g,Ie have a large number of level two children because of behaviour, the

highest proportion in the school division but there's, the middle isn't



39

there as much as one would expect in the schools.

I have been a principal for eight years, and I'm finishing my first

year at this schoot. I have been a teacher for tr^renty-one years.

The coñìmitted Teacher

I think some of most cornmitted people are some of my more senior

people. They are virtually alI over the building with aIl of the

classrooms doing things at 8:00 in the morning, doing things at noon hour,

doing things after school. one teacher that I have in mind is in classes

aII the time, he does his prep outside of school hours because school

hours are when the kids are there and he wants to work with the kids, not

with himself , during that time. He does things on weekends. If I r^tere to

sum up what f think he does and the kind of person he is I would basicaÌIy

use urords l-ike self-motivated and self-starter. He's the one who goes to

Iook for things he should be doing, he doesn't wait for somebody to tell

him or somebody to ask him.

He believes he makes the difference, and he can demonstrate that he

makes a difference. He can see the sparks, he can see the kids doing

things, he can see things happen after a while that he didn't see

happening initially. It's pure presumption on my part, but f believe that

he knows if he doesn't do a good job, that will matter too. Whereas I

think the non-cotrunitÈed teacher believes that he doesn't really make a

whole Lot of difference so whether he does a marvellous job or not so

marvellous job, the kid wil-I be doing just as well.

With,the non-cornmitted teacher's career/ things have happened where

either he didn,t feel he was making a difference, where people complained

or had real concernsf or he tried, thought he was making a difference and

ran into an administrator or someone else who told him point blank that he

vrasn't doing a good job and things vreren't going weIl, He ran into

somebody who complained about what he was doing with great regularity,

rather than somebody who said, "Iisten, you know, this is nice here, maybe

h¡e can expand that to make it better" instead of building on strengths
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Èhat he may have had, somebody may have started to criticize some of the

things he was doing that he wasn't doing as well. Instead of expanding

his abilities, somebody had him contract or constrict what it was that he

was doing and he probably reached the stage either that where he feels

that what he's doing is futile or isn't going to change things and

that's.... whereas the other teacher, I think at some point, had a parent

or a student who came and things worked and he realized, "yeah, this

happened" and even having a parent come up to you and say or having a kid

come up to you even 10 years later and saying, "You made a difference in

my life. " That kind of thing can really help give you a boost and it may

have been something as overt as that or something as covert as just seeing

some kid excelling later on because you were able to help them somewhere

along, or at least you believe you were a part of it.

I don't think you can teach well and not be committed. I think you

then get back to the idiot proof teaching that may have been common in the

fifties in the sense Èhat you have a textbook or something that tells you

the questions to ask, the answers to expect, yeah anybody can teach.

society has changed to the point where we \¡rant to get children thinking

that not only is that not good enough, that just isn't good period. And

so you can get teachers teaching in that mode but that's idiot proof and

they have formul-as and they just do, and the things come and they just

mark and, yeah, something will happen, the kids will- learn anyway,

anywhere. Kids learn best when they've got teachers who care because kids

know when the teachers care. The kids wilI work for teachers who care and

for teachers who are committed.

Factors fnfluencinq Teacher Corffnitment

I think the key element is that people have to feel valued and

valuable and I think that is a main part of my role in that my job is

making people aware that I value their contribution, what they're doing

with the kids, what they're doing in the classroom and seek out ways to

help them to do things better. My job isn't to criticize what they're
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doing but my job is in fact to try to make them do what they're doing,

better. They have to feeÌ that not only I value them and that they're

valued in the school and in the system but they are in fact valuable, that

what they do matters, makes a difference to their kids, to the community'

to the parents, to society as a whole and that gets back to what I was

saying before about commitment and teachers beJ-ieving they can make a

difference so my role is to try and promote these two things. In one of

the questions you asked previously about commitment, when people feel no

matter what school, no matter what gender, no matter what profiJ-e or

anything, that what they're doing isn't valued or isn't valuable that the

commitment goes straight out the window. My primary ftrnction is to make

people feel valued and valuable. I think I would probably say that

whatever I can do to make their job easier or better I have to be doing.

I think you can overbook and overtime teachers. I think you can

have too many meetings and make sure that you have meetings that run for

three or four hours. I think you can ask for Iots of paperwork, I think

you can have announcements every ten or fifteen minutes over the entire

P.A. system disrupting class time, I think that you can ask teachers over

to do these and you can ask teachers to do too much and have teaching

loads that are exorbitantly overbooked, people doing things from, well you

know, you teach half-time kindergarten plus you teach junior high basic

French and you do this in the middle somewhere where all of a sudden

you're having to change gears at all times and this doesn't seem to be

working for them or may not work for Èhem. f think those kinds of things

and this goes back to what I said before about roadblocks, often things

that tend to make their jobs harder rather than easier are the things

that'Il get in the way.

You need to involve the teachers in decision making. f see

happening too often in the division and other places where we decide r,u'hat

it is that we're going to do before we decide why it is that we're going

to do it. We often develop procedures or plans for doing things before
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even thinking about whether we should be doing them or how we should be

doing them. I think that everything that we do, anybody does, should stem

from their belief system, what they bel-ieve and what they believe is

right, what they believe is good, what they believe works so I think, I

thought, and wilI think that the first thing that you have to do in

dealing with an issue is to clarify your bej-iefs about it and then decide

what it is you want to do and whether what it is that want to do in fact

matches your beliefs. f often tend to think that we go in the opposite

direction, the school is guilty of this in the sense that they develop

procedures or policies for things without really thinking about what it is

that they want to do first. The beliefs then tend to come from the policy

or tend to come from the procedures as opposed to the other way around.

This makes teachers feel part of the solution.

we're starting off with: What do we believe about behaviour, and

the stage werre at right noe, is that we have four statements about

behaviour, behaviour of adults and of kids, anybody in the building. Here

are things that we believe. It's taken us a couple of days of slogging

through to get to these fair statements of what we believe. The next step

is: how can we fit our practices to these beliefs? If we believe that

everybody has a right to a safe environment what does that mean in

practice? l,lhat should we be doing in the school to try to ensure that,

not that you can ensure everything, but to try to ensure and increase the

possibility of this happening, what kinds of things can we do? So we've

got our statements of belief and from there we're going to move to

practices and take a look at the kinds of things that we are doing or can

do that will help these things so that's our next step.

The RoIe of The Principal

My primary concern when I came in was to get a handle on the

building, a handle on the people in the building, a handle on the

community and develop an understanding for what it is that I'm dealing

with before I could make some decisions as to what it is that I might want
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to do with the place, with the peopte in it and the kids in it and

everything eIse. My primary concern is to build credibility amongst the

groups; students, teachers and community so that they see me as being

somebody whose credible, supportive, child-oriented, willing and able to

do things pro-active. When I came last year one of the things I did was

I gave people a list of timetable preferences, i.e. when do you want to

have your preps. My job, a big part of my job, is to make their teaching

and their lives easier and not more difficult. A big part of what I do

should be trying to remove roadblocks from teachers.

I often see myself as a buffer between the board office and teaching

staff so that if a request comes down from above for all- teachers to do

xtyt ot z, if I can get secretarial staff or someone else to do it insLead

of the teaching staff, I'll do that. If I can eliminate the request,

which can happen a reasonable number of times, I will try and do that so

that there is a buffer there, they feel that people are going to try and

help them do things if they're asked to do thing it is really important

enough that they do have to do it.

f think its important that you want to buffer some staff from

parents maybe aII staff from parents, or from particuLar parents. It

often takesr 1lou can have 25 kids in your room and lrrave 2.4 parents come to

you and say you're doing an absolute marvellous job with my child but the

one parent out of 25 who come and rants and raves and screams and does

everything else like that, can throw the other 24 ou|u the window as far as

the teacher is concerned, so in situations like that I try and make a

point of sitÈing in on parent-teacher interviews. Most particularly I'm

there to help the kids, have to believe what they're doing for the kid is

right. But I,m there on their side and that I will go to the wall for

them if I need to and if they need me to.

I think it is really important you have to have fun doing what

you,re doing. So f will create situations where we have fun where things

are up, where we have a good time where there is as much humour as there
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possibly can be in the jobs that we have. Its a serious job but we have

to at times not take ourselves as seriously as we often do and we have to

spend a fair amount of time laughing. I think it reduces stress and it

makes people feel good about themselves and what they're doing and it

tends to build a little more collegiality amongst people when you can

share a laugh and can do things together and can enjoy each other

together. I think that's really importani: and T go out of my way to do

that.

I firmly believe that the principal's role is virtually make or

break in terms of teacher commitment in the school. I don't think its

instant but I think if you can have someone in the school for 2 or 3 years

you can significantly decrease the level of commitment in a school and I

think you can have someone in the building who in 2 or 3 years can

significantly increase the level- of commitment.

A lot of it is planned in the sense that as f get to know the

building, as I get to know teachers, as I get to know kids, I get a sense

of something that I believe could or should be happening here. And what

I then try and do is give teachers opportunities to move into that area.

The staff here is virtually computer illiterate. They've done almost

nothing with computers, the computers are sitting in the classrooms and

they aren't being used, or they're being used rarely and people barely

know how to turn them on. And when f came, I realized very quickly that

this was an area of need. I see there being numbers of \¡/ays of

approaching this. One of them being simply, "we have to work on

computers, the first in-service is going to be on computers then \¡te're

going to do this and that." And in many cases these people have been in-

serviced and they've had the division do these things and everything else

and for whatever reason they haven't caught on or it hasn't connected.

Things just aren't happening. So I've taken more of a background role in

doing this and coming in the back. They know that I'm interested and I'm

intrigued, so what I've tried to do is give them examples, not give them,
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have them see examples of how computers can really work weII in their

class, work weII for them as teachers or make their lives easier, better

for their kids' Iives, easier or better. And in many cases j-t starts off

by getting one teacher doing something or on to something. The person who

may have been motivated but has never gotten the help or anything eJ-se to

do anything, you get them going and they start doing and saying things in

the room and the other teachers sâ!r "WeII r Çêè, that's really

interesting. What are you doing here?" And they share and they go and

they have a discussion and go, "What can I do? Can I help can I get..."

And then you get somebody else going and you get 2 or 3 other people going

to the point where, at the Last staff meeting I've had a couple of people

talk to me about access to computers and the fact that they want to do

some things.

They don't knou, what computers in school they can use or how they

can have access to anything and I asked them how interested they were in

my setting up a teacher work station that was lust for them, with a

portable computer that they could take home with them and use and bring

back. And I had about three quarters of the staff heartily endorse the

idea. This is something they want, knowing that, and I told them that its

going to have to come from somewhere, so I mean you may be able to spend

the money on something else, do you want that or do you want to do this,

and they really want to do this. So I've got a l-evel of commitment

starting, the excitement is there, and one of my jobs is try and increase

it and the other job is to make sure I don't screw it up which is entirely

possible by doing something that wiII all of a sudden turn them off. And

that's easy.

If people don't trust me or don't beLieve in me it can destroy

commitment. If I encourage people to do something because I think its

going to be interesting for them or their kids and then I mandate a resul-t

like all- your kids better be doing this on computers by this date, al-l- of

a sudden I've blown the trust and the sense that f've tried to work
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towards that it's a growth process, it's not a mandated process and they

should be this because they believe it's good for themselves. It's pretty

easy with low trustr fou can do the wrong thing and I could make a

commitment to parents and say, I mean. I could stand up before home and

school meeting and.say that by next year every teacher in this school will

have a computer in their classroom that is running the majority of the day

and kids will- be on it the majority of the day. It may seem like a

reasonably simple commitment but the reality is aII of a sudden I have a

Iot of teachers =ayingr "Í,lhoa, I don't know if I can do that in my

classroom." "WeIl, he's told the parents you have to do it." "Oh, âh",

and then they're onto them, they may get something going but they're going

to begrudge it, and they're going to be real-l-y angry about having to do it

because you force them to do it.' In most cases, if you force people to do

something you'J-I get surface compliance. on the surface they'II do it or

appear to be doing it and when we're out of the room or the door is

closed, they go back to doing what it is they want to do.

Going back to behaviour. f generally chair the meetings in the

sense that f'll be standing up and saying, "O.k.", I set the agenda to an

extent that I see behaviour plans across the divisions that aren't

behaviour plans or discipline plans but that are procedures for dealing

with chil-dren who misbehave....and if a kid screws up, here's what you do

and I have a strong personal bel-ief that I don't think that's useful and

the staff believe that, or at least we believe thaÈ they believe that, so

as I told them, I said, "!'7e need to have a behaviour plan." There needs

to be some consistency in the school which they agree with. "How can we

go about it?" I suggest that how I would to go about it. Some of them

suggested how they would like to go about it and we find consensus about

what we want to do. I tend to facilitate our meetings and I will tend to

determine when they start or stop because in a lot of things if somebody

doesn't sây, "O.k., we have another half hour to deal with this issue"

then it can go on forever. They can decide where it is that they're going
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and one of the things that's happened through this exercise is that the

faith f have in the teachers has been so incredibly reaffirmed because the

things that they're coming up with are, in essence, things that I believe

in and they're obviously the things that they bel-ieve in solidly too and

it's nice to see that. They're not choosing expedience, they're not

choosing things that are êâs!r they're choosing things that are sound and

fundamental, at least I believe they're sound and fundamental, so that's
good.

RoD

The school was built tn 1972, and has a reputation as being one of

the better schools in the division. As a result, we have a number of

students in the building that have been transferred in from other parts of

the school division.

For years the school- served a traditional middle class community,

but we are starting to experience a change in the profile of our student

population. this has created some stress on staff members who have been

here for a long period of time. They are being asked to change some of

the things they have traditionally been doing.

I have been an administrator for six years, five in this school, and

three years as the principal. I have been in the teaching profession for

twenty-three years.

The Committed Teacher

Committed teachers are usually people who have far higher

expectations than could ever be set up by an administrator. They tend to

be people you might have to call off and slow down rather than motivate.

They are people who are such good teachers it wouldn't matter what their

assignment. They could be put into almost any teaching responsibility.

They have a tremendous amount of knowledge. If you took my best teacher,

f would rather have that teacher teach a subject they know very Iittle

about because of their personality and their ability to work with the

students. The committed teachers set their own personal goals and they
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place high demands on themselves. these teachers are not hung up on the

specifics of the assignment they are given but are more interested in the

process that is involved in the learning of the kids. They are more

interested in providing a good experience for the kids. You could give

these teachers an antiquated texÇbook and they would find something good

about it.. They would have some fun with it, the kids would Iearn

something and it would be a rich process for the kids.

A committed teacher has a .good understanding of learning, they have

a good understanding of the kids, they like kids and they are able to

skilfully engage them in the learning process. They invofve them and prod

them and motivate them as opposed to filling empty vessels with knowledge.

Committed teachers are enthusiastic, energetic and bring high energy

into the classroom. They are not laid-back but fill- the classroom with

interest and energy. Their commitment moves outside the fine work they do

in the classroom. They give their time outside of class time and take on

many more responsibilities.

The difference between the commiÈted and the non-committed teacher

stems from what is probably a cliche. The non-committed teachers suffer

from a low leveI of self esteem. Teachers that f have encountered that

are not very committeà are teachers who tike to stay within a very

prescribed set of guidelines. They usually have taught for some years so

they feel safe and don't like to venture outside of that safe area. They

tend to be more providers of information, holding more of the power and

letting go. in disbursements to kids and then test the kids of that little

bit of information. Pretty traditional stuff. There is no excitement in

their teaching. These teachers see themselves as the source of the

information. These are people that you wiII find doing lots of notes'

Iots of activities that are probably directed more at maintaining class

control as opposed to stimulating learning. They are not people you will

see in Iearning centres and the classroom is probably more set up to meet

their needs than the kids needs.
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Factors Influencinq Commitment

There are people in the teaching business that perhaps got into

teaching f or the \¡rrong reason. I don't think you can place the

responsibility on the training as both good and bad teachers have come out

of teacher training systems. Perhaps the non-committed teachers are those

people that got into teaching for the benefits, such as the Lime-off,

rather than because of a desire to real-Iy do the job. I don't. think they

really have a burning desire to work with the kids. I have found they

very often have difficulty relating to the kids and discipline becomes a

problem.

Committed teachers are people who have a history of being achievers.

They did well at college, and if their personal lives are examined, they

are good by most standards. They are involved in their communities and

they are invoLved with kids outside of school. In their own schooÌing

they were leaders and are people that have had a history of being

confident and succeSsful. the cause of Èhat kind of success seems to come

from their parents and the environment from which Èhey were raised. They

would probabJ-y be committed to anything they did, not just to teaching.

Age may also be a factor in commitment. Some teachers, as they get

oÌder, certainly know their trade. They take no less pride or have no

Iess intensity in the classroom, but it. is outside the classroom where

their commitment seems to decline. They are no longer prepared to take on

all the other things they use to do.

The schooJ- profile also has an effect on the level of commitment of

a teacher. This is related to the types of supporÈs the school is able to

provide, Lo assist the teacher in meeting the special needs that might be

involved at the school. When you have a group of teachers that are

committed, they are able to form a network and form a Èeam, and as a

result, they are able to turn the entire school around. But it is

necessary to have the supports in place. If you are in a very tough

profile schooL and you were committed but on your own it would be tough to
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sustain. If there was the support of peers or administration or parents

then it would be possible to maintain the commitment.

It is also important to have a school level expectation that gives

the message that teachers are expected to become involved. It is also

helpful to have on the staff people who are committed to working with the

kids. Staff need to be selected because of their commitment. To keep

things faLr, it is important that the tasks are divided up among aII the

people. By having a small number of peopJ-e doing aII the work, the

commitment of those peopLe is probably going to decline. Built into this

is the need to have a school vision. Staff need to have a sense of where

their school is going and what they should be spending their time doing.

It gives the teachers a framework from which to operate,

The RoIe of the Principal

It is important that as the principal I have an expectation that

people wiII become involved. Most of my time relating to commitment is

more involved in ensuring that I don't Ìose the commitment that the

committed teachers bring to the school.

For a school to be successful you need more than academics. You

require a school picture that includes a variety of different activities.

You want to have something for every kid. It doesn't matter whether it is

academics, the debating club, or the chess club, whatever. 9fhen you look

at aII that and what it means it is a big pie that you have to cut uP. At

this school all that dividing up is done up at the beginning of the year.

As the principal I have responsibility to ensure the climate is right and

the tasks are shared with a1l the staff. To perform aII these extras a

committed staff is necessary.

To get aII the people to become involved you have to be creative.

when you have a teacher that volunteers to become involved but doesn't

feel that they have the skills to become a coach, as an example, then you

need to find a task for them to do. You need to find little jobs that

make use of the teacher's interest and makes Èhem feel good about their
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involvement. If you can find a way, then people don't mind being

committed and assisting the school.

The principal needs to create a vision of the school, what the staff

would Like the school to look like, what people would like to see happen.

It is best that the vision is created by a collective vision of the staff'

As the principal you have some influence on that vision but it must be a

group decision. With a vision of the school, the staff is able to make

decisions on the many activities in the school, such as what the PD

program for the school will look like.

It is important that the teachers know that as principal I feel they

have the most important job in the school. It is important that as a

principal the teachers know that I value what they do and it would not be

possible for me as principal' to perform without the efforts of the

teachers. It is the principat's job to support the teacher'

To show the support, weekly review meetings are held with each

teacher. The message given to the teacher is to share what their needs

are, what is happening with the kids, what problems they are experiencing.

Do you need to help them with intervention, equipment? The teachers are

to bring items forward that they need support on.

The teachers appear to appreciate support on the discipline matters

when there is support from the administraÈion. The teachers appreciate

support when their is conflict with parents. ft is important that the

teachers know the administration is committed to them and to the school

and that enhances their willingness to commit or take chances.

If you want things done in the school, if you want teachers to move

in a direction in the school regardless of what the direction is, you need

to support interested teachers. I think people make a mistake by giving

a message that everybody is going to become involved in a new direction.

Instead, if you have some interested teachers, then you need to give them

some money for professional developmentr promote the initiative and what

the teachers are doing. At staff meetings the teachers report what they
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are doing and share urith their peers the excitement they are experiencing

by becoming involved. For example, rather than requiring that alL the

teachers move into student-Ied interviews, support was given to those

interested. As a result, the movement gree, and more and more teachers

became involved. Promoting and encouraging as opposed to demanding tends

to get more commitment with more people.

In addition to having an attitude that creates commitment, there are

some concrete organizational things that. can be done to influence

commitment. Timetables can be developed that permit teachers to meet and

work together. It is also important that the timetable attempt to allow

teachers to teach at the best of their ability. Teachers are asked to

provide ideas for the creation of the timetabte.

ft is important for the administrators to teach. By doing this, you

get a sense of what is happening in the school. lt is also important that

you do duty like everybody else, such as recess. This gives the teachers

the sense that you are prepared to work hard and to contribute to the

"extras" that are necessary to make a school function.

one of the areas that we worked on and had to deal with was

discipline. The discipline policy is basically having kids involved in as

many activities as they can and then catching them at it and then

recognizing their successes and Lheir participation. This idea also is

involved when working with teachers. I try lots of ways to recognize when

people are doing well.

I think one of the best investments of the PD budget is giving

teachers release time to plan, to visit other schools, rather than

spending it on sending people to conferences. If you can get a teacher

who is keen on something and you find somebody that is working in the area

the teacher is interested in, then iÈ is helpful if you can support the

teachers interest. Give them some time to visit that teacher during the

regular day by supplying them with a substitute. This type of use of the

money is far superior to the spending Èhe money on conferences.
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It is important that teachers are able to spend their time teaching

and not have to give time in supervisory tasks. To help, this money is
raised or IAs are used to release the teachers. The teacher should teach.

Others can do the lunch hour duties. It is great at recess and at lunch

hour to go to the staff room and find the teachers laughing and having a

good time. You know that when they return to the classroom you are going

to get your bang for the buck because the teachers are feeling charged and

recharged and energized and ready to go. I think teachers have got only

so many good hours anyway and if that is spent in supervision or record

keeping or stuff, then it is going to be lost in instruction, so through

using budget creatively or teacher-aid budget creatively, I try to

eliminate as much of that as I can and I think teachers appreciate that.

I r^rant teachers to be teaching and working with kids and not to be doing

secretarial type work.

I think it is also important that I work with teachers that are not

as committed as perhaps I would like them to be. I think you can

encourage them and you can work on some of them. They usually have

reasons, reasons why they're not committed. I think you have to be

patient and respect a teacher if they say to you that they cannot get

involved in something. On a yearly basis I can deaL with that. ït is

hard to bJ-udgeon somebody into being committed and sometimes you have to

accept that at face value. I offer them release time, help in areas that

they might be having difficulty, and try to help them begin to feel better

about what they are doing. Hopefully things can be fixed so that the

commitment can come back in the future.

By having a committed staff, it makes for a better place to work.

I think the people that work here have a sense that the school is a very

good place to work. The teachers have a lot of pride in the place and

that is hal-f the battle.

Jerry

I have been a principal for seven years, four at this school.
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have been a teacher for twenty-four years.

This school is a K-9 school, with approximately 430 students. The

population is divided fairly evenly with approximately two rooms per

grade.

The socio-economic background would be a school in transition' with

a number of students coming from homes that are blue coIIar, and an

increasing number coming from low income subsidized housing.

We have two groups predominantly making up the mosaic of the school.

Added to that, we have a pretty stable, but significant native population,

and a significant number of ESL students. The ESL students basical-Iy come

from all over the world. They come in at al-l age l-evels and grade levels

and they have a varied background in their skill level in the English

Ianguage.

The committed Teacher

I would see that person as intelligent, knowledgeabJ-e about

curriculum, very strong interpersonal skilIs. I think that they're hard

working, they have a sense of humour, they have a sense of honesty and

integrity, people see them as being trustworthy, they understand what it

means to be ethical which allows for relationships to be built that are

meaningful both for kids and other colleagues. I see that they're life-

time learners. They'll take chances and work towards implementation or at

Ieast try things out in their class, realizing that if it doesn't go weII

they may need to make adjustments and change. They're prepared to do

that. I see that person as wiJ-Iing to involve parents in the process and

willing to take the time to share with parents how students are doing and

give them accurate information and not just pay lip service to how

students are doing.

They are contrasted to the non-cornmitted teacher in that the non-

committed teachers are tired. They've been ground down by what they may

perceive as being the pressures of the job. They may be real or they may

just have allowed those pressures to get the better of them. They've lost
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the energy, the fire which once they very weJ-l may have had and so they

are going through the motions.

I think that part of what seems to happen is many of them get into

a rut. Lets say you've got a grade one teacher. They've been teaching

grade one for mao1l.r many years, maybe ten or more years. They become very

comfortabÌe in what they're doing. They have a routine and a package of

information that have worked weII for them in the past and with very

Iittle effort they ca,n, it's al-most like going through the motions. They

can just move through one unit or one discipline to the next and they

al-most do it in a rote-like kind of thinking kind of a way; I see them as

being at least at the point in their lives just the opposite of the person

I described earlier to you. They, again, don't have the enerÇlr the

inclination, the drive to want to be the kind of person who's on the

cutting edge. Part of it again too is that life has taken them in

different directions maybe, the fact that you have kids of your own.

Those kids cause you to take on different responsibilities. They put

pressure on your time and it limits what you, after having to balance

careers, a home, there's a price that one pays. ft's, f think that we

have in this school in particular, far more females on staff than males.

Many of them are career women, Some of them have families. They have

obligations too. Others are in situations where marriages have broken

down, they're no\¡r single parents so they have added even more

responsibilities now as caregivers for their own kids. They just don't

have any more energy to give.

I think there are personality types that are probabJ-y better suited

to education than others and there are some people who have balance to

their life. When they're at work they can give one hundred percent to

their job and they're efficient and effective and they get results. And

they can also see that. when the day ends, I can get on with my other life,

and in that f've got a place for things that are important for me, whether

it be going to aerobics class or going for a beer with a friend at the end
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of the day or just finding time to go shopping. So I think balance is a

critical component.

Factors Influencinq Teacher Commitment

For every player on your team, there may be some differences, but I

think the leadership in the building will play a factor and that a big

part of it is the relationship that player has with the administrator in

the building and I think that if they see that the relationship is one

that promotes and empowers people to be able to do the kinds of things

that their hoping and striving to do, and thaÈ the administrator is a

supporter and a remover of obstacles that get in their way, is a supporter

of risk-taking, I think that that fosters an environment that promotes

commitment on the part of teachers. An administrator has to be able to

articulate what it is these teachers should be committed to so we talk

about vision and direction. From a physical point of view are they in a

spot thaL they're happy with or that they feel challenges from? Are they

tied in with partners where there is collegia1ity, opportunity for peer

partnering and are there the professional staff, I'll- just call them

student services staff, and other support kinds of staff, the kind of

people that can be supporters of what these people are trying to

accomplish? one word that comes to mind is synergy if you've got people

that wiII be promoters of people who are trying to move in a very positive

direction. I think that you need a supportive central office to be able

to try to get the balances in place with staffing, to be able to get the

right personaÌities in place to try to take people that are the rollers

and shakers and connect them with the people that may be willing to move

in the area, be more committed and if they had the right situation, they

would be able to move and if administrators are given the opportunity to

match people up appropriately, I think your ability to keep people

committed and increase the number of people that are committed would grow

significantly.

Sometimes they need doIlars, dollars for equipment, dollars for
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reLease time for professional development which may mean the need for

gaining more information which is one leveI of professional development,

and the money to meet the professional needs of the individual. I think

that there are sometimes physical things that can get in the way of

somebody being successful. Just something that we're working on right now

is that we've got a new art program coming into the school and you have a

classroomr âñ existing classroom that doesn't have proper sinks and

storage facil-ities a¡rd Èhat's important to that person' and they need

tables instead of desks. I guess one way to deal with that person who's

coming into your school who seems to be very enthusiastic and very

committed to the art program is to say "you can't have it" or "I'm too

busy now to deal with petty things like tables and sinks and you'lI make

do until I can get to you". Or you can spend time with that person to

hear them out, give them, if what they're saying really makes good sense

to you, you can empower them to take responsibility for what they want

themselves and direct them to possibly the building superintendent to be

able to design the kind of room that they see and speak to people in the

superintendent's department to get them a start-up grant so that they can

get the suppJ-ies and materials and I think that if you take away those

kind of roadblocks and you give them some opportunity to be involved' to

take ownership for the planning, I think that helps to develop the initial

conìmitment that you want and I think if you keep treating people that way,

the commitment will stay there. WetI I think it creates the, a nurturing

environment we have the best chance to keep the level of commitment high.

The RoIe of the Principal

I think that my personality is such that f care about people a great

deal. So I see that there's three parts to what I do in the school. one

is the human resource management which to me is extremely important. The

second component is you are the manager of a building and you do a lot of

paper and pencit types of things and the third is you are an instructional

leader. You are a supporter of curriculum implementation and you have to
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keep the balances and checks in place and give attention to each area, but

I strongly believe that we're in the people business and if you nurture

your human resources, and you can't make the whole worl-d happy, but I

think that the \¡.ray you talk to people and the way you deal with people can

be nurturing, at least I hope that it's perceived that vtãlt and that

people wilI respond by taking up the challenges that you extend to them in

the areas of curriculum and they wiII feel empowered to be able to do the

kinds of things that need to be done to be impact players.

As a principal, the teachers have to see you as a person with

integrity. It has to do wiÈh trust, and if people don't trust you I think

you've got a problem and I think it's serious. It's your type of

communication skills and I think that a big chunk of what goes on here is

you have to be a good listener and you have to be abl-e to give people an

opportunity to be able to talk about their ideas and hopes and wishes and

dreams. I think the other part of it too is that if it is perceived to be

top down they will respond in kind one way. If they are perceived to be,

that their ideas are valued and that their input is vaÌued and sought,

that that input is genuinely taken into consideration in the decision

making process, and if ic's not people, if it's.explained to people why,

then I think you foster a certain kind of commitment and I think I try to

do those kind of things.

Sometimes it is very difficult to assist some teachers. I see th'o

situations that come to the top of my mind immediately. There are

teachers that are at the very end of their teaching career and they are a

year or two away from retirement. They are set in their ways and they do

an adequate job. f think we have an obligation to try but if there's a

considerable amount of resistance and people seem to be doing an adequate

job then I think one has to look at what's in the long term in the best

interest for education. I think that there are another group of teachers

that I've worked with that are not well and I rvant to talk about two types

of people that I've dealt with that, maybe three types. One of them is
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simply put, mentally ill, and that's not a value judgement on my part.

That's a diagnosis that's been made by psychiatrists. As long as they are

not in stressful situations these psychiatrists seem to think that the

medication will work. Somehow, they don't seem to perceive that education

is a stressful environment and these people have not been able to perform

very well because frankly, this is probably the most highly stressful job

that there is so the ability to work with them and to affect change is

extremely minima]. There are also teachers who, I'II downscale this

considerably, are having personal problems, which I think we sometimes use

the term "burnout", but emotionally they are fragile and instead of

working on things like commitment I would prefer to look at what kinds of

supports need to be put in place so that these people can get some

emotional stability back into their lives and so that they're well and so

that maybe over a longer period of time they can look at commitment again

too.

In the case of the teachers I was referring to, I think that is both

cases the teachers were sensitively counselled out of education. I think

that when you're dealing with people that are having mental health

problems it's not easy to be definitive as to how to deal with the

problem. Lets say as if you were dealing with a staff member, went out on

sick leave because they had a heart attack. Somehow we deal- with physical

types of problems, I think, more objectively than peopl-e that are having

emotional- types of problems. So processes are put in place to try to

support and help these people. Sometimes we don't even realize that

they're having these problems until after a number of years where they've

been in a classroom and the situation just gradual-J-y deteriorates and

\¡re're trying to talk about visions and goals and commitment' and they're

struggling to deal with what may not be a readily diagnosable ilIness, and

so I find that has been a problem that.. It doesn't occur that often' but

it's there and the teachers though that are, they're highly frustrated,

fragile emotionally, and they've burning out. There are, it seems to me'
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ever increasing numbers of them so the question and the chalJ-enge becomes

trying to work with these peopJ-e and f explained to you earlier that it
has lots to do with trust and reLationship building as to what, if the

problem is primarily a result of educat.ional issues and not other

contributing factors and as a school based team member, what kinds of

things can be done to help that person to get beyond the, I'II just use

the term, "the rut" they're in and so that becomes an important challenge.

I think we can do some things for that person. One of them is being a

good listener, again I think indicating that we genuinely care. f think
that there's ways that we can put supports into that classroom, though,

it's getting tougher and tougher to do, that in terms of instructional
assistants or regrouping of kids or bringing in resource or counsellors to

support that situation. I think that there are ways that we can help to

support those people, again we're limited by what the system gives us

though we're always asked to be creative.

iferome

There are approximately 500 students, K-9, spread over 20 classes.

The economic status of most of the families in the neighborhood would be

in the middle class area. there would be some l-ower income earners, but

I would expecÈ to find a very small part of our popuJ-ation characteristic

of this area.

The staff at the school are in the middle, in terms of age, between

six and fifteen years of experience. Very few of the teachers would be

new teachers, and we have very few teachers nearing retirement.

f am completing my first year as the principal of the school. I

have been an educator for nineteen years, seven years as an administrator.

the Committed Teacher

The most committed teachers that I can think of is a fairly

experienced person actually who real-Iy very obviously puts quite a bit of

thinking doing what she does. She really looks at the individual- kids in

her classroom. You see very clear evidence of her shaping and reshaping
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and reshaping her plans as she goes along as they don't always fit the

best with the kids she's got and then she looks at what she's doing and

tries to see how it could be better for them. She,s realJ-y wilting to

accept the challenges of different kids and different situations. She's

somebody that even though she has quite a bit of experience, and she has

a great deal of confidence is also one of the people who is always wanting

to find out more and know more about a whole bunch of things so a very

healthy risk in those \¡rays. She wil-I always do the things that need to

get done. She will find very meaningful roles and involvement for

parents. I think the real warmth and caring for the kids that she's got

and the business that she's in are important elements for her, a very

healthy person.

I have come across people who f think have a lesser understanding of

the scope of what they need to be doing to be meeting children's needs.

It's lack of experience, Iack of knowledge, lack of perspective which is

part of experience but it's also part of personal growth kind of thing.

There's some, when I think of it, there would be a substantial degree of

lack of development in terms of the professional business of teaching, so

the exposure has been very narrow. They do not appear as coûtmitted.

One of the teachers I'm thinking about has been locked into a

specialty area since he started teaching. He,s a fairly ne$, teacher

stilI, so the experience isn't very broad and the other experience worked

O.K. so I think he never saw a need to develop some other skitls in some

other background areas and that's the piece now. What he also struggles

with now, having moved into some distinctly different areas, is what is

the purpose of this stuff, what is the reason behind it because it's a

l-ittle out of his realm and where he's falling right now. is he's falling

to the textbook image of what should be and it,s not working very well so

it's been a little bit of a painful experience because I think what's been

challenged is beliefs of what the job is because he's been moved to

another area. Another person sees herself as quite a renovrned expert in
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a narrov, area and I think that has been probably a bit stifling because a

Iot of what has been again isn't working and there's been a fair amount of

blame put onto kids for things not working where I think it's really an

experience base that's not there, so once again, skills and strategies

haven't been deve.Ioped that allow success in terms of meeting a wide

variety of student needs. In both cases f think people are beginning to

move towards thinking about needing to expand a little bit. I think the

person in a new area. is probably more open to some neu, strategies but I

think they're both moving towards the realization that it isn't just these

kids, there's more to it than this.

I think there are tu/o other pieces that I value more than a teacher

being knowledgeable. One of them is the understanding of the

developmental- growth of an individual. T think in both cases that I gave

you one of the difficulties that those people face is that they face the

difficulty of not understanding that you have a room full of people in

front of you and those people are really very different from each other in

so many different ways and that's why one thing doesn't work and that's

why one expectation doesn't work. That you're dealing with people and you

have to know the people in order to meet their needs and in knowing those

people it's very important to understand who they are or where they're

coming from and then how that happens with human beings.

Factors Influencino .Teachers Commitment

I think a teacher's sense of commitment is very strongly influenced

by their perceptions of what the right thing is to do and how well they're

doing it and iL's that perception of what the right things are to do that

I think a lot of people struggle with. I think that comes back to this

school as a unit, when you look at a school, and having a school that can

articulate what it's about and actually have people committed to that

articulated set of goals or objectives. I think where you have people who

feel that they've been a part of the determination of what is felt to be

important and that they really do value that importance' I think you've
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just won the game because I think people are really driven by that.

To some degree, organizational factors are the things that help you

or hinder you from trying to accomplish what you want to accomplish. The

organizational factors are probably the kinds of things that help you or

hinder you from becoming a unit.

I think about schools as separate entities to develop that sense

itself and what it is and what it's about, so f think you can hinder that

by disenfranchising people from that discussion. I think you can hinder

that from not having sincere and honest opportunity for people to look at

who they are, where they are and what things are about, whom they work

with and why. I think you can hinder that by trying to import somebody

else,s plan or ideas so that the people who you're with don't feel as

though they played any role in that. I think you can help aII of that

stuff by being honest and by being upfront and by trying to provide

opportunities for people to look at the things that are important to them

by trying to bring those kinds of common threads together, by helping

people to see where their conunonalities are where there values are and

sort through them so there is a sense of what can be important or is

important. I think you can help that by helping people to see how they

are in fact valued and how what they do does impact in an important way on

the lives of other people and I think the organizational things or the

structural things are in pieces that you build to help do those things.

I think another critical issue is being happy about working

successfully in school. With people in our profession' \Âre need to

continuously develop, so to me one of the main roles in support of

building a commitment, in building a plan, has to do with the way staff

development is addressed. Professional development ties all the other

things into the business of doing our jobs. So when I talk about a school

plan, that school plan really needs to involve everything that we think

about and everything that we don and the way \¡re get our plans to work is

by us learning the skills and strategies that we need to have in order for
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the plan to work.

the RoIe of the Principal

As a principal f feel that I have a very important role to play in

enhancing commitment. At the present time I am spending a great deal of

time figuring out the mystery of this school, where the teachers are

coming from, clarifying my beliefs and thoughts and sharing with direct

action what needs Èo be done.

Climate setting was the initial energy thaÈ I was spending. I have

since begun to develop a plan so the next bout of energy is going to be

spent bringing peopte on board at an awareness level about what I mean

about making a plan and then getting people to a starting point for these

kinds of things

So, rather than everything foJ-Iowing some kind of path that didn't

really look like it was determined by anybody, it looks like a whole bunch

of people are saying, "I wonder if it. should be like this' you know, I

wonder if there some other things or there are some other ways or I'm just

wondering in general what do you think? "

I guess the other thing is that I now have some practical experience

with the people that are here and f can really see some of the good things

that they're doing. It doesn't, f don't think it looks lumped as a whole

yet, but I think there are some things that they are doing vêrlr very well

that they may not even be aware of and I think that's a really nice

starting point, because there's a long way to go in a whole bunch of

areas, but that's a nice starting point.

I think as a principal, I can set up opportunities for aII those

things to happen. I can't make them happen but I can set up the

opportunities for those things to happen. I think you have to build trust

so I guess in that way one of the things that, one of the strategies that

we,ve had is we give all- information that we have. There are no secrets,

there are no mysteries. I try to demystify things, ensure that people are

aware of, play a role in decision making where it makes sense and are
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aware of the things that are beyond our control and where they are so that

f think people wilt hopefully feel empowered about the situations we're

in, that everybody in fact does play a part in the determination of things

and certainly everybody is as fully informed as everybody else, that just

one thing. I think another whole part that has a l-ittle bit of that is

also just the modelling of the climate that you expect. So you know, you

just expect people to perform with certain valued and I think you have to

do that yourself so if any particular person has a difficulÈ child to work

with I think you have to go in and you have to be prepared to do that work

too, you have to be able to do itr lou have to be able to show, f think

you can't back away from difficult things you need to deal with.

I feel I need to assist teachers who are experiencing difficulty.

I would hope by trying to provide support through talking about

possibilities, trying to see the whole picture, trying to provide

different alternatives, trying to fit the situation to the person and

playing whatever role the person needs you to play to some degree. I

probably could give you a hundred thousand different examples, so one

might be helping a particularly difficult student in one context or

another, to helping work through the kind of plans with the teacher that

make things work with that particular student, helping them see how things

can be different, what needs to be different, helping them have, I guess,

a context of limitations and consequences and all the different parts that

others can do as well to assist.

Tom

The school is very new, it has only been open for two years.

located in a new housing development, of predominantly middle to

class families.

We have very few behaviour problems, and therefore spend very

of our time discussing behavioraf issues.

I have been the principal of the school since it opened,

which means twenty-one years as an administrator and thirty-three

It is

upper

I itt Ie
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years as an educator.

I was also in the

staff for the school.

motivated.

unique position of being able to hire aII the

They are a variety of ages, but are highly

The Committed Teacher

It's really quite an interesting dynamic. My task this year was to

kind of sl-ow it down and control things. They u/ere meeting morning, noon

and night and the problem was to try and slow them down. The teachers

were trying to do too much.

For example, this is our professional- development committee and what

f said at the beginning of the year and am planning in August, "Let's

conf ine our PD to !^¡ednesday noon. " I,te've got 16 leaders in the school.

Everything from science to computer to English Language arts, mathematics

club, performing art. "Here's whaL we'll do. It's a sign-up thing for

tr^lednesdays. Take, you know, focus your PD that you have to offer to staff

from this Ieadership committee into Wednesdays, not Mondays, Tuesday,

9niednesday, just Wednesday. I mean we have other committee meetings during

the week but PDr please, on l^lednesday instead of randomly this week.

The committed teachers that I have observed have had a history of a

leadership position, whether it was math, language arts, computer. They

had aII shown some initiative to be in a l-eadership position.

The committed teachers that I have been with are extremely hard

working. They work hard while at the school- and look for opportunities to

improve.

Factors Influencinq Teacher Commitment

As I mentioned earlier, a teacher's commitment will noL be on a high

plane forever. other responsibilities, family as an example, require that

the teacher focus there rather than at the school. So I think it's going

to be an uneven thing.

Why do some have more conìmitment than others? I have to go back to

people that I'm reviewing now. I just have been in a classroom and spent
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the last week with a teacher and we did our first kind of review of what

I'd written over the weekend for her and my opening comment was, "I don't

think I can use our division form here. It's not doing you justice."

This is a master teacher in the superior range. I think we have to be

more creative here, when we not only identify her strengths but her needs.

She's already in a leadership position. She is always looking for ways to

expand her horizons. She's looking for opportunities to share and to

learn all the time. So she is committed to making hersel-f the best

teacher she can be.

The non-committed teacher maybe hasn't had the trijger, the right

switch, pulled. I think the vast majority, 95-99?, of the people in

education want to be good. They want to be the best they can be, but

maybe they haven't had the right environment. maybe it's the students,

maybe it's their grade level, things haven't been positive, haven't

worked, they haven't been encouraged to press on. I think those first few

years are really critical and if you're not into a situation where you

think you're making a difference maybe you do kind of withdraw and go into

your maintenance coast mode. We aIl need some rewards and some feedback

and some positive vibes and if you don't geÈ it in the classroom, maybe

you get it be joining a service organization or whatever, do things

outside the school.

I think the young teachers that we're seeing are really talented

people. They do anything, literalIy, in extracurricular that they have to

do and they usually come with backgrounds of athletics or music or

whatever, so I think the calibre of the incoming members of the profession

is very high. fnherent to that is commitment to kids and interest in

their development, and hopefully that's why q¡e're all here. And whether

it's just awareness, or the fact nobody's really sat down with that

individual to analyse.what's going on, I'm not sure. Maybe there hasn't

been a good role model or the person really shouldn't be in education and

it's possible they're in it for the wrong reasons. My answer is that a
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teacher should be cofiìrnitted to working hard and improving. If this

commitment is not there and an administrator can't develop it in a

teacher, then perhaps a career change is in order.

The RoIe of the Principal

First of aIl, I would see that as certainly one of the

responsibilities of the building administrator, to be avrare of where the

teachers were in terms of their commitment to kids and to education and to

doing the best job they can in the classroom and where as a building

administrator I can cross someone who is not showing that commitment or

interest. Then it should be a priority for me to work with that teacher

to make sure that I've read the situation properly and then to be, with

the door closed, to be quite frank about what I see. At the beginning of

the year I'm sure in every school the administrators lay out some

extracurricuLar opportunities and some obligations of the staff and

various committees, everything from teacher society work to school PD to

special- events in the school, aLhJ-etics, music/ and ask for commitment.

And that's only one slice of commitment but that's al-so a significant

indicator. If year after year I have people saying, a person saying,

"sorry, I don't have time for this", then I think that's a topic for us.

We want this school to be alive and vibrant and we aII have to make a

contribution to the fabric of the school beyond the cl-assroom. The days

of coming in just before class and driving away right after, you can't do

that. I think that I put in long hours and that the teachers I know put

in very long hours, business people work incredible hours and that's a

fact of life. I think the changes in the curriculum and the demands any

classroom teacher faces with thirty kids. There's a lot on everybody's

plate and it takes time and effort to be your best.

I guess as a teacher dealing with students or any administrator

deal-ing with staff, you emphasize the positive where you can find it and

you Iook for it. As an administrator I think I have to be visible. I

have to be around the buiLding before and after hours, as weII as durinq
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the day to figure out who's doing what. And just Like you catch a kid

doing something good, you catch the teacher doing something good and

reinforce it, stressing the contribution that it's making to that child.

That,s really valuable for the students and that's what we're here for-

The performance review cycle is a wonderful opportunity to congratulate

people who are really doing a terrific job and I certainly want to use

that as I'm doing with this teacher I referred to earlier. The flip side

of that is if someone isn't involved and I see that person doesn't

demonstrate a commitment in the classroom or outside the classroom,

there's an opportunity to review that.

I don,t think you can run a school without coll-aboration between

staff and administration. We're not t!./o camps, wê' re in this together'

We help each other. We help each other with everything from school

assemblies to committees to PD opportunities.

We try to block time for teachers to meet with each other. That's

three sl-ots and they're aII PreP, that's once a week they have an hour and

a half prep, three of them. This is our weekty bulletin to staff.

There's a meeting at lunch, K-3 staff, and 4-6 staff'

Each school is asked to nominate a head teacher. There's a small

stipend, a very small stipend that goes with it. There's no release time

but there's recognition from the board.

I see it as a leadership position. I want to deveLop some people

and bring them into leadership roles whether you want to call it a

steering committee or an administrative council-'

I guess I,m kind of harnessing t,he energy. We have an environmental

project called "Kid'sNet" that we started Iast year and we really ran with

it, and in K-6, with a different environmental focus at each grade level

and it was really terrific. we've got an enrichment program that's been

laid down that we have to inservice staff on that's moving from itineranÈ

into classroom based that we're facilitating in the school' V'Ie've got a

violence cofnmittee report that's just been filed. I've sat on that
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committee. Each school is going to be asked to develop its own behaviour

plan. we're a new school and we are planning to expand by 4 rooms this

sufiuner. The staff priorities is to do what !^re have to do and then make

some decisions about what we can do with the rest of our time.

To protect against teachers doing too much and burning out I work

with them to set the priorities and make the decisions of what we can and

cannot do. I haven't even touched on the demands of a classroom teacher

which I think are realIy high and getting higher given curriculum, given

concerns parents have and demands that parents make on the school system

whether it's this school or any other. So just to run a good classroom is

a more complex job than it was a few years ago.

I wish I had Èhe time to spend with each individual teacher that I'm

spending with five people I'm doing a review on nor¡r. I think it's that

kind of feedback on a regular basis that doesn't happen enough in

education and I think people should be recognized for what they're doing.

I think the principal has to be visible, and I think that when

things are going on, ê.g., the lady in the library with the computers'

I've got to drop by and acknowledge what she's doing by my presence' by

asking questions, by showing an interest, and that's with that project or

any other project in the school. This school is small enough at this

stage that I can do that. When it grows and there's a vice-principal

here, we will systematically sit down and say, "O.k., what are you doing

this week. What am I doing?" So we can try and cover what's going on.

lVe,re not going to do it 100t all the time but I think you have to try.

Recognition through presence, recognition through a note similar to the

form that I'm showing you here and in the newsl-etters that we're sending

out and trying to feature staff.
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CHAPTER FOUR

ANALYSIS OF PRINCTPAIS' RESPONSES

In this chapter the principals' responses are analyzed with respect

to their reported understanding of commitment and their role in the

enhancing that commitment, While the analysis has continued to organize

the responses according to the Èhree research questions, there does exist

overlap between the three questions. As a result the analysis will, on

occasionf move between the research questions.

The Committed Teacher

In the review of literature Tyree (1991-) presented a psychological

view of commitment, describing commitment as a cluster of individual

attitudinal and behavioral dimensions. The multi-dimensional nature of

commitment may underlie the commitment shown by an individual- to a social

endeavor.

The views presented by the principals very much reflect the

description of commitment outlined by Tyree (199L). According to the

principats'comments, commitment may be rooted in a cognitive or

personality trait that manifests as specific observable behaviour.

AII the principals interviewed described the committed teacher as a

person having a high level of intelligence and knowledge about teaching

and learning.

Four of the principals interviewed described the committed teacher

as a risk-taker whose risk-taking leads to the gathering of the new skills

and ideas. Jerome and Tom spoke of how committed teachers take initiative

and benefit from taking leadership positions that foster development of

their skiIIs. Jerry identified the committed teachers as being Iife-Iong

learners and as Tim described, their sel-f-growth leads them to do things

dif ferent Iy.

As described by the principals, corünitted teachers are able to

reflect on what they are doing and change their practise to better meet
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the needs of the students. According to three of the principals,

committed teachers focus on the educational process, understand learning

and are able to motivate the students to work. Both Ron and Jerome spoke

of the understanding these teachers seem to possess about children and

their ability to deveÌop a rapport with the kids. ln a similar sense,

Jerry suggested that committed teachers seem to have a personality that is

better suited to education.

Rosenhol-tz's (1989) research identified teacher certainty as a key

factor in the development of commitment. To enhance teacher commitment,

a knowl-edge of the technical skills, procedures, and methods that enhance

Iearning are important to the teacher. The committed teacher described by

the principals clearly possesses this understanding.

Perhaps influenced by their high Ievel- of knowledge, committed

teacher were described as feeling they are making a difference in their

jobs. Hackman and Oldham (1980), RosenhoLLz (1989) and others identified

the importance of work meaningfulness to teacher commitment. The

description of the committed teacher identifies the importance of a strong

sense of self. Tom described the committed teacher as a person looking

for a leadership position and taking initiative. Tim and Jerry discussed

the committed teacher as focusing on self-growth and having strong

interpersonal- skills. Ron suggested committed teachers set high goals for

themselves and are able to adapt to change. All these descriptions

suggest a strong individual with a positive sense of self-worth.

The second theme put forth by the principals in their descriptions

of committed teachers deals with observable behaviours in and around the

school. Al1 the principals cited examples of how committed teachers spend

extra time at their work. The extra time spent by teachers was clearly

viewed as a measure of commitment.

The principals' identification of time spent outside of the

classroom as a measure of commitment vras clearly articulated by Tyree

(1991). Tyree described this phenomena as side-bet theory. As
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individuals get more personal resources, they demonstrate cornnitment. As

the teachers described by the principals appear to be highly committed,

they appear to be demonstrating "a strong belief in organization or

occupational goaIs, strong willingness to remain in the organization or

occupation, and strong desire to maintain membership in the organization

or occupation" (Tyree, 1991, p. 4).

The portrait of the committed teacher put forward by the principals

consists of two dimensions. FirstIy, the committed teacher is described

as having a personality that contributes a high level of knowledge and

understanding of the teaching endeavor. their high knowledge Ievel

increases the teachers'sense of certainty and their perceptions of the

meaningfulness of their task. The high sense of efficacy is demonstrated

in behaviours explained by Tyree (1991) in his side-bet theory. These

individuals, having a high level of self-worth, devote more time and

energy to their teaching. While what they comment on may differ, all

principals described these teachers as spending time doing something extra

with students.

The principals' description of the committed teacher \^/as

characterized by a description of teacher certainty and work

meaningfulness. This description Iinks the description of the committed

teacher to the specific factors influencing commitment. In addition,

their description of the committed teacher parallels the principals' views

as to the role they play in enhancing commitment. This will be discussed

more fully in the section on the role of the principal, but there does

exist a clear relationship between what the principals describe as a

committed teacher and what they focus on as a principal to enhance

commitment. Increasing teacher certainty and giving work meaning clearly

are viewed by the principals as being important factors in their work.

Factors Influencinq Teacher Commitment

the l-iterature reviewed for this study identified a number of

factors that influence the IeveI of conunitment demonstrated by the
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teacher. In order for principals to influence commitment, they would need

to be aware of these factors.

Psvchic !'eldêrds. The literature described the importance of

feedback concerning the success of a person's efforts. Positive feedback

indicates to the teacher the value the organization places on them and

will foster continued commitment. The importance and significance of

psychic rewards was identified by alI the principals interviewed.

The need to feel valued was a key factor for Terry. He commented on

the importance of people feeJ-ing valued. that their work has meaning, and

that they are making a difference.

Jerome stated that people are very strongJ-y influenced by their

perceptions of what is that right thing to do and how well they are doing.

According to Jerome, this is assisted by having a school articulate what

it is all about. This process alludes to a role for the principal'

enhancing teacher certainty. The articulated vision, according to Jerome'

would assist the teacher to becoming committed to the school direction.

The process of involving teachers in the discussions of where the school

is at and how weII the school- is doing would provide the opportunity to

receive feedback on their performance.

The Carnegie Forum (1986) emphasized the importance of a school

providing a work environment in which teachers can be successful. A

workplace that does not provide the opportunities for teachers to receive

their rewards will negatively impact on teacher commitment. In their

discussions, three of the principals identified the working environment as

a contributing factor. Jerry spoke of the importance of the administrator

being a supporter of risk-taking, offering encouragement and alLowing the

people to be successful. Jerome feels teachers need an environment that

allows them to gain confidence and ideas. "I think you can help that by

helping peopJ-e to see how they are in fact val-ued. " Tom alluded to the

importance of the environment and the need for feedback. He summarized

his thoughÈs by stating "we aII need rewards and some feedback and some
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positive vibes, and if you don't get it in the class-room, maybe you get

it by joining a service organization or whatever, do things outside the

school." These principals refl-ect what Conl-ey et aI (1988) stressed' the

need to attend to those factors that prevent teachers from achieving

intrinsic goals in the workplace.

Tim added a couple of other dynamics, aII addressing psychic

rewards. He made mention of the need for a positive student teaching

experience, that aIIows the individual the opportunity to work with good

people, getting good feedback. He also made mention of the role of the

conununity providing feedback from the parents to the school. The teachers

want to be acknowledged and appreciated by the parents and the parents can

be a significant source of feedback. White this feedback might be

positive, it is possible iÈ could take the form of negative feedback.

This dynamic could create other problems, reducing rather than enhancing

commitment.

Ron discussed the experience base that the teacher possesses. He

spoke of people as having a history of being successful. This success

perhaps creates within the individual a greater sense of self-confidence

and an ability to gather the rewards from a task done weII.

Teacher Certaintv. Teacher certainty represents the second

fundamental category spoken of by aII lhe principals. By definition

teacher certainty involves the technical knowledge, in essence' the

skills, procedures and methods that teachers use to assist students

academically. There is clearly a link between the teacher's need for

certainty and the impact of psychic rewards. When teachers feel

efficaclous about their professional practise, Èhey expend greater effort

with their students. Rosenholtz (1989) claimed that teacher certainty and

self-esteem wil-1 shape teacher perceptions and behaviours. The value of

the feedback, the perception of success, the sense of feeling valued would

most definitety influence the level of teacher certainty.

The issue of self-efficacy was spoken of by Tim when he discussed
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the individual always wanting to be a teacher. He talked of the person

having a mind set when they got into teaching. SeIf-efficacy also speaks

to a level of self-confidence, and Ron referred to committed teachers

having a history of being achievers. The confidence level that these

individuals developed because of their acheivements had a positive effect

upon the teacher's level of self-esteem.

The issue of valuing people was a very strong theme in the responses

of the principals. This dynamic was important in providing feedback vis

a vis psychic rewards, and it also impacts on teacher certainty. Terry

discussed the importance of people feeling valued. Jerome also spoke of

the need to discuss how staff development is addressed. Jerry also

identified professional development as a significant influence of teacher

certainty. Through professional development, the level of teacher

competence with respect to the technical knowledge can be positively

influenced. Jerry added that professional development creates a synergy

for people impacting on the leveI of knowledge and the sense of confidence

of the individuals. These factors al-I influence conìmitment.

Ron discussed the impact of the staff having a sense of where the

school is going and on what they should be spending their time. "It gives

teachers a framework from which to operate. " Putting this into the

context of the currenÈ discussion, this may increase the level of teacher

certainty by increasing the individual's comfort leveI with the procedures

or the school. Jerry and Jerome also discussed the importance of the

school articuLating what it is all about. The school needs to establish

a vision, set of goals and objectives. All this leads, as discussed by

the five principal-s, to the need to involve teachers in decision making.

This process influences teacher certainty and impacts on the teacher's

sense of autonomy and discretion.

Increased Task Autonomy and Dt€çËelian. The literature suggests

that workplace commitment is enhanced when individuals experience personal-

responsibility for the outcomes of their work. The workplace should
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provide freedom, independence, and individual discretion in carrying out

tasks. As teachers develop the sense they can control- their work lives,

their performance improves and their satisfaction with the work increases.

This is facil-itated by having teachers involved in collaborative decision

making opportunitiFs.

Five of the principals identified involving teachers in decision

making concerning tasks that influence their work as influencing

commitment. This feature \ras spoken of in a variety of ways. Tim spoke

of teachers havlng a choice causing their investment in the task to

increase, in essence their commitment gror,ts. An examplé given by Tim

referred to the use of teacher leaders in the different curricular area.

A teacher invol-ved as a curricular leader would be given the opportunity

to have significant input into the outcome of their work. In addition,

this opportunity would enhance those factors identified as impacting

teacher certainty. Terry, Jerry and Jerome aII spoke of teacher

involvement in decision making activities as influencing corffnitment.

lim identified the influence parents might have on teacher

commitment in either a positive or negative fashion. While parents may

provide positive feedback, influencing the psychic rewards, their

involvement may also have a restricÈing effect on the amount of autonomy

the teacher might expect. A parent group or committee attempting to exert

control- or influence on the school might negatively affect commitment.

Tim's statemenÈ of the pressure exerted by parents suggest that the

teacher may want to become a bit more committed to the actual learning of

the kids. However, I suggest there may be an equal Likelihood that

commitment could be eroded.

Tom did not speak directly to the issue of task autonomy, but during

his discussions he chose to describe the work of a master teacher' He

outlined the kind of work this teacher did, and the fact she is already in

a leadership position and that she is always looking for opportunities to

share and learn all the time. AII of these descriptions seem to speak to
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a person being given and benefitting from task autonomy and discretion.

Meaningfulness of Work. the factors discussed, psychic rewards,

teacher certainty and task autonomy and discretion aII contribute to the

issue of work meaningfulness. If work is perceived as meaningless, then

no amount of feedback or autonomy will enhance the commitment. Issues of

professional ,levelopment, the need to make the work interesting and

exciting, and the opportunities to grow and meet new challenges have all

been identified in the Iiterature as influencing commitment. Five

principals discussed issues relating to work meaningful-ness.

Tim spoke of peopJ-e always wanting to be a teacher and having a

certain amount of drive or enthusiasm in the endeavor. These people seem

to have a heightened sense of the vaLue and meaning of the work. Ron

shared a view somewhat similar to Tim's. Ron also suggested that teachers

are committed because of the motivation that led the individual into

teaching. Individuals that got into teaching because they wanted to do

the job, are deemed by Ron to be more successful.

Work opportunities that allow people to grow and develop give them

a sense of challenge and personal accomplishment. The absence of

opportunities to broaden instructional abil-ities is often cited by

teachers as a reason for their absenteeism and attrition from work. Jerry

identified the influence of putting a teacher into a "spot" they are happy

with and they feel challenged. Tim spoke of the non-committed teacher not

having had the trigger, the right switch pulJ-ed. Some people have not

been placed in the right environment. Things just have not \¡rorked out.

These opportunities lead to a synergy because of the energy created by

working with enthusiastic people. This dynamic would enhance the

opportunities to broaden instructional abilities enhancing commitment.

The absence of these types of opportunities is cited by teachers as a

reason for absenteeism and attrition from work (Rosenholtz, L989). the

contribution of professional development opportunities has been discussed

relating its contribution to teacher certainty.
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Jerome identified the need for people to be able to look at who they

are. This speaks to giving individuals the opportunity to grow and

reflect on erhat they are doing. His description grew from his belief that

teachers need to be valued, improving psychic rewards, enhancing

commitment.

Work meaningfulness is affected to the extent people bel-ieve their

work wiII affect the lives of others. If personal definitions of success

are perceived by teachers as impossible to atÈain, work loses its

meaningfulness, dissatisfaction and defections increase. Terry spoke of

the overbooking of teachers having them involved in activities that take

away from their work. Tim identified the effect budget cuts are having on

people. Jerome further identified the need to be happy about working

successfully in the school and to be given the opportunity to enhance the

teacher,s development. They see these organizational actions are de-

valuing the teaching endeavor, reducing a sense of meaning and eroding

commitment.

Manasinq Student Behavior. Student progress was identified in the

literature as being a source of psychic rewards for teachers. Conversely'

difficult student relations create problems. It was proposed by Huberman

(1990) that a primary source of teacher dissatisfaction is "the number of

apathetic or disruptive cohorts of pupils one has to face each day or each

year" (p. 28).

The surprising finding with respect to this factor was its absence

from the responses of the principals. This was more unpredictable given

the time student behavior is currently being given by teachers and

administrators in schools in suburban Winnipeg. At the time of this

study, many teacher groups r,rere involved in the development of behavioral

plans, at the school and the divisional level-s. Contract negotiations for

many teacher groups have involved discussions on the inclusion of

behavioral expectations and teacher rights.

Terry spoke about behavior, but his reference to behavior was an
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exarnple of how staff was involved in discussions on issues that influence

their work. It was interesting that Terry did not identify behavior as a

factor influencing commitment given that his staff was spending a

significant amount of time discussing a behavioral plan for the school.

Tim and Ron did refer to school profile as an influence on

commitment. Tim's reference was to parents and the pressure they may

place on the school. He made no reference to behavior. Ron suggested

school profile and the types of support the school is able to provide. He

discussed the need of supports to assist the teacher in meeting the

special needs involved at the school. He made the comment that "if you

are in a very tough profile school and you were committed but on your orlrn,

it would be tough to sustain. " Ron's focus \¡ras on developing the supports

for the teacher. Behavior was mentioned by principals when they were

discussing their roles.

Additional Factors Influencinq Commitment. The principals

identified factors that were not highlighted in the Iiterature. Both Tim

and Ron made reference to the student teaching experience as influencing

commitment. Tim suggested that the difference in commitment between

people may begin when they undertake their training. He claims that in

terms of commitment, the biggest features are the entering mind set and

the student teaching experience. Tim's reference to teacher training

suggested that you cannot place the responsibility on the training as both

good and bad teachers have come out of teaching training systems.

There is literature, though not reviewed for thls study, that age

and career stages will influence the nature of the person's work. Ron was

the onty principal that identified age as a factor in commitment.

According to Ron, some teachers, as they get older, certainly know their

trade. Hovrever, they no longer invol-ve themselves in devoting their

personal- time to the teaching endeavor.

A value underlying this study was t,hat the enhancement of commitment

uras a f undamen'tal principle f or aIl- organizations. A low level of
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commitment or misplaced commitment would be an undesirable feature'

Ho\¡rever, Tom suggested that a teacher's commitment would not be on a high

plane forever. He suggested that other responsibiLities, such as the

family, would require that the teacher focus there rather than at the

school.

Generally the principals' responses suggest they have an

appreciation for the existence of factors that influence commitment'

CoIlectiveIy, their corünents can be grouped into the categories indicated

in the literature. Where they differ is in the specific examples they

give to identifY each factor.

The Role of the Principal in Enhancinq Commitment

A significant amount of Iiterature supports a strong l-eadership role

for the principal. Given the nature of commitment combined with the

principal,s role, it is logical to propose that the principal could have

a significant influence on teacher commitment. AII principals interviewed

agreed they had a significant role to play in the development of

commitment.

The literature review presented a number of key concepts that are

reflective of the principals' comments.

a)Effectiveprincipalsestablishedstrategiesthatfoster

teacher participation and involvement'

b) Principals need to establish a clear vision of where the

school is going, establish a safe orderly environment, and

maintain curriculum related to school goals'

c)Thereneedstobeadevelopedsenseoftrustbetweenthe

PrinciPaI and the teacher'

d) Principals need to develop structures that help teachers

understand how well they are performing'

The fundamental structure that describes thelr work as reported by

the principals is collaboration. Rowan (1990) outlined an organizational

strategy referred to as a cornmitment model. "The assumption of this
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approach is that collaborative and participative management practices wiIJ-

unleash the energy and expertise of committed teachers and therefore lead

to important student learning" (p. 354). Much of the reported work of

principals in thj-s study invol-ves setting up structures and opportunities

to address Èhe issues impacting on commitment.

Four of the principals discussed the need to develop trust. Terry

suggested that people have to have trust and that it was important for

people to have trust. in him as a principal. For Jerry it was important

for the teachers to view the principals as a person of integrity. A

principal must possess good cornmunication skiIIs, good lj-stening skilIs.

Jerome was spending time analyzing the dynamics of the school before

proceeding with strategies to address the issues. Part of this is the

need to build trust, which fre ates by giving teachers aII the information

he has concerning the school and related issues. Jerome suggested the

need to model the kind of climate that reflects the sense of values you

possess as the principal. Ron seeks the trust of his staff by becoming

involved in teaching and doing his share of the various duties in the

school.

The development of trust provides the foundation from which the

principal can begin to address the issues impacting on commitment. It

would be difficult for the principals to address the commitment issues

constructively without first developing a sense of trust.

The Principal and Psychic Rewards. The need for rewards was iderrtified by

atl the principals as a significant factor influencing conìmitment. Five

of the principals spoke to the need that they involve themselves in

activities that increase the psychic rewards of teachers. Tom felt it was

important for the principal to give feedback to the teacher, to ensure the

teacher feel-s valued. He accomplishes this by being supportive of the

work of the teacher. Tim encourages risk-taking, and to facilitate this

he concentrates on organizing opportunities for teachers to coJ-Iaborate'

providing praise and creating a supportive environment.
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Ron feels it is necessary for the staff to know that he values them

and is supportive of their efforts. Ron believes that for a school to be

successful it requires more than just academics, it requires a variety of

activities. Ron articulates this to his staff and then organizes the

school to make things happen. He stated that it is important that the

teachers know that he feels that their job is the most important in the

school, and that it is his job to support them. He holds weekly meetings

with the teachers to discuss how things are.going and what are the areas

they need support. For Ron it is important that the teachers know the

administration is committed to them and to the school because that

enhances their willingness to corunit or take chances.

Jerry spoke of the need to "nurture your human resources" through

your ways of communicating. Teachers wiII then be more prepared to

respond to the challenges that are presented to them. Jerry gives a sense

of valuing his teachers and establishing structures that provide teachers

the opportunity to become invol-ved. He feels his teachers become

empowered to do Èhe things that are needed.

Jerome focused on the need to involve himself in c]imate setting.

His strategy for doing this is to model the type of climate to be

developed in the school-. To have people perform with certain values he

feels he has to have them himself. This is reflective of the comments by

Lane (lgg2) claiming a principal can infLuence culture. Jerome uses the

example that if a teacher has a difficuÌt child to work with

"I think you have to go in and you have to be prepared to do that
work too, you have to be able to do it, You have to be able to show,
I think you can't back away from difficutt things you need to deal
with. "

These actions would assist in the development of a positive work

environment, enhancing the sense in the teacher that the organizaLion

values them, fostering commitment.

As an administrator, Tom feels he must be visible. He is around the

building before and after hours. He feels it is important to reinforce a

teacher when they are doing something good. In doing this he stresses the
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contribution the teacher is making to the child. Tom also uses a

performance review cycle as an opportunity to congratulate people who are

doing a good job.

The commitment literature clearly identified psychic rewards as a

factor in commitment. Evolving from the development of trust as a

fundamental foundation for the principal-'s work, the focus on people and

the providing of feedback and support should have a positive effect on the

leveI of psychic rewards and commitment. Ho!r Tarter and Witkoskie (1992)

identified trust and stated that "when professionals are part of a team

characterized by mutual trust and respect their b/ork is more productive"

(p. 38). This dynamic is reported in the work of the five of the

principals.

The Principal Teacher Certaintv and Work Meaninqfufness. As discussed

earlier in this paper, teacher certainty involves the technical knowledge,

the skiIIs, procedures and methods that assist students to progress

academically. According to the Literature, effective principals establish

strategies that affect the climate and work with teachers to improve

instruction. Okeafor and Trece (1,992) stated that "beliefs of teachers

about their principal's confidence in teachers, and administrator

teacher and teacher - interaction about instructional tasks potentially

influence such important teacher variables as commitment, productivity,

responsiveness to change, and job satisfaction" (p.2O4') AII the

principals in the study spoke of aspects of their work that would

influence teacher certainty and work meaningfulness.

To enhance teacher certainty, Tim outlined the importance of

supporting ideas, providing extra professional development. Tim also

supports the Èeacher who is a risk-taker by buffering the teacher from

parents who do not understand what the teacher is doing. He is trying to

create a culture that has teachers being supportive of each other. He

allows teachers to visit other teachers and assists this by going into the

class-room himself. Tim also creates a weekly newsletter allowing him to
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help teachers be aware of what other people are doing. This process is

facilitated with the study groups that have been created in his school

providing opportunities for teachers to express themselves and to hear and

learn from their colleagues.

Terry views himsel-f as a buffer and a facilitator : "A big part of

what I do should be trying to remove roadblocks from teachers ' " He states

he has a fundamental responsibility to make their teaching easier' He

does this by having other people perform non-teaching duties, leaving the

teacher to teach. Ron also identified the need to have teachers spend

time teaching. He buffers staff from parents and works to maintain the

integrity of the teacher'

To influence teacher certaintY, Ron and Terry discussed

individualizing their work with the teacher. Ron stressed the need to

find extra curricular tasks with which the teacher can be successful' Ron

supports teachers interested in following a specific direction by

providing individual support. This strategy htas also reported by Terry as

his approach to developing computer skills within the staff. Both Ron and

Terry provide money for professional development, for release time to

visit other schools. Both report finding time to spend lndividually with

staff who are expressing difficulty or are working on a project'

Jerry described that a part of his role was as a supporter of

curriculum implementation. He described his activities when assisting a

teacher in difficulty, and from his description, his value system of a

supportive principal becomes apparent. As did the other principals' Jerry

spoke of providing supports to assist the teacher. The supports or

opportunities to assist teachers were also hightighted by Jerome' Both

Jerry and Jerome report working individuatly with teachers to address the

possibilities, trying to provide alternatives. lom provides the position

of head teacher. This appointment is viewed as a leadership position and

provides for the teachers an opportunity to enhance their personal skills'

Based on the responses of the principals, there is some commonality
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with respect to their reported work with teachers on enhancing teacher

certainty. A1I principals reported doing something that would be

classified as influencing teacher certainty and the meaningfulness of the

work. Where the principals differ is in the types of strateqies or

activities they employ. There was strong support by the principals to

work with teachers in the field of professional development. This

included teachers visiting other schools and providing time for

reflection. One principal developed a newsletter, and study grouPs.

Three of the principals saw working individually with teachers to assist

them in their teaching as an important role.

Three of the principals spoke directly to influencing Èhe culture of

the building. Through their influence on the building culture, these

principals are able to become involved in the activities that they value.

As weÌÌ, three of the principals reported that an important role was

buffering the teachers from parents and students and supporting the

teacher who is the risk-taker. The buffering was extended to incl-ude

protecting teachers from tasks that detract from teaching.

The analysis of the principals' comments with respect to teacher

certainty and work meaningfulness has a significant relationship with

psychic rewards. WhiIe the analysis treated the two factors separately'

there is in fact a great deal of overlap. The factors of valuing the

teacher, focusing on the climate, and becoming directly involved with

their staff infl-uence both categories.

The Princioal-, Task Autonomv and Teacher Discretion. Teachers' commitment

is enhanced when they are involved in decision making. Five of the

principals identified the need to provide task autonomy and teacher

discretion in their schools In their discussions, the principals

identified a number of tasks that need to be done in a school, and the

strategy they alI found was to involve teachers in the discussions. WhiIe

the sixth principal did not identify task autonomy and discretion as a

factor, his descriptions of how his school operates indicates an
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involvement of the staff.

Four of the principals stated that an important task was the setting

of a vision or direction for the school. Within this concept, three of

the principals spoke of the need to set a school climate. Ron, and Tom

discussed the neeQ to set the standalds that will provide a framework for

the school. All of these endeavors should have a positive effect on the

commitment level of the staff.

The principal-s.discussed the role they have in the development of a

plan to set the vision. The key to this process was the involvement of

the teachers. As outlined by Jerome, the solution must not be top down'

The principal has a responsibitity to prepare a strategy that will involve

the teachers.

The foundation for this reported collaborative thrust is perhaps

made possible because of the attention given by four principals to the

development of trust and integrity. From the collaborative structure the

principals are provided with the opportunity to involve teachers in a

variety of issues impacting the school. According to the principals' by

involving the teachers they begin to accept personal responsibility for

the outcomes of their work and have individual discretion in carrying out

the task.

In discussing teacher involvement, the principals focussed on issues

that were impacting their respective schools. Jerry and Tim identified

the need to focus on instructional issues as being an important role for

the prlncipal. The teachers need to feel that they understand what they

are doing and that what they are doing has value. Tim spoke of

encouraging.teachers to be supportive of each other and to be risk-takers'

Jerry discussed giving teachers opportunities to tal-k about ideas, their

teaching, and to develop their own strategies for improvement' All the

principals spoke to giving teachers the autonomy they need to become

involved in the school. Terry' for example, recognized the illiteracy his

staff had concerning the use of computers. He made the point that he did
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not mandate that the staff would develop skills, but rather involved the

staff and gave the staff the autonomy to create a plan. Terry articulated

the need and involved the staff in the solution-

The strategy reported by the principals to enhance teacher certainty

and autonomy is very cl-ear. There is a significant cul-ture of involvement

of staff in the functioning of the school. Jt is interesting that one

principal did add a qualifier to the involvement. Jerome suggested that

he involves teachers where it makes sense.

A Summarv Profile

The descriptions provided by the principals of their role suggests

a significant personnel management function. Following the discussions I

was left with the feeling the principals were very concerned r^tith the

well-being of the staff. Perhaps this concern leads the principals to

focus, as they report themselves doing, on the psychological aspect of the

teacher,s performance. A majority of the principals clearly stated a need

to have the teacher feel valued. This appears to be achieved in a variety

of ways, perhaps depending on the personality of the principal or the

needs of t.he school.

To facilitate the feeling of teacher well-being the majority of

principals focus firstty on developing trust. This allows the principals

to then engage the staff in the process of col-laborative decision making,

Ieading to the creation of a vision for the school. The underlying

strategy reported by the principals while working with the staff appears

to reflect Rowan's (1990) commitment model. The assumption appears to be

that this approach will empower teachers and improve student learning.

The principals, strategies and the issues that staff focused upon

differed perhaps as a reflection of the needs of the schoof' the

principals clearly identified the need to have teachers involved in

professional development activities. This lnvolvement included planning

and the participation in the activity. Professional development

opportunities should increase teachers' self-confidence and lead to the
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enhancement of work meaningfulness and teacher certainty.

Two principals referred to buffering as an important role for them

to adopt. Buffering of teachers from non-teaching duties or parents has

been identified in the Iiterature as a necessary task in improving

commitment. The buffering activity should increase the teachers' sense of

self-worth and being valued.

In addition to the personnel role described, the principals made

some reference to a task that might be best described as managerial.

Tasks associated with this rol-e tend to involve more of the fundamental

building management issues. Tasks such as creating a time-table that

permitted staff to get together was referred to by a couple of principals.

The time-table was seen as one way the principaLs could facilitate staff

meeting and planning together. It was viewed as a means of

operationalizing the commitment to a collaborative philosophy.

Related to the time-table issue, Tim created a position of teacher

leader in the school. By structuring the management function of the

school, Tim reported being able to increase the teacher sense of

involvement in the leadership of the school.

Taking care of the building was also discussed by the principals.

To this end for example, Ron discussed his work in ensuring sinks' etc.

are placed in the art room. He felt very strongly that by lookinq after

these issues, the chances of success by the teacher in starting up the new

art program could be increased.

The principats in this study report a leadership style that

Leithwood describes as transformational. Much of their reported activity

is in keeping with current beliefs about Ieadership and the enhancement of

commitment. Their apparent organizational philosophy may best be

described as a type Z organization, which emphasizes participative

decision making. According to LeiÈhwood (1992) a type Z organLzation is

accomplished "when teachers are helped to find greater meaning in their

work, to meet higher level needs through their work, and to enhance
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organizational philosophy may meet the goals

outlined by Roch (1-982 ) and in RosenholLz's

apparent bias to a tYPe

of enhancing the workPlace

work.
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CHAPTER 5

CONCLUSION AND RECOMMENDATIONS

In this section, a brief summary of the study will be presented and

recommendations made as to the application of the results to further

study.

The summary of Iiterature provided the following set of assumptions

upon which the study was based.

1. There are a number of identifiable factors that influence

teacher commitment. By attending to these factors in a positive approach

teacher commitment can be enhanced. These factors are:

a) Psychic Rewards

b) Managing Student Behavior

c) Increased Task Autonomy and Discretion

d) Meaningfulness of Work

e) Teacher Certainty

2. The school princj-pal has a significant role to pJ-ay in the

school. The review by Binda (1989) and others clearly articulated the

role of the principal as a leader in the school with tremendous influence

on the school- activities.

3. The research suggesÈs that organizational dynamics are a chief

cause of reduced teacher commitment. Conversely, organizational

strategies that are supportive should enhance cornmitment.

4. School administrators need to be aware of these issues and

they should be working proactively to enhance teacher commitment.

Guided by a multi-Ievel, social interaction perspective of

commitment, interview data were collected from principals concerning their

opinions with respect to three general research guestions:

l-. How do prlncipaj-s describe a committed teacher?

2. What do principals believe to be the most important elements

in developing and malntaining teacher commitment?
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What do principals regard as the most important strategies to

achieve and promote commitmenÈ within their teaching staff?

Six mal-e principals working in K-9 English instruction schools

participated in the study. Taped interviews, lasting approximately sixty

minutes, vtere he.ld with each principal. Once the interview was

transcribed, a second interview was held with each principal for the

purpose of making any changes or additions to the interview transcript.

The principats'. comments !^/ere analyzed and comparisons made to the

Literature on teacher commitment and to the role of the principal. WhiIe

the study set ?,]t to address the research questions separately, the

principals' responses revealed the related nature of the issues. It must

be noted that this study made no attempt to validate the accuracy of the

principals' responses. The rå=po.r="" vrere treated as being an honest

representation of what the principals know and do about commitment.

The principats described the committed teacher as havinq a

psychological predisposition to being committed. The committed teacher

was viewed as being more intelligent and possessing a greater knowledge of

the teaching profession. This enables the teacher to address many of the

issues that influence commitment. Corûnitted teachers have a higher level

of certainty about their job because of their greater knowledge. They are

able to make greater Sense of their job, creating a greater sense of

meaningfulness in their work. The high level of commitment is marked by

the extra time and energy they bring to the job. It is suggested in the

Iiterature that because of the higher of intelligence and knowledge

influencing the commitment factors, the committed teacher is not

negatively influenced by the forces that detract from commitment.

The literature identified variables that influence the commitment

level of staff. In the interviews, the principals identified many of the

same variables. The principals discussed the importance of psychic

rewards and teachers receiving feedback concerning the success of their

efforts. The principal-s identified the need to ensure teachers feel
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valued. They report trying to accomplish this by working with the

teachers, and providing a positive work environment. fssues relating to

teacher certainty and to work meaningfulness were also identified by the

principals as factors influencing conunitment. Providing increased task

autonomy and discretion was identified by five of the principals as

influencing teacher corunitment. The principals discussed the importance

of teachers being involved in decision making on the issues impacting of

their work Iives. one surprising feature of the responses from the

principals r^ras their lack of identification of student behavior as a

factor influencing coÍunitment. Two of the principals spoke about student

behavior not as an influence on commitment but as an example of related

issues.

The Iiterature suggests that principal-s can enhance or maintain

conìmitment by focusing their efforts on those factors that have been

identified as influencing commitment. AIl the principals interviewed

agreed they had a significant role to play in influencing commitment' To

achieve this end, four of the principals suggested that it was important

to establish trust as a foundation. From this foundation the principals

reported that they focused their work on the .establishment of psychic

rewards. the enhancement of teacher certainty and work meaningfuÌness' and

the development of task autonomy and discretion'

Task autonomy and discretion has been identified as influencing

commitment. one principal suggested that parents might influence

commitment in both a positive and negative direction. The dynamic of task

autonomy might be that any situation, such as curriculum' principal

leadership styÌe, Board policy, might infringe on teacher autonomy' For

the principal, the challenge would be to modify the negative influences on

the teacher.

The analysis of Èhe principals'responses to their role suggested a

bias towards tasks that were categorized as being personnel issues'

Issues referred to as managerial in the analys!s r^/ere reportedly done for
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the purpose of supporting those factors that influence commitment' The

Ieadership style suggested by the responses of the principals is described

by Leithwood (1991) as transformational'

overall, the study suggested that the principats describe the

committed teacher using many of the same descriptions used in the current

literature. The principals appear to have a good understanding of the

factors that influence commitment' In addition, the PrinciPals

descriptions of how they work to enhance teacher commitment is reflective

of much of the present literature. Based on their responses, they all

appear to be proactively involved in improving commitment within their

school.

Recommendations

l.Thisstudydidnotattempttoverifytheaccuracyofthe

principals, responses or the success of the initiatives. It would be of

value to repeat the interview process using a sample of teachers from the

same schools, This information, when compared with the comments of the

Principats'wouldprovideaportraitoftheschool,seffectivenessin
addressing teacher commitment issues'

.2. While the focus of the study was to examine commitment, the

resultssuggestthatcommitmentisasubsetofanorganizational

philosophy of educational leadership that may have influence on a variety

of educational components. rn this study the principals' responses

suggest a leadership style reflective of what has been described in the

Iiterature as transformational. The application of the study might be

extendedbyexaminingthePrincipals,Ieadershipstyleandits

effectivenessrelatedtoothereducationalfactors.
3.organizationsareonlyasstrongasthepeopleworkingwithin

them. without a committed staff of teachers, educational excellence may

be impossible to achieve. Enhancing commitment must be a focus of the

entire organ!zation. while schools are the local v,ork organizations for

the teachers, I suggest that they may reflect the culture of the division'
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A further extension of this study would be to analyze division or

district actions towards teacher commitment and the relationship this may

have on some identifiable factor (i.e., teacher absenteeism, teacher

transfers, student achievement).

4. It is claimed in this thesis that by giving attention to

factors influencing commitment, teacher commitment can be enhanced- It is

proposed that by attending to these factors, as they pertain to children'

may enhance student commitment. A study that revie\¡/s commitment and its

relationship to student commitment might extend the application of this

thesis.

Conclusion

It was the premise of this study that teacher commitment is at the

foundation of the success of the teaching enterprise. Principals have

been clearly identified as having a very influential role to play in the

culture of the school. It is the responsibility of the principal to

maximlze those variables that increase the success experienced by the

students. Fundamental to that success is a high level of commitment by

the teachers. Principals must value, as a significant part of their

responsibility, involvement with teachers and the influencing of those

factors that can impact on the teachers' commitment level'

Ho\,¡ the principals go about addressing teacher commitment speaks to

the type of Ieadership style they possess. Given the importance of a high

level of teacher commitment, principals must have the leadership skilIs to

facilitate commitment. Organizational training must update the principals

to this type of leadership. To achieve this I organizations must have a

culture that promotes the use of a transformational style of leadership.

This culture must be seen to influence all aspects of the work of the

organization. Principals who are involved in decision making at the

divisional level would be more inclined to participate in this style of

leadership at the school level. As Corey (l-990) states, "involvement

leads to commitment" (P. 42).
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APPENDTX A

fnterview Ouestions

I. The first set of questions will be used to gather some background

information on the school, the students, and the staff. Questions

pertaining to:

1. the size of the school - number of students - number of

teachers

2. Socio-economic profile of the community the school serves

3. The age of the staff

4. How long the principal has been at the school

5. What are the principal's primary concerns related to the

school? To what is the principal devoting most of their time?

II. Research Question #1: How would you describe a committed teacher?

Interview questions:

1. Would you describe one of your most committed teachers?

2. How woul-d you compare the committed teacher with a teacher you

feel has a low level of commitment? How are they different?

3. why do you feel this difference has occurred?

4. What motivates a committed teacher?

5. Do you think (age, experience, gender, school profiJ-e' career

stages) have any bearing upon teacher commitment? Exp]ain. Can you

provide examples to clarify your opinion?

6. What is the level of commitment among your staff?

III. Research Question #2: What do you believe to be the most important

elements in developing and maintaining teacher commitment?

l-. Could you identify key elements or factors that influence the

development and serve to maintain teacher commitment?

2. Are these factors more organizational or personal in nature?

3. Could you expand on the organizational factors? On the
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personal factors? How do you feel they influence (positive or negative)

commitment?

IV. Research guestion #32 What do you regard as the most important

strategies to achieve and promote commitment within the teachers?

1. Can you, as a principal, do anything to promote, enhance

commitment?

2. If question #l is yes...

Describe what can be done.

Describe what you are doing.

Describe strategies that you are currently using.

!'ihat role do you play?

Have you, are you, doing anything organizationally to enhance commitment?

How do you know what you have done is working?

3. If question #I is no...

Why do you feel you have no influence on teacher commitment?

Who is responsibl-e for enhancing teacher commitment? elaborate?

4. In your school, what is being done that influences commitment?

WhaÈ role are you playing?



ro2

ÀPPENDIX B

Superintendent's Letter

Dear

I am writing you to inform you of a study I am conducting as part of
my studies towards a Master of Education Degree at the University of
Manitoba. The study is entitled "The Principal's RoIe in Developing and
Maintaining Teacher Commitment. "

The research involves interviewing six principals randomly selected
from within Suburban Winnipeg. The interviews will focus on the
principal's views relating to three general questions:

L) How would you describe a committed teacher?
2) What do you believe to be the most important elements in

developing and maintaining teacher commitment?
3 ) What do you regard as the most important strategies to achieve

and promote commitment within teachers?

As a result of the selection process, I have identified a principal
working in your School Division as a potential participant in the study.
I will be contacting that person by letter in the next few days.

To ensure the anonymity of each participant, only I will be aware of
their identity. Each principal in the study wiIl participate in an
interview lasting about one hour. The interview will be held after school
hours. The taped responses to the interview questions will be transcribed
and then edited. A second interview lasting approximately 30 minutes wiII
then be held to give the participants the opportunity to review their
responses. At the completion of the study, all tapes will be destroyed.

fn the writing of the thesis the respondents comments wilI generally
be treated cotlectively in an attempt to create a portrait of principal's
actions. At no place in the thesis will individuals be named or
identifying features reported.

Shoul-d you wish to discuss this study in greater detail, please do
not hesitate to contact me at [phone number] (!^tork) or [phone number]
(home).

Sincerely,

Greg Meade



103

APPENDTX C

Letter to Participatinq Principals

Dear

I am writing to you to request your participation in a study I am
conducting as part of my studies Èo'¡rards a Master of Education Degree at
the University of Manitoba. The study is entitled "The Principal's RoIe
in Developing and Maintaining Teacher Commitment."

The research involves interviewing six principals randomly selected
from within Suburban Winnipeg. The interviews will focus on their views
relating to three general research questions:

1 ) How would you describe a committed teacher?
2l What do you believe to be the most important elements in

developing and maintaining teacher commitment?
3 ) What do you regard as the most important strategies to achieve

and promote commitment within teachers?

Should you agree to participate in the study, I wiII conduct an
interview with you lasting about one hour. The taped responses to the
interview questions wilt be transcribed and then edited. The editing
process wilI be used to create transcripts clear of repetitionsr pêtts€s¡
etc. A second intervlew lasting approximately 30 minutes wiII then be
held to give you the opportunity to review your responses and to make any
changes if desired. At the completion of the study tapes wilI be
destroyed.

Your anonymity will- be assured. In the writing of the thesis the
respondent's commenÈs will generally be treated collectively in an attempt
to create a porÈrait of principal's actions. At no place in the thesis
wilI individuals be named and no identifying features will be reported.

Once the tapes have been analyzed, all participants will have the
opportunity to review them before the final draft of the thesis is
completed. AII participants will be offered a summary of the results of
the study.

Should you wish to withdraw from the studyr lou wiII be free to do
so at any time.

If you are willing to assist me with the study, please sign the
consent at the bottom of this letter. I will pick up the consent letter
at our first interview.

I will follow up this letter with a phone call within the nexf
couple of days.



ro4

If you require further information, please do not hesitate to
contact me at ¡phone numberl (vrork) or [phone number] (home) '

Sincerely '

Greg Meade

r herebY give mY consent to
pa nY Greg Meade entitled "The
Þrincipät,s Role in Developing and Maintaining Teacher Commitment."
I am aivare that I am free Lo withdraw from the study at any time.

SignaÈure of Consent DaÈe
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APPENDTX D

Second Letter to Principals

Dear

I have attached to this letter a copy of the transcript of our
interview. I wiII be in touch with you in the next few days to schedule
our second interview.

In preparation for the second interview, please read the interview
transcript. Should you want to make any changes or additions to your
responses, please feel free to do so. During the second interview we will-
review the transcript to ensure it reflects accurately your feelings to
the interview questions.

It is my expectation the second interview should take between l-5 and
30 minutes.

S incerely,

creg Meade


